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PREFACE

This book applies the principles of Strategic Business Planning to the field that

has been variously called Training and Development, Human Resource

Development, Human Performance Improvement, and Workplace Learning and

Performance (WLP). Earlier versions of this book focused on strategic planning

as applied to HRD. This edition has been completely revised and updated to

move beyond HRD to apply the principles of strategic business planning to talent

management, knowledge management, and the newest generation of what was

once called HRD— Workplace Learning and Performance (WLP), as described

by Rothwell, Sanders, and Soper in a 1999 work. To underscore this change, the

book has been retitled as The Strategic Development of Talent.

The Audience for the Book

The possibility of integrating Talent Development with organizational strategy

has long fired the imagination of CEOs, operating managers, HR practitioners,

HRD practitioners, and WLP professionals (see Rothwell, Prescott, and Taylor

1998; Rothwell, Lindholm, and Wallick 2003). This newest version is written for

anyone who wishes to find a way to use talent to support organizational strategy.

These days, that can include just about anyone.

The Importance of the Topic

For a while, strategic planning was out of fashion (Campbell and Alexander

1997), and even today only some graduate programs in the HRD or WLP field

address it (Kuchinke 2002). The key reasons why strategic planning fell out of



favor have to do with the slowness and formality of traditional approaches to it,

which have increasingly been at odds with a demand for shorter cycle times

(Grant and Gnyawali 1996). Additionally, traditional approaches to strategic

planning limited the role of the strategic planning process to senior executives or

corporate planners (Mintzberg 1994), but the idea of only ivolving senior leaders

in the strategic planning process has yielded to a new approach that includes

many groups and stakeholders (Wall and Wall 1995).

Strategic planning re-emerged in a new form sometime in the mid-1990s

(Byrne 1996; Galagan 1997). There are good reasons why: First, we live in a time

when nothing is constant except change, and those unwilling to change will not

survive for long. Learning is a form of changing, and planned learning in organi-

zations is important for formulating and implementing strategic business plans. It

might even be the key to competitive success for organizations and individuals

alike (Rothwell 2002). And, of course, the strategic development of talent is syn-

onymous with efforts to facilitate planned and unplanned learning in organiza-

tional settings. It is a means of cultivating intellectual capital and thereby enhance

the pool subject to knowledge management (Booth 1998; Nerney 1997). Human

resources play a key role in achieving sustained competitive advantage (Lado and

Wilson 1994).

Second, managers around the world are frequently accused of shortsighted-

ness. Shortsightedness has been cited as the culprit in recent scandals involving

major corporations. It has also been shown as a factor leading to the derailment

of executives who never quite reach the top or otherwise realize their potential.

Farsightedness is something we learn. Managers, and indeed all employees,

must learn to adjust to change and even to anticipate it in their work, their careers,

and their organizations. The strategic development of human talent can con-

tribute to this learning by basing organized training, education, and development

on present and future organizational needs. But developing talent should be

guided by a comprehensive, unified plan for learning in the organization. We call

this plan the organizational strategy for the development of talent, which is really

a term for the strategy for organizational learning.
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The Purpose of the Book

Three tasks are undertaken in this book.

The first task is to present a model to guide the process of formulating and

implementing organizational strategy for the development of talent. It differs from

traditional and past-oriented approaches to developing talent. The strategic

development of talent (SDT) is neither past-oriented nor reactive; rather, it is

future-oriented and proactive.

The second task is to show decision-makers how to unify planned and

unplanned learning activities intended to

1. Change organizational culture and work group norms.

2. Improve relations between an organization and its general public and key

external stakeholders.

3. Match up the collective competencies of a work unit with its present or

expected future responsibilities.

4. Help individuals realize their career objectives.

5. Match the competencies of those who do the organization’s work with the

expectations of customers, clients, and other relevant stakeholders.

The first activity is associated with organization development; the second is

associated with non-employee (stakeholder) development; the third is associated

with employee development; the fourth is associated with employee education;

and the fifth is associated with training.

The third task is to provide managers, HRD or WLP professionals, HR 

practitioners, and others with activities and case studies to help guide their think-

ing. If use the activities, practitioners they will be better equipped to formulate

and implement a unified organizational strategy for the development of talent.

The Organization of the Book

This book is organized into five parts and twelve chapters.
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Part I provides important background information about strategic business

planning, HR planning, and the strategic development of talent. It also explains

how to establish a vision for talent development for an organization and formulate

a purpose or mission to articulate the rationale for an organization’s Talent

Development effort.

The strategic development of talent is the process of changing an organi-

zation, stakeholders outside it, groups inside it, and people employed by

it through planned and unplanned learning so that they will possess the

competencies needed to help the organization achieve and sustain com-

petitive advantage at present and in the future.

To understand the strategic development of talent, practitioners should under-

stand strategic business planning, HR planning, and various approaches to 

developing talent. Chapter 1 deals with these issues.

A unified organizational strategy for the development of talent stems from 

a sense of purpose that deals with the means by which SDT contributes to 

meeting organizational and individual needs. Chapter 2 establishes this frame-

work. It dramatizes the range of possible purposes for a comprehensive SDT

effort.

Part II covers analysis of present strengths/weaknesses and future

threats/opportunities affecting groups, individuals, and jobs.

To formulate an integrated organizational strategy for the development of tal-

ent, the stakeholders—senior managers, operating managers, people developers,

and others—require information about present learning needs and future environ-

mental conditions confronting

❙ Groups outside the business

❙ Groups inside the business

❙ Individuals

❙ Jobs

Chapter 3 focuses on comprehensive needs assessment. It identifies broad learn-

ing needs, and thus underscores significant, strategic weaknesses. It also identifies

unique talents (strengths). If it is used in formulating organizational strategy for
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the development of talent, comprehensive needs assessment will be geared to the

present. It examines the collective capabilities or competencies of the organiza-

tion’s talent.

Chapter 4 focuses on environmental scanning. It explains how to pinpoint

possible future needs, and thus underscores threats or opportunities affecting

human performance. When it is used in formulating organizational strategy for

the development of talent, environmental scanning can be applied broadly to all

planned or unplanned learning events, or applied narrowly to specific events.

Part III focuses on choosing and implementing organizational strategy for

the development of talent. Choosing the organizational strategy for the develop-

ment of talent means selecting one or more comprehensive plans to guide learn-

ing in an organization. The strategy can come out of a comparing strengths

(present talents/competencies), weaknesses (present learning needs), threats

(possible future learning needs), and opportunities (possible future talents/com-

petencies). Alternatively, it can result from a whole-system effort to discover

change, perhaps building appreciatively on the existing strengths of the organiza-

tion. The process of choosing a strategy for Talent Development will in itself

provide the integrated direction needed to guide learning in the organization.

Implementing the strategy means transforming plans into actions. It activates

learning plans and sets the stage for unifying such learned efforts as organization

development, non-employee development, employee development, education,

and training.

Part IV explains the various functional strategies for learning that can be used

to implement a comprehensive organizational strategy for the development of tal-

ent. These functional strategies serve different purposes:

❙ Organization development is intended to change the culture of an organ-

ization, division, department, or work group.

❙ Non-employee development is intended to improve relations between an

organization and groups outside it with which it deals.

❙ Employee development is intended to match up the collective competen-

cies of a work unit and the responsibilities assigned to the unit by the

organization.
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❙ Education is intended to help individuals achieve their career objectives.

❙ Training is intended to furnish people with knowledge and skills needed

to perform their work.

Each component of organizational strategy for the development of talent can be

viewed separately or together. In addition, development, education, or training

can be treated from a past, present, or future orientation.

Part V closes the circle, describing evaluation methods for each component of

the Talent Development effort and the overall process can be assessed. Evaluation

means placing worth on something. Evaluating Talent Development closes the

circle on strategic decision-making and action, providing useful feedback when it

is time to

❙ Define the purpose of the talent development effort.

❙ Assess comprehensive learning needs.

❙ Scan the environment.

❙ Choose organizational strategy for the development of talent.

❙ Implement organizational strategy for the development of talent.

❙ Implement functional strategies such as organization development,

non-employee development, employee development, education, and

training.

It is worth noting that each chapter concludes with one or more activities to

help readers apply what they have read. That should encourage transfer of

learning.

There are two appendices: The first provides a simple template to guide read-

ers through the process of formulating an organizational strategy for the develop-

ment of talent. The second provides a self-assessment instrument for those

readers who would like to reflect on how well-prepared they are, through the

competencies they can demonstrate, to formulate, implement, and evaluate orga-

nizational strategy for the development of talent.

This book can also be used effectively with William Rothwell’s, 1998 work,

In Action: Linking HRD and Organizational Strategy, published by: The

American Society for Training and Development. It provides 17 in-depth case
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studies to show how organizations have effectively integrated organizational 

strategy and Talent Development.

William J. Rothwell

State College, Pennsylvania

H. C. Kazanas

Champaign, Illinois and Naples, Florida
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THE BBACKGROUND AAND PPURPOSE OOF 

TALENT DDEVELOPMENT

The chapters in Part one lay the foundation for the book.

Chapter 1 provides important background information on

strategic business planning and human resource planning. It also

provides background on the strategic development of talent, talent

development, and the role of Human Resource Development and

Workplace Learning and Performance professionals.

Chapter 2 focuses on the vision and mission (purpose) statement

that will guide a comprehensive, long-term effort to develop the

human talent of the organization systematically. The chapter defines

vision and purpose; lists and describes ten specific ways by which

strategic business plans, HR plans, and talent development can be

integrated; explains how the purpose of the talent development

effort is clarified; lists occasions when it is appropriate to change the

purpose statement of talent development; and discusses the key role

that organizational philosophy and corporate culture play in talent

development.
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BACKGROUND IISSUES

Many books and articles have appeared over the last 20 years about

the need to strategically develop and manage human resources.These

writings have focused attention on the importance of  having a strate-

gic orientation before trying to develop and manage human talent in

organizational settings.There are works that focus on the role of sen-

ior or operating managers (Rothwell, Lindholm, Wallick 2003) and

works that focus on the role of  HR or training practitioners (Caster

2001; Manzini and Gridley 1986; Rothwell, Prescott, and Taylor

1998; Gilley and Maycunich 1998 and 2000; Wright 1998).Others

focus on the need to establish a learning culture (McCracken and

Wallace 2000) or the need for  individuals to think beyond immediate

learning needs for  their own long-term development (Rothwell

2002). Writers have also explored the relationship between knowl-

edge and strategy (Cross and Israelit 2000; Zack 1999),building on a

venerable tradition that first related experience/learning curves to 

winning competitive strategy,and then looked at the extent to which

intellectual capital and knowledge management contribute to compet-

itive success (Blancett  2002; Earl  2001; Ghemawat  2002).

Some confusion on relating talent management and development

to organizational strategy is understandable. Since learning and

development can occur on-the-job, near-the-job, and off-the-job,

many different groups have roles to play in the strategic management

and development of human talent. But if each group focuses solely

on its unique role, the result is often a disjointed, fragmented
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approach to talent development; some efforts will actually conflict with others,

rather than contribute to the synergy that stems from a unified approach.

The Strategic Development of Talent (SDT) is the process of changing

an organization, stakeholders outside it, groups inside it, and people

employed by it through planned and unplanned learning so that they

possess the competencies needed to help the organization achieve and

sustain competitive advantage.

SDT focuses on what was once called the “Human Resoure Development” effort,

now referred to as “Workplace Learning and Performance” (Rothwell, Sanders,

and Soper, 1999): the coordinated learning activities undertaken by HR practi-

tioners, operating managers, and employees to support business and HR plans.

The strategic development of talent uses an organizational strategy for talent

development, placing special emphasis on leadership development because this

has a significant impact on competitive success (Gratton 2000; Ireland and Hitt

1999). SDT is a comprehensive, coordinated plan that describes how an organi-

zation’s managers and individuals intend to meet business and staffing objectives

through learning. By implication, learning is the key process by which talent is

developed (Rothwell 2002). It is also central to what distinguishes high potentials

from fully successful performers (Lombardo and Eichinger 2000). Talent devel-

opment enhances an organization’s intellectual capital—generally  understood to

mean the estimated worth or value of an organization over its liquidation value

(Booth 1998). Talent development increases the pool of capabilities for knowledge

management—what some refer to as “a conscious strategy of helping people share

and put knowledge into action by creating access, context, infrastructure, and

learning cycles” (Grayson and O’Dell 1998, 25).

To understand SDT, practitioners should first learn about Strategic Business

Planning and HR planning, because SDT is only a tool for helping to implement

these plans, and the quality of an organization’s competitive strategy will only be

as good as the talent of the strategists who formulate and implement it. This

chapter provides this necessary background information. It describes Strategic

Business Planning, HR planning, and the Strategic Development of Talent.

Further, it clarifies how they can support each other.
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Strategic Business Planning

In the most fundamental sense, Strategic Business Planning involves choosing

how an organization will compete. Oliver defines strategy as “understanding an

industry structure and dynamics, determining the organization’s relative position

in that industry, and taking action to either change the industry’s structure or the

organization’s position to improve organizational results” (Oliver 2001, 7). The

strategic plan has traditionally been considered a chief concern of top-level cor-

porate executives, and it should command the highest priority of corporate top

managers. It requires consideration of an organization’s present internal strengths

and weaknesses, as well as future external threats or opportunities.

Using History to Understand Strategic Business Planning. Until the

1950s, managers tended to worry more about coordinating the internal opera-

tions of their businesses than about dealing with changes occurring outside their

businesses. The reason for that focus was simple enough: Businesses operated in

defined geographical areas, marketed products or services to distinct customer

groups, and restricted their range of products and services. In such settings, man-

agers separated the world outside the business (the external environment) from

the world inside (the internal environment). Long-range planning, sometimes

called first-generation planning, was regarded as sufficient to examine the exter-

nal environment. Managers assumed that the future would be like the past.

Planning concentrated on building from past successes and cultivating existing

markets for the firm’s products or services. Handled by staff specialists who pre-

pared reports for top managers, long-range planning did not command much

attention. The main focus was on the internal environment, because coordination

within the organization was needed. Without coordination, such classic functions

as production/operations, marketing, finance, and personnel worked at cross-

purposes. Top managers used policies, understood to mean guidelines for action,

to coordinate organizational functions. Often it was during the annual budgeting

process that conflicts between long-range plans and internal policies were

resolved. This process was not systematic.

In the 1960s, managers found themselves facing conditions unlike the 

past. The external environment was growing increasingly unpredictable.
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The government passed laws, created regulations, and handed down court rul-

ings that affected hiring, employee appraisal, training, financial matters, health

and safety, and much more. There were shortages in raw material—the first since

wartime. Technological innovation became more important as the gap narrowed

between basic and applied research.

At the same time, organizations became larger and more complex. Businesses

expanded into overseas markets, new industries, and multiple product or service

lines. Consumer preferences and expectations of business began to change faster.

It became harder to manage the businesses themselves (Ghemawat 2002).

Amid these more dynamic external and more complex internal environments,

three things were changing:

❙ Managers found it inappropriate to separate examinations of external and

internal environments without making greater efforts to integrate them.

❙ They did not extend their assumptions about a certain past into an uncer-

tain future.

❙ They did not want to use identical policies to coordinate operations

across autonomous businesses in different industries operating under one

corporate banner.

First-generation planning proved inadequate for dealing with this complexity.

Strategic planning, also called second-generation planning, emerged at this time.

It supplanted first-generation planning and became a tool that top corporate exec-

utives used to manage amidst growing complexity and environmental turbulence.

Initially, plans of this kind were rather inflexible.

Strategic management, also called third-generation planning, added consider-

ation of contingency plans in the event that the environment changes as a strategic

plan is implemented. Scenario analysis grew in popularity as a means of preparing

for these contingencies. The growing uncertainty of the external environment also

pushed the need for strategic decision-making to lower levels, as middle manage-

ment underwent wholesale downsizing and as organizations adopted technologi-

cal advances that permitted faster responses to customers or clients.

As the business environment grows dramatically more complex, strategic

management is yielding to real-time strategic thinking (Liedtka 1998). This
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fourth-generation view of planning is more appropriate for a world in which time

horizons have shrunk, profit margins have narrowed, quality and customer serv-

ice issues have grown into competitive necessities, markets have expanded, and

organizations have had to deal with the upheaval created by continuing mergers,

acquisitions, takeovers, and such large-scale change as widespread downsizing

and the implementation of Enterprise Resource Programs (ERPs). At the same

time, employer-employee relationships have also undergone radical change (even

the players change frequently). Additionally, the advent of e-commerce has led to

a growing need to integrate strategic thinking into real-time decisions. Jacobs and

McKeown say that strategic thinking means “bringing your preferred future into

the present–thinking and acting as if the future were now.” Strategy is often

reduced to following simple rules of engagement in order to guide real-time deci-

sions and actions (Eisenhardt and Sull 2001).

Current thinking about the strategy formulation process stresses the key value

of time as a consideration in achieving competitive advantage (Ghemawat 2002;

Oliver 2001; Stonich 1990). Traditional approaches to strategy formulation and

implementation are especially inappropriate in so-called “fast cycle” environ-

ments (Camillus, Sessions, and Webb 1998). Human talent is often regarded as

central to this ability to meet the time challenge (Krell 2001). Indeed, learning and

innovation have been combined as one issue to consider in formulating strategy

based on a balanced scorecard approach (Kaplan and Norton 1996), understood

to mean the application of four performance measures for organizational over-

sight. (Those measures are financial performance, customer satisfaction, process

efficiency, and innovation.) Using the balanced scorecard, leaders are accountable

for their ideas based on how they answer one important question that is related to

these four measures: “Does [the organization] have the competencies to drive the

processes needed to produce the value that will render your financial expectation?”

(Dalton 2002, 54).

Using Metaphor to Understand Strategic Business Planning. Apart

from history, another way to understand strategy is to look at the metaphors 

that have driven it (Oliver 2001). Metaphors are equated with creativity. They 

provide important clues to the way managers view the world. In the earliest peri-

ods of the Industrial Revolution, strategy was equated with waging war. As the
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Industrial Revolution advanced, strategy gradually became associated with

machines, the dominant symbol for the machine age and assembly lines. In 

more recent times, strategy has been equated with networks (i.e., computers),

biology (i.e., living systems, DNA, and genetics), and most recently with 

complexity theory that has grown from a new scientific view about the nature 

of the universe as exhibiting order within disorder (Oliver 2001).

Using Questions to Understand Strategic Business Planning. A third way

to understand Strategic Business Planning is to look at the answers to some

important questions. Phrased in terms of the famous “journalistic questions” of

who, what, when, where, why, and how, Strategic Business Planning focuses on the

answers to these important questions:

❙ Who does the organization serve?

❙ What results does it seek, and what does it do to serve its customers?

❙ When does the organization serve its customers?

❙ Where does the organization serve its customers?

❙ Why is the organization in business?

❙ How will the organization achieve its purpose on a continuous basis?

The most important questions on which to focus, however, center on the measur-

able results to be achieved (What are the organization’s strategic objectives?) and

how they will be achieved (How will the organization pursue achievement of its

objectives?). Strategy is a means to an end. Strategic objectives are the ends

sought.

In recent years, Strategic Business Planning has almost become a discipline in

its own right. In fact, those not familiar with the subject need a primer to under-

stand all the specialized terms associated with it.

A Model of Strategic Business Planning. Think of Strategic Business

Planning as a process. Managers or others should: 

1. Clarify the purpose. What is the purpose of the organization? What

should it be?

2. Select goals and objectives. What is the organization trying to achieve?

How can achievement be measured?
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EExxhhiibbiitt  11––11:: Key Terms Associated with Strategic Business Planning

Term Brief Definition

1. Analysis of business definition What is our business? 

2. Core competency In one sense, the term could mean “what is the essence of what

our organization does better than any other organization?

Alternatively, it could also mean “an analysis of core systems,

processes, skills, techniques, and technologies” (Oliver, 2000, p. 9).

3. Critical success factors The process of asking and answering this question: What three

to five things must the organization do to outperform its com-

petitors?

4. Customer analysis An examination of customer perceptions about the organization

that comes from the customers themselves

5. Environmental scanning Examining what trends or issues may affect the organization in

the future–and the likely impact of those trends on the organiza-

tion, which (in turn) will create opportunities and threats

6. Financial analysis An examination of financial ratios

7. Seven Ss of Strategic Readiness “An evaluation of staff, style, skills, structure, systems, shared

values, and strategy” (Oliver, 2000, p. 10).

8. Strategic question “What drives the organization to success or failure?” (Oliver,

2000, p. 9).

9. Sustainable competitive advantage What does analysis reveal about how the organization com-

petes, the foundation of what makes it competitive, the means

by which the organization competes, and what other organiza-

tions or groups this organization is competing with?

10. SWOT analysis An assessment of the organization’s strengths, weaknesses,

opportunities, and threats (SWOT)

11. Timeline assessment An examination of the organization’s history 3 Financial analysis

An examination of various financial ratios commonly used

12. Value chain analysis What is the impact of the organization’s structure and activities

on profit margins?

13. Value system analysis How does this organization relate to the chain of suppliers who

end up providing something of value to clients or customers?

3. Identify present strengths and weaknesses. What is the organization doing

well now? Not so well now?

4. Analyze future threats and opportunities. What opportunities or threats

will the external environment pose to the organization in the future?
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5. Compare strengths/weaknesses to threats/opportunities. How can the 

organization take advantage of future opportunities and avert future threats

posed by the environment, considering its present internal strengths and

weaknesses?

6. Decide on long-term strategy. What should be the long-term direction

(strategy) pursued by an organization so that it can take advantage of

opportunities and avert threats posed by the environment?

7. Implement strategy. What changes need to be made inside the organization

so that its chosen strategy can be pursued with the greatest likelihood of

success?

8. Evaluate strategy. How well do decision-makers think the strategy will

work? How well is it working? How well has it worked?

These steps outlined by Glueck and Jauch in 1984 are depicted in Exhibit 1–2.

Selected Web-site resources for Strategic Business Planning are shown in 

Exhibit 1–3.

While these steps appear to be sequential, they need not be. Any step can be

taken in any order. Any step can also be taken at any time. And any step can also   

EExxhhiibbiitt  11––22:: A Model of the Strategic Business Planning Process
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EExxhhiibbiitt  11––33:: Selected Web-site Resources to Support Strategic Business Planning

Link Brief Description

1. http://www.planware.org/ A comprehensive Web-site with many tools and shareware to

strategy.htm support Strategic Planning. 

2. http://coba.shsu.edu/JBS/ Journal of Business Strategy

vol13/no1/13-1-1.htm Javad Kargar

John A. Parnell

North Carolina Central University

Durham, North Carolina 

Strategic planning emphasis and

planning satisfaction in small firms:

An empirical investigation

3. http://www.fastcompany.com/ Many articles available from Fastcompany on Strategic 

online/resources/strategy.html Business Planning

4. http://bbasicsllc.com/sp.htm An online webinar on Strategic Business Planning

5. http://www.paloalto.com/ps/ The Web-site for Business Plan Prosoftware to support 

bp/?ac=findwhat,businessplanfind Strategic Business Planning

6. http://pages.prodigy.com/ A Web-site with many Web links for Strategic Business Planning

EYWU79A/m&a2a.htm

7. http://www.work911.com/ A Web-site with many online articles about Strategic Business

management/planning.htm Planning

be taken at any level—from the top of the corporation all the way down to one

worker carrying out her work and serving a customer or client.

It is worth emphasizing that the model is a way to help managers and workers

who are otherwise not entrepreneurial to think like entrepreneurs. Indeed, entre-

preneurs progress through these steps intuitively, often not even knowing that

they are doing so. It comes naturally. They sometimes identify worthwhile initia-

tives through a flash of insight without even knowing how they chose them. But,

the model is useful to help guide managers and workers to think like entrepre-

neurs so that they can discover what opportunities will be most profitable to the

organization and will lead to sustained competitive advantage. In short, strategic

advantage can be as much art as science (Schrage 2001).

The earliest models of Strategic Business Planning tended to emphasize the

value of management,organizational experience,and quantitative analysis in order
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to discover sources of competitive advantage.The emphasis now is on using intu-

ition to formulate strategy (Agor 1989; Eisenhardt 1999).It is not blind intuition,

devoid of experience, that matters,however: Instead,the insight and leaps of  logic

that lead to breakthrough thinking are often key (Ghemawat 2002)— the essence of

entrepreneurial thinking.This underscores the true value of  talent,understood to

mean the intellectual capacity of the organization’s people to discover new

products or services,identify new markets or niches,find new ways to meet or

exceed client expectations, learn collectively and individually, and outpace

competitors through agility by moving faster and more deliberately. Unique

competencies are associated with successful strategic thinking (see Linkow,1999).

Creating a vision is often connsidered necessary before beginning any

Strategic Business Planning process, though a vision is also needed to establish the

organization’s purpose, goals, and objectives. A vision is a compelling view of what

an organization or its components should be in the future (Horan and Shaw 1997;

Thompson 1997). Visioning is a process. It is a province of leadership—the ability

to influence others in positive ways. Case studies on the importance of leadership

dramatize the crucial role it can play in strategic success. One key to devising a

winning strategy is to start with the customers, and focus on their changing needs

and expectations (Webb and Gile 2001).

The first step in Strategic Business Planning is to clarify the organization’s

purpose. A purpose statement clarifies beliefs and assumptions. When written

down and communicated, it is a rallying point and a stimulant for action. At the

same time, it also helps strategists create a vision of what the organization should

be like in the future. This vision should be concrete and understandable by oth-

ers. It should also excite their enthusiasm, motivating everyone in the organiza-

tion to make this ideal view of the future a reality.

A purpose statement can also be the economic rationale for an organization’s

existence. To address this issue, decision-makers should ask such questions as

these:

1. In what areas should the organization operate?

2. How much opportunity does an activity offer the organization in terms of

growth? Flexibility? Stability? Return on investment?
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3. What does it take to succeed?

4. What are the organization’s capabilities?

5. How well do the organization’s capabilities match up to what is needed to

succeed?

6. What is the organization’s likelihood of success in the business 

activity?

7. What methods of doing business can be considered?

8. How do these choices compare on the basis of feasibility?

9. How do these choices compare on the basis of potential profitability?

10. What business activities should the organization enter in the future? What

should be its purpose?

More than just an exercise in paper work, clarifying purpose is an essential start-

ing point in formulating a Strategic Business Plan.

The second step in Strategic Business Planning is to select objectives and

goals. Objectives and goals operationalize purpose. Goals identify broad areas in

which action is to be taken. Objectives state what measurable results are desired

over a specific time period. However, some writers reverse the terms: the word

“objectives” is used to refer to broad activity statements, and “goals” refers to 

measurable counterparts.

Goals are usually timeless; objectives are not. In fact, it is possible to think of

levels of objectives—some long-term, some intermediate-term, and some short-

term.

The third step in Strategic Business Planning is to identify organizational

strengths and weaknesses. Strategists ponder what the organization is doing espe-

cially well at present and what it is not doing so well. Strengths and weaknesses

are often viewed in competitive terms. In other words, top managers think of their

organization’s strengths and weaknesses relative to competitors or relative to cus-

tomer or client expectations. To this end, they should first identify key factors

leading to success in a business or an industry, and then assess how well their

organization compares to key competitors on those factors. Strategists should also

monitor customer or client perceptions of how well the organization is meeting or

exceeding customer/client expectations.
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14 The Strategic Development of Talent

The fourth step in Strategic Business Planning is to analyze future 

threats and opportunities posed by the external environment. Strategists 

consider what events or trends outside the immediate control of the organiza-

tion are likely to affect it in the future, and what resulting threats or opportuni-

ties these events/trends will pose to the organization. An event is a one-time

occurrence. A trend is a gradual tendency toward change—change in  economic

conditions, social mores, technology, laws and regulations, consumer 

preferences, and even within an entire industry. Any change in the external 

environment can pose threats to an organization’s survival or profitable oppor-

tunities worth pursuing.

The fifth step in Strategic Business Planning is to compare organizational

strengths and weaknesses to environmental threats and opportunities. Strategists

ponder how well-prepared the organization is to cope with expected future envi-

ronmental changes, and what managers have to do to turn expected future oppor-

tunities to advantage or avoid expected threats created by environmental

conditions.

The sixth step in Strategic Business Planning is to decide on long-term

strategy. Decision-makers ponder what actions should be taken to achieve orga-

nizational goals and objectives and realize competitive advantage, given present

internal conditions and expected future external conditions. Of course, one

approach that is quite popular is to do a SWOT analysis (Strengths,

Weaknesses, Opportunities, and Threats). They can then select a long-term

plan to ensure that these actions will be taken over time. Strategists then 

decide on a long-term direction for the organization. Chief Executive Officers

usually bear primary responsibility for strategy selection, since they are the 

highest-level officials of management and are accountable to the corporate

Board of Directors.

The seventh step in Strategic Business Planning is to begin implementation.

This has frequently been the weakest link in SBP, because top managers too often

change strategy without making adjustments to support the change within the

organization. Common problems in implementation usually stem from a failure to

align duties, reporting relationships, leadership talent, employee talent, incen-

tives, and/or policies with desired strategy.
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The eighth and final step in Strategic Business Planning is evaluation. Strategists

ponder:

1. What is the likelihood that a given SBP will produce desired results?

(This question is addressed prior to implementation.)

2. What has been the progress to date? (This question is addressed during

strategy-review meetings.)

3. What were the overall results? (This question is addressed at the time a

new SBP is first contemplated.)

Many approaches to strategic evaluation have been proposed. Perhaps the 

simplest is to compare results to the intentions expressed through goals and 

measurable objectives.

A model is helpful in conceptualizing the SBP process. However, it is only a

model—literally, a simplified depiction of a more complicated process. In the real

world, strategists skip steps in the model, reorder them, call them by different

names, drop some steps, or perform several steps concurrently.

Key Assumptions of Strategic Business Planning. Authors writing about

SBP traditionally make assumptions about it. These assumptions are worth

reviewing in order to clarify what SBP can and cannot do.

