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Foreword

I am delighted once again to be asked to write a foreword to this book which
is now a well established classic in training and development literature.

In my foreword to earlier editions of the book I noted the significance of
constant change being a key part of the context of work organizations in the
21st century, and noted the demise of primary industries as one example of
that change. Few predicted or expected that demise when those industries were
flourishing at the heart of developed economies. The same is true as I write
this foreword in the early part of 2009, but now the example being talked about
is the demise of financial and banking services. Who expected or predicted that
demise 10 or even 5 years ago? Or the impact on national economies or on the
global economy? As I write these words nearly all of the world’s major
economies are either in or are heading for recession. One difference of course
is that national governments cannot allow the demise to be complete or
permanent and so action is being taken to rescue the financial and banking
sector. But, the problems being experienced there and the associated recession
have an impact on all sectors of the economy. And so in work organizations
across all sectors costs are being trimmed to the bone and all expenditure
scrutinized for potential and actual savings. It is common almost to the point
of cliché that in those conditions budgets for training and developing
employees are reduced and in some cases to zero. But is that wise? Most
certainly not, because what follows such action is invariably a consequent
reduction in performance in the short term, and both organization and sector
level skills shortages in the long term. So, training and development becomes
more, rather than less important in current economic conditions.



The arguments to support that last statement are not commonly persuasive
to senior managers in work organizations. But the arguments do make the case
for texts such as this. Effective training and development can and does make
a positive difference to individual, team and organization performance, and
this book shows how to achieve that. A perhaps unexpected corollary to
recessionary times is a dividend to education through individuals investing
more of their own money in their individual human capital. A source of such
investment is often redundancy payments arising from employers cutting costs
by reducing headcount –often in HR and in training and development depart-
ments – or in too many cases, going out of business altogether. There are many
current examples of the latter, especially among large employers in the retail
sector. But, given that is the case then there is clear need for books such as this
to support teaching and learning. And in the case of training and development
The Theory and Practice of Training is an excellent resource for that purpose.

As always Roger Buckley and Jim Caple have produced relevant, topical and
timely revisions to justify a new edition. It is not for this foreword to detail those
revisions except to say that they add both value and currency to this 6th edition.
I have always, and continue to regard this work as essential reading for those
working to develop employees, especially those new to such roles and jobs.
Increasingly though these days more and more non-specialist line managers
have direct responsibility for training and developing their staff. This is a trend
that would have continued in any circumstances in my judgement but it is also
one that is likely to be accelerated in recessionary times. I would recommend
the book to any line manager too as a worthwhile and practical guide to
fulfilling and getting the most benefit out of such responsibility.

I am confident that this new edition will maintain the success, standing and
impact of its predecessors and that the book will be of continuing value to
students, lecturers and practitioners alike. Enjoy your reading and your
learning but most of all applying the sound principles and guidance contained
in the following pages.

Professor Jim Stewart
Running Stream Professor of HRD

Leeds Business School

x Foreword
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Introduction 1

Introduction

As we approach the second decade of the 21st century, change remains an
enduring theme. In order to survive and prosper, organizations in the private
and the public sectors will need to respond in a timely and flexible way to social,
technological, economic and political change. This means that an organization’s
survival and growth will depend on its ability to cope with the external and
internal requirements that these changes will demand. This implies that existing
and new staff will need to acquire new knowledge, skills, attitudes and
perspectives on a continual basis.

At one time, most people entered the workforce expecting a job for life, and
for the majority that is what they experienced. Very often, members of the same
family went to work for the same organization in the same town or city and
stayed there until retirement. Some worked their way up from the shop floor
to become ‘management’ while others were content to remain in a safe and
stable environment with a regular pay packet. Others sought the ‘office job’
which they believed gave them status and security for their working lives.

That has all changed. Since the 1970s, there has been a decline in traditional
industries and a subsequent loss of many routine and unskilled jobs. The
workplace has become highly competitive and will become increasingly so.
There is now a global economy to contend with. The West has to face the
competition of emerging economies, not least from the Pacific rim where there
are low labour costs and where advantage is taken of the new market oppor-
tunities created by reductions in trade barriers and technological advances.
Employers will be seeking staff with high-level transferable skills, short- and
medium-term contracts will become the more common forms of employment
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and there will be an even greater need for individuals to manage their own
learning and careers. The concept of a ‘job for life’ is nearing extinction.

Gaining or maintaining an edge over competitors has become the priority
of organizations, and also for individuals wishing to pursue a fulfilling career.
In this competition to achieve success, to keep in the lead or even to survive,
organizations seem to have focused on four key areas. These are: the need to
diversify, the need to constantly review organizational structures and staffing
skills, the need to make best use of technology and the need to focus on the
customer.

Diversification has not only meant the updating and modification of existing
products and services but the introduction of new products and new ways of
providing a service. In addition, it has involved moving into new areas and
encroaching upon the traditional territory of other manufacturers and prov-
iders. The following examples have now become familiar: building societies
have become banks, departmental stores and supermarkets offer financial
services, DIY stores offer home insurance facilities, and gas suppliers offer
electricity. Various mergers and acquisitions illustrate the diversity within large
groups of companies and strategic alliances that allow smaller players to
compete in larger arenas.

Coincidental with this need for, and trend towards, diversification, organiza-
tions have had to look at the ways in which they are structured. The processes
of what have been described as downsizing, rightsizing, devolution of responsi-
bility and empowerment that started to be introduced in the 1980s have become
commonplace. Many organizations found it expedient to regionalize or frag-
ment their operations and functions, allowing individual business units to
operate almost as independent companies. The rationale behind such changes
was partly that the process was a way of getting closer to the customer. It also
gave greater responsibility and accountability to more people, encouraged
initiative, demanded business thinking and an orientation towards outcomes,
and allowed easier measurement of the effectiveness of the different parts of
the organization and shedding those that are ineffective or losing money.
Examples of breaking down larger units to asset strip illustrate this point.

However, towards the end of the 1990s a number of organizations began to
move some decentralized functions back to the centre. This was prompted by
a number of factors. Kakabadse, quoted by Arkin (1999), suggests that the
thinking of the eighties was about getting close to the customer, but that this
perceived competitive advantage had been lost and was felt to be greater at
corporate level.

The experiences of the authors were that with regard to the training and
development function, decentralization has not always been as effective as it
was felt that it would be. In order to maintain quality and consistency, and to
ensure that money spent on providers is spent wisely, recentralization has been
found to be necessary. Kakabadse asserts that organizations move frequently
between centralized and decentralized modes of operation and decision
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making, and both authors have experienced the swing of the pendulum from
one to the other many times in the training field, and have had to respond and
adapt to the changes that have ensued.

The rapid and unceasing advances in technology and, in particular, informa-
tion technology, have had an impact on all jobs and the way in which they are
done. At all levels in most organizations, staff are expected to be computer
literate to some degree or be able to operate technology-driven equipment and
processes, as well as having the capacity to keep up with the advances that will
be made.

It has been claimed that we are living in a customer-driven society, and this
is encouraged further by the flexibility and range of choice that customers have.
It has become easier for customers to ‘go elsewhere’ for better services, and
internal customers have the option to ‘go outside’ if their needs are not met
adequately by providers within their own organization. In some cases, training
departments have fallen victim to this process, sometimes with justification,
but sometimes at the cost of quality and consistency.

Training has always played an important and an integral part in furthering
many kinds of human learning and development. If organizations are to make
the best of the training function in their response to and promotion of change,
the training function will need to be closely linked with business plans. This
means that a detailed training policy needs to be agreed and implemented from
the top of the organization and supported by management at all levels. It also
means that the training and development function has to be accountable in the
same way that other functions are.

In this environment where change is frequent, the training function cannot
allow itself to become the ‘dinosaur’ of the organization. It too must explore
and introduce new strategies and methods of learning to meet the changing
needs of the organization and of its learners. The use of technology and various
forms of distance- and open-learning need to be employed when appropriate,
and trainers need to examine their own roles and develop them to meet new
and differing demands. Trainers have received greater recognition as having
skills which enable them, often better than others, to act as agents for change;
to become involved in internal consultancy relating to organizational develop-
ment, quality and performance management; and to develop a learning
organization.Line managers have become more directly involved in the
development of staff through one to one training, coaching, mentoring and
assessing competencies. They also play an important role working in partner-
ship with trainers and individuals to identify training needs and to be a party
to Personal Development Plans and Learning Contracts.

Individuals have been encouraged to take more control of their learning by
identifying their own training and development needs and seeking appropriate
learning opportunities to meet them. This is often prompted by the growth of
Continuing Professional Development for many trades and most of the
professions. In addition to the provision made for groups and individuals
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within and outside the organization, training providers are turning their hand
to designing easily accessible learning programmes for individuals to study
by themselves and in their own time.

Everyone in the organization, particularly senior managers and directors,
should understand the processes and techniques of training and should be able
to speak the language of training. Many appreciate the message, ‘If you think
training and education are expensive, you should try ignorance’. Training
cannot be achieved ‘on the cheap’: it requires a suitable and consistent level of
financial support. Those who baulk at this notion must appreciate that in many
organizations, the outlay on training should be on a par with other major
investment decisions. Some organizations have no doubt rued the fact that they
failed to set aside adequate resources for the training function. Their plans for
expansion and development would have been severely hampered by the
unpreparedness of staff and their recruitment, selection and personnel policies
being insufficient to compensate for this shortfall. It follows that training cannot
be seen as simply a peripheral function having only a marginal influence over
an organization’s present and future economic health, for an organization’s
economic health is determined by, and can only be understood fully, in terms
of its ability to adapt to internal and external circumstances.

The world of work continues to become more and more complex and for
everyone, including trainers, there are many learning curves ahead. The
demands inferred by Senge (1990), ‘As the world becomes more interconnected
and business becomes more complex and dynamic, work must become more
learningful’, indicate that there will be a crucial and demanding role for training
in the future.

There are many techniques, approaches and theories which can be applied
in training and no single volume can do justice to them all. This book is not a
stage-by-stage guide to conducting a project in training. All trainers soon come
to appreciate that there is no single approach, and that one of the most
frequently exercised skills is that of making decisions as to which are the best
techniques to investigate performance problems, and which are the most
appropriate ways to deliver the training.

What is included in this book is what has worked best for the authors and
which it is believed will help others. We have taken advantage of, and capital-
ized on, the accumulated knowledge and expertise that has been built up over
the years in the field of training through the efforts of both practitioners and
academics. This is demonstrated by the fact that we make reference to, and
appreciate, the practical work and the relevant theories and research findings
that go back to the 1950s, 60s and 70s. It is tempting in some contemporary
organizational settings to consider such approaches as over-elaborate – taking
too long to contribute to fast-paced change – or even old-fashioned. Whilst we
have seen a growth in differing forms of training such as e-learning, ‘bite-sized’
training plus a reduction in time for off the job training designs, we believe
that current training professionals and line managers engaged in people
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development need a grounding in training and development tools. The
consequences of taking short cuts to the design and delivery of training needs
to be done with care and with the recognition of potential limitations to
effectiveness.

In our approach to training we have attempted to reflect the sentiments and
attitudes expressed in these two quotations:

‘There is nothing so practical as a good theory’ – Kurt Lewin

‘However much thou art read in theory if thou hast no practice
thou art ignorant’ – SA’DI

Roger Buckley
Jim Caple
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1

Training and the
Organizational
Environment

Effectively managed and integrated learning and development procedures,
both at the individual and corporate levels, are vital to an organization’s present
and future effectiveness and viability. At the individual level learning is the
process whereby knowledge, skills and attitudes are acquired through
experience, reflection, study or instruction. Development refers to the general
enhancement and growth of these through conscious and unconscious learning.
Ultimately, learning and development activities should help to improve and
enhance an individual’s competence and potential. However, before examining
how training is initiated and organized, and how it contributes to an
individual’s learning and development, it is appropriate to consider the wider
organizational considerations that encourage and support this enterprise.

THE LEARNING ORGANIZATION

Amongst the many developments that have been introduced to organizations,
that of becoming a learning organization has taken on a high profile. It has also
led to confusion about what it actually is and some scepticism as to whether it
can exist at all. Pedler Boydell and Burgoyne (1991) give the view that ‘It is
not brought about simply by training individuals; it can only happen as a result
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of learning at the whole organization level’ and, although it is difficult to define
precisely, the description that they offer encompasses the key sentiments that
a learning organization is ‘an organization which facilitates the learning of its
members and continually transforms itself’. Learning by the organization and
by individuals within it is seen as critical to its survival and development.
Furthermore, as Senge (2006) suggests, the learning organization ‘is continually
expanding its capacity to create its own future’.

Drawing upon these descriptions, a profile can be built up to show what a
learning organization should be. Any organization that describes itself as a
‘learning organization’ recognizes the need for change and actively pursues
it. This is reflected in its corporate vision and business objectives which are
communicated to, and shared by, its members at all levels. In order to realize
its business objectives – and, ultimately, its vision – the senior management
team should show its commitment to the concept of the learning organization
by the comprehensive resourcing of learning strategies and opportunities.
These resources should include appropriate rewards for learning, materials,
time, support and empowerment.

In order to implement the concept, many would need to develop a new
perspective on the way in which they work, their status, their working relation-
ships and their openness. In short, they would have to manage their own
change within a change to the organizational culture.

In this new culture individuals should be expected to take greater responsi-
bility for their own development by identifying their own training needs and
setting themselves challenging learning objectives. Everyone should be encou-
raged to learn regularly and rigorously from their work experiences and to seek
out opportunities away from the workplace that provide new experiences. This
learning should be supported by regular reviews with line managers, team
leaders or mentors to monitor and give feedback on individual performances
and learning, and to decide upon and plan future learning activities. To fully
implement the concept of the learning organization, learning that may be
relevant or of benefit to other individuals or to other departments should be
shared. The use of technology makes this process easier and quicker once the
mental hurdle of being prepared to share has been overcome.

With regard to the organization itself learning, the knowledge and experience
that individuals have about their own roles and their own departments,
together with what they know about other organizations, can be drawn upon
and put to good use by contributing to the corporate vision, objectives and
strategies. Many examples can be found of people in operational roles who have
discovered ways of improving processes and procedures that have resulted in
an organization saving on money and materials, developing a faster reaction
time or producing an improved product or service.

To tap into this valuable source of ideas and initiative, individuals should
be encouraged to challenge, without fear, the traditional way of doing things,
and the organization should be open to any suggested change or innovation
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which can realistically be implemented. This could lead to opportunities to
contribute to policy or strategy formulation. To further and to strengthen this
approach, a continual open dialogue should take place between units and
departments within the organization to exchange information and ideas, and
to give feedback on the goods or services that they receive from one another.
The success of this approach assumes that invisible barriers have been broken
down and that an open rapport has been established.

From what has been discussed it can be seen that, essentially, learning
organizations have to operate as open systems (in all senses of that term) in
relation to their internal and external environments. Burgoyne (1999) believes
that an organization cannot be converted into a learning organization in one
grand project, but that the concept should be used to guide specific projects.
However, for the concept to become a reality, a number of issues need to be
addressed.

In order to overcome the barriers that are likely to be created by internal
politics, constitutional forms and systems need to be introduced to give people
the opportunity to question and to challenge existing practices and beliefs, and
to try out new ideas in a blame-free environment so that the organization is
continually improving itself. Safeguards need to be incorporated to prevent the
learning organization from being used as a cover for something else, eg
downsizing, that could be made to look more respectable if introduced as a
strategy within the framework of the learning organization. There needs to be
a synergy with the stakeholders and any conflict between them must be
resolved. Strategies need to be developed to enable collective learning to take
place in circumstances where functions such as human resource management
have been separated or devolved from a central function, or where there is a
multi-site operation.

With regard to the acquisition of knowledge, there needs to be an understand-
ing of where the collective learning processes take place and where the
subsequent collective knowledge is kept, ie in people’s heads, in technology,
in procedures, in cultures, in traditions and in the curricula of training courses
and events. The nature of intellectual property and its ownership also needs
to be addressed. Burgoyne sees the need to clarify the ownership of competence
and intellectual property between the organization and the individual. The
issue of who pays for and who receives education, training and development
‘are usually hopelessly confused in the psychological contract surrounding
development, with the result that it is mismanaged or not done at all’. In
addition, processes and strategies need to be developed to deal with the
interaction between tacit and explicit knowledge. The concept of whether or
not it can be shared needs to be settled. Very often professionals perpetuate
the notion of a mystique in their discipline and use technical language or jargon
to avoid sharing knowledge.

The introduction and development of the concept of the learning organiza-
tion has had many implications for the trainer. The swing from trainer-centred
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learning to a more learner-centred approach will make demands upon the
range and availability of learning materials, increase the need for individuals
to develop learning skills and strategies, and encourage the development of
the wide range of skills that people at all levels will need in order to function
effectively in the environment of a learning organization.

TRAINING, EDUCATION AND EXPERIENCE

Drawing on a number of sources, the definitions of training and education that
we shall work to are as follows:

Training

A planned and systematic effort to modify or develop knowledge/skill/
attitude through learning experience, to achieve effective performance in an
activity or range of activities. Its purpose, in the work situation, is to enable
an individual to acquire abilities in order that he or she can perform adequately
a given task or job and realize their potential.

Education

A process and a series of activities which aim at enabling an individual to
assimilate and develop knowledge, skills, values and understanding that are
not simply related to a narrow field of activity but allow a broad range of
problems to be defined, analysed and solved.

In the Glossary of Training Terms (Manpower Services Commission 1981) the
definition of ‘training’ explains that the words ‘learning experience’ emphasize
that there is no clear dividing line between education and training, and stresses
the importance of the integration of these two concepts.

Without denying the point about integration and also recognizing the
difficulty which is often encountered in clearly separating these concepts, some
useful distinctions have been drawn by Reid, Barrington and Brown (2004),
particularly in relation to training and education. These distinctions have been
made with regard to process, orientation, method, content and the degree of
precision involved.

In terms of precision, training usually involves the acquisition of behaviours,
facts, ideas, etc that are more easily defined in a specific job context. Training
is more job-orientated than person-orientated. Education, on the other hand,
is more person-orientated, is a broader process of change and its objectives are
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less amenable to precise definition. In contrasting training and education Glaser
(1962) points out that ‘when the end products of learning can be specified in
terms of particular instances of student performance, then instructional
procedures can be designed to directly train or build in these behaviours’. If
the skill to be learned is highly complex and the relevant performance is
difficult to analyse and to specify, then the student may be educated more
generally by providing a foundation of behaviour on which the individual is
expected to generalize or to transfer to similar or novel situations.

A second distinction which Glaser makes is related to minimizing or maxim-
izing individual differences. He suggests that, in training, the learning of
specific behaviours implies a certain degree of uniformity within the limits set
by individual differences. By contrast, education is attempting to increase the
variability of individual differences by facilitating learning in such a manner
that each individual comes to behave in a way which is particular to him.

Training and education (including development) can be distinguished also
in terms of process. In its extreme form, training tends to be a more mechanistic
process which emphasizes uniform and predictable responses to standard
guidance and instruction reinforced by practice and repetition. On the other
hand education is a more organic process bringing about less predictable
changes in the individual. These distinctions are expressed in a diagrammatic
form in Figure 1.1.

Differences between training and education also can be identified with
respect to course or programme content. Training aims to provide knowledge
and skills and to inculcate the attitudes which are needed to perform specific
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Figure 1.1 The distinctions between education and training expressed in
terms of process and effect
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tasks. Education usually provides more theoretical and conceptual frameworks
designed to stimulate an individual’s analytical and critical abilities.

Finally, the effects of training, education and development can be considered
on a timescale. The changes brought about by training are often more immedi-
ately observable in the short term whereas education and development are
more likely to show their influence in the longer term and, possibly, in a more
profound way.

While considerable emphasis has been placed on the way in which training
and education differ, it must be appreciated that they are closely interrelated
processes. The ability of an individual to acquire knowledge, skills and attitudes
in a training context may depend directly or indirectly on the quality of
previous educational experiences. In a similar way, education may be influ-
enced by the skills which an individual has acquired through training and can
bring to bear to exploit new learning situations. Furthermore, while concen-
trating on training and education, a third element which contributes to learning
and development, namely planned and unplanned experience, must not be
minimized or overlooked. This element is a vital concomitant to formal training
and education in an organizational setting. For example, management develop-
ment programmes often have been criticized for focusing, sometimes almost
exclusively, on structured training and educational events and ignoring the
value of varied and planned inter- and intra-organizational experiences.

Figure 1.2 Elements that contribute to learning and development
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Training, education, planned and unplanned experience are interdependent
and equal partners with regard to their potential contribution to learning and
development (Figure 1.2).

Planned experience involves an individual carrying out a prescribed,
designated task, job or role, for which they have been previously trained or
educated to perform, and usually involves, at least in the early stages, some
form of specialist supervision. Beyond undertaking the task, job or role on a
more or less permanent basis, the potential opportunities in organizations for
planned experience can take a variety of forms. These include job rotation, job
shadowing, temporary attachments, visits and delegation.

Too often, in the past, training and planned experience have played second-
ary roles to education. Each should be valued in its own right and their specific
strengths in encouraging learning and development should be appreciated.
Competently conducted training can expedite the acquisition of specific job-
related knowledge, skills and attitudes. Education, when carried out openly
and in a spirit of enquiry, can equip individuals with the intellectual perspect-
ives and the tools of analysis that can help to guide them and their organizations
through present and future exigencies. Planned experience can integrate and
act as the vital catalyst and ‘test bed’ for the skills, techniques, ideas, etc
acquired in formal training and educational settings.

Unplanned learning experiences, which are inherent in the nature of many
jobs or positions, can also play an important part in the acquisition and
development of knowledge, skills and attitudes. If an individual has to modify
or adapt what he or she had learned previously to deal with the unexpected,
it can result, through a process of reflection, in a new learning experience, which
enriches, extends and builds up a repertoire of appropriate responses to handle
future situations. Alternatively, the inability to deal with these unanticipated
contingencies may indicate a new set of learning needs that may inform future
planned training, educational or experiential events.

TRAINING NEEDS

Turning specifically to training, because of the potentially considerable financial
and psychological costs involved, a great deal of consideration has to be given
to deciding whether to embark on some form of training to meet individual
learning and development needs.

It is important to appreciate the circumstances which indicate whether or not
training is required and there is a need to be thoroughly familiar with the
methods, approaches and forms of analysis that have to be used in order to
reach the decision to implement training. The criticality of this process cannot
be over emphasized bearing in mind the consequences that might arise for
organizations which provide too little training or no training at all when a real
need exists.
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Davies (1971) contributes some of the following consequences:

� Additional on-job or other forms of supplementary training.
� The slowing down of production and the under utilization of machines

and equipment.
� An increase in the proportion of work rejected on inspection for not meeting

the standards laid down.
� An increase in the wastage of materials and in the damage to equipment.
� Increased demands on supervisors’ time.
� An increase in injuries and possibly fatalities amongst personnel.
� Job dissatisfaction because the worker is inadequately prepared to do the

job. This may lead to an ‘induction crisis’ for new staff and to higher
turnover.

� Slower or poorer service resulting in an increase in customer complaints
and in a decrease in customer loyalty and interest.

� Decrease in sales and hence a reduction in profits.
� Adverse financial and other organizational repercussions that stem from

any of the above consequences which may cast doubt on the continued or
future viability of an organization or a unit within it.

The converse of the problem, that is, too much training, also has its conse-
quences and this will be examined later.

When deciding whether or not to train, the first matter of importance is to
define what constitutes a training need. It is suggested that a training need can
be assumed to exist when the following two conditions are met:

Condition 1. Training, in some form, is the most effective and the most
appropriate means of addressing a learning need to overcome
a current or an anticipated shortfall in performance.
Or, all things being equal, training will result in current or in
future performance objectives being achieved more economic-
ally, thus allowing resources to be freed for alternative organi-
zational objectives to be pursued.

The first part of condition 1 implies two things: first, that performance problems
may be caused by one or several of a variety of factors other than the lack of
ability of the job holder(s), and training may not be a viable solution to such a
problem; and second, that training is only one of the possible learning and
development processes, along with education and planned/unplanned experi-
ence (see Figure 1.2), for meeting the critical need(s) identified.

Condition 2. Present or future job objectives are clearly linked to the organi-
zation’s corporate objectives.
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This condition or pre-condition underlines the fact that if a job is redundant
or is a ‘non-job’ in respect of current or future organizational requirements, then
it is quite inappropriate to regard a performance deficiency on such a job as
indicating a learning/training need.

To expand on this explanation, training can be initiated in response to two
kinds of training need; one may be described as reactive and the other proact-
ive. The former arises out of an immediate and urgent on-job production or
productivity shortfall for which a behavioural cause has been identified and
separated from other possible causes. By contrast, proactive training may be
closely associated with an organization’s corporate strategy and manpower
plan. It is very much future orientated and may come about for a number of
reasons such as anticipated technical developments, the results of management
development and personal replacement action and policies, etc. These two sets
of needs can be contrasted also in relation to the concept of change. Boydell
(1976) emphasizes that:

Current needs are due to faults in the present situation; to solve such needs will, of
course, involve change, but this change occurs after the need is identified. Future
needs on the other hand, will arise as a result of change.

Apart from this present – future dichotomy another valid way of clarifying
training needs is by the level at which the needs occur within the organization.
A number of writers have suggested a tripartite classification:

At the organizational level
When general performance weaknesses have been observed or are antici-
pated in functions at or across divisional boundaries.
At job or occupational level
When distinct groups of employees have been identified as having a common
need for training, eg staff within departments or functional units.

Figure 1.3 Classification of performance problems and training needs

Time/Response Present/Reactive Future/Proactive
Level

Organizational

Job/Occupational

Individual

Performance problem/Training need
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At the individual level
When performance weaknesses have been found in individual members of
staff anywhere in the organization.

In order to clarify future reference to levels of need and to systematize the ideas,
etc on performance problems and training needs, this classification of levels
can be drawn together in schematic form (Figure 1.3).

It must be emphasized that the divisions shown in Figure 1.3 are, to a degree,
for convenience of explanation only, because performance problems and
training needs cannot always be categorized as clearly and conveniently as the
schema might suggest.

BENEFITS OF TRAINING

If the training needs that have been identified comply with the conditions set
out above then there are numerous potential benefits to be gained by
individuals and organizations from well-planned and effectively conducted
training programmes designed to meet those needs. Individual trainees can
benefit in a number of ways. In relation to their current positions, trainees may
gain greater intrinsic or extrinsic job satisfaction. Intrinsic job satisfaction may
come from performing a task well and from being able to exercise a new
repertoire of skills. Extrinsic job satisfaction may be derived from extra earnings
accrued through improved job performance and the enhancement of career and
promotion prospects both within and outside the organization to which they
belong. Benefits for the organization include improved employee work
performance and productivity; shorter learning time which could lead to less
costly training and employees being ‘on line’ more quickly; decrease in wastage;
fewer accidents; less absenteeism; lower labour turnover and greater customer
or client satisfaction.

The above points are reinforced by Sloman (2003), in his summary of the
research carried out at the University of Bath by Purcell et al (2003). These
researchers have developed a People and Performance model that attempts to
explain how HR practices can lead to effective performance through the
influence that these practices have on discretionary behaviour. The authors see
discretionary behaviour as ‘… making the sort of choices that often define a job,
such as the way the job is done – the speed, care, innovation and style of job
delivery.’ Sloman feels that training and learning pervades the People and
Performance model and is essential to the whole process. Furthermore, he
believes that well-trained line managers play a crucial part in the
implementation of effective human resources. He maintains that ‘Ultimately
they are the ones who motivate staff directly, who give them an opportunity
to participate… above all they are the ones who will coach, identify skills needs,
encourage development…’
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It follows that in preparing an individual to perform a specific task more
effectively, training can contribute to the organization achieving its current
objectives. However, it can also play a more long-term strategic role either
directly or indirectly. The direct role is pursued through the nature of the actual
training content. In this respect training can move away from concern simply
for the individual skills, and can deal with leadership, group and organizational
issues. Furthermore, Stewart (1996) has suggested that the training function
can potentially impact in a positive and major way on the management of
change. In this respect he has listed a number of key contributions that he feels
the training function can make to this process. First, and most importantly, is
to make sure that ‘people’ issues and the implications of change are raised with,
and understood by, the organizational decision makers. If this does not occur
then there is a serious possibility that planned change will be unsuccessful or
take place too late or ineffectively to respond to environmental contingencies
and demands.

A second contribution consists of helping managers to develop their capacity
to deal successfully with change itself. Training programmes and development
activities can be designed to ensure that the necessary abilities to handle the
uncertainties associated with change are acquired.

Management development programmes that emphasize the managers’
responsibilities for developing their own staff afford the training function the
chance to make a third contribution. Linked to this is a fourth contribution,
which involves the training of managers at all levels in the knowledge and skills
needed to obtain the employees’ commitment to change. In addition trainers
can provide consultancy services to managers and staff to facilitate this process.

The opportunity for training to make a fifth contribution results from the
consequences of change. As these may have created a need for new knowledge,
skills and attitudes within the organization, training will make its contribution
through the identification of training needs and through the implementation
of relevant strategies to meet these needs.

Finally, the training function may make a sixth contribution by being well
placed to encourage individuals, groups and the organization as a whole to
examine current performance and the operating environment. Trainers are often
in a good position to help diagnose the causes of poor performance and to
suggest where and how improvements should be made. Stewart cites strategy
workshops and team development programmes as examples of training
interventions that can be designed to further this critical examination.

Stewart’s views accord with the line taken by Frank and Margerison (1978)
who emphasize that as trainers we are moving towards providing training
interventions which place emphasis on solving organizational problems as well
as on developing individual skills.

This kind of approach has been described as Organization Development
(OD). By drawing on the definitions offered by Beckhard (1969) and by French
and Bell (1999) organization development can be viewed as a long-range,
planned, organization-wide effort to improve an organization’s health, problem-
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solving and renewal processes. This is done by focusing particularly on the
culture of formal work teams using the theory and technology of applied
behavioural science.

Training can also affect an organization’s culture in a more indirect way
through the management of individual and group training. Cheese (1986)
describes the concept and application of cascade training in marketing. This
involves training a group at one level in the organization, for example, area
marketing managers, and then allowing them to pass on the content and
attendant attitudes to others further down the chain. From this it can be seen
that cascade training is a form of communication that potentially can have an
impact on individual and ultimately on group and organizational values and
attitudes.

More important, in some respects perhaps, than the direct and indirect effects
already mentioned is the influence that the content and conduct of training can
have on attitudes towards the processes of learning and development. This, in
turn, can help to create a ‘learning organization’ that is more flexible and
responsive in coping with present and future internal and external demands.

TRAINING AND CORPORATE STRATEGY

The short-, medium- and long-term effects of training referred to in previous
sections can only be experienced to the full if training is not only managed
professionally but also is linked clearly with the corporate mission or purpose.
Lynch (1968) describes the corporate purpose as a goal towards which the
activities of all sections in an organization are directed. From this goal more
precisely defined objectives can be set and passed down the organization to
form the basis of divisional, departmental, and unit objectives and ultimately
objectives for individuals. The methods used to achieve these corporate
objectives and subsequently the corporate purpose form the basis of corporate
strategy.

Hussey (1985) argues that any new corporate strategy must be looked at in
the context of a number of factors or variables that affect the way in which the
organization works. The relationship he sees between these organizational
variables is shown in Figure 1.4.

The clear connection which Hussey forges between strategy and the organiza-
tion lead him to formulate two basic premises. First, that because an organi-
zation’s activities in the education and training of management can be used to
alter the organizational variables, they should be regarded as an aspect of
strategy. Second, that because these activities in the education and training of
management have the power to make a positive contribution to the imple-
mentation of strategy, training objectives and training initiatives should be
reviewed periodically by top management and specifically when a major switch
in strategy is planned.
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Figure 1.4 Strategy, environment and organizational variables

Reproduced with permission from Hussey, 1985
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These premises are applicable equally to broader aspects of training and
indicate that training plans should be related closely to corporate strategy and
built into a training policy. This policy should describe in detail the organiza-
tion’s commitment to training, the needs of both the business and individuals,
together with opportunities for individual development. Also included should
be details of budgeting, priorities, roles and processes. The assessment of
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training needs should be considered also from the top of the organization
downwards rather than being a mainly individually orientated bottom-
upwards process.

Romiszowski (1981) illustrates the top downwards relationship between
corporate objectives and training objectives and how this relationship can be
measured by the use of an objectives matrix (Figure 1.5).

The matrix shows how a single lesson objective within one particular course
contributes to the achievement of objectives at higher levels. There is less
likelihood of conflict or incompatibility between objectives when they are
generated from the top of the organization.

The Japanese experience seems to lend support to the preceding argument.
On the basis of discussions with a variety of large- and medium-size Japanese
companies, Brown and Read (1984) attributed their relative success in terms
of productivity, by comparison with companies in the United Kingdom, partly
to the fact that:

Manpower and training plans were said to be constructed in the same context and
by the same process as the business plan and viewed in direct relation to it.

Much depends on how HRD is practised in the organization. Garavan (1997)
identifies five possible models which are based on the organization’s percep-
tions of the meaning of training, development and education.

In the rudimentary model a single individual takes responsibility for the
HRD function but his or her activities relate mainly to operational needs, while
line managers and those in professional grades look after development and
education. Working to this model often results in sporadic and unstructured
learning activities.

The intermediate model is representative of moderate sized organizations.
The HRD function is a department in its own right but the reporting line may
not be to a head of HRD but to another function or indirectly to the chief
executive. The range of its work is likely to include giving information about
training and development activities and presenting training and developmental
programmes.

The specialized model is more sophisticated. It has a centralized HRD
function and is self-sufficient to a large extent. It is staffed by full-time
specialized trainers who enjoy the benefits of being well funded to offer a wide
range of general and specialized activities.
The developmental model puts an emphasis on continuous learning, with
learning objectives being identified from real organizational problems. The
model recognizes that learners direct their own learning rather than being
directed by and dependent on a trainer. However, Garavan points out that there
may not be a direct strategic link.

Garavan’s fifth model is described as the strategically linked model. This
model, as its title suggests, ensures that HRD is integrated into strategic
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Figure 1.5 Extract from an objectives matrix for a hypothetical training design
project (Romiszowski, 1981)

System level Necessary Desired outputs Standards Measuring
input (criteria) (evaluation
conditions instruments)
from
environment

Electronic Continued Increased sales Ten per cent pa Study of
industry 5 per cent pa of electronic increase nationally

economic equipment production and published
growth (GNP) sales (total statistics

value)

Organization X Necessary bank Increase in Twenty per cent Production
approval for colour TV pa for next department
loans production sales three years statistics
Necessary and after sales
recruitment for service
manpower

Training Necessary TV Forty per Training
department of manpower maintenance annum next department
organization X resources engineers year rising to 60 statistics

New per annum in
recruitment and two years’ time On-the-job
selection policy Capable of performance
etc repairing 20 evaluation

typical faults per
working day

Course The necessary Trainees can Average 10 Using a special
prerequisites in – locate minutes per TV set
trainees – identify fault programmed to
Laboratory and – repair simulate faults
workshop faults in a Location 100 per manufacturer’s
facilities colour TV cent; models A, B and

identification C
100 per cent;
repair 80 per
cent correct

Lesson A fault of type Identify the type Correctly in Practical labora-
X in a colour TV of fault under one tory test of
model A minute faults simulator

model A

Individual A live circuit Measure the To 5 per cent Practical test
lesson exercise and a multi-test voltage and accuracy 10 using real test

meter resistance seconds per meter and a
between any measure taken variety of
two points standard circuits
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planning and that HRD practices are accepted and used by line managers as
part of their everyday work.

The difference that Garavan sees between this model and the others is that
the previous models are focused on the maintenance of organizational stability
whereas this one places an emphasis on management of change.

Training and performance management

The notion of linking or relating corporate considerations, ie mission, strategy
and objectives, more closely to individual performance is a critical feature of
what has come to be known as ‘performance management’. Armstrong and
Baron (2004) suggest that there is confusion over the meaning of performance
management. In their view, ‘It is now commonly agreed that performance
management as a natural process of management contributes to the effective
management of individuals and teams to achieve high levels of organizational
performance’.

The performance management process begins with the senior management
team developing corporate objectives and a business strategy which support
the organization’s mission statement. These are cascaded down the organiza-
tion and are reflected in individual performance plans agreed between job
holders and their line managers.

At appropriate times during the year and usually at the end of a year,
performance reviews are undertaken when individuals and their line managers
consider how far objectives for task improvement and personal development
have been met. During these reviews the discussion is likely to cover what has
or has not been achieved, what helped or hindered the achievement, whether
new priorities need to be set, whether new needs have emerged, and an
assessment of overall performance. At the end-of-year review the cycle of
preparing a new development plan begins again.

In some performance management systems the formal end-of-year perform-
ance assessment of appraisal goes towards determining the level of financial
rewards for staff.

TRAINING AND SYSTEMS THINKING

From what has been discussed it would seem obvious that the trainer must
adopt a wider, macro perspective and, as implied in Figure 1.4, accept that
training is an integral part of the organization’s system. But what essentially
is a system? Buckley (1968) describes a system as ‘a whole which functions as
a whole by virtue of the interdependence of its parts’. Interdependency or
interaction of its component parts is thus a prime characteristic of systems and
organizations. In addition, there are a number of other features of systems
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which have been encapsulated in diagrammatic form by French and Bell (1999).
Figure 1.6 shows that the system receives inputs from sources in the external
environment. The transforming mechanism acts upon these inputs and creates
outputs for users. The system may have a number of feedback mechanisms that
either regulate its current output or require changes in the nature of the outputs.

The organization as a whole may be described in systems terms or its
component parts, eg training, recruitment, etc may be characterized in the same
way.

Looking at training as a sub-system of the organization, it receives personnel,
materials and information from other functional sub-systems such as market-
ing, from other more general sub-systems such as the one that decides and
communicates corporate objectives, or from externally generated feedback. The
transforming mechanism in this training sub-system produces outputs that
include the knowledge, skills and attitudes acquired by trainees. The users, ie
other sub-systems, should then provide the training system with appropriate
feedback. This kind of model is essentially an ‘open’ training system which
requires a proactive approach from the trainer. A ‘closed’ system would confine
itself more to the activities contained within the circle in Figure 1.6.

In the past, too much training has been of the ‘closed’ system variety which
has made it unresponsive to organizational needs. To operate effectively in an
‘open’ system trainers have to be aware of, and alert to, the realities of, and
the changes in, other sub-systems and organizations beyond their own which
may impact on the form, content and conduct of their training efforts. For
example, the launch of a new product may affect not only the knowledge
content of a course in sales but also the selling skills that a sales representative
needs to acquire and to exercise.

In addition, the trainer must consider both the direct and planned outputs
and the possible side effects of training that may influence behaviour back in
the place of work. A training course which has been designed in a particular
way, eg using a questioning, consultative approach, may give rise to expecta-
tions in the trainees which are subsequently frustrated when they return to their
work situation. Such an experience may then create negative attitudes and
feelings which become part of the input to future training initiatives. This is
not to suggest that constraints should be placed on particular styles of training,
but rather to show that trainers should be aware of certain contextual factors
which may affect the application of skills and knowledge and that these factors
should be a vital input to the training system.

All parts of the organization react to the inputs from other sub-systems and
the external environment in their own way depending on their function. It
follows that each specialized function has its own particular approach within
the general framework of the organization. Training is no exception and trainers
have developed their own logical or systematic approach.
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2

A Systematic Approach to
Training

The terms ‘systems approach’ and ‘systematic approach’ are used widely to
describe how trainers apply themselves to the training function. This has caused
some confusion and frequently the question is asked as to whether these terms
have the same meaning.

Drawing upon systems theory, Atkins (1983) makes a distinction between the
use of the words ‘system’ and ‘systematic’. He suggests that the term ‘systems
approach’ can be interpreted in two ways. It can be used to describe an
approach that views training as a sub-system interacting with the other sub-
systems upon which an organization depends for its progress and its survival.
This was the context in which training was placed at the end of the last chapter.
This approach enables an observer to obtain a wider picture of training
functioning within the system or within the organization as a whole. It gives a
broader and possibly a different perspective of factors, influences and problems
and the way in which they impact not just upon the training function but upon
all parts of the system.

Another way in which the term ‘systems approach’ can be interpreted is as
a logical relationship between the sequential stages in the process of
investigating training needs, designing, delivering and validating training.
Atkins believes that the emphasis on logical and sequential planning and action
makes it more appropriate to describe this process as systematic.

While it might appear that a systems approach and a systematic approach
are quite different, they are not incompatible when they are applied to training
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at different levels. A systems approach can be applied at organizational level
to examine the broader issues of the aim, function and appropriateness of
training. A systematic approach is applicable directly to the day-to-day
functioning of the training department.

The diagrammatic representation of a systematic approach is a working tool
and as such it should be expected that trainers will draw up a model which is
comfortable for them to use as individuals or as members of a training
department who need to monitor the progress of their training projects. A close
study of such models will show that they all contain the same activities even
though they may be presented in different formats. Whatever the format, all
models are likely to have individual variations around four main activities
which are shown in their simplest form at Figure 2.1.

The model which follows (Figure 2.2) has been developed by the authors as
an outcome of their experience. It is not intended to be the definitive model
for all trainers but it is a practical guide to the complexities of training. In
addition, it can serve to illustrate to managers the process which has to be
followed if effective training is to be achieved.

Figure 2.1 A basic model of a systematic approach to training

Investigate 
training needs 

Assess effectiveness of 
training 

Design training 

Conduct 
training 
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STAGES IN A SYSTEMATIC APPROACH TO TRAINING

A systematic approach is applied when training is seen as the best way of
overcoming a performance problem. There will be occasions when the trainer
has to invest some time in analysing the nature of the problem to ensure that
there is a logical route leading to the first stage of the process. The two routes
that lead to this stage can be described as the reactive route and the proactive
route. In this chapter each stage of the process shown in the model is described
in outline only. The chapters that follow are dedicated to discussing key areas
in depth.

Stage 1: Establish terms of reference

Before any work begins, it is important to establish terms of reference. The client
must specify and agree with the trainer exactly what has to be done and thus
indicate a commitment to, and an ownership of, the project. Line managers who
do not have a background of training are likely to find it difficult to frame terms
of reference and it is appropriate that the trainer should be involved in
negotiating and framing them. This means that time, cost, manpower resources,
physical constraints, etc can be clarified at the outset so that the expectations
of both the trainer and the ‘client’ can be seen in a realistic light. At this stage,
or soon afterwards, a reporting system and an action plan should be devised
so that the trainer can work within sensible bounds and so that clients can be
kept involved.

Stage 2: Further investigation

The process or processes that helped to identify training as the solution to actual
or predicted performance problems also may have generated sufficient relevant
information for the trainer to move on to subsequent steps in the systematic
approach. However, it may be that the investigation has been incomplete,
insufficient, inconclusive or unconvincing. It may be that the trainer has not
been involved up to this point. When this is the case, which it often is, there
may be a need to confirm previous findings or to undertake a further study of
the training requirements. A number of analyses could be carried out at this
point.

Job analysis has been described as the process of examining a job in detail in
order to identify its component tasks. It involves collecting information about
the jobs or positions being examined and subsequently a detailed analysis of
the information. During the collection stage a variety of sources and techniques
may be used. These include observation, interviews, questionnaires, group
discussions, an examination of documents and materials used on the job. These
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are some of the main methods used although there are several others, some of
which require special techniques, such as those used in work study and in work
measurement. The choice of the most appropriate technique will depend on
such factors as the nature of the job being studied, the numbers doing the job
and their geographical location.

During the analysis stage, information will be gathered which identifies the
main objectives of the job, the conditions under which it is performed, responsi-
bilities, main and subsidiary tasks, difficulties and distastes, anticipated job
changes, etc. Consideration would need to be given to such factors as the
importance or the difficulty of the tasks and how frequently they are performed.
This would help to decide the nature of the training which needs to be
undertaken or by what other means the performance gap could be filled. The
information gathered during the analysis is used to draw up a job description.

In addition to job analysis, part of the further investigation might include a
close examination of data provided by reviews or previous training pro-
grammes which were designed to tackle the performance problem currently
being studied.

Stage 3: Knowledge, skills and attitudes (KSA) analysis

A natural extension of the preparation of the job description is the job specifica-
tion. When drawing up a job specification the trainer uses information which
has been confirmed or collected previously and analyses the knowledge, skills
and attitudes (KSA) associated with each task that makes up the job. This form
of analysis is essential if the trainer is to make appropriate decisions about the
nature and type of training that may be required. Other forms of analysis, such
as task analysis, faults analysis and skills analysis which reveal more detail or
which identify critical features of the job, may be undertaken at this stage.

The extent and scope of the analysis will depend upon the job being examined
and how much further information is required to determine the extent of any
actual or potential training requirement.

Stage 4: Analysis of the target population

Allied to the need to undertake analyses of the job is a need to assess the
capabilities of, and to determine other features of the target population, that
is, those for whom the training is to be designed. This might include an
examination of the current training and development programmes being
undertaken by the trainees and the effectiveness of such programmes. In
addition, at this stage the trainer might be giving some preliminary thoughts
to solutions and strategies which might be appropriate to match the character-
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istics of the target population. These characteristics would include age, experi-
ence, previous training and attainment.

Stage 5: Training needs and content analysis

As a result of the various forms of analysis which are likely to be undertaken,
a substantial amount of data will be collected about jobs and tasks and the
people who perform them. This should reveal an actual or a potential ‘gap’
which could be the basis for identifying the training need and the training
content. In many circumstances it will not be possible to include everything
and often it is not desirable to do so. There needs to be an identification of the
‘need to know’ and the ‘nice to know’ aspects of the job. This, in turn, would
have to be balanced against the constraints which were identified earlier while
establishing the terms of reference.

This stage is an important reporting point and may lead to the trainer and the
client negotiating to ensure that the best possible training content is agreed.

Stage 6: Develop criterion measures

While various forms of analysis can indicate what the content of a job should
be, this is of no real value by itself. The standard or level of performance
expected of a competent job holder has to be clarified to ensure that training
can be designed to achieve that level, or at least the level at which an individual
can begin his or her progression to the standard of the experienced worker.

These criteria are likely to be considered during the early stages of investiga-
tion and the data will be incorporated in the objectives later and before any
training strategies can be considered. Contributions by the job holder, super-
visors or immediate managers give the most reliable data to establish the
performance criteria for the job.

Stage 7: Prepare training objectives

Training objectives must be written to provide unambiguous statements which
describe precisely what trainees are expected to be able to do as a result of their
learning experience. Normally an objective is presented in three parts. The first
part states the performance which is expected of the trainees to show that they
have acquired the skills and knowledge which make up the content of their
job. The second part describes the conditions in which the performance is
carried out and includes details of equipment, job aids, environment, etc. The
third part lays down the standards of performance which trainees are expected
to achieve by the end of their training. For example:
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Performance Conditions Standards
Inflate a car tyre. Given:

Wheel with flat tyre. To ± ½ lb psi of correct
Foot pump. pressure shown on
Tyre pressure gauge. chart.
Chart of tyre pressures.

All of the information which is needed to write objectives is obtained during
the investigation stage from the analyses of knowledge, skills and attitudes and
from the criterion measures which are established in liaison with those in close
contact with the job. Objectives are the key to the design of good training and
are essential to assessing its effectiveness.

Stage 8: Consider principles of learning and motivation

Having identified earlier the knowledge, skills and attitudes which trainees
need to acquire, the trainer should then be concerned with creating a suitable
environment to ensure that the training objectives can be achieved. A part of
that training environment is the methodology which the trainer can use.
Another part includes such factors as physical arrangements, time of day,
resources, etc. However, consideration must be given, at this stage, to the
principles of learning and motivation such as knowledge of results, reinforce-
ment, rehearsal, practice, etc that may need to be embedded in the training
environment.

Recognition and the application of these principles form a rational link
between writing objectives and the consideration and selection of training
methods. In addition, this link helps to ensure that objectives are realized. The
trainer also needs to consider the different ways in which people learn accord-
ing to their individual differences in personality, age, experience, etc which as
far as it is possible help to identify their learning styles. The training environ-
ment often can be modified and adjusted to take account of such styles.

Stage 9: Consider and select training methods

A number of options are available to the trainer when it comes to selecting the
most appropriate form of training. It is to be expected that some ideas will have
begun to form as the investigation and the analyses have progressed. In
addition, some direction on methodology is likely to have been given within
the terms of reference that places constraints on the number of options open.
However, it is important to try to keep an open mind and not to be orientated
towards one particular method of training from the outset. Many trainers have
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fallen for the ‘flavour of the month’ approach and adopted the current fashion-
able methodology as a panacea to meet all training needs.

Close attention must be given to constraints, target population, objectives
and sometimes ‘political’ implications when deciding between such options
as internal and external courses, various forms of open learning and on-job and
off-job training.

Stage 10: Design and pilot training

The design of training involves the translation of objectives and strategies into
a balanced programme of instruction and learning. This does not necessarily
mean a course; it could be a learning package, a video, computer-based training,
etc, or it may include a number of different methods and strategies.

In addition to the nature of the content, consideration has to be given to the
principles of learning and learning styles. Furthermore, the design should not
ignore pre-training and diagnostic tests if they are relevant to ensuring that
students have a common base before they begin training.

Piloting training is a stage which the trainer is often under pressure to leave
out. Clients who are anxious to have their staff trained quickly are prone to
declaring their total confidence in the trainer and prompt him to forge ahead.
This should be resisted whenever possible and when it cannot be, clients need
to be made aware of the possible shortcomings of such a move and trainers
must take it into consideration during the validation stage.

Piloting of every aspect of the training programme including administration
should be planned in detail and executed with an eye for minutiae.

Stage 11: Deliver the training

The selection of, or the systematic design and development of training content
is no guarantee of success; training programmes have to be delivered properly.
Everyone appreciates the need to have technically competent tutors to present
training material. However, the skills which are needed by the trainer to present
the training are often overlooked. Technical competence is not sufficient in itself.
Trainers themselves must be trained to use a range of teaching techniques,
particularly those involved in one-to-one training where a common misbelief
has been that by simply observing an expert doing the job, learning will occur
by some form of psychological osmosis.

The use of various forms of open learning which might include computer-
based training, video and learning packages also need the support of a trained
tutor or supervisor. It is not sufficient merely to supply trainees with material
resources and leave them to manage their own learning. It has been found in a
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number of organizations that open learning is most effective when the learner
has the support of a trainer or, at least, someone whether it be a manager or a
workmate, to take an interest in their progress and generally act as supporter.

While considering training strategies there is a danger of ‘reinventing the
wheel’. It is always of value to review existing training programmes within the
organization and those provided by outside organizations. Sending people on
courses whether internal or external is not an end in itself. The trainer has a
responsibility to monitor feedback gathered from internal training and to
debrief those who attend external courses so that a detailed profile can be
assembled of the resources which have been used.

The practice of debriefing individuals and work teams on completion of
projects or various types of operation fulfils a similar purpose. Participants are
encouraged to air reasons for success or failure and to offer suggestions for
improvement in an open and honest environment. The purpose is to learn from
the experience, to improve performance and, coincidentally, to provide inform-
ation for trainers to act upon. Trainers should ensure that they have a look at
the debriefing documents and, when appropriate, attend debriefing sessions
themselves.

Stage 12: Internal validation

Internal validation is the process of measuring trainees’ performance to see if
they have achieved the objectives of the training. Information to make this assess-
ment needs to be obtained in two ways. Firstly, a series of tests, exercises and
assessment instruments should be designed and used to examine objectively
or to check on the progress of trainees. Secondly, trainers need to seek the views
of trainees on their training programme including such factors as the perform-
ance of their tutors or instructors, the learning materials and the environment.

Information from these two sources together with the tutors’ end-of-course
review should assist with the identification of areas of success and failure and
suggest changes and modifications to the existing programme.

Stages 13 and 14: Application and external monitoring of
training

Once the training has been delivered and learning has taken place, the trainees
should be able to apply their knowledge and skills to the job. When the former
trainees have had sufficient opportunity to put into practice what they have
learned during their training, the process of external monitoring should be
introduced. This process involves the external validation and the evaluation
of the training.
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External validation is the assessment of whether the objectives of the training
have met the needs of the trainees so that they are able to perform specific tasks,
or the total job, to previously identified and acceptable standards. A follow-
up study should be undertaken in the job environment to establish whether
the training was designed with the job requirements clearly in mind. If it was,
then all things being equal, job performance after training should be satis-
factory. On the other hand, information gathered from such a study could lead
to amendments being made to training content or methodology.

Evaluation is the assessment of the total value of training. It differs from
validation in that it attempts to measure the overall cost benefit of training and
not just the achievement of specified objectives. The term is used also in the
general judgemental sense of continuous monitoring of a training programme
or of the training function as a whole, ie what the total value of training is in
both financial and social terms. In other words, it attempts to measure cost
benefits, social and individual benefits as well as the operational effectiveness
of training.

Conclusion

The model of a systematic approach to training has been presented here, as a
number of stages which have been arranged in a sequential order. However, it
does not necessarily represent the sequence in which trainers approach every
project. Depending on the nature of the project the trainer could start at any
point in the model once terms of reference have been established. For example,
if a large number of staff need to be trained to perform an existing job for which
no training exists, then all stages of the model would have to be applied.
However, if the trainer is faced with a situation in which trainees using an
existing training programme appear to be performing badly, the trainer is most
likely to begin an investigation by examining the training objectives, the course
content and the instruments used for validation.

Similarly, feedback from former participants in a training event might
indicate that some of the material included in the programme was irrelevant
or that important aspects of their work had not been included. In this kind of
situation the trainer might begin by looking back to the training needs to see
if there have been changes to procedures, whether some equipment is no longer
used and whether new equipment has been introduced since the programme
was designed and without the training function being informed. This empha-
sises the need for close cooperation between all parties involved in the process.

However, despite its rational procedures, the systematic approach has
attracted criticisms. The number of stages and the nature of the work under-
taken at each stage of the process imply that it is slow and costly in terms of
resources and, while it is seen as a sound idea in theory, it is believed that the
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investment in time cannot be justified. As a specialized function, training has
developed its own technical language which has left it open to the criticism
that it is creating barriers by using jargon which renders the whole process too
complex for non-specialists to understand. Training involves a consideration
of individuals and their personal development which allies the training
function very closely to the social sciences, particularly to psychology, and as
a result trainers sometimes attract the same kind of criticism which has been
directed at some social scientists. This generally includes comment that people
are being manipulated, too much theory is involved, too much emphasis is
placed on individuals or conversely everything is far too general to be of
specific value. There is also the criticism that a systematic approach is too cold
and clinical and is void of any consideration for the individual as a human
being. Diagrammatic representations of the systematic approach have often
attracted the comment that all trainers seem to be working to a different format
therefore how can anyone be sure which is the correct one.

There are many senior managers to whom the explanations do not have to
be given because training has become a well-established and integral part of
their organizations, but explanations, if not justification, still have to be given
in some organizations or to those who are lower down the managerial chain.

The logical, common-sense or systematic process is not necessarily a time-
consuming activity. It allows the trainer to plan and to work realistically within
the constraints which may be placed on time, the availability of staff and of
other resources. As a logical process it ensures that nothing is overlooked
accidentally and when short cuts have to be taken and some stages have to be
abbreviated, the trainer is aware of where this has been done and is conscious
of the likely effects. This is an aid to future diagnosis and problem solving
should the need arise.

There is no need to make any form of apology for drawing upon the social
sciences. Trainers need to be interested in both individual differences and group
similarities so that they can use or recommend the use of training techniques
which will contribute to the speed and ease of learning thus meeting the needs
of the individual and of the organization.

The way in which the trainer enters the systematic approach will depend
largely upon how and why the training department has become involved – that
is, by which route the decision to involve training was reached.
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3

The Reactive Route into
Training

Training could be an extremely expensive way of attempting to remedy a
human performance problem if it is not the most appropriate strategy to use.
Mager and Pipe (1970) make the point that:

Solutions to problems are like keys in locks; they don’t work if they don’t fit, and if
solutions aren’t the right ones, the problem doesn’t get solved.

It is unfortunate that, too often, insufficient analysis is undertaken in order to
determine whether or not training is an appropriate solution to a shortfall in
performance. Additionally, there may be pressure from line managers to
implement a training solution to whatever performance difficulty they may
encounter. In many cases they attribute the cause of the problem to the people
who operate within the system rather than to the system itself or to environ-
mental or organizational factors.

Similarly, the anticipation of any future shortfall, inadequacy or deficiency
in performance, is most likely to be attributed to personal factors. In this kind
of situation it is important that the trainer is involved in clarifying the nature
of the problem, identifying the cause of the problem and evaluating possible
solutions to the problem.

In order to fulfil this function, trainers must be familiar with the questions
and issues that need to be addressed in conducting this ‘front-end analysis’
which Romiszowski (1981) has described as analysing performance problems
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‘at the front end of the instructional design process in order to avoid the
possibility of developing training where no training is needed’.

The use of a model of human performance in front-end analysis is a recom-
mendation made by Zemke and Kramlinger (1982). They suggest that working
with a model of human performance, which is organizationally relevant, greatly
helps to choose the appropriate factors to study and the methods by which to
study them. In addition it provides a framework for analysis and for reporting
the results to management. The model shown in Figure 3.1 is based on the work
of Zemke and Kramlinger (1982) and of Campbell et al (1970).

The main factors affecting job performance and organizational outcomes
which are shown in the model are:

Figure 3.1 A model of human performance
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Figure 3.1 A model of human performance



The Reactive Route into Training 37

Performer characteristics
Abilities, skills and aptitudes
Attitudes, values, needs and motives
Knowledge
Personality
Physique and health
Gender
Perceptions

Local performance environment
Physical: lighting, heating, space, location, etc
Technical: equipment, procedures, resources, task demands, task standards,
directional data
Social/psychological: support, supervision, expectations, rewards, punish-
ments, objectives, role models

Feedback
Confirmation: knowledge of results

Organizational climate
History
Mission
Goals
Strategy
Tactics
Plans

The model makes the obvious and common-sense point that performance may
be affected by factors other than those associated with the performer. It also
suggests, at least in theory, that one factor in isolation could have an adverse
effect on performance.

However, in reality, it is far more likely for there to be multiple and interacting
causes within the individual and between the individual and the environment.
Boydell (1976) demonstrates the potential complexity of interacting causes by
considering the simple interdependency of the health, skill level and aspirations
of an individual (Figure 3.2).

The health → skill causal link is really self-explanatory. An individual’s
current state of health may interfere directly, or indirectly through the medium
of motivation, with his or her ability to exercise a normal repertoire of skills.
The reverse of this, the skill → health link, also could come into play as changes
in skill level may, for psychosomatic reasons, affect an individual’s health.
Aspirations could have a positive or a negative impact on health through the
same kind of psychological process. Finally, someone with high aspirations may
be prepared to expend the effort needed to acquire new skills or vice-versa.



38 The Theory and Practice of Training

On the other hand, a realistic appraisal of current skill levels, in the light of
previous opportunities, etc, will doubtless influence future aspirations.

It is suggested that by considering a model of human performance, it is more
likely that causes will be separated from effects and symptoms and that
potentially viable solutions will be generated.

In addition to studying problems by using a performance model, it is quite
likely that a number of different forms of analysis would have to be undertaken
before a decision on training could be made. In some cases the analyses may
have to be fairly crude because the urgency of events determines that the
performance problem has to be resolved quickly. In other cases, circumstances
may allow more time to be spent on analysis or the nature of the problem may
demand that sufficient time is allowed to conduct a thorough analysis. When
time allows a detailed study, each successive form of analysis could be regarded
as a finer filter which helps to isolate those features of the problem that could
be solved by training (Figure 3.3).

Undoubtedly, there are likely to be occasions when training is very clearly
the solution to the performance problem and the trainer is able to identify and
confirm this very quickly. The filtering process in this kind of situation is likely
to be very limited in its application. There will be many occasions when the
trainer must be prepared to accept a speedy identification of the problem and
how it should be remedied. Slavishly plodding through unnecessary analyses
is not to be recommended as it might lead to what has been described as
‘analysis paralysis’. This may, in turn, reinforce the negative image of training
which is held by a number of line managers. However, not to ignore this

Figure 3.2 Interdependence of human factors (Boydell, 1976)
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possibility, it is still important for the trainer to ensure that thorough analyses
are undertaken when the circumstances merit it. This often means working
methodically through a number of logical stages of investigation (Figure 3.4).

Stages in investigating performance problems

Stage 1: Problem identification and definition

A performance problem is first noticed when performance fails to reach
prescribed standards. The symptoms of the problem may be observed in the
activities undertaken by the performer, by the quality and quantity of the goods
and services produced or by other indicators such as time taken to learn or to
perform tasks, accident rates, absenteeism, delays, disputes, customer com-
plaints, labour costs, labour turnover, etc. Sources of information which can
alert the trainer to such symptoms include:

� Work planning and review systems
� Performance appraisal
� Customer and organizational surveys
� Monitoring indices

Figure 3.3 A filtering process to find solutions to performance problems
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– organizational climate indices: turnover, grievances, suggestions,
attitude surveys, etc

– analysis of efficiency indices: wastage, productivity, down time, equip-
ment utilization, costs, quality control, etc

� Exit interviews
� Management requests, interrogations or proclamations, eg ‘Something’s

wrong here’
� Probation reviews
� Validation of training reports

Naturally, the performance problems that arise within an organization will be
dependent on the nature of the organization, the objectives it is attempting to
pursue and the commercial, physical, etc, environment in which it operates.
However, the first practical step towards eliminating any particular perform-
ance problem is understanding the nature of it. Kepner and Tregoe (1981)
suggest this can be done by:

� Defining the deviation in performance as precisely as possible and avoiding
vague phrases, such as: poor communication, poor morale, excessive
complaints. The aim should be to quantify where possible.

� Realizing that the problem presented may only be symptomatic of the real
cause(s).

� Defining the problem more fully by posing the following questions:

What is the What isn’t the What’s distinctive
problem? problem? about the actual

problem?

(ie, What is the difference between what is being done and what is expected?)

Where is the Where isn’t the What is different
problem? problem? about this particular

place?
When did the When did it not What’s different
problem occur? occur? about or what’s

changed in the
period the problem
occurred? What is
distinctive about
the time when the
problem occurred
compared with the
rest of the day or year?
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To whom or to Who or what What’s different
what is the hasn’t got the about the person or
problem attached? problem? object with the

problem?
How often does How often doesn’t What’s distinctive
the problem the problem about the frequency
occur? occur? of its occurring?

How big is the How big isn’t the What’s distinctive
problem? problem? about the size or

growth of the
problem?

At this stage it is necessary to discuss with the key client, or the person who is
most closely concerned with the problem, how the problem is perceived.
Information obtained from external sources which may provide comparative
data on other organizations about quality of products, customer complaints,
etc needs to be put into perspective. Information obtained from within the
organization which may include observations, reports, statistics, etc needs to
be examined for trends. As part of this process the client could be asked to
consider why the problem or the discrepancy is important and what would
happen if it was left alone. It may be found that the client has to be persuaded
to accept either that there is no problem or that the problem is unimportant
and should be ignored. This could be an extremely sensitive undertaking if the
client happens to be a member of the senior management.

Alternatively, it may be necessary to examine, in more depth, the nature of
the problem as it was presented. Unsatisfactory answers to the questions ‘What
is my evidence?’ and ‘How reliable is it?’ may point to the need to ask for
resources to carry out a preliminary enquiry in order to establish a more secure
database on which to structure the discussion with the client.

Even at this early stage, another organization or an external factor may be
pinpointed as the cause of the problem and it may be possible to consider a
solution which requires cooperation between organizations. For example, if
pollution created by another organization is affecting the performance of staff
then the solution lies in liaison between the two organizations.

