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About This Book

Why is this topic important?

Both in a classroom setting and in self-paced e-learning modes, it's not what you
tell (and show) the learner that counts. What counts is what they take away. For
learners to retain and intelligently use what has been presented, they must ask
questions, discuss, apply, and perhaps even teach the material. This book is a com-
prehensive guide to the entire gamut of competencies that training professionals
require to foster learning that is active.

What can you achieve with this book?

This book provides numerous techniques, designs, case examples, and tips for de-
signing and facilitating training that is participant-centered, brain-friendly, and
experiential. If you are a student or someone new to the training profession, you
will receive a comprehensive understanding of every aspect of training, including
assessment, program planning, course delivery, back-on-the-job application, and
evaluation. If you are an experienced training professional, you will be able to use
this book as a one-stop resource for ideas you can use to promote deep learning
and change.

How is this book organized?

This book is organized into four parts. Part One defines and contains a rationale
for an active approach to training. Part Two considers all the steps, from the open-
ing to the closing elements, needed to create an instructional design for an active
training program, course, or workshop. Part Three covers every aspect of training
delivery, including climate setting, enlisting participation, managing participant
behavior, and staging experiential activities. Part Four examines how to extend the
value of training through follow-up activity and evaluation.
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Preface

L ike its predecessors, this third edition of Active Training has three goals:

1. To explore all aspects of training. Training has a front end, a middle, and

a back end. The front end involves all the activities involved before the first
slide or exercise is ever developed. Foremost are the assessment of the
training need and the establishment of training objectives. The middle con-
tains the detailed planning and delivery of the training program. The back
end focuses on the events that encourage back-on-the-job application, on-
going performance support, and the evaluation of training outcomes. This
edition of Active Training is committed to providing a comprehensive ex-
amination of all three phases of training.

. To promote an active appmach to training. The active approach to train-

ing involves a commitment to learning by doing. Everything we know
about adult learners suggests that participants must be actively engaged
during a training program for results to occur. If there is little activity, par-
ticipants will forget or fail to apply what they are taught and will be bored
by the material presented. This new edition of Active Training continues
to define what is meant by the active approach to training and how it can
be practiced effectively.

. To provide a practical handbook of techniques, designs, case examples, and

tips. As Active Training promotes learning by doing, it shows how to ac-
quire these skills through learning by example. It not only describes sev-
eral active training techniques but also illustrates how they are applied in
actual training situations. Designs and case examples drawn from private

[ XX3
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and public sector training professionals are presented to give readers ideas
for their own situations. One of the special features of Active Training is
the wide variety of training topics from which its examples are pulled. I
can not promise to provide readers with the perfect examples for their par-
ticular needs at every point. Nonetheless, examples are given that are flex-
ible enough to be customized to the topics and groups any reader might
be training.

Since 1990, the year the first edition was published, much has happened.
Training continues to be delivered in classroom settings, but now is also deliv-
ered in new ways that we only had a glimpse of when I was preparing the first
edition. As a matter of fact, the view of training as something that only occurs
in classrooms has been broadened to include the concept that training means
supporting learning wherever it occurs in the organization—in meetings, on
computer screens, through mentors, or during actual work-team projects. Also,
my thinking about training have been sharpened by the many interactions I
have had over these fifteen years with public and private sector training pro-
fessionals, most notably at conferences of the American Society for Training
and Development, the International Society for Performance Improvement,
and the North American Simulation and Gaming Association. Consequently,
I have included a discussion of these new realities and the fruits of my dialogue
with others in this third edition. For example, you will find a special chapter
devoted to blending in technology and an expanded discussion of how to ex-
tend training beyond the event of a course or workshop and of how to assess
the effectiveness of that training.

During the past fifteen years, several gifted training designers and I have
applied an active training approach to a myriad of timely training topics. The
results have been published in The Best of Active Training, a collection of one-
day training programs, and in the 60-Minute Active Training Series, a collec-
tion of one-hour training sessions. Many new examples of active training
activities and designs from these collections are incorporated in this third edi-
tion. As a result, you will find case examples from an enlarged and updated list
of training topics in Active Training. They include:

Assertiveness training Banking

Business writing Career development
Change management Child care

Coaching and counseling Communication skills
Computer training Conflict management
Creative thinking Cultural diversity

Customer service Disabilities
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Drug testing Family education and therapy
Group dynamics Health care

Insurance Interviewing skills
Leadership Management training

Measurement and testing
On-the-job training
Process improvement

Motivation
Performance management
Problem solving

Project management Purchasing
Real estate Sales
Sexual harassment Six Sigma

Stress management
Team building
Time management

Succession planning
Technical training
Train-the-trainer

You will also find that the section entitled “Introducing Active Training”
(Part One) has been updated to reflect the latest theory, research, and prac-
tice. Among other things, we examine the case for active training in this sec-
tion. It contains a discussion of the nature of adult learning, exploring the
reasons why adults learn best when they are active in the learning process. It
also identifies the frequently asked questions people concerned with the in-
troduction of active training techniques most often query me about. Finally, it
examines the contexts in which active training is delivered. While most training
takes place in classroom-type settings, an active approach to training can be
incorporated in other delivery modes.

As was the case with previous editions, this third edition of Active Training
emphasizes what you can do to create training designs, not just deliver them.
Some professional trainers are asked to teach a program straight from a pub-
lished instructor’s manual, with no opportunity to modify either the structure
or the content of the course. Active Training is intended for use by those of you
who have some freedom to modify how a course (or seminar, workshop, or pro-
gram) is taught. Altering the sequence of course modules or changing, however
slightly, the format and methods through which the course materials are deliv-
ered can often improve the learning experience dramatically for your partici-
pants. Further, you may have the opportunity to redesign a previously taught
course, adding new approaches and ideas gained through the reading of Active
Training. And finally, you may find yourself in complete control over a course
design. It is in this situation, when trying to make the multiple design decisions
that make up a professional training program, that the many tips, designs, and
case examples described within Active Training become especially useful.

If you are new to the training environment or a student studying the field
for the first time, reading Active Training can help you to learn the reasons
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why trainers make the design choices they do when creating an active training
program. In addition, you will learn a variety of facilitation techniques that can
help you to conduct any training program professionally. The examples help
you to make sense out of the components of a good active training program in
a way that straight text never could. You will also learn how training needs
follow-up management to be effective and longlasting.

It is my hope that Active Training will continually provide you with spe-
cific guidance as you reference the text throughout your career, whether you
work in a business, governmental, educational, or human service setting,
whether you teach “hard” or “soft” skills, and whether you are already a vet-
eran trainer or just beginning in the profession.

Princeton, New Jersey Mel Silberman
January 2006
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Part One

Introducing
Active Training

Training is a method of enhancing human performance. Whenever a per-
son’s ability to perform a job is limited by a lack of knowledge or skill, it makes
sense to bridge that gap by providing the required instruction.

Sounds simple, doesn’t it? Not really. The problem begins with the notion
that learning something you don't already know requires another person (a
trainer) or medium (a book, a computer) to provide it. Let me explain.

One of my favorite exercises is to cover a wristwatch with the opposite
hand and ask those who are observing, “What am I doing?” Immediately, some-
one will say, “You're covering your watch.” I then request a synonym for the
word cover. Typically, suggestions such as hide, obscure, or block are given.
With this opening, I quip that the next time you have something to cover with
a person you are training, you might be hiding the information, obscuring it,
or completely blocking it from view. That’s because, at that moment, it’s your
information and your understanding of it. It does not belong to the other per-
son. As you are covering the subject matter, the other person has to “uncover”
what you are saying. This “uncovering” process only happens by virtue of the
learner’s own activity. Ultimately, you—or a book or a computer—cannot do
the work for the learner.

Active training occurs when the participants do most of the work. If you
neatly package the information or elegantly demonstrate the skills, you, not
the participants, are doing the “work” for them. No one is suggesting that well-
designed instruction is unnecessary. The key to effective training, however, is
how the learning activities are designed so that the participants acquire knowl-
edge and skill, rather than merely receive them.

Yes, there is a whole lot more to training than “show and tell.” Learning is
not an automatic consequence of pouring information into another person’s
head. It requires the learner’s own mental involvement and doing. Lecturing

1
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THE NATURE OF
ADULT LEARNING

and demonstrating, by themselves, will never lead to real, lasting learning. Only
training that is active will.