The first assumption: Strategy making begins with clarification of organiza-

tional purpose. Strategists should agree on organizational purpose as a starting

point for planning. Since many people have a stake in what the organization is 

or should be, strategic managers function as arbiters of organizational purpose

against a backdrop of conflicting interests. Important stakeholders include 

owners or shareholders, consumers, employees, managers, and members of the

general public. Each group has its own expectations about what the organization

is and what it should be.

The second assumption: Strategy making is based, in part, on identification

of organizational strengths and weaknesses. Traditionally, writers on SBP assume

that managers are capable of identifying the present status of the organization.

However, managers face a difficult time examining their organizations as critically

as good strategy making requires. After all, managers made the decisions initially.

Rarely can they step back and attack their own logic and results. In any case, there
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are enough examples of organizations in which top management strategists are

less, not more, aware of operational problems than front-line employees. One rea-

son is that top managers may receive distorted information because people report-

ing to them are interested in looking effective and competent.

The third assumption: Strategy making is based on an examination of the

future and the external environment. SBP assumes that managers can identify

important trends or events likely to affect the organization in the future and then

draw accurate inferences about the effects of those trends or events. These

assumptions are not always valid. Strategists seldom possess all relevant informa-

tion about trends or events. Nor can they predict all the consequences of trends

or events, even if they are identified. And rarely do strategists enjoy a free hand to

change an organization to anticipate future external trends or events. About the

best that can be hoped for is that major trends or events will be identified, their

major ramifications will be anticipated, and some changes will be made in the

organization.

The fourth assumption: Strategy making is about future implications of

present decisions, not future decisions. Strategists should first identify future con-

ditions, and then step back to the present and establish plans to take those future

conditions into account.

The fifth assumption: Strategy making is a mental activity that requires holistic

thinking.Hence,creativity and problem-solving skills are essential to the process.

The Value of Strategic Business Planning. How much, if any, does SBP

improve organizational performance? Numerous academic studies have sought

answers to this question. The issue is a complex one, since there are actually dif-

ferent ways by which to conceptualize and measure “performance” or “results”

(Venkatraman and Ramanujam 1986).

A 2002 study examined “the profitability results of more than 10,000 distrib-

utors in 40 different lines of trade” and concluded that “despite the importance of

strategic actions, operational issues have the most effect on profitability” (Bates

2002, 61).

Despite that finding, it seems reasonable to assume that any effort to anticipate

the future would be superior to dependence on mere luck, chance, good fortune–

or efforts to handle otherwise unexpected crises in real time. An old saying states
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the case succinctly: “The organization with a plan beats those without plans every

time.” Organizational failures are sometimes attributed to strategic planning

processes that ceased to function, as was the case with Bausch and Lomb in the

early 1990s (Picken and Dess 1997). Of course, it is also true that no strategy is

sometimes better than a bad strategy (Campbell 1999).

Levels of Planning. There are several levels of Strategic Business Planning in

most large corporations. There are also other types of plannings.

Consider Exhibit 1––4, which illustrates the simplified structure of a large,

diversified corporation. Grand Strategy is established at the highest corporate

level. However, each business possesses its own enterprise or business unit strat-

egy. In each enterprise, functions such as operations/production, finance,

marketing, and human resources have their own functional strategies. Each

should be related to and supportive of the organization’s Grand Strategy.

EExxhhiibbiitt  11––44:: A Simplified Representation of the Structure of a Large, Diversified

Corporation
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Grand Strategy is ultimately the responsibility of the corporate Chief Executive

and the corporate Board of Directors. Recent thinking, however, suggests that

employees and other stakeholders should also have a role in the process (Bennett,

Ketchen, and Schultz 1998; Guffey and Nienhaus 2002), and successful compa-

nies like Microsoft often use a highly participative approach to strategic planning

(Fuller 1998). Grand Strategy defines the overall character of the corporation, the

ways it competes, and the means by which corporate goals and objectives are to

be achieved. Grand Strategy ties together all other plans so that they do not work

at cross purposes.

Enterprise strategy is the plan for a single business within the corporation. An

enterprise is often called a strategic business unit (SBU) to emphasize its relative

autonomy. A diversified corporation, by definition, is engaged in various busi-

nesses. At the level of SBU, decision-makers focus on a single organization in one

industry. They consider such questions as: (1) What products or services are

offered by the SBU? (2) Who are the customers? and (3) How can this SBU com-

pete most effectively? These questions are quite different from those considered

at the corporate level, where Grand Strategy necessarily focuses on overall corpo-

rate mission and on methods of tying together distinct SBUs into a corporate

portfolio of businesses.

Functional strategy is the plan for one activity area within an enterprise.

Functions include finance, marketing, production/operations, and human 

resources. Any major department is also a function. To cite one example outside

business: A large university will have a Grand Strategy that defines its overall pur-

pose and desired relationships with such key external stakeholders as govern-

ment, community, alumni, business, and other segments of society. Each school or

college within the university has an enterprise strategy that defines its purpose, its

services, and the groups whose needs it is intended to serve. Each department

within the college or school will have its own functional strategy that defines a seg-

ment of the enterprise, its purpose, its services, its programs, its service users, and

its relationship to the college, school, and university. Hence,“functional strategy”

refer to the planned direction for key activity areas within an organization.

Enterprise and functional plans are also part of a planning hierarchy that 

reflects differing concerns and time periods. There are three levels (Huse 1982):
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EExxhhiibbiitt  11––55:: Levels of Planning

Strategic Plans ❙ The concern of top management

❙ Long-term time horizon

❙ Encompasses the entire organization

❙ Primary focus: External

Coordinative (Tactical) Plans ❙ The concern of middle managers

❙ Immediate-term time horizon

❙ Encompasses only part of the organization

❙ Primary focus: Internal

Operational Plans ❙ The concern of supervisors

❙ Short-term time horizon

❙ Encompasses only a small segment of an organization’s

full range of activities

❙ Primary focus: Internal

(1) strategic, (2) coordinative or tactical, and (3) operational. They are illustrated

and briefly summarized in Exhibit 1––5.

Strategic planning has traditionally been the chief concern of top-level

managers. It is used to achieve long-term results. Strategic plans are uncertain and

involve high risk, but they help decision-makers anticipate changes in a largely

uncontrollable external environment and play the high-stakes game of organiza-

tional success or failure.

Coordinative planning is intermediate-term. It is primarily the concern of

middle-level managers. Less risky than strategy-making, coordinative plans

involve the deployment of resources to implement strategy.

Operational planning is short-term. It is the primary concern of first-line

managers or supervisors. Annual budgets are expressions of operational plans.

Less risky than strategic or coordinative plans, operational plans involve schedul-

ing and moving needed resources. These plans are tied to their longer-term strate-

gic and coordinative counterparts.

Methods of Planning. Some organizations have relatively formal planning

processes; others have less-formal processes. Large diversified corporations obvi-

ously face conditions somewhat different from those confronting medium-sized

or small, single-product organizations. Methods match conditions. In large cor-

porations, planning is likely to be quite complicated: A full-time, professionally
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trained corporate planning staff conducts studies for top managers. Top corpo-

rate executives concentrate on evaluations of overall corporate mission, goals,

objectives, environmental conditions, and internal strengths and weaknesses

across the corporation’s portfolio of SBUs, and they also concentrate on resource

acquisition and allocation. Middle-level managers operate within broad corporate

objectives, but devise their own specific objectives and allocate resources by pri-

ority area. Lower-level department heads in each division establish objectives in

line with middle-managers, and devise corresponding action plans. Budgets usu-

ally follow planning.

Medium-sized companies with a single line of products or services can copy

the structured planning approach of larger organizations or the less structured

approach of smaller organizations, or devise some combination. External consult-

ants can be used instead of a full-time planning staff. Top executives can solicit

ideas from managers of such functional departments as finance, marketing, pro-

duction/operations, and human resources about appropriate initiatives for the

organization, information about competitors, and legal issues. This information

provides the basis for planning.

In small companies, a team approach to strategic planning might suffice. A

formal committee, headed up by the Chief Executive, develops plans. Meetings

are vehicles for the process.

Much has been written about the planning process. Several points about it 

are clear. First, the planning process should be highly innovative, creative,

and experiential. Second, formal planning encompasses only a tiny fraction 

of strategic decision-making. Most planning is informal, falling outside 

formal processes and meetings. Third, planning has to do with managing 

organizational culture, because any SBP activity involves cultural change.

Fourth and finally, people are essential for formulating and implementing 

strategy. Strategic plans stem from human values, beliefs, decisions, and 

problem-solving. Likewise, successful implementation of Strategic Business 

Plans depends on the availability and application of intellectual capital, appropri-

ate knowledge management, and the identification and cultivation of individual

competencies.
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Human Resource Planning

Human resource planning means making sure that the right numbers and types of

people are available to apply the right skills needed to realize a Strategic Business

Plan. HRP is sometimes synonymous with workforce planning or talent planning

(Rosse and Levin 2001). The outgrowth of HRP is a Grand Strategy to help the

organization achieve its mission. Managers rarely worried about HRP until the

1950s or 1960s. Most work involved physical, not mental, labor. It was easy

enough to find warm bodies on short notice to do work that was largely physical

and often menial.

The earliest efforts to plan for labor were tied to financial forecasting and

budgeting, as noted in a classic treatment by Alpander (1982). It was readily

apparent to managers in the early 1900s, that labor was a major production

expense. It is not surprising, then, that the first fitful attempts to plan for labor

stemmed from the need to estimate product demand and schedule production

levels. In this pioneering period, budgeters—not HR practitioners—handled esti-

mates of  labor needs (Alpander 1982).

During the 1960s, manpower planning first appeared on the scene. It focused

on forecasting supplies of personnel by examining movements into organizations

and through various jobs. Forecasting demand for labor was another matter:

Distinct from supply forecasting, its focus is directed to the numbers and kinds of

people needed to produce goods at a desired level of output. If it was done at all,

it was generally handled by corporate planners and budgeters (Alpander 1982).

During the 1970s, managers began to devote more attention to the human

side of their enterprises. Manpower planning was gradually supplanted by human

resource planning (HRP) to denote a comprehensive approach to forecasting 

personnel supplies and demands and planning HR initiatives to help meet orga-

nizational needs (Alpander 1982). The HR function became the means by which

to operationalize activities that would source, retain, and develop talent that was

aligned with business needs.

Since the 1970s, more and more organizations are recognizing that human

beings are the only real source of competitive advantage. However, that 
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viewpoint—while often given lip service—actually flies in the face of custom and

practice in the United States Until recently, labor has always been plentiful in the

United States and generally, productive. When organizations face increasing

demand for products or services, they “staff up”by hiring and by tapping additional

sources of  talent by outsourcing work, relying on external consultants, using tem-

porary or contingent workers, or using a host of other strategies.If  the existing pop-

ulation is insufficient to meet demands, then immigration restrictions are relaxed.

But in recent times, labor has become less plentiful. In the United States,

employers complain that workers are not prepared for employment at the time they

leave school.Immigration restrictions have been tightened for various reasons rang-

ing from (at this writing) a war on terrorism and, in Europe,a backlash of citizens

who think that immigrants are  taking the best jobs.At the same time, the world is

experiencing a succession crisis as workers approach retirement in developed and

in developing economies (Kinsella and Velkoff 2001; Young 2002). That has

prompted growing recognition of  the need for succession planning and manage-

ment as part of a larger HRP strategy that is designed to ensure the continued 

stability of talent sufficient for organizations to function (Rothwell 2000).

A Model of HRP. Think of human resource planning as a process in which

decision-makers: 

1. Link the purpose, goals, and objectives of the HR plan to the purpose,

goals, objectives, and competitive strategy of the organization.

2. Assess the present status of HR in the organization by analyzing the work

performed, the competencies of the people who perform it, and the HR

department.

3. Scan the environment to assess how work will probably change over time,

how the talent requirements of the people will probably have to change

over time to keep up with work changes and competitive requirements,

and how the HR department will probably be affected over time by

changes inside and outside the organization.

4. Compare present work being done to expected future work, and compare

the present competencies of people doing the work to those competencies

needed in the future.
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5. Consider unified,long-term HR strategies that will help close planning gaps

in the work and workforce (the one selected becomes an HR Grand Strategy).

6. Implement HR Grand Strategy through coordination of such HR practice

area efforts as career management programs, succession programs, work

management efforts, work design, organization development, labor rela-

tions, employee assistance programs, and compensation/benefits.

7. Manage HR activities so that they are effective at helping implement HR

Grand Strategy by changing people and jobs.

8. Evaluate HR Grand Strategy before, during, and after implementation.

(Rothwell and Kazanas 2002; Rothwell and Sredl 2000)

These steps are illustrated in Exhibit 1––6, and selected Web-site resources to sup-

port HRP are shown in Exhibit 1––7 (citation here).

Those who are curious about this model are advised to see our book-length treat-

ment (Rothwell and Kazanas 2002). For now, it is sufficient to note that human

resource planning (HRP) is a long-term activity intended to identify an organization’s

future talent needs and to change jobs, people, the department, and other stakeholders

so that they support implementation of Strategic Business Plans. HRP can be synony-

mous with what Bechet (2002, 7) calls strategic staffing: “the process of identifying

and addressing the staffing implications of business strategies and plans.”

Key Assumptions of HRP. Authors writing about human resource planning

have traditionally made several assumptions about it. First, they assume it should

be handled from the top down. There is a distinct tendency in the literature to

suggest that the HR needs for an entire corporation should be forecast by those

at the top, and that programs should be established and implemented from the

top. Much evidence suggests it is a rare organization that develops a comprehen-

sive HR plan, despite years of academic and business writering about the need for

one. More often than not, action is taken to fill immediate vacancies as needed.

The second assumption is that writers on the subject have traditionally assumed

that a comprehensive HR plan should integrate the many different programs and

activities of the HR department (Rothwell,Prescott,and Taylor 1998).Few authori-

ties in HRP dispute the importance of integrating HR programs so that they are

mutually supportive, but there is little evidence that such integration is being done.
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EExxhhiibbiitt  11––66:: A Simplified Model of Human Resource Planning (HRP)

Third, authorities assume that HRP should support but be distinctly different

from Strategic Business Plans. We belive that HR plans should not merely be

driven by Strategic Business Plans; rather, HR planning should be interactive, at

once influencing Strategic Business Plans, and being influenced by them. The

people presently available have an important influence on which strategies an

organization can or should undertake, and even on which strategies are chosen. If

a new venture is contemplated, one question to ask is this: Does the organization

now employ people with the requisite competencies to make the venture success-

ful? If not, the venture is handicapped from the start. HR strategy must support

business strategy.
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EExxhhiibbiitt    11––77:: Selected Web-site Resources to Support Human Resource Planning

Link Brief Description

1. http://www.hrps.org/home/index.shtml The web-site of the Human Resources Planning

Society

2. http://Www.wimlaw.com/Humres.htm The Human Resource Executive’s Desk Reference

3. http://Www.shrm.org/Hrmagazine/Search.html The web-site of the Society for Human Resources

Management. Enter “Human Resource Planning” in

the box and see the articles that come up.

4. http://Www.workforce.com/Cgi-Bin/ The web-site of Workforce Magazine. Enter “Human

Archive.cgi?content_type_ids=0:0“ Resource Planning” and see the articles that come

up.

5. http://www.hrprosgateway.com/ A web-site of listservs in HR for participation.

www/listserv.html

HR practitioners have long desired a seat at the table of organizational strategy

formulation, but they do not always get it. For instance, the results of one 

survey revealed that of 540 survey respondents to an HR practices survey, only

one third indicated that they play a role in their organization’s strategy-making

efforts (Orr 2002).

The Value of HRP. How much does HRP contribute to successful organiza-

tional performance? This question is difficult to answer. Definitions of HRP vary.

Not all organizations even attempt it.

Levels of HRP. Traditionally, writers have not discussed different levels of

HRP; the usual assumption is that there is only one. However, there are obviously

different HR needs for corporate, enterprise, and functional levels. Perhaps it

helps, then, to speak in terms of different levels of HR planning. Of course, this

idea is based on analogy with corporate planning.

Consider the simplified relationship between organizational structure, plans,

and HR initiatives depicted in Exhibit 1––8. Comprehensive, corporate-wide HR

Grand Strategy is established at the highest levels. Each autonomous strategic

business unit or SBU, however, devises its own HR plans in keeping with broad

corporate guidelines. Within each enterprise, functional HR plans guide and inte-

grate HR practice areas such as career management, recruitment, training, organ-

ization development, job redesign, employee assistance, labor relations, and

compensation/benefits.
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EExxhhiibbiitt  11––88:: A Simplified Representation of the Relationships between Organizational

Structure, Organizational Plans, and Human Resource Plans

HR Grand Strategy, like its corporate planning counterpart, is ultimately the

responsibility of the top HR executive, the Chief Executive Officer (CEO), and

key line executives. The HR grand strategy establishes the relationship between

the corporate HR function and corporate Grand Strategy.

HR Enterprise Strategy is more detailed, encompassing the HR plan for only

one business in the corporation. At this level, the highest-ranking HR executive

works with CEO and key line managers to address such questions as:

1. What are the chief products/services of HR? What should they be?

2. What are the major responsibilities of HR practitioners, line managers,

and employees in working toward realization of HR plans? What should

they be?

3. What HR initiatives are desirable in light of enterprise strategy? What

resources are available to pursue those initiatives?
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4. Who is the chief client or customer of HR activities? Line managers? Top

managers? Employees? Who should be the chief client or customer?

5. Given the major responsibilities of the HR department, how can it best

serve its chief client?  Other clients?

The answers to these questions should help link the purpose, goals, and objec-

tives of HR to those of the enterprise.

HR functional strategy is more specific than enterprise or corporate HR strat-

egy. Its focus is on providing guidelines for HR practice areas within the HR

department at the enterprise level. These HR practice areas can include recruit-

ment/selection, training, organization development, and compensation/benefits

(see Rothwell, Prescott, Taylor 1998). Any division or subcomponent of the HR

department is a function. Another way to look at it is that any HR activity, with or

without someone assigned responsibility for it, is a function. Each function has its

own purpose, goals, and objectives; each function operates in its own environ-

ment; each function possesses its own strengths and weaknesses; and each func-

tion can establish its own strategies.

The notion of HR functional strategy is important because many efforts to

conduct planned talent development are often coordinated from HR.

Methods of HRP. Some organizations use sophisticated computer simula-

tions and models to forecast HR demands, movements between job categories,

and available HR supplies inside and outside the organization. Much of what is

known about HRP comes from published case studies about methods. Large,

diversified corporations often employ HRP specialists.

Forecasting HR demands and supplies is often referred to as the “heart” of

human resource planning. Various advanced quantitative techniques are used in

forecasting (see Rothwell and Kazanas 2002).

Despite sustained academic interest in HRP—long enough for academic

research efforts to direct practitioner attention to this area—actual practices lag far

behind theory. There are several reasons for this gap. As Stella Nkomo (1986)

pointed out in a classic treatment, people tend to pay lip service to HR, rather

than actively support it. Second, managers often assume that the right people for

the right jobs are always available. Third, HR practitioners too often lack the

Background Issues 27



28 The Strategic Development of Talent

credibility and skills to lead an effort to predict the organization’s future talent

needs. Lastly, managers rely more on informal than formal HRP methods. One

sign of that problem is, of course, a practice of only hiring to fill vacancies,

without coordinating across the organization about its use of talent.

The Strategic Development of Talent

We are using this definition of the Strategic Development of Talent (SDT):

The process of changing an organization, stakeholders outside it, groups

inside it,and people employed by it through planned and unplanned learn-

ing so that they possess the competencies needed to help the organization

achieve and sustain competitive advantage at present and in the future.

SDT helps implement Strategic Business Plans and HR plans by building the

competencies of people inside the organization or changing the knowledge and

skills of stakeholders outside it. One possible relationship between strategic busi-

ness plans, HR plans, and SDT is illustrated in Exhibit 1––9.

SDT is more holistic than traditional efforts to develop people. The out-

growth of SDT is an organizational strategy for talent that guides, unifies, and

provides direction to learning that occurs in the organization. In SDT, the focus

of planning centers on the roles and responsibilities of everyone—who line man-

agers, participants, and HR practitioners—share responsibility for developing

the talents of people in the organization. This focus on planning for talent dif-

fers from mere department planning for a corporate training department or cor-

porate university or planning for isolated learning events such as one-shot

training courses.

Traditional efforts to develop human talent provide individuals who other-

wise lack the present or future competencies they need with structured opportu-

nities to receive the fruits of distilled organizational experience. Those advocating

this view think in much the same way that John Dewey’s critics in 1938 thought

of education: “the subject-matter of education consists of bodies of information

and skills that have been worked out in the past; therefore, the chief business of

the school is to transmit them to the new generation” (Dewey 1938, 17).
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EExxhhiibbiitt  11––99:: One Possible Relationship between Business Plans, HR Plans, and Talent

Development

When viewed in this traditional way, talent development is a maintenance subsys-

tem as Katz and Kahn (1978) defined it: a system intended to improve organiza-

tional efficiency by increasing routinization and the predictability of human

behavior. It facilitates the socialization of newcomers into the corporate culture,

work group, and job. In a sense, traditional efforts to develop people are rites of

passage that furnish newcomers with ideas, techniques, and approaches worked

out in the past.

It is appropriate to rely on experience if future events and situations are simi-

lar to or call for knowledge and skills derived from the past. If future problems are

much like problems faced in the past, then few should question the wisdom of

relying on what has been learned in the past as the basis for learning.

The trouble is that experience is not always appropriate in preparing for the

future. There are many reasons why this is so: New knowledge is created faster

today than it was in the past. Computers increase the speed with which
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information can be processed, but not the speed at which human beings can

absorb it or use it. Organizations face more competition and must anticipate com-

petitive challenges if they are to survive and thrive. The same principle applies to

individuals who are competing with others for career success.

A new approach to developing human talent is needed to cope with a future

that is not  like the past. This approach should help individuals anticipate the

competencies or the characteristics essential to successful performance–needed in

the future, rather than react after problems become apparent. SDT does this. It

can aid in planning one-time learning experiences as much as a sequence of

longer-term learning experiences. In SDT, those Workplace Learning and

Performance practitioners who coordinate people development do not spend as

much time distilling past experiences; rather, they facilitate organizational 

members in a continuing, creative process of discovery so that they can 

prepare for the competencies needed in the future. More than that, they help 

people become competent workplace learners who take charge of their own 

development (Rothwell 2002). In that way, SDT helps to organize and unify 

talent-development efforts.

This is not to say that developing talent is always a creative process for the dis-

covery of new approaches or information. It is not. But SDT places more empha-

sis than traditional approaches on generating creative approaches, and thereby

facilitates strategic thinking.

A Model of SDT. SDT resembles Strategic Business Planning and HR plan-

ning. According to Rothwell and Sredl (2000), WLP practitioners work with

operating managers and individuals to:

1. Clarify the vision and purpose of the talent-development effort. Why is

the organization undertaking the effort, and what does it hope to gain 

from it?

2. Assess present conditions. What are the strengths and weaknesses of the

organization, in terms of human skills and competencies?

3. Scan the external environment. What threats and opportunities affecting

human performance are likely to result from changes outside the organi-

zation? Department? Work group? Occupation? Job?

30 The Strategic Development of Talent30 The Strategic Development of Talent



4. Compare present strengths and weaknesses to future threats and oppor-

tunities.

5. Choose a long-term organizational strategy for talent development that 

is likely to help prepare individuals and the organization for the future.

6. Implement organizational strategy for talent development through such

approaches as

a. Organization development

b. Non-employee development

c. Employee development

d. Employee education

e. Employee training

7. Evaluate the organizational strategy for talent development.

These steps, illustrated in Exhibit 1–10, are the basis for the structure of this

book. Selected Web-site resources to support SDT are provided in Exhibit 1–11.

With slight modifications, this model can also guide WLP practitioners or an

operating department in planning for talent development. After all, both a WLP

department and operating departments should support a unified strategy for the

development of talent (see Exhibit 1–12).

Key Assumptions of SDT. Generally speaking, an organization’s talent develop-

ment efforts can be effectively aligned with strategic business plans and human

resource plans when several conditions are met.

First, there should be an overall purpose statement for the organization, and

the purpose of the talent development effort should be clearly related to it. It is

important to link the organization’s mission to the learning that is sponsored by

the organization. In this way, few critics can challenge the value of talent develop-

ment, unless they also question the value of the organization.

Second, every major plan of the corporation should be weighed in terms of its

talent requirements. Planned learning efforts are not the only ways to build essen-

tial competencies. Talent can be obtained through external recruitment, contract-

ing for talent, internal transfers, worksharing, telecommuting, job redesign, or

reliance on part-time employees. Nevertheless, any plan implies that talent will be 
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EExxhhiibbiitt  11––1100:: A Simplified Model of the Process for the Strategic Development of

Talent

needed to formulate it, implement it, and evaluate it. Where and how to obtain

these talents should be explicitly considered.

Third, people at all levels in the organization’s chain of command share

responsibility and accountability for developing talent. Learning is an important

part of the job of every supervisor and every employee and talent is the outcome of

effective learning. It is not enough to give lip service to it. Supervisors and

employees should be evaluated, in part, on how well they develop themselves and

contribute to the development of others. Pay decisions, promotions, and transfers

should depend in part on how well people are contributing to the development of

their talent and the talents of others.

Fourth, there should be a systematic, holistic planning process for developing

talent. It is difficult for WLP practitioners to coordinate talent development if 

nothing is planned. This is why formal planning is best. It furnishes opportunities
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EExxhhiibbiitt  11––1111:: Selected Web-site Resources to Support the Strategic Development of

Talent

Link Brief Description

1. http://www.businesspotential.com/ This Web-site connects you to resources that are intended to

build specific competencies.

2. http://trgmcber.haygroup.com/ The managerial competency questionnaire from Hay/McBer.

Products/competencies/mcqus.htm

3. http://www.amanet.org/research/ A report from the American Management Association on top-

pdfs/mang_skl_comp.pdf ranked management competencies.

4. http://www.hrnext.com/content/ A Web-site with many resources and information about job 

subs.cfm?subs_id=120 analysis.

5. http://www.job-analysis.net/ A Web-site with much information about job analysis.

6. http://www.hr-guide.com/ HR Guide to the Internet: Job Analysis: Methods Of: 

data/G012.htm Questionnaire.

7. http://www.hr-guide.com/ Comprehensive list of Web resources on human resource 

data/010.htm management.

for information-sharing among the stakeholders and participants in the talent-

development effort. Unlike informal planning, formal planning calls for a deliber-

ate, systematic approach to specifying what should be done, when it should be

done, and who should be accountable for the results.

The Value of the Strategic Development of Talent. SDT is important for

several reasons. First, it makes talent-development efforts proactive rather than

reactive. The organization commits to developing talent. Second, SDT ties learn-

ing to a comprehensive planning process for talent that aligns it to strategic busi-

ness plans and HR plans. Third, organizations known for their excellence in

productivity improvement handle their human resources strategically. Talent-

development efforts such as training have been shown to serve as retention tools,

as well as a means of building internal bench strength. Finally, those who coordi-

nate talent development must increasingly think strategically if they are to enjoy

long-term career success.

But it is also true that SDT is no panacea. It can serve to anticipate and build

the competencies needed for future competitive success. In this respect, it can

support strategic business plans and individual career plans. But it cannot 
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EExxhhiibbiitt  11––1122:: Relationships between a Unified Plan for Talent Development and

Other Talent-Development Plans

anticipate all future problems or even head off the sometimes-unknown conse-

quences of current trends.

Competency Identification, Modeling, and Assessment and the Strategic

Development of Talent. It is, of course, critically important to have a blueprint of

what talent to develop. Competency models serve that purpose, and many 

authorities believe they are essential for the process of developing talent (Zenger,

Ulrich, and Smallwood 2000). Much has been written on competency modeling.

(See, for instance, Boyatzis 1982; Dubois 1993; Dubois 1996; Dubois 1998;

Dubois and Rothwell 2000; Rothwell and Lindholm 1999; and Spencer and

Spencer 1993.)
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A competency is any characteristic related to successful performance.

Competencies are tied to individuals, not to the work they do.

Competencies should not be confused with job descriptions or job specifica-

tions. Job descriptions delineate the work that must be done by a job incumbent.

Job specifications list the essential education, experience, and other bonafide

occupational requirements necessary to qualify for a position. Neither job

description nor job specification is necessarily tied to results, but competencies

are tied to work results.

Competency work has a lexicon all its own. Individual competency models

are about people who do work. The following key terms are associated with these

models:

❙ Competency identification is the process of discovering what competen-

cies are essential to success in a unique corporate culture and in a unique

position.

❙ Competency modeling is the process of describing which competencies

have been identified. A competency model indicates which characteristics

should be demonstrated by a successful performer.

❙ Competency assessment is the process of comparing an individual, to the

competency model usually through an assessment center or by a 360-

degree assessment.

Organizational competence is about what sets an organization apart from its com-

petitors. What key competitive strength keeps an organization in business, and

what is distinctive about that business? If decision-makers answer that, they are

beginning to define organizational core competencies (Prahalad and Hamel 1990;

Hamel and Prahalad 1994), understood as the essence of what makes an organi-

zation successful in its competition with other organizations (Mascarenhas,

Baveja, and Mamnoon, 1998).

Talent development is done by narrowing gaps between competency models

and assessment results, usually through individual development plans (IDPs) 

that stipulate which activities in which individuals participate will build their

competencies in line with the model (Dubois and Rothwell 2000). Leadership

competence is particularly important. As Hagen, Hassan, and Amin (1998) note,
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“A survey conducted among American CEOs found that they rank the 

following six- core leadership competencies in the following order of 

importance: (1) determining strategic direction, (2) developing human capital,

(3) exploiting and maintaining core competencies, (4) sustaining effective 

corporate culture, (5) emphasizing ethical practices, and (6) establishing strategic

controls” (1998, 39).

Competency models can be past-, present-, or future-oriented. Past-or

present-oriented competency models describe the characteristics that have made

some people successful. Future-oriented competency models based on the organi-

zation’s Strategic Business Plan and on future trends expected to influence that

plan, describe which characteristics should be demonstrated by performers in

order for them to be successful in that future.