Stage 2: Establish ownership and terms of reference

If internal factors begin to emerge as the possible cause of the problem, it is
important that the client accepts ownership of it and of the solution when it
emerges. It may be necessary for trainers to use powers of persuasion to get
the client to accept this responsibility whilst resisting attempts to have solutions
forced upon them. In this respect, trainers need to make a realistic appraisal
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of their positional power and their personal power in the event that they have
to refuse to accept efforts by the client to offload both the problem and the
solution. For example, if the client believes that the problem is caused by
inadequacies in the job holder as a result of poor training, then the ‘solution’
is believed to be obvious and a convenient and plausible answer to any future
failings. In these kinds of circumstances it may be necessary for trainers to show
just a little moral courage to stand by a refusal to accept such a solution.

When it has been decided that a project to investigate the problem should
go ahead, then it is important at the outset to establish terms of reference or
objectives with the client. False expectations by either party may hinder the
process of reaching a satisfactory conclusion. It is well worth remembering
Frieson’s principle quoted by Zemke and Kramlinger: ‘When it comes to doing
studies of the problem, keep it “Short and Sweet”.’

Also their rule of thumb is worth bearing in mind: ‘In 20 to 40 working days
you can conduct 99 per cent of all the performance studies you are ever called
upon to perform.’ Because of the dynamic nature of organizational life, it is
possible that the problem could have disappeared or altered radically before
a lengthy study has begun or presented its findings which, by then, will be out
of date.

Stage 3: Causal analysis – problem investigation methodology

When the decision has been made to examine the problem in more depth,
consideration has to be given to the methodology to be used in the study. At
the planning stage it is important not to fall into the trap of ‘reinventing the
wheel’. The problem under investigation may have been examined by someone
else and possible causes may have been identified already. Ideas and approaches
may have been suggested which could be an influence on the form of the
investigation being planned and it could be that an effective solution has been
identified and tested.

Much of the planning stage is concerned with developing a detailed set of
questions that will help to direct the investigation and which is in line with
the model of human performance that has been adopted. Both the model and
the set of questions which relate to it serve the purpose of helping to ‘delineate
our problems before we rush into a solution’ as Gilbert (1982) explains in
relation to his own PROBE Model.

The questions that follow, which relate to the human performance model
(Figure 3.1), can be used to examine jobs and tasks. In drawing them up, liberal
use has been made of questions from the PROBE Model and from the checklist
produced by Mager and Pipe (1970).
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Job/Behaviour/Performance

Tasks

� What are the major job objectives?
� Into what major tasks does the job break down?
� Why are the tasks done?
� What is the frequency, importance and difficulty of each task?
� How are the tasks and task elements sequenced?
� How long do or should tasks/task elements take?
� Where are the tasks done?
� Who are the tasks done for?
� What methods are employed to accomplish the tasks?
� What job aids and equipment are used?
� What assistance is given to enable tasks to be completed?
� Who gives assistance?
� What standards of performance are required?

Responsibility (to)

� To whom is the job holder responsible?
� What is the frequency and degree of supervision?

Responsibility (for)

For what is the job holder responsible in terms of:

� People (numbers, level, frequency of supervision, degree of authority)?
� Money (amount, frequency of responsibility)?
� Equipment (type, location, value, action in event of breakdown)?
� Materials (type, quantity, value, action in event of loss or shortage)?
� Time-keeping, target setting, deadline setting/meeting?
� Policy making (extent of authority)?
� Organization image?

Relationships

� What contacts (formal/informal, structured/unstructured) does the job
holder have within the organization/outside the organization?

� What is the frequency of contact?
� What numbers of people are involved?
� What are the grades/levels of people involved?
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� How is contact made (person to person, telephone, meetings, etc)?
� What are the purposes for the contact?

Judgement

� What judgements does the job holder have to make?
� What discretion does the job holder have to exercise?

Physical working conditions

Under what physical conditions is the job holder working in terms of:

� Environment (place of work, lighting, heating, noise, vibration, humidity,
cleanliness, danger, hazards)?

� Physical workload (weight of materials, equipment, etc)?
� Psychological load (stress, vigilance, decision making, etc)?
� Posture (standing, sitting, bending, walking, stretching)?

Social working conditions

What is the nature of the social conditions in which the job holder operates in
terms of:

� Size of work group, level of work group, cohesiveness of work group,
attitudes of work group?

� Nature of rewards affecting work group?

Economic working conditions

What are the economic working conditions in terms of:

� Length of employment contract?
� Hours of work (full time, part time, overtime)?
� Pay (average earnings, salary scale, nature of and reasons for increases,

method of determining basic pay)?
� Additional remuneration (bonuses, danger/dirt money, long service

awards, profit sharing, payment by results, etc)?
� Payments (to medical schemes, social clubs, pension schemes, etc)?
� Holidays?
� Absenteeism?
� Fluctuations in availability of work?
� How do the job holder’s economic working conditions compare with others

at a similar or a lower grade?
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Prospects

� What are the future prospects for the job holder?
� What opportunities for advancement does the job offer?
� What are the opportunities for transfer?
� What are the opportunities for further training?
� Does the organization have an appraisal and a career development scheme?

Training

� What training is made available to the job holder?
� What is the organization’s training policy?
� When is training available?
� Who does the training?
� Where does the training take place?
� Is full pay given during training?

Job holder’s performance

� What are the stated difficulties, distastes and satisfactions of the job and
what are the apparent consequences?

� What is the nature of unsatisfactory performance? In what terms is it
expressed (qualitative or quantitative, ie time, money, numbers etc)?

� How does the stated nature of unsatisfactory performance compare with
the standards of performance required?

The performers

The performers’ knowledge and skills

� Could they do the job if they really had to?
� Could they do the job if their lives depended on it?
� Did they once know how to perform as required?
� Have they forgotten how to do what is required?
� Are their present skills adequate for the required performance?
� Do they understand the consequences of both good and poor performance?
� Do they grasp the essentials of good performance?
� Do they understand concepts to perform well?
� Do they have sufficient basic skills, eg reading, etc?
� Do they have sufficient specialized skills?
� Are good job aids available?



The Reactive Route into Training 47

Mental, physical and emotional capacity

� Do they have the physical and mental potential to perform as required?
� Do they have the basic capacity to learn the necessary perceptual discrimin-

ations with accuracy and with speed?
� Are they free from emotional limitations that would interfere with perform-

ance?
� Do they have sufficient strength and dexterity to learn to do the job well?
� Are they over-qualified for the job?

Motives, needs and perceptions

� Do the job holders seem to have the desire to perform well when they enter
the job?

� Do their motives endure, eg is the turnover high?
� Do they perceive desired performance as being geared to penalties or

rewards?
� Does performing the job to the required standard matter to the job holder?
� Are the procedures based on sound methods?
� Are the procedures appropriate to the job and skill level?
� Are the procedures free from boring and tiresome repetition?
� Are adequate materials, supplies, assistance, etc usually available to do

the job well?
� Are there sufficient accurate, readily available data to direct an experienced

person to perform well?
� Are there conflicting demands on the performers’ time?
� Do they get a source of satisfaction for performing well?
� Are they able to take a pride in their performance as individuals or as a

member of a group?

The local performance environment

Physical

� Is the physical environment, ie lighting, heating, space, etc, interfering with
performance?

Technical

� Are the necessary tools/implements usually on hand to do the job?
� Are the tools/implements reliable, efficient and safe?
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� Are the procedures efficient and designed to avoid unnecessary steps and
wasted emotion?

� Are clear and measurable standards of performance indicated to the
performers?

� Do they accept the standards as reasonable?
� Do they know when to do what is expected of them?

Social/psychological

� Do performers have the authority to command the resources to meet the
requirements of the job?

� Do they receive sufficient supervisory or managerial support?
� Are there good models of job performance available?
� What do they gain from their present performance in terms of reward,

prestige, status, etc?
� Is there a favourable outcome for performing well?
� Is there an undesirable outcome for not performing to an adequate

standard?
� Is there a source of satisfaction for performing well?
� Do the performers get more attention for performing badly than for

performing well?
� Is irrelevant behaviour being rewarded while crucial behaviour is over-

looked?
� Are the performers ‘mentally inadequate’ in that the less they do, the less

they have to worry about?
� Are they ‘physically inadequate’ in that the less they do, the less tired they

become?
� Is the pay for the job competitive?
� Are there significant bonuses or pay increases based on good performance?
� Does good performance have any relationship with advancement?
� Are there meaningful non-pay incentives (eg recognition) for good

performance?
� Is the frequency of non-pay incentives so frequent as to lose meaning or so

infrequent as to be valueless?
� Is good performance rewarded by absence of punishment?
� Is the balance of positive and negative incentives in favour of good

performance?

Feedback: knowledge of skills

� Is feedback provided that is ‘work related’? (ie are results and behaviour
compared with standards?)
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� Is feedback immediate and frequent enough to help people to remember
what they did?

� Is feedback selective and specific? (ie is it limited to a few matters of
importance and free of ‘data glut’ or vague generalities?)

� Is feedback educational, positive and constructive so that something is
learned from it?

� Exactly how do they find out how well they are doing?

Organizational climate

� Are the performers restricted by policies or traditional approaches such as
a ‘right way of doing it’ or ‘we’ve always done it this way’?

� Have there been any changes in organizational policy or circumstances
which directly or indirectly affect the performers personally?

Naturally, not all of the questions listed may be applicable to any given
situation. For example, questions about the job may be redundant because
sufficient information may have been obtained already. Nevertheless, the
questions do provide useful cues as to the line that data collection could take
and should prove sufficient to guide most investigations in the analyses of
performance problems.

In addition to preparing a repertoire of questions, three other considerations
have to be taken into account when planning the methodology of an investiga-
tion. These are: methods of collecting data, sampling and the actual imple-
mentation of the study.

Methods of collecting data can be divided broadly into observational
techniques and non-observational techniques. The former literally involves
observing people in their work setting and then analysing the observations
according to a pre-determined schema. Observational techniques include task
listings, time and motion study, algorithms and behavioural analysis. The non-
observational techniques include one-to-one interviews, discussion groups,
questionnaires, telephone, critical incident techniques and scrutinizing the
organization’s records. The main methods, together with the criteria for select-
ing them, are enlarged upon in Appendix 1: Methods for Obtaining Information.

When deciding which method or methods to employ in the investigation,
the trainer should choose the most appropriate method to serve the purpose
of the investigation rather than the easiest or the most convenient method. For
example, in some circumstances, there is no substitute for direct observation.
The trainer should also use more than one method whenever possible. Each
method has its particular strengths and weaknesses and therefore employing
more than one method in an investigation can serve both as a compensatory
‘belt and braces’ mechanism and as a valuable cross-check on information
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which has been gathered. Whenever possible, focus should be placed more on
the actual behaviour of theoretical or of practical interest and less on verbal
behaviour. The ease with which the trainer can separate fact from opinion or
objective data from conclusions could be the factor which indicates the best
method to use.

If the problem which has to be investigated is considered to be widespread
then the number of personnel or the number of locations covered should be
sufficiently large to ensure that it is representative of the whole target popula-
tion. It is also important that as well as including personnel who are not
performing satisfactorily, the sample should include individuals who are per-
forming satisfactorily so that a comparative analysis can be made. Kepner and
Tregoe (1981) argue that ‘regardless of the content of a problem, nothing is more
conducive to sound analysis than some relevant basis of comparison’. Guide-
lines on using sampling as a technique are contained in Appendix 2.

It is sound practice to undertake a pilot exercise prior to conducting the main
investigation if time and resources permit. This gives the opportunity to test
and, if necessary, to modify the methods for collecting data and the procedures
which have been planned. In addition, a review should be carried out of the
general strategy and tactics which it is planned to use. Intermediate reviews
also could be used during the course of the main investigation to monitor
progress and to help to decide, on the basis of data collected, whether larger
numbers should be included in the sample or whether the study should be
enlarged to include the total population.

Stage 4: Causal analysis – data analysis and conclusions

The forms of data analysis should have been decided upon during the planning
stage. They range from simple qualitative analysis to forms of quantitative
analysis. Qualitative analysis involves examining raw data in order to identify
common themes and evidence that may reveal the causes of the problem. This
form of analysis may be appropriate when the sample is unavoidably small,
when the problem lies with a very few individuals or when it is too difficult to
convert the qualitative data through some form of coding.

With regard to quantitative analysis it is best to keep things simple. Zemke
and Kramlinger (1982) suggest that in a substantial majority of the studies they
have conducted, a good job can be done in problem analysis by using simple
descriptive statistics (eg average, median, mode, kinds of skew, standard
deviation, correlations, etc). They advocate the use of the ‘Inter Ocular Trauma
Test’ – ‘If the results hit you between the eyes, they probably have practical
import’. It is worth remembering that the difference between successful and
unsuccessful groups may be ‘significant’ in the statistical sense but without
being particularly dramatic and, therefore, may be of minimal practical
importance.
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Problem analysis should now continue with a series of questions. First, pose
the question ‘What is distinctive in the information or data which has been
collected?’ Answers to this question should reveal important clues about the
cause of the problem. If a distinction has been revealed, the second question
can be asked – ‘How could this distinction (or this change) have produced the
performance deviation or shortfall?’ This should help to generate possible
causes. A third question can be asked in relation to each possible cause – ‘If
this is the true cause of the problem then how does it explain each shortfall in
the specification?’

In other words to test for a cause-and-effect relationship involves lining up
information about likely causes against information about the observed effect
or symptom in order to assess how the cause could have had that effect. Kepner
and Tregoe (1981) point out that it is an exercise in logic. It identifies the most
likely cause that explains the poor performance but cannot prove it beyond
doubt. Definitive proof could only be obtained if a systematic laboratory or
field experiment was set up but this is highly unlikely in a work setting. A
practical alternative could be an ‘ongoing’ evaluation of the solution or
solutions which it has been decided to implement.

Stage 5: Generate and evaluate solutions

The outcome of Stage 4 should be the identification of the causes underlying
the problem. These causes, together with the problem, need to be shared with,
and accepted by, the client in order to obtain their involvement in the generation
of a solution. As a matter of course, in some cases the solution will be suggested
directly by the causal analysis. However, where several factors are involved
or when the problem arises from more deep-rooted causes, then both the client
and the trainer must be prepared to commit more time to develop a solution.
The trainer may find it appropriate to drop out at this point if it is felt that there
is only a limited role for training to play. This may be the case when it is felt
necessary to bring in expertise from outside the organization. Naturally, what-
ever solution, or solutions, finally are proposed it is important that the environ-
mental, organizational and individual considerations in the causal analysis are
reflected in the possibilities which have been generated. These could be made
up of action plans relating to work restructuring, team building, organizational
development, motivation, communication, selection or training.

The solution or solutions which have evolved need to be analysed in terms
of feasibility by a comparison of their relative advantages and disadvantages.
Factors which would have to be considered include cost, time, manpower
requirements, acceptability, materials, ownership by the client and political
consequences. Romiszowski (1981) categorizes these factors under four main
headings: those affecting the value of a solution, those affecting the cost of
solving the problem, those affecting the practicality of system development and
those affecting the practicality of system utilization.
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When jobs are close to the production ‘sharp end’, the value of a solution
often can be estimated in terms of its contribution towards minimizing lost
productivity, costs of error, etc. It is more difficult to make this kind of estimate
as the job becomes more distant from the production context. However, even
in this kind of situation, it may be possible to compare the relative value of
different solutions in terms of tangible and intangible benefits.

The main costs that need to be taken into account are the development and
running costs. The former are incurred in relation to the form and content of
the solution and in relation to the depth of analysis required to isolate potential
difficulties that may be experienced by those who will become subject to the
solution, eg learning difficulties if the acquisition of new knowledge and skills
is part of the solution.

The availability or non-availability of certain kinds of resource will affect the
practicality of developing some solutions. These resources might include:

� time available for system development;
� financial and material resources;
� human resources;
� back-up facilities (technical, administrative, etc);
� adequate test facilities.

Romiszowski emphasizes the importance of the quality of human resources to
determine the practicability of human utilization. In addition, he highlights the
fact that the prevailing political, ethical, philosophical and attitudinal climate
in the wider system may be profoundly influential. The solution which might
be recommended to a client may depend largely on the trainer’s assessment
of these more intangible factors. This underlines the need to adopt both a
systems and an historical, organizational perspective.

Stage 6: Reporting to client

At the end of an investigation it is usual to make a written or an oral presenta-
tion to the client. Such a presentation is vital if the substantive content of the
report is to be accepted. The report must separate clearly findings, interpreta-
tions, conclusions and recommendations. The recommendations should be
formulated in a way that helps the client to instigate a subsequent course of
action.

Above all, the report and presentation must be persuasive. The presenter will
go a long way towards achieving this aim provided that close attention is given
to the audience, their needs, motives, concerns and prejudices. This process will
be assisted further if the trainer has kept closely in touch and communicated
with the client as the investigation has progressed.

There are several sound reasons for nurturing this liaison. It will increase the
client’s feelings of ownership and involvement. It will afford the trainer
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opportunities to question the client about interim findings and interpretations
and about the feasibility of proposed solutions as they emerge. If the client is
keyed into the politics of the organization he or she will know who else should
know about the report and what would be the most effective means of inform-
ing them about it.

Putting things into perspective

What has been described in this problem-solving approach may seem to be
reasonably straightforward in theory. There is a clear, rational outline of the
important stages to be gone through and guidelines as to how they should be
carried out. Unfortunately, in practice, things are not always as easy. The trainer
may find that the senior managers who are involved pay only cursory attention
to the first two stages of identifying and defining the problem and establishing
ownership and terms of reference. In addition, the identification of the problem
often has to be incorporated with the third stage – causal analysis. Organiza-
tional power may dictate the dynamics and the results of establishing owner-
ship and framing terms of reference. In addition, the trainer may have to exer-
cise a great deal of patience and tolerance in order to cope with the inevitable
frustrations that arise. There are few trainers who have not been faced with
some of the following dilemmas:

� Who really is the client? A question that may be difficult to answer if the
hidden agenda are in operation and organizational politics have been
instrumental in initiating demands for an investigation in the first place.

� Lack of action, or demand for action, at critical points on the part of the
client and other interested parties, which require the trainer to resist firmly.

� Wider organizational problems and issues may be revealed in the course
of the investigation which are studiously ignored by the client.

� The client’s reaction to the results, conclusions and recommendations of
the investigation may be less than enthusiastic. The trainer should never
expect to be welcomed as the new Messiah when bringing what may be
seen by some as bad news. ‘Shoot the messenger’ may be one possible
response. However, not to present too gloomy a picture, the more likely
reaction from ‘interested’ parties in circumstances such as these, are remarks
which imply that the trainers are naive, inexperienced or just incompetent,
eg ‘Training people don’t really understand. . .’ ‘What do you really know
about this industry?’ ‘It takes a long time to understand our culture.’

� While it is important to record, in the report, the constraints which have
been encountered, eg time, manpower, etc, it could be a mixed blessing. It
may justify the nature of the investigation and the report, but at the same
time, by stating the constraints, the trainers can create rods for their own
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backs because it may allow the ‘opposition’ to criticize the conclusions or
opt out of implementing the solutions.

It is possible to address circumstances such as these by displaying professional-
ism and patience and by recognizing the client’s appreciation of, what may be
for them, a radical change which would have to be implemented over a
comparatively long period. The enthusiasm of the trainer and a few interested
parties cannot change an organization overnight.
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4

The Proactive Route into
Training

In addition to the reactive route, other equally important routes into training
come from a variety of proactive procedures and future-orientated considera-
tions which make up part of an organization’s ‘horizon-watching’ activities.
Unlike the methods of investigation which were described in the problem-
solving approach, these processes are not initiated in response to specific
performance problems. They may come about because there are to be internal
organizational changes that will demand markedly different performances
from employees in the future. They may come about because of changes that
will occur outside the organization and which will have implications for
individuals or groups on how they perform their jobs.

Another route into training is through ongoing personnel or other organiza-
tional functions which monitor performance to identify current or potential
training needs. The results of this last method, in particular, may lead to setting
up a full performance investigation. However, irrespective of which of these
routes suggests the possibility of a need for training, it is still important to bear
in mind a number of questions posed in Stage 3 and the factors set out in Stage
5 of the problem-solving model before making a final decision.

Naturally, solutions other than training may emerge from the proactive
approach which are summarized in diagrammatic form in Figure 4.1. The
processes and considerations which give rise to these outcomes are worth
further mention.
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Corporate strategy, training and manpower planning

It has been shown already how training is linked to an organization’s corporate
purpose and objectives through the medium of the corporate strategy. In many
instances training may be an integral part of such a strategy either directly or
in a less direct, long-term fashion through the process of manpower planning.
Hussey (1985) describes three cases which illustrate how training was of direct
value in helping to implement a shift in corporate strategy. The example of the
UK operation of a foreign cosmetic manufacturer is particularly worthy of
mention.

The company wanted to gain a larger brand share in their sector of the
toiletries market. The shift in strategy required some changes to be made in
the channels of distribution it was using. This consequently required the sales
force and the tasks of a number of the representatives to be reorganized. Top
management were convinced that their new strategy would be more likely to
succeed if the sales force was committed to the change and had the requisite

Figure 4.1 Outcomes of proactive processes and future considerations
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knowledge to handle the different types of wholesaler and retailer they would
encounter in the future.

To achieve this commitment and to build an improved knowledge base,
Hussey developed a short course. The course partly revolved around a case
study, comprising authentic market data, which allowed the representatives
to discover the reason for the new strategy.

The course also covered specific training to help the sales force to cope with
situations that they would encounter once the change got underway. As Hussey
emphasizes ‘the point of the example is that the annual training needs assess-
ment could not have revealed the gap except in retrospect, by which time, the
implementation of the strategy might have been threatened’.

Another example of the direct link between training and corporate plans is
found in a major UK bank in which training was again closely linked with a
shift in corporate strategy. The bank was concerned about the income that it
was not getting from the business of operating the accounts of corporate
customers. It decided to become more assertive in securing higher and more
realistic commission fees for providing this service.

A group of top-level managers who were examining this issue felt, on the
basis of their experience, that training should form part of the solution to the
problem of ensuring that branch managers had the requisite knowledge, skills
and attitudes to implement the new strategy. As time was at a premium, the
broad training needs had to be established quickly. This was done over a
relatively short period mainly by group discussions which was by no means
ideal but fitted in with the time constraints that had been imposed. The training
needs which had been identified were met by workshops of two-and-a-half
days in duration. The whole exercise, from beginning to end, including the
training of over 1,500 managers, was carried out in less than 12 months.
Subsequent performance figures confirm the impression that the training
programme had a major impact on the managers’ on-job behaviour and the
‘bottom line’.

To understand the relationship between corporate strategy and the identifica-
tion of longer-term training needs within the organization requires an appreci-
ation of the manpower planning process. Lynch (1968) suggests that manpower
planning has two interrelated functions. The first of these is an ongoing function
that should provide information about current manpower resources and
capabilities. This will allow short-term plans to be developed in order to meet
current needs which have been created by changes in the organization’s internal
and external environment. The second function is that of anticipating longer-
term future requirements that are affected by changes in the organization’s
plans which, in turn, have been determined by internal factors such as
restructuring, modification of corporate objectives, etc, and by an awareness
of changes in the macroeconomic, commercial, technological, social and
political fields. Essentially, Lynch believes that manpower planning should
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attempt to ensure that an organization has ‘the right numbers of employees,
with the right level of talent and skills, in the right jobs at the right time;
performing the right activities; to achieve the objectives to fulfil the corporate
purpose’. These functions and intentions are realized in the main phases and
activities which make up the manpower planning process. This is well illu-
strated in Bramham’s (1982) framework for manpower planning (Figure 4.2).

In looking at this framework in detail, it can be seen that before attempting
to formulate future manpower plans, it is imperative that information should
be obtained that either will dictate or will have a vital bearing on the forecasting
of manpower supply and demand.

It has been emphasized by manpower specialists that manpower planning
can be effective only when it is an integral part of the business planning process,
ie corporate strategy. Those who are responsible for manpower planning

Figure 4.2 A framework for manpower planning (Bramham, 1982)
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must be familiar with sales targets, profit targets, marketing plans, social
responsibilities of the organization, changes in the level, nature and organiza-
tion of production activities, etc. Ideally, these business plans and objectives
should be presented in a style which can be interpreted in terms of manpower
involvement, ie the numbers of employees needed in specific jobs and the levels
of skill which they need. Other factors which need to be taken into account
include details of how it is intended to organize productivity, and the work
methods, practices and incentives that will be used. Chadwick (1983) adds that
manpower planning should work hand-in-hand with studies of productivity
and with other studies of the utilization of manpower.

Manpower reviews

Basically, there are two phases to an internal manpower review. First, a
manpower inventory should be prepared setting out the current situation. A
manpower inventory is a form of stocktaking which identifies numbers of
employees by department, sex, age, length of service, qualifications, total
manpower costs shown in terms of salaries, wages, pensions, etc.

Part of this inventory might take the form of a skills inventory which focuses
on the professional and technical skills, educational and formal qualifications,
and work experience of present employees. This kind of survey is usually
undertaken by using questionnaires and interviews.

The second phase of the manpower review should concentrate on the analysis
of past and present ratios and trends in the staffing of the organization and in
particular those areas identified in the skills inventory. These analyses should
help to reveal or highlight potential problems or opportunities for staff
development in connection with retirement patterns, promotion policies, skill
shortages, experience gaps, etc. This, in turn, might determine the feasibility
of projects and initiatives that have emerged from business planning or it might
indicate what recruitment and training would be needed to make up the
shortfall in skills.

The external manpower review should be designed to find out what is the
potential supply of people with relevant experience and skills from outside the
organization. Bramham (1982) suggests that there are three influences that may
have a bearing on the availability of skilled and experienced manpower. The
government manpower policy could have a substantial impact on the numbers
of people available to any particular organization. Availability of manpower
can be influenced by the expansion, contraction and change in local labour
markets. In addition, the qualifications, skills and abilities of people entering
the labour market are determined largely by the aims of the educational system.

The manpower demand question is ‘What does the organization want?’ and
the manpower supply questions are ‘What does the organization have and what
can it get?’ It must be appreciated that none of these questions can be answered
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with a high degree of certainty, particularly as the timescale extends. However,
despite this reservation, organizations must make attempts to predict man-
power supply and demand patterns if they expect to have any control over their
futures.

From the point of view of demand, it has been shown that current manpower
requirements must be understood fully before any attempt is made to identify
future needs. In addition, the timescale, the amount of detail, and the assump-
tions about political and economic forecasting must be made clear.

Given this information, it is possible to make either objective or subjective
forecasts. Objective forecasts involve the use of statistical techniques applied
to trends over a period of time, ratios of productivity, etc. Subjective forecasts
may rely on intelligent ‘guesstimates’ which can be improved upon if full use
is made of all available information and statistical data.

Turning to considerations about the supply of manpower. This is an area
where, again, statistical and diagrammatic techniques can be used to analyse
the future availability and supply of manpower. Age distribution and trends,
promotion and transfers, succession planning, recruitment patterns, wastage,
etc need to be examined to draw up a picture of the future supply situation.
As with the demand forecast, it is important to clarify the timescale, the amount
of detail needed and underlying assumptions before such an examination is
begun.

A comparison of supply and demand should expose any potential difficulties,
discrepancies and opportunities which might affect the organization’s man-
power strategy. The policies that are developed from the strategy in relation
to each personnel activity should be interrelated and integrated. In some cases
they may function in a compensatory manner, for example, a poor quality
intake of new employees may have to be made good by increasing training
resources. Finding a workable balance between the various personnel policies
which might be available, ultimately will be a matter of judgement.

Plans may need to be developed in any of the areas shown in Figure 4.2. These
plans which involve training and retraining should relate closely to overall
manpower plans and have a major influence on management development and
organization development. When the plans are implemented, an assessment
of their effectiveness provides feedback so that the manpower plan can be
adapted to meet changing circumstances and demands.

Specific changes and training needs

In discussing manpower planning, emphasis was placed on the interrelation-
ship between various phases, procedures, functions and influences. The
perspective which was adopted was that of a systems approach. The organiza-
tion’s internal and external environment are usually in flux to some degree and
a change in one area is assumed to have direct or indirect effects on other
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functions in the system. Manpower planning and corporate strategy essentially
deal with the broader picture. However, certain changes and considerations
which may have specific implications for training in the short term, could have
a significant influence in the longer term on the organization’s manpower train-
ing. These might include the introduction of new technology, new products and
services, new legislation, and the results of different surveys, audits and reviews.

New technology

The introduction of new technology usually will bring about a number of
training needs. This technology may be used operationally in such processes
as packaging, manufacturing, quality testing, money transmission, etc or it may
be introduced in the information retrieval systems used by management in its
control of the functions of the organization. The training needs may arise
directly from the knowledge, skills and attitudes needed to operate the new
technology or from the ‘spin-off’ effects that may have changed working
practices and influenced social interactions and relationships. In particular, the
relationships between managers, supervisors and the workforce may need to
be re-examined. This might, in turn, result in a need to change management
style and roles within the line structure in order to promote the openness and
speed of response that often accompanies new technologies.

New products and services

The introduction of new products and services may lead to training needs
across a broad range of jobs. If the product is manufactured, there might be a
need for the development of existing skills, the acquisition of new skills and
knowledge of new processes and procedures for those involved in making the
product. In addition, it is quite likely that product knowledge and selling skills
are best developed through the education and training of marketing and sales
staff.

It should be possible to anticipate the need for training and education at the
conclusion of the development phase of the new product or service. Failure to
do so has, no doubt, foiled at least in the short term, the efforts of many
organizations to extend their services or increase their range of products with
the impact that they might have wished.

New legislation

There are numerous examples of how new legislation has imposed statutory
obligations on organizations which have had implications for the training
function. In the United Kingdom the Health and Safety at Work Act (1974)
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required every employer to provide ‘such information, instruction and supervi-
sion as necessary to ensure, as far as is reasonably practicable, the health and
safety at work of his employees’. The Race Relations Act (1976), the Sex Dis-
crimination Act (1975), the Data Protection Act (1984), the Disability Discrimin-
ation Act (1995), the Working Time Regulations (1998) and numerous subsequent
directives and guidelines have had important influences on the way in which
organizations should plan and conduct a number of their operations and
functions. Training has been recognized clearly as one of the means by which
the statutory requirements of these acts can be met. For example, no current
course on recruitment and selection would be seen to be complete without
coverage of the relevant sections of the legislation on sex and race.

It requires little imagination to appreciate the pervasive influence that the
introduction of decimal currency in 1971 and the ‘big bang’ of 1987 must have
had on training activities in the financial sector in the United Kingdom. On
occasions economic or financial changes announced by the Chancellor of the
Exchequer in his budget have had a knock-on effect for training, eg the
introduction of value added tax. The message seems fairly obvious. All new
legislation, which has implications for organizations, must be scrutinized
carefully to identify any features that might create a training need.

Surveys, audits and reviews

Training needs survey

These surveys are normally ‘in-house’ studies which aim to find out what
employees feel that their training needs are in general or what they are in
relation to specific aspects of their work. Most surveys are conducted by
questionnaire but when small numbers are involved, interviews and group
discussions can be used.

Employee-attitude survey

This kind of survey is usually organization-wide in its scope and lends itself
to the use of questionnaires. Training needs may not be the main focus of
attention but they are likely to emerge from answers to questions about job
satisfaction and dissatisfaction, feelings about supervisory and managerial
attitudes and styles, etc. Furthermore, it may not be only the training needs of
the respondents that are highlighted. The needs of groups within the organiza-
tion could be identified, for example, the training programmes of supervisory
and managerial personnel are sometimes partly based on the results of employee-
attitude surveys.
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Consumer surveys

There are few organizations that have not experienced the negative feedback
that customers are prompt to volunteer when they are not satisfied with a
product or a service. How much notice is taken of complaints varies and some
customer service departments exist for the sole purpose of appeasing those who
are aggrieved. However, much more positive use can be made of feedback from
customers by the use of surveys to gather information on the quality features
of products and services as well as finding out about the negative aspects.

It is a known fact that customers are quick to complain but slow to praise.
This is because, rightly, they expect high quality and good service to be the
norm. The onus for seeking positive feedback lies with the organization and a
number of techniques can be used. In the United Kingdom, gas fitters leave a
pre-paid post card for the customer to complete after the work has been
finished. The questions asked relate to promptness, courtesy, cleanliness,
quality of work and other such values which make up a good service. Some
garages telephone customers after their cars have been serviced to see how
satisfied they were with such things as reception arrangements, cleanliness,
quality of work etc. Customer contact staff are used in banks and other financial
organizations as well as supermarkets and shopping malls to talk with cust-
omers and seek their opinions of, and ideas for improving, the products and
service that they receive. Restaurants, particularly on main motoring routes,
invite customers to answer questions about the service that they have received
by printing a short questionnaire on the reverse of the bill. In addition, postal
questionnaires can be sent to customers who have made recent purchases of
such things as electrical appliances or who have made recent use of a particular
service.

The data gathered from all sources must then be collated and fed back to
different parts of the organization in such a way that all departments can benefit
from it – and that includes the training department.

Functional audit

Periodic audits may be conducted to investigate or examine the effectiveness
of any functional unit in the organization. Such audits may highlight both the
unsatisfactory features of current operations and warn of future impending
problems. Sometimes, specialist units such as organization and methods
inspection units are established to undertake this kind of work. The remit of
these audits can be very broad and the methods of investigation may include
observational and non-observational techniques. Some of these may be designed
specifically for an individual unit within the organization. Unless the audit is
concerned with a training unit or a management development unit, it would
be uncommon for the trainers to be involved directly. Therefore, it is important,
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in these cases, for trainers to liaise closely with the auditors and to be conversant
with their findings, conclusions and recommendations if they are to identify,
at an early stage, potential problem areas that may need a training involvement.

Benchmarking

Benchmarking is designed to help an organization to improve its performance
and ways of working. It is a systematic process of comparing specific operations
and outcomes of an organization against those of an external competitor, non-
competitor or an internal performer and then drawing lessons from the
comparisons. The non-competitors do not have to be in the same business, but
they may have similar functions such as distribution, marketing or customer
service against which comparisons can be made. The comparisons may indicate
a need for change in the organization’s mission, aims, objectives, structure,
culture, processes or employee competencies.

Boydell and Leary (1996) suggest that benchmarking covers six steps:

1. Define the processes and operations of production or aspects of concern
about performance.

2. Draw a flow chart describing the critical stages in the process or operation.
3. Establish measures of quality or productivity in those areas that are the

subject of concern.
4. Identify the organization against which to benchmark.
5. Collect relevant data in order to make a valid comparison.
6. Determine the gap between the measures of quality or productivity.

The amount and the quality of the information that is obtained will depend
upon the relationship between the organization benchmarking and the organi-
zation being benchmarked. If a ‘significant’ gap is found, then it would be
appropriate to undertake a causal analysis, which may lead to the identification
of training needs.

Organizational review

Kenny and Reid (1986) suggest that, what they term an organizational review,
might be undertaken when planned training is being introduced or reintroduced
to the organization as a whole or to parts of it. Generally, its purpose would
be to assess strengths and weaknesses of the existing approach to training and
to look for ways to make it more effective. The review might be part of an
organization’s manpower planning process and, to reiterate a familiar exhorta-
tion, it should be set in the context of the organization’s corporate purpose,
policies and plans.
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Up to a point, an organizational review is similar to a training survey, but it
is wider in its scope covering such issues as the extent and costs of training,
plans for training present and future employees, quality of current training,
training standards, appraisal of trainees, attitudes of line managers to training
and the extent of their knowledge of, and commitment to, organizational
training policy. Information about these issues might be obtained by interview,
questionnaire, discussion, direct observation and the examination of policy
statements and departmental personnel records such as training reports,
accident records, turnover figures, grievances, etc.

Ongoing personnel procedures

Within most medium- and large-sized organizations a number of ongoing
personnel procedures have been established either to help to identify current
and potential training needs or, in the course of their operation, to explore work
problems for which training may be an effective remedy. Several of these
procedures initially focus attention on the problems and needs at the individual
level in contrast to the other proactive and future-orientated approaches which
are concerned mainly with occupational and organizational levels (Figure 2.2).
However, in the more sophisticated systems, data that has been collected on
individuals would be collated and fed into the manpower planning process
either directly or through regularly updated personnel records. These personnel
procedures include performance appraisal, career planning and development,
management development, succession planning, probationary reviews, exit
interviews, on-job training and coaching, and achievement or proficiency
testing.

Performance appraisal

Performance appraisal systems formalize the comparatively natural and
straightforward process of a manager and a subordinate periodically discussing
together what the subordinate has achieved over the preceding period and then
setting targets for the next period. The outcome of the discussion could result
in one or more types of action plan – remedial, maintenance or developmental.
Remedial and developmental programmes are more than likely to give rise to
training. In the case of remedial programmes, training is initiated to help an
employee to meet current job requirements and standards. In developmental
programmes, training may be one of the means to enable the employee to cope
with new tasks, new assignments, new and increased responsibilities, etc. These
types of developmental activity are either part of management’s effort to enrich
an existing job or part of an individual’s career or management development
plan.
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Career planning and general development

Most responsible organizations are concerned about making the best use of
their manpower potential. With this in mind, some of them have created career
planning and development systems. At particular stages in an individual’s
career a ‘stocktaking’ exercise is undertaken with a number of aims in mind:

� to profile competencies, abilities, skills and knowledge;
� to find out the individual’s ambitions and aspirations;
� to review past employment, experience and performance;
� to profile abilities, skills and knowledge;
� to review future possible and probable moves and responsibilities;
� to prepare a personal or self-development programme which might include

training and planned experience.

This stocktaking may involve no more than talking through the items listed
above with someone qualified in personnel or career development. However,
many organizations have taken a further step and have designed career
development centres, at which the stocktaking process may be extended over
a period of two or three days.

The outcomes have seen the introduction of personal development plans,
which are often linked with appraisal, the use of learning journals, the promo-
tion of the concept of ‘lifelong learning’ and the more extensive use of mentors.

Management development

Management development is similar in a number of respects to career develop-
ment. It is a process by which organizations try to ensure that they have suffi-
cient managers of the right calibre by establishing a systematic scheme to develop
the performance and potential of managers by the use of training, education
and planned experience. The training needs of managers are normally identi-
fied by performance appraisal procedures and more recently by the use of
assessment centres.

The term ‘assessment centre’ should imply a method or a process rather than
a place. It consists of a series of individual and group activities designed to
generate information about an individual’s personal and managerial strengths
and development needs. These activities are likely to include psychological
measures, interviews, simulation exercises, discussions, business games, case
studies, etc. The information that has been collected is then used to give
feedback to the participants and to suggest programmes to assist to develop
their skills.
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Succession planning

Succession planning is closely associated with all of the procedures which have
been discussed so far in this section. Basically, it involves identifying and
preparing people to take up jobs or positions in the future. These may become
vacant fairly predictably through retirements and organizational changes or
less predictably as a result of illness, death or termination of employment. Such
planning would require knowledge about what pattern of promotion and
experience was required for a particular job or position. Additionally, informa-
tion about current performance and an appraisal of potential would be needed
for those who might be considered as possible candidates for these jobs.

From this it should be possible to specify suitable programmes, courses, trans-
fers, secondments, assignments, etc for the development of those who have
been identified as ‘successors’. Naturally, the programme and those participating
in it would need to be kept under review so that modifications and adjustments
could be made to meet unexpected changes and unanticipated opportunities.

Probationary reviews

It is common practice in many organizations for certain categories of staff to
complete a probationary period before being taken on to the permanent staff.
During the probation period, the performance of the new members of staff is
monitored and should it fall short of the standard which is required, then where
it is appropriate, remedial training may be given. Even at the end of the period
of probation, when an individual is confirmed as meeting basic requirements,
there may still be a recommendation for further training related to performance
weaknesses which have been identified during the probationary period.

Exit interviews

Responsive and sensitive organizations are always interested to know why their
employees decide to find employment elsewhere. The exit interview is used
to investigate the reasons for their leaving. Very often this kind of exploratory
interview can help to reveal a variety of training needs. Interviews of this type
can draw a number of honest, if not blunt points of view which bring to light
aspects of working conditions, management styles and training needs which
might not be voiced by those remaining with the organization.

On-job training and coaching

Sometimes the training needs of individual employees become apparent during
the guidance, coaching and training sessions which they have with their line
managers, supervisors or mentors.
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Achievement and proficiency testing

Achievement and proficiency tests are used to assess the amount of knowledge
and the level of skill of job holders. This can help to prevent training being given
when it is not needed and it can indicate the extent of training which may be
needed in the future. Usually, the tests are actual tasks which make up the job.
Sometimes, the tests can be the complete job. Examples of such tests include
driving, first aid, marksmanship, operating equipment, etc. In a number of jobs,
employees have to prove their competence periodically in order to receive
‘qualification pay’.

A competence-based approach

A competence-based approach to training in the UK has been surrounded by
controversy since its introduction was formalized at national level by govern-
ment initiative in 1986. There has been confusion about the concept, its applica-
tion and its administration. Levels of concern about the outcomes and value
of a competence-based approach have been raised and a continuous debate has
opened across education and training.

An immediate confusion is caused by the meaning of the word ‘competency’.
Woodruffe (1991) believes that Boyatzis (1982) made the word popular, even
though few were certain what it meant, and points to the fact that some have
described the whole area of competency as a minefield.

Competency is used to describe either the required outputs (competences)
or the desirable inputs (competencies). In the latter sense it is viewed by
Boyatzis (1982) and Spencer, McClelland and Spence (1992) as ‘any individual
characteristic that can be measured or counted reliably and that can be shown
to differentiate significantly between superior and average performers. . .’ and
could include personal skills, values and attitudes. Woodruffe (1993) sees
competencies as sets, dimensions or repertoires of behaviours that underlie
competent performance, eg self-confidence. In his opinion, required outputs
or areas of competence refer to key aspects of an individual’s work. For
instance, staff management would be an area of competence against which to
assess the work performance of most managers. Figure 4.3, drawing heavily
on Woodruffe (1993), attempts to depict the relationship between these different
versions of the concept of competency.

Over the years many organizations have developed competency frameworks
to help them to integrate their human resource processes. The frameworks may
have included both competences and competencies but, as Whiddett and
Hollyforde (1999) suggest, it is far more common for descriptions to be
behaviour-based rather than solely task- or job-output based.

Within each competency the behavioural indicators may be grouped into
levels in order to cover a wide variety of jobs that are subject to different
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demands and requirements. In the view of Whiddett and Hollyforde, there are
two key benefits to be derived from establishing a common set of competencies
that makes a competency framework. The first is that a common language and
understanding can be developed in different functions and at different levels
in the organization. Second, there is likely to be a greater consistency when
assessing performance for selection, appraisal or training purposes.

In the context of performance management, a competency framework can
be used to help to identify training needs. This can be done by enabling a
competency profile to be identified through an analysis of the key tasks and
performance objectives for a job holder’s current position, and by comparing
a job holder’s ongoing performance against the profile. In addition, considera-
tion should be given to the implications of any new demands resulting from
the changing priorities or initiatives emerging from business plans.

Figure 4.3 The relationship between different concepts of competency
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SUMMARY AND CONCLUSIONS

It has been seen that there are two major routes into training – the present/
reactive route and future/proactive route. There are a number of methods,
means and procedures associated with these routes which can help the trainer
to investigate performance problems and to identify training and development
needs. Figure 2.2 introduced the concept of a classification of methods etc,
which has been developed in Figure 4.4 to show how the methods, means and
procedures might be classified in relation to the reactive and proactive routes.
It is not possible to make a rigid classification because some of the methods
could be used at more than one level depending on the nature of the perform-
ance problem or future need and on the size of the organization.

Irrespective of the route into training there should be a clear link between
the needs which have been identified and corporate objectives. In reality such
a level of sophistication is unlikely to exist in many organizations. Nevertheless,
by adopting some of the approaches and through an understanding of the
perspectives which have been described, trainers can make a positive contribu-
tion to organizational effectiveness even though their understanding of the
corporate mission and objectives may not have been conveyed to them directly.
Furthermore, the trainer may be limited by a number of unforeseen or uncon-
trollable constraints which may not allow a fully comprehensive study of
behavioural problems or training needs to be undertaken. In circumstances
such as these, the trainer may have to employ very basic methodology and take
a number of short cuts that may not be very satisfying.

However, there are many situations when a series of swift, professionally
conducted interviews is all that is needed to find the critical issues and needs.
Success on short projects that have an impact can gain a considerable amount
of credibility and kudos for the trainer which can be put to good use when
asking for more time and resources for other projects. As trainers we should
not always be prepared to give in to the ‘quick and dirty’ approach. Whatever
the outcome of training projects, the trainers are accountable at all levels of their
involvement; memories are short when it comes to remembering success and
trainers are quick and easy targets when it comes to directing blame. It is not
unrealistic to recommend that trainers should be responsible for familiarizing
senior managers with the tools of the trainer’s trade.
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5

Analyses for Training

Ideally, the decision to use training to overcome an actual shortfall in perform-
ance or to prevent a shortfall occurring in the future, should have been taken
after the trainer and the client have studied the results of some form of reactive
or proactive investigation. The trainer is then able to address the basic and
critical issues:

� What should be the specific content of the training?
� How should the training be organized and implemented?
� How, in terms of effectiveness, should the training be evaluated?

This chapter will concentrate on the first of these issues – What should be the
specific content of training? In turn, this will lay the foundation for answering
the third question on how training should be evaluated.

The systematic approach shows that determining the content of training
(Stages 2–5) will normally require a series of analyses beyond, or in addition
to, those that may have been carried out already in the earlier stages of the
investigation. These further analyses have been developed to ensure that the
training which is to be introduced is fully relevant and that the potential
problem of including redundant training is avoided. Davies (1971) argues that
high costs may be incurred as a result of too much training because:

� More training is being organized than is really necessary.
� Courses and training programmes are longer than they need to be.
� More instructors/tutors and equipment are employed than the job demands.
� Students, who may be perfectly competent in performing the job, fail the

training because it is too theoretical rather than practical in its nature.



Analyses for Training 73

� Irrelevant criteria may be used to select students for training resulting in
potentially suitable students being excluded from the programme.

� Job dissatisfaction can result from the worker being prepared for a higher
calibre job than the one being done. In turn this could lead to higher
turnover of personnel, poorer performance, etc.

Naturally, because of the time and expense involved, the trainer must give very
careful thought to the scope and depth of any further analyses. In considering
the question of scope, Kenny and Reid (1986) suggest three approaches that
are particularly appropriate to organization training: comprehensive analysis,
key-task analysis and problem-centred analysis.

Comprehensive analysis

As implied by the title, in this approach all aspects of the job are scrutinized.
The intention is to produce a comprehensive and detailed list or record of every
task and sub-task that make up the job together with the knowledge, skills and
attitudes which are needed to perform the tasks and sub-tasks effectively. As
this approach is very likely to be costly and time-consuming, certain criteria
should be satisfied before the trainer undertakes such a study. Kenny and Reid
suggest the following criteria:

� The tasks are unfamiliar to trainees or potential trainees, they are difficult
to learn and the costs of failure or error are unacceptable in terms of
expenditure of money, time and human effort.

� Resources are available to carry out such analyses.
� The training programme that results from this approach will be used

frequently and should, therefore, be cost-effective.
� The tasks comprising the job are laid down in a tight and closely prescribed

manner and the right way of carrying them out must be learned and ad-
hered to.

� Management understand and accept the need for this type of approach to
be adopted.

The circumstances or situations that are likely to warrant this level and extent
of analysis are:

� The introduction of new equipment, technology or procedures that necessi-
tate either the creation of entirely different jobs or the acquisition of an
extensive range of new skills, etc.

� Thorough update of training in a particular functional area where current
training has been allowed to ‘drift’ and general performance has become
poor.

� Creation of a new position as a result of changing market conditions.
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� The introduction of planned training into a functional area where no formal
training has existed previously but changing technical requirements and
developments make it imperative for the manpower concerned to be ‘re-
fitted’ and updated.

Key-task analysis

This form of analysis is concerned mainly with the identification and detailed
investigation of key or primary tasks within the job. It has particular relevance
to managerial and supervisory positions that consist of many tasks of which
not all are critical for effective performance. It is also relevant to jobs that change
in emphasis or content leading to a need to establish priority tasks and to
identify the knowledge and skills which are required and to establish an
acceptable standard of performance. Kenny and Reid reinforce the point that
a fully comprehensive analysis of managerial and supervisory jobs would be
too expensive and unwieldy to be viable. Key-task analysis would probably
result in a job description that only highlights key or critical tasks and an outline
of the knowledge, skills and attitudes required to perform the job.

Problem-centred analysis

This approach is effectively an extension of the reactive route into training
which was described in Chapter 3. Attention is focused neither on the whole
nor necessarily on all of the critical or key tasks but on those aspects of current
performance that are below standard. In cases such as these it will have been
decided already that training is an appropriate way to overcome the problem
or difficulty which has been identified and that a more extensive analysis is
unnecessary because the performance of the job holders is quite satisfactory
in other respects.

Beyond the concern about the scope of the investigation, the trainer then has
to decide upon the specific analyses that have to be carried out and what
associated analytical methods and techniques should be used. Figure 5.1
illustrates diagrammatically the sequence of stages or steps that a trainer may
have to follow in order to determine the content of training. The direction of
the arrows in the diagram are intended to indicate that the different types of
analyses are not mutually exclusive or independent and that data gathered at
an early stage may reduce the extent of, or even the necessity for, subsequent
analyses. For example, information stemming from the reactive route into
training may mean that only a limited job analysis needs to be undertaken.
Again, a thorough job analysis which produces a detailed and comprehensive
job specification may suggest that any additional analyses can be by-passed.

The analyses referred to in Figure 5.1 and the associated analytical techniques
and methods can now be looked at in more detail.
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Figure 5.1 Stages/steps leading to training needs/content and beyond
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JOB ANALYSIS

Job analysis can be used for a number of different purposes which include
personnel selection, job evaluation and training. The Glossary of Training Terms
(Department of Employment, 1978) describes job analysis as:

The process of examining a job in detail in order to identify its component tasks. The
detail and approach may vary according to the purpose for which the job is being
analysed, eg training, equipment design, work layout.

The different purposes for which the job is being analysed may include the
identification of performance problems and therefore it is likely that some form
of job analysis will have been used in the filtering process which was described
earlier (Figure 3.3).

To many, the process of job analysis has associations with time-and-motion
studies and may appear to be a lengthy, dull and uninteresting activity. To
employees it is often viewed with suspicion, like many other forms of analysis,
and they feel that there is a hidden or secret motive which could threaten their
livelihood. There are some who use the term ‘job analysis’ as being synonymous
with training-needs analysis and gain the false impression that all analyses of
training needs involve lengthy procedures before any hint of training is given.

Ideally, a job analysis should only have to be done once in the lifespan of a
particular job. Many diagrammatic representations of a systematic approach to
training show job analysis as an early stage in the process of training design.
All such systems are intended to be self-regulating so that any changes in the
job procedures or equipment, etc should be fed into the system so that the
information held by the trainers can be updated. In theory this is a sensible
and logical process but in practice it is all too rare. The usual outcome of a job
analysis is a job description or the more detailed job specification and these
should be the documents that a trainer should want to look at first. In many
cases, job descriptions are out-of-date, thin on content or non-existent, while
some human resource departments review job descriptions annually and
indicate that they have been either ‘revised’ or ‘reviewed’ on a specific date.
When this is the case, the trainer’s job becomes easier. When it is necessary to
undertake a job analysis, many of the techniques which have been described
already may be used, such as the structured interview, observation, question-
naire, etc.

Other forms of analysis which often are used interchangeably with job
analysis are task analysis and skills analysis. In essence the trainer has to delve
deeper into jobs in order to find out more about the duties or tasks which make
up the job description so that suitable training can be designed. The Glossary of
Training Terms defines task analysis as:
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A systematic analysis of the behaviour required to carry out a task with a view to
identifying areas of difficulty and the appropriate training techniques and learning
aids necessary for successful instruction.

This definition points much more clearly to the training function than that of
the job description. Pearn and Kandola (1988) deliberately avoid the use of the
term ‘job analysis’ because of what they see as its self-perpetuating dull and
uninteresting image. They prefer to use the term ‘job, task and role (JTR)
analysis’ as a research tool that has many more applications for managers.

In order to provide the degree of detail which is needed in a job specification,
further analyses may have to be carried out and the trainer has the choice of
using one or more of those techniques shown in Figure 5.1 to look more closely
at the various tasks and skills which make up a job.

JOB SYNTHESIS AND FUTURE-ORIENTED JOB
ANALYSIS

The notion of future-oriented job analysis has been discussed by Hall (1986)
in relation to succession planning for executive positions. This process would
first of all involve an examination of an organization’s corporate objectives and
strategies. From this examination the anticipated executive job demands and
the necessary skills required by future executives to meet these demands could
be derived. As Hall points out, ‘Thinking through this link between the
organization’s basic objectives and need for future top executive skills is the
core of strategic succession planning’ and must be the basis for identifying the
future training and development needs of these individuals.

When a job is new, when it has been changed greatly or when new tasks have
been added to it, it is not possible to write a job description or a job specification
using the same analytical techniques. It should not be regarded as an appro-
priate method to throw job holders in at the deep end and wait until they have
mastered the job before any analysis begins. The end result could be very costly
to the organization. However, that is not to say that some trial and error should
not be involved in the way that the job develops.

Job synthesis is the technique by which a new job or task can be examined
in order to produce a job specification and, subsequently, appropriate training.
A number of people are likely to be involved in developing the new job or task
and in many cases it would be them to whom the trainer would turn to assist
with an analysis.

The products or outputs would provide a first indicator of what the job is
about; for example, it might be a new piece of machinery, a new technique of
food preparation or a new service. It is possible that there are other jobs which
are related to the new one, the holders of which can contribute to the structure
of the new job or task.
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When this is not the case, it may be possible to tap the experience of those in
other organizations or to recruit new staff with relevant experience. In organiza-
tions which are large enough to have an organization and methods department,
much of the trial-and-error work will have been done by them. Where this is
the case the trainer should have been involved at an early stage in the develop-
ment. Subsequently, the involvement of managers and supervisors can contrib-
ute through technical conferences and trials with job holders to build up a
picture of the knowledge and skills, and the activities or tasks which must be
performed to achieve the results required.

It is unlikely that the job specification will be perfect at the first attempt and
all training developed through job synthesis should be monitored carefully and
reviewed frequently.

The first products of a job analysis or job synthesis of particular relevance
for training are a job description and a job specification.

A job description

This has been defined as a general statement of the purpose, scope, responsi-
bilities and duties which make up a particular job. The layout of a typical job
description format, including any explanatory notes, is set out below:

1. Job title Generally speaking the job title should be succinct and, as far as
possible, a realistic reflection of the nature of the job.

2. Division/Department/Section This information will help to identify where the
job ‘fits’ in the organization.

3. Location of job This refers to where the job holder normally performs the
duties, etc which make up the job. If the job is peripatetic then that feature
may be mentioned here.

4. Main purpose of the job It may be valuable to have a brief statement of the
main purpose or general aim of the job in order to appreciate how it helps
to fulfil unit, section, departmental or divisional objectives.

5. Duties/Responsibilities/Tasks The duties and responsibilities provide the main
headings and sub-divisions of the job. Under these should be listed the
specific tasks to be performed. For example:

Job: Personnel Manager
Duty/Responsibility: Recruitment and selection of clerical grade staff.
Tasks 1.1 Check and, if necessary, amend after discussion with current

job holders the job description and personnel specification.
1.2 Compose a recruitment advertisement for placement in the

local newspaper, etc.
It is recommended that the task descriptions should be terse, in the
present tense and each sentence should begin with a crisp action word.
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6. Responsible to This should state the position of the job holder’s immediate
superior and sometimes include the frequency and closeness of supervi-
sion. Ungerson (1983) suggests ‘this first, apparently simple, piece of
recording can give warning of fundamental weaknesses or muddle in the
organization’.

7. Relationships
8. Judgement
9. Physical working conditions

10. Social working conditions
11. Economic working conditions
12. Prospects and current training/Developments opportunities
13. Difficulties/Distastes and satisfactions
14. Reasons for failure

What might be included under items 7–14 inclusive is indicated by the
questions listed in Chapter 3.

Even if the scope of the analysis, referred to previously, is limited only to
problem areas it may still be necessary in some circumstances to produce a
description covering all aspects of the job under review. This should enable the
trainer to see features of the problem in a wider context and thus possibly get
a better understanding of the training requirements. Furthermore, provided
the job has been legitimized in terms of organizational objectives then a briefly
constituted job description should help to avoid time and effort being wasted
on peripheral and irrelevant matters. In addition a description of the physical,
psychological and social environment in which the job has to be performed may
have clear implications for training programme design.

A job specification

This is a detailed statement of the knowledge and the physical and mental
activities required to carry out the tasks which constitute the job. A job
specification pro forma might have the following headings:

Duty/responsibility and task/task element

A task/task element is a clearly definable activity forming part of a main duty
or responsibility.

Knowledge/comprehension

What the person undertaking the task must know or understand in order to
carry out the job to an adequate standard and would cover:



80 The Theory and Practice of Training

Organization/company knowledge Products, departmental structure, policies,
procedures, wage and salary structure, etc.
Task knowledge/comprehension ‘Headwork’ necessary for successful perform-
ance, theory the job holder will put into practice, materials used, equipment
available, work method, quality, standards, safety, team working, etc.

Skills/abilities

A series of behaviours or acts that form the task and which require practice in
order for the task to be performed satisfactorily. The skill or ability may be
psycho-motor (manual), social/interpersonal or intellectual.

Attitudes

In this context attitudes refers to the feelings or emotional reaction towards or
against something or someone, which may affect job behaviour in a positive
or negative way.

An example of a job specification, which has been drawn up along the lines
outlined above, is set out in Figure 5.2.

In respect of training, the main benefits of drawing up a job specification are:

� It helps to ensure that the training provided is relevant to the real needs of
the trainees.

� It gives the trainer a clear picture of all the possible training requirements,
including those items that might have been ignored.

� It can be used as a checklist for identifying specific individual training
needs.

� It can be an invaluable aid to the trainer when he is looking to identify an
appropriate method of training for a particular task or task element.

The derivation of the essential knowledge, skills and attitudes necessary for
the effective performance of specific tasks/task elements is a difficult under-
taking. Leaving aside certain statutory knowledge or skill requirements the
trainer would normally rely on logical or rational inferences based on one or a
combination of the following sources of evidence:

� The actual nature of the work involved or as it is synthesized or described
in a technical/procedural manual.

� The physical, social and psychological conditions under which the tasks/
task elements are, or are intended to be, carried out.

� Recommendations emerging from some form of investigation coming out
of either the reactive or proactive routes into training.

� Reports from job holders and their immediate superiors about the perceived
difficulties and distastes of performing the tasks/task elements.
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� Personnel records, including performance appraisals, leaving interview
reports, etc, that highlight why present and past job holders are, or were,
dissatisfied with, or failed on, the job tasks/task elements in question.

The job specification may also include an analysis of the competences relevant
to a particular position in order to identify the skill, knowledge and attitudinal
elements that make up the competency.

FUNCTIONAL ANALYSIS

Functional analysis has been defined by Lloyd and Cook (1993) as a ‘technique
for arranging a hierarchy of functions so that you can best describe an occupa-
tional area from its overall purpose down to the individual contributions
needed for the fulfilment of that purpose’. This brings together all of the
interactions that take place between work, workers and the organization.
Therefore such an analysis involves input and commitment from staff at all
levels to ensure that every job and each task within it are related to the ultimate
purpose or function of the organization as a whole. It is another way of arriving
at a job description.

This form of analysis is very much a ‘top down’ approach and should begin
by establishing what the organization’s function or key purpose is. For example,
the key purpose of an electrical manufacturing company might be ‘Supply a
range of domestic electrical kitchen products to meet current and estimated
future needs’. The next stage in the analysis would be to identify all of the
different occupations within the organization. These could include sales,
manufacturing, distribution, after-sales service, finance etc, all of which should
be linked to the organization’s key purpose by a key purpose of their own. For
example, the key purpose of the distribution department might be: ‘Coordinate
and plan the dispatch of products to retail outlets to enable them to respond
promptly to customer needs’. Further down the line, individuals will have a
key purpose for each of their key roles and functions. For example, a packer
in the distribution department could have a key purpose of ‘Protect electrical
goods with pre-formed polystyrene packaging to prevent damage in transit’.

As each function or job is analysed, its main components can be grouped
together into Units which can be broken down further into Elements which
relate very closely to actual work practices.

Having established the structure of the key roles, the analysis can be taken
further to identify the scope of the tasks which is described in terms of Range
Statements. These statements list the different conditions which might apply
to the performance of a task. For example, the packer described earlier may
have to use different types of protective material for a range of different items
such as toasters, microwave ovens, washing machines etc. In order to ensure
that the task is done properly a set of performance criteria are identified which
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list what is expected in the way of competent performance. Again, in the
example of the packer, it would be expected that there would be reference to
the appropriate pre-formed material being selected, where protective material
is located in or around the equipment etc.

The process of breaking down a key role or function into its component parts
is likely to draw upon a number of analytical techniques. At the outset,
brainstorming can be used to define key purposes. As the analysis becomes
more detailed then some form of hierarchical task analysis or procedural
analysis are likely to be of use. Both of these techniques are described in the
following pages.

Hierarchical task analysis

Hierarchical task analysis is a technique developed by Annett and Duncan
(1967) which has the advantage of being applicable to a wide range of jobs. It
is a process by which tasks can be broken down into operations and sub-
operations and presented in a format which resembles a family tree of all the
duties, tasks and sub-tasks that make up a job or a main task within it (Figure
5.3).

It is not crucial to use the same terminology used in Figure 5.3; the important
factor here is to understand the concept of breaking down tasks level by level
so that the operations which make it up can be identified clearly. The example
at Figure 5.4 illustrates the value and flexibility of using this technique.

It is noticeable that all of the words used to describe the operations at each
level of the hierarchy are ‘behavioural’; that is, they describe what the operator
actually does rather than give a general heading for the activity. The description
‘Change engine oil’ is of far more use than ‘Engine oil’. While it is accepted
that in this instance ‘Engine oil’ could give a clear idea of what is required, it
is good practice always to use verbs so that there is no chance of confusion.

For example, in this partial analysis of a clerical task a number of questions
need to be asked.

What is actually done with the ‘incoming mail’? Is it opened? Sorted? Filed?
Is it replied to or are draft replies prepared? Does the ‘photocopying’ have to
be done? Sent? Collected? Checked?, etc. It is not difficult to imagine the
confusion that could be caused for other members of the training team if one
of its number analyses a task in this way.

DiaryIncoming
mail

Photocopying
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Another feature of the hierarchy is that activities can be arranged sequentially
when it is needed. The analysis of changing engine oil (Figure 5.4) provides a
suggested sequence in which the tasks are carried out.

Hierarchical task analysis is valuable for the trainer because it can present
the job in its entirety, it can give a picture of the simplicity or complexity of
the job, it helps to identify tasks and jobs which overlap (eg a number of tasks
and more than one job may involve operating a photocopier) and because tasks
can be presented sequentially it provides an aid to the learning process without
reference to the principles of learning.

A problem which trainers have encountered in using this technique is
knowing when to stop analysing. It has been envisaged that tasks could be
analysed down the levels ad infinitum. In many cases it becomes obvious when
to stop and it is not unusual to see some tasks which do not have to be analysed
further than sub-task level while others need more in-depth treatment. It is
useful in these instances to ‘rule off’ or to indicate in some other way that the

 
                                              Job or main task 
 
                                                                                                                      
 
         Duty                      Duty                      Duty                      Duty Level 1                   
 
 
 
                     Task           Task          Task Level 2  
 
 
 
                  Sub-task   Sub-task   Sub-task Level 3 
 
 
 
                   
                  Task              Task             Task Level 4 
               element         element         element 
 
                                        
                                        Etc 
 
                                          
 
 
                                    

Figure 5.3 Family tree or hierarchy of tasks
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analysis is complete. This overcomes the problem which might arise later of
not knowing whether that part of the analysis has been finished.