In order for people to learn something well, they must hear it, see it, ques-
tion it, discuss it with their peers, and do it. They might even teach it to some-
one else in order to solidify their understanding of the information or skill. An
active approach to training requires a variety of strategies that promote all six
processes—hearing, seeing, questioning, discussing, doing, and teaching. Let’s
consider more fully why.

Over twenty-four hundred years ago, Confucius declared:

What I hear, I forget.
What I see, I remember.

What I do, I understand.

These three simple statements speak volumes about the need for active
learning.

I have modified and expanded the wisdom of Confucius into what I call
the Active Learning Credo:

When I only hear, I forget.

When I hear and see, I remember a little.

When I hear, see, and ask questions and discuss with someone else, I
begin to understand.

When I hear, see, question, discuss, and do, I acquire knowledge and skill.
When I teach someone, I master what I have learned.

Why do I make these statements? Popularizers of active learning give the
following average retention rates from various instructional modes:

Lecture 5 percent

Reading 10 percent
Audiovisuals 20 percent
Demonstration 30 percent
Discussion 50 percent
Practice by doing 75 percent
Teaching others 90 percent

Such round numbers are hardly evidence of solid research! However, they
do suggest a progression worthy of discussion.
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There are several reasons why most adults tend to forget what they hear.
One of the most interesting has to do with the rate at which a trainer speaks
and the rate at which participants listen.

Most trainers speak at about 100 to 200 words per minute. But how many
of those words do participants hear? It depends on how they are listening. If
the participants are really concentrating, they might be able to listen atten-
tively to about half of what a trainer is saying. That’s because participants are
thinking a lot while they are listening. It’s hard to keep up with a talkative
trainer. Even if the material is interesting, it’s hard to concentrate for a sus-
tained period of time. Studies show that participants hear (without thinking)
at the rate of 400 to 500 words per minute when the lecture exceeds fifteen
minutes. When they are listening for a sustained period of time to a trainer
who is talking up to a quarter as fast, they are likely to get bored and their
minds will wander. The upshot? A steady diet of lecture is problematic, be-
cause the lecturer and the listener are often not in synch.

Several problems have been noted with sustained lecturing (Johnson, John-
son, & Smith, 1991):

* Audience attention decreases with each passing minute.
* Sustained lecturing appeals only to auditory learners.
e It tends to promote lower-level learning of factual information.

o Tt assumes that all learners need the same information and need it at the
same pace.

To alleviate the audio bombardment of lecturing, master trainer Bob Pike
recommends that participants should be given a chance every eight minutes
to internalize what they have been hearing before it’s simply supplanted by the
next wave of information (Pike, 2003). Pike also points out that adding visuals
to a lesson results in a 14 to 38 percent improvement in retention. Studies have
also shown an improvement of up to 200 percent when vocabulary is taught
using visual aids! Moreover, the time required to present a concept is reduced
up to 40 percent when visuals are used to augment a verbal presentation. A
picture may not be worth a thousand words, but it is several times more ef-
fective than words alone. That’s true, in large part, because between 80 to 90
percent of all information that is absorbed by the brain is visual (Jensen, 2000).

When teaching has both an auditory and a visual dimension, the message
is reinforced by two systems of delivery. It not only helps to use presentation
slides along with meaningful words, but several other sources of visual infor-
mation can be utilized, such as objects, documents, and vivid stories. Also,
some participants, as I will discuss later, prefer one mode of delivery over the
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other. By using both, therefore, you have a greater chance of meeting the
needs of several types of participants.

But merely hearing something and seeing it is not enough to learn it. Let’s
explore the reasons why.

How the Brain Works

The adult brain does not function like some audiotape or videotape recorder.
The brain doesn't just receive information; it processes it. The brain is suffused
with a vast number of networks through which it sorts out all incoming infor-
mation. Thus, any information already stored influences how and what we un-
derstand and eventually learn.

If adults discuss information with others and if they are invited to ask ques-
tions about it, their brains can do a better job of connecting with information
they've already stored. Thats because the act of learning begins with a ques-
tion. The brain starts the work of learning because it has a question about in-
formation it is obtaining from the senses (hearing, sight, touch, and taste) that
feed it. If the brain could talk, it would say things like: Where does this infor-
mation fit? Does it confirm what I already know? Does it challenge what I al-
ready know?

If the brain isn’t curious about incoming information, however, it takes the
path of least resistance—it attends to something else. Therefore, participants
who ask questions are in a seeking mode rather than a passive mode. Their
brains are activated to obtain answers rather than merely “logging in.” If par-
ticipants are asked to listen to a lecture or view presentation slides and they
come to it with few or any questions, their brains treat the information super-
ficially. If they are trying to find out something, their brains treat the informa-
tion carefully.

Better yet, if adults can discuss the information with their peers, they can
obtain feedback about how well they understand it. Learning is enhanced if
people are asked to do the following with their peers:

1. State the information in their own words
2. Give examples of it
3. See connections between it and other facts or ideas

4. Apply it to case situations

Even better is the opportunity to do something with the information. Re-
search conducted at Stanford University (Levin, 1996) suggests that the op-
timal environment for learning allows people at different times to be
partners, teammates, and teachers. In a training context, this occurs best
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when learning teams are organized to engage in “action learning” tasks. They
challenge participants to solve problems and apply what they know to real
work situations. Furthermore, giving participants the opportunity to learn
information or a skill and then teach it to peers allows them the opportunity
to discover what Aristotle declared many years ago: “Teaching is the highest
art of understanding.”

In many ways, our brains are like computers and we are the users. A com-
puter needs to be “on” in order to work. Our brains need to be on as well.
When learning is passive, the brain isn’t on. A computer needs the right soft-
ware to interpret the data that are entered. Our brain needs to link what we
are being taught with what we already know and how we think. When learn-
ing is passive, the brain doesn’t make these linkages to the software of our
mind. Finally, a computer cannot retain information that it has processed with-
out “saving it.” Our brain needs to test the information, recapitulate it, or ex-
plain it to someone else in order to store it in its memory banks. When learning
is passive, the brain doesn’t save what has been presented.

What occurs when trainers flood participants with their own thoughts
(however insightful and well-organized they may be) or when they rely too
often on “let me show you how” demonstrations and explanations? Pouring
facts and concepts into participants” heads and masterfully performing skills
and procedures actually interfere with learning. The presentation may make
an immediate impression on the brain, but without a photographic memory,
participants simply cannot retain very much for any period of time, even
though they think they will never forget it. As Eric Jensen, author of Brain-
Based Learning, explains: “The traditional stand and delivery approach is brain
antagonistic. The brain is not very good at absorbing countless bits of seman-
tic (factual) information.” (Jensen, p. 34).

In any case, real learning is not memorization. Most of what we memorize
is lost in hours. In order to retain what has been taught, participants must chew
on it. Learning can’t be swallowed whole. A trainer can’t do the mental work
for participants because they must put together what they hear and see to form
a meaningful whole. Without the opportunity to discuss, ask questions, do, and
perhaps even teach someone else, real learning will not occur.

Further, learning is not a one-shot event; it comes in waves. It takes sev-
eral exposures to material to chew long enough to understand. It also takes dif-
ferent kinds of exposures, not just a repetition of input. For example, a software
application can be taught with manuals, through classroom exercises, and
through individual work assignments. Each way shapes the participants” un-
derstanding. Even more important is the way in which the exposure happens.
If it happens to the learner, there will be little mental engagement by the
learner. When learning is passive, the learner comes to the encounter without



L 4 Active Training, Third Edition

curiosity, without questions, and without interest in the outcome. When learn-
ing is active, the learner is seeking something. He or she wants an answer to a
question, needs information to solve a problem, or is searching for a way to do
ajob.

Learning Styles

Adult learners come in different styles. David Kolb (1983), perhaps the best-
known researcher on learning styles, identifies four styles, accommodating, di-
verging, assimilating, converging. Accommodators like to solve problems by
careful experimentation. For example, when learning how to play a card game,
they would prefer to participate in a well-controlled, simulated practice ses-
sion of the game. Divergers solve problems by taking risks, preferring concrete
experiences in which they take action and see what happens. They would jump
in and play a game they did not previously know, learning as they go. By con-
trast, assimilators like to solve problems by inductive reasoning. They are un-
comfortable with random exploration, preferring, instead, to be guided to the
“right” answer to the problem. They would choose to learn a game by reading
written instructions before attempting to play it. Convergers like to figure
things out through their own reasoning process. They prefer the big picture,
perhaps watching others play the game first and thinking it through in their
minds before getting personally involved. Because of these different ap-
proaches to learning, Kolb would urge trainers to provide some way for learn-
ers of each style to engage with the topic at hand so that each type has an initial
way to connect with the material.

