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CHAPTER 5

Designing Learning Interventions

DR CRYSTAL ZHANG AND DR Niki KYRIAKIDOU

LEARNING OUTCOMES

By the end of this chapter you will be able to:

» critically evaluate a range of learning and instructional design theories and principles

= apply them to select and justify appropriate learning and development methods and
delivery channels with engagement and support of other professionals and managers

o design learning plans and interventions to meet identified needs in a timely, feasible and
cost-effective way.

5.1 INTRODUCTION

This chapter is about designing learning interventions (DLIs), especially in the context of
the modern diverse (for example, multicultural and multi-generational) workplace. Learning
involves the organisation, the learner and the trainers. Each group brings their own
perspectives on what constitutes an efficient learning intervention, Hence, it is important for
us to explain what is learning, what are learning interventions, what do these involve in
terms of design, and finally why the topic is important enough to warrant your attention
and time. Sadler-Smith (2006, p2) argues that ‘learning is at the heart of organization’.

This chapter will start with the definition of learning, training and education, then
provide guidance to learning intervention designers (LID) as to what needs to be taken into
consideration when designing a learning and development strategy. An LID or management
development consultant will need to be aware of three aspects when designing learning
interventions: the meaning of learning and learning intervention; the aspect of the
organisation; and the learner and trainer himselffherself. Hence, this chapter will first
examine the design of learning interventions from an organisational perspective, such as the
culture and context of the organisation, the organisation’s purpose and the objective of the
training, the cost and resources available from the organisation, and finally, the stakeholders’
expectation towards the organisation. Secondly, it is important for the trainers to know all
relevant information from the learners’ perspective. For example, it is important to have a
full understanding of learners’ current skills and knowledge, their attitudes towards learning
and their individual learning styles. Finally, the chapter will apply the critical evaluation of
the learning theories and organisational context to the design of appropriate learning and
development methods and the delivery channels. Figure 5.1 summarises the structure of this
chapter, ie the perspectives of the organisation, the learner and the learning intervention
designer (LID). The ultimate goal is to produce a guide for LIDs to designing learning
intervention based on the analysis of those three perspectives.
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ot, learners are considered as a homogeneous target. The modern
workplace is now markedly different from a decade ago, with changes in employment laws
meaning that people of different generations now work next to each other. There is also
more diversity at work with different cultures and backgrounds coming together. Thus a
blanket fit-all learning intervention might not be the most suitable, and diverse learners’
perspectives need to be considered.

At the onset of designing learning interventions,
learning is created for, The aims are, generally:

More often than n

it is important to determine what the

@ to raise awareness (of old or new techniques/issues)

o to facilitate consensus and teamwork

o to assist in formulating policy or strategy

e to implement plans or new approaches

o to enhance skills and foster networks.

During the learning intervention, both the trainer and the learner’s perspective need to be
aligned for optimum learning transfer.

This chapter reflects on research, theories and current practice in order to identify best
practice in measuring the effectiveness of training delivered. For example, Kirkpatrick’s
four-level training evaluation model (reaction, learning, behaviour, results) or Kolb's
experiential learning theory (which works on two levels: a four-stage cycle of learning and
four separate learning styles), can help stakeholders involved in training programmes
objectively analyse the effectiveness and impact of each stage of the process so they can
evaluate the overall experience and provide strategies (action plans) for development in

the future.
Figure 5.1 Factors affecting designing learning interventions (DLIs)

Organisational
|perspective:’
Cultural & context;
Purpose & objective;
|Cost & resources;
Shareholders' expectations
Learning
intervention Learners'
designers' BlIs  perceptive:
perspective: Current skills &
(Competence, knowledge;
ikonledge; Atfitudes;
Experienoe; Learnjng style
Learning style o

.2 WHAT JS LEARNING?

erstand the meaning of learning based on the distinction between
e often used interchangeably.

5

It is important to und
‘education’, ‘training’ and ‘learning’ even though these terms ar
According to Mayo and Lank (1994) and Rosenberg (2001):

o education: refers to a change in knowledge (Mayo and Lank 1994)
o training: refers to a change in skills (Mayo and Lank 1994)
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o learning; refers to a process of acquiri s ar
: quiring new skills and
enlidiidiing Péefitingnos (Rossnberg 20 gl)- s and/or knowledge for the purpose of

A i .. .

ini;:iltl'g t(; :ihile1 CIPD,. training is defined as ‘an instructor-led, content-based

GaE ‘;;1* cading to de.su' ed changes in behaviour’. Whereas, learning is a self-directed

differenacse be]f::;ucesil leading to increased adaptive potential (Sloman 2005). One clear,
een these two terms i 5 i =t :

directed, is whether the intervention is instructor-led or learner-

Figure 5.2 summarises these definitions, and the relationship between them

Figure 5.2 Learning, development, training and education

Education: Training:
change in change in.
knowledge skills

\_/

Learning: acquiring
new knowledge,
skills, and

experience _
for current needs

Skills or
‘qualifications
enhancement

for future needs and
career prospects

5.3 THE ORGANISATIONAL PERSPECTIVE |

;’l:rlspitzciti;rln :fi ﬁrstﬂ:xan;jne the éiesign of learning interventions from the organisational
tive, such as the culture and context of the organisation, tl isation’
and the objective of the trainin : b s e
] g, the cost and resources available from the organisati
; ( ; ‘ anisation,
?}?juij‘lalg’ the dstakeholden. expectation towards the organisation. (Detailed agnal}fsis on
jective and purpose of the training is already covered in Chapter 4.)

5.3.1 CULTURE AND CONTENT OF THE ORGANISATION

gﬂl}:gi;; }l: ;Jh&en f:xplained -.:is tl;at which is taken for granted in a society or organisation

ere is no standard definition of culture, at its sic, i ‘

: « 3 most basic, it refers to the

griaulningz ég;ental.as_sumptlons) _that the people attribute to their actions (Ravasi and

e dz tmhh).lethln.an organisational setting, culture is often related to the shared

) }]: es, belie ;, bt.ahemours an.d assumptions about what the organisation is there to do

‘artcf: ;[e,asc;nti or its success historically. Similarly, culture can also be thought of as the;
s of the organisation - such as organisational routines i .

tisat : » working language, systems

;id structg;es. Orgamsanogal culture affects the way people and gmupg cmfmugnjc;:te and

o eé‘a.ct wu' each c'>ther, with clients, and with stakeholders (Modaff et al 2011). Personal

perience is considered as a variable that impacts on organisational communication




Designing, Delivering and Ev

and sees culture in three different ways (originated by P

Tompkins 1988):

o Traditionalism: views culture as an object that
related to other organisational paradigms such as stories, rituals, and symbols.