Competency models can also be distinguished by what level of performance

they are intended to identify. Derailment models pinpoint the most common

causes for performers to fail. Occupational models usually show the general com-

petencies required for average performance in an occupation. But most compe-

tency models are usually intended to underscore what characteristics distinguish

exemplary (best-in-class) performers from fully-successful (average) performers in

a job category, department, or occupation. Since exemplary performers are dra-

matically more productive than their fully-successful counterparts, many deci-

sion-makers are trying to determine how to make all or more of their workers as

productive as the best-in-class workers. If they can do that, they can realize quan-

tum leaps in productivity, and will likely outcompete any other organization.

Of course, not all competencies can be developed. Some competencies must be

hired for.

There are many ways by which to identify competencies. Dubois (1993) has

listed many approaches. Spencer and Spencer (1993) provide a cookbook that

essentially focuses on one approach.

The most rigorous approach to identifying competencies for any job category,

department, or occupation is to do these things:

1. Identify the most-productive, successful performers in the target group.

2. Identify average performers in the target group.
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3. Conduct behavioral-event interviews with both groups, asking people to

describe the most difficult situation that they have ever encountered in

their work in the target group in the organization.

4. Videotape or audiotape the interviews.

5. Transcribe the results.

6. Apply content analysis to the transcriptions, identifying common themes.

7. Subtract the themes shared by both groups, leaving only those that are

shared by the most-productive, successful performers.

8. Draft a narrative competency model that describes the competencies

identified in statement 7.

9. Identify behaviors associated with the most-productive, successful per-

formers in the target group.

10. Establish behavioral anchors for the competencies so as to render them

measurable, and involve the most-productive, successful performers in

the process.

11. Ask the organizational superiors of the target group to review, comment,

and refine the competencies and behaviors identified for the target group.

The result of this process should be a competency model that isolates the charac-

teristics shared by the most-successful, productive performers. Note that this

approach identifies the past or present competencies associated with exemplary

performance. After all, the behavioral-event interviews are based on experience, a

product of the past.

An alternative approach is to focus attention on the future. (To see an exam-

ple, see Rothwell, Prescott, and Taylor 1998.) To carry out this approach, you

should take these actions:

1. Identify the key trends facing the organization and industry through a

process of environmental scanning.

2. Clarify for each target group in the organization:

❙ How the trend can be defined for that group in the organization.

❙ What causes the trend.

❙ What consequences are likely to stem from the trend.

Background Issues 37



38 The Strategic Development of Talent

❙ How best-practice organizations are preparing to deal with the trend.

❙ What competencies will be necessary for each target group in the

organization to deal with the trend.

3. Draft a narrative competency model that describes the competencies

identified in statement 2.

4. Identify behaviors that are likely to demonstrate the competencies by pro-

ductive, successful performers in the target group.

5. Establish behavioral anchors for the competencies so as to render them

measurable.

6. Ask the organizational superiors of the target group to review, comment,

and refine the competencies and behaviors identified for the target group,

based on how well they align to the organization’s strategic business

plans.

There are other ways to identify competencies. The simplest, least-expensive and

least-useful approach is to find published competency models from the Web or

from print sources, and adapt them to the organization’s corporate culture. While

that approach is quick and inexpensive, it is also most likely to create a blueprint

that is not as precise or well-aligned to the organization’s future challenges.

Of course, once the competency model has been prepared and approved for

each job category, department, or occupational group, it can provide the basis for

individual assessments of job incumbents to see how well they measure up to the

model. Such assessments can be carried out by 360-degree assessment, assess-

ment centers, or other means. Whether assessing individual talent for the future

or assessing individual performance in the present job, 360-degree assessments

have proven to be very popular in many organizations today. According to one

authority, 90 percent of the Fortune 1000 firms have used some variation of 360-

degree assessment (Atwater and Waldman 1998), which is also known as multi-

source assessment. It is thought by some that good feedback sufficient to guide

coaching and developmental planning is the weak link in multisource assessment

(Wells 1999). To be most successful, 360-degree assessments must be carried out

in organizations where the culture has been managed to make the assessments

most useful (Jackson and Greller 1998).
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Gaps between the competency model and the individual’s assessment should

be narrowed through an Individual Development Plan (see Dubois and Rothwell

2000; Rothwell 1999). An IDP should typically spell out

❙ Who should learn

❙ What the individual should learn

❙ When the individual should learn it

❙ Where the individual should learn

❙ Why the individual should learn

❙ How the individual should learn

❙ How any successful learning will be evaluated

Much recent attention is being paid to the delivery methods for talent develop-

ment, such as e-learning. However, delivery methods should not be selected with-

out the goals in mind. Strategy is even needed for e-learning (Pope 2002). Since

62 percent of all learning occurs on the job and informally, rather than off-the-job,

it makes sense to integrate “learning while doing” with “doing while learning”

(Verespej 1998). Informal learning occurs during the work, and incidental learn-

ing occurs as a result of learning from experience. Both are likely to grow more

important in the future. So, too, is situated learning in which learning is embod-

ied in the work process itself (Robin 2000). However, learners can be directed

toward what competencies to build, through various methods, on their Individual

Development Plans (IDPs).

Individual competencies can be aligned with organizational strategic objectives

by making concerted efforts to assess which competencies are essential to achieve

strategic objectives,and how well workers in each group perceive their competen-

cies to be aligned with the organization’s strategic objectives (see Sensenig 1998).

The strategic development of talent is the process of building the collective indi-

vidual competencies of everyone in the organization. In that way, the organization

becomes a community of practice and a learning organization. Learning becomes a

means of individual and organizational progress toward continuous improvement.

To be most useful in realizing strategic objectives, competency models must be

aligned with the future direction of the organization. Then individuals should be

assessed against those models. This is no easy chore, of course. It often requires
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the creation of competency models for each department and/or each job category

in the organization. Then individuals must be compared to those models and

learning plans established to narrow any gaps. But doing that is a means by which

to align talent-development efforts to strategic objectives, thereby transforming 

talent development to a strategic focus.

While individual and organizational competencies are important, they don’t

always go far enough. They only focus on results alone, and don’t always take eth-

ical issues related to values far enough. That has prompted writers such as

Dahlgaard, Dahlgaard, and Edgeman (1998) to discuss core values—the ethical

beliefs that are essential. The message here is an important one: Remember that

results alone are not enough, and play by the rules of morality. Attention to values

can help you do that.

Leadership Development Programs for the Strategic Development of

Talent. Many companies have established leadership programs in an effort to

develop their talent and build the competencies of leaders (see Rothwell and

Kazanas 2000). This is especially important in a time of crisis, which some

experts believe we are now in (Weiss 2002). Many case studies have been written

about these leadership programs. Some examples of case study descriptions of

leadership programs are: the U.S. Postal Service program (Delahoussaye 2002),

the description of the program at Texas Instruments (Moser 2001), the program

at Johnson and Johnson (Fulmer 2001), the description of the program at Xerox

(Pulley, Sessa, Malloy 2002), the description of the program at Ford (Friedman

2001), the description of the program at TRW (Neary and O’Grady 2000), and

the description of the program at GE (Tarley 2002). Much has also been written

about using maps, models, or graphics to show the linkage between strategy and

training or talent-development efforts (see, for instance, Kapp 2000). The CEO’s

role in the process is critically important, as Larry Bossidy, formerly CEO of

Allied Signal, emphasizes. CEOs themselves need special preparation as they take

charge (see Arthur 2000). To be successful, leadership programs should be com-

petency-based and linked to organizational strategy (Zenger, Ulrich, and

Smallwood 2000). Winning companies invest in leadership development, as

Hewlett-Packard and other companies demonstrate (Fulmer, Gibbs, and

Goldsmith 2000; Phillips 1999).
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AAccttiivviittyy  11--11:: A Checklist on Organizational Strategy for the Development of Talent

Directions: This checklist is intended to serve two purposes. First, it introduces the complete model for the

strategic development of talent (SDT) described in the text. In this sense, it is an overview of SDT and an

Advance Organizer for the book. Second, this checklist can aid Workplace Learning and Performance (WLP)

practitioners and operating managers who are brave enough to fight the tendency toward short-term, crisis-

oriented planning for SDT that prevails in many organizations. It is useful as a list of activities: (Think of it as

a “to-do list” for creating and implementing Organizational Strategy for Talent Development). For each activity

listed in the left column, check an appropriate response in one of the middle columns. The choice of responses

is limited to “yes,” “no,” and “not applicable.” If you wish, write any remarks to yourself in the right column.

Since organizations vary by culture, you may need to add or subtract steps and activities in the SDT process so

that the steps will apply to your organization. 

In formulating and implementing

a comprehensive organizational

strategy for talent development,

have HR practitioners, WLP

practitioners, and operating Yes No N/A

managers worked together: V V V Remarks

Clarifying the Purpose of the Talent Development Effort

1. Clarify the purpose of the talent- ̊ ̊ ̊
development effort in the

organization?

2. Create a purpose statement for ̊ ̊ ̊
the talent-development effort 

that is aligned with the 

organization’s strategy.

3. Prepare a purpose statement ̊ ̊ ̊
for the talent development 

effort that describes

a. The role of talent develop- ̊ ̊ ̊
ment in the organization?

b. The part to be played by ̊ ̊ ̊
talent development in each

part of the organization?

c. How talent development ̊ ̊ ̊
helps meet needs of people 

inside and outside the 

organization?

d. How talent development is ̊ ̊ ̊
related to the organization’s 

philosophy of doing

business?

Background Issues 41



42 The Strategic Development of Talent

AAccttiivviittyy  11--11:: (continued)

In formulating and implementing

a comprehensive organizational

strategy for talent development,

have HR practitioners, WLP

practitioners, and operating Yes No N/A

managers worked together: V V V Remarks

Assessing Present Needs

4. Assess present strengths and ̊ ̊ ̊
weaknesses of talent in the 

organization?

5. Identify learners to be served ̊ ̊ ̊
by the talent-development effort

over time? More specifically, 

is it clear

a. Who are the learners? ̊ ̊ ̊

b. Where they are located? ̊ ̊ ̊

c. How many there are? ̊ ̊ ̊

d. How they can be reached ̊ ̊ ̊
for carrying out the 

development process?

e. How intense is their ̊ ̊ ̊
motivation to learn?

f. When are they most ̊ ̊ ̊
interested in learning?

6. Classify learners into broad ̊ ̊ ̊
“market segments” to be served 

by the talent-development 

effort?

7. Compare actual to desired ̊ ̊ ̊
competencies at present in each 

market segment of learners?

8. Identify present ̊ ̊ ̊

a. Strengths (competencies) ̊ ̊ ̊
in each market?

b. Weaknesses (learning ̊ ̊ ̊
needs) in each market 

segment of learners?
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AAccttiivviittyy  11--11:: (continued)

In formulating and implementing

a comprehensive organizational

strategy for talent development,

have HR practitioners, WLP

practitioners, and operating Yes No N/A

managers worked together: V V V Remarks

Scanning the Environment

9. Classify the external ̊ ̊ ̊
environment into discrete 

sectors or components 

for analysis?

10. Decide on a time horizon ̊ ̊ ̊
appropriate for scanning 

for talent development?

11. Examine environmental ̊ ̊ ̊
sectors for expected 

changes over the time 

horizon that has been 

chosen?

12. Infer effects of environmental ̊ ̊ ̊
changes on

a. The public? ̊ ̊ ̊

b. Key external stakeholders? ̊ ̊ ̊

c. Departments/work groups ̊ ̊ ̊
inside the organization?

d. Individuals (and career ̊ ̊ ̊
prospects)?

e. Work requirements? ̊ ̊ ̊

13. Identify future ̊ ̊ ̊

a. Threats affecting each ̊ ̊ ̊
market segment of 

learners?

b. Opportunities affecting ̊ ̊ ̊
each market segment 

of learners?
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AAccttiivviittyy  11--11:: (continued)

In formulating and implementing

a comprehensive organizational

strategy for talent development,

have HR practitioners, WLP

practitioners, and operating Yes No N/A

managers worked together: V V V Remarks

Comparing Present Strengths/Weaknesses to Future Threats/Opportunities

14. Compare present strengths/ ̊ ̊ ̊
weaknesses to future

threats/opportunities 

relative to

a. Interactions with external ̊ ̊ ̊
groups?

b. Interactions between ̊ ̊ ̊
groups within the 

organization?

c. Competencies needed by ̊ ̊ ̊
departments and work 

groups in the organization?

d. Competencies needed by ̊ ̊ ̊
individuals in order to 

achieve career goals?

e. Competencies needed by ̊ ̊ ̊
individuals to improve 

present performance 

in their work?

Choosing Organizational Strategy for Talent Development

15. Choose an organizational ̊ ̊ ̊
strategy for talent 

development, such as

a. Growing: (by ̊ ̊ ̊
increasing developmental 

activities)?

b. Retrenching: (by ̊ ̊ ̊
decreasing developmental 

activities)?
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AAccttiivviittyy  11--11:: (continued)

In formulating and implementing

a comprehensive organizational

strategy for talent development,

have HR practitioners, WLP

practitioners, and operating Yes No N/A

managers worked together: V V V Remarks

c. Diversify by changing ̊ ̊ ̊
the learners who are

served, needs  addressed,

emphasis placed on 

potential markets of 

learners, etc.?

d. Integrate by establishing ̊ ̊ ̊
closer ties to other

functions inside the 

firm or to groups outside 

it?

e. Turn around by retrenching ̊ ̊ ̊
and then pursuing

another organizational 

strategy for talent 

development?

f. Combine by pursuing ̊ ̊ ̊
two or more strategies

at the same 

time?

Implementing Organizational Strategy for Talent Development

16. Implement organizational ̊ ̊ ̊
strategy for talent development

by coordinating talent 

development efforts?

17. Establish operational ̊ ̊ ̊
objectives for the talent- 

development effort so as to 

unify the developmental 

efforts?
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AAccttiivviittyy  11--11:: (continued)

In formulating and implementing

a comprehensive organizational

strategy for talent development,

have HR practitioners, WLP

practitioners, and operating Yes No N/A

managers worked together: V V V Remarks

18. Review and revise all ̊ ̊ ̊
organizational policies in light 

of a new strategy for talent 

development?

19. Examine leadership in the ̊ ̊ ̊
organization relative to the 

new organizational strategy 

for talent development?

20. Review structure relative to ̊ ̊ ̊
organizational strategy for 

talent development relative to 

the organization and to 

groups/departments with 

responsibilities for talent 

development?

21. Review reward systems ̊ ̊ ̊
relative to the organizational 

strategy for talent development?

22. Budget for the resources ̊ ̊ ̊
necessary to implement the 

organizational strategy for 

talent development?

23. Establish the means to ̊ ̊ ̊
communicate about 

organizational strategy for 

talent development?

24. Develop functional strategies ̊ ̊ ̊
for talent development in line 

with the organizational 

strategy for talent development? 

(Examples include employee 

development, employee 

education, and others.)
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AAccttiivviittyy  11--11:: (continued)

In formulating and implementing

a comprehensive organizational

strategy for talent development,

have HR practitioners, WLP

practitioners, and operating Yes No N/A

managers worked together: V V V Remarks

Evaluating Organizational Strategy for Talent Development

25. Clarify ̊ ̊ ̊

a. Who wants information ̊ ̊ ̊
from evaluation of talent-

development efforts?

b. Who will do the ̊ ̊ ̊
evaluating?

c. What is the primary focus ̊ ̊ ̊
of interest?

d. When should evaluation ̊ ̊ ̊
be carried out?

e. Why is evaluation ̊ ̊ ̊
necessary?

f. How will evaluation be ̊ ̊ ̊
conducted?

g. How will each talent- ̊ ̊ ̊
development functional 

area be evaluated, 

including organization 

development, non-employee 

development, employee 

development and employee 

education and training?

26. Clarify when there is a need to ̊ ̊ ̊
change organizational strategy 

for talent development?

RReemmaarrkkss:





THE VVISION AAND PPURPOSE OOF 

THE TTALENT-DDEVELOPMENT EEFFORT

The vision leaders have for the talent-development effort is an

important starting point for the strategic development of talent

(SDT). The outcome of a visioning process is a purpose statement

that puts the organization on record about the reasons for the talent-

development effort, the goals and objectives for that effort, and the

ways in which the effort aligns with the organization’s competitive

goals and strategic objectives.

Just as strategists should first identify in what business they are

operating before they formulate a strategy to succeed in that busi-

ness, so too must key stakeholders of the talent-development effort

decide why they are undertaking the effort. A purpose (mission)

statement is as important for the strategic development of talent as it

is for strategic business planning. It provides the rationale for why

the organization is developing talent, justifies why the organization’s

leaders support it, and clarifies what results the organization’s 

leaders hope to gain from it.

What Is Vision?

A vision is a mental picture of an ideal situation or condition.

“Visioning,” writes Nickolson (2002, 52), “is about visualizing a

desired future state and then working backward to develop an action
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plan to get to that desired state.” In some cases, the term visioning is used to refer

to the process of establishing a mission or purpose statement. In other cases, it is

viewed as a preliminary step. Visioning meetings are fairly common. Nickolson

creaks a case study that describes one vision meeting and the process used to

guide it.

The value of visioning should be apparent: Whether one is doing strategic

planning for an organization or is trying to establish an organizational strategy for

talent development, every decision-maker must reach some common understand-

ing about what they are doing, why they are doing it, what benefits they hope to

achieve from it, and how they will establish the purpose, goals, objectives, and

strategy to guide the effort. The process of doing this can thus be critical (Flores

and Fadden 2000).

Vision is sometimes seen as a critical element in strategy (Brown 1998),even if

it is regarded somehow as separate from it.For instance,Hilton (1999,29) cites a

study that revealed that no less than 40 percent of a company’s reputation is attrib-

utable to the CEO’s reputation.More to the point, the most important quality of a

CEO is his or her ability to “communicate a clear vision of the company’s strategy.”

Many writers today agree that visioning is often the key to a successful strate-

gic planning effort. As Kim and Mauborgne (2002, 76) note: “Few companies

have a clear strategic vision. The problem stems from the strategic-planning

process itself, which usually involves preparing a large document, culled from a

mishmash of data provided by people with conflicting agendas. Instead, compa-

nies should design the strategic-planning process by drawing a picture: a strategy

canvas. The process is four steps: 1. visual awakening; 2. visual exploration; 

3. visual strategy; and 4. visual communication.”

Many resources are available to support an organization’s visioning efforts.

(See Exhibit 2–1.)

What Is “Purpose”?

Purpose refers to the fundamental reason for an organization’s existence. It is

often synonymous with intention or mission (Krattenmaker 2002). While the

value of specifying intentions has sparked substantial debate among those 
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EExxhhiibbiitt  22–11:: Web Resources for Visioning*

Link Description of the Web-site

1. http://www.nsba.org/sbot/toolkit/ Emphasizes the benefits of visioning

cav.html

2. http://www.improve.org/ Provides a 10-step model of strategic planning

stratpln.html

3. http://allianceonline.org/faqs/ Describes how to introduce the visioning process

spfaq7.html

4. http://prosci.com/visions.htm Tutors users in visioning

5. http://mapnp.org/library/plan_dec/ Supplies links and resources for nonprofit organizations–which

gen_plan/gen_plan.htm can, of course, apply to other organizations as well–about the 

visioning process

*These links are based on a much more extensive list provided in Nickolson, D. (2002). Envisioning an enriched

future. Association Management, 54(5), 52–57. 

who facilitate learning, it is advantageous because it (1) helps guide design and

development efforts; (2) helps learners understand what they are supposed to

learn; (3) provides means to evaluate the relative success of subsequent instruc-

tional efforts; and (4) provides information worth communicating to employees

and operating managers about what instruction is intended to do. A sense of pur-

pose, whether for an organization or instruction, instills confidence. It gives peo-

ple the feeling that they know “where they are going” and helps them understand

“why they are doing what they are doing.” And the process of developing a 

purpose or mission statement can build esprit de corps among work group 

members (Ishoy and Swan 1992).

Perhaps the best description of a formal purpose statement for an organiza-

tion is this classic and succinct passage from Morrisey’s 1976 work:

For the total organization, the statement [of purpose] should include the

broad identification of the type of operation for which it is responsible, its

major areas of service, clientele or user groups, organizational approach, plus

the philosophical basis for its operation (p. 25).

A purpose statement thus answers such questions as: (1) What is our business?

(2) What should it be? (3) What are the major parts of the business? (4) What

The Vision and Purpose of the Talent Development Effort 51



should they be? (5) Who are the customers? (6) Who should the organization be

serving? (7) How is the business presently meeting needs of each customer

group? (8) How should it be meeting those needs? (9) What do managers believe

about the business, customers, and methods of operation? and (10) What should

they believe?

In recent times, however, corporate executives use purpose statements to

explain why the organization exists, but also to stress its noble purpose. But take

care in doing that, note Kleiner, Roth, and Kruschwitz (2001, 18): 

We live in a post-mission-statement era. These days, the most admired com-

panies are trying not only to develop effective strategies for profit, but to make

themselves into examples of greatness. They want their companies to be like

Mary Kay Inc., with its stated intention “to enrich women’s lives”; or like

Merck and Co. Inc., whose “business is preserving and improving human

life”; or like British Petroleum, which recently announced a brand-name

change to “Beyond Petroleum,” signaling a leadership role in moving civiliza-

tion out of the fossil-fuel era.

A similar concern has been expressed about grand vision statements that can

distract strategists from the real purpose of their organizations (Langeler 1992).

Strategic Business Planning theorists prefer to direct their primary attention

to customers or clients during the process of formulating purpose. In a classic

description, Rothschild suggests pondering these questions:

❙ Who are you as an organization?

❙ Who are your customers?

❙ How can they be classified?

❙ Which classification is most important to you and your competitors?  

❙ Will this classification still be most important in the future? Why?

❙ Why do customers buy when and as much as they do? 

❙ What are their objectives?

❙ Which objectives are most important?

❙ Are the reasons for purchasing and their ranking in importance likely to

change?

❙ What if . . . ?
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❙ What could cause a change in customers’ objectives?

❙ What information will help anticipate these changes?

❙ So what?

❙ What are the implications of change in customer behavior and objectives?  

❙ Will the impact be positive or negative on you, relative to the impact on

your competition?

❙ What then?

❙ How will this customer classification add to your understanding of the

total market, size, mix, growth rate, and time? (Rothchild 1976, 29–30;

reprinted with permission)

Customer analysis of this kind suggests valuable clues about the purpose of the

organization–and profitable strategies for the future.

It does not require much imagination to see that these questions are applica-

ble to developing talent. Indeed, a good starting point for long-term planning for

talent development in any organization is to pose the same kind of questions that

Rothschild (1976) suggests in his classic work. Consider:

❙ What purposes does talent development seek to attain inside the organi-

zation? Outside it?

❙ What part of this purpose is the responsibility of the talent development

effort? Operating managers? Learners?

❙ What is known about the learners? How can they be classified? How can

this classification scheme be used in planning instruction and other devel-

opmental efforts?

❙ How are talent development activities presently benefiting the organiza-

tion? How should they benefit the organization?

❙ How are talent development activities presently meeting learner needs?

How should they meet learner needs in the future?

❙ What is the organization’s present philosophy about talent development?

What should that philosophy be in the future?

By posing these questions, WLP practitioners can stimulate a meaningful dia-

logue about the talent development effort in their organizations. This informa-

tion, in turn, helps to set priorities.

The Vision and Purpose of the Talent Development Effort 53



How important is purpose?

Without a sense of purpose, WLP practitioners might successfully complete

many projects or activities, but might never know how they are contributing to 

the organization or to improvements in job performance. Nor will they be able to

demonstrate their value in convincing ways if asked to do so. If WLP practition-

ers or line managers lack purpose for the talent-development effort, they will not

be able to establish a strategy for realizing that purpose.

What are possible relationships between strategic business

plans, HR plans, and talent development?

There are many-possible relationships between strategic business plans, HR

plans, and talent-development efforts. These can be summarized as follows:

1. Talent development can be driven by organizational and HR plans. This

is the top-down approach.

2. Talent development can be driven by perceived future learning needs of

managers and employees. This is the market-driven approach.

3. Talent development can be driven by comparisons between individual

career plans/objectives and organizational plans/objectives. This is the

career planning approach.

4. Talent development serves as a tool for helping top management strate-

gists formulate business and HR plans. This is the futuring approach.

5. Talent development furnishes learners with artificial experience tied to

organizational and HR plans. This is the artificial experience approach.

6. Talent development provides feedback about implementation of plans for

use by top managers in subsequent planning. This is the pulse-taking

approach.

7. Talent development provides information to strategists about organiza-

tional strengths and weaknesses.This is the performance diagnosis approach.

8. Talent development teaches people how to think strategically. This is the

educational approach.
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9. Talent development serves the unarticulated needs and interests of strate-

gists. This is the interpersonal approach.

10. Talent development focuses on specific issues, problems, or projects of

major strategic significance to the organization. This is the rifle approach.

Exhibit 2–2 summarizes all ten approaches. Note that they are not mutually exclu-

sive. In fact, they may overlap conceptually. Each approach is worth describing in

more detail because they describe how Strategic Business Plans and talent devel-

opment efforts may be aligned. Remember: each approach also implies a purpose

for a talent development effort.

EExxhhiibbiitt  22–22:: A Summary of Relationships Between Strategic Business Plans, HR Plans,

and Talent Development

Approach Brief Description

1. Top-Down The talent development effort is used to support implementation 

of organizational and HR plans, and is driven by those plans.

2. Market-driven The talent development effort is used to identify future learning 

needs, and to convince people to meet those needs.

3. Career Planning The talent development effort is a tool for helping individuals 

realize their own career plans.

4. Futuring The talent development effort is used to provide assistance to 

top management strategists in formulating strategic plans.

5. Artificial Experience The talent development effort is used to simulate future condi-

tions, helping individuals identify their own learning needs.

6. Pulse-Taking In the course of talent development efforts, WLP practitioners 

and others collect information about how well the organization’s

strategic plans are being implemented, and later feed it back to 

the strategists.

7. Performance Diagnosis In the course of assessing talent development needs, WLP prac-

titioners and others identify problems of larger scope, and pro-

vide that information to strategists for their use in strategic 

business planning.

8. Educational WLP practitioners and others work to teach people how to think 

strategically.

9. Interpersonal WLP practitioners and others interact with the strategists, iden-

tifying their beliefs and communicating those beliefs to others.

10. Rifle WLP practitioners and others concentrate their attention on 

issues, problems, or projects of strategic importance.
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The Top-Down Approach. Perhaps the most common way to think of aligning

strategic business plans, HR plans, and talent development efforts is from this

perspective. Top managers envision the organization as it exists in the future and

as it is positioned relative to the external environment. This vision is embodied in

a formal strategic plan (a product); however, planning is synonymous with a

process.

To transform a vision to reality, human knowledge and skills are necessary. In-

deed, any plan implies that knowledge and skills will be needed for proper

implementation. As a matter of fact, today’s organizations are in a “knowledge

race” in which a key to competitive success is matching how quickly an organiza-

tion can support reduced cycle time through speed to market (Krell 2001). Of

course, plans also require adequate resources, money, and time. But without

human qualities to mobilize and apply resources, no plan can ever be 

implemented.

Theorists have long argued that to implement a strategic business plan suc-

cessfully, top managers should devote attention to matching appropriate leaders

to the strategy. Each part of the organization should be led by someone who wants

the strategy to succeed and who also possesses the skills necessary for success.

Unfortunately, it is difficult to find the right person for the right leadership job at

the right time if nobody worries about the issue until the need arises. This prob-

lem is a major one confronting all corporations.

Top managers consistently cite a need for better long-term planning for man-

agement talent. By virtue of position, top managers are acutely aware of how

important leadership can be in implementing a business plan. Generally, top man-

agers direct less attention to comprehensive HR planning than to leadership plan-

ning. The aim of comprehensive HRP is to match available numbers and skills 

of employees in different job categories to requirements implicit in strategic 

business plans. Unfortunately, forecasting future skill requirements has been a 

traditional weakness of HR planning. The reason is that the common practice is

to compare numbers of people needed to fill job categories to numbers of people

available. In addition, top managers do not establish overall direction for all HR

programs to match them to corporate strategy. Alignment of organizational 

strategy and talent fails because nobody thinks about it (Weiss 2002).
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In the top-down approach, a comprehensive HR plan is necessary before strat-

egy can be formulated to guide the talent development effort, because the compe-

tencies essential to implement strategic business plans are available from more

than one source. It is thus necessary to consider alternative ways of obtaining

them. If managers need an individual who possesses unique skills, they can: 

(1) recruit from outside the organization; (2) transfer somebody possessing the

skills from a different part of the firm on a temporary or permanent basis; (3) con-

tract for talent externally on a short-term or long-term basis; (4) use innovative

techniques such as worksharing to get more than one person’s talents mobilized to

deal with the job’s tasks; (5) simplify or change job duties; or (6) train, educate, or

develop individuals within the firm. Talent development activities are appropriate

only for the last of these choices. For this reason, other methods of sourcing neces-

sary skills have to be considered before talent development plans are formulated. A

comprehensive HR planning process affords a means to make these choices.

To use a top-down approach, WLP practitioners have to link up talent devel-

opment plans to plans of the HR department and the organization.

Organizational and HR plans must be decided on first before talent development

plans are formulated. The talent development effort is forced into a role in which

it can only support these plans. It is driven by them, and thus has little impact on

how they are formulated. (See Exhibit 2–3 for a depiction of the top-down

approach.)

The Market-Driven Approach. A second way to think of aligning strategic

business plans, HR plans, and talent development efforts is from a market-

oriented perspective. WLP practitioners must build their efforts based on the per-

ceived needs of their stakeholders. In short, they must sell what they do and why

they do it. A major problem with the market-driven approach results from the ten-

dency of managers and employees alike to identify learning or development needs

on the basis of past problems.