From Kolb’s work and the work of many others, a popular model of learn-
ing styles has emerged that is concerned with how people take in information.
For example, some adults learn best by seeing information as well as hearing
it. When learning skills, they like to watch someone else demonstrate them be-
fore they try them on their own. Usually, these “visual” learners like carefully
sequenced presentations of information. They prefer to write down what a
trainer tells them. During class, they are generally quiet. High on their pref-
erence lists are videos, slides, and demonstrations. These adults contrast with
“auditory” learners, who often don’t bother to look at what a trainer does or to
take notes. They rely on their ability to listen and remember what was said.
During class, they may be quite talkative. High on their preference lists are
lectures, discussions, and question-and-answer sessions. “Kinesthetic” learn-
ers learn mainly by direct involvement in activity. They tend to be impulsive
learners, with little patience. During class, they may be fidgety unless they can
move about and “do.” Their approach to learning can appear haphazard and
random. High on their preference lists are experiential activities such as role
plays, games, and group exercises.
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Of course, most participants are not exclusively one kind of learner. In fact,
Grinder (1991) notes that, in every group of thirty people, an average of twenty-
two are able to learn effectively as long as an instructor provides a blend of vi-
sual, auditory, and kinesthetic activity. The remaining eight people, however,
prefer one of the modalities over the other two so strongly that they struggle
to understand the subject matter unless special care is taken to present it in
their preferred mode. In order to meet these needs, instruction has to be
multi-sensory and filled with variety.

One of the things that adult educators have noticed lately is that the learn-
ing styles among younger adults have been changing. Schroeder and his col-
leagues (1993) have been researching the role of individual differences in the
learning process in higher education. Their results indicate that approximately
60 percent of entering students have a practical rather than a theoretical ori-
entation to learning, and the percentage grows year by year. These students
prefer to be involved with immediate, direct, and concrete experiences, rather
than learning basic concepts first and applying them later. His research also
shows that students prefer learning activities that are “concrete and active” to
activities that are “abstract and reflective” by a ratio of five to one. From all
this, he concludes that active modes of teaching and learning create the best
match for today’s young adults. To be effective, trainers should use all of the
following: small-group discussions and projects, in-class presentations and de-
bates, experiential exercises, field experiences, simulations, and case studies.

These findings come as no surprise if we consider the active pace of mod-
ern life. Young people (the so-called Nexters) today grow up in a world where
things happen quickly and where many choices are presented. Sounds come
in clever “bites,” and the colors are vibrant and compelling. Objects, both real
and virtual, move quickly. The opportunity to change things from one state to
another is everywhere. Nexters are especially receptive to active, expen'ential
learning (Zemke, Raines, & Filipczak, 1999).

The Social Side of Learning

All adults, young or old, now face a world of exploding knowledge, rapid
change, and uncertainty. As a result, they can be anxious and defensive. Abra-
ham Maslow taught us that human beings have within them two sets of forces
or needs—one that strives for growth and one that clings to safety. A person
who must choose between these two needs will choose safety over growth. The
need to feel secure has to be met before the need to reach out, take risks, and
explore the new can be entertained. Growth forward takes place in little steps,
according to Maslow, and “each step forward is made possible by the feeling
of being safe, of operating out into the unknown from a safe home port”
(Maslow, 1968, p. 45).
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CONCERNS ABOUT
ACTIVE TRAINING

One of the key ways for people to attain a feeling of safety and security is
to be connected to other people and to feel that they are included in a group.
This feeling of belonging enables participants to face the challenges set before
them. When they are learning with others rather than alone, they have avail-
able the emotional and intellectual support that allows them to go beyond their
present level of knowledge and skill.

The social side of learning is recognized by Jerome Bruner in his classic
book, Toward a Theory of Instruction (1966). He describes a “deep human
need to respond to others and to operate jointly with them toward an objec-
tive,” which he calls “reciprocity” (p. 67). Bruner maintains that reciprocity is
a source of motivation that any educator or trainer can tap to stimulate learn-
ing. He writes: “Where joint action is needed, where reciprocity is required
for the group to attain an objective, then there seem to be processes that carry
the individual along into learning, sweep him into a competence that is re-
quired in the setting of the group.”

These concepts of Maslow and Bruner underlie the development of the
small-group learning methods that are so popular in training circles. Placing
participants in teams and giving them tasks in which they depend on each other
to complete the work is a wonderful way to capitalize on their social needs. They
tend to become more engaged in learning because they are doing it with their
peers. Once they have become involved, they also have a need to talk with oth-
ers about what they are experiencing, which leads to further connections.

Collaborative learning activities help to drive active training. Although in-
dependent study and full-class instruction also stimulate active learning, the
ability to teach through small-group cooperative activities will enable you to
promote active learning in a special way. Remember that what a participant
discusses with others and what a participant teaches others enable him or her
to acquire understanding and master learning. The best collaborative learning
methods (see, for example, “Jigsaw Learning” in Chapter Five) meet these re-
quirements. Giving different assignments to different participants prompts
them not only to learn together but also to teach each other.

In summary, three factors about adult learning form the basis for active
training: (1) how the adult mind works in the learning process; (2) the variety
of learning styles adults exhibit; and (3) the need for a social component in the
learning environment.

Despite the arguments I have used to support an active approach to training,
many people are still apprehensive about it. If you share any of these fre-
quently expressed concerns, I hope my responses are helpful.

Is active training just a bunch of “fun and games”? No, it’s not just
fun, although learning can be fun and still be worthwhile. Actually, many ac-
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tive training techniques present participants with unusual challenges that re-
quire much hard work.

Does active training focus so much on activity for its own sake that
participants don’t reflect on what they are learning? This is a real con-
cern. Much of the value of active training activities comes from thinking about
them when they are over and discussing their meaning with others. Don't over-
look this fact. You will find many suggestions in Active Training to help par-
ticipants reflect on what they have experienced. In addition, it is often valuable
to give a short lesson after an active training activity to connect what the par-
ticipants experienced to the concepts you want to get across.

Doesn’t active training require a lot of time? How can you cover
course material using active training methods? Isn’t lecturing more ef-
ficient? There is no question that active training takes more time than straight
lecturing, but there are many ways to avoid a needless waste of time. Fur-
thermore, even though a lecture can cover considerable ground, we have to
question how much is really learned. Also, remember the “coverage” trap. The
more you try to cover, the more you may be hiding.

Can active training methods spice up dry, uninteresting informa-
tion? Absolutely! When the subject is interesting, it’s easy to train. When it is
dry, often the mere excitement of active training methods catches up with the
participants and they become motivated to master even boring material.

When you use groups in active training, how do you prevent them
from wasting time and being unproductive? Groups can be unproductive
when little team building is done in the beginning of the class and group work
is not carefully structured from the outset. Participants become confused about
what to do, organize themselves poorly, and easily get off task. Or they may do
the work as quickly as possible, skimming the surface rather than digging into
the material. There are several ways to teach participants how to learn in
groups, such as assigning roles to group members, establishing group ground
rules, and practicing group skills. Many tips and techniques in Active Training
are geared to help solve this problem.

Can you “group participants to death” using active training? Yes, it
can happen. Some trainers overuse groups. They don't give participants enough
chance to learn things individually and they don’t bring the entire class together
enough for teaching and discussion. The key is variety. A variety of learning
modalities is the spice of good training. Several techniques in Active Training
will give you alternatives to small-group learning.

Is there a danger that participants will misinform each other in
group-based active training methods? I suppose there is some danger of
that, but the advantages of giving learning a social side far outweigh the dis-
advantages. Anyway, a trainer can always review material with the entire class
after participants try to learn it on their own and teach it to each other.
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Doesn’t it require more preparation and creativity to teach using
active training methods? Yes and no. Once you get the hang of it, the extra
preparation and creativity will not feel like a burden. You will feel excited about
your training, and this energy will transfer to your participants’ learning. Until
then, you should find that creating ideas for active training can be challenging.
At first, you will wonder how in the world you can teach certain topics actively.
This is where Active Training comes in. It is intended to ease the transition by
providing you with several concrete ways to build activity, variety, and partici-
pation into your training. I believe that these techniques are useful for virtu-
ally any subject matter.

