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Preface

Planning in training and development is as important as in any other
form of performing services, tasks or other actions. Cases where the
training has had little or no planning can quickly result in little or no
learning; a confusing training programme for both the trainer and the
learners; loss of trainer and training credibility with the learners and
their managers, resulting in reduced use of the training; and so on.
Planning does not necessarily guarantee fully effective training but,
everything being equal, it is more likely to produce an effective,
enjoyable, credible training programme.

The training process is a complex one and starts long before the
actual programme, even as far back as the decision-making event
when some form of training is proposed. Whatever the source of the
requirement, in whatever form and for whatever reasons, the training
from that stage must be planned as effectively as possible.

The objectives of this book are to describe the steps necessary in this
planning and design process to prepare a training and development
programme. Although the context emphasis is on direct training prac-
tices the techniques can be readily applied more widely to such
approaches as open learning, interactive video and computer-based
training programs, and Internet training programs.

The text of the book follows a logical pattern:

Part One - planning and designing training and development
programmes — learners and objectives;

Part Two - planning and designing on-the-job training and devel-
opment;

Part Three - planning and designing off-the-job training and
development;

Part Four - planning the evaluation of training and development.
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These parts cover three-quarters of the training process or cycle, the
part omitted being the initial one of the identification and analysis of
training needs. If action in that area shows that training will not fulfil
the identified needs then the planning process stops there; otherwise
TNIA (training needs identification and analysis) is an integral and
preceding part of the planning process. There are a number of excel-
lent sources of detailed descriptions and guidelines for TNIA - these
are quoted in the recommended reading section at the end of this
book.

Training and development is rich in ‘technical’ terms, frequently
many for the same process or approach, equally frequently many that
defy accurate definition. Throughout this book ‘programme’ is used
to refer to a complete training process over a period of time, usually
consisting of training courses, workshops, open learning programmes
and so on. ‘Session’ refers to a specific and discrete event within a
programme (such as a presentation or discussion), although nowa-
days sessions also include other activities, videos and the other tools
of training. ‘Workshop’ is considered to be a relatively short
programme at which participants (usually experienced in the work-
shop subject) meet to reinforce their learning, propose and agree back-
at-work actions, or develop as a group or team. ‘Activity’ is a term I
use that includes experiential pursuits, known severally as games,
exercises and activities. The book stops at the actual presentation
stage, as this is very personal to the training practitioner and again is
a subject covered extensively in training and development literature.

Having myself practised the techniques described in this book, I
hope that it will encourage training practitioners — managers, officers
and programme designers — to look more closely at the effective
requirements necessary when new or modified training is proposed. I
accept that in many cases the time allowed for planning is limited -
often because the training was required ‘yesterday’ — but this is no
excuse for not attempting as much as possible, since a more effective
approach will in fact reduce the time needed, as well as producing a
more effective result.

I must thank Philip Mudd of Kogan Page for his continued interest
in and support for my writing and the needs of training practitioners.
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When the policies and strategies of an organization include a commit-
ment to training and the decision to provide appropriate and relevant
training and development programmes, these need to be converted
into practical action, usually by the training or HR department. Prior
to this conversion or translation it is essential that a substantial
amount of detailed planning takes place.

How the provision of the required training is planned will be deter-
mined by:

B the type of organization;

M the size of the organization;

W the distribution of individuals, work groups or teams;

W range of job roles and number of individual roles within this
range;

M the needs of individuals at all levels;

B special initiatives such as commitment to quality management,
priority customer service, and provision of higher and vocational
education.

The planning and introduction of a required training and develop-
ment pattern in an organization will depend on a number of factors
that have to be considered and acted on before detailed planning of
the programme can take place. This introductory activity will be a
global outline planning that can include:

B the introduction of training and development into an organiza-
tion as a new service;

W the modification and/or extension of an existing training and
development programme as a result of changing or additional
needs in the organization;
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W the modification of an existing training and development pro-
gramme as a result of the identification of individual needs;

W the introduction, extension or modification of new training
aspects — eg new material courses or the extension of existing
courses to include new material - into an existing programme;

W the introduction, extension or modification of individual sessions
already existing in programmes;

B the introduction or extension of open learning, computer-assisted
training (CAT), computer-based training (CBT), Internet-based
training and other new technological issues.

Whichever requirement has been identified from this list, the first step
will always be some form (the more extensive and intensive the
better) of training needs identification and analysis (TNIA). The scale
of this will obviously depend on the extent of the training and devel-
opment visualized, as shown in the list above.

I have been involved as consultant in a number of organizations
where a diversification of the existing training and development
provisions became necessary and the senior management decided in
each case that an improvement/change had to be investigated. As
some of these organizations were large companies, with several sites
throughout the country, nationwide TNIAs of the organization and
the management structure were undertaken. These resulted in recom-
mendations for the installation of much more up-to-date
programmes, which also enabled growth as new requirements were
identified.

Without the decision by the organizations to embark upon full
TNIAs it is possible (as has been the case in other organizations of
which I am aware) that training courses would just have been added
on with little benefit to the organization. As a result of the TNIA in
two cases, lengthy, expensive courses for all managers were replaced
by a series of short modules, only the managers who required training
in the subject attending them. The training function was not only
improved, but the organization’s costs were reduced through a more
economical use of resources.

When a programme has been established for some time require-
ments can change, either subtly or grossly, and these can often neces-
sitate the modification of a session or number of sessions in the
programme. These require planning, albeit not to the same extent as
in the events described above, but in as detailed and valid a manner
as possible; and, of course, all the other aspects in between require
planning or replanning to a greater or lesser extent. Failure to take this
planning seriously or to the extent necessary will almost certainly
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result in the failure of the training, will demand replanning and,
hence, the unnecessary use of time and resources that could have been
prevented by earlier, effective planning.
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PART ONE

Programmes - Learners
and Objectives
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Designing the Training and

Development Programme

This chapter:

discusses the training cycle and specifies the areas of planning
and design;

considers the range of responsibilities in planning and design;
describes the information required immediately prior to the plan-
ning process;

identifies the learning aspects, styles and preferences of learners;
suggests a communication model and an alternative learning
model;

applies the learning models to practical situations;

identifies and describes the barriers to training and learning.

THE TRAINING CYCLE IN PLANNING

Two important events will trigger the need for the planning and
designing of a training and development programme:

1.

2.

the result of any investigation into needs based on suspicion of a
problem;
the introduction of a new or revised operation or method of
working.

Both these should (I would like to say ‘will’ but this would not be
universally true) initiate a training needs analysis and investigation,
which may be the precursor to the introduction of a training
programme. The TNIA may, however, show that the problem can be
solved by means other than training.
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The TNIA forms the early part of the training cycle, as demon-
strated in Figure 1.1. In this representation the part of the cycle
described in this book is shown in italics.

It will be seen that the planning and design section appears to be a

relatively small, unimportant area of the full cycle, but it is a crucially
important area.

Senior mgt/line _______y> Known or suspected existence g Training mgr/
mgt/learner of a problem or decision to Trainer

introduce new tasks and
definition of expectations

Assessment of needs from current situation

¥ Plus line manager
Assessment of current situation involvement

v -
Identification of errors and omissions in the task and dysfunctional people behaviours

Training needs -

4
Determination of training objectives and content required

¥ P —
Determination of most effective training method

Design of training programme

Determination of evaluation process

Identification of control group ¥ Line manager pre-course
briefing
_a—Pre-course testing or assessment of skills, knowledge, attitudes
Testing of control group

¥
Conduct of training event

v
Interim validation — session, section
or diurnal

End of course testing

v
# End of course validation and review
Second test of control group Learner action planning '
Vv
¥ Line manager post-course
debriefing

Learner implementation of learning

v
Medium-term follow-up evaluation of learned skills

L7
* Long-term follow-up evaluation of learned skills
v

Third test of control group ¥
Analytical evaluation reporting

Figure 1.1 The training cycle



Designing the Training and Development Programme 9

Areas of responsibility

A number of specific responsibilities are shown at the various stages
of the training cycle. Some trainers, indeed some organizations, feel
that because the whole is related to training the training department
must be responsible for carrying out the full spectrum of activities.
This is a traditional attitude, but experience has shown that in many
cases only a very small part is carried out by the training department.
This can usually be attributed to the fact that trainers have insufficient
time to carry out the full cycle, the argument generally proposed
being that if they had to do it all there would be no time left for
training. This is not only not an acceptable reason, but indicates a
basic fault in the thinking — the trainer is not always the best person to
carry out certain stages of the training cycle, whether or not they have
time to do so. Other people should/must be involved and be given
their own responsibilities that they should be carrying out.

In previous writing I have introduced the concept of the training
quintet, usually in connection with who does what in the evaluation
process. But similar considerations apply when we are considering
the planning of training and development. If you refer to Figure 1.1
the first area, that of making the initial decisions about general
training needs, must fall squarely on the shoulders of senior manage-
ment; the decisions about who participates in what training on those
of the line manager, who is also responsible for certain activities prior
to and after the training; and so on. There are specific areas where the
knowledge, skill and expertise of the trainer decides that these are the
areas in which they must be involved.

The training quintet is composed, as shown in Figure 1.2, also of the
people who should be concerned with planning and design.

Senior management

Although not directly involved in the detailed planning and design
of training programmes, senior management has the initial and
the ultimate responsibility for the programme. It is frequently at
their level that the decisions are made, with or without advice
from a training manager, that new products, services or operations
should be introduced and consequently ‘some sort of training will be
required’.

This is not sufficient involvement. Senior management is ultimately
responsible for the effective training of their employees and the effec-
tive implementation of that training in order for it to have a positive
effect on the business. This responsibility can only be fulfilled if the
involvement is active:
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Figure 1.2 The training quintet

giving more precise advice on training requirements as the senior
management group sees them and authorizing necessary
resources;

taking advice from the training manager who should be involved
at an early stage;

requiring reports at an agreed point in the planning stage and
(linked with the evaluation reports after the programme) follow-
ing the programme;

supporting planning from their knowledge and experience.

There is little value in clients and sponsors of training offering only a
superficial and apparently uninterested attitude, frequently demon-
strated by their stating their support without showing their support
in a realistic and practical manner.

The training manager

These principal tasks of role holders are described in the second part
of the title — manager. They must act as the moving and maintenance
force in the progress of the development of the necessary training:
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B frequent involvement and linking with the sponsoring senior
management group from the earliest possible stage, encouraging
positive decisions and active interest;

B agreeing with the training team the specific training programme
needs;

M ensuring provision of sufficient resources to perform the planning
task — staff, time, and so on;

B maintaining a continuing interest and support in the progress of
the planning;

B liaising with line management ;

B reporting at agreed times on the progress of the training
programme to the senior management sponsors.

The responsibility for the effective planning and design of the training
and development programme falls directly on the training manager,
and consequently it is in their interest to ensure that the responsibili-
ties listed above are carried out with interest in and commitment to
both the training and the training staff.

The line manager

‘What have we got to do with all this? Training is the training depart-
ment’s job. We've got more than enough work to do.” This has
frequently been the cry of line managers in the past (still commonly?),
but there is a convenient forgetting of the responsibility of line
managers that ‘they are responsible for the training and development
of their staff’. This does not mean that they have to train and develop
their staff themselves, but that it is their responsibility to see that it
happens.

The line manager is habitually underused in the training and devel-
opment area — in the TNIA process, in evaluation, and even more so in
the planning and design of the training of their staff. Much of this is
because of the enforced divide between the line and training -
‘training is the responsibility of training, and the line is responsible
for operations’. The fact of the matter is that both are interlinked and
dependent on each other. Trainers must be fully aware of what is
happening and developing in the line, and line managers must be
involved in training functions. There is considerable sympathy for the
cry of line managers that they do not have sufficient time, but the trite,
albeit true, response must be that they cannot afford not to be
involved. After all they have the responsibility quoted earlier, and
must also ensure, for their own satisfaction and task outcome, that
they know what the training is about, that it is effective, satisfies their
objectives and can be realistically implemented at work. Failure to
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take this interest, and related activity, will be reflected in the work of
their staff and the efficiency of their budget operation.

As noted above, the training department has a responsibility for
liaising with line management, but, as will be seen later, it also has an
educative responsibility in this area of interlinking and positive
activity.

Consequently the responsibilities of the line manager in the specific
planning and designing processes are:

B Dbeing aware of what has been proposed and how the proposals
are to be processed;

B having an input into the planning and design process;

B ensuring full awareness of the final product, and that this satisfies
their operations” objectives;

B giving whatever support is requested, and is feasible, to the
training department to enable or improve the planning and
design.

The second responsibility in the list above is either ignored or not
taken up in almost 100 per cent of training situations. Many trainers
see an invitation to line managers actively to participate in the plan-
ning and design of a training programme in terms of ‘What do they
know about training programmes?’ The line managers similarly react
that they haven’t the time, are not training experts, and that this is the
job of the training department. These views from both parties could
not be further from the truth. If the trainers do not take account of the
views of line management there is every possibility that the learners
will be trained, if not in the wrong skills, in skills that do not fully
satisfy the line objectives.

Organizations that have good relationships between the training
department and the line commonly involve line managers during the
planning and design of training programmes. This co-operation helps
to ensure that the manager feels some ownership of, and hence
commitment to the training of their staff. It is for the training depart-
ment to ensure that the managers are invited to participate, and for
the managers to let the trainers know of their interest and willingness
to help. Such joint actions are frequently practised at workshops set
up specifically for the purpose. A big danger, that is not unknown , is
for lip service to be paid to the support and assistance of the line
managers, while in the event it is ignored.

This co-operation and active inter-involvement is not a simple and
easy process, but its effective operation will be repaid many times
over.
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The trainer

The responsibilities of the trainer in this area are, in the main, obvious
and clear, since they take the major role in the planning and design of
training and development programmes that, most likely, they will be
directly involved in offering. It is therefore to their advantage to
ensure that the material they are planning and producing is required,
fully relevant, completely up to date, and presented in the most effec-
tive (and enjoyable) way. In order to fulfil these basic responsibilities
they will need to:

B ensure that they have been given a clear and as precise as possible
a brief from the senior management, via the training manager;

B ensure, before the activities start, that they have sufficient
resources to perform the task;

B working from the brief given, conduct all the necessary research
to ensure that the training content will be relevant, up to date, and
realistic;

® invite and involve line management representatives in the plan-
ning and design process, if necessary conducting educative
programmes with these managers to ensure: a) their active
interest and b) their capabilities;

® plan and design the training and development programme;

B ensure that the senior management is kept informed of progress,
via the training manager;

B ensure that the line management is kept informed of the progress
and content of the planned programme;

B construct either: a) as a written general brief, the detailed outline
of the programme for the trainers who will be offering the
programme to the learners; or b) if the planners will also be the
practitioners themselves, detailed briefs for the programme.

The learner

It is fairly rare for the learner to be actively considered when a
training programme is being developed, usually they are considered
as the participant when the programme is being run. But the learner is
important at all stages and in all aspects of the training cycle and
should be so considered.

There are a number of ways in which the learners or potential
learners can be involved in the process. Hopefully they will have been
involved at the TNIA stages of the training cycle — planning and
design involvement is a natural, more detailed extension of these
contacts. It will probably be more difficult to bring the learners
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together to design workshops in the same way as that suggested for
line managers. First, there are many more potential learners than
there are line managers, and second, the likely learners may not be
known at this stage.

Learner workshops

As far as learner workshops are concerned, line management can
be asked to identify likely learners and release them for short work-
shops to assist with the design process. These workshops will have
the objective of determining what the learners see as the most impor-
tant or key factors they would be looking for in the training
programme that has been proposed. Common views would be
collected and promises made by the trainers that these views would
be taken into account in the final planning and design of the
programme. There must be absolute honesty on the part of the
trainers in these promises, not only because it would be unfair other-
wise, but also it is very likely that these same learners will attend the
actual courses when they are mounted. Chickens will come home to
roost!

Other learner approaches

In many cases there is not the resource time to hold live workshops,
but approaches should still be made to potential learners to obtain
their views and suggestions. This will most effectively be by mail,
whether ordinary mail or e-mail. A questionnaire can be constructed,
commencing with specific questions to which the planners need
responses, followed by open questions. The specific questions will be
directly related to the training subject, based on the information
revealed in the TNIA, and the open questions will simply ask the
respondents for their views on what they would like to see included
in (and excluded from) a training programme of this nature.
Naturally the questionnaire would be prefaced by a clear description
of the proposed programme and a commitment to take full account of
the responses (this commitment must be as real as the one shown at
the live workshops).

It may seem a time-consuming exercise to practise this learner
approach, but account taken of the responses of both these potential
participants and those of the line managers will ensure (as far as this
is ever possible) that the training content will be close to 100 per cent
of the learning that is needed. Without this exercise there is always the
possibility that the planners may omit an important (to the learners
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and their managers) aspect of the skills in question, perhaps so impor-
tant that the training course fails on this account.

PRE-COURSE AND ON-COURSE
CONFIRMATION OF CONTENT

If it is possible to contact the potential learners at the planning and
design stage, it is also desirable that something is done at the stage
when the programme is being introduced. Two principal methods are
in general use for this:

1. a pre-course questionnaire;
2. an on-course activity.

Pre-course questionnaires

This is a very common approach, although it, and even more so the
second method, is shutting the stable door after the horse has bolted.
A fortnight to a month prior to the start of the programme, when
a person’s attendance has been confirmed, a questionnaire is sent
to them, usually via the line manager, who may also be asked
to comment. In the document the programme is detailed and the
key or important learning points or subjects listed. The learner is
asked to comment on the inclusion of these subjects and their
personal need for these skills, whether any of the subjects are not rele-
vant and should be excluded, and whether any omitted subjects
should be included (if possible). If this questionnaire is sent there
should be the time and opportunity to take account of any sugges-
tions made by the learners. At least, if the responses are received in
reasonable time before the start of the programme, obviously neces-
sary modifications can be made, these taking less time at this stage
than later on.
The principal caveat must again be:

IF NO NOTICE IS GOING TO BE TAKEN OF THE LEARNERS’
RESPONSES, DO NOT SEND THE QUESTIONNAIRE.

On-course activities

A number of activities can be introduced at the start of a training
programme or course:
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B some when there is no intention to modify the training, but that
are used to identify the key needs of the learners; and

B some where the intention is take instant action to modify the
training content in the light of the learners’ views.

identifying the key needs of the learners

The general approach here is to ask the learners to take part in some
activity in which they describe items such as what they are expecting
from the programme, what they want from the programme etc.

The T-chart

In this activity the learners are given a sheet of paper, basically
divided vertically into two sections - one section headed
Hopes/Expectations, the other Concerns, as shown in Figure 1.3.

HOPES/EXPECTATIONS CONCERNS

Figure 1.3 A T-chart

The learners are asked to record in the left section their views and feel-
ings on what they are expecting out of the course, or alternatively
what they are hoping will come out of it (there is a difference!). In the
right section, they are asked to record their views or feelings of
concern — nervousness about courses, fear that this course will not
give them what they want, fear that they are on the wrong course, and
so on. With the learners” agreement these sheets are displayed on the
walls and the various aspects discussed and, if possible agreed for
action by the trainer. The sheets can be left on the walls for the dura-
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tion of the course, the learners being invited to cross out or add items
as the course progresses, a final discussion being held at the end of the
course.

This is a relatively ‘safe’ start-of-course invitation to the learners to
comment. The activity described next is similarly ‘safe’ but, like the T-
chart, it is revealing of the views and feelings of the learners.

The ‘Who am [? activity

This is an extension of a general activity used at the start of a course to
settle the participants and start the process of their getting to know
each other; but it can also be used to obtain information about partici-
pants’ views and feelings about the coming training course. Flipchart
sheets are distributed to the learners with a block diagram pre-drawn,
as shown in Figure 1.4.

NAME,
LOCATION
D ETC B

Figure 1.4 A ‘Who am I?’ chart
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Within the centre circle the learner enters her/his name and other
location/personal identification details. In the boxes around the
centre ‘A’ might be concerned with the problems they have experi-
enced in the learning area; ‘B’ — what they hope to get out of the
programme; ‘C’ — how supportive their boss is of their learning and
what he/she has done about this; ‘D’ — how they feel about taking
part in the event. Alternatives for the boxes can be: ‘A’ — concerns
about the course; ‘B’ — hopes for or expectations of the course; ‘C" -
personal strengths; ‘D’ — personal objectives; ‘E’ — their boss’s expecta-
tions.

As with the T-chart, once the sheet is completed it is displayed on
the training room walls, discussed and retained for during-course
maintenance and end-of-course discussion.

The ‘What do you want? activity

This third activity is much more risky than the two just described, and
should certainly not be introduced if: a) there is no intention of taking
any notice of the responses; or b) there is no time in the
course/programme to take action on the responses. The activity is
simply to put the learning group into sub-groups with the brief to
discuss the programme that is ‘suggested” for the course, to agree
which aspects they want and do not want, and to make recommenda-
tions about how the course should be modified. These agreements are
discussed and collated and the trainers must then make a response as
to what can be done about the learners’ requirements. As suggested
earlier this must be taken both seriously and practically and the
learners’ requests acceded to both as far as is possible and also within
the context of the programme’s overall objectives.

It will be seen that this is not only a risky activity, but also one that
is very demanding on the trainers, who may accordingly have to
modify the programme and their approaches significantly. Remember
the caveat:

IF YOU DO NOT INTEND TO TAKE ACTION ON
THE RESPONSES, OR WILL BE UNABLE TO, DO NOT ASK
THE QUESTIONS.

SETTING THE SCENE

Before any planning can start, it is essential that as much information
as possible is obtained. It is the planner’s responsibility to seek this
rather than expect it to be handed out completely, and without its
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being sought. One of the major signs of the poor planner is to keep
returning to sources for further and further information. The ideal is
to plan what you need to know in order to plan!

As suggested earlier, the initiative for new or revised training needs
will come down from the sponsors/senior management. Unless
the initial discussions have been supported by the training manager
it is unlikely that a full description will be immediately forthcoming -
after all the senior managers are not trainers and may not know
the range of information required. If you feel that the information
given to you or the demands made upon you to provide new or
revised training programmes are not the full set of data, ASK.
Depending on the organization culture, the person from whom you
should seek the further information you as the planner have identi-
fied will be the training manager, or senior trainer if there is no
specific training manager role. The information you require will
include:

® Any TNIA report that initiated the demand for new or revised
training. This report should pinpoint accurately the problem(s);
identify the size of the problem; identify the scale of the need;
indicate the type and nature of the solution; and (this is where the
TNIA links and overlaps with the planning process) provide or
suggest training objectives.

B The exact nature of the training required, its level and other
factors related to the organizational requirements. It is not suffi-
cient, for example, to be told to provide customer service training
— you need to know whether this is for the shop floor staff, the
supervisors or the management. Is it concerned with external or
internal customers or both? Are there any specific types of
customer approaches agreed in the organization? Does the
complaints procedure have to be included?

® How many learners will be involved? At what level and from
what locations?

B When does the training programme have to start and is there a
completion deadline, or is this a continuing requirement?

B Has the training to be provided by the organization’s internal
training department, external consultants, a mixture of the two,
by external consultants within their arrangements, etc?

B Where is the training to be held? Organization’s premises, organi-
zation’s residential training centre, external residential/day
training centre, hotel?

B What resources are authorized? People — how many trainers will
be available/needed; money — what budget has been allocated;
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training resources — technological equipment, video purchase or
rental, etc; research resources — content research, etc?

B What are the learner call-up arrangements and who will be
responsible for performing these? What level of ‘conscription” is
approved or is recruitment completely in the hands of the line
management?

B Is the training to be performed by the planner(s) or by a separate
training team? If the latter, to what extent has the planning team
to provide detailed training briefs?

B What evaluation guidelines have been given?

B Has a programme report (for whom) to be prepared (at what stage
- after first course; at end of programme) and does it have to
follow a particular format (organization’s culture)? How has this
report to be presented?

B Any other factors relevant to the particular type and nature of the
training.

With this information you are now ready to consider in more detail
the learners and their requirements, and the factors that will have an
effect on these.



2

Considering the Potential
Participants

This chapter suggests that the planner should take into account:

B the learning qualities, styles and preferences of the potential
participants;

B communication, a learning model and an alternative learning
model;

M the application of learning models to practical situations;

B the barriers to training and learning and how to resolve them.

From this point in the planning process we shall assume that the
preceding TNIA has shown that a training and development
programme needs to be produced, and that all the necessary informa-
tion has been obtained from the various sources. While the TNIA
produces the basic recommendations, the planning process is respon-
sible for putting ‘the flesh on the bones’, including the translation of
the identified aims into actionable plans.

Consideration of the various training and learning factors that
affect people must be a strong priority in the planning process,
since training involves people, changing their skills and frequently
their attitudes. Where people are concerned there are so many
contributory factors that the possible influences must be taken into
account.

At this stage it is worth commenting on other ‘technical’ words in
use in training and development. The principal one is concerned with
the people attending the course or programme. Various terms are
used, including;:

B students;
B trainees;
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B participants;
M learners.

Training and development programmes have progressed a long way
in recent years from the severely academic approaches in which the
learners were indeed ‘students’: from the didactic events that they
attended to be trained — hence ‘trainees’; and, although perhaps a
pedantic differentiation, to me a “participant’ is one who attends and
takes part, but does not necessarily learn from the participation.
Consequently I prefer the term ‘learner’, although ‘participant’ is
acceptable, particularly where the person is taking part in an experi-
ential activity.

INDIVIDUAL LEARNER QUALITIES

At one time (not so very long ago, and in fact still quite a common
approach) the almost universal reaction to the identification of a
training need was ‘Let’s put on a course’. In this statement, ‘course’
was translated as a series of lectures, roughly approximating to the
identified needs but also reflecting the performance preferences of the
trainers or lecturers. Rarely were the learning preferences or attitudes
of the learners considered - in fact rarely were they known — and the
assumption was that, because they needed to, the people concerned
would benefit from the course irrespective of its nature. Fortunately
this attitude started to fade, to be replaced by trainer awareness that
different forms of training events could produce more effective
learning. The charted pattern of violent change from didactic, lecture-
based courses, through free-for-all, almost totally experiential events
to more balanced programmes containing mixtures of input sessions,
discussions, activities, projects, video and computer interactions, is
well known. Although well known, this does not necessarily mean
that it is followed, nor is the balance achieved easily or always
successfully.

KOLB’S LEARNING CYCLE

Alongside this revolution in the nature of the training programme
developed an awareness of the differing nature of learners as individ-
uals or groups of individuals. Following the personality type studies
of psychological gurus such as Freud, David Kolb became the archi-
tect of modern concepts of the way people learn. In the 1960s and
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1970s he developed what has become known as Kolb’s Learning Cycle,
from which grew a model of learning styles and preferences.

The Learning Cycle, shown in Figure 2.1, proposes that the process
of learning in most cases starts with the learner experiencing an event,
a feeling, an emotion, etc.

CONCRETE EXPERIENCE

ACTIVE
EXPERIMENTATION

REFLECTIVE
OBSERVATION

ABSTRACT CONCEPTUALIZATION

Figure 2.1 Kolb’s Learning Cycle

In order to learn from this experience it is necessary simply to let it
happen, then move on to the other aspects of the cycle. What tends to
happen all too frequently is that people simply stop at this stage,
accepting the experience. What should happen is that the experience
should be reflected on in terms of what happened, when certain
things happened, who made them happen, what resulted from these
actions, etc. From this reflection the next stage is to draw conclusions
about the experience — what was good and bad about it and why,
what worked and what didn’t (and why). As a result of conceptualizing
in this way and identifying what you have learned, the final stage is
experimenting with how you might behave in a future, similar situa-
tion, and certainly what you intend to do with the learning that you
have achieved from the preceding stages of the cycle. It is an unfortu-
nate fact that in most people situations the reflecting, conceptualizing
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and experimenting stages are most likely to be ignored. Well-balanced
learning events should ensure that the content includes the opportu-
nity to follow the full cycle, and that encouragement and time is given
to the learners to take full account of all the stages.

In some ways this model can be considered too simplistic, as it
gives the impression that all learning must commence with an experi-
ence, and that the model is a simple progressive cycle from experience
round to planning. In practice learning does not always follow the
cycle in a neat progression: learning frequently commences at a
different point in the cycle; and, although the cycle describes effective
learning, a large number of people do not take advantage of all the
stages, because most people have different approaches or preferences
towards learning and doing. My experience is that although learning
can begin with an experience itself, and the learning stages can follow
from that event, much commences at an earlier stage.

AN ALTERNATIVE LEARNING MODEL

Figure 2.2 suggests a model that describes an alternative approach, in
which the learning does not follow a simple cycle but moves to and
from different parts of the cycle. In this alternative experiential
learning model the process begins with the realization that a potential
learning situation exists.

This need or situation is then reflected on before considering what
action can be taken. This consideration is then agreed either with
yourself or a third party. In this model there are events, principally
reflective, occurring before the experience.

The central sector of the alternative learning model then follows
Kolb’s model, which suggests experiencing, reflecting on the experi-
ence and concluding from this. It is often then necessary to reconsider
the position and approach as a result of errors and omissions in the
original path, before laying plans for a repetition of the experience,
trying a new experience to extend the learning, or implementing the
learning. The various stages can, therefore, be visited and revisited
within a single learning experience before final learning is achieved.

LEARNING STYLES

The Learning Style Questionnaire

The research that produced Kolb’s Learning Cycle and the associated
Learning Style Inventory was carried out in the United States.
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IDENTIFYING e REFLECTING
DECIDING Rl CONSIDERING
EXPERIENCING
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REFLECTING

CONCLUDING » (RECONSIDERING ETC)
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EXPERIENCING

1

EXPERIMENTING OR RE-EXPERIENCING

Figure 2.2  An alternative learning model

Somewhat similar studies were conducted in the United Kingdom by
Peter Honey and Alan Mumford. However, these two management
development consultants and psychologists followed a much more
pragmatic path than that of Kolb and the result, the Learning Style
Questionnaire, is a more practical instrument for general and training
use.

The Honey/Mumford approach is also based on the classical
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HAVING AN EXPERIENCE

PLANNING THE REV1I'I|E-|V|\5"NG
NEXT STAGE EXPERIENCE

CONCLUDING FROM THE EXPERIENCE

Figure 2.3 The Honey/Mumford Learning Cycle

Learning Cycle, but uses less academic labels than those of Kolb. This
more practical model is shown in Figure 2.3.

The concept of this model is that, like Kolb’s, it represents the ideal,
fully effective approach to learning. This cycle ‘starts’ with the learner
doing something, experiencing something, feeling something — an
incident, whether factual, practical or emotional. Following the expe-
rience learning is reinforced by a period during which the learner
reflects on what has been observed during the experience and what
can be recalled about it — what in fact happened, how it happened,
who did it, what the result was, and so — all the observable incidents
that can be stored as factual, detailed information. This activity
requires the learner to stop any other or further action in order to
‘catalogue’ the reflections.

In the third stage the data collected is analysed in terms of the
reasons for what happened, alternative ways in which the experience
might have taken place, an identification of the most effective option,
and many other theoretical considerations based on what was done
and what was seen to be done. This is the stage of the theorist or
Kolb’s conceptualizer.

But conceptualization has to be translated into action if it is to have
any worth. This takes place in the fourth stage, when the pragmatist
reigns supreme. The watchword of this person is ‘if it isn’t practical,
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then it isn’t worth anything’. This is the area and the time when the
historical considerations are translated into future action by people
who care about practicalities.

The cycle then returns to the experience, which may be a repeat of
the original experience, incorporating the lessons learnt in the
previous stages. The cycle recommences, hopefully with a shorter life-
time, the lessons learnt on the first occasion producing a fully effective
event.

The learner progressing through these stages has learnt something
at all stages, to the extent that an effective function can be performed.
This, of course, is the ideal. Most people however have a preference
for one or more of these learning stages, and if these singular prefer-
ences are strong and overpowering, problems of complete learning
exist.

For example, a learner who becomes ‘locked in” on the active, doing
stage is less likely to stop to reflect or analyse, and consequently will
repeat the original mistakes or even make new ones. The reflector
who is so enamoured with considering what has happened will
let life pass by with others making decisions, taking action and so on.
The locked-in theorist will become so interested in the convolutions
of the internal intricacies that nothing will be done. The pragmatist
at the end of the cycle might destroy or ignore all that has gone
before because if it is not a practical event it must be of no value or
interest.

Naturally, not everybody has only one preference. The ideal must
be to have a balance of all stage preferences, but in practice most
people have one or two strong preferences with the others either weak
or just appearing.

LEARNING PREFERENCES

Using the Learning Cycle as their basis, Peter Honey and Alan
Mumford considered the cycle on the basis of what managers and
professional people do. Several thousand people have now been
involved in their research, which has led them to a number of conclu-
sions, namely the identification of four preferred common styles of
learning. From this research they constructed an instrument, the
Learning Style Questionnaire, to identify these preferred learning
approaches within the Learning Cycle. Naturally, some individuals
will have a preference and ability to learn in more than one mode, but
Honey and Mumford found that most people, rather than follow the
full learning cycle in a totally effective learning manner, tended to
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prefer one or two modes and ‘lock in’ on a preferred style, often to the
detriment of their learning.
The four styles identified are the activist, the reflector, the theorist

and the pragmatist, and these relate to the Learning Cycle as shown in
Figure 2.4.

ACTIVIST —~ EXPERIENCING - CONCRETE EXPERIENCE

PRAGMATIST - B
REFLECTIVE

PLANNING - OBSERVATION
EXPERIMENTATION — REVIEWING

THEORIST — CONCLUDING - ABSTRACT CONCEPTUALIZATION

Figure 2.4 The relationship between the Learning
Cycle (Honey and Mumford; Kolb) and learning preferences

Activists

These are people who enjoy doing something, sometimes just for the
sake of doing it. They revel in innovation, but tend to get bored
quickly and look for other interests. The activist learner prefers expe-
riential learning events with lots of activities, games and exercises,
and a minimum of input sessions. The activist preference trainer
includes many activities, questionnaires and tasks in his/her events
and while the learners are performing these can be at a loss as to what
to do — thinking ‘I wish they’d get on with it’, ‘Should I join in and
help them?’, “‘Why are they taking so long?’ and so on.

Reflectors

People with this preference are usually the quieter learners who,
although interested in new concepts and ideas, would rather sit back
and observe others taking part, extracting learning from their obser-
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vations. They like to look at all angles and are cautious before making
a move. If this is a very strong preference they can be locked into it
and become very annoyed with the activist who wants to ‘get on with
it’. The reflector trainer can tend to build into the programmes too
many periods to sit and think as opposed to doing something or
seeking deeper reasons and learning.

Theorists

This type of learner must also reflect, but to a deeper extent, as they
insist on knowing and understanding all the principles, models and
theories behind any learning ideas. The various approaches are
weighed against each other and the ‘best’ approach analysed. They
tend to think in objective, rational, logical ways and are disturbed by
subjective approaches and impressions. Their attitude is: ‘If it can’t be
explained logically, I don’t want to know.’

Pragmatists

The pragmatist is an activist who is keen to try out new ideas and
methods, but only if these are practical and they can see a direct and
specific application at work. They are essentially practical, down-to-
earth people who will immerse themselves in problem-solving and
decision-making events, so long as there is a real end product that can
be put to good use.

THE PRACTICAL SIGNIFICANCE OF
LEARNING MODELS

When one of these models is used in a training event the planners and
trainers must be aware that the results have two significances — one
for learners and the other for trainers. The significances for learners
include:

1. how the preferences affect the learning events they are most likely
to attend;

2. how the preferences affect the amount of learning they achieve in
an event, whether this event links with their stronger preferences
or weaker ones;

3. that fully effective learning only occurs if they do not allow them-
selves to become locked in on one or two preference roles.

As far as the significance of styles for trainers is concerned, in addi-
tion to the ones listed above, the list will also include:
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1. arealization of their own preferences and how these might affect
the design and implementation of training events;

2. their relationships with learners who have either the same or
opposite preference characteristics;

3. their behaviour during a training event.

Figure 2.5 summarizes the significances and implications of learning
styles and their preferences for training events.

LEARNING
STYLE

PREFERRED
ACTIVITIES

YOU MAY OVERLOOK
POSSIBILITIES

MODIFY ACTION

ACTIVIST

REFLECTOR

THEORIST

Practical games,
exercises and
activities

Encouraging group
to be responsible
for all the learning

Changing the
programme
several times

Keeping the event
moving all the time

Learning events
with a large amount
of reflection and
discussion

Emphasis in feedback
on what happened
rather than why

Events which are
‘quiet’ and
contemplative

Complex learning
programmes

with detailed
examinations of
theories, models and
‘academic’ arguments
and concepts

A preponderance of
lectures and input
sessions

Some learners prefer
inputs in addition to
practical events

Support by you when
learning risk is high

Learners may prefer a
forecast progression
to unforeseen change

Learners require
opportunities to consider,
reflect and consolidate

The event has to be
kept moving, with
different activities

Learners may want to
examine the event in
depth

Many learners want a
more lively type of
event

Some learners will be
become bored with what
they consider to be
overlong arguments

The need for lighter,
more active sessions,
even though the
material may still be
essentially ‘taught’

Offer wide range of
learning opportunities

Leading, but not
directing

Discuss changes with
group before taking
action

Build in reflection
and discussion periods

Plan varied programme
with balance of activity
and consideration

Make reviews of events
wide ranging and
searching

Again, plan a varied
type of programme

Plan the reviews to
the depth in line with
the level and interests
of the learners

Vary the event to
replace some of the
inputs with activities
that will still allow the
learning to emerge

Figure 2.5 Learning style preferences and the training event
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LEARNING PREFERRED
STYLE ACTIVITIES

YOU MAY OVERLOOK  MODIFY ACTION
POSSIBILITIES

Ensure that the in-depth objectives that require a teaching approach are essential to the
objectives of the event and that the lecture is the only relevant and effective technique.

PRAGMATIST Where the learning Plan a balanced event

Wider aspects can be

material is based
firmly on ‘real-world’
material, case studies
and activities

The learners are used
frequently in practical

presented with
constructed activities,
planned to include all
the learning points

Although real-life events
tend to repeat, the full

which has real-life and
constructed
experiences

Use experience and
experiences and

activities as they are  circumstances may not  describe the
accustomed to this at always be the same differences

work

There is considerable It is often necessary to Make the planning of

emphasis on planning include some ‘fun’ future action, if not

action on return to activities in a voluntary, then one in
work to help the programme for mere which the learner has
learning process mortals considerable personal

control

Figure 2.5 Learning style preferences and the training event (continued)

Learning, people’s attitude and approaches to it, and the problems
involved exist in the wide senses discussed in this chapter. The
planner must be aware of them from the start, otherwise the questions
T'm doing everything right. Why aren’t they learning?” or ‘They are
all receiving the same training. Why are some of them not learning,
even though they are as intelligent as the others?” will be raised.
When the significance of styles is appreciated the answers to these
questions become obvious. :

OTHER LEARNING INFLUENCES

Sensory learning

Learning preferences are not only controlled by the types identified
by Honey and Mumford, but the basic senses also come into the
picture. The ability of people to learn can vary according to their
senses, and their preferred use of senses, hearing, seeing, touching,
smelling, visualizing, doing, and so on. Balanced learning pro-
grammes must take these into account.