Apart from the detail contained in the hierarchical diagram, it is quite likely
that a number of supplementary notes and observations will be made. In order
to avoid cluttering the diagram and causing confusion, notes can be kept as
separate documents and numbers or some other form of coding can be used
on the diagram as a reference. This information could include references to
operating manuals, to legislation, to job aids, to other forms of analysis, etc.

Annett and Duncan suggest two criteria to judge how far the analysis should
go. Each operation should be looked at in terms of:

� What is the probability without training of inadequate performance?
� What would be the costs to the system of inadequate performance?

The probability of failure on each performance or operation is represented by
P and the cost of inadequate performance is represented by C. The decision is
made by examining the criteria in terms of P × C and when the outcome is
considered to be unacceptable then the analysis should continue.

Procedural analysis

It has been shown how hierarchical task analysis can indicate the sequence of
tasks and sub-tasks when those tasks are ordered serially. However, not all tasks
follow a serial pattern and there are points within the hierarchy when the trainer
may need to continue the analysis in a different format. This happens when
there is no predetermined sequence and when the job holder is faced with
circumstances which involve decision making which could result in any of a
number of options being taken. The algorithm or decision tree has been found
to be a useful way of recording this data. The example at Figure 5.5 illustrates
this technique.

The technique can be extended to apply to procedures where there is more
than one person involved in the operation. For example, in a production process
an item may be passed through a number of operators before it is complete.
This could involve finishers, checkers, etc. In the same way documents can be
handled by a number of people before the procedure has been completed. Using
the decision tree, links can be made between the work of different operators
which might help to reveal problem areas in the procedure, eg too many links
in the chain rather than performance problems on the part of the individual
or individuals. An example of how jobs can be linked is shown in an extract
from a decision tree in Figure 5.6.
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Figure 5.5 Example of an algorithm or decision tree

Customer Accounts Clerk – Payment Received
Abbreviations – RS = Remittance Slip

Chq = Cheque
Cr = Credit

Obtain Customer’s
Chq and RS

Attach copy of CA/1
to RS pass to

supervisor

Return Chq drawing
attention to error using

letter CA/1

Enter customer’s a/c number
in computer and call up

a/c details

Cr amount to
customer’s a/c

Mark RS to show
underpayment

Cr amount to
customer’s a/c

Chq
made out

for amount
on RS

?

NO

NO

NO

YES YES YES

YES

Enter eligibility
marker for discount

on next order

YES

a/c
in Cr to

amount of
difference

or
more

?

Chq
more than

amount
on RS

?

Paid
within

15 days
of date on

invoice

Chq
signed

dated, words
& figures

agree
?

Pass RS and
Chq to

supervisor



88 The Theory and Practice of Training

Key points analysis

This form of analysis is suitable for straightforward jobs and simple tasks for
which no great amount of time needs to be spent on training. The outcome of
such an analysis could be a simple job aid for the job holder or a guide for
consumers similar to those issued with self-assembly products.

The analysis focuses on three main aspects of a task – the sequence or stages
in which it is performed, the instructions which describe how the task is done
and the key points which have to be emphasized so that the operator does not
make mistakes. All of this information can be presented in the form of a chart
as shown in Figure 5.7.

Faults analysis

Faults analysis could be used as part of a more detailed form of analysis or it
could be used in its own right when the trainer is operating in a reactive mode
in response to investigating performance problems as a result of feedback on
quality control, customer complaints, etc.

In the first of these two approaches the trainer is usually concerned with
analysing where problem areas are likely to occur, what the causes are likely
to be, what might be the consequences of error and how the faults can be
prevented. In this respect the trainer is being proactive, up to a point, and

Figure 5.6 Example of algorithm/decision tree showing link between jobs

YESYES

ETC ETC

ETC

Invoice
for

more than
£1,000

?

Invoice
from

authorized
supplier

?

Pass
to

supervisor

Check against
delivery note

Check against
delivery note

Check authority
on original order

NO NO
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Figure 5.7 Example of key points analysis

Figure 5.8 Example of faults specification

Task: How to wrap a parcel containing glassware

Stage Instructions Key points

Pack glass item in Place cylinder upright Ensure cylinder is big
protective cylinder on a firm surface enough to include

sufficient polystyrene
packing

Seal top with card
insert

Reverse cylinder

Put 5 cm layer of
polystyrene chips in
base

Insert glass item

Fill around and over Make sure adequate
glass item packing is placed

around the item
Seal with card insert

Wrap in brown paper Place sheet of paper
on table

etc

Symptom Cause Remedy Preventive
measure

Brakes pull to Soft tyre on Check pressure Check and adjust
one side one side and adjust pressure weekly

and before long
journeys

Worn or Overhaul brakes Ensure vehicle is
contaminated serviced regularly
brake linings
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subsequently will be able to build into any job aids, training guides or lesson
notes as indicators which will give advance warning to the trainees of possible
problems, the symptoms of the problem and the appropriate action to take or
what to do to prevent it from happening. This might be presented in the form
of a faults specification as either a table or as a decision tree or algorithm.

A number of motoring manuals contain a form of faults specification as a
self-help guide to motorists (Figure 5.8).

DIF (difficulty, importance, frequency) analysis

This form of analysis helps the trainer to decide between the ‘need to know’
and the ‘nice to know’ content of training. In its simple form (Figure 5.9) it could
be used to help to decide how far one should continue with the hierarchical
task analysis.

Figure 5.9 Example of DIF (difficulty, importance, frequency) analysis

Is task 
frequent? 

Is task 
frequent? 

Is task 
frequent? 

Is task 
frequent? 

Is task 
important? 

Is task 
important? 

Is task 
difficult? 

Yes 

No 

Yes 

No 

Yes 

No 

Yes 

No 

Yes 

No 

Yes 

No 

Train 

Overtrain 

Train 

No 
training 

Train 

Train 

No 
training 

No 
training 

Yes 

No 
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It can be seen from the diagram that there are three criteria by which the
decision to train is made – the level of difficulty of the task, the importance
which is placed on it and the frequency with which it is performed. The
diagram shows that when a task is difficult, important and performed fre-
quently then training must be given. By contrast, when a task is not difficult,
not important and performed infrequently then there is no need to train because
it is quite likely that it can be learned while doing the job. One task which is
worthy of note, is the task which is difficult, important but not performed
frequently. The diagram indicates that in these circumstances the trainee should
be overtrained. This does not suggest an unnecessary amount of training which
one might associate with overtraining. In this case it indicates that because the
task is performed infrequently, the trainee must be trained to such a level in
terms of skill or knowledge retention that there is little chance of under-
performance when the event occurs. Emergency procedures would fall into this
category.

Naturally, not every task needs to be measured against these criteria. In many
cases the ‘train’ or ‘no training’ decision is clear. DIF analysis is a useful tool
when the decisions are difficult to make and represents an approach for the
trainer rather than a set of rules.

The DIF analysis technique can be enhanced by building in different degrees
of difficulty, importance and frequency and by introducing levels of training
which give, for each task, an indication of the priority and the standard to be
achieved. Figure 5.10 provides an example which has been developed from the
basic model.

The levels of training shown in Figure 5.10 are shown on a scale of 1–5.
Level 1 indicates a very high priority for training to a standard which will

ensure that a high level of skill and knowledge is retained without the job being
done frequently. In effect this is ‘overtraining’.

Level 2 sets a high priority for training to a standard of competence that will
ensure that the task can be done without further training.

Level 3, being the mid point of the scale, sets the priority level at average
and to a standard which will ensure that the task is done efficiently. Further
training or practice would be required to enhance performance.

Level 4 sets a low priority for training at a standard which provides no more
than a basis for on-job training and practice.

Level 5 indicates that no formal training is required and that the task should
be easy to learn whilst doing the job.

One of the problems which the trainer encounters in applying this form of
DIF analysis is deciding how difficult tasks are and their relative levels of
importance. Job holders and their supervisors often see the job from different
perspectives and there is always the tendency for all job holders to enhance
the importance of their jobs.

The degree of importance which is attributed to any particular job or task
needs to be measured against specific criteria; these might include danger to
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life, costs of failure to the organization, etc. Care has to be exercised in assessing
level of difficulty because the skilled, long-serving operator could have
forgotten how difficult the tasks were for him to learn. Similarly, some job
holders may feel that it is a reflection on their performance if they admit that a
task is difficult or that they do not do it. Sometimes the trainer will have to
apply considerable skill in questioning to assess tasks at the correct level and
continually focus on ‘what do you think a newcomer to the job would find
difficult?’ The degrees of difficulty, importance and frequency also need to be
decided carefully by the trainer. There is no set scale which can be applied to
all situations. Figure 5.9 indicates that difficulty is looked at in terms of ‘Yes’
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Figure 5.10 Example of DIF analysis and levels of training
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and ‘No’; either the task is difficult or it isn’t. In some circumstances the trainer
may wish to show the task as being ‘very difficult’, ‘of average difficulty’ and
‘of no difficulty’. In looking at frequency, a three-point scale is used – ‘very’,
‘moderate’ and ‘infrequent’. It might be appropriate to describe this variable
in terms of ‘daily’, ‘weekly’ and ‘less than. . .’

The data needed to complete a DIF analysis can be obtained from job holders,
recent trainees and supervisors using interviews and questionnaires. Some of
the information may have been obtained at an earlier stage in the investigation.
The outcome is that the trainer is in a better position to make decisions on the
content and design of training, the allocation of resources to priorities and the
standards which must be set as a target for training.

The forms of analysis that have been described in the first part of this chapter
have concentrated on the organization of the job and the tasks of which it is
made. The forms of analysis that follow will concentrate on the more specific
knowledge, skills and attitudes needed to perform the tasks and the subsequent
content of training initiatives.

Critical incident technique

This form of analysis or technique for gathering information can be used within
the process of most of the forms of analysis that have been described so far. It
is a procedure developed by Flanagan (1954) for collecting information about
incidents which have proved to be critical to the effective performance of a job;
that is, incidents that have contributed directly to success or failure. It has been
a useful tool when conducting a DIF (difficulty, importance, frequency) analysis
and when there is a need to separate a large number of activities which are all
seen by the job holder as having a high level of importance. It is particularly
valuable when constraints on training time force the trainer to concentrate on
the vital or critical aspects of job performance. Similarly, it is of value when
studying tasks that are not performed frequently, such as emergency proce-
dures, or which cannot be observed directly because of physical constraints or
lack of access to the job environment, such as working in a confined space.

Information can best be collected by individual and group interviews. A pre-
formatted response sheet might also be used but this could prove difficult if
the trainer does not have sufficient knowledge of the job. Using a tape recorder
during interview sessions ensures that the flow of description is not inhibited
by the trainer trying to make copious notes. Those participating should be
asked to describe incidents which have resulted in success or failure in
achieving job objectives, to place these incidents into a context and to relate
precisely what they did to bring about the successful or unsuccessful outcome.
For example, the failure to ask probing questions at a critical point in a
disciplinary interview could lead to problems with industrial relations.
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Similarly, failure to check a replacement part number for a piece of sensitive
equipment could lead to costly damage. On the more positive side, being alert
to the need to ask probing questions and to check part numbers could be seen
as critical for a successful outcome. It follows that there is likely to be a natural
reluctance on the part of individuals to ‘confess’ to the remainder of the group,
or in private, that they have made bad mistakes. Therefore, confidentiality must
be guaranteed for all participants.

Once the information has been gathered it can be categorized as appropriate
to the needs of the study and checklists can be produced for further investiga-
tion. However, the categorization of all data based on anecdotal experience is
liable to be subjective to a greater or lesser degree and it is important that
trainers are in agreement over their approach, especially as they will need to
record and categorize a large number of incidents in order to gain a clear picture
of the job that they are analysing.

Repertory grid technique

This form of analysis or technique is similar to the critical incident technique
in that it examines and compares good with poor performance. The repertory
grid technique can be used in a number of ways. These include:

� identifying training needs;
� evaluating the success of training courses;
� exploring management’s opinion of the training function;
� examining the marketing of training products and services.

The technique is based on a system which examines what have been called
personal constructs or ways in which we view the world. The repertory grid is
a method in which these constructs can be drawn out. As with the critical
incident technique, the interview is the tool by which the trainer obtains the
information to build up the grid. However, the interview is much more highly
structured and interviewers need to be well-trained in order to avoid the bias
that could be placed unwittingly on the responses given by the interviewees.
This technique is particularly useful in probing the areas of interpersonal skills
and, unlike some other techniques, a considerable amount of information can
be gathered from a small number of people.

Interviewees are asked to think carefully of aspects of job performance which
are referred to as elements. Basically the elements chosen should depend on the
purpose of the study or project being undertaken. However, beyond this
general criterion, there are several guidelines for selecting specific elements:

� Use objects, people, events or activities and make them as discrete as
possible.
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� Do not mix classes of elements; objects, people, events or activities should
not be muddled up.

� Do not have an element as a part or sub-set of another element, eg tea as
one element and darjeeling tea as another element.

� Avoid elements that are evaluative or might be construed in an evaluative
way, eg involvement, controlling, etc.

� Do not use abstract nouns, eg ‘the perfect boss’.

The elements for a training manager could be the trainers or instructors for
whom he or she is responsible. In order to examine the nature of good and poor
performance as an instructor or tutor, the following procedure should be
followed with the tutors:

� Write the name of each instructor or tutor on a card and arrange the cards
into two piles. One pile should contain the names of those who are good at
their job and the other pile should consist of those who are not as good or
poor at their job.

� Two names are selected from the ‘good’ pile and one name from the ‘poor/
bad’ pile so that comparisons can be made between them. First, those who
have been described as good are compared for similarities and then they
are compared with the less able performer for differences.

� Having noted the differences the next stage is what is called laddering. This
involves picking out specific behaviours which are important to the job in
the eyes of the interviewee and probing each one for detailed information.
This will identify the key behaviours which contribute to good performance.
This stage is vital if we are to avoid vague statements which cannot be
used for any practical purpose.

An example of probing might follow this pattern:

One of the differences between the good performer and the bad performer
is given as their ability to deal with individual learning problems. The
interviewer can then probe this answer and subsequent responses by asking
such questions as – How can you tell that they are good at dealing with these
problems? Are there any other problems that they can identify in the same
way? etc.

� Replace the cards into their respective piles and repeat the process. It does
not matter if some of the names selected are the same as before.

The area contrasts between tutors can then be probed in more depth by
interviews with the training manager to consider how and why these contrasts
have come about.
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KNOWLEDGE AND TOPIC ANALYSIS

In its simplest form, knowledge analysis involves supplying greater detail
about the knowledge items in the job specification. This additional information
may need to be presented in the form of notes, diagrams, maps, photographs,
samples, procedural sequences, etc.

A more complex form of knowledge analysis is that of topic analysis which,
in addition to factual information, covers comprehension and intellectual skill.
A variant of topic analysis has been described by Davies (1971). In this analysis,
a topic is first broken down into its smallest constituent parts or elements and
these are then set out in a hierarchical form. It is important to limit the topic
and to try to ensure that it is as self-contained as possible.

Davies refers to the elements making up a topic as ‘rules’. A rule is basically
‘a statement of generality, a definition, a factor, an item of information’. He
suggests that to identify the rules, which form the building blocks of a topic,
the analyst should ask the following questions:

� What does the analyst expect the trainee to do to demonstrate that he has
learned the topic?

� What questions does the analyst expect the trainee to answer?
� What tasks, procedures and techniques does the analyst expect the trainee

to perform, and to what standard of performance?
� What discriminations does the analyst expect and in what terms does he

or she expect these discriminations to be made?
� What total changes in behaviour are expected and how will they be

observed and measured?

In addition, Davies emphasizes the importance of ensuring that the rules are
carefully written and sequenced and that they:

� comprise only a single factor or idea;
� are composed at the same level of generality as preceding rules;
� take the form of simple, core sentences;
� avoid negative forms, qualifications and conjunctions;
� contain only one active verb;
� are critical and essential to performing the task.

Every effort should be made to ensure that the rules follow a logical and natural
sequence, each rule leading on to the next in an easily understandable way.
Davies points out that the traditional ‘laws’ of sequence should be borne in
mind when arranging the order which the rules should take, ie:

� Proceed from known to unknown.
� Proceed from the simple to the complex.
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� Proceed from the concrete to the abstract.
� Proceed from observation to reasoning.
� Proceed from a whole view to a more detailed view to a whole view.

Wherever possible rules should be arranged so they dovetail – ‘a word, topic
or a concept introduced in one rule, is built on or expanded upon in the next’.

A more detailed coverage of topic analysis has been described by Romis-
zowski (1981). He elaborates on the notion of categorizing and arranging topic
elements by reference to the work of Bloom (1956) and Gagné (1965). The
former drew up a taxonomy of educational objectives in the cognitive or think-
ing domain ranging from knowledge objectives (eg knows common terms, facts,
basic concepts, etc) through comprehension, application, analysis, synthesis to
evaluation, eg judging the adequacy with which conclusions are supported by
data, etc. Further mention will be made of Bloom’s taxonomy in Chapter 6
when the subject of training objectives is examined.

The notions of learning hierarchies and learning prerequisites described by
Gagné (1977) also have a bearing on topic analysis. First of all he suggests that
there are five varieties of learning (Figure 5.11).

Gagné maintains that when a learning outcome or capability has been clearly
described and categorized it is then possible to undertake a form of learning
analysis which should identify ‘the prerequisites for the learning of the
capability represented by the task description’. By prerequisite Gagné means
‘a capability of prior learning which is incorporated into new learning’. For
example, to learn Pythagoras’ Theorem in geometry would necessitate that the
learner had already acquired an understanding of and facility with more basic
rules and concepts, eg right angles, square roots, etc. Generally speaking, in
terms of intellectual capability, within a topic or subject area higher levels of
learning cannot be fully mastered unless relevant lower level forms of learning
have already taken place. In other words, in order to learn a designated topic
it may be necessary to acquire a hierarchy of prerequisites related specifically
to that topic.

Finally, it must be emphasized that because topic analysis can be extremely
time-consuming then all the knowledge/intellectual features set out in the job
specification should not be looked at in this kind of depth. Rather, it is a form
of analysis that would, in practice, take place after the areas of deficiencies in
knowledge and intellectual skill of the target population had been identified.
Topic analysis could then be employed to determine more precisely the training
need or content by continuing the target population analysis to a greater level
of detail, so that the task elements or information elements that do not need to
be taught can be identified.



98 The Theory and Practice of Training

COGNITIVE ANALYSIS

Cognitive task analysis (CTA) is a relatively new development which goes
beyond traditional forms of analyses, ie knowledge, skills and attitudes. As
Salas and Cannon-Bowers (2001) point out, CTA ‘. . . refers to a set of procedures
for understanding the mental processing and mental requirements for job
performance’ and that training needs analysis should not only identify the
necessary knowledge and specific skills required to perform tasks effectively
but in addition, should identify ‘. . . the cues and cognitions that enable trainees
to know when to apply those skills.’

CTA is conducted by asking subject matter experts and novice workers to
describe what they are doing and why. In other words, get them to think aloud
while they are performing a task. It focuses on how experts differ from novices
in the manner in which they make critical decisions in natural settings. In this

Reproduced with permission from The Conditions of Learning by Robert Gagné, copyright
© 1977 by Holt, Rinehart and Wilson Inc., reprinted by permission of the publisher.

Figure 5.11 Five major categories of learned capabilities, including subordin-
ate types, and examples of each (Gagné, 1977)

Capability Examples of performance made possible
(learning outcome)

Intellectual skill Demonstrating symbol use, as in the following:
Discrimination Distinguishing printed ms and ns
Concrete concept Identifying the spatial relation ‘underneath’;

identifying a ‘side’ of an object

Defined concept rule Classifying a ‘family’, using a definition
Demonstrating the agreement in number of

subject and verb in sentences

Higher-order rule Generating a rule for predicting the size of
an image, given the distance of a light
source and the curvature of a lens

Cognitive strategy Using an efficient method for recalling names;
originating a solution for the problem of
conserving gasoline

Verbal information Stating the provisions of the first Amendment
to US Constitution

Motor skill Printing the letter R
Skating a figure eight

Attitude Choosing to listen to classical music
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way mind maps, algorithms and decision trees can be drawn up and used as
job or training aids to help trainees until such time as they can perform the tasks
automatically or instinctively. Goldstein and Ford (2002) point out, in sum-
marizing the research on expert-novice differences, experts can see the ‘wood
for the trees’, and for them the pieces making up a task are more structured
and integrated. In addition, referring to a study by Gitomer (1988), they
highlight that experts ‘. . . use mental models that were much more consistent
with the true functional properties of the trouble shooting task.’

Developing training programmes that take account of the mental processes,
models and strategies employed by experts should help trainees to accelerate
their learning and ensure that the training is carried out more efficiently in
terms of time and resources. A study undertaken on weapons engineers in the
Royal Netherlands Navy by Schaafstal, Schraagen and van Berlo (2000), which
resulted in a new method of training being introduced, supports this con-
clusion. They compared traditional and new training courses on trouble
shooting for novice naval technicians. To begin with the researchers considered
the differences in trouble shooting between experts and novices. Using a form
of CTA they discovered that the experienced technicians approached matters
in a more systematic way, mentally represented the systems they were examin-
ing more authentically and at several levels of abstraction, and employed more
efficient strategies than their less experienced colleagues. In contrast the novices
suffered from information overload and a lack of understanding of the func-
tions and systems involved, and had not developed adequate strategies to
undertake the troubleshooting procedures effectively. The design of the new
training course was based on the observations made on expert technicians and
on expert-novice differences highlighted above. The results obtained through
the new course compared with the traditional course were unambiguous. On
the new course trainee technicians solved twice as many malfunctions, over a
shorter period, as those trained on the old programme. Furthermore, the new
training course was completed in less time than the traditional one.

MANUAL SKILLS ANALYSIS

This form of analysis is used to examine those tasks which involve a high degree
of manual dexterity and perception. It has a wide range of application and
could be used to analyse the skills used, for example, by a lathe operator, a
word-processor operator or someone working in the crafts such as weaving,
pottery, etc. In these skills the analyst would observe and record the movements
of the hands, the fingers, the eyes and other senses. Examples of the use of the
senses in the practice of skills include taste for wine connoisseurs, hearing for
musicians, touch for pastry cooks to gauge the consistency of dough, etc. The
concept of dexterity can be extended to include the use of the feet. The operator
of a crawler crane is likely, in some of the manoeuvres he has to perform, to use
hands and feet to drive and to operate the gib, vision to gauge the position of
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the gib and attachments such as buckets or hooks, the vision to look out for
signals from those guiding operations, hearing to listen for the note of the
engine, etc.

All of these movements and sensory functions can be recorded in a tabular
format, the layout of which will depend on the skills which have to be analysed.
The analysis of a carpenter’s skill shown at Figure 5.12 is presented purely as
an illustration of how the technique can be used and is not taken from any
training document.

Note: T = thumb; 1, 2, 3, 4 = fingers

Figure 5.12 Example of manual skills analysis

Task: Cut timber to size

Task element Left hand  Right hand Vision Other senses Comments

Select piece of Reach to pile of prepared Confirm Touch – either Unaccepted
timber timber, grasp with 1, 2, 3, 4 timber not hand to timber placed

and T and place on top of damaged or confirm timber on reject pile
bench warped is smooth

Measure and Grasp measure Grasp pencil Check
mark timber 1, 2, 3, 4 on 1, 2 and T measure

top T under- and mark placed at end
neath and timber at of timber,
place on appropriate identify
timber length specified

distance on
measure.
Confirm
pencil mark
on correct
position

Place saw in Palm on flat Grasp saw 2, Confirm saw
position to cut surface of 3, 4 and T in correct
timber timber around hand position

grip. 1 along
side of
handgrip
pointing
forward.
Place saw on
pencil mark

etc

SOCIAL SKILLS ANALYSIS

In examining interpersonal or social skills it may be necessary to undertake
some form of behaviour analysis. This involves classifying ongoing social
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interactions into discrete oral and non-verbal units or elements. The purpose
of this type of analysis is to identify those behaviours that constitute effective
and ineffective performance in particular social situations. Rackham and
Morgan (1977) describe a methodology for arriving at such critical behaviours.

The application of their methodology begins by developing a behaviour
analysis system which is appropriate to the social situation that is being
examined. A typical list of categories which might form the basis of such a
system is set out in Figure 5.13. However, it should be noted that the non-verbal
categories are not included in Rackham and Morgan’s list. There then need to
be developed the criteria or measures that could be used to pinpoint individ-
uals in that social situation whose performances are regarded either as effective
or ineffective. It is then possible to identify and to observe particular individuals
who are seen as high and low performers when measured against the criteria.
The behaviour analysis schema can be used either to record or to describe the
frequency of incidence of the different behaviours. From this the critical
behavioural dimensions, that help to distinguish high and low performers, can
be identified. For example, Rackham and Carlisle (1978) identify the behaviours
that characterize skilled negotiators as being: behaviour labelling, testing
understanding, summarizing, seeking information, feelings commentary, etc.
By contrast the less skilled or average negotiator tends to use: irritators, counter
proposals, defend/attack spirals.

The one-to-one or group situations in which the above type of analysis might
be applicable include: interviewing – selection, discipline, appraisal, counsel-
ling; coaching and training (including telephone sales); group problem-solving;
team negotiation; chairing meetings.

ANALYSIS OF THE TARGET POPULATION

There are basically three phases of this form of analysis:

1. Deciding who should constitute the target population, ie trainees who may
be drawn from inside and from outside the organization.

2. Determining the levels of knowledge and skill together with the attitudes
of the target population prior to their entry to the training programme.

3. Identifying any characteristics of the target population, eg age, experience,
intelligence level, etc, that might have a bearing on how the training should
be conducted.

This section will concentrate on phases 1 and 2. Phase 3 is more appropriately
covered in Chapter 7 that deals with learning principles and conditions.

Phase 1 follows on fairly naturally from either the proactive or reactive route
into training. Normally it should take place after some form of job analysis/
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Behaviour category
Verbal behaviour Description

Proposing Puts forward an idea or a course of action as
a definite statement or announcement, ie
‘We must. . .’ ‘We should. . .’

Suggesting Similar to proposing but tentative and
expressed as a question, eg ‘May I
suggest. . .’ ‘Could we consider. . .’

Seeking proposals/suggestions Inviting other participants to contribute

Building Extends, builds on or adds to a proposal or
suggestion

Supporting Involves a clear declaration of support or
agreement with another individual’s views or
opinions

Seeking clarification Requesting that there is a recap of a previous
contribution in order to check understanding

Seeking information Seeks facts, opinions or classification of
another person through questioning

Summarizing Summarizing or restating in a succinct form
the content of a previous discussion or
consideration

Giving information Offering facts, opinions or classification to
others

Bringing in A positive effort to involve another
individual

Feelings commentary Expressing feelings about what is taking
place in the here and now

Disagreeing Flat declaration of disagreement, difference
of opinion or criticism of another person’s
views

Defending/attacking Attacks another person or defends own
position – often has emotional overtones
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synthesis has been completed and before any of the in-depth analyses described
above, eg DIF, skills analysis, topic analysis, have been carried out. The criteria
used for the selection of the target population should be based on clearly
defined and rationally determined factors. For instance, if the trainees come
to training via the processes of personnel selection, transfer or promotion then
they should have been matched successfully against a personnel specification.
This is an interpretation of the job description, job specification, other informa-
tion emerging from the job analysis or synthesis and/or additional personnel

Blocking Raises an objection to or places a block in the
path of a proposal without offering an
alternative

Shutting out Excludes or attempts to exclude another
person by interrupting, talking over, or
ignoring them

Difficulty stating Pointing out the snags associated with
another person’s proposal or suggestion – not
actually a disagreement

Behaviour category
Non-verbal Description

Body contact Caressing/stroking – touching – greeting/
farewell contacts

Proximity and positioning Distance at which people sit or stand from
each other – give clues to the degree of
intimacy

Posture Physical position – slumping or inactiveness

Facial and gestural movements Hand movements, facial expressions
– grimacing, etc. Attitude or emotion
indicator

Gaze direction Eye contact – used to establish level
of intimacy

Figure 5.13 Categories of behaviour (after Rackham and Morgan, 1977; and Argyle,
1969)
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data, in terms of the kind of person suitable to perform the job or tasks in
question when given appropriate training.

The additional personnel data referred to might be obtained from existing
personnel and training records, from specially commissioned in-house research,
or from a review of previous intra- and inter-organizational personnel or training
research. It is common in selection for the qualities, attitudes, experience,
attainments, etc on the personnel specification to be listed under two headings:
‘essential’ and ‘desirable’. Those placed under essential are just that! A candi-
date would have to be rejected if he or she failed to meet just one of these
essential requirements. Other requirements would have to be regarded as ‘nice
to have’ and as desirable only. The relationship between job analysis/synthesis,
job description, job specification, other data and the personnel specification is
shown in Figure 5.14.

It must be appreciated that a ‘full blown’ personnel specification may not
always be necessary and, in some situations, even undesirable. Nevertheless
where new forms of training are being established it is extremely important

Figure 5.14 The relationship between personnel specification and other
processes, documents and sources

 Job analysis/synthesis 

Job description 

Job specification 

Personnel specification 

Other data 
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for those responsible for selecting the target population to have defined very
clearly the minimum entry requirements in terms of intelligence, previous
attainments, experience, current levels of skill, basic aptitudes, etc, otherwise
subsequent training efforts may go badly wrong.

To conclude this first aspect of phase 1, it is critical for trainees to understand
that a personnel or ‘entry level’ specification is unlikely to be ‘cast in stone’
and may depend on the supply and demand, internally and externally, for
particular kinds of people.

In a ‘tight’, competitive labour market the quality of entrants may be such
that they need extensive training to bring them up to the required standards.
On the other hand in more favourable conditions training may play a minor
or a far more limited role, because those performing the tasks have some, if
not all, of the necessary abilities, etc. This example of the interaction between
training and other organizational processes illustrates how necessary it is for
trainers to maintain a systems perspective throughout the implementation of
the systematic approach to training, as emphasized in Chapter 2. Therefore
trainers must question any assumptions that they may make about the entry
level of the target population because of the ‘knock on’ effect of other internal
or external changes to the organization.

The second aspect of phase 1 is concerned with assessing the potential
trainees against the criteria established earlier. The methods of assessment
range from those of a fairly general nature, as for instance in performance
appraisal, to those of a more objective kind associated with systematic assess-
ment procedures, eg psychometric tests of special aptitudes – spatial, mechan-
ical, numerical, etc – for selecting engineering apprentices; assessment devices
and methods employed at assessment centres for awarding management
traineeships or making promotion decisions.

In the case of some jobs, particularly those that need manual skills and hand–
eye co-ordination skills, there may be good reasons, when labour is in short
supply, to develop a trainability test. This is a validated test designed to assess
whether a job applicant has the potential to reach a satisfactory standard after
training.

The applicant is required to perform an appropriate, carefully designed, short
task after being given prior instruction. The short task might involve making
a simple work item, operating a machine or performing part of a work process.
However, as Downs (1985) has emphasized, the ‘workpiece’ or ‘process’ must
include those critical aspects of the job and those elements which give the
trainees difficulty during their training. How successful applicants are on the
test is then regarded as a firm indication as to how well they would cope on
the actual training programme.

Turning now to phase 2, estimating the training ‘gap’ is, to a certain extent,
a matter of comparing what is set out in the job specification with what the
target population has learned already and is competent to perform. It should,
or it is very likely to be the case, that, at a general level, information about the
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target population’s competencies will be known already to the alert trainer. For
as Romiszowski (1981) points out, the trainer must keep the trainee in mind
throughout the process of instructional design. He emphasizes that it is never
too early in the process to begin to analyse the characteristics, needs, habits,
levels of knowledge or skill, etc of the trainee. Of course, in addition, the know-
ledge, skills and attitudes that the trainees bring to the training situation may
have been identified or determined by what occurred in phase 1, particularly
if a clearly defined personnel or ‘entry level’ specification has been developed.

However, despite the foregoing it may still be necessary to obtain more
general supplementary information about the potential trainees. This can be
obtained through either questionnaires, surveys, interviews with a sample of
the target population and, for internal candidates, discussions with their
immediate supervisors or managers or by examining previous training and
personnel records.

TRAINING NEEDS/CONTENT ANALYSIS

From the phase 2 target population analysis it should now be possible to isolate
those features of the job specification that might comprise the broad content
of any subsequent training. However, this content can be further narrowed
down by reference to the outcome of a DIF analysis either undertaken earlier
or even at this stage, which may indicate that only the KSA associated with
some of the tasks or task elements will require the training treatment. The
resultant training needs that emerge could be subject to a topic or skills analysis,
which might then be used to obtain more specific information about the poten-
tial trainees by serving, as suggested at the end of the knowledge/topic analysis
section, as the basis for the development of diagnostic procedures or entry tests.

By this stage, if the preceding analyses have been performed effectively, the
trainer should have an extremely good idea of what is the real training
specification. However, this may still not constitute the ultimate training
content. For, as mentioned in Chapter 3, this may be the point at which the
trainer and the client review what has emerged to date. In this review considera-
tion should be given to any constraints in cost, time, social or political influences
and organizational priorities that might necessitate some selective pruning of
the initial plans for training content.

TRAINING CRITERIA AND STANDARDS

Having decided on the training content, and with all the necessary preceding
analyses completed, the trainer should now be in a position to tackle one of
the most important and vexed issues that has to be faced in adopting the
systematic approach to training, namely choosing or developing criteria. These
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are the dimensions, factors or measures against which a trainee’s performance,
or the effects or results of that performance, are assessed.

How the trainee performs on certain criteria at certain times will be the means
by which the effectiveness of the training effort finally must be judged. Gold-
stein (1986) claims that the most carefully designed study, which employs all
the sophisticated methodology available, will stand or fall on the basis of how
adequate the chosen criteria are. Consequently in selecting or developing such
criteria the trainer will have to answer several interrelated questions. These
include:

� When and why should the assessment/measurement take place?
� How, and against what specific criteria, are training and the subsequent

effects of training, ie on-job performance and results, going to be assessed?
� In what form should the standards of acceptable training and on-job per-

formance be couched?

To consider the first two questions, the points in the training sequence when
criterion choices should be made and the reasons for employing them at these
particular junctures are set out in Figure 5.15.

The nature of the actual criteria adopted at different stages in the Figure 5.15
sequence will vary. Examples of the types of criterion measures that have been
used are:

Knowledge How well can the trainees:

� Retain/recall facts and procedures?
� Recognize and select appropriate procedures?
� Demonstrate analytical abilities and understanding of concepts and

principles?

Skills How effectively can the trainees:

� Apply concepts and principles through solving problems, eg numerical
calculations?

� Perform straightforward procedures, ie conform to certain prescribed
actions, followed in a particular sequence within a specific time limit?

� Perform physically skilled actions that meet qualitative and quantitative
standards? (see below)

� Handle certain sorts of interpersonal and group situations by employing a
range of appropriate social behaviours?

Attitudes To what extent have the trainees changed or modified their attitudes
as indicated by the actions they take, the behaviour they display or their
professed intentions?
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An attitude may be defined as a predisposition or tendency to behave towards
an object, eg particular people, or issue, in certain ways based on thoughts and
feelings about that object or issue.

Quantitative measures How well can the trainees perform in relation to:

� Units produced per designated time interval?
� Units sold within a specified time period?
� Number of tasks completed, applications processed, etc within prescribed

time period?

Point in the Reasons
training sequence

Pre-training To form the basis for constructing entry level tests for
assessing whether or not potential trainees meet training
entry requirements.

To enable diagnostic tests to be developed that will help
to reveal a trainee’s pre-training profile of knowledge,
skills and attitudes.

To aid the formulation of terminal and enabling training
objectives.

During training To help in the assessment of trainees at each stage of
training to ensure they reach requisite levels and standards
on the enabling objectives.

Immediate To allow a check to be made that all the objectives of the
post-training training programme have been realized.

On-job: short to To assist the trainer to ascertain whether or not, in the
medium term short to medium term (one week to one year) the actual

or potential performance gap has been closed and that
training has transferred credibly to real on-job conditions.

On-job: medium to To help the organization in its assessment of
long term whether or not training is contributing towards

meeting its corporate, economic, strategic, social
or political goals.

Figure 5.15 Criterion choices at points in training
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� Turnover?
� Wastage or time taken to produce items or services?
� Error rates?
� Cost-effectiveness?
� Numbers of new clients taken on?

Qualitative measures How well can the trainees produce items or services in
terms of:

� Meeting physical measurement specifications/tolerances?
� Satisfying client needs by minimizing complaints and maximizing positive

feedback?
� Enacting or carrying through certain behaviours or procedures?

Some of the criteria will undoubtedly be more closely associated with specific
on-job tasks and others with the knowledge, skills and attitudes identified as
being necessary for these on-job functions to be performed to the requisite
standards. Therefore criteria will change as the trainer moves through the
training sequence. However, they always must be connected directly or
indirectly to the task/task elements and KSA set out in the job specification
and with one another.

Although it is difficult to forge clear links between the various stages, it is
an essential enterprise if the systematic approach to training, being advocated
in this book, is to have any credibility within organizations. The connection
between the job/task and the criterion staging points is illustrated in Figure
5.16.

Thus the criteria that are used at particular stages should depend on what
training need is being addressed and at what point in the training cycle it is
being considered. If, for example, the training need was concerned with selling
a particular service or product, one of the on-job short- to medium-term criteria
could be the number sold in a designated period of time, eg one-month/three-
month/six-month period. The during-training and end-of-course criterion
measures might cover product knowledge and comprehension, letter-writing
skills, and skilled selling and negotiating behaviours.

In addition to choosing or developing the criteria to be applied at different
stages in the training sequence, the trainer also must decide what minimum
standards the trainees are expected to achieve on these measures. This process
may need to be carried out in liaison with the client, particularly in relation to
the immediate post-training and the on-job short- to medium-term criteria.

Furthermore, in choosing or developing criteria and standards, the trainer
will need to bear in mind the following issues:

Criterion-referenced and norm-referenced measures Criterion-referenced measures
and standards enable trainees’ performance to be assessed in some absolute
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sense. The trainees’ degree of competence at various stages is judged by how
their performance matches these measures and standards. By contrast, norm-
referenced measures use the capabilities of other trainees as the standard of
comparison as is the case in reporting the results of public examinations.
Consequently these kinds of measure and standard usually supply little
information about a trainee’s specific degree of competence in relation to the
task/task elements or KSA in a job specification. The following example
illustrates the point:

Simply knowing that, in a general sense, Frank is a better lathe operator than George,
is of little value in organizing and evaluating an improvement programme for George.
However, having a clear assessment of George’s current performance against absolute
criterion measures, eg measurement tolerances, etc, would be much more valuable.

From this it can be seen that for training purposes, criterion-referenced
measures are infinitely preferable to norm-referenced measures.

Figure 5.16 Links between job specification and various criterion staging
points

Job/tasks 
(incl. KSA) 

Pre-training 

Immediate 
post-training 

On-job: medium 
to long term 

On-job: short to 
medium term 

During training 
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Objective and subjective measures An objective criterion is usually expressed in
numerical terms like sales figures, production rates, etc. On the other hand,
subjective measures rely on the opinions or judgements of an assessor or
appraiser regarding the trainee’s level of knowledge and skill. At first sight it
might appear that objective measures are to be preferred to subjective measures
as they would seem to be less prone to contamination and bias. However, the
relevance and value of a criterion measure will depend on the purpose for its
introduction at certain points in the training cycle. Structured and tutored
subjective judgements are often necessary, and more pertinent than objective
measures, in assessing how well a trainee has learned certain types of skill such
as negotiating, interviewing, etc.

Simulated and actual situations In many off-job training programmes the criteria
and the standards in the simulated conditions have to be different from those
in the actual working environment. For instance, in relation to criterion
measures, training soldiers in small arms proficiency in simulated battlefield
conditions would not include as a criterion, for obvious reasons, hits on other
trainees or ‘volunteers’ that might cause death or injury. Similarly, in pilot
training actual landings would not be the criterion in the initial phases, rather
some index would be developed on the flight deck simulator to indicate safe
or unsafe landings.

Even where the criterion in training is the same as in the actual job such as
the number of items produced, the standards on the criterion might be lower
in the former case. In many situations the trainees would not be expected to
reach the same level of performance at the end of training as they would when
they had had some experience and were regarded as fully competent.

EVALUATING CRITERIA

Besides being concerned with the standards set on the criteria, the trainer must
ensure also that the criteria are adequate in a number of specific ways. They
must be relevant, free from contamination, not deficient in any respect and they
must be reliable. These requirements have been discussed by Goldstein (1986)
and are described briefly below:

Criterion relevance is the degree to which the criteria employed to assess the
effectiveness of training during and after the event clearly relate, directly or
indirectly, to the relevant knowledge, skills and attitudes, task/task elements
and pertinent organizational outcomes, identified through earlier analysis, ie
job analysis, topic and skills analysis, etc. Figure 5.17 illustrates these relation-
ships.

Thus, for example, the knowledge, skill, attitude and output criteria selected
or developed for application during and on completion of training are only
pertinent to the extent that they reflect the equivalent components on the tasks
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that need the training treatment. Failure to meet the above conditions of fidelity
leads to either criterion deficiency or criterion contamination.

Criterion deficiency is concerned with the extent to which the actual criteria
employed at various points ‘fall short’ of the potentially relevant criteria
identified in the training needs assessment. Such a situation may occur for two
possible reasons. The training need covered on the training programme,
expressed in terms of either knowledge, skill or attitude, is not included in the
on-training or on-job criterion construct, or the training need is not included
in the training programme at all.

Criterion contamination occurs when extraneous elements or influences are
present in the criterion which result in the measure not representing faithfully
the factor identified in the training needs analysis. For instance, if a trainee’s
supervisor knows how well he or she has performed on the training course this
may bias, favourably or unfavourably, the supervisor ’s assessment of the
trainee’s subsequent on-job performance.

A fundamental requirement of any criterion is reliability. Given the same
instrument or means of assessment, criterion reliability refers to either how
consistent the measure on the criterion is over time, or to the degree of
agreement between two or more ostensibly similar methods of assessing the
initial position or change on the criterion. For example, in the latter case, poor
agreement between two raters making independent judgements of a trainee’s
performance in a particular skill would indicate low reliability. Low criterion
reliability would cast doubt not only on the means of assessment employed
but also on the supposed effects of different forms of training treatment or non-
treatment.

Training criteria and the methods of assessing a trainee’s performance on
these criteria will be examined in more depth in Chapter 6 and in Chapter 10.
Suffice it to say that criteria must be in the forefront of the trainer ’s mind from
this point onwards because there is a real danger of training ‘drift’. It is too
easy to allow training curricula to come secondary to, and be attendant on,
training methods rather than vice versa. The danger of succumbing to the
flavour of the month, year or decade is only too real for the vulnerable trainer
looking to make an impression in an organization that is sceptical about the
worth of training.

In this chapter a number of different forms of analysis have been discussed.
Each one represents a technique which can help the trainer to examine training
needs and training content and subsequently to write training objectives. It is
obvious that the likelihood of having to use all of these analyses on one project
would be rare indeed. The trainer has to decide upon the most appropriate
technique or techniques to obtain the information needed and resist the
temptation to overanalyse and reach a state of ‘analysis paralysis’.
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6

Training Objectives

Having identified the learning/training needs as described in the previous
chapter, these now have to be translated into the specific outcomes that will
be expected from whatever training event is designed to meet those needs. In
other words, objectives need to be written.

The terms ‘aim’ and ‘objective’ are often seen as having the same meaning
and are used interchangeably but in practice there is a clear and an important
difference. An aim indicates or provides a general statement of intent. On the
other hand, objectives spell out precisely how this is to be achieved. It can be
likened to crossing a stream: the aim is to cross the stream and the objectives
are the stepping stones to get there.

By their nature aims are usually expressed in general terms which the
following examples illustrate: ‘To develop the interpersonal skills of hotel
receptionists’; ‘To increase line managers’ knowledge and understanding of
their responsibilities for health and safety’; and ‘To become a competent fork
lift driver’.

The purpose of an objective is to state as clearly as possible what trainees
are expected to be able to do at the end of their training (or at the end of stages
in their training), the conditions under which they will demonstrate their
learning and the standards that must be reached to confirm their level of
competence and thus achieve the aim. Well-written training objectives can be
used as a means to validate and evaluate training; they assist trainers to decide
upon method and content of training and they provide trainees with a clear
target.

A comparison of the following two examples helps to illustrate the import-
ance of having clear objectives.
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1. At the end of training the trainee will be able to saw timber into different
lengths.

Working to this objective it is possible that we may conjure up a picture of
trainees going forth into lumber forests with chain saws, felling trees and
sawing them into suitable lengths for transportation. All of this could well be
ideal if the trainees were going to be employed in forestry but if the intention
was to train cabinet makers, then the objective has failed in its purpose. The
second example might have been more appropriate.

2. Given a tenon saw, mitre block, pencil and ruler, the trainees will be able
to cut pieces from a three-metre length of 5 cm × 8 cm timber to any size
stated in metres, centimetres and millimetres and to be accurate to within
2 mm.

This is a much clearer guide to what is expected although there is still room
for refinement. Example 2 actually allows us to build up an accurate mental
picture of the trainees at work.

Before going into detail about the composition, format and presentation of
objectives it will be of some benefit to distinguish between different categories
of objective used in training.

TRAINING OBJECTIVES

The purpose of training objectives has been explained already; however, the
words ‘instructional’, ‘learning’, ‘behavioural’ and ‘terminal’ are often used as
prefixes and need to be clarified. The words ‘instructional’ and ‘learning’ are
alternatives for the word ‘training’. The use of the word ‘behavioural’ is to
emphasize the point that the trainees’ performance should be described in
behavioural terms; that is, described in such a way that an observer can see or
has some overt sign to show that they have learned. The word ‘terminal’ is used
to indicate that the performance which has been described is what is expected
at the end or termination of training and distinguishes between objectives
which have to be achieved en route.

Enabling objective

Once a terminal objective has been set it is usually found that it can be broken
down into a number of sub-objectives which are called enabling objectives.
Achieving the sub-objectives enables the trainee to achieve the terminal objective.
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Terminal objective Make a pot of tea

Enabling objective Identify and fill an electric kettle with cold,
fresh water.

Session objectives Distinguish the features of a kettle from other
kitchen equipment.
Distinguish between hot and cold water taps.
Operate a cold water tap.
State the importance of using fresh water.

Enabling objective Boil a kettle of water.

Session objectives Identify and operate an electrical power
source.
List the indicators which show that water has
boiled.
State the safety factors that should be
observed when using electricity.

etc

Figure 6.1 An example showing terminal, enabling and session objectives

Session objective

A further breakdown of enabling objectives identifies the learning points which
make up the parts of a training session and are described as session objectives.

The example in Figure 6.1 illustrates the points that have been made about
training/instructional objectives. It can be seen that terminal, enabling and
lesson objectives are arranged in a hierarchy and that all three types of objective
can be described as behavioural because they describe the behaviours which
trainees have to demonstrate.

This example not only provides the trainer with a clear picture of what
trainees are expected to be able to do at the end of their training but it gives an
indication of the content of training. However, the information is not complete.
There is still a need to know about the conditions in which the tea making will
take place and the standard or quality which is expected of the brew.

STRUCTURE OF OBJECTIVES

The analysis of a complete objective will show that it has three main parts –
the performance which trainees are expected to display at the end of their
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Figure 6.3 Layout of objectives (Romiszowski, 1981)

Figure 6.2 Example of layout of a training objective

Performance Conditions Standards

Press a pair of Given: Within 10 minutes.
trousers Electric steam iron Creases to be straight

Ironing board and in correct position.
Pair of trousers Without damage to

fabric.

Given the the student to the following as measured by
following external will standard the following

conditions method

training, the conditions under which they will perform and the standards which
they are expected to reach. For ease of use and for easy reference they are
usually tabulated in three columns (Figure 6.2).

Occasions will arise when the conditions or standards, or both, are the same
for a large number of objectives. For example, a bricklayer may use the same
tools to learn to build a number of different structures or to apply a variety of
building techniques. A safety officer may have to implement safety measures
which are all within guidelines or legislation which is documented in a
handbook. In both of these cases it could be tiresome, wasteful and confusing
if page after page of performance statements are accompanied by repeated
descriptions of the same conditions and standards. When this is the case it is
often better to state the conditions and standards just once, at the beginning
(Figure 6.4).

Another format is suggested by Romiszowski (1981). He highlights the import-
ance of measuring the criteria or the standards of performance expected by
including a column to describe the method of measurement or testing which
should be used. In addition, the heading to his columns are statements rather
than single words. This gives a flow to the reading of the objective which helps
to give it sense (Figure 6.3).
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If the conditions and standards are exactly the same for every performance
statement and there are no exceptions to those stated at the beginning, then
the conditions and standards columns could be dispensed with completely. This
gives the trainer a document which is easier to work with.

A set of objectives is a working tool for the trainer and while they must be
clear and accurate in their content, there is some flexibility in their presentation
so that those who work from them find them easy to use.

Figure 6.4 Alternative form of layout for training objectives

Gas Central Heating Repair and Maintenance Training

The following Conditions and Standards apply to all objectives except where
stated.

Conditions All training will be conducted in a fully equipped workshop
containing the following models of central heating equipment
currently being serviced by the Unit: Mark II, Mark IV, Mark
IVB, Mark BVI, Mark 2L.

Standards All maintenance and repair tasks to be carried out following the
procedures laid down in the Maintenance Manual G M (Dom).

Performance Conditions Standards

SOURCES OF INFORMATION FOR OBJECTIVES

It can be seen from what has been discussed that a considerable amount of
information about jobs, and about the tasks and skills which are contained
within them, can be gathered from different forms of analysis which will have
been undertaken during the previous stages.

For example, the scalar diagram showing a hierarchical task analysis (Figure
5.4) could be translated into a set of objectives. A section of the scalar is
reproduced below and it can be seen that the different levels of task (for
servicing a petrol-driven motor car) relate directly to terminal objectives,
enabling objectives and learning points.
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Figure 6.5 Extract from hierarchical task analysis (Figure 5.4)

2.31 Drain oil 
 from engine 

2.32 Remove 
oil filter 

3.33 Fit new 
 oil filter 

3.34 Refill engine 
 with oil 

Etc 

2.3 Change engine oil 

1.0 Conduct pre-delivery 
service 

3.0 Conduct 
annual service 

Etc 

JOB: Service Engineer –Petrol-driven motor cars 

 
2.0 Conduct 

interim service 

Each of the tasks is described in behavioural terms and could be used, without
alteration, as the performance statements for skills-based objectives. The
question would then need to be asked for each performance’ ‘What does the
learner need to know in order to perform this task?’ The answers would provide
the knowledge-based objectives. In addition, the tasks and sub-tasks shown
on the scalar are arranged in the sequence in which they should be undertaken
and point to the order in which they should be learned. This will help with
the planning of training.

The analyses of tasks and skills will have categorized the knowledge, skills
and attitudes which the trainee will have to acquire. The breakdown of tasks
into sub-tasks and task elements will have indicated the nature of the enabling
objectives and lesson objectives which are likely to emerge. Skilled workers and
their supervisors will have provided an indication of the standards which are
expected and close observation and interviews will have provided full details
of the conditions in which the job is performed. Armed with this information
the trainer should be able to write detailed and precise objectives.

WRITING PERFORMANCE STATEMENTS

The first step in writing objectives is to identify precisely what the trainee will
be expected to do at the end of the training. This is written as a performance
statement. Using the information obtained from the analyses of jobs and tasks,
three main areas of performance will have been identified – knowledge, skills
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and attitudes. Behaviour in these three areas can be classified in detail and a
listing of appropriate performance verbs can be compiled as a reference and
as a form of job aid to help the trainer to compose performance statements.
This will help in the design of training and in the selection of learning strategies.
The example in Figure 6.6 illustrates a basic form of such a classification.

More detailed classifications or taxonomies have been developed which have
analysed behaviours into what have been described as domains. These are the
taxonomies of the cognitive domain (Bloom, 1956), the affective domain
(Krathwohl et al, 1964) and the psychomotor domain (Simpson, 1966).

Trainers can draw upon these sources directly, when it is appropriate, or they
can use them to develop classifications of their own which are appropriate to
the field in which they are working. For example, when training is being
investigated in a field which involves social skills, a trainer may wish to develop
a closely defined set of behaviours relating perhaps to group decision making
or to counselling, etc.

The performance statement of an objective should contain a word or a phrase
that describes what the trainees are expected to do to demonstrate that they
have achieved the objective. For example:

Figure 6.6 A basic classification of knowledge, skills and attitudes

Knowledge Memorization Recall of fact and sources
Recognition

Comprehension Understanding

Skills Intellectual Application
Analysis
Synthesis
Evaluation

Manual Bodily actions and movements
Dexterity of hand and eye/hand
and ear, etc
Non-verbal behaviour

Social Oral and appropriate non-verbal
behaviour in one-to-one and
group situations (eg interviews,
meetings)

Attitudes Accepting Respond willingly
Valuing Show commitment
Being receptive Follow rules and procedures
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� ‘Check the pressure of a tyre.’
� ‘Iron a shirt.’
� ‘Take and record the body temperature of an adult patient.’

The words ‘check’, ‘iron’ and ‘take and record’ are the action verbs in the
performance statements. They indicate clearly how trainees will show what
they have learned and it follows that as a test of their learning, trainees could
be asked to carry out such actions. In fact, many objectives have this feature
that the performance statement itself can be used subsequently as the test item.

However, there are mental activities such as thinking, analysing, etc that are
not directly observable and therefore do not lend themselves to performance
statements being written as clearly as those described above. To deal with this
problem Mager (1973) makes the important distinction between overt and
covert performance. Overt performance can be observed directly, eg ‘Drive a
motor car’. Covert performance cannot be observed directly, for example:

� ‘Identify bones on a human skeleton.’
� ‘Recall the procedure for testing for a gas leak.’
� ‘Discriminate between correct and incorrect answers to a test.’

The processes of identifying, recalling and discriminating, which are the main
point or intent of their respective objectives or performance statements, function
within the individual and therefore an indicator is needed to demonstrate that
they are taking place.

The indicator should be included in the performance statement to show what
kind of performance is needed. For example:

� ‘Identify (by attaching printed labels) bones on a human skeleton.’

The indicator here is the phrase ‘by attaching printed labels’. This indicates
what overt behaviour the trainees have to demonstrate to show that they are
able to ‘identify’. Indicators which might be used for the other examples could
be:

� ‘Recall (by listing in sequence from memory) the procedure for testing for
a gas leak.’

� ‘Discriminate (by ticking correct answers) between correct and incorrect
answers to a test.’

On occasions, because the main point or main intent is clearly implied, then
only the indicator need be included in the performance statement.

Words which are all too often found in performance statements are ‘under-
stand’ and ‘know’. In such cases, the main point or intent can be obscure, and
the questions that need to be asked are, ‘What does the trainee have to do to
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demonstrate that they understand?’ and, ‘What does the trainee have to do to
demonstrate that they know?’. Frequently these questions can be answered by
the use of words such as ‘list’, ‘state’, ‘describe’ etc.

A performance statement such as, ‘Understand the meaning of training’,
would be clearer if it was written as, ‘Define training’, or, ‘Describe the main
stages of the training cycle’, depending on what was meant by the word
‘understand’.

The performance statement, ‘Know how to wire a 13-amp plug’, could be
interpreted as either, ‘Describe how to wire a 13-amp plug’, or, ‘Wire a 13-amp
plug’. The expected outcomes would be quite different depending on the
trainer’s and the trainee’s interpretation.

ESTABLISHING STANDARDS AND DEVELOPING END-
OF-TRAINING CRITERIA MEASURES

Having written the performance statement, the next logical step is to decide
how it is to be tested. However, trainers can be tempted to ignore this and either
come back to it later or place the onus of responsibility for testing on the trainer.
It must also be taken into account that in some instances it is not in the
organizational culture or perhaps the national culture to test those who have
undergone training.

This is often linked with a policy of not reporting on the performance of
trainees to their respective departmental heads. When this approach is em-
ployed the competence of the trainee has to be taken as an act of faith by
everyone concerned and one cannot help but call this approach to question.

During the investigative stages of the process a clear indication of what is
expected of the fully competent job holder will have been established with the
assistance of supervisors and competent workers. However, it may not be
viable to train to such a standard. For example, a fully competent and experi-
enced lathe operator may be able to produce items of high quality and in large
numbers. It would be wasteful of training time to keep the trainee in training
until speed had been built up. It would be more likely that the trainee would
be trained to produce items to an acceptable standard in terms of quality and
subsequently to develop their skills on-the-job to the standard expected of the
experienced worker.

In establishing the criteria, what has to be considered is the minimum
acceptable level of performance before the trainee can be allowed to perform
the job. This does not suggest that there should be a lowering of standards. If
we are training a soldier to operate a mine detector, he would be expected to
be 100 per cent accurate before being sent ahead to clear a path for advancing
troops.

The criterion measures must be a realistic test of the performance which will
indicate that the trainee will be able to transfer successfully the knowledge and



Training Objectives 123

skills learned in training to the job situation. Many performance statements
indicate very clearly what the test item should be and in some cases can be used,
without alteration, as a test question. For example, the following performance
statements indicate very clearly the test item:

� ‘List the benefits of a personal pension policy.’
� ‘Discriminate (by placing in two piles) between correctly and incorrectly

completed forms.’
� ‘Prune a rose bush.’

If criterion measures are not established at this stage there is the possibility that
inappropriate tests may be employed. In the example given above, ‘Prune a
rose bush’, one would expect that in the test the trainees would be given a pair
of pruning shears and a rose bush which needed to be pruned so that they could
demonstrate their skills. If, however, the trainees were given a question in either
oral or written form which asked them to ‘Describe how to prune a rose bush’,
there is likely to be some doubt as to whether they might actually be able to
do it in practice.

In deciding the criterion measures then, the trainer must consider both the
appropriateness of the test and the standard which has to be reached. In many
cases the standards will be easy to determine and might include numbers of
test items answered correctly, measurements within certain tolerances, time
factors, etc. In other cases it will be more difficult to specify and reliance will
be placed upon the judgement of the trainers or instructors.

Objectives which relate to interpersonal skills are likely to be measured by
the subjective judgements of those involved in the testing and based upon their
experience and expectations. When this is the case, one can do little more than
to state in the standards column ‘To the satisfaction of the trainer-supervisor’.
While this may seem something of a hit-and-miss approach, it can be more
accurate than might be imagined when those trainers or supervisors have
thought out what they are looking for and have agreed some form of checklist
of behaviours that they all work to. In fact, studies of inter-rater reliability have
shown that a high level of agreement can be achieved with practice.

DEALING WITH ATTITUDES

So far, consideration has been given to objectives which are concerned with
knowledge and skills. Objectives which are concerned with attitudes are often
found to be more difficult to handle. One of the main reasons for this is that it
is difficult to write such an objective within a framework headed performance,
conditions and standards. More particularly it is almost impossible, in the short
term, to observe and measure whether an attitude has actually changed or
developed. What is observed is a behaviour which suggests an attitude and
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many trainers argue that this is sufficient. For example, if one of the attitudinal
objectives for training counter staff in a department store is ‘Value all customers
as essential to the survival and development of the store’, it would be difficult,
if not impossible, to measure whether staff did actually have such an attitude.

However, there are a number of aspects of behaviour which could suggest
that they do ‘value all customers’. These might include helpfulness, courtesy,
speedy service, smiling and the employment of other social skills. The trainer,
when faced with this kind of situation, often feels that it is something of a
dilemma because although staff are demonstrating behaviours which suggest
an attitude, underneath they may not have any real concern about customers
at all. This should not really be a dilemma; if the customers feel that they are
being valued and continue to bring their custom to the store, then in many ways
the objective has been achieved. Also, it is believed that when people demon-
strate such a behaviour over a period of time, they may find it intrinsically
rewarding and, as a result, their attitudes will change to those which the
organization desires. Therefore, trainers need to be more concerned with
behaviour rather than soul searching to confirm that attitudinal objectives have
been achieved.

A further problem with writing objectives for attitudes is that they do not
stand alone in the same way as other objectives. Attitude, or the behaviour that
reflects attitude, is usually displayed within the context of other objectives. One
is not courteous, helpful, caring, etc in a vacuum. These attitudinal behaviours
are related to other performances such as serving a customer, advising a
customer on suitability of materials, installing or repairing electrical appliances
or receiving a patient. In many ways these behaviours can be seen as standards
which are expected within the context of other behaviours even though the
assessment of level of competence is likely to be subjective and ‘to the satisfac-
tion of the trainer/supervisor’. It has been found that often it is more appro-
priate to treat attitudinal objectives in this way. The following example of part
of an objective indicates how this may be done.

Accounts department training
Performance Standard
Reply to telephone enquiry Trainee to identify self and department
from a customer relating to in approved style
an account Give information requested – without

error
Trainee to be courteous, helpful and patient in
dealing with customer

Other aspects of attitudinal development cannot be dealt with as easily as the
example given above. In the training of a trainer, for example, one of the
objectives may be concerned with the preparation and planning of training
sessions or lessons. While the trainee may be able to demonstrate the ability
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to prepare and to plan, something more may be wanted in attitudinal develop-
ment, ie ‘Value the need for thorough preparation and planning’.

In these circumstances one cannot observe the trainee ‘valuing’ although the
process of preparation and planning may be observed. As before, it would be
expected, or at least hoped, that in time the trainee would find that preparation
and planning has proved to be so important that it would come to be valued.
However, while this may be long term and it may be questionable whether it
should be listed as an objective, there is a clear need for those who train the
trainers to be aware of such objectives. By demonstrating how much they value
the need for preparation and planning themselves they can contribute signifi-
cantly to the attitudes of those whom they are training. In circumstances such
as these, there is every reason for listing some categories of attitudinal objectives
separately so that the trainers are aware of the attitudes which they may have
to display overtly in order to develop the same attitudes in their trainees.

IDENTIFYING THE CONDITIONS

The various forms of analysis which were used to examine tasks and skills will
have identified also the conditions in which the jobs are performed. This will
provide such information as: the tools, equipment, materials and documents,
etc that are used, the physical environment, assistance and supervision given
as well as other general working conditions.

If training is to be realistic then consideration has to be given as to how far
the conditions of the job should be replicated in training. Obviously, when
training is on-job or partially on-job then all or many of the conditions will be
replicated. The more realistic that one makes the conditions in training then
the more expensive and, possibly, the more time-consuming training becomes.
Realism has to be balanced against the critical nature of the performance being
trained. There would be no doubt in anyone’s mind about the need for
investment in complex simulators for the training of airline pilots, particularly
for dealing with emergency situations. However, it can be seen that there might
not always be a need for telephone networks to train some of the more basic
skills in telephone techniques. Some very basic training can be done by just
seating two people either side of a screen.

When writing objectives the trainer has to bear in mind the conditions which
exist for the job and to decide what the conditions will be for training. It follows
that trainers need to be familiar with the job environment either by experience
of doing the job or by familiarization visits and attachments.

While replicating the working environment is one important reason for
identifying and stating conditions, another reason is linked with testing. When
conditions are looked at in detail, it can lead to changing the performance
statement completely. The following example illustrates the point. One of the
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objectives for clerical officers working in an educational environment was
stated as:

� ‘List the subject passes in other examinations which give exemption from
sections of Parts 1, 2 and 3 of the Advanced Certificate.’