I’'m sold on active training, but I wonder if my participants will be.
Nexters and Xers will enthusiastically buy active training because they are quite
good at learning by doing. They also don’t mind the fast pace of activity, hav-
ing grown up in an MTV world. Of course, the less accustomed to active train-
ing participants are, the more uneasy they will be initially. They may be used
to trainers who do all the work and to sitting back and believing that they have
learned something and will retain it. Some participants will also complain that
active training is a “waste of time.” Older workers, sometimes referred to as
boomers and veterans, in particular, may prefer well-organized, efficient de-
livery of information or may be anxious about learning by discovery and self-
exploration. In the long run, they will benefit from active training as much as
anyone else. In the short run, they will be less anxious if you introduce active
training gradually. If you don’t, you may meet with considerable resistance.

Your participants will need to know what to expect if your approach is new
to them. Following is a statement I have used to convey how the training will
be conducted.

Welcome to Active Training! This training class is based on the prin-
ciples of active learning. The methods we will use are designed to

* Increase Participation

e Enliven Learning

* Deepen Retention

* Encourage Application

You will be asked lots of questions, urged to take a stab at an an-

swer, explore, and try things out. You will also work, at times, with oth-
ers and will be asked to test yourself periodically to see for yourself
what you have learned and what skills you possess.

At all times, this class will be guided by the idea that it’s not what
I tell you that counts; it’s what you take away.
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THE DELIVERY OF
ACTIVE TRAINING

In addition, I will not cover everything about our topic. I want you to
feel that you have really learned something rather than having been ex-
posed to everything. If I do a good job focusing on the most important
topics, you will be able to learn the rest of what you need on your own.

So rev your engines, fasten your seat belts, and get ready for some
active learning.

Active Training is based on the assumption that you are training a group of par-
ticipants at one site in a classroom setting. An active approach to training, how-
ever, is not limited to this delivery mode but can be incorporated into other
modes. Since the instructional design principles are essentially the same re-
gardless of how training is delivered, the ideas in Active Training can be eas-
ily applied to a wide range of training approaches.

As we enter the 21st Century, the use of e-learning is revolutionizing the
way people obtain training. Multimedia training programs are now increasingly
available on CD-ROMs or can be obtained through the Internet or company-
sponsored intranets (internal Web sites). The advantage of computer technol-
ogy is its ability to provide more training, delivered sooner, in more places, and
potentially at a lower cost, than traditional classroom-based instruction. The
value of e-learning is enhanced when it is designed for maximum interactivity.
Straightforward presentation of information, even when it is in “hypertext”
format and replete with visual graphics, limits the learning experience. The
use of questions, case problems, and simulations and the inclusion of inter-
active exercises alter the quality of learning that will be obtained. Such activ-
ities can be built into individuals” interactions with computer-based instruction
through user input options that enable them to “talk” to the material. To add
the social side of learning, it is also possible to bring together, both face-to-
face and virtually, people who have experienced the same computer-based in-
struction and give them group activities to reinforce what they have learned
individually.

What can make e-learning a truly active learning experience is the fact that
the learner can make his or her decisions about how to learn the material.
Classroom-based instruction is linear. A participant learns point A before point
B. Nonlinear learning is the hallmark of e-learning. A participant can repeat
material, skip material, and, in fact, begin and end whenever she or he wants.
Simply creating a technological version of a linear lecture would be a waste of
the learner’s time.

Currently, the issue of computer-based “skills” training is being hotly de-
bated. How well can an interactive CD-ROM, for instance, teach and allow the
learner to practice interpersonal behaviors used in areas such as presentations,
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coaching sessions, and sales calls? Such skill-based learning includes input of
the knowledge necessary to perform the skill, demonstration, preparation, prac-
tice application, feedback, and reapplication. The most critical of these steps
are the quality and delivery of coaching and feedback and the reapplication.
Some say that it’s tough for technology to deliver these steps as well as good
old-fashioned human beings can—at least for now.

Despite the growing availability of e-learning to provide training solutions,
astute professionals realize that the choice between e-learning and c-learning
(you know, the classroom) does not have to be an “either/or” one. The grow-
ing preference is for training solutions that blend the two. From an active
training perspective, there are many exciting possibilities. Classroom instruc-
tion can be followed by e-learning activities or visa-versa. Or the two can be
mixed together so that periods of activity in both setting are alternated.

Classroom training can also be blended with other ways to foster learning.
Among the most popular are mentoring, coaching, and good old-fashioned
“learning on the job” (see Wilson & Smilanich, 2005).

Another delivery mode for active training is the use of “self-directed learn-
ing teams.” In this approach, small groups of learners meet face-to-face at their
convenience and experience training that has been designed by an “absent”
trainer. Guided by materials that do not require a “live” trainer or outside fa-
cilitator, teams learn by themselves. The self-directed learning team has the
following benefits:

e It promotes high levels of active learning.

e It develops a sense of “ownership” of training.

e It provides built-in social support for learning.

e It allows for different perspectives.

e It is based on a common language of understanding.

e [t minimizes training costs and maximizes convenience.

In order for learning teams to be self-directing, well-organized learning
packages are needed. Learning team participants require professionally de-
signed training program materials that not only have clear, useful content but
also contain directions for active learning activities that promote involvement,
retention, and application.

Of course, despite the premature obituaries, classroom training is alive and
well. According to the 2005 industry report of ASTD (Sugrue & Kim, 2005),
over 60 percent of all learning hours still take place in a live classroom.

When classroom training is active, the participants use their brains, study-
ing ideas, solving problems, and applying what they learn. The training is fast-



Part One

@ Introducing Active Training 13

paced, fun, supportive, and personally engaging. Often, participants leave their
seats, moving about and thinking aloud.

Active training is a way to enliven classroom learning. Some of the tech-
niques are a lot of fun and some are downright serious, but they are all in-
tended to deepen understanding and retention. Active training includes
strategies to get participants active from the start through activities that build
teamwork and that immediately cause the participants to think about the sub-
ject matter. It also has strategies for conducting full-class learning and small-
group learning, stimulating discussion and debate, practicing skills, prompting
questions, and even getting the participants to teach each other. Finally, it has
techniques to help you review what’s been learned, assess how participants
have changed, and consider the next steps to take so that the training sticks.

* o o






Part Two

Designing an Active
Training Program

Many training programs seem like an inert, gray mass. Each part of the pro-
gram blends into the rest. Even when intentions are sincere, the activities
seems to progress like an endless freight train of content, going nowhere in
particular. By contrast, an active training program is characterized by activity,
variety, and participation. More specifically, eight qualities set it apart from
other program designs:

1. Moderate Level of Content

In designing training programs, too often the tendency is to cover the
waterfront by throwing in everything possible about a given subject. After all,
you only get one shot at these participants, so you'd better make sure you have
covered it all. You may fail to realize, however, that participants will forget far
more than they will ever learn. The best approach is to be selective, choosing
the “need to know” before the “nice to know.” Training programs that promote
active learning have a lean curriculum. They concentrate on the critical learn-
ing areas—those elements of the subject that provide the essential basis for
building later. When the content level is kept moderate, the trainer has the
time to design activities that introduce, present, apply, and reflect on what is
being learned.

2. Balance Among Affective, Behavioral, and Cognitive Learning

Active training involves a three-pronged approach: fostering attitudes, devel-
oping and practicing skills, and promoting understanding of the concepts and
models behind the subject. Although some training programs tend to focus on
one of these areas to the exclusion of the others, you want participants not only
to know about something, but also to be able to do it. Furthermore, you want

15
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them to look at themselves in relation to what you are teaching and to consider
how it works for them.

3. Variety of Learning Approaches

Active training employs a wide assortment of training methods. A variety
of learning approaches keeps interest alive and can help to minimize the down-
times when energy levels are low. Another and even more important argument
for variety is that adults learn in different ways. Using different learning ap-
proaches is likely to be more effective than a single approach that may work
for some but not for others. Time allocations, group formats, and the physical
setting can also be varied to heighten the training experience.

4. Opportunities for Group Participation

Group participation has advantages in any training program. Involving the
group moves training from the passive to the active. Group activity engages
participants in the learning process and makes them working partners with the
trainer. Lecturing is held to a minimum as highly participatory methods like
role playing, simulated exercises, and case discussions are featured.

5. Utilization of Participants’ Expertise

Each participant in a training program brings relevant experiences to the
classroom. Some of these experiences will be directly applicable; others may
involve analogies from previous jobs or situations. In either case, much of the
active learning in a training program comes from one’s peers. You can build
into your design many opportunities for participants to learn from each other.