» Interpretivism: views culture
o Critical-interpretivism: critic
or even outright oppression. This perspective views ¢
meanings and language which has bee
of the ‘'privileged’ classes (senior managemen
with disadvantaged or oppressed organisational gro

Case Study 5.1 provides important evidence
organisational paradigms. The evidence provi
experienced direct sex di
are not) and mistreatmen

within the organisation.

CASE STUDY 5.1 @ ~

n developed by

scrimination (in access to training
t with regard to other colleagues’ behaviour and work attitude.
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can be measured, labelled, classified

subjectively through a network of shared meanings.

al scholars regard organisations as instruments of privilege
ulture through a network of shared
the dominant thinking and acting
t, ovwnets etc) during their relationships
ups (workers, women etc) working

of a pattern of unlawful behaviour, attitudes and
ded could show that the female employee has
and being criticised where males

utnam 1982, and Redding and

DIVERSITY

According to the Equality and Human
Rights Commission in the UK, it is against
the law to subject employees

or vocational trainees to harassment

on grounds of their sex or gender
reassignment. Harassment is a form

of direct discrimination.

Sexual harassment is defined as
unwanted behaviour that takes place
simply because someone is a woman or
a man. The behaviour is done with the
purpose of, or has the effect of, violating
the person’s dignity, or it creates

an intimidating, hostile, degrading,
humiliating or offensive environment

for her (or him).

Example

‘| am a female apprentice electrician and
all my colleagues are men. | feel like even
though my work is of a high standard, my
boss constantly criticises me and shouts
at me whereas he does not bully the men
in this way. A new male apprentice has
started at work and he is receiving much
more one-to-one training and assistance.

| asked for the same training, which

| need in order to complete my
apprenticeship, but my boss called me

a “stupid little girl” and said that if |
couldn’t do the job properly | should
leave. My colleagues often play tricks on
me such as putting my tools on a high
shelf where they know | can’t reach them.
They do not behave this way towards one
another. | am now keeping a diary to
record all these incidents so that | can
make a complaint.’

Source: http://www.equalityhumanrights.
com/advice-and-guidance/your-rights/
gender/sex-discrimination-your-rights-at-
work/ 4

Question

Can you identify organisational
practices/elements of organisational
culture that impact on the formation of
shared meaning, attitudes etc by
taking into consideration the example
on gender discrimination?

According to Johnson and Scholes (1999), it

context and business environment, through an examinati

web over a period of time (Simmonds 2003).

is possible to explore the otganisational
on of an organisation’s cultural
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Figure 5.3 The cultural web

Stories
Symbols
The
paradigm
Power
structures

Source: adapted from Simmonds (2003)

The Fultural web, as shown in Figure 5.3, is a representation of paradigms, of an organisation
and its culture. It aims to help managers address the challenge of strat’egy-drivei cultural
change. Fach of the components of the cultural web can be broken down further and th
are a.lso interrelated in order to obtain a fuller understanding of the organisational culture i
th.uafs and routines: The routine behaviours that members of the organisation dis .la §
bqth internally and towards those outside the organisation make up ‘the way wep dz)
things around here’ on a day-to-day basis. It may provide a distinctive or a.t'l)isati(m 1
competence, but can also represent a taken-for-grantedness which can be gdifﬁcult til)
i:j};airclﬁet.hThe ritu‘als .of organisational life are particular activities or special events through
Organisateiofagld;ﬁlfggu:?phasmes what is particularly important and reinforces particular
The stories.told by members of the organisation to each other, to outsiders, etc, embed
the present in its organisational history and also highlight important )ever)lts and
per;onzzhtlles. They tend to cover successes, disasters, heroes, villains and mavericks
. u};rglog tshseuilgz.rslilszgcés;l 'ofﬁces, cars and titles can be a shorthand representation of the
Pov.ver structures are also likely to influence the key assumptions. The most powerful
groupings are likely to be closely associated with the core assumptions and beliefsP
The organisational structure is likely to reflect power and show important r.oles and
relatlons%lips. Formal, hierarchical, mechanistic structures may emphasise that strategy is
the province of top managers and everyone else is ‘working to orders’. Highl devuglired
structures may signify that collaboration is less important than competition for};.xarn le
' The control systems such as measurements and reward systems em};hasise whf;t .is
1mpor.tant to monitor in the organisation. Reward systems are important influences o
bel};il\lnours, Zut can alhso prove to be a barrier to success of new strategies. i
e paradigm of the organisati i i
o Ojtah " elgme ﬁft the thg Cunn;t;;)ln V\(:g)c.apsulates and reinforces the behaviours observed
As we have seen in the definitions, and in the example about workplace harassment
there is a tendency for organisations’ strategies to persist because they are taken-fo :
granted assumptions about the nature of the organisation, its environment and the war)_r
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things are done in the organisation (shared meanings). Even when a strategy is formulated
based on shared meanings and ground rules, organisations can often experience difficulties
in making significant changes to current organisational strategy. One of the main problems
organisations face in managing strategic change is effecting changes in organisational
culture. By mapping aspects of organisational culture it may be possible to see where
barriers to change exist and also what aspects of the existing culture are in line with the
desired future strategy (Simmonds 2003).

5.3.2 INVESTMENT IN TRAINING AND DEVELOPMENT: VALUE FOR MONEY?

Many UK organisations spend a lot of money in order to invest in their employees’
training and development activities. While economic recession has a significant impact on
resources available, there is still debate around the importance of training as one of the
most significant variables for sustainable employment (UKCES 2010).

Research conducted in this area has demonstrated that money allocated for training
provision and career development of the employees has not been very well spent. Indeed,
estimates suggest that between 15% and 20% of learning investments in organisations
have a positive impact on employees’ work performance (Leimbach 2010). This is miore
apparent within small and medium enterprise organisations. This is according to research
from the Forum of Private Business (FPB), which found that cost was the main barrier to
training in 61% of small businesses. The main concerns of SMEs in the successful
implementation of their training provision are based on, first, their failure to identify
needs effectively and, secondly, on their weakness/lack of expertise in designing
appropriate training to meet the identified training needs.

ral
( GLOBAL CHALLENGES ON SUSTAINABLE EMPLOYABILITY AND
INNMOVATIVE HRD PRACTICES
4
LN
L One of the most important challenges for  intense. Similarly, the international flows
2 contemporary leaders is to strive for of economic migrant qualified employees
‘5): engaged and productive employees will continue to grow, raising challenges
m for a long-term career within their concerning fair access to employment
é organisations. However, current global opportunities and work training
trends (as identified by the G2o Training provision.
Strategy rep?rt " 2019) demonstrate. 1 What particular challenges might a
that economic growth in the future will . .
. university lecturer face when
depend even more heavily than today . . .
. teaching groups of international
on the productivity of the workforce, . .
L mature students with previous
complemented by rising labour force . . .
o i working experience undertaking
participation rates, especially among .
an executive MBA programme?
women, graduates and older workers.
in this context, the challenge of lifelong Would a trainer/business consuitant
learning, particularly among unemployed providing training for middle
graduates and/or ageing but managers within a multinational
economically active employees is very organisation face similar challenges?