Sensory learning includes five distinctive preferences that rely on
the following.
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The sense of sight

B Learning by reading. Sight can be used in reading information,
either about skill techniques or procedural written material. Many
find it a difficult learning approach and it is fraught with prob-
lems caused by the level of intellect, understanding capabilities
and other considerations such as language, particularly where a
number of races and cultures might be involved. Reflectors and
theorists are usually more at home in this medium. Research and
experience shows that when the words are accompanied by some
form of pictures, people find it easier to accept the words.
However, this is not an easy or cheap addition to the pages of
most books, which are dominated by text.

B Learning by seeing. Many people have to see somethmg before they
can understand and, as a result, learn. This might be viewing the
object itself, a model of the object, or even a graphic visual aid or
computer graphic. Seeing the object of learning avoids the
learners’ having to attempt to visualize. Use of such objects
should be easily introduced in most, if not all, learning events.

B Learning by visualization. This is a difficult approach that requires
the learners, from verbal or written descriptions, to visualize an
object, event or concept. Frequently this approach is used in
conjunction with sight of the item after a visualizing description
has been made to prepare the learners.

B Learning by writing. Whether it is the act of copying something
from an existing text; interpreting, analysing and summarizing an
extended text; or making notes from a verbal presentation, many
people find the act of writing something down helps their
learning, retention and recall.

The sense of hearing
This can have a significant effect on learning through:

W Learning by listening. Those who find it difficult to learn via the
written word, whether through difficulties of understanding or an
inherent problem with that medium, will frequently understand
and learn from the spoken word (provided the verbal style is clear
and related to the level of the listener). This approach to learning
takes place most favourably in an environment where questioning
and discussion can occur.

The sense of touch

This sense, if it is considered in terms of doing, can become the most
important of all, although other learning aspects can be involved:
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B Learning by touching. Touching has a more limited, but still signifi-
cant application in the learning of certain skills, particularly those
where a few minutes of hands-on experience can be worth hours
of description. In the training environment the opportunity to
‘have a go’ can avoid many problems if the first practice is to be in
the real world of work — try to describe the feel of a snake’s skin if
neither you nor the learner has previously held a snake. In other
cases, an operation can succeed or fail where the event is very
reliant on the sense of touch.

B Learning by doing. This approach is considered by many as the ulti-
mate in learning processes, usually preceded by other forms such
as verbal descriptions, graphical representations and so on (the
classical Tell — Show — Do approach). The learners are given the
opportunity, usually under supervision or observation, to
perform an act, whether it is practically operational, procedural or
one requiring the performance of task or people skills.

Smell and taste

These two senses are perhaps even more limited in application, but in
specific forms of training must be considered as a major aid to
learning. If the training of a gas meter reader ignores the opportunity
to actually smell escaping gas, the training is not as effective as it
should be, particularly if the learners have lived in an all-electric envi-
ronment and have never smelled domestic gas. Similarly, learner-
perfume practitioners need an effective sense of smell; and
tea-blenders an effective sense of taste.

BARRIERS TO LEARNING

In spite of all our knowledge of learning styles and preferences and
our attempts at applying them to the construction of an effective
programme, success can still be thwarted because of the almost infi-
nite ability of people to resist learning, sometimes unconsciously.
When input sessions are being planned it must not be assumed that
the learners will hang on every word uttered by the trainer, even if
they want to learn; nor will all the participants take part to the full
extent in experiential activities, even if their preferences are for being
active. An appreciation of some of the barriers to learning that exist
can help to avoid some of the pitfalls that can be encountered. The
barriers can be classified under:

W language and speech barriers;
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B psychological barriers;

B Dbarriers attributable to the trainers themselves;
B environmental barriers;

B the learning attention span.

Language and speech barriers
Yocabulary

It is essential that programme designers and trainers use a vocabulary
that can be understood by the listener/reader, otherwise a foreign
language might as well be used. Jargon particularly has to be used
carefully. It quickly becomes the ‘shorthand’ talk within an organiza-
tion, and can even vary from one part of the organization to another.
Jargon can be useful if everyone is fully acquainted with it, otherwise
it will not only be misunderstood but will annoy and inhibit the
learning process. Many people are finding the developing jargon of
the computer world and the Internet difficult and annoying; this is
demonstrated by the extent to which computer magazines have to
publish regularly and use continuously updated glossaries.

The growing e-mail activity is developing a language (or jargon) of
its own, the use of acronyms and quasi-graphics being used exten-
sively by some e-mailers, in some cases almost to the extent of
‘acronymania’. Such acronyms include BTW - ‘by the way’; IMO - ‘in
my opinion’ (IMHO - a patronizing form saying ‘in my humble
opinion’); TTEN - ‘ta ta for now’, an acronym dating back many years
from wartime radio programmes; FAQ — ‘frequently asked questions’;
etc. These acronyms can be very useful shorthand forms, provided the
recipient knows what they mean.

Quasi-graphics or ‘emoticons’ fulfil a similar shorthand purpose.
For example, :-) or :) = a smile; :( = a frown; :/ = a grimace, and so on.
These acronyms and emoticons have become so extensive that books
have had to be written to list and explain them.

Ambiguity

Whatever is written, whether as a general planning guide, a brief, a
handout or a slide for projection, must say exactly what is meant, not
simply what was intended. This can be a particular problem when
multi-cultural learners are to be involved, in view of the different
meanings that can be afforded to some words and sayings. This
problem is not restricted to multi-racial situations — ask both a
Geordie and a Scot what they mean when they use the word ‘canny’!
There will even be variations in the use of that word by inhabitants of
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the same region. The meaning is usually clear in the spoken word and
in the context in which it is used, but the written word presents more
problems.

Woolly or rambling speech or writing

Remember the classical acronym ‘KISS’ — ‘Keep It Short and Simple’,
or alternatively ‘Keep It Simple Stupid’! Readers and listeners very
quickly turn off if the writer/speaker continues interminably, this
syndrome usually taking the form of using 20 words where one might
suffice. Such ramblers enjoy the sound of their own voice or the sight
of their writing, but they have to remember that this may not be
reflected in the audience.

Unusual words and phrases

The words and phrases to be used in a plan, presentation or handout
must be straightforward. Is the word/phrase the best/only/
correct/ most appropriate/relevant one, or is it simply being used for
effect or because it is a favourite of the originator? Is the receiver
likely to understand it easily?

Psychological barriers

These barriers to listening, understanding and learning are the most
problematical for both programme planners to forecast and include
solutions for in the planning, and for the trainers presenting the
training programme. They can be apparently overt, becoming evident
by attitudes and behaviours, or covert (or at least the reasons for them
are). The range of ways in which psychological barriers are demon-
strated is almost endless — remember we are dealing with people!

Mood

People have moods — both negative and positive ones — and these can
affect their approach to learning. In a negative mood learning will not
be a priority for the participants, and it will be principally up to the
trainer on the spot to note the occurrence and take action to resolve
the problems. The planner can try to resolve such problems in
advance by producing a programme that will be sufficiently inter-
esting and enjoyable to modify the mood, and let the participant see
that the learning will be significant for them.

Pressures

Many types of pressures have a bearing on the learning capabilities
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and desires to learn of the participants. Pressures can detract from
learning and distract people from taking a full part in the learning -
thoughts of work outstanding on their return; problems that occurred
at work before they left for the training; health worries (both their
own and that of others); domestic situations that were unresolved
before attendance on the event; money problems; learning difficulties;
social problems; and so on. Many of these will be included in a partic-
ipant’s hidden agenda, and can result from the person being forced
unwillingly to attend the programme.

Some of the problems, if solvable, can only be solved by the trainer
on the spot when a barrier is identified, although the planner can
support the trainer to some extent by producing a programme with
such interest, importance and relevance that the trainer will be helped
in his/her attempts.

Attitudes and behaviours

These very quickly make themselves evident on a training
programme, and can be the result of many base causes. Barriers in this
area can result from:

B Shyness. The learner has overcome the first shyness barrier by
attending the programme. The planner can support the trainer’s
efforts to overcome the shyness by including items that encourage
participation without undue pressure.

B Aggression. This usually emanates from an enforced cause. For
example, the learner who has been forced to attend the
programme against their will, interest or need will almost
certainly exhibit an aggressive attitude — ‘Go on then. Train me!’
Unless controls can be built into the lead-up to the training to
avoid such attendance, the planner can support the trainer by
producing a programme that is interesting and enjoyable, relevant
to the learners’ work and needs, and including sessions in which
the person can be included specifically, perhaps by utilizing their
knowledge, experience and skill.

B Impending retirement. ‘Why have I been sent on this course? After
all I retire in a month’s time.” Hopefully the material and the
trainer’s skill can show this person that the skills they will learn
can be applied in a variety of situations, including those when
they are in retirement.

B Failure to see the reason for the training. The reason behind this
failure can be attributed to the learner’s line manager, who did
not discuss the training fully with the learner beforehand; the
inadequacy of the pre-course material in explaining the training;
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or the inadequacy of the initial course material to ensure under-
standing.

Resistance to change. Why is the learner resistant to change, ie
training? It may be an integral part of their personality, although it
is more likely to be the result of the person saying ‘Why change?
Things are going well as they are’ or ‘If change happens, how is it
going to affect me?” Again the planner and the trainer should
ensure that sufficient information is given to the learner to get rid
of feelings of this nature. This, may be easier said than done,
however, particularly when the person is demanding guarantees
that may not be available.

Know-it-all. Again by producing a programme that is full of real
learning opportunities this barrier might be reduced, perhaps
supported by acknowledging the person’s knowledge, skill and
experience. People with this barrier are difficult to plan for and
reliance must be placed on the skills of the trainer on the spot to
overcome the attitude without taking negative actions.

Too old to learn. This is a common attitudinal barrier among older
learners, who follow the principle that “You can’t teach an old dog
new tricks’. This, of course, is completely false as it has been
shown that the older learner can in many cases be more effective
than the younger learner because of their prior knowledge and
experience, and experience of learning, solving problems and so
on. Depending on the ‘age’ (actual or virtual) of the learner, there
may have to be some simplification of the programme material,
but the necessity of this must not be assumed.

Status differences. Learning programmes can often be severely
disrupted because the learners are at different status levels in the
organization and allow this to have an effect on their learning
capability. Higher status participants may not wish to comment or
act in front of junior colleagues, and vice versa, for a variety of
status-based reasons. If this is identified as a potential problem
part of the programme design must be an identification of the
most suitable learning population on each occasion, thus avoiding
any conflict.

Previous experience. Most people, whether in education establish-
ments, at work or during adult training events, have experienced
episodes that they recall either consciously or subconsciously and
that act as a learning barrier. You may have been embarrassed in
front of others by the trainer on a course (whether or not the
trainer realized what was happening). All these factors can
contribute towards an attitude of ‘I don’t want to learn” and must
be broken down by the trainer as soon as there is realization that a



38 Programmes — Learners and Objectives

problem exists. It is of course sometimes very difficult for the
reasons for the barrier to emerge, perhaps this may only happen
after the training day, in a more social situation.

W Lack of confidence. If learners attending a training event or taking
on an open learning package have experienced severe learning
difficulties previously, it is possible that they will approach the
current event with the feeling that “This is going to be too difficult
for me’. The planner and the trainer must ensure that at the start
of the learning event the process and content are described fully
and its level explained. Doubts should then be sought and clari-
fied, and above all the trainer should ensure that every assistance
is given to the learners if difficulties are experienced. A start-of-
course knowledge test can often help in this respect, particularly if
two tests are given — the first will contain questions that the
learners should be able to answer (the confidence builder) and the
second related more to new material that forms the content of the
event. There is, of course, the danger that the second test will
reduce the confidence resulting from the first test, but this risk
should be minimized by an appropriate introduction.

B Lack of motivation. Motivation is an internally generated attitude,
and every learner comes to a training event with a range of moti-
vational attitudes and levels. Again some may have been forced to
attend against their wishes; others may not see the reason for the
training; yet others may feel that they already know what the
training is all about.

One fact is certain — you cannot motivate people to learn. What
you can do is provide all the factors to encourage them to motivate
themselves. If motivational needs are satisfied, although not moti-
vating a person, they will encourage them to self-motivate. A
logical and acceptable explanation should be given about how the
learner will benefit from the new skill, how they will ‘grow’ as a
result of the experience, how their chances of progressing will be
enhanced with the learning, and so on.

B Old dog syndrome. This is based on the common expression that
‘you can’t teach old dogs new tricks’. This is not entirely true. If an
older person has kept their mind active and in a learning mode,
they are often in a better position to learn, with their background
of experience, than the younger person who has only youth on
which to rely. Obviously, if an older person has allowed their
mind to atrophy learning is almost impossible. Quite often this
syndrome emerges when older workers attend training events
during the last few years of their careers and the ‘old dog’ excuse
is used for a variety of other barriers, including “Why bother at
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this stage in my life’. As in the case of the approaching retirement
participant, the learner can be shown that they can learn, and it
will be worth it; or if there is very difficult material, with which
the older mind might encounter problems, the planner should
construct sessions that take these problems into account.

B Unlearning. Resistance to learning can exist if the potential
learners have experience of the type of material, but of an
outdated nature. The training will be intended to introduce new
systems, procedures or methods, but the earlier knowledge, skills
and attitudes have to be cleared before the learners’ minds are
receptive to the new. Some may resist this unlearning, perhaps
because of some of the barriers already discussed; others may find
it difficult to clear their minds sufficiently. But if the training is to
be effective the trainer must be sufficiently skilled to ensure that
the message is offered and accepted.

Barriers attributable to the trainer

The allocation of trainers to particular programmes is another factor
that is frequently out of the hands of the programme designer and
planner, allocation depending commonly on availability. This alloca-
tion frequently results in unsuitable trainers being selected — unsuit-
able because they are either unskilled in the particular nature of the
programme or are simply unskilled trainers in a situation requiring
training experience.

So not all the barriers to learning are attributable to the learners
themselves; the trainer and the planner must be aware that they can
inhibit learning in a number of ways. These can include:

B Inappropriate content. This obviously should not occur if the TNIA
has been carried out effectively and the planning continued in line
with the TNIA findings. However, some aspects can get in the
way of fulfilling this need, for example training content being
included not because it has been shown that this material was
needed, but because it was a favourite topic of the trainer or
planner! If the TNIA final briefing requires specific elements to be
included then this is what should be done, even in the face of
other demands.

W Wrong techniques of approach. These barriers can be laid at the feet
of either the planner or the trainer. The planner should, having
identified the subject, considered the most effective and appro-
priate method of including it in the training and development
programme. The trainer should follow this briefing on the basis
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that it has been carefully researched as the most effective
approach for the various parts of the programme. If the trainer
has any query about the effectiveness of a proposed technique this
should be cleared prior to the launch of the programme.

B The unskilled trainer. An unskilled trainer, in spite of advice about
how to progress, might use methods and techniques that are not
the most effective for making an impact on the learners and thus
encouraging learning. This, of course, may not be the fault of the
trainer who has not yet gained sufficient experience to have an
extensive training toolkit. If there is sufficient time these failings
can be corrected by trainer training in the additional skills
required.

B  The unskilled speaker. Perhaps more difficult to remedy, particularly
in a short interval, is the trainer or guest speaker who has defi-
ciencies in the actual presentation of material. This might even be
evident in the more restricted input required in the introduction
of activities, rather than the more demanding input sessions. Too
many hesitations, verbal noises (‘ers’), distracting mannerisms,
etc will be noted by the learners, and can so easily distract from
learning as the learners take more notice of these than what is
being said. Most people can be trained to become more effective
speakers, albeit not completely expert, but this can take time, and
practice in safe conditions is essential.

B Accents. Where is the training programme to be held? Who will
the learners be? How strong a regional accent has the trainer who
might be selected to run the programme? At one time regional
accents were not acceptable in many areas of public speaking, but
this has to a large extent been discounted and their use in fact
encouraged, particularly if the particular accent is one of the more
attractive ones. However, if the accent is too strong it may not be
understandable and thus negate the learning situation. I recall the
television series When the Boat Comes In in which the Geordie
accent was frequently very strong — my wife turned away from
this excellent programme because there was so much she could
not understand.

Dialect words, however, must not be used as these might not be
widely understood; this barrier should be avoidable with advice
to the trainer on the use of language.

B Manner. This is a much more difficult trainer trait for the designer
to take into account or take action to resolve, as a person’s manner
is often integral to their personality. However, overt manner and
behaviours once identified can usually be modified, even if only
for the period required. Aggressive, patronizing, abrasive, self-
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centred, exaggerating, obviously lying, over-casual, negatively
critical manners can be modified with interpersonal training
following identification of the behaviours.

B Prejudices include the following:

— those concerning a trainer’s views on race, sex, age, disability,
which can emerge without the trainer realizing;

— judgemental views that try to enforce the trainer’s attitudes on
the learners;

— ignoring or rejecting out of hand the views of the learners
because they do not fit in with those of the trainer;

- over-direction to the trainer’s viewpoint, however well inten-
tioned;

— non-acceptance by the trainer of the learners’ rights to have a
say in their learning.

W Lack of knowledge. All the efforts of the programme designer can be
aborted if the trainer involved in presenting the programme has a
substantial lack of knowledge of the subject. This is not as rare as
might be thought: say an organization has a training department
that is told to mount a particular type of programme, but none of
the available trainers have knowledge of the subject demanded.
Learners will have sympathy or empathy with a trainer who has
reduced training or presentation skills, but lack of knowledge of
the subject will rarely be countenanced. Again, the designer must
ensure trainer familiarity with the subject or take the necessary
steps to develop this.

Environmental barriers

B Noise. Heat. Cold. Ventilation. Space available. Interruptions/Work
intrusion. These are all potential barriers for a training programme
and should certainly form a significant part of the planning and
preparation of the event. Although there will be occasions when a
negative aspect cannot be avoided most potential problems can be
forecast and resolved before the event.

W Restricted time. This is an important factor that must be taken into
account when the programme is being designed. It is not
uncommon for the designer to be told that three days are available
and a programme should be designed to fit this time. This is the
wrong way to approach the design of a programme. The TNIA
will have identified what is required of a training programme and
the calculation then should be ‘How long a period is necessary to
include the TNIA requirements?” Unfortunately this is not always
possible, and the result must be a compromise between what is
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needed and what is available. Other factors are the level of the
learners and their capacity to learn a particular competence in a
certain period of time; and the complexity of the material when
compared with the normal material for which learning times have
been established. The designer, supported by the trainer, must be
prepared to argue with the time allocators about what is realisti-
cally necessary and should be allowed.

Many of these barriers, on both the learners’ and trainers’ sides, may
not be present when the designer is planning the programme, but
their existence must be considered if success is to be achieved. Many
of them may appear trivial, but trivia can often have the maximum
effect on a situation. It may be that in the long run the designer may
not have the means or the opportunity to resolve any of the problems
identified; this must be recognized as a potential hazard to the level of
success of the programme.

The learning attention span

A further important aspect that the programme planner must bear in
mind when designing a training and development programme is the
length of time for the session, particularly input sessions that will
need to be delivered in the more traditional manner.

In almost every learning situation there is the problem that,
however interesting the material and however well motivated and
skilled the trainer, learners have a limited attention span. This of
course can vary, depending on such factors as the motivation of the
learners, the enthusiasm of the trainer, the skills of the trainer, and the
presence of the other barriers described above. But research has
suggested that, for input sessions or lectures given by a trainer in the
traditional presentational manner, attention starts to fade after about
20 minutes and continues reducing until there is little remaining,
particularly if the presentation continues beyond 30-40 minutes. In
the shorter sessions there is frequently a re-emergence of some atten-
tion towards the end of the session — this can unfortunately be attrib-
uted to the learners’ realization that the session is drawing to a close
and perhaps lunch is the next item on the programme.

This factor will have a strong influence on the designer’s construc-
tion of the learning programme. There will almost certainly be a
number of inputs during the programme and obviously not all of
these can be contained within the 20-minute period. However, the 20-
minute period relates to the single stretch over which attention will be
reasonable. At or before this point a change in the session can be intro-
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duced - a break might be suggested, even though this adds to the total
time for the session; a discussion might be held rather than just the
trainer’s input; an activity conducted related to the material covered
so far; an appropriate video or computer program inserted; and so on.
In fact any other type of activity can take place rather than continu-
ance of the input approach, although the change must be relevant to
the session and not appear to be simply an add-on.

POSITIVE FEATURES OF LEARNING

Not all is doom and gloom as far as learning is concerned, since
learners can come to training programmes with motivation and the
ability to learn. Also, dealing with the negative barriers described
above will give the planner and trainer insight into why it is that
people do want to learn. These factors will include:

®m If they need to. Probably the strongest motivational factor for
learning is when the learner has a specific need — to learn a new
skill and thus ensure that their jobs are retained; or to learn the
new skills of a different role.

W If they want to. Wanting is frequently strongly linked with needing,
but there are occasions when people want to learn, whether this is
for a particular purpose — as described in the ‘need” above - or
simply for the pleasure of learning something new. But neither
will necessarily make the learner want to learn — somebody may
have to make this desire emerge.

W They have some control. Young or younger learners are dominated
in the majority of cases by the need to learn and are more willing
to accept direction and trainer-controlled situations. As people
mature, become more experienced and more selective in their
learning, they become less willing to be trainer led all the time and
demand that they are given some control over the event and their
learning. This factor of course reflects high motivation and is
something a trainer should capitalize on - self-learning is a more
powerful medium than having to learn from someone else or
being taught. The successful trainer will balance an event so that
the control, and hence the maximum learning, lies between the
trainer and the learners. In learning events of this nature the
trainer question ‘How would you like to tackle this?” becomes a
common one.

® Balance of input and practical training. At one time training was of a
singular nature; the ‘trainees’ attended a training course and were
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told in a lecture-type presentation what they had to learn. After
the 193945 war there was a strong swing to experiential training,
in which there were few input sessions but many practical activi-
ties. It was eventually realized that neither approach on its own
was completely successful and a balanced mixture within a
training event began to evolve. Such approaches as input
sessions, discussions, practical activities, role plays, games, simu-
lations, videos, computer programs and so on all have a place in
effective training/learning. This is not to say that they should all
be used at once, but the value of each with regard to a particular
learning activity should be assessed and the appropriate
method(s) implemented.

B Their experience can be used and is valued. Many adult learners have
experience to a greater or lesser degree in a variety of areas and
consequently there is little that will be completely new to them.
This must be recognized and, where relevant, made full use of.
When subjects are introduced it is always valuable to seek from
the learners the extent of their existing knowledge. Those with
knowledge and experience can be used to confirm the techniques
proposed and to add realism to the training with accounts of their
experiences. Using them in this way not only helps the trainer and
the learners, but shows the experienced learner that this experi-
ence is valued.

B Realism. The greater the experience, skill and knowledge of the
adult learner, the less likely they are to accept learning approaches
that are not related in some way to their world of work. Even
apparently non-work-related activities must be shown to have a
relationship, otherwise they will be treated as ‘games’ in the worst
sense of the word. Although the activity may not have any
obvious work relationship, this can emerge in the review and
feedback session following the activity.

B Expression and mistakes without fear of ridicule or censure. Much
more so than with young learners, adult learners have a hatred of
being ridiculed or censured in public, in front of their peers,
subordinates or senior managers. The atmosphere of the learning
event must be developed in such a way that the participants will
not hesitate to respond to a question, make a statement or do
something in an activity. This can be developed only by showing
in the early stages that there are no sanctions, and it is often useful
for the trainers to put themselves in the learners’ position.
Encourage laughter with people rather than at them.
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Setting Training
Objectives

This chapter will:

m discuss the nature of the training objectives that will develop from
the TNIA;

B consider the methods of writing effective objectives;

®m describe a process for setting objectives;

W suggest the practical applications of objectives.

‘If you don’t know where you are going, how will you know when/if
you get there?” This oft-quoted truism is for me the ultimate message
in support of setting objectives. Any journey, real or virtual, on which
the voyager sets out without any idea of the ultimate destination in
mind will fail. The person or group who has completed the TNIA will
have set out in general terms the aims and objectives of the proposed
training; it is for the planner and designer to translate these into a
specific training programme. The final training and development
objectives must state in clear and unambiguous terms what the
training is setting out to achieve and what the learners will have
gained by the end of it.

An objective, for training or whatever, can be defined as an unam-
biguous formal statement of desired end results, normally to be
achieved through a series of activities that will be detailed in the
programme. It should specify:

B what the learners will be able to know or do at the end of the
programme differently to that at the start of the programme — that
is to say, the change intended or other outcomes;

m how they will demonstrate the extent of this learning — conditions
for evaluation;
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B the standards they will need to achieve to confirm their new
competence levels — standards;

B any time constraints that will be imposed to achieve the objectives
- conditions.

THE ELEMENTS OF OBJECTIVES

A frequently used acronym to remember the elements of objectives is
SMART. This translates as:

B Specific;

B Measurable;
B Achievable;
B Relevant;

B Time-bound.

BENEFITS OF USING ‘SMART’

As opposed to the determination of objectives in a more general and
unguided way, SMART objectives are challenging and allow progress
and success to be measured against predetermined benchmarks and
criteria.

Specific
If the objective is specific it:

B provides clarity and direction;

B lets everyone know exactly what is expected of them without
vagueness or ambiguity;

B allows you to test for measurability (a link with another aspect of
SMART);

B allows you to test that the objective is achievable (another link
with another aspect of SMART);

W allows you to define timescales based on specific information;

B helps in the effective allocation of resources;

B clarifies the plan so that weaker points might be identified and

other problem areas highlighted.

When setting objectives, in spite of some of the apparent criteria
suggested by SMART, it must be remembered that at no stage in the
planning process are the objectives carved in stone — they are guide-
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lines by which speedier and more efficient progress might be made.
Even if flexibility is not written into the objectives directly the users
must be aware of the guideline status, although deviation must be for
credible reasons. This, of course, is because objectives are based on
knowledge at a particular stage; circumstances can change and the
objectives may need to change too.

Measurable
Objectives:

B ensure that standards are set that are as far as possible measurable
and are identified at the start of the planning;

B enable you to monitor progress of the planning and evaluate final
results, determining whether the desired content has been
included;

B allow you to make amendments if the measurement system
exposes problems.

It must be recognized that not every aspect of training and develop-
ment is measurable in fully objective terms. Knowledge and skills
learning and achievements are more easily ‘measurable’; ‘people’
skills, behavioural, attitude, value and judgement aspects are less
easily measured and, because they are the ‘soft’ forms of training or
are subjective in nature, may require some form of subjective
measurement.

Achievable

B There is little sense in setting a target that cannot be achieved.
This results in frustration. Similarly, objectives that are too easily
achieved do not provide sufficient learning (other than perhaps a
historical confirmation) and suggest to the learners that they are
not going to learn anything. Objectives that appear to be too big
and frightening can always be broken down into smaller, more
digestible elements (after all, who eats an elephant in one
swallow?!).

B The practical effect of setting unrealistic targets will result in frus-
tration and low morale among the eventual learners, and will, if
they have any conscience, make the planners feel uneasy at what
they have done.

B Having to ensure that targets are realistic (not easy) encourages
the planners to think through the stages of the training and iden-
tify possible problems at a realistic stage in the process.
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Setting realistic objectives will help the learners to progress in a
logical and realistic manner, rather than to try to cut corners on

safety, quality and process issues to meet objectives that are not
achievable.

Relevant

Planners must ensure that the objectives and the content of the
training material being designed is fully relevant: a) to the
learning group; and b) to the training programme. Some
sessions and activities, etc are favourites of both the planners
and the trainers, but the question is whether they are relevant
to the programme. This does not rule out the ‘irrelevant’
icebreakers and learning span extenders that might need to be
included in certain types of programme - they are relevant in
their irrelevancy!

Time-bound

Time-bound objectives (and content) are essential at the planning
stage, although in some cases it may be very difficult to do. This is
particularly so with new training material, as the time needed will
in many cases be an educated guess. However, time-bounding
must be attempted, particularly if a specific number of items have
to be included in a particular length of programme.

Having to set deadlines can provide an impetus to get things done
and ensure that everything essential is contained.

Having definite deadlines imposed helps the planners to achieve
their task on time, to prioritize workloads, and helps the learners
to correlate the training activities with work-based ones where
they have to keep to a timetable of work.

Agreement

Where more than one person is involved in setting objectives — eg
several planners, planners and trainers, and so on — it is essential
that, before finalization, the objectives are agreed. It is not
unknown when this has not been the case that during the training
programme the trainers have manipulated material, etc simply
because agreement had not been reached.

With full agreement all parties are working towards common
targets.

People always feel more committed when they feel more
involved, and agreement provides this involvement and commit-
ment.



Setting Training Objectives 49

W The agreed objectives must be written to avoid mental or actual
manipulation, which is always possible if they are constructed
and retained in the mind only. It is only too easy, without a black
and white record, to excuse a failing by saying ‘Well, I didn’t think
that was really a firm objective that had been agreed’. Recording
enables the evaluation of success or failure to be made unequivo-
cally.

The objectives described and the manner in which they are
constructed are usually used as the end result of the complete plan-
ning and/or training, and are referred to as terminal objectives. There
are also enabling and lesson objectives, both important for the detailed
construction of individual learning sessions within the full
programme. Enabling objectives describe what the learner will need
to do to achieve the terminal objective, and the lesson objectives
further define what has to be included so that the learners can achieve
the terminal objectives once the programme has been completed
successfully.

Figure 3.1 is a simplified comparison of how these objectives relate
to each other within the overall aim, which is the general statement of
intent. At the planning and design stage the planners will be more
concerned with the terminal objectives, but will also need to keep in
mind the other sub-objectives, particularly if they are also involved in
the smaller detail of the programme they are planning.

LEVEL OBJECTIVE

Aims Improve training programme effectiveness.

Terminal objectives The learner will be able to present a 20-minute
session using a minimum of three training aids,
having a written brief in a style preferred by the
learner, and allowing five minutes at the end for

questions.
Enabling objective Give a 20-minute training input session.
Lesson objective Develop a good knowledge of, and be able to

adjust, the session brief to take account of the
barriers to learning.

Figure 3.1 Relationship of aims and objectives
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THE ADVANTAGES OF OBJECTIVES

The following list summarizes the benefits and advantages of formu-
lating and using objectives when planning training and development
programmes and, for trainers, when formulating their own specific
training sessions.

Objectives:

help to ensure that the appropriate amount of training is given,
defining the type and level of content appropriate to the
programme and the learning population;

avoid irrelevant and unnecessary programme content, thus
ensuring that the time required by the programme is not exces-
sive;

avoid irrelevant and unnecessary programme content, so that the
learning messages are clear to the learners;

provide guidelines for the design and planning of the programme
as a whole and its more detailed constituent parts;

give comprehensive advice to the trainers about what is expected
of them and the programme;

provide a base from which the programme can be evaluated for
success or otherwise — without identified objectives at the start of
the programme validation at its end is worthless as it is not
measuring any change, and longer-term evaluation becomes base-
less;

when written, provide quantitative material on which any review
for possible revision can be based.

THE DISADVANTAGES OF OBJECTIVES

The use of objectives is not universally accepted, although in my view
the arguments against them are not sufficient to negate their use. It is
only fair to demonstrate both sides of the argument, so some of the
anti-arguments include:

Some trainers find the rigorous approach too severe to accept
within their more open practitioner style.

Objectives make training programmes inflexible by limiting the
trainers to the objective-defined material.

Designers and trainers find that writing down objectives restricts
flexibility as the written form suggests that the objectives cannot
be modified.
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B Objectives require the categoric demonstration of outcomes.
Practitioners claim that some forms of learning are not capable of
quantitative demonstration and evaluation and that, as a result,
the more subjective forms of ‘soft’ training must be excluded.

B Too much time can be expended in formulating objectives and
writing them down in the form required.

B Training objectives are seen as behaviourally anchored outcome
measures and exclude the programme’s theory and knowledge
content.

WRITING TRAINING OBJECTIVES

It was suggested earlier that objectives should always be written
down to avoid possible manipulation; however, the written word
gives the impression of being final and is not completely free from
ambiguity. Consequently the use of correct words and phrases is
important and the constant use of active verbs will help to avoid
many problems and make the action clear to the objectives’ recipient.
Figure 3.2 lists many of the relevant active verbs used in writing
objectives. It is not necessarily complete, but additions should always
be challenged in terms of what the result of the action would be.

Many of the verbs in the list can be and are usually combined to
demonstrate the action flow. For example, ‘Having recognized the
various factors, list and analyse the most important, combine them with
the list provided and determine a total action plan’.

BROAD AREA POSSIBLE WORDING

KNOWLEDGE Define Write Underline
State Recall Select
Recognize Be aware of

COMPREHENSION Identify lllustrate Explain
Justify Represent Judge
Select Name Label
Indicate Formulate Classify
Perceive

APPLICATION Predict Choose Construct
List Reproduce Select
Find Compute Assess
Show Use Explain

Perform Demonstrate
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ANALYSIS Analyse Select Justify
Identify Separate Resolve
Conclude Compare Break down
Criticize Contrast Differentiate
SYNTHESIS Combine Argue Select
Restate Discuss Relate
Summarize Organize Generalize
Précis Derive Conclude
EVALUATION Judge Support Identify
Evaluate Validate Defend
Avoid Determine Attack
Recognize Criticize Choose
ATTITUDE Prefer Recognize Be motivated to
Relate to Accept Be committed to
Be aware of Identify with

Figure 3.2 Action verbs for writing training objectives

THE PRACTICAL APPLICATION OF THE TRAINING OBJECTIVES

Identify the aims and objectives from the TNIA.
Clarify and agree the actionable training objectives.
Establish priorities.

Check for feasibility.

Check for errors and omissions.

O B O3 L&

Figure 3.3 Objectives process checklist

CLARIFY AND AGREE THE ACTIONABLE
TRAINING OBJECTIVES

The TNIA will have identified all the training needs in the area of
investigation and it is common for the TNIA to show needs that can
be met by a variety of means. It is essential that there is early identifi-
cation of the needs that can be met by more formal training, those that
can be met by informal measures at work and those that can be met by
more formal work processes, including coaching, mentoring, open
learning, CBT and Web-based programs. Obviously the final deci-
sions will depend on a number of circumstances, including the
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organization’s culture and ‘politics’, availability of resources and
finance, etc, but a rule of thumb can indicate:

W Large group needs in the organization. Construction of an internal
training programme to cover the identified needs; if appropriate,
an open learning package for use by all learners; if appropriate,
CBT or Web-based training programs.

MW Small group needs in the organization. Depending on the size of the
total group requiring training, a similar approach to the larger
group methods, including an internal Net training contact, or
attendance at a relevant externally provided training programme.

B Individual needs. These will normally be met most effectively by
some form of one-to-one interaction — mentoring and coaching,
and the use of open learning packages, CBT, and Web-based
training. Practical training needs can be met by work station
training conducted by an experienced worker who has been
trained in the on-the-job training methods.

B Group needs for individuals located in a widespread organization. These
learners can have their needs satisfied by either bringing them
together for a central internal training programme or using any of
the approaches suggested above. If it is available, a Net-based
collective learning programme can be used, or an open learning
package for each learner, the trainer acting as a central co-ordi-
nator over the Net, by telephone and fax, and with the extensive
use of e-mail on a pre-arranged programme.

A different approach that planners might find useful is
included in Diane Bailey’s chapter, ‘Designing Effective Training’,
in Handbook of Training and Development (1999, 3rd edn, ed A
Landale, Gower). Diane considers possible training approaches
for groups, on-the-job development, and self-study. This is shown
in Figure 3.4.

There will be occasions when the types of approaches recommended
for the groups mentioned above, although the most effective, are not
suitable or available. One important identification must be the divi-
sion between at-work based training and that provided by more
formal training approaches. Both are important and serve different
needs in appropriate ways, but the first question should always be
‘Can training for this person (these persons) be provided at work
rather than on a training course?’. Provided that the facilities and
skills are available without the learner leaving their place of work,
and with work providing the vehicle for training, this is usually the
most effective way of satisfying the learning needs.
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MECHANISM/STRATEGY
GROUP TRAINING

ON-THE-JOB DEVELOPMENT

SELF-STUDY

POSSIBLE APPROACHES

Lectures/presentations
Courses/workshops/seminars
Peer study groups

Action learning sets

Focus groups

Discussion groups

Guided practical activities and
exercises

Project planning and management

Coaching interventions
‘Sitting next to Nellie’
Mentor support
Supervised practice
Properly briefed delegation
One-to-one instruction
Workplace practice and
experimentation

Tasks and projects
Personal development plans and
management feedback

Distance learning/open learning
courses

Self-study material, eg CD-ROMs
Planned reading/research
Individual written activities and
exercises

Video and interactive video
Intranet or Internet

Practical experience linked to
learning logs

Figure 3.4 Possible training aﬁproaches

ESTABLISH PRIORITIES

It will be evident from the TNIA that, with a large number of training
needs or for a large number of people, all the training cannot be
provided at once and at the same time. Consequently the planners
must agree a prioritization programme, taking into account the avail-
ability and suitability of all the resources.
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These priorities can be determined in the majority of cases by
posing a number of questions to both senior and line management
and, if possible, the learners. These questions would include:

M What is the minimum amount of knowledge, skills and attitudes
needed by the learners to enable them to carry out the task to a
satisfactory level?

M Which other items would be desirable in addition to the basic
needs?

M Which items would it be helpful, but not essential for the learners
to know and be able to do?

Experienced training practitioners will recognize these levels of need
as the three priority decisions that are made in connection with a
range of training questions and decisions, including full programmes
and sessions:

MUST KNOW SHOULD KNOW COULD KNOW

FEASIBILITY

Linked with the identification of the priorities of the different
approaches to satisfying the identified training needs are questions
relating to the feasibility of the approach and hence construction of
the objectives:

B Is the learner target population sufficiently small to be covered
in the time allocated or should additional time/resources be
sought?

B If additional time cannot be authorized, can authority be sought
for consultant provision either in-house or externally?

B Is the learner target population capable of learning what is
required within the time allocated?

B Are all the objectives identified as essential included within the
time constraints linked with the prioritization of objectives?

B Must all the objectives be covered in detail, or might some be
left for follow-up training or for coverage by other learning
methods?