6. Recycling of Earlier Learned Concepts and Skills

Programs that feature active training have designs that are continually re-
ferring back to and incorporating earlier skills and concepts. In effect, the cur-
riculum spirals. Participants get the chance to review what they have already
learned and apply it to more challenging tasks. What has previously been
taught is rarely passed over, never to appear again. Instead, key concepts and
skills are reintroduced as the program becomes more advanced.

7. Real-Life Problem Solving

Active training designs emphasize the real world. Opportunities are set up
for the participants to utilize course content to address and help solve actual
problems they are currently experiencing. Application is not only something
that happens after training; it is a major focus during training. Participants learn
best when they get to work on their own material, cases, and examples. This
gives the information immediacy and enables participants to assess its utility
on the spot.
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8. Allowance for Future Planning

At the conclusion of any training program, participants will naturally ask,
“Now what?” The success of an active training program is really measured by
how that question is answered, that is, how what has been learned in the course
is transferred to the job. An active training design ends with consideration of
the next steps participants will take and the obstacles they will face as they im-
plement new ideas and skills.

When you go about the task of designing a training program that reflects
these eight qualities, you face a creative challenge not unlike an artist’s. Many
decisions are ahead, and there is no right way to make them all. There are also
different ways to create the same effect. Consequently, there is no orderly way
to proceed. Many instructional designers, in fact, don't always function their best
by proceeding in a step-by-step progression. The following sequence of steps,
however, should serve as a general guide to designing an active training program.

1. Assess the Need for Training and the Participants

The first step in designing an active training program is to determine what,
if any, training need exists and to find out as much as possible about the par-
ticipants who will be affected. If this information cannot be collected prior to
training, assessment activities should be incorporated into the beginning of the
program. The more assessment data you can obtain, the better it is for plan-
ning, customizing, and modifying a design.

2. Set General Learning Goals

With the assessment data in mind, identify potential learning goals for par-
ticipants. In general terms, describe their needs in the areas of affective aware-
ness, cognitive understanding, behavioral skill building, real-life problem
solving, and on-the-job application.

3. Specify Objectives

Be specific about the kinds of learning you want the participants to expe-
rience and the results you want to achieve. Each general learning goal will have
one or more objectives that, when met, will signal accomplishment of that goal.
State these objectives in a form that will make them effective tools for man-
aging, monitoring, and evaluating the training.

4. Design Training Activities

Now that the objectives have been clearly and explicitly stated, you must
design training activities to achieve them. At this stage, it’s sufficient to gener-
ate the broad outline (method and format) of all the activities you think will
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be necessary for each objective in your program. List the possibilities in pen-
cil, on index cards, on a personal computer, or in any other medium that is
erasable or rearrangeable.

5. Sequence Training Activities

Play with the order of activities until you obtain a sequence that has a good
mixture. Consider which designs are needed for the beginning, middle, and
end of your program. Adjust activities to improve the flow.

6. Start Detailed Planning

Now begin working on the details, specifying how to conduct each activ-
ity in your overall design. Decide on timing, introductory remarks, key points
and instructions, materials, setting, and ways to end.

7. Revise Design Details

Mentally walk through the overall design, visualizing the participants” ex-
perience. Revise any details (particularly timing and instructions) so that each
activity complements the ones that precede and/or follow it. Delete any de-
signs that now seem unnecessary, impractical, or ill-conceived. Develop con-
tingency plans in case time runs short or the group is more or less skilled than
you thought, as well as for any other turn of events you can imagine.

8. Evaluate the Total Result

Examine the program to see whether it has the eight characteristics of an
active training program. If you see flaws at this point, redesign to achieve a bet-
ter result.

Designing is never static. It's an ongoing process in which you try things
out, perhaps making revisions even as the program is being implemented; ob-
tain feedback from participants; evaluate participant performance; and then
modify the design for the next time around. The continuing challenges you'll
face in designing an active training program are their own reward. The process
is creative, exhilarating, and reinforcing, and the outcome is not only something
in which you can take pride but also a real benefit to the people you are training.

The ten chapters that comprise Part Two have been sequenced in order
to assist you, step by step, in the process of designing an active training pro-
gram. As promised, the chapters will be filled with examples drawn from real-
life training situations to illustrate every point made. Here is an overview of
their contents.

Chapter One explains and illustrates how to assess a training group prior
to the start of a program in order to help determine course content, obtain case
material, and establish an early relationship with participants.
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Chapter Two tells how the development of training objectives drives the
design of a training program and illustrates how objectives are specified, ex-
pressed, and presented to participants.

Chapter Three shows how to create opening exercises that promote team
building, on-the-spot assessment, and immediate learning involvement. It also
suggests ten ways to obtain participation in the opening phase of a training
program.

Chapter Four describes ways to gain interest in a lecture, maximize un-
derstanding and retention, invite audience participation, and reinforce what
has been presented.

Chapter Five discusses and illustrates strategies to avoid or reinforce a lec-
ture presentation.

Chapter Six shows how role playing, games and simulations, observation,
mental imagery, writing tasks, and projects can be utilized to achieve affective
and behavioral learning.

Chapter Seven demonstrates how training activities are formed around a
purpose, method, and format. It further provides guidelines for detailed con-
struction of active training activities and criteria for including those activities
in an overall design.

Chapter Eight suggests ways to sequence training activities in order to
achieve an effective mix and flow.

Chapter Nine illustrates the overall structure and flavor of an active train-
ing program and outlines the steps you should take to plan one of your own.

Chapter Ten examines how e-learning can be designed to follow the prin-
ciples of active training. It also discusses how e-learning can be blended with
live, classroom sessions.

As you navigate each chapter, avoid being a passive reader. Identify a de-
sign problem you are currently facing or anticipate facing in the future and
keep it in mind as you read. By maintaining a problem-solving mindset rather
than an information-receiving one, you will be an active reader.

To further encourage your participation, I have provided a worksheet at
the end of each chapter in Part Two that will give you an opportunity to apply
what you have learned. From time to time, I will also surprise you with ques-
tions and brief exercises. That way, I know I'm doing my job as an active
trainer.

* o6 o






Chapter One

Assessing Training
Needs

A]l too often, the training needs in an organization are viewed in isolation
from the bottom-line results that the organization is seeking. As a result, train-
ing courses are not part of an overall strategy for performance improvement
that supports organizational goals. When this occurs, the design of a training
program is often approached on a hit-or-miss basis. Many trainers decide what
they want to teach (or receive orders from management) without sufficient re-
gard for what the participants need to learn so that the organization can suc-
ceed. All this can be avoided by making an effort to assess the need for training
and the training participants prior to training. Gathering information about the
training need and the actual or potential participants is the first step in de-
signing an active training program from scratch or tailoring an existing one for
a specific group.

Unfortunately, the opportunity to assess the training situation is often lim-
ited by time constraints and a lack of availability of data. Even in less than ideal
circumstances, however, some assessment is necessary before finalizing the de-
sign. At the very least, it is helpful to obtain whatever information you can to
answer the following questions:

1. What is the nature of the roles and tasks performed by the intended par-
ticipants? What competencies do these roles and tasks require?

2. How many participants will there be?

3. How familiar are the participants with the subject matter of the training
program?

4. What are the ages, sexes, or other important descriptive factors of the
participants?

5. What are their attitudes and beliefs relevant to the training topic?
21
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WHY DO
ASSESSMENT?

6. What successes and problems have the participants encountered?
7. What is the competence level of the participants?

8. Is the training voluntary or mandatory?

9. How well do the participants know one another?

10. What, if any, expectations do the participants’ supervisors have with regard
to the training program?

When a problem exists within an organization, the first impulse is often to solve
it with a training program. But training is not always the right solution, because
the root cause of the problem is not always a lack of knowledge or skill. In-
stead, according to Gilbert (1996), it might also be any of the following:

e Unclear performance expectations and poor performance feedback

* Lack of tools, resources, and materials to do the job

e Inadequate financial and other rewards

* A poor match between employees’ skills and the requirements of the job

* Lack of assurance of job security

Consequently, before even thinking about developing a training program,
you need to determine whether training is the answer to the concerns being
addressed. This requires an assessment process that, at its minimum, involves
three steps (Gupta, 1999):

1. Pinpoint the problem by interviewing the client, uncovering underlying
issues, and identifying key stakeholders.

2. Confirm the problem by interviewing stakeholders, assessing the effect
of the problem on the organization.

3. Seek solutions by identifying possible actions and gaining consensus on
an action plan.

If the problem can be solved with training, some form of assessment is
needed to help determine the training content. For instance, your group
may need certain information or skills more than others. Perhaps the group
has some prior exposure to the training topic and now requires more advanced
knowledge and skills. Or possibly the group faces certain problems that will
affect how much they can apply what you are going to teach them. Without
such assessment information, it will be difficult to gear your program to the
participants’ needs.
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Here are some examples of how assessment work completed prior to the
training program paid off.