As we will see in the next sections, a careful consideration of learning needs within the
organisation combines with a range of appropriate training strategies in order to design a
systematic training intervention (framework) of organisational learning, education, training
and development.
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ol
5.3.3 THE PURPOSE AND OBJECTIVE OF THE TRAINING

;furralinitnfc'in;dtﬁeveloplment helps ‘in optimising the utilisation of human resources, and in
A Stmcturp;d ! l:{,fp(;l;':llz ;};f)et;z L:il; :geze é)rganii;ational gl_(lnzils as well as their individual goals.
_ nd development helps to provide an opportuni
Zigzsissattr;;itu{f rgor ﬂzi (?E\:lelopment of .peaplc’s technical aﬁd behaviouf:ﬁ sklulll-lsltfnanas
orgaies . It also helps the empl.cnyce in attaining personal growth, increasing the job
nowledge am‘:I set of transferable skills of employees at each level. :
'I:hereiorc it is very important for the organisation in general and the trainer in
Fnirllx::lrizgfto Cal‘(?fl?ll)f identify the training needs and then design the principles for
mepfacﬂitatj.srg t:a;?;?{igdglziwtti.s and dgor;d p{'act.ices‘. Setting learning objectives will help
oo o ection and clear indication of what is to be achieved through
. ;L[I\:vell—devgloped statement of intent in line with a set of learning objectives is the first
¢ most important step towards the design of a systematic training and development
programme as it defines the purpose of the training., activity and its outcomes I}t ai:
generates a set (?f learging principles/guidelines, such as the fE)llowing which wﬂl hel :[0
facilitate the design of internal and external training events: ) e

I Emphasise standards: One of the ultimate go: ining i i
: goals of training is to highlight th
perfo.mlance.st:mdards that attach to various jobs within the nrgan%satgion arfd also
fqu{de the lglh;s b;ltwecn the training needs analysis and the design and delivery of
raining, enabling the trainer to consider which path t i i
o o g - e path to follow in order to achieve the

2

Prov1éije cons?stlency: A well-designed training programme should ensure that those
fl;;en ng trammg will be instructed, and there is consistency in terms of the
information provided, throughout the section, department or company.

Develop objective outcomes: Clear learning objecti i

3 = 5: g objectives, which are based on a systemati
rfl\ iew of trau].mg needs analysis of an individual, should develop outcome; t;y;temauc
s c;).qu.bc achievable, pragmatic and measurable during the performance appraisal
reviews. In other words, learning objectives and the design of training methods should

be geared to individuals i i 2
Mubmford 19;12 J .m uals, learning styles and training needs (Kolb 1984; Honey and

@ N]El;ZTING BUSINESS NEEDS THROUGH LEARNING AND

. [?.E\ELOPMENTINAi_ARGE SUPERMARKET RETAILER

. (MAMED ABC) IN THE UK

>

S Since the economic recession i

> it e mermariet on.|n. 2007,' thr.OL.lgh technical and behavioural

0 and retail industries  training.

. have experienced a significantly turbulent - :

L time. However, ABC, a large British Julia, the Regional Operational Manager

S supermarket retailer, has managed to (ROM), shgres her experience in learning
respond to the crisis through a long-term and development in ABC.
investment in learning and development 'S dynamic, fast-paced and challenging.
of its employees. ABC has dedicated I’'m given all the space | need to do things
Stores of Learning (SOLs) across the my way, which I find really inspiring. Of
company. These are stores which serve course, we have a framework that we all
as centres for providing excellence work to which is based on a systematic
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training provision, but it is very flexible,
so | never feel constrained at all. In fact,

e providing a pipeline for an internal
talent pool.

this is one of the reasons | joined ABC in Source: adapted from The Times 100,
the first place At ABC, if you put in the Business Case studies

work and you are committed to learning
and development programmes that are
available to you based on your position,
the reward and progression is definitely
available.'

http://businesscasestudies.co.uk/asda/
meeting-business-needs-through-
training-and-development/costs-and-
benefits-of-training-and-development.
html#axzz2kRCYqWx))

Read more: http://businesscasestudies.
co.uk/asda/meeting-business-needs-
through-training-and-development/costs-
and-benefits-of-training-and-
development.html#ixzz2kRCnzoEx

This example demonstrates that
appropriate investment in learning and
development increases retention of
colleagues and leads to higher-
performing and more productive teams,
which in turn support ABC's growth and
expansion plans.

’ ining are
-sr:eenkieny: perelts AR e Reflecting on the principles of learning
explored in the text, develop a
framework of learning objectives for
Julia that helps her develop effectively
within the organisation.

Question

e increased productivity, improved
quality of service provided, and thus
enhanced customer satisfaction

e increased employee morale which
leads to a more motivated team

those who cannot learn, unlearn, and relearn.

Alvin Toffler

This often misquoted quotation from Alvin Toffler cm_phasisesf the le.}rnmg,. ?nlearrr;mOg;
and relearning of the learner. Learning is mostly a:fsoclated with the {.)‘rm;itnc ye:lij % of
childhood and adolescence, when the child’s mind, it has been ai.'gued, is akin lt{(: lal 3 P
slate and the learner is taught and expected to learn. Adult learmg'at the workp ac;,h ;
the other hand, can be harder, as the learner has hai.:] years Of. life expcnentrt:f an ; :,1:
developed his/her own personality, learning and cognitive sFyle. I-urtherrrlmrvf, e rcrll_lo \ :i "
workplace is now staffed with multigenerational and. multlcultura% emp’ot}iwes, ela i
their own personal life experience and culture. During I'_h.e_learnmg needs z;n;y rﬁ.n »
learner analysis is performed to determine who needs training, whathty_}faﬁ.o ai " %\,ﬂ]
needed and whether training needs to be adapted for some lf?ar11era.‘ aﬂlz slec:ioﬂs =
consider the learning intervention from the learner’s perspective. (Detailed analy
learning theories is available in Chapter 2.)