B Must the skills be learned to the highest level, or is a satisfactory
‘can-do’ level all that is required?
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AN OBJECTIVES ACTION PLAN

We have now considered the various elements of starting to plan and
design a training programme in terms of the numerous factors
concerned with people, their learning problems and aids, and the
construction of objectives once the overall planning and, to a limited
extent, the construction of specific session objectives. I have also
recommended the writing down of the objectives once they have been
framed. An action plan for completing the planning process can now
be considered, and again it is recommended that, when considered,
this plan is written down, principally as a continuing aide-mémoire
during the planning process.

Figure 3.5 summarizes this plan, which can be used not only with
the planning objectives, but also as a practical check by the planner or
training practitioner of the objectives of individual sessions.

1. Read the objective.

Go to paragraph 2

2.

Can you say in concrete and active terms
what the learner is expected to know or do?

If yes, go to paragraph 4
If no, go to paragraph 3

The objective is defective and must be
rewritten. It must state clearly what is
expected of the learner in terms of behaviour
that can be observed and measured. Rewrite.

Go to paragraph 1

From reading the objective, do you know
precisely what standard of performance you
expect from the learner?

If yes, go to paragraph 6
If no, go to paragraph 5

The objective does not enable you to decide
how much or how well the learner will have
learned. If a level of acceptable performance
is stated it enables you to make accurate
judgements. Rewrite.

Go to paragraph 1

Does the objective say under what conditions
the learner will carry out the required activity?
Is there a time constraint? Where will the
activity be performed, etc?

If yes, go to paragraph 8
If no, go to paragraph 7

Verify that these aspects do not have any
bearing on the learner’s level of acceptable
performance. If you think they do, the
objective must be rewritten to include them.

If rewriting, go to
paragraph 1

The objective would appear to be satisfactory.

Figure 3.5 Checking a training objective
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THE PRACTICAL USES OF OBJECTIVES

The obvious use of objectives as the basis for planning and designing
training programmes has been described, but they have further uses
within the programme itself, whether used by the planner or the
training practitioner.

Prior to the programme

The objectives can be introduced into the pre-event activity of a
programme in a number of ways. In most cases the objectives for a
training programme have been finalized by the TNIA practitioner -
this is frequently the trainer, who might then go on to design the
programme from the objectives. Although the potential learners
should have been involved to lesser or greater degrees in the TNIA,
their input has been as a contribution to the final objectives. It is an
infrequent occurrence for any further reference to be made to them,
but this would reflect good practice. At least two practical approaches
can be suggested:

1. Before the final objectives are applied to the construction of a
training programme copies of the objectives should be sent to, at
least, the people who took part in and contributed to the TNIA.
This serves a number of purposes, not least of which is that it
paves the way for a return to these contributors or their further
use on another occasion. In so many cases of training activities the
learners complain that something happens in which they are
involved but they never hear anything further — this does not lay
a good foundation for their future co-operation. The objectives
can also be sent to the wider population who might be affected by
a training programme based on the objectives. In both cases the
recipients should be asked for their reactions to the objectives in
the context of the proposed training programme. This serves two
purposes — it gives people an opportunity to comment
(favourably or otherwise) on the objectives as they affect them,
and also to correct any misinterpretations or misstatements.

2. When learners are being invited to take part in a training
programme the invitation should also include a clear statement of
the objectives for the event, whether it is a training course or some
form of open learning. This will give them the opportunity to
confirm or otherwise the suitability of the programme, possibly at
the time of the pre-programme discussion with their line
manager. The action also ensures that the learner has as much
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information as possible prior to the programme, a move that
certainly helps to encourage motivation and co-operation.

At the start of the programme

The objectives can also be used once the programme has started - let
us assume that the programme starts with a training course. At this
stage, the objectives can be used in at least five ways:

1.

It is very common for pre-programme training material not to be
read, or read very superficially by the learners. Whether you
suspect this or not, it is always a useful training move to start your
programme with a restatement of the objectives, clarifying them
as necessary.

Present, or re-present, the objectives, and seek the views of the
learners: a) about the objectives, their relevance, the learners’
understanding of them, and so on; and b) whether they wish to
suggest any further objectives at this stage.

As part of an introductory session, while displaying the
programme objectives, the learners can be asked to introduce
themselves, including comments about: a) the programme objec-
tives; and b) their personal objectives, preferably linking these to
those of the programme. In this way ‘objectives’ start to become
much more person-related features than ethereal ones.

The objectives, programme and personal, can be used as or linked
with programme evaluation measures by seeking the learners’
views on how everybody will know at the end of the programme
whether the objectives have been achieved or not.

Using the objectives directly with the training programme brings
home the fact that all the stages of the training/learning cycle are
linked substantially, particularly the early stages of TNIA and
objectives and the evaluation of the programme. Objectives state
in effect the overall deficiencies in the skills of the learning group,
but within that group individual skills, etc can vary considerably.
As we shall see in Chapter 11, start of programme tests or other
assessments can take place in order to identify the individual level
of skills at that stage. The process will be repeated at the end of the
programme to validate any change resulting from the training.

The actual process for this assessment will depend on the nature of
the programme - knowledge, skills or attitudes.

Knowledge will normally be assessed by the setting of written tests;

skill assessment will depend on the type of skill — practical, technical
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or operational skills are the simplest, with direct observation of the
learner trying to perform the skill task. People skills are more difficult
to assess and require a rather more subjective assessment, frequently
based on a concept or model, of the learners performing, usually,
training exercises. Behaviours as part of attitude assessment can be
approached by an observational method such as behaviour analysis.
Other self-assessment instruments are also in use — these will be
considered in Chapter 11.

During and at the end of the programme

Objectives used on these occasions are virtually indistinguishable
from validation and evaluation measures, as these are intended to
check the satisfaction of the objectives against the learning by the
participants. Consequently descriptions of approaches and methods
will be included in Chapter 11. But this important association must be
kept in mind in view of the integrated and comprehensive nature of
the training process.
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PART TWO

Planning and Designing On-the-job
Training and Development
The chapters in this part will consider in detail the various aspects

that need to be taken into account when planning and designing an
on-the-job training programme or approach.
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On-the-job Training and
Development = |

This chapter will:

describe the initial considerations necessary for the planning and
design of on-the-job training and development programmes;
suggest the steps to be followed in planning and designing the
content of an on-the-job programme;

describe two of the training approaches available — GAFO and
coaching.

ON-THE-JOB TRAINING PROGRAMME
PLANNING STAGES

The initial stages in the planning and design of an on-the job
programme are:

1.

2.

3.
4.

Refer to the agreed objectives for the training programme as
produced in the TNIA or the initial planning stages.

Consider the identified target learning population and how they
might affect the training design.

List the ways in which each objective might best be met.

Decide whether the learning might be best achieved by an on-the-
job or off-the-job programme.

REFERENCE TO THE AGREED OBJECTIVES

Although considerable work will have been done in the overall plan-
ning stage on the objectives, they may not have been specifically
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considered in terms of on-the-job training and certainly are not set in
stone, being capable of modification in the light of local and specific
knowledge. The overall objectives should be considered as a guide-
line blueprint from which the final, working objectives are derived.
An example of this might be the order in which the objectives and
plans are detailed - in the light of the facilities available this order
may have to be modified to ensure that it is practicable.

CONSIDER THE TARGET LEARNING
POPULATION

B How many people are to be covered by the learning programme?
This is very relevant when on-the-job training is being considered
— the individual coaches, mentors, packages, etc will be restricted
and this in turn will restrict the number of learners who can be
dealt with in a timescale. Do these investigations determine that
the number is too large for this approach and off-the-job training
will have to be considered instead?

B What will the age range, experience, sex, physical capabilities,
status, etc of the learning population be, and who might be
involved in the training process? Significant differences and
factors will require a different approach - eg new entrants, young,
inexperienced workers will require a different approach from
existing, older and experienced employees and the advice given
to the planners and eventually the people involved as coaches, etc
will need to be imparted accordingly.

W What are the learning preferences likely to be? Planners are in a
favourable position if this can determined beforehand, as the
programmes can be planned with these preferences in mind.
Decisions will need to be made whether to plan the training
accepting the learning preferences, or to try to ensure that the
learners take into account all the stages of the Learning Cycle. Pre-
knowledge is a rare occurrence and the planners will probably
have to take into account the distribution of learning preferences
in the population as a whole. Peter Honey and Alan Mumford
demonstrated that most people have a strong preference for one
or two of the learning styles, some are locked in on one style, and
few have preferences over the full range. Locking in is a particu-
larly difficult learning style to cope with as people with strong,
singular preferences tend to reject the other approaches. For
example, a very strong preference activist will find it very difficult
to sit down after an interesting activity and reflect and conclude
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on what happened — they will most likely be looking for the next
activity! Similar problems arise with learners locked in on the
other preferences of pragmatist ('I'm only interested in something
that can be done at work’); reflector ("I want to sit and think about
this. Don’t disturb me with something else to do’); or theorist
(‘Look. Before we do anything else, are we quite sure that what
we have seen means what it appears to be? What other aspects
are there that can suggest other causes? Has there been any
research or models to explain what happened and what we can do
about it?). And so on. Multiple preferences are not unusual - eg
reflector and theorist; activist and pragmatist — and, approaching
the fully rounded person, the reflector, theorist, pragmatist. A
typical example of the latter multi-preference type is the engineer
who, presented with a mechanical problem, thinks beforehand of
all the errors that are occurring and investigates whether any
others are present; he/she then considers possible reasons why
these should occur, coming to a solution from the reasons
considered and rejected; then the faults are put right by practical
action.

If the preferences are known, or can be determined to some extent,
three approaches can be considered:

1.

If the learning preferences of the people who are to be involved
are known, the training can be planned to concentrate on these
preferences. For example, if there is to be a group of theorists
they will probably react more favourably to a programme that
includes a number of inputs or lectures, perhaps introducing
controversial themes, but presenting models or concepts for them
to consider and discuss in depth. Activists will react more
favourably to programmes in which they take part in a large
number of activities, with not too much emphasis on ‘talking
about it" and with relatively passive input time at a minimum.
Similar considerations apply to reflector or pragmatist strong
preferences.

Similarly, where the learning preferences of the group or learner
are known it might be decided to widen these preferences and
undo the locks that have been preventing them from fully
utilizing the other approaches. Reflectors must be given time to
reflect, but would have to take part in activist or pragmatist types
of activities to enable them to do this. In the same way theorists
would also have to take part in activities, giving them food from
which they could develop their theoretical and concluding skills,
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perhaps being provided with a subject expert with whom to
discuss their views. Pragmatists could usefully be exposed to
non-work activities to show them that lessons that could be
related to their work could be identified in these types of situa-
tions.

3. It is more usual for planners to have no prior knowledge of the
learners and their preferences or to be presented with learners
who have mixed preferences, particularly in a group. This is much
more akin to a general population group, as suggested earlier. The
safest and most effective approach in such circumstances is to
produce a balanced learning plan in which all the preferences are
taken care of in the learning cycle model, experiences being
followed by periods given over to reflection on what happened,
then a deeper consideration of the meaning of what was observed
to happen, followed by planning to try the activity again or trans-
late the learning to the work situation. In programmes of this
nature, probably the most common in on and off-the-job training,
an additional learning objective might be ‘to widen the learning
preferences and skills of the learners by exposing them to and
helping them learn from the full range of learning situations and
activities’.

Whatever the pre-knowledge of the learners’ preferences (or lack of it)
there is considerable value in identifying these preferences before or
at the start of the learning experiences, modifications being intro-
duced to take them into account. The information may not be known
by the planner at the general planning stage, so either a composite
programme can be designed or several appropriate programmes
suggested.

Level of starting knowledge

It is important to know, as completely as possible, the level of the
starting knowledge of the learners. Again the ideal will be to have
pre-knowledge of this, and to a substantial extent there should be
data about this level as a result of the TNIA - this will probably show,
except in the case of completely new work of which no one could
have previous experience, that there is a range of level. This will obvi-
ously produce problems for the planner and trainer in terms of at
what level to pitch the training — too low, to suit the ones with little
skill level and the more skilled participants will be lost. Pitch the level
too high and the lower skill level learners will not learn and may
cease trying to do so. However, although most training programmes
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have to cope with a mixed range, every attempt should be made in
your liaison with the line manager in the training quintet to select
learners for particular training events on the basis of their level of
experience and existing skill.

Location

In the case of on-the-job training there should be few problems about
where the training should be held, the location and type of location
usually being dictated by the form of the training. If a group is being
supported at work the training might be in the organization’s training
suite or, if the group is sufficiently small, in an unoccupied office.
Other approaches will be, for example in a one-to-one coaching
session, at the manager’s or another’s desk, or, in a practical
approach, on the operational work line or a separate area set aside for
this purpose, with CBT, interactive video, other open learning
programmes, or with the use of the organization’s computer network
or intranet.

Timing

Although there can still be problems with the timing of training on the
job — non-availability of the company trainer, coach or training room;
non-availability or delayed availability of computer hardware or soft-
ware, open learning packages, etc — most of these can be solved more
easily than in off-the-job training. There will still be, however,
complaints by the trainers that the learners are not made available at
the relevant times, and by the line managers that the training depart-
ment does not make the training opportunities available when they
are needed! Effective planning following the TNIA should help to
avoid problems of this nature.

ON-THE-JOB TRAINING AND
DEVELOPMENT PLANNING AND DESIGN

In addition to the normal aspects of planning and design of training
programmes, on-the-job programmes require some specific activities.
These will include:

W Specific decisions on the type of training approaches that are rele-
vant to on-the-job training — one-to-one instruction, coaching,
mentoring, etc.
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B The likelihood of planning a number of different programmes and
approaches for a significant number of individuals, each with
their own requirements.

B Preparation of outline programmes based on the variety and
number required.

B Discussion of the proposed programmes with the people who are
to be involved, including the potential learners and their line
managers. This aspect should be an easier task than with off-the-
job training planning, particularly where the potential learners
are spread widely throughout the organization and possibly
many locations.

A COMPETENCES APPROACH TO
PROGRAMME MATERIAL

Although competences and National Vocation Qualifications (NVQs)
are relevant to all forms of training and development, because of their
work-related nature, they are significantly appropriate to on-the-job
training. Consistent standards of competence at work have formed
the bases of NVQs and these standards have been produced for a
large number of occupations and industry sectors. These standards
are detailed and describe the activities in an occupation that deter-
mine the outcome of the job in a more realistic way than many other
approaches to job descriptions. The individual is assessed by an expe-
rienced and qualified assessor against their ability to perform the
skills laid out in the standards, principally for the award of a relevant
NVQ, but the standards and the approach can be used in a variety of
other ways, including the planning and construction of training
programmes.

Each NVQ is defined in overall terms by a Key Purpose, Key Areas
and Key Roles. The more practical aspects of the NVQ are described
in the Units of Competence, Elements of Competence and
Performance Criteria included in the Key factors.

UNITS OF COMPETENCE

Each Key Role contains a number of Units of Competence, the basic
building brick of an NVQ and the areas in which NVQs are assessed
for award. One NVQ is that of Training and Development (T&D),
which has various levels, such as those for practitioners, training
managers and training directors. Key Role E2 in the T & D NVQ Level
3 (the NVQ principally for training practitioners/training officers) —
‘Evaluate the effectiveness of training and development programmes’ —
contains three Units:
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Unit E21  Evaluate training and development programmes.
Unit E22  Improve training and development programmes.
Unit E23  Evaluate training and development sessions.

ELEMENTS OF COMPETENCE

The Units are not sufficiently detailed to obtain a realistic assessment
of competence in the function to be performed. Thus each Unit is
further described in terms of Elements — statements of the detailed
aspects of the function. The Units vary in having (in the T & D NVQ)
from two to five Elements each. For example, the Elements contained
in Unit E21 quoted above are:

. Element E211  Select methods for evaluating training and develop-
ment programmes.

Element E212  Collect information to evaluate training and devel-
opment programmes.

Element E213  Analyse information to improve training and devel-
opment programmes.

You will see that the Elements describe the progressive involvement
of the practitioner in that particular competence, from selecting
methods to analysing the result.

PERFORMANCE CRITERIA

The Units and Elements define what is included as functions in the
competence standards. The Performance Criteria, what a practitioner
must be able to do and what an assessor must look for to determine
whether the functions are being carried out satisfactorily — the test of
competence — and it is this area that the programme planner will find
the most value.

Each Element has a number of associated Performance Criteria,
ranging from 5-10 or more. Following our T & D NVQ example, in
Element 211 the nine Performance Criteria are:

Unit E21 Evaluate training and development programmes

Element E211 Select methods for evaluating training and development
programmes

Performance criteria:

a) The training and development programmes being evaluated are clearly
identified and used as the focus for the evaluation process.

b) The specific objectives and desired outcomes of the training and develop-
ment programmes are clearly identified.
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c) The purpose, scope and level of evaluation is clearly identified.

d) Methods that are capable of evaluating training and development
programmes are clearly identified.

e) The advantages and disadvantages of each evaluation method are suit-
ably assessed and an appropriate method selected.

f)  Evaluation criteria are appropriate to the training and development
programme and clearly specified.

g) Ewvaluation methods are capable of being implemented within the
resources available.

h) All aspects of the evaluation method are clearly identified and agreed
with the appropriate people.

i) A plan for implementing the evaluation is clearly specified.

PERFORMANCE EVIDENCE

In addition to the Performance Criteria listed, notes are included in
the Element giving guidance on the type of evidence — performance
and knowledge — required to satisfy the criteria. For the Performance
Criteria described above:

The performance evidence required is:

Identification of training and development programmes being evaluated
Specification of evaluation methods and rationale for their selection
Specification of evaluation criteria and rationale for their selection
Explanation of scope and purpose of evaluation

Plan for the implementation of the evaluation

Notes of agreement made.

The knowledge evidence required is:

Methods of evaluating training and development programmes

Range of evaluation criteria available

How to identify criteria for evaluation

Employment and equal opportunities legislation and good practice

Relevant national and organizational debates concerning learning

Relevant national and organizational debates relating to evaluation and
quality improvement.

As the Units, Elements and Performance Criteria describe the occupa-
tion in sufficient detail that the skill of the performer can be assessed,
the standards are ready-made listings of the skills necessary to iden-
tify areas that figure in the training identified in the TNIA.
Consequently they represent a valuable source of information on
which the planning for a particular programme can be made. Again



On-the-job Training and Development -1 71

the NVQ competence standards are valuable tools not only in on-the-
job training (where competence is readily observable and available),
but also in other forms of training, the standards identifying the
details of what should be included in the training.

TYPES OF ON-THE-JOB TRAINING
APPROACHES

The criteria described earlier in the chapter will help the planner to
decide on the type or types of training approach that will be most
appropriate in the circumstances — large group, small group, experi-
enced individual, inexperienced individual, and so on. The range of
approaches available includes:

GAFO;

coaching;

one-to-one instruction — the ‘sitting with Nellie’ or desk training
approach;

project management;

mentoring;

team development;

open learning — audio material, video material, interactive video,
comprehensive packages;

computer-based training.

GAFO

This is an acronym for ‘Go Away and Find Out’ and can be the
simplest form of training at work, although only if done for the right
reasons and handled properly. At its crudest, a learner approaches
someone who would be expected to have the appropriate knowledge
or information, and is constructively told to GAFO. How this is done
can give the learner the impression that the person is not interested in
helping them, but applied in an effective manner can help the learner
to become non-trainer-dependent. The learning is achieved forcibly,
with the learner having to seek the answer for himself or herself. If
used in the most deliberate and constructive way, by helping the
learner to identify general areas where the finding out will be
possible, and the learner returning with the information for a discus-
sion on the material and the method of obtaining it, the approach
becomes one of guided self-learning.
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COACHING

Coaching is a training and development technique that is used when
a manager has only one or two staff who need training and develop-
ment and a personal involvement and approach can be utilized. The
learner follows a training programme while at work, using real-work
tasks as the vehicles for learning. In this it differs from most tradi-
tional forms of training by using actual work rather than the more
artificial training course activities.

The uses of coaching

Coaching is a multi-purpose training and development approach,
ideally suited for on-the-job training. The initial planner can only go
so far in planning for coaching - identifying it as the most suitable
training vehicle; identifying the objectives to be achieved; suggesting
approaches, eg coaching by the line manager, subject experts, experi-
enced colleagues, and so on. This initial planning will need to be
followed up with specific arrangements — these can be made direct
with the learners’ line managers or the training practitioners can
perform this function, depending on the discrete nature of the
planner.
The uses of coaching include:

B Remedial training. In many cases where training appears to be
required a TNIA may demonstrate that, although the learners
may at some time have received training in the skills, etc required
to perform their work, this training may have been forgotten,
misinterpreted or implemented erroneously, so that the required
level of work performance is not being achieved.

® New or extended duties of work. In such cases the individual is
required to extend or increase their skills beyond the existing situ-
ation as a result of having to undertake new work or increase the
range of their current work. These increased skills can be achieved
by the learners attending training courses, but at the expense of
resource time and the possible failings of a training course as
opposed to learning from ‘real’ work.

B Career development. A skilled and efficient worker may be on the
point of promotion to higher duties or may need job enhancement
to stretch their abilities and ensure career development or
continued job satisfaction. Coaching can offer a very effective
method of introducing the learners to these more demanding
tasks by taking on projects that would normally be carried out by
their supervisor or manager. This higher-grade work would be
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delegated to the learner, giving them the authority to carry out the
work, but the boss would retain final responsibility for the results
of the task.

B Training consolidation. Attendance on a training course is not often
an end in itself and requires substantial follow up when the
learner returns to work. Training course material is often very
general, deliberately so to give a base for a range of situations in
which the skills have to be implemented. Back at work the more
general training skill may need to be translated or interpreted to
the particular work situation; real-life practice in the skills will
certainly be necessary; at-work training in additional parts of the
skill might be needed; and so on. If the training is to be made
worthwhile as work practice the supervisor or manager must
accept this continuing need and their responsibility to support it,
and start coaching projects and assignments to achieve this.
Frequently good training is condemned as having failed when the
real cause of the failure is the lack of opportunity, encouragement
or support to put the training into practice.

m Complete training events. A coaching approach might be the alter-
native to sending learners on expensive training courses,
provided sulfficient skill exists in the work area to cover the mate-
rial effectively, particularly when this is linked with real-job tasks.
The costs and effectiveness of both approaches will have to be
considered so that a cost and value-effective choice can be made.
This approach, of course, can be considered a form of one-to-one,
on-the-job instruction when the ‘instructor” is either a member of
the work staff or a trainer brought to the workplace to support the
coaching/training.

There is no guarantee that coaching, of whatever nature, is less costly
than a training course, particularly where there are several people
requiring the learning, and in some aspects coaching is more expen-
sive in resource time than a course. However, the benefit of the
learning taking place at work and the value of real-work tasks being
undertaken must be significant factors in the cost/value balance.
Many learners find that effective coaching has more impact on them
than a training course, which they may see as divorced from the
working situation.

The basis for coaching

Coaching by the learners’ line managers has its foundation in the
accepted (but not always practised) basis of management that:
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ONE OF THE PRIME RESPONSIBILITIES OF MANAGERS
IS THE TRAINING AND DEVELOPMENT OF THEIR STAFFE.

This does not mean that the line managers carry out the training
themselves; some of this responsibility will be taken by the training
department where applicable, but the line manager, supported by
others, can help individuals in many ways in their development.

Apart from this responsibility the line manager is ideally situated to
focus their power, influence, expertise and skills on the development
of their staff:

B They have the inescapable management responsibility for the
training and development of their staff as described above.

B In spite of improved formalized training programmes, most of an
individual’s real development still takes place while performing
the job — often as a result of trial and error.

B They are in an ideal position to help the learners translate more
formal training into the practicalities of the job, supporting their
action plans and continued development and evaluating this
progress.

B The most powerful training and development relationship should
be that between manager and subordinate.

BENEFITS AND DISADVANTAGES OF
COACHING

Benefits

The benefits of coaching to the individual, the line manager and the
organization include:

improved individual staff performance;

improved team performance;

cumulative improved performance of the organization;

staff are better informed and more aware;

staff are better equipped for any changes that occur;

staff are encouraged to be more innovative;

increased job satisfaction usually results;

manager has eventually more time for management level tasks;
more systematic management progression is possible;

learning is performed at the workplace;

there is no need for learners to be away from work and home to
attend training courses;
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B real work is used, and consequently there is increased credibility
in the eyes of the learners;

B the translation from learning to work is eased;

B the coaches themselves develop skills.

Disadvantages

Wherever there are advantages for actions there are almost certainly
some disadvantages, real or assumed; coaching is no exception:

time is required for both the learner and coach for the coaching
process;

the organization may not really want the closer relationships that
almost invariably develop between managers and staff;

the coached skills are not always followed up by opportunities to
practise them on a permanent basis;

expectations can be falsely raised, the failures often out of the
hands of the line managers;

some learners see going away on a training course as a bonus (not
necessarily a learning bonus!);

the line manager has to take personal action and be involved in
the development of a better relationship with his/her staff — this
may be alien to the manager’s preferred style of management;
decisions to exclude some staff from coaching might damage
existing staff relationships.

COACHING PRACTICE

The coaching process has techniques and processes similar to those of
many other forms of training and development. Many of the practical
steps after the initial planning has been done will fall on the training
practitioner and the line manager, the trainer taking on a more
advisory role once the initial organization steps have been taken.
Eight stages can be recognized in the planning of the specific coaching
process:

A BCLE SRl

Recognizing the need.

Identifying the opportunity.

Setting the coaching climate.

Meeting the learner.

Agreeing the assignment.

Agreeing the assignment reviews and final review.
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7. Implementation.
8. Review.

Stage | Recognizing the need

The training and development need when coaching is involved will
have been identified in a number of ways — the TNIA, problems
thrown up in the appraisal process, problems identified by the
manager in the course of work, problems identified by the trainer
when the person is attending another training course, requests for
development by the people themselves, and so on. It is the line
managers’ responsibility to take action if the need is recognized by
them or reported to them by others.

Whom to coach?

Identify the individuals requiring training and development

Although it may be desirable, a manager cannot coach all his staff at
once, even if in theory they are all potential candidates. The process
should not be seen solely for the high flyer or the favoured worker,
nor should there be a concentration on remedial coaching for the poor
performer. All staff should be considered on their merits, with the
possible long-term aim of providing coaching for everybody. The
principal groups of people for whom coaching will be appropriate
are:

B the potential promotee — the high flyers;

W succession candidates and those who are interested in their career
development;

B the poor performer who requires remedial training;

B staff required to perform new or extended duties or tasks;

B those needing consolidation of learning following participation in
some other training form;

B frustrated workers who need to have their commitment and
energy rekindled.

A useful guide for line managers in the control of staff development is
the maintenance of a skills matrix, as shown in Figure 4.1. The vertical
columns are headed by the skills to be recorded; the horizontal rows
for in the individuals involved. Existing skills are plotted for each
individual. In the example, against individual 1 a * signifies ‘can do’
and X ‘can’t do yet’. Thus this individual has all the skills required
except Eand F.
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NAME SKILLS
A|B|C|D E|F |G |H l
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Figure 4.1 A skills matrix

The detail of the matrix can be increased by showing the level of ‘can
do’ as entered against individual 2:

X

*

can’t do yet;

has knowledge of the skill, but is not yet a practitioner;
can perform the skills, but only with difficulty;

can perform the skill well.

%%

A%k

The training needs stand out clearly in the matrix, particularly if the
Xs are entered in a different colour to the *s. The matrix will also help
the coach to identify which individuals are coaching priorities.
Consequently the matrix demonstrates not only the development
needs of each individual but also records their progress.

Training needs

The training needs of the working group will have been established in
an earlier TNIA and these will need to be further refined into specific
objectives for the individuals or small groups of individuals, relating
them to the nature of the coaching process required. Whoever has
been responsible for the original needs identification, the line
manager/coach will need to:

®  Confirm that coaching will be the most effective and or most cost value-
effective form of satisfying the training needs. Provided that coaches
are available, in addition to resource time, this should be a rela-
tively easy process based on earlier comments of whether the
people to be developed are individuals, small homogeneous
groups, small heterogeneous groups, large groups and so on, the
first three sets being the ones immediately suitable for coaching.
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W Identify the specific training and development objectives of the individ-
uals or groups. The coaching objectives will need similar treatment
to the identification and setting of training objectives described in
Chapter 3. These objectives will relate to both the learner and the
task to be achieved in the coaching process. They should:

— Describe exactly what the learner will be able to do as a result
of the coaching process, in terms of knowledge, skills, behav-
iour, task achievement and performance.

- Define the standards the learner is expected to achieve, in as
objective and measurable terms as possible. Where quantita-
tive measures are not possible, clear guidance should be given
for subjective assessment within these restraints.

— Define the conditions under which the learner will be expected
to achieve the standards — including time, resources, equip-
ment and so on.

Stage 2 Identifying the opportunity
Selecting coaching projects

Most of the opportunities for coaching, and this is the principal
advantage of the method, will be found in the day-to-day operation of
the job. These will include:

B Day-to-day work of the department. The line manager or supervisor
will come into contact with their staff every day in the course of
their, and the managers’ duties. In these circumstances virtually
every contact will be an opportunity for coaching, whether it is
asking for a job to be done, discussing or asking for progress
reports, etc.

B Following mistakes, failures or setbacks. When negative events occur
they can be turned into positive coaching opportunities. This not
only helps the person responsible to understand what has
happened and how to avoid it in the future, but can also help to
restore the individual’s confidence.

B Following successes and achievements. Coaching is not all concerned
with using negative events at work, although there is no doubt
that much learning occurs from our recognizing and analysing
our mistakes. In the same way we should be able to benefit from
our successes, recognizing and analysing them in the same way as
failures — why they have succeeded, what can be learned from
this, and how can this learning be applied.

B Planned delegation. In delegation, some of the manager’s work is
passed to another person to perform. This can become an integral
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part of the coaching process and be used as a learning event rather
than a time management or resources event.

Relief coverage. Managers and supervisors sometimes need to be
away from their work. A good manager will always ensure that
the work carries on in his absence just as if he/she were there.
This requires the development of a ‘deputy” who can be devel-
oped to undertake some of these tasks or make other ‘absent
manager’ decisions.

Promotion or career development. Any change of job, particularly
promotion or a move to assist career development, can be an ideal
opportunity for coaching.

Secondments or departmental moves. Staff can be seconded to
another area of work, either to help out in a crisis or as part of a
career development plan. These are opportunities for planned
coaching by linking the actual work with development. The
worker can be briefed prior to the secondment on how to take
advantage of this move as an opportunity for development,
preferably also introducing the secondment manager into the
plan. Following the secondment, a full debriefing will take place
to consolidate the learning.

Projects, assignments, working parties, research or pilot studies. These
opportunities can all help to widen skills and knowledge, either
as one-off events or ongoing tasks, if the learner is guided into
seeing them as coaching events.

Following training events. The return from, say, formal training
courses can be used as an opportunity to consolidate the indi-
vidual’s learning, and also to widen the skills and knowledge of
other staff. The returnee can give presentations to other staff or
hold mini-workshops and facilitate learning events for them. This
can have the additional effect of developing the individual into an
on-the-job trainer or coach.

Deputizing at meetings for the manager. Meetings that the manager
cannot attend are ideal opportunities to send a representative, not
simply to determine the content of the meeting, but also to act for
the manager, the representative having been coached in the extent
of authority allowed. Or the learner can deputize for the manager
in departmental meetings when the manager is not available but
the meeting should go ahead.

Introduction of new work. In addition to the learning that ensues
from the introduction of the new work, individuals can be
assigned to roles in its introduction and follow-through as a
learning process.
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Stage 3 Setting the coaching climate

Following the basic vein of this book, as in all aspects of training and
development attempts to introduce coaching without preparation are
certain to lead to failure. Setting the climate is essential, and although
there is no magic recipe for this, it must be sought. Nor is it an instant
fix: the coach must demonstrate an open, honest and sincere interest
in the learners as a permanent attitude, a sincere intention of involve-
ment and support, and of developing the members of staff. A devious
or manipulative approach will soon be recognized or (even worse)
suspected. A good coaching climate should include:

B high performance and clear, quantified standards set, with agree-
ment to review them regularly;

B an environment in which learners are encouraged to develop their
motivation;

B expectations for personal development created and job descrip-
tions regularly reviewed;

B a visible acceptance that seeking help or admitting weaknesses is
not wrong;

B encouragement for creative risk taking;

® concentration, particularly at appraisal times, on the future rather
than dwelling on the past;

B learning encouraged from mistakes and successes;

B demonstration that coaching is not a once and for all process but
an ongoing one;

® fully open, frank and participative group or team meetings, some
of which are held to discuss people development rather than
always concentrating on the task;

B all group or team members encouraged to seek and offer help;

B a working environment of openness and trust is developed.

Stage 4 Meeting the learner

A meeting with the proposed learners, encompassing many of the
aspects expressed in stage 3, is essential, and equally essential is the
planning and preparation for this meeting. The meeting and the
reason for it should not come as a surprise and it is very helpful, a few
days before the meeting, to ask the learner to think about the
proposed process and be ready to progress from the start.

The meeting itself will start with an iteration of the reason for the
meeting and the proposed outcomes. The coach should aim to lead
the learner to express the need to change or develop rather than this
having to come completely from the coach.
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The coaching plan and its objectives

When these essential opening gambits have been successfully
covered, the coaching plan can be proposed, discussed and agreed,
prescription by the coach being kept to a minimum. Objectives should
be discussed and agreed, in the case of coaching these being stated in
more detail than in general objectives. For example, the coaching
objective might be for the learner to be able to produce a written
report on ..., the report being grammatically correct and in a style and
to a standard acceptable to the coach (defined as quantifiably as
possible by the coach) by ..., making use of the resources available
from ...

For practical coaching the learning points within the objectives
must also be detailed. For example:

the learner to report on his/her research methods;

the learner to explain the structuring plans;

emphasis to be placed on effective spelling and use of words;

the report must be as correct as possible within the rules of

grammar and syntax without making the construction a slave to

these;

the learner will develop an effective and acceptable writing style,

appropriate to the situation;

W the report, before final printing, to be edited by the learner and
their support for clarity and conciseness;

B the learner to show effective use of all the resources available.

Stage 5 Agreeing the assignment

Once the coaching task and its objectives have been described,
discussed and agreed, the method of achieving the task should be
discussed. Again, the coach should plan not to prescribe how this
should be done, rather encouraging the learner, with supportive
advice, to propose how they intend to proceed. Too much advice,
guidance and prescription by the coach can lead to a lack of commit-
ment by the learner as they do not develop any ownership of the
process. Of course if the action proposed is so wide of the required
mark the coach will have to help the learner to the realization of this
problem — again by questioning rather than prescribing.

Stage 6 Assignment reviews

A final agreement at the meeting will be the number, extent and
timing of reviews during the performance of the coaching task, and
also the date of the final review. Although the interim, ongoing
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reviews will be more informal and reliant on the progress of the
assignment, the format of the final review will usefully be determined
at the initial meeting. This review will be based on the coaching
assignment objectives and will be concerned not only with the
completion of the task but also the learning achieved during the
process. A review plan can be determined for the learner’s continuing
reference and use at the final review by the coach and the learner.

Stage 7 Implementation

Once the coach and the learner are satisfied with all the plans for the
assignment, the task should start as soon as possible to avoid loss of
momentum. This stage is in the hands of the learner, but the coach
must make definite personal decisions not to interfere while the
assignment is being undertaken. The learner must be given the oppor-
tunities to seek the guidance of the coach, but otherwise meetings
between the coach and learner will be at the agreed reviews. The
caveat to this must be that if the learner is seen to be going badly
wrong, with no chance of redemption, then an intervention is essen-
tial. Also, an assignment must never be taken back from the learner
because they are not progressing as the coach would wish — there
must be a much stronger reason for doing this.

Stage 8 Review

The importance of interim and final reviews has been stressed as
these are almost as important as the task itself, since they give both
the coach and the learner the opportunity to reflect on, conclude
about and plan the continuance of the assignment. Of similar signifi-
cant importance is the final review, which will concentrate on achieve-
ment of the task and the learning achieved.

For the review to be useful to the learner the comments must be
honest. If praise is due this must be given, not just implied and,
equally, if performance has been wanting this too must be said.
However, if a system of interim reviews has been effectively imple-
mented there should be little of the latter involved.

What next?

Not everything in the assignment may have been done well, so part
of the final review is a discussion and planning for an extension of the
learner’s development, perhaps with a further, similar task. Few
coaching plans can stand alone with one assignment, and the review
meeting can include agreement on what should then be done for this
continuance and further development, in effect repeating the initial
investigatory interview.



On-the-job Training and
Development - 2

This chapter will:

B describe the further on-the-job training approaches available —
‘sitting with Nellie’ or training by exposure; one-to-one instruc-
tion; project management; mentoring; team development; delega-
tion; and action learning.

ONE-TO-ONE INSTRUCTION

The one-to-one approach used to be referred to derogatively as
‘sitting with Nellie’ or more formally ‘training by exposure’. A new
worker or one changing jobs, was immediately placed alongside an
experienced worker, told to watch what was done, then given their
own machine and told to ‘get on with it’. The amount of waste that
must have occurred over the years that this ‘approach” was practised
must be astronomical, but it was a very common method, particularly
in the clothing trade where sewing machines were used and it really
was possible for the learner to sit beside ‘Nellie’.

The realization that more effective training methods could: a)
produce a more skilled worker in a shorter time; with b) less waste of
materials, enabled the ‘Nellie” method to be retained, but in a much
improved form. This modern approach, generically known as ‘one-to-
one instruction’ can in many cases be more effective than the ‘artifi-
ciality” of training courses. To ensure that the method is effective, a
number of criteria for the instructor must be satisfied:

B must be efficient and effective at the task/job in question;
® must have been taught how to instruct;
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B must be given the necessary resources to enable the instruction to
be performed;

B must be allowed sufficient time to prepare for and perform the
training;

B must not be expected to maintain personal job output (eg no effect
on bonus pay systems).

The extent to which individuals are dealt with in an organization will
vary from one company to another. In larger companies a full-time
instructor or instructors are found where there is a steady flow of
people requiring training/instruction. (The borderline between
‘instructor’ and ‘trainer’ in these situations is very vague.)

In other situations the instructor is part time, and will concentrate
on the instruction of individuals only on an occasional basis. The role
of the part-time instructor can be more difficult than that of the full
timer because of problems of continuity.

Criteria for effectiveness

The criteria necessary for effectiveness in one-to-one instruction
include:

B a clear commitment to the philosophy of training and a real
interest in creating the conditions for effective training;

B an insistence that the conditions are made available for the needs
of the individual and the organization and the task or job has been
fully investigated so that real and comprehensive objectives can
be set (ie a preceding full TNIA);

B the instructor, if a part timer taken from production work, is
willing to pass on their skills and knowledge to a learner;

® a clear, logical and comprehensive programme has been devel-
oped and established, to include content quantity and quality;
appropriate locations of training and practice; relevant aids and
resources; necessary time allowance; objective and (if possible)
quantifiable standards are described;

B instruction will continue until the learner is capable of performing
the task or job to the required standard;

B the learner’s progress is monitored and evaluated;

B realistic support is guaranteed by more senior management.