ExAamPLE: A bank manager felt that his customer service personnel needed
further product knowledge training. An assessment survey revealed that what
they needed more than additional product knowledge was training on how to
sell the bank products to potential customers. The subsequent training was
well received by the participants and led to increased sales figures for the
branches.

EXAMPLE: A trainer in a large retail organization was about to deliver the
company’s standard course for store managers. She learned from exit inter-
views of store employers that their biggest reason for leaving was a lack of
recognition by managers. She decided to add a module on employee recogni-
tion, a topic that had not been previously included in the standard course.

There are other good reasons to do assessment prior to the training pro-
gram. When designing training activities, it is extremely helpful to obtain case
material directly from the workplace or personal situation of the participants.
If you do this, your designs can be based on real issues participants actually
face rather than on simulated or “canned” material. Here are two examples:

ExampLE: For a sales training course in the office automation industry, a
trainer obtained examples of how area sales managers failed to collect ongo-
ing feedback from accounts that had made recent purchases. The examples
were woven into role-playing exercises that successfully engaged participants

who previously had disliked the “artificiality” of role playing.

EXAMPLE: Prior to a training program, Head Start teachers were asked to
list the most common problem behaviors they faced in their classrooms. The list
was utilized in a course worksheet in which participants were asked to evalu-
ate their consistency as classroom managers. The teachers reported that their
evaluations were highly revealing because their own lists had been used.

One further reason to conduct assessments is the opportunity it affords to
develop a relationship with participants prior to meeting them at the train-
ing site. Sending a questionnaire to participants, for instance, can be an occa-
sion for writing about yourself and your plans for the upcoming program or for
learning about their expectations. Phoning, e-mailing, or visiting some or all
of the participants for an assessment interview can represent a chance to get
acquainted in depth. Having some prior contact with participants reduces the
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WHAT INFORMATION
SHOULD BE COLLECTED?

feeling of awkwardness when you meet in the classroom at the start of the pro-
gram. Here are two examples:

EXAMPLE: A training consultant was asked to conduct a course on organi-
zational change for a management team in an insurance company. When he
learned that some members strongly opposed the course, he arranged a meet-
ing prior to the start-up date to gain their trust and willingness to participate.
The consultant clarified the agenda of the course and responded to the con-
cerns of the group. At the conclusion of the meeting, he obtained not only their
agreement to participate but also their commitment to play an active role in
planning the course.

ExaMPLE: A trainer decided to interview some of the participants who
would attend her course on performance appraisals. Knowing that manage-
ment had been unhappy about the quality level of performance appraisals in
the organization, the trainer began each interview with both frankness and re-
assurance by saying, “T have been asked by management to develop a training
program to improve the ways performance appraisals are conducted here. 1
said I wanted to talk to some of the participants first before I planned the pro-
gram. I'd like to learn straight from the source what actually happens in con-
ducting performance appraisals as they are set up now. That way I might learn
more about the problems that are occurring.” Word circulated about the in-
terviews and helped to establish greater acceptance of the training program
that followed.

To summarize, three major reasons exist for assessing participants prior to
the beginning of a training program:

1. It helps to determine the training content.
2. Tt allows you to obtain case material.

3. It permits you to develop a relationship with participants.

As you think about the kinds of information that would be useful to you, con-
sider first asking participants directly what their training needs are. Going
straight to the participants for their input gives them a hand in helping to de-
sign their own program. Moreover, involving them in this manner is usually
well-appreciated.

One simple way to do this for a public workshop is to send out a brief ques-
tionnaire similar to the one shown in Figure 1.1. You can attach it to a course
registration or confirmation form.
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FIGURE 1.1. STRESS MANAGEMENT
WORKSHOP PARTICIPANT QUESTIONNAIRE

In order to make your stress management workshop productive for you, please
take a few minutes to respond to the following:

1.
2.

10.

My current job position is:

[ have been to a stress management workshop before.

_ _never ___ oncebefore ___ twice or more before
[ would benefit by a general overview of stress management strategies.
(no need) 1 2 3 4 5 (strong need)
[ need to learn more about physical health and stress.

(no need) 1 2 3 4 5 (strong need)
I need to know what stress management resources are available.
(no need) 1 2 3 4 5 (strong need)
[ need to know how to manage my emotions more productively.
(no need) 1 2 3 4 5 (strong need)
[ need to know how to use relaxation techniques.

(no need) 1 2 3 4 5 (strong need)
[ need to learn more about developing myself spiritually.

(no need) 1 2 3 4 5 (strong need)

. What other needs or areas of interest do you have?

List three specific questions that you hope this workshop will be able to an-
swer for you:

a.

C.

Please mail this questionnaire in the enclosed envelope before September 25.
Thank you.
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For an in-house program, consider sending a pre-course questionnaire
similar to the one described in the following case example.

EXAMPLE: A training department instituted the practice of sending a pre-
course participant feedback form to all participants of upcoming courses. It
asked three basic questions:

1. What are your expectations of the course you are about to take?

2. Based on the course description outlined in the catalog, how do you per-
ceive this program helping you in your current position?

3. What additional objectives or needs would you like the course to address?

Such a form usually gains widespread acceptance because it is perceived
as a positive desire to meet the needs of company employees.

Besides participants’ wishes, many other areas are worth exploring, both
with the participants and with others who know them. First and foremost is
information concerning the nature of the participants’ work situations:

* What are the participants’ responsibilities? What does their job entail?
* Whom do they report to or relate to?

e In what aspects of their work will the skills and knowledge you will teach
be employed?

If you were asked to conduct a program on meeting management, for ex-
ample, you would want to know to what extent the participants’ work involved
team meetings and what those meetings were like. If you were conducting a
public workshop on conflict resolution, knowing whether or not most of your
participants are usually the victims in conflict situations would make a big dif-
ference in your design.

Next in importance is information about the knowledge, skills, and atti-
tudes of the participants:

* How familiar are participants with the content of your training program?

* How much opportunity have they had to practice or utilize skills that have
been demonstrated to them previously?

* What are their feelings about the training topic? Do they value its
importance?

Suppose you were designing a program on coaching and counseling skills
for managers. It would be useful to assess what skills they already have ac-
quired about coaching new employees or what attitudes they have held about
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the value of counseling troubled employees. Likewise, you would benefit from
knowing how many participants in a weight control program have ever seri-
ously exercised or what they fear about being thin.

Finally, it is helpful to find out any conditions that will affect partici-
pant involvement in the training program:

* What kind of support are participants likely to receive in implementing the
training they are given?

* Are participants worried about their level of competence relative to that
of other participants?

* Do participants feel they have been sent to the program because someone
thinks they need to be “fixed”?

* Are participants unaccustomed to the active learning methods you hope
to employ?

Assume, for example, that you have been asked to conduct a program for
employees with writing deficiencies. Naturally, it would be useful to know
whether these employees have merely been sent to the program, as opposed to
having been positively encouraged by their supervisors to improve their skills.

Notice in the two questionnaires shown in Figures 1.2 and 1.3 how several
areas of assessment information are tapped.

FIGURE 1.2. HEALTHCARE CUSTOMER SERVICE
TRAINING PARTICIPANT QUESTIONNAIRE

Take a few moments to complete this questionnaire. Your answers will be used to
tailor the direction and content of our upcoming customer service training pro-
gram here at Vital Health System. Thank you in advance for taking the time to re-
spond. Your response will be considered confidential and will not be revealed to
anyone other than the training program designers.

1. My work is primarily (check one): clinical non-clinical

2. The people | would like to provide better customer service to are (check as
many as apply):

___ patients ___supervisors
___ patients’ family members ____vendors
___doctors ___subordinates
____co-workers ____visitors

___other
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FIGURE 1.2. continued

3.

Indicate the degree of difficulty you have providing excellent customer
service in the following situations:

Somewhat  Very
Easy Difficult Difficult
on the telephone

providing service to people from other cultures
difficult customers

angry or upset customers

delivering bad news or a “no” answer

when customer wants an apology

when there are a lot of customers

when under stress

Describe three skills you would like to learn in this class:

. Briefly describe a recent challenging situation in which you provided

excellent customer service.