Much effort must be exerted to get people to think about long-term needs that

anticipate future requirements. WLP practitioners contribute to a past-oriented

bias by using learning-needs assessment techniques that rely on present,

rather than future, determinations about the talent needed for organizational 

success.
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EExxhhiibbiitt  22–33:: A Simplified Model of Steps in the Top-Down Approach

Think of this problem from another perspective: Suppose Company X creates a

new product with which consumers are not familiar. At one time, most products

were in this category. Consumers experience a need that the new product can 

satisfy, but are unaware of the need, the product, or both. Products of this kind are

referred to as “unsought goods.”
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To promote these goods, marketing specialists suggest starting with informa-

tional advertising. Consumers have to be informed about the product and be con-

vinced of their need for it before they will buy. This step is the beginning of a

product-development life cycle. The introduction of a new product begins the

cycle. As consumers learn about the product and the needs it satisfies, they pur-

chase it. The product thus gains popularity. More firms begin manufacturing

the same product or a substitute. As competition grows stiffer, firms enjoying mar-

ketplace advantage due to size, name recognition, or other strengths drive out

firms not enjoying such advantages. Eventually, the number of competing firms

stabilizes. The product-development life cycle is essentially a learning curve. A

visionary entrepreneur begins the cycle by introducing a new product or service.

Consumers and competitors learn about the product. Eventually, market factors

reduce how many firms are making the product.

Consider talent development from this perspective. Acting like entrepre-

neurs, WLP practitioners can take the lead to identify learning needs before 

others are aware that they exist. The Strategic Business Plan is a good source for

identifying these needs, because it clarifies the firm’s direction. WLP practition-

ers promote instruction designed to meet these unsought needs, showing learners

and their superiors what the instruction is and why it will be useful to them in the

future.

To use the market-oriented approach, WLP practitioners: (1) classify employ-

ees into distinct groups, perhaps by job category; (2) predict what competencies

employees will probably need in the future to perform in ways consistent with

business strategy; (3) assess what competencies are available in each employee

group at present; (4) decide how to close gaps between present and future com-

petency requirements; (5) plan training, education, and development to close

gaps over time in each group of employees; and, (6) mount a promotional 

campaign to inform managers and employees about strategic business plans 

and HR plans, implications of those plans for them, and the value of talent 

development programs in preparing for the future.

The Career Planning Approach. A third way to think of aligning strategic

business plans, HR plans, and talent development efforts is from the individual’s

career perspective.
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Individual career plans must be taken into account if employees are to be

committed to a strategic business plan. The organization’s plans must be trans-

lated into terms that are directly applicable to present and possible future jobs.

Individuals, to be motivated, must see “what’s in it for them.” They must see how

they fit in at a future time and be convinced that they will benefit if strategic objec-

tives are met and the strategic business plans are successfully implemented.

To use this approach, WLP practitioners (1) establish individual develop-

ment programs to provide structure for negotiations between individuals 

and their superiors, (2) identify learning experiences that will help individuals

achieve their career objectives and will, at the same time, help the organization

implement its business and HR plans, and (3) facilitate the delivery of these 

learning experiences.

An individual development program (IDP) must be organized if this

approach is to work. An IDP is designed to produce an individualized develop-

ment plan. It is similar to employee performance appraisal–except that the result-

ing plan is geared to achieving the individual’s future career objectives in line with

company staffing needs.

The Futuring Approach. A fourth way to align strategic business plans, HR

plans, and talent development efforts is through the strategy formulation process

itself. Formulation can occur formally or informally. If it is formal, then top exec-

utives come up with a written business plan. If it is informal, then executives make

daily decisions consistent with a formal plan. Most strategy is informal. The

essence of strategy formulation is futuring, defined as the ability to assess what is

happening outside the organization and estimate what consequences will stem

from those external trends.

WLP practitioners contribute to the strategy formulation process by facilitat-

ing effective interaction of strategists, whether in meetings common to formal

planning or in daily interaction between top managers. In either case, group

process—that is, how strategists get along with each other—is important in obtain-

ing results. Skilled in group-facilitation, WLP practitioners are well-suited to

leading creative small-group experiences—precisely what strategic planning

meetings should be. WLP practitioners are also well-suited to help strategists

cooperate to implement plans through daily decisions.
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WLP practitioners can also contribute to strategy formulation by 

designing structured exercises that aid decision-making. Examples of such exer-

cises include brainstorming, the delphi procedure, nominal group technique, and

scenario generation. Each elicits new ideas that can be important in strategy 

formulation.

To use this approach, WLP practitioners (1) describe elements of a creative

group to strategists prior to formal planning meetings, (2) stimulate strategists to

identify ways in which formal meetings could be improved so that group mem-

bers work together more effectively, (3) encourage strategists to surface and deal

with problems of group interaction, (4) use group facilitation skills during formal

meetings to help participants interact, and (5) design experiential exercises to

help group members structure their thinking on strategic issues.

The Artificial Experience Approach. A fifth way to align strategic business

plans, HR plans, and talent development efforts is by simulating future condi-

tions.

As noted earlier, one major problem confronts those who try to integrate plan-

ning and talent development activities: Managers and learners tend to associate

learning needs with the problems they have experienced in the past. The trouble

with this is that to bring a plan into reality, responding to past needs might not

work. After all, future conditions might be quite different than those of the past.

The same problem confronts planners. Plans should not be based on the

assumption that the future will be like the past. Nor should planning be a one-

shot, one-time-a-year affair. It should instead be approached as a continuous

process of learning and improving. Strategy formulation produces long-term

objectives, but they should be considered tentative. Objectives should be revised

as managers acquire experience or confront new environmental conditions.

Unfortunately, most mistakes will have already been made by the time objectives

are revised. The point is that often people feel the need to learn and managers feel

the need to change only after there are problems, not before.

Is an organization’s talent development effort doomed to be reactive, geared

to meeting needs only after people recognize them? Not necessarily. One way to

get around the problem is to simulate future conditions. This has been done

before in planning by using scenarios, defined as brief narrative descriptions 
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of a possible future. Decision-makers use scenarios to plan what to do and how to

do it under future conditions.

WLP practitioners can design learning to produce artificial experience. Such

learning does not produce improved skills or more knowledge; rather, it results 

in the discovery of possible future learning needs. Trainees and their supervisors

are jolted into firsthand awareness of the competencies that will be necessary to

grapple with future problems confronting them. It is the reverse of the traditional

training process: learners end up with, rather than begin with, heightened aware-

ness of learning needs. They create, rather than receive, information. They are

then motivated to seek people, resources, and activities that help them anticipate

future problems. Many computer simulations and many so-called “experiential

methods” such as case studies, critical incidents, role plays, simulations, and

games can be directed to anticipating future learning needs in this way. They

thrust learners into a simulated future world so that they experience it firsthand.

To use this approach, WLP practitioners should (1) apply special approaches

to work analysis to identify what the future holds in store for job incumbents (see

Rothwell and Kazanas 2002); (2) prepare descriptions of future conditions; 

(3) design exercises set in the future to give learners vicarious, artificial experi-

ence; (4) lead learners through discoveries during the exercises; (5) discuss

results of exercises with learners, prompting new insights; (6) guide learners to

discover their future learning needs; and (7) help learners prepare action plans so

that they can anticipate and meet future learning needs.

There is one major drawback to this approach: the future is not as certain nor as

well-defined as the past or present.Learners might have to assess the relative prob-

abilities of several alternative futures as they assess their needs. Their learning

plans should include contingency plans to cope with unexpected changes.

The Pulse-Taking Approach. There is a sixth way to align strategic business

plans, HR plans, and talent development efforts. Training, education, and devel-

opmental activities can be used to collect information about how well strategic

business plans are being implemented. Small groups become vehicles for surfac-

ing problems posed by the implementation of plans and for brainstorming 

solutions to those problems. Group instructional efforts “take the pulse” of the

organization.
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To use this approach, WLP practitioners focus talent development 

activities on a few key issues pertinent to organizational plans and objectives.

Practitioners concentrate on helping participants (1) surface problems that

impede progress on business plans; (2) define or clarify the problem; (3) consider

solutions; (4) examine the value of solutions by using developmental activities for

“reality testing”; and (5) devise action steps to implement solutions (Mason and

Mitroff 1981).

The Performance Diagnosis approach. A seventh way to align strategic

business plans, HR plans, and talent development efforts is to use the needs-

assessment process to examine the organization’s internal strengths and weak-

nesses. This information is valuable to managers who are contemplating changes

to strategic business plans.

Traditionally, strategists think of strengths and weaknesses from a marketplace

perspective. Strengths are what organizations possess that set them apart from

other organizations. A weakness is the reverse. It is anything that places organiza-

tions at a competitive disadvantage. In this sense, strengths and weaknesses exist

only in comparison to competitors.

There are, however, other ways to think of organizational strengths and weak-

nesses. They have to do with differences between:

1. The ideal and the actual: How well does the organization measure up to

what strategists would like it to be? Where it does measure up, it pos-

sesses strengths; where it does not measure up, it possesses weaknesses.

2. The possible and the actual: Are some divisions, work groups, or individ-

uals performing better than others? What accounts for these differences?

When differences do not exist, the organization possesses strengths;

where variations exist, there are weaknesses.

3. Desirable state-of-the-art methods and those that are less-effective, less-

efficient, or less-progressive: How well is the organization taking advantage

of new ideas and technology? How well is the organization taking advan-

tage of best practices uncovered through benchmarking? When the

organization is not taking advantage of new ideas or technology, weakness

exists; where it is taking advantage of new ideas, strength exists.
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Assessments of strengths and weaknesses provide clues about possible strategy.

There are two basic approaches to strategy formulation. The first, called the

inside-outside approach (Huse 1982), examines strengths and weaknesses in

order to determine what an organization is doing better than its competitors.

Strategy is based on identifying organizational strengths and building on them.

The second, called the outside-inside approach (Huse 1982), examines the world

outside the organization to identify trends that may pose future threats and/or

opportunities to the firm. The key to strategy selection is averting threats or 

seizing the advantages to be gained by opportunities.

When analyzing performance problems, WLP practitioners frequently

encounter information of value in strategy-making. Developmental efforts only

solve performance problems caused by lack of knowledge or skill. Yet poor per-

formance quite often stems from more than one cause: inappropriate reward sys-

tems, poor feedback on performance mismatches between duties and people

doing them, conflicts between individuals or work groups stemming from poor

organization or job design, and so on.

Information about performance problems, collected during needs assessment

or during developmental activities, can be fed back to strategists for use in subse-

quent planning so that corrective action can be taken. This approach provides a

descriptive, intuitive element lacking in the stark figures of financial reporting.

This information is needed because organizational leaders are sometimes at a loss

to explain why their organizations are effective or ineffective.

The Educational Approach. An eighth way to align strategic business plans,

HR plans, and talent development efforts is to focus attention on enhancing

strategic thinking skill. Many problems are attributable to short-term thinking.

But focusing attention on building strategic thinking skill may help correct these

problems (Kaufman 1998). And, of course, strategy-making itself is a learned skill

(Christensen 1997).

There are at least three ways by which to build competence in strategic think-

ing. The first is education. Participants learn generally about the theory of strate-

gic thinking. Applying on the job what they learn in training is left up to them.

The second is education tied to training. Participants learn generally about the

theory of strategic thinking and then about the strategic plan of their 
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organization. Then they develop action plans to relate what they do in their work

to what must happen if strategic business plans are to be successfully imple-

mented. The third is training. Participants are taught specific skills they will need

to achieve strategic objectives. Regardless of which form is used, instruction on

strategic thinking helps position the organization so that it learns through experi-

ence (Bartlett, Ghosal 1998). In today’s fast-paced work settings, the ability of

managers and employees to respond to customer needs in real time is a key strat-

egy advantage. People can be taught how to do that (Wall 1997).

Off-the-shelf instructional programs can be purchased from commercial pub-

lishers for pure education. Education tied to training requires the help of WLP

practitioners to design the instruction so that training content is carefully tailored

to the unique requirements of the employer. Pure training may also require much

tailor-made instruction.

Managers can engage in active learning to learn what they need to do to imple-

ment strategic business plans. They can then return to their respective work

groups and develop joint action plans with subordinates along similar lines.

To use the educational approach, WLP practitioners should first clarify their

primary purpose. Is it to help individuals become better strategic thinkers? If so,

pure education is appropriate. Is it to help individuals learn generally about strate-

gic thinking and about how to apply it in their jobs? If so, education tied to training

is appropriate. Is the purpose to help those at every level of the organization learn

how to translate broad, general strategic business plans into specific action plans

to guide their work groups or jobs? If so, pure training is appropriate.

Once purpose has been clarified, it is then possible to select or design instruc-

tional materials consistent with it, deliver instruction, and follow up after instruc-

tion to see how well it is applied.

The Interpersonal Approach. There is a ninth way to align strategic busi-

ness plans, HR plans, and talent development efforts: WLP practitioners can

improve their access to top managers. A substantial percentage of corporate strat-

egy is informal, existing only in the minds of top managers. For WLP practition-

ers to be aware of informal plans, they must increase interaction with and serve the

interests of top managers. Few corporate planners or corporate WLP practition-

ers would disagree that greater access to top managers is desirable.
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Increasing interaction with top managers is, of course, easier said than done.

Too often, WLP managers are accorded junior rather than senior executive status.

They are denied direct access to the chief executive officer and perhaps to other

top managers. The HR vice president is often the only top manager to whom they

have access. As a consequence, information they receive and whatever they try to

communicate is filtered through a third party—the HR chief.

What can be done about this problem? The answer depends on the 

situation. Recently hired or promoted WLP managers might be able to take

advantage of the license accorded newcomers to get a foot in the door, so to

speak, with top managers (Rothwell and Sredl 2000). They can request

appointments with higher-ups and, in so doing, establish the foothold denied 

to their predecessors. Once the foothold is established, they can take full 

advantage of it to gather information about the values, goals, and strategies of

top managers.

For those who do not enjoy the license accorded newcomers but who wish to

gain access to strategists, several approaches are possible:

1. Identify a problem that troubles people at the top. Take action on it in a

highly visible way.

2. Schedule a meeting to discuss the importance of access to top managers.

Ask to form a management or training advisory committee consisting of

senior executives. (The worst that can happen is that the request will be

denied.) Ask the CEO to help organize such a committee—and ask him or

her to be a member.

3. Lobby for support from people who already have access to top managers.

Use grassroots pressure in hopes that it leads to success.

Do some brainstorming if none of these alternatives seems to fit the situation.

What can you do to get a foot in the door with senior executives?

Those who succeed can ask strategists this question: What talent develop-

ment activities can help solve their problems? If that question does not produce

useful answers, ask them to describe the organization as they would like to see it

at some point in the future, and Ask them what barriers stand in the way. Talent

development efforts can then be planned to remove the barriers.
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The Rifle Approach. A tenth way to align strategic business plans, HR plans,

and talent development efforts is to restrict the scope of training, education, and

development so that they focus on just a few strategic objectives of the organiza-

tion. The term “rifle” is apt to describe this approach because it connotes a highly

directed, concentrated effort that is focused on a strategic issue. It differs from a

“scattergun” approach that attempts to link talent development activities to all

strategic objectives.

Some WLP practitioners think all their activities should be linked directly to

corporate plans. That need not be the case. Instead, they can single out a few

major problems impeding strategy implementation. One way is to start small with

a pilot and score a highly visible success. Early success is very important in any

change effort. One small success often leads to future encouragement and greater

opportunities.

To use the rifle approach, WLP practitioners should identify one or two prob-

lems lending themselves to solutions through training, education, or develop-

ment. These problems should also be related to the organization’s strategic

business objectives. WLP practitioners should then analyze the problems,

consider and implement solutions, communicate results so that others will be

interested in similar efforts in the future, and repeat this process. These steps 

can lead to incremental change in the organization through talent development

initiatives.

It is worth emphasizing at this point that the rifle approach is, in the authors’

opinion, comparable to issue-based strategic management, where decision-

makers select a problem, challenge, or other issue and focus strategic thinking and

planning around it. Many efforts in the field of talent development have tended to

foster this view. Specific business problems such as “weak bench strength” is

examined as an issue to be addressed. A project plan is then established to meet

that need. Issues have life cycles: they become apparent, they are addressed,

and then their fade away if the intervention is successful. Issues lend themselves 

to solutions that rely on project management to be implemented. One study of

over 2,000 articles on strategic HRD issues concluded that issue-based strategy

is a commonly mentioned theme in the research and practice on strategic talent

development.
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Choosing an Approach. Each approach described in the preceding sections

is a way to align a strategic business plan, an HR plan, and a talent development

effort. But when is one more-appropriate to use than another?

Generally speaking, practitioners should strive for as many linkages between

talent development activities and business plans as possible, as long as top man-

agers devote more than mere lip service to formal planning (the process) and are

committed to implementing plans (the products of the planning process). But

even when top managers are not committed to formal planning processes and

products, WLP practitioners still bear responsibility to act in ways that help

strategists realize their vision of the future, no matter how poorly that vision is

conceptualized or communicated.

In each organizational setting, WLP practitioners and operating managers

should decide for themselves what relationships should exist between strategic

business plans, HR plans, and talent development efforts. They will then need to

establish or strengthen these relationships. Finally, they have to come up with

their vision of the talent development effort and the role of the WLP department

in helping make the vision a reality. Armed with this information, WLP practition-

ers will find it easy to clarify the purpose of the talent development effort and the

WLP department.

How is the purpose of a talent development effort clarified?

Talent development is only a tool for identifying and meeting the learning needs

of an organization and the individuals employed in it. But how is the purpose of

the talent development effort clarified? Previous sections of this chapter have pro-

vided clues. At this point, it is appropriate to describe concrete ways to clarify the

formal purpose of a talent development effort.

Formulating the Purpose of the Talent Development Effort. There are at

least two ways to formulate a purpose statement for a talent development effort.

The first is perhaps easiest. Beginning with the formal purpose statement of

the organization (assuming that such a statement exists), the highest-level WLP

executive should break down that statement into components pertaining to the

organization’s business, major areas of service, customers served, methods of

68 The Strategic Development of Talent



competition, and philosophy. Working with top managers of the organization, the

WLP executive should then construct a rough-draft purpose statement for the 

talent development effort based on the organization’s purpose statement, specify-

ing how the organization’s talent development effort and activities will contribute

to the organization’s purpose. It should also answer the following questions:

1. What too squished should be the role of the talent development effort in

the organization?

2. What should be the role of talent development in each part of the organi-

zation?

3. How should the talent development effort meet learning needs of each

stakeholder group?

4. How should the talent development effort help the organization compete

against other firms?

5. How should the talent development effort reflect what strategists believe

about the way the business should be conducted?

This draft purpose statement should then be circulated for comment to key stake-

holders of talent development activities. Using these comments, the WLP execu-

tive can revise the purpose statement. Finally, he or she should communicate this

statement to others through new-employee orientation, budget documents,

course descriptions, training brochures, and so on.

A purpose statement of this kind clarifies what the talent development effort

is supposed to do and why. It makes explicit how the talent development effort

contributes to the organization’s purpose. It also helps guide operations, keeping

WLP practitioners and operating managers on track by reminding them about

appropriate areas for action. While it is possible to clarify the purpose of the tal-

ent development effort without obtaining comment from others, the process of

circulating the formal purpose statement communicates the role of the talent

development effort, builds support from others, and clarifies responsibilities.

Generally, participation by others in this clarification process is highly 

desirable.

A second way to formulate a purpose statement for a talent development effort

is to begin with possible relationships between strategic business plans, HR
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plans, and talent development efforts undertaken by the organization (and often

coordinated by WLP practitioners). WLP practitioners first examine how effec-

tive the effort is at:

❙ Supporting strategic business plans and HR plans

❙ Meeting future learning needs of managers and employees

❙ Helping individuals realize their career aspirations

❙ Contributing to the formulation of strategic business plans and HR plans

❙ Providing artificial experiences of the future

❙ Furnishing top managers with information useful for planning

❙ Helping managers identify organizational strengths and weaknesses

❙ Educating managers about strategic thinking

❙ Serving strategists’ needs

❙ Contributing solutions to problems of long-term significance to the

organization

As a second step, WLP practitioners and operating managers clarify what they

believe to be a desirable relationship between the talent development effort and

any number of issues listed previously. WLP practitioners and operating man-

agers can then (1) pinpoint gaps between present and desirable relationships of

the talent development effort to any of these issues and (2) clarify the role of tal-

ent development in closing the gaps. The resulting purpose statement links the

talent development effort directly to a specific issue or group of issues. However,

no explicit linkage exists between the organization’s purpose and that of the 

talent development effort.

We have described two distinct ways to formulate a purpose statement for a

talent development effort. These are not mutually exclusive, however. They may

be used separately or together, depending on the preferences of those using them.

It is important, though, to take time to formulate some kind of formal purpose

statement for the talent development effort. Without it, WLP practitioners and

operating managers will not be able to carry out subsequent steps in the strategic

development of talent.
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Changing the Purpose Statement. How much attention should be devoted

to formulating the purpose statement of the talent development effort? When

should this statement be revised or changed?

The proper amount of attention to devote to formulating a purpose statement

depends on the benefits expected to result from the process. The time spent is

worthwhile if it builds support among operating managers, motivates WLP staff,

clarifies accountability, establishes a clearer sense of direction about the talent

development effort among operating managers and WLP staff, and excites enthu-

siasm for talent development. The process of discussing the purpose of the 

talent development effort is probably more important than the product of these

discussions. After all, the process is likely to increase the commitment of partici-

pants.

As long as the formal purpose statement guides and describes the talent devel-

opment effort, it need not be changed. However, the purpose statement—and its

underlying assumptions—should be reviewed when:

1. Managers perceive that talent development activities are mediocre or do

not meet the needs of those they are intended to serve.

2. People compare the talent development effort unfavorably to typical prac-

tices in the industry or to best practices in other firms, even those in other

industries.

3. The organization changes its strategic business plan or undergoes a

merger, acquisition, takeover, or buy-out.

4. Major new initiatives are about to be undertaken in the organization’s HR

practices, such as compensation/benefits or labor relations.

5. A new top-management team or a new CEO joins the organization.

6. A new director of WLP is appointed.

7. External environmental conditions place new and unexpected demands

on people in the organization.

In each case, new conditions might render past assumptions out of date.
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What are the effects of organizational philosophy and culture on

the purpose of the talent development effort? 

Organizational philosophy and culture are important to consider in articulating

the purpose of a talent development effort. Philosophy means attitudes and beliefs

about “what we do and why we do it.” It refers to shared values, beliefs, and

norms unique to one organizational setting.

The Philosophy of Talent Development. Practitioners in any field vary in

what they believe about what they do. Though “philosophy” has a vaguely

abstract sound, it rests at the heart of any purposeful activity. It is a system of

beliefs and values, and it is useful because it helps determine purpose, define the

roles of people working in WLP departments, change talent development activi-

ties and strategies, and set priorities among competing alternatives. Though not

as specific as a formal purpose statement, philosophy is more important because

it guides daily decision-making in pervasive yet elusive ways.

What is the starting point for articulating a talent development philosophy?

Perhaps the best place to start is to do some soul-searching. What do you believe

about talent development? How would you describe the mission of the WLP

department? What role should operating managers and individuals play in the 

talent development effort? Why do you answer as you do?

Organizational Culture. WLP practitioners are not completely free to

behave in ways consistent with their own personal philosophies. After all, they

function in organizational settings that have their own meanings. The meanings

implicit in a setting are synonymous with culture, defined as “the pattern of basic

assumptions that a given group has invented, discovered, or developed in learn-

ing to cope with problems . . . and that have worked well enough to be considered

valid, and therefore to be taught to members as the correct way to perceive, think,

and feel in relation to those problems” (Schein 1984, 3). Culture and formal pur-

pose are related when people in an organization share beliefs and act in ways gen-

erally consistent with values implicit in a purpose statement; organizational

culture and talent development philosophy are related when WLP practitioners

share the beliefs of organizational members and act in accordance with formal 

and informal norms of conduct.
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Strategic business planning theorists have long debated whether culture

poses more of a constraint or an opportunity for planning. Some believe that

changing culture is too expensive and takes too long to be useful in implementing

strategic plans; others disagree with this view. It is clear, however, that too often

top managers are not well-versed enough about particular strengths and weak-

nesses of their organization. When a firm is doing poorly, top managers are quick

to suggest change. Yet problems might have less to do with the wrong culture,

strategy, or goals than with poor alignment between existing goals and the organ-

ization. In some cases, strategy fails because it conflicts with corporate purpose or

identity.

A formal purpose statement can be the highest expression of culture. It can

encapsulate in one sentence or paragraph the official view of what the organiza-

tion should be and how it should serve the needs of its consumers or stakehold-

ers. However, the process of formulating this statement is an empty exercise when

it is focused only on economic issues like return on investment, is the product of

only a few executives, and is merely descriptive of what the organization has been

instead of what it should become in the future.

A change in formal purpose implies a change in strategy and culture. This

change should trigger a chain reaction in which the purpose of each unit or

structural component is reexamined as it relates to the whole organization. At the

same time, members of each unit experience a role crisis in which they are tem-

porarily unsure of how their jobs relate to the unit and how the unit relates to the

organization. For strategic change to be implemented successfully, it is important

to reduce the duration of this role crisis so that individuals carry out their work in

ways consistent with a new strategic business plan.

Any talent development effort should reflect, at least to some extent, the orga-

nizational culture of the firm. Of course, some practitioners may be interested in

changing that culture or in helping others to do so. Even in these cases, it is

important to begin the change effort from the standpoint of a thorough under-

standing of what the culture is before taking action or drawing conclusions about

what the culture should be.

Perhaps the best place to start is with a culture audit, a systematic examina-

tion of organizational beliefs. To conduct such an audit, WLP practitioners
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should survey key stakeholders and others in order to collect stories and myths

about the firm. (Ethnographic interviewing techniques can be very helpful for this

purpose). These stories can then be used as the basis for studies and other expe-

riential exercises of value in training newcomers or performers—in “how things

are done around here.” Some organizations have more pronounced cultures than

others, making audits of this kind all the more challenging.

Information about culture can be valuable to the process of clarifying the 

purpose of a talent development effort.
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AAccttiivviittyy  22--11:: The Purpose of the Talent Development Effort

Directions: Use this activity to do some brainstorming about the purpose of a talent development effort in an organization. For each question in the

left column, provide a response in the right column. (There are no right or wrong answers, though some answers will be more useful than others in

some organizations.) Continue your answer on additional paper if needed. At the end, prepare a rough draft statement applicable to the talent devel-

opment effort in the organization you are examining.

Questions Responses

1. What is the responsibility of the Talent Development effort in contributing

to overall business objectives?

2. What should be the responsibility of the Talent Development effort in 

contributing to overall business objectives?

3. What are the organization’s major areas of service? What is the 

responsibility of the Talent Development effort in each area?

4. What should be the organization’s major areas of service? What is the 

responsibility of the Talent Development effort in each area?

5. What are the major groups of stakeholders with which the organization

must deal? What is the responsibility of the Talent Development effort

to meet the learning needs of each group?

6. What should be the responsibility of the Talent Development effort to 

meet the learning needs of each group?

7. What is the organization’s philosophy of doing business?  How do Talent 

Development efforts contribute to the practice of that 

philosophy?

8. How should the Talent Development effort contribute to the organization’s

philosophy of doing business?
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AAccttiivviittyy  22--11:: (continued)

Questions Responses

9. What is the purpose of the Talent Development effort in dealing 

with such cultural issues in the organization as:

a. individual autonomy?

b. structure?

c. support?

d. identity?

e. linkages between performance and rewards?

f. conflict tolerance?

g. risk tolerance?

10. What should be the responsibility of the Talent Development 

effort in dealing with such cultural issues as:

a. individual autonomy?

b. structure?

c. support?

d. identity?

e. linkages between performance and rewards?

f. conflict tolerance?

g. risk tolerance?
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AAccttiivviittyy  22--11:: (continued)

Questions Responses

11. What is the responsibility of the Talent Development effort in the 

organization for

a. supporting implementation of strategic business plans? HR  plans?

b. meeting perceived future learning needs of managers and employees?

c. helping individuals realize their career aspirations?

d. formulating strategic business plans and HR plans?

e. providing employees with artificial experiences of the 

future so that they can identify their own learning needs?

f. providing top managers with information for use in strategic 

business planning?

g. identifying organizational strengths and weaknesses?

h. educating managers and employees to think strategically?

i. serving needs of strategists?

j. dealing with specific issues, problems, or projects of 

strategic importance to the organization?
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AAccttiivviittyy  22--11:: (continued)

Questions Responses

12. What should be the responsibility of the Talent Development 

effort in the organization for

a. supporting implementation of strategic business plans? 

HR plans?

b. meeting perceived future learning needs of managers and 

employees?

c. helping individuals realize their career aspirations?

d. formulating strategic business plans and HR plans?

e. providing employees with artificial experiences of the future 

so that they can identify their own learning needs?

f. educating managers and employees to think strategically?

g. serving needs of strategists?

h. dealing with specific issues, problems, or projects of strategic 

importance to the organization?

The Purpose Statement

Using the answers to the preceding questions, prepare a rough-draft purpose statement for the Talent Development effort in the organization. Try to

keep it as short and concise as possible, but be sure to include the most-important areas of responsibility. Remember: Any purpose statement should

answer the question “why are we doing this?”
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AAccttiivviittyy  22--22:: Improving Relationships between a strategic business plan, an HR plan, and a Talent Development effort

Directions: Use this simple activity to organize your thinking. For each approach listed below in Column 1 and briefly described in Column 2, describe

in Column 3 what can be done in an organization to use this approach or improve the way that the approach is being used. Continue your answer on

additional paper if necessary. There are no right or wrong responses.

Column 1 Column 2 Column 3

Approach Brief Description What can be done in an organization to:

1. Use the approach?  

2. Improve the way the approach is being used?

1. Top-Down Approach The talent development effort is used to support 

implementation of organizational and HR plans, and 

is driven by those plans.

2. Market-Driven Approach The talent development effort is used to  identify 

future  learning needs and to  convince people to 

meet those needs.

3. Career Planning Approach The talent development effort is a tool for 

helping individuals realize their own career plans.