The cycle of instruction

Following the normal TNIA processes, the cycle of one-to-one instruc-
tion can be summarized as:
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Be fully aware of the apparent training need.

Obtain authority to proceed.

Identify a person or persons already skilled in the processes to be

learned. Confirm that the person is also skilled in training and

one-to-one instruction techniques — if they are not, it will be
necessary to make arrangements for them to receive training in
these techniques.

4. Unless it has already been done, analyse the job and/or task and

produce a job/task specification.

Produce a person specification (again unless already produced in

a TNIA).

Identify training gap.

Set specific, comprehensive training objectives.

Decide on the most appropriate training/instructional strategy.

Design an instructional event or obtain a relevant training

package.

10. Produce instruction brief, instructional aids and handouts (or
obtain manual).

11. Arrange instruction environment and other administration
details.

12. Perform instructional event or issue training package.

13. The learner within the training area, or under the continuous
supervision of ‘Nellie’, is allocated production tasks (preferably
in small bites) to perform until they are ready to progress to full
production work.

14. Review training and learning.

15. Reassess any instruction or learning needs.
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Planning the instruction approach

It is essential that a one-to-one instructor is fully aware and capable
of effective methods of instruction, and in this type of training it is
essential that the learning steps are clear and in sufficiently small
progression for easy understanding. This can be achieved by a
detailed task step analysis produced prior to the instruction by the
instructor.

Let us consider the task of making a cup of tea. Simple! Boil a kettle
of water, place tea in a teapot, pour the water into the teapot, allow to
brew, pour out the tea, add sugar and milk. But a moment’s consider-
ation will suggest that the task is not as simple as this and there are a
number of questions to be answered. A fuller procedure could be as
follows, the steps being sufficiently detailed for a learner who has
never previously made a cup of tea:
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10.
11.
12.
13.

14.
15.
16.
17.
18.

19.
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Unplug the electric kettle from the socket.

Take the kettle to the cold tap and remove the lid.

Place the kettle under the tap, turn on the tap and fill the kettle.
Turn off tap and replace lid.

Return kettle to socket and reinsert the plug.

Switch on socket (if applicable) and switch on kettle, and while
the kettle is coming to the boil.

Lay tray with cup, saucer, teaspoon, milk jug (filled with milk),
sugar bowl (filled with white or brown sugar), sugar spoon.
Open receptacle that holds tea and check availability of
measuring scoop.

When the kettle boils, take the teapot to the kettle and, having
taken off teapot lid, pour in a little hot water.

Swirl hot water around in teapot until it is warm. Pour out water.
Replace kettle at socket and replace teapot lid.

Bring kettle to boil again.

While kettle is boiling a second time, place necessary tea in the
teapot (having removed the lid) using tea scoop — one scoop per
person and ‘one for the pot’.

When kettle boils, take teapot to the kettle and fill the teapot to
the appropriate level.

Replace teapot lid and return kettle to its own location.

Allow tea to stand in teapot for required time.

Place teapot on tray and take tray to person requiring the tea.
Either first add milk to cup and pour tea into cup, or pour tea
into cup, allowing space for the milk, and add the milk to taste
Add sugar to taste from sugar bowl using sugar spoon. Stir tea
with teaspoon until sugar has dissolved.

Planning instructional methods

The actual methods of instruction will, of course, depend what the
instruction is to be given — mechanical operation, desk systems,
computer operation etc — but in the majority of cases a traditional
approach should be followed. This is known as the Tell - Show — Do
system.

Example of mechanical operation instruction

With the learner seated beside the instructor at a special training
machine, the instructor explains the operation, with relevant aids
(most effectively the materials themselves) to the learner — the tell
section. The instructor then shows the learner how the process works,
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describing again the operations as they are followed through and
ensuring that there is full understanding (this stage may need to be
repeated until understanding is achieved). Finally the learner prac-
tises the process themselves under the supervision of ‘Nellie” — the do
section of the instruction.

Following the initial practice of the operation by the learner, the
instructor gives the learner feedback on their performance and, if
necessary, the Do stage is repeated until the learner has achieved a
satisfactory or agreed level.

Example of a more complex task, eg clerical or computer
operation

The process for non-mechanical operation follows the one just
described, the principal difference being, because of the more
complex nature, the introduction of more stages or steps:

1. The instructor gives the learner a short talk describing the (new)
procedure, its overall detail and the reason for its introduction.
This can be followed by a general discussion between the
instructor and the learner.

2. The manual and/or instruction sheets and any supporting docu-
ments can then be given to the learner, who should be given suffi-
cient time, not to learn the instructions, but to become familiar
with the procedures.

3. The instructor will have identified the main steps in the procedure
and treat these as the staged, divisible learning points. Each stage
can then be dealt with in a Tell - Show — Do manner, movement to
the next stage only occurring when the instructor is satisfied with
the understanding and skill of the learner.

4. After each stage the process and the learning should be discussed
to ensure that any problems are resolved before moving on to the
next stage.

5. After the final stage the full process and learning is discussed and
any remaining problems resolved.

6. The learner can then be given a task (preferably a real one taken
from work) to perform, using the new learning. An example of
this, when, for example, computer programs are being taught,
might be the production on Microsoft Word of a letter or report, in
which the grammar and spelling have errors and inconsistencies
and the format is not shown.

7. The final action is to discuss the practical session and the learning
with the learner, giving feedback on their newly acquired skills
and confirming any further action necessary.
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If managed in this way the approach can be used with a wide range of
occupational training - clerical procedures, reception duties, using
office machinery, computer operation and programming, ancillary
medical and dental duties and so on, in addition to the more practical
tasks such as machine operating. It works most effectively with oper-
ations of a relatively routine and/or repetitive nature, although the

same principles can be applied to the higher level complexities of
training.

Designing training/instruction events

Instructional events have a duration of from three or four minutes to
much longer periods, depending on the complexity of the task.
However, all events need to be designed in exactly the same way, with
individual differences of scale, and can follow a pattern:

1. introduction;
2. development;
3. consolidation.

The introductory period is self-evident and is essential as a settling-
down period, the worst strategy being to launch immediately into the
instruction. The learner may be feeling nervous with the environ-
ment, the situation, what is to ensue, and the instructor. Similarly,
particularly if the instructor is only an infrequent, part-time
instructor, there could be nervousness on the instructor’s part, with
the settling-in period also helping that person.

The development period is when the actual instruction takes place,
following the guidelines suggested earlier. The Tell — Show — Do
guideline is a basic rule to be followed, the other being KISS (Keep It
Short and Simple). Few people can take in complex instructions in one
bite — a five-course meal is more enjoyable and more easily eaten if
each course is served separately rather than all the courses being
served at the same time! So the preferred approach is to use small
units of instruction in a natural, sequential order — the key teaching or
learning points.

The consolidation stage: on too many occasions instruction finishes
with a set of assumptions by the instructor:

the instruction method used has been the most effective;
the instructor has performed in the most effective way;
the learner has learned as required;

the objectives have been satisfied;

the learning is implemented at work.
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These assumptions need to hold true, and can be tested by simple
observation of the learning implementation against the objectives.

PROJECT MANAGEMENT

Project management is a task and management tool in itself, but it also
has a place in on-the-job training alternatives. It follows on naturally
from coaching, either as a coaching tool or as real-works tasks to be
practised following a coaching approach. With its closeness to
coaching as a training and development approach it has similar
procedures, and the planning will include:

B the identification of the learners and their particular needs;

m the satisfaction that the learner has sufficient skill and/or experi-
ence to enable them to carry out the project and learn from the
experience;

® the identification of suitable projects ;

W discussion and agreement of the project and its management
activities and objectives with the learner;

B discussion of methods and approaches with the delegated project
managers, giving supportive advice as necessary;

B agreeing levels of authority and responsibility where a project
team is involved, the manager retaining the final responsibility for
the success of the project;

B agreeing starting and finishing dates; interim review dates; and a
final review and reporting date at the end of the project;

B discussion of the learning achieved by the event and considera-
tion of future action.

Using projects and project management is most usefully performed
with the more skilled and experienced workers, as a significant
amount of responsibility is held by the person completing the project
or acting as project leader. Other similar reasons include:

B giving the person the new experience of following a project
through;

W giving the person the opportunity to manage a group of people in
order to perform the project;

® using the project approach for special learning situations.

As an example of the last-named, as a training manager [ was asked
by my director to pair with a psychologist and complete a project
relating to the relationships between the trainers and the support
psychologists, a matter that had been causing some concern. This was
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the particular specific objective, but there was also a secondary one
that related to the psychologist, whose work experience had always
been as an individual worker but who needed to obtain experience of
cross-discipline working, something in which she had shown herself
as not too effective. As the project proceeded she realized that her
individualistic approaches were not helping the support role in which
she now found herself, that she had to take positive behavioural steps
to modify this and to develop cross-cultural/discipline relationships.
I too learned that I had developed ingrained attitudes about psychol-
ogists that were obviously completely unfounded. We both found this
a particularly effective approach and learning event.

MENTORING

Planning for mentoring involves similar approaches to those for
coaching, but on a wider organizational scale. Whereas coaching is
usually applied to operative and similar tasks, mentoring is an
approach that has application to the higher levels and/or more
complex situations. Mentoring can be managed in a number of
different ways, and part of the planning process is to decide which
method will be the most effective. However, the more normal
approach is for one experienced person to act, usually over an
extended period, as the mentor, supporter, adviser, event arranger, etc
for the learner.

One example of mentoring might be with a newly appointed
management trainee. Following more formal induction training and
following or running alongside management training, a departmental
line manager or series of managers might be appointed in a progres-
sive plan as mentors to the trainee. During the period of mentoring
the mentor and learner would have a close association, during which
arrangements might be made for the learner to:

shadow the mentor for a period of time;

undertake some of the mentor’s tasks (under supervision and
with coaching);

complete projects — artificial and real - set up by the mentor;
attend training events suggested by the mentor;

discuss a range of relevant topics with the mentor;

follow a planned programme of visits to various departments,
either simply as visits or for periods of secondment (under the
supervision of the mentor linking with the department head);
have review and forward planning meetings with the mentor.
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An important aspect of the mentoring process is the identification and
selection of suitable mentors, because they must be highly committed
themselves, not only to the organization but also to the active support
of the learners. Mentoring will at times make substantial inroads into
their time and resourcefulness, but one pay-off, as described regularly
by mentors, is the satisfaction of seeing their learners progressing
upwards in the organization, knowing they had a significant role in
helping this progression.

TEAM DEVELOPMENT

The essence of teamwork is that all the members of the team work
together towards a common goal, each member relating to the others
and their roles, respecting each other’s abilities and disabilities in
their progression towards completion of the task. The team members
of an effective team are also interested and active in the team develop-
ment process. This involves not only the team’s progress towards
completion of the task but also the development of each member and,
where relevant, good- interrelationships with other teams in the orga-
nization.

The team process was well expressed in a simple model by John
Adair (1986), as shown in Figures 5.1 and 5.2. The basis of the model is
that the team process consists of three factors.

Figure 5.1 The three factors of the team process
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Figure 5.2 The three factors of the team process

Although any team contains these three factors, the team is not effec-
tive if they are isolated factors, rather they should be considered as
mutually dependent, overlapping areas. This is demonstrated in
Figure 5.2.

If the team members concentrate only on the task, the feelings,
needs and development of the individuals are ignored and there will
be reactions by the team members, usually to the detriment of
achieving of the task. If only the needs of the group receive attention
the task completion will suffer and the individuals might not all be in
tune and not support the group needs and what is being done for
them. If the concentration is on the individuals the time spent can
jeopardize the achievement of the task and the group may not
develop as a complete team. However, if the needs of the task, the
group and the individuals are treated in a balanced manner task
achievement and human resource progress are much more likely.

Teams do not just happen. A new ‘team’ starts as a group of people
performing jobs towards the completion of a task, but basically seeing
themselves as individuals in this process, probably because it had
been expedient to form them into this group. A group such as this,
where it has common goals and objectives and requires the interrela-
tionship and co-support of each member, is ripe for team develop-
ment, a process that will result in an efficient, effective and cohesive
team. But, as said above, ‘teams do not just happen’, they need a
planned, logical programme of development.

A number of concepts and models of team development have been
produced over the years, the earliest being with the research of Mayo
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in the 1920s in the ‘Hawthorne Experiment’ and, later, a classification
of the categories of team members — a rather arbitrary classification.
These and other research programmes show that teams, to develop,
move from a forming stage, through storming and norming to the end
stage of performing. This is illustrated in Figure 5.3.

FORMING

PERFORMING \ \ STORMING

NORMING

Figure 5.3 The four stages of group/team development

Each stage is unique and separate, and team members exhibit partic-
ular behaviours which, if identified and discussed, can help the team
to progress through the various stages.

In the forming stage, the behaviours exhibited include:

B being formal and polite with each other, with internal feelings of
whether they will be accepted by the rest of the group;

B contributions are rarely contentious or controversial — ‘Let’s not
rock the boat’;

B keeping contributions to a minimum — ‘If I let people get to know
me too much, they might not like me’;

B avoiding serious contributions — ‘They may think I'm an
egghead’;

B avoiding disclosure;

B not commenting on others’ views or giving feedback.
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The types of behaviour described might suggest another title for this
stage — that of avoiding, although as the stage continues these behav-
iours start to be minimized and modified.

When the group/team has been together for a little time the
barriers start to come down and the behaviours start to represent the
true attitudes of the members — attitudes that can be affected by a
wide range of factors not connected with the event, but having an
interactive effect. This storming stage is when the members are
starting to say to themselves, ‘I'm not going to sit here like this for the
whole event. So here goes...” and in many cases the forming behav-
iours reverse themselves and the stage is characterized by:

B the expression of strong views;

W challenges made to the views of other members;

B restricted listening to the views of others, with increased own
contribution;

B resolute reactivity, attacking and defending;

B withdrawal by some members, particularly if they become
victims or have their views disagreed with;

B challenges by several members for leadership and control of the
group;

B overt and active challenges to the trainer or team leader;

B emotions taking over from considered behaviour.

This stage can become so stormy that a large number of the members
just give up and the team never matures beyond this point. But if the
members are helped to consider their attitudes, behaviours and objec-
tives, progress can start to be made. If this is successful the cliques and
sub-groups start to dissolve and a sense of team identity starts to
emerge. The typical behaviours in the norming stage include:

B sharing of leadership according to individual abilities;

B listening and receptiveness to the ideas of others;

B active participation and contribution by all, even the quieter
members;

non-participators being brought into discussions and activities;
an open exchange of ideas;

dealing with any conflict of ideas or proposals as win-win rather
than win-lose

easy self-disclosure;

looking towards a more methodical way of working, with
methods agreed by the group.
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The positive approach in the norming stage, when the team is
maturing and realizing the benefits of working together, leads natu-
rally into the final stage, performing. This is the mature stage of the
team in which there is intense loyalty to the group (this is a danger
that has to be watched carefully as the team can become too closed
and fail to improve inter-team relationships). Some of the indicative
behaviours for this stage include:

less dependency on structure and rules;

accepting individual actions more readily as talents that will help
the team;

high creativity and flexibility;

openness and trust between the members and the team leader;
strong relationships and supportive behaviour;

feelings of ‘belonging’ to a family;

recognizing and accepting individual failing, and offering
support;

willingness to discuss failings and learn from these as well as
successes.

Team roles

An essential element in the development of teams that must be
included in the planning is concerned with who forms part of the
team. The team members can be identified as performing various
roles — not necessarily only one role per member — and an effective
team must contain members who are capable of fulfilling these roles.
A number of researchers have produced models of team roles, but the
one I have found most pragmatic and practically useful is that by
Margerison and McCann (1984). They suggest a model of team behav-
iour based on eight main roles within an effective team and show
these as directly related to the key work functions in a team:

1. Advising — the role function in which information is obtained and
disseminated;

2. Innovating — proposing experimentation with new ideas;

3. Promoting — the search for and persuasion of others to engage in
new opportunities;

4. Developing — the testing of the applicability of new ideas and their
development;

5. Organizing — the functional establishment and implementation of
the ways and means of getting things done;

6. Producing — establishing systems and operating them on a regular
basis;
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7. Inspecting — the essential checking and auditing of progress func-
tions to ensure that installed systems are working effectively;

8. Maintaining — ensuring that standards and processes within and
without the system are maintained.

These terms can be applied equally to tasks and people roles. When a
new task has to be performed by the team, the logical and effective
path would be an initial search by the adviser for precedents, research,
other practices and so on. If they have not already been set down, the
innovator offers or produces options for methods, procedures, systems
and practices. The creative ideas will be picked up by the promoter,
who will try to sell them within the team; the options being assessed
by the developer, who will also suggest ways of achieving them. The
next stage is the pragmatic one and it will be the organizer who will
press for action to be taken on the agreed items, this action being
taken over by the producer to ensure that there is an outcome and that
the schedules and plans are implemented. Once the system is up and
running the inspector ensures that the agreed systems, etc are being
followed accurately, with the maintainer the one who ensures that the
wheels continue to run smoothly.

These are not necessarily discrete roles and people are not given the
titles. Rather they act naturally within the roles, more than one person
usually fulfilling more than one role. But it is the essence of team
development that the role functions are all present and fulfilled in
some way — team training is planned to ensure this overall coverage.
It may be that some role figures are missing from the team, so steps
need to be taken to develop in members the missing skills, even
though they may be alien behaviours.

Team development and learning activities can be held both on and
off-the-job, the planning requirements being very similar in both
cases. On-the-job team development utilizes the involvement of the
whole team in tasks that not only require real solutions in the course
of the team work but can also be used as learning situations. This is
usually processed by the team leader allocating work time for the
team to meet and discuss the project/task they have taken part in, its
successes or problems, the participation and roles of the team
members, any learning that evolved from the task, and an action plan
for the future. Similar learning discussion events can also be planned
to be held at the end of the regular team meetings. After the meeting
proper a more informal discussion meeting is held so that the various
aspects of team process and development raised by the meeting can
be considered. These might be the level of participation in the meeting
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by the team members; an analysis of the behaviour pattern of the
meeting; interpersonal agreements made between the members to ‘do
more of, do less of, continue doing’ various aspects of their behaviour,
etc. A planned pattern of meetings such as this can be considered so
that the team has the opportunity to meet regularly for purposes other
than direct task fulfilment and to give an opportunity for them to
speak openly about the team and support each other.

More specific training events for the team can be held away from
work; team development training along with other group training
methods are considered later in Chapters 7 and 8.

DELEGATION

Delegation is normally seen as a mechanism used by supervisors and
managers either to control their time management or simply to get rid
of some of their work. But it can be a powerful training tool at work,
especially when combined with the coaching process.

It is not an easy process to introduce, however, as there are strong
barriers raised against it, and hence it requires considerable planning
before it is instituted. But these barriers can be overcome and if it is
introduced with care it can be a strong aid to the development of indi-
viduals at work.

Delegation can be defined as the structured and controlled alloca-
tion of the supervisor’s/manager’s tasks or parts of tasks to subordi-
nates for the purpose of enabling learning to take place. The learning
is usually either for remedial or pure developmental learning
purposes.

Barriers to delegation

The common barriers to delegation include the following.

It’s my job to do the work: after all ’m the supervisor/manager

It is not job of the supervisor or manager to do the work, rather to
ensure that it is done. There are certainly tasks that must be done by
the boss, but if they try to do everything they will succeed at very
little. The role of a manager is to ensure that the work for which they
are responsible is performed - this means utilizing the time, skills and
experience of others whenever it is possible and/or appropriate. If
others are given work of a higher nature than that to which they are
accustomed, and they are supported, guided and advised in this, not
only will the task be performed, but learning will result.
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How do | know what to delegate?

The simple answer to this is that almost any of the manager’s tasks
can be delegated, whether as a full task or broken down into appro-
priate and manageable chunks. The manager is personally respon-
sible for some tasks - eg appraisal of subordinates, people reports to
senior management — but there are many that do not require personal
attention. These are tasks that are ripe for delegation.

By the time I’'ve explained it, | could have done it myself!

Of course you could have done it yourself, but think of the
training/learning opportunities that would be lost if it were a dele-
gatable task. The first time a job is delegated a significant amount of
time is involved in planning and setting it up, but on each successive
occasion the time required becomes less until there is no expenditure
of management time. Then you will have more time to do the jobs that
you have to do.

How do I know it will be done right?

The responsibility for the effectiveness of the task remains the
manager’s, but if authority and agreed responsibilities are given for
the project and a series of reviews is installed there will be no loss of
control and straying from the path will not be allowed to carry on for
too long. But do not keep on looking over their shoulder, otherwise
you might be told “You might as well do it yourself if you don’t trust
me!’

If I show them what to do, they’ll be after my job

And why not? If your staff are sufficiently skilled and experienced to
feel they could do your job they will be performing their own effi-
ciently and effectively. When you are promoted you will leave your
old post knowing that it will stay in good hands and it will reflect well
on you at any stage if others say ‘So-and-so (a member of your staff)
must be good; they come from (your) unit’. And remember it may
even be possible that they will pass you going up the ladder, and you
will have another friend at court.

It’s too risky

If you give some of your work to a subordinate, who by the nature of
the exercise is less skilled than you are, there will always be some
element of risk. But the wise delegator takes care in planning — selec-
tion of the right person for the right task; ensuring that any necessary
training is given; holding a full discussion with the delegatee about
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the task and how they might go about it; and, above all, agreement on
interim and final review meetings. The decision must be made as to
whether any remaining risk is worth taking. The delegatee must
know where the final responsibility lies — with you — and if there are
problems you will get the blame; but success will also rebound on
you. So in both cases “The buck stops here’.

But I enjoy doing it myself

Of course you do, and if you examine the work you do you will
almost certainly find that the tasks you enjoy most are the ones you
do first; the least enjoyable ones are the ones you put off — the former
are also probably the least urgent and important — one of the first
lessons learned in time management! There is every likelihood that if
you find certain tasks enjoyable so will a delegatee, and this will be
part of the recipe for their success, certainly at least for the first few
delegated tasks.

I daren’t just sit and think — I’'ve got to be seen to be doing
something

Delegation will give the manager more time to sit and think and plan,
but many people feel uncomfortable when they can be seen doing
apparently nothing (and this is often part of the organization’s
culture). If this worries you once you have given yourself more time,
always sit with a pencil in your hand and a piece of paper in front of
you (if you're not actually writing anything, have something already
written on the paper!). Also, if as a result of your delegation and other
training actions the work of your department improves, let others
know how you did it.

They might do it better than me!

Great! You can’t be master of everything, and current advances in
. technology certainly increase the likelihood of this being true. By
delegation and other means build up around you a group of ‘experts’
in a range of disciplines and skills to whom more and more difficult
tasks can be delegated. Most of your staff will respect the trust you
put in them and the opportunities for them to develop.

They might not like me giving them my work

Much will depend on how you introduce delegation and how well
you operate it, with the maximum advantages to your staff seen by
them. In most cases your staff will welcome these opportunities and
will respect your management skills in arranging them.
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The process of delegation

One of the commonest reasons why delegation fails is because it has
been introduced with insufficient thought and planning. The delega-
tion process benefits from a logical format, the principal elements of
introducing it including:

1. Tasks to delegate
— What do you want to delegate?
-~ What can you delegate?
2. Who should do it and why? You:
- To improve your staff’s performance and motivation.
- To develop your staff’s knowledge and skills.
- To reduce your personal workload at the same time as devel-
oping your staff. '
— Are there any strong resistors?
3. Meet the delegatee
— Agree willingness.
— Describe the task.
— Test understanding.
— Discuss how the task might be performed.
— Agree training.
— Agree progress reviews.
— Agree deadline and final review.
4. Task implementation
— Establish interim review.
— Don't interfere.
— Don't take back a delegated task unless unavoidably forced to
do so.
5. Final review and evaluation
- How did it go?
— What learning was achieved?
— What else is now needed?
6. Self-evaluation as delegator
- — How well did you delegate?
— Would you repeat the process?

Many of these actions and methods of achieving them are very similar
to those of the coaching process, and the task and the delegatee
should be approached in the same way as the coaching task and the
person being coached; after all delegation can form a significant part
of a coaching assignment.
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ALTERNATIVE ON-THE-JOB TRAINING
APPROACHES

The approaches described so far for on-the-job training have involved
the instructor or some form of leader or manager in direct contact
during the learning period with the learner. This is the traditional
method, but more recent, more remote training innovations can be as
effective, if not more so, and in some cases can be more cost and value
effective. However the case for these possibilities is not proven, and
all situations must be considered for the most relevant and /or appro-
priate approach.
The alternative training approaches include:

books;

text-based, open learning packages;
interactive video programmes;
multi-media packages;

computer-based training programs (CBT).

These approaches will be described in the next chapter.



6

Alternative On-the-job
Training Approaches

This chapter will describe on-the-job training approaches that are
alternatives to the direct contact methods described in the two
preceding chapters, and will include comments on:

secondments and job rotation;

action learning;

books;

open learning packages;

video programmes;

computer-assisted (CAT) and computer-based (CBT) training
programs.

SECONDMENTS AND JOB ROTATION

These two approaches involve no training as such, but rely on the
performance of work in different ways to enable the learner to
develop. These are development approaches for people with some
experience rather than a training programme in the recognized sense.

Secondments

Where development is being planned for an individual who has
reached at least satisfactory level in their present role secondment to
another section or department can be considered. Apart from the
occasions when secondment takes place for organizational contin-
gency reasons, this temporary transfer of a learner to another role in
another area of work extends their knowledge and skills and, conse-
quently, gives them a broader base for advancement.



Alternative On-the-job Training Approaches 103

When secondment is being considered, the planner (trainer or line
manager) considers two principal factors: 1) the development needs
of the individual; and 2) the development opportunities offered by a
suitable secondment.

For the first of these two considerations it will be necessary for the
full range of skills of the individual to be assessed and the decision
made that development will be best approached by secondment, or is
desirable for some other reason. Where these considerations are posi-
tive it is usually because the person is sufficiently skilled in all the
roles that they need in their present location and show every ability to
assimilate the work of other roles in different departments of work.

The potential place of secondment must also be considered. The
first step must be agreement with the manager of that area that
secondment is possible for development reasons and the seconded
person will be treated in this way, rather than as a dogsbody putting
in time there. A planned, progressive programme of learning and
experience with time bounds should be agreed, and regular reviews
arranged for the learner with both the original line manager and the
line manager of the ‘new” department.

The new department manager should ensure that his or her staff are
made fully aware of what is happening, and why, and every attempt
made to overcome any suspicions by the existing staff (sometimes
difficult) — ‘Oh, somebody’s coming in to learn our jobs so they can
get rid of us’, ‘It's going to make extra work for us seeing that this
person doesn’t foul up the system’, and so on. Openness and honesty
are the order of the day for this purpose and a useful move is to have
the ‘secondee’ meet the new staff before the secondment actually
starts.

When the provisional arrangements have been agreed, final agree-
ment should be made with the individual, who of course will have
been involved in the preliminary discussions.

Job rotation

Job rotation within a department or section commonly takes place for
reasons of contingency or expediency, for example when a job holder
leaves or is promoted. But it can also be used as a deliberate approach
in the development of members of staff. In the ideal situation every
person would rotate to every other job so that in time every member
of staff becomes multi-skilled and able to take over as necessary any
of the jobs in the work area. In practice, this ideal is rarely attained —
people leave and upset the plan; work emergencies halt the process;
and, unfortunately more commonly, there is resistance by some of the
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staff to leave their ‘safe’ jobs for the uncertainties of learning another
and/or the suspicion that this is a management ploy to increase their
workload without recompense.

Planning and introduction of a developmental, work rotation
scheme has to be approached with circumspection and, in a similar
atmosphere to that of secondment, all the staff must be informed in an
open and honest manner, giving them every opportunity to have their
say and have their fears and suspicions allayed. Several of these initial
motivation and commitment meetings need to be planned before
interviews are held to obtain individual views and, hopefully, agree-
ment. A rotation plan with timings should be produced, displayed
and agreed, and (what may take a substantial period of time in many
cases) job descriptions produced or brought up to date.

Contingency plans need to be made for such events as people
leaving, being promoted, being absent on sick leave and so on,
although these cannot be firm in their details until these events actu-
ally happen. However, a general contingency policy can be formu-
lated, ready for detailed operation whenever necessary.

The ideal behind a completely multi-disciplined workforce also
ensures that every worker is aware of the work and problems of
others, thus helping the development of a team attitude. Finally, it
ensures that each individual is developed within the range of the
department to their maximum abilities and is given the opportunity
to use and develop these abilities. They become people with broader
attitudes and more skills, which makes them much more promotable.
Job rotation helps them to develop as individuals and, with a wider
range of job skills and experience, they are much more likely to
become satisfied workers.

Managers who wish to introduce this system must not assume that
it will be easy — without a history of manager/worker trust and open-
ness there will be a mountain of suspicion to overcome. So in many
cases it might be looked on as a long-term process, developing the
necessary atmosphere before considering the introduction of the
method.

ACTION LEARNING

Action learning can be considered a half-way house approach
between training and instruction and absolute self-development. It is
a group approach to learning developed by Reg Revans in the 1950s,
originally with a group of colliery managers. It uses real-life prob-
lems, solving these through action research with consequent learning
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as a result. A number of variations exist, ranging from the group iden-
tifying and solving a common problem, through the group electing to
solve a problem owned by one of their members, to individual
members working on their own problems but using the set as a
sounding board and support.

The action learning set meets regularly, the two full group
approaches more frequently than when the concentration is on the
individuals’ method. The value of the meetings, in whatever format,
is the opportunity for different interpretations and ideas to be made
available and help with research by more than one person. If the use
of instrumentation is intended, the set members can be used as guinea
pigs for questionnaires or tests.

The principal danger can be that the task solution becomes the only
objective; how the set members interact, how research is performed
and reported, how solutions are proposed and considered and how
the final solution is reached are all potential learning areas and must
be kept in mind. It is essential that meetings are planned during the
life of the set for these aspects to be reviewed along with the task
progress, and a final meeting will review the overall learning and its
implementation.

The ‘half-way house’ aspect is because the set has a responsible “set
adviser’, whose purpose is to arrange the set and help the members in
the early stages, but to gradually withdraw from an active role, being
available whenever the set might request help or advice. Part of the
learning intention of a set is to develop the means of operating inde-
pendently, and the set adviser will encourage this. The set adviser will
even withdraw whenever possible from being involved in specific
learning needs, encouraging the set members to take these on them-
selves. In one set in which I was involved as set adviser the set needed
to write an important report, but were unsure about their ability to
produce a sufficiently impactive document. One of the set members
was superb at written work and so, when the set started their report
they arranged themselves some informal written skills teach-ins facil-
itated by the skilled member, and the report was eventually produced
through the workshops.

SUPPORT GROUPS

Action learning need not be as formal as described above, and
learning can be planned to take place through what are usually
referred to as support groups. These are semi-formal groups with
participating volunteers with similar interests who want to share their
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knowledge, skills and experience. Frequently these sessions are held
during the lunch period away from the canteen or restaurant, with the
members coming from a single part of the organization or as a hetero--
geneous group from various parts of the company. The meetings,
once initiated, can be as regular or irregular, frequent or infrequent,
formal or informal as the members themselves decide. If the members
wish, the content of the discussions can extend beyond their own or
other work areas to general life situations from which the members
can learn. Some groups, realizing the benefits of some measure of
control, elect chairpersons, often on a rotating basis — this is yet
another learning opportunity.

QUALITY CIRCLES

Quality circles are very similar in composition and implementation to
action learning sets, and are set up in organizations with groups,
usually from the same section, department or discipline, under the
leadership of a supervisor or manager. The circles meet in work time
and commonly start by looking at existing problems identified within
the work or discipline area, perhaps selected by the manager or senior
managers. As the circle progresses and these initial problems are dealt
with, the circle itself identifies further problems that they can
consider.

Many of the circle members may have had little experience or
training in the skills of identifying, analysing, solving problems and
decision making and resultant presentations of findings. By working
through these problems, the circle leader will ensure that learning
results as well as achievement of the task, the pragmatic solution of
the problem being the fundamental reason for the circle.

Although similar in many ways to an action learning set, the end
result emphasis of the quality circle is different — task solution with
peripheral learning compared with using a task as the learning
vehicle. Both however share two factors — application to real-life prob-
lems and events at work with learning taking place in the process.

BOOKS

Learning can be achieved without the involvement, or only minimal
involvement of other people, and the basic method by which this can
be achieved is learning from a book or manual. However, this can be a
difficult and/or lonely process, either because of the lack of clarity in
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the material or because the concept is too difficult to accept from the
written word. In spite of this a significant amount of learning takes
place from the reading of books and they are still an important and
effective form of learning. They require motivation to start the process
and to continue in spite of all the difficulties, but as a result this inten-
tion to learn aids the process. Their true effectiveness depends
entirely on the learner’s skills in understanding and the author’s
clarity and teaching skill.
Four aids that are recommended to the lone book learner are:

1. Don’t try to learn the material in one chunk. Separate the book

material into learnable chunks and do not pass on to the next until

you are certain you have assessed a section properly.

Make your own learning notes as you read.

Practise the learning and translate the knowledge into practical

skills as soon as possible.

4. Discuss the material and the learning to ensure that your interpre-
tations have been correct.

o o

Patterned notetaking

The suggestion above about making learning notes can unfortunately,
with some people, produce almost as many notes as the original text.
Most students will have encountered this, particularly at revision
time when they are faced by a mountain of facts. One way of avoiding
this is to use the patterned notetaking method developed by the
master of creativity, Tony Buzan. Alternative words for the technique
include spidergrams or mind maps, the latter because the format of
the notes is intended to replicate the non-linear action of the brain.
This action is much more chaotic than a ‘logical’ vertical format
starting at the top and working down to the bottom, but within the
apparent chaos a definite pattern can be identified.

The patterned note takes us away from the regular, logical format
and produces a record in a pattern that replicates the working of
the mind. Because the pattern produced is directly related to
the individual producing it the patterns can be highly individualistic
and perhaps unintelligible to others. This is perfectly acceptable,
as in most cases the notes are intended for the use of the notetaker
only.

A variety of formats can be used, the criterion being that they are
meaningful to the notetaker, even after a long period of time. The
problem, however, is that because they are written very much in a
shorthand form, they can only be triggers to the memory of the full
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material. Colours can be effective, as can symbols enclosing parts of
the note, eg a key part of the note can be contained within the shape of
a key. Arrows from one part of the note to another can link similar or
related subjects. The most important part of the construction of the
note is the identification and summarizing of the key elements of the
material being read — these are the triggers for the memory when the
note is being used later.

A patterned note of key words or short phrases can be contained in
a small space, say one sheet of A4 paper. This itself introduces a
potential problem as notemakers can tend to try to put too much
material on one sheet, the resulting complexity causing as much
problem as the original material. One approach is to use one sheet for
each chapter of the book or, if the chapter is complex, a sheet for each
of the major components. Figure 6.1 demonstrates a ‘typical’
patterned note of the type I produce for my own use.

OPEN LEARNING PACKAGES

Open learning packages are in some ways the modern equivalent of
the correspondence courses that have been with us for many years
(and still exist for those who find this their best learning medium). In
these a particular subject was studied - initially knowledge based, but
eventually practical learning was included - and the student was
supplied with text material that they had to read and learn. Then the
course supplier sent them question papers or other instructions —
‘Write a 1,000-word essay on x’; ‘Answer the following set of ques-
tions’; ‘Construct a 3-D wooden model from the 2-D drawing on page
7 of the notes’; etc. The tasks were performed, returned to the supplier
who marked and commented on them, and moved them on to the
next stage. This process, in the earlier days of correspondence courses,
could last a substantial period of time as a result of the passing of
lessons, the answers and the marking by post. This process can be
speeded up today using e-mail.

Open learning or, as it is otherwise called, distance learning, has the
same basis as the correspondence course, which is recognizable in
these new forms. In open learning a self-learning package is
purchased containing some or all of the following;:

B a set of text-based learning material;

B a pre-recorded audio tape (perhaps with a set of 35mm slides for
simultaneous projection);

B an interactive video;

® aCD, CD-ROM or interactive CD-ROM.
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These programmes are basically intended for use by the solo, self-

developing learner or by a group of learners, thus enabling a strong
measure of mutual support.

Planning for open learning

The planner who is considering introducing an open learning
package into a programme or organization will need to ensure that
the package being considered is the best one for the situation.
Questions that should be asked include:

To what extent has the concept of open learning the support of the
organization — senior management, line management, training
department?

Which type of open learning package will be the most suitable?
(Descriptions of some of the different types follow this checklist.)
Is this the best method of learning for this learner?

How well are the package objectives stated? These should be
sufficiently clear for the learners to understand them without
difficulty.

What is the balance between knowledge learning and practical
activities? Skill will not be attained from a knowledge-only
package.

Are the activities and tasks pitched at the appropriate level for the
learning population?

What inclusion is there for feedback to the learner on the success
or otherwise of their practical work? Will it be possible for the
learner to determine why they have gone wrong if this is the
case?

Does the material provided in the package need to be supple-
mented in any way? (This may be the addition of more advanced
material or material appropriate to the organization and its
special needs.)

Does the material provided need to be amended in any other way
- eg some parts removed or deleted?

Is the material structured effectively and should it cause minimal
problems?

What are the licensing arrangements? Is the use of the package
restricted to one learner only or is multiple learner use approved -
with or without the purchase of a relevant licence? What are the
arrangements for material copying - a site licence?

Are the materials up to date and complete for the purpose
intended?
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B How long does the package take to meet learning needs? Is the
supplier’s statement of this reliable? (This can be tested by a
dummy run with a non-learner or the trainer him/herself.) Will
the required time be (made) available?

Consequently planning the introduction of open learning to a learner
or group of learners must be performed carefully, considering specific
questions relating to the suitability of the learning package itself:

B Do I know about the availability of packages of the nature
required? How do I know which package is the most suitable one
for this purpose?

B Do I know anybody who has used this package and who can eval-
uate it?

B Has there been a published evaluation of the package and is this
valid?

B What arrangements are there for learner/supplier contact?

B Can the organization produce its own package? Has the organiza-
tion people who have the necessary open learning authoring
skills? Has the organization a supply of experts to respond to
learners with problems?

Text-based open learning

As suggested above, an open learning package can contain text-based
materials designed to help personal learners work through them,
learn and follow activities to consolidate the learning. These texts are
usually in the form of programmed learning, written in impactive
phrases and checklist blocks, rather than the flowing (sometimes
long-winded) text found in normal books. Self-tests are included so
that the learners can check their progress and the programme is
completed by a self-evaluation instrument.