5.4.1 ANDRAGOGY LEARNING THEORY

Until the mid-1920s, learning theory did not differentiate between children ané:i aleéults;ias
learning was assumed to be unnecessary once adulth.ood had been r?c:hf: {9;150\ a;g
1973). However, a series of studies from Lindeman in 1926, Thorndike 1m o
Sorenson in 1938 (Knowles et al 2005) paved the way for andragogy (adult learning) as 2

separate theory from pedagogy (children learning). These were refined by Knowles (1973)
into the basic components of a theory of adult learning,

1 Relevance and practicality

Adult learners must first understand why they need to know something before they
actually invest time in learning it. A study by Trueman and Hartley (1996) showed
that ‘mature students had better study habits than the younger students in that they
engaged in more “deep” and less “surface” learning than did the younger students’, As
such, it is preferable for learning interventions to have ‘need to know’ information
rather than ‘nice to know’ information, and a clear learning outcome for what the
knowledge/information will be useful for. e

Self-image

Adult learners use their experiences to build their self-identify, and tend to become
resentful when these images are not valued in a learning situation.

[3e]

3 Life experience

Building on the previous theme, adult learners need to feel as if their life experience is
important as it helps them make connections between old and new knowledge. Life
experiences are wide and varied, but can be ‘stereotyped’ into generational experiences —
the Baby Boomers, Generation X, Generation Y and Generation 7, (see Table 5.1).

4 Preparation

Adult learners will generally prepare more for a learning situation, and manage their
learning time better. Trueman and Hartley (1996) showed that adult students reported

the most use of time management strategies; however, this did not necessarily translate
into better academic performance overall.

5 Motivation
Adult learners want to learn to solve or address a particular problem, and are more

satisfied with their learning if it relates to everyday experiences, is practical, or is

current. They are in the learning situation by choice and do not require the extrinsic
motivational rewards that children do.

5.4.1.1 Individual characteristics affecting learning outcome

Adult learners have individual characteristics, which may affect the learning outcome.
Many motivation theories, such as Vroom’s Expectancy Theory and Maslow’s Hierarchy
of Needs, place personality as an important factor in motivation (Ford and Weissbein
1997). We here can consider three individual attributes: self-efficacy, goal orientation and
motivation to learn (Salas et al 2012), which are very closely related to the andragogy
learning theory. Furthermore, they have also to be linked to the efficiency of the transfer
of learning to the workplace (Burke and Hutchins 2007).

1 Self-efficacy

The trainee with high self-efficacy is more likely to participate in learning, work harder
and persist longer during learning activities (Phan 2011). This individual is more likely
to be motivated to perform well in a training programme and to transfer newly
learned skills to the workplace (Bandura 1997). A meta-analysis of the literature on
training motivation found that self-efficacy has a strong correlation with motivation to
learn and motivation to transfer (Colquitt et al 2000). Thus training should be
designed to promote self-efficacy, such as ensuring early successful learning
experiences during the training programme.

88}

Goal orientation

There are two types of goal orientation: performance-oriented or mastery-oriented.
Mastery orientation and time on task were the strongest predictors of performance on
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the learning outcomes (Fisher and Pord 1998). Trainees with high performance-
orientation prefer to concentrate on training exercises where they can achieve better
scores (to prove they are capable), and will avoid those where they may fail (so as not
to show weakness). On the other hand, trainees with strong mastery-orientation will
rformance outcomes may be poor, but this is

f new skills and learning through experience and
riented trainees prefer highly structured training

sks, while mastery-oriented trainees

seek to acquire new skills. Pe
compensated by acquisition 0
mistake. Thus, performance-o
programmes with successively more difficult ta
prefer the freedom to learn and explore.

| ‘ |

Generation Y:
1981-1995
What’s next,
multitasking, tenacity,
entrepreneurial, tolerant,
goal-oriented
A means to an end,
fulfilment

| The young leaders
century
Participitative
Email, voice mail

Whenever I want it, at
the push of a button,
meaningful work
Working with other
bright creative people

Balance

Maotivation to learn
Motivation is a very individual characteristic and is dependent on numerous factors,

including the previous two and also on individual circumstances and context.
Cognitive abilities and learning styles affect motivation, as do age and culture.

(S3]

5.4.1.2 The generational workforce

People resemble their times more than they resemble their parents.

Arabic proverb

Sorry to interrupt, but

how am I doing?

Generation X:

1965-1980

Eliminate the task.,"self—
reliance, want structure
and direction, sceptical
challenge others, ask why
Direct, immediate
Freedom is best reward

A difficult challenge, a
Evé-fyone is the same,

contract

Entrepreneur
| .
Do it your way, forget the

rules
‘ Balance

It is dangerous to stereotype any group. However, members of each generation tend to be
grouped according to shared experiences in their formative years such as music, values, | i
historical events and most importantly for this discussion:

education, communication styles,
work ethics. While this holds true at the group level (hence the starting proverb), individual
|

attitudes, preferences and characteristics can vary wildly. Nonetheless, understanding each
generation from a broad perspective can make it easier to work more productively with
members of each and offers a foothold for designing better training interventions aimed at
each group.
Historically, the workplace consisted of mainly two groups: the old-timers and the
know-it-all young hotshots (Johnson and Johnson 2010). However, the demographics
in the workplace slowly evolved into three, then four generations working side by side: the
Veteran generation (born pre-1945), Baby Boomers (born 1946-1964), Generation X
(born 1965-1980), and Generation Y (born 1981-1995). As the Veteran generation retires,
Generation Z (born after 1995) will soon be emerging into the labour marlket, so that by
2015, the workplace will stretch to potentially five generations in some instances (KPMG
2013). It is important to note that this construction of generations is preferentially applied
to the West. In China, for example, the generations are grouped by decades, hence the
post-80s (born after the introduction of the one-child policy in China) and the post-90s
(born during the Chinese economic boom).
By 2020, 36% of the working population will be over the age of 50 (CIPD 2011). At the
same time, older workers are increasingly looking to extend their working lives, with more
than 50% of workers aged over 55 planning to work beyond the state retirement age
(CIPD 2010). Furthermore, people are living longer, with a predicted 19 million people in
the UK aged over 60 by 2030 (Urwin 2004). It is therefore important to understand the

changing demographics in the workplace and what motivates the learners from the
Table 5.1 summarises the attitudes to work of the four

different generational groups.
current generations (Adecco 2013). Importantly, a recent survey across workers from the

UK, USA, China and India shows that Generations X and Y place greater emphasis on
opportunities for learning when choosing a company (see Table 5.2; Johnson Controls
2010). While this was from a small sample group (around 5,000 respondents), it reveals
the change in work perception as we grow older — a desire for learning when younger
(most probably linked to an opportunity for promotion as a result of undergoing training)
to a more content phase as approaching retirement.