4. Futuring Approach The talent development effort is used to provide

assistance to top-management strategists in 

formulating strategic plans.

5. Artificial Experience Approach The talent development effort is used to simulate 

future conditions, helping individuals identify their

own learning needs.

6. Pulse Taking Approach In the course of talent development efforts, WLP 

practitioners and others collect information about how

well the organization’s strategic plans are being imple-

mented, and later feed this back to the strategists.
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AAccttiivviittyy  22--22:: (continued)

Column 1 Column 2 Column 3

Approach Brief Description What can be done in an organization to:

1. Use the approach? 

2. Improve the way the approach is being used?

7. Performance Diagnosis In the course of assessing talent development needs, 

Approach WLP practitioners and others identify  problems of 

larger scope, and provide that information to 

strategists for their use in strategic business 

planning.

8. Educational Approach WLP practitioners and others work to teach 

people how to think strategically.

9. Interpersonal Approach WLP practitioners and others interact with the 

strategists, identifying their beliefs and 

communicating those beliefs to others.

10. Rifle Approach WLP practitioners and others concentrate their 

attention on issues, problems, or projects of 

strategic importance.
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AAccttiivviittyy  22--33:: A Culture Audit

Directions: Use this activity to structure your thinking about the status of the organization’s culture and the role of the HRD effort in dealing with it.

While the activity can be used by members of the HRD department, it can be readily converted to a survey for use in collecting data from the orga-

nization’s employees. For each question in Column 1 below, circle a code in Column 2 representing the present status of the organization, and a code

in Column 3 representing the desired status. (There are no right or wrong responses.) Finally, in Column 4, briefly describe what should be the role

of an HRD effort in narrowing gaps between organizational culture as it is and as it should be. There is space for remarks at the end of the activity.

Use the following scale in marking your responses to Columns 2 and 3:

00 represents no amount; 11 represents a very small amount; 22 represents a small amount; 33 represents an adequate amount; 44 represents a large

amount; 55 represents a very large amount

Column 1 Column 2 Column 3 Column 4

Questions about Culture Actual Conditions Desired Conditions What should be the role of a talent 

development effort in narrowing 

No amount                     Very No Amount                      Very gaps between actual and desired 

large large cultural conditions in this 

amount amount organization?

How much do you feel that: 1 2 3 4 5 1 2 3 4 5

1. Employees believe that they 1 2 3 4 5 1 2 3 4 5

have responsibility for 

results?

2. Employees believe that they 1 2 3 4 5 1 2 3 4 5

have independence to 

carry out their work?

3. Employees believe that 1 2 3 4 5 1 2 3 4 5

they are free to exercise 

individual initiative?
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AAccttiivviittyy  22--33:: (continued)

Column 1 Column 2 Column 3 Column 4

Questions about Culture Actual Conditions Desired Conditions What should be the role of a talent 

development effort in narrowing 

No amount                    Very No amount                     Very gaps between actual and desired 

large large cultural conditions in this 

amount amount organization?

4. Employees believe that 1 2 3 4 5 1 2 3 4 5

their work behavior is 

guided significantly by 

organizational rules and 

regulations?

5. Employees believe that 1 2 3 4 5 1 2 3 4 5

they receive adequate 

supervision?

6. Employees receive adequate 1 2 3 4 5 1 2 3 4 5

assistance from their 

superiors?

7. Employees enjoy close 1 2 3 4 5 1 2 3 4 5

interpersonal relations with 

their superiors?

8. Employees feel that their 1 2 3 4 5 1 2 3 4 5

primary allegiance is to the 

organization as a whole?
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AAccttiivviittyy  22--33:: (continued)

Column 1 Column 2 Column 3 Column 4

Questions about Culture Actual Conditions Desired Conditions What should be the role of a talent 

development effort in narrowing 

No amount                     Very No amount                      Very gaps between actual and desired 

large large cultural conditions in this 

amount amount organization?

9. Employees believe that 1 2 3 4 5 1 2 3 4 5

there is a strong link 

between how they perform 

individually and the rewards 

they receive?

10. Employees believe that 1 2 3 4 5 1 2 3 4 5

significant, destructive 

conflict exists in 

relationships  between 

their peers?

11. Employees believe that 1 2 3 4 5 1 2 3 4 5

significant, destructive  

conflict exists in relation- 

ships between work groups 

in the organization?

12. People in the organization 1 2 3 4 5 1 2 3 4 5

confront conflict openly?

13. Employees perceive there is 1 2 3 4 5 1 2 3 4 5

freedom to take risks in the 

organization?
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AAccttiivviittyy  22--44:: A Case Study on the Purpose of the Talent Development Effort

Directions: Read the scenario below and answer the questions that follow.

George P. Willis has just been hired to set up a comprehensive talent development effort in a large bank, The

Larson Trust.*

Larson is over 100 years old, and employs 10,000 people in a large metropolitan area in the eastern United

States. Larson’s management has long been skeptical of planned learning activities of any kind. Though nation-

ally known for its innovations in banking, its reputation for talent development is backward for the industry.

The bank’s senior officers have undertaken this initiative in talent development because of widespread com-

plaints by middle management.

George Willis has been hired away from another large bank, where for ten years he ran a comprehensive 

talent development effort. Willis is a zealot about talent development. He earned an M.B.A. from the Wharton

School and completed a Ph.D. in Education, specializing in instructional design, from Indiana University. Willis

has a free hand to start up the Talent Development effort however he wants. His budget for the present year

is negligible, but he has been told that any reasonable request will be refused. The company management is

watching Willis closely.

Questions

1. What should Willis do to clarify the role of the talent development effort?

2. If you were in Willis’s position, what would you do during the first month? The first year? Why? Explain

your reasoning.

* This case is fictitious, but does bear similarities to several real situations.





ASSESSING NNEEDS AAND SSCANNING TTHE

ENVIRONMENT

Most authorities in the strategic business planning field believe

that strategy should be formulated only after an analysis is done of an

organization’s present strengths and weaknesses and its future

opportunities and threats. So-called strengths, weaknesses, opportu-

nities, and threats (SWOT) analysis is  a common strategic planning

tool.

A similar process should be undertaken to look at talent. The

chapters in Part Two focus on the elements of Strengths, Weak-

nesses, Opportunities, and Threats for talent. Chapter 3, entitled

“Comprehensive Needs Assessment,” is about examining what

needs (deficiencies) exist with the organization’s existing talent pool.

Of course, strengths should also be identified.

Chapter 4 is about environmental scanning, the process of iden-

tifying the possible future opportunities and threats that may stem

from future environmental change. This Chapter defines and

describes environmental scanning as it is applied to SBP. It also dis-

cusses how the same approach can be applied usefully to talent

development.
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COMPREHENSIVE NNEEDS AASSESSMENT

Ask experienced WLP practitioners what they believe the starting

point is for planning talent development and most will probably give

the same answer: a needs assessment. (A few streetwise types might

say management commitment, but let’s focus on the most common

answer.) If needs assessment is the starting point for planning one

talent development experience, what should be the starting point for

planning all organized learning events in an organization? The

answer is comprehensive needs assessment: a broad, systematic

examination of conditions conducted for the purpose of identifying

general differences between what people should know or do and

what they actually know or do.

Comprehensive needs assessment is the second step in the

model of SDT presented in Chapter 1. It naturally follows the first

step in the model—determining the purpose of the Talent

Development Effort. Managers and employees must be thoroughly

familiar with present conditions before they can effectively plan for

the future and consistently act in line with a predetermined 

purpose. Much strategy fails because managers are unaware of the

present competitive positioning of their organization, as well as its

present strengths, weaknesses, and core competencies. A map will

not help you find your way if you do not know your present posi-

tion, and the same basic principle applies whether attention is

focused on organizational strategy or an organizational strategic

learning plan.
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Comprehensive Needs Assessment: Definition and Description

Comprehensive needs assessment is similar to situation analysis in strategic

business planning. Situation analysis is an examination of company performance.

Its focus is usually on present relationships between the organization and its com-

petitors. Its purpose is to evaluate the status of the organization. Abels (2002) relates

this internal appraisal step to external environmental scanning, noting that both

amount to an environmental scan, but they focus on different environments.

In educational settings, instructional planners sometimes undertake a similar

kind of analysis. When assessing needs for a “course,” they might focus on one

discipline, issue, or problem. But when assessment is directed to say, a curriculum

as an instructional plan spanning all learning experiences sponsored by a school,

the focus is more general. Educators typically examine the full range of human

needs, and consider which ones the school should try to meet and how well they

should strive to meet them.

This broad philosophical question of which needs should be addressed is

one that must be considered on many levels—not just on one level. First, which

needs must be addressed in order to comply with public policy and legal man-

date? Second, which needs must be addressed so that the school is responsible to

the community and the society it serves? Third, which needs do learners and

teachers feel should be addressed? Fourth, which needs result from economic and

labor market conditions, technological change, and so on?

Unfortunately, educators seldom address all these issues. Tradition, not analy-

sis, drives most educational planning at primary and secondary school levels. Nor

do WLP practitioners handle the process much better in work settings: formal

needs assessment is rarely carried out there, either. When it is, no attempt is made

to plan for meeting long-term learning needs. Rather, the focus is typically on

solving specific problems and delivering specific training to solve them. Yet

strategic business plans clearly imply a need for human skills. A formal Talent

Development Effort is one way to meet those learning needs through the develop-

ment of skills within an organization over time.

Viewed in this context, comprehensive needs assessment is the process of 

specifying present but general gaps between what people should know or do
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and what they actually know or do. It pinpoints not just needs (weaknesses), but

also significant talents, skills, or competencies (strengths). It thus clarifies what

people are doing well and not so well. Regarded another way, it assesses the strate-

gists’ vision of what should be to what capabilities the organization and its people

presently possess.

Needs Assessment: Background Issues

A learning need is traditionally considered to be a deficiency between what is and

what should be, between present conditions and present criteria. An important

point to stress is this: A need implies that the deficiency is caused by lack of learner

knowledge or skill. It is a weakness in organizational talent. Of course, needs can

stem from root causes within the work environment that, unlike individual needs,

fall under management control (Rothwell and Sredl 2000). Examples would

include lack of supervisory planning or lack of proper tools and equipment.

Needs stemming from such root causes, of course, cannot be appropriately met

through instruction. They will require alternative management action.

The history of needs assessment in talent development begins with the work

of McGehee and Thayer, who in 1967 suggested that needs should be identified

by synthesizing the results of three different examinations: First, WLP practition-

ers should analyze the organization and identify instructional needs stemming

from production, legal, and other requirements. This is called organization 

analysis. Second, practitioners should direct attention to jobs and identify

instructional needs stemming from work tasks. This is called operation or work

analysis. Third, practitioners should focus on people working in the organiza-

tion, and identify instructional needs stemming from individual performance

problems. This is called individual analysis. Each analysis should be separately

performed and the results compared to yield instructional needs. Sources of

information vary for each type of analysis.

Traditional needs assessment is thus based on problem-solving. When 

decision-makers perceive that a difference exists between their expectations and

actual results, they are actually detecting a problem that warrants attention. Only

if the problem is caused by a lack of knowledge or skill is it properly classified as
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an instructional need. If the problem is caused by something other than a lack of

knowledge or skill, such as poor motivation or morale, poor job structure, poor

work incentives, or another cause, it is a noninstructional need requiring manage-

ment action other than training, education, or development. Thomas Gilbert

(1967) was among the first to draw this distinction between instructional and

noninstructional needs. He contended that WLP practitioners should look

beyond mere instructional solutions to any appropriate, cost-effective perform-

ance improvement strategy for dealing with problems. Building on this idea,

Geary Rummler (1976) proposed comprehensive performance audits to identify

improvement programs yielding high payoffs by making jobs more efficient and

effective. Audits of this kind examine (1) job context, (2) incumbents, (3) desired

actions or decisions, (4) results, and (5) feedback to incumbents on results. There

are three levels of analysis: (1) policy, focusing on identifying performance

improvement programs that yield the highest payoff; (2) strategy, focusing on

ways of defining and improving a job; and (3) tactics, focusing on specific ways to

make people more efficient.

In another classic treatment, Dugan Laird (1985) distinguished between two

types of instructional needs. The first type he called a microtraining need, arising

from individuals: Whenever one person or a small group faces change of any kind

requiring new knowledge or a new skill, a microtraining need exists. Whenever

people are hired, promoted, transferred, or temporarily reassigned to a new job,

they will likely require special instruction in order to perform effectively.

Microtraining needs can also be identified by reviewing individual performance

appraisals, career contracts, a group’s production record, and quality control

reports.

The second type is a macrotraining need, arising from change in the organi-

zation: Whenever groups of people face change requiring new knowledge or

skills, there is a macrotraining need. For example, macrotraining needs stem from

changes in strategic business plans, personnel policies, organizational structure,

production methods, sales policies, and government laws or regulations.

Laird’s distinction between micro and macro training needs is important for

several reasons. First, it positions the WLP practitioner in a role somewhat like

that of an air traffic controller. To speak figuratively, the practitioner monitors 
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a radar screen sweeping the environment (Rothwell and Sredl 2000). Changes

occurring inside or outside the organization appear as blips on the screen. Some

blips require action—that is, planned learning activities intended to help people

cope with change. The second reason is that change differs by degree. Not all

blips are the same size or are configured the same way. The scope of corrective

action depends on the scope of the problem. Finally, Laird implies that some

changes are predictable, even cyclical. They recur. No matter how stable the

organization, some needs keep coming up. Newly hired, transferred, or promoted

employees have to be oriented to new jobs, for instance. This need recurs every

time an individual’s duties change. On the other hand, some changes are neither

predictable nor recurrent. An industry’s deregulation might be apparent for years,

but it will probably not unfold in any predictable way. This kind of trend might

call for learning activities so that people build the competencies they need that are

pertinent to the change.

From long tradition, WLP practitioners have thus viewed instruction as a

means of rectifying deficiencies or solving performance problems. Needs assess-

ment is really a form of deficiency analysis. It uncovers areas in which present 

conditions are not as good as desired conditions.

There is another side to performance, of course. In some areas, people excel:

the organization outperforms competitors; individuals do better than the mini-

mum standards established for them; and job results turn out better than

expected. In each case, condition is better than criteria. When the cause of this

favorable discrepancy stems from human knowledge and skill, it is a special talent

or core competency.

Steps in Comprehensive Needs Assessment

There are several appropriate ways to carry out a comprehensive needs

assessment. However, at some point WLP practitioners and line managers should:

1. Identify learners to be served by the talent development effort over time.

More specifically, who are the learners and prospective learners? Where

are they located? How many are there? How can the learners be reached?
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How intense is their motivation to learn? When are they most interested

in learning?

2. Classify learners into broad “market segments.”

3. Compare actual to desired competencies for each market segment of

learners.

4. Identify present learning needs for each market and market segment of

learners.

When actual knowledge and skills minus desired knowledge and skills equals a

deficiency, then it is classified as a weakness. On the other hand, if actual knowl-

edge and skills minus desired knowledge and skills equals a proficiency, then it is

classified as a strength.

These steps are worth considering in more detail.

Identifying Learners

To assess instructional needs, WLP practitioners should collect as much infor-

mation as possible about present and prospective learners and clients.A learner is

one receiving and participating in planned learning activities. A client is one who

wants and benefits directly from those activities. The distinction between learner

and client is sometimes vague.There are several reasons why: (1) Learners benefit

directly from instruction, and are sometimes the only clients. (2) Employees’ supe-

riors at all levels are responsible for talent development activities,and are properly

considered clients. (3) Superiors might participate in design and delivery of

planned learning and might learn in the process, but they are not considered 

learners if  learning strategies are intended to meet the needs of  their subordinates.

WLP practitioners are always engaged in meeting the needs of at least two

markets: the learners and their organizational superiors. The strategic implica-

tions of this should not be ignored. WLP practitioners, like marketing specialists,

have two basic options: (1) to satisfy perceived needs of both groups (learners and

clients/supervisors) as much as possible, or (2) to concentrate on satisfying the

needs of one group more than the needs of the other. Most practitioners try to

satisfy the needs of both groups, while gearing their efforts to meeting the needs
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that would be difficult for alternative sources of instruction (like external vendors,

colleges, or universities) to supply. External providers of education or training are

competitors to in-house WLP departments when instructional activities are not

tailored to the learners’ precise working conditions.

WLP practitioners are well-positioned to detect learning needs and gather 

detailed information. In this respect, they enjoy a competitive advantage over

external providers of instruction. In short, in-house instruction is more easily tai-

lored to the employing firm. Specific instruction is useful only to the one organi-

zation providing it; general instruction is readily transferable to other firms, and

improves the employability of learners. Managers have an incentive to offer spe-

cific instruction in-house because learners receiving it are far less likely to quit and

thus take personal advantage of company-funded improvement of their skills. The

learners also have an incentive to participate in such in-house learning experi-

ences because participation in organizationally sponsored training is most likely

to translate into higher pay.

To identify instructional needs, WLP practitioners have to research their 

markets—the learners and the clients. If the talent development effort is geared

solely to employees, then information has to be collected about them. If it is geared

solely to the external consumers of company products or services, then informa-

tion has to be collected about them. If the talent development effort is comprehen-

sive, then information has to be collected both about learners and clients.

A written purpose of the talent development effort provides direction to

information-gathering by clarifying targeted learners, types of instructional activ-

ities to be offered, methods of offering those services, and follow-up activities to

ensure that learning is subsequently applied.

Classifying Learners by Market Segment

WLP practitioners have to assess learning needs and talents according to precise

learner characteristics. Separate but comprehensive needs assessments can be

focused on different learner markets and, within each market, on different seg-

ments. A market is an identifiable group of people. A market segment is a 

subgroup that has unique needs.
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There are at least four possible markets for a talent development effort: (1) the

job market, (2) the individual/career market, (3) the work group market, and (4)

the external market. The first three are found inside an organization; the fourth is

outside.

The Job Market. One way to classify learners is by their job tasks, results,

and responsibilities. Employee training, a short-term change effort, traditionally

focuses on jobs (Nadler 1979). It is geared to producing immediate, observable

results and to socializing individuals into an organization.

When examining the job market, WLP practitioners should be familiar

with certain terminology. A task is a discrete unit of work; a position is a group

of related tasks performed by one person in one organization; a job is a group

of similar positions; a job class is a group of related and/or unrelated jobs occu-

pying the same level of responsibility and bearing certain similarities as a

result; a job category or job family is a group of related jobs but at different 

levels of responsibility; and an occupation is a group of similar jobs existing in

different organizations. A brief example will help clarify the meanings of these

terms.

Harry Smith is an Accountant I in Acme Chemical Company. Harry occupies

a position similar to other Accountant I jobs at Acme. Accountants IIs, IIIs, and

IVs at Acme are in the same job family. Finance experts, personnel experts, and

marketing experts are in the same job class. Accountants at other companies share

a common occupation with Harry.

All accountants at Acme have common training needs for as they are 

socialized into the organization. They are hired on the basis of qualifications. For

instance, every new accountant has an accounting degree. But each newcomer has

to learn “the Acme way” of performing the Accountant I’s job and of getting along

with colleagues. The same principle holds true for all other job classes. Each job

class has recurring needs arising from movement into, through, and out of the

class. (See Exhibit 3–1 for a list of them.)

Job families have similarities. For example, all supervisors share common

responsibilities: They oversee daily operations and are responsible for front-line

activities. Similarly, professional employees are hired for their expertise, which

they put to special use.
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EExxhhiibbiitt  33–11:: Recurring Instructional Needs Stemming from Movements of People

To design a long-term learning plan to meet recurring instructional needs,

WLP practitioners should look at all of them and impose a way of grouping

together the needs. Although titles might differ, the groups are based on common

duties. Training courses and/or experiences can then be focused on these 

responsibilities.

One way to create logical groupings is to classify job titles into the following

categories and then assess recurring training needs for each group: (1) executives,

(2) senior managers, (3) middle managers, (4) first-line supervisors, (5) sales per-

sonnel, (6) professionals, (7) administrative employees, (8) clerical support,

(9) skilled production or service workers, (10) unskilled production or service
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Stages Key Issues Instructional Implications/Needs

Pre-socialization

Recruitment

Selection

Job/Group Orientation

Stable Performance

Advancement

What learning experiences can pre-

pare an individual for occupational

entry?

How can an organization attract quali-

fied talent in line with its needs?

How can an organization select effec-

tive performers?

How can an individual be oriented to

the position? Job? Work group?

How can deficiencies in individual

performance on the job be identified

and corrected?

How can individuals be groomed for

increased responsibility and/or for

increased professional scope?

How well does formal schooling 

prepare individuals for occupational

entry? Job? Job class? Employer?

What do applicants need to know about

the organization and job that will help

them “select themselves?”

What does the organization need to

know about individuals applying for

entry?

What training focused on job tasks

should be given to newcomers? When?

What training will help correct 

problems in job performance? Help 

individuals keep their skills current as

technology and other variables change

the competencies essential for

successful work performance?

What do individuals need to know or 

do to be competent for increased 

responsibility (vertical advancement) or

a broader scope of professional 

responsibility (horizontal 

advancement)?



workers, (11) customer representatives, and (12) others. Several job titles can be

grouped into each category.

Each category represents a different market segment. Each requires a different

long-term learning plan to meet recurring training needs.

Individual/Career Market. A second way to classify learners is by individual

performance and career aspiration. Employee education, an intermediate-term

change effort, focuses on this market. It prepares an individual for movement to

another job. It also upgrades skills and elicits new insights.

To be successful, employee education has to be based on training, education,

experience, and personal characteristics equated with successful performance at

each level. In consultation with supervisors, individuals can plan for career move-

ment by gradually building the competencies essential to success in other jobs or

job families.

For example, let’s say “Martina Short” is an experienced welder who wants to

be a first-line supervisor in the welding department. By comparing her present

skills to those required for successful performance as a welding supervisor,

Martina is able to devise a learning plan that will gradually bring her skills in line

with those needed by a welding supervisor. To establish this plan, Martina nego-

tiates a learning contract with her supervisor. In this process, Martina makes

explicit her desire for promotion and her plans for obtaining the necessary skills

needed for that promotion. The supervisor makes no promises and raises no

unrealistic expectations, but does assure Martina that without the skills she plans

to acquire, she will never be eligible for promotion.

It is more difficult to assess employee educational needs than training needs

and more difficult to devise categories for an employee education curriculum than

a training curriculum. But it is not impossible. On the basis of employee perform-

ance appraisals and other information, individuals can be classified according to

how much they are worth as educational investments.

In a classic view that has been translated into practice in many organizations,

Odiorne (1984, 66–67) suggested that employees can be classified as (1) work-

horses— “people who have reached a high peak of performance but have defi-

nitely limited potential,” (2) stars— “people of high potential who are performing

at the highest level of that potential,” (3) problem employees— “people who have
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great potential but who are working well below their capacity and with mixed

results,” and (4) deadwood— “people whose performance and potential are both

low.” Stars are ranked first for investment; deadwood is ranked last. If individuals

are classified into these categories, supervisors can determine how much each

individual is worthy of the cost of skill improvement, and what kind of skill

improvement the individual should receive.

Another way to classify individuals is by life stage. While it is important to

avoid age discrimination, people in each age bracket have central life concerns

that differ from those in other age brackets, and this affects their motivation to

learn. These central life concerns are worth considering when assessing their

needs. They can imply what the individual is motivated to learn about.

The Work Group or Department Market. A third way to classify learners is

by their placement within the organization. Long-term change efforts like organi-

zation and employee development focus on this market. Organization develop-

ment is geared to changing culture. Employee development is geared to creating

a collective mix of employee skills appropriate to the responsibilities of the work

group or department. In this context, a work group means a supervisor and his or

her immediate subordinates.

Work groups are or should be readily identifiable with the aid of an organi-

zation chart. Simply begin at the top and circle supervisor and subordinates in

each group. The first work group consists of the chief executive and his or her

immediate subordinates. Each subordinate, in turn, serves as supervisor for a

group of subordinates. Continue this process from the top to the bottom of the

organization to identify all work groups.

No two organizations are structured in quite the same way. Differences exist

in what kinds of departments or work groups are created and in the kinds and

numbers of people or jobs reporting to the same supervisor.

Regardless of structure, human skills are essential. To meet the responsibili-

ties of each department or work group, managers need the right numbers and

types of people. While staffing requirements can be met in many ways, employee

development is one way to ensure that the collective skills of a group match up to

its responsibilities. A long-term learning plan for each group is thus necessary to

clarify when and how these skills can be obtained.
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To prepare a long-term plan for employee development, each supervisor

should examine (1) the purpose of the work group; (2) the differences between

how the group should be performing and how it is actually performing; (3) the

competencies that are essential to narrow the gap between desired and actual

group results over time; and (4) the methods of acquiring those competencies or

obtaining necessary skills and knowledge.

The External Market. Employees are not the only ones who can be classified

as learners. Nor are employees or supervisors the only potential clients of planned

learning activities. People outside an organization may also have learning needs

worth addressing.

Non-employee development, ranging from short-term efforts to long-term

instructional efforts geared to meeting the learning needs of people outside an

organization, focuses on the external market. It creates consumers who know how

to use company products and services, suppliers who are aware of unique needs

of an organization with which they transact business, distributors who are famil-

iar enough with company products or services to market them effectively to con-

sumers, and members of the general public or community who understand the

unique needs and problems of an employer.

To develop a long-term learning plan for the external market, WLP practition-

ers should consider such questions as: (1) What groups outside the organization

are particularly critical to sales and/or long-term survival and success? (2) What

strengths and weaknesses are evident in relations between the organization and

each external group? (3) How much are these strengths and weaknesses attribut-

able to lack of knowledge or skills? (4) How much is each weakness attributable

to an external group’s lack of knowledge about the organization? On the other

hand, how much is each weakness attributable to lack of employee knowledge

about the external group? (5) What planned learning experiences can over time

help correct weaknesses attributable to lack of knowledge and build on the unique

strengths of the group stemming from group competencies?

Perhaps two examples will clarify these issues.

First, consider the case of a computer company that introduces a wristwatch-

size computer. At first, consumers are unaware of the product’s existence and
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capabilities. This problem can be addressed through mass media advertising.

While costly, advertising does create product demand and familiarizes consumers

with general product capabilities. Subsequent instruction is necessary, however,

to demonstrate to specific consumers how the product can help meet their unique

needs. In fact, a whole series of seminars can be designed around different con-

sumer applications of the product. This instruction becomes an important mar-

keting tool and, potentially, a profit-making enterprise of its own.

Consider a different case. Managers of the Acer Corporation want to open a new

plant, which will employ 720 people, on a tract of land in rural Mississippi. The plant

will benefit from a very attractive incentives package that includes tax breaks and free

land provided by the state. However, some local residents fear that problems will

accompany the plant’s opening. For example, they are concerned about toxic waste

and environmental pollution, an influx of  “big city types” who will bring with them

a crime wave, and the possible drain on local utilities. To address these concerns, the

company mounts a massive public education effort using various media: spot adver-

tisements on local television and radio; full-page letters to residents published in

local newspapers; speeches to community and school groups; and door-to-door

interviews with residents. The result of this effort is that the learning needs of the

community are met, and strong community support for the new plant is secured.

Planned learning experiences can also be directed to satisfying the learning

needs of critical suppliers, distributors, government regulatory agencies, and

other key groups that can affect the business. In each case, WLP practitioners

examine problems between the organization and a specific external group, and

design planned learning activities that satisfy learning needs and thus help

improve with relationships that group.

Comparing Actual to Desired Knowledge and Skills

Most books and articles on talent development devote considerable attention to

data methods used in needs assessment. Few writers distinguish between short-

term and long-term needs assessment. Most writers, like most practitioners,

assume that needs assessment is focused on the short-term training needs of an 

identifiable learner group. That does not have to be the case, however.
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Levels of Assessment and Assessment Strategy. Learning needs can be

viewed on three levels, much like corporate plans:

1. Strategic needs are most general and comprehensive. They require the

longest time to satisfy. By meeting strategic learning needs, WLP practi-

tioners create cultural change.Organization development,employee devel-

opment,and much non-employee development are focused on this level.

2. Coordinative needs are not as general nor as comprehensive as strategic

needs. They do not take as much time to deal with. Meeting these needs

produces change in line with individual career plans. Employee education

is focused on this level.

3. Operational needs are the most specific, yet they require the least time to

deal with. Meeting these needs produces immediate change in job per-

formance. Employee training is focused on this level.

Comprehensive needs assessment requires an integrated approach so that needs

can be assessed on all three levels at once. Integration is important so that short-

term, intermediate-term, and long-term instructional efforts are coordinated and

unified.

What is necessary, then, is a strategy for needs assessment that ensures 

this integration. Generally, there are three possible strategies: (1) top-down, 

(2) bottom-up, and (3) negotiated. If a top-down strategy is chosen, needs assess-

ment is carried out by a handful of people at the top. Quite often they are the same

decision-makers who formulate strategic business plans. The participation of

many people builds commitment for subsequent learning and helps tie the result-

ing learning plans to other kinds of plans. A bottom-up strategy results from a

compilation of numerous separate assessments carried out by first-line supervi-

sors or employees. A negotiated strategy is quite literally negotiated between top

managers and other people in the firm.

There is no right or wrong strategy for needs assessment. However, there may

be a right or wrong approach in one organizational culture. A good clue is how

strategic business plans are formulated. Are they formulated at the top and

imposed downward? Are they compiled from separate plans formulated at 

the bottom, and forwarded up the hierarchy? Is some form of negotiation used?
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Whatever the pattern used in formulating strategic business plans, needs assess-

ment should be carried out in a similar fashion—if not as part of the strategic

business planning process itself.

Data-Collection Methods. The essence of needs assessment is doing a com-

parison between what is and what should be. Condition is the same as what is;

criterion is the same as what should be. Instruction is an appropriate way of nar-

rowing the gap between condition and criteria when the deficiency is caused by

lack of knowledge or skill; taking action is consistent with the purpose of the tal-

ent development effort. Instruction can also be used to build on proficiencies—

exceptional competence or talent. The same principle applies whether the focus

is organization development, non-employee development, employee develop-

ment, education, or training.