The principal criticisms levelled against these programmes are
that:

B Not every learner can learn best from this text-based approach.

B Considerable motivation and determination is needed to
complete the programme.

B Solo learning can be a very lonely process, the loneliness acting
against easier learning.

B The training material is prescriptive and there is no opportunity
to discuss the material of clarify misunderstanding and disagree-
ment — fortunately some packages offer the opportunity for
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learners to telephone or e-mail the supplier for these purposes,
particularly where the ‘supplier’ might be the organization’s
central training department. A trainer in this location may be
designated as the open learning contact to help learners in non-
understanding or disagreements.

B Even if the learning is concerned with work subjects, time at work

to follow the programme is not always given, or is not given
freely.

MULTI-MEDIA OPEN LEARNING
PACKAGES

Audio cassettes

Few open learning packages nowadays consist solely of text material,
the earlier inclusions being audio cassettes. The learner listens to the
audio cassette about the subject or part of the subject, perhaps reading
the text at the same time and answering the questions posed on the
cassette (answers are then usually found in the text material). This is a
simple extension to the text and, in fact, the audio cassette can be used
alone for open learning purposes. The cassette can be played
anywhere that there is a suitable audio player. Few people however
have the patience to sit and simply listen to a spoken cassette unless
the material is particularly riveting or the presenter is very charis-
matic. One alternative is to play the cassette in the car while the
learner is travelling to and from home or to work appointments (even
in the all-too frequent traffic jams!).

Audio tapes are simple and cheap and a wide range of subjects is
available commercially, including tapes of speakers at conferences
and seminars. They are easily produced within an organization by an
expert on the subject — the planning of such a tape must include
ensuring the material is presented effectively by a presenter with an
acceptable presentation manner.

Audio-visual packages

Audio cassettes alone have the disadvantage described above of
being completely passive and without a real centre of attention — it is
difficult to sit and look at a cassette when it is in the player! With
universal TV we are used to having something to look at while we
listen. An effective centre of attention is provided by the audio-visual
package. In addition to the audio cassette and any supporting work-
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books, the package also includes a number of 35 mm transparencies.
These slides are intended for projection while the cassette is being
played. Obviously there must be some indication when the slides
have to be changed: this can be annotation in an accompanying script
or the addition to the tape of an audible signal — usually a bleep or
musical note. With a simple addition to the slide projector, an
inaudible 1 kHz pulse is transmitted to the projector when the slide
needs changing. This pulse is added to the tape when it is being
produced, and obviates the need to have an audible signal that might
annoy the listener(s). The most effective piece of equipment for
marrying the slide and the tape is a combined tape-slide presenter
that includes a cassette player, slide projection system and a screen on
which the slide picture is displayed. The pulse coded tape signals the
changes automatically and the resulting picture can be viewed on the
integral screen (or projected onto a traditional screen) while the audio
material is being listened to over the built-in speaker system.

Like the text-based package or the audio cassette approach alone, a
considerable amount of planning and preparation is necessary for a
production such as this, for once the pre-arranged programme starts it
can only be varied by stopping, and also, of course, as with the text-
based material it is firmly prescriptive.

Video and interactive video

The natural extension from audio material is to video presentations,
and a wide range of this material exists for both self-learning prac-
tices and also for use in off-the-job training programmes.

The simplest form is a video directed at a particular subject
consisting of either a ‘talking head’ presenting the material or a case
study, or series of small case studies, describing the various aspects of
the material. For example, there are many commercially produced
videos that demonstrate, say, an appraisal, discipline, counselling or
other type of interview; a negotiation in practice; a demonstration
presentation using all the effective skills; and so on. Learners can view
these videos in isolation or in a work group and learning becomes
much greater if, following the video, there is at least a discussion on
the learning points, led by either the in-company trainer or the
workers’ line manager. Both approaches require considerable plan-
ning and preparation concerning the questions that will need to be
asked to initiate the discussion. The trainer/manager will also have to
ensure that they have intimate knowledge of the video content and
the problems it raises. These video/discussion sessions can be held at
the end of the lunch period, during actual work time or, linking with
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team development, on team development events at or away from
work.

Trigger videos

As a result of watching television most people, including many of the
learners on an event, are used to watching a programme right the way
through (apart, perhaps, from when they have recorded it and pause
during it to make a cup of tea!). Training videos are not all meant to be
viewed in this way. Any video can be stopped at any stage to have a
discussion, to ask questions of the audience, or to make a supplemen-
tary comment. Trigger videos are ones that have been especially
produced with the intention that they should be stopped. They usually
consist of a number of cameos or mini-case studies. When a cameo
has been played the video should be stopped and the learners are
asked - either by the trainer or the video at the end of the cameo -
questions such as ‘What would you do now?’; ‘What would you say
in answer to this?’; ‘What experience have you had of situations like
this?’; and so on.

The trainer/manager must ensure that they have fully prepared for
these videos by getting to know the material, the questions that will
be asked and gathering additional information on the subject to help
the discussion along.

interactive videos

Interactive videos are usually intended for a person’s self-learning
rather than their having the direct help of a trainer/manager,
although it is essential that the learner is not left completely on
his/her own, the trainer/manager or subject expert always being
available to respond to the learner’s problems with the material. The
interactive video is meant to negate the criticism of the video as a
learning medium because the learner cannot interact with the video
as with a trainer. It succeeds to some extent in this aim, but until tech-
nology advances considerably the interactivity will be very restricted
and one-sided. A typical interactive video asks the viewer, at stages
throughout the programme, to answer a question or suggest what
should happen next. Usually a choice of alternative answers is given
and the viewer keys in what they think is the correct response. If the
programme thinks they are wrong, they are asked to think again and
key in another response.

However, the arguments raised against ‘straight’ video or similar
programmes are repeated with interactive video, namely that the



Alternative On-the-job Training Approaches |15

video material is prescriptive and there is no opportunity for the
viewer to discuss this situation if they disagree with the video
concept. The learner is consequently expected to accept the
correctness of the video material (or reject it and stop watching the
video).

COMPUTER-ASSISTED AND COMPUTER-
BASED TRAINING PROGRAMS

The involvement of computers in training and development has
increased over the past decade and will obviously continue to do so in
the future.

Computer-assisted training programs (CAT)

Computers started to be used in support of more traditional training
approaches. This support was initially the inclusion of computer
requirements and mini-programs in multi-media open learning
packages, extending the audio and video elements described above
to the much more flexible computer. Other CATs were used in
training programmes at work, again being inserted into the more
traditional approaches, taking the place of audio and video
inserts. These inserts permitted instant practice of skills discussed,
particularly those related to the use of the computer; for example,
the learning subject might be the use of spreadsheets on the
computer. Following ‘Tell’ and ‘Show’, using the computer to demon-
strate an electronic spreadsheet, the learner can then ‘Do’ by working
on sample spreadsheets or constructing their own from provided
data.

Where the more logical procedures and methods are involved, the
planner should consider whether the learning will be more effective
with the computer being used to assist the learning.

Computer-based training programs (CBT)

CBT extends significantly the involvement of the computer in
training, particularly self-learning and self-development approaches,
and all indications are that this could be a significant learning force in
the future. The programs nowadays customarily consist of a
computer package, usually on CD-ROM or interactive CD-ROM,
perhaps supported by text and/or video material, questionnaires,
projects and activities.
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The advantages of CBT packages include:

the learners take part in an active form of learning;

study can be at the learner’s own pace;

an ease of building in checks of understanding;

learning can take place anywhere there is a computer, and, if an
Internet program, a telephone line link to the Internet;

time and resources are generally used more effectively.

The disadvantages are few, although they can be serious, and include:

B the learning requires a high motivation and commitment by the
learner;

B managerial, trainer or other expert support should be readily
available, although this is not always possible;

B some feelings of isolation may be felt with the learner sitting alone
in front of a computer screen;

B some people have an aversion to, even a fear of working with a
computer, although this is becoming less of problem with the
increasing availability of PCs and today’s generation growing up
with these as normal tools.

Learning packages, usually on CD-ROM or interactive CD-ROM, are
widely available commercially and many are of good quality. The
interactive versions are a vast improvement on the fairly passive form
of the straight CD-ROM and, like interactive video, give the learner
the chance to input their responses to significant questions posed at
various stages. However, CD-ROMs suffer from the same problem
found with videos — they are fixed in their approach and are prescrip-
tive with their messages, permitting no argument or disagreement — if
the computer has been programmed that the answer to question x is y,
then no other answer is acceptable. A reason for an ‘incorrect’
response may be given, but even this may be unacceptable to the
learner.

Web- and Internet-based training

Probably the biggest ‘revolution’ in the world of training and devel-
opment in recent years has been the increased and increasing use of
the Internet to transport training programs to learners, whether they
are individuals or groups within an organization, although not neces-
sarily a group that has come together for training. This approach
started quite simply with real-time, e-mail contact between a self-



Alternative On-the-job Training Approaches |17

learning, open learning programme learner and the central expert or

supporting trainer/manager. The logical development of this was a

learning programme controlled over a Net of learners from a central

source from which the learning material had been sent. This learning

material could be in the form of traditional text, e-mail material or

electronic Web pages. The learners respond to progress questions
from the source, taking part in subsequent electronic (by e-mail or in

an instantaneous ‘chat room’ format) discussions where necessary,

before moving on to other parts of the programme.

The more revolutionary techniques (and these are seen by many
people as the way in which electronic methods of learning will
proceed) involve the Internet equivalent of traditional methods
of training and development. The significant basis of these methods
is that the presence of any social contact is unnecessary — contact
is the interaction of the learner seated in front of the computer vbu
with a program that originates with a Web site at any location in the
world.

The take-up of these ‘new’ techniques was not as extensive as had
been anticipated, perhaps because in their early days, the 1980s, the
equipment available to view the programs was not too widely avail-
able and costs, of both the programs and the essential telephone links,
were high — at least in the UK. This would particularly be the case
where self-development was intended and the learner might be
taking a personal initiative — this learner would have even less oppor-
tunity of access to expensive equipment. But in spite of costs, and
recognizing the need to keep up with developments, organizations
have been encouraged to consider alternatives to the traditional forms
of training.

The caveat must be given, as in the case of all ‘discrete’ forms of
training, that any one approach to learning will not suit every learner,
and even less cost-effective learning may result if one method is intro-
duced to the exclusion of any alternatives.

This certainly applies to CBT if it is considered on its own as the
complete answer to the economics and effectiveness of training and
learning. Although CBT is not the panacea for all training ills, it is a
technique that has been delayed in introduction, for a number of
reasons. Computers are often introduced or offered by enthusiasts, or
establishment organizers from ‘on high’, and this over-enthusiasm or
direction has often frightened trainers or organizations with limited
experience of computers. The widespread use of and familiarity with
computers has not been with us very long and there are still many
people (including training practitioners) who are computer restricted,
if not computer illiterate! Trainers were also suspicious of the intro-
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duction of computer training because they saw it as yet another
management ploy that would reduce their control of the training situ-
ation, or even threaten their jobs.

Time has shown that these fears are, to a large extent, unfounded.
An explosion of computer ownership and awareness, in homes as
well as in commerce and industry, has educated many more people in
the use and operation of computers and their programs, and the rela-
tive ease of working with them. More people continue to become
more aware and at ease with the many computer applications and
programs in use, and these developments have increased substan-
tially the advantages and disadvantages of computer systems.

The benefits of CBT
The main benefits offered by CBT in training include:

B Immediacy. The learners do not have to wait for a viable number of
participants before a training event can be offered. Training is
therefore available almost on demand. When a new training
demand arises there is often a considerable delay between this
realization, the time taken for the training department to
construct an effective programme, the administration to set up
and complement the training event(s), and all the other necessary
adjuncts of a live training programme. If the training is available
on a computer program, is suitable for learning by this medium
and the learners have computers available, the training can be
provided almost immediately, which simplifies matters.

B Reduction of training time. In most cases training time is reduced. In
group training activities the trainer has to pitch the training at a
lower level than required by a number (often the greater number)
of participants, with obvious consequences. If the learner is
studying as an individual, using a flexible CBT program, he can
pace his progress to suit his own knowledge and skills. This is a
common feature of open or self-learning systems and can
certainly occur in CBT.

A further advantage linked to the learner’s choice of pace is that
the program need not necessarily be followed in one session or
consecutive sessions. The program structure may allow it to be
taken in sections, at intervals or on a part-time basis. This in itself
could help both the learning and the availability of the learner.

B Location of training. CBT can be taken to the learner rather than the
learners having to come to the training. The traditional approach
can cause difficulties of release, cost of travelling and accommo-
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dation, replacement while the job holder is absent from work, and
so on. The CBT program can even be followed at home on a home
computer, although this requires substantial commitment to
learning on the part of the learner.

Consistency. There is a higher degree of consistency than with
exposure to live trainers. There are good and bad trainers and
many in between: each trainer will present roughly the same
material in a different way — some ways will be effective, others
less so. Each trainer will have a different level of knowledge that
will affect the way they put over the material. If the level is suffi-
cient for the learner, all is well, but if not, problems can arise.
Many trainers have different attitudes and values about the topics
for which they are responsible — some may be biased, others have
twisted views on the subject, and so on - ideally these are not
reflected openly, but this will not always be the case. The CBT
program is at least consistent every time it is run — hopefully to
‘consistency’ we can add ‘correct’.

The disadvantages of CBT

Computer availability. Problems of the availability of a suitable
computer or even a computer at all have been discussed. This is a
decreasing problem as more and more organizations are installing
a wide and sufficient range of computers, and home PCs are simi-
larly increasing in number. There may still however be problems
of this nature for some potential learners.

Flexibility. If there is a computer program available for the
learning topic it will have only a limited degree of flexibility. This
may mean that the learners may have to make considerable jumps
in relating the material to their own circumstances, especially if
other support is not available.

Learning limitations. Not every subject can be learnt from a CBT
program. However many, where the basis is the acquisition of
knowledge, or knowledge from which skill can develop, are very
suitable for CBT application. In general, however, learning areas
with a high degree of human resource interaction are not usually
very suitable. In cases such as this the learning often demands
actual interaction under controlled circumstances with a group of
other learners — something not normally associated with CBT.
Again, however, and this supports the argument that few training
techniques can stand alone, if the CBT program is linked with a
short (short because of the prior learning) training event where
the skills learnt in theory can be put into practice, there can be a
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successful marriage of techniques. The use of CBT in prior
learning for a direct training event not only reduces the length of
the event but also helps to ensure that the learners are all at the
same learning level. However, a training sponsor attitude can
exist that says that the learner should /can use only one technique
— either direct training courses or CBT/self-learning.

® Inflexibility. You cannot argue with a computer even though
modern programs allow you to interact with it. Most CBT
programs are set according to a fixed plan and produce what is,
from the program author’s point of view, the ‘right’ answer. In
many cases this is no problem, but problems can arise for learners
if they disagree with the point made in the program and/or do
not understand the points made. The disadvantages here are the
absence of a live peer group, trainer or expert with whom to
discuss the problems, or gain explanations in understandable
terms. This disadvantage can, of course, be overcome to some
extent if the learner has access, perhaps by phone if not in person,
to a trainer, expert or author of the program.

Trainer attitudes

The training practitioners and planners of the 21st century have to
accept that there is a CBT application, that this facility is increasing
and, whatever the eventual result, they must develop an awareness of
what CBT is, what it can and cannot do, and develop skills in
applying it to the learners for whom they have a responsibility. In this
way the range and success of their clients’ learning can be greatly
extended and enhanced. The conclusion must be that in the training
world, for certain purposes and approaches, CBT has a developing
part to play in training and in particular the IT area of training. But
trainers still have widely differing views, believing that the use of
CBT is still at the crossroads. Planners of training programmes who
might be considering the use of CBT must consider these views:

W First, trainers are at the stage of exploring with enthusiasm the
opportunities available with the new technology. These enthusi-
asms are principally in seeking the most effective ways in which
technology can make learning more enjoyable and enlightening.
This committed group is already familiar with the hardware and
software available and use the technology at every opportunity,
not only to help the learning opportunities of the trainee, but also
to demonstrate to management and other trainers the advantages
of the developments. They have to be careful, however, that their
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enthusiasm does not take over completely and give the wrong
image that CBT and other forms of training technology are the
training answers.

B Even more trainers are still in the early courtship stage, wanting
to develop new personal skills and learning methods for their
trainees, but very apprehensive about the technological advances
and the knowledge and skills necessary to use them. The more
they learn, the more applications appear; and the addition of this
technology to the trainer’s toolkit still seems to have a high risk
factor for them, apart from any expense. This group can, with
benefit, meet members of the first group and interface with their
enthusiasm, at the same time retaining controlled scepticism, and
also take every opportunity to see and have hands-on experience
of the materials available.

B Alarge body of trainers falls between the first two groups, having
a strong personal commitment to the use of the technology,
although perhaps not to the extent of the first group. However,
they are not being allowed to progress by their employing organi-
zation, perhaps because of:

- ignorance by the organization’s senior managers of what is
available;

— doubt by the organization of the value of the methods;

— restrictions in the availability of the organization’s existing
hardware;

— the organization’s refusal to invest in technology for training

~ and/or company work.

All that this group can do, if its members are really motivated to

introduce the technology, is obtain as much experience as possible

with the range of material available so that they can submit a

strong case to the organization. They can, of course, move to an

organization that is more in tune with the way they wish to work!

B A fourth major group in the training world is equivalent to the
dinosaurs, the Luddites or simple reactionaries, who tend to
claim, without any real knowledge or understanding, that the
approach is valueless, want to have no knowledge of it, and are
obviously hoping that it will simply go away. Go away it will not,
and any trainer who takes this ostrich-like attitude is courting
disaster for their training, their own careers, their organization
and their learners.

Planning the use of CBT

Decisions! Decisions! The first one that the planner must make if CBT
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is raised as a training consideration is: ‘Is CBT the most effective
format of training for these particular needs?” This question, if
answered positively, leads to further questions, additional to those
detailed earlier when considering the use of open learning;:

B Where and what CBT packages are available?

B What type of equipment is required? What standard of equlpment
is necessary?

B Is this equipment available in the organization or are some
purchases necessary?

B What arrangements have to be made for the use of the equip-
ment?

®m If the approach is via the Internet, is this available in the organiza-
tion?

B  Are there any restrictions on the use of e-mail in the organization?

B Can the package work efficiently on an intranet or internal
network?

B What is the testing pedigree of the package?

B To what extent are supporting materials provided by the package
supplier or does the learner have to obtain some?

B Are there specific licensing requirements if the package is run on
more than one computer?

B [s it possible to try or test out the package before purchase? Are
samples available? If not, why not? (Be careful of suppliers who
cannot/will not enable this pre-purchase investigation.)

There are an increasingly large number of Web sites all over the world
on to which the Internet user can log. The majority appear to be prin-
cipally in the US, with a smaller number in the UK. Many of these
sites are located in universities, although an increasing number are
being offered by commercial providers. The majority comprise pages
of textual information obtainable by logging-on to the site, with a
range of assorted explanatory graphics — diagrams, photographs,
charts, icons and animations, and perhaps (although as yet limited)
video scenarios. Some of the programs provide links with other
sources of information, enable speedy jumping from one part of the
program to another, use e-mails as a means of providing instanta-
neous contact with the learners and are interactive, eg with question-
answer inserts.

One of the problems that faces the planner who is considering the
use of CBT via the Internet is locating the most suitable source. There
is no problem of browsing the Web to identify sites, but which one to
use? Years of traditional types of training and development have
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enabled the build up of a substantial amount of intelligence about the
effectiveness of certain programmes and their providers, but such
intelligence is in its early days as far as the Web is concerned.
However, more and more organizations are using this facility and it is
a reasonably simple task to make contact with these (through, for
example, trainer information exchange forums such as UKHRD and,
in the US, TRDEV-L. To subscribe (free) to UKHRD, send an e-mail
addressed to majordemo@ukhrd.com; leave ‘subject’ blank and enter
message ‘subscribe to network’; and for TRDEV-L, visit the Web site
http:www.train.ed.psu.edu/TRDEVL. The trainers are able to offer
firsthand comments on these vehicles and this is ideal until a
universal intelligence is formed.

The other major problem for planners once they have: a) decided
that Internet available CBT is the approach to take; and b) identified
some possible sources of the training, is to obtain the agreement of the
organization to follow this path. The arguments of reduced time away
from work, multiple use among a number of learners, easy avail-
ability for several learners via an intranet, etc may be outvoted by a
simple factor — cost. The Internet programs are costly in themselves, in
spite of research showing their cost efficiency, although there is not as
yet any reliable indicator to the cost- and value-effective charges. As
an example, Colin Steed (1999) described an online curriculum
delivery site, Peritas Online, which offers a range of several hundred
classroom-based courses with 31 online courses:

Networking;

Soft skills;

UNIX;

PC applications;

PC technical (MCSE/MCSD).

The course durations range from two to six weeks and the costs from
£75 to £420 (1998/9 prices) plus VAT. All the information necessary to
make a decision can be obtained in advance from the Web site, prior
to signing up for a course. At the start of the course the learner is sent
specifically designed open learning materials, information about how
contact by e-mail can be made, and issued with a personal password
to enter the relevant ‘classroom’. Support is available in the ‘class-
room’ eight hours a day and the learners are encouraged to use the
‘classroom” as often as necessary. Assignments are given and e-mailed
back for marking and assessment. Although not mentioned in any
descriptions there is an addition to the course costs in terms of the
phone charges which, if the learner is online for any time, can mount
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up substantially. This latter factor is probably why Web-based
training has taken off more in the US than in the UK, the former
having much more user-friendly telephone charges.

CBT is not always a better substitute for other forms of training nor
is it necessarily any less expensive — frequently it is more expensive in
direct cash terms. The type of learning must take high consideration
as, like any “prescriptive’ form of training, learning soft skills such as
interviewing, etc cannot be effectively learned by CBT - at some time,
sooner rather than later, personal interventions become essential.
Workplace psychology, management and personal commitment can
all be factors working against the acceptance of CBT, as they are in
many other forms of training, traditional or non-traditional. But CBT,
whether through the Internet or by more local methods, is here to stay,
has its place in effective self-learning and self-development, and
where several learners require a learning approach is a force to be
considered.



PART THREE

Planning and Designing Off-the-job
Training and Development
The chapters in this part will consider in detail the various aspects

that need to be taken into account when planning and designing off-
the-job training programmes or approaches.
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This chapter will describe:

the method of planning for and designing processes for off-the-
job training;

the range of training formats and structures available;

methods of sequencing programme material;

the suggested format for a design blueprint;

some of the principal methods used in off-the-job training and
development — input sessions; buzz groups; syndicates; discus-
sions; demonstrations, and question and answer sessions. Other
methods will be described in Chapter 8.

In the previous three chapters we considered some of the on-the-job
methods available for satisfying the training and development needs
identified in a TNIA and the range of planning options available to
satisfy these needs. In these cases the planning may be initiated by a
formal or central ‘planner’, but the real planning might fall on a
trainer, a line manager or subject expert. There is no doubt that on-
the-job methods have increased in number and effectiveness in recent
years, particularly in the technological area, but many research activi-
ties show that some form of off-the-job training event is still an impor-
tant aspect of training and development. There are, however, many
ineffective approaches to this training and development and it falls to
the planner to make every programme as effective as possible,
through using all the modern means available. The days of the simple
‘stand up and talk’ event are (or should be) long gone, but significant
planning is essential if the variety of approaches are to be welded into
an impactive and effective programme.
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THE OFF-THE-JOB PLANNING PROCESS

In Chapter 4 we considered a process for planning the basics of on-
the-job training. The following performs the same function for the
basics of off-the-job training and development programmes.

1. List the agreed objectives for the training programme — these will
be available from the preceding TNIA or may have to be deter-
mined at this stage.

2. Consider the learning population and as many of the influences
that you can identify that these individuals will have on the
programme design.

3. Against each objective list the possible ways in which these might
best be met.

4. Decide whether the learning will be best achieved by an on-the-
job or off-the-job programme form and whether these approaches
might be combined in some way.

5. Consider the possible training accommodation needed and as
many of the effects that you can identify that this resource will
have on the course design and practice.

6. Confirm whether you are restricted to containing the programme
within a certain period of time or whether it will be allowed the
time required for effective completion.

7. Confirm from any available previous information when the
programme is required to start and by which date it has to be
completed, or obtain this information.

8. Consider material design.

OBJECTIVES AND THE LEARNING
POPULATION

These were considered fully in Chapter 4 and the process for off-the-
job training will follow very similar patterns to those for on-the-job
training. Additional comments related to off-the-job training are:

B How many people will need to be covered by the programme?
This will obviously have an effect on how many events or courses
must be included.

B The age range of the learning groups can have an effect on the
design or practice of the events. If the groups can be selected so
that similar groups are formed - if indeed this is the most effective
method of mixing learners - a group of young, active learners will



Off-the-job Training Approaches — | 129

probably react to a different approach than a group of older, less
active, and perhaps more contemplative people. However, you
have to be careful about making assumptions about age or sex
differences and their learning processes. In practice, you are most
likely to be presented with a completely heterogeneous group,
and the overall principle of training design should be followed -
make the programme as varied as possible to ensure that it will
appeal to all the participants at as many stages as possible. But
remember the phrase that you can satisfy some of the people
some of the time, but not all the people all the time (sometimes
not even some of the people some of the time).

B Learning styles should be taken into account as far as possible, as
described earlier, but again if the groups are heterogeneous
(similar to the population as a whole), you must try to make the
programme attractive and useful to all by varied approaches.

B As with on-the-job training, the location of the learning groups
will have a significant effect on planning. When the learners are
distributed nationally or internationally, rather than on one site,
the decision has to be made as to whether the training should be
provided centrally, involving the additional costs of bringing the
learners to the centre, or whether the trainers should be the ones
who should travel to the learners, perhaps to convenient selected
centres. This will also be a significant factor in the final decision
about whether off- or on-the-job training will be more effective
and/or economical.

B One of the problems encountered in on-the-job training is the
availability of the training programme when required. With on-
the-job programmes this is less of a problem than with off-the-job
training, when either a suitable training course is not available
when needed (either by individuals or groups) or, although a
training event is available, the learners cannot be released at that
time. Unless these problems can be resolved you should seek
other ways of satisfying the needs — eg open learning packages or
other on-the-job approaches.

TRAINING ACCOMMODATION

The effects of where the training is to be held cannot be ignored at any
stage of the design and presentation of training programmes. If the
organization has a central training centre or college and there are no
problems of bringing learners into this centre then the possible prob-
lems are dealt with by the administration departments. It can be
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assumed in such cases that the centre possesses all the necessary
resources in types of accommodation to avoid problems of design that
revolve around these matters.

But if there is no centre and training accommodation has to be
found elsewhere design must consider any effects that restrictions
imposed in these locations may place on the programme. For
example, if the programme requires a considerable amount of experi-
ential activity during an event, resulting in the need for large areas of
space or a substantial number of rooms, the choice of a suitable loca-
tion is critical, and one must be sought or the programme modified to
take account of the constraints.

The role of the initial planner will be to ensure that the type of
accommodation to be used is suitable, and to give guidelines to the
trainer on the essential elements required in practice. Few locations
are ideal and the training practitioner will usually be called upon to
make on-the-spot decisions about various aspects and any modifica-
tions to the original plan.

A number of commercial sources offer information and help about
the availability and booking of accommodation suitable for the partic-
ular purposes. A very useful publication (Kaye Thorne, 1998) not only
offers valuable advice on choosing training venues but gives a lot of
reference information about actual venues and venue advisory
services in the UK, USA and Australia.

Many purpose-built conference and training centres exist and most
of these are very suitable, not only in terms of the accommodation
offered but also the facilities they provide. The same can be said of a
number of hotels, but care must obviously be taken in selecting a hotel
as a training venue because, after all, their principal function is guest
service rather than training.

Questions to consider when choosing a suitable training venue
include:

B What type of learner will be attending the event? What level are
they at in the organization(s) they represent? Is there a mixed level
of participants?

B Is there a ‘best’ location in the country that will be suitable for all
or the majority? Is this defined by travel resources or by the exis-
tence of a company training centre?

B Is there a preferred type of location — country, town, etc?

B What training accommodation is required? How many training
rooms are needed of what nature? Does the main room need to
have any especial characteristics? Can the main room double as a
syndicate or small group room?
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B Will the training rooms allocated be exclusive to the training
course? Can equipment and other materials be left overnight?
What are the security measures?

B What audio-visual/technological equipment is needed? What
audio-visual/technological equipment is available at the venue?
Is a technician available for any assistance required? Are there
power facilities for brought-in equipment?

B If outdoor activities are to be included in the programme, what
facilities are at or near the venue - gardens, fields, woods,
streams, shopping centres, libraries, etc, depending on needs?

B Does the training programme have any other special require-
ments that may or may not be provided at/by the venue?

B What leisure facilities are provided at or near the venue?

B If the programme is residential, what accommodation is available
— number of bedrooms, suites, standards, services, etc.

B What type of travel arrangements need to be made for partici-
pants not travelling to the venue by car?

B What are the overall, inclusive costs, and does the budget cover
these for the number of people involved?

ADVANTAGES AND DISADVANTAGES OF
OFF-THE-JOB TRAINING

The factors that will help the planner to make one of the basic deci-
sions — whether in fact off-the job training is the most appropriate —
will include considerations of the advantages of direct training
events:

W Groups of people with similar needs can be brought together for
learning events in the most economical and cost/value-effective
manner.

W A wide variety of learning methods, including many of those
discussed for on-the-job training, can be included.

B Views, opinions and information can be shared with the other
people in the group, who may come from the same or different
parts of the same organization, or from a range of organizations,
and who can bring a wide range of experience or knowledge to
the discussions.

B New concepts and techniques can be presented to a large number
of people in the shortest possible time.

W Opportunities exist for the learners to clarify and practise aspects
of the learning that they do not understand or on which they
require additional information.
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Disadvantages include:

B Individuals have different learning skills and speeds, but this
means that the group is usually forced to progress at a compro-
mise rate.

B The different learning preferences of individuals or groups of
individuals cannot always be taken into account.

B Not all the learners will be starting at the same knowledge or skill
level and there is the risk that the ones starting at the lowest
levels, if account is not taken of this, will be lost from the start. If
the starting point is too low, unless the particular learners are
brought in to help the learning process, they will lose their initial
interest, which may not be regained.

B Not all the learners will be attending the event with similar moti-
vation levels and, in fact, some may be resisting learning because
they did not want to come or because of some of the other
learning barriers discussed in Chapter 2.

TIME

There are several aspects of time that are significant in the planning of
a training course or programme away from the job.

The first is the possible conflict between a constraint imposed on
the time available for a programme or the events within a
programme. This constraint might be imposed without consideration
of the needs demonstrated by the TNIA — “You have x days in which
to run a training event’ instead of ‘x days are needed to run the
training event’. In such cases substantial restrictions are placed upon
the design of the programme. Irrespective of the total needs identi-
fied, decisions must be made about priorities and which of the needs
must be included in the programme. Early prioritization of the objec-
tives will help in this instance, whether this is based on importance of
the subject or on the widespread nature of the deficiencies. Whichever
base for the constraint exists, it is incumbent on the designer with
senior manager support (for example, the training manager or senior
line managers) to try to reverse such a decision. The alternative
approach would be for the designer to take the identified needs and
the minimum priorities from these needs, and propose and fight for a
length of time sufficient to mount an effective programme.

In many cases, if the designers or their representatives are effective
negotiators, a compromise will normally result — not quite sufficient
time to make the training programme a fully effective one, but time
not so constrained to make it almost a non-event.
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Starting and finishing dates

From the point of view of the planner and designer these can be crit-
ical factors, involving planning to include the target population,
weighing the priority of the new programme against the demands of
existing ones, and the availability of the potential learners. Given that
if the demand for the provision of training originated at a senior level
it was usually wanted yesterday this is a good argument for the
training manager to be involved in decisions on training at an early
stage, thus avoiding a dictat appearing demanding unreasonable or
impossible action.

If any training demand is unreasonable and would make a mockery
of the proposed training it should be challenged in the most appro-
priate way. The strongest argument that can be offered is that if the
request is unreasonable, but is complied with, the resulting
programme might be less than effective and as a result the organiza-
tion’s money will not have been wisely spent. The end result of an
improvement in the business must always be behind the provision of
training and development.

The design of not only a complete training programme, but the
planning of individual events and sessions are very time-consuming
activities for which sufficient time is almost invariably not afforded
(or so the designers often claim!). There can be no doubt that when a
programme has to be constructed from nothing there is a lot of work,
and consequently time, involved. It is impossible to even hazard a
guess at the time involved as planning and design are not usually a
continuous process, with the designer working without interruption.
On the smaller scale, some researchers suggest that a single session
needs planning and production time of between 6 and 10 times that
which will be allocated to the session itself. Of course this time will
vary considerably, depending on the complexity of the subject, the
availability of material and training aids (or their production time),
the experience of the trainer, and so on.

A TRAINING PROGRAMME PLANNNING
GUIDE

This represents a two-stage process for the planner: 1) guidelines for
the design of the training programme; 2) guidelines for the training
practitioners to help in putting the programme into practice.
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Training programme design

Once the major factors described earlier in this chapter have been
resolved the planner and designer will need to:

decide on the nature of the training approaches (see following
material for a summary of these);

plan the sequence of the sessions for a logical learning progres-
sion designed to meet the programme objectives;

prepare a programme outline plan showing the sequence of
sessions and general comments on their proposed format;

discuss the proposed plan with the training practitioners, the
training manager and, if possible, with representatives of the
learning population and their line manager, and agree the final
plan;

complete a final, agreed outline and part-detailed programme
from which the training practitioners can produce detailed
session plans;

pass the agreed, final plan to the training practitioners who will
be responsible for the individual session.

Guideline document for the training
practitioners

This document, which can be described as a training blueprint,
follows on from the final item of the preceding section. It gives the
training practitioners the basis of the training programme and enables
the planner to check that the major steps have been taken. The docu-
ment will contain, as a minimum:

a statement of the aims and objectives of the programme,
expressed in measurable terms;

details of the agreed timetable in terms of achievement period and
maximum time allowed for the programme itself;

information about the potential learning population; a summary
of the training needs identified and analysed; the learners’
existing knowledge and skills levels; differences in status and
organizational origins that may affect the programme;

a checklist of the recommended training methods to ensure that
the trainers are themselves skilled in these practices;

guidance on the flexibility that will be allowed to the trainers
to use alternative approaches appropriate to the various
sessions;
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B the detailed, agreed outline programme design showing the
proposed sessions, their aims, objectives and methods, and
timing, including advice on training aids that would be useful;

B final agreement of the programme design with the training practi-
tioners involved;

B considered evaluation methods and agreement with the trainers
and others involved for the processing of these evaluations;

B agreement and arrangements for reviews to be held with the plan-
ners and trainers following the first conducted event, to consider
achievement of success and validation of the training;

B discussion with the trainers on the written reports about the
training and its evaluation that will need to be produced and
agreement with the training and management administration for
these actions.

KNOWLEDGE OF TRAINING FORMATS

In order to satisfy all the factors included in the design guide and the
programme blueprint, the planners must be aware of the various
training formats that are available for off-the-job training and devel-
opment programmes.

Training courses

A ‘training course’ is a coverall term used to describe an event
attended by a group of learners who are to learn or revise knowledge,
skills, attitudes and techniques as a group rather than in an individual
manner. It can be arranged internally for the staff of an organization,
publicly for mixed groups from a range of organizations, or a mixed
group from a number of small organizations. The latter can be orga-
nized for those companies that may not have sufficient staff or free
resource time to hold their own training courses or send the staff on
public courses, may not be able do so for financial reasons, or may
prefer not to do so. This approach is becoming more popular as more
smaller firms are developing, and is usually organized by an external
consultant or the training department of a larger employer in the area
or sector.

Training courses can have durations ranging from half a day to
several weeks or months; the latter have discrete events usually sepa-
rated by several weeks in which learning is practised in work condi-
tions or projects agreed at the preceding event are carried out, to be
reported on at the next event.
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Courses can consist of:

a mix of peers from the same organization;

a mix of peers from different organizations;

a mix of different hierarchical levels from the same or different
organizations;

B stranger, cousin or home groups;

and can be structured, unstructured, semi-structured; or formal or
informal.

The style and techniques of the course ‘leaders’ can be:

W tutors or teachers using more formal techniques;
B trainers with a wide range of adult learning techniques to offer;
m facilitators who use more informal, non-directive approaches.

The training course, of virtually any nature, usually consists of a
series of ‘sessions’, which may be input sessions, discussions, activi-
ties or any of the other learning methods in a mix that has been agreed
is the most suitable for the particular learning requirements.

Workshops

This is a widely misused title, with some organizations describing
ordinary training courses and even publishing activity collections as
workshops. They are usually more development events than training,
with a group of people coming together to consider a specific subject
or a number of related topics or themes. They are definitely learning
events, however, and involve substantial participation by the learners
with little or no trainer input or guest expert sessions. Any inputs are
short and intended to set the scene for the participants to ‘workshop’
the subject; they can be arranged by the trainer or facilitator or may be
requested by the group - this latter will usually be during the life of
the workshop as the participants meet problems. The workshop
participants, who may be all from the same work area, from various
parts of the same organization, or from different organizations with
the same or different disciplines, often decide themselves how the
workshop will be run within the principal subject area and what the
terminal objectives will be.

The workshop process is for the participants to investigate, analyse,
consider, make proposals about and reach action decisions about the
workshop subject. This subject can of course be any topic within an
organization, eg ‘How can we extend the existing market for our
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products?’; “‘What do we want to/need to do to make our manage-
ment training more effective?’; and learning subjects such as ‘What is
it and how can we include NLP in our training and development?’
and ‘We need to revise and improve the evaluation of our training’.
The emphasis of the workshop process is on practical work rather
than relatively passive learning. Within the specific context of this
book, a relevant workshop is one consisting of a team of
planners/designers, trainers, line managers etc, meeting to thrash out
the details of new aspects of training. The normal end of workshop
result is for the participants to return to work with actual work prob-
lems solved, training programmes designed, training materials
produced or designed, or with new methods of approaching their
problems etc.

Conferences

Conferences are not always recognized as training events, either by
the organizers or the participants, but the basic aim of any conference
is that those participating leave with a greater awareness than they
had when they arrived. This may be the new expectations of the chief
executive, a changed marketing approach, the introduction of new
products and so on. The format is commonly a series of lectures by
company or external experts on the topics to be covered, frequently
supported by ‘sidelined’ small group discussions or workshops. The
biggest danger is that the organization’s annual conference degener-
ates into being seen as a social event or even a company’s thank-you
to its staff for their year’s work rather than a learning occasion.
Consequently the planner must be very aware of the aims of the
conference and adjust the planning accordingly.