1946-1964
Workaholics, work
efficiently, crusading
causes, personal
fulfilment, desire quality,
question authority

An exciting adventure
In person

Don’t appreciate it;
money, title recognition
No balance, work to live

| You are valued, you are
needed

‘ Consensus, collegial
| Team player, loves

| Baby Boomers:
meetings

authority, sacrifice, duty

before fun, adhere to

rules
No news is good news,

satisfaction of a job well

Directive, command
done

Veterans: 1922-1945
and control

Your experience is

Formal written
respected

An obligation
Family first

| Hard work, respect
| Individual

Communications
Feedback and
rewards

Work and family

life
Source: adapted from Adecco (2013)

Leadership style
Interactive st.}-'.le
Messages that
motivate

Table 5.1 Attitudes to work from the gencerational worklorce

Work ethic/values

Work is

res
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Table 5.2 Factors in choosing a company (per age group). Respondents from UK, USA,
China and India (total = 5,375) were asked to rank their top three priorities in choosing a
company to work for

18-25 yea;s" 26-35 years | 36-45 years 46—55 years | 56-65 years ]
Top 1 I Opportunities _Opportunities | Quality of life Meaningful Meaningful
for learning | for learning | work work
Top 2 i Quality of life | Work Meaningful Compensation | Quality of life
colleagues work
Top 3 | Work Quality of life | Compensation | Corporate Corporate
colleagues values values

Source: adapted from Johnson Controls (20-10)

Table 5.3 Percentage of workers receiving training, by gender and age

16-24 | 25-34 | 35-44 | 45-54  55-50 | 60-64 | 65+
Male 346 31| 275 268 | 207 | 119 69
' Female 37.3 35.9 346 | 326 | 253 183 15
Allcases | 359 | 334 310 | 298 | 230 146 | 90

Source: adapted from Newton et al (2005)

5.4.1.3 Older vs younger employees

The later two generations, X and Y, are more tech-savvy, especially Generation Y (also
called Generation N, for Net), for having grown up in the digital age. Thus, it is perhaps
not too surprising that myths have grown up implying that earlier generations (Veterans
and Baby Boomers) are less adaptable and less able to grasp new ideas and technologies,
following the adage that ‘you can’t teach an old dog new tricks’. However, myths can be
dispelled (Allen and Hart 1998; Newton et al 2005). Indeed, older employees are valuable
assets to the company, especially with the experience gathered through years of service
(CIPD 2012¢). A review by Meadows (2003) concluded that there is no discernible
deterioration in performance in the majority of different types of work, at least up until
the age of 70. Nonetheless, it is normally the generations X and Y which are more likely to
undergo training, at the expense and exclusion of the older generation (see Table 5.3;
Newton et al 2005). This lack of training opportunities was found to be an important co-
factor for the difference in performance between younger and older workers (Meadows
2003). However, older workers were also found to be reluctant to take up the training
offered due to fear or lack of confidence (Guthrie and Shwoerer 1996; Allen and Hart
1998; CIPD 2012c). Thus it is important to bear in mind these generational differences
when designing training interventions. )

5.4.1.4 Cultural differences in attitudes to learning

Culture is, as Hofstede describes, the mental programming of the mind (Hofstede et al
2010). It provides the ‘lens’ through which we view the world, the ‘logic’ by which we
order it, and the ‘grammar’ by which it makes sense. Different cultures have different
attitudes to learning and training. For example, a recent survey of the attitudes to
vocational education and training (VET) in the 28 member states of the European Union
has revealed that most of the European countries view VET positively (71%), although this
is much lower in some countries such as Latvia and Lithuania (about 30%), where a VET
degree is perceived to hinder work opportunities (Eurobarometer 2011). A survey of
Generation Y from different parts of the world found that Indian and Chinese members
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of Generation Y p}aced opportunities for learning as a top priority when choosing an
employer. Generafxon Y participants from the USA preferred meaningful work, while
thc.:se. from the UK valued work colleagues (Johnsons Control 2010). Thus effectiveness of
training can be maximised depending on cultural background.

5.4.1.5 Experiential learning

The transfer of the training material into a meaningful outcome such gs behaviour or
perfo1.rmance improvement relies on the trainee proceeding through what is termed
e).;penential learning, or learning by experience. While many training programmes rely on
dldac.tic methods such as lectures, there is a strong emphasis on on-the-job training and
practices to improve trainees’ retention of training material and to help them transfer
their training to the workplace.

The experiential learning theory from Kolb (1984) assumes that learning goes in a cycle,
from concrete experience (obtaining new experience), reflective observation (reviewing and
reflecting on the learning), abstract conceptualisation (gathering the thoughts and makin
conclusions from the experience) and active experimentation (testing the new knowledge)g
To help individuals to assess their approach to learning, Kolb (1984) developed the Learnin: .
Style Inventory (LSI), which provides information about the individual’s relative emphasi%

on the for.‘n:_ abilities in the learning cycle. Figure 5.4 summarises Kolb’s learning cycle and
the four different types of basic learning proposed.

Figure 5.4 Kolb’s expericntial learning cycle

Concrete
experience
(@3]

A_\ctive ) Reflective
experimentation observation

(AE) '. (RO)

canceptualisation:

Source: adapted from Jenkins (1998, p43)

’Tﬂbl‘g. The relati Thi e 35181 H 11
¢ 5.4 The relationship between learning style and learning conditions

_Learning style :I Conditions under which learners learn better ‘
_Assimilators When presented with sound logical theories to consider B

Convergers | When provided with practical applications of concepts and theories_i
iccommodators When allowed to gain ‘hands on’ experience o
Bivergers When allowed to observe and gather a wide range of information ‘

Source: Kolb (1984)
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Each of these learning styles is suggested to have specific strengths and emphasis:

| Assimilative style prefers building on theoretical models and is more on ideas and
concepts than people.
2 Accommodative style prefers doing and risk-taking. More hands-on approach.

3 Convergent style prefers problem-solving and decision-making.
4 Divergent style prefers social interaction and brain-storming.

As such, it is believed that trainees with a speciﬁcl learning style will b'en'i;ﬁ;t r.nolxt;ealtlrgén
a training programme most suitable for theirhspecxﬁc st',r‘tc.‘Par the f.usmln _ ors,.der ﬁrstg
is most effective when they are presented with sot%nd logical theom.:s llo 60111'51 il O.E
Convergers, on the other hand, learn more effectively when practical application "

ds on’ experience is the preferred learning condition for

s are provided. "Han .
s 2 ast, divergers prefer learn through observation and

accommodators. Last but not le
information-gathering (Kolb 1984).

i s to impleme » experiential learning cycle
Figure 5.5 Practical methods to implenient the experiential learning ¢y

CE-RO (Reviewing and

reflecting upon

experience)

o Diaries

e Using videos and audio
recordings

5.5 THE DESIGNER’S PERSPECTIVE

The expansion of world trade, the globalisation of industry, finance, and the cre.ati{fn of
more international roles and responsibilities of the work profile of many occupations, are

AE—CE (Increasing
awareness of
experience)

e Log book

° Listening exercises Concrete
° Questhns = experience
e |ncreasing awareness CE)

of feelings
e Silent demonstrations /

Active

experimentation
(AE)