The trainees dutifully learned details of subject passes and exemptions upon
which they were questioned in exercises and tests during their training.
However, upon examining the ‘conditions’ of their jobs, it was found that they
had charts and tables available to which they could refer and advise applicants
on their exemptions. Thus the performance statement should have been worded
more appropriately along the following lines:

� ‘Advise applicants for the Advanced Certificate on exemptions awarded for
subject passes in other examinations.’

or:

� ‘Decide what exemptions should be given to applicants for the Advanced
Certificate who have passes in other examinations.’

The conditions statement could then be added:

� ‘Given: Subject-exemption charts and specimen application forms from
applicants.’

This puts quite a different perspective on training for the role of the clerical
officer.

Another feature of deciding the conditions for training objectives is uniform-
ity. Not all training takes place in one location. In some large organizations the
training may be delivered as courses in geographically dispersed centres or as
on-job training. A clear statement of the conditions to be applied in training
will ensure greater uniformity. For example, in word-processor training there
would be a need to specify what kind of package should be used, the nature
of subject matter for dictation or copy typing, the use of technical terms and
foreign words, the length of passage, etc.

THE VALUE OF TRAINING OBJECTIVES

From what has been discussed so far it can be seen that there are distinct
benefits to be gained from investing time in writing objectives:
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� They prevent teaching too much or too little. Too much training is costly
and if irrelevant material is included it can be confusing. Too little training
results in further performance problems and the cost and trouble of
rectifying matters.

� They provide guidelines for course design and are the basis for producing
enabling objectives and learning points.

� They clarify for trainers/tutors and for trainees precisely what their goals
are in training.

� They provide the basis for measuring the effectiveness of training in terms
of the knowledge, skills and attitudes expected of the trainees, the minimum
acceptable performance standards and the conditions under which the
performance is measured.

� They provide a link between training needs and the training which is
delivered so that the training can be validated.

� They provide a first point of reference for any investigation or review of
training.

DISSENTING VIEWS ON OBJECTIVES

The time and care invested in writing objectives would seem to be a logical
and a common-sense approach to training and few would fail to agree that, at
face value, training could only benefit from having specific objectives on which
to base the design of training.

Those who were amongst the first to adopt a systematic approach to training
found immediate benefits from establishing precise objectives because trainers
were able to trim much of the ‘dead wood’ content from existing training
programmes and replace it with programmes that were more streamlined and
which cost less. However, it was this same use of objectives that sometimes
resulted in the need to extend, enlarge and introduce new training schemes.
Ironically, this gave rise to the first objections to the use of objectives. In a
number of organizations it was less than popular when the costs of expanding
the training programme were balanced against a product which seemingly
could not be given a meaningful monetary value.

There were a number of trainers who found the use of a rigorous systematic
approach difficult to cope with. In particular attitudes hardened against the
writing of objectives. The prescription for writing objectives was seen as
unnecessarily rigid in its demands for the outcomes of training to be described
in terms of performance, conditions and standards. This has led to accusations
that objectives written in this format have made training too cold and clinical
and as a consequence this has taken out the human element.

In writing objectives it is expected that the performance that a trainee has to
demonstrate at the end of training must be ‘observable and measurable’. While
this adds to the criticism already introduced, it also suggests that those parts
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of the training programme that contain general interest, enrichment and
educational material should be cut out. To some trainers this means that
creative approaches and innovation must be sacrificed for a standard delivery
and predictable outcome.

In addition a number of trainers have said that they have had difficulty in
composing objectives. One problem is the excessive amount of time spent in
trying to find the appropriate word to describe the kind of behaviour the trainee
has to demonstrate. Further difficulty is encountered in trying to decide and
express how performance should be identified and measured. These problems
are increased when trainers try to arrange or force information into columns
under the headings of ‘Performance’, ‘Conditions’ and ‘Standards’ when it does
not lend itself to this treatment.

There is often so much debate or discussion about how they should be
expressed, that the writing of objectives becomes an end in itself. It could be
considered that those responsible for the training of trainers are, in part, to
blame for this problem by the way in which some exercises on writing object-
ives are designed and subsequently discussed at a seemingly high academic
level.

More specifically, writing performance statements for knowledge-based
training seems tedious and pointless for a number of trainers. They feel that
there is little more that can be done to describe the performance than to use
repeatedly the words ‘state’ or ‘list’.

The value of this is called into question when there is little or no provision
in many training programmes for tests which measure whether trainees
actually are able to ‘state’ or ‘list’ the considerable amount of knowledge that
has been directed at them. Therefore, trainers feel it is something of an act of
faith, on their part, that the trainees have learned and therefore, not unnaturally,
ask ‘why bother?’

The problem is more acute when it comes to writing objectives which reflect
attitudinal training outcomes. It may be comparatively easy to write perform-
ance statements describing attitudinal behaviour, but the problem of measuring
whether or not a trainee has developed or changed an attitude is considered
to be highly subjective unless trust is placed in the performance observed in
such training activities as role-playing. Otherwise it could take a very long time
before behaviours could be observed in job performance to judge whether or
not the training had been effective. This criticism is equally applicable to
objectives that have been written for management development training where
it could be many years before there is even an opportunity to observe the kind
of management behaviour that hopefully has been developed.

With psychomotor and procedural skills it is usually found to be easier to
write objectives because the outcomes are more easily observable and measur-
able. This probably accounts for the readily and often quoted conclusion that
objectives are suitable for skills training but are not practical for other aspects
of training or learning.
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The practical objections raised above are complemented and supported by
criticisms from the academic world about the use of behavioural or instruc-
tional objectives in education.

The mechanical or engineering model of training and education, implied by
the adoption of the behavioural objectives approach, is considered to be
manipulative and contrary to the democratic conception of the individual. This
conception sees the individual as having control and choice during, and as a
result of, the learning experience. In this context a curriculum based on
behavioural objectives is judged to be too narrow and neglectful of personal
development. In addition such an approach to training and education is seen
as unlikely to produce the flexibility in attitudes and behaviour required by a
multicultural and technological society.

It is claimed by educationists that the advocates of the use of behavioural
objectives tend to downgrade the teaching of theory. Furthermore, when a
curriculum is based on behavioural objectives it suggests that training must
lead to the attainment of the objectives or nothing has been learned. This
implies that the broader educational learning experience is either ignored or
takes a subordinate role.

It has been conceded by educationists that behavioural objectives may be
relevant to rote learning but not to the acquisition of interpretive skills and the
ability to apply knowledge and skills to a new situation. It is felt that creativity
and innovation in curriculum development is seriously hampered by too
premature a demand for identifying objectives.

Additionally, academic opponents suggest that the apparent emphasis on
efficiency implied by the use of behavioural objectives may mean that the
fundamental importance of process or experience is ignored or neglected.

A RESPONSE TO THE DISSENTING VIEW

The controversy about the relevance of objectives can be resolved partially by
considering the distinctions made by Glaser (1962) between training and
education. The first distinction relates to the specificity of the end product. He
points out that:

When the end products of learning can be specified in terms of particular instances
of student performance, then instructional procedures can be designed to directly
train or build in these behaviours.

On the other hand, if the skill to be learned is highly complex and the relevant
performance is difficult to analyse and to specify then the student may be more
generally educated by providing a foundation of behaviour which the individ-
ual is expected to generalize on or transfer to similar or novel instances.
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A second distinction between training and education which Glaser makes is
related to minimizing or maximizing individual differences. He suggests that
with regard to training, the learning of specific behaviours implies a certain
degree of uniformity within the limits set by individual differences. On the
other hand education is attempting to increase the variability of individual
differences ‘by teaching in such a manner that each individual eventually
behaves in a way singular to him on the basis of the groundwork of a basic
education’.

The distinctions drawn above may help to justify, in a general sense, the
process of establishing behavioural objectives in the training sphere. However,
there are still a number of more specific arguments in favour of employing
objectives in the design of training.

Arguments against objectives seem also to be arguments against planning.
Without objectives the coordination of activities which form the basis of sound
planning in training could be extremely difficult to carry out. In addition, a
primary advantage of writing objectives for training is that it explores the
underlying assumptions and values being adopted by the trainer.

Setting objectives stimulates clear thinking and helps trainers to communi-
cate in a more precise and unambiguous way with one another. Furthermore,
the sequencing of training material and the choice of appropriate instructional
media is assisted by the use of training objectives.

In relation to other features of the systematic approach, the process of setting
training objectives enables the aims and purpose of particular training activities
to be broken down into more manageable elements. As a number of specialists
have pointed out, establishing objectives puts training evaluation on a more
rational footing. Linked with this is the notion that having specific training
objectives forces the trainer to think more realistically rather than in terms of
vague hopes and intentions and exalted aspirations. However, the question that
still needs to be answered for many trainers is ‘how far must we stick to the
rigid rules for writing objectives?’

The guidelines which were discussed earlier should not be regarded as ‘rules’
and there is no need for rigidity in their application.

Objectives are tools of the trainer’s trade and if they are unwieldy then they
are unusable. It is of no value to try to force objectives into that familiar format
of columns headed ‘performance’, ‘conditions’ and ‘standards’ if what is being
set out does not lend itself to presentation in that form. It is accepted that there
are many instances when such a format is ideal but equally there are procedural
and clerical tasks in a wide range of occupations for which the conditions are
always the same and the standards are always ‘without error’.

As has been shown, in circumstances such as these it is more appropriate,
when it is necessary, to state conditions and standards at the beginning and
then to set out a list of the objective performance statements.

When standards are governed by procedures and codes of practice as they
are stipulated in manuals, standing instructions and other forms of legislation,
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it has been found sufficient to make reference in a standards column to the
appropriate section or page number rather than to slavishly copy out lengthy
passages from the text.

When performance statements relate to the use of interpersonal skills and
the application of principles of supervision, for example, then sometimes we
need to accept the fact that even during training, trainers can disagree with
one another about the level of competence achieved by the trainees. There is
likely to be further variation in assessment when the former trainee is assessed
by a supervisor in the job environment. It is not unusual to see that the standard
of performance stated in a set of objectives is ‘to the satisfaction of the tutor/
trainer’ or something similar to ‘to the satisfaction of the supervisor within the
norms for that department’. This is felt to be acceptable provided that the
performance statement is sufficiently descriptive to give an indication of the
behavioural limits. This is not avoiding the issue of accurate and objective
measurement but allowing a form of tolerance, albeit fairly broad, in the same
way as tolerances are allowed on manual skills tasks.

When the content of training is knowledge-based, it is recognized that it may
seem to be a pointless task to itemize all of the performance statements using
the prefixes ‘list’ and ‘state’ or the slightly less precise ‘describe’ and ‘explain’
when it is known that there will be little, if any, opportunity to test the trainees.
However, all trainers appreciate the need to structure the content of knowledge-
based learning and training. Clearly the use of objectives provides the key to
this even though we have to accept as an act of faith that the trainees will be
able to ‘state’, ‘list’, etc.

The use of objectives to determine the outcome of training does not preclude
the inclusion of material that supplements or enriches learning. The use of
visiting speakers to describe their experiences, provide cautionary tales and
give a real-life perspective to the work environment plays an important part.
Similar material in text or video form should not be ignored. The fact is that
these do not need to have objectives written for them because they have an
intrinsic value which cannot be expressed in behavioural terms, but neverthe-
less make a contribution to the overall learning experience.

It can be seen, and has been experienced by many of us in training, that
writing objectives is not always easy and sometimes seems a stumbling block
which we could well do without. Those of us who have tried to train without
using objectives are more likely to admit that in spite of the difficulty of writing
them and of the vagueness that is sometimes born of necessity in expressing
them, we cannot design or evaluate our training at a professional level without
knowing what we are trying to achieve. Having gone through this kind of
experience, the moral to Robert Mager’s (1975) much quoted fable of the sea
horse has a telling relevance: ‘. . . if you’re not sure where you’re going, you’re
liable to end up some place else – and not even know it’.
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7

Learning Principles and
Conditions

At the heart of training is the learning process. In choosing or developing
instructional methods and media and in arranging training programmes, the
trainer must be intimately concerned with the impact that they will have on
the ease with which the target population acquires new knowledge and skills.
If trainers are going to be able to arrange the training environment in a form
which is conducive to learning then they need more than a superficial and a
passing acquaintance with the principles and conditions of learning. The
purpose of this chapter is to provide, to an extent, for this need. A brief overview
and introduction to the topics and issues that will be covered is set out below:

� Sequencing the training material
An obvious but often neglected consideration when a training programme
is being designed is the sequence in which the training material should be
covered. The ordering of certain kinds of training content will make a critical
difference to the ease of learning. Some sequences of material result in more
effective learning than others.

� Readiness of the learner
A number of factors influence the learner’s readiness to learn. Their basic
capacity for learning in general and their specific aptitudes or trainability
in respect of certain forms of training content undoubtedly will be critical.
Equally important will be the trainees’ initial and ongoing levels of
motivation. These may be affected by their needs, previous background
and experiences and current emotional and physical states.
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� Learning conditions
The trainer needs to be aware of the ways in which people learn and how
conditions of learning can be arranged to aid the learning process. In
particular the trainer must know how the organization of the learning
material and actions by the trainer and the trainee will influence positively
the attainment of different forms of training content. In addition, the
conditions that facilitate transfer of learning and prevent or reduce
forgetting and skill loss also must be identified.

� Influence of the material to be learned
Closely linked with learning conditions is the influence that the material
to be learned should have on the arrangement and organization of the
learning conditions.

� Individual differences
There are a number of individual differences that have an important impact
on the processes of learning. Apart from certain obvious differences such
as intelligence, aptitudes, age and previous learning experiences, in recent
years other differences have been seen to have an important bearing on
the ease of learning. These include personality factors and individual
learning styles.

SEQUENCING THE TRAINING MATERIAL

A basic consideration in the design of training is concerned with the sequencing
of the subject matter. Appropriate sequencing contributes to the ease and
enhancement of learning. The ‘laws’ of sequence (ie progressing from easy to
difficult, simple to complex, known to unknown etc) have general application
in this area. In addition, ensuring that the learning material follows some logical
and rational order also will aid subsequent recall.

However, to identify a suitable sequence in any specific situation may require
further careful analyses and observations of performances which distinguish
between expert and naive performers, together with empirical testing and
consequent revision of sequences. The relevant forms of analyses needed to
undertake this kind of exercise have been introduced already in Chapter 5. For
example, hierarchical analysis and algorithms should provide information for
sequencing procedural tasks. In the cognitive domain (ie areas of knowledge,
comprehension and intellectual skills), topic analysis should help the trainer
to develop learning hierarchies which identify learning prerequisites and hence
the sequence in which they need to be learned. An analysis of a complex motor
or physical skill may reveal prerequisite part-skills that could or should be
learned separately which subsequently must be combined in some ‘natural’ and
rational order.

In the social interpersonal domain, certain basic skills may need to be
acquired concurrently, eg listening, questioning and complimentary non-verbal
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behaviour. Accumulative experience and collective wisdom also suggests that
the learning of more intimate and sensitive social skills, such as those associated
with counselling, should follow rather than precede the acquisition of the
foundation or basic skills.

READINESS OF THE LEARNER

The readiness of a trainee to acquire new knowledge and skills can be examined
from several different perspectives: intellectual, motivational, emotional,
attitudinal or physical. Although these components of readiness will be dealt
with separately, in reality they often interact, resulting in either positive or
negative consequences for the trainee and for the trainer.

From the intellectual perspective the trainer already should have assessed
the trainees’ level of prerequisite knowledge and skill, general potential
capability or special aptitudes relating to the intended training content. This
will have been done through a review of the trainees’ educational and occupa-
tional background or through the application of diagnostic or psychological
tests. For example, engineering trainees might have been expected to demon-
strate mechanical and spatial aptitudes to a reasonable level before embarking
on their training, whereas for commercial apprentices verbal, clerical and
numerical aptitudes might have been seen as more appropriate.

However, intellectually, the trainees bring more to the training situation than
simply their general or specific abilities to learn the material presented. Past
training and educational experiences may have assisted them to learn how to
learn, that is, to acquire learning strategies that enable them to assimilate new
subject matter and develop skills more readily.

Several researchers in the training field have investigated how to improve
the process of learning. Downs and Perry (1982, 1984) have established short
training courses to help trainees to improve their capacity to learn how to learn.
In one of their programmes young trainees were introduced to exercises which
were designed to improve generally their ability in memorization, in under-
standing and in doing things.

In another training workshop for supervisors, who were responsible for
carrying out training, a checklist of some of the dos and don’ts for improving
learning to learn skills was developed and it is reproduced in Figure 7.1 to give
a flavour of what Downs and Perry are advocating.

By and large, learners who acquire ‘learning to learn skills’ become more
active learners who are prepared to take a greater responsibility for their
learning, who develop habits of learning and concentration and an openness
to novel experiences that make them more flexible in their approach to new
training challenges. In addition Mumford (1986) has suggested that, in relation
to managers, there are a number of specific benefits of learning to learn. These
include:
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Figure 7.1 Some dos and don’ts for developing learning skills (Downs and
Perry, 1984)

Do By
Show that all your trainees have a Making sure that you take notice of their views
contribution to make
Don’t By
Make things too easy Doing the difficult parts for the trainees

Do By
Make them seek help when they need it Not rushing in with help too soon
Don’t By
Do it for them when they ask for help but Giving them clues or hints
encourage them to work it out for themselves

Do By
Encourage trainees to identify and correct Providing models and guiding them with
their own mistakes questions
Don’t By
Make the learning too easy Breaking it into small parts. Get them to

break it up for themselves

Do By
Allow them time to work something out Giving them pondering time. If they feel
for themselves pushed for time, they may become stressed
Don’t By
Give unrealistic feedback Giving undue praise or overcritical

comment

Do By
Develop the trainees’ interest in learning Discussing with them how they intend to
to do things for themselves go about learning something
Don’t By
Belittle your trainees’ attempts at learning Laughing at them or comparing them unkindly

with others

Do By
Develop the trainees’ awareness of how to Getting them to check their own work and
assess what they have done assess it for quality
Don’t By
Give tasks which are too easy or too hard Selecting a task which is inappropriate to

their previous experience

Do By
Make your trainees realize that practising Encouraging them to do things a number of times
is necessary for both consolidating giving careful attention to any mistakes
learning and gaining skill they make
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� an increase in the capacity of individuals to learn;
� a reduction in the frustration of being exposed to inefficient learning

processes;
� an increase in motivation to learn;
� a recognition that unwillingness to learn from one particular activity cannot

be generalized as an unwillingness to learn from anything;
� the reduction of dependence on a tutor;
� the provision of processes which carry through beyond formal programmes

into on-the-job learning.

An additional benefit highlighted by Perry and Downs (1985) is that individuals
who initially are poor learners can learn to use effectively those strategies
employed by better, more efficient learners.

Another feature of the readiness of the learner which is closely linked to
learning to learn has been emphasized by Stuart and Holmes (1982) in the
context of discussing successful trainer styles. They put forward the view that
the trainer has to adjust his or her style, ie trainer directive and relationship
behaviours, to ‘the maturity a learner displays/demonstrates in the context of
a particular learning situation’. Learner maturity is defined by them in terms
of:

� capacity to set high but attainable learning goals;
� willingness and ability to take responsibility for their learning;
� educational and/or previous experiences.

The latter would be influenced strongly by the methods and approaches
adopted and how successful or unsuccessful these activities had been for the
individuals concerned. These, in turn, influence their attitudes towards, and
expectations of, the forthcoming learning event.

According to Stuart and Holmes, if learner maturity is low then a more
directive or trainer-centred style might be appropriate. However, as the learner
becomes more mature then the trainer directive and relationship behaviours
also should be changed (see Figure 7.2).

It can be seen that the learning to learn approach and strategies referred to
above are a way of changing the learner situational maturity from low towards
moderate and to high levels. This suggests that if a trainer introduces trainees
at the outset to some form of learning to learn programme then, for subsequent
training tasks, the trainees’ learner situational maturity may start at a higher
level and the trainer must be sensitive to such a possibility and react accordingly.

Another vital influence that will affect the readiness of trainees to learn is
their motivational level on entry to the training programme. Motivation of
trainees during the course of a programme will be examined in the next section.

There is abundant anecdotal and research evidence to support the notion that
learning is inhibited seriously if a trainee has no desire or is not motivated to
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Source: Stuart and Holmes, 1982

Figure 7.2 The qualitative range of trainer directive and relationship behaviour

Trainer directive Learner Trainer relationship
behaviour situational behaviour

maturity

Directing, order, tell the Distance, maintain
way remoteness
Setting, persuade, ‘get on Low Recognizing, acknowledge
board’ accord, notice
Guiding, advise, show Supporting, prop up, carry
the way the weight
Prompting, incite, Sustaining, nourish, keep
prime from falling
Consulting, seek Moderate Responding, show
information and advice sensitivity to
Helping, assist, aid Encouraging, urge, make

bold
Releasing, set free, ‘make Withdrawing, pull back
over to’ from, discontinue giving
Resourcing, a stock to be High Respecting, having
drawn on regard/esteem for
Participating, have a Warmth, show affection/
share in liking for
Collaborating, work in Mutuality, bear the same
combination with relations to other

learn. Motivation can be defined here as that which energizes, directs and
sustains behaviour or performance. There are a number of factors that will
influence whether or not this ‘active, purposive and goal-directed behaviour’
is forthcoming. To assist with the identification of the most important of these
factors and to aid the general discussion on motivation in the training context,
reference will be made to a model of motivation illustrated in Figure 7.3.

The first feature of this model that must concern the trainer relates to the
trainees’ needs. Such needs can be classified under the following headings:

Physical � sexual, nutritional
Safety � support, security
Emotional: individual � control, independence, achievement,

self-confidence, challenge, autonomy,
approval
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Emotional: social � acceptance, recognition, respect, status,
appreciation, belonging

Intellectual � curiosity, variety, stimulation
Self-actualization � self-development, meaning, sense of purpose

In most situations it is very unlikely that the trainer will have to be too
concerned with the physical needs of trainees, although nutritional deprivation
could prove a problem in some circumstances. The other needs listed may be
more or less important depending upon the psychological make-up of indi-
vidual trainees and, in the case of security, the nature of the training. In
addition, trainees may differ as to whether they are likely to be ‘perfectly
intrinsically motivated’, ‘perfectly extrinsically motivated’ or ‘imperfectly
intrinsically motivated’ (Mawhinney, 1979). McCormick and Ilgen (1985) define
these terms as follows:

1. Perfectly intrinsically motivated People who really enjoy the activity and will
work at it for the whole time period without needing any extrinsic reward
to keep at it.

2. Perfectly extrinsically motivated Those for whom the task holds no interest
and who will work on it only if forced to do so through the promise of
extrinsic rewards.

Figure 7.3 Model of motivation

Needs 

Perception 
Expectations 

Attitudes 

Action/effort 
(x ability) 

Performance 

Rewards/ 
Incentives 

Present & past 
circumstances 
Environment 
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3. Imperfectly intrinsically motivated Persons who enjoy the task for a while but
not for the whole time that is allocated to it. Therefore, they work only up
to a point, after which they will have to receive extrinsic rewards for
working on it any longer.

Intrinsic rewards are related to the task to be learned; the trainee sees the task
as interesting and meaningful and will gain intrinsic satisfaction from acquiring
skill in performing it. On the other hand extrinsic rewards or incentives are
independent of the task and include things such as money, promotion and
career prospects, etc.

No matter what the circumstances, it would be unusual for any trainee to
be ‘perfectly intrinsically motivated’ or, assuming that there has been some
choice exercised in the selection of the target population, to be ‘perfectly
extrinsically motivated’. Therefore, in most training contexts, the trainer will
need to evoke both intrinsic and extrinsic motivation in order to stimulate
interest and effort. The trainer should highlight the potential short and long
term, and intrinsic and extrinsic rewards or incentives that may be on offer,
given satisfactory performance by the trainees. This in turn might help to satisfy
the likely needs of the trainees.

The initial introduction to training will have an important bearing on the
subsequent perception and attitudes of the trainees in a positive or negative
direction and on their expectations of the current training. The trainees’ past
educational, occupational or instructional experience may have had an adverse
effect on their outlook, which the trainer will need to counteract. For example,
an unrewarding educational career may affect not only a trainee’s attitude
towards what he or she thinks they will get out of the training, but may also
affect their self-confidence and self-perception. This in turn may create barriers
to motivation and consequently to learning.

An approach or procedure which helps to stimulate and sustain motivation
is that of informing the trainee, at the beginning of the programme or course,
about the training objectives to be achieved and by placing the acquisition of
these objectives in a wider context possibly associated with factors that arouse
intrinsic or extrinsic motivation. Gagné (1977) points out that the purpose of
informing the learner about the objectives is so that they have a clear expecta-
tion of what has to be accomplished as a result of the training or learning
experience. He feels that subsequently the learners can generate informative
feedback matching their performance against what they expect to be acceptable
performance. Gagné also suggests that, very often, the best way to explain to
learners what standard of performance will be expected of them at the end of
their training, is to demonstrate that performance before they begin.

The technique of goal setting, which is related to the approach described
above, also may be employed, in some circumstances, to facilitate and enhance
the effectiveness of training through the motivational process. Locke and other
researchers have demonstrated in non-training settings, through numerous
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field and laboratory studies, the value of this technique in improving perform-
ance, under the following types of condition:

1. That goals must be realistic in the light of an individual’s ability to be able
to achieve them.

2. That the goal assigned or set for an individual is accepted by him or her.
3. That feedback regarding the degree to which the goal is being met is

supplied to the performer at the appropriate juncture.
4. That individuals are given specific challenging goals rather than modest goals

or no goals at all or are simply exhorted and encouraged to ‘do your best’.

Furthermore Locke and Latham (1984) put forward the view that goal setting
works because:

1. Specific goals direct an individual’s action more reliably than vague, unclear
and general objectives.

2. An individual has a much clearer idea of what is expected of him or her,
which can help to mobilize their energies and efforts more efficiently.

3. Individuals are more motivated by hard, challenging goals, provided they
have accepted them in the first place.

4. Challenging goals increase an individual’s efforts over an extended time
period, ie it helps to maintain an individual’s persistence.

Wexley and Nemeroff (1975) and Nemeroff and Cosentino (1979) have shown
that goal setting was applied usefully in furthering the realization of the
objectives of a number of management training programmes.

This supports the idea that trainers could employ the goal setting technique
in certain training situations, particularly where individual achievement and
rates of improvement were being emphasized or where a relatively homogen-
eous group was required to make uniform progress.

However, the research conducted by Kanfer and Ackerman (1989) – reported
in Training in Organizations (Goldstein and Ford, 2002), suggesting that the idea
that goal-setting in a training context may be advantageous – is subject to a
number of caveats. How effective it is may depend on the difficulty of the task
to be learned, the ability of the trainee and the point in the training sequence
when goals are set. For simple tasks, where the attentional demands on trainees
are likely to be fairly low, goal setting may have beneficial effects if carried out
in the early stages of the training. On the other hand, on more complex tasks,
setting goals at the beginning of the learning process may impose additional
pressures on a trainee and act as a major distraction, and consequently hinder
skill acquisition. In these circumstances goal setting may have more positive
effects in the later phases of the learning process, when the trainee’s perform-
ance on the task to be learned has acquired a degree of automaticity. Further-
more, as Kanfer and Ackerman (1989) point out, ‘. . . the beneficial effects of
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goal setting during the later phase are most likely to accrue to low ability rather
than high ability persons.’

Whatever general approach or specific procedure is used to motivate trainees,
it is important for the trainer not to prime the motivational ‘pump’ too much.
For too high a level of arousal or motivation may be counter-productive,
particularly if the task to be learned is inherently difficult for the trainees in
question. Of course the converse also may be true if the task is too easy. Figure
7.4 is a general view of the learning performance, motivational level and task
difficulty.

For difficult tasks, lower motivational levels are likely to lead to higher
learning performance, whereas for easy tasks, levels of motivation must be a
great deal higher to achieve corresponding performance outcomes. Tasks of
intermediate difficulty require levels of motivation that are neither too high
nor too low.

Thus stimulating high motivation or ‘hyping up’ the trainee in the ‘run up’
to training may interfere with the learning of complex tasks as will high anxiety
and apprehension. These emotions may be experienced by individuals at the
beginning of training because of doubts and fears aroused by the memory of
previous failures. Also, such feelings may be inadvertently created by the

Figure 7.4 The relationship between learning performance, motivational level
and task difficulty
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manner in which the trainer prepares the trainees for, and introduces them to,
the training event. Clearly, the trainer must appreciate the possible impact that
he or she or the trainees’ past experiences may have on their attitudes and on
feelings towards any forthcoming training event. The trainer’s sensitivity, style
and approach throughout the training process, but especially in the preliminary
phase, can go a long way to alleviate, or at least to lessen, any emotional
blockages that might interfere with subsequent learning. If stress and anxiety
are due to external influences, eg familial, matrimonial, etc, then counselling
or postponement of the training for the individual affected may be possible
remedies.

So far only intellectual, motivational and emotional components of the
readiness of the learner have been discussed. Equally important is their physical
readiness. An aspect of this may have been dealt with at the stage when trainees
were being selected for the training programme. The personnel specification,
which should guide the selection decision, should have set out clearly any
essential physical requirements that the trainees had to meet to be regarded
as suitable to undertake the training programme. However, there may be
additional, more or less temporary, physical conditions, such as ill health,
physical injury or fatigue that would either necessitate the trainer excluding
an individual or persuading the client to withdraw a candidate from the
programme. A further physical factor which the trainer should take into
account, with certain target populations, relates to the effect that their circadian
rhythms, ie ‘around the day’ changes in body processes, may have on their
receptivity and learning performance. This is particularly pertinent with regard
to trainees who have been doing shift work just prior to embarking on a
programme organized around ‘normal’ daily attendance. They may require
time and some advice on how to adjust and stabilize their circadian rhythms
before beginning training (Folkard, 1987). The possible impact of ‘time-of-day
effects’ on training performance will be looked at in the sections ‘General
Conditions’ (page 144) and ‘Individual Differences’ (page 166) which follow.

WAYS OF LEARNING

Essentially in this chapter two questions are being addressed: ‘Why do people
learn?’ and ‘How do people learn?’. The latter question is answered partially
by considering the physical and mental activities in which human beings
engage to bring about relatively permanent changes in their ways of behaving.
In line broadly with the views of Bass and Vaughan (1966) it is suggested here
that there are basically at least five such activities, which are associated with
the human processes of seeing, listening, thinking and motor responses. These
are explained briefly below.
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Trial and error

This is probably the simplest form of learning. The learner acts or behaves with
the intention of achieving some result or end state. Each action that is perceived
as leading towards this desired outcome is reinforced and, all things being
equal, will be repeated on subsequent occasions. If a particular action or
behaviour meets with a lack of success, or even punishing consequences, it is
unlikely to be repeated and the learner then ‘searches’ for an appropriate
alternative. By a series of trials, approximations and errors the learner may
eventually discover the correct sequence of action.

Perceptual organization

The learner perceives the total stimulus situation – cues, conditions, rewards,
etc – and then organizes it or ‘maps it out’ into a comprehensible or understand-
able pattern that guides or directs his or her behaviour.

Behaviour modelling

A great deal of human learning is a result of first observing how others have
behaved, and have been rewarded or punished in particular situations, and
then by attempting to imitate the correct or most appropriate performance or
series of behaviours.

Mediation

Language, in oral or written form, is an intermediary or mediational process
through which human beings acquire a great deal of what they learn during
their lifetime. The communication or language code may not only be in words
but also in the form of symbols, diagrams or figures.

Reflection

This way of learning is closely associated with perceptual organization and
may, in many cases, follow on from trial and error, behaviour modelling or
mediation. It is, as Boot and Boxer (1980) point out, ‘a process of thinking back
on, reworking, searching for meanings in experience’ or, as Boud, Keogh and
Walker (1985) suggest, ‘an active process of exploration and discovery’ which
involves ‘thinking quietly, mulling over and making sense of experience’.
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Training in industry, commerce and the public sector employ all these forms
of learning. And what has been learned in a particular context is unlikely to
have come about because the trainee was engaged solely in one type of learning.

The above forms of learning may tend to interact and combine to produce
changes in knowledge, understanding, skill and attitudes. However, as will be
seen later on, certain ways of learning will be more productive depending on
the content of what has to be learned and on the inclinations, abilities and past
experiences of the trainees.

GENERAL CONDITIONS OF LEARNING

In order to enhance, or in some cases to bring about required changes in know-
ledge, skill and attitudes, the trainer must engage the trainee in the learning
process in an active fashion. Before examining some of the specific actions the
trainee and the trainer may need to take in order to fulfil this requirement,
attention must be paid to the general conditions of learning within the training
situation, that either positively promote, or are conducive to, learning.

Reference has been made already to the criticality of motivational levels in
relation to training performance. However, apart from stimulating the trainees’
motivation and not to overlook the importance of individual differences, the
trainer must also arrange the training environment to maintain sufficient
alertness in the trainees throughout. This can be done initially by the trainer
supplying the trainees with an overview and a meaningful context in which
new learning can be placed. Such a tactic can be effective because it operates
both on an individual trainee’s motivational system and through their thinking/
learning processes. Thereafter the trainer must be concerned with maintaining
interest in the overall programme and, in particular, stimulating arousal and
interest in the trainee during individual training sessions.

With respect to the latter a number of techniques might be used to present
the trainees with varied and novel stimulation. For example, during a training
session a recurring concern for the trainer is how to maintain group attention
for any length of time. Figure 7.5 illustrates the problem.

As many experienced trainers have learned, fall-off in attention can be
minimized by employing visual aids, varying pitch, pace and tone of voice,
changing physical position, introducing humour and varying the activity of
the groups. In self-study activities such as programmed learning, computer-
based training, e-learning or the use of learning packages there is the likelihood
of a similar fall-off period. In addition to interacting with the medium of
instruction, it is helpful for trainees to have the opportunity to interact with
their tutors, other trainees and supervisors to share problems, seek assistance
and confirm progress which contributes to increasing their attention level.
Furthermore, by continually demonstrating the significance of content through
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Figure 7.5 Group attention over time (after Mills, 1967)
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credible and relevant examples the trainer should go some way to maintaining
the trainees’ interest.

In terms of the overall programme, by sensibly varying the methods and the
nature of the content there should be a beneficial effect on the trainees’ level
of alertness. However, a factor that may qualify the degree of method and
content variation necessary to offset mental fatigue and drop in attention is ‘the
time of the day’ phenomenon.

The traditional recommendation that new material should be covered in the
morning and early afternoon periods and then consolidated in the afternoon
period has been complicated and brought into question by recent research.
Certainly, immediate retention generally appears to be better in the earlier part
of the day. However, longer term retention (Folkard, 1987) for some tasks may
be higher following presentation in the afternoon and evening. There may be
several explanations for this seemingly surprising finding:

� Trainers recognize the onset of the mental ‘dip’ and make greater effort to
stimulate trainees.

� Trainees perceive a diminution in their attentiveness and put more effort
into concentrating on the training material.

� Certain groups are predisposed towards more effective performance later
on in the day.
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It would seem that there are ‘morning’ and ‘evening’ types. The former wake
earlier and become fully operational mentally fairly quickly but tend to tire
relatively early in the evening period. The ‘evening’ types are the converse; they
are slow to get into mental action but can stay up much later at night, and
remain reasonably alert.

Not to deny the above possibilities, Folkard (1987) nevertheless suggests that
with regard to time of day effects in performance research findings on task
demands and individual differences make it difficult to recommend the best
time for scheduling work over the course of the normal day. Although it is
known that task demands affect performance trends, specific recommendations
cannot as yet be made about the best time of day to undertake most tasks. In
the absence of evidence to the contrary, it would seem that this conclusion could
also apply to training. However, where does this leave the trainer on the
problem of the timing of learning input? Possibly the most sensible suggestions
for the trainer to follow are:

� Irrespective of the nature of the target population, over the course of the
day, look to vary the training methods employed.

� Build into the training programme ‘natural’ breaks, rest periods and
relaxation ‘slots’.

� Be keenly aware of the potential problem of input ‘overload’ particularly
with lower ability groups and those who have been out of training and
education for some time.

� Build in reinforcement strategies.

Apart from taking account of the preceding considerations, the trainer must
ensure also that the hygiene factors, both physical and psychological, have no
negative effects on the trainees’ motivation and training performance. It goes
without saying that inadequate physical conditions such as poor lighting,
inadequate ventilation and heating and uncomfortable seating can severely
hamper or act as a major distraction or barrier to effective learning. In addition,
reference has been made already to the importance of the emotional climate
that the trainer needs to create at the onset of training.

Another feature of the climate or atmosphere which the trainer should control
or influence is the degree of rivalry between the trainees. Although, in some
circumstances, healthy competition can have beneficial effects on trainees’
performance and progress, it can also be counter-productive and have a detri-
mental impact both on the trainees’ achievements and, probably more critically,
on their attitudes towards current and subsequent training events. Of course
on occasions, low-key, friendly competition may give certain kinds of training,
such as group training, an element of excitement that can be an additional
stimulant to the trainees and introduce a form of variety which may give them
a ‘lift’ at a particularly low point in their programme.



Learning Principles and Conditions 147

Such low points are often unavoidable because of the length of a programme
or because of the nature of the training content. However, very careful thought
always must be given to the introduction of any form of competition into
training. Better that trainees compete against themselves rather than dissipate
their energies in competing against one another.

In so many instances it would be more advisable for trainees to build up a
cooperative spirit that encourages mutual help and assistance. This would seem
to be more in line with meeting the criterion-referenced standards that normally
operate in the training context.

PRINCIPLES AND SPECIFIC CONDITIONS
SUPPORTING LEARNING

Organization of the learning material: whole versus part
learning

Besides considering how the training material should best be sequenced the
trainer must also think carefully about another important organizing issue,
namely whether or not to cover what has to be learned as a whole or in parts.
For instance, when the task has several elements, should they be learned all at
once or should the trainee be taught the elements separately, before combining
them into the whole? The answer to this question seems to be ‘it depends’.
Baldwin and Ford (1988) in their literature review suggest that the whole
method is more advantageous when the learner has high intelligence, when
practice on the task is distributed rather than massed (see below) and when
the learning material is high in task organization but low in task complexity
(task organization refers to the degree to which sub-tasks or task elements are
interrelated). Goldstein (1986) deviates to an extent from the views of Baldwin
and Ford. Interpreting the examination of the literature on whole versus part
learning by Naylor (1962) and Blum and Naylor (1968) the following training
principles are supported:

When a task has relatively high organization, an increase in task complexity leads to
whole methods being more efficient than part methods, and when a task has low
organization, an increase in task complexity leads to part methods being more
efficient.

Goldstein emphasizes the importance of analysing the task in order to deter-
mine whether it can be split up easily into coherent parts. In addition, he
suggests that the analysis may indicate that a form of progression learning
could be usefully adopted. There are a number of options that can be used:
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Progressive part, where the first two parts of the task are practised in isolation
and are then practised together. The third part is practised in isolation and then
added to the first two parts and so on.
eg A, B, A+B, C, A+B+C etc

Repetitive part, sometimes known as cumulative part, where the first part of the
task is practised in isolation and then the second and subsequent parts added.
eg A, A+B, A+B+C etc

Isolated part, where some of the parts of the task are practised in isolation before
the whole task is practised.
eg A, C, E, A+B+C+D+E etc

Retrogressive part, where the last part of the task is practised in isolation, then
the last and the penultimate part, and so on until the whole task has been
learned.
eg C, B, A, A+B+C

Actions by the trainer

Depending upon the nature of the training content, the characteristics of the
target population, the training methods employed, etc the trainer will need to
use one or a combination of the following to ensure that the trainees learn
effectively:

Setting sub-goals

In line with the principles and technique of goal setting described earlier, the
trainer can reinforce and support the trainees’ ongoing attitudes and motiva-
tion towards the training programme by setting or agreeing with them a series
of sub-goals. This process of progressive goal setting will enable the trainer to
monitor closely their achievement and, to an extent, individualize the organiza-
tion of the training.

Directing attention

On occasions the trainer will need to draw the trainees’ attention to certain
distinctive features of what has to be learned. They may do this through verbal,
pictorial, auditory or other means. The trainer must be familiar therefore with
the various ways in which ‘to give selective emphasis to stimulus presentations
for learning’ (Gagné, 1977).
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Humour

The employment of humour by the trainer can be an effective means of
stimulating and maintaining the trainees’ level of arousal and attention and
consequently can have a positive effect on their learning performance. Humour
can operate in several ways to bring about this outcome:

� Humorous anecdotes may dramatically illustrate and reinforce specific
learning points.

� Amusing actions, comments, etc, whether stemming from the trainer or
from the trainees, can help to prevent stress and thus create a more relaxed
atmosphere. This may be conducive to learning as it can put the trainees
in a more receptive frame of mind and make it easier for them to receive
new information and feedback.

� Humour can lead to improved communication within a trainee group and
between trainer and trainees, both of which can enhance morale and
stimulate creative problem solving.

� Introducing humorous exercises, which may or may not be directly related
to the learning content, can generate the trainees’ energy, particularly at
points in the programme where there may be an inevitable and unavoidable
‘dip’.

� Fundamentally, humour can make the learning experience enjoyable for
trainees; they’ll want to be there and will be motivated to learn.

However, a word of warning needs to be struck at this point. Although humour
can facilitate, it can also detract from learning. It would have to be introduced
into a training programme in a skilful, judicial and timely manner.

Pictures and demonstrations

An old Chinese proverb, now often quoted by trainers, serves to highlight the
value of pictures and demonstrations:

I hear and I forget
I see and I remember
I do and I understand.

Pictures and demonstrations can provide trainees with a mental plan or
template which will help them to remember the sequence of actions or steps
involved in procedural, physical or manual skills. In addition, as Gagné points
out, pictures in particular can aid the learning of manual skills by drawing the
trainees’ attention to the external cues that control motor responses.
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Human modelling

Closely associated with demonstrations is the provision, by the trainer, of a
human model. For human modelling to be effective the model used must:

� Appeal to, and have credibility for, the trainee.
� Demonstrate the desired course or choice of action.
� Be seen to be rewarded in some way for the carrying out of the desired

course or choice of action.

Verbal instruction

Language is a meditational process which can be employed in the training and
instructional contexts in a number of ways:

� ‘to provide cues for procedural steps. . . can operate to increase the
distinctiveness of external cues’ (Gagné, 1977). These will assist the learner
to recall the material or instruction to be learned.

� To communicate background information, ideas, etc that provide the
meaningful context in which to fit any new learning.

� To explain concepts, rules, principles and theories that provide the necessary
foundation for acquiring intellectual, social and manual skills.

� To be the essential concomitant to other learning principles and conditions.

Guidance, prompting and cueing

Guidance involves either showing trainees the right answer or style of behaving
or compelling them to make only appropriate responses. This approach has
been referred to as ‘error free’ training because the trainer tries to ensure, by
various means, that errors do not occur during learning. Stammers and Patrick
(1975) describe four types of guidance:

� Physical restriction A physical device restricts movement within certain
acceptable limits, eg golf harness.

� Forced response The required movement of limbs is initiated and directed
by an external force, eg physical rehabilitation exercises to retrain limbs.

� Visual guidance The trainee is shown the appropriate movements to execute
or a path to follow.

� Verbal guidance The general nature of the task and relevant actions are
described and the trainee can be alerted to when mistakes seem imminent.

A certain amount of guidance early in training is conducive to learning
particularly with complex tasks. Probably this is because if errors are allowed
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to occur in this phase they are likely to be repeated and then a proportion of
subsequent learning time has to be devoted to unlearning those early mistakes.

Bass and Vaughan (1966) emphasize that proper guidance helps to eradicate
incorrect responses before they have a chance to become ingrained. Preventing
errors occurring in circumstances where the occurrence of errors early in
training might lead to serious safety problems or damage to equipment, is
another benefit of effective guidance. However, Bass and Vaughan also point
out that the degree of guidance required depends on the nature of the task or
skill to be learned. Interestingly, they feel that for some complex skills the
learner should not be ‘protected’ from committing errors as more may be
learned from making mistakes than from making correct responses. Protecting
the trainee, through the overuse of guidance, may prove counter-productive
in several other ways. If the trainee uses guidance as a prop, rather than an
aid, then learning performance consequently may be retarded. In addition, too
much guidance may create boredom in the trainee by not giving him or her
sufficient autonomy and independence.

In the view of Stammers and Patrick, guidance as a learning condition or
tactic is applied usually to manual skills, whereas prompting is more applicable
to learning verbal and perceptual tasks. In verbal learning the trainee has to
associate stimulus and response terms, eg the merchandise and the relevant
floor in a department store. After some initial exposure to the stimulus –
response pairing – the trainee may be required to state the response after being
‘prompted’ by the stimulus. Alternatively, part of the response can be presented
in order to encourage the learner; for example, the prompter in a play normally
only gives the first word or phrase of the ‘lost’ sentence. Skilful questioning of
the trainee may serve as a form of prompting leading to the correct response
or action. As with guidance, prompting appears to be particularly effective in
the initial phase of learning.

Finally, trainers can sometimes accelerate a trainee’s learning by highlighting
or providing easily identifiable and easily remembered cues which ‘trigger’ the
correct response or sequence of actions. In some types of social skills training
the trainees’ attention can be directed towards auditory and visual cues such
as facial expressions, tone of voice, etc that will assist them to interpret verbal
information and to act appropriately.

Learning strategies

Patrick (1992) discusses how the trainee’s learning and retention can be
improved by the trainer developing appropriate orienting tasks: ‘thus activities
engaged in by the trainee such as summarising, questioning, notetaking, re-
reading, reviewing and following the instructions of the trainer are examples
of orienting tasks designed to nudge the trainee to develop appropriate learning
strategies’. There follow three well-known orienting tasks highlighted by
Patrick:
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Questions can be included at various points in the training to stimulate the
trainee to process and remember the new material more efficiently. An alterna-
tive to the trainer generating the questions would be for the trainees to be
encouraged to think up their own questions.

Analogies may be employed by trainers to help trainees to bridge the gap
between the new learning and what they already know. However, as Patrick
points out, there is a risk of picking an inappropriate analogy and therefore
the analogy should be chosen so that ‘. . . it maximises the similarities between
the new and old task, situation, idea, etc’.

Mnemonics are widely used as aids to remember procedures and specific
information. The essence of mnemonics is to get trainees to associate familiar
facts or images with what has to be learned. For example, the initial letter of
each activity or element of knowledge to be learned could be used to form a
familiar word or phrase, which then acts as a memory jogger by providing an
annotation of ideas. In some circumstances it may be useful to let the trainees
make up their own mnemonics to reinforce learning.

Feedback, knowledge of results and reinforcement

Trainees need to know how well they are performing at all stages in their
training, if they are going to learn effectively and improve their performance.
Improvement in performance can be attributed to the motivational and
informational functions of knowledge of results (Goldstein, 1986). The latter
is satisfied through extrinsic and intrinsic feedback. Extrinsic feedback comes
from sources external to the actual task being performed, eg from the trainer,
other trainees or by mechanical devices. This type of feedback may focus
on how well a trainee performs a particular task, ie on the process, or on the
outcome or the results achieved. Intrinsic feedback refers to cues within
the task or job itself. For instance, in learning to play a musical instrument the
learner will hear, see and feel how well he or she is performing. Effective
training is partially about using extrinsic feedback to focus the trainee’s
attention on the intrinsic cues. Furthermore, as Stammers and Patrick suggest,
it may be advisable to withdraw the extrinsic feedback at some point during
practice in order to force the trainee to utilize the intrinsic feedback of the task.

Apart from the relationship between internal and external feedback two other
important issues for the trainer to be concerned with are the specificity and
amount of feedback that should be provided to the trainee. Too much specific
feedback in the early stages of training may not necessarily lead to anticipated
improvements in performance. The trainee may become ‘overloaded’ with
detailed information which only serves to confuse and, as Jinks (1979) empha-
sizes, over-informing a trainee about failure is liable to have an adverse effect
on motivation. However, as the trainee gains increased competence on a task,
full and specific feedback is likely to be more effective.
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The general recommendation on feedback for training would seem to be to
give the trainee a modicum of feedback early on, increase the amount and
specificity as the trainee increases in competence and then withdraw it gradu-
ally as the skills to be learned become more established before finally excluding
it altogether. Of course the trainer must realize that feedback should be
designed to fit the task, the training programme and the capabilities of trainees.

If informational feedback is clearly linked to sub-goals, it will go some way
towards satisfying a trainee’s motivational needs. The trainer must also
appreciate that in many situations for a trainee to wish to continue to learn,
some form of emotional reward, eg ‘well done’, should follow effective
performance of parts, or the whole, of the task. Again, as with informational
feedback, this form of reinforcement must not be overdone otherwise the
trainer’s sincerity may be brought into question or the trainee may become
over-reliant on the trainer’s emotional support, which may have an adverse
effect on the trainee’s confidence and consequently their performance when
such support is withdrawn.

Russell (1994) differentiates between feedback and debrief. Feedback is seen
as letting trainees know what has reached the standard and what has not, so
that plans can be agreed on what further work needs to be done. Debriefing is
seen as a process of reviewing trainees’ judgements and considering the merits
of their decisions with those of alternatives. It is used in situations where there
is no right or wrong way of doing things but where different approaches may
be taken.

Among Russell’s guidelines for giving feedback, he suggests that it should
be:

� Participative. In most cases, trainees have some idea of how they have
performed and do not like to be told what they already know. It is of benefit
to get them to contribute to the feedback by asking them how they feel
that they have performed. This can be taken forward as an objective review
of what has been achieved and what action can be taken to develop it.

� Objective. It should relate exactly to what happened. That is, what people
said or what they did and what the trainer has recorded. It should not be
based on generalizations such as ‘You didn’t always. . .’ or ‘I felt that. . .’.

� Balanced. There should be a balance of the positive as well as the negative
aspects of the trainee’s performance. It is not recommended that balance
should be achieved by praise alternated with criticism. The trainer should
also consider what capacity the trainee has for receiving feedback. Some
can take very little feedback before they begin to forget the points that have
been made, and may also become dispirited very quickly by negative
feedback. At the other end of the scale, some trainees are like sponges and
can absorb any amount of comment.

� Hierarchical. It has been noted already that individuals’ capacity for feedback
varies. Therefore, it is advisable to deal with the most important points
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first; that is, those things that were done best and those that, given attention,
would make the greatest improvement to performance. If feedback is given
chronologically, it could be that the trainee has reached saturation point
before all of the key points have been covered.

� Comparable. Performance should be comparable with the criteria that have
been set for achieving the task and/or the previous performance of the
trainee on that particular task.

� Understandable. The level of language that the trainer uses should be
understandable to the trainee. Jargon should be limited, or checks made to
ensure that it is understood. When training has included a considerable
amount of technical or specialist language it should not be assumed that
all of it has been learned.

� Sufficient. It is important that sufficient time is allowed for feedback if it is
to be of any value. Trainees are likely to have put a great amount of time
and effort into their work, and will expect more than a superficial review
of what they have achieved or failed to achieve.

� Actionable. Any guidelines for improvement agreed between the trainee and
the trainer should be capable of being put into practice. There is no value
in agreeing that the trainee’s confidence will improve if he or she chairs
meetings if he/she is never likely to have that opportunity.

Debriefing is a more open and possibly wider ranging discussion than that used
to give feedback, because in the tasks being learned the emphasis is on different
ways of doing things. That is not to say that such tasks are void of things that
have to be done in a specific way. For example, in training for selection inter-
viewing there are specific guidelines relating to legislation that have to be
followed to the letter, but such skills as establishing rapport, encouraging
people to be expansive in their replies and the use of questioning techniques
can be open for discussion.

Russell suggests that debriefing should address the following questions:

� What was the task?
� What were the criteria for success?
� To what extent was the task achieved?
� How was the task approached?
� What helped to achieve the task?
� What hindered the achievement of the task?
� How could the task have been achieved more effectively?
� What must be done to improve performance?

In certain circumstances a trainee also may require ongoing emotional reinforce-
ment. Praise from the trainer for sub-goal achievement or reassurance when
progress is depressingly slow or non-existent may be necessary and important
on occasions.
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Trainee activities

It is trite, but nevertheless true, to say that ultimately it is the trainee who does
the learning. Trainers can only facilitate this process by their actions and by
establishing the physical, social and psychological conditions conducive to
learning. Trainees also have to be actively involved and participate in the
learning process. Several of the important activities trainees themselves must
engage in, under the influence and direction of the trainer, in order to acquire
new knowledge, skills and attitudes are detailed below.

Practice and rehearsal

‘Practice makes perfect’ is a well-supported adage. However, sheer repetition
of the elements making up a skill is not sufficient to bring about improvement
and retention. Two critical conditions need to be present, if practice is going to
‘make perfect’. First, there is a desire on the part of the trainee to achieve an
improvement in performance and secondly ongoing and/or terminal (ie at the
end of a practice period) feedback is provided to the learner.

Similarly, for rehearsal to be an effective means of ensuring the retention of
verbal material it must involve active retrieval and recall by the trainee, with
confirmation of the degree of accuracy following soon afterwards.

Bass and Vaughan (1966) give the reasons why this form of activity is so
important in verbal learning:

� It requires active participation by the learner and this helps to maintain
attention and interest.

� Active recall gives the learner an opportunity to practise on the material.
� Knowledge of results regarding accuracy indicates to the learner what he

or she does or does not know which will help them direct and distribute
subsequent effort and time.

Imagining and reflection

There is research evidence available to substantiate the view that motor-skill
learning can be enhanced by the trainee engaging in mental practice. This
procedure would entail the trainee observing a demonstration of the skill,
having some initial experience of it and then being encouraged to imagine the
relevant movements, etc. Decker (1982) also has demonstrated improvements
in the social skills needed to handle coaching situations and employee com-
plaints after trainees had been directed to mentally rehearse such skills.

Reflection, as a form of mental rehearsal, may lead the trainee to ‘reveal’ or
raise pertinent questions about the training content; the answer to these
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questions, given either by the trainer or by other means, may then accelerate
subsequent learning.

Distribution of practice

Consideration will need to be given as to whether practice should be ‘massed’
(ie all at once) or ‘distributed’ (ie spread over several training sessions).
Unfortunately, research into this issue provides the trainer with no universal,
conclusive guidelines. However, the following should be borne in mind:

� In learning manual skills, distributed practice is usually more effective than
massed practice both in terms of acquisition and retention.

� The optimum time interval between practice sessions and the length of the
session itself will depend on the trainee’s age, personality, previous learning
experience, etc; and the nature of the task or skill to be learned. If the interval
between practice sessions is too long then forgetting becomes a problem
and relearning or a ‘warm-up’ period may be necessary with a consequent
extension of overall learning time. On the other hand, if the rest interval is
too short then trainees may suffer boredom and mental or physical fatigue
because of insufficient recovery time.

� With verbal material, massed practice can be superior to spaced practice
for acquisition but inferior for retention.

� The less meaningful that the material is to be learned, the more difficult it
is to learn it in a massed session as opposed to a series of sessions.

� Baldwin and Ford (1988), referring to Holding (1965), suggest that ‘there is
also evidence that difficult and complex tasks result in higher performance
when massed practice sessions are given first, followed by briefer sessions
with more frequent rest intervals’.

Discovery learning and exploration

In discovery learning the trainees work through a problem, task or situation
with little or no involvement by the trainer. This method of learning is designed
to enable learners to formulate their own understanding of a subject by solving
a carefully designed sequence of problems. Trainees would need to be ‘pre-
pared’ for discovery learning by developing a number of prerequisite skills,
concepts and rules. Besides discovering higher-order principles through the
activities involved in this method, trainees may also ‘pick up’ transferable
strategies of learning to learn.

Sometimes a less formal means of discovery can be of benefit to the trainees.
If they are simply allowed to explore the training situation and ‘play with’ the
equipment, then safety considerations permitting, greater interest may be
generated resulting in more inquisitiveness and ultimately wider learning.
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It should be obvious that the actions and activities of trainers and trainees
respectively do not or, in some cases, cannot operate independently. In some
situations it is sensible for the trainer actions to work in tandem. For instance,
to maintain attention and motivation, feedback and guidance are often inter-
spersed. In addition, certain trainer actions and trainee activities are inextric-
ably linked as has been seen already with practice and feedback. The trainer’s
skill, or art, is to apply the principles and conditions best suited to particular
knowledge, skill and attitude requirements, bearing in mind time pressures,
priorities, resources and characteristics of the target population. The influence
of the latter on this decision will be looked at in more depth later.

Learning curves and plateaux

If training is to be adaptive and managed flexibly then it is important for the
trainer to monitor carefully the progress of individual trainees over an appro-
priate period of time. Where it is practicable to do so, the construction of
learning curves could be of major assistance in this endeavour. Learning curves
are a way of describing the changes in performance brought about by training
and take the form of a graph tracing the improvement, or otherwise, of trainees
during the course of the training programme.

The general benefits of learning curves are:

� They provide diagnostic information that may help the trainer to determine
the effectiveness of the training tactics and methods employed (group
learning curves can be constructed by averaging the individual performance
of trainees at various points in time).

� They can be used to give feedback to the trainee. (In some circumstances it
may be feasible for the trainees to trace their own learning curves; this
linked to the setting of sub-goals can serve as an effective motivational
technique.)

� They can alert the trainer to difficulties being experienced by the trainees
as indicated by slow progress or no progress being made.

However, in relation to the last point the shape of the learning curve may have
certain implications for the action that the trainer needs to take. Bass and
Vaughan (1966) draw attention to three shapes that occur regularly and lead
to different trainer actions. Figure 7.6 illustrates a typical negatively accelerated
learning curve.

The shape of this curve indicates rapid early progress followed by relatively
marginal or minor improvements as the trainee begins to acquire increased
competence. Several reasons have been put forward to explain the development
of this pattern of performance:
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� The task to be learned is reasonably easy and therefore dramatic initial
progress is possible.

� The trainee’s previous learning experience enables him or her to organize
the new material in a meaningful way fairly quickly.

� The trainee may be highly motivated to start with but then begins to lose
interest, particularly if the task is simple and straightforward.

� The basic task is essentially easy to learn and, at the beginning, a high quality
outcome is not required.

In order to combat the effects of these influences the trainer may need to pay
greater attention to the trainee towards the back end of the training either by
supplying more accurate and more specific feedback or by being more encou-
raging in order to ‘lift’ the trainee’s motivation or by introducing temporarily
some stimulating alternative activity so that the trainee may return to the main
task refreshed.

The second curve (Figure 7.7) is the converse of the first. This type of curve
is usually associated with very difficult and complex training material and,
where the trainee does not have the requisite experiential or educational
background or special aptitudes to ‘pick it up’ quickly. Not surprisingly, the
trainees’ motivation also may be fairly low in the initial stages which further

Figure 7.6 Negatively accelerated learning curve
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Figure 7.7 Positively accelerated learning curve
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serves to depress their performance. In these circumstances the trainer probably
will need to give more guidance and encouragement early on.

Another familiar and characteristic shape observed in some learning curves
is shown in Figure 7.8.

The period in the learning process when no obvious progress is being made
is referred to as the learning plateau; it is normally only a temporary levelling
off in performance. There are a number of explanations for the occurrence of
this type of phenomenon which in outline are as follows:

1. One explanation has been called ‘The Hierarchy of Habit Hypothesis’,
which presents the notion that certain skills are made up of a series of habits
‘positioned’ in the form of a hierarchy. Habits high up on the hierarchy are
more complex than those lower down. However, the learning of complex
habits is dependent on the trainee first having acquired the less complex
ones. The plateau occurs when the trainees have mastered lower order
habits and are making the transition from these to higher habits.

2. A complex task comprises several simple tasks or parts. As the learner
tackles each task or part, he or she meets and eventually overcomes new
problems. These gradually give way to easy and accelerated learning.
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3. For a variety of reasons such as boredom, fatigue, etc motivation falls away
at several points during the course of learning.

4. Incorrect responses or bad habits are being eliminated and while this is
happening no new learning can take place.

Kenny and Reid (1986), referring to the work of Fleishman and Hempel (1955),
suggest another reason why the plateau might occur which is closely related
to the first two reasons given above. Specific abilities may vary in their degree
of importance as competence in a skill increases. Initial progress in learning
may be dependent on one ability; however, in order to improve the trainees
have to concentrate on another, now more relevant, ability which has yet to be
developed.

It goes without saying that the trainer must be alert to or have advance
warning about the onset of the learning plateau, and make every attempt to
ascertain the cause(s) for its occurrence and then introduce appropriate
alterations to the training conditions on the current or future programmes. In
relation to the explanations for learning plateaux, there are a number of possible
training modifications that might be made:

� Explanations 1 and 2 The trainer should examine the viability of changing
the whole versus part learning regime.

Figure 7.8 The learning plateau
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� Explanation 3 Introducing some form of incentive or changing the trainees’
activity for a short period may be sufficient to move them through the
plateau.

� Explanation 4 Earlier introduction of more accurate and detailed feedback
might ensure quicker elimination of errors and incorrect responses.

A number of fundamental lessons for trainers are underlined by an examination
of the foregoing discussion on learning curves and plateaux. They must be
observant, analytical, patient and sensitive, not cast their programmes in stone
and, above all, be prepared to substantially modify or vary the principles and
conditions of learning that they employ initially to meet unanticipated chang-
ing circumstances.

Forgetting, skill loss and transfer of training

The trainer is particularly interested in three effects resulting from the trainee’s
learning experience and these are related to the following questions:

� How effectively did the trainee learn initially?
� How well was this learning retained over an extended period?
� How easily did the learning ‘transfer’ from the training situation to the

work situation?

So far, this chapter has concentrated on the principles and conditions of learning
relating to the first of these questions. The other two questions have been
addressed only indirectly and now need to be considered in more depth.

Retention and forgetting

Forgetting or failing to retain all that was originally learned is a common
enough human experience. In some circumstances this could have serious or
even disastrous consequences. It is often vital to ensure that the skills and
knowledge learned in training are retained and made full use of back on the
job. This may be difficult to achieve if there is little or no opportunity to practise
the skill or to employ the knowledge in that context. However, there are a
number of suggestions or procedures that the trainer may be able to introduce
which could prevent or minimize the retention problem and these are outlined
below:

� Introduce a job aid during the training programme; subsequently this can
act as a form of aide memoire after training. (A job aid is any form of printed
document kept in the place of work which can be used as a memory jogger
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or as a procedural guide for a difficult, complex or infrequently performed
task.)

� Train according to a spaced rather than a massed practice regime.
� Train to produce over-learning in the trainee; that is, train to a level of

performance above that which is strictly necessary to achieve the training
objectives.

� Encourage the trainees to engage in mental practice or rehearsal in the work
location.

� Make the training material as meaningful as possible by linking it with the
trainees’ previous knowledge and experience and by organizing and
sequencing it to make initial learning easier.

� Ensure that the general conduct of the training programme motivates the
trainees, stimulates their interests and is not an experience that they would
rather forget or that is simply unmemorable.

Transfer of training

Transfer of training is an issue, sometimes a problem, closely associated with
forgetting and skill loss. It occurs whenever the existence of a previously
established habit or skill has an influence on the acquisition, performance or
relearning of another habit or skill.

In the training context positive transfer will have taken place if the trainee
is able to apply on the job what has been learned in training with relative ease
or is able to learn a new task more quickly as a result of earlier training on
another task. Conversely negative transfer arises when performance on the job
or on the new task is decelerated or hindered by what knowledge and skills
have been acquired. Changing from a conventionally geared car to an automatic
illustrates potential transfer problems. In this situation a number of skills
learned on the conventional vehicle are likely to transfer positively to the
automatic vehicle, such as steering, general road sense, etc, whereas to begin
with gear changing and foot controls might be awkward to apply and not
synchronize particularly well because of negative transfer.

Two sets of ideas or theories have been put forward to explain the transfer
phenomenon and these have different implications for training. The theories
have been referred to as the identical-elements theory and the transfer-through-
principles theory. Figure 7.9 helps to explain and illustrate these two theories.