Seminars

These can be described as mini-conferences as they follow a similar
format of a series of lectures by experts in the topic of the seminar.
However they are usually smaller in size as it is necessary for the
lectures to be highly interactive. The lectures are frequently followed
by mini-workshops in which the topic is discussed in depth and deci-
sions made for action or otherwise. A seminar is often described as a
symposium, and it is difficult to differentiate between these, but the
purpose of both is to disseminate, discuss and refine views and infor-
mation and consequently they are learning events, usually at the
professional level.
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OFF-THE-JOB TRAINING METHODS

The choice of training methods that can be considered by the planner
falls into three basic structures — structured, semi-structured and
unstructured events, although the last-named is frequently a
misnomer as the event has been planned to be unstructured. Most off-
the-job training events of whatever format involve a group of learners
who take part in sessions either as the full group, in pairs or in small
groups (often known as ‘syndicates’). The methods available for these
groups include:

B trainer presentations/lectures/input sessions (or similar descrip-
tions of activities of this nature);

buzz groups;

syndicates, small group work or breakout groups;

discussions;

demonstrations;

question and answer sessions;

case studies and simulations;

role plays;

activities — including icebreakers, games and group tasking;
videos;

computer assisted training (CAT) or computer-based training
(CBT);

brainstorming.

Many of these approaches and techniques can be, and commonly are
combined to make more varied, interesting and impactive events and
sessions — this is particularly the case with trainer presentations or
input sessions.

The methods are described briefly here so that the programme
designer might have an overall appreciation of what might be
included in a programme, but there are a number of books that give
fuller details (for example my Techniques of Training, 1995, 3rd edn,
Gower).

Trainer presentations

These are ‘tell’ events in which the trainer gives what can sometimes
be described as a lecture or, less didactically, an input session. By their
very nature they are passive events as far as the audience is concerned
and the concept is that they will learn by listening and taking in the
words of this expert speaker! In many ways it is the easiest form of
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training approach to use as the trainer has complete control of
content, manner of expression and timing, but there is considerable
doubt about the extent to which it contributes to real learning.

Very few learning events include presentations consisting solely of
the speaker talking for the whole period, with no variations. A more
effective trainer presentation or input session can be achieved by the
inclusion of appropriate training aids, breaks in the lecture flow with
the use of buzz groups, discussions, videos, computer program
inserts, and activities. There will be some rare occasions when the
straight lecture will the most appropriate approach — usually when
there is no opportunity to use other approaches — but even the most
didactic lecture is usually relieved to some extent by the use of over-
head transparencies or 35mm slides.

Planning for input sessions must take into account the communica-
tion barriers and in particular the ‘attention/listening/learning span’
of an audience (see Chapter 2). Planning for sessions of this nature
should therefore include, at or about the 20-minute period, some form
of break in the pattern, whether this is an actual break or a change in
the presentation format — for example a video, a discussion, a
computer program etc. This change can be repeated at further inter-
vals during the session, although there will be an optimum length of
time for the session as a whole — about 15 minutes or so for a straight
presentation, longer for a multiple style approach.

If there is to be a multiple style approach the 15- to 20-minute
maximum need not be adhered to, although any one session should
desirably last no longer than 45 minutes to an hour. The exact length
will depend on the nature of the various component parts of the
session, the complexity of the subject and the likely motivation of the
learners. Initial design might suggest a session that could follow a
pattern of:

A brief introduction to the subject up to 5 minutes
Oral presentation supported by up to 20 minutes but
visual aids preferably 15

An activity related to the subject to give the 15 to 20 minutes
learners the opportunity to practise what
has been learned

A feedback session on the activity about 15-20 minutes
A summary of the session and the lessons up to 10 minutes
learned

Total time for the session about 65 minutes
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In this example time for the constituent parts has been cut to the bone,
and considers a relatively simple subject content. Even so the approx-
imate time required is just over an hour — effective training takes time,
and it is better to reduce the amount of learning material to ensure its
effectiveness than to try to cram too much into a constrained period.
But the essential is to have a varied production with frequent change
of interest and preferably involving learner activity.

Buzz groups

An effective interrupting technique during an input session is when
the trainer, preferably before the decreasing attention watershed,
poses a question to the learning group or, having made a statement,
asks them to consider this. Frequently it is not convenient or desirable
for the group to leave the room to do this, so the technique known as
a ‘buzz group’ is introduced. The learning group is asked to break up
into smaller groups — say, in a group of 12 learners, into four groups of
three learners each — by moving their chairs into these sub-groups and
discussing as requested. The ‘buzz’ becomes evident as up to 12
voices can be heard in the room!

Usually buzz groups last for only short periods — 5 or 10 minutes —
and can be particularly effective early in the course when individuals
may not be keen to speak out in public. In this case, a spokesperson is
elected to speak eventually for each group when the full group is
reconvened, giving, neutrally, the sub-groups’ views or responses.

Buzz groups can be introduced at almost any stage in a session or
programme, the timing being planned or not, although instant buzzes
can throw the timing of the session out.

Syndicates

A syndicate in training is sometimes referred to as a task sub-group or
a breakout group. Usually the full learning group, either during a
presentation or at the end of it, is divided into smaller sub-groups and
given a task to complete. The syndicates are allocated separate rooms
where they can work in private before returning at the end of the
allotted time to the main group to what is referred to as a plenary or
review /feedback session.

The task given to the syndicate can be a problem-solving, decision-
making one; a views and opinions gathering exercise; or a manage-
ment or other skill exercise, game or activity. A specific time in which
to complete the task is usually allocated and, in meeting or leadership
training events, a group leader is selected or the group is asked to
elect a leader.
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When the syndicates return to the full group a review and feedback
session is held during which the observations of the observers (if any)
are given to the participants, followed by a general discussion on the
activity and the lessons learned. Recall of the events during the syndi-
cates, often a problem, can be helped by preceding the review session
with the learner leaders and members completing questionnaires
designed to identify events during the activity. The recalled informa-
tion can then be used in the ensuing discussion.

Syndicate activities can be lengthy affairs, the time required
depending on the nature, complexity and requirements of the task,
and this timing must be planned carefully, including (what is often
forgotten) time for the syndicates to be briefed, to disperse to their
rooms and then to return to the main room at the end of the exercise.
Plenary sessions can also be lengthy affairs, particularly when a
number of syndicates and observers are involved, with a lot of people
wanting to have a say.

One method of reducing the time necessary for this report-back
event is, when each syndicate has had an observer or observers, for
each syndicate’s observer to review simultaneously the activity with
each group. When this syndicate-specific feedback has been given a
much shorter plenary session can then be held to discuss common
problems and points that have emerged in each group.

Discussions have a similarly wide use as syndicates, and of course
syndicates can be used as discussion groups. They are particularly
useful in varying a bare, not very effective input session, and involve
the open or syndicated discussion of topics relevant to the learning
event.

Discussions can be either pre-planned or spontaneous and can be
held as separate session events or as integral parts of sessions. Pre-
planned discussions can be separate sessions in which the learners are
asked to discuss, usually in small groups, the appropriate topic. The
objective of the session can be simply to allow the learners to air their
views, or can aim to have a specific terminal result or decision. This
type of discussion can also be planned to take place during an input
session, at a pre-planned time, the topic obviously being directly
related to that of the session.

Apart from the in-session, planned discussion, more informal,
spontaneous discussions can arise during a session. These can be
important learning events, but the same caveat of time usage must be
applied as with the unplanned buzz groups.
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The discussions, planned or unplanned, can be led by the trainer,
who should be a skilled discussion leader, or the group can be given
the responsibility for controlling its own discussion, with a selected or
elected leader from the group.

Discussions can often, in terms of time control, be unknown quanti-
ties — the subject matter for one group may be an uninteresting or a
strange topic, whereas with another group it may be of riveting
interest and one of which they have substantial knowledge. These
opposite aspects will have an effect on the interest in and depth of the
discussions, and consequently on the time needed.

Inexperienced trainers or those inexperienced in discussion leading
tend to shy away from including discussions in their session plans
because of these unknown quantities and their uncertainty about
their ability to control the situation.

Discussions that are planned as specific events during, or as a
session, require more preparation than they are usually afforded and
'should be viewed by the planner as being almost as substantial as
input sessions. A number of pitfalls can occur with discussions and
these are usually the result of the discussion being unplanned or
badly planned. Even spontaneous discussions will normally be
controlled, albeit covertly, by the trainer, who must be skilled in
discussion leading or controlling. Discussions form part of almost
every activity in a training course and consequently are a ‘must’ for
inclusion by trainers in their ‘training toolkit’.

Demonstrations

Demonstrations are the Tell and Show parts of the Tell - Show — Do
approach and are most frequently found in sessions that are
concerned with learning the knowledge and/or skills of operating
some object, piece of machinery or equipment, or performing an office
procedure. In a group situation a typical demonstration practice
would be for the trainer to describe, perhaps with overhead projector
transparencies, the object, its use and its operation. This description
would then, wherever possible, be backed up by the object being
shown to the group and operated in the correct manner by the trainer.
In some cases, for example large pieces of machinery or other immov-
able objects, the trainer may have to take the group to where the object
is located: otherwise drawings and particularly photographs will
need to be used. The final stage is for the learners themselves to prac-
tise using the object, initially under close supervision by the trainer or
supporting skilled operators.
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Question and answer sessions

This can be a difficult and dangerous approach, particularly where
questions are asked in an inappropriate way, or a series of questions
becomes an interrogation. But in so many training situations it is
essential that questions are posed to obtain information, views, opin-
ions and feelings and the skilled trainer must be capable of using
them effectively.

Questioning techniques are dealt with extensively in the training
literature and guidance is usually contained on the use of, and advan-
tages and disadvantages of using particular types of question:

B closed questions in which only simple answers are received;

B leading questions that restrict the range of responses;

B multiple questions that frequently result in the response being to
the part of the question the questioner felt was least important.

The questioning trainer is recommended to use wherever possible:

OPEN QUESTIONS THAT WILL GIVE THE RESPONDERS THE
OPPORTUNITY OF EXPRESSING THEMSELVES FULLY.

Other ‘question and answer’ traps are when the trainer tries to obtain
the views of all the learners in a group and questions each of them. It
becomes only too easy, even when questioning starts at one point in
the group and the trainer has the intention of moving along the line so
that everybody is approached, for hiccups to occur and the original
line of questioning to be sidetracked or a discussion arise half-way
round the group. As a result, one or more members may not be ques-
tioned and they may think that you are not interested in their views —
so from that point they do not give their views easily or voluntarily.
The planner and trainer must agree on a specific strategy since, as
with so many active parts of a session, time can simply run out.
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This chapter will describe:

W further principal methods used in off-the-job training and devel-
opment - case studies and simulations; role plays; activities;
brainstorming; videos; CAT, CBT and CD-i.

CASE STUDIES AND SIMULATIONS

Case studies

Case studies and simulations have been mentioned earlier and can be
significant aids to learning, either as complete learning events or,
more usually, as activities linked to other parts of the training. In the
latter case the common use of these activities is to follow an input
session or series of linked sessions with a case study that, as a real-life
example, or as an artificially constructed study, contains the opportu-
nity for the learners to practise the learning points that have been
covered. They are similar to syndicate problem-solving activities in
that the learners are given a statement of information that contains a
problem they are required to solve.

Case studies of a complex nature are very suitable for inclusion at
the end of a training event, for example on group leadership, the
study requiring the learners to practise all the aspects of leadership
that have been covered and may have been practised individually in
syndicate groups. A major case study such as this can require a
substantial period of time to perform and frequently an even longer
period for the subsequent review and feedback session.
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Simulations

Simulations are usually studies involving the allocation of almost
real-life roles, the use of computers and the completion of reports,
holding meetings and numerous cases of problem-solving and deci-
sion-making. Individuals are given, or select from within their group,
the roles of managing director or chief executive, financial director,
sales and marketing director, production director, personnel and
training director and so on. The group is given a set time in which to
solve a number of problems or otherwise exist as a company with the
objective of making a profit over a sum given to them at the start.
Many variations of this type of simulation are possible and the time
allocated can be varied extensively. Consequently planning for simu-
lations will certainly have to be done during the programme planning
phase and may represent a complete learning programme.

A substantial amount of the planning time for a case study or simu-
lation is taken up in writing the case or modifying an existing one to
suit the particular circumstances, possibly involving visits to work-
places to observe functions and interview job-holders, in addition to
collecting and collating reports, critical incident reviews etc. This
information is then included in the complete simulation as written
briefs, reports, minutes etc and computer program data — so that
everything necessary for the effective performance of the activity is
available for the learners.

Preparation must include the printing and recording of the infor-
mation and data referred to above and, if observers are to be used,
observational aid instruments for these learners. Similarly, many
cases and simulations require a number of rooms and a variety of
equipment — typewriters, paper, computers, calculators etc — and
plans must be made for these to be available.

The pre-allocation of the time required is the most difficult part of
the planning activity, particularly if a case is being used for the first
time. This is one occasion where a dummy run with a guinea-pig
group can be most worthwhile, not only to iron out problems, but to
assess the time required. As with the majority of training and devel-
opment events, a review and feedback session must be planned. This
session will obviously be a substantial one. An approach that has been
used successfully is to delay the review session — although not for too
long — asking the participants to spend the intervening time reflecting
on the event, identifying incidents on which they would want to
comment, and planning what they want to say. The review can be a
separate occasion, say the following week, half a day or even a day,
depending on the complexity of the case being allocated to the event.
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ROLE PLAYS

Role plays, like simulations and case studies, are important parts of a
training programme, linked closely with the sessions in the
programme. Substantial planning is necessary to ensure that the role
situations are as close to real life as possible and that they reflect
closely the learning of the preceding sessions. Role plays are usually
associated with interview training, one learner taking the part of the
interviewer, the other the part of the interviewee, but roles can be allo-
cated in syndicate groups, case studies and simulations.

The cases can be developed from real-life cases that have occurred
in the learners’ organizations (names and places being changed to
protect the originators of the cases), or the learners can be asked to
provide details of cases of which they are aware or in which they have
been involved. The latter case is particularly valuable as it gives an
individual the opportunity, having learned new techniques, to
‘repeat’ the interview, avoiding any mistakes of the original one. A
useful twist is to have the case ‘owner” act as the interviewee, thus
giving a view from the other side of the fence.

Variations

A number of planned variations are possible with role plays,
depending on the circumstances within the programme, including:

B reverse role play, where the original interviewer in real life
becomes the interviewee;

B ghosting or doubling in which, at stages during an interview, or if
the interviewer seems to be losing their way, the trainer or another
learner stands behind the interviewer and carries on the interview
for a period until the original interviewer is ready to continue;

B empty-chair role playing, in which the problem-owner starts by
describing the problem as they see it to an empty chair placed
opposite them, and discussing all aspects of the problem and
raising solutions.

The planner must also decide whether a training group is to be
divided into smaller groups to practise the role plays, or whether role
plays should take place in front of the rest of the group (as, for
example in presentation skills training). The former approach saves
time, with multiple events taking place simultaneously, but the latter,
although more expensive in time, offers a wider range of review feed-
back.
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Review and feedback

A particularly important aspect of role plays, for which substantial
amounts of time have to be built into the programme, is the detailed
review and feedback of the performance. These can be longer than the
actual role plays and can be performed profitably with the role
playing pair and their observer, a final roundup of learning taking
place in a plenary session.

Observing role plays

Planning for role plays, and the methods of feedback, also includes
the area of observation, a particularly key area in role play activities.
The options, many of which will depend on the time available,
include, eg:

W role plays by two learners in front of the whole group, observation
for eventual feedback being made by the learning group and the
trainer;

B role plays by the full learning group simultaneously in pairs with
no observers, reliance being placed on the learners noting their
own processes, giving feedback to each other and reporting in
plenary;

W in triads, the third member acting as the observer and eventual
giver of feedback to the role players within the triad, with a final
report in plenary;

B either of the above approaches, but also using CCTV to record the
interview, the CCTV being supplemented on occasions by an
observer.

The most effective and time-saving approach is for the review to take
place immediately following the event, the interviewer and inter-
viewee’s observer giving the feedback and conducting a review
discussion with them. Again this can be occurring simultaneously
with every role play event that has been taking place, the trainer(s)
moving round the groups to ensure that all is going well. At the end of
the reviews the full group can reconvene for a plenary session at
which a discussion can take place on the points that have arisen in the
sub-group reviews. Obviously, if these reviews are to be worthwhile,
they can use up a substantial amount of time and this must be
planned for in the session preparation.

The use of CCTV, although highly desirable, introduces significant,
additional time requirements and complicated processes if more than
one role play is taking place at the same time.
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Action summary

Planning and preparation for role playing sessions can be summa-
rized as requiring:

B consideration of the type of role playing to be used — pairs, triads,
whole group etc;

B consideration of the type of role playing to be used — straightfor-
ward, reverse, ghosting, empty chair etc, or introducing these as
and when circumstances demand;

B role briefs for the participants — these should be sufficiently
detailed to enable the role player to understand the role and the
situation, but not too detailed as to confuse or require over-
concentration on the situation rather than the skills required;

B consideration of the use of observers and how feedback reviews
will be held.

ACTIVITIES

"Activities’ is the term I use for a range of practical training events that
are variously described as ‘games’ or ‘exercises,” and which can have
a variety of uses, ranging from buzz group discussions, syndicate
events to problem-solve, icebreaker events, group introduction
events, and even the more specific case studies and simulations.
Many take place during a programme having been linked with a
preceding input session, giving the learners the opportunity to prac-
tise in the safe atmosphere of the training course what they have
attempted to learn. This practice, in addition to increasing their skills,
also gives them the opportunity to assess the learning issues prior to
deciding whether to implement them at work.

Activities, of whatever nature, can require time periods ranging
from five minutes to several hours, and part of the session planning to
include an activity must be to identify the most effective activity for
the objectives involved that can be completed in the least time.

Activity restraints

Many trainers do not use activities as much as would be useful to
their programmes and the learners. This restriction may often be
because:

B activities lead the programme format away from the ‘safe’ atmos-
phere of the lecture or other trainer presentation;
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B the trainer has not previously run activities and may be hesitant
about entering an unknown world;

B the feedback and review session can be a daunting process for
trainers with little or no experience in this;

B the designer or trainer is not aware of relevant and suitable activ-
ities;

B there is concern about the time necessary for the activity and its
review;

W the trainer is afraid that the learners may not ‘play the game’ or
will treat it simply as a game.

Many of these fears and concerns can be resolved relatively easily. The
final ‘fear’ in the list above is a common one, but in my experience
and that of many trainers with whom I have had contact, it rarely
happens, or if it does it takes place in the very early stages: as the
activity progresses the learners soon settle down and become
immersed in the task.

A useful learning and planning experience for the trainer is, before
including an activity in a programme, to take part in the activity and
thus gain firsthand experience of it. Even activities that appear to be
childish games if presented effectively can become serious and valu-
able learning experiences. I have experienced more than once a group
of older, senior managers crawling around the training room floor
with Lego bricks, completely immersed in building a mast or bridge
and not seeing anything unusual or childish in this.

Choosing activities

I have used activities to a very substantial extent in my training career
and have researched them extensively so I have the reverse problem
to the trainer who doesn’t know where to obtain a suitable activity — I
know of the availability of so many activities that it is a problem
searching the mass for the one I want! At one time the number of
training activities was quite limited and new trainers simply inherited
sets from their predecessors. Some trainers with creative minds either
modified existing activities or created new ones, usually because of
the learner demands for organization/task/role relationship of the
activities. This creation of activities has become almost a separate part
of the publishing industry and the published collections now offer
more than 7,000 activities.

The planner has the initial problem of how to choose from so many
activities:

® Which and how many collections should you obtain?
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® Where are these collections?

® How can you find the type of activity you seek easily?

®  Which parallel activity should you use if the basic one is not suit-
able?

Many of the earlier activity collections were general ones containing
activities in a wide range of application. More recently, more specifi-
cally directed collections have been made available — activities for
time management, counselling, discipline interviewing, team
building and so on. This has eased the problem, but it cannot be
entirely resolved until a complete descriptive index of all published
activities has been prepared — an almost impossible task. However
publishers such as Echelon, Gower, Kogan Page, McGraw-Hill,
Fenman and others do offer collections of this nature.

The collections also offer a solution to some of the other concerns
raised:

® full descriptions of the activity are given, indicating the relevant
situations in which to use them, and in many cases suggesting a
range of alternative situations;

W in most cases the time and resources necessary for the activity are
detailed;

m full guidance is given about how to set up, introduce and run the
activity;

B guidelines are given in many cases about how to review the
activity, detailing many of the relevant questions to ask.

Knowing that there are so many individual activities in a large
number of collections creates a particular problem for the planner,
who has to find the most suitable activity or set of activities for
specific training purposes. Is there any way of finding a suitable
activity other than either buying a number of collections or studying a
set of library collections that seem to cover the area involved? Up to
about two years ago the answer would have been ‘no’, but recently a
number of publishers have taken action to resolve what was
becoming an increasing and major problem. Two major publishers of
activity collections — Echelon and Gower — have introduced Web sites
that contain searchable databases. From a wide range of search
criteria visitors to the sites can identify individual activities published
in the collections and purchase these online as single or multiple
units, the Echelon activities being sent by e-mail, the Gower
purchases by snail-mail. The publishers concerned at the present time
can be found on:
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Gower — www.gowertraining.co.uk selecting the ‘GAIA’ section of
the home page
Echelon — www.learningmatters.com

Selection on both these sites is by using the search facilities for the
type of activity sought and thumbnail descriptions of all the activities
involved can be displayed. At the time of writing, the Echelon site
contains about 1,000 activities and the Gower one almost 3,000 activi-
ties. Echelon also offers, on request, a free browser CD-ROM for those
seekers who either do not have access to or do not wish to use the
Internet. This facility will eventually be available from Gower.

Technological advances

The online availability of activities was preceded by an interactive
CD-ROM, ‘The Complete Games Trainers Play’ produced by
McGraw-Hill in 1996, which put into digital form the four tradition-
ally published books of activity collections by John W Newstrom and
Edward E Scannell — Games Trainers Play, More Games Trainers Play,
Still More Games Trainers Play, and Even More Games Trainers Play. Over
400 activities have been included on the one CD-ROM, the subjects
being grouped in sections including conference leadership; climate
setting and icebreakers; presentation tools; methods; motivation; self-
concept. A consistent format is followed throughout - title; objective;
procedure (including any information or graphic material the
participants will require); discussion questions; materials required;
approximate time required; and (where available) the original source
of the activity.

This CD-ROM is remarkably easy to use, with simple reference
buttons and menu items: installation is straightforward and there is a
very useful set of search, bookmarking, text annotating and object
importing facilities. Immediate movement to a particular activity is
possible from the comprehensive contents list by means of a simple
mouse click, and all the features can be printed. The activities can
even be saved in a word processing application — Microsoft Word,
WordPerfect and WordPad are all supported.

This is an excellent medium for viewing a large number of
activities and making selected ones easily available, but the obvious
limitation is in the number and range of activities contained in the
four collections.

Another, more recent development of the digital theme appeared in
Spring 1999 with the book Team Development Games for Trainers which,
in addition to being published traditionally, was made available digi-
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tally by Gower, providing a total of 59 games that can be purchased as
a single collection or in smaller collections. The digital publication of
books is another area of technology that is developing rapidly and
certainly has an important role to play in making activities easily
available.

Action summary

Because ‘activities’ have many practical similarities to role plays
described earlier in this chapter, planning action can follow the same
stages as those for role plays. The essential features are:

B selecting the appropriate activity for the learning area and partici-
pant level;

m allowing sufficient time for the activity (including ‘passage’ time
between rooms);

B allowing ample time for the review and feedback of the activity
process and results — whether in immediate full plenary, in the
practising small groups then plenary, with or without observers
or self-analysis;

B ensuring that a final summary is produced of the key learning
points intended to be brought out and actually emergent in the
activity.

A full discussion of activities, their use in training and development
and descriptions of the types of activities that are available that can be
found in several published books (eg Rae, 1999).

BRAINSTORMING

The final ‘traditional’ form of training to be considered, and which
can be included in training and development programmes and
sessions, utilizes the technique that has the overall description and
aim of creativity, with a practical application in brainstorming.
Brainstorming can be included in trainer input sessions, discussions,
activities and so on, and although utilizing free and generous thought
applications it follows a strict discipline, consequently not presenting
too much of a time challenge to planners.

Brainstorming is a creative technique that can be used during input
sessions, discussions, activities, case studies and the like whenever
the generation of a lot of ideas is required. The principle behind brain-
storming is that participants allow their minds to freewheel and make
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suggestions for the subject, some of which will be old and tried, others
completely new, yet others apparently rather silly and still others
completely unworkable. I say ‘apparently rather silly’ as, when they
are looked at, some may turn out to be the most effective solution or
suggestion. After all who would have thought logically about a
bouncing bomb to destroy a German dam? Why did a wine press give
Gutenberg the idea of a printing press?

The brainstorm follows a strict pattern of a leader introducing the
topic, inviting suggestions, controlling interruptions or explanations
(which are not allowed), encouraging further suggestions and
summarizing, at intervals, the suggestions made as the brainstorm
proceeds. A recorder records every suggestion made, however appar-
ently silly or unworkable, and helps the leader in the interim and final
summaries. The participants are encouraged to come up with as many
suggestions, ideas and proposals as they can, without describing
them or accepting disagreement or argument from others.

At the end of the brainstorm (after a predetermined time or when
ideas dry up completely) the list of suggestions is analysed (by the
same or a different group) into:

B previously used or suggested and rejected ideas — circumstances
may have changed and what was once a non-acceptable idea
might now be realistic;

B attractive and possibly workable ideas, particularly if they are
completely new and novel, but not over the top;

B unusual ideas that may work — who knows;

B obviously unworkable ideas, rejected only when it is absolutely
certain that they would not work (at that time).

From the analysis a final selection of the best solution or solutions is
made for submission to the person who has raised the question.

VIDEOS

Videos and their uses were covered extensively in Chapter 6 when
their use in both on-the-job training and self-development were being
considered. Obviously they can be equally valuable when included in
an off-the-job training programme to support the other forms of
training input. It is difficult to envisage complete training
programmes being conducted with a series of videos, although some
video producers have offered these. More usually the video on a
single topic — eg time management, counselling interviews, effective
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questioning etc — is included in a trainer’s input session and is valu-
able as an attention refresher, giving a different or similar viewpoint
to that being presented, or as an introduction to a discussion or other
activity.

Too frequently when a video is being used the trainer presents it
with little or no explanation other than ‘Now you're going to see a
video on x’. After seeing the video the learners are asked if they
enjoyed it and if they have any comments — usually there is little or no
response — not surprising!

This ineffective approach can be improved considerably by plan-
ning the session to include the video — a small increase in time but a
significant increase in learning. This plan includes:

B giving a more effective introduction, including;
- comments on the reasons why the video is being included;
- a brief summary of the video content;
— guidance on what the viewers should be looking for in the

video;

M showing the video — either straight through without stopping or
interrupting it on one or more occasions;

W issuing a questionnaire seeking comments on the key learning
points of the video after it has been shown;

W leading a discussion on the information that the learners have
extracted from the video, the views they have on this information,
and how they might apply the lessons on their return to work.

Videos and interactive videos can be accommodated in traditional
training sessions as:

an introduction to the subject at the start of the session;

a summary of the subject at the end of the session;

an interim review of the learning material at a critical stage in the
session;

presentation of a model or concept in which the session presenter
is not an expert (whereas the video presenter is such an expert);

a trigger for discussion.

CAT, CBT AND CD-i

Computers, interactive CDs and the Internet have been discussed in
the earlier chapters on on-the-job and self-development training as, in
the main, they are used on an individual basis rather than in an off-
the-job, group situation. This is not to say that their use in the latter is
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not possible, rather that they are more suited to individual working.
Interactive CDs can be introduced during a training event in the same
way that the introduction of videos and trigger videos was suggested.

Computer-assisted training (CAT) is the more usual way in which
computer programs are used to support the more traditional
programmes. Where, for example, the training event is focused on the
use of computers or software applications, the computers and the
applications themselves are essential elements of the training. The
problems arise if there is only one computer available and the group
is larger than four people, but this can be circumvented by a number
of slave computers linked to the trainer’s main computer in a closed,
mini-network. The trainer can display material to be seen by all the

participants, or in practice activities the individuals can work at their
own stations, their results being eventually available to the trainer
and the remainder of the group.

The computer programs used in the group process can be based on
commercially produced software, eg Microsoft Excel — the computer
spreadsheet application, or Microsoft Access — an application for
producing databases; on programs custom-made by commercial orga-
nizations to the specifications of the user; or programs produced by
programmers in the organization itself. Use of insert programs such
as these not only enables expert support for the rest of the training,
but adds up-to-date variety to the event.

PLANNING THE TRAINING PROGRAMME
- SUMMARY

Suggested formats for planning the different stages of the training
programme were shown in Chapter 7 and are summarized here now
that the various training methods available have been described:

1. List the agreed objectives for the training programme — these will
be available from the preceding TNIA or may have to be deter-
mined at this stage.

2. Consider the learning population and as many of the influences
that you can identify that these individuals will have on the
programme design.

3. Against each objective list the possible ways in which these
might best be met.

4. Decide whether the learning will be best achieved by an on-
the-job or off-the-job programme form and whether these
approaches might be combined in some way.
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5.

10.

11.

12.

13.

Consider the possible training accommodation needed and as
many of the effects that you can identify that this resource will
have on the course design and practice.

Confirm whether you are restricted to containing the programme
within a certain period of time or whether it will be allowed the
time required for effective completion.

Confirm from any available previous information when the
programme is required to start and by which date it has to be
completed, or obtain this information.

Decide on the nature of the training approaches (see following
material for a summary of these).

Plan the sequence of the sessions for a logical learning progres-
sion designed to meet the programme objectives.

Prepare a programme outline plan showing the sequence of
sessions and general comments on their proposed format.
Discuss the proposed plan with the training practitioners, the
training manager and, if possible, with representatives of the
learning population and their line manager, and agree the final
plan.

Complete a final, agreed outline and part-detailed programme
from which the training practitioners can produce detailed
session plans.

Pass the agreed, final plan to the training practitioners who will
be responsible for the individual sessions.



9

Planning the Training
Sessions

This chapter will describe:

B techniques for planning, designing and constructing the indi-
vidual training sessions in the overall programme.

In this book, and particularly in this chapter, ‘session’ is used to
describe a singular, bounded period of time on a training course in
which the trainer presents some form of activity. This format includes
not only an ‘input session’ in which the trainer presents a subject, but
also multiple activity sessions, practical activities or syndicate
working etc. The material available to the trainer to plan and design a
‘session’ has been described principally in Chapters 7 and 8, but some
aspects of the on-the-job training described in earlier chapters can also
be utilized in off-the-job, group training.

If there has been a prior, separate programme planning process, the
practitioner will have agreed an outline plan with the planner in
which suggestions will have been made for particular forms of
approaches suitable for the type of programme and the other factors
involved. But the practitioners must play a very active part in the final
design of the sessions as they will be responsible for offering them,
using particularly their own styles of presentation and process
control.

THE STAGES IN DESIGNING A LEARNING
SESSION

Practitioners must ask themselves the following questions to lead
them to a model for designing the sessions:
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1. What do the learners need to learn from the session? (Their objec-
tives.)

2. What do you (and the earlier planner) feel should be included in
the session? (Your objectives.)

3. What are the priorities in the material that has to be presented in
the sessions? (Must knows, should knows, could knows.)

4. How much time has been allocated or what time is available for
the session?

5. Which training method or approach will be most appropriate for
each session?

6. What sequence should the sessions follow?

7. What training aids do you need for the session?

8. Should you produce a session plan and what form should it take?

9. What form of brief is going to be most appropriate for the session?

I

What do the learners need to learn from the session? (Their
objectives)
The basis of the response to this question will be found in the TNIA
report, which reflects the views, knowledge, skills and attitudes of the
learners when the TNIA was being developed. This, however, reflects
the overall objectives of the target population, and within this popula-
tion there will be a range of personal objectives based on individual
levels of knowledge and skills. If there is a very wide range in these
needs problems can develop for the trainer — at what level should the
trainer aim the learning material; how fast should the sessions move
etc? If the level is aimed at the participant with the least knowledge
and skills or one who is a slow learner, the more skilled and faster
learners will soon become frustrated. If the aim is at the highest
points, the lower skill members will lose interest as they are left
behind. If there are no ways to select reasonably homogeneous groups
the trainer is left with these problems, the only answer possible in
most cases is to try to strike a happy medium. One attempt to help the
lower level participants can be for them to take part in pre-course
open learning material prepared by the trainer, in order to try to have
all participants at more or less the same level at the start of the session.

The luxury of knowing the abilities of the potential individual
learners is not frequently available to the trainer, who must build into
early sessions an attempt to determine these ability levels or require-
ments. Usually this can only be done, because of time constraints, if
linked with the normal introductory activities.

The simplest way is to ask the participants, during their self-intro-
ductions or other introductory approaches, to describe their personal
objectives — these might be discussed if there is time. This will at least



Planning the Training Sessions 159

give the trainer some information on what the level might be, or the
chance to observe ‘problem’ learners carefully for their reactions and
learning. It may then be possible for some individual coaching, say in
the evening on a residential course.

One very successful joint introductory/personal objective state-
ment activity is the ‘Who am I?’ chart. Once the starting activities of
the event are completed, the learners are given an outline chart,
similar to the one shown in Figure 9.1, for completion and use as an
introduction.

PERSONAL

DETAILS

A = Problems they are encountering in the subject area
B = Their personal strengths

C = How supportive is the boss of their learning

D = Concerns they have about the event

E = Personal objectives

Figure 9.1 A ‘Who am I?’ chart

2. What do you (and the earlier planner) feel should be included
in the session? (Your objectives)

These objectives are included in the overall objectives for the
programme, which are based on the TNIA results and agreed between
the planner and the practitioner. Some of the material may be so
extensive that it will need to be spread over several sessions but,
whether this is so or not, each session must have specific objectives set
for it so that success or otherwise can be assessed in the evaluation
process. These objectives, as with any objectives, should be written
down to avoid ‘mental adjustment’ after the event, and the learning
group should also be made aware of them — in a handout or on a
posted flipchart available from the start of the session.



160 Off-the-job Training and Development

3. What are the priorities in the material that has to be

presented in the sessions? (Must knows, should knows, could
knows)

Within the objectives for the session the material itself, the organiza-
tion’s culture or express wishes, the learners’ line managers and the
time available will define the priorities for the material to be
presented during the session. Some of these priorities can be decided
on by the planner/trainer, but probably the major constraint to
offering all the desired material will be time. Every trainer knows that
time constraints are their biggest enemy and even the most carefully
worked out session can face barriers of insufficient time to put over
the necessary material. It is rarely a case of having too much time
available!

The respective priorities can be expressed by three simple indica-
tors, into which all the session’s material can be divided prior to the
session. These are the must knows, the should knows and the could
knows.

The must knows are items that, if they are not included would cause
the session to be a failure and not to achieve its objectives. These are
the essential items that must be covered during the session, and the
rest of the session must be built around them.

The should knows are the items that, although not essential, would
help the learners considerably in understanding and practising the
subject of the session. Every attempt must be made to allocate time for
them, but during the session some of them can be omitted. It is there-
fore a useful practice to prioritize the should knows to help in the
ongoing decisions about what to omit.

The could knows represent material or activities that, if omitted,
would not appreciably affect the learning of the group. Of course it
would be interesting and useful to include them, but they and only
they, will be the first items to be omitted if time is pressing; their inclu-
sion would have to be at the expense of the must and should knows.

4. How much time has been allocated or what time is available
for the session?

The allocation of time for sessions etc in a programme is one of the
most difficult areas in event design. There are a number of factors
working both for and against effective allocation. The practitioner
trainers themselves will have favourite sessions and will try hard to
have the maximum amount of time allocated to these, often irrespec-
tive of the subject’s importance. The TNIA may have shown a wide
range of associated topics that should be included in one programme
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to make it coherent — however, to include them all may mean that
each session cannot have its optimum time allocated. Some sessions
in a programme may have higher priorities than others and will
demand a greater time allocation. The approach to these and other
problems can be the application of the must, should and could priority
factors, and reference back to the overall planner may be necessary.

One essential action for the session practitioner is that, when the
timing has been agreed, adherence must be complete if the
programme contains a series of sessions, each with specific time allo-
cations. Extension of one session beyond its time can not only have an
effect on the following session but a cumulative effect, until one
session is curtailed to bring the process back on line. Obviously, in the
more informal types of programmes, exact timing is not as relevant,
but there must be some adherence to timing.

5. Which training method or approach will be most appropriate
for each session?

Although the choice of training method may be influened by many
factors — time available, type of session objectives, trainer skills, orga-
nization cultural requirements etc — the overriding criterion must be
that the method used must be the (or one of several) most appropriate
for learning in that particular session subject. Most of the possible
approaches have already been described in previous chapters and
even these brief descriptions should suggest the most appropriate
approaches. Reference to publications with more extended descrip-
tions and guidance should be made for final decisions. Figure 9.2
summarizes the approaches and strategies against the areas of most
likely usefulness.

6. What sequence should the sessions follow?

The sequencing of material in a session will in most cases follow a
logical progression, the progress depending on the type of material
being presented for learning. The options for sequencing include:

® From the known to the unknown This is the most common
sequence for learning, being a logical progression from the start of
the session with material with which the learners are familiar (and
therefore comfortable), through newer material.

B From the simple to the complex Launching into a session of new
material with the complex aspects of the subject will certainly
‘turn off’ the slower, less experienced learners. Start with the
simpler concepts and move progressively to the complex ones,



162 Off-the-job Training and Development

LEARNING EXPERIENCE

POSSIBLE USES

Activity — (or exercise, game, practical or
experiential activity) an activity in
gathering information, problem-solving,
task performance etc.

Brainstorming — wide ranging creative
discussion to obtain ideas for problem
solutions.

Buzz groups — groups of two to six people
discussing subject for a short time.

Case studies — real or manufactured
complex problems to be analysed in
detail to produce solutions.

CAT — computer programs inserted or
added to other forms of group training.

CBT - Use of computer programs from
software or the Internet to enable,
particularly, knowledge learning.

Controlled discussions — subjects are
discussed under general control of trainer
or elected/selected leader from the group.

Demonstrations — trainer or expert
performs an operation, skill or service with
learners watching.

Instructional talk/input session — a trainer
presentation of a subject in terms of
knowledge, information and details, and
using a variety of training aids.

Lecture — a (usually) uninterrupted talk
to larger audience.