AC-AE (Planning »
for experience) ’
e Action plans Abstract

e Setting objectives Bl conceptualisation

e Designing experiments (AQ)
e Observation checklists
¢ Devising criteria

o Learning contracts

e Action research

Source: adapted from Gibbs (1988, pp23-63)

* Peer appraisal

e Structured discussions

o Structure de-briefing

o Self-assessment

o Reflection checklists and
guestionnaires

e ‘shared time’ and ‘mutual
interviewing’

% * Modelling reflection

AE-AC-RO (Providing

substitute experience)

e Case studies

e Games

e Simulation

» Role plays

o Assessing through
substitute experience
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creating a world in which cross-cultural interactions and national differences in business
communications and negotiations occur more frequently than at any time in the past
(Friedman 2005), Also, increasing specialisation and international roles within many
professions have led to a widely dispersed audience for specialised professional education
and training. International managers wishing to develop specialised skills that match the
needs of a rapidly changing world, demand access to proper educational opportunities,
even if this requires international travel or specialised knowledge in conducting business
in different cross-cultural business settings (Berge 2007). G

As a consequence, the growing multicultural nature of professional education and
training environments makes it critical that training designers, especjally those working in
multicultural environments, develop skills to deliver culturally sensitive and culturally
adaptive programmes. The following sections explore research, theory and current
business practice relating to cultural differences to identify those dimensions of culture
and business practices that are most likely to impact on behaviours, attitudes and certain
types of learning interventions among a culturally diverse workforce.

5.5.1 CULTURAL CONSIDERATIONS

Culture and learning are intrinsically linked to each other. Just as a newborn learns
culture through the mother (its teacher), a trainer (and a training programme) similarly
imparts his culture to the learner, thus creating what Hofstede defines as the software of
the mind (Hofstede et al 2010). A fundamental difference here lies in the fact that the
newborn can be described as a blank slate for the cultural programming, while the (adult)
learner has his own cultural baggage and needs to reconcile this cross-cultural
educational experience and conflict. The modern workplace will generally include
culturally diverse staff, with cultural predispositions to certain types of learning
intervention. Thus it is necessary to consider whether attributes of the learning
intervention can be tweaked to enhance a successful learning outcome. Studies with
Chinese students showed that they had followership characteristics: reliance on rote
learning, extrinsic motivation, high levels of achievement motivation, excellence in group
projects, and willingness to invest in education (Pratt 1992; Kember 1999). They were
also so accustomed to the teacher-centred class that once they were in the student-
centred class, they complained that too much time was being wasted and insisted on
more lectures from the teacher (Wen and Clement 2003). The opposite was also seen
when Western students studied in an Asian setting (Chen 2014), Clearly learning
outcomes could be improved by considering cultural differences in learning style. As a
designer of learning intervention, it is important to consider learners’ diverse background
and learning style. '

Congruent to this is the style of communicating the learning intervention. Studies from
Kaplan (1966) show that different cultures use different ways of telling a story: ranging
from a direct style seen in English and other Germanic languages, to a seemingly erratic
and indirect style in Asian languages, appearing to circle round the theme before getting
to the point. Judaic (and Semitic) language diverges from the main story before getting
back to the point. Russian language style is found to be more fragmented. This sense of
variety is further developed by Lewis (1996) in his study of cross-cultural business
communication. Thus it is important to ensure trainers communicate their material in the
most efficient way.
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Q(ﬁ EXERCISE 5.2

What do you think of your communication style?

I . . .
!1 Go to http://www.crossculture.com/services/onhne-tools/ for more information on
I communication across cultures.

5.5.1.1 Caveats for a diverse trainee audience

Yet another area where cross-cultural differences should be consi'dsred is the vahdlt;rlicoé
training material when applied to a different cultura'l n'.lar.ket. A training programﬂirlie vx;ners
works for one culture might not work in another. T his is most widely seen W'ld earn:
from cultures different from Western culture, as maost of the ed}lcatm}rlljal and 1tra1§§11g
programmes originate from the West, and are based on Western Phﬂo.soph 1e; an ef:arrrl aLng
theories. For example, Hofstede’s landmark work on culture', which is the Ea51s o ang
cross-cultural training programmes, is based on his observation as a white u;;)lpeag .
builds on bodies of work from other Western researchers (Hf)fst.eQe et al 2010). 1;2 9ng1 !
four dimensions of culture he proposed (power distanc?, 1nd1v1dua1.1sm, ma-i,iu n1t)]f3 .a;ﬂ]
uncertainty-avoidance) did not adequately reflect the Asian perspective on ¢ tzie .1
on the Chinese value survey by Michael Bond (Bond 1988), Ht?fstede af:lded .Lhe 1metm:i0:
of long-term orientation, which looked at time-related attributes, bLlC.hh .13h persis szej
perseverance and long-term/short-term  gain (Hofstedg fat al 2010). With the rlsed.versc
learning, learning interventions can be rapidly and efnc}ent.!y c?epl.oyed todap‘frré; i .
workforce and also to any units of an international organisation in the world. N e;m ;
off-the-shelf training programmes can be purchased from training consultants. Thus there i
a need for cultural considerations to maximise learning outcomes.

Tl — ; I_Ilw_'llff"__
A learning intervention is more likely to be successful if all the fac?tors that have been
analysed in the previous section such as clearly defined objectives, d1ffere1t1t learnsr. tyf}elzs

and the learning cycle as well as cultural differences of all stakeholders involved in }el
process have been taken into consideration. This section pro.\flde)s a stru'ctured. a'p.proilcill

to the design of learning interventions to ensure that the trainee’s /learnlng activities wi
achieve the outcomes s/he needs. This strategy includes the steps towarc%s a systematlcf
learning intervention strategy, followed by an analysis and critical evaluation of some o

the most popular training methods.

5.6.7 DESIGN STRATEGY

Training interventions are not simply the training Enalerials. To ensure an Zfi:fment_ lfar:ll;;g
outcome, it is important to consider and prepare for the steps hap}.)clmng L 0;:.? 1([;:ammg
and organising), during (conducting the training), and after the training (practice, g
transfer to workplace and feedback).

| Steps before trainin .