The identical-elements theory claims that the nature of the transfer that takes
place will depend on the degree to which there are common or identical
stimulus and response elements in the training and work situations.

If the stimulus conditions (ST/SW) and response requirements (RT/RW) in
the environments of training and work are very similar, then there should be
high positive transfer. Some forms of on-the-job training come close to fulfilling
this kind of specification and this is the reason, no doubt, why this form of
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training can prove to be very effective. The opposite case, where the stimulus
conditions and response requirements are totally dissimilar, would normally
lead to no transfer at all. This kind of training scenario is highly improbable
and, should it occur, would naturally raise very serious questions about the
competence of the trainer or whoever undertook the training analyses and
programme design. Similar reservations about the trainer might be appropriate
in the case of negative transfer; this is likely to occur where the stimulus
situations are much the same or similar but the response requirements are
different. The displays or equipment used in training may be or may look
similar to what is used in the work situation. However, minor modifications
or subtle alterations which have not been noted by, or communicated to, the
trainer could have changed the response requirements to a significant degree.
The trainees’ on-the-job work performance will be affected directly. The work
of others also may be disrupted and time may be wasted while the trainee
learns new and more relevant responses.

Finally, what happens when ST and SW are dissimilar but RT and RW are
the same? The answer to this question would seem to be – it depends. If ST
and SW are quite different then no transfer should take place, because the
trainee will not associate SW with RW which is identical to RT and therefore

Figure 7.9 The identical-elements theory and the transfer-through-principles
theory
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will not respond appropriately when SW occurs. However, as ST and SW move
closer together then provided there are common critical elements in these
conditions positive transfer should result.

Approaching the transfer problem from the standpoint of the identical-
elements theory would seem to be appropriate where the task conditions and
requirements are predictable and can be defined clearly and specifically. The
‘trick’ for the trainer is to be able to identify the critical elements in the stimulus
conditions and response requirements through a close examination of the work
and, where feasible, introduce them into the training programme environment.
This may not be as straightforward as it seems at first sight. For as Baldwin
and Ford (1988) highlight, it may be a problem to identify what exactly has to
be made the same or identical in the training environment to match the work
environment in order to promote learning, retention and transfer. They suggest
that there are two aspects of the notion of similarity – physical fidelity, ie the
extent to which the training conditions (task, equipment, surroundings, etc)
are similar to the work environment, and psychological fidelity, ie the degree to
which the trainee attaches similar meanings to what is introduced in the
training environment and what exists in the work context. In the opinion of
Baldwin and Ford these concepts and their relative significance in different
training contexts have been overlooked in the industrial training literature.

A second approach to the transfer issue emphasizes the importance of the
trainee learning conceptual or behavioural principles that can be generalized
and transferred to a set of varied, though circumscribed, situations. For
example, in training in counselling skills trainees would be encouraged to learn
skills enabling them to perform flexibly and adaptively towards their clients
rather than acquire a set of behaviours and attitudes which might be applied
only rigidly and in a limited number of circumstances. This theory seems to
pay less attention to physical fidelity and to be more concerned with psycho-
logical fidelity. To fall in line with these ideas, training programmes would also
focus on helping trainees to acquire ‘perceptions for sensitive discrimination
of their environment’ (Bass and Vaughan, 1966). However, it should not be
assumed that these theories are incompatible; it might be wiser to think of their
application as following a ‘horses for courses’ philosophy. At one extreme,
where the work environment seems to prescribe unvarying task conditions and
requirements, then a training programme based on the identical-elements
theory might be appropriate. On the other hand if it is not possible to anticipate
fully or to predict the stimulus conditions and if the response requirements
vary, then the training situation may need to reflect a transfer through the
principles approach.

Although there are still a number of issues to be tackled and settled regarding
transfer of training, several broad recommendations can be made to trainers
about how to facilitate this process:
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� Where it is feasible to do so make the training situation similar to the work
situation in terms of stimulus conditions and response requirements.

� Where it is appropriate draw out in the training environment general
principles and strategies and show their application through varied
examples.

� Give trainees ample opportunity to practise and rehearse the task or skill
to the point of over-learning.

� Introduce the trainees to a variety of contexts or stimulus conditions in
which to learn and practise or exercise the relevant skill and knowledge.
This should enable them to generalize more easily to the work situation
what they have learned in training.

� Ensure that the critical features of the stimulus conditions in work are drawn
to the attention of the trainee during training and distinguished clearly
from likely competing stimulus conditions existing in the work context.

� Avoid putting trainees through rote-learning sessions as this tends to
discourage transfer.

� Try to make the training material meaningful by locating ‘the individual
items of skill or knowledge. . . in a rich network of related items’ (Annett
and Sparrow, 1985).

� If possible and relevant introduce discovery learning and learning-to-learn
sessions into the training programme.

� Stimulate motivation and show the value of the training to the work setting;
the trainers’ motivation to succeed in training, strongly influenced by their
perception of its value, may carry over to the job which, in turn, will have
a positive impact on transfer.

� In the post-training situation set goals for or with the trainees and give
pertinent and timely feedback.

� Attempt to create a climate in the organization that is conducive to positive
transfer; establish good liaison and communication links with trainees and
their managers in order to involve them in the transfer process, discussions
on their expectations and on how to maintain the trainees’ skill, knowledge
and attitudes in the work setting.

The application of the learning principles, strategies and tactics already covered
will hopefully ensure, at a minimum, that a trainee is moved from a situation
of unconscious or conscious incompetence through to conscious competence.
However, the transfer process is enhanced if the trainee goes beyond this to
the stage of unconscious competence or automaticity. Automaticity means the
ability of a trainee to perform the required skill, or aspects of the required skill,
without conscious awareness. For example, the highly competent car driver
has a number of routines that he or she can carry out automatically that then
‘frees up’ his or her cognitive capacity to deal with unusual road or traffic condi-
tions, emergencies or the unexpected. The National Research Council (1991)
makes the claim that, ‘The more automatic the skill, the greater the chance that
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the skill will be retained over non-use periods without refresher training or
rehearsals.’ In order to achieve this more resources (time, manpower and so
on) may have to be devoted to the training period. In many circumstances such
increased initial investment would make both economic and psychological
sense.

Baldwin and Ford (1988) make two other suggestions to assist transfer,
namely ‘buddy systems’ and ‘booster sessions’. Buddy systems involve two
trainees being paired off to work together post-training and to give one another
mutual support, provide advice and be alert for signs of relapse in themselves
and the buddy. Booster sessions are basically an extension of the original
training with trainer and trainee meeting face-to-face for some kind of revision
input period.

Principles, conditions and material to be learned

The principles, conditions and features of learning which have been covered
so far are not all equally relevant to the kinds of material that could be included
in a training session. Figure 7.10 sets out those which generally are most
applicable to the different categories of training objective listed in Chapter 6.

Gagné and Briggs (1979) describe a more complex and more detailed scheme
for linking learning categories and conditions that would further assist trainers
in their efforts to design and develop training programmes. However, irrespect-
ive of what scheme is employed, it is vital for trainers to appreciate this critical
point; the programmes they establish, in order to realize particular types of
training objective, must take clear account of and incorporate the learning
principles and conditions that relate to those objectives. The relevant principles
and conditions must be an integral part of the methods chosen or designed to
achieve the stated objectives.

Individual differences

A number of the principles and conditions of learning outlined above provide
trainers with some general guidelines to assist them in the planning and design
of training programmes and events. However, the trainer must appreciate that
not all target populations react or respond uniformly to these principles and
conditions. In reality there can be significant differences within and between
training groups which requires some flexibility in their introduction and
application.

Naturally, it is not possible for the trainer to make allowances for every indi-
vidual who has to be trained. Initially, far too much time would have to be spent
measuring and testing people in order to identify all their differences, similari-
ties and idiosyncracies. To match training to the trainees’ individual character-
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istics would need such an enormous requirement for resources that the whole
exercise would be impossible or unrealistic to carry out. Nevertheless, it is
important to have some knowledge of individual differences for two very good

Training objective Learning principles and conditions

Knowledge:
Memorization Meaningful context

Accurate and immediate feedback
Prompting
Rehearsal (retrieval)
Distributed practice

Comprehension Verbal introduction
Meaningful context
Rehearsal and feedback
Reflection
Distributed practice (reviews)

Skills:
Intellectual Verbal introductions

Demonstration
Guidance, cueing and feedback
Practice – whole/part regime
Discovery learning
Reflection

Manual Demonstration
Practice – distributed
Feedback, guidance and cueing
Explanation
Over-learning

Social Verbal introductions
Human model
Practice
Feedback, guidance and cueing
Imagining and reflection

Attitudes: Observation of human model
reinforcement (action taken)

Figure 7.10 Training objectives, learning principles and conditions
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reasons. First, it may help to explain why certain individuals are not behaving
or responding as might be expected (ie in a similar way to others in the group).
Second, it could offer an opportunity to deal with trainees on an individual,
sub-group or group basis when something is known about their styles and
preferences. Four important factors that illustrate the link between individual
differences, learning principles and conditions, and training programme design
are age, level of intelligence and ability, background and emotional disposition,
and learning style.

Age

Physical and mental abilities deteriorate with age. In relation to the latter, basic
abilities such as numerical aptitude and intelligence decline from the early
twenties. There is also an impairment in people’s short-term memory, and their
capacity to process information and ignore irrelevant task details diminishes
as they get older. For example, we do not find many stock exchange and
commodity dealers or air traffic controllers in the upper age groups. Another
feature of the older person’s performance in a learning situation that has a
significance for training, is the fact that if he or she makes a mistake early in
training then eliminating it becomes more difficult. Generally speaking, the
older individual learns more slowly and has more difficulty ‘grasping’ new
material than his younger counterpart. However, all is not ‘doom and gloom’:
a number of suggestions have emerged from studies of older trainees on how
to modify training programmes to compensate for some of the difficulties they
experience. A summary of these suggestions has been presented by Newsham
(1969) and is reproduced at Figure 7.11.

The theory of adult learning – andragogy – developed by Knowles, Holton
and Swanson (1998) also bears on the question of what considerations need to
be borne in mind when training the older individual. The andragogical model
is based on a number of assumptions clearly different from those that underpin
the child-centred pedagogical model, and these assumptions are set out below:

� The need to know. Adults need to know the reasons for learning something
before carrying out the learning. And it is important that trainers engage
learners in a collaborative exercise to answer three questions: What is going
to be learned? Why they should learn? How is learning going to be con-
ducted? Furthermore organizations can raise the awareness of individuals
of the ‘need to know’ through a variety of methods including work
appraisal systems, development centres and job rotation.

� The learner’s self-concept. In the opinion of Knowles et al, adults develop a
self-concept of independence, by being responsible for making their own
decisions and being self-directed. Actions by the trainer that imply a
dependent relationship can in many learning situations lead to a with-
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Difficulties increase Suggestions as to how the training could be
with age suitably adapted for the older learner

When tasks involve the need � Avoid verbal learning and the need for conscious
for short-term memory memorizing. This may often be accomplished by

making use of ‘cues’ which guide the trainee.
� When possible, use a method which involves

learning a task as a whole. If it has to be learned in
part, these parts should be learned in cumulative
stages (a, a + b, a + b + c, and so on).

� Ensure consolidation of learning before passing on
to the next task or to the next part of the same task
(importance of self-testing and checking).

When there is ‘interference’ � Restrict the range of activities covered in the
from other activities or from course.
other learning � Employ longer learning sessions than is customary

for younger trainees (ie not necessarily a longer
overall time, but longer periods without
interruption).

� To provide variety, change the method of teaching
rather than the content of the course. A change of
subject matter may lead to confusion between the
subjects.

When there is need to translate � Avoid the use of visual aids which necessitate a
information from one medium change of logic or a change in the plan of
to another presentation.

� If simulators or training devices are to be used,
then they must be designed to enable learning to
be directly related to practice.

When learning is abstract or � Present new knowledge only as a solution to a
unrelated to realities problem which is already appreciated.

When there is need to ‘unlearn’ � Ensure ‘correct’ learning in the first place. This can
something for which the older be accomplished by designing the training around
learner has a predilection tasks of graduated difficulty.

When tasks are ‘paced’ � Allow the older learner to proceed at his own pace.
� Allow him to structure his own programme within

certain defined limits.
� Aim at his beating his own targets rather than

those of others.

As tasks become more complex � Allow for learning by easy stages of increasing
complexity.
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When the trainee lacks � Use written instructions.
confidence � Avoid the use of production material too soon in

the course.
� Provide longer induction periods. Introduce the

trainee very gradually both to new machinery and
to new jobs.

� Stagger the intake of trainees.
� If possible, recruit groups of workmates.
� Avoid formal tests.
� Don’t give formal time limits for the completion of

the course.

When learning becomes � Use an open situation which admits discovery
mentally passive learning.

� Employ meaningful material and tasks which are
sufficiently challenging to an adult.

� Avoid a blackboard and classroom situation or
conditions in which trainees may in earlier years
have experienced a sense of failure.

Figure 7.11 Problems of learning for the adult (Newsham, 1969)

Reprinted from The Challenge of Change to the Adult Trainee with permission of The
Stationery Office.

drawal by the learner. To avoid this Knowles suggests that educators and
trainers devise learning experiences that encourage adult trainees to become
self-directed learners.

� The role of the learner’s experience. Adults come to a training event with a
multitude of past experiences, which create a wider range of individual
differences than is normally found among younger trainees. The positive
consequences of this are that in a number of training situations the learner’s
experiences can supply the learning resources. Experiential learning
techniques such as simulation exercises and case studies exploit this
resource. On the down side, the past experience of the adult trainees may
generate habits, biases and prejudices that close their minds to new ways
of thinking and behaving. The trainer must be aware of this possibility,
and institute methods that will help trainees to analyse this negativism
and to consider new possibilities.

� Readiness to learn. Knowles et al claim, ‘Adults become ready to learn those
things they need to know and be able to do in order to cope effectively
with their real-life situations.’ The development phases through which
individuals move during the course of their careers are often the appropriate
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points to introduce development activities, as they are then in an amenable
frame of mind to learn. In addition, an individual’s readiness to learn can
be stimulated proactively through development procedures such as career
counselling, mentoring and secondments.

� Orientation to learning. Adults are oriented to learn when confronted with
real-life situations or problems. However, it is critical that they perceive
the learning they have to undertake as enabling them to perform effectively
the tasks making up these situations or problems.

� Motivation. Although factors such as money and career prospects may, in a
number of situations, act as effective external motivators, intrinsic motiva-
tion provided by job satisfaction, interest and meaningfulness are likely to
be more powerful influences on an individual’s performance.

Finally, it should not be assumed that there is a standard or ‘clone’-like older
person. In terms of mental capacity, evidence is available to support the notion
of there being a greater disparity in intelligence and intellectual ability amongst
older people than in the younger age group. It would seem that the rate of
decline in measured intelligence is greatest amongst those whose scores were
low to begin with and the decline is slowest for those who had high scores
originally. Furthermore, the degree to which a person has exercised and
stimulated his or her intellect over the years through further study and
intellectual interests and pursuits also will affect the rate of decline. Some of
the training suggestions, eg allowing the older trainee to proceed at his or her
own pace, could be moderated in the light of these findings.

Levels of intelligence and ability

Most groups or individuals who have to be taught a particular skill or task are
selected using criteria, eg educational level, which places them in roughly the
same range of intellectual ability. What ability or intelligence range the trainees
fit into should have a bearing on the principles and tactics the trainer employs
on their training programme, for instance:

� Trainees in the lower ability range usually prefer to progress from concrete
examples to general principles whereas those of a higher ability or those
who have had a more academic education, possibly are more inclined to
work in the reverse direction.

� Depending on the complexity of the task, higher intelligence groups can
cope with learning a task as a whole; individuals of lower intelligence
manage better using the cumulative part method, ie A, then A + B, then A
+ B + C, etc.

� Unstructured training situations might be unsuitable for individuals of low
ability because they ‘may be more easily distracted by irrelevant informa-
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tion leading to an inefficient strategy. . . This would suggest that guidance
training would be initially beneficial for such trainees’ (Stammers and
Patrick, 1975).

Background and emotional disposition

In addition to what was covered in a previous section, the trainees’ general
motivational readiness could depend, amongst other things, on their cultural
or educational background or emotional disposition. Because of their back-
ground, some trainees may perceive their trainers in a particular way, possibly
as the fount of all wisdom. This undoubted misapprehension is very likely to
make them reluctant to question or challenge different ideas or to enter into a
discussion. In these circumstances the trainer will need to exercise patience and
tact to ‘bring the trainees out’ so that they might benefit from a more open
learning climate.

An individual’s emotional state or disposition may influence the how and
what of learning. Anxiety, fear of failure and lack of confidence are the kinds
of emotion experienced by some trainees that can adversely affect their
motivation and willingness to learn. In order to counteract these barriers the
trainer may need to: modify the pace and style of the programme; set more
easily attainable goals for certain individuals; and counsel those trainees who
feel inadequate or experience difficulties. Of course, individuals who are over-
confident, arrogant or unwilling to face up to the fact that they have learning
difficulties also may need some form of individual counselling.

Learning style

Increased attention has been given to the concept of individual learning styles
when considering learning strategies. This idea refers to the fact that individuals
differ in their propensity or inclination to learn from different activities or
approaches. Some people prefer practical exercises at an early stage of training
and will be prepared to learn by their mistakes, whilst others like to receive
demonstrations and explanations first before reflecting on the content and
assessing its relevance and importance to their own circumstances. Again,
others are more inclined to theoretical, abstract discussion, to establish a
thought process and method for action, whilst some individuals prefer to be
given information or taught skills that they feel can be transferred to their work
environment.

The work of Kolb and colleagues (1974, 1984) in the United States has been
particularly influential in furthering our understanding of the importance of
learning styles. In the United Kingdom, Honey and Mumford (1986) examined
the implications of managerial learning styles for management training and
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development and identified and defined four basic styles:

Activists Enjoy the here and now, dominated by immediate experiences, tend
to revel in the short-term crisis, firefighting. They tend to thrive on the challenge
of new experiences, but are relatively bored with implementation and longer-
term consolidation. They are the life and soul of the managerial party.

Reflectors Like to stand back and ponder on experiences and observe them
from different perspectives. They collect data and analyse it before coming to
any conclusions. They like to consider all possible angles and implications
before making a move so they tend to be cautious. They actually enjoy observ-
ing other people in action and often take a back seat at meetings.

Theorists Are keen on basic assumptions, principles, theories, models and
systems thinking. They prize rationality and logic. They tend to be detached,
analytical, and are unhappy with subjective or ambiguous experiences. They
like to assemble disparate facts into coherent theories. They like to make things
tidy and fit them into rational schemes.

Pragmatists Positively search out new ideas and take the first opportunity to
experiment with applications. The sort of people who return from management
courses brimming with new ideas that they want to try out in practice. They
respond to problems and opportunities ‘as a challenge’ (the Activists probably
would not recognize them as problems and opportunities).

An individual’s profile of learning preference based on these styles can be
assessed by questionnaire and Honey and Mumford suggest a number of activ-
ities that can be used to promote the learning of those with specific preferences:

Activists learn best from activities where:

� There are new or novel experiences, exercises and problems from which to
learn.

� They can involve themselves in short ‘here and now’ activities such as
business games, competitive teamwork tasks, role-playing exercises and,
where it is appropriate, to have a go.

� There is excitement and drama, things are in rapid flux and chop and change
with a range of varied activities to cope with.

� They are thrown in at the deep end to tackle a difficult task.
� They are involved with other people in solving problems as a part of a

team and by bouncing ideas off them.

Activists learn least from, and may react against, activities where:

� They are in a passive role, ie reading, watching, listening to lectures.
� They are required to observe and not get involved.
� They are required to assimilate, analyse and interpret ‘messy’ data.
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� They are given theoretical explanations.
� They must practise an activity over and over again.
� They have precise instructions to follow with little room to manoeuvre.

Reflectors learn best from activities where:

� They are allowed to watch and/or think over activities.
� They are able to stand back from things and listen or observe, ie observing

a group at work, watching a video, etc.
� They are allowed to think before acting, ‘look before they leap’, ie given

adequate time to prepare.
� They have the opportunity to review what has happened and what they

have learned.
� They can exchange ideas, views, etc with other people in a risk-free atmos-

phere.

Reflectors learn least from, and may react against, activities where:

� They are ‘forced’ into the limelight, ie role-play in front of onlookers.
� They are ‘thrown’ into situations without warning and which require action

without preparation.
� They are given cut and dried instructions of how things should be done.
� They are moved on rapidly from one activity to another and are worried

about time pressures.
� They are required to make short cuts or do a superficial job in the interests

of expediency.

Theorists learn best from activities where:

� What they are being offered is part of a system, model or theory.
� They are intellectually stretched, ie being tested in a tutorial session, and

have an opportunity to question and probe basic methodology, assumptions
or logic.

� They are in structured situations with a clear purpose.
� They are offered interesting ideas and concepts even though these are not

immediately relevant.
� They are required to understand and participate in complex situations.

Theorists learn least from, and may react against, activities where:

� They are pitchforked into an activity having no apparent purpose.
� They have to participate in situations emphasizing emotions and feelings.
� They are involved in unstructured activities in which ambiguity and

uncertainty is high.



Learning Principles and Conditions 175

� They are asked to act or decide without a basis in policy or principle.
� They find the subject matter platitudinous, shallow or superficial.

Pragmatists learn best from activities where:

� They can see an obvious link between the subject matter and the job.
� They are introduced to ideas or techniques for doing things that have

obvious practical advantages and have high face validity.
� They have a chance to try out and practise techniques with coaching/

feedback from a credible expert.
� They are given opportunities to implement what they have learned.
� They can concentrate on practical issues, ie drawing up action plans with

an obvious end product.

Pragmatists learn least from, and may react against, activities where:

� The timing content is not perceived to be related to an immediate need
they recognize or have practical relevance and benefit.

� There is no practice or clear guidelines on how to do it.
� Trainees or the content itself seem divorced from reality, ie in an ivory tower.
� They feel that people are going around in circles and not getting anywhere

fast enough.
� There is no apparent reward to be gained from the training permitted or

there are political, managerial or personal obstacles to implementation.

Although Honey and Mumford’s ideas on learning styles appear, on the surface
at least, to resemble those of Kolb (1984), to whom they recognize an important
debt, several points of difference can be detected between them. In Kolb’s view
acquiring new knowledge, skills and attitudes is a process of ‘confrontation
among four modes of experiential learning’. These four modes which are
concrete experience (CE), reflective observation (RO), abstract conceptualiza-
tion (AC) and active experimentation (AE) make up a cyclical process of
learning (Figure 7.12).

Kolb argues that for learners to be fully effective they need to acquire abilities
related to these four modes of learning:

Concrete experience abilities (CE) – Learners must have the capacity to involve
themselves fully in new experiences in an unprejudiced way.
Reflective observation abilities (RO) – Learners must be able to observe, and to
reflect on their experience from different angles or viewpoints.
Abstract conceptualization abilities (AC) – Learners must be able to incorporate
their observations into valid and rationally based theories.
Active experimentation abilities (AE) – The theories learners develop must enable
them to make decisions and to be able to solve problems.
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In Kolb’s opinion the learning process can be reduced to two primary bipolar
dimensions, incorporating the four learning modes outlined above. One of
these dimensions is described by concrete experience at one pole and abstract
conceptualization at the other, whereas the polar opposites of the other
dimensions are active experimentation and reflective observation. Learning
consists of moving in varying degrees between these opposite modes. Kolb
suggests that individuals’ choices of experience will influence which modes
of learning are emphasized and which learning strategy or strategies they
develop. Learning strategies involve combinations of basic learning modes, ie
CE/RO, RO/AC, AE/CE/RO, etc. Kolb suggests that it is the combination of
all four of these elementary learning forms that produces the highest level of
learning. In Kolb’s schema the learning styles that he has identified relate to
pair combinations of the basic learning modes or abilities:

� Convergent style – the individual emphasizes the learning abilities of abstract
conceptualization and active experimentation and shows strength in the
practical application of ideas and problem solving.

� Divergent style – concrete experience and reflective observation abilities
characterize individuals showing this style. Being imaginative and seeing
things from many perspectives would describe people in this category.

Figure 7.12 The learning cycle – Kolb
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� Assimilation style – the learning abilities of abstract conceptualization and
reflective observation are dominant in a person adopting this style.
Inductive reasoning and the ability to encompass disparate observations
into an integrated framework are particular strengths of individuals
displaying this style.

� Accommodative style – emphasis is placed on concrete experience and active
experimentation abilities. The person adopting this style gets things done
and gets involved in new experiences. Intuition and trial-and-error rather
than theory are the basis for problem solving.

Kolb does not conceive learning styles as fixed personality traits but rather as
adaptive orientations influenced by an individual’s basic psychological make-
up or type, educational specialization, career, present job and the specific task
or problem the person is currently tackling.

The foregoing discussion emphasizes that Honey and Mumford, and Kolb
attach a great deal of importance to learning from experience. However, Caple
and Martin (1994) find that there are a number of criticisms and questions that
could be raised and observations made about their ideas, which may have
implications for the usefulness of these ideas in a training context.

What is meant precisely by ‘experience’ in Honey and
Mumford’s and Kolb’s models?

Fundamentally, Honey and Mumford and their adherents argue that learning
from experience is critical to effective learning. But what they mean by
experience and what constitutes experience, is not clear or is assumed. Kolb
(1984) is a little clearer on this point. He suggests that experiential learning is
‘the process whereby knowledge is created through the transformation of
experience. . . the learner is directly in touch with the reality being studied,
rather than purely thinking about the encounter or only considering the
possibility of “doing something with it”’. However, even this extended defini-
tion of experiential learning begs a number of questions:

� Are some forms of experience more valuable or useful to learn from than
others and, if so, which?

� What precisely can we learn from experience?
� Are skills, knowledge and changed behaviours/attitudes all equally

acquirable experientially?
� Can activities that would commonly be associated with Reflector or Theorist

learning styles – eg observing a process or event or reading a stimulating
book – be regarded as a significant experience, as defined by Kolb, or does
the experience have to be concrete?
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These questions are not semantic cavilling but are fundamental to any consider-
ation of the virtues of learning from experience. After all, if we are not clear
about what experience is, or what we can learn from it, why should we choose
experience as a means of meeting our learning objectives?

How accurate is the learning cycle in describing how people
actually learn from experience?

Earlier on in this chapter it was suggested that individuals may learn through
five basic activities: trial and error, perceptual organization, behaviour model-
ling, mediation and reflection.

These ways of learning are likely to be employed in differing combinations
for a great deal of what we learn, including learning through experience.

In contrast, Honey (1984) has a more mechanistic view, observing that he has
always accepted the notion that learning from experience is a four-stage
process:

1. Having an experience.
2. Reviewing the experience.
3. Reaching conclusions from the experience.
4. Planning the next steps.

Again, the sequence implied by this statement and the integrity of the learning
cycle as commonly depicted must be questioned. If experience is literally the
starting point, then this assumes that experience just happens to an individual
when often, in reality, he or she chooses to have experiences on the basis of
anticipation and conceptualization, eg they may decide to expose themselves
to certain activities/circumstances which they believe may be beneficial to them
in some way.

Even in those learning situations, such as sensitivity training, where trainees
are directly in touch with ‘here and now’ experience, there is a reliance upon
the observations and reflections of facilitators, who are themselves steeped in
particular theoretical approaches.

A more valid way of representing a learning cycle incorporating experience
therefore might be as shown in Figure 7.13.

This cycle reflects more accurately, for instance, how scientific knowledge is
actually acquired. For, as Chalmers (1982) has argued, in this context, beginning
an enquiry with data collection or experimentation undirected by theory would
constitute a ‘naive inductivist approach to the acquisition of knowledge’. By
the same token, it is contended here that learning from experience is ‘theory’
dependent.
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Another quote from Kolb might be instructive at this point: ‘It is in this interplay
between expectation and experience that learning occurs.’ This clearly implies
the important role played by reflection and theory in the expectation phase,
thus contradicting the immutable cycle of experiential learning set out by
Honey.

To counter some of the above objections, it is sometimes argued that learners
could enter the cycle at any point and, provided that all four stages were gone
through, effective learning would ensue.

If this is so, however, a number of further questions arise.
Why argue, as Honey does above, for the primacy of experience as the motor

of learning? Is learning likely to be less or more effective if reflection or
conceptualization is the starting point? How is it possible, anyway, to start from
a pragmatist mode, ie ‘Planning the next steps’?

It may also be true that, with some learning, it would be positively harmful
to begin from an ‘activist’, having an experience standpoint. We would hope,
for instance, that the training of surgeons would preclude the application of
an activist mode until after a very substantial amount of observation, review,
theorizing and planning had preceded it! Again, this brings out the issue of
what specifically are the objectives of experiential learning?
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To what extent do situational features/influences on
individuals’ abilities determine the appropriateness of
learning from experience?

Although learning situations may be flexible or diverse, in the sense that they
may be approached through differential learning styles, it may, or should be,
the interpretation of the learning situation that dictates the form of action that
is experienced. In other words, some reflection/theorizing may need to be
undertaken before the action experience. Furthermore, it is possible that the
situations which learners imagine they are facing (including time constraints,
perception of complexity etc) will influence the learning style they initially
employ. Experiential learning, in this sense, results essentially from a trans-
action between the individual and the situation. An illustration of this form of
transactional learning is set out in Figure 7.14.

The perception of our ability, or our actual inability, to do or learn things will
also have an impact on our adherence to the learning cycle. Thus, if an
individual is intellectually unable to grasp and/or apply a given concept or
lacks, for example, the small motor capabilities required to attain certain
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manual skills, he or she will fail to learn, however purposefully the learning
cycle is adhered to.

Indeed, a conscious application of the learning cycle by a trainee using a
learning log (Honey and Mumford’s tool for recording experiences) might be
counter-productive, ie a misinterpretation of an experience may result in the
wrong conclusions being drawn and flawed future actions being planned.

How realistic and meaningful are the learning style
preferences depicted by Honey and Mumford?

Honey and Mumford attempt to describe the learning styles and activities
commensurate with those who have marked preferences for any one stage of
the cycle. With some imagination it is possible to visualize:

� Extreme activists as those who rush animatedly from experience to experi-
ence in the spirit of enquiry, trying things that are new and different.

� Extreme reflectors capable of dispassionate and insular analysis.
� Extreme theorists characterized by lofty conceptualizing and logical reasoning.

It is far less easy to visualize a pragmatist in isolation. How plausible is it to
depict an individual who learns simply by applying practical skills heedless
of previous experiences, and who has no fundamental knowledge of the
principles and theories underpinning the performance of a task? The pragmat-
ist, in extremis, would surely be no more than a robot. Suffice to say, therefore,
that it would seem that pragmatism can only be said to be the application of
learning. It cannot constitute a learning style in itself.

This raises a quite fundamental question: what is meant by the term learning
style? Is it, as Dixon (1982) suggests, ‘. . . the unique way each individual gathers
or processes information’? Or is it an attitude towards, or value placed on, a
particular activity? Honey and Mumford do not seem to have made this
distinction very clear. The activist and pragmatist styles come close to the latter
and the reflector or theorist styles to the former version of learning styles.

Other questions that need to be addressed include:

� To what extent does the individual’s level of intelligence or cognitive
complexity influence the learning style he or she prefers?

� To what degree are people flexible in terms of learning styles across
situations? Are learning situations more or less diverse in respect of the
opportunity they provide for different modes of learning? Talbot (1985)
points out, ‘We believe that such information about individuals and
situations can be used both to increase a person’s flexibility and help him
choose situations in which his strengths are relevant.’
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� How valid is the idea that the highest level of learning requires the combina-
tion of all four elementary learning modes? Over what time period, in rela-
tion to a specific learning situation, would these modes need to come into
operation? How important is the sequence in which they come into effect?

Without denying the validity of or anticipating the answers to these questions
trainers nevertheless would benefit in a number of ways from being able to
gauge, in a reasonably objective way, for example through questionnaire
responses, trainees’ dominant styles. Some of the possible benefits are:

� It would help trainers to design programmes that fit in with the predomin-
ant and main subordinate styles of the trainees.

� It would assist trainers to understand better the relationship they were
trying to create with the trainees.

� If the results of the questionnaire were ‘fed back’ to the trainees it could
help them to appreciate the difficulties they might experience with the
training methods that out of necessity have to be employed on the
programme.

� It would identify for trainers those individuals who may need special atten-
tion because their learning style differs from the norm or majority of the
group.

� It could allow trainers to put into perspective the trainees’ observations
and comments about the training content and methods.

However, even without such structured questionnaire data, trainers can often
make a general assessment or prediction of trainees’ styles on the basis of their
educational or occupational background. For example, salesmen working in a
dynamic marketing environment are very likely to differ, both in temperament
and learning styles, from personnel administering stable bureaucratic structures
and systems thus necessitating different training activities. Where the group
is or appears to be heterogeneous in terms of learning styles, the trainer will
have to be flexible and may have to adopt a ‘trainer for all seasons’ approach
and try to cater for individual needs in the context of the overall aim of the
programme and its specific objectives.

On occasions the training content may ‘match’ the dominant style of the
group, eg new graduates being presented with conceptual material. This is not
always going to be the case and the trainer will have to give careful thought to
initial explanations and exercises on the programme. Alternatively the trainer
may give consideration to how the less prominent styles of the trainees can be
developed through preliminary or pre-programme activities.

Honey and Mumford put forward several interesting ideas on the kinds of
action that may help to develop learning styles. In a way this notion is akin to
the learning to learn strategy which was referred to earlier. The ability to use
all four styles is advantageous for trainees because, for instance, as Kenny and
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Reid (1986) point out, reflection and conceptualization can assist transfer of
learning to new situations. No doubt, in other circumstances, being comfortable
with an action-based approach would also be of advantage to the learners. To
sum up the topic of learning styles, a particular quotation from Kenny and Reid
would seem highly appropriate:

It is important for the trainer to realize that he has a natural learning/teaching style,
and that in choosing appropriate techniques he should consider the trainees’ preferred
or desired learning style, as well as his own, in so far as it is practicable to do so.

SUMMARY AND CONCLUSIONS

The principles and conditions of learning outlined in this chapter emanate from
theories that have been developed and research that has been carried out on
human learning over the last 100 years. The CIPD research report How do People
Learn? (2002) suggests that the theories fall into four main clusters:

Learning as behaviour

These theories are mainly concerned with an individual’s observable behaviour,
not with what is going on in the ‘black box’, ie his or her thought processes,
perceptions and motivations. Repeated practice and contiguous feedback and
positive reinforcement are the key features of this approach, and it is suitable
when learning involves straightforward procedural and manual skills.

Learning as understanding

Cognitive learning theories are concerned with how individuals process,
interpret and organize facts, concepts and principles that are to be learned. It
assumes more complex forms of mental activity than that associated with
learning as behaviour, and results ‘. . . in the construction, reconstruction and,
as necessary, deconstruction of mental models’. As Taylor and Furnham (2005)
point out, in order to promote this type of learning ‘. . . it is important that new
information is linked to prior knowledge and experience’, and new material
is easier to learn if it is clearly structured and organized.

Learning as knowledge construction

Theories in this cluster emphasize the importance of learners playing an active
role in their learning, rather than being passive recipients of expert instruction
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or of external information. Knowledge is contrasted with information. The
latter is ‘out there’, whereas the former is personal and only becomes usable
when the learner has given it meaning through his or her own experience. And
meaningful understanding for the individual comes through engaging with real
situations and through discussion and interchange with others.

Learning as social practice

Social interaction is a critical feature of theories in this cluster. They do not
contradict or diminish behavioural, cognitive or constructivist approaches, but
consider that individuals may acquire certain kinds of learning more effectively
from observing and modelling their actions and behaviour on others. Further-
more, learning is seen as an integral and inseparable aspect of social partici-
pation. Failure to appreciate this social dimension in learning may account for
the limited success in some instances of programmed instruction.

Before leaving the subject of learning it would be as well to sound a note of
caution. A number of the principles and conditions of learning outlined in this
chapter have been investigated and validated mainly in experimental and non-
working settings and their general application must be approached, therefore,
with care and intelligence. For as Baldwin and Ford (1988) emphasize opera-
tionalizing these principles in controlled experimental settings is relatively
straightforward; it becomes more problematic on complex organizational
training programmes. Therefore, within the general guidelines trainers must
find out what works best in particular circumstances with certain types of
training material and target populations rather than assume that the guidelines
can be applied in a mechanistic and unthinking manner.
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8

The Training Course: Selection,
Design and Delivery

The selection, design and delivery of the training programme can be under-
taken only when a well-written set of objectives has been produced. These
objectives serve three main purposes within the context of the selection, design
and delivery of training. They state what has to be achieved by the end of
training, they provide a sequence or order in which the training should take
place and they give an indicator of what kinds of strategy and tactic should
be used. Strategies and tactics are the general and the specific methods which
the trainer uses to ensure that the most effective form of learning is employed,
eg strategy – learner-centred; tactic – e-learning. However, the trainer does not
have a completely free hand in the choice of methodology. There are a number
of factors which influence choice and these include learning principles, target
population and a number of possible constraints. The interaction of these factors
with the design process is illustrated in Figure 8.1.

CONSTRAINTS

Always, there are a number of constraints at the back of the trainer’s mind that
influence decisions about the design of training. Some constraints will have
been imposed upon, negotiated or agreed by the trainer when the terms of
reference were drawn up. As the training project continues and at the stage of
selecting and designing training, further negotiation and discussion is likely



186 The Theory and Practice of Training

to take place. One of the greatest constraints that has to be contended with is
time. Trainers are usually expected to react quickly to meet the needs of the
client and, after the initial investigation, time has to be considered in a number
of ways. There is the consideration of time in terms of how soon the programme
has to be launched and how much time there is to design training and to
prepare the materials for it. There is the balance of the length of time that people
can be spared for training and the length of time that is needed to achieve the
objectives. Very often there is a backlog of personnel who need to be trained
before the programme takes on its expected pattern of frequency which means
that deadlines will need to be set for clearing the backlog.

When the constraints of time are such that it is difficult to fit everything in,
trainers should expect to go back to their clients to discuss and ask for decisions
about which objectives should be omitted so that no one has unrealistic
expectations of the outcomes of the training. For example, it may have to be
realized that because time is so limited, a trainee may be able only to ‘state’
how something is done rather than actually ‘do it’.

Time constraints are usually linked closely with accommodation, facilities
and their availability. Organizations vary in their allocation of dedicated space
for training. Some organizations have training centres while others find it more
cost-effective to use conference centres and hotels as the venues for their

Figure 8.1 Diagram to show interaction of factors that influence the design
of training
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training. In some cases on-job training has been found the most appropriate
strategy for training and therefore accommodation becomes less of a problem.
There are circumstances when a shared dedicated space is provided for
meetings, conferences, presentations and training for which there is a ‘booking’
system which may not allow anyone to book further than a certain number of
weeks in advance or where there is a ‘pecking order’ in which training does
not come very high. The availability or non-availability of accommodation has
an influence on tactics which the trainer may wish to use. For example,
computer-based training may need permanently dedicated space and the use
of syndicate exercises is likely to call for a number of syndicate rooms.

Included with the consideration given to accommodation are the furnishings
and equipment which influence how rooms can be set up and what training
aids can and cannot be used. When equipment is being used it should be in
working order. Too often equipment which is awaiting repair is used because
of the cost of tying up serviceable equipment for off-job training. It is also of
value to check the position of power sockets, the need for extension cables and
so on. These factors are particularly relevant and worth checking when training
is being run in hotels or other locations with which the trainer may not be
familiar.

All forms of training have to be paid for either directly or indirectly and
budgetary considerations are further constraints with which the trainer has to
contend. It would depend on how individual organizations cost their training
as to what items should be included in the training budget. However, every-
thing has to be paid for in some way and the costings which could affect
budgetary constraints might include the salaries of trainers and the opportunity
costs of the trainees, notional or real costs of accommodation including heating
and light, travel, catering, training material such as capital expenditure on new
equipment, etc.

Those trainers who have been involved closely with the delivery of courses
will know the importance of good administration and will be able to anticipate
the kind of administrative support that is needed for managing teaching and
learning strategies. Those who administer training need to liaise very closely
with the trainers themselves and devise effective systems. Lack of adequate
administrative support in terms of staffing level and expertise can cause
problems such as joining instructions being sent out late, teaching material not
being printed, pre-course work not received by students, etc. It is important
to confirm that the administrative system has capacity to take on additional
or different responsibilities when new training initiatives are introduced.

In common with other parts of the organization, the training department is
not immune to ‘political’ constraints. The introduction of a training programme
as well as its content and methodology can be the subject of ‘political’ scrutiny.
For example, the inclusion of a discussion period which might provide the
opportunity for trainees to comment on the management style, organization,
administration, etc of their respective departments could result in intervention
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at a senior level to remove the discussion period. Another example could relate
to the title given to a course or learning programme where the description
‘teamworking’ may be more acceptable politically than the title ‘supervisory
skills’.

TARGET POPULATION

The term ‘target population’ refers in general to all those to whom the training
will be given. However, close scrutiny needs to be made of the profile of
the target population before any training decisions can be made or any design
work begun. The numbers who need training and their geographical distribu-
tion can impact on the strategies that might be used especially when number
and distribution are linked with financial constraints. It could be that taking
the training to the trainees is more cost-effective than bringing the trainees to
a central location.

Age and experience are two closely related factors that affect the decision-
making and design processes. The features of learning preferences of the older
worker have been discussed already in Chapter 7. It was seen how older
workers have a preference for working from the concrete to the abstract; this
can influence the sequencing of events in a training session. Similarly, it would
be non-productive to design training sessions which need to draw on experi-
ence when the trainees have little or no experience upon which to draw.

The abilities and aptitudes of the target population are also variables which
need to be taken into account to ensure that the training is pitched at the right
level and that, as far as is possible, no one is left bewildered by the training
content or wondering when they are going to be told something that they don’t
already know.

The best that most trainers are likely to achieve is a broad picture of the target
population which is sufficient for planning in the initial stages but there are
other specific features of the target population which it is useful for trainers to
know about when the training event gets nearer. Often these can be identified
through some form of pre-training administrative procedure. Some trainees
may have disabilities which have to be accounted for and while it is likely to
be impractical to restructure the training for everyone, thought can be given
to making alternative arrangements when appropriate. It is not unknown in
the training field for visually-impaired people to sit through videos and large
numbers of projected images.

STRATEGIES AND LEARNING TACTICS

A start point for deciding upon suitable strategies and tactics is to look back
at the levels at which training needs were identified. Needs at the organiza-
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tional/job level might be best met by some form of group training whilst those
identified as being at the individual level should be undertaken individually,
as the term suggests, by some form of distance learning or one-to-one training.
However, this is not always the case. When the target population is at organiza-
tional/job level, they may be widely dispersed and not readily available to
attend courses at set times, so an individual approach may be more practical.
Similarly, when learning needs have been identified as being at the individual
level, large numbers with the same needs, together with constraints on
resources, may make it more economical to provide training in the form of
courses.

Ideally, before thinking about strategies and tactics, the trainer should give
consideration to the availability and skill level of those who are going to be
involved in the delivery of the training. However, even though the trainer may
work sequentially through all the stages which make up a systematic approach,
it is impossible to prevent thoughts about strategies and tactics coming into
mind at a comparatively early stage in the process. Therefore, it is felt to be
more valuable to discuss strategies and tactics first so that the skills which the
deliverers of training need to exercise can be put into perspective.

A number of classifications have been used to distinguish between different
strategies all of which have some areas of commonality. Strategies have been
categorized as centralized and decentralized, as trainer-centred and learner-
centred, as on-job and off-job training, etc. There has been a considerable
emphasis placed on the learner and on learning skills and therefore it is
appropriate to review strategies within the context of the learner-based:trainer-
based classification.

Trainer-centred strategy is best described in terms of the course. It is struc-
tured by the trainer who leads the learners or trainees through a series of
lessons, exercises, activities and experiences towards the achievement of a set
of objectives. The pace, tactics, sequence, etc of the training is decided and
controlled by the trainer. Learner-centred strategy places the onus of responsi-
bility for learning upon the trainee. The trainee is involved much more in the
pace-setting, sequencing, choice of materials and general management of the
learning with the trainer operating more as a resource or a manager of resources
upon whom the trainee is able to draw.

Both strategies have their respective strengths and weaknesses. Trainer-
centred strategy reflects the traditional approach with which everyone feels
comfortable. Line managers and senior management have something to relate
to when decisions on strategy have to be made. Trainers find it easier to plan,
administer and control the learning using tactics and material which have
proved to be successful. Trainees often value a well-structured programme
which directs their learning and provides them with the opportunity of mixing
with their peers, sharing experiences and using others as a yardstick against
which to measure their own progress.
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One of the disadvantages of trainer-centred strategy is that the learner is
moved along at a pace which is often dictated by timetable constraints if all
objectives are to be taught. This could result in some trainees not being able to
learn the material as well or to the level which is expected. In addition, a trainer-
centred strategy, as its title suggests, is reliant upon the skills of the trainer. The
trainer has to be not only technically competent but skilled in making decisions
about pace, content, tactics, etc and in using interpersonal skills to motivate,
give feedback, counsel, etc. Trainer skills will be examined in some detail later;
however, it is clear that poor trainers can quickly negate the advantages of a
trainer-centred strategy.

The term ‘learner-centred’ does not mean that the responsibility for training
is taken away from the trainer. One of the advantages of a learner-centred
strategy is that the trainer is responsible for and controls training albeit by
adopting a different role which is likely to include managing resources, acting
as a facilitator, etc. The emphasis on the learner is expressed in terms of pace,
sequence, choice of materials and more direct contact with the trainer when
the trainee feels in need of advice, information or feedback.

In the same way that a trainer-centred strategy makes demands on the skills
of the trainer, the learner-centred strategy relies considerably on the motivation,
disposition and skill of the learner to adapt to a learning situation which may
be unfamiliar and seemingly unstructured. Not everyone is able to pace their
own learning. Additionally, there is a substantial amount of work involved in
the setting up, management and updating of the resource materials that are
needed to support this kind of strategy. The trainer has to change roles and
may not like or be able to adapt to a new role.

The strategy that is chosen will depend very much on what is being trained,
knowledge of the target population and the constraints which the training
designer has to work to. It could be that both strategies are used as part of the
training plan, for example trainees may undertake some form of learner-centred
training such as working through a learning package as a prerequisite to
attending a course. Also, constraints such as time and availability of trainees
may lead to members of the same target population being trained by the use
of different strategies.

Having decided upon the appropriate strategy, the trainer is in a position to
select the most appropriate methods or tactics with which to apply the strategy.
As with the strategies, the tactics have their relative advantages and disadvant-
ages which the trainer needs to bear in mind at this stage of the design process.

On occasions trainers may have to resist introducing ‘flavour of the month’
strategies which senior managers may have heard about and feel that they want
to show that their organization is at the forefront of training initiatives, however
inappropriate the strategy may be.
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TACTICS

When a course has been selected as the most appropriate strategy, there are a
number of tactics that can be used.

The lecture

A talk or presentation usually supported by visual aids in which information
about practices, procedures, policies, etc are described and explained to the
audience. There is little or no participation by the trainees until they are invited
to ask questions which is usually at the end.

Advantages

� The trainer has complete control over content and sequence in which the
material is presented.

� Large numbers of trainees can be catered for.
� More material can be presented in the time available than by many other

methods.
� Can be transmitted to other locations.

Disadvantages

� Not a method which can be used to teach skills.
� Lack of interaction between trainer and trainees.
� Difficult to hold trainees’ attention due to lack of participation.
� Skill demand on presenter very high.

The demonstration

An illustration by live performance of a task, skill or procedure accompanied
by an explanation by the trainer or an assistant. Usually, it is part of or a follow-
up to a lesson or training session to provide a model for trainees before they
are called upon to practise themselves.

Advantages

� Comparatively easy to attract and retain interest of trainees.
� Reinforces correct procedures by providing a model.
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� Shows relationship between different activities within a task.
� Speed can be adapted to suit pace/level of group.

Disadvantages

� Needs careful preparation by demonstrators to ensure correct model is
shown.

� Can be time-consuming to obtain materials, set up and dismantle if
dedicated space is not available.

� May have to be repeated a number of times if student numbers are large
or if task is intricate and can be seen by only small numbers at a time.

The group session

The most used and most versatile tactic which the trainer has. It can be used
for teaching both facts and skills. The structure of the group session allows for
a high level of interaction between trainer and trainee through question and
answer, practice and the giving of feedback.

Advantages

� Flexible and adequate so that it can incorporate other tactics.
� Session can be adapted in terms of content, pace and level of approach

depending on experience and ability of trainees.
� Ideal medium for teaching skills.
� High level of trainee participation.
� High level of interaction between trainer and trainees.
� Opportunity for trainer to assess performance of trainees.
� Session format makes it comparatively easy for new or inexperienced

trainers to deliver.

Disadvantages

� Difficult to give individual attention if the group is large.
� Frustration when the pace is dictated by either slower learners or by faster

learners.
� If the group does not gel, the benefit gained from some activities is likely

to be limited.
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Simulation/Role-playing

The presentation of job and task activities which as near as is practicable
replicate the essential features of the real situation. Trainees are required to use
equipment, solve problems, follow procedures and to practise as if they were
performing the job for real. A number of activities can be included in this
category:

� In-tray (in basket) exercises present the trainee with an in-tray containing
letters, diary notes, reports, etc which have to be actioned. The exercise
can be enhanced and made more testing by the inclusion of telephone calls,
interruptions, visitors, hastily called meetings, etc. Usually trainees work
individually on the same in-tray material but exercises can be devised in
which trainees have different material which requires them to interact with
one another.

� Interpersonal exercises in which the trainees practise in scenarios that
require the use of interpersonal skills. This might include dealing with
disciplinary matters, dealing with customer and employee complaints both
face to face and by telephone, conducting various forms of interview,
running meetings, etc. Trainees and trainers can become involved in acting
out the parts.

� Case studies present problem situations for the trainees to devise a solution
either working individually or as syndicated groups. The solution can be
presented in either written form or as a presentation.

� Management games are played to a set of rules within the framework of a
business scenario. The trainees act out the roles of key personnel in the
same or different organizations to achieve the objectives of their function.

� Simulation exercises are based on the application of skills to machinery
and equipment. They are best used when access to the real equipment is
difficult and when the consequences of error could be costly or a danger to
life, eg flight simulators, driving simulator, etc.

Advantages

� Introduces an element of realism.
� Involves high level of activity which arouses interest and motivates trainee.
� Can draw upon the experience of the trainees.
� Can be used as a measure of level of competence of trainees.
� Involves high level of activity for trainees.
� Can include activities involving critical decision making without danger.
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Disadvantages

� Preparation and conduct of exercises is time-consuming.
� Can be very expensive depending on what resources are required and the

level of fidelity which is needed.
� In-tray and case study material could need constant updating.
� Interpersonal skills exercises could be threatening to inexperienced or

inadequately prepared trainees and some exercises could be spoiled by
‘over-enthusiastic’ trainees over-playing their roles.

� High level of skill required by trainer to direct, manage and control the
exercises.

The discussion

A group activity usually led by the trainer in which the participants examine
suggestions, attitudes, ideas, solutions to problems, etc. Best used in support
of other tactics and to reinforce main points drawn out of other sessions.

Advantages

� Opportunity for individuals to express opinions and to listen to the views
of others.

� High level of participation by trainees.
� Experience and knowledge of trainees can be drawn out.

Disadvantages

� Can be time-consuming if not properly structured.
� Can be a non-event if participants are not prepared or are lacking in

knowledge and experience.
� Considerable skill required by trainer to shape the direction of discussion,

to control the participants and to manage time so that the objective is
achieved.

� To be effective, no more than 12 should be allowed to participate.

The syndicate exercise

This tactic can be used to give trainees the opportunity to work in small groups,
to put into practice or apply what they have learned, or to draw upon existing
knowledge to draw up lists of ideas and thoughts on a particular topic. This
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could include the use of problem-solving exercises, case studies and such tasks
as listing ideas and drawing up guidelines. The exercise is concluded with a
plenary session to discuss the outcomes.

Advantages

� Achieves activity.
� Provides an opportunity to exchange thoughts and ideas.
� Can encourage creativity.
� Encourages teamwork.
� Provides a challenge.
� Can cover more ground by setting different tasks to each group.

Disadvantages

� Trainer could lose some control.
� Can be time-consuming, especially at the plenary stage.
� Exercises need to be carefully structured.
� Demanding on trainer to monitor activity of groups.

Both the general conditions of learning and the principles and the specific
conditions supporting learning that were covered in Chapter 7 have general
applicability to the tactics described above. However, in relation to the training
of groups, there are one or two additional considerations that need to be taken
into account. For example, it is critical for the trainer to establish rapport with
the group. Leigh (1996) points out, ‘One of the essential ingredients for training
success is the ability to develop rapport or understanding with those being
trained.’ He points out that rapport can be generated and maintained through:

� The personal approach. It is important for trainees to feel they are being treated
as individuals and their contribution is valued. Therefore a trainer should
give recognition to individuals who contribute within a group context.

� Encouragement. Trainees must feel able to make mistakes and, within certain
limits, take risks without fear of being ridiculed. If the trainer adopts a
negative and critical attitude it will not encourage the trainee, and his or
her confidence will be adversely affected. In addition it may have a knock-
on effect on other trainees by discouraging them from experimenting and
moving outside their ‘comfort zones’. This is likely to be to the detriment
of their overall learning and development.

� Involving people. Some degree of participation by trainees in the training
process is likely to be more effective than passivity. The trainer should
therefore build into the training programme opportunities for the trainees
to be actively involved in their learning.
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� Providing enthusiasm. If a trainer shows a lack of enthusiasm for the subject
matter or for the process of training it will ‘rub off’ on the trainees.
Furthermore the trainer’s enthusiasm is also likely to help to maintain the
trainees’ motivation during any difficult or boring phases of the training
programme.

� Creating understanding. It is important for the trainer to employ language
that is comprehensible to the group; it should not be too complicated,
beyond the limits of the group’s vocabulary, or replete with jargon or
unfamiliar technical terms.

� Empathizing with the group. The trainer should appreciate and understand
the problems and difficulties the trainees may be experiencing, but without
becoming so involved that he or she loses his/her objectivity.

Besides developing rapport, and in order to encourage learning within the
group, the trainer also needs to exercise the process skill of facilitation. A fuller
discussion of this is included in Chapter 12. In a similar vein to Leigh, Stewart
(1996) emphasizes the importance of establishing and maintaining an appro-
priate climate in the group. To further this aim he recommends the use of ice-
breakers, contract setting exercises and facilitating behaviours.

REINFORCEMENT AND TRANSFER TACTICS

A concern which is shared by all trainers is the trainees’ retention of knowledge
and skills not only during training but after training when they apply that
knowledge and skill to a job in a live working context. Training, in most cases,
takes place over a comparatively short period and sometimes it is very
intensive. At the end of courses, trainees often volunteer the opinion that they
would have liked to have spent more time on a number of activities; the opinion
that less time was needed is an uncommon event. With what is known about
the decay of skill when it is not used and the loss of knowledge when it is not
put to use, the trainer needs to consider the tactics that can be employed so
that time and effort invested by both trainer and trainee are not wasted.

Briefing and debriefing

Before undertaking any form of training, trainees should be briefed by their
line managers about the training they are about to undertake. This should
include its general objectives, its methodology and structure, the reason why
the trainee is doing it and how the trainee will put the training into use on
completion. The debriefing confirms the use that will be made of the training,
may make provision for additional or remedial training and examines the
reaction of trainees so that information can be passed back to the trainer.
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A thorough briefing ensures that trainees are motivated and prepared to
begin their training programmes and avoids the trainer being placed in the
unfair position of having to take on the responsibilities of the line manager. It
is unfortunate that many trainers report that they are often placed in the
position of having to take on such responsibilities and try to motivate those
who are unconvinced of the value of their training. However, line managers
do not always have sufficient information to brief their staff effectively and the
trainer can help in this respect by preparing a set of briefing notes which will
assist them.

Tests, exercises and practice

These types of activity include written and oral tests of knowledge, exercises
and case studies which test the use of procedures and intellectual skills, and
practice to develop manual skills. The aim is not only to check that trainees
have learned but to reinforce the learning so that it can be retained and taken
back to the workplace. Most people learn more by doing than by listening and
observing. The reinforcement of correct answers, responses and performance
increases the probability of recall of information and retention of skill. Some
trainees do not react well to ‘testing’ and it is sometimes appropriate to use
the terms ‘reinforcement exercise’ or ‘check’ or ‘quiz’. When objective tests,
particularly multiple choice, are used, considerable time and skill is needed in
their design.

Handouts

These are summaries of the main points covered during training sessions.
Trainees should be encouraged to make their own notes as an aid to concentra-
tion and so that they will have a reference to the key learning points of the
training. However, unless the trainer is able to check notes there is no guarantee
that everyone will have complete and factually correct material. The handout
overcomes these problems and although there are claims that they are not read,
it has been found that well constructed and well presented handouts are read
and when appropriate they are used as job aids.

Some handouts are produced in the form of a worksheet. This is a document
that includes key headings and some detail, but leaves space for the trainee to
complete the detail as the session progresses. This involvement can help to
focus attention but has to be balanced against the possibility that it could be a
distraction.
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Review sessions

Any course which lasts for more than one day should have a review session at
the beginning of each subsequent day. The purpose of this session is twofold.
It provides the opportunity to reinforce the key learning points of the previous
day and to identify any weak areas which may need attention. It also gives
course delegates an opportunity to ask for clarification or further explanation
of material presented on the previous day about which they may be confused
or unsure. The review is particularly important when the learning planned for
subsequent days is dependent upon a thorough understanding of what has
gone before.

Job aids

The learning of procedural tasks is assisted by the use of checklists and
algorithms or decision charts. These can be used during training and taken
away to use in the job situation. The use of good design techniques, including
the use of colour and laminated materials to give them a longer life, provide
trainees with a useful tool which can be put to good use.

It is important to discuss the job aid with line managers and supervisors to
ensure that they are not at variance with operational practice.

Refresher courses

After training has been completed it is very difficult to introduce refresher
courses because of the constraints imposed by budget and time, etc. However,
jobs change, not all skills are exercised frequently and the job holders may not
get the kind of feedback they need to maintain or develop their skill levels. The
refresher course is a short training period which serves to remind job holders
of the main content of their training. It is particularly useful for attitudinal
development and could be presented in the form of study days and workshops.

SELECTING THE STRATEGY AND TACTICS

It is possible that existing courses within the organization and those run by
outside bodies make provision for achieving the training objectives in part or
in whole. Ideally, the trainer should have reviews and reports written by former
trainees on such courses, if they have been used in the past, which will
contribute to the decision making. More frequently, the way forward is the need
to design training which will be delivered within the organization.
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The selection of the strategy and the tactics for internal programmes is often
based on some form of compromise. The constraints, the target population and
principles of learning all have an influence on courses designed internally and
before going into detailed planning the trainer has to balance out these factors.
For example, looking back to the principles of learning in Chapter 7, when the
learning involves the acquisition of a skill then the trainee must practise in order
to learn. Practice sessions can be time-consuming and time constraints could
be restrictive.

The proper design of a training course involves much more than drawing
up a programme for a week’s training. Such programmes are often constrained
by coffee and lunch breaks which are usually built in first and around which
the training activities are written. This also involves shortening or lengthening
some sessions to fit into these pre-arranged breaks.

The planning format shown in Figure 8.2 is an illustration of the process that
the trainer needs to go through in designing a course. Trainers can adapt the
headings to suit their own needs and those shown here are not intended to be
exhaustive. One might want to include a column for costs, for example if a video
or any specialist equipment needs to be bought. However, it is suggested that
all of the columns across as far as the final selection of strategy and tactics
should be used in order to avoid undertaking unnecessary work.

The first three columns list the objectives; classify them in terms of Know-
ledge and Skills, and identify the learning principles involved. It is then possible
to list a range of alternative strategies and tactics which can be used to estimate
how much time would be needed for each. The trainer is seldom given
unlimited time to devote to a training programme; time constraints are usually
placed on the programme from the outset. By using the design matrix it is poss-
ible to calculate the maximum and minimum amount of time that would be
needed depending on which strategies are used. In the example shown, the
maximum amount of time needed would be 14 hours and 15 minutes and the
minimum would be 8 hours and 45 minutes, together with approximately an
hour and a half of pre-course reading.

It is also worth noting that administration, course introduction and conclu-
sion are included in the matrix as these are often overlooked. Sometimes
provision for a course photograph has to be made. The assumption is also made
that those attending the course would be able to manage the pre-course reading.
For the purposes of illustration the training is being designed for six partici-
pants on each course and the time constraint is that 12 hours have been made
available for training. In deciding the way forward, it is vital to keep the
practical session intact so that the participants will be able to practise their skills.
It is also important to try to keep those tactics which will give variety to the
programme, such as discussion, syndicate exercise and role-play. In our
example, we have chosen to meet the knowledge-based objectives by using job
guides and pre-course reading. If it is important to confirm that the pre-course
work has been done, then we should, perhaps, include a session for testing to
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ensure that candidates are not disadvantaged by lack of knowledge from the
outset.

If the time constraint only allows for one day or six hours’ training, which is
below the absolute minimum needed, then the trainer should not try to achieve
the impossible but go back to the ‘client’, show them the matrix and ask which
objectives they would like to leave out. On the other hand, the trainer can advise
the client that some of the skills objectives could be turned into knowledge-
based ones. However, although the trainees would be able to list or state what
they have done, it is unlikely that they would be able to perform those tasks.
In most cases a time plan on the matrix helps to gain the cooperation of the client.

Once the strategies have been decided the trainer can consider in more depth
the detailed content of the sessions. It can be seen that much time could be
wasted in preparing material for sessions which subsequently might not be
used. Time and effort can be saved by taking stock of what resource material
exists already that can be used or adapted for the programme being designed.

For every strategy or tactic there needs to be a session plan. While there
should be some guidelines as to the content of a session, those trainers who
deliver the sessions should do their own planning. For example, in addition
to the objective(s), it is useful for the trainer to have a list of the ideas or views
that might come out of a discussion, key points that would be expected to
emerge from a syndicate exercise, core information that should be included in
an input session, anecdotal material to enrich the subject matter, and facts that
might be included in the introduction to a session. However, trainers must be
allowed to sequence the material and manage it in their own way, and deliver
it in their own style rather than be given a ‘script’.

An agreed ‘house style’ for the presentation of material gives a professional
image, when for example the same handouts, exercise briefs and projected
images are used across a range of courses. This task is made easier when a well-
organized resource centre has been established. This does not necessarily mean
having a dedicated room. A tidy cupboard or filing cabinet which has an
adequate index is often sufficient. However, the temptation to develop the
programme around existing material rather than to be selective and use only
that which is appropriate and meets the need should be avoided. When the
trainer has support from others, tasks can be allocated and deadlines set for
the production of the material.

As has been mentioned already, other columns could be added to the matrix
to meet the needs of the trainer. Figure 8.2 is an illustration of a short course in
which the objectives have been arranged in sequence. For a longer and perhaps
a more complex programme, it would be useful to have a column in which to
sequence the objectives. From this design preparation the course programme
can be written.

It will always be difficult to balance activities so that the most appropriate
tactics are used at the best point in the training and so that learning principles
are applied correctly. There will always be an element of compromise. However,
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AC  Abstract conceptualization 

CE  Concrete experience 

AE 
Active experimentation 

RO 
Reflective observation 

3 4 

1 2 

Helping learners to apply the 
concept via the tools to real or 
simulated new situations requiring 
a solution 

Helping learners to transfer concepts 
and techniques and their application to 
the workplace by encouraging reflective 
observation upon real problems and 
opportunities presented at the workplace  

Helping learners to test new 
concepts by providing grids tools, 
frameworks models, checklists to 
try out using given examples 

Helping learners to establish 
sound concepts and ideas using a 
variety of methods 

Figure 8.3 CTAT course design model

the trainer should aim to ensure that the trainees’ level of motivation and
interest remain high by using a variety of tactics and by taking account of how
people learn and the best times for learning new material. The notorious
‘graveyard’ session after lunch can be used to good effect if the programme is
well planned.