Open learning — (programmed learning,
distance learning, learning packages etc).
Text or multi-media packages with sets

of information, questions or tasks.

Projects — an exercise in gathering
information, performing a task or
producing material.

Practical group work to develop or
reinforce learning or practise skills,
attitudes and behaviours.

Creativity. New ideas. Problem-solving.
Decision making. Group and team
training.

Safe environment for expression of
views and neutral feedback in group or
team without needing to leave the
training room.

Group problem solving with application
of principles.

As change of pace and expertise, self-
development within groups or on an
individual basis.

Usually for self-development on an
individual basis or in work groups linked
by an intranet.

Promotion of wider understanding and
expression of points of view within a
group. Use of discussion techniques.
Behaviour observation.

Practical skill training using real objects
or situations to show the operation etc.

The basic strategy of a group
training event.

Provision of information at conference
or symposium.

Individual learning, self-development
situations. Mixed pace groups. Valuable
for regular training need satisfaction of
small number of staff and/or
geographically dispersed staff. Stand
alone, with or without support.

On- or off-the-job small or larger group
activities to develop or consolidate and
extend learning and encourage co-
operative activity.

Figure 9.2 Training strategies and their uses
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POSSIBLE USES

Question and answer — a series of
appropriate questions from the trainer to
the learning group.

Reading — of a book, article or handout, in
the training situation or away from it.

Role plays — learners given roles, real or
artificial in a group, paired one-to-one or
triads, to carry out situation cases.

Seminars — a group of people with similar
interests who discuss a group or series of
related topics.

Simulations — the duplication of real
situations with complex problems, or a
game activity with participants taking on
roles or positions.

Syndicates — learners form small groups
from the full group and meet separately to
consider and solve problems, perform
tasks etc. The sub-group views are then
presented to the full group.

Video (linear) — a video that is shown
straight through or stopped at intervals
for discussion.

Video (trigger) — a video consisting of
short scenarios after which questions
are raised for discussion of each scenario.

To check understanding and encourage
interaction and thought at all levels.

To prepare for learning, to reinforce
course or other forms of learning, or as
individual self-development.

Reinforcement of learning, practising
skills, awareness through feedback,
attitude change.

Updating of knowledge with
presentations by subject experts
to encourage critical thinking and
discussion.

Simulation of an activity that cannot be
practised directly, in problem-solving
and team development.

Used in group learning events when it

is desirable/necessary to obtain different
views or approaches by small groups.
Useful for observation of small group
behaviour, leadership and membership,
and problem-solving and decision-
making.

Support for other training approaches,
change of pace and presentation, expert
input, dealing with emotive issues,
presenting situations not ordinarily
possible on the event.

Guiding discussion on best practices,
encouraging discussing and expression
of views, values and ideas. Reinforcing
prior learning.

Figure 9.2 Training strategies and their uses (continued)

ensuring along the way that the relevant learning has been

achieved.

B Logical stepping Most learning material can be broken down into
logical steps (see the tea-making activity in Chapter 5). If these
steps are followed, with learning checks along the way, achieve-
ment is much more likely than with a disconnected approach.

W Interesting to more serious If relevant, start with a fun item, or at
least light material, before moving on to the heavier aspects.
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However, be careful not to emphasize the fun part too much or it
may become difficult to move on.

B Dependency The session material may relate directly to or
depend on the material in a preceding session and this must
be taken into account to ensure continuity (and unintended
overlap).

B Knowledge to doing Where the session material is completely new
to the learners the sequence will usually be an input of knowledge
and information, followed by a period of practice and feedback.

B Doing to knowledge to doing Where the learners have some knowl-
edge or skills in the subject a practical activity at the start of the
session can identify the level of knowledge and skills. This would
be followed by input material to extend the knowledge level, to be
reinforced by a further, more demanding activity requiring use of
the knowledge and skills presented.

Although the practitioner must be aware of the problems of time, it
must be remembered that sessions are rarely fixed and inflexible
plans. Many factors can emerge while the session is progressing that
suggest the original plan has to be modified on the spot by the trainer.
The must knows etc can be useful in this context, ie deciding to omit
and/or add material. The experience of the planner will suggest
sessions where this is most likely to happen and contingency plans
can be formulated.

7. What training aids do you need for the session?

Decisions on this planning aspect will depend on and link with the
next stage, but consideration should be given to the nature of the most
suitable aid(s); their use in the session; the time that using them will
add to the session; and the time and resources needed for their
production. Training aids will always add time to a session, but this
will be strongly outweighed by their value in assisting the learning
process for many of the learners.

8. Should you produce a session plan and what form should it
take?

A session plan is essential in the planning process and is in two stages:
1) producing an outline session plan when decisions have been made
as to what will be included; and 2) a brief for use during the session
itself. The ‘brief’ is known by a number of descriptions — ‘session
notes’, ‘script’ and so on. I prefer ‘brief’ to ‘script’ as it describes more
accurately an effective form. ‘Script’ suggests a layout using the
session material verbatim and notes that will either be memorized
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and repeated parrot fashion or read from the sheets. Both these latter
methods are highly ineffective ones for presenting a session.

Whichever method you use, the essential feature is that you write
down something that will reinforce your thoughts and act as a
reminder during the session — you may never need to refer to it when
you know the session well, but it is always advisable to have it to
hand in case of emergencies.

The general plan follows the more general planning outline, but
concentrated on the session itself. Some trainers prefer to incorporate
it in the brief, having it act as an introductory note to the brief itself.
When the trainer is very familiar with the session this introductory
outline may be all the reminder that he or she needs. An example
session plan is shown in Figure 9.3.

SESSION PLAN FOR INITIAL PRESENTATION SKILLS SESSION

Approximate time

1. Introduce the session and describe the session

objectives. Seek information on the group’s

experience of presenting. 10 minutes
2. Present input session, concentrating on skill attributes

of the presentation of a session. Include attention

span and barriers to communication. 35 minutes
3. During the input, when barriers are to be introduced,

form buzz groups to identify possible barriers. Take

feedback, discuss and return to buzz groups to

identify possible ways of breaking down barriers.

Take feedback. (15 minutes)
4. Learning group members present their pre-course

prepared 10-minute presentations — two groups of

four learners. Required 4 x 10 minutes and 4 x 10

minutes review and feedback of each presentation

plus discontinuity time = 80 plus 20 minutes. 1 hour 40 minutes
5. Final review session in plenary. 15 minutes
Total session time 2 hours 40 minutes
(allow 2 hours 45
minutes)

Figure 9.3 An example session plan

9. What form of brief is going to be most appropriate for the
session?

The different types of brief and the timing they require are described
in the sections that follow.
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TIMING

Whichever form of brief you are going to use, it will be necessary to
have some indication of time during the session related to the parts of
the brief. Two timing approaches can be used, both of which can also
be used in the full brief. The first, as used in the initial outline, shown
in Figure 9.3, indicates the time to be taken for each part of the session;
the second will have beside item 1 the actual time the session starts,
alongside item 2 the actual time that part of the session should start,
and so on. The principal argument against the second approach is that
it is inflexible and is very sensitive to a variety of time delays — it has
the advantage that a glance at the outline should show how far into
the session you are, rather than your having to calculate that you have
taken the correct time (or not) for the items to that stage.

DETAILED SESSION PLANNING

As mentioned earlier, the production of a session brief and having it at
the session is strongly recommended, even if it is not actually used. In
some cases two documents are necessary, one on which the planning
is entered, the other being used during the session. To satisfy the
various preferences of different trainers these briefs can take several
forms:

W the traditional text or vertical method format;
B the headline format;

® OHP slides as briefs;

W the horizontal plan format;

W patterned notes.

Some of these briefs can be used directly as in-session briefs, others
need to be modified or converted for this purpose.

THE TRADITIONAL TEXT OR VERTICAL
METHOD FORMAT

This form of ‘brief’ is a full-text script in which what is to be said is
written down in full, word for word, as if it were a report or essay to
be read out on some occasion. The principal difference from the report
etc would be the use of the ‘spoken’ form rather than the ‘written’
form - for example, when we are speaking we generally say ‘can’t’,
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whereas it is usually written as ‘cannot’. The full script is useful in the
preparation and planning stage as it ensures that everything is
included, but it is rarely used as the actual session brief. Even
speakers who do use it, reading from it substantially, present parts
without reading directly. It is also difficult to refind your place if you
have to diverge for some reason from the plot. Various strategies can
be used to help the document to become a more living ‘brief” or plan-
ning document from which other forms of brief can be constructed.

Division into paragraphs and sub-paragraphs

Text forms can be read more easily, and hence are more easily under-
stood and referred to if the script is divided into paragraphs and sub-
paragraphs as it would be in a report, or as in a book, with headlines
for each main section.

This is not just for the sake of grammatical accuracy, but to make
each section of the text more individual and clearer visually.
Grammatically a paragraph contains material relating to one subject
and this rule, if followed, signposts the reader/user from one aspect
to another, rather than their having to search within a multi-subject
paragraph for the various ideas.

The layout should have plenty of ‘white space’ —broad and variable
borders; substantial line spaces between paragraphs and sub-para-
graphs — and different colours can be used for alternate paragraphs or
sections. Particularly if the script is produced on a computer or
modern typewriter, different fonts and sizes of fonts can aid this
clarity.

Underlining for emphasis

It is necessary when using a script of this nature to make the separate
parts obviously separate and visually impactive. Underlining words,
phrases, sentences and even paragraphs with single underlining or,
for more emphasis, double underlining can help in this. Even more
impact is possible if bold printing is linked with the underlining.
Italic printing is frequently used in published books instead of bold -
there are various views on this, so make up your own mind by
printing something in each format, either as a standard or for use on
different occasions.

Colours for emphasis

Colours can be used for separate parts of the text to isolate these from
each other, but they can also be used as another form of impact or
emphasis; for example, some red lettering in a section printed in blue



168 Off-the-job Training and Development

will stand out effectively. Avoid yellows or pastel shades as these tend
to be lost.

If the script is handwritten coloured pens or highlighters can be
used, or blocks shaded to make them stand out as diffferent
sections.

Framing for emphasis or isolation

Adding a frame or boxed border, particularly if combined with
some of the previously described emphasizers, can add further
impact.

Broad margins

It can be helpful to leave broader than
normal borders at both margins of the
text, again for impact, but also so that
notes can be added — questions to be
raised, necessary amendments as the
session proceeds, and any stage direc-
tions. As many of these notes will be
scribbled a broad margin is helpful -
the margins used here are 1 inch (2.5
cm) from the standard margin.

Stage directions

It is a useful practice to annotate the script (in the broad margins) with
notes, possibly in a different colour to the script, action notes or ‘stage
directions’. These can indicate when to use an OHP slide, issue a
handout or questionnaire, ask a question to start a discussion, and so
on. These directions can also include the timings to be followed
during the session (see page 165).

None of these effects — boxes, underlining etc — should be overdone or
they may become the norm for the document and cease to have
impact.
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This full-text method is useful as a first stage of planning and
preparing a brief. Once the script has been produced most trainers
convert it into a more usable form, but the script has served its
purpose in reinforcing the material in the trainer’s mind.

THE HEADLINE METHOD

The headline method is a simplified and abbreviated form of the full-
script approach and, by cutting out much of the text itself, produces a
much shorter, clearer and more easily referenced brief.

The method can be summarized as:

B List the headlines on A4 sheets. The important topics or key ideas of
the subject are identified first, then listed as the main subject
headings. These can be written down as they are thought of, to be
put in order when all the headlines have been identified.

B  Enter inter-heading summary notes. Under each heading, ordered
in a logical manner, brief summary notes about the topic are
entered. These notes should be sufficiently brief for quick and
easy reference, containing all the significant key points. If it is felt
that the notes are too long they can always be edited at a later
stage.

® Complete the working brief, with impact techniques. The summary
notes can finally be annotated or marked for maximum impact
and ease of reference, as described in the section above on the
traditional script method - upper and lower case lettering;
different fonts and effects; different colours for each heading and
perhaps in some of the summaries themselves; underlining;
boxes; marginal stage directions and so on.

The headline method is probably the one used by the majority of
trainers to produce at least the basic material summary that, if a
substantial document, is reduced to a working session brief. The
summaries are examined carefully and reduced to as few words or
phrases as are necessary to remind the trainer what to cover.
Consequently, the stages of preparation for a working headline brief
can be:

1. Construct a full, traditional planning script with all the material
included in detail. (This stage can be omitted depending on
circumstances.)

2. Contract the full text or the material to headlines followed by
summarized notes related to the headlines.
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3. Contract further to headlines followed by key words and phrases
relating to the headlines.

One of the suggestions made earlier that is very relevant for the
working headline brief is to leave broad margins for annotation. This
can be specific instructions at progressive stages — ‘Show OHP slide 1
and start discussion’; ‘Ask question x at this stage’; ‘Put into buzz
groups here for 8 minutes to discuss x’; etc. These stage directions can
be written or marked in a prominent colour to direct attention to
them.

Trainers will have personal preferences about how the brief is
constructed physically, the two major options being A4 sheets or large
index cards. A useful tip for both the traditional and headline
methods is: if there is more than one A4 sheet or index card, number
each one clearly. This will solve any problems if the papers are
dropped or get out of order. However, if it is at all possible, the session
headline brief should be restricted to one sheet of paper — this may be
too abbreviated for inexperienced trainers or if the material is new,
but eventually the number of sheets should be reduced. This reduc-
tion will be more difficult with index cards if the writing is to be
made sufficiently large to be seen easily during the session. Sheets
can be handwritten or computer produced, cards will normally
be handwritten, the effects produced by coloured pens or high-
lighters.

Large print or handwriting will help the trainer to follow the brief
without it being too obvious that it is being looked at during the
session. However, you should not worry about whether or not the
learners see you looking at the brief — in my experience in most cases
they don’t even notice or, if they do, they will not be concerned,
perhaps even being assured that you have a concern for accuracy and
effectiveness. It is unusual to remember everything — text and stage
directions - in an extended and complex session. Be accurate and
confident and refer to your brief whenever necessary. The aim is to
produce a brief that contains all the key word reminders and is in a
format that is sufficiently clear to enable you to refer to it whether you
are seated or standing.

The proposed life of the brief and the session to which it refers can
affect the way in which it is presented. If the session is a one-off the
brief can be produced to last only that one session, but this short life
should not preclude completeness and clarity. Briefs that are intended
for use on more than one occasion or over a long period can be
converted into more permanent forms. Some organizations with
printing/publishing departments offer the equivalent of commer-
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cially produced, permanent briefs. This can be dangerous, as training
sessions are rarely static and a system for updating should be
included.

If the brief is produced in the permanent form referred to above the
best approach I have found is to include the session briefs, produced
on a good laser printer from computer files, in an A4 ringbinder, each
session being tagged for easy identification, or perhaps printed on
different coloured paper. OHP masters, activity briefs and handouts
can also be filed with the relevant session. When amendment is neces-
sary revision notes can be entered in the margins and the appropriate
new pages printed from the edited computer file.

The introduction of computers has eased brief construction and
maintenance considerably and a large number of session and
programme plans and briefs can be retained in a small space — eg on
floppy or zip disks.

OHP SLIDES AS BRIEFS

A number of experienced trainers (and some inexperienced ones who
are not aware of the dangers) decide not to use a brief as described in
the previous sections, but use their set of OHP slides as the brief. As
each successive slide is presented, the trainer talks about the slide and
it acts as a trigger of what to talk about. Notes are added to the frame
at the side of the transparency from which comments can be made,
but the only ‘brief” may be a list of the slides to be shown and their
main messages. If you have a large number of slides and you are
familiar with the subject and the session content, this approach can be
acceptable, although if taken to too great an extent the session can
suffer from a surfeit of slides.

There are a number of problems with this approach, with some of
which the experienced trainer can cope, although some may be
outside their control. If the trainer is not careful it will become
obvious that he/she is talking ‘to” the slides and the learners stop
listening, only reading the slides. This type of session can also be
rather boring and monotonous.

The principal danger, however, is that if something happens to the
electricity supply the slides cannot be presented. Similarly, the projec-
tion bulb may ‘blow” and, unless a spare is carried or is part of the
projector, projection is impossible. Trainers I know who have relied on
OHP slides as their ‘briefs’, when training away from their own loca-
tion have even fallen victim to there being no projector on which to
show their slides!
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My advice is that, unless you are very familiar with your material
and could cope with the projector failure, if you are going to talk to
your set of slides always have a written brief available, either to use or
as fallback support.

A technological variant of sessions using OHP slides is a computer
slide program, such as Microsoft PowerPoint. Here the OHP slides are
reproduced as a series of graphic slides that can be sorted into a
continuous slide-supported talk, using the computer (usually with a
large projection screen) as the source projector. The slides can have
notes (only visible to the presenter) appended or a written brief can be
with the presenter, who usually stands at the computer controls. The
benefits of this approach include the small size of a floppy or zip disk
(the means of inserting the program), which can be carried in the
pocket. It does, of course, mean that a computer must be available
at the training site, but this doesn’t have to have the PowerPoint
program installed — the disk ‘slide show’ can contain its own portable
program.

The same problems described for the OHP slide approach apply to
the computer slide program, although for one problem a portable
answer is possible. It is not unknown for airlines to lose a traveller’s
possessions. I know of one trainer who was going abroad to fulfil a
training consultancy and who carried all his visual aid material on
floppy disks in his luggage — this did not arrive with him! Fortunately,
he carried as hand luggage his briefcase containing a set of OHP
slides, which he was able to use until his luggage turned up.

HORIZONTAL PLANNING

A very useful method of planning and using a training brief is known
as ‘horizontal planning’. This, as its name suggests, differs from the
traditional or vertical format method in that the planning layout is
horizontal. It is not only a planning approach but can also be used for
the practical brief. In addition to breaking away from the traditional
formats of a vertical script or headlines brief, it can almost always be
presented on one sheet of paper, albeit in the planning stage of A3
size. The translation to the working brief, however, can usually be to a
sheet of A4 paper or a large index card.

Planning stages

The horizontal planning approach is in four stages.
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Stage |

The first stage has many similarities with the start of the headline
approach, with the first thoughts on the key headlines being entered
on the sheet of paper. However, the paper is placed in the landscape
position, ie with the longer sides horizontal rather than vertically. The
key words or phrases are entered, spaced out across the sheet. They
need not be in a logical order or the order in which they will be used
in the session - this aspect can be edited and other headings can be
added later in the process.

An example of this stage of the method can be in the planning of a
session on presentation skills:

ADULT LEARNING  BARRIERS TO PRESENTATION  SKILLS etc
COMMUNICATION STAGES

Stage 2

In this second stage each subject heading is considered and words or
short phrases written below the heading describing the content of that
heading. Again, additional ones can be added as the later entries
trigger thoughts that lead to entries in the earlier sections.

ADULT LEARNING  BARRIERS TO PRESENTATION  SKILLS etc
COMMUNICATION STAGES

Learning styles —Kolb  Listeners Introductory —aims Verbal -

and Honey/Mumford  The trainer and objectives use of voice

LSQ Means of modifying Content etc

etc etc Questioning etc Non-verbal -
Main body appearance,
Summary manner etc
Conclusion
Discussion

etc

These initial subject areas under the key headings will themselves
usually need to be broken down into greater detail to ensure full
understanding (this detail of course will be abbreviated when the
practical use sheet is being prepared). If there is a lot of material it
may be necessary at this stage to use a separate sheet for each
heading, the sheets being amalgamated when the material is being
abbreviated.

Stage 3

Once all the subheadings have been entered under the main, key
headings, the material can be prioritized as described previously:
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must, should and could knows, the various entries being annotated M, S
or C as appropriate, or material that would exceed the time being
deleted.

When the content to be included has been assessed in this way the
stage directions (in abbreviated form) can be added with coloured
pens, arrow-linked items and the other impact techniques mentioned
that are appropriate to this format. Only a minimum of this material
should be added, to avoid a diminution of clarity, but an effective
brief should be maintained.

Stage 4

Now the planning document can be made into a fair copy, any reorga-
nization, additions or omissions being included and the assessed
stage directions clearly marked. This document, if possible contained
on one A4, landscape format sheet, is the brief you will take with you
into the session and use in the same way as the other brief formats,
but with a simpler and more logical outlook, in which the complete
session with useful triggers can be taken in at one glance. The sheet
enables any part of the material to be located speedily and editing
usually involves only a little writing.

PATTERNED NOTES PLANNING

The system of patterned notes, mind maps or spidergrams, pioneered
by Tony Buzan and described in Chapter 6, can be applied success-
fully to planning sessions and producing ‘scripts’. The method avoids
a mass of words that can be unclear and can contain a session brief on
one sheet of paper for easy reference.

Like the headline and horizontal planning methods, the technique
seeks initially the identification of the subject key words or phrases,
which are entered on the mind map. The key words radiate from the
central point and act as triggers to the memory, enabling fuller details
of the sub-topic to be recalled. To help this recall, sub-branches radiate
from these main key lines and give, again in abbreviated form, further
information on the sub-topic.

The mind map is essentially an individual production, as each
person’s mind works in a different way and reacts to different stimuli,
one person’s mind map being unintelligible to another. I prefer key
phrases rather than single words on both the main and sub-branches,
starting my rotating pattern at about 11 o’clock and progressing in a
clockwise direction.

In a similar way to the headline and script methods, all the impact
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features described earlier can be used on the mind map, and a useful
treatment is to make each main branch and key word/phrase a
different, distinctive colour to make identification easier. Some key
words/phrases might be boxed, the shape of the box mirroring the
key word. For example, a branch relating to an OHP might be
enclosed in a box shaped like an OHP. Linked ideas and
back/forward references can be joined by two-way arrows, and
recognized or personal symbols can be used as shorthand reminders -
*nN?2>#@ @ etc. Almost anything can be used in an indi-
vidual pattern as long as it is meaningful to the producer and enables
recall of the material.

The planning mind map can be converted easily into a session brief,
requiring simply a cleaning up and clarifying process, although users
must be very familiar with the technique and the mind map they have
produced, otherwise it can be very confusing.

Briefs or scripts, whether for planning or practical purposes, are
individual documents and usually only make complete sense to the
person who produced the document. The use of another’s brief is not
to be recommended except in emergencies. A new trainer’s personal
brief should be be constructed from an existing one but in the new
trainer’s own style.



Planning Activity Sessions

This chapter will describe:

® techniques for planning, designing and constructing individual
training sessions other than input sessions.

The use of practical activities in training demonstrates one of the most
important developmental milestones in the history of training and
development, moving training sessions on significantly from the
more passive input type of session. The introduction of practical
activities and all the following related aspects, we can now see clearly
is described very succinctly by the various learning styles and the
learning cycle — doing, reflecting, analysing and planning. The use of
these learning stages has been shown to enhance learning and the
‘activity” is at the heart of this cycle, in fact usually the trigger for the
learning process. '

Activities go under the name of activities, games, exercises, experi-
ential activities, practical events, small group events, and so on, but
have as a basis a practical action — problem-solving, decision-making,
behaving, discussing, interview and role playing practice — usually in
sub-groups, triads or pairs from the main training group, followed by
a review and feedback discussion of what happened and what
resulted.

PLANNING QUESTIONS

The principal questions to be asked in planning for activities are:

B What are the learning objectives for the session for which an
activity is being considered?

® What would be the most effective approach to achieve these
objectives?
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® If this effective approach is, or would contain, a practical activity,
are the objectives likely to be achieved by this approach?

B What is the existing level of knowledge, skill and experience of
the learners?

B What is known of the experience of the learners in taking part in
training activities?

B What is the consequent learning gap that will need to be filled?

B To what extent will the activity fill the learning gap?

® Why do I want to use an activity? Am I sure it is not just because I
like practical activities myself? Is the activity necessary or just
desirable?

B What advantages are there in using or not using an activity?

®m [s time a relevant factor in my choice of an activity?

® How many activities? What form of activity?

® When should I include the activity?

® Can the activity I am considering be completed successfully in the
time available?

B How much time is available?

B To what extent have I a selection of activities available, a range of
knowledge of activities or do I know where to look for them?

B Have I all the resources available to run the activity?

B What constraints — staffing, material resources, money, attitudes
etc — exist?

B To what extent can I resolve the problems caused by these
constraints?

B What consideration have I given to what form of observation, if
any, I want or need?

® What consideration have I given to what form of review I
want/need to use?

Some of these questions are self-explanatory and may seem unneces-
sary, but they are all worth asking, as it is only too easy to decide to
include an activity without ensuring that it is the most appropriate
approach and the activity chosen is the most relevant one for the
purpose. The most significant of these questions are those relating to:
Why an activity? How many activities? Which activity?

Why?

The reason for including an activity must be because this form of
learning support is the most appropriate for the learning to be
achieved in either or both of: 1) the type of material; 2) the learning
preferences and styles of the learners. Activities should not be
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included because they are ‘easy options’ for the trainer (many turn
out to be far from this!), because the trainer feels he/she is short of
material for an input session, or because the trainer likes including
activities. The objectives of the activity must be relevant, even though
the activity itself, superficially, may not appear to be directly related
to the subject. Some of the relevant reasons for including an activity
are:

B to consolidate, through practice, learning from other parts of the
programme, eg input sessions, discussion, video assessment;

B to introduce learning points by letting the learners try out an
activity then analyse the learning successes or failures and why
these occurred;

B to introduce, in a realistic way, an activity to lighten a ‘heavy’
programme or change the mental direction of the learners, for
example with a relevant or irrelevant activity, an icebreaker or
session shaker;

B to introduce during an evening session on a residential course an
enjoyable and attractive learning form when the more traditional
approach might not be well received.

How many?

Following the introduction of the concept of learning through activi-
ties, many trainers went overboard in including lots of activities in
their programmes, which quickly became known as the ‘game
shows’. In these programmes activities tended to follow one another,
often with minimal or even no feedback and review session. Quite
soon it was realized that people learnt as little from just games as they
did from just input sessions and that a balance had to be reached.

Many sessions benefit from the input etc being completed and rein-
forced by a following, supportive activity in which the learners can
practise the learning. But if this happens too frequently, say after
every input session, there is a danger that the learners will react with
‘Oh no, not another game!” whether this is spoken or unspoken.

Planning for activities should take into account the learning prefer-
ences of the members of the group. The strong reflectors and theorists
are less likely to accept activities, or too many of these unless there is
ample opportunity for discussion, review, feedback and analysis of
the results. The activitists and pragmatists will enjoy the activities
(provided, in the case of the pragmatists, that they have a work
relationship), but will not be too keen on extended post-activity
discussion.
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The principle for activity inclusion should follow those for
programmes as a whole — in general, no undue emphasis on one
particular approach, but a balanced mix of input etc and activity to
satisfy all types of learners.

Which and what form of activity and where
from?

The answers to these questions are far reaching and too extensive for
complete coverage in this planning guide — readers are referred to the
several books published on the subject (eg my Using Activities in
Training and Development, 1999, 2nd edn, Kogan Page) and to the
numerous collections of published activities. There are, however, two
predominating sources of activities — internally produced and exter-
nally available ones.

Internally produced activities

These are the activities ‘invented” by an organization’s trainers and
are characterized by their direct relevance to the actual work of the
organization or use of case studies drawn from the organization. This
avoids the common complaint by learners that the activities are too
artificial, although artificial activities can be well constructed to
ensure that all the relevant key learning points are included. The
work-based activity will be well received by the learners, who will be
easily able to relate to the situations, and even more so if they are
introduced by the learners themselves. These can be suggested to the
trainer by the learner, the trainer modifying an existing activity from
the suggestion, producing a ‘new” activity from the information, or
even impromptu activities raised during the course by comments
from a learner. This last-named type of activity is the most lifelike as it
is based on what is in the minds of the learners at the time. It may,
however, not cover all the points the trainer would wish, so the feed-
back and review session must be carefully directed to ensure that the
maximum learning is attained.

Work-based activities must be kept up to date — organizational poli-
cies and practices change and the credibility of an activity can be
reduced if these factors are not taken into account on an ongoing
basis.

Externally available activities

There will be (many?) occasions when an internally produced prac-
tical activity is not available or suitable for a specific purpose, does
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not include all the required learning points, or is simply not relevant.
You must then look to commercial sources for suitable activities,
seeking the best from the wealth available. Herein lies a minefield of
problems.

The questions to which you must seek answers about available
programmes include all the general questions concerning activities
and their use described earlier in this chapter, but additionally:

B Am I quite sure what type of activity I am seeking?

B Where should I look for the activity?

B Iremember seeing an activity I would like to use, but where did I
see it?

B Have I recourse to all the collections of likely resources?

B Are there other collections that may contain the activity for which
I am searching?

B How can I find the particular activity from the mass of activities
that seem to have been published?

TYPES OF ACTIVITY

Somewhere in the published collections of training games, exercises
and activities will be found examples of activities for almost every
specific type of training event and those for more general use. The
latter fall into the categories of introductory activities where the
course participants introduce themselves or each other, the basis and
form of introduction activity being chosen from a wide range. Other
general activities include icebreakers, which are usually short,
impactive activities held either after the introductions to bridge the
gap between that stage and the main body of the course, or as breaks
from the possibly serious business of learning.

Similar to the icebreakers are the energizers, which have the partic-
ular uses of bridging the change between two major aspects of the
course, or simply again as light relief from the serious side of the
training. At the other end of the programme from the introductions
are the activities that are concerned with validation, evaluation, action
planning and saying ‘goodbye’. Many of these activities are short but
have a value that considerably outweighs their size; they can be risk
items, where emotions and behaviours can be extreme.

The more specific activities are usually directly related to the
subject of the learning, although not necessarily work oriented the
lessons to be drawn from them are very much related to the learning
and work situation. Activities abound for such subjects as problem-
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solving, decision-making, creativity, behavioural skills, communica-
tion, team development, interviewing skills, to name but a few. As
suggested earlier they can be either directly related to the work situa-
tion or related to the subject by dint of the lessons to be drawn from
the activity and extrapolated to the work environment. An example of
the former in problem-solving might be a work problem that is
selected from examples brought to the event by the learners. Small
groups, furnished with as much information as possible and with the
problem-owner available to offer more information, consider the situ-
ation and suggest possible solutions to the problem. A similar, follow-
on activity could eventually be the same group considering the
possible solutions, proposing a decision and its implementation.

The classical example of the non-work type of activity is the one
that requires sub-groups to work with sets of Lego building bricks to
construct masts, bridges, cranes, weather satellites etc. This type of
activity has a general application, but care must be taken to discuss
the application to the working environment of the principles raised.
Activities of this nature can be used to observe and draw lessons from
group and individual behaviours, planning of a task or project, lead-
ership skills, and the setting and achieving of realistic aims. Other
activities require general problem-solving skills, negotiation, selection
and so on.

THE FINAL CHOICE

Unless you have a readily available personal collection of activities
that you use in your training, you will need to: 1) identify a source of
relevant activities; and 2) select the most appropriate activity from
that source. This sounds easier than it really is because, for example, if
you are seeking a general, problem-solving/decision-making activity
there are at least 50 published collections containing more than 1,500
such activities!

For a number of years the desirability of some form of database that
contained information about all the activities that had been published,
by all publishers in both the UK and the US was sought and
suggested by training practitioners who used activities extensively.
Because of the tremendous range of published activities, this is now
obviously a monumental task that would require many man-hours to
construct, but recently some smaller steps towards this have been
taken. A small number of publishers of activity collections have devel-
oped databases of their own material and made these available in a
number of ways.
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RESOURCE ACTIVITY LISTING

The first thing that will be of help in trying to choose the most appro-
priate activity for a specific purpose is an awareness of the major
sources of activity collections. A representative selection of the activi-
ties and similar resources that are available in the UK, produced by
the principal activity collection publishers — Echelon, Fenman, Gower,
Kogan Page, McGraw-Hill and Melrose - is included as an Appendix
in my Using Activities in Training and Development (1999, 2nd edn,
Kogan Page), which contains an offer of an update to readers.

This list identifies 185 resources with 7,164 activities, lets you know
where activities can be found and, from the titles of the collections etc,
gives some indication of the types of activity included in any partic-
ular collection. But this still leaves the potential user with a lot of
material in which the desired activity may be lurking. It is doubtful
whether even substantial learning resource libraries will contain all
the collections, so it can happen that the ideal activity may be in a
collection that is not held. In addition, of course, examining many
activities in many collections can be an extensive and time-consuming
exercise. This is the principal reason why activity users have long
sought a simple source from which to select their desired activities.
Some of the advances being introduced at the present time by several
publishers are aimed at making this more possible.

TECHNOLOGICAL ADVANCES

Developing from an interactive CD-ROM, The Complete Games Trainers
Play, produced by McGraw-Hill in 1996 and containing over 400
activities, interest and application in making training activities more
readily available than in traditional publications have increased. A
CD-ROM is an excellent medium for concentrating a large number of
activities and making selected ones easily available, but the obvious
limitation is in the number and range of activities in the original
source.

Activities on the Internet

The introduction, development and increasing usage of the Internet
has opened up many exciting avenues, including giving help in the -
activity selection process. Developments are occurring with such
speed that the information given here will almost certainly be out of
date by the time the book is published, although the sources
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mentioned will certainly stand, changes being supplements to these
approaches. The two principal Internet users in this way in the UK are
currently Echelon and Gower.

The Echelon learning library

One of these innovations was the opening, during the winter of
1998/9, of an interactive Web site on the Internet by a comparatively
small, new publishing house — Echelon. The site contains details of the
activities in collections published by Echelon, with approximately
1,000 activities available to view first on the Web site as “Thumbnails’
and then available to buy online, either as single or multiple units,
through a simple procedure. The site is www.learningmatters.com.

Not everybody has a computer or the facility to visit the Internet, so
Echelon has produced the database on CD-ROM as a browser disk
and is developing the facility for users to produce their own library of
references from the CD information.

The GAIA project

A suggestion that I made to Gower Publishing some years ago
resulted in 1998 in The GAIA (Gower Activities Index and Abstracts)
Project, which contains details and abstracts of all the activities
published by Gower.

This index, containing summaries and abstracts of more than 2,000
activities, is available on the Internet on www.gowertraining.co.uk
and, like the Echelon product, will enable users to purchase complete
collections, or only the activities they require, having identified these
from the database index. Other aspects of choice support are also
planned, including: a) the translation of the printed collections into a
digitalized form on CD-ROMs; and b) the full GAIA abstract index on
a CD-ROM, so that the choice of activity will also be available to those
practitioners not using the Internet.

The Training Zone

This Internet site is not a source of activities as such, but is the
provider of a wealth of information to the training practitioner,
including reference to other sources of activities. A weekly e-mail
newsletter is published that contains training and development news
but, more importantly, links to other sites where resources created by
smaller producers can be downloaded or obtained. This site can be
visited at www.trainingzone.co.uk.
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Other Internet sites

In addition to the Web sites described above, there are some (and the
number is increasing) that belong to individuals or consultancy
companies where training activities are offered either as freeware or
for purchase. An example of such a UK site is at www.users.glob-
alnet.co.uk, but the majority are found in the US (see below).

US sites

As if we didn’t have enough material available in the UK, there is an
equal if not greater amount available in the USA, much of which
again is available on the Internet, so the Atlantic Ocean is producing
no problem.

Typical of such US sites is Thiagi, Inc., reachable on the Internet via
www.thiagi.com, a producer and distributor of a wide range of activ-
ities. The Web site includes indexes to the range available, papers on
activities and their uses, and examples of the activities, in full detail,
that they have available.

Other significant US providers of activities include the major
producer, Pfeiffer, which parallels in size the activity collections of
Gower in the UK, and HRD Press, Inc., among others, the latter
publishing more than 100 collections.

Free or purchasable activities are also available from a large number
of locations on the Internet, from private individuals and commercial
or semi-commercial organizations. An example of such sources is to
be found at www.squarewheels.com, this being an unusual example
of the many sites.

USING THE RESOURCE COLLECTIONS

The activities included in the various resource collections, whether or
not on the Internet, vary in their format from publisher to publisher,
but in general give the information necessary for any trainer to intro-
duce the activity in their programme. The more experienced trainers
need to read only some of this information and can ‘play tunes’ on the
activity to suit their particular needs with the many possible varia-
tions and customizations. The basic format usually includes:

W the title of the activity (often descriptive of the content, but many
are more cryptic);

B a general description of the activity and suggestions for its uses;

B any pre-course work necessary;
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B methods of use — these are usually detailed notes that can be
followed by a trainer (whatever their level of experience),
suggesting divisions of the learning group into sub-groups where
necessary; use of the activity briefs and handouts etc;

B sections giving suggestions on the timing of the activity in a
programme; the most effective range of participants; the time
required; and resources necessary other than the ones usually
available in the training room;

B suggestions for the process and content of the feedback session
that must, almost invariably, follow the practical part of the
activity;

B suggestions for some of the variations possible;

B handouts, participants’ briefs and OHP masters.

With these notes, descriptions and comments, and with all the phys-
ical resources either described or provided, a ‘strange” activity can be
introduced with every chance of success. Commonly, matrices are
provided with each collection of activities to show at a glance the
areas of learning into which the activity falls, the activities grouped in
time required, the linking of various activities and so on.

PLANNING THE INTRODUCTION OF AN
ACTIVITY

Once it has been decided to include an activity in the session, or as a
session, and you have decided on a particular activity or activities,
part of the planning action is how the activity will be introduced. The
principal stages include:

B familiarizing yourself with the activity and, if possible, taking
part in one yourself, either on someone else’s event or by setting
up your own dummy-run with colleagues or ‘guinea pigs’;

B either ensuring that you have suitable participant briefs, instruc-
tion sheets and working sheets available or producing your own;

B checking that all the resources necessary for the activity are, or
will be, available, including syndicate rooms and CCTV (if used)
and that all relevant materials are in each of the rooms;

B deciding whether the activity will be for the learning group as one
group or whether you will divide it into a number of smaller
groups and, if so, how the small groups will be decided on;

B checking any safety factors necessary, particularly where physical
action forms part of the activity, or the activity takes place out of
doors;
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B confirming the activity duration requirements;

B preparing the introductory, verbal description of the activity to be
given to the learners;

B deciding the observation strategy;

B deciding how the activity is to be reviewed and feedback given.

OBSERVATION AND REVIEW

The last two aspects in the preparation list are not only particularly
important but are also hungry eaters of time. Sufficient time must be
built into the activity time for review of the activity, feedback to the
participants of their skills and behaviours, and identification and
discussion of the learning points. In many cases, to give this part of
the activity sufficient time to do it justice, it will probably need to be
as long, if not longer than the activity itself, although in practice the
review time will have to be cut back.

Observation

Considerable attention must be paid in the planning process to obser-
vation during the activity, an important aspect in the feedback. The
choices include:

observation by the participants themselves with no external inter-
vention;

observation and feedback by the trainer(s);

observation by participants taken from the learning group;

the ‘fishbowl” method of observation;

remote observation and CCTV.