1 ?xtﬁfzr:ng needs anﬁlysis (LNA) is conducted to determine what neefis.to be‘ :fal.r?ed,
who needs to be trained and what is the organisational system for training. This is
necessary for clarifying the learning outcomes and‘preparu?g the next s}ag?ss.l:)? training
design and evaluation. During the LNA, an analysg of the Joh \-'f:}'susi_lthe .;:;1 : 1s B
performed to specify the requirements of the training and 1Flentﬂ}! what the r.:ﬁmfui:
need to know for the task. Thus the training provided specifically addresses real jo
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requirements and demands. A separate section will address the different types of training
methods available (see Figure 5.6 on selecting training methods). At the organisational
level, it is important to ensure that the organisation and work environment are able to
support the training. There must also be consideration for the trainees: whether they
need the training and whether the training needs to be adapted for some of the trainees.
Finally, the learning climate needs to be addressed to maximise learning outcomes: these
would be to schedule training (or refreshers) close to the time it is required, and to
prepare the trainees and supervisors as to the expectations of the training.

1o

Steps during training

The deployment of the training intervention is not without pitfalls. Following on
from the andragogy learning theories discussed earlier, the trainer needs to increase
motivation, greater learning, perseverance and encourage learning transfer to the
workplace. These are enabled by tapping into the trainees’ mind-set by building
self-efficacy (‘can do’ and ‘will do’ attitude), promoting learning orientation and
showing relevance and benefits of the training to their career and personal
development. Transfer of learning to the workplace is the desired learning outcome
and opportunities need to be created for the trainees to engage in activities that they
may encounter during work (eg role play). This can also be enhanced by introducing
error training strategy in the training material: the trainees are encouraged to make
errors during training and are thus prepared to deal with unforeseen challenges on
the job. Finally, not all learners learn at the same pace, and considerations need to be
made to allow for individual self-paced learning and training experience.

3 After training

The learning outcomes of the training are generally determined at the TNA, before
training has started. The popular model for measuring outcomes is the Kirkpatrick
evaluation model with four levels (Kirkpatrick 1994). The evaluation criteria are to
measure the trainee’s: reactions (level 1: what they thought and felt about the training);
learning (level 2: what skills, principles or facts the trainees learned); behaviour (level
3: resulting changes in behaviour and capability improvement and implementation/
application to workplace); and results (level 4: the effects on the business or work
environment, such as more profits or fewer errors).

To enhance learning outcomes, trainees should be given sufficient time and opportunities
to use what they have learned and their supervisors should be given tools and advice on
reinforcing learning outcomes (eg with on-the-job experience). Sometimes, debriefing and
self-reflection (part of the Kolb’s experiential learning cycle) can be used to reinforce and
support what the trainees have learned.

5.6.1.1 Selecting training methods

From the LNA conducted before the training, the learning objectives and the learning
strategy would have been identified and training methods can be selected (see Figure 5.6).

Salas and Cannon-Bowers (2001) propose four characteristics of a thorough training
programme:

1 Information (facts, skills, concepts) is conveyed to the trainee.

to

The desired behaviour and attitude to learning are present and encouraged.
3 There are opportunities for practising what is learned.

4 There is feedback to the training on how well the trainee is doing and advice on how
to correct and improve the learning.

There are various forms of learning interventions linked with different sets of needs. These
vary from experiential (which is learner-centred) to didactic (which is trainer-centred); from
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j j ining; ¢ indivi learning needs. For example,
on-the-job to off-the-job training; and from individual to group : :
g:;ar:f;jfgznn aﬁnd \&J;i]kinson (2013) categorised training and. lea.r{ung methods according
to two dimensions, namely pedagogical/andragogical and individually or group-

based.

) e i ing in ions based on locations (that is, on-the job
Si ds (2003) categorised learning interventions ; ]
a.nlgn:?;-lthe job training methods). In addition, Gudykunst and Hammer (1983) differentiate

learning methods between didactic and experiential approaches.

Figure 5.6 Designing learning interventions

Didactic

® Benefits

‘ o Benefits » Challenges

nges
e Challeng Lecture Lecture

‘ Discussion Discussion

Repeated Case study
instruction E-learning
and practice

i —— Offthe job
On the job «—— R——
Shadow!ng Role play
Mentor!ng Simulation
. Budd!ng games
Action learn!ng Site visits ‘
Job rotation Reflective
e Benefits Seconc.lment olithals
e Challenges Sjttlng by
S Nellie

R

Experiential

» Benefits
¢ Challenges ‘

From Figure 5.6 and the information in Table 5.5 we can see that it is essential for the
trainers to be familiar with a range of training methods.

Table 5.5 Benefits and challenges of learning interventions

A structured presentation to convey required information,
for example product knowledge, new policy/procedure.

Free exchange of information and ideas, but working to a
clear brief provided by the trainer, for example a discussion
of barriers to effective internal communications.

_Lecture

Discussion

Presentation of scenario (real or fictitious) describing
organisational practice and behaviour. Trainees are asked to
analyse the documented problem andfo__r rc._ﬂecjc'on
described practice, for example an mealr. dlS.mISSﬂ case, a
financial problem, departmental reorganisation.

Case study

Trainees enact a role they may have to play at work, for
example interviewing a customer or negotiating an
agreement. Other trainees, or actors, may be empl.oylre'd to
play the role of significant others to enhance credibility.

Role play

I
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| Simulations R | Realistic scenarios are pro_vided for developing managerial N
skills in strategy decision-making and operations
management in virtual reality (Stewart and Rigg 2011, p209).

Group dynamics Trainees are put into groups to carry out a simulated
exercise and behaviour is examined, for example group
decision-making, intergroup conflict, intragroup
communication.

E-learning Learning is delivered through the Internet or an
organisation’s intranet.

Off-the-job skill instruction | A skill is taught by explanation, demonstration and practice,
for example how to operate a computer.

| On-the-job training Sometimes referred to as ‘sitting by Nellie'. Training is
undertaken at the workplace, often involving demonstration
followed by supervised practice. Often used for semi-skilled
jobs but potential for developing individual skills in all types
of work.

Coaching Developing a person’s skills and knowledge so that their job
performance improves, hopefully leading to the achievement
of organisational objectives. It targets high performance and
improvement at work, although it may also have an impact
on an individual’s private life. Tt usually lasts for a short
period and focuses on specific skills and goals (CIPD 2010).

Shadowin, Trainees observe a skilled, experienced practitioner at work,
g P p
and discuss their perceptions with the practitioner. Process
should require shadow to reflect on experience.

Mentoring | Relates primarily to the identification and nurturing of
potential for the whole person. It can be a long-term
relationship, where goals may change but are always set by
the learner. The learner owns both the goals and the process
(Clutterbuck and Megginson 2005, p4),

Exercise/project Trainees are asked to undertake a particular work-related
task leading to a required outcome, for example
computerising client records or setting up a staff absence
control system.,

Action learning Involves a small group of people meeting together at regular
intervals to work on one or more issues that they can
explore through questioning each other and they can take
action to experiment with potential resolutions {Stewart and
Rigg 2011, p192).

Job rotation Moving around a number of jobs to build experience across
job roles. Often a feature of graduate training programmes.