Briefly describe a recent situation in which you found it difficult to provide
your best customer service.

Complete the following sentence. One of the reasons that make it difficult
for me to provide good customer service is:

Check the following terms associated with customer service that you are
familiar with:

__escalating the situation ___service recovery
_ reading intent __ Press Ganey
___ building rapport ____expressing empathy

//l//

messages ___moments of truth
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FIGURE 1.3. BANK TRAINING PARTICIPANT QUESTIONNAIRE

A new account management tool is being implemented at the bank. The tool will
impact one of the existing software tools, Business First. Business First is a work-
flow management tool that is used by the analysts to make a decision on appli-
cations for business credit cards. The training session you will attend is designed
to help users understand how the new account management tool will impact
their daily activities in Business First. Your responses to this brief questionnaire
will assist us in maximizing the value of this training.

1. What is your current position?

2. From the list below, please circle the tasks that you perform within your role
at the bank. If a task is not listed, please state what that task is in space pro-
vided “Other.”

Work apps in queues
Contact customer

App data entry

Decision apps

Assign credit lines

[ssue new cards

Manage team of analysts
Determine credit policies
Other:

3. Below is a list of terms you may or may not be familiar with. For each term,
check the statement that best describes your understanding of the term.

New Account Build
O Never heard of it! What is it?
O Heard about it, but not sure what it does!
O Understand the basics behind the concept.
O I've got it covered.

Existing Account Check
O Never heard of it! What is it?
[0 Heard about it, but not sure what it does!
O Understand the basics behind the concept.

O I've got it covered.
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FIGURE 1.3. continued

TSYS

0 Never heard of it! What is it?

[0 Heard about it, but not sure what it does!

O Understand the basics behind the concept.

O I've got it covered.

[0 Never heard of it! What is it?

O Heard about it, but not sure what it does!

O Understand the basics behind the concept.

O I've got it covered.

MQ Messaging

O Never heard of it! What is it?

[0 Heard about it, but not sure what it does!

O Understand the basics behind the concept.

O I've got it covered.

CASTORE

[0 Never heard of it! What is it?

[0 Heard about it, but not sure what it does!

O Understand the basics behind the concept.

O I've got it covered.

Daily Delta

0 Never heard of it! What is it?

[ Heard about it, but not sure what it does!

O Understand the basics behind the concept.

O I've got it covered.

yes no

. Have you ever participated in the testing of the Business First system?
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FIGURE 1.3. continued

5. Rate the performance of the Business First system (that is, speed, reliability,
user friendliness) on the scale below. If needed, please give more detail be-
hind your rating.

1 (excellent)
2

3
4

5 (poor)

6. What questions or concerns would you like to see addressed in the training
session?

HOW CAN If you had unlimited time and resources, how would you ideally collect infor-

INFORMATION BE mation for a training program you were designing? Would you only utilize a

COLLECTED? questionnaire? Give this question some thought and then compare your ideas
to the chart in Figure 1.4.
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FIGURE 1.4. ADVANTAGES AND DISADVANTAGES
OF NINE BASIC NEEDS ASSESSMENT TECHNIQUES

Advantages

Disadvantages

Observation

e Can be as technical as time-
motion studies or as functionally
or behaviorally specific as ob-
serving a new board member
interacting during a meeting.

* May be as unstructured as walk-
ing through an agency’s offices
on the lookout for evidence of
communication barriers.

¢ Can be used normatively to dis-
tinguish between effective and
ineffective behaviors, organiza-
tional structures, and/or process.

Questionnaires

* May be in the form of surveys or
polls of a random or stratified
sample of respondents, or an
enumeration of an entire
“population.”

¢ Can use a variety of question
formats: open-ended, projective,
forced-choice, priority-ranking.

* Can take alternative forms such
as Q-sorts, slip-sorts, or rating
scales, either pre-designed or
self-generated by respondent(s).

* May be self-administered (by
mail) under controlled or un-
controlled conditions, or may
require the presence of an inter-
preter or assistant.

Key Consultation

e Secures information from those
persons who, by virtue of their
formal or informal standing, are
in a good position to know what
the training needs of a particular
group are:

a. board chairman

b. related service providers

c. members of professional
associations

Minimizes the interruption of
routine work flow or group
activity.

Generates in situ data, highly
relevant to the situation where
response to identified training
needs/interests will impact.
(When combined with a feed-
back step) provides for important
comparison checks between
inferences of the observer and
the respondent.

Can reach a large number of
people in a short time.

Are relatively inexpensive.
Give opportunity of expression
without fear of embarrassment.
Yield data easily summarized
and reported.

Is relatively simple and inexpen-
sive to conduct.

Permits input and interaction of
a number of individuals, each
with his or her own perspectives
of the needs of the area, disci-
pline, group, etc.

Establishes and strengthens lines
of communication between par-
ticipants in the process.

Requires a highly skilled ob-
server with both process and
content knowledge (unlike an
interviewer who needs, for the
most part, only process skill).
Carries limitations that derive
from being able to collect data
only within the work setting (the
other side of the first advantage
listed in the preceding column).

Holds potential for respondents
to perceive the observation ac-
tivity as “spying.”

Make little provision for free
expression of unanticipated
responses.

Require substantial time (and
technical skills, especially in
survey model) for development
of effective instruments.

Are of limited utility in getting at
causes of problems or possible
solutions.

Suffer low return rates (mailed),
grudging responses, or unin-
tended and/or inappropriate
respondents.

Carries a built-in bias, since it is
based on views of those who
tend to see training needs from
their own individual or organi-
zational perspective.

May result in only a partial pic-
ture of training needs due to the
typically non-representative
nature (in a statistical sense) of
a key informant group.
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FIGURE 1.4. continued

Advantages

Disadvantages

d. individuals from the service
population

Once identified, data can be

gathered from these consultants

by using techniques such as in-

terviews, group discussions,

questionnaires.

Print Media

Can include professional jour-
nals, legislative news/notes, in-
dustry “rags,” trade magazines,
in-house publications.

Interviews

Can be formal or casual, struc-
tured or unstructured, or some-
where in between.

May be used with a sample of

a particular group (board, staff,
committee) or conducted with
everyone concerned.

Can be done in person, by
phone, at the work site, or away
from it.

Group Discussion

Resembles face-to-face interview
technique, e.g., structured or un-
structured, formal or informal, or
somewhere in between.

Can be focused on job (role)
analysis, group problem analy-
sis, group goal setting, or any
number of group tasks or themes,
e.g., “leadership training needs
of the board.”

Uses one or several of the famil-
iar group facilitating techniques:
brainstorming, nominal group
process, force-fields, consensus
rankings, organizational mirror-
ing, simulation, and sculpting.

* s an excellent source of infor-
mation for uncovering and
clarifying normative needs.

* Provides information that is cur-
rent, if not forward-looking.

e s readily available and is apt to
have already been reviewed by
the client group.

* Are adept at revealing feelings,
causes of and possible solutions
to problems which the client is
facing (or anticipates); provide
maximum opportunity for the
client to represent himself spon-
taneously on his own terms
(especially when conducted in
an open-ended, non-directive
manner).

* Permits on-the-spot synthesis
of different viewpoints.

* Builds support for the particular
service response that is ulti-
mately decided on.

* Decreased client’s “dependence
response” toward the service
provider since data analysis is
(or can be) a shared function.

* Helps participants to become
better problem analysts, better
listeners, etc.

e Can be a problem when it

comes to the data analysis and
synthesis into a useable form
(use of clipping service of key
consultants can make this type
of data more useable).

Are usually time-consuming.
Can be difficult to analyze and
quantify results (especially from
unstructured formats).

Unless the interviewer is skilled,
the client(s) can easily be made
to feel self-conscious.

Rely for success on a skillful in-
terviewer who can generate data
without making client(s) feel
self-conscious, suspicious, etc.

Is time-consuming (therefore
initially expensive) both for the
consultant and the agency.

Can produce data that are diffi-
cult to synthesize and quantify
(more a problem with the less
structured techniques).
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FIGURE 1.4. continued

Advantages

Disadvantages

Tests

* Are a hybridized form of
questionnaire.

e Can be very functionally
oriented (like observations) to
test a board, staff, or committee
member’s proficiency.

* May be used to sample learned
ideas and facts.

¢ Can be administered with or
without the presence of an
assistant.

Records, Reports

* Can consist of organizational
charts, planning documents,
policy manuals, audits and
budget reports.