To summarize, the key principles which underpin course design are:

� Sequence the learning/training objectives in a logical order and clarify what
the sponsor wants to achieve from the training.

� Consider the constraints which may affect the choice of strategies/tactics.
� Select the most appropriate strategies/tactics which give variety, encourage

participation and allow for assessments against the objectives.
� Arrange the content into manageable chunks. All sessions don’t have to be

the same length.
� Ensure provision is made for feedback and reviews.
� Allow for admin and breaks.

An alternative, but complementary approach to training course design has been
developed by Anderson. Using Kolb’s learning cycle as a framework he
suggests a four-stage process model, which charts the progress of learning
through the essential process stages of concepts, techniques, application and
transfer (CTAT). Figure 8.3 summarizes the essential features of the CTAT
model.
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Anderson believes, applied flexibly and without being unduly rigid, that
completion of all four stages of the model is essential to close the learning loop.
He also suggests that each of the stages requires the use of different training
methods and the application of a complex mix of training skills by tutors if all
four stages of the learning process are to be realized successfully.

Although Anderson accepts the validity of the learning cycle of Kolb et al
(1974) he recognizes the importance of beginning many learning experiences
in the Reflective Observation/Abstract Conceptualization quadrant. This view
accords with those of training theorists/researchers such as Fitts (1962), Adams
(1987) and Anderson (1987) whose work is reported extensively by Patrick
(1992).
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9

Individual Training and
Development

In the previous chapter the design and implementation of training courses has
been covered in some detail. Such training courses are usually developed either
for internal, organizational consumption, and cater for learning needs identified
across the organization, or at the group/occupational level, or by external
suppliers to be ‘sold’ on the open market. Although the learning needs of
individuals may be met by training courses provided by internal or external
suppliers, it is clearly recognized that a great deal of work-related learning at
the individual level will be fulfilled either through bespoke, personalized
training and development activities or through planned experience. In relation
to this the trainer can help learners to draw up a realistic and relevant learning
plan or programme by getting them to consider the stages in the learning cycle
proposed by Guile and Fonda (1999). (See Figure 9.1.)

Questioning: exploring my understanding of the outcomes and behaviour that
a situation or challenge requires, and calling into question aspects of organiza-
tional practice and existing wisdom that may limit my capability to take
responsibility for these.

Analysing: working with my manager and others to explore my learning
needs in relation to my capability.

Modelling: working with my manager and others to identify the types of
learning opportunities that could help me to develop the behaviours I need.
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Negotiating: agreeing rights and responsibilities in support of  behavioural
change (a learning plan).

Implementing: all parties fulfilling their contribution to meeting the objectives
of the ‘learning plan’.

Reviewing and Consolidating: following through on the broader organizational
implications of the ‘learning plan’, and developing new forms of practice.

The learning plan or programme for an individual might comprise a single
training and development intervention or planned experience, or a series of
such activities. The rest of this chapter will concentrate on outlining some of
the possible learning activities, in addition to formal group training, that are
available within organizations to help to inculcate and develop the knowledge,
skills and attitudes making up an individual’s learning plan or programme.

ONE-TO-ONE TRAINING

It has not always followed that the move to individual forms of training has
been accompanied by consistency in the application of professional approaches.

Figure 9.1 The Learning Cycle (Guile & Fonda 1999)

 

Questioning 

Reviewing and 
Consolidating 

Negotiating 

Implementing 

Analysing 

Modelling 
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One-to-one training suffers from associations of ‘sitting by Nellie’. This
expression is intended to mean a process of observing an experienced member
of staff perform a routine task, and then progressively tackling elements of the
job with supervision before eventually being able to perform the task alone.
This has been a time-honoured way of learning to perform a task but it raises
two concerns.

The first of these is an assumption that ‘Nellie’ training is a natural and
familiar process. This assumption has origins in the earliest form of training
and learning given by parent to child. Learning is one of our most fundamental
needs (Jarvis, 1992) with parents acting as trainers, yet they may not possess
the skills to perform this role. There are historical precedents for ‘Nellie’ training
to be found in craft apprenticeships. Many master craftsmen were highly
motivated trainers, as they were an integral part of the process of ensuring
continuity within their trade. These kinds of relationships are found between
personal tutors and pupils in private and higher institutes of learning. How-
ever, despite our familiarity with some of these forms of learning and teaching,
it is neither logically nor factually correct to conclude that being an effective
one-to-one trainer will come naturally to everyone.

The second assumption is that having expertise or skill in a subject or
discipline is intimately associated and causally linked with the ability to train
others in that field. Many line managers have now been given a responsibility
for training (Hutchinson and Purcell, 2007). Often, these managers are pro-
moted to supervisory positions on the basis of their technical craft abilities, and
it is believed that if the technical expertise is available within a particular area,
any associated training problem will be solved automatically.

From this, it can be seen that there are numerous precedents and prejudices
to persuade people into accepting the view that the ability to be an effective
‘Nellie’ is a natural and widely dispersed phenomenon. With these attitudes
prevailing, it is hardly surprising that training by ‘sitting by Nellie’ is often a
hit-and-miss affair leading to inconsistent results. In order to redress the balance
it must be recognized that one-to-one trainers need to receive appropriate
training and to adopt a structured approach to their work. The model in Figure
9.2 was developed after observing a number of one-to-one trainers who had
been recommended by their line managers as being highly competent.

The broken lines on the model indicate the pre- and post-training activities.
The preparation stage is the foundation for successful training. Time invested
at this stage pays a worthwhile dividend for the trainee, the trainer and the
organization. The stages of introduction, explanation/demonstration, imitation
and consolidation are stages during which the skills of one-to-one training are
exercised by the trainer. The stage of application is the period after the
completion of training when the former trainee puts into practice what he or
she has learned. All too often the trainer loses interest or ceases to accept
responsibility or accountability for the performance of trainees once they have
completed their training. Each stage of the model will be considered in turn.
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Figure 9.2 A model for one-to-one training (Buckley and Caple 1996)

 

Preparation 

Introduction 

Explanation/ 
Demonstration 

Imitation 

Consolidation 

Application 

Preparation

A useful starting point is to consider preparation as a non-mathematical
equation:
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Who
Where

Why + = How
When

What

By using this as a guide, attention can be given to all the relevant factors relating
to the preparation and also make decisions about how training can be best
presented. The first group of factors – who, why and what – are looked at
simultaneously; thoughts cannot be kept rigidly in separate compartments.
However, by placing ‘who’ at the top of this list, emphasis is placed on the most
important person in the process, namely the person to be trained. The word
‘why’ directs thinking towards the training needs of the individual and, having
established what they are, to find out ‘what’ they need to learn. The words
‘where’ and ‘when’ represent the logistic considerations of environment as well
as equipment and facilities, plus how much time is available for preparation
and conducting the training. All of this helps to make the decision on how best
to train and therefore each aspect of the equation needs to be looked at in some
detail.

Who is to be trained?

The person who is to be trained is the starting point for preparation. There is
always the danger of placing too much emphasis on the content of training at
the expense of the trainee and then, if the training fails or is less effective than
it was expected, blame is placed on the ability or the capacity of the trainee for
the lack of success. In preparing to train, the trainer should consider the
following:

– Experience in the organization. This will help to pitch the training at an
appropriate level.

– Timing of training. What opportunities will the trainee have to consolidate
the training back on the job and how will the training be accommodated
in operational work demands?

– Previous training. This may help the trainer to understand a trainee’s attitude
to training. For example, negative or positive feelings about previous
training experiences could affect their level of motivation.

– Is training part of induction? If so, the trainer will need to understand where
the current session fits into the overall training plan.

– Does the trainee have particular needs? This refers to physical or psychological
issues as well as the need to ensure equality of treatment to respect gender,
age, cultural or religious matters.
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Why is training needed?

This is a fundamental issue for trainers to consider in contemporary organi-
zations given that the pressures on individuals to perform their roles often
results in time for training being limited. Whilst a case can be made that training
is intended to improve work performance, line managers often feel that they
cannot afford to release a person from their job for training. In addition, the
trainer needs to consider that not everyone who presents themselves for
training is aware of their own needs. Some individuals are trained for the wrong
reasons; they may be currently under-employed, they may be a nuisance in the
work place, the line manager may see training as a way to ‘pep-up’ their
motivation or may just seek to improve the unit’s training statistics. Whilst this
may seem far-fetched, there are many examples of this happening. A trainer
should consider devising a checklist of points to cover, and this may include:

– what the aim of the training is and what it will cover;
– how the training fits into the trainee’s career or employment plan;
– what the value of the training will be to the department or section, etc, where

the trainee is employed;
– what preparation may have to be undertaken before training;
– what additional work may have to be done in the trainee’s own time, such

as reading;
– what will be expected in terms of improved performance or additional skills

after training;
– what worries or concerns the trainee may have about the forthcoming

training;
– what support and monitoring will be available from the line manager and

the trainer during training;
– confirmation that there will be a debriefing with the trainee on completion

of training;
– how the trainee might ‘cascade’ any new knowledge and skills to colleagues

in the team.

What will the training consist of?

Guidance given in Chapter 8 about developing the content of a training session
should be used here. Specifically for one-to-one training the trainer should
consider the benefit of using:

– checklists or algorithms of the tasks and sub-tasks undertaken;
– procedural manuals that provide complete instructions of work tasks and

how they fit with wider tasks in the organization;
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– competence statements, so that the training can be focused against an
organization’s standards;

– training objectives, not unique to one-to-one training but included here to
reinforce the importance of clarifying outcomes as the key to training
preparation.

These written documents can also act as an aide-memoire for the trainee to revisit
after training to refresh their knowledge.

Where will the training take place?

Irrespective of whether the training is conducted off-the-job, on-the-job, or near
work, the environment must be suitable for learning. Ideally, the location will
not be too noisy, but it is important that all equipment and materials are
available. The trainer should not take anything for granted. From experiences
good and bad, many trainers develop their own checklists of things to look out
for.

When will the training take place?

There is a need to clarify first, when the training will begin and second, the
period over which training will take place. Experienced trainers ‘work back’
from the start date of training in order to plan all the activities that will be
needed to ensure a successful training event. This will enable a realistic estimate
of time needed for preparation to be made. Drawing a network analysis of tasks
that identifies a ‘critical path’ (as in project management) can be very useful
and this can be managed through appropriate computer software. Other
considerations for the ‘when’ in training include:

– the time of year, for holidays or staff cover;
– product launches or major organizational change that requires all staff to

be working;
– when the training will be used back on-the-job – if the training is undertaken

too soon, the trainee may have forgotten what they have learned when they
are called upon to put it into practice.

How will the training be done?

Having completed the Preparation phase of the model (Figure 9.2), the ‘How’
part of the equation is addressed by the remaining stages of the model.
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Introduction

When all of the long-term and immediate preparation has been undertaken the
training can actually begin. Briefings before training will have gone some way
towards introducing the training as a whole. However, this is not sufficient.
The programme of training and each individual session need to be introduced
properly. Inexperienced trainers or those who have not been trained are quite
likely to leap into delivering the technical content of training without intro-
ducing their material. They probably feel on familiar ground and may believe
that spending time on an introduction is redundant. However, trained and
experienced trainers will testify to the benefits felt by themselves and more
importantly their trainees when well-structured introductions are used. The
introduction does not take up a great amount of time but the investment of a
few minutes is well worthwhile.

There is no prescribed structure or set sequence to follow in the Introduction.
What is included will depend on what has to be taught, what was learned in
the previous session, the trainee’s progress to date, etc. If the session that the
trainer has to deliver is the first in the training programme, there will be a need
to introduce the programme and then to introduce the session.

Trainers get a feel for the way in which they want to sequence the subject
matter for the session. The important thing is that the Introduction should flow
in a logical and coherent fashion rather than being a series of disjointed points.
Carefully prepared Introductions can have a very positive effect on the
motivation of a trainee.

The following topics which are used for introducing sessions with groups
also apply to the Introduction of a one-to-one session:

� Revision/Review. When each new session begins or after a break the trainer
needs to refocus the trainee by revising or reviewing what was covered in
the previous session. This might include a summary of key learning points
and areas which need to be worked on.

� Topic. A brief explanation of what the session will concentrate on so that
the trainee can focus their attention.

� Level of Knowledge or Skill. Trainees sometimes have some knowledge or
skill in the topic for the session. This can be tested out to see if they have
picked up any bad habits or that they have the level of knowledge that
they claim.

� Context. Not every session that is taught follows on naturally from what
has gone before. The trainee needs to have the session put into context by
relating it to what has gone before, what follows and other associated tasks.

� Objectives. Objectives were discussed in Chapter 6. Both the trainer and
trainee need to be very clear about the expected outcomes of the session.

� Motivation. The relevance of the subject matter to the trainee’s job is usually
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sufficient to motivate. During the training session it is often useful to
introduce such things as consequences of error, importance of procedures
and an explanation of why things are done in a particular way.

� Structure and Timing. This explains how the session will be presented and
how time will be allocated to different tasks.

� Jargon and Technical Language. All jobs develop their individual jargon.
Trainees should be encouraged to ask if they do not understand the technical
language used by the trainer. Some jargon has become so much a part of
the job that the trainer could possibly overlook the need to explain.

� Showing the Finished Article. Depending on the nature of the training it is of
value to show the trainee a finished article to provide a target in terms of
quality.

Explanation, Demonstration and Imitation

The way in which the trainer applies different techniques and learning strate-
gies is likely to vary depending on whether the task being taught is associated
with manual, procedural or social skills. Some techniques and strategies are
common to all three types of skills; others are more specific to particular skills.
There are two models or sequences of activity which provide useful guidelines
for the explanation, demonstration and imitation stage.

Sequence A

1. Trainer demonstrates at normal speed
2. Trainer demonstrates and explains at slow speed
3. Trainer and trainee perform activity together
4. Trainee performs activity alone (and explains what he or she is doing)

Sequence A can be adapted to suit the needs of the task and the ability of
aptitude of the trainee. For example, the sequence as it stands would probably
be ideal for teaching someone to knit or learn other skills which require manual
dexterity, but if someone were being taught to fill in a form, stages 2 and 4
would be a more appropriate application. In teaching someone how to
interview, provided that suitable explanation is given before and after the event,
stages 1 and 4 would be most appropriate.
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Sequence B

1. Trainer demonstrates and explains
2. Trainer demonstrates again while trainee explains what is being done
3. Trainee performs task and explains their actions
4. Trainee performs task

Sequence B can also be varied in the way it is used but the format presented
here has been found appropriate for teaching procedures on a computer.

Explanation

Confusion is caused by garbled, unprepared explanations. Even though trainers
know their job thoroughly, explaining it to someone else is not as easy as it
might seem. A good explanation will be:

� In a logical sequence. Actions need to be explained in the sequence in which
they occur. When there is an option of taking one of a number of alternatives
at a decision point, it may be useful to use a visual aid such as a flow chart
or algorithm to keep the trainee focused.

� Clear and concise. There is no need to ‘over-explain’; the more words that
are used, the more the trainee has to remember or to filter out. Simple
instructions are usually sufficient. However, there should not be an
economy on words when there is a need to explain the reason why.

� Relevant. Trainers who are enthusiastic or those who are disorganized tend
to stray into other areas which do not have relevance to the task in hand.

� Accurate. This ought to be an obvious feature of an explanation. However,
trainers may have developed their own custom or practice or their own
shortcuts which they pass on to a trainee. Subsequently the trainee may be
taken to task by a supervisor for displaying bad practice.

� In digestible chunks. No one can assimilate information if they are given too
much at one time. Time is needed to receive, absorb and mentally organize
one chunk of information before going onto the next.

� Delivered at an appropriate speed and with interest. The key guideline here is
to sound interested and interesting. If the trainer is interested in both the
subject matter and in the trainee, then the trainee is more likely to develop
enthusiasm for the training and the task.
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A good explanation will avoid:

� Jargon.  Although jargon or technical language is needed if the trainee is to
fit into the work environment, it needs to be used sparingly early in training
and it must be explained and clarified when it is used.

� Assumptions.  An appreciation of the trainee’s existing level of knowledge
should have been gained during preparation or at the beginning of the
session, but it is always worth checking that they understand and it is better
to err on the side of some repetition than having a bewildered or confused
trainee.

� Ambiguity. What makes sense to experienced workers may not do so for an
inexperienced trainee.  Care must be taken to ensure that there is no doubt
in the trainee’s mind about what has been explained.

A good explanation will encourage:

� Asking questions. This is particularly the case when explanations may be
lengthy and the trainer needs to confirm understanding at different stages.

� Use of visual aids. It is often thought that visual aids are used only when
groups are being taught. A block of paper on a desktop serves the same
purpose for the one-to-one trainer as the flip chart for those who teach
groups. A simple diagram can help to make an explanation much clearer.

� Looking at the trainee. It is difficult to pick up many of the non-verbal cues
of a trainee when sitting alongside them. The trainer needs to make a
conscious effort to turn and look at them; cues such as nodding or looking
puzzled soon tell the trainer whether or not an explanation is good enough.

Demonstration

There is more to a demonstration than just having a trainee watch an experi-
enced worker or a trainer perform a job or task. A good demonstration will
be:

� Visible. In a number of tasks the demonstrator’s body or hands are likely
to obscure the vision of the trainee. The trainee must be placed at one side
of the trainer where vision is not impeded. Sometimes it may be necessary
to stand back from the task or to exaggerate movements to show the correct
way to do something.

� In stages. Apart from those tasks which are of such complexity that a number
of actions have to take place simultaneously, it is easier to understand if
the demonstration is given stage by stage. It might also be linked with
practising stage-by-stage. This would be very appropriate when part
learning is involved.
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� Used in conjunction with real material. As far as is possible, the real equipment
and materials should be used unless this is costly or time-consuming. When
this is the case a good simulation is needed. For example, it would be
unrealistic to have a submarine available at all times for electricians to
demonstrate how to replace fuses in a fuse box. The fuse box itself or a
realistic model of the fuse box would be sufficient.

� Done at an appropriate speed. In the same way that demonstrating by stages
assists learning, slowing down the speed also assists during the early part
of training. Someone who is accomplished at hand knitting or lace making
would have to slow down to a speed well below their normal working
speed to make the demonstration effective.

� Accompanied by an explanation. Apart from intricate movements which need
absolute concentration, demonstrations are more effective when
accompanied by explanation. Taking hold of an instrument in a particular
way may be very clearly demonstrated but it is more meaningful to the
trainee when an explanation of why is given.

When the assimilation of knowledge is part of the training, an effective two-
way discussion will enable the trainee to demonstrate the new knowledge, what
gave rise to it and how it is used in the trainee’s job. The discussion should
initially confirm a trainee’s level of knowledge. This will then help the trainer
to pitch the rest of the discussion at the right level for the trainee and to make
it relevant. During the course of the discussion the trainer should:

� use pauses, which allows the information to be assimilated more easily by
the trainee;

� look for non-verbal cues such as eye contact and nodding to check that the
trainee is keeping up with the session;

� avoid the temptation to tell all that is known about a topic; a training session
is primarily designed to help a trainee develop and should not be used as
an opportunity for the trainer to boast and display his or her superior
knowledge or ability.

The trainee should always be given the opportunity to ask questions about
what they are learning as this serves two purposes.  First, it helps the trainee
to clarify any points which they have not understood in the Explanation, and
second, it helps the trainer form a view about what has been effective in the
Explanation and what might need to be improved.

Imitation

This stage in the one-to-one training model is not a time when the trainer can
switch off and leave the trainee to his or her own devices. It is time when the
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trainer needs to be alert and to exercise a wide range of skills. The following
are particularly relevant for skills training:

� Observing – to see how well the trainee performs and noting learning points
which will be discussed when the task is completed.

� Analysing – any errors that are made to see if the cause can be attributed to
anything that may not have been understood or not seen properly, and to
consider how the problem can be put right. Analysing also includes seeing
what is done correctly to check the effectiveness of the training.

� Intervening – only when it is necessary to help the process to flow.
� Encouraging – the occasional word of praise or confirmation that the trainee

is making good progress is a strong motivator, and spurs the trainee on to
greater efforts.

When adding to the trainee’s knowledge, the trainee should be given an
opportunity to talk about what they have learned.  Inexperienced trainers will
sometimes defer to the rather bland and ambiguous question ‘Have you got
that?’ inviting the trainee to simply nod his or her head and say ‘Yes’. Unless
there is a demonstration of knowledge, neither the trainer nor the trainee has
a clear indication that learning has taken place. The trainer should be prepared
at this point to prompt the trainee not to jump in too quickly. If a trainee
hesitates, it may be that they are going through a process of recall.

Consolidation

It is just as important to consolidate or conclude training as it is to introduce it
properly. Many sound training sessions that have been introduced perfectly
tend to fall flat or drift away at the end, sometimes as a relief to the trainer.
Each individual session, as well as the training programme as a whole, needs
to be neatly rounded off. When training and coaching is continuous, sessions
tend to merge throughout the day. However, if each ‘chunk’ is properly started
and finished, both trainer and trainee can feel comfortable with what they have
achieved. Consolidation is an opportunity to provide summative feedback
about the trainee’s performance.

Feedback provides the trainee with information about the effect or conse-
quence of a performance or the manner in which such a performance is carried
out. The learning and skilful application of key or critical interpersonal
behaviours can be brought out by the trainer reinforcing such behaviours
through praise and encouragement and by giving informative, descriptive
feedback – that is, feedback that avoids value judgements like ‘good’ or ‘wrong’,
and that uses tactfully worded criticism to discourage less appropriate forms
of behaviours. It is unusual for any individual not to want to know in general
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terms how they have performed, whether it is good or bad news. Therefore it
is usually best to start the consolidation by giving some indication of what has
been achieved.

Application

Application is the final stage of the model. It could be thought that once the
training has been completed the trainer’s task is complete. However, when the
trainer has to work with or supervise the former trainee, the task is not
complete. When the trainer is not closely involved on a day-to-day basis with
the former trainee, it is still important to accept a level of accountability for
their progress towards competence. In some cases, this standard is exceeded
by a considerable margin but in most cases the former trainee is likely to have
to build on knowledge, speed, accuracy and confidence in order to reach the
standard of an experienced worker.

COACHING

Coaching is developing the ability and experience of trainees by giving them
systematically planned and progressively more ‘stretching’ tasks to perform
coupled with continuous appraisal and counselling. This suggests the indi-
vidual has acquired certain basic competencies or skills and that coaching is a
process by which further improvement can be made through discussion and
guided activity.

Pareek and Venkateswara (1990) have identified some of the main reasons
for undertaking coaching:

– To enable an individual to better appreciate his or her strengths and
weaknesses.

– To encourage an individual to establish goals or targets for further perform-
ance improvement.

– To monitor and review an individual’s progress in achieving goals and
targets.

– To identify any problems that might be adversely affecting progress.
– To assist an individual in generating alternatives and an action plan for

dealing with problems that have been identified.
– To improve an individual’s understanding of the work environment.
– To assist an individual to realize his or her potential.

There are a number of approaches and models coaches can draw upon to
consider their approach.
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The GROW Model devised by Whitmore (2002) suggests that a hierarchy of
questions can be used to steer an individual through the process of establishing
their goals and to help them to decide upon the most appropriate way of
achieving them. The model demonstrates that it is important to spend some
time on preliminaries before rushing in to a development plan. The following
are examples of the types of question that need to be asked:

� Goal – What do you wish to achieve?
– What will be different from your current situation?
– When will you achieve it?
– Why is this important to you?

� Reality – What issues are affecting you at the moment?
– Who is involved? Are they a help or a hindrance?
– What is likely to happen in future?

� Options – What might you do?
– What ideas from the past could help you?
– What haven’t you tried yet?
– What might be the consequences of this suggestion?

� What/Who/When – What do you plan to do?
– By when will you see an improvement?
– How will you know?
– Who else needs to be involved?

Whitmore does counsel that models and structures are not the essence of
coaching; it is the coach’s sensitivity to the individual and skilful use of
questions that is important. This suggests that a coach needs to pay equal
attention to personal attributes as well as process and skills.

The CLEAR model was developed by Hawkins of the Bath Consultancy
Group in the early 1980s and offers more of a process for conducting a coaching
session:

� Contracting: Opening the coaching session, discussing the range of issues
to be covered, clarifying the desired outcomes, and agreeing ground rules.

� Listening: By using active listening and acting as a sounding board to help
the individual to express their understanding of their present situation.

� Exploring: Initially helping the individual to understand how the current
situation might be affecting them, before challenging them to consider
possibilities for future action that might improve their situation.

� Action: Providing support for the individual to choose a route forward.
� Review: Closing the coaching session by summarizing the issues explored

and the individual’s commitment to action. This is also an opportunity for
the coach to receive feedback about the benefit to the individual of the
process.
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Buckley and Caple (1996) also offer a process model for coaching which
highlights the supportive role of the coach, as demonstrated by Figure 9.3.

Seek opportunities

Megginson and Boydell (1979) identify two groups of activities that give rise
to coaching situations: ongoing work routines and special assignments. As part
of a manager’s regular reviews of work with staff, sometimes known as the
‘monthly one-to-one’, opportunities for performance improvement should
arise. In more contemporary complex organization settings, special assignments
tend to arise more frequently and can expose staff to working in different areas,
such as projects. This occurs especially in organizations adopting matrix
structures.

Figure 9.3 A model for coaching (Buckley and Caple 1996)

 

Seek opportunities 
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Agree action plan 
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Establish supportive environment

In preparation for an observation of performance, a coach needs to understand
the principle that as soon as something is measured, it changes. Individuals
will potentially feel self-conscious and vulnerable when their job performance
is being assessed. An example is the driving test. When the examiner is sitting
in the passenger seat, most people will drive in an exemplary manner, just
below the speed limit, not screaming at other road users and using the correct
signals. When not being observed, the question can be asked how many
continue to drive in this fashion. Consequently if a coach is to gain an accurate
picture of ‘normal’ on-job performance, the employee must be made to feel at
ease. Mistakes, especially when someone is new to a task, should not be
discouraged as such incidents can prove to be powerful learning experiences.

A theme throughout this book is that preparation for all aspects of training
is essential. A coach will need to prepare a suitable venue and consider the
effects of observation on other members of the team. They may feel under
scrutiny themselves and change their normal work behaviour. This is not
necessarily a bad thing as it can encourage more team learning and build wider
capacity.

Agree objectives

As coaching attempts to improve job performance, specific targets for improve-
ment must be agreed. A clearly defined objective will be specific, time-bound,
measurable, achievable, stretching and timely. Objectives are discussed in detail
in Chapter 6.

There are often anxieties when people ask ‘How have I done?’ and the coach
will require highly developed interpersonal skills to discuss such a potentially
sensitive topic. At this crucial part of the coaching process, some job holders
find it difficult to listen to what is being said as they prepare for any criticism.
Feedback needs to be understood clearly by the person who receives it,
acknowledged by them before it is turned into an action plan. Feedback is best
conducted by encouraging the individual to assess themselves and then for the
coach to add any relevant points that have been missed.

Agree action plan

If coaching is a process to encourage people to help themselves to improve,
targets must be agreed and not imposed. Commitment to improve is vital and
this is more likely to be secured through involvement than imposition. Indi-
viduals will need to be realistic about what is achievable and not be too
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ambitious. Any action plan should have a review process to both control the
development and identify any support that might subsequently be needed.

Implement action plan

The individual will need the opportunity to practise their skills and to imple-
ment their knowledge and this should be discussed at periodic reviews.
Although the coach may not have done further observations, a similar process
of asking questions to guide the members of staff towards their own conclu-
sions about improvement should be followed. These formative reviews will,
over time, help to build the competence of the learner.

Review

A review will need to be undertaken to summarize the improvement in
performance and highlight where further development could be made. In many
ways, and in thinking about continuous improvement, it could be argued that
there is always scope for improvement. However, accepted practice will mean
that a job holder and their line manager will agree when performance is deemed
effective and other aspects of capability can be the target for future develop-
ment. The review should also reflect on the effectiveness of the coaching
process. Did both parties learn anything new about how they approached
coaching that will help them in future coaching situations?

When considering whether to use one-to-one training or coaching in an
individual’s development programme, there are a number of advantages and
disadvantages that can be taken into account to assist the decision-making
process.

Advantages

� Individual needs can be met in terms of pace and content.
� Constant interaction between trainer and trainee.
� Constant feedback for trainee.
� Job continues to function while training takes place.

Disadvantages

� Time spent in preparation and training of one person is the same as for
training a group.

� On-job training could be subject to interruption due to operational difficult-
ies and priorities.
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� Sequence of training activities could be influenced by work on hand and
not delivered in the best sequence for learning.

� Trainer must be technically competent as well as skilled in coaching
techniques, diagnostic skills and remedial methods.

� Trainer and trainee must be compatible as a working pair.

Coaching needs to be carefully distinguished from mentoring. Whereas
coaching relies on the coach to be proactive in seeking to help improve the
performance of individuals, mentors react when called upon by their mentees.
Mentoring is often associated with a ‘transfer of wisdom’ as a more experienced
colleague passes on their experiences to avoid younger people making the same
mistakes. As a source of advice, mentors will not normally work closely with
mentees but ought to have experience of the type of work the mentor is
undertaking.

Mumford and Gold (2004) contrast mentoring with coaching and identify
that a mentor:

– is able to take a long view;
– can be more concerned with issues such as career and personal growth;
– is more interested in significant and broad issues of performance rather than

detail;
– takes an interest in the general direction of a person’s life;
– is able to offer both distance, independence and perhaps greater clarity of

thought about issues.

LEARNING PACKAGES

Learning packages are made up of a collection of learning materials which
could include directed reading, practical activities, case studies, sound and
video recordings, programmed learning texts, assignments and assessment
exercises.

All of these materials should be supported by directions from the trainer to
guide the learner towards achieving the learning outcome; in other words, to
achieve the objective. Directed reading may include a number of questions for
the learner to answer or they may be asked to form an opinion and explain
how they reached it. Videos may have breaks built in at different stages so that
the learner can reflect on what they have seen and note their observations. A
recording of a selection interview is an example of this approach. Case studies
could include suggested answers for the learner to compare with their own
answers. In addition the trainer needs to be available, perhaps at specific times,
to answer any queries that the learner may have.

On occasions, learning packages are used as pre-course work. This is particu-
larly useful when knowledge-based objectives are being addressed and time
on the course can be reduced or put to more appropriate use for practical work.:
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Advantages

� Self-pacing and trainees may begin at any time.
� Contents of packages can be made attractive which assists motivation to

learn.
� Can make provision for those who wish to study topics in greater depth

through further and additional reading and activity.
� Can be used with a widely dispersed target population.

Disadvantages

� Trainees can feel ‘cut off’ without reference to others working on the same
material, or a tutor.

� Assessing assignments and exercises can be difficult and time-consuming.
� Cannot be used effectively and safely for skills training.
� Administrative, updating and monitoring activities could be time-con-

suming and costly.

COMPUTER BASED TRAINING

With the development of the personal computer in the 1980s a lot of pro-
grammed instruction texts developed through the use of computers and
information and communications technology. The packages and strategies that
have become available employing these technologies provide a wide range of
learning opportunities to meet different needs. Learning using CBT involves
a trainee sitting at a computer workstation reading from the screen and then
answering questions at sequenced points during the lesson. A well-designed
CBT package would have around four or five pages for a trainee to read
followed by a short ‘test’ to confirm that learning had taken place. For variety,
the CBT designer will use different forms of test – true/false, multiple choice
or question and answer. Some systems have the option to stop a trainee
proceeding with the lesson unless a section has been mastered. This is designed
to help the effectiveness of training. If the answers to the questions did not
indicate that learning had taken place, there is little point in progressing with
additional learning material. At the end of the programme there is a summative
test.  However, as can be appreciated because of the limited forms of interaction,
this form of training is mainly used for knowledge as opposed to skills training
– an example being Health and Safety.

CD ROM technology employing multimedia allows for a more interactive
facility to be used to develop intellectual or technical skills and, in some
circumstances, lay the foundation for the improvement of certain kinds of social
skills. Some computer-based learning systems allow for individualized instruc-
tion by diagnosing the trainee’s current level of expertise and then ‘designing’
a programme to meet the individual’s particular needs. The programmes
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described above are usually self-paced and do not rely, or not to any great
extent, on tutor support.

The advantages and disadvantages of these various approaches are outlined
below. However, it should be appreciated that they apply in varying degrees
to any particular approach and may seem contradictory.

Advantages

� Learners may begin at any time and learning is self-paced.
� Maximum involvement in responding to stimuli presented on the screen.
� Standardized presentation of material using attractive design features.
� Material structured so that it is presented in digestible chunks.
� Progress can be monitored – it can be a cost-effective way of providing

training.
� Up-to-date material can be made more quickly available to learners.
� It can cater for large numbers studying at the same time.

Disadvantages

� It could initially be costly if capital expenditure is needed for equipment.
� If large numbers are involved, administration could be difficult.
� Aversion to this form of learning; frustration with or dislike of this way of

working.
� Isolation from other learners and tutor; lack of visual contact with other

participants.
� Non-verbal reactions cannot be expressed or picked up.

E-LEARNING

CBT developed in the 1990s into what is now known as e-learning and utilizes
the considerable resources of the internet. Sloman (2001) recognizes in the first
of his propositions about e-learning that ‘the internet changes everything,
including training’. Learning at a computer workstation is considerably
expanded in e-learning as a trainee has access to knowledge and resources from
the world wide web. Care does, however, need to be exercised in using the
internet to ensure the authenticity and accuracy of the information presented.
There are cases of some sites being used for mischievous purposes to confuse
people deliberately. Online learning does, however, open up the possibility of
group interaction and collaboration being part of the learning experience. This
approach involves a group of trainees and a tutor linked by computer, exchang-
ing ideas and opinions and discussing the subject matter being studied and/
or individual responses to training exercises. These exchanges can be timed
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synchronously or asynchronously or in some suitable combination of the two.
The notion of computer-mediated conferencing involving e-moderators, also
known as online tutors, is fully explored by Salmon (2004).

E-learning has enabled virtual reality training to be created. In this form of
training, the trainee is faced with situations in three-dimensional space, similar
to those experienced in the workplace, and objects can be seen, touched and
moved around. As Goldstein and Ford (2002) point out, virtual reality training
‘capitalizes on visual learning, and experiential engagement very similar to the
transfer context without the physical space requirements of full-scale training
simulators’.

Over and above the advantages and disadvantages of CBT listed above, the
following additional factors should be noted because of the greater learner
engagement with other learners.

Advantages

� Rapport can be developed with other learners.
� There is the opportunity to communicate with the tutor more directly using

the online facilities.

Disadvantages

� Working relationships and ground rules for participation can be difficult
to establish.

� High level demand on the tutor to coordinate and involve everyone.

Although we do not deny the above disadvantages, the new technologies have
certainly opened up new learning possibilities and opportunities. However, as
Goldstein and Ford (2002) emphasize, ‘Technology by itself will not and cannot
become the Holy Grail of the training field’. In many situations, mixed learning
programmes should be designed to meet the needs of individual learners.

BLENDED LEARNING

The advent of e-learning and computer-based training has not heralded the
demise or rejection of traditional methods of learning; the baby has not been
thrown out with the bath water. Rather the potential opportunity to create more
varied and relevant learning solutions has been greatly extended.

Programmes integrating the old and the new have been labelled ‘blended
learning’. Thorne (2003) explains blended learning: ‘. . . blends online learning
with more traditional methods of learning and development. . . It suggests an
elegant solution to the challenges of tailoring learning and development to the
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needs of the individual.’ Thorne also explains that blended learning combines
multimedia technology, CD ROM video streaming, virtual classrooms, voice-
mail, e-mail and conference calls and online text animation with traditional
forms of classroom training and one-to-one training and coaching. Given the
limitations of e-learning discussed earlier, employing greater learning resources
as part of a ‘blend’ can lead to more effective learning.

Advantages

� Learning can be more focused and in the right place at the right time.
� Can facilitate the reinforcement and consolidation of learning.
� Learning resources can be readily available and accessible.
� Is flexible and can cater for individual learning styles.
� Can capitalize on the strengths of different learning methods.

Disadvantages

� Coordination of activities involving groups of trainees may prove difficult.
� Set-up costs may be prohibitive.
� Administering such programmes may be problematic.

ADDITIONAL LEARNING OPPORTUNITIES

There is a role for the line manager to monitor learning and, working with the
trainer, provide suitable and timely opportunities in the work place for the
trainee to practise and consolidate new knowledge and skills. The workplace
presents a rich source of such opportunities for individuals to learn and
includes the following:

� Action planning and implementing – back-at-work action following a course
or receiving coaching to apply new-found knowledge and skills in a
practical situation.

� Role clarification – with the development of new knowledge and skills it
may be timely to review the exact nature of an individual job and agree a
new job description.

� Secondments – to provide individuals with the opportunity to experience
other parts of the organization and work on suitable activities to broaden
their knowledge and skills.

� Visits – establishing networks for learning by suggesting visits or exchanges
to different types of organizations or different parts of the same
organization.

� Shadowing – observing other workers, normally in senior positions, per-
forming their roles and having the opportunity to reflect on their practices.
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� Job rotation – planning to broaden a trainee’s experiences by a series of job
changes. This can be motivational in that it ‘shares out’ the more mundane
tasks performed in a team.

� Job enrichment – this is a process to develop a role by additional responsi-
bilities often at a higher level.

� Job enlargement – this involves giving extra tasks at the same level of
responsibility but does attract cynical comment about organizations getting
‘more with less’.

� Conferences – attending conferences can be an opportunity to hear the views
of experts in an area which can then be shared with other co-workers.

� Presentations – having to make a presentation about a topic not only
develops oral communication skills but helps an individual to confirm his
or her knowledge of a topic.

� Report writing – this is similar to a presentation but it develops written skills.
� Guided reading – identifying journal articles and books that are relevant to

a group of workers. Often groups will establish a rota to read articles and
then share their findings with colleagues.

� Project or research – agreeing a specific topic to investigate often to make
recommendations for improvement about a problematic business issue.

� Activities outside work – the leisure interests of workers outside of their work
responsibilities might identify experience that would transfer to the
workplace. These might include organization skills of captaining a sports
team or budgetary skills in acting as treasurer of a society.

This chapter has considered a range of options for the trainer to draw on in
order to meet the training and development needs of groups and of individuals.
No single option is likely to meet the needs of all learners or all types of training
requirement. It is for trainers to select what best meets the individual and group
needs and what is most appropriate to the nature of the training. Inevitably,
some compromise will be needed but it is important to try to avoid using the
same training option irrespective of the circumstances and also not to succumb
to whatever the ‘flavour of the month’ learning method happens to be.
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10

Assessing the Effectiveness of
Training

The final logical stage in the training process is to find out how effective the
training has been. There are few who would disagree with this and yet practice
tends to suggest that in many organizations validation of training is either
ignored or it is approached in an unconvincing or an unprofessional manner.
In some organizations, it has been claimed that validation is too costly, it doesn’t
really prove anything or it isn’t really applicable because training cannot be
valued in financial terms. Some trainers have reflected a defensive approach
to validation because they have felt that it invites criticism and apportions
blame when training has not been as successful as it might have been. However,
if training is to enjoy the high profile which it should have, then thorough
validation of its activities is vital so that, along with other departments, the
training department can demonstrate its worth.

In most diagrammatical representations of a training system, validation is
shown as two discrete parts of the process which are described as internal
validation and external validation. In practice they are intimately linked and
most trainers see them as a single function because one is dependent upon, or
has little value without, the other.

Internal validation is concerned with assessing whether a training activity
has achieved its objectives; in other words, ‘did the trainees learn what they
were taught?’ External validation aims to find out if the former trainees have
applied what they have learned in training to the job context and whether they
are able to perform to the level expected of them after training.
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Another term which is used in the process of assessing the effectiveness of
training is evaluation. For many trainers, evaluation has taken on more vague
connotations but generally it is seen as the process of attempting to assess the
total value of training – that is the cost benefits, and general outcomes which
benefit the organization as well as the value of the improved performance of
those who have undertaken training.

The close relationship of the activities of internal validation, external
validation and evaluation suggests the need for an integrated approach to
assessing the effectiveness of training. Suggested steps or levels within such
an approach, which reflect the work of Hamblin (1974) and of Kirkpatrick
(1967), Phillips (1997) and Phillips and Stone (2002) are:

� Reaction: how the students and the trainers reacted to the training; their
feelings about the structure and content of the training and the methods
employed.

� Learning: the principles, facts and techniques learned by the students.
� Job behaviour and performance: the changes in job behaviour and perform-

ance resulting from the training or how learning at the previous level has
been applied by students.

� Organization: the tangible results of training in terms of organizational
improvements and change.

� Return on Training Investment: the costs of designing and implementing
training programmes compared to the financial outcomes resulting from
such programmes.

The relationship and function of these levels is summarized in Figure 10.1.
A further level could be added or developed from the organization level. It

would relate to the impact which training has on the organization’s climate or
attitude to training, the general health of training and its possible expansion
within the organization and the kind of learning environment which the
organization fosters.

REACTION LEVEL

The reaction level as it is described by Hamblin and by Kirkpatrick relates to
how the students or trainees reacted to their training; in other words, how much
they liked it.

These reactions reflect the trainees’ opinions in four main areas:

� The knowledge and skills content of training as it is expressed in the training
objectives.

� The training methods or tactics used in the training and the trainers who
delivered it.
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Figure 10.1 Levels of evaluation

Level Aim

Reaction To find out how trainees react to training.
This includes volume and pace,
methodology, tutorial style, balance of
activities, value of sessions, likes and
dislikes, admin points, etc.

Learning (knowledge and To find out if trainees have increased their
skills) knowledge and/or developed their skills

and attitudes as a result of training.

Have course objectives been met?

Behaviour and performance To find out how far former trainees have
(application of knowledge applied their learning to improve their job
and skills) performance.

To find out how well training has met their
needs/needs of the line supervisor.

Organizational outcome To find out the extent to which training has
improved or influenced organization
performance, eg reduced costs, improved
quality/quantity, increased profits, etc.

To assess the cost and value of training.

Investment return on training To assess the cost and value of training.

To ascertain what impact training has had
on the bottom line.
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When done and by whom Method Action

During training and/or Daily reviews, ‘First Aid’ treatment to
completion of training. questionnaire completed training programme and

during or at end of content.
(Trainer) training.

Open Forum/Course
Wash Up
Group monitoring

During training and/or at Tests, exercises, case Remedial treatment for
end of training. studies, oral questioning, individuals, retraining,

etc. reinforcement.
(Trainer)

Change/review methods.

After an interval which Postal-questionnaires Continuous development
allows learning to be put and/or interviews with and updating of training
into practice (on average former trainees and their content in response to
2–3 months after training). managers/supervisors. changing needs, etc.

(Trainer/Training Manager)

Periodically. After Postal-questionnaires, Provide feedback on
sufficient time has passed interviews with former effectiveness and value
for training outcomes to trainees, departmental of training to the
have had an effect on the managers and other organization.
function of the departments who may
organization. monitor results, eg Recommend future
(Training Manager/Head Standards of Service. pattern of training.
of Training) Study of company results.

After a suitable period of Cost accounting methods Provide feedback on
time has elapsed in order and strategies. Study financial outcomes and
that the financial results, company results. implications.
ie costs and benefits, of a
training intervention can
be assessed. (Trainer,
Participants, Line
Managers, Accountants
and Internal and
External Experts)
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� The general learning conditions and environment in which the training
took place.

� The degree to which the attitudinal objectives of the training programme
have been achieved.

In addition, there is a likelihood that some indicators will be given of the
trainees’ attitude to learning in general and their willingness to undertake
further training. Naturally, what information is obtained depends upon what
is asked for and how the questions are asked.

This has often manifested itself as the so-called ‘happy sheet’ which is issued
at the end of a course or a training session usually when there is little time left
and when the trainees are anxious to be on their way. It consists of a number
of questions with response boxes in which the trainees are invited to place ticks
to record their level of satisfaction with various aspects of the training.
Additionally, there may be spaces for the trainees to record their suggestions
and general observations; however, this opportunity is not often taken because
it may delay the trainees’ departure. The completed sheets are sometimes given
no more than a superficial ‘analysis’ by the trainers who are probably used to
getting the same kind of response each time they present the training. When
asked about their validation procedures a number of trainers have responded
almost apologetically that they have little regard for its value.

Reactions begin from the moment that the trainees learn that they are to be
involved in a training event, including the style and content of the briefing they
receive from their line managers. The joining instructions and the details of any
work that they have to do in preparation can affect their motivation and
readiness to learn, and the attitude that they develop towards the event.
Attitudes can be affected further by reception arrangements, the appearance
of the venue and other ‘hygiene’ factors.

These reactions continue when trainees start their training and therefore
provision needs to be made to gather data from the outset rather than leaving
it until the end of training. Many of the questions asked on the so-called ‘happy
sheet’ do seek useful information and could be used more effectively as part
of a more structured approach. Before considering such an approach, it is worth
mentioning the sources of informal feedback which the trainer can make use
of.

In general conversation during a coffee or lunch break or at any break during
training, the trainees frequently will offer comment or ask questions which give
the trainer an indication of their reactions. Parts of conversation which may
be overheard or comments made by one trainee to another may also alert the
trainer to the trainees’ likes and dislikes or their difficulties.

A slightly more formal opportunity to gauge reaction presents itself when
the training programme includes feedback sessions and tutorials or when there
is a need to give feedback and counselling to individual trainees. When the
trainers establish a good rapport with the trainees, there is no shortage of
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feedback at the reaction level to which trainers can respond to meet the needs
of their trainees sooner rather than at the end of training when it is too late.

A structured approach to gauging the reaction of the trainees involves the
use of a learning journal. Basically, the aim of the journal is for the trainees to
record on a daily or sessional basis their reactions to what they have learned.
However, the journal is a flexible instrument and can incorporate other
measures which relate to training content and trainer performance. The journal
should begin by asking the trainees to write down their expectations of the
training which they are about to undertake. If the training is in the form of a
course, the expectations of trainees can be shared as part of the course opening
procedure.

From this the trainer should be able to gain a clear picture of the trainees’
level of preparedness and commitment together with the effectiveness of their
pre-course briefing which will, without doubt, affect their initial reactions.

The journal then provides space for the trainees to record their reactions to
each day or session of the training. This can be reviewed at the beginning of
each day or each new session when one or two trainees can be invited to
contribute their reactions to the remainder of the group.

The final section of the journal is completed at the end of training when time
should be allowed for the trainees to look back to their original expectations
and re-examine them in the light of the training they have received. Their
comments may then be shared in some form of open forum. The journal should
be retained by the trainees and can be used subsequently during the debrief
by their line managers.

Trainees can be asked to fill in other validation documents concurrently
which provide the trainers with data on their own performance and on the
training content. The precise nature of questions that are asked will depend
on the criteria which are chosen by which to measure the effectiveness of the
training. This might include the trainees’ reaction to the relevance of the
training objectives to the jobs for which they are being trained, the value of the
training to them as individuals, the time spent on different topics, how much
material was new, the effectiveness of visual aids, the presentation skills of the
trainer etc.

The concept of using a learning journal can be extended beyond the more
formalized setting of a course to record learning from any source. This might
include all forms of open learning, experiences from the workplace, reading
professional journals and books, attending conferences and exhibitions, and,
in fact, anything which contributes to an individual’s learning and develop-
ment. Subsequently, the journal could be used as part of an appraisal process
or included in a portfolio for those who are working towards vocational
qualifications. An illustration of how this may be done is at Appendix 3.

So far attention has been given to the reaction of trainees but they are not
the only ones who have reactions worthy of note. The trainers or tutors
also have reactions which provide useful information about the training
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and the trainees who participated. Many tutors, particularly those working as
members of a team, conduct their own debriefing sessions on a daily
basis or at the end of a course or period of training after the trainees have left.

Their discussions are likely to include the balance of the programme,
activities and periods of instruction which may need to be changed, a reaction
to new or restructured sessions that have been run for the first time, reaction
to the attainment and attitude of the trainees and reflection on their own
performance. It is not often that the outcomes of these discussions are placed
on record and therefore much valuable information is lost. Although it may
seem just another time-consuming chore, a written tutor ’s review places on
record information about training which can be used for a number of purposes.
These include the following:

� Statistical analysis of the number of courses or training sessions which have
been run, numbers of trainees who have been trained, status of trainees,
pass/fail rates, etc. These details can be used for annual returns, establish-
ment reviews, job evaluation, space planning, annual programme planning,
inspections, etc.

� Details of how the courses or training sessions have developed in terms of
changes to training objectives, content, methodology, etc to record how the
training department has reacted to changing needs.

� Recommendations and reaction of trainers relating to revision and innova-
tion which they wish to draw to the attention of the training manager.

� Reactions of trainers to the overall performance of trainees and, when
appropriate, the performance of individuals so that feedback can be given
to line managers when it is considered to be important.

� Reactions obtained from students about their training to stimulate ideas
about developing the training programme.

� Notes on general and specific administrative points to ensure that the
training is resourced and administered properly.

� A permanent record of the historical development of the courses or training
sessions to assist new trainers to ‘read their way in’, to explain the rationale
behind change, to provide background information on initiatives and pilot
schemes for trainers who are researching or planning change.

The actual structure of the review will depend very much on the nature of the
training but without being rigid it is always useful to have a standardized
format.

The following headings could be considered for reviewing courses and
adapted for other forms of training.

Title

This would include the title of the course, the dates on which it took place, the
course number, the venue, for whom the course was presented (if by special
arrangement, etc).
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Background

There may not be many occasions when it is necessary to include this section.
It could include details about why the course was introduced (if it is a new one),
reasons for any substantial changes in terms of length, content, approach, etc.

Introduction

Any introductory comments about target population, the trainers who were
involved, location of course if different from usual venue, etc.

Course programme

This section may not be included very often. It should be used when the course
programme or content has been changed in some way.

Course review

This is the section which should contain all of the tutor’s comments, observa-
tions and recommendations about the course, tasks which need to be done, etc.
In addition an overview can be given of the trainees as a group and, if and when
appropriate, mention can be made of individuals.

Trainee reaction

This section records general comments, suggestions, recommendations and
observations made by the trainees.

Administration

Observations or recommendations can be recorded here about accommodation,
travel, expenses, food, joining instructions, etc.

Action

It is useful to have an action column down the right-hand side of the page to
indicate or to allocate areas of responsibility.

It would be expected that, for courses which are long standing and presented
frequently, reviews would be fairly short. Appendix 4 gives an example of a
more lengthy review which illustrates the content described above.
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LEARNING LEVEL

The learning level of validation is directed at measuring trainees’ performance
in terms of their knowledge, skills and attitudes against the criteria which were
set for the period during which they are in training and the immediate post-
training period. The criteria used at this stage and the standards set are not
necessarily the same as those which might be used when assessing an experi-
enced worker. For example, the period of training may concentrate on accuracy
and subsequently speed will be built up whilst performing the job. The
standards expected of the trainee and the method of assessment should have
been considered during the design of the training stage and therefore should
be included in the training objectives.

To many trainers, this stage of measurement means an end-of-course test or
assessment. However, to make optimum use of training, measurements of
competence should be continuous so that the trainee can receive regular
feedback and so that trainers can introduce remedial strategies and further
practice when it is appropriate.

Measuring acquisition of knowledge

All jobs require the job holder to possess a body of knowledge which will be
drawn upon and applied in different ways and at different times during the
performance of the job. The nature of the application of this knowledge will
have been categorized when the performance statements were written for the
training objectives and the expected behaviour of the trainees will have been
described using prefixes such as ‘define’, ‘state’, ‘list’, ‘calculate’, ‘describe’, etc.
These words suggest to the trainer that short, open questions can be used as a
measure of learning. For example:

� ‘Define the term validation.’
� ‘List the features and benefits of a current bank account.’
� ‘Calculate the arithmetical mean of the following sets of data. . .‘

The answers to questions such as these are not likely to vary to any great extent.
They can be marked easily and quickly and there is little possibility of there
being any significant variance between the marking of different trainers.

When a less precise question is asked, the trainee is given the implicit
invitation to write more expansively. For example:

� ‘Describe how different design features influence the valuation of a
property.’

In cases like this, the answers are likely to vary more than they would with
the short answers and an element of subjectivity on the part of the trainer is
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almost certain to affect the marking. In such circumstances, the trainers need
to agree upon a checklist of points which they would expect to find in the
complete answer. In some cases, critical points may have to be identified the
omission of which might affect whether the trainee passes or fails that item.
Trainers usually have to pilot their checklists and monitor their application over
a number of trials before final agreement is reached.

It follows that the more general the question is and the longer the answer,
the greater become the problems of reliability and consistency which suggests
that the essay-type question would be inappropriate in the context of measuring
training.

In addition to using short open questions, a greater level of objectivity can
be achieved by using objective tests. As the term suggests, the aim of this type
of test is to remove the subjectivity of the assessor. Objective test items can take
a number of forms.

Multiple-choice questions

These consist of a stem and a number of alternative responses. The stem takes
the form of a direct question or an incomplete statement. The alternative
responses are made up of a correct or clearly best response and three or four
plausible distractors. For example:

Stem The capital of Australia is
or

Which of the following is the capital of Australia?

Alternative a. Melbourne
responses b. Sydney

c. Canberra

d. Adelaide

The following conventions guide the design of multiple-choice questions:

� They should request significant information.
� They should clearly formulate a problem.
� They should not contain irrelevant material.
� They should include as much as possible in the stem.
� They should be plausible to all students.
� They should have only one correct or clearly best response.
� They should have positive stems.
� They should use ‘none of these’ or ‘all of these’ sparingly.
� They should be free from extraneous clues and not use as responses:
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– textbook phrases or lengthy sentences;
– key words from the stem;
– all opposites to the correct response;
– overlapping responses;
– grammatically different responses.

� They should have correct responses randomly distributed.
� They should have each item independent of the other.

True/false questions

These consist of a single statement which the trainee has to judge as true or
false. For example:

In the United States of America cars True False
should drive on the right-hand side
of the road.

The statements used should relate to a single idea. It would not be a good item
if the statement was ‘In the United States of America cars should drive on the
right-hand side of the road and at no more than 50 mph’. In circumstances like
this, having a correct answer to one part of the statement automatically
provides an answer to the other part. It can be seen that further complications
would be met if one part of the statement were correct and the other incorrect.

Completion/deletion questions

These consist of a single statement which contains either a blank or blanks
which the trainee has to complete by inserting the correct word or words, or
one or two alternative words from which the trainee has to delete those which
do not relate to the correct answer. For example:

� Complete the following statement:
A thermometer measures —————.

� Delete the words in brackets which do not apply:
A tachometer measures (road speed/engine speed)

The words which are omitted or offered for deletion should be words which
are indicators of learning; for example, it would be inappropriate to leave out
the word ‘measures’ in the completion item above.

The blanks should be placed towards the end of the statement to assist
continuity and the item constructed in such a way that only one answer is
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possible. When it is found that a sufficient number of plausible distractors
cannot be found for multiple-choice items, the questions can usually be
presented as true/false or completion/deletion items.

Matching pairs

The trainee is presented with two lists of words or words and illustrations. Each
item in one list can be paired with an item from the second list which the trainee
has to identify. For example:

Study the two lists printed below. Column A is a list of countries. Column B is a list of
capital cities. Match each country with its capital city by writing the number of the
country in the box alongside its capital city.

A B
1. Belgium Copenhagen

2. Holland Vienna

3. Sweden Brussels

4. Denmark Helsinki

5. Norway Stockholm

6. Finland

7. Austria

One list has more items than the other so that the chance of finding the correct
answer by the process of elimination is reduced.

Other objective test items can be devised from the ideas presented here.
Questions could ask trainees to categorize items by writing them under a
number of given headings, etc. A complete test does not necessarily have to
be made up of items of the same type. When a range of different items is used
it is advisable to group together items of the same type, eg a section of multiple
choice, a section of true/false, etc. This helps to avoid confusion and repeating
the instructions and examples of how to answer the different types of item.

The data collected from the administration of these assessment items can be
used for other purposes in addition to confirming the acquisition of knowledge
on the part of the trainees. Multiple-choice items lend themselves to detailed
item analysis which will help to identify how easy or how difficult each item
was to answer (facility value), how well each item discriminates between the
better and the poorer performers (index of discrimination), how effective the
distractors are and how comparable tests are in terms of reliability. The
statistical techniques used in this kind of analysis are to be found in most
standard texts on descriptive statistics.
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Measuring the acquisition of skills

It was seen earlier when training objectives were being discussed (Chapter 6)
that skills could be categorized as intellectual, manual and social. The measure-
ment of trainee competence in these skills should take the form of a practical
test or exercise. The appropriateness of the measure selected is of great
importance if the achievement of training objective is to be confirmed. For
example, if the objective states that at the end of training the trainee will be
able to ‘Strip, clean and assemble a domestic gas central-heating boiler’ it would
be totally inappropriate to give a written test of competence asking the trainee
to ‘Describe the sequence of operations. . .’ The trainee would need access to a
boiler and to demonstrate that he could meet the requirements of the training
objective. Similarly, the measurement of intellectual skills and social skills
would need to be set in an appropriate context. It follows that measuring the
acquisition of skills will involve considerable use of sample materials, equip-
ment, tools, simulation of physical conditions and role-playing, etc. From this
it can be seen that the trainer has to contend with a number of problems in
setting up practical tests:

� The equipment could be expensive, could take up a considerable amount
of space, could be highly sensitive and easily damaged.

� Time has to be allowed within the programme for testing.
� Additional staff may be needed to assess performance.
� It may be difficult to prevent trainees from observing the efforts of their

fellow course members.
� There is a danger of subjectivity affecting the assessment of the trainer.
� Paper-based tests, ie in-tray/in-basket exercise, may need continuous

updating.

Many of these potential problems should have been identified and catered for
during the design of the training. Again, the training objectives would have
been the indicators of what would be required. The area for more detailed
consideration here is trying to achieve greater reliability and reducing subject-
ivity in the assessment. In most cases this can be done by the use of some sort
of checklist. The format of the checklist and the amount of detail which it
contains will depend entirely on the nature of the skill which is being assessed.
The successful application of some manual skills may only need to be assessed
on the completion of the exercise whereas others may have to be assessed
throughout to ensure that actions are performed in the correct sequence and
in the right way.

For example, if the skill was for a groundsman to measure out and mark a
football pitch it would be only necessary to see the completed exercise and
assess it on its accuracy of measurement and the straightness and clarity of the
lines within the tolerances stated in the training objectives. However, if the skill
being assessed was changing the wheel on a motor car which involves the
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performance of a number of actions in sequence then a checklist something like
that in Figure 10.2 would be needed.

The assessment of the application of interpersonal skills becomes a much
more complex affair when it comes to objectivity. In the assessment of inter-
personal skills there may not only be a need to confirm that certain things are
done but to quantify how well they are done. For example, in selection inter-
viewing an assessor would probably need to confirm that the interviewer asked
appropriate probing questions but it is quite likely that the style or manner of
asking questions would have to be taken into account as well. This means that
checklists would have to be more sophisticated and are likely to include
indicators of quality of performance. For example, the checklist could contain
a number of statements arranged on a bi-polar scale against which the trainee
is assessed. This type of scale takes the following kind of format.

Figure 10.2 Example of a marking scheme for a practical test

Marking scheme
Changing a wheel on a motor car

Serial Sub-Task Yes No

1 Stop car on hard, level surface
2 Apply handbrake *
3 Switch off engine *
4 Position warning triangle approx 20 metres to rear of car *
5 Remove spare wheel and tools
6 Place jack in position at nearest jacking point to wheel to

be changed
7 Remove hub cap
8 Loosen wheel nuts
9 Jack up wheel to approx 3 cm above the ground

10 Remove wheel nuts – top one last (and place in hub cap)
11 Remove wheel
12 Place spare wheel in position
13 Replace wheel nuts – top one first *
14 Tighten all nuts diagonally *
15 Lower jack so that wheel rests on ground
16 Tighten all nuts fully *
17 Replace hub cap
18 Return tools, warning triangle and replaced wheel to

stowage compartment

NB Items indicated * are critical and all must be performed
correctly to pass the test
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The range of the scale used for assessment will depend on what is being
measured, the need for precision and the level of agreement which assessors
are able to achieve in their scores. The broader the scale, the more likely it is
that scores will vary, for example the position can arise where two assessors
observe the same performance and identify the same skill elements but rate
the performance differently on the scale. When this kind of situation is likely
to affect the assessment of trainees to the extent of giving an unreliable overall
grade or a ranking, the scale can be reduced or more indicators can be used.
The example given above could be developed along the following lines:

1 2 3 4 5 6

Listened actively using Hardly listened at all.
many verbal and non- Easily distracted. Gave
verbal cues to encourage no overt signs of
subject to continue interest

Asked clear, relevant Asked rambling,
probing questions which confused questions,
drew out significant which yielded no
information significant information

OR Failed to ask
questions

Identified and Identified and Identified and Failed to identify
used every made use of a used one or two opportunities
opportunity to number of opportunities to and to ask
ask probing opportunities to ask probing probing
questions ask probing questions questions

questions

Asked clear, Asked questions Asked questions Asked rambling
unambiguous which generally which needed confused
questions were clear and frequent questions most

unambiguous but clarification of which needed
needed occasional clarification or
clarification rephrasing



Assessing the Effectiveness of Training 245

From this illustration it can be seen that a checklist of this sort could prove
to be a lengthy and an unwieldy document. Before developing such an
instrument, those involved in making the assessment need to agree the criteria
for the measurement and the wording of the indicators. The instrument would
then need to be piloted. In the case of interviewing it would be useful at the
pilot stage to use a number of video-recorded interviews which the assessors
could view and assess together so that their own level of agreement could be
measured.

Measuring changes in attitudes

This is probably the most difficult area in which to measure change or develop-
ment. In the assessment of the acquisition of knowledge and skills, the actions
of the trainees are, in the main, observable and measurable. However, attitudes
cannot be assessed in the same way. The behaviour which a trainee displays
may not reflect the attitude which is held. For example, if the attitude which
was being assessed was to ‘Value the importance of good customer relations’,
an assessor may observe a behaviour which reflects the holding of that attitude
but it doesn’t necessarily mean that the ‘performer’ actually holds it.

The observed behaviour might include politeness, an apology, a smile, a
‘thank you’, use of the customer’s name, etc but the trainee may not care at all
about customer relations and is merely going through a drill which is expected
in such circumstances. Many trainers believe that it doesn’t matter what is felt
so long as the behaviour is appropriate. Others believe that repetition of the
behaviour will eventually bring about a change of attitude.

For those who are interested only in behaviour then the assessment can be
made using similar checklists to those which are used for assessing skills. When
it is felt that a measurement of attitude and attitude change is important, there
are a number of techniques that might help. Basically, these techniques attempt
to assess the strength of a particular attitude at the beginning of training and
reassess it at the end or at some time after completion of training. This can be
achieved by the use of some sort of semantic differential scale. For example, a
group of trainees attending an instructional techniques course could be assessed
in respect of their attitude towards a number of activities by rating them on a
scale before training begins. For example:

Preparation and planning Important ———— Unimportant

Learning theory Relevant ———— Irrelevant

The same measure could be used again at the end of training to see if there
has been a change in their attitude and subsequently some time after training
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to see whether the attitude has been retained, has become stronger or has
weakened.