Secondment Trainee spends a substantial period of time (typically 3-12

months) in a different job (sometimes in a different

organisation) or with different responsibilities from normal.
No special arrangements, just normal work.

Ti-learning Learning is delivered, enabled or mediated using electronic
technology for the explicit purpose of training in
\_ organisations (CIPD 2009).

Source: adapted from Glaister et al (2013, pp166-169) (in Gold, J., Holden, R., Tles, P., Stewart, J.
and Beardwell, J. (eds) Human Resource Development: Theory & Practice. 2nd ed. Basingstoke:
Palgrave Macmillan.
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Every training method has its unique strengths and weaknesses (and for a comprehensive
list of benefits and challenges, see Table 5.5).

Didactic learning has a strong focus on trainer-centred intervention, such as lectures
for example. This provides benefits for the trainer to achieve a high level of control on
content, structure and pace of delivery. However, there are limited opportunities for
learner-led participation and interaction.

Experiential learning hands over the control to the learner. It focuses on learner-
centred methods through action, learning by doing, learning through experience, and
Jearning through discovery and exploration, such as shadowing and simulation games.

In order to decide which is the most appropriate learning intervention, it is essential to
examine performance-related learning objectives, diverse learners” backgrounds, as well as
the techniques, design and preparation involved.

It is much easier (and usually cheaper) to deploy lectures, videos and online learning to
deliver the training material. However, these types of training methods lack adequate
feedback and practice opportunities, and were shown to perform poorly in terms of
behavioural and performance-related improvements (Smith-Jentsch et al 1996; Arthur et al
2003). More recently MOOCs (massive open online courses) have been much hyped in the
higher educational sector as the modern way to reach out to millions on the Internet. For its
ills, MOOCS can offer an alternative to e-learning, as it combines videos, lectures,

coursework and online feedback and has been linked to corporate learning and development

(Farrell 2012; Meister 2013).

@ THE RELEVANCE OF MOOCS FOR THE ORGANISATION

o
L If you are a Chief Human Resource Officer nature is central to their existence.
> or a Chief Learning Officer, here are five Bringing them into the company’s
| g questions to consider as you think about learning department inevitably

= how MOOCs can provide you with the means considering the context of

o impetus to re-think and re-imagine your training as well as the content. Chief
L[‘n" employer brand and corporate learning Learning Officers should consider

S department. incorporating an opportunity to add a

global dialogue to formal learning
programmes by partnering with
internal corporate social networks
like Yammer and Jive Software or
even external consumer sites such as
Meetup.com.

1 How can MOOCs build the employer
brand by offering consumer
education? Rather than limiting the
innovation to the learning
department, bring your Chief
Marketing Officer in on the project
and create branding opportunities,
similar to the partnership between
Khan Academy and Bank of America
to create a series of self-paced
courses for Bank of America
customers on how to develop better
money habits. One can imagine how
this partnership could start a trend of
company-sponsored consumer

education using the MOOC model of enhance the overall learning
experience.

How can data analytics help you
improve your learning programmes?
MOOCs offer real-time analytics that
reveal each learner’s progress and
what formats work best for your
learners. As big data sweeps the HR
and corporate learning functions,
more Chief Learning Officers need to
be prepared to use data analytics to

w

free self-paced courses.

s What's more important in learning: 4 Can your company re-imagine the

learner takes on a role more
expansive than ever before, acting as
teacher, learner, and peer reviewer.
Companies adopting MOOCs have to
trust the learner to do this, by
incorporating more opportunities for
peer reviews and peer-to-peer
dialogues into the course.

Could verified certificates mean huge
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development credentials. MOOCs
offer that — at a price point of under
$100 for each certificate. Based on
Yahoo! and Coursera's partnership to
train and credential Yahoo!’s
software engineers for a fee, this
could become the ‘new normal’ for
employees pursuin‘g continuing
education. That in turn would lead to

content or context? MOOCs’ universal role of the learner? With MOOCs, the

reductions to your executive budget re-allocations regarding how
education budget? Millennials, who companies spend their continuing
are projected to be 50% of the global executive education budgets.
waorkforce by 2020, are demanding Source: adapted from Meister (2013)

more opportunities for learning and accessed Dec 20, 2013
) .

::dorgamsatmns strive to compete in t.he global economic environment, differentiation
competence on the basis of the skills, specialised knowledge and motivation of th
?vorl'(forr:e take on increasing importance. To remain competitive organisations operati "
in different national environments must ensure that their empioy:ees continuall le}:irn:1 mdg
dev;ltap through a well-structured design of learning and training intervzntions a‘rll
addition, .mudern organisations need to address the challenges of learning interv t: 11
based on increasing diverse workforce and multicultural working en\'ironrﬁgnts e
Thte chapter reflects on research, theories and current practice in order to zu:ial 'se wl
constitutes learning interventions and also identify key terms; it has discussed ke '}ISe i
the?nes and fﬂ}m identified elements of best practice such as how a trainer ‘can chcZ:?I}LEg
de51g1? learning interventions that have a positive impact on both individual c);
organisations involved in the process, .
lea:: rfu::;: one of tt.le learr?mg obje‘ctiv.es of the chapter was to focus on the design of
v g interventions from an organisational perspective, such as the culture and context
o Ae oganwahop, the f.org:.misatian’s purpose and objective of the learning 'Lntcrventinns:
tminriw derﬁlf:annng (:){‘J]EC[IVE was to identify. methods of measuring the effectiveness of
ng delivered. This can help stakeholders involved in training programmes objectivel
analyse the effectiveness and impact of each stage of the process so they can ev:alJ '\twteh}J
overall exPerlelice and provide strategies (actions plans) for developmenf in the fut?; S
Reflecting on the case studies, activities and information provided in this chapt T e.'t i
clear that a careful consideration of learning needs within the organisation rf ;r‘ g
range of appropriate training strategies in order to design a systematic trainin aq Ifﬂsdﬂ
(framework) of organisational learning, education, training and development gAst mha .
succcssfull learning intervention is more likely if all the factors that havg beenlanal.rrgd" .
the previous sections such as clearly defined objectives, different learner types a}nd t]lln
learning cycle as well as cultural differences of all stakeholders involved i P}'; .‘-‘
have been taken into consideration. e m e process
mi? lem.iﬁd& the tl'lemgn of learning iflter}'cnﬁnns provides a structured approach to
Ing development to ensure that the trainee’s learning activities will achieve the outcomes
sfhe‘needs and enhance on-the-job performance. As such, HRD professionals need fh
consider training as a system that includes the steps towards a systematic learning interventi ;
strategy; followed by an analysis and critical evaluation of some of the trainin gme‘chod:1 Lhm:
are appropriate to a diverse workforce involved in, and benefitting from, this pr%)cesq :
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