Different data collection methods can be used to compare condition and

criteria in needs assessment, and thus uncover deficiencies (weaknesses) and

proficiencies (strengths). These methods include: (1) interviews, (2) surveys,

(3) observation, (4) task analysis, (5) performance/productivity measures,

(6) employee performance appraisals, (7) assessment centers, (8) group discus-

sions, (9) critical incident techniques, (10) delphi procedures, and (11) nominal

group techniques. (There are more;  see Exhibit 3–2.) Not every method is

appropriate for a comprehensive needs assessment. Some are appropriate only for

identifying specific training, education, or development needs. However, interviews

are widely applicable and are probably the most commonly used data collection

method.

An interview is essentially a conversation. Interviews can be formal or infor-

mal. A formal interview relies on a planned series of prepared questions that have

been tested in advance. WLP practitioners are not free to vary the wording or the

sequencing of questions. They record responses directly on a form (called an

interview schedule). Informal interviews rely on an outline of subjects, topics, or

issues. WLP practitioners can vary the wording or sequencing of questions. They

record notes directly on the form (called an interview guide). Formal interviews

preserve consistency across respondents but they sacrifice the potential for inten-

sive probing. Informal interviews, on the other hand, sacrifice consistency across

respondents for the potential to probe for additional information.
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EExxhhiibbiitt  33–22:: Approaches to Instructional Needs Assessment

Approach Brief Description

Advisory Committee An advisory committee is a group of employees and/or line

supervisors who provide advice to WLP practitioners and 

others about talent development needs.

Attitude Survey An attitude survey is not conducted solely for the purpose of

assessing developmental needs; rather, it is intended to 

identify problems in the organization, some of which may be

corrected through planned or unplanned developmental efforts. 

Exit Interviews An exit interview is administered to terminating employees to

explore reasons for their departure and methods for improving

developmental efforts.

Management Requests Any request for developmental efforts from a supervisor,

manager, or executive is regarded as a management request.

Performance Documents A performance document is a record of individual or group

productivity. 

Skill Tests A skill test is administered to employees in the work setting to

identify performance strengths/weaknesses of job incumbents

for purposes of identifying developmental needs. 

Assessment Centers An assessment center is a process, not a place. It usually 

consists of realistic, job-related activities on which individual

performance is observed and rated by trained, skilled, and

experienced raters.

Interviews are flexible enough to be used in identifying training, education, and

development needs. The difference between them depends on who is interviewed

and what they are asked about.  Experienced job incumbents and their supervi-

sors are appropriately interviewed to plan training or education; supervisors are

interviewed to plan employee development; many people are interviewed to plan

organization development; and members of external groups are interviewed to

plan non-employee development. In each case, they can be questioned about

deficiencies (weaknesses) and proficiencies (strengths). Of course, interviews can

be conducted in person, over the phone, or by videoconference. Interviews 

can be with one person or many. An interview of many people in a group setting

is a focus group.

Surveys are also flexible, just as interviews are. Most people associate surveys

with written questionnaires, but they can be conducted over the telephone or

104 The Strategic Development of Talent



(increasingly) by e-mail or on the Web. A survey is essentially an interview

reduced to writing. Open-ended surveys call for essay responses; closed-ended

surveys require respondents to mark a choice such as yes or no, agree or disagree,

or important or unimportant. Scaled surveys ask respondents to indicate how

much they agree or disagree, or how they feel about specific issues.

Surveys are cheaper than face-to-face interviews, and are quite useful in col-

lecting a lot of information from scattered locations in a short time. But they do

not allow for extensive probing or easy follow-up, as interviews often do. Open-

ended surveys yield essay responses that are difficult to analyze; closed-ended

surveys yield numerical responses that provide an illusion of certainty.

Surveys are sufficiently flexible to be used in identifying training, education,

or development needs. Surveys on job requirements help identify training needs;

surveys on education or experience in preparation for promotion help identify

educational needs; surveys on work-group skills help identify employee develop-

ment needs; surveys on intragroup or group feelings help identify organization

development needs; and surveys of consumers, stockholders, suppliers, distribu-

tors, and the general public help identify non-employee development needs. Like

interviews, surveys can focus on uncovering deficiencies (weaknesses) and profi-

ciencies (strengths).

Observation is not as flexible as surveys or interviews. It is appropriately used

in identifying the training and sometimes the educational needs of manual labor-

ers. It is rarely appropriate for identifying employee or non-employee develop-

ment needs, nor for identifying the training/educational needs of white-collar

workers.

Observation is simple enough to do. WLP practitioners watch experienced or

exemplary performers while they work. Practitioners then record the frequency

of work behaviors on specially designed behavioral observation forms that

resemble interview schedules, except that WLP practitioners use them during

observation.

Task analysis is the term used to describe a whole range of methods that

involve structured observation. It is appropriate for assessing the training and

educational needs of manual workers. In some rare cases, it is used to identify 

the instructional needs of consumers using products. To analyze tasks, WLP
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practitioners: (1) identify what tasks are performed in a job; (2) observe how tasks

are performed in terms of work results, methods of carrying out work activities,

who or what received the action, and why the task is performed; and (3) rate task

importance for instructional purposes. For example, which tasks are most impor-

tant for successful job performance? Which ones are most difficult to learn?

Which ones are changing?

To design a training program, WLP practitioners reassemble and act out the

tasks to ensure that the analysis represents a complete description of work activities.

Performances or productivity measures are unobtrusive. Employees are

unaware that their work is being scrutinized. WLP practitioners compare actual

work group outputs to (1) work standards—minimally acceptable levels of scrap,

downtime, or product rejects; (2) objectives—pre-established targets for produc-

ing quantity or quality; or (3) exemplars—individuals or groups who produce far

more or who make far fewer errors than other individuals or groups.

Performance or productivity measures help WLP practitioners identify profi-

cient or deficient performance, but do not reveal the cause(s). Differences in

group performance might be because the group or team attributable to lacks an

appropriate skill mix. WLP practitioners need only compare the prior training,

education, and experience of high-performing to low-performing groups.

Differences can reveal employee development needs in low-performing groups

and unique competencies in high-performing groups.

Employee performance appraisals are especially appropriate for identifying

individual training and educational needs. After all, an appraisal is intended to

determine how well an individual is performing his or her job. Information from

appraisals is used to assess an individual’s need for talent development 

opportunities.

Appraisals serve a two-fold purpose. First, they furnish employees with feed-

back on past performance. Second, they provide a starting point for planning

future performance improvement. These two purposes might not be balanced

equally. Deficiencies stemming from the lack of individual knowledge or skill are

appropriately used to identify traditional training needs; proficiencies are tradi-

tionally used to plan employee educational activities leading to promotion or

other future career moves for individuals.
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There are different kinds of employee performance appraisals. Perhaps least

useful are so-called trait ratings, which evaluate individual performance on so-

called traits like “ambition,” “dependability,” and “output.” When paired up 

with a scale such as “exceeds expectations,” “meets expectations,” and “falls

below expectations,” trait ratings are too vague to be very helpful for identifying

specific deficiencies or proficiencies.

Behaviorally anchored rating scales (BARS) are more concrete and thus more

effective in providing supervisory feedback on individual behavior. The approach

is based on short narratives describing behaviors that are solicited from experi-

enced, exemplary supervisors, or job incumbents. These incidents are clustered

into five to ten performance dimensions, which are then ranked in order from

most to least preferable by a second group of exemplary, experienced performers.

The resulting behavioral anchors become a foundation for employee appraisals,

job descriptions, and training curricula. Research on BARS indicates that the

approach does not work as well in organizations facing turbulent external 

environments as in more stable environments.

Management by Objectives (MBO) is also an employee appraisal method.

Supervisors and employees meet at the beginning of an appraisal period to nego-

tiate future goals, methods of measuring goal achievement, and times to review

progress. This process of negotiating goals begins at the top of the organization

when the CEO negotiates goals with subordinates, who in turn negotiate goals

with their subordinates, and so on.

Management by Objectives is more than just an appraisal method. It is also

useful in business planning and in changing a culture from authoritarian to par-

ticipative. It is forward-looking, because measurable employee performance

objectives are established up front. While MBO has been criticized on numerous

counts, it is one way to plan for employee training, education, and development.

Assessment centers are not strictly used in collecting information to identify 

instructional needs. In fact, an assessment center relies on a standard form of

appraisal, multiple raters, and multiple ways of appraisal. Individuals are inter-

viewed, tested, and asked to participate in various individual or group exercises.

The exercises are based on the activities of a job as identified through work analy-

sis (see Guidelines 2000). Performance is assessed by trained evaluators who are
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also seasoned managers. The independent assessments of these evaluators are

then compiled and fed back to individuals who use them to plan training and edu-

cation. Theoretically, an assessment center could be used to assess the skills of a

work group and thus help identify employee development needs. In the same

vein, an assessment center could be used to assess the skills of customers using

the products, and thereby identify non-employee development needs. In more

practical terms, assessment centers are commonly used in making selection, pro-

motion, and transfer decisions  (Spychalski et al. 1997). They have also been used

in assessing individual training needs and even as developmental processes in

their own right.

Group discussions are general enough to be used for almost any purpose.

They range from group interviews, in which WLP practitioners question job

incumbents about work tasks, to open forums, in which supervisors openly

explore employee development needs with members of a work group. They can

also be useful in developing a general training or talent plan by job class, and in

identifying employee educational needs or non-employee development needs.

The critical incident technique structures experience.A panel of  knowledge-

able people—supervisors, experienced job incumbents, or exemplary perform-

ers—is assembled.They are then asked to reflect on their experience and describe

situations that exemplify extremely proficient or deficient performance. These 

situations are categorized to describe behaviors leading to job success or failure.

Critical incidents are highly flexible. They reveal: (1) training needs, if

focused on job behaviors; (2) educational needs, if focused on career, promotion,

or transfer matters; (3) employee development needs, if focused on important,

recurring problem situations that emerge in work groups; and (4) non-employee

development needs, if focused on past company dealings with suppliers, cus-

tomers, distributors, stockholders, or members of the general public.

However, critical incidents have drawbacks. Their value is heavily dependent

on who is chosen to research problems. Slight differences in the instructions

given to participants may produce radically different results across expert panels.

Data collection is time-consuming and thus potentially expensive. Finally, criti-

cal incidents reveal more about exceptions from norms than about norms

themselves.
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The delphi procedure, named for the ancient Greek oracle of Apollo, was

developed by the Rand Corporation and has been widely applied to research

problems. Typically, delphi participants are chosen for their special expertise.

Participants remain anonymous and never assemble as a group. Instead, informa-

tion is solicited from them by written survey. The results are compiled by

researchers and are fed back to participants accompanied by more questions, and

this process continues until participants agree on key issues.

To apply this approach to assess talent development needs, WLP practition-

ers begin by clarifying purpose. They decide (for example) to assess recurring

training needs of job incumbents, career or educational interests of people facing

different central life concerns, career routes through an organization, develop-

mental needs of a work group, or non-employee development needs. Whatever

the purpose, WLP practitioners begin by developing a questionnaire. They can

do so by themselves (without the help of others), or they can interview people and

use the interview results as the basis for survey questions. The participants

should be chosen with care and should be knowledgeable about the subject. WLP

practitioners then contact participants, secure their cooperation, explain the del-

phi procedure to them, finalize questions on the delphi survey, send the survey to

participants, receive completed surveys, compile the results, send the results back

to participants for comment and critique, and continue this process until partici-

pants agree on key responses.

The delphi’s chief advantage is that participants are not pressured, as they

sometimes are in meetings, to conform to the ideas expressed by articulate or 

respected group members. Chief disadvantages include the cost and time needed

to carry out a delphi. Moreover, separate delphi studies must be carried out to

identify job training needs, career educational needs, and work group develop-

mental needs.

The nominal group technique (NGT) takes its name from the way the process

itself works. People are assembled in a small group. However, they usually sub-

mit information without discussion, and so the group exists in name only—that

is, nominally. In many ways similar to the delphi, NGT has been applied to

strategic business planning, HR planning, training needs assessment, and futures

research.
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NGT can help assess training, education, or development needs, depending

on what issues are examined. WLP practitioners (1) select one or more panels of

experienced, exemplary performers; (2) assemble group members in one place;

(3) explain NGT to participants; (4) ask participants to generate ideas, identify

performance problems, assess needs or problems, assess needs or prioritize

instruction, and record their ideas on slips of paper, one idea to each slip; (5) have

participants hand in their slips to the group facilitator (the WLP practitioner); 

(6) record each idea on a blackboard, flipchart, or overhead transparency so that

all group members can see it; (7) encourage discussion following the generation

of ideas; and (8) rank ideas by majority vote.

NGT is advantageous for two reasons. First, the silent generation of ideas pre-

vents group pressures for conformity from affecting individuals. Second, ideas

stem from participants, rather than WLP practitioners or others.

NGT is disadvantageous for three reasons. First, voting on ideas forces

individuals to set priorities, when they see no need for action. Second, individu-

als can be subtly pressured to conform to group opinions during discussion or

voting. Third, it is difficult to follow up on the many ideas that can be generated

in NGT, with the result that good ideas are lost and participants are sometimes

frustrated.

Selecting Data-Collection Methods. What specific data collection method

should be used in assessing an organization’s talent needs and instructional

needs? Answering this question is not always easy.

More than one writer in the WLP field has addressed this subject. In choos-

ing a data collection method, these writers suggest that WLP practitioners 

consider issues such as 

1. Employee involvement. Should the assessment process build learner

commitment to meeting needs once they are identified?  How important

is learner commitment?

2. Time required. How much time is available to carry out the assessment

process? When are results needed?

3. Cost. What are the expected costs of alternative data collection methods?

What financial constraints exist?
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4. Relevance. Will a given data collection method produce useful results in a

form capable of being used?

5. Practitioner skills. How capable are WLP practitioners to use alternative

data collection methods? For instance, do practitioners possess the 

necessary skills to prepare a survey, conduct interviews, or carry out task

analyses?

6. Respondent skills. Do intended respondents possess the necessary skills to

provide useful information?

7. Relations between assessors and respondents. How dependent is a data col-

lection method on good relations between the needs assessor and respon-

dents? For example, it can be difficult to schedule interviews or carry out

surveys when respondents distrust the motives of the assessor or when

trust is lacking in an organization. In these cases, people are reluctant to

speak their minds, much less commit themselves to writing, for fear of

repercussions.

8. Level of awareness. How important do prospective learners or clients view

a specific need area? When their awareness level is high, data collection

efforts are easier, because people readily see benefits in responding.

9. Management preferences. Do supervisors or managers prefer one data col-

lection method over others? For instance, obtaining needs assessment

information from attitude survey results might be difficult if supervisors

fear that poor morale in their work groups will reflect on their compe-

tence. In any given situation, one data collection method may well be

more appropriate than others.

Involving Others in Data Collection and Analysis. WLP practitioners should

give careful thought as to who should be involved in collecting data and determin-

ing instructional needs. There are several key issues to consider. First is the

importance of the need area. If widespread commitment is important, it is worth-

while to take more time to arrive at decisions. The second consideration is other

constraints. What are the constraints on time, money, and staff ? When constraints

are tight, then the number of people to involve in data collection or analysis

should be reduced to hold down costs.
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As a general rule, practitioners should involve as many interested parties as

possible in data collection and analysis. The reason is that greater involvement in

the needs assessment process tends to produce greater commitment to subse-

quent learning activities carried out to satisfy learning needs. Participation in

identifying instruction needs may well be a key factor in integrating talent devel-

opment and planning activities.

Identifying Present Learning Needs by Market or Market Segment

Strategic business planners have long noted the existence of strengths and weak-

nesses in organizational performance. Strengths lead to success against competi-

tors. Weaknesses, if not handled carefully, lead to competitive failure. Generally,

strategists can choose either to build on strengths or correct weaknesses. The

analysis of corporate strengths and weaknesses furnishes valuable information

about what business to enter or leave, what resources to allocate to what activities,

and how to manage interactions between business units. The analysis of business

unit strengths and weaknesses helps strategists decide what products or services

to offer, what resources to concentrate on each product or service, and how to

manage relations between functions. The analysis of functional strengths and

weaknesses provides insight into what contributions each function should be

making to the organization, what resources each should receive, and how to man-

age the activities of each function. Sweeping examinations of organizational

strengths and weaknesses aid decision-making and unify subsequent action.

The same principle applies to learning needs assessment. Broad analysis of

strengths and weaknesses of job incumbents yields valuable information to plan

job training and socialization efforts spanning many related learning experiences.

It is worth emphasizing that these can help build the bench strength and the col-

lective talents of the organization’s human assets. Broad analysis of individual

strengths and weaknesses yields valuable information to plan employee educa-

tion. Analysis of the strengths and weaknesses of each work group yields informa-

tion to plan employee and organization development. Finally, broad analysis 

of strengths and weaknesses in an organization’s relations with its product or
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service users, suppliers, distributors, and the general public yields information to

plan non-employee development.

Instructional needs assessment traditionally focuses on specific problems fac-

ing identifiable learners at one time. Results of assessment are then used to plan

one-shot training courses to correct these problems. That makes training a “fix-

it” tool. However, assessment can also be used to focus on the general strengths

and weaknesses of job incumbents, individuals, work groups, or external groups.

Sweeping examinations of strengths and weaknesses make the talent development

effort a tool for long-term and continuous improvement with a unified direction.

A training curriculum can thus be planned for each job class or job category.

Working with others in the organization, WLP practitioners analyze the strengths

and weaknesses of each job class or category. From the result of this analysis, an

organized but generalized sequence of learning experiences can be designed to ori-

ent and socialize newcomers to each job class or category. They can also be

designed to identify important competencies worthy of development for the future.

An educational curriculum can also be planned to prepare individuals for

promotion or other career moves, to upgrade skills, and to elicit creative solutions

to problems. An educational curriculum stems from the analysis of present

strengths/weaknesses of individuals compared to the requirements for success in

possible future jobs. Employee education helps individuals achieve their career

objectives.

A development curriculum results from comparison of present work group

strengths and weaknesses. It consists of planned learning experiences designed to

build a collective pool of group skills adequate for tasks facing a group. A non-

employee development curriculum consists of planned learning experiences

intended to correct deficiencies or build on proficiencies between an organization

and external groups relevant to it.

However, the world changes. Jobs, individuals, work groups, and groups out-

side organizations do not remain static. Consequently, analysis alone of past or

present strengths and weaknesses is not sufficient to plan for meeting future learn-

ing needs. Further analysis is necessary. The next chapter deals with this issue. In

it, we focus on anticipating environmental changes that change training, educa-

tion, and development needs.
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AAccttiivviittyy  33--11:: Information for Talent Development

Directions: Use this activity to structure your thinking about the need to develop talent in your organization. 

For each question in the left column below, provide a response in the right column. Use additional paper if 

necessary.

Question Response

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.

11.

12.

13.

Who are the learners that are served by the

talent development effort? Are some of them

particularly important? If so, which ones?

Why are they important?

Who are the clients served by the talent

development effort? Are some of them partic-

ularly important? If so, which ones? Why are

they important?

What is known about present learners served

by the talent development effort? (Describe

common characteristics.)

What is known about prospective future

learners to be served by the talent develop-

ment effort?

What is known about present clients served

by the talent development effort?

What is known about prospective future

clients to be served by the talent develop-

ment effort?

Are some learners concentrated in some

locations more than in others? If so, which

locations and what learners?

What are the major work activities of tar-

geted learners?

What are the major work activities of the

clients?

What do other people say about the targeted

learners?

What do other people say about the clients?

What problems have historically faced the

learners?

What problems have historically faced the

clients?
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AAccttiivviittyy  33--11:: (continued)

Question Response 

14.

15.

How motivated are learners to learn? What

accounts for this level of motivation? Is it

likely to change?

How motivated are clients to encourage

learners to learn? What accounts  for this

level of motivation? Is it likely to change?



AAccttiivviittyy  33--22:: Job Groupings

Directions: Use this activity to create job groupings in your organization. For each group listed in the left col-

umn, list job titles that fall into the grouping in the organization and the major responsibilities of the jobs. If

the organization is small, some groupings might not have corresponding jobs. If that is the case, write “not

applicable” in the column. Use additional paper if necessary.

Job Grouping Job Titles in the grouping in your

organization

Major responsibilities common 

to jobs in this grouping

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.

11.

12.

Executives

Senior Managers

Middle Managers

First-Line Supervisors

Sales Personnel

Professionals

Administrative Employees

Clerical Support

Skilled Production or

Service Workers

Unskilled Production or

Service Workers

Customer Representatives

Others
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AAccttiivviittyy  33--33:: Classifying Individuals

Directions: Use this activity to classify individuals. List life stages in the left column. List individuals in a work

group in the center column. Finally, in the right column, describe the implications of the individual’s life stage

on their likely learning interests. Use additional paper if necessary. (A separate analysis for each work group

in an organization is necessary for a comprehensive analysis.)

Life Stage Individual Implications of individual’s life

stage on their likely learning or

developmental interest

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.

11.

12.



AAccttiivviittyy  33--44:: A Case Study on the Strengths and Weaknesses of the Organization’s

Talent Development Effort

Directions: Read the case below and answer the questions that follow.

Rhesus is a giant retail corporation—one of the largest in the retail industry.* Rhesus stores sell a wide selec-

tion of goods and are found in just about every medium- to large-sized city in the United States.

However, Rhesus is not exactly an industry leader in terms of talent development. Several years ago, the cor-

porate-level HRD department at Rhesus was completely eliminated in the midst of downsizing. Recently, it was

revived. At its helm is Harold Anderson, a five-year company employee destined for higher-level responsibili-

ties at Rhesus. His one-year-old department is staffed with six long-time company employees. (The company

will not hire professional WLP practitioners.) Anderson is to set up a department servicing the corporate office

only. The corporate office employs several hundred people. Anderson has a free hand, more or less, to estab-

lish the purpose of the department and offer planned learning activities of value to Rhesus’s corporate employ-

ees and managers.

The retail industry is hotly competitive. Like other retailers, Rhesus plans a major program to change its stores.

This program will eventually change just about every fixture in most stores—including product display, adver-

tising, inventory control, and even store layout and staffing. Within ten years, the plans will be a reality. In the

meantime, Rhesus will continue as it always has, and continue to be the company’s effort to develop a domi-

nant force in the industry.

Questions

1. What should Anderson do to analyze the present strengths and weaknesses of its talent?

2. What problems will Anderson encounter in his start-up effort? What can he do to avert them? What can

he do to minimize their effects?

* A fictitious company.
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ENVIRONMENTAL SSCANNING

Try an experiment. Select several managers at random and ask

them this question: “What are the future talent development needs of

your employees, and more specifically, what training, education, and

development do you believe they need?” If your organization is like

most, this question should elicit some interesting responses, such as

these: 

❙ “First explain the difference between training, education,

and development.”

❙ “Our work is so diverse that anything will help.”

❙ “I just don’t know.”

❙ “They have no needs at all.”

Ater you get the answers, ask another question: “How do you know

that your answer is correct?” Managers who feel that their employees

do have needs will then recount anecdotes about past problems they

have experienced.

The point of this exercise will not be lost on perceptive practi-

tioners. All too often, managers perceive learning needs as stemming

from major problems experienced in the past, anecdotal evidence,

and specific people or events. Managers are thus like most people:

they remember more significant events than insignificant events;

they color their memory with interpretations; their memories are

anecdotal; and they find it easier to think in specific rather than in

general terms.
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You can also bet that, when confronting an immediate problem, managers are

sure to grasp at any possible solution—including talent development. It is proba-

bly not unreasonable to assume that managers, like most adults, are highly moti-

vated to learn about problems they are presently confronting. They probably

identify talent development needs on the same short-term basis. Since WLP prac-

titioners rarely conduct any systematic needs assessment, they are likely to believe

the managers.

It is easy to see what happens as a result. Instructional programs are designed

on the basis of faulty memory, interpretations of special cases that took place in

the past, or problems confronting people at present. Not surprisingly, the short-

term focus of these instructional programs—not to mention their weak founda-

tion—is at odds with the necessity (1) to deal with real performance issues, rather

than perceived ones; (2) to anticipate future requirements of the organization; and

(3) to tap individual motivation to learn by dealing with matters concerning

employees. In any case, past or present problems may not stay the same under

changing future conditions.

Managers, learners, and WLP practitioners alike must therefore look beyond

traditional approaches to instructional needs assessment, which are too often

focused on the past and limited to major problems. They should recognize the

increasing value of taking a future orientation in their thinking. It is important to

anticipate future learning needs and work backward to meet them in the 

present, and then go beyond short-term to long-term perspectives of talent devel-

opment.

How is this possible? One answer is to do environmental scanning. But what

is it, generally? How is it applied to talent development? What specific methods

can be used to carry it out? This chapter addresses these questions.

Environmental Scanning: Definition and Description

Any organization functions in an external environment consisting of two broad

components:  (1) the general public, consisting of everyone not directly involved

in or affected by the organization, and (2) external stakeholders, consisting of

everyone directly involved in or affected by the firm but who are not working

120 The Strategic Development of Talent



inside it. Strategists determine their organization’s environment when they estab-

lish business purpose and identify the markets they choose to serve. However,

changes in the external environment over time create unique threats and oppor-

tunities for a firm (Lang, Calantone, and Gudmundson 1997). Managers may

approach business as usual and wait for environmental changes to affect the busi-

ness. This is a passive strategy. If external trends are favorable, business condi-

tions improve without requiring any effort to change the organization. Of course,

if trends are unfavorable, business conditions will get worse and bankruptcy

might be the result. As an alternative, managers can try to anticipate changes out-

side their firms and then adjust products or services beforehand so that they are

attuned to change before it occurs or as it occurs. In other words, managers can

spot opportunities for improving the business before they arise, or else head off

external threats before they create problems. This is an active strategy. Generally

speaking, the more information that managers receive about changes in the exter-

nal environment, the more competitive the organization can be (Abdalla and

Amin 1995; Ahituv, Zif and Machlin 1998; Khandwalla 1977). It may be that it is

not so important how often scanning is conducted as what is examined and inter-

preted (Beal 2000). Environmental scanning practices may well vary across inter-

national settings (Ghosal 1988) or by the volatility of the industry and the external

environmental conditions that the industry faces (Boyd and Fulk 1996; Sawyerr,

Bahman, and Thibodeaux 2000).

A simple example should illustrate these principles. Think of the funeral busi-

ness. (It might be somewhat morbid, but the funeral industry is involved in busi-

ness.) When people die, business flourishes; when people continue to live,

business is not so good. Now consider this: On the whole, the U.S. population is

growing older. If  long-term demographic trends remain unchanged, the majority

of the U.S. population will at least reach retirement age by the year 2020. While

medical science continues to advance and thereby increases average life

expectancy, people will eventually die. What, then, are the long-term prospects for

the funeral industry? Based solely on population trends, the long-term future

looks bright indeed. Barring contrary trends such as a dramatic medical break-

through that prolongs life, funeral directors can choose a passive strategy and

grimly reap the rewards of increasing business.

Environmental Scanning 121



This general principle holds true for any business: Changes taking place

externally create unique opportunities and threats. Managers may conduct busi-

ness as usual and remain helpless pawns of external conditions beyond their con-

trol, or they can take active steps to position their organizations so as to anticipate

favorable conditions or avert problems stemming from external environmental

and global change. This ability to anticipate opportunities or threats is the

essence of the entrepreneurial spirit.

Environmental scanning is the name for a structured examination of the

future external environment. Choo (1999, 21) defines it as “the acquisition and

use of information about events, trends, and relationships in an organization’s

external environment, the knowledge of which would assist management in plan-

ning the organization’s future course of action.” It is a deliberate process for exam-

ining the outside world, discovering trends, and drawing conclusions about what

consequences to the organization will stem from those trends. At the heart of

modern planning, it is quintessentially anticipatory rather than reactive.

Some writers on the subject prefer to break it down into two parts: environ-

mental analysis and environmental diagnosis. Environmental analysis identifies

the most important sectors of the external environment and systematically moni-

tors them. Environmental diagnosis tries to anticipate what will happen as a

result of the trends. Obviously, analysis is far easier than diagnosis, which draws

conclusions about the consequences that are likely to stem from external envi-

ronmental change. After all, predicting the effects of change is not as simple as

recognizing that change may occur. But research has shown that aggregating the

opinions of experts about the future increases the likelihood of precision in

predic-tions, though the methods used to do that may not be too important 

(Fischer 1981).

The State of the Environmental Scanning Art in Business

Planning

The environmental scanning art is quite advanced in theory, if not in practice.

A review of the research on its impact on organizational performance generally

122 The Strategic Development of Talent



supports the view that effective environmental scanning can improve an 

organization’s competitiveness  (Kumar, Subramanian, and Strandholm 2001).

Jain (1984) conducted a two-year study of corporate environmental scanning

practices. Basing his conclusions on interviews with 37 executives in 11 

large corporations and a survey of Chief Executives in Fortune 500 firms, he clas-

sified scanning into four categories: (1) primitive, (2) ad hoc, (3) reactive,

and (4) proactive. These categories represent a continuum through which corpo-

rations progress as their size, complexity, and environmental transactions

increase. Jain found that all participating firms in his study with annual 

sales exceeding $1 billion use a Phase 4 (a proactive) approach to scanning.

Typically, scanning of this kind is carried out formally at corporate and business

unit levels. In this context, formally means in a deliberate, structured, and 

systematic way.

The focus of environmental scanning varies, depending on the phase in the

corporate planning process in which the information is used. Each management

level faces different environmental demands. As a consequence, each level of man-

agement faces its own need for environmental analysis. Lower-level managers

require more information from inside the firm than their top management coun-

terparts. Yet every manager should keep an eye peeled on what is  happening out-

side the organization.

Generally, environmental scanning is a highly subjective and creative process.

It is likely to become more important as the future grows less like the past and

present and as factors external to organizations become more critical to manage-

ment decision-making. Numerous studies, both theoretical and empirical, have

been conducted about environmental scanning, and numerous practical guides

have been published about it (see Choo 1998a and 1998b; Fahey and Randall

1998; Fuld 1995; Kahaner 1996).