JOB BEHAVIOUR AND PERFORMANCE LEVEL

At this level the assessment of the effectiveness of training moves from the
training context into the work environment. The trainer is naturally going to
be concerned with how well the training experience has enabled the trainee to
perform certain duties, tasks and responsibilities to the required standards. In
other words, to what extent and how effectively have the knowledge, skills and
attitudes acquired through training transferred to the job? In addition, the
trainer is likely to want answers to the following complementary kinds of
question:

� Have all the training needs of the job holders been satisfied?
� What factors have facilitated or prevented training transfer?
� Were the methods and procedures employed on the training programme

entirely suitable?
� What additional learning, if any, took place on the training programme

that was not covered by the formal training objectives?
� Was all the training content relevant or was any of it redundant?
� Could any of the training content have been learned more effectively on

the job?
� To what extent can job performance or changes in job performance be

attributed to the influence of the training programme or other influences?

Answers to these questions should help the trainer to confirm the adequacy
or otherwise of training programmes by identifying the reasons for past and
current successes, failures and errors of omission and commission. However,
in order to undertake this assessment in an effective manner, the trainer will
have to address a number of further questions, issues and concerns:

What specifically should the assessment cover?

This should be dictated mainly by the objectives of the training programme
and by the particular questions the trainer wishes to answer. The training
objectives will sometimes indicate the criteria and standards against which the
trainees’ post-training job performance should be judged. However, as high-
lighted earlier, on occasions, the trainer may need to discuss or negotiate with
the client these on-job criteria and standards, which may differ from those used
at the reaction and learning levels, before carrying through the training
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programme. The agreed job and performance objectives established through
this process should be expressed in terms of the behaviours, actions and results
expected of the trainees on their return from the training event.

When should the assessment take place?

To a large extent this should depend on the nature of the job or position in
question and the time required for sufficient relevant information on the
trainees’ on-the-job performance to become available. In theory, this suggests
that it might be appropriate to conduct a series of evaluations spread over the
post-training period to measure the emerging performance of trainees as it relates
to the different agreed objectives. However, in practice this is likely to be
extremely unrealistic. Gaining the cooperation of the various relevant parties
for such an extended exercise might prove difficult for such obvious reasons
as its disruptive effect, time, etc. Furthermore, as Campbell (1987) suggests, ‘If
more than a normal settling in period elapses before the graduate and super-
visor are contacted it becomes difficult to discriminate between knowledge and
skills acquired in training and those acquired on the job.’ The trainer will, no
doubt, in many circumstances, need to strike some kind of balance and
compromise. The necessary judgement, as to when to conduct the follow-up
assessment, should be made easier if the trainer is very familiar with the make-
up of the job and the circumstances in which it is performed.

Who should be involved in the assessment?

The two obvious candidates are the trainee and trainee’s immediate line
manager. In most cases the latter should have frequent enough direct or indirect
contact with the trainee to make an informed and reliable judgement about their
work performance and related matters. Peers, subordinates, clients and other
organizational contacts may also be in a position to make valid appraisals of
the trainee’s post-training performance and give answers to some of the
trainer’s enquiries. However, it may not be possible, for practical, business,
ethical or political reasons, to get such individuals to participate. Whoever is
involved must have sufficient knowledge and skill, gained through training,
experience and integrity, to be able to make an assessment in an unbiased and
rational way.

At the learning level the performance of all trainees would have, or should
have, been checked against the training objectives. However, it may not be
possible to include every trainee in the assessment study at the job behaviour
and performance level, particularly when a substantial number of trainees have
been through the training programme over a relatively short period. In these
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circumstances, therefore, it will be very important to adhere to the sampling
principles set out in Appendix 2 when selecting those who will be included in
the study.

What methods and techniques of assessment are available?

The trainer could employ, separately or in combination, a number of methods
and techniques to cover the questions and issues of interest at this level; the
main ones are outlined below (several of these techniques or methods have been
mentioned already in relation to job and training needs analysis and are de-
scribed in Appendix 1 together with their main advantages and disadvantages).

Questionnaire

The questionnaire can be employed to help the trainer to answer most of the
questions of interest that were highlighted at the beginning of this section.
Usually, it is recommended that this document be kept brief and simple as short
questionnaires are more likely to produce higher response rates and maintain
subsequent ‘consumer ’ interest. However, a potential disadvantage of short
questionnaires is the limited detail and, sometimes, ambiguous information
supplied. The trainer can combat this problem to a certain extent by careful
design and thorough piloting of the questionnaire. A detailed pilot study may
not be feasible in some circumstances especially when only small numbers of
trainees are involved.

The follow-up interview

A follow-up interview or series of interviews with the appropriate parties using
trained interviewers and structured interview pro formas can be used to obtain
details not captured through the questionnaire. As Bramley (1986) points out,
this is particularly important if attention is being directed to:

� reappraising training needs that had been identified earlier;
� exploring the degree of transfer of training;
� examining the effectiveness of certain training or instructional methods and

techniques.

Action planning

An action plan consists of a list of prioritized statements drawn up by the
trainee at the end of a training programme. It indicates what actions or skills
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he or she is committed to implement and by when, on returning to or starting
back at work. This type of procedure not only facilitates transfer of training
but can be an invaluable aid to subsequent job and performance related
evaluation of the training. In particular the action plan could be the basis for
the design of the follow-up questionnaire or interview schedule. The trainer
would be interested in ensuring these documents covered:

� how much of the action plan had been implemented;
� what skills had been put into practice;
� what had been ‘sidelined’ and why.

Obviously, if the trainees’ action plans did not include most, if not all, of the
important training objectives then serious questions would have to be raised
about the adequacy of the preceding training needs analysis and any other
analyses that may have been undertaken.

Critical incident

This technique is essentially a procedure for collecting observed work incidents
or behaviours that have proved to be extremely important or critical to job
performance, ie which make the difference between success or failure in a job.
In order to qualify as a critical incident two criteria have to be met:

� The incident has to be observed or experienced at first hand by the person
reporting it.

� The consequences of the critical incident must be so clear cut as to leave no
doubts regarding its effects.

The incidents should be collected through interview or group discussion.
Participants usually complete a specially designed questionnaire before taking
part in the interview or group discussion.

After collecting together a number of incidents the trainer should then relate
them to the relevant training and job objectives. Comparing the nature of the
incidents against the performance requirements and standards contained in
these objectives should yield evaluative data regarding the effectiveness of the
training programme. Two possible sets of factors might explain why incidents
cannot be categorized as suggested above. In the case of uncategorized negative
incidents new training needs may be revealed whereas the occurrence of
positive incidents that cannot be categorized may indicate that job holders have
already acquired the necessary skills in another setting or by means other than
the formal training programme under review.
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Performance appraisal and self-appraisal

Performance appraisal systems are a means of identifying training needs and,
by the same token, can be used to ascertain whether or not the actual or
potential job performance gap, giving rise to such needs, has been closed. This
evaluative data can be collected in the normal course of regular staff appraisal
or a special appraisal exercise could be mounted at an appropriate point after
the training programme. The former possibility is probably the most acceptable
to line managers, who would carry out the appraisal, because it is likely to be
the least disruptive procedure. It goes without saying that for performance
appraisal systems to be of any value at the job behaviour and performance level,
the performance dimensions and scales employed must be clearly defined. The
critical incident technique can be extended to assist in the design and develop-
ment of appraisal schemes meeting these requirements (Latham and Wexley,
1981).

Self-appraisal by the job holder, which is often an integral part of some
appraisal systems, also can provide the trainer with information about post-
training competence and transferability.

Direct observation

Direct observation of the trainees in their workplace carrying out job activities
is sometimes the only realistic way of determining the influence of training on
their job performance. The observer would record the trainees’ performance
on some activity or behaviour analysis schedule or pro forma. Comparisons
could then be made between the results of this analysis and the activity or
behaviour patterns previously assessed as being effective. This technique can
be difficult to apply on jobs that have a long activity cycle or that are made up
of an irregular and unpredictable sequence of activities. In addition, the
presence of the observer may have an effect on the enactment of certain forms
of behaviour which might lead to incorrect conclusions being drawn.

Examination of output and results

For some positions there are indices of performance, which can be expressed
in numeric form, that give a clear indication of the quantity and quality of the
work produced. These indices would be examined subsequent to training to
determine whether the trainees were achieving the expected level of output
and results. Careful attention would have to be paid to the period over which
the examination or analysis was undertaken and to the trainees’ work environ-
ment in case influences other than the trainees’ ability were affecting their
output and result. Of course, this should be a consideration whatever method
or technique is adopted in the follow-up study.



Assessing the Effectiveness of Training 251

Decision criteria

In any particular post-training situation a number of alternative methods,
techniques and strategies may be available. Bramley and Newby (1984) suggest
several criteria that the trainer should bear in mind when deciding the tech-
niques and the depth and extent of the strategy to employ:

� Importance: The benefits of training. The costs and consequences of failing
to check on its effectiveness will determine importance.

� Frequency: The modification and improvement of frequently occurring
training programmes would necessitate some form of ongoing monitoring.
This would not be a consideration in a one-off programme. However, as
Bramley and Newby point out, if the programme is addressing a critical
organizational problem then this might take precedence over the frequency
criteria.

� Cost: No doubt if the cost of the follow-up or evaluation study outweighs
the cost of the original programme, serious questions would be raised.

� Utility: The results of the study should satisfy the information needs of all
the parties concerned, eg trainers, organizational decision makers, etc.

� Feasibility: Realism, political defensibility and administrative convenience
should guide the choice of technique(s) and the design strategy.

� Ethics: Legal and ethical considerations, as they impinge on those affected,
must always be in the forefront of the trainer’s mind.

� Technical soundness: The study should aim to be accurate and honest.

Certainty about the validity of training

Reference has been made already to the possibility of post-training changes in
the trainees’ job behaviour and performance being due to factors other than
the training programme. For example, simply being exposed to the work, or
receiving effective on-job instruction and guidance or experiencing changes in
the work environment and organization may be more influential than what was
learned on the programme. Ideally, the trainer would like to be convinced that
training brought about required changes in the job behaviour and performance
of the trained group and that, over the same time period, these changes did
not also occur in untrained groups.

If the trainer is restricted to looking solely, albeit objectively and systematic-
ally, at the trained group’s post-training performance then some doubts about
the validity of the training programme must always remain. Even with pre-
and post-training assessments of the trainees’ work performance having been
carried out and showing positive change and improvement there is still no
surety on this matter. This is because either the pre-training assessment may
have ‘sensitized’ the trainees and they may have learned from this experience
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or the influences referred to above may be operating. Basically, by focusing only
on the trained group there is not the necessary control of these other influences
when considering the results of the post-training nor a clear delineation of the
causal links. In order to introduce more scientific rigour into these post-training
assessment procedures, several arrangements have been suggested in the
academic literature involving control groups, ie groups who are similar in all
relevant respects to the trained group apart from not having done the training
programme. Some of these arrangements are detailed below:

Control group design Comments and observation

1. Group A As with the other
arrangements described, it

Pre-training ... Training ... Post-training would be necessary in this
assessment assessment arrangement, in order to

minimize contamination, for
Group B (Control) the trainer to try to operate a

parallel timescale for both
Pre-training ... No training ... Post-training groups. The trainer should
assessment assessment also attempt to ensure Group

B undertook no special activity
in the ‘no training’ period that
might have an impact on their
subsequent work perform-
ance, which was being
compared with Group A.
Despite these precautions, this
design cannot overcome the
possibility of the pre-training
assessment affecting the
result of post-training
assessment, which is
particularly important when
examining Group B’s results.

2. Group A Although this design combats
the possible effects of pre-

Training ... Post-training training assessment, there is
assessment no means of measuring the

gain that might be attributable
Group B (Control) to training.

No Training ... Post-training (A)
assessment
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Control group design Comments and observation

3. Group A This design, referred to as the
Solomon Four Group Design,

Pre-training ... Training ... Post-training combines 1 and 2 and offers
assessment assessment the greatest degree of control

over non-training factors.
Group B It is very unlikely that the

trainer will ever be able to run
Pre-training ... No training ... Post-training four groups on a parallel
assessment (A & C) timescale. However, where

assessment a large number of similar
groups go through the same
programme, over an extended

Group C time period, it may be
possible for the trainer to

No assessment ... Training ... Post-training organize a variant of this
assessment design; a notion that would

also apply to designs 1 and 2.
Group D

No assessment ...................... Post-training
(A & C)
assessment

The control group arrangements describe how, in theory, account can be taken
of the possible effects of non-training factors and influences. In reality this is
likely to be impracticable as the trainer will rarely have the opportunity or the
luxury of being able to command resources to organize such arrangements.
Given the lack of control groups the trainer will have to do as well as circum-
stances allow; adhering to the recommendations listed below should help to
pinpoint the role training has played, as opposed to other influences and
factors, in bringing about the required levels of job behaviour and performance:

� Establish clearly and specifically defined training objectives.
� Set objectives, where possible at all levels of evaluation.
� Use standardized, well piloted structured interview, observation, question-

naire, performance or results schedules.
� Choose a representative sample of the original target population to take

part in the follow-up study.
� Use appropriate ‘others’ in addition to the trainee and his immediate

superior, where feasible, in the study.
� Educate or instruct all those making comments and observations on the

trainees’ post-training performance in the principles of sound, reliable and
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valid assessment. Introducing the assessors to the performance model and
questions in relation to causal analysis might be instructive for them in
this respect.

� Take cognizance of the performance model and causal analysis questions
in Chapter 5 when reviewing data obtained through the follow-up study.

� ‘Evaluate systematically and at as many levels as practicable in order to
obtain the total picture’ (Kenny and Reid, 1986).

ORGANIZATION LEVEL

The effects and value of training now need to be viewed from a wider and
longer-term perspective. The basic question to be addressed is: What organiza-
tional improvements and results has training brought about or determined? A
question more easily posed than answered.

The difficulties of establishing unambiguous cause-and-effect linkages
outlined in the previous section are even more pertinent and applicable at the
organizational level. However, despite these problems the trainer must still be
prepared to give some consideration to the impact of training at this higher
level and over an extended time period. An outline of the consequences of
training in terms of organizational effectiveness can be built up from the views
and ideas of Bramley (1986), Cameron (1980) and Phillips and Stone (2002).
Organizational effectiveness from this standpoint can be analysed in several
ways:

Goals/targets achieved

These goals and targets might be expressed in terms of the following kinds of
indices: units produced, improvements in productivity, documents processed,
items sold, turnover, error and reject rates, wastage rates, accident rates, profit
operating or running costs, overtime, etc.

Resource acquisition

The ability of the organization to acquire resources from the external environ-
ment will be an important determinant of its present and future viability. These
resources could include: new materials, specialist and trained manpower, new
customers and markets, finance, etc.

Satisfying clients and constituents

Indicators of the extent to which the expectations of internal and external clients
and constituents have been satisfied may come from: customer complaints,
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consumer survey, meeting order deadlines, goods returned, internal attitude
surveys and audits, etc.

Internal processes

How well internal processes operate may be as important an indicator of an
organization’s health and ultimate effectiveness as other measures. Signs and
symptoms of this may come from: staff attitudes and morale, levels of conflict,
absenteeism, turnover, transfer requests, grievances, disciplinary actions, group
working, speed of reorganization and change, quality, level and extent of
internal communication.

A number of the methods and techniques of assessment introduced in the
section on job behaviour and performance level can also be employed at the
organizational level; particularly questionnaire and interview surveys and
examination of output and results. The data from these sources would have to
be aggregated over time and maybe, in some circumstances, over other
categories of personnel, in addition to the trainees.

RETURN ON TRAINING INVESTMENT

For many, trying to value training in monetary terms is a forlorn enterprise.
In their view it would be impossible or extremely difficult to isolate training
costs and attach a monetary value to training results and effects. Without
denying the inevitable obstacles, where it is even marginally feasible, some
attempt should be made to produce a ‘bottom line’.

Newby (1985) suggests that the ‘costable inputs’ should include: fixed and
working capital; administrative and staff costs associated with the training
function; costs of providing training personnel; training development costs; cost
arising from participants attending the training programme, etc. On the output
side these may be priceable results or outcomes linked to: reduced training costs
and higher output resulting from reduced training time to reach mastery;
improved quality of output; improvement in sales; greater resource utilization,
etc. Phillips (1997) has set out in some detail how such costs and monetary
benefits of training programmes can be determined. With these figures avail-
able it is then possible to examine training from a financial viewpoint and carry
out a return on training investment appraisal through cost benefit or return
on investment analyses.

In simple terms, cost benefit analysis involves comparing anticipated or
actual costs against the worth of anticipated or actual outcomes. The relevant
outcomes should stem directly or indirectly from the training objectives and
the analysis of criteria. Newby points out that the time span within which the
costs and benefits should be calculated and other technical decisions are a
matter for discussion between the accounting department of the organization
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and the training function. The cost benefit ratio can be expressed in the form
of the formula:

Cost Benefit Ratio = Training Benefits
Training Costs

Phillips has indicated there is no consensus about what cost benefit ratio is
regarded as an acceptable standard though a ratio of 1:1, ie benefits equal the
costs, which is a break even position, is not likely to be regarded as satisfactory
by most organizations. Furthermore, he feels that the most appropriate formula
to use in evaluating investments in training programmes is the ratio of net
training benefits to costs, which is normally expressed as a percentage, and is
set out in formula form as:

Return on Investment (%) = Net Training Benefits × 100
Training Costs

Net training benefits are calculated by subtracting training costs from overall
training benefits. A ROI of, say, 200 per cent means that costs have been fully
recovered and the training programme has ‘earned’ the costs twice over. As
with the cost benefit ratio, Phillips suggests there is no generally agreed
standard of the return on investment ratio on training programmes but some
organizations would accept a ratio of 25 per cent, which is higher than required
for other forms of investment.

Even if a full ROI cannot be undertaken then it may be feasible to carry out
a cost effectiveness analysis. This form of analysis can cost the inputs but is
unable to value the outcomes in monetary terms.

However, as indicated under organizational effectiveness, it may be possible
to quantify some of the outcomes. This form of analysis may enable the trainer
to make valid comparisons: between the costs of training programmes intend-
ing to produce or having the same learning effects; between the learning
outcomes of programmes incurring the same costs or having the same budgets;
and by monitoring over a period of time whether the costs and learning
outcomes of a programme vary, possibly necessitating some re-evaluation of
its usefulness.

Undoubtedly, trainers would face problems and difficulties in undertaking
an assessment of the effect and value of a number of forms of training at the
organizational level. In considering and planning such an exercise, they should
bear in mind the recommendations listed at the end of the section on the job
performance and behaviour level and in particular the exhortation of Kenny
and Reid (1986).
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CONCLUSION

The implications for the trainer of carrying through evaluation and assessment
of training at the five levels, especially at the job behaviour/performance and
organization levels, seems formidable at first sight. However, there are at least
three very sound reasons why the trainer should make every effort to do so:

� Reliable and specific informational feedback will help the trainer to improve
the design, organization and implementation of current and future training
programmes.

� By being able to demonstrate the effectiveness of training, the trainer should
find it easier to negotiate and bargain for resources in the organization’s
political arena.

� The credibility of the training function will be enhanced over time, if as a
result of evaluation its products can be made even more worthwhile for
the consumer, and this in turn should create more positive attitudes in the
organization towards learning, training, education and development.

Warr (2002) puts forward an evaluation framework which enlarges on, and goes
further than, the five level model described above and covers the areas of
Context evaluation, Input evaluation, Reaction evaluation, Outcome evaluation
and Process evaluation (CIROOP).

� Context evaluation focuses on the context of current and future requirements
to achieve strategic goals for the organization and behavioural goals for
individuals. It assesses whether training solutions are the most appropriate
way of solving problems or whether there are other options such as
changing systems, changing procedures or changing staff. This is reflected
in the filtering process described by the authors on page 39.

� Input evaluation reviews the learning strategies to determine their effective-
ness in terms of cost and their appropriateness for the nature of the learning.

� Reaction evaluation is the same as the reaction level described by Kirkpatrick.
� Outcome evaluation covers three stages of outcome – the immediate outcome,

the intermediate outcome and the longer term outcomes. These stages are
the levels of learning, behaviour and results in the Kirkpatrick model.

� Process evaluation examines how the training was conducted and considers
training facilities, trainee–trainer relationships, the training context, its
sequencing and its timing etc.
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11

Auditing Training

In the earlier editions of this book the notion of auditing the training system
focused mainly on the training programme, course or event. A number of
authors, Adamson and Caple (1996), Applegarth (1991), Bramley and Hullah
(1987) and Murphy and Swanson (1988), suggest that this is too narrow an
interpretation of such a concept.

They consider that the idea of a training audit should be broadened out to
include issues and considerations not only at the event level, but also at the
levels of the organization and the function (ie Training Department). Figure
11.1 illustrates this tripartite focus and the direction of the interrelationship
between the three levels.

Because of the nature of what has been covered in previous chapters the
intention here is to concentrate on the training audit at the event/programme
level. However, in addition, a series of key questions will also be raised that
would inform and direct an audit exercise conducted at the organizational and/
or functional levels.

AUDITING THE TRAINING SYSTEM AT THE
EVENT LEVEL

It has been seen that a systematic approach to training involves the application
of a number of processes, skills and techniques to a sequence of wide-ranging
activities. It is possible that a number of trainers will have been involved at
different stages. For example, some may have investigated the training needs
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and designed the training, others may have delivered the training and yet
another group may have conducted the validation and evaluation exercises.

Diagrams of a systematic approach to training show through its many
feedback loops that the system should be self-maintaining. However, that will
not just happen because a set of arrows on a diagram indicate that this is the
case. There needs to be some form of superordinate control function which
monitors the system to ensure that it works properly. The training audit fulfils
this function. This function is quite separate from, and should not be confused
with, any of the levels of validation and evaluation discussed earlier.

The process of auditing the training system involves a detailed examination
of a particular training programme to see if every stage of its design, imple-
mentation and validation has been carried out properly. This kind of audit can
be divided into seven stages (Figure 11.2). As they are described here, they relate
to a course but with appropriate adjustments they are equally applicable to
other training strategies.

Stage one: Familiarization

In order to put the current training into perspective the training auditor should
ascertain, at the outset, how it was conceived. Naturally, the questions which
will have to be raised about the programme will depend on whether it had

Figure 11.1 Levels of the training audit
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proactive or reactive beginnings. In the case of proactive training, information
will need to be sought from departments such as manpower planning, manage-
ment development, etc. With reactive training the auditor may have to establish
whether the training programme derives from a traditional or a consultative
approach. The traditional approach involves management defining the problem
and dictating the solution, ie training. The trainer in this situation is in a weak
position in terms of organizational power and hence usually complies with
management dictats and all that this implies. On the other hand, the trainer
operating within a consultative framework is involved with management in
problem diagnosis and causal analysis. He uses powers of persuasion to get
management to accept its responsibility for ownership of the problem and
resists attempts to have solutions imposed on him.

Whatever the origins of the training, at the familiarization stage the training
auditor undoubtedly will have to try to establish what are the aims and specific
objectives of the training, what is the current target population and demand
for training, what changes or developments in procedures, etc, if any, have
taken place over time.

Surprisingly the sources of information pertaining to these questions may
be many and varied. For example, with regard to a training course, besides the
training programme and training manual the training auditor may need to refer
to past and present members of the training department, scrutinize training

Figure 11.2 The training audit model
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records/documents, examine reports concerning the course, etc. Some of the
key questions to be raised in this stage are set out below.

Stage one: Familiarization

Title and aims

� What is the current course title? Has it changed and, if so, why?
� What are the broad aims of the training?

Objectives

� Have behavioural objectives been established? If so, what level –
terminal, enabling, learning points, etc?

� Have there been any amendments to the objectives? If so, when were
the amendments made?

Target population and demand

� What is the current target population? Has it changed over time and
are there any proposals for change?

� What is the current demand? Is there any over- or under-subscription?

Changes and developments

� What changes, if any, have there been to the training programme over
time? If any, what are the reasons for such changes?

� Has a previous audit and/or project investigation been undertaken in
connection with the training? If so, is the report available? What were
the recommendations/observations in this report?

� What additional feedback is held by the Training Department?

Tasking

� Has there been any specific tasking from the Training Manager for
this audit?

� Have there been any specific requests from training manager/clients
for this audit?
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Stage two: Auditing the client

The second stage of the process is to audit the client. Sometimes during the
familiarization stage, it is difficult to identify who the client is. In a large
organization the client could be the head of a sizeable department who has a
direct responsibility for the area in which the need for training has been
established, or he could be representing sections of his department without
being completely familiar with their needs. It is important to ensure that
discussions are at the appropriate level of client involvement and that those
who most directly represent client needs are involved in the audit.

Channels of communication available to clients are likely to be determined,
and possibly limited, by their respective positions in the organizational
structure. One of the objectives of the audit is to confirm that lines of communi-
cation between trainers and clients exist, but at times the audit can serve to
provide a means of communication when other channels are limited.

It is only through effective communication that training can respond to
change. Changes in target population and in procedural or other aspects of the
job are likely to alter the need for training and unless this is reflected in the
training which is provided it follows that there could be a deficit in the end
product.

The outcomes of training and its effectiveness can be gauged by monitoring
the performance of students and their reactions, but it needs to be confirmed
that this process of monitoring exists. Most training is designed against a
background of influences and constraints and these need to be re-examined if
training is to develop to best meet the needs of the client. The key questions
are set out below.

Stage two: Auditing the client

Commencement

� When did the training commence and why?

Training needs

� What changes, if any, have taken place in the target population? If
any, how has this affected the training need?

� What degree of precision is there regarding training needs?
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Changes in procedure

� What changes, if any, have taken place in procedures and working
practices since the last audit or since the training was established?
Have these been reflected in the current objectives?

� Are there any future changes in procedure and working practice
planned or anticipated? When are they going to be implemented?

� Have the changes been communicated to the training course manager?

Monitoring and feedback

� Are there any arrangements for monitoring how well the training
meets the needs of the target population? If so, what are they, who is
responsible, and what communication, if any, is there with the course
manager or organizer?

� Is there a feedback system designed to obtain information from ex-
course members? If so, what kinds of information are sought and how
is the information used?

Constraints and influence

� What are the constraints in meeting the training needs? Are these
financial, course member availability, nature of the target population,
etc?

� What external/future influences bear on the course content and
structure?

Stage three: Auditing the programme

When these preliminary stages of the audit have been completed it is possible
to examine the actual training in greater detail and in relation to the training
needs. Unless the training needs, as they have been confirmed by the client,
are those from which the training has been derived, its effectiveness must be
held in question.

It follows that the auditor must confirm that those responsible for the delivery
of the training are familiar with the training needs and that these needs are the
prime source of reference when training and learning strategies are developed.
Most designers of training, whatever the method of delivery, like to improve
on and develop their work. It should be confirmed that innovation and revision
have remained within the framework of the training needs.
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It is the training objectives which serve to translate needs into operational
statements of the outcomes of training. Not only should objectives be presented
in a style which conforms with the criteria for writing objectives, but there
should be a system for regular reviews with the client of both objectives and
needs.

As the audit moves into the area of examining the structure of training, the
methods, media, tests and assessments which make up the internal validation,
etc, it might appear that the auditor takes on the role of inspector. While it is
acknowledged that elements of inspection are involved, this is not the prime
function of the auditor.

The role of the auditor, together with the associated interpersonal skills which
are needed, will be reviewed later when consideration is given to who should
conduct the audit.

During this phase the auditor and the trainer need to review together the
training programme, précis, exercises, tests, training aids, questionnaires, etc
to see if they are appropriate, up-to-date and conform with relevant and
acknowledged design principles and conventions. It is important also to
identify what use is made of any form of feedback from students either as
answers to tests or responses to validation questionnaires. Equally important
is what feedback is given to students.

It is likely that from the outset the training will have been designed within a
framework of constraints. Few training activities enjoy freedom from con-
straints in manpower, money, materials or time. It is possible through the
medium of the audit to review these constraints together with those which may
have been imposed subsequently and to present the case for the trainer to try
to initiate change.

However, this does not mean that the developmental needs of trainers should
be considered only when an audit is being carried out. Training managers, like
any other line manager, should see this as a continuous process. In many
instances this means observing and monitoring how trainers deliver their
training sessions. It does not necessarily mean that the training manager has
to devote a large amount of time to sitting in on sessions. Trainers can support
each other in this role and often it has been found valuable for trainers to video
record some of their sessions and to review their performance against a
checklist. Such support, analysis and feedback is especially useful when the
trainer finds a particular session difficult to teach or feels that it could be
improved.

It is almost impossible to provide a general checklist that would embrace
skilled trainer performance in all contexts. Such a document would be too
cumbersome for any observer to handle. Appendix 5 is an example which
focuses on basic teaching skills. As with the assessment of interpersonal skills,
the checklist is made up of statements which are presented as indicators of high
and low performance on a number of features relating to teaching a group. The
checklist can be adapted or used as the basis of design for assessing specific
teaching skills or for teaching specialized subject matter which demands the
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use of particular techniques or strategies. For example, the skills used by the
trainer during role-playing exercises could be looked at in much greater detail.
Also, there could be a need to include factors that relate to safety, economy in
the use of materials, professional ethics, etc.

It might be appropriate at this stage to consider how trainers assess their own
performance. The checklist below is an example of how trainers could review
their performance at the end of training sessions or training events to help to
identify their strengths and any areas where they feel that they could improve.
Most of the questions that the trainers have to ask themselves relate to what
they did rather than whether or not they did it. This makes the exercise more
focused, more objective and of greater value for developmental purposes.

How well did I prepare?
How did I motivate the trainee(s)?
How did I put the session into the context of the job?
Did I state my objectives?
How did I explain the structure of the session?
Did I check the previous experience of the trainee(s)?
Was the training delivered in a logical sequence and broken down into digestible

chunks?
How did I make the session interesting?
How did I get the trainee(s) to participate?
How did I monitor the progress of the trainee(s)?
What, if any, areas of weakness did I identify?
What use did I make of questions?
Did I highlight the key learning points?
How did I assess the overall performance of the trainee(s)?
Did I show confidence and enthusiasm?
What use did I make of my notes?
Overall was the session a success?

It would be wrong to proceed without giving consideration to the main
participants in the training activity – those responsible for the delivery and
those who receive the training. The trainers should be considered in terms of
their own training and development to meet the needs of the tasks which they
have to carry out at present and those which they will be called upon to
undertake in future.

The trainees should be considered in terms of the training needs and the
stated target population. The knowledge and skills expected of entrants to the
training can change considerably over time and it has not been unknown for
trainees to have gained nothing from their training because they knew it all
before they joined the course. This emphasizes the need for channels of
communication between tutors/training designers and technical line staff not
only to be available but to be open and to be used. Some of the key questions
that must be considered at this stage are set out below.
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Stage three: Auditing the programme

Training needs analysis

� Has the training needs analysis been undertaken? If so, when?
� Have the tutorial staff familiarized themselves with the report?

Objectives

� Have the tutorial staff/courses manager access to or a copy of the
current objectives?

� Have there been any amendments to the objectives since the last audit?
� If the objectives have been updated, what was the nature of, and

reasons for, the changes?
� Do the objectives conform with the criteria for the writing of good

objectives?

Course structure

� Is there a satisfactory balance between different methods of training,
eg exercise, case study, etc?

� How does the balance of the course reflect the different degrees of
importance attached to the objectives?

Methods and media

� Are the methods and media relevant to the objectives in the light of
target population characteristics?

� What is the quality of handouts, exercise material and other training
aids?

Tutor training

� How are tutors selected (criteria and methods)?
� What is the training and development programme (internal and

external) for tutors in respect of:
(i) tutorial skills?
(ii) professional and technical skills?
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Course member details

� What numbers have attended the courses over the last two years?
� Have there been any changes in the target population profile?
� How far does the student profile match that of the stated target

population?

Internal validation

� At what points during the course are tests and exercises used?
� What is the purpose of the tests and exercises, eg pre/post, confirma-

tion, practice, assessment, end of course, etc?
� How are the tests and exercises designed, eg objective test formats,

in-tray, self-assessment, etc? Are they reliable and valid?
� What action is taken relevant to student needs identified in tests and

exercises, eg remedial work?
� How are test and exercise results/scores recorded and what use is

made of them, eg comparison of courses, review of tests, etc?
� Is an end-of-course questionnaire administered? Is it designed properly?
� Is there an end-of-course ‘wash up’ with students?
� Is there an end-of-course ‘wash up’ with tutors?
� How frequently are reports written on courses? (If not covered above)
� To whom are they sent? What use is made of them?

External validation

� Is there a system of external validation? How does it work? Is it
effective?

Formal links between training staff/technical – line staff

� What links exist to receive information about technical/procedural
changes/updates?

Constraints on training

� Has training been affected by any constraints? What are they? Are
they acceptable?
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Stage four: Auditing the programme organizer/facilitator

The key person in coordinating the communication and the work of trainers
is the programme organizer/facilitator. The way the role is played will be
a major influence bearing on the success or otherwise of the training pro-
gramme/experience. As with the origins of the training, the facilitator’s actions
may be seen as basically reactive or proactive. In the former mode the organizer
may be little more than an administrator of the programme, taking little
initiative for its development. The facilitator may view his function in this
situation as essentially that of maintenance. Others are seen as responsible for
suggesting changes and modifications to the programme and the organizer
simply responds or reacts to their requests. The personal and organizational
power of the facilitator is usually low in these circumstances.

If, on the other hand, a more proactive stance is adopted by the facilitator,
potentially he could become crucial to the training programme’s development
and in ensuring its relevance. He will see it as his responsibility to open up
and strengthen lines of communication with the client and the consumers and
take an active part in extending the professional competence of any subordin-
ates intimately involved with the programme. By being proactive and dynamic
in approach, the facilitator can have a major influence over the direction and
quality of the training programme.

The training auditor will need to bear in mind the above reactive/ proactive
distinction when addressing the facilitator in the course of the audit as it will
determine the depth and nature of the questioning.

In this respect, apart from the specific questions highlighted in the previous
section, the auditor would need to gauge the facilitator’s general impressions
of the programme’s effectiveness, the reactions of the consumers and the degree
of satisfaction felt by him and the staff. The problems and constraints that the
programme organizer has experienced or anticipates would also need to be
examined. Finally, the training auditor must give the facilitator the opportunity
to express views and opinions on how the programme could be improved.
Some of the key questions are below.

Stage four: Auditing the programme organizer/facilitator

Impressions

� What is your overall impression of the effectiveness of the training?
� How far do you feel that students committed themselves to the training?
� How did students react to methodology, tests, exercises, etc?
� How far do the training materials meet the needs of trainers?
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� How far do methods and media (training aids) meet the needs of the
trainers?

� Is the training programme well balanced with appropriate time
allocations?

� What do you find satisfying/dissatisfying about the training?

Managers only

� How far do you feel that trainers were prepared for the training?
� How competent do you feel that the trainers are?
� Are there any deficiencies in training which need to be made good?
� Any development activity you would personally like to undertake in

relation to this training?

Problems and constraints

� What problems have you encountered with the training?
� Can you anticipate problems which might arise in the future?
� Are there any constraints which have made your work difficult, eg

time, individuals on the course, target population?

Suggestions

� What suggestions can you offer to improve:
– the training as a whole?
– specific exercises, précis, visual aids, etc?
– administration?
– problem areas identified earlier in discussion?

Stage five: Auditing the consumer

Like validation, the audit must take into consideration ‘consumers’. These are
the graduates of the training and their line managers.

The first area of concern is the external validation. There is a requirement to
confirm that it has been carried out and that both graduates and line managers
had the opportunity to contribute as fully as they wished. There is a danger
that the auditor may, in fact, conduct a second external validation which is not
the main object of the exercise. But should it be found that it has not been done,
it would be difficult not to follow that line and it is likely to be valuable to do
so.

The main part of the discussion with graduates is to examine their needs.
This should identify career patterns, how the training was relevant to careers
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and how well the timing of the training fitted into that pattern. The trainees’
expectation of the training should relate to the pre-course and post-course
briefings given by the line manager.

The expectations of, and need for, training as perceived by trainees hinge on
line managers. The auditor should try to identify how far line managers are
able to be proactive and how far they have to be reactive in terms of career
planning. While managers may begin the process of planning ahead and
nominating staff for training, it could happen that non-availability of courses,
etc, results in the training coming too late.

Hence, proactive managers appear to be reactive as a result of constraints
which are beyond their control. The nature of these and other constraints are
all of interest to the auditor in taking his global view of the training under
review. Some of the questions to be asked are listed below.

Stage five: Auditing the consumer

Graduate

� What was the overall impression of the effectiveness of the course?
� How well has the course met training needs?
� Was a course briefing and/or a course debriefing received?
� Was post-course feedback requested by the course organizer/man-

ager? If so, what form of feedback was asked for?

Line manager

� What is the overall impression of the value of the course to the
subordinate?

� How has the subordinate’s on-the-job performance/behaviour
changed since returning from the course?

� What does the course nomination procedure consist of?
� What constraints, if any, have been placed on the subordinate’s ability

to put into effect what was learned on the course?
� Was any post-course feedback on the subordinate asked for by the

course organizer/manager? If so, what form did the feedback take?

Stage six: Presenting the report

During the course of the audit, the auditor will have collected a considerable
amount of data, observations and comments. The manner in which the findings
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are presented, ie style and method, will depend very much on how the auditor
has been tasked and the report writing conventions of the organization
concerned.

However, before reaching this stage there is a need for a period of consolida-
tion. During this time the auditor should be evaluating findings, clarifying any
areas of ambiguity and drawing conclusions.

In the presentation of the report, the auditor should ensure that the document
will be readable, understandable and usable by all of those who may have to
react to the conclusions and any recommendations which are made. This means
that the technical language of the auditor’s own specialist field may need to
be modified for the sake of simplicity and comprehension.

Stage seven: Tasking action agencies

It is expected that the originator of the audit would act on the conclusions and
recommendations of the report by initiating some reactive or proactive tasks.
Those tasked could include personnel specialists, the operational unit for whom
the course was designed, course managers or tutors, training specialists to
investigate or research specific areas, etc.

AUDITING THE TRAINING SYSTEM AT THE
FUNCTIONAL LEVEL

Auditing at this level is designed to assess the professional competence of the
training department/function to deliver structured learning efficiently and to
ensure it is effective. The prime focus of the audit is on how the training function
manages the people, systems and routines associated with the systematic
approach to training. Some of the key questions that would need to be raised
at the functional level are below.

Audit at functional level

� How conversant is the training department with the organization’s
policies, corporate objectives and strategies and resources?

� Is the training function operating in a reactive/maintenance role or
in a proactive/change mode?

� What kinds of training does the training function develop and carry
out?

� What methods does the training department employ to ascertain
training needs?
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� What degree of liaison and cooperation is there with line managers in
identifying individual and departmental needs?

� Does the training function develop a training plan for every depart-
ment? If so, how is it developed and what form does it take?

� What statistical and evaluative information is collected by the training
function on the current state of training in the organization?

� What encouragement, if any, is given by the training function to the
transfer of learning?

� What forms of validation and evaluation are carried by the training
department? How is such information used to reassess needs and
redesign training strategies, tactics and solutions?

� What forms of training and planned experience are received by
training personnel?

AUDITING THE TRAINING SYSTEM AT THE
ORGANIZATIONAL LEVEL

The training function should not work in glorious isolation. It is not enough
for it to simply operate efficiently. In order to be effective the training function’s
activities must be planned in a coordinated way, linked closely to the organiza-
tion’s overall objectives, plans and strategies rather than being tacked on as
an after-thought. Top management involvement is required in setting the
training function’s agenda and assessing and managing its performance and
contribution. Furthermore, as pointed out in Chapter 1, the training function
must not work as a closed system insulated from its internal and external
environment. An open systems philosophy within the organization will help
to ensure the function is responsive to, and influences, organizational changes
and demands. Answers to the following questions should help to ascertain
whether this is the case.

Audit at organizational level

� What involvement does the training department have in helping top
management to formulate clear manpower objectives and strategies?

� Are training plans formulated in relation to the organization’s corp-
orate objectives and plans?

� What are the critical criteria of organizational effectiveness? To what
degree do the activities of the training function focus on these critical
areas?
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� Is the training department represented at board level? If so, what role
does the training representative play both in relation to manpower
development and other issues?

� What is the image of the training function within the organization?
How is its present image assessed?

� What contribution does the training function make to the creation of
a ‘learning organization’?

� How is the interface between training and the rest of the organization
managed?

� Does the training function consciously market its services to the rest
of the organization? If so, what form does the promotion take?

THE TRAINING AUDITOR

Consideration must now be given to what kind of auditor is needed and what
skills need to be exercised in order to elicit the information described within
the context of the audit model.

The training auditor would certainly have to be very well versed in the
technology of training and possess a number of technical skills associated with
designing data collection instruments, problem diagnosis and causal analysis,
appraising training methods and techniques and in written communication.

In addition, the auditor should have interpersonal skills in such areas as
interviewing, acting as a ‘sounding board’, counselling, giving feedback and
one-to-one training.

Training, in an organizational context is, however, more than just concern
with subject matter. This is clear from the types of judgement that the auditor
may need to make in response to the answers that the questioning elicits.

Ideally the auditor should be very familiar with the organization and the
potentials of the training function. An understanding of aspects of organization
theory, especially communication, also would be of value.

Furthermore, the auditor would need to give careful consideration to the role
that should be played in relation to the client or programme coordinator. There
are several possibilities which include:

Helper

‘Let me deal with this.’ ‘I’ll deal with that bit for you.’

Monitor

‘Have you done this?’ ‘When will it happen?’ ‘Let’s see how you’re getting on.’
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Inspector

‘Where is. . .?’ ‘Why?’ ‘Show me.’ ‘If you don’t. . .’

Specialist/expert

‘I’ll show you how to do. . .’ ‘This means that. . .’

Motivator

‘That’s very good. . .’ ‘You’ve met the standards. . .’ ‘We can now go on to. . .’

Consultant

‘Tell me where you feel the problem lies.’ ‘What alternatives do you have?’
‘How do you see it developing?’

The most appropriate role or roles for the auditor to adopt would be partly
contingent on circumstances and conditions. These would include management
climate, future organization changes, maturity of training personnel, estab-
lished relationships, proactive/reactive training initiatives, etc.

This suggests that the auditor should have acquired a superordinate skill,
over and above the technical and interpersonal skills already mentioned,
namely that of role diagnosis and appropriate role selection. The role or roles
adopted will, in part, depend on the organization’s current ‘state of health’, its
developing needs and the nature of its product.

This audit function is a demanding task and not all organizations may be
large enough to sustain an audit section or even an individual auditor. When
this is the case, it might be that the training manager takes on the additional
role of auditor. Alternatively, an outside consultant could be taken on in the
same way that external financial auditors act for organizations.

In both of these circumstances some caution needs to be exercised. The
training manager/auditor has to take care that the audit function remains a
distinctly separate activity and does not become lost within the general
managerial role. When an outside consultant is used as auditor, care should
be taken to ensure that the concept of the training audit is understood and that
the auditor has the capacity and expertise to undertake the task. Time is well
spent when an outside auditor has the opportunity to spend some time building
up a rapport with the organization and getting to read the way in which it
works.
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12

The Role of the Trainer

THE TRAINER IN CONTEXT

Towards the end of the 20th century, it was recognized that change was
becoming, and would continue to become, more frequent and more rapid. Since
the early 1990s organizations have found the need to diversify, to change their
structure, to develop a new culture, to introduce a new work ethic and to accept
change as a feature of their development and survival in the face of national
and worldwide competition.

In managing these changes, most organizations have experienced some or
all initiatives such as devolution of central functions, empowerment, flattened
organizational structures, downsizing/rightsizing, objective setting and
performance management.

The emerging relationship between employee and the organization has been
described by McCrimmon (1994):

One of the most profound changes sweeping through organizations is contracting
out: yesterday you were an employee, today you are an external supplier. In theory
at least, you can now supply your services to other ‘clients’. Your ‘employer’ no
longer has the same obligations to you, no promise to retain you, look after your
career, train you or provide you with a pension. Your relationship to your client is
transformed as it would be if you suddenly became a privatized industry.

Whilst there is evidence of this happening in some organizations the change
has not been as dramatic as McCrimmon portrays. However, there have been
a number of initiatives which give some credibility to what he has described.
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In the context of training, many trainers in both the public and private sectors
have found that they have had to compete directly with ‘outside’ providers
and other providers within their own organization. When responsibility for
training has been devolved and smaller units empowered to make their own
arrangements there have been mixed outcomes. The sharpening of the business
skills of trainers has in many cases enhanced the quality of training, but the
downside has often been inadequate training delivered at low cost.

This means that trainers must become more business orientated and develop
their knowledge and skill to make a measurable contribution. This will involve
establishing the position of training in the organization, identifying the
changing roles of the trainer, deciding what kind of trainers are needed to meet
these roles, marketing the training function and measuring its effectiveness in
business terms.

WHO ARE THE TRAINERS?

Everyone within the organization should have a degree of responsibility for
training and development. At board level there should be sufficient expertise
and knowledge to be able to create a realistic training policy to link corporate
strategy with its achievement through those who have to implement it. At the
other end of the spectrum is the individual who is learning rapidly that he or
she must take responsibility for his or her own career development, and pursue
the concept of Lifelong Learning and the practice of Continuing Professional
Development. At all points, whatever the organizational structure is, there are
others who can be regarded in some way as ‘trainers’.

It has always been considered that line managers and supervisors, or their
equivalents (team leaders, charge hands etc) have a responsibility for training.
This aspect of their work has not always been discharged effectively. Reasons
for this have included (with some justification) that they have been too busy
performing other managerial tasks and that training is the responsibility of the
training department. Their argument is understandable in a number of respects,
especially when there are many staff who need the same kind of training.
However, there are aspects of all jobs where specialist training or specific job
training is needed, and only the manager or team leader can provide that
training. In most instances this is carried out, but it is regarded as ‘showing’
someone what to do rather than training.

The line manager’s function also includes discussing training and develop-
ment needs with individuals, arranging appropriate training and assessing its
effectiveness in the workplace. Again, this is not always seen as being involved
in training.

In the same way, individuals are trained on a one-to-one basis by members
of their peer group who do not see themselves as trainers. Those working on
open-learning programmes are often helped by ‘supporters’ who may know
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little about the subject matter, but who make an important contribution to
learning by providing encouragement and general support.

From this scenario it can be seen that there are many who could be described,
to varying degrees, as ‘trainers’. Whilst accepting that a variety of people have
a hand in training, and that their roles cannot be ignored, it is usually those
whose full-time role is training who are described as ‘trainers’ and who regard
themselves as ‘professionals’.

However, it is not always clear what is meant by the term ‘professional
trainer’. In fact, there are at least three possible meanings which readily come
to mind. It could mean the training specialist who has been brought into the
organization from outside; it could mean the career specialist within the
organization who has decided to make his or her future in training; or it could
refer to those who, as part of their career plan, spend some time in training
during which they develop considerable expertise in, and commitment to,
training. There is no reason why all three categories shouldn’t exist side by side
and be regarded as ‘professionals’. The most important factor is that training
staff should be of a high calibre so that they can contribute to making the
training departments the centres for excellence that they should be.

The career specialists in training are vital to the training function because of
its scope and the need for expertise. This book has indicated the demands which
are made on trainers generally and there is scope for further specialization
within training as new technology offers alternative methods of delivery which
need to be researched and subsequently employed through the application of
specific skills.

Developing the general and the specific skills cannot be achieved by a short-
term training and development programme. It takes a considerable time to
build up a competence and confidence level to take on the role of a training
specialist. Many who have reached this level have done so just at the time when,
in the normal course of events, they are moved back to their main career
discipline. It is at such a point when potential is just about to be realized that
the organization loses one of its most useful assets. Organizations which allow
and encourage their personnel to make their careers in training will get a
valuable return from their contribution.

From this it might be suggested that it is a waste to take into the training
department those who are only likely to stay for perhaps two years before
pursuing their careers in other directions. This is not strictly true and it is
believed that training departments need staff who fall into this category. It is
true that the gifted amateur approach is no longer appropriate and that a
thorough training is needed. The short-stay trainer is not only able to bring
recent practical experience to the training department but subsequently takes
a knowledge of, and hopefully a commitment to, training back to the main
operational functions of the organization. The professionalism of the trainers
who are in this category is reflected partly in the expertise which they develop
and also in the attitude that they display towards training and their own need
to be trained.
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A deficit in this area is often found in the training manager who may believe
that the training function can be managed with very little knowledge of training
or, even worse, the manager who may believe that the little knowledge that
he or she has represents the sum total of what training is all about. Training
managers must be credible in the eyes of their staff and be given thorough
training rather than the overview which they feel is all that they need.

Apart from adopting a sensible selection policy and devising proper training,
meaningful career paths, development programmes and reward systems
should be developed for both career and short-stay trainers. In the case of career
trainers working in large training departments it may be feasible to draw up
coherent promotion structures. However, if the training section is relatively
small, but part of an integrated personnel department then it may be sensible
on occasions to create personnel specialists rather than career trainers. These
individuals would spend several periods in training as their career and
promotions take them through the various specialisms within the personnel
function, eg industrial relations, job evaluation, recruitment and selection, etc,
thus combining the advantages of being pure career trainers with those of the
short-stay trainer. It could ensure that they ‘keep in touch’ with training whilst
at the same time broaden their perspectives by operating elsewhere. In addition
their ‘pick-up’ on re-entering the training sphere should be relatively smooth.

It is essential that the true short-stay trainer, going back to his or her main
operational area after a spell in training, does not perceive this period as a
sentence in the organizational ‘gulag’. The secondment must be linked clearly
to the individual’s past and future experiences and must be seen to contribute
to the development of knowledge and skills of value to their careers. Above
all, the period in training must not adversely affect an individual’s promotion
prospects by apparently taking them out of their mainstream activity and
forcing them to mark time.

COMPETENCIES OF TRAINERS AND COACHES

When the strategies and tactics for training programmes are selected, the skills
demanded of the trainers are often overlooked. The assumptions are made that
those who are full-time trainers are omnicompetent and that those who could
be described as occasional trainers need only to have technical competence to
be able to train or coach others. Trainers who are involved in the delivery of
training are likely to have to call upon a variety of skills which is not always
appreciated by some managers or by the individuals themselves. There is a
range of specific skills that is needed to undertake one-to-one training,
coaching, training groups, facilitating, counselling to support distance learning,
and to write distance learning materials. However appropriate the strategy or
tactic may be when measured against the constraints, target population, budget
and the principles of learning, unless the trainers have been selected and trained
to meet high standards, the intended learning outcomes will not be met.
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In order to decide what criteria should be used for their selection and also
what their training needs are, it is important to identify the positive and
negative qualities found in trainers.

The characteristics which have been observed in poor trainers include:

� adopting a highly directive style of teaching which does not allow
participation or confirmation that learning has taken place;

� making unrealistic assumptions about the trainees’ level of knowledge or
failing to establish their level of knowledge in the first place;

� displaying impatience or intolerance when trainees fail to understand or
are slow to learn;

� lacking commitment to the subject being taught or to training as an
important function in the organization;

� lacking in verbal/oral skills;
� trying to teach too much too quickly;
� refusing to accept criticism or advice on teaching methods;
� lacking in sociability and interest in the trainees;
� having an untidy appearance;
� creating dependency by either imposing solutions on the learner or being

too quick to suggest ideas or ways forward;
� in giving feedback, placing too much emphasis on the learner’s failures

and weaknesses;
� supporting a ‘divide’ and ‘rule’ policy amongst trainees;
� being too judgemental and not listening to the learner’s views with an open

mind and with respect;
� trying to be too clever and win or score a point against the learner;
� becoming involved in, or provoking an argument with the learner, thus

creating a defensive and restrictive climate;
� not remaining objective and becoming too embroiled or personally involved

in the situation or problem.

No doubt, readers will be able to think of other poor qualities that they have
experienced or observed. Similarly, the list of examples which follows is not
intended to be exhaustive but to illustrate the qualities good trainers, coaches
and learning facilitators have. Apart from the opposites to those shown above,
one might add:

� demonstrating technical competence in the area being taught;
� showing a ‘natural’ ability to teach and gain satisfaction from it;
� possessing a high level of interpersonal skills;
� being good listeners and questioners;
� having a genuine interest in people;
� being flexible in the use of training strategies and tactics;
� valuing the need for thorough planning and preparation;
� accepting a share of accountability for the learners’ future performance;
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� showing genuine concern for the learner to establish an effective and helpful
relationship;

� influencing the learner to develop greater autonomy;
� positively reinforcing a learner’s success to encourage him or her to be more

proactive;
� encouraging learners to think through issues to generate ideas;
� demonstrating clearly that individual development is viewed as important

by the organization;
� giving due attention to the learner’s weaknesses and exploring how they

may overcome them;
� allowing the learner to explore and expand the boundaries and limits of

his or her abilities by agreeing objectives for new challenges and experiences
that stretch them;

� emphasizing the importance of teamwork and mutual support between
trainer, coach or facilitator and learner.

It might be that sophisticated selection and assessment instruments need to be
developed in order to find the best trainers or coaches. The training centres of
some organizations have potential tutor courses which provide the opportunity
for candidates to observe current training in progress, to talk with tutors and
to present a period of instruction or run one-to-one sessions so that their
potential can be judged. When this is not possible or when it is not cost-effective
to employ a selection strategy, which might be the case with one-to-one trainers,
a simple matching system can be used which compares the qualities of the
potential trainer with those of a good trainer or coach.

Areas in which these qualities could be reflected include:

� outside interests, particularly those which are people-orientated and
exercise interpersonal skills or which may involve teaching others;

� simulated exercises which resemble training or coaching situations;
� informal judgements based on relationships within the work situation;
� formal judgements based on performance appraisal, group meetings,

developmental training.

Above all, the people selected should actually want to be trainers or coaches.
In the past it has been thought that the subject ‘expert’ should be ideal for such
roles. Undoubtedly, in most circumstances there is a requirement for subject
competence. However, it may be more profitable in the long term to improve
the technical competence of someone with potentially good trainer qualities
rather than try to develop the interpersonal skills, etc of the subject ‘expert’
who is unsuited or unwilling.

The competent trainer or coach needs to exercise a wide range of skills in
order to effect productive learning sessions.
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In order to structure a training session the trainer needs to have diagnostic
skills and a range of technical, interpersonal and judgemental skills. The
technical skills would include preparing and planning a period of instruction,
deciding the style and methods of presentation, organizing the logistics of
syndicate, role-playing and other activities, making training aids and using
them correctly.

There is a need to develop questioning skills, to design tests or test sample
pieces. These are closely associated with the judgemental skills required to
make an appraisal and gain an impression of the nature of the trainee, to set
realistic goals during training and to recognize when the trainee is sufficiently
competent to apply what has been learned.

The interpersonal skills which the one-to-one trainer and coach have to apply
are described by Megginson and Boydell (1979) as being similar to those
required by the skilful counsellor. This includes attending, observing, remain-
ing silent, drawing out, giving and receiving feedback and suspending judge-
ment. The importance of these skills become clear when it is remembered that
coaching is undertaken at all levels in the organization where individuals are
being developed to undertake greater responsibilities.

The same, and additional skills, have to be exercised by the trainer who is
involved with groups of learners. This is illustrated by Anderson who, in
describing the CTAT course model, suggests that each of the stages require the
use of a range of training methods and the application of a complex mix of skills
that tutors would need to possess and exercise if all four stages of the process
are to be realized successfully. Figure 12.1 illustrates the breadth of this range
of methods and skills.

Without a thorough appreciation of, and training in, the appropriate skills,
then activities such as syndicate exercises, discussions, role-plays, etc can
deteriorate into time fillers or rest periods for the trainer. These activities or
tactics should be used to achieve objectives and demand a range of skills from
the trainer which, in addition to those listed above, include listening, analysing,
correcting, guiding, prompting, controlling and summarizing. In exercising
these skills the trainer acts as a facilitator which is quite different from the role
which many trainers usually adopt. One of the reasons that tactics such as role-
play and discussion may not be effective is because the trainer, or those who
have designed the training, do not understand the demands that facilitating
makes on the trainer.

In discussing one-to-one and group training, it has been seen that control over
the direction and content of the training has been exercised by the trainer.
Facilitating places the trainer in a position where he or she becomes an enabler
for students to learn by themselves. The trainer and the trainees become
interdependent and draw upon one another’s knowledge and skills to achieve
the learning objective. In effect, control over the learning process passes in
varying degrees, depending on the tactic, to the trainee. Figure 12.2 illustrates
the difference in tutor roles.
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concepts

application transfer

techniques

Figure 12.1 The CTAT model and facilitation and learning methods

APPLICATION FACILITATION SKILLS

Briefing and de-briefing skills
Giving group and individual feedback
Problem solving
Role-playing
Using video or case study triggers
Balancing feedback using BOOST
Preparing and using written briefs

APPLICATION LEARNING METHODS

Syndicate Exercise (new material)
case study individual or group
Simulation role-play with video trigger or case
study trigger with feedback from group
Rolling role-play
Presentation of group/individual work
Design exercises of group/individual work

TRANSFER LEARNING METHODS

Situation role-play
Open discussion
Free discussion, structured discussion
Drawing/free discussion
Action planning self/shared
Problem-solving techniques to explore and share
issues of transfer
Personal letters to self
Follow-up projects
Learning log

TRANSFER FACILITATION SKILLS

Handling role-play
Dealing with stress
Counselling skills
Briefing and de-briefing skills
Giving feedback
Managing group feedback
Running free/open discussion
Running structured discussion
Problem-solving methods/interventions

abstract conceptualization

LEARNING METHODS
concrete experience

reflective
observation

CONCEPT LEARNING METHODS

15–20 minute Tutor input (lecturette)
Structured training session IDC with visuals
Directed reading and feedback pres/discussion
Commercial training video for analysis and
feedback – ind/group
Use of a game to induce experiential learning

CONCEPT FACILITATION SKILLS

Formal presentation
Instructional techniques
Feedback individual/group
Experiential methods
Briefing and de-briefing skills

TECHNIQUE FACILITATION SKILLS

Practical lesson delivery skills
Model presentation
Giving feedback individual or group
Selection of example video
Working with video clips
In-tray exercise
Assignment briefing and de-briefing
Assignment preparation and use

TECHNIQUE LEARNING METHODS

Practical technique/model demo
Checklist with jointly completed examples
Practical exercise used to give first hands-on
using a new technique/model
Video of role-play to show technique/model/in
action
In-tray exercise (graded)
Training assignment

active
experimentation
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In the facilitating mode the trainees contribute knowledge, skills and experience
which have been acquired over a number of years which they can share with
others. Also they are likely to bring with them their own learning style, self-
confidence, esteem, motives for learning, prejudices and expectations. Facili-
tators have to adapt their approach to meet the needs of the trainees and
individuals within the group which could involve a change in, or development
of, the trainer’s attitudes. There must be an acceptance of openness within the
group so that it can establish its own ground rules to work together as a
cohesive unit and that the facilitator is a resource for the group to draw upon
to direct activity and contribute to their learning. In performing this function,
the facilitator will need to exercise a variety of skills. There is a need to be aware
of, and to monitor, the individual learning and emotional needs of members
of the group, to create a secure climate to structure the learning experiences
and activities of the group and to control the learning experiences so that they
remain relevant and that the objectives are achieved.

The role of facilitator is demanding and not all trainers may be able to adapt
to it. Training departments that plan to use their trainers as facilitators could
overcome potential problems by being more rigorous in the assessment of
attitudes and skills of potential trainers. Rogers (1969) identifies a range of
qualities of facilitative trainers which can be used to build a profile for selection:

� less protective of their own constructs and beliefs than other trainers;
� more able to listen to students, especially to their feelings;
� able to accept the ideas of students even if they are seen to be troublesome,

provoking, etc;
� able to devote as much time to developing relationships with individuals

and the group as to training content;
� able to accept positive and negative feedback and use it in their own

development.

Clarke (1986) describes the tutor’s role in open learning programmes as that
of a facilitator and lists the following personal qualities which may need to be
considered when selecting tutors:

� patient, tolerant and able to cope with frustration;
� perceptive (ability to put themselves in student’s shoes), understanding,

sympathetic;
� friendly, approachable and trustworthy;
� prepared to tolerate disruption in private life;
� able to change quickly from one task or subject to another;
� prepared to accept interruptions to non-open tutor activity, eg lecturing.

It is not likely that all of the qualities presented by Rogers and by Clarke will
be required of all facilitators in every learning situation. However, an assess-
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ment of the demands of the programme will help to identify which qualities
are relevant.

In addition to the selection and development of trainers as facilitators, some
consideration must be given to the logistics of a training programme which
includes facilitative methods. More time may be required to allow for a number
of the tactics, eg role-playing and discussions, to be exploited fully and for
individual counselling. The size of the group may have to be reduced or more
than one tutor may be needed so that syndicates can be formed. Experience
has shown that when numbers are larger than eight, smaller syndicate groups
are needed. More space is likely to be needed to cater for group and individual
activity and possibly a resource bank of information and equipment.

The functions and skills of the trainer or tutor which have been examined
so far are those which involve direct contact with trainees. The skills and
competencies of those who are involved in the design and presentation of open
learning are of equal importance. Bhugra (1986) has identified the value of the
use of ‘creative teams’.

In the context of computer-based training, the creative team relies upon the
trainer to ensure that the analysis of behaviour, the identification of training
needs and the writing of terminal objectives, enabling objectives and learning
points are carried out properly. Then the creative team of wordsmiths, a graphic
artist and a coder can design the training. The role of the wordsmiths is to apply
their skills in the use of the English language to ensure that the ‘scripted’
message is presented economically, accurately and simply. The graphic artist
contributes the skills of layout, presentation, colour, illustration and typeface,
and the coder programmes the material. The team roles are not seen as discrete:
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Figure 12.2 Traditional tutor roles compared with facilitating
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the wordsmiths edit material and graphic artists code their own graphics. The
concept of a creative team is equally applicable to those trainers who are
involved in the production of learning packages, training kits and job aids. They
are all involved in the process of helping people to learn and must use
appropriate skills and techniques which will substitute for those used by the
face-to-face trainer.

A considerable emphasis has been placed on the skills needed by trainers
operating in different modes; however, theirs is not the only contribution which
influences effective learning. Murray (1987) described how ‘supporters’ helped
trainees in the glass industry to overcome problems with study techniques, the
feeling of being abandoned and the difficulty of approaching tutors when they
had problems. Supporters do not necessarily have to be subject experts; they
make their contribution by taking an interest, checking progress, acting as a
sounding board and giving encouragement. Murray indicated that those who
gained most from open learning were those who received formal and informal
follow-up from senior managers in their parent organizations.

The responsibility of line managers must not be neglected when considera-
tion is given to trainer skills. Apart from the fact that they have a managerial
responsibility to ensure that their staff are trained and involved in develop-
mental programmes, they may be involved in coaching activities and they
should ensure that trainees are properly briefed before embarking on training
programmes and that they are debriefed on its conclusion. Trainers who ensure
that line managers appreciate the value of thorough briefing and who provide
briefing guides for their use are often rewarded with better prepared and better
motivated trainees entering the training programme.

CONTINUING PROFESSIONAL DEVELOPMENT (CPD)

CPD is a process by which professionals maintain and update their knowledge
and skills in order to meet the changing demands of their respective roles and
to further their careers. This is something which true professionals have always
done because they have a pride in their profession. The more obvious learning
activities are attending courses and conferences and reading professional
journals and books. However, many trainers will agree that they find ample
learning opportunities in the workplace and from talking with colleagues. All
of these contribute to CPD.

CPD has taken on a higher profile over the last few years because most
professional bodies require their members to participate in a CPD scheme,
many of which have become mandatory. Such schemes expect members to plan
their learning activities and to record their learning experiences in the form of
a portfolio. One cannot ignore the fact that there are those in a wide range of
professions who find the requirements of such schemes as irksome. Their
preference is to be less structured.
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It is important that trainers set an example in their practise of CPD to
demonstrate their commitment to their own development and to their
profession. Many of those whom they train are likely to be involved in CPD
activities themselves or in personal development programmes which mirror
CPD in the way in which they are structured. They may well look to the trainer
for advice on how to put together their portfolios.