Review and feedback

Similarly, the methods of reviewing will need to be considered and
decisions made, depending on the time available:

B self-feedback by the participants, preferably assisted by a self-
awareness questionnaire/checklist;

m full group feedback by the trainer and /or member-observers;

B sub-group feedback by member-observers followed by full group

plenary;
B self-criticism from video recordings.

Detailed advice and guidance on the methods that can be used for the
observation and review of activities can be found in a sister book by
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this author in this series, Using Activities in Training and Development
(1999, 2nd edn, Kogan Page). Such methods will need to be incorpo-
rated in the overall planning of an activity and include observation
and feedback:

by the participants themselves within the activity;
by participants withdrawn from the activity;

by the trainer(s);

fishbowl observation;

remote observation, including CCTV.

The various processes for planning and designing programmes and
sessions have covered the principal approaches and their use will
have enabled you to see clearly what is available and what can be
done. If you have followed the process to this stage and completed as
many of the planning processes and documentation that appeal to
you, and which you feel you need or are apparently required, you will
have planned most of the aspects of your training and development
programme and session content and be able to see the way ahead
completely. The remaining item in the process, considered in the next
chapter, concerns the very important subject of planning for the eval-
uation of the programme.
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PART FOUR

Planning the Evaluation of Training
and Development

This part will consider in detail the various aspects that need to be
taken into account when planning and designing the validation and
evaluation of training programmes or approaches.
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Planning the Evaluation of
Training and Development
Programmes

EVALUATION AND VALIDATION

The terms ‘evaluation’, ‘validation’ and ‘assessment’ are used in
various ways by different writers, users of the processes and the
producers of the several process models. I use the terminology
defined some years ago by the then Ministry of Labour, in which:

B Evaluation is the assessment approach that considers the complete
training/learning process and is principally concerned with
measuring the effects and impact of the training/learning on the
individual’s practice at work and on the business — the ‘bottom
line’. It answers the questions related to the implementation at
work of the learning linked with expenditure on the training in
terms of whether it was cost and value effective.

® Validation concentrates primarily on the training programme itself
and the immediate effects on the learners. Has the programme
satisfied its objectives and those of the learners? Are the learners
returning to work having changed from their level prior to the
training, ie have they changed in an effective manner? In order to
achieve the programme and learner results, was the programme
designed and performed effectively?

Validation and evaluation of training are extensive subjects, about
which much has been published over the years, probably more than is
actually practised!

The reasons for this latter comment are our old enemies ‘time’ and
‘resources’, and although many organizations, when questioned
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about their evaluation practices, say that they perform these, when
their practices are examined many fall short of real evaluation.

There can be a problem in persuading both organizations and
training professionals of the value and benefits of time invested in
evaluation. A 1997 training survey by the Industrial Society suggested
that, whilst 84 per cent of organizations distribute ‘happy sheets’
(end-of-course ‘reactionnaires’ to obtain participants’ feelings about
the training) a much lower proportion actively do anything else to test
in objective terms the effectiveness of their training effort.

REACTIONNAIRES

The most common form of ‘evaluation’, more correctly described as
validation, is using what are derogatively (and often rightly)
described as end-of-course ‘happy sheets’. These end-of-course reac-
tionnaires have a valuable place, but not as egoistic justification of the
trainers and the course, as is too often the case.

Reactionnaires are most effective when they are designed to obtain
specific reactions to particular, physical aspects of the training course.
One example of this is when a training location is used for the first
time, when a reactionnaire can ask participants at the end of the
programme for their views on the location - catering, accommoda-
tion, facilities and so on. It will be useful to repeat this exercise after
two or three events to obtain a representative view because of the
subjectivity of the responses that will be obtained — my opinion of the
bedroom I was allocated for instance, may vary considerably from
those of some other participants.

Other effective uses of reactionnaires can be when new
programmes have been introduced and, in addition to validating the
learning, the designers and practitioners are looking for the views of
the ‘customers’ and their reactions to the course. A typical reaction-
naire of this nature is illustrated later in this chapter (see Figures 11.3
and 11.4).

Evaluation is too important to be treated in what is often a cavalier
fashion and is far more extensive than a simple questionnaire, starting
long before the end of the programme and extending far beyond it. I
would contend that evaluation is so important in the training and
development process, particularly the stages following the training
programme, that if it is not performed effectively then there is doubt
as to whether running the programme is even worth doing. Without
the information provided by the evaluation processes there is no
‘evidence’ of the success or otherwise of the training and learning, so
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if the training is to be shown to lead to individual and business
improvement, there can be no concrete denial that the training is
being performed for training’s sake only.

PLANNING EVALUATION

Because evaluation covers the whole training process it must be
considered early in the design and planning process, and planning as
well as practice must start long before the training event takes place.

Reasons for evaluation

Planners must be aware of the reasons for evaluation so that they can
ensure it is included in the total training process. Evaluation:

B can justify the investment in the training;

B ensures that the training is seen to make a change in the working
practices of the individual and the organization;

B evaluates the training investment in terms of costs versus value
(bottom line) benefits;

B ensures that valid responses to challenges about the training are
possible;

B provides the instruments from which concrete evidence can be
produced to enable senior management to be aware of the effec-
tiveness of the training programmes;

B enables assessment of the planning and design of the training
programmes;

B ensures that the training programmes are achieving their objec-
tives;

B demonstrates whether the learners are achieving their objectives;

B helps the learners -to appreciate what they have learned, what
they have to do with this learning and provides a mechanism for
achieving practice;

B helps to suggest improvements to the training programmes;

B helps the trainers to assess their own achievement and provides
evidence for their managers also to do this;

B at its most effective involves more people than just the trainer and
the learner;

B supports the practical implementation of learning by the learners
when they return to work.
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Reasons given for not evaluating

These are manifold and very revealing of the attitudes of many
people, trainers and managers alike, to evaluation. They include:

B “You can only know when a course has been successful or not.”

B “You don’t need to have all those pieces of paper to know how

successful you have been.’

‘Evaluation only works for practical training.’

‘Evaluation is somebody else’s responsibility.”

‘Nobody has ever asked me to do it.”

‘The client didn’t raise the question of evaluation or didn’t want

to pay for the extra work involved.’

‘What more do you want? I hand out a questionnaire at the end of

the course!”

B ‘It would take up so much time that I wouldn’t have any time to
train.’

B ‘The difficulty of isolating the effects of training from other vari-
ables means that it is often impossible to prove the direct impact
of training.’

From this very negative list, the only response that may have any
substance is the last one, but even that represents restricted thinking
in which the process of evaluation is not controlled effectively. A
broader, more realistic approach to the responsibilities involved in
evaluation will give an effective response to this complaint.

WHO UNDERTAKES EVALUATION?

If the trainer is the only one on whom the burden of evaluation falls it
is not surprising that all the problems shown above are raised. The
purpose of a trainer (including the planner and the designer) is to
provide training opportunities that will help the participants to learn.
To do this they must be aware of the real evidence showing that they
are succeeding, but because of all the constraints other people must
also be involved as the trainer alone cannot do this, nor is he or she
always the right person. Traditionally many people in an organization
consider the trainer responsible for any evaluation that might be
performed, but they are only one element in the training quintet that
should exist, each with responsibilities that include evaluation at
different stages. The concept of the Training Quintet was raised in
Chapter 1 and Figure 1.1 showing the quintet is repeated here as
Figure 11.1.
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Figure 11.1 The training quintet

In addition to responsibilities in training, members of the quintet also
have specific responsibilities in the area of evaluation.

Senior management

The senior management group must be involved and demonstrate
their involvement in the evaluation of the training and development
programmes in their organization at the earliest stage; and their
involvement should be encouraged by others in the quintet. Senior
management should:

W state clearly and authoritatively that evaluation should be
included in all training and development programmes, and that
evaluation should be performed as agreed and in an effective
manner;

W state clearly and authoritatively the responsibilities for evalua-
tion;

B require agreed evaluation analyses and review these regularly.

These responsibilities are much more than the bland statements of
support that are more commonly given - if even those occur.
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The training manager

The training manager is responsible (principally as a controller), for
evaluation practices related to the training and development

programme, and also performs certain aspects of the evaluation
process. These responsibilities include:

W control of evaluation strategy and practice;

W assistance with evaluation practices, especially when a more
neutral assessor than the trainer is required;

W close examination of the evaluation results and their analysis, and
discussion of these;

B collation of a series of evaluation analyses representing the

training department’s range of work;

presentation of analysed results to senior management;

representing training and development when evaluation is

considered (or should be considered) at senior management

meetings.

The trainer

The trainer is the kingpin of the evaluation process, particularly those
areas devoted to the actual training. If the ideal evaluation world does
not exist in the organization trainers may be called upon or want to
perform other parts of the process, but they must remember that this
additional involvement may have to be at the expense of other
(usually training) activities. Their particular responsibilities include:

B Designing and implementing validation approaches (‘validation’
is defined here as the assessment of the effectiveness of the actual
training events).

B Designing measures for the evaluation of implementation of
learning aspects and supporting these activities where necessary.
This latter aspect is not a prime responsibility, but may become so
if there is a failure of others to fulfil their responsibilities.

B Supporting line managers in their briefing and debriefing roles
(not necessarily directly, but in terms of guiding them about what
to do and how to do it).

B Supporting line managers in their post-training evaluation roles
(again not necessarily being directly involved, but providing
guidance, advice and education so that the line managers can
fulfil their responsibilities).

B Providing analyses of evaluation (or at least validation of the
training programme) for the training and development
programmes for which they are responsible.
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In many cases, for a variety of reasons, line managers fail to fulfil their
responsibilities and it must be a prime responsibility of the trainer,
who has an overall interest in evaluation, to ensure that in some way
line managers are educated in the responsibilities of their roles.

The line manager

Traditionally the line manager has looked on the responsibility for
both training and evaluation as the training department’s alone. But
line managers must have an input, even if only because their staff are
involved in the training, and a large proportion of the training costs
are attributable to their budgets. Trainers can visit the learners at work
after the training programme (if they have the time to do this) to look
at the learners’” implementation of their learning, but only the line
manager is in a position to: a) observe effectively in situ the imple-
mentation of the learning on a continuous basis; and b) evaluate the
cost and value effectiveness of the training that led to the learning and
whether the business (their business) has benefited. Ideally the line
manager should have a role in:

B the design of the evaluation process with the training department
- essential, as this brings line managers in at the start and they are
a very interested party in the end result of the training;

B pre-programme briefing sessions with the members of their staff;

B post-programme debriefing sessions with members of staff on
their return from the training event;

B agreement with the learners for the implementation of their
learning and action plans, and interim reviews as necessary;

B involvement in, if not sole operation of, medium and/or longer-
term evaluation as an assessment of business improvement.

The learner

Last, but not least, although usually omitted when evaluation is being
designed and introduced, is the learner who must be involved as
much as possible - after all it is the learner who is relied on for accu-
rate and honest reporting and comments on the evaluation process. In
the same way as line managers, the training planner and practitioner
should try to involve learners at all stages of the planning and design
of the evaluation of the training in which they will be involved. Their
input will be very valuable and may suggest different approaches for
the trainer/training to take at an early rather than later stage, say after
the training. Part of the educative activities of the trainer will be to
interest learners in the evaluation and let them know the results.
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PLANNING THE EVALUATION PROCESS

Evaluation planning should begin during the planning and design of
the training programme and the general questions that should be
asked at the start of the process should include:

Which level of evaluation is to be attempted?

Which aspects of the training need to be evaluated?

How should the evaluation methods to be used be chosen?
Which are the areas of evaluation responsibility for the trainer
and others in the organization?

To what extent will the evaluation be costed as part of the overall
training?

If the trainer is an external consultant, how will the evaluation
required be costed to the consultancy? Will it be funded sepa-
rately or will the consultant be expected to include it in his/her
costs (or even exclude it as a payment)?

Following clarification of these factors, 12 stages in the complete
evaluation process can be identified, 11 of which fall within the
parameters of this book. (The 12th is the TNIA, the start of training
and hence evaluation; without TNIA there is no evidence that
training is required. Evaluation demonstrates that the results and
objectives of the TNIA have been achieved.) Within these parameters
the 12-stage process is:

o B

O N

10.

11.

1. Training Needs Identification and Analysis.
2.
3. Perform pre-course testing or assessment of existing knowledge,

Design the evaluation process.

skills and attitudes. (If stage 3 is not followed these activities
should be performed at the start of the training, either through
tests or observation of practical sessions.)

Line manager holds pre-training briefing with the learner.
Interim validation of the progress of learning.

End of programme testing or other assessment of levels achieved
by the learners.

End of programme validation and reaction review.

Learner action planning at end of programme.

Line manager post-programme debriefing and arrangements for
implementation of action plan and any other learning.
Medium-term follow-up evaluation of implementation of
learning.

Longer-term follow-up evaluation of implementation of learning
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and final assessment of cost and value effectiveness of the
training.

12. Assessment of the evaluation and report on achievement of
objectives.

OTHER EVALUATION MODELS

A substantial number of evaluation models have preceded the one I
describe above, many variations on a theme and some too complex
and extended to ever be put into practice by professional trainers (as
opposed to research workers). I have encountered one model that I
feel is a practical, applicable model that does not appear to be too
complex to frighten the would-be evaluator. This is the Kirkpatrick
model that developed from a series of articles written in 1959 in the
American Society of Training and Development (ASTD) journal
Training and Development. However, when examined closely, within its
four apparently simple levels, there is a high degree of complexity
that matches or exceeds my 12-stage evaluation model.
The model’s four levels of evaluation are:

B Level 1 Reactions;
W Level 2 Learning;
m Level 3 Behaviour;
@ Level 4 Results.

Level 1 measures the participants’ attitudes and reactions to the
training. These must be in the main highly subjective views (often
reflected in the happy sheet) and it is doubtful whether they can seri-
ously be considered as indicating the value of the training as there is
little specific emphasis on learning.

Level 2 is concerned with the learning achieved and considers the
use of questionnaires, the involvement of line managers pre- and post
training and testing the longer-term retention of the learning. This
correlates well with most of the factors of my 12-stage model, but
concentrates solely on the learning of skills, leaving the change in
behaviour due to the learning to the next level.

Level 3 considers the impact of the training on the behaviour of the
learners; and

Level 4 is the evaluation of results level that concentrates on the
correlation between the training and the ‘bottom line” and is princi-
pally concerned with post-training assessment of the relationship
. between what has been learnt, its implementation and its effects on
the actual work.
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The details of validation and evaluation can really only be described
at length, space for which is not available here. The reader is again
referred to the many books on the subject, some of which are listed in
the Recommended and Further Reading section at the end of this
book and which includes, for example, my Using Evaluation in
Training and Development (Kogan Page, 1999). In these books the
detailed, staged approach to validation and evaluation is described
and many suggested instruments of questionnaires, reactionnaires
and action plan documents are illustrated.

Specifically for the planner, once the extent of the evaluation has
been decided, an assessment must be made of the time and resource
required for it, particularly that relating directly to the validation of
the training programme itself — start of course assessment, interim
validation measures, end of course validation questionnaires, reac-
tionnaires and action planning. Depending on the fulfilment of
responsibilities by the other members of the quintet, it may be neces-
sary to assess the time/cost for the trainer in activities outside the
actual training programme.

A LIMITED EVALUATION PLAN

In an attempt to introduce an effective evaluation system into organi-
zations [ have developed over the years a four-stage plan that
provides a reasonably acceptable evaluation system that utilizes
minimal resource time, particularly that of the line manager.

I do not claim that this model is better than or even approaches in
effectiveness the full evaluation model described above, which when-
ever possible should be followed to its fullest extent. But if it is a
choice between attempting this modified approach or having nothing
effective done at all, then I would recommend taking the restricted,
modified action described.

Four problems seem to be most evident when evaluation is being
discussed with and within an organization:

Who does it?

Who pays for it?

Full evaluation uses a lot of resources — people, time and money.
Line management is loath to spend resource time on evaluation.

W N e

These problems arise more particularly when an external consultant
is providing the training and raises the question of evaluation. Jean
Harris of Garner Harris Association identifies two major arguments:



Planning the Evaluation 201

1) we haven't got the time to do it ourselves; and 2) we haven’t got the
budget to pay an external consultant to do it.

Very few organizations follow the full cycle described earlier, and
there is no doubt that it is quite expensive in terms of resource.
However, too many organizations ‘evaluate’ at the opposite pole,
sometimes all that happens to happy sheets is that they are put in a
file and never referred to again.

Surely there is something effective in between these two poles? I
have introduced, and used for some years a four-stage approach, as
both an internal trainer and external consultant, that appears to be
attractive to a number of companies since it satisfies the four prob-
lems raised at the start of this section — it does not require too much
time resource from the organization and little payment additional to
the learners’ and line managers’ normal salaries is necessary. Even the
on-cost for the latter’s time, the only additional payments, is small,
amounting to an initial half hour per learner, then eventually a further
hour. Surely even busy line managers can afford an hour and a half
over about three months, particularly when the results demonstrate
whether the training for which they are paying from their budgets is
both cost and value effective.

If an effective evaluation approach is followed, then both the
external consultant and the internal trainer are also more satisfied
with the end results of their training programmes and will be more
committed to the value of the learning, knowing that their efforts are
being recognized and there is an assurance that the learning achieved
by the participants is being implemented under controlled conditions.

The four-stage evaluation process
The model I suggest:

B demonstrates whether the event has achieved its objectives and
those of the learners;

B ensures that the learners return to work committed to imple-
menting their learning;-

B encourages (ensures that?) the line manager becomes involved in
the learning and its evaluation, with the consequent benefits, and
enables them to assess the cost and value effectiveness of their
expenditure.

There is of course nothing to stop the trainer/consultant following
other parts of the 12-stage model without reducing training time and
content and without requiring additional funding by the organiza-
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tion. For example, it is beneficial in evaluation to know where the
learners are ‘coming from’ — this information can be obtained by the
completion of questionnaires or tests, or from observation of activities
that are part of the training programme, before attending or at the
start of the event. It is also natural and practical to include some
interim evaluation measures during the event in a similar way to that
introduced at the start of the programme. But the principal evaluation
etc starts at the end of the training event.

Another essential in the process is that as much time as possible is
given to all the stages - this will obviously be within the control of the
trainer/consultant during the training event, but line managers
should be encouraged to be generous with time when they are
performing their part of the process.

Stage |

This takes place in the final stages of the learning event and time must
be built into the programme to enable the learners to complete the
questionnaire without being rushed or encouraged to treat it superfi-
cially. The non-reliance on scoring systems supports the latter aspect.
From the completed questionnaire the trainers will be able to assess
the success of their event from the items included in the responses
and will help the learners to progress to the following stage.

If the practitioner can allow time and/or feels that completion of a
reactionnaire will be of use this can be added, but it is less essential
than the learning questionnaire. The reactionnaire, as suggested
earlier, should be designed to answer specific questions.

Recommended questionnaire

Figure 11.2 shows a recommended form of end of event learning ques-
tionnaire. It does include a limited scoring approach so that some
‘statistical” analysis can be produced, but the emphasis is on seeking
as much textual information as possible from the learners to the two
open questions. It is from these responses that the consultant can
assess the extent of the learning and hence the success and achieve-
ment of the event. The questionnaire is shown here with reduced
space, but the actual questionnaire should allow lots of space for the
responses.

Appropriate form of reactionnaire

As suggested earlier the reactionnaire can be a useful addition, partic-
ularly when a new or modified programme has been introduced and
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Please consider the learning programme that you have attended and complete the
following, being completely honest in your assessments and answering the ques-
tions as fully as possible.

PART ONE: LEARNING

To what extent do you feel you have learnt from the programme? (Please ring the
number that you feel most closely represents your views.)

Learnt a lot 6 5 4 3 2 1 Learnt nothing

If you have rated 6, 5 or 4, please describe: a) what you have learnt; and b) what you
intend to do with this learning on your return to work.

(Ample space)

If you have rated 3, 2 or 1, please state as fully as possible the reasons why you gave
this rating.

(Ample space)
PART TWO: CONFIRMATION OF LEARNING

To what extent do you feel you have had previous learning (perhaps some you have
forgotten) confirmed in a useful manner?

Confirmedalot 6 5 4 3 2 1 Confirmed little

If you have rated 6, 5 or 4, please describe: a) what has been confirmed; and b) what
you intend to do with this learning on your return to work.

(Ample space)

If you have rated 3, 2 or 1, please state as fully as possible the reasons why you gave
this rating.

(Ample space)

Figure 11.2  End of event learning questionnaire
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maximum information (for use by the trainer initially) about the reac-
tion of learners to the programme is required. The questions
suggested in Figures 11.3 and 11.4 can be changed to obtain responses
on specific aspects about which views are desired - for example,
comments on the length of the course, type of content and accommo-
dation. But it must be remembered that this reactionnaire does not
represent evaluation.

For every item place an ‘X’ in the scoring box that most closely represents how you feel
about the programme. Also, please comment briefly on each item about your reasons for
giving this score, particularly if your ratings are 3, 2 or 1.

6 5 4 3 2 1

Stimulating O O O O O O Boring
Please comment briefly why you have given this rating

Useful for my work O O | O (] £ Useless

Please comment briefly why you have given this rating

Relevant to my work O O O £ O O Irrelevant

Please comment briefly why you have given this rating

Good discussions O a O a O O Limited discussions
Please comment briefly why you have given this rating

Flexible structure O a 0 (W O O Rigid structure
Please comment briefly why you have given this rating

Well conducted O O O O O a Poorly conducted
Please comment briefly why you have given this rating

Demanding O O O O O O Undemanding
Please comment briefly why you have given this rating

Challenging | O | | O ([ Patronizing
Please comment briefly why you have given this rating

Well spaced out O O | O O O Too condensed

Please comment briefly why you have given this rating

Good use of time O (] O 0O (] O Poor use of time
Please comment briefly why you have given this rating

Good level of activity 0 O O O O O Poor level of activity
Please comment briefly why you have given this rating

My objectives achieved O O O a a a My objectives
not achieved

Please comment briefly why you have given this rating

1 would recommend the programme to my colleagues YES O NO [

Any other comments:

Figure 11.3 End of event reactionnaire (1)
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As with the learning questionnaire, ample space should be left for
textual responses in addition to the scoring. It should be noted that
the wording seeking textual responses is not the frequent, too general
‘please comment” which frequently results in no responses. Instead a
more definite request is made, detailing the type of response required.
The written request can be reinforced by the trainer/consultant when
the reactionnaire is being introduced.

Figure 11.4 suggests an alternative reactionnaire that excludes the
use of scoring scales, a feature which many people either consider of
little value (it is too easy for a ‘tick’ to be placed, sometimes at
random), or they believe implicitly, but erroneously, in the results
because they are ‘mathematically based’.

Which parts of the event did you find the most useful?
Which parts of the event did you find the least useful?
Are there any parts you would have omitted? If so, which parts and why?

ol o

Is there anything you would have liked to have seen added to the event? What
should have been removed to make room for it?

o

Which of your personal objectives were satisfied?
Which of your personal objectives were not satisfied?

7. Have you any other comments you wish to make?

Figure 11.4 End of event reactionnaire (2)

Stage 2

Stage 2 links closely with stage 1 as the action is taken immediately
following completion of the end of event learning questionnaire. The
learning questionnaire, among other things, identifies the learning
that the participant in the event has taken particularly to heart and
has started a commitment to the implementation of the learning. This
second stage reinforces this commitment and asks the learner to
produce a specific action plan, showing the learnt items that they
intend to implement on their return to work.

One area of discussion concerns the number of action items that
should be included in the action plan. Many ‘authorities’ suggest
three as a maximum, on the grounds that if more are listed there is
less chance of them being implemented. I do not go along with this,
principally from my own experience, considering that if a learner
identifies, say, six items and is asked to plan only three, he/she may
gain the impression that the other three aren’t important and thus
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forget them. It is all very well to say that they should implement the
first three then plan and implement another three. My experience is
that the likelihood of the second three taking place reduces with the
time taken to get round to them. If the learner has identified, say, eight
items of learning, and has taken the trouble to list these in the learning
questionnaire, they should be encouraged to plan action, at that time,
for all these learnt items.

Figure 11.5 suggests a straightforward format for an action plan
that can be completed by the learners and taken with them on their
return to work. If the consultant/trainer is to be involved in the later
stages of evaluation they should retain a copy of this plan, but basi-
cally the relationship for the action plan is between the learner and
their line manager.

ACTION PLANNED: TO BE STARTED BY HOW TO IMPLEMENT -
AND COMPLETED BY: RESOURCES, ETC:

Figure 11.5 An Action Plan format

Post-training evaluation measures

Stages 3 and 4 take place after the training and the responsibility for
undertaking this part of the evaluation process lies firmly with the
line manager. He/she is the only one with intimate contact with the
learner, in a position to observe and assess them, and also to assess
whether the expenditure of the training costs from their budget in
respect of their staff has been cost and value effective. Consequently,
irrespective of it being their responsibility, it is in their own interests
to be committed to fulfilling this responsibility.

This is the area where the evaluation process usually comes to a
halt, for the reasons quoted earlier and a number of others. It is
incumbent on the trainer/consultant to obtain the commitment for
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evaluation from the organization’s senior management and hence the
line management and ensure that steps are taken to educate the latter
in their responsibilities. Not an easy job, but one that must be tackled.
Most practitioners find that using the cost and value effectiveness
approach of the training for which the line management are paying is
likely to have the most effect. The reference is to the bottom line — in
this case well-trained staff by organization-assessed effective training
at an acceptable cost.

Stage 3

This stage takes place immediately after, or as soon after the training
event as possible. The line manager and the learner are the ones
involved, the trainer/consultant only taking part if invited to do so
and if fees have been agreed or the practitioner is otherwise willing to
take on this activity.

The basis of the stage is a meeting between the line manager and
the learner, preferably within a week of the end of the training
programme, the learner’s action plan being the working document.
At the meeting the participants discuss the learning, the actions
proposed and any requirements resulting from these proposals. The
meeting terminates with an agreement that:

B the learner will keep the manager informed of implementation
progress;

B the manager will observe the learner’s implementation whenever
possible;

B interim meetings will be arranged, as required, to discuss the
progress of the implementation.

Figure 11.6 is a checklist of questions and points that should be
considered at this post-training, debriefing meeting.

Stage 4

This is the final stage of this limited evaluation process and again
concerns the learner and the line manager, the training practitioner
only becoming involved if invited to do so or if prior arrangements
have been made for such involvement.

During the three to six months following the post-training
debriefing meeting between the learner and the line manager, the
learner should have been implementing the learning to which they
had committed themselves in the action plan. The line manager, in
addition to ensuring that any necessary interim meetings were held,



208 Planning the Evaluation of Training and Development

The questions that should be considered at the post-training debriefing meeting
between the learner and his or her line manager should include:

1. How effective was the training programme as far as the learner was personally

concerned? Did this differ from the views of others?

2. How effective were the trainers? Approachable, logical, clear in their presenta-

tions, good use of visual aids, not too hurried etc?

How appropriate was the training material as far as the learner was concerned?

How up to date was the material?

Were the programme objectives achieved? If not, why not?

Were the learner’s personal objectives achieved? If not, why not?

What did the learner learn as new material, have usefully confirmed or be

timeously reminded of?

A full discussion of the learner’s action plan:

— What is planned to be done? How is it to be implemented?

— When and over what period? What resources are required?

~ Does the learner want the line manager to help in any way?

9. Any other aspects not covered by the above.

10. A date arranged, between three and six months hence, to discuss a final imple-
mentation review. The availability of interim reviews should also be discussed
and agreed.

11. The line manager should discuss with the relevant trainers any feedback from
the learner about which it is felt they should be made aware.

Noosw

®

Figure 11.6  Guidelines for the post-training debriefing meeting

should have been observing the learner in the implementation
processes that had been agreed.

At between three and six months a final or major interim review
meeting should be arranged, to look at: a) what has happened in that
period; and b) what needs to be done in the future. At this meeting the
longer-term, lasting value of the learning can be assessed: the real
assessment of any learning and training processes. Figure 11.7
suggests guidelines for this longer-term evaluation meeting.

The questions listed in Figure 11.7, and any other relevant ones, will
have ensured that action to implement the learning has been or will
be taken and, apart from any later review to consider actions that
have followed this review, the assessment of the learning is complete.

The line manager, looking to the training of other members of staff,
might wish to extend the discussion past the guidelines listed above
and consider with the learners their views of the training process they
underwent, with the hindsight that time and learning implementation
has given them.

Questions can include:

1. Which parts of the event were found to be the most useful?



Planning the Evaluation 209

N

Which parts of the event were found to be the least useful?

3. Are there any parts that should have been omitted? If so, which
parts and why?

4. Is there anything that should have been added to the event? What
should have been removed to make room for it?

5. Which personal objectives were satisfied?

6. Which personal objectives were not satisfied?

7. Any other comments?

The questions that can be usefully considered and discussed between the learner
and the line manager at the 3 to 6 months review meeting include :

1. Which items of the action plan have been implemented so far?

What degree of success has been achieved in respect of these items?

To what factors or reasons is the success in implementing these items attrib-

uted?

Which items of the action plan have not yet been implemented?

Which of these items have been tried but couldn’t be implemented?

Why did this occur?

Which items have not yet been attempted?

Why have these not yet been attempted?

What plans does the learner have to:

- attempt to rectify unsuccessful items?

- implement the as yet unattempted items?

10. Are there any additional plans? If so, obtain similar comments or full details.

11. What needs, other than the action implementation discussed, does the learner
have that the line manager can ensure are satisfied?
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Figure 11.7 Guidelines for the longer-term review meeting

Any appropriate comments can then be passed by the line manager to
the trainer/consultant or the organization’s training manager.

This process will help line managers who are interested in and
committed to the training and development of their staff and also
their own self-development. One aspect of this will be how they have
managed the post-training evaluation, as seen through the eyes of the
learner. So, part of the final review process, although principally to
confirm the implementation of the learning, can also be used to ask
the learner questions that seek responses about their views on how
the follow-up procedure and its outcomes have been processed and
managed — was it what they wanted and expected or would they have
preferred some other type of approach or some other person?

I believe an evaluation system such as that described will be
attractive to consultants, trainers, senior managers, line managers
and learners alike, and will go a long way to achieving effective
training and learning evaluation. To do less is hardly worth the title of
evaluation.
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Whichever method or approach is used, the planner must take into
account that there will be a time cost. One particular emphasis must
be on the inclusion in the programme for time at different stages for
validation approaches, and certainly for the end of course learning
questionnaire and action planning. If the course finishes at lunchtime
on the final day most of the morning being usefully allocated to this.
On longer programmes the simple action plan process can be
improved by pairing the participants to discuss their plans and make
mutual suggestions for improvements. This, of course, requires even
more essential time, but it is well worth it, as is any time devoted to
validation and evaluation.

PLANNING CONCLUSION

I hope the reader has found the practical advice given for planning
training and development sessions and programmes of use and has
not been put off by the apparent complexity of the techniques and
approaches. I have tried to keep them as straightforward and readily
practical as possible, but whatever time is spent on planning, whether
in business or not, this time is well spent, any event being less than
effective without it. There are strong arguments for having a training
programme planner in an organization, whether to plan and develop
the programmes before passing them over to the course/session
planner/ practitioners, perform the full process hand in hand with the
practitioner, or as a consultant, internal or external, to the practi-
tioner/planner. It is essential for any training planner to have an
extensive knowledge of training practices and techniques, usually
more wide ranging than the practitioners themselves, and the
‘external’ location of such a planner ensures that views and guidance
are made from a neutral standpoint.
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Further Reading

Publications relating to all areas of training and development are now
abundant, quite a different situation from when I wrote my first book,
The Skills of Training, in 1983 — which I did precisely because of this
very lack of training advice books. The following list contains books
to which I have referred in the text, and others, the majority of which
I have used and can recommend. But there are many more and, like
activities, it is difficult at times to find the one you want. Obtain cata-
logues and book lists from the principal publishers and use person-
ally recommended books. Another source is the Training Journal,
which publishes in the monthly issue reviews and announcements of
recent books, videos and other resources, principally with a training
and development connection. The Internet now has online bookshops
where information can be sought and publications purchased (eg
www.Amazon.co.uk and www.uk.bol.com). Gower publishes an
Interactive Directory of Training Resources on PC disks that give instant
reference to 6,200 CD-ROMs, CD-is, computer-based training prod-
ucts, open learning programmes, training videos, activity manuals
and books in over 200 topics from 140 publishers and producers. The
major publishers also have Web sites where online catalogues can
searched and in many cases books ordered online.

Activities

Elgood, Chris (1993), Handbook of Management Games, 5th edn, Gower.

Elgood, Chris (1996), Using Management Games, 2nd edn, Gower.

Jones, Ken (1993), Imaginative Events, 1 and 2, McGraw-Hill.

Jones, Ken (1997), Games and Simulations Made Easy, Kogan Page.

Ments, Morry van (1999), The Effective Use of Role Play, 2nd edn, Kogan
Page.
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Rae, Leslie (1999), Using Activities in Training and Development, 2nd
edn, Kogan Page.

Russell, Tim (1998), Effective Feedback Skills, 2nd edn, Kogan Page.

Coaching, etc

Alred, Geoff, Garvey, Bob and Smith, Richard (1998), The Mentoring
Pocketbook, Management Pocketbooks.

Atherton, Tony (1999), How to be Better at Delegation and Coaching,
Kogan Page.

Buckley, Roger and Caple, Jim (1996), One-to-One Training and
Coaching Skills, 2nd edn, Kogan Page.

Fleming, Ian and Taylor, Allan J D (1998), The Coaching Pocketbook,
Management Pocketbooks.

Jerome, P ] (1995), Coaching Through Effective Feedback, Kogan Page.

Parsloe, Eric and Wray, Monika (2000), Coaching and Mentoring, Kogan
Page.

Salisbury, Frank (1994), Developing Managers as Coaches: A trainer’s
guide, McGraw-Hill.

Computer, internet and Web training

Crainer, S (1995), The Complete Computer Trainer, McGraw-Hill.

Greer, T (1998), Understanding Intranets, Microsoft Press.

McConnell, D (2000), Implementing Computer-supported Co-operative
Learning, 2nd edn, Kogan Page.

McDowell, Steve and Race, Phil (1998), 500 Computing Tips, Kogan
Page.

Steed, Colin (1999), Web-based Training, Gower.

Tucker, B (1997), Handbook of Technology-based Training, Gower.

Wynn, Peter (1994), Computer-based training, in Handbook of Training
and Development, 2nd edn, ed John Prior, Gower.

General training techniques

Adair, John (1986), Effective Teambuilding, Gower.

Bailey, Diane (1998), The Training Handbook, Gee (also now on CD-
ROM).

Buckley, Roger and Caple, Jim (2000), The Theory and Practice of
Training, 4th edn, Kogan Page.

Buzan, Tony (1984), Use Your Head, BBC Publications/ Ariel.

Buzan, Tony (1986), Use Your Memory, BBC Publications.

Cotton, Julie (1995), The Theory of Learners, Kogan Page.
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Cotton, Julie (1995), The Theory of Learning, Kogan Page.

Cotton, Julie (1995), The Theory of Learning Strategies, Kogan Page.

Davis, John (1992), How to Write a Training Manual, Gower.

Forsyth, Patrick (1992), Running an Effective Training Session, Gower.

Landale, Anthony (ed) (1999), Handbook of Training and Development,
Gower.

Margerison, C J, McCann, D ] and Davies, R V (1986), The Margerison
and McCann team management resource: theory and applications,
International Journal of Manpower, 7 (2).

Rae, Leslie (1988), The Skills of Interviewing, Gower.

Rae, Leslie (1992), Guide to In-company Training Methods, Gower.

Rae, Leslie (1995), Techniques of Training, 3rd edn, Gower.

Rae, Leslie (1998), Using People Skills in Training and Development,
Kogan Page.

Rae, Leslie (1998), Using Training Aids in Training and Development,
Kogan Page.

Rickards, Tudor (1988), Creativity at Work, Gower.

Robson, Mike (1988), Quality Circles: A practical guide, 2nd edn, Gower.

Siddons, Suzy (1997), Delivering Training, IPD.

Thorne, Kaye (1988), Training Places, Kogan Page.

Tilling, Mike (1999), The Induction Organiser, Gower.

Tilling, Mike (1999), The Learning Organiser, Gower.

Townsend, John (1996), The Trainer’s Pocketbook, 8th edn, Management
Pocketbooks.

Learning

Honey, Peter and Mumford, Alan (1992), Manual of Learning Styles,
Honey.

Honey, Peter and Mumford, Alan (1996), How to Manage Your Learning
Environment, Honey.

Kolb, David (1984), Experiential Learning, Prentice-Hall.

Planning Training Programmes

Bailey, Diane and Sproston, Clare (1993), Choosing and Using
Consultants, Gower.

Bourner, Tom, Martin, Vivien and Race, Phil (1993), Workshops That
Work: 100 ideas to make your training events more effective, McGraw-
Hill.

Cartey, Ron (1996), Inspirational Training, Gower.

Fletcher, Shirley (1997), Designing Competence-based Training, 2nd edn,
Kogan Page.
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Harrison, Nigel (1995), Practical Instructional Design for Open Learning
Materials, McGraw-Hill.

Hottos, S (1993), CD-i Designers Guide, McGraw-Hill.

Leatherman, Dick (1990), Designing Training Programmes, Gower.

Mager, Robert F (1984), Preparing Instructional Objectives, Pitman.

Mager, Robert F (1988), Making Instruction Work, Lake Books.

Pinnington, Ashley (1992), Using Video in Training and Education,
McGraw-Hill.

Pont, Tony (1996), Developing Effective Training Skills: A practical guide
to designing and delivering group training, McGraw-Hill.

Rae, Leslie (1994), How to Design and Introduce Trainer Development
Programmes, Kogan Page.

Rae, Leslie (1994), The Trainer Development Programme, Kogan
Page.

Truelove, Steve (1997), Training in Practice, Blackwell Business.

Training needs analysis and evaluation

Bartram, Sharon and Gibson, Brenda (1994), Training Needs Analysis,
Gower.

Bartram, Sharon and Gibson, Brenda (1999), Evaluating Training,
Gower.

Bramley, Peter (1996), Evaluating Training, IPD.

Craig, Malcolm (1994), Analysing Learning Needs, Gower.

Kirkpatrick, Donald L (1996), Evaluating Training Programs: The four
levels, Berret-Koehler.

Petersen, Robyn (1998), Training Needs Assessment, 2nd edn, Kogan
Page.

Rae, gLeslie (1997), How to Measure Training Effectiveness, 3rd edn,
Gower.

Rae, Leslie (1999), Using Evaluation in Training and Development, Kogan
Page.

Reay,gDavid (1995), Evaluating Training, Kogan Page.
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