Organizations that are most successful in applying environmental scanning

make it a formal process rather than leaving it to mere chance or to the irregular-

ities of idiosyncratic intuition (Choo 1999). They use “domain experts” to inter-

pret the information and make it available as needed. Often the biggest danger to

environmental scanning is not what is observed and interpreted, but what is

somehow missed (Sherman and Schultz 1999).

Environmental Scanning 123



Environmental Scanning for Talent Development

Definition. Much like its strategic business planning counterpart, environmen-

tal scanning for talent development is the process of monitoring trends,

issues, problems, or events that might create the need for future talent as a

result of environmental changes. These changes often require new competen-

cies among people affected by them. Environmental change can affect the compe-

tency requirements and learning needs of the general public, external stakeholders,

members of each work group, individuals preparing for career advancement, and

the incumbents of each job class.

Importance. The basic purpose of talent development is to prepare people

to deal with the future. In fact, a chief distinction between training, education, and

development is how far into the future they equip people. Training is traditionally

intended for short-term application back on the job. Education prepares people

for intermediate-term advancement and career movement. Development is long-

term, and helps individuals become instruments for group or organizational

change and learning.

When based on traditional methods of needs assessment, talent development

really prepares people only to rectify past performance deficiencies. Traditional

needs assessment methods “rely heavily on the examination of past deficiencies

or past behaviors as a basis for planning instruction intended to equip learners for

meeting future conditions” (Rothwell 1984, 19). But conditions change, render-

ing instruction superfluous. Experience, a product of the past, is appropriate for

improving future performance only when the future will be like the past.

Of course, there are always situations and problems when the past will be the

best foundation for instruction. That is particularly true in industries facing rela-

tively stable external environments. Heavily regulated industries and government

agencies, for instance, often exist in such environments. In short, environments

vary widely in how dynamic or volatile they are.

It is increasingly inappropriate to base instruction solely on past problems or

on solutions worked out in the past when the environment is unstable or is

becoming more unstable. What is needed is a way to anticipate future talent

requirements and future learning needs.

124 The Strategic Development of Talent



Environmental Scanning and Curriculum Needs Assessment

A curriculum is a long-term instructional plan. It is based on a concrete, opera-

tional vision of what the future will be like. Comprehensive needs assessment

identifies long-term, holistic learning needs of various groups, based on differ-

ences between actual and desired competencies in the past and present. When

comprehensive needs assessment results are compared to environmental scan-

ning results, future long-term learning needs can be identified. By addressing

these needs, managers and employees can avert problems before they arise. They

may also pinpoint unique opportunities for improving the performance of job

incumbents, achieving individual career objectives, changing the competency mix

represented in a work group consistent with future demands facing the group,

improving relations between an organization and external groups, or changing

cultural norms of an organization.

Steps in Environmental Scanning for Talent Development

Environmental scanning for talent development comprises several distinct steps.

WLP practitioners and operating managers:

1. Classify the external environment into sectors

2. Decide on a time horizon appropriate for their scanning efforts

3. Examine environmental sectors for expected changes over the time hori-

zon they have chosen

4. Try to anticipate the effects of environmental changes on 

(a) the general public

(b) external stakeholders 

(c) departments or work groups in the organization

(d) individuals 

(e) job requirements

5. Identify future learning needs of 

(a) the general public 

(b) external stakeholders 
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(c) departments or work groups 

(d) individuals 

(e) job requirements

6. Reassess learning needs by market segment from a future orientation.

Let’s consider each step.

Classifying the External Environment

Analysis is the first step in environmental scanning for talent development. It is a

process of breaking down the external environment into “sectors” for analysis.

The economic sector has to do with local, national, and international economic

conditions. The political sector has to do with government operations at all levels.

The technological sector has to do with machines, tools, work methods, and other

applications of knowledge. The social sector has to do with beliefs, attitudes, and

values. The market sector has to do with the consumers to whom the company

sells its goods or provides services and competing firms marketing similar prod-

ucts or services. The geographic sector has to do with the movement of key con-

sumers, suppliers, or distributors. The supplier sector has to do with firms that

supply raw materials or provide essential services. The distributor sector has to do

with wholesale/retail outlets that sell the organization’s products or through

which its services are offered to consumers. Strategists may also wish to analyze

other sectors focused on the U.S. population, the industry, or the WLP field.

Exhibit 4–1 illustrates the relationship between external environmental sectors

and the organization.

Deciding on a Time Horizon

How far into the future should the environment be scanned? The second step in

the environmental scanning process thus addresses time horizon, which is the

time encompassed by a plan.

Deciding on a time horizon is important for several reasons. First, the accuracy of

predictions declines over time. When strategic thinkers try to peer far into 
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EExxhhiibbiitt  44––11:: Relationships between Environmental Sectors and the Organization

the future, they are less accurate in predicting problems and identifying trends or

issues. Second, it is easier to set goals when the time period is clear. Managers can

then envision where they want to be at a future point and step backward to exam-

ine what has to be accomplished in the meantime and how environmental condi-

tions are likely to affect them (see Exhibit 4–2). Third, when the time horizon is

distant, there is less need to pay attention to details; when the horizon is close,

there is more need to consider details.

Top corporate managers should generally adopt the longest time perspective.

They should be most strategic in their orientation and focus on the whole organi-

zation and environment rather than on specific business functions or work groups.
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EExxhhiibbiitt  44––22:: Visioning for the Future

Lower-level managers should adopt shorter time perspectives in keeping with

their responsibility for achieving shorter-term results. They should focus on func-

tions, work groups, individuals, and job requirements.

Although most writers on Strategic Business Planning usually stress the top

management perspective, the basic principles of environmental scanning 5can be

applied at any level and even include front-line employees. These principles apply

over any time horizon—overnight, one month, 30 years, and so on. Supervisors

tired of fighting fires will surely see the value in applying forethought and training
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even nonsupervisors to apply it. In many respects, environ-mental scanning is just

a fancy name for applying forethought systematically and deliberately.

There is no absolutely right or wrong time horizon. It depends on who is

scanning and for what reasons. Top managers need environmental scanning

results to conduct corporate or business-level planning. Lower-level managers

need scanning results to help them anticipate the future consequences of their

present actions, as well as trends, issues, or events that can affect goal achievement

for their departments or work groups.

Examining Environmental Sectors

Strategists brainstorm about future trends or events once they decide what envi-

ronmental sectors to examine and over what time horizon. At this point, they

should consider what issues or trends will become more important over time.

Let’s briefly discuss the economic, political, technological, social, market, geo-

graphic, supplier, and distributor sectors. Not every organization needs to be con-

cerned about every sector. Appropriate sectors to examine depend on the

organization’s purpose.

The Economic Sector. For the most part, businesses deal in free markets.

Fluctuations in the business cycle affect sales of company products, the number

of people hired or laid off, the willingness of executives to invest in new equip-

ment, and the availability of funds for expansion. However, changes in economic

climate are not felt evenly across all industries. Some areas, such as government,

are relatively immune from economic influence, but not entirely. Others are dra-

matically affected by shifts in interest rates or currency values.

Consider: (1) What are the prospects for recession, depression, recovery, or

prosperity over a given time? (2) What is the inflation or deflation rate expected

to be? (3) How much will banks and other thrift institutions charge for funds nec-

essary for business expansion and for the purchase of new, updated equipment?

(4) Will the U.S. dollar remain stable against foreign currencies? and (5) How

much are consumers expected to spend over a given time? What is the aggregate

load of consumer debt?
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Changes in any of these areas vary in their influence on different firms, and

even on work groups or job categories within those firms. In addition, economic

conditions affect the demand for (or supply of ) labor. Consider: What will the

economy probably do over a given period? What trends, events, or issues are

likely to become important to a firm? Why are they likely to be important?

Researchers differ in their views about the importance of economic trends or

events. Based on an extensive research project of 358 cases over a 45-year period,

Glueck (1980) found that economic conditions are always a major area of concern

to strategic business planners, regardless of industry or stage in the business

cycle. Other researchers have not reached the same conclusions. For instance,

Wall (1974) found that economic conditions are least important in scanning.

Writers in the WLP field have identified many trends that they believe will

become more important in the future (see, for instance, Bierema, Bing, and Carter

2002; McLagan 1999; Marquardt, King, and Koon 2001; Salopek 2002; Van

Buren and Erskine 2002). What trends will probably become more important for

your organization over time? Why are they likely to be important? How are they

going to create pressure for change on each work group, in career patterns, and in

job requirements?

The Political Sector. The political sector encompasses the actions of gov-

ernment at all levels. Government action in the United States of America and in

other countries affects business action. And this influence is not one-sided.

Business has a strong influence on the elections and voting patterns of legis-

lators and the actions of other elected officials through sophisticated lobbying

efforts.

Think for a moment about the pervasive influence of government on business

in each of the following areas:

❙ Government regulation/deregulation of industry

❙ Court decisions

❙ Government in competition with business

❙ Government regulation of safety, environmental pollution, products, and

services

❙ Government purchases of goods and services 
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❙ Tax incentives

❙ Actions of the Federal Reserve Board

❙ Actions of the Securities and Exchange Commission 

❙ Platforms of political parties 

❙ Investment incentives antitrust law and enforcement policies 

❙ Federal, state, county, and municipal government laws/pending legislation 

❙ Tariffs

❙ Trade policy

❙ Welfare reform and workfare policy

❙ Workforce development 

❙ Economic development efforts

How many areas will probably be important to one firm over the next few years

and the next decade? What other trends in government can affect a firm? How are

these trends likely to exert pressure for change on or within groups outside the

firm, on work groups inside the firm, on individuals aspiring to career moves, or

on job requirements at each level and in different categories?

How many of these trends are likely to exert pressure for change on or within

your organization in the future? Why do you think so?

The Technological Sector. Technology refers to equipment used in produc-

tion or service delivery, as well as the know-how to use it. The introduction of new

machinery or tools greatly increases production efficiency, making it less costly to

manufacture goods or deliver services. But know-how is by far the most important

component of technology. It is embodied in human skills, plant layout and design,

computer software, and procedures used in laboratories.

Technology is not equally important to all organizations. However, scanning

for technology change, while it might be the most important sector to examine at

present (Rothwell, Prescott, and Taylor 1998), is fraught with difficulty (Scott

2001). In competitive, high technology firms such as Intel, it can be crucial to suc-

cess. In labor-intensive organizations such as government agencies, machine- or

tool-related technology will not be as important as it is in other settings.

Take into consideration these things : (1) State-of-the-art developments in new

equipment and new work methods; (2) research and development efforts and their
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results; (3) new markets created by new products derived through research and

development; (4) new applications of existing technology; and (5) the changes

required for technological innovation to be applied in the firm and/or by con-

sumers using new products. How much are these and other technological issues

likely to affect specific work groups in a firm, individuals seeking advancement,

and job requirements in different job categories? Why are these issues likely to be

important? How are they likely to affect learning needs?

Researchers in talent development have identified several technological

trends worth thinking about. The most obvious is the increasing application of 

e-learning, understood to mean electronically supported instructional efforts. Of

course, not all organizations or individuals are ready for that (Haney 2002).

Many organizations are finding that blended learning—the combination of tech-

nologically delivered instruction with other approaches—is most effective (The

Business of Training 2002). Technologically oriented approaches to talent

development place increased responsibility on learners for taking charge of their

own learning, making their learning competence key to their success (Rothwell

2002).

Some jobs requiring only moderately specialized competencies will disappear

with the advent of user-friendly software requiring less technical user knowledge.

The pressure to become computer literate is now so strong that it affects nearly

everyone.

Ask yourself: What technological trends will grow in importance for your

organization in the future? How many will create different learning needs for var-

ious work groups, for individuals preparing for career advancement, and for

incumbents in different job categories?

The Social Sector. The social sector encompasses the values, beliefs, and

attitudes of (1) the general public about all businesses, the industry of which the

organization is part, and the organization itself; (2) external stakeholders about the

organization, its management, and its employees; and (3) employees and mana-

gers of the organization. Clearly, attitudes and expectations can influence  sales of

a firm’s products or services and management practices. To cite one example:

employee unionization is, in part, a result of attitudes about company 

management.
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Consider future trends relative to

❙ Corporate social responsibility: What does the public expect from busi-

ness? How are attitudes changing about the role expected from business

in society and the industry of which one organization is part?

❙ Company responsibility to consumers: What do customers expect?

❙ Company responsibility to investors/stockholders: What do investors or

stockholders expect?

❙ Work: What do people think about work? How much is work considered

an economic necessity? An outlet for creative expression? Something to

be balanced with personal life?

❙ Leisure: How do people play? How do they find recreation?

❙ Marriage: How do people view marriage? When do people marry?

Remarry? Divorce? What prompts marriage? What prompts divorce?

❙ Family life: How many children are couples having? When?

❙ Women working: How many women are working? How many are heading

single-parent families?

❙ Attitudes about government, companies, politics, the environment, regula-

tions, discrimination in employment, drug abuse, and many more issues:

What do people think about these issues? How does it affect their behav-

ior in the marketplace? In the workplace?

Which of these trends will probably become more important to one organization

over time, to specific work groups, to individuals preparing for advancement, and

to different job categories? How many other trends will also be important?

Research in talent development has identified several important social trends,

as well as these future trends:

❙ The organization’s responsibility for an employee’s physical, emotional,

and psychological well-being will be increasingly emphasized.

❙ Employees will demand more satisfaction from job and career.

❙ People will live longer, the workforce will grow older, the typical retire-

ment age will increase, the pool of entry-level workers will shrink, and a

new baby boom may occur.
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❙ Pregnancy will be delayed more often as the number of women in the

workforce increases and the number of dual-career couples will increase.

❙ The proportion of minorities, especially Hispanics, will increase in the

U.S. population and workforce, and higher numbers of new immigrants

will enter the United States of America.

❙ Illiteracy will become more pervasive among some groups at the same

time that formal education will increase among other groups in the work-

place. Lack of adequate preparation for work will be evident.

❙ Job skills will become rapidly obsolete, as manufacturing declines and

information and service jobs increase. The workplace will become robot-

ized and automated.

❙ Middle management positions will decrease, while the proportion of

white-collar jobs increases.

❙ Mid-life job or career transitions will be more common, as will incidents

of burnout.

❙ More scientists will be employed by the military.

❙ Businesses will continue to migrate to certain geographic areas.

Which trends do you think will become more important to your organiza- tion, to

specific groups within your organization, to individuals seeking advancement,

and to successful performance in different jobs? What learning needs will these

trends create? Which trends will create the most important learning needs?

The Market Sector. The market sector overlaps with the social sector. It

encompasses customers and competitors. Most managers appreciate the value of

finding out about the people who purchase company products or services,

because this information proves useful in designing products and marketing

them. They also want to identify key competitors in the current business or in a

different business they contemplate entering and gather information about a com-

petitor’s entry to (or exit from) a given market or changes in a competitor’s prod-

ucts, advertising methods, or pricing methods. And good managers understand

the importance of beating competitors by gaining special relationships with key

suppliers, consumer groups, and shippers. Researchers by Wall (1974), Aguilar

(1967), and Keegan (1974) Research indicates that competitive analysis may be
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the single most important ingredient in successful environmental scanning (Wall

1974; Aguilar 1967; and Keegan 1974).

Michael Porter, a familiar name in strategic planning, listed key issues or

trends to consider in this section: (1) Customer loyalty: How loyal are customers

to a given brand name? (2) Costs: What are the relative costs of two or more firms

in producing goods/services, distributing, and advertising? What changes are

likely? (3) Strategies: What are the present strategies of competitors? How are

competitors likely to react to increased competition, to entry into new markets,

and to changes in production, pricing, distribution, and promotion? (4)

Experience: Who knows the industry better? Who has the known talent? and (5)

Financial matters: What is the financial status of key competitors? How much

evidence is there that their market share can be eroded? (Porter 1980).

How important are these issues likely to become for your organization in the

future? What learning needs will these trends create in each company work

group. What will be the needs of individuals seeking career advancement per-

formance and success in each job?

The Geographic Sector. This sector of the environment has to do with the

present geographical placement and future movements of consumers, competi-

tors, suppliers, and distributors. There is at least one good reason why this sector

is worth considering: a firm geographically closer to consumers, suppliers, and

distributors is likely to enjoy a significant advantage over competitors in shipping

and transportation costs.

When scanning this sector, ask these questions: (1) Are suppliers pulling up

stakes to move? If so, where? Are any special trends evident? If so, what are they?

(2) Where are distributors heading? Are wholesale and retail outlets opening

faster in some areas than in others? Why? (3) Are competitors moving to new

locations? Are they looking for sites abroad, where labor is often substantially

cheaper than in the United States of America, or are they opening in domestic

population sites of concentrated growth? Are any special trends evident? If so,

what are they? (4) Where are consumers heading? What markets in the United

States and abroad have the highest concentration of consumers to whom a partic-

ular company markets its products or services? Are changes evident? Are they

expected? Which trends might become important to one organization? Why do
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you think so? What new learning needs will these trends create for people in the

organization?

The Supplier Sector. This sector encompasses organizations that provide raw

materials. Clearly, the higher the cost of supplies, the higher the cost of finished

goods.Strategists should thus be concerned about any changes in the availability of

supplies.They should consider several questions.First,what trends are evident in

the availability of supplies? How many companies produce subassemblies,mine

needed ores,or manufacture essential machines? Second,what trends are evident

in the cost of supplies? Will suppliers face new costs of production as a result of

increased regulation and declining availability of their supplies? Third, what

trends are evident in the organization’s relations with its suppliers? Fourth,what

companies produce key supplies that are absolutely critical to production? What is

their status? Of these trends,which ones will be most significant to one organization

in the future? How might they create new learning needs? What makes you think

so? Are other trends in this sector worth watching? If so,why are they important?

The Distribution Sector. This sector focuses on organizations that relay

products to ultimate users. For instance, wholesale and retail stores are distributors

for manufacturers. Strategists in any organization should ask themselves several

questions about distributors. First, what are the key organizations distributing

their products or delivering their services? What organizations are likely to be

more important in the future? Second, what trends are evident at the wholesale or

retail level? Third, what trends are generally evident in a firm’s relations with its

distributors? Fourth, what are the chances that a key distributor is open to takeover

by others? Are any of them hostile? Are substitute distributors available? What

trends do you believe will be important in this environmental sector for one organ-

ization in the future? Why do you think so? How might these trends create new

learning needs for work groups in your organization, for individuals seeking career

advancement, and for performance requirements for different job categories?

Anticipating Effects of Environmental Changes

What will happen as a result of changes in the external environment? This ques-

tion is very difficult to answer, for  are at least two reasons: Any trend can exert
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multiple influences, and managers can choose to either act in anticipation of 

an environmental change, or choose to do nothing. About the best that can 

be hoped for is some educated guesswork about the likely effects of external

changes.

Most discussions of environmental scanning usually focus on the effects of

external trends on an entire organization. The perspective is appropriate to top

management. Little or no attempt is made to deal with the influence of trends on

relations with external groups, different work groups, skill or competency

requirements in work groups within the organization, skills or competencies

needed in different job categories, or the special preparations necessary for indi-

viduals seeking career advancement in a changing environment.

The trouble with this viewpoint is that it tends to limit strategic, entrepre-

neurial thinking to a handful of people at the top. As a consequence, the grand

vision presented by corporate planners rarely stays long with mid-level managers.

Yet neither strategic thinking nor action should be limited to top managers.

Others need to think and act strategically, too.

The effects of environmental change are not limited solely to the organiza-

tional environmental interface. Each work group, each job category, and each

individual is affected by external change, even though change is not felt in the

same ways by all. A key distinction between lower-level managers and top man-

agers is that the former group is more heavily affected by what is happening inside

the organization. In some important respects, that makes their jobs more

challenging than their top management counterparts. They have to scan two envi-

ronments (Rothwell and Sredl 2000): (1) the environment outside the organiza-

tion, particularly sectors most pertinent to activities of their work units or

departments; and (2) the environment inside the organization but outside the

departments they head, particularly strategic business plans imposed from the 

top and internal policies or procedures affecting their operations. Consider

Exhibit 4–3, which illustrates these two external environments.

Who occupies a better position to assess the effects of external environmental

change on activities in one part of the organization than managers and employees

working in that part? Top managers have a broad perspective, important in its way

but not necessarily helpful for nitty-gritty operations.
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EExxhhiibbiitt  44––33:: The Environmental Context of Any Department, Division, or Work Group

Inside the Organization

Numerous forecasting methods are often suggested for predicting the effects of

external trends, but training people to think strategically might be more useful

than forecasting. Training helps people spot and anticipate threats and opportu-

nities to goal achievement, whether originating inside or outside the organization.

A good place to start is with environmental scanning, as it can be applied to 
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managing departments, careers, and job activities. Of course, the talent develop-

ment effort can and should play a central role in this training. At the same time, of

course, the talent development effort is subject to external environmental trends,

(particularly those having to do with talent development practices), as well as

policies, procedures, and other constraints on talent development inside the

organization.

If managers resist planned learning activities and do not see the need for antic-

ipatory thinking, it might take some effort just to get them to feel the need. Once

they understand its importance, how do WLP practitioners design instruction on

scanning? One approach: Introduce everyone in the organization to the basic

principles of scanning and provide them with structured opportunities to identify

pertinent trends and project likely effects of those trends in the future. They

should then be given an opportunity to establish action plans for anticipating

those trends.

Some managers will object, arguing that training in environmental scanning is

not necessary because it is essentially idle crystal ball-gazing. But the following

arguments might convince them:

1. The more information collected and applied in strategic decision-making,

the more likely it is that performance will be effective.

2. As managers increase their awareness of the environment and its effects,

their performance improves.

3. The greater the differences in perceptions about the environment among

managers, the better the organizational performance is likely to be.

Conflict breeds creative solutions to problems.

4. There is a strong correlation between organization’s success and an

appropriate amount of environmental scanning, given the nature of the

environment in which the firm is or will be operating.

It might be risky to extend these assumptions to a talent development effort,

but, there is an intuitive appeal to unlocking the creativity of individual 

employees and encouraging them to anticipate rather than just react to future

threats and opportunities. Training in environmental scanning is one step in this

direction.
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Identifying Future Learning Needs

The fifth step in environmental scanning for talent development is to anticipate

future learning needs based on present trends. Let’s begin with a broad overview

of the traditional approach to needs assessment, and then switch to an overview

of future-oriented needs assessment. We’ll then show how future-oriented needs

assessment can be applied to external groups such as the general public, con-

sumers, suppliers, and distributors, and internal groups such as people in work

units, individuals seeking advancement, and job categories.

The traditional approach to instructional needs assessment is based on

answering four basic questions:

1. What should be? This question focuses on criteria—desired present

knowledge or skills.

2. What is? This question focuses on condition—present knowledge or

actual performance.

3. What are the differences between the actual and the desirable? This ques-

tion is usually intended to pinpoint deficiencies (poor performance), but it

is also capable of pinpointing proficiencies (exceptional performance).

4. How much are these differences attributable to lack of knowledge/skills or to

some other cause? This question separates issues that can appropriately be

addressed by talent development from those that cannot.

These four questions are appropriate to ask when action will be taken to deal with

past or present performance strengths and/or weaknesses in a stable environment.

They are not appropriate by themselves when the environment is unstable,

because changing environmental conditions will likely produce new and different

threats to performance and opportunities for improving it.

Future-oriented instructional needs assessment is a modification of the tradi-

tional approach. WLP practitioners and line managers pose five questions that

differ from the four questions on which traditional needs assessment is based.

First, what should be in the future? This focuses on a vision of the future and on

desired future criteria. What should be the future relationship between the cor-

poration and the general public or key external stakeholders? What skills have to
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be available in the work group to meet future responsibilities? What do people

have to be able to do to prepare for career advancement and future job require-

ments? Second, what is the present status? This question focuses on present con-

ditions. Third, what will probably be the differences between future criteria and

present conditions? The answer to this question underscores a planning gap

between present and future and between actual and desired conditions. Fourth,

how much will these differences be attributable to lack of knowledge or skill?  This

question helps sort out instructional from noninstructional needs. Fifth and

finally, what learning experiences are necessary to meet future knowledge and skill

requirements? If discrepancies between present and future needs are not attribut-

able to lack of knowledge or skills, then noninstructional strategies will have to be

used to deal with them. These strategies include changes in job design, work,

methods, and organizational structure.

How is future-oriented needs assessment applied? One way to anticipate

future problems and opportunities is to devote attention to the future learning

needs of the general public. What does the public need to know about the corpo-

ration in the future so that relations will be good? If WLP practitioners choose to

address this area, they have to add sectors to their analysis during environmental

scanning. More specifically, they should consider:

1. Trends in public and/or private education at all levels: What are the

prospects that young people in elementary and secondary school will

receive adequate training in basic skills? How adequate are programs in

community colleges, universities, and highly specialized technical schools

for meeting the future labor requirements of an organization?

2. Trends in economic development: What prospects exist for effective voca-

tional programs for building the competencies of the economically disad-

vantaged and the technologically displaced? Will government retraining

funds be available? What requirements have to be met in order to qualify

for them?

3. Trends in attitude about the industry, organization, or business in gene-

ral: How does the public feel about business, about an industry,

about one organization? Are there special-interest groups opposed to an 
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organization’s interests? Are these groups likely to gain popular support

and capture media attention?

It can be very worthwhile for an organization to sponsor future-oriented instruc-

tion as a means of winning long-term public support or averting long-term public

disapproval for its products or services. Some organizations do this by adopting

schools, for example, and contributing funds and management talent to their

improvement. Other organizations establish closer ties with colleges and provide

them with funds, talent, and access to equipment and facilities. Still other organ-

izations champion economic development in communities in which their facilities

are located. They establish ties with public sector economic developers and work

toward improving the quality of life in the community. Some organizations spon-

sor programs for training the disadvantaged or retraining those displaced by

changes in family structure, automation, or plant shutdowns.

How do WLP practitioners know whether all this is necessary? They should

ask these questions:

1. What is the present status of an organization relative to the general public?

What do members of the public know about the organization? How does

this knowledge—or lack of it—affect behavior?

2. What should be in the future? What should the public know about a cor-

poration and its products or services?

3. What differences are likely to develop over time between what is and what

should be?

4. How much will these differences be attributable to general public knowledge

about an organization? When the public lacks knowledge about the

organization, this is a future threat and a learning need. On the other

hand, public awareness of an organization can be a future opportunity, as

well as an indication of unique talent or competency.

5. What instructional events sponsored by the organization can help avert

likely threats and seize future opportunities? 

Efforts of this kind increase what representative members of the general public know

about an organization, its products, its services, and its operational requirements.
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Key External Stakeholders and Their Future Learning Needs. Increasingly,

talent development activities are directed to investors, suppliers,distributors,and

customers,as well as to employees.Customer training is growing more important.

Why bother meeting the future learning needs of key external stakeholders?

The more that investors, suppliers, distributors, and customers know about an

organization, the more likely they are to act in ways beneficial to it. There are

other benefits as well: talent development activities directed to external groups are

likely to be run on a profit basis, which can in turn fund talent development activ-

ities directed to company employees.

It is easy to point to examples of externally directed talent development activ-

ities. Hospitals run wellness programs to help potential clients avert illness.

Accounting firms offer training to clients on how to handle the accounting func-

tion. These firms meet the needs of external groups while marketing their services

through instruction. Computer companies are just now discovering what most

everybody has long suspected: lack of customer knowledge about computers 

is a major barrier to computer sales. The same principle applies to all high-

technology firms. Auto and heavy implement manufacturers have long offered

training to the sales and service employees at their dealerships. To sell and serv-

ice a product, dealers must know it inside and out. Government agencies some-

times train contractors and vendors about government requirements and

expectations. In each case, talent development is anticipatory, geared to meeting

the learning needs of customers and other external groups before they arise. If a

firm is introducing new products or services, future-oriented instruction may be

necessary to avert major problems later on—particularly if these new

products/services will change management’s expectations about what suppliers or

distributors should do to meet the firm’s needs. What should consumers know to

use the product? Ask yourself these questions.

1. What is? Do customers now get maximum benefit from an organization’s

products or services? Are suppliers and distributors interacting with the

organization as efficiently as possible?

2. What should be in the future? What behavior is desired from suppliers,

distributors, or customers?  In other words, what should they be doing?
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How can customer knowledge about product use be improved, for 

example?

3. What gaps will probably exist between what is at present and what should

be in the future? Given present trends, what is likely to happen over time?

4. How much will these gaps be attributable to the knowledge or skills of exter-

nal groups? Lack of knowledge is a learning need and a threat; extensive

knowledge about the organization’s products/services among consumers

or other groups is a possible future opportunity.

5. What planned learning activities offered between present and future can

help avert potential threats to an organization’s sales and other activities?

What planned learning activities can help an organization seize new

opportunities by offering new, potentially profitable services to the orga-

nization’s suppliers, distributors, and customers, and improve efficient

operations between members of external groups and the organization?

It is easy to see that major changes of any kind create needs among customers,

suppliers, and distributors. As new products or services are offered, managers

should consider and plan to act on the future impact of them on groups outside

the organization. Talent development is one tool that can help.

The Organization and its Future Learning Needs. An external trend may

create the need for changes in the collective competencies needed by a work

group to meet its responsibilities to the organization. Organized learning efforts

at the work group level often take a long time to succeed, because group norms

and culture militate against change. Instruction alone is rarely adequate to change

culture. However, planned learning activities can ensure that the work group has

the right competencies that are essential to carry out its duties.

To apply future-oriented instructional needs assessment to employee devel-

opment needs at the work group level, WLP practitioners and managers

should:

1. Develop a classification scheme by which to analyze the organization. (The

same one devised during traditional needs assessment can be used.)

Break the organization down into work groups.
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2. Analyze present conditions and consider how they might change over time.

What skills or competencies are now available in each group? How will

the group gradually change over time? What are the present duties of the

work group?

3. Clarify implications of strategic business plans on each work group. What

should each group do in the future? What skills or competencies will be

needed?

4. Identify gaps between present and desired future conditions.  What should

each work group be able to do in the future? What skill or competency

mix among group members is necessary?