* Employee records (grievance,
turnover, accidents, etc.).

* Includes minutes of meetings,
weekly, monthly program
reports, memoranda, agency
service records, program
evaluation studies.

Work Samples

¢ Are similar to observation but
in written form.

* Can be products generated in
the course of the organization’s
work, e.g., ad layouts, program
proposals, market analyses, let-
ters, training designs.

* Written responses to a hypothet-
ical but relevant case study pro-
vided by the consultant.

* Can be especially helpful in de-
termining whether the cause of
a recognized problem is a defi-
ciency in knowledge or skill or,
by elimination, attitude.

* Results are easily quantifiable
and comparable.

¢ Provide excellent clues to trou-
ble spots.

* Provide objective evidence of
the results of problems within
the agency or group.

e Can be collected with a mini-
mum of effort and interruption
of work flow since it already
exists at the work site.

e Carry most of the advantages of
records and reports data.

* Are the organization’s data (its
own output).

e The availability of a relatively
small number of tests that are
validated for a specific situation.

* Do not indicate if measured
knowledge and skills are actu-
ally being used in the on-the-job
or “back-home group” situation.

* Causes of problems or possible
solutions often do not show up.

e Carries perspective that gener-
ally reflects the past situation
rather than the current one (or
recent changes).

* Need a skilled data analyst if
clear patterns and trends are to
emerge from such technical and
diffuse raw data.

* Case study method will take
time away from actual work of
the organization.

* Need specialized content
analysts.

* Analyst’s assessment of
strengths/weaknesses disclosed
by samples can be challenged as
“too subjective.”

Source: Steadham, 1980, pp. 56-61. Copyright 1980 by the American Society for Training and Development, Inc. Reprinted

with permission. All rights reserved.
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As Figure 1.4 shows, you can choose among a wide variety of techniques
to gather assessment information. In addition, you can easily combine some of
them. Here is a case example.

ExampLE: The president of a credit union contracted out for a team-building
program for his senior management team. In preparation for the program, the
trainer requested a copy of the new business plan that the team had recently
submitted to its board of directors and a copy of the minutes of the team’s
weekly meetings in the last two months. He also interviewed the president and
the three vice presidents of the credit union. These interviews focused on the
problems facing the entire twelve-member team. On the basis of the inter-
views, the trainer designed a questionnaire. Before all the team members were
sent the questionnaire, the interviewees were asked to evaluate and approve
the first draft. Several items were reworded to use language that was friendly
to the group. Figure 1.5 reproduces the final questionnaire, preceded by the
cover letter that accompanied it.

FIGURE 1.5. SENIOR MANAGEMENT
QUESTIONNAIRE, WITH COVER LETTER

Dear (Team Member):

I am a team-building consultant who has been asked to conduct a special
two-day course with the senior management staff of your credit union.

As your organization is making a clear commitment to its own professional
growth and development, | hope that you will see these two days as a valuable
opportunity to communicate with each other without the constraints of daily
deadlines and to build relationships with each other that will make you feel
cohesive and united in purpose.

We will begin with some activities designed to “warm us up” and help us
feel good about working together as a group. Following this, there will be some
skill-building exercises to increase your group’s effectiveness as a problem-
solving team. The third phase of the course (and the longest) will be focused on
identifying issues that need to be worked through in order to maximize your
future effectiveness as a group.

An excellent way to begin doing some of this work is to collect information
through a questionnaire and to feed back that information for group discussion
during the course. | would like you to join with your colleagues in filling out the
attached questionnaire. Your honest responses will enable the group to have a
clear view of itself.

Your participation will be totally anonymous. My job will be to summarize
the results and report them to you for your reactions.

Thank you in advance for your cooperation and support. | look forward to
working with you.
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FIGURE 1.5. continued

1.

To what extent do you agree or disagree with the following statements?

a.

We avoid conflict among ourselves to keep things peaceful.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

We are dedicated to the credit union movement.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

We speak up when we need to; there can be healthy disagreements
among us.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

We don’t communicate with each other frequently enough.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

It's not always clear who's responsible for a certain assignment or prob-
lem (“I thought you were going to do it”).
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

Others don’t understand my operation and its needs.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

There’s little backbiting around here.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

We have a tendency to be unrealistic.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

There are different beliefs among us about the way the credit union
should conduct its business and relate to members.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

Men and women in our group can work comfortably together.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

We give each other recognition and words of appreciation.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

It's hard to know what others think about the issues and problems
around here.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

. We are well-organized, with clearly defined procedures. Things run

smoothly here.
(strongly disagree) 1 2 3 4 5 6 7 (strongly agree)

. Because the president holds the key leadership role in this credit union, it

would be helpful to provide him with some feedback. Please comment
about the following:
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FIGURE 1.5. continued

What are some things you would like the president to

a. Continue doing?

b. Stop doing?

c. Start doing?

3. What suggestions do you have to maximize your teamwork and team effec-
tiveness in the future?

As a result of the data obtained from the reports, interviews, and ques-
tionnaire, the trainer discovered that two problems significantly affected the
effectiveness of this team: (1) a lack of understanding of the needs of each work
unit in the credit union and (2) poor team meetings. The standard course on
team building offered by the trainer was redesigned in order to give significant
attention to these two problem areas.

One additional technique for assessing participants should be considered
in addition to those already discussed. If conditions warrant, a trainer can give
a pre-course assignment to participants, both to learn about their skills and
to obtain case material for the course, as shown in the following example.

EXAMPLE: A pre-course assignment was used in a train-the-trainer pro-
gram. The memorandum reproduced in Figure 1.6 was sent to participants.
When Part I of the assignment was returned, it was possible to assess how well
the participants were able to specify training objectives. Part I was also used
as an exercise in the training program: when the portion of the program de-
voted to the skill of specifying objectives had been completed, participants
were asked to rewrite their own statement of objectives. Part IT of the assign-
ment also served to provide course material for the program.
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FIGURE 1.6. TRAIN-THE-TRAINER PRE-COURSE ASSIGNMENT

TO: Participant
FROM:  Human Resources Department
SUBJECT: Administrative Information and Precourse Assignment

We are pleased to confirm your enrollment in the Active Training program that is
being conducted at the Federal Plaza Building on June 30 through July 2.

As our organization changes, the ability to train and develop people on the
job has become increasingly critical. Our main purpose in this seminar is to help
managers and professional staff to effectively and efficiently share their expertise
with others.

This seminar is designed to help you improve your effectiveness in any train-
ing you may be asked to do. Our goal is to help you with your specific training
needs. To ensure that we can accomplish this, please complete Part | of the pre-
course assignment by Monday, June 22.

Part |
COMPLETE AND RETURN TO (trainer)
AT (place) BY (date)

Select a topic that you might be asked to teach over a two- to three-hour period.
This topic could be something that you've already taught in a training program or
a topic that you can imagine teaching in the future.

What are your objectives for this session? Outline them below.

Part I
COMPLETE AND BRING TO CLASS ON (date)
Choose a fifteen-minute segment from the training topic you described in Part |
and follow the directions below.
* Specify your objectives for this fifteen-minute segment.
e Think about how you would present this fifteen-minute segment.

e Identify the instructional materials, if any, you would use. Please bring an
example of these materials to class.

¢ Develop an outline of your presentation.
NOTE: On the second day of the program, you will be asked to present this ma-

terial to four or five other participants. In this way, you will get some useful feed-
back on your presentation style.
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WHAT IF THERE
IS NO TIME TO
DO A PROPER
ASSESSMENT?

The last question to be considered is a practical one. Not all situations are ideal;
obstacles to undertaking assessment data collection do arise. With significant
lead time, you can utilize many of the techniques that I have just outlined. But
you may easily face a situation in which a training program has to be designed
and implemented hastily and/or the identity of the participants is largely un-
known (this is particularly true for public workshops).

When these problems occur, try not to be discouraged. You will, of neces-
sity, have to design the program by making your best guesses about the nature
of the participants and their needs. However, you will still have some ability to
obtain quick information and adjust the design accordingly. Here are some rec-
ommendations:

1. Phone a contact person who may have some familiarity with the partici-
pants and ask that person the basic questions listed at the beginning of this
chapter.

2. Phone a few known participants, introduce yourself, and ask them some
key questions. Hope that their responses are representative and treat them
as a sample of the larger group. Or ask a contact person to set up a phone
interview schedule for you.

3. Have any relevant materials (surveys, meeting notes, or records) express
mailed, faxed, or e-mailed to you.

4. Con