MANAGING THE TRANSFER OF TRAINING

Vast sums of money are invested annually, directly and indirectly, in training
and other developmental activities. Of critical concern to organizations and to
the training profession is the wastage of a large part of this investment. In a
survey of over 2,500 end users, Rogers and Woodford (1999) found that only a
third of respondents claimed that training had made any significant difference
to their performance in the workplace and a quarter felt that the training they
had received was not sufficiently tailored to meet their needs. Perhaps more
significantly, less than half thought that their line manager had given them any
guidance on how they should apply in the workplace what they had learned
during training.

This finding supports the view of Broad and Newstrom (1992) who, if
anything, strike an even more pessimistic note. They suggest that, according
to some estimates, 80 per cent of the investment in training is wasted, and that
this can be mainly attributed to the fact that knowledge and skills acquired
through a training event are not fully applied when trainees return to their place
of work. They see the lack of involvement on the behalf of line managers and
the lack of reinforcement on the job as major barriers to the transfer of training.

All of this suggests that it is imperative that the training transfer process is
managed effectively before, during and after the training has taken place. To
this end, line managers and trainees would certainly need to take a more active
role in all three phases than they seem to have done to date. The trainer’s role
would also have to expand to encompass the management of the transfer of
training.

Broad and Newstrom emphasize that decisions about performance improve-
ment through training should be the result of consultation involving the line
manager, the trainee and the trainer rather than being solely the prerogative
or responsibility of one of the parties. Furthermore, they recommend that a
transfer partnership should be established between the line manager, the trainee
and the trainer prior to the implementation of the training programme. A
compilation of transfer strategies that might potentially be employed by the
three parties involved in the transfer process is set out below.
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Manager

Pre-training Incorporate into management and supervisory perform-
ance standards and responsibility for staff development
and training transfer

Send two or more fellow workers to attend the same
course to create a ‘critical mass’ on their return to work

During training Ensure the trainee is not interrupted during the course
of the training

Allocate the trainee’s workload to other employees for
the duration of the programme so that he or she does not
return to face a large amount of work that is outstanding.
Anticipating such a prospect could be extremely depressing

Post-training Provide the trainee with an early opportunity to put into
practice the skills and knowledge learned on the train-
ing programme

Allow the trainee to brief others about the training pro-
gramme; moving from trainee to trainer can often deepen
an individual’s understanding of what has been learned

Trainee

Pre-training Have an input into the planning processes, eg training
needs analysis, event design, which will help to ensure
that training is relevant

Review any pre-course material and raise questions with
the manager and the trainer

During training Keep an ideas and applications logbook for the duration
of the training programme

Draw up an action plan consisting of specific and assess-
able objectives to be worked towards after the comple-
tion of the programme

Post-training Develop a ‘buddy’ or mentoring relationship to help to
critically evaluate the application of knowledge and
skills acquired during training

Undertake an early post-course review of the training
material to aid retention
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Trainer

Pre-training Design the programme by following a systematic
approach

Develop a peer-coaching component for post-course
application of knowledge and skills

During training Encourage trainees to visualize how they would look
and feel if they carried out their job or tasks employing
the knowledge and skills learned during training

Provide trainees with job aids, eg algorithms, checklists
etc, during the instructional phases of the training which
can then act as memory joggers or reminders in the
workplace

Post-training Visit former trainees and act as facilitators in their efforts
to apply their new knowledge and skills

Set up and run group-refresher or problem-solving
sessions to reinforce learning

CHANGING ROLES OF THE TRAINER

The economic, technological, social and political context within which organiza-
tions are now required to operate is in a state of continual flux. It is imperative
for them to adapt and adjust to or capitalize on these changes in order to
flourish and survive. But to do so they must become, in Garrett’s (1987) phrase,
‘The Learning Organization’. If trainers are going to make a significant
contribution to bringing this about and to effecting what, for many organiza-
tions, will be a major cultural shift in this respect, then they will have to adopt
a different attitude to the nature and level of their own involvement in their
organizations. Many of them will have to change:

� from being passive to being more active in communicating the benefits of
training;

� from merely adopting a reactive response to taking on a more proactive
stance in dealing with performance problems;

� from seeing themselves as peripheral, to perceiving themselves and the
training function as central to and a key influence on the organization
reaching its objectives;

� from simply being technologists, to developing a more strategic role; giving
direction to the learning function and formulating training policy.
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In other words, the roles trainers perform will have to expand to enable them
to take their rightful place in human resource development. Bennett (1988)
maintains that five key roles emerge from the various classifications he
surveyed. Figure 12.3 shows the links and interrelationships between these
classifications.

� Trainer is mainly concerned with actually carrying out training, ie directly
assisting the trainee to learn, supplying feedback, etc. This role may involve
a variety of different training methods ranging from one-to-one instruction
to project work.

� Provider – designing, updating, maintaining and delivering training pro-
grammes are the key functions of this role. More specifically the trainer would
be involved in undertaking training needs analysis(es), establishing training
objectives and possibly training or coaching trainers to deliver training.

� Consultant – there are two main features to this role, analysing organiza-
tional problems and then recommending solutions, that may require
training. The more detailed activities include liaison with line managers,
advising training managers on training aims, objectives and policies, etc.
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Figure 12.3 General trainer roles (Bennett, 1988)
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� Innovator – the primary concerns in this training role are supporting and
assisting organizations to bring about effective change and to solve
performance problems. These would involve the trainer in some of the
following: working closely with middle and senior managers on change
issues; identifying where learning and educational events, such as seminars
and workshops, can help managers to understand and facilitate change;
advising the training function as to its possible contribution to the change
process.

� Manager – in this role there is concern fundamentally with planning,
organizing, controlling and developing the training function. In particular
the manager sets training goals and formulates training policies and plans,
liaises with other departments to show them the ways training can
contribute to improving their employees’ performance, ensuring and
overseeing the development, delivery and evaluation of appropriate
training activities, recruiting and developing training personnel, controlling
activities against an overall training plan and budget.

In reality, the actual job of any trainer is probably going to contain elements
from more than one of the above and, by virtue of its make-up, the manager’s
role is likely to be the common denominator. However, in the past and in a large
number of organizations in the present, the emphasis has been or is on the
trainer and provider roles. To be more influential, to command a higher profile
in organizations and realize their full potential, trainers must move into the
innovator and consultant modes.

THE CONSULTANCY ROLE OF THE TRAINER

The transition into the consultancy mode is of particular interest when consider-
ing the development of trainers. To be effective as a consultant the trainer must
understand the main phases of the consulting model and acquire the appro-
priate knowledge, skills, attitudes and perspectives associated with each phase.
Figure 12.4 is a model of training consultancy. It has nine main stages:

� Initial contact and gaining entry – in organizations where training consultants
or training consultancy services are well established, potential clients will
often make the first contact. However, where trainers are developing their
consultancy role they may want to take the initiative. There are a number
of ways in which they may be able to gain access to managers including
training course follow-up visits, mounting special marketing events, etc.
Establishing rapport and credibility will be a major requirement of the
consultant at this stage.
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� Preliminary problem identification and definition – the training consultant
should assist the client to articulate clearly his or her version of the nature
of the problem or how the problem is perceived. In addition, the client
should be helped to separate out symptoms from possible causes. The
training consultant may need to persuade the client to allow him or her to
undertake some preliminary enquiry in order to obtain a more secure
database on which to take forward the discussion.
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Figure 12.4 A model of training consultancy
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� Contracting – this involves the training consultant and client agreeing upon
the terms of reference for the project or assignment that they feel is necessary
bearing in mind what emerged at the previous stage. Constraints, resources,
timescales, expectations and client involvement are issues to be considered
and, if necessary, negotiated when drawing up a contract.

� Investigation – this entails designing and implementing the methodology
for gathering further information about the problem. An attempt is made
to pin down the cause or causes of the problem. In addition, possible
solutions are generated and evaluated, ideally by both consultant and client.

� Feedback to client – findings, conclusions, interpretations and recommenda-
tions are presented to the client orally or in writing. Although the consultant
should be persuasive, overselling must be avoided. The consultant must
maintain the involvement of the client, which should have been nurtured
from the outset. If it has not been then there is a danger that the client will
not feel a sense of ownership or commitment to proposals for future action.

� Decide and plan course of action with client – the consultant will need to analyse
what contribution of training or learning initiative will be needed to resolve
the problem. This may involve him or her in undertaking a new project or
assignment for which a fresh contract will need to be agreed with the client.
Agreement will also have to be reached at this stage about the criteria
against which to evaluate the learning strategy that may be developed and
implemented.

� Design learning strategy, activities and methods – the trainer consultant should
consider learning strategies that go beyond, or even exclude, traditional
training activities. Such strategies might include projects, self-directed
workshops, team development and self-development groups.

� Resource and implement – with the client the consultant considers the
resourcing implications of the agreed learning strategy. This may result in
the training consultant helping the user organization, department or section
to develop its own training resources. To cover this possibility further
contracting may need to be undertaken at this point. In particular, if the
learning activities are work-based the trainer consultant will have to be
more flexible in the implementation of the learning strategy.

� Evaluate – this should be both in terms of learning and in organizational
terms. The client and the ‘trainees’ must be intimately involved in this
process. In addition the trainer consultant may also want to evaluate his
or her own performance as a consultant, so that lessons can be carried
forward to the next project (although feedback from the client should be
sought throughout the consultancy process).

Adopting this model means that the trainer, as Holdaway and Saunders (1992)
suggest, becomes less of a course provider and more of a diagnostician and
problem resolver. As a training consultant, the trainer is likely to have to:
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� work with the client manager, as an equal partner, in a collaborative way;
� provide training that is more tailored to the client’s specific needs rather

than simply presenting a set menu of courses or programmes;
� help trainees to acquire the skills of learning so that they become more

responsible for, and more in control of, their own learning and development;
� operate, in many instances, at the workplace or ‘in’ the organization;
� train and develop line managers to become trainers and developers of

others.

All of these features indicate that the trainer could potentially develop beyond
the pure training consultancy role, which tends to emphasize training as the
main learning medium, towards becoming, as Phillips and Shaw (1989) suggest,
a learning consultant. Training consultants must not become rigidly wedded
to or too firmly locked into traditional training technology, as otherwise they
may not be able to understand and translate an organization’s needs into
relevant learning objectives for individuals. Furthermore, they must appreciate
their contribution in terms of helping people to learn rather than simply in
terms of training. This will require them to recognize that a formal training
context is just one of the appropriate learning environments for the develop-
ment of knowledge, skills and attitudes.

It is not always possible for trainers to undertake the consultancy role in full.
There can be a number of reasons for this. Some consultancy projects could be
time-consuming, trainers may have an existing heavy workload, the work may
be of a sensitive nature or involve internal politics, or the subject matter could
require specialist knowledge or techniques that the trainer does not have.
Another reason which cannot always be justified is that the organization feels
work undertaken by outside consultants has more credibility than that of an
internal consultant. Sometimes this belief has proved to be costly.

There is no doubt that using outside consultants has many advantages, but
before such decisions are made it is worth considering the relative advantages
and disadvantages of using internal and external consultancy.

Advantages of internal consultants
� The organizational structure and personalities are known.
� The culture, language and politics of the organization are familiar.
� Gaining entry may be easier because of existing work relationships.
� There may be an existing network of contacts from which information and

support can be sought.
� An amount of information about the problem may be held already.
� They can work unobtrusively and take opportunities to observe by being

in situ.
� They can monitor progress closely.
� They are well placed to support implementation of outcomes.
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� They are in a position to implement strategies to evaluate the project.
� They may be more cost-effective.
� They can identify appropriate and inappropriate reasons for bringing in

external consultants.

Disadvantages of internal consultants
� They may be regarded as too much a part of the organization.
� They could face difficulties establishing credibility with senior management.
� There is a danger of making assumptions or being biased by being too close

to the problem or the organization.
� Could they possibly be part of the problem?
� Their status could make it difficult to challenge people, policies and

practices.
� It could be difficult to gain access to some key players, especially those in

senior positions.
� They could have political or hierarchical pressures applied to favour specific

outcomes.
� The project could be treated superficially through lack of time or specialist

knowledge.

Advantages of external consultants
� They are seen as impartial and independent of influences of the organization.
� They are regarded as having credibility through being independent.
� Their involvement may highlight the problem and promote greater

involvement of key players.
� They can have wide access within the organization.
� They can be more challenging and direct and cut through entrenched views

and practices.
� People are more likely to be open in their contributions and trust that they

are given in confidence.
� They can open communication channels across the organization.
� They can introduce new ideas and draw upon a wide experience of different

organizations.
� They can provide networking and benchmarking with other organizations.
� There is often a greater acceptance of recommendations from outside.

Disadvantages of external consultants
� They may need more time than can be afforded to learn about the organiza-

tion.
� They may have only sufficient time to identify and explore part of the

problem.
� Recommendations may be accepted too readily.
� Recommendations may be rejected if they are considered to be too radical

for the organization.
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� Contracted time may expire before the recommendations are implemented
fully.

� They may encourage the client to become dependent on outside consultancy
services.

� The costs of external consultancy are high and visible.

The roles of internal and external consultants should not be seen as mutually
exclusive, although it is accepted that they may see one another as competitors.
Very often they can work closely together with benefits all round. Key factors
in achieving successful outcomes with external consultants are careful selection
and clear contracting.

When selecting an external consultant there are a number of checks that can
be made. The organization may have an approved list of consultants who have
been used before, some of whom may be appropriate to use again. Otherwise
a little probing is a valuable use of time. A starting point is to look at their
experience in the field and the occupational sector of the study, their track
record with other organizations and their experience and qualifications. Most
consultants will be pleased to give the names of other organizations for whom
they have worked and who can be approached for a reference. Many will list
current or previous clients in their publicity material. Taking such a list at face
value could prove to be a mistake. The authors approached one such listed
organization only to receive a damning report on the consultants concerned.
Thankfully, such situations are rare but it illustrates the importance of a
thorough check. When these factors have been considered, more practical issues
can be addressed such as their costs.

The next stage is to agree a contract for the work. There are likely to be a
number of clauses that are specific to the project in mind, but one would expect
the following to be included as standard: the general terms of the agreement;
a consultancy proposal or plan which includes objectives, timescales, reporting
process and documentation; fees, warranties and penalty clauses; indemnity
details; a statement of confidentiality, and details of contacts and roles.

MARKETING THE TRAINING FUNCTION

It cannot be ignored that, in some organizations, training does not appear to
be held in such high esteem as other functions. There are historical precedents
which have made this understandable up to a point. However, as the role of
the trainer has changed and trainers have developed their skills and expertise
to meet these changes, the training department has become a more potent
resource, and one which has the potential to make significant contributions to
the success of an organization.

Although this has been recognized in most organizations, there remains a
need for trainers to maintain a high profile, highlight their successes and
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encourage those who ignore or merely pay lip service to the training function
to make better use of what is on offer. There have been many instances of the
expertise of the training department being overlooked as a result of initiatives
such as empowerment, which has given line managers the opportunity to make
their own decisions about training needs and how they can be met. However,
not all line managers have the necessary skills or experience to identify needs
accurately, or the necessary knowledge to be able to select the most appropriate
form of training or the most appropriate provider.

It is against this kind of background that trainers have to market their
expertise and the services they have to offer. Very often it is the reactions of
former trainees that influence line managers’ decisions about the value and
effectiveness of training, and their perception of the training function. Image
is the key factor in marketing, and the training function needs to be proactive
in promoting that image and not leave it to chance.

This proactivity includes being involved whenever there is a change to the
organizational structure, when business plans are written or reviewed, and
when there are changes to the staff and the skills and knowledge that they
require. In order to achieve this it is important to identify the key players, the
decision makers and those who hold the ‘purse strings’ within the organization,
and to become their advisor on all matters relating to training and develop-
ment. In developing this relationship manager role, a large proportion of time
needs to be given to listening. That involves listening not only to those in the
power positions but to line managers and to staff, and showing them that the
training function is able to meet the need, and that the training can be structured
and delivered in a way that suits them. In some cases the training function may
not be able to meet the need from its own resources but it should be able to
offer outside providers or recommend alternative forms of learning. By offering
such a service, it helps to develop a system by which all training and develop-
ment issues are channelled through the training function.

However, this only works if the training function and those in it have the
respect and confidence of line managers. This is down to image. First impres-
sions really do count, and trainers need to give careful and deliberate considera-
tion to how they want to be seen by all of those who become involved with
them. One might expect such words as ‘professional’, ‘well organized’ and
‘responsive’ to be included. It is easy to make a list but it is more demanding
to limit that list to four or five key descriptors, and then to develop and
implement strategies and guidelines to ensure that the desired image is created
and maintained.

The majority of effective trainers apply such image-creating practices as a
matter of course. The pride that they have in their professionalism makes it
common sense to them, but it is worth giving some consideration to these
practices from the marketing perspective. They include:
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� Appearance. All members of the team should look smart and be alert. They
should be responsive, welcoming and supportive. The manner in which
telephone calls are dealt with, the way in which visitors are treated, the
way in which training is delivered and the way in which participation in
meetings is exercised have a great impact on image.

� Punctuality. Training sessions should begin on time and as far as is practical
the timings for sessions should be adhered to. Even though some trainees
may be late, the trainer should always be in attendance. Being on time for
meetings and appointments is equally important, and a prompt follow-up
letter or memorandum to summarize what has been discussed or decided
underlines the efficiency of the trainer.

� Administrative procedures. Standard administrative procedures should be
drawn up in such a way that all of the training team are familiar with them
and are in a position to advise or initiate them when needed. These include
receipt and confirmation of nominations for courses, booking rooms and
catering.

� Correspondence. A standard format for letters, memoranda, e-mail, joining
instructions etc should be used by the whole team.

� Training facilities. The appearance of the training facilities is as important
as personal appearance. It is accepted that in many cases the training
function is not allocated the best of accommodation. However, a clean
environment which is free of broken and unwanted furniture, together with
appropriate seating arrangements and an uncluttered well laid-out training
room, goes a long way to compensate.

� Training materials. As with correspondence, items such as handouts,
exercises, pre-course material, OHP/PowerPoint slides, and questionnaires
should conform to a house style which identifies the material with the
training function. They should be neat, well designed and up-to-date.

� Packaging. Ring binders or files for course material should be of an
appropriate size for what they have to contain. An attractive and well-
designed cover or front sheet, particularly one that indicates the material
has been designed to meet the needs of a specific group, shows that special
attention has been given to them.

� Learning strategies. Activities such as role-play, discussion, case study and
syndicate work need to be supported with clear and specific guidelines.
The management of these activities demands close monitoring, intervention
when direction is lost, and realistic allocation of time so that the exercises
are actually completed and debriefed.

� Language level. In addition to an appropriate level of language being used
in written materials and in the delivery of training, it is important to ensure
that in meetings everyone understands what the trainer is talking about.
Senior managers are not impressed by the use of technical terms they do
not understand.
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� Advertising. Keeping training ‘in the public eye’ should be an ongoing
activity. It has been suggested already that trainers should become involved
in meetings and events at organizational level. In addition, trainers can
make use of house journals to promote training by submitting articles,
success stories and course reviews by former students, photographs, details
of forthcoming training events etc. The training function may be able to
produce its own newsletter or make use of an intranet to promote its role.
Offering to speak at meetings to update senior staff on trends, achievements
and the results of evaluation exercises may also be of value.

� Staffing. In order to maintain the image the training function wants, staff
should be selected who will help to uphold that image. It is to be expected
that they are sufficiently qualified for the role to have credibility, and that
provision is made for them to receive further training and to develop their
skills and knowledge.

This list is not intended to be exhaustive, and experienced trainers will be able
to add to it. Its intention is to focus on a few critical areas so that those damaging
nightmare scenarios do not occur.

It is a reasonable guess that most trainers have themselves experienced some
if not all of the following:

The trainees arrive at different times clutching badly duplicated maps and joining
instructions which show different times for the start of the course. They are set to
work by the trainer to arrange the seating and stack unwanted furniture at the back
of the room. The trainer leaves to find out what has happened to the coffee and to
collect his notes and the handouts which hadn’t come back from photocopying when
he arrived. The course eventually gets under way. The trainer writes the objectives
on a flip chart using different coloured pens because some of them had dried up.
The coffee arrives. . .

There is no need to continue. The implications of the image that has been
created are clear.

However, more needs to be done than creating the desired image. Stuart and
Long (1985) suggest that trainers look at their activities from a marketing
perspective. Marketing may be defined here as ‘promoting the right product
at the right price in the right place at the right time’.

From this viewpoint the activities of the trainer should focus clearly on the
real needs of its internal clients. The trainer ’s marketing efforts should be
attempting to provide a match between the resources of the training function
and their needs. In order to fulfil this requirement the trainer must be quite
definitely customer/client orientated. This might involve the training function
in:
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� initiating reactive investigations;
� persuading other functions to look at the manpower implications of their

future plans and initiatives;
� helping other functions to anticipate their training and development needs

by the training function itself carrying out forms of market research into
the training requirements of new technology, systems, etc;

� working within the ‘art of the possible’ – attempting to match its abilities
and resources with the needs of its clients and if there is any shortfall
advising how this may be satisfied by internal or external means;

� being prepared to implement the ‘quick and clean’ approach while still
having an overriding concern with the quality of the product;

� carrying out pre-delivery and after-sales services including pre-course
questionnaires, briefing and debriefing sessions;

� presenting training through various strategies and tactics, as an opportunity
for clients and not as a threat or as a bureaucratically and centrally
organized hindrance.

Stuart and Long believe that this marketing orientation is, in some areas of
training, preferable to the production, sales, finance and people orientations
which they describe in fairly critical terms. A summary of what these orienta-
tions involve is set out below:

� Production orientation There is in this orientation an over-emphasis on the
absolute quality of the service being offered. Obsessive concerns with detail,
high development and design costs, inflexibility of programmes, and trainer
rather than learner centredness characterize this approach.

� Sales orientation Not surprisingly selling the product, without necessarily
emphasizing the quality, is at the root of this approach. ‘Bottoms on seats’
is the overriding consideration with learning outcomes and appropriateness
taking very much a ‘back seat’.

� Finance orientation Cost is the major factor influencing the training decision
in this approach and not effectiveness of learning. Although cutting back
on costs is often the main concern of a trainer working within this
orientation, ironically on some occasions the converse may be true. There
are trainers who think good training must be expensive or seen to be
expensive. ‘Never mind the quality look at the width’ or ‘An ounce of image
is worth a pound of performance’ are sentiments which often motivate both
the finance and sales-orientated training function.

� People orientation This orientation might be retitled self-orientation. The
trainers produce programmes more in line with their own interests than
those of their potential clients. Such interests may be rather esoteric and
‘progressive’ and consequently divorced from matters of particular every-
day relevance.
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It requires little imagination to predict what can happen eventually to the image
of the training function if one of the above orientations comes to dominate the
thinking and attitudes of training personnel.

ETHICS AND THE TRAINER

At all times, in exercising the requisite skills and competencies to fulfil the
foregoing roles, trainers must conduct themselves in an ethical manner in the
course of their dealings with trainees, clients and fellow professionals. Ethical
conduct refers to the behaviours, attitudes and judgements recognized as
appropriate to a particular domain. In relation to training, as Harrison (2005)
has pointed out, ‘. . . ethical practice lies at the heart of true professionalism,
so we must confront at least some of the basic issues’. Although, as she con-
tends, there may be difficulty in identifying what is and what is not an ethical
issue, nevertheless there are situations and demands that the trainer must
obviously respond to in a moral and ethical fashion if their integrity and probity
is not to be brought into question. Drawing heavily on the British Psychological
Society’s ‘Code of Ethics and Conduct’ (2006) and the authors’ extensive experi-
ence, set out below are ways in which trainers must or should ethically handle
some of the key considerations they may face:

� Record Keeping – collect and maintain appropriate and accurate records
consistent with professional purposes and legal requirements.

� Confidentiality – do not disclose details of client organizations or of trainees
to other parties, internal or external, unless there is a legal obligation to do
so or legitimate authority has been given.

� Copyright – attribute theories and models referred to in handouts and in
training sessions to the correct originators and not take credit for ideas
produced by others and not plagiarize or neglect to acknowledge the work
or contribution of others.

� Research Authenticity – report accurately and fully research results that
inform or impinge on training activities.

� Personal Competence and Development – maintain and develop their
knowledge and skills by undertaking some form of Continuing Professional
Development, possibly through membership of a professional body.

� Training Material – keep training material used on programmes and
assignments current and up-to-date.

� Provide Value for Money – use appropriate resources and, unless there are
sound professional or economic reasons, not show favour to particular
providers, locations, etc.

� Financial Probity – manage any financial matters honestly and not seek to
gain any pecuniary advantage through the training or consultancy activity
undertaken by offering trainees or clients financial inducements in order
to obtain future work or favours.
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� Honesty – provide accurate information about self, qualifications and
experience; not make claims about their expertise that are unjustified.

� Off-the-Shelf Programmes – do not take an off-the-shelf programme and claim
that it is tailor-made.

� Sensitivity – be alert to a trainee’s needs, abilities, disabilities and difficulties,
and to cultural and ethnic differences in relation to the content of and
methods of training employed.

� Objectivity – give trainees or clients honest and objective feedback about
training performance or organizational research results at appropriate times
and in a manner that respects their integrity and sensitivities.

� Compliance – comply with relevant legislation on equal opportunities,
human rights and how these relate to training.

� Line Management – resist pressure from general/line management to make
assessments on trainees’ training performance unless this is an agreed and
integral part of the programme and clearly understood by trainees.

� Relationships with Trainees – do not develop intimate or personal
relationships, including sexual, with trainees, clients or colleagues during
the course of a training programme or assignment as this may adversely
affect outcomes and relationships.

� ‘Shop’ Fellow Professionals – do not turn a ‘blind eye’ and be prepared to
inform on fellow professionals or others if they do not respond in a
constructive way to advice to desist from performing or behaving in an
unethical fashion.

� Health – urge fellow professionals who have physical or psychological health
problems that are hindering their performance to seek professional help or
advice; do the same if experiencing similar difficulties.

� Safety – ensure the necessary safety measures are in place when carrying
out training exercises that are potentially risky and not to put trainees
through exercises that might harm them.

� Consistency – behave consistently over time and towards different trainees
by not showing favouritism, as this may unfavourably affect group morale
and give one or several trainees an unfair advantage.

� Codes of Conduct – establish clear codes of conduct and behaviour at the
outset of and during the course of a training event or assignment and adhere
to and not contradict or ignore these codes.

� Respect – appreciate and value the knowledge, skills, intelligence, insights
and experience of trainees, and not demean or undervalue their
contributions.

� Atmosphere – do not create an intimidating, hostile or offensive training
environment, and not indulge in behaviour that is designed to ridicule,
disparage or abuse trainees or contacts.

� Realism – do not raise unrealistic expectations about what a training course
or programme can achieve with trainees or clients.
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THE IMAGE OF TRAINING

It is easy to follow and to appreciate the logic which demonstrates how
organizations and those individuals who work in them could benefit from well-
planned and well-directed training programmes. It could be said that one
doesn’t have to make the case for training. In fact, many who occupy senior
and executive positions have publicly endorsed the claims that can be attrib-
uted to training and extol the competence and the contribution of their own
training departments. However, this leaves us with something of a riddle
because a close examination of the staffing, function and status of training
departments does not always reflect the apparent views and attitudes of
organizational chiefs.

It is worth spending a little time considering the factors that might explain
this conundrum. An indication of the status of training departments or sections
is often found by a glance at the organizational chart. Usually, training is placed
in a box which is remote from the main operational functions or sometimes it
shares a box with another function in the general area of human resources.
Furthermore, the level of the manager who heads training is rarely equivalent
to that of other managers with whom he has to plan and negotiate for resources
and staff. It is rare, for example, to find training to be represented directly in
the boardroom.

The attitude adopted by a number of line managers towards training is
reflected in their failure to appreciate the limitations of training and the
complexities of the learning process in general. These managers see training
as some kind of panacea for all the performance deficiencies of their staff. They
often abrogate their responsibility for thoroughly analysing the causes of these
deficiencies. In many cases they ignore the fact that the causes could be
attributed to organizational or environmental factors such as poor supervision,
inefficient work practices or poor motivational strategies rather than to a
shortfall in individual knowledge and skill. However, despite this oversight,
training is still blamed for the lack of improvement in performance. Further-
more, even when the causal analysis has been undertaken effectively and
appropriate training has been delivered, some managers do not appreciate the
important role they play in ensuring that the post-training environment is
conducive to reinforcing and consolidating the learning that has taken place
on the training programme. The consequent skill loss and poor performance
is still laid at training’s door.

Another factor relates to those who have been recruited into training
positions. There are still many training or human resource development
managers who have been appointed because they may not have been amongst
the better performers in operational areas and have been moved into what are
wrongly perceived as less critical roles. For some, appointments to the training
department have been pre-retirement jobs. A glance at their career paths plus
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the evidence from their performance, their lack of knowledge, qualifications
and experience in training and development, together with the low morale that
this engenders in their training teams, challenges the wisdom of such moves.

On the other hand where ‘high flyers’ have been selected for training they
have endeavoured to make their stay as short as possible for fear of jeopardizing
their career prospects in the operational functions. It is hardly surprising that
attitudes to training have been influenced by experience of these kinds of
situation.

There is also a concern about the effects of training. By comparison with other
departments which may be involved with production, sales and marketing,
there has always been some question about the measurable effect on individuals
who have participated in training programmes. On the basis of their research
Mangham and Silver (1986) suggested that the incidence of training was not
always related to company performance and that some companies which were
doing no training at all were as likely to be successful as those who did a great
amount. This is supported in a study of 80 of the largest business organizations
in the United Kingdom in which Hussey (1985) found that only 33 per cent of
the respondents felt that there was a direct link between training and the
achievement of corporate objectives. Very few of these organizations assessed
the full cost of training activities and therefore were unable to evaluate the
benefits.

If these kinds of situation are common then one can understand why training
has been seen as a cost to the organization rather than an investment and why
it is that the training department is the first to suffer when there is a recession
or when cuts have to be made.

Another part of the riddle which impacts on the training department is the
pressure on, and the demands made of, operational departments. Line man-
agers are faced with a dilemma when they acknowledge the value of training,
recognize the need for their staff to be trained but cannot spare them the time
away from the job to undertake the training. In many cases this has led to
apathy all round and this has been supported by a number of staff in training
departments who have admitted that their organization’s training programmes,
particularly those in management development, are little more than cosmetic
– an internal public relations exercise.

Research by Ashton, reported by Woodcock (1991), led him to conclude that,
in fact, there has been a change in attitude in recent years, particularly among
larger companies. This view was supported by the findings of a survey carried
out in the United Kingdom by Harbridge Consulting Group (1991). They
revisited a number of large organizations which they had first surveyed in 1982.
In over 50 per cent of the sample of 57, their overall impression was that training
and management development activities were more closely integrated with
corporate strategy and objectives than had previously been the case, and that
there was more top management involvement in these functions.
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Organizations responded by making new demands on their training depart-
ments which will test their professionalism and should bring their activities
more clearly into line with achieving their organizational objectives. For
example, the traditional long courses, which last several weeks, have lost
favour. While it is appreciated that such courses have considerable value in
changing and developing attitudes, they are time-consuming and costly. Now,
there is a much greater call for short skill-based courses, for training to be
delivered on demand and for trainees to be given the skills of learning so that
they become more responsible for, and more in control of, their own develop-
ment. In a number of instances this means that the workplace will become the
centre of training activity because it is here that the equipment to provide
training can be found and it is here that the knowledge and skills that have
been learned will be put to the test. Above all there is a demand for value for
money.

Even so, the Department for Education and Employment’s Skill and Enter-
prise Network Briefing document (1999) drew attention to the fact that, in 1998,
the proportion of adults in the UK with qualifications at the technician level
and above was only half that of Germany, mainly because of the large number
of Germans who had undertaken apprenticeship training. The proportion of
UK adults qualified to intermediate level and above was also well below that
of France.

Training departments can no longer work in a vacuum and be judged by the
stability of, and the number of courses they run, the low budgets upon which
they can operate and a stack of ‘happy sheets’ recording the end-of-course
reactions of former trainees. Training courses must become linked closely with
corporate objectives and training will have to be judged by the effectiveness
of those who have been trained to perform the jobs which contribute to
achieving those objectives. This, in turn, should bring training into the board-
room.

All of this means that the trainer will have to develop a new role which
demands a much higher level of professionalism. Traditionally, the theory
which underlies approaches to training implies a thorough but pedestrian
process. As a result training has often been accused, not without cause, of being
too slow to react to organizational demands. By the time training had responded,
the game had moved on and something different was required.

What is needed now is a different approach. The training department cannot
stand still while change is going on all around it. Trainers need to modify their
attitude towards the demand for speed of response. They might react initially
to this by describing speedy response as being ‘quick and dirty’. However, this
censure can be accepted only in part because trainers must work towards being
‘quick and clean’. The days of the leisurely approach are unlikely to return. This
does not mean that a less skilful approach is called for or that there should be
a neglect of proper practice. Trainers need to be more adept in taking calculated
risks and short cuts and in drawing upon their own experience and that of their
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colleagues. This means that the trainer has to be even more knowledgeable in
order to appreciate the level of such risks and the size of the short cuts.

Therefore, a thorough understanding of the ‘ideal’ approach and the theo-
retical aspects of training become even more important. In the past trainers have
tended towards caution to guard against being the ‘whipping boys’ when
things have gone wrong, but it must be recognized that without a new profes-
sional approach the whip could be even more painful.

Speedy response is not the only factor in influencing a more effective and
more influential role for the training department. Trainers need to be able to
plan and mesh with the organization’s long-term plans for marketing, financial
and operational concerns and to take on new and additional responsibilities
as human resource needs become more complex and varied.

Trainers also must be able to provide more in-house consultancy as organiza-
tions pursue programmes of motivation and creativity and they must become
more involved with the investigation of different organizational problems. As
mentioned earlier, there is an important role for trainers to play in the manage-
ment and administration of organizational development. This means that
trainers should play a more proactive role in making a company effective rather
than simply maintaining existing systems.

In addition, a closer relationship must be established with operational
functions. Trainers must become more sensitive to what works best for man-
agers at the ‘sharp end’ rather than concentrating on what is best for trainers
and what always has been done in the past. In turn, being closer to the
operational functioning of the organization, trainers are able to spot trends in
the socio-technical system, eg absenteeism, turnover, etc, and help to seek
solutions through research in the areas of job engineering, job enrichment, etc.

A FINAL WORD

From reading this book the impression may be gained that training is a complex
business which is beset by constraints and frustrations. There are many trainers
who would agree with this viewpoint. However, in those organizations which
understand training and have used it as a principal instrument in the pursuit
of their corporate objectives, the trainers have gained considerable job satisfac-
tion and the organization has seen a valuable return on its investment in the
training function.
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Appendix 1

Methods for Obtaining
Information about
Performance Problems and
Job/Task Content

STRUCTURED INTERVIEW

Description

A face-to-face conversation structured around a checklist of prepared questions
(usually a mixture of open-ended, problem-solving and closed questions, ie
Yes/No or rated answer questions) that can take place in or away from the
workplace. The interview can be conducted with any individual or a small
group who may have relevant information. These might include job holders,
supervisors, higher management or, in some cases, the customer.

Purpose

To investigate reasons why certain units or individuals in the organization are
not performing satisfactorily or to gather information about jobs and tasks. The
views, opinions, attitudes, perceptions and observations are obtained from key
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personnel connected with the job or task under review. More senior personnel
may need to be included when behavioural problems are being investigated
to see how they perceive the nature of the problem and why it is believed to
be important.

Recording information

The information can be recorded on prepared interview schedules (these may
include pre-coded answers) while the interview is taking place or written up
later from notes taken at the time. Sometimes it may be possible to tape-record
the interview and then categorize and analyse the content later.

Level – time/response

Normally, the interview is an appropriate instrument to use at the occupational
and individual levels of investigating training needs for both present/reactive
and future/proactive studies. It may be employed also in a supplementary or
back-up role in organizational studies.

Advantages

� Permits responses to be probed in detail to reveal facts, fictions and feelings.
� Useful for long- and short-cycle jobs.
� Flexible in terms of time allowed for each interviewee.
� Useful for jobs with high psychological content.
� Has face validity.

Disadvantages

� Expensive in use of time. Some interviews could take up to two or three
hours.

� Could be the slowest way to obtain information. Setting up and arranging
the interview can be a protracted process in itself.

� The interviewee can distort the facts, not answer candidly or may have
difficulty in verbalizing what he or she does or feels.

� The interviewer needs to be skilful and therefore thorough and possibly
expensive training has to be undertaken.

� In group interviews, some individuals may feel inhibited by more senior
or dominant personalities and may not contribute reliable information.
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OBSERVATION

Description

A period of time dedicated to watching a job holder performing the various
tasks which make up the job. The observer can watch an individual or a number
of people doing the same job or task. It can be used in conjunction with the
interview in the workplace.

Purpose

To gain a clear picture and an understanding of a job or a task within its
environmental, social and psychological context. The observer can compare and
contrast the styles and skills of an individual with others doing the same work
and with existing job descriptions, standard operating procedures, etc. When
used with the interview in the workplace it provides cues and prompts for the
interviewer to probe.

Recording information

Information can be recorded at the time on prepared grids or checklists or noted
on a prepared grid after the event to match the observations that have been
made.

Level – time/response

Observation is best used at the individual and occupational levels of investigat-
ing training needs for present/reactive and future/proactive studies.

Advantages

� Clear picture gained of total job conditions.
� When observation is used by itself, it does not interrupt work process.
� Flexible in use of time.
� Useful for short-cycle jobs.
� When used with the interview it enhances the quality of information

gathered.
� Has credibility.
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Disadvantages

� Can be time-consuming for long-cycle jobs.
� Not all of the job may be observed depending on frequency of tasks.
� Job holder may feel inhibited, may resent close scrutiny or may behave in

an uncharacteristic way.
� Difficulty in recording observations in a usable format.
� May require skilled observer with some knowledge of the job or task in

order to ‘make sense’ of the observations.

QUESTIONNAIRE

Description

A document which contains questions that may be set down in a variety of
formats: closed, open-ended, forced choice, priority listing.

Purpose

To gather data about jobs and tasks and the job holders’ attitudes towards
various aspects of work. Job holders may be asked to indicate how they view
the levels of difficulty and importance of the tasks they carry out and how
frequently they perform them. Questions could focus on areas of distaste or
dislike and seek information relating to experience, training and motivation
of job holders.

Recording information

The questionnaire format itself provides the outline format for recording
information. However, provision may need to be made to record answers to
questions from which comparisons can be made (eg different categories/grades
of staff and how they respond). Answers to open questions need to be scanned
for common themes and then recorded in the same ways as other items.

Level – time/response

An appropriate instrument to use at the organizational and occupational level
of investigating training needs for both present/reactive and future/ proactive
studies.
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Advantages

� Comparatively inexpensive to produce and administer.
� Can be used with large numbers if adequate facility for collating data is

available.
� Can be used with job holders over widely dispersed geographical area.
� Design should enable job holder to respond easily and quickly.
� Can provide basis for an interview or series of interviews.
� Easy to distribute.
� Data is collected in standardized format.

Disadvantages

� Generally, response rate to questionnaires is not high.
� Assumes that the questions cover all aspects of the job being investigated.
� Questions may be ambiguous or misunderstood by respondent.
� Inflexible as an instrument.
� Answers to open questions are difficult to standardize and to quantify.
� Analysing information can be time-consuming.
� Design skills are needed to produce a questionnaire which will give reliable

data.
� Response rates for questionnaires may be low which in time may bias the

database and conclusions.

PARTICIPATION

Description

A period of time during which the investigator undertakes the tasks and
responsibilities of the job holder.

Purpose

To gain a closer understanding of the work involved particularly in respect of
those tasks which the job holder finds it difficult to explain and when new
procedures, new equipment, etc are being introduced and there is no one who
has any expertise or experience in the job to whom the investigator can refer.



Appendix 1 311

Recording information

The circumstances of using participation as a technique often make it difficult
to prepare any specific method for recording information in advance. However,
some form of checklist could be produced when it is a job that exists already.
For new tasks and procedures, etc, the analysis and recording may have to be
developed concurrently or post hoc.

Level – time/response

Participation is used mainly at individual and occupational levels of investigat-
ing needs and both in present/reactive and future/proactive studies.

Advantages

� Gives a feeling for the physical, social and psychological working conditions.
� Gives an experience of the difficulties and distasteful aspects of the job.
� Enables the investigator to work at own speed to help understanding.
� Useful for short-cycle jobs which are easy to pick up.
� Can be used to sample tasks within the job.

Disadvantages

� Experiences and feelings of job holder not necessarily the same as those
experienced by investigator.

� Information collected could be incorrect.
� With long-cycle jobs investigator cannot do everything.
� With complex tasks and those which require lengthy training often

involving development of a ‘knack’, the investigator cannot get involved.
� May have an effect on job holders which makes them behave in an uncha-

racteristic way.

SELF-WRITTEN JOB DESCRIPTION

Description

A job description which is the product of analysis carried out and written up
by the job holder.
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Purpose

To produce a comprehensive description of a job which draws upon the
perspective and experience of the job holder to distinguish between the levels
of importance and difficulty of the main tasks and duties which make up the
job.

Recording information

The job holders can record all relevant information on a pre-formatted job
description form which can be collated by the investigator.

Level – time/response

The self-written job description best lends itself to use at the individual and
occupational levels. Its main use is for the reactive approach and in particular
for those jobs that have been in existence for a long time and for which no
formal training exists.

Advantages

� Presents the job from the job holder’s perspective.
� Can be quick and inexpensive.
� Information provided in job description format.
� Different viewpoints reflected if more than one job holder used.

Disadvantages

� Job holders may find it difficult to analyse their duties and tasks.
� Job holders may find it difficult to write the job description.
� The information may be incomplete and would need to be checked.
� Difficult to standardize – investigator would need to design format and

give detailed instructions on how to draw up the description.
� Job holders could overestimate or underestimate the importance and

difficulty of their jobs and the tasks within it.
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WORK DIARY

Description

A structured log which is filled in by the job holder on a continuous or a
periodic basis to record the activities which make up a job.

Purpose

To record information about jobs which can indicate the tasks undertaken by
the job holder, the frequency with which they are performed and the length of
time spent on each task, or to sample activities performed by the job holder.

Recording information

Job holders record details of their activities on pre-formatted log sheets which
can be collated by the investigator.

Level – time/response

The diary or log best lends itself to use at the individual and occupational levels.

Advantages

� Useful for long-cycle jobs.
� Comparatively inexpensive.
� Can be used with job holders over widely dispersed geographical area.

Disadvantages

� May take a long time to collect data.
� Job holders need instructions on how to complete the diary.
� Can be time-consuming.
� Can be a nuisance for job holder to carry around.
� Could be an interruption to the working activities of the job holder.
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FILM-VIDEO-PHOTOGRAPHY

Description

A pictorial record of the activities and skills of a particular job or task.

Purpose

To investigate those activities and skills which are complex, speedily performed
or which contain a high level of interpersonal skill. Using the media of film
and video, the investigator is able to view repeatedly the information which
has been recorded to ensure accurate analysis.

Recording information

The film or video is in itself a record but is not in a usable form for analysis.
The investigator would record the information in the same way as for observa-
tion using prepared grids and checklists.

Level – time/response

This technique is best used at the individual level and on occasions at occupa-
tional levels when investigating present/reactive studies.

Advantages

� Provides a permanent record of the job as it exists at the time of recording.
� It can be viewed many times over without further interruption to the job

holder.
� A team of investigators can analyse and discuss the performance without

interruption to the job holder.
� Fine detail and precise movements can be examined using slow motion

and freeze-frame facilities.
� The camera can be less obtrusive than an observer.
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Disadvantages

� Can be time-consuming and expensive to set up equipment.
� Time has to be given to analysis.
� Not practicable for long-cycle jobs.
� May affect behaviour of job holder.
� Ethical considerations may make it limited for use in application of

interpersonal skills.

STUDY OF EXISTING PERSONNEL RECORDS

Description

A detailed analysis or an outline review of personnel documents such as job
descriptions, appraisal forms, training records, memoranda of interviews, job
evaluation documents, employee records concerned with grievances, turnover,
accidents, etc, which relate to the job/task being studied.

Purpose

To gain an insight into a particular job before a detailed study begins, to assist
in providing a framework for asking questions and recording data and to
confirm or otherwise data collected already.

Recording information

Documents such as job descriptions may already have information recorded
in a set format in which the investigator has an interest.

Level – time/response

A study of documents is appropriate at the occupational and individual levels
of needs and applies to the reactive approach when job changes are envisaged.

Advantages

� Provides investigator with an overview before the study begins.
� Could provide useful framework for the study.
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� Can provide attitudinal information such as reasons for leaving, difficulty
and failure.

� Doesn’t interrupt work of job holder.
� Provides clues and hints to areas of difficulty.

Disadvantages

� Personnel records may not be accessible or cannot be released for reasons
of confidentiality.

� The information may be out of date.
� It could take a long time to collate the information.

TECHNICAL CONFERENCE/GROUP DISCUSSION

Description

A discussion centred around a job to which a number of people who are
connected with that job contribute to the study. Those present could include
the job holder(s), supervisors, managers, technical experts, etc.

Purpose

To gather relevant information about every aspect or specific aspects of a job
when direct access to the job is difficult, when there are differing views on how
the job should be carried out and when jobs are likely to change significantly
in the content or operating methods.

Recording information

It is difficult to record information during the discussion because in many cases
information available in advance is limited and not always sufficient to prepare
grids and checklists. A tape recorder is useful in these circumstances.

Level – time/response

The technical conference can be used best for investigating training needs at
the occupational and organizational level and has a particular value in the
proactive approach when perhaps a new job is being introduced.
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Advantages

� Provides opportunities for different perspectives on the same job.
� Group contribution can see problem areas and aspects of the job that the

job holder might miss.
� Potential for all aspects of the job to be covered.

Disadvantages

� Could be expensive and time-consuming.
� May not produce the kind of information the investigator wants.
� Needs skilful control of the group.
� Participants of junior status could be inhibited by senior-status staff or

influenced by peers of strong personality.
� Analysis could be time-consuming and difficult to structure.
� In proactive situations there could be a battle of wills.
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Appendix 2

Sampling

In the context of investigating the performance of job holders, sampling is a
technique which enables the investigator to draw conclusions about all holders
of a particular job by studying the performance of a selected group or sample.
The technique can be used in many other contexts where large numbers are
involved and is accepted as a reliable instrument when applied properly.

Advantages of sampling

� Cost-effective in terms of fewer interviews or questionnaires, fewer staff
needed and less time required to collect and analyse data.

� Fewer subjects in the investigation mean that more time can be dedicated
to in-depth study and to analysis of data.

Disadvantages of sampling

� If the sample isn’t chosen carefully the findings could be inaccurate or
misleading.

� Jobs which sub-divide into a variety of activities may not be represented
fully if the sample is not large enough.

� There is always the chance that some information will be missed especially
tasks which are either performed infrequently or by only a few of the job
holders.
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METHODS OF SAMPLING

There are two main methods of sampling:

� random sampling;
� stratified sampling (proportional and disproportional).

Random sampling

This form of sampling assumes that each individual has an equal chance of
being selected as a member of the sample. This means that they would be
selected by such random methods as drawing names out of a hat, selecting
names at regular intervals from a list, using a table of random numbers, etc.

It is best used in investigating job performance when little or nothing is
known about the job or those who do it. The randomness of the selection of
the sample should reveal a clear picture of the variability of the group as a
whole (ie the total population). However, many trainers would not be in the
position of knowing so little about the job and would be unlikely to rely upon
the chance of the method of selection to provide a reliable sample.

Stratified sampling

This method of sampling is usually regarded as the most proficient method
for obtaining a sample which is representative of the population.

Proportional stratified sampling

This is the description given to a sample which is taken from each sub-group
or part of the organization (eg job holders, supervisors, trainers, etc). The
proportion or percentage taken depends on the size of the total population but
is the same for each sub-group.

The main advantage of proportional stratified sampling is that it ensures that
there is a balanced representation within the sample of the features of the group
as a whole.

Disproportional stratified sampling

This is the description given to a sample which is made up of an equal number
of individuals from each sub-group irrespective of the numbers in each sub-
group. It is a useful method when sub-groups are being compared but the



320 Appendix 2

results must be weighted according to the numbers in the sub-groups. For
example, when 10 members of each sub-group are selected to make up the
sample, this figure should represent all members of one group but perhaps only
a small proportion of another.

Main advantages of stratified sampling

� It ensures that all essential sub-groups and activities are included in the
investigation.

� It saves time because it usually requires fewer people to study.
� It can be directed towards geographical location and availability of

individuals.

Main disadvantages of stratified sampling

� The trainer or investigator must have a detailed knowledge of the activities
and grouping of the total population.

� It could become complicated, especially if weighting is involved.

SAMPLE SIZE

There is no easy answer to the question of what the size of a sample should
be. It is conceivable that a sample of one would be sufficient to represent a large
population whose work is strictly procedural and not subject to local variation.
When this is not the case it is just within the bounds of possibility that a total
population study may have to be carried out.

The sample should be small enough to make the study efficient but large
enough to ensure that useful information is not lost. It is good practice to err
on the large size rather than to take too small a sample.

Factors which influence the size of the sample include:

� size of the total population;
� number and nature of sub-groups within the total population;
� geographical distribution of total population;
� level of accuracy required;
� constraints affecting the investigation such as time, staff available, resources,

budget, administrative support, etc.
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Appendix 3

Example of a Learning Journal

Name Karen Farthing

Department Training

Date of Commencement 14 March 20XX

This journal serves a number of purposes:

� It helps to reflect on what has been learned and the ways in which
benefit has been gained from different learning events.

� It provides a record of personal development which can be used for
course debriefs, updates with training and development advisers and
appraisal with line managers.

� It can be included as part of a Portfolio of evidence for those working
for Vocational Qualifications.
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NAME Karen Farthing –––––––––

COURSE/WORKSHOP TITLE Train the Trainer –– DATE 14–18 March 20XX

EXPECTATIONS. Write a brief outline of what you expect to gain
from the course/workshop. Include any points
discussed during your briefing.

How to plan and organize my training sessions and to allocate time properly.

Way to get trainees involved.

Mostly, I want to develop my confidence and identify ways in which I can
improve. I hope that the practice sessions will help me in this respect.

EVALUATION. Consider your expectations and comment on what
you have gained from the course/workshop as a
whole. Include details of any further training or
developmental needs that have to be met.

Most of my expectations have been met together with a number of needs that I
didn’t realize that I had until I came on the course, eg using visual aids properly,
personal skills and questioning techniques.

I now feel more confident and have confidence in my planning. I am still not very
good at self-appraisal and need someone to give me feedback on my sessions over
the next few weeks.
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NAME Karen Farthing –––––––––––––––––––––––

LEARNING EVENT Train the Trainer Course  DATE 15 March 20XX

What I did/What happened

Watched video of my first practice training session and given feedback
by course tutor.

What I learned

I didn’t look as nervous as I felt and the places where I hesitated were
not as long as I thought. I need to learn the Introduction to my sessions
so that I can have more eye contact with the group and I must avoid
talking to the flipchart. I was pleased with the way I related to the group
and the time spent on preparation showed me how much easier it makes
the session.

LEARNING EVENT Train the Trainer Course ––– DATE 16 March 20XX

What I did/What happened

Tried to begin session by telling a joke to get the attention of the group. Somebody
shouted out the punchline and the joke fell flat. I lost confidence and it took me a
long time to recover.

What I learned

Not to tell jokes unless I am very sure of my ground. Tutor advised me that
amusing anecdotes are better; however, I shall try them out on colleagues first.
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LEARNING EVENT Train the Trainer Course –DATE 17 March 20XX

What I did/What happened

Filled in Questionnaire on Learning Styles and compared results with the rest
of the group.

What I learned

I scored highly as an Activist, (16); the other scores were 8 or 9. There was quite
a variance within the group. From the discussion with the tutor I learned that I
should make sure that I don’t try to impose my preferred learning style on others.
It has also helped me to understand why people react in different ways to learning
strategies.

LEARNING EVENT Meeting –––––––––– DATE 27 March 20XX

What I did/What happened

Attended meeting of local trainer support group for presentation and discussion
on Continuing Development.

What I learned

By attending the meeting I learned that it was a useful way of networking.

The presentation reinforced the message that it is not only professionals who need
to participate in Continuing Development Schemes. Everyone in the organization
should be involved in development programmes of some sort if the organization
is to cope with change and have a team that has developed a readiness and the
skills to learn.
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Appendix 4

Illustration of a Tutor’s Review
of a Course

TUTOR’S REVIEW
Instructional Techniques Course No 4

European Operations Division
5–17 May 20XX

BACKGROUND

1. This was the fourth of six special courses for
European Operations Division. There had been a
break of 10 months since the last course because
there was a restructuring within the Division, and it
took over six months to identify precisely how
trainers would function.

2. The TNA indicated that trainers needed the
additional skills of role-playing, case study and in-
tray exercise design, and feedback skills. This
resulted in the course being extended from one week
to two weeks.

Action
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INTRODUCTION

3. The course was held in the new annex of the
Marketing Unit because all Training Unit rooms were
in use and the course was needed urgently.

4. Eleven delegates attended the course (list attached),
one having dropped out at the last moment due to
illness. Alison assisted with teaching practices on
Thursday and Friday of Week 1.

COURSE PROGRAMME

5. The restructured course included three changes to
the old programme which were made as a result of
feedback from students and because of tutors’
dissatisfaction with teaching practices:

� The session on qualities of a good trainer was
reduced from 45 mins to 20 mins and changed
from a syndicate exercise to a group discussion.

� The visiting speaker was dropped because his
experience had proved to be out-of-date and no
longer relevant.

� A new session of micro-teaching was included to
practise ‘Introductions’ and ‘Conclusions’ to
lessons.

6. Week 2 contained all the new material which
included role-playing, case study and in-tray
exercise design, and feedback skills (new
programme attached).

COURSE REVIEW

7. Generally a good hardworking group. Only six had
been briefed by their line managers but everyone
was highly motivated.

8. Overall the programme fitted the allocated timings
well. Small adjustments will need to be made in Week
2 (see annotated programme).

9. The session on qualities of a good trainer worked
well as a group discussion but the session went over
time by 10 minutes. However, this was made up
before the end of the day.

MP – ‘Thank You’
letter to Tim in
Marketing Unit

Action
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10. The session on ‘Introductions’ and ‘Conclusions’
made a noticeable difference to the teaching
practices. Everyone said that they felt more
confident and it helped them to appreciate the
importance of a well-structured lesson plan.

11. Overall the teaching practices were far better than
have been seen before and Helen Taylor should be
recommended to her line manager as outstanding.

12. The new session in Week 2 fitted into the timings as
planned. However, it is recommended that role-
playing should be approached differently. The
scenarios were not appropriate to the group’s
needs, ie interviewing was not demanding enough.

13. A new visual is needed for ‘Tutor Skills –
Discussion Leading’.

14. All student handouts need ‘topping up’ – 30 of
each.

STUDENT REACTION

15. Everyone said that they had enjoyed the course and
felt more confident as a result of attending.

16. There was a general feeling that they thought they
knew about training until they came on the course,
but now had a different attitude. In particular they
appreciated the need for preparation and planning.

17. It was felt that the joining letter could have been
more helpful if it had listed some of the topics
which had been taught in teaching practices on
earlier courses.

18. There was total agreement that the role-play
exercises should be much more demanding and
include ‘tricky’ personnel situations. They also
wanted more time on this.

ADMINISTRATION

19. There were complaints throughout the week about
poor service in the hotel.

20. Two students had to ring up to ask for joining
instructions.

21. There was some difficulty in finding the annex to

Tutors discuss
with Trg Mgr

Liz

Liz

Liz review letter

Tutors discuss
with Trg Mgr

MP take up with
Admin Mgr

Trg Mgr
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Marketing Unit. If we use it again we need to send
out maps with joining instructions.

M Plumb
Course Tutor

Note: The attachments referred to in the text have
not been included.
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Appendix 5

Example of a Checklist to
Assess Trainer Performance

Trainer: ................................................Observer: ..........................................

Course: ................................................Dates: ................................................

Session: ............................................................................................................

Action points (if any) from previous observed session:



330 Appendix 5

Did not have a set of course
objectives OR objectives were
out of date and incomplete.

Did not have personal notes OR
personal notes were badly
written, badly organized and
incomplete.

Visual aids (including hand-
outs) contained out-of-date
information, were badly
designed or dirty and totally
irrelevant/inappropriate for the
subject being taught.

Training room was in disorder,
equipment had not been set up
or did not work.

Personal appearance was
untidy. Was late, flustered and
in a hurry/not bothered.
Showed little enthusiasm for, or
commitment to, the session to
be taught.

Had a complete set of up-to-
date course objectives, enabling
objectives and critical learning
points.

Personal notes were clearly
written, well organized and
covered thoroughly the content
reflected in the objectives.

Visual aids (including
handouts) were up to date,
well designed, in pristine
condition, totally relevant/
appropriate for the subject
being taught.

Training room was arranged in
the most appropriate way for
the session being taught. All
equipment had been set up and
checked in advance.

Trainer well turned out. Looked
confident and at ease. Reflected
enthusiasm for, and
commitment to, the session to
be taught.

Assessment

Listed in the columns below are indicators of low (Score 1) and high
(Score 6) levels of tutor performance. Indicate the level of performance observed
by entering a score on the scale of 1–6 in the box provided. When a behaviour
has not been observed or is not relevant to the session being observed enter X.

Preparation

High Score Indicators Score Low Score Indicators
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The Introduction included a
clear statement of objectives
and explained clearly the
context and structure of the
session.

Every effort was made to
motivate trainees and to
explain why they needed to
learn the subject matter.

The session was presented in a
logical order and divided into
appropriate and manageable
‘chunks’ of learning.

The material taught was
technically accurate, relevant
and complete.

Every opportunity taken by use
of questions, exercises or
discussion to confirm that
trainees had learned and
understood the session.

The Conclusion included
accurate feedback on the
achievement of objectives and
overall performance. Gave clear
summary and link with next
session.

Structure

High Score Indicators Score Low Score Indicators

There was no Introduction OR
Introduction was poor in that
objective(s), structure and
context of session were omitted.

No attempt was made to
motivate trainees or explain
why they needed to learn the
subject matter.

The session was presented in a
disjointed order without a
logical progression or was
delivered as one long unbroken
‘tell’ session.

The material taught contained
many inaccuracies, lacked
relevance and omitted
important facts.

Failed to confirm, in any way,
that trainees had learned or
understood the session.

There was no Conclusion OR
Conclusion was poor in that no
feedback or totally inaccurate
feedback was given on
achievement of objectives and
overall performance. No
summary or link with next
session.
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Posture, body language and
expression gave an impression
of enthusiasm and commitment
to the session. Alert in
movement and when seated.

Established/maintained a good
rapport with the group
demonstrated by relaxed
atmosphere, good eye contact
and easy two-way
communication.

Good use made of voice in
terms of range, pitch, tone,
emphasis and interest
supported by effective use of
gesture.

Notes were used easily and
naturally as a prompt. Trainer
was clearly familiar with
material to be taught.

Consistently encouraged
trainees to participate and
contribute to sessions when
appropriate. Listened to and
used or built on contributions.

Answered questions from
trainees accurately and with
interest.

Dealt with ‘difficult’ trainees
(eg those with limited aptitude
or slow to learn) with patience,
tolerance and tact in a detached
unemotional manner.

Tutor Skills

High Score Indicators Score Low Score Indicators

Posture, body language and
expression gave an impression
of total lack of enthusiasm and
commitment to the session.
Paced aimlessly or flopped on
desk/in chair.

Failed to establish/maintain
rapport with group
demonstrated by tense or
aggressive atmosphere, lack of
eye contact and uneasy or little
two-way communication.

No range, variation of pitch and
tone, emphasis or interest in
voice. Total lack of gesture.

Notes were relied on heavily – to
the point of reading them aloud.
Trainer was clearly unfamiliar
with material to be taught.

Discouraged or did not allow
trainees to participate and
contribute to sessions. Ignored
trainees’ attempts to contribute.

Failed to respond to questions
from trainees or answered
inaccurately or incompletely.

Showed no patience, tolerance
or tact in dealing with ‘difficult’
trainees. Became emotionally
involved and drawn into
confrontation.
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Tutor Skills (Continued)

High Score Indicators Score Low Score Indicators

Dealt with ‘difficult’ situations
(eg involving complex/boring/
conceptual material) with
empathy and in a logical and
appropriately paced manner.

Dealt with ‘difficult’ situations
(involving organizational/
departmental policy and politics)
tactfully without attacking the
‘party’ line.

Managed time to ensure that all
learning points were covered
adequately within the time
allocated OR made sensible
decisions on time allocation to
meet needs of trainees.

In discussion sessions had
complete control over time,
range of topics and participants.
Remained detached and
impartial; involved everyone
and achieved objective(s).

In syndicate exercises briefed
group clearly, monitored work
closely and prompted and
guided their efforts when
needed. Conducted a well-
structured and accurate plenary
session.

In role-play situations had total
control over flow and activity.
Identified situations needing
intervention before they
developed and intervened
without causing conflict.

Failed to identify difficulties
created by complex, boring and
conceptually difficult material.
‘Bulldozed’ through with no
concern for trainees.

With or without prompting
voiced personal and tactless
views in ‘difficult’ situations
involving organizational and
departmental policy and
politics.

Had no concept of time.
Complete imbalance of time
allocated to different learning
points. Overran/stopped short.

In discussion sessions lost control
to the point that it became a
free-for-all or dominated by one
or two personalities, involved
self too much. Failed to achieve
objective(s).

In syndicate exercises briefed the
group badly, left them to their
own devices or interfered to the
point of imposing solutions
upon them. Omitted or
conducted badly structured and
inaccurate plenary session.

In role-play situations lost
control of events and allowed
participants to go their own
way, develop confrontation
situations resulting in anger and
bad feelings.
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Had greatest of difficulty in
operating equipment. Left
switched on unnecessarily for
long periods, continually
masked view of trainees and
talked to screen.

Continually masked flip chart
from view of trainees and
talked to chart. Writing was
almost unreadable, thoroughly
untidy and contained many
misspellings.

Couldn’t get video to work.
Needed help from trainees or
another trainer. Paid no regard
to volume, colour etc.

Made frequent basic errors in
operating the equipment.
Failed to make recording or
made one of such poor quality
that it was not usable.

In giving feedback on inter-
personal skills was completely
objective, sensitive to trainees’
problem areas, constructive and
tactful in discussing remedial
action.

Tutor Skills (Continued)

High Score Indicators Score Low Score Indicators

In giving feedback on inter-
personal skills was rude,
offensive, biased and
inaccurate. Didn’t allow
participants to contribute.
Caused offence and
confrontation.

Use of Visual Aids

High Score Indicators Score Low Score Indicators

Had no difficulty in operating
equipment. Did not leave
switched on unnecessarily, did
not mask view of trainees or
talk to screen.

Used flip chart without
masking view of trainees or
talking to the chart. Writing
was very clear, neat and
accurate with good use of
colour.

Operated video easily, making
adjustments for sound and
vision as needed and without
detracting from viewing for
trainees.

Used camera and recorder with
ease and produced good
quality videos which provided
relevant and valuable feedback.
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Trainer’s comments on session

Observer’s comments on session with particular reference to action points from
previous observed session

Action points for next session
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