5. Assess how much these gaps will be attributable to the collective knowledge

and skills in each work group. If the work group is already well-positioned

to carry out future responsibilities, it is blessed with an opportunity. If the

group lacks adequate skills or competencies to meet future demands, it

faces a future threat.

6. Consider what instructional efforts sponsored for work groups can help

avert future threats or seize future opportunities. What learning activities

can develop the work group so that skills or competencies required in the

future will be available when needed?

The Individual and Future Learning Needs. The focus of most planned learn-

ing is on the individual. The major responsibility for learning rests with the per-

son, not with supervisors or organizations. Employee educational efforts are

perhaps best handled in highly individualized ways. People should have a say in

experiences designed to help them achieve their own career objectives, if not the

major say.

Probably the best way to assess employee educational needs is to begin with

a two-fold career program. On one hand, there are present and future careers

inside and outside the organization. WLP practitioners and others in the organ-

ization should pose such questions as:

1. What are the present relationships between jobs in the organization? What

are the career paths in the organization?  What education and experience

is necessary to move from one job to another?
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2. What should happen to relationships between jobs if management tries to

anticipate changes resulting from new technology or work methods? How

should career paths change if job duties at each level are to be consistent

with strategic business plans?

3. What gaps are likely to exist between the situations considered in items 1

and 2?

4. In what ways can individuals prepare themselves for changing career

paths/job duties through planned educational experiences?

On the other hand, each person should consider such questions as:

1. What are my future career objectives? That is, what do I want to be capa-

ble of doing at a future time?

2. What trends inside and outside the organization are likely to affect my

career progress? How should I prepare for their potential influence on my

career?

3. What are my present strengths and weaknesses relative to my career objec-

tives? How well-prepared am I now to assume the future position I desire?

4. What gaps exist between who I am now and who I want to become? In

short, what do I need to learn in order to meet my learning needs? 

5. What formal or informal learning experiences can help avert likely threats

to my career progress in the future, and help me seize opportunities to fur-

ther my career progress?

Employee educational needs are identified through comparisons of individual

career plans and organizational career paths.

Jobs and Future Learning Needs. Of course, jobs cannot “learn.” Only indi-

viduals can learn. However, requirements in each job category can change as a

result of pressures inside and outside the job. Each change in job requirements

creates training needs. Future-oriented training might be necessary when envi-

ronmental trends affect work method (how is a job done?), job duties (what is

expected of a job incumbent?), and desired results (what outcomes are needed?).

Training needs should be viewed not just from the standpoint of each job, 

but also from the standpoint of job categories. In this way, changes in job 
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requirements at each level are also considered across levels. To conduct future-

oriented training needs assessment, WLP practitioners and operating managers

should:

1. Create a classification scheme for jobs in the organization. Job categories

devised for traditional needs assessment can be used.

2. Consider present and future job requirements. What is the status of

present performance and duties in each job category? What job duties,

work methods, and results might change as a consequence of trends?

3. Clarify implications of business strategy for each job category in the 

organization. What job requirements should be established for the future

if jobs are to be carried out in ways consistent with strategic business

plans?

4. Identify gaps in the future between what is and what should be.

5. Assess how much these gaps will be attributable to lack of knowledge or skill

on the part of job incumbents.

6. Consider what training offered between the present and the future can avert

future threats to job performance and seize opportunities to improve job

performance.

The results of this assessment produce a general, structured training curriculum

that facilitates job performance for each job category. With some modifications,

the same approach can be used to focus on meeting the one-time training needs

for one group of job incumbents experiencing unique performance problems or

opportunities.

Future-oriented training differs from other future-oriented talent develop-

ment activities in that it is the easiest to “sell” to management. The reason is that

the time between need and corrective action is relatively brief. Managers may well

feel the need to avert short-term problems by offering training just prior to the

installation of new equipment or the implementation of new work methods,

for example. They might have a harder time feeling the need to help individuals

prepare for future career advancement, develop collective skills or competencies

of work groups through long-term change efforts, or change group or cultural

norms.
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Sources of Information for Talent Development Scanning

What sources of information are used in environmental scanning? 

Perhaps the most often-used source of information is word-of-mouth. The

higher a manager’s placement within the hierarchy of an organization, the more

likely he or she is to rely on word-of-mouth information about the environment.

The effectiveness of scanning increases as more resources are relied on and more

issues are considered. In larger organizations, information is solicited primarily

from people inside the organization. In smaller organizations, information about

the environment tends to come from outsiders. Written information is used more

by lower-level than higher-level managers and more by those in stable than in

dynamic industries. The most important word-of-mouth sources for strategists

are personal and professional acquaintances. Information from suppliers is least

important.

Of what value is this information? First, it suggests that WLP practitioners

must somehow gain personal access to top managers if  talent development is to

have a greater impact on strategy formulation. It also suggests that WLP man-

agers, traditionally lower-level managers, are more likely to rely on written sources

and research studies than their higher-level counterparts.

Where can a WLP practitioner go to collect information about general trends

in the external environment and specific trends affecting the field? To answer

these questions, consult Exhibit 4–4.

These sources of information can be used by WLP practitioners in several ways.

First, they provide a starting point for stimulating the thinking of WLP staff

members, operating managers, and even top-level strategists about issues that may

imply future instructional needs. Second, they serve as a starting point for future-

oriented instructional needs assessments by helping pinpoint key issues or trends

for subsequent analysis. Third, they stimulate learners to think about trends that

can influence how they can subsequently apply what they learn amid changing

conditions. Fourth, they elicit “felt needs” among managers and individuals

before a problem is experienced. Fifth and finally, they help frame instructional

issues for consideration by top management committees, corporate planners, and

WLP managers. How environmental information is used depends to some extent
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on the  “age” of the WLP department and organization. Small, newly formed 

organizations with correspondingly new WLP departments are likely to approach

the environment like entrepreneurs: Specific issues will be seized and turned to

advantage without much systematic analysis. WLP practitioners, as is common in

newly formed departments, will tend to focus inside the organization. As the

organization or the WLP department gains maturity, special-purpose committees

will often be formed in response to specific problems—usually problems identi-

fied by top management. WLP practitioners gradually pay more attention to 

the external environment, but only to identify instructional needs within the

organization. As the organization or WLP department reaches full maturity, WLP 

EExxhhiibbiitt  44––44:: Resources for Finding Information about the Future* 

Link A brief description of the Web-site 

1. http://www.wfs.org The Web-site of the World Future Society, which has over

30,000 members. The Web-site lists issues, resources, and peo-

ple that might be helpful in conducting environmental scanning.

2. http://www.hudson.org The Web-site of the Hudson Institute. 

3. http://www.futurenet.org/ The Web-site of the journal YES!, which is about positive futures.

Default.htm

4. http://www.extropy.org/eo/ A Web-site of an online journal that focuses on creative views

of index.html the future.

5. http://www.lucifer.com/~sasha/ A Web-site that provides links to numerous other web sites 

refs/wfsgbc.html about the future.

6. http://www.naisbitt.com The Web-site of John Naisbitt, author of Megatrends.

7. http://www.aspeninst.org The Web-site of The Aspen Institute.

8. http://www.brainreserve.com The Web-site of Faith Popcorn, popular futurist.

9. http://www.coatesandjarratt.com The Web-site of Coates and Jarrat.

10. http://www.tfg.com/ The Web-site of The Futures Group International, which posts

articles about strategic planning.

11. http://www.iconoculture.com A Web-site that contains newsletters and summaries of future

trends.

12. http://www.altfutures.com A Web-site of a futurist consulting firm, with summaries of the

firm’s findings.

*This list of resources is based on W. Conhaim’s Futurist Resources article Link Up (1999). The article contains

a more extensive list of links.
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practitioners should devote more time to scanning all the environments with

which they deal.

Methods for Carrying Out Environmental Scanning for Talent

Development

What methods can be used to scan the environment to begin the process of

future-oriented instructional needs assessment in order to head off likely future

problems before they arise? What method can be used to create future-oriented

experiential exercises for use in training sessions, strategic planning retreats,

problem-finding meetings, and other settings? To construct future-oriented tests

to follow instruction to see how present skills or competencies will hold up dur-

ing future changes? To give learners opportunities to ponder—or even artificially

experience—conditions expected in the future, so as to motivate them to do 

forward-thinking? To create new ideas and new knowledge?

These methods include job/task analysis, future-oriented employee appra-

isals, future-oriented assessment centers, group discussions, future-oriented 

critical incidents, the delphi procedure, and Nominal Group Technique. Many

otherwise traditional data-collection techniques used in needs assessment can

also be modified and used in environmental scanning. Interviews are widely

applied in social science data-gathering. They range from highly informal discus-

sions to highly formal, structured surveys. We have already discussed their tradi-

tional application to needs assessment in the last chapter.

How are interviews applied to environmental scanning? There are several

ways. First, they can identify possible trends outside or inside the organization

that can affect external groups, work groups, individuals, or job requirements.

Second, they can narrow down possible effects of these trends on work groups,

individuals, or jobs. Third, they can help separate instructional from noninstruc-

tional needs. Open-ended interview questions are most appropriate for gathering

data on these issues. On the other hand, closed-ended questions are appropri-

ately used to prioritize future instructional needs or to gauge the importance of

environmental trends.
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One round of interviews is rarely sufficient for everything. Several rounds

should be used in designing a future-oriented curriculum. As each round of inter-

views is completed, practitioners will find that they are learning and discove-

ring more about future instructional needs. Where do WLP practitioners 

start? They should ask executives, managers, and supervisors questions such as

these:

❙ What groups (customers, suppliers, distributors, or others) are dealt with

on a regular basis?

❙ What changes in behaviors of these groups over the last year or two are

noticeable, if any?

❙ Given the changes in behaviors, what should the company do now to

adapt to these changes? 

❙ What should be done in the future?

❙ How might these changes affect your work group in the future?

❙ What changes in policies or operating procedures in some work units

within the company have been noticeable over the last year or two?

Describe what has changed or what is changing.

❙ Given these change what does your work group have to do to adapt to

these changes?

❙ What should your work group be doing three years from now, if it is to

function in a way consistent with company strategic business plans?

❙ What should be the duties of each position in your work group three years

from now?  Describe how those duties are changing in each position.

❙ What problems stemming from environmental change over the next three

years will impede desired changes in your work group?

❙ How will changes affecting the company influence potential for career

advancement?

❙ What changes do you see over the next three years in the responsibilities

of such categories as executives, middle managers, and supervisors?

❙ What organized learning experiences will contribute to heading off prob-

lems in the future for your work group and for individuals seeking career

advancement?
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More-detailed questions focus on specific sectors of the environment, environ-

mental effects, or learning needs. The results of such an investigation should be

useful in discovering future threats and opportunities for dealing with the 

environment.

Surveys can be substituted for interviews. For exploring future environmental

change, they usually do not work as well as interviews, which allow follow-up

questioning and detailed probing. On the other hand, they are more advanta-

geous than interviews when managers are skeptical about the need for change,

and extensive evidence is needed to change their minds. Surveys can be most use-

ful for prioritizing future trends previously identified through interviews. Like

interviews, they can dramatize specific environmental threats and opportunities

facing the organization, a work group, individuals seeking advancement, or job

categories.

Future-oriented job analysis is more concrete than interviews or surveys.

There are several ways to analyze jobs. Traditional job analysis describes how

work has been done in the past. Each traditional approach to job analysis can be

reoriented to a future perspective so that decision-makers can speculate on how

work will probably be done, or can clarify the way they want it to be done.

Task analysis is similar to job analysis, but is more specific. WLP practition-

ers can use it to identify how change will affect or alter work tasks. Obviously, it

is not possible to observe events that have not yet happened, but they can be

simulated by (1) identifying what trends might affect work, (2) identifying how

the trends might affect work, and (3) setting up conditions like those expected or

desired in the future (complete with new machines, tools, or work methods) and

then observing people perform under simulated conditions. In planning instruc-

tion prior to the introduction of new weapons systems in the military or new

machines in industrial settings, for instance, before-the-fact task analysis is often

a necessity.

Future-oriented employee performance appraisals can provide guidance to

individuals in preparing for future jobs. Werther and Davis (1985) distinguish

between past-oriented appraisals that assess how well people have been doing

their jobs over the past year, and future-oriented appraisals, which evaluate 

future employee potential or help individuals establish performance goals. Two
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future-oriented methods they describe are (1) self-appraisals in which individuals

set their own goals for work and career achievement, and (2) management by objec-

tives in which individuals and their superiors negotiate goals for a coming year.

However, self-appraisal and management by objectives seldom consider

future trends likely to affect individual performance. They should. In self-

appraisal, the individual should apply strategic career planning to (1) establish

future career goals and objectives; (2) identify personal and professional strengths

and weaknesses; (3) examine the environment for trends affecting career prog-

ress; (4) compare personal and professional strengths and weaknesses to environ-

mental trends inside and outside the organization; and (5) select a long-term

career strategy.

In management by objectives, individuals and their superiors should consider

external trends and events that affect performance as they negotiate annual objec-

tives. There is no need to be fancy here. A simple list of trends should be helpful

in formulating and negotiating objectives.

Assessment centers were described in the last chapter. Based on traditional job

analysis, they use multiple raters and structured activities to evaluate how well

people are likely to carry out job activities. Assessment centers are touted as future

oriented because they assess individual potential, but in reality they are rarely

future oriented: the activities are not based on conditions expected in the future,

and trained evaluators (who are usually experienced managers) tend to assess per-

formance from a past rather than a future orientation. To solve these problems,

WLP practitioners should base the assessment center on future-oriented job

analysis, and should rely on evaluators trained to strategically rate employee

potential.

Group discussions can focus on trends in the environment, effects of those

trends, instructional versus noninstructional needs, or the importance of environ-

mental issues on work groups, individuals, and/or job categories. Any group effort

is advantageous that is, because groups tend to be more creative than

individuals—provided, that people can avoid the conformist pressure of group-

think and be willing to voice their true feelings in front of superiors.

Zemke and Kramlinger (1982) suggest how to use what they call “consensus

groups in traditional instructional needs assessment. The idea is to rely on a jury
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of experts or “experienced” employees to arrive at a consensus on criteria for

assessing job tasks, importance of tasks, or any other issue.

Methods they suggest can easily be applied to environmental scanning. One

particularly promising approach is the priority matrix: People engaged in environ-

mental scanning list activities in a job, work group, or profession; set environmen-

tal sectors against activity areas in a matrix; and describe in each cell of the matrix

any one of the following: likely trends in the environment that might affect the activ-

ity, the likely effects of trend(s), the importance of the effects, instructional needs

that might emerge in this area, and the appropriate priority for the instructional

need. The process of identifying future learning needs can be an iterative one.

Future-oriented critical incidents are based on (1) inferences made

about trends in the environment, (2) simulations of future conditions, and 

(3) observation of simulations. A critical incident is important (critical) and is an

occasion (incident). To anticipate future learning needs and changes in the envi-

ronment, WLP practitioners and/or operating managers should: (1) call together

a group of experienced supervisors or job incumbents; (2) explain what critical

incidents are and why they are used; (3) provide an example of a critical incident;

(4) describe for group members the nature of incidents they are to report and how

they should report the incidents; (5) ask group members to describe aspects of

their jobs that they believe will be most important for successful job performance

at a future time; (6) solicit information about present levels of performance; 

(7) ask group members to elaborate on levels of performance they expect to be

necessary at a future time; and (8) have group members describe what

training/education will be needed from present to future. The same approach can

be applied to identifying instructional needs of organizational units, customers, or

others dealing with the organization.

Both the delphi procedure and the Nominal Group Techniques are easily

applied to (1) identifying environmental trends, (2) addressing their effects,

(3) separating instructional from noninstructional needs, and (4) setting priorities

for planned learning. Indeed, these approaches can also be applied during

instructional delivery to stimulate creative, future-oriented thinking.To apply the

delphi procedure from a future orientation, WLP practitioners should first select

a panel of experts—experienced workers, superiors, or people from outside the

154 The Strategic Development of Talent



organization. Second, practitioners should use a small “focus group”—a handful

of people—to develop a questionnaire on environmental issues or trends that

might affect work groups, individuals, or job requirements in the future. The writ-

ten questionnaire should then be sent to the panel of experts. Third, practition-

ers should compile the views of panel members and feed them back. They should

ask the panel members to comment on or rate the opinions. Fourth, practitioners

should continue this process until the panel members’ views converge around

common conclusions. It might take several different iterations of this process to

identify key trends, their effects, instructional needs, and priorities.

To apply the NGT from a future orientation, WLP practitioners should call

together a small group of “experts” on a work group—individuals who share sim-

ilar career goals/aspirations, and job activities. Practitioners should explain the 

purpose of the NGT to the experts. The experts should record on slips of paper

ideas about any one of the following: key environmental trends/issues; effects of

these trends/issues; learning versus nonlearning needs; or learning priorities over

time. WLP practitioners should then collect the slips of paper; record the 

ideas on an overhead or flipchart so that all the participants can see them; allow

group members to discuss the ideas; and call for a vote on which ideas are best,

most accurate, or most appropriate. It is thus possible to reorient each traditional

approach to instructional needs assessment so that it helps predict future learning

needs.

Reassessing Learning Needs by Market or Market Segment

Compiling results is the final step in environmental scanning. These results

should be expressed so that they can be compared to the results of a comprehen-

sive needs assessment. Through this comparison, a long-term organizational

strategy for talent development can be formulated to integrate and coordinate

activities and provide direction.

The results of environmental scanning should address two major questions.

First, what major threats and opportunities will probably be posed by environ-

mental changes to the organization’s dealings with the general public and key

external stakeholders, the organization as a whole, each work group, career 
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objectives of individuals, and job performance or job requirements? Second, what

should be the future status of the corporation relative to the general public and

key external stakeholders, the organization as a whole, each work group, individ-

uals as they progress toward realization of career objectives, and job performance

or job requirements? In this context, a threat is any expected deficiency between

what is at present and what should be in the future that stems from lack of knowl-

edge or skill. It is a future learning need—an expected deficiency. An opportunity

is the opposite of a threat—a future talent or competency.

In Chapter 3 we discussed the importance of broadly summarizing present

strengths and weaknesses. Broadly summarizing future threats and opportunities

is also very important. Organizational strategy for talent development is estab-

lished by comparing strengths, weaknesses, threats, and opportunities.

To derive a summary of threats and opportunities, WLP practitioners should

simply compile the results of environmental scanning efforts and classify the

results of each trend as a threat or an opportunity. Threats or opportunities can

vary in scope: Some apply to the organization; some apply to specific work

groups; some apply to individuals pursuing career goals; and some apply to

requirements for performance in a job.

The classification of trends or their effects can be based on the opinions of

WLP practitioners, the opinions of strategists, or the opinions of others—key

middle managers, for example. The results of this analysis are recorded on a sim-

ple worksheet that provides a simple view of the “big picture”—long-term, broad-

scale future learning needs.
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AAccttiivviittyy  44--11:: A Worksheet to Collect Information on Future-Oriented Needs

Directions: Use this activity as the basis for a structured interview guide or an open-ended survey. Ask mem-

bers of your panel of respondents to answer each question individually. They can continue their answers on

additional paper if necessary.

Critical Area

1. What aspect of (your job/a job category/the work unit’s responsibilities and duties/customer service)* do

you believe will be most important to successful performance in five years? Describe it.

Reasoning

2. Explain why you believe this aspect will be most important in five years.

Present Performance

3. Describe what you believe to be exemplary performance on this aspect at present.

*Choose one and use it consistently throughout the worksheet.
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AAccttiivviittyy  44--11:: (continued)

Desired Future Performance

4. Describe what you believe will have to be exemplary performance on this aspect in five years if the orga-

nization’s strategic business plans are being implemented successfully.

Instructional Needs

5. Describe the instruction (training/education) that will be necessary to narrow whatever gaps exist

between exemplary performance on this aspect at present and desired performance in five years.

158 The Strategic Development of Talent



AAccttiivviittyy  44--22:: A Case Study on the Environmental Scanning for the Talent Development

Effort

Directions: Read the case scenario below and answer the questions that follow.

The Amorphous Corporation* is an industry leader in retail grocery sales. The corporation owns and operates

over 1,000 grocery stores throughout the United States and Canada. It is strongly positioned to capture a

greater market share in discount grocery sales. Most of Amorphous’s stores are new, and most are located in

neighborhoods where family incomes average $50,000 a year.

Amorphous has a centralized Workplace Learning and Performance department in St. Louis, Missouri that is

responsible for coordinating the company’s talent development effort. New store managers receive one month

of intensive training at the new corporate training center located in a St. Louis suburb. They learn all aspects

of store management through courses such as Customer Relations, Store Accounting, and Personnel Practices. 

Amorphous’s strategic business plan calls for rapid growth. The company will not be able to develop and train

enough store managers internally using present methods. The company does not plan for human resources

comprehensively, relying instead on locally hired assistant store managers as the chief source for future store

managers.

Questions

1. What trends external to Amorphous are likely to affect it? Identify the trends and then describe their pos-

sible effects on Amorphous.

2. What trends external to Amorphous are likely to create new training needs for store managers? Explain

your reasoning.

3. What threats and opportunities to the talent development effort are likely to exist in the future for

Amorphous?

*A ficticious company.
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CHOOSING AAND IIMPLEMENTING OORGANIZATIONAL

STRATEGY FFOR TTHE DDEVELOPMENT OOF TTALENT

How does an organization select and implement a strategy for tal-

ent development? The chapters in Part three answer that question.

There are two chapters in this part.

Chapter 5 is entitled “Choosing Organizational Strategy for the

Development of Talent.” This chapter describes important issues

that should be considered when choosing the organizational strategy

for the development of talent. It offers specific advice and addresses

special issues to consider in this process. Lastly, the chapter cautions

strategists about the need to plan for contingencies.

Chapter 6 is entitled “Implementing Organizational Strategy for

the Development of Talent.” It emphasizes how important it is to

establish and align operational objectives, organizational policies,

leadership, reporting relationships, reward systems, budgets, and

communication strategies so that these key issues in implementation

work in harmony rather than at cross purposes.
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CHOOSING OORGANIZATIONAL SSTRATEGY FFOR

THE DDEVELOPMENT OOF TTALENT

Previous chapters addressed the importance of comprehensive

needs assessment and environmental scanning for talent develop-

ment. Comprehensive needs assessment is the process of identifying

present strengths (proficiencies) and present weaknesses (deficien-

cies) of learner categories. Environmental scanning for talent devel-

opment is the process of predicting future threats (deficiencies) and

opportunities (proficiencies). These two things must be done before

organizational strategy is selected for the development of talent—the

subject of this chapter.

Choosing Organizational Strategy for the Development

of Talent: Definition and Importance

Definition. Strategic choice for developing talent resembles strategic

choice in strategic business planning. It is the decision to select a

long-term strategy for building the organization’s future talent needs.

In strategic business planning, Grand Strategy usually refers to

the comprehensive, holistic strategy (the means) used to pursue the

ends (strategic objectives) in the future. Grand Strategy traditionally

denotes direction for an entire corporation. It guides lower-level

strategies of autonomous business units within a corporation 

and such functions as operations/production, marketing, finance,
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and human resources/personnel. Further, it addresses this question: Given pres-

ent internal strengths/weaknesses and likely future-term threats/opportunities,

what strategy is likely to give the organization the greatest competitive advantages?

Key to an effective strategic choice is the process by which strategy is formulated

(Kim and Mauborgne 2002).

The strategic development of talent integrates long-term, intermediate-term,

and short-term learning plans designed to cultivate needed talent. It helps meet

needs created by strategic business plans and HR plans. Organizational strategy

for the development of talent means having a comprehensive, general instruc-

tional plan—otherwise called a curriculum—that supports achievement of

strategic business plans and HR plans. “Choosing SDT strategy” means decid-

ing on an organizational strategy for the development of talent—a long-term direc-

tion for learning activities offered by the organization. A strategic choice for talent

development is thus a unified learning plan that integrates such WLP functions as

organization development, non-employee development, employee development,

employee education, and employee training.

The Importance of Choosing Organizational Strategy for the Development

of  Talent. Organizational strategy for the development of talent positions talent

development efforts so that they support Strategic Business Plans,work unit plans,

individual career plans, and effective job performance.It prioritizes talent develop-

ment activities,concentrating initiatives where they are most likely to be useful to

the organization in achieving sustained competitive advantage. It encourages 

long-term, strategic thinking among learners so they can take charge of  their own

development initiatives.And it exerts pressure on top managers to consider link-

ages between long-term strategic business plans and shorter-term HR decisions.

There are other reasons for choosing a strategy for the development of talent.

First, it helps unify top managers in their thinking about talent development.

Second, it encourages proactive HR practitioners to align their efforts to the real-

ization of strategic business plans. Third, it encourages WLP to think strategi-

cally, which may be increasingly important in their career success. Fourth,

successful organizations in all industries deal strategically with their human

resources. Fifth, an organizational strategy for the development of talent guides

the management of the WLP department. Sixth, organizational strategy for the
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development of talent furnishes information to top managers about employee

skills they should use in strategic business planning. Seventh and finally, organi-

zational strategy for the development of talent helps implement changes in strate-

gic business plans, HR plans, and marketing efforts.

Suggestions for Choosing Organizational Strategy for

the Development of Talent

Numerous articles have appeared over the years about strategic planning for human

resource development and related topics concerning how to develop the organiza-

tion’s talent.At this point, it is worth reviewing the advice of a few of these authors.

Advice. According to published articles on this subject over the years, WLP

practitioners—by themselves or in concert with line managers—can take advan-

tage of a wealth of accumulated information and advice about how they should

pursue strategic planning. Here are some helpful suggestions:

❙ Create a vision of what the WLP department or talent development effort

should be at some point in the future (Hulett and Renjilian 1983; Pattan

1986; Ward 1982).

❙ Prepare a purpose statement that clarifies the role of talent development

in contributing to achievement of the organization’s objectives and mis-

sion (Hulett and Renjilian 1983; Pattan 1986; Ward 1982).

❙ Establish annual planning objectives for talent development, and link

these objectives to the business mission (Pattan, 1986).

❙ Create a database about environmental changes inside and outside the

organization (Harvey 1983; Pattan 1986; Ward 1982).

❙ Work to develop a holistic talent development plan (Linkow 1985;

Mirabile, Caldwell, and O’Reilly 1986).

❙ Make sure talent development plans support strategic business plans

(Harvey 1983; Linkow 1985).

❙ Convince top managers that any change in business strategy implies a

change in the future skill or competency needs of people in the organiza-

tion (Desatnick 1984; Linkow 1985).
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❙ Develop plans for talent development, even when no corporate strategic

business plans exist or when the formal plans that do exist are ignored

(Linkow 1985; Tregoe and Zimmerman 1984; Ward 1982).

❙ Establish checkpoints and periodic updates to assess whether organiza-

tional strategy for the development of talent still matches environmental

conditions (Harvey 1983; Ward 1982).

Relatively little has been written about the process of choosing organizational

strategy for the development of talent.

Critique. Many articles on strategic planning for HRD or the strategic devel-

opment of talent focus only on planning for the HRD or WLP department, and

not on the role of all talent development activities in the organization. Talent

development planning is sometimes treated as the functional responsibility of

WLP managers, rather than treated as a shared, joint responsibility of all pros-

pective learners. While the reason for this focus is clear, (most articles on HRD or

WLP planning are written solely for an audience of HRD or WLP specialist) the

unfortunate implication is that WLP managers should just develop plans to 

manage their departments, rather than coordinate organizational adaptation to

environmental change through learning.

A second tendency suggested in the literature is failing to place the talent

development strategy in the broader context of HR planning. If the aim is to mar-

shal human talent in the future, however, developing people is not the only way to

achieve that objective. Indeed, WLP practitioners should know about initiatives

in process improvement and HR areas. After all, talent development planning is

affected by other ways to source talent or to get the work done. Examples of those

alternatives include outsourcing the work, insourcing (moving the work) from one

department to another, and redesigning the work process. In each case, demands

for talent are not changed, but are instead shifted from one place to another.

Choosing Organizational Strategy for the Development 

of Talent:The Process

The process of selecting organizational strategy for the development of talent

resembles problem-finding in several key respects. Practitioners find problems,
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formulate them, identify appropriate ways to look at them, consider possible solu-

tions, and choose one appropriate solution.

Step 1: Find the problems. The starting point for choice of strategy is to

determine if a gap does exist (or will exist) between what is and what should be. It

is the point when future problems or opportunities for improvement are recog-

nized. After considering various alternative strategies or solutions, strategists

decide on one they feel will help close present or future performance gaps.

In strategic business planning, a strategic choice is made after comparing 

an organization’s present internal status and its expected future external environ-

ment. Strategic choice thus begins by doing a comprehensive review of 

factors affecting organizational success. There is no one widely accepted method

for conducting such a review because factors affecting organizational success 

vary widely, depending on the organization’s competitive position in the 

industry, howinformationis obtained and used, and what strategists desire in the

future.

WOTS-UP analysis—sometimes called SWOT analysis—is one way to con-

duct this review. WOTS-UP is an acronym created from the first letters of four

words– weaknesses, opportunities, threats, and strengths. As used in strategic

business planning, a weakness is whatever works against an organization in its

present competitive efforts. A strength is a present advantage that an organization

enjoys over its competitors. A threat is an expected future environmental change

that will result in conditions disadvantageous to the organization. An opportunity

is an expected future environmental change that will produce possibilities for

gaining a competitive advantage. See Exhibit 5––1 for selected Web-site resources

to support SWOT analysis. Also see Exhibit 5––2 for a diagram that can help you

conceptualize relationships between analysis of strengths, weaknesses, threats,

and opportunities and how an understanding of those relationships can help in

the selection of organizational strategy for the development of talent.

The same idea can be applied to developing the talent of the organization’s

people and cultivating the organization’s intellectual capital. Indeed, we have

already discussed strengths and weaknesses as results of comprehensive needs

assessment (Chapter 3), and threats and opportunities as results of environmen-

tal scanning for talent development (Chapter 4). In a formal Talent Development

Effort, weakness is any past or present discrepancy between condition (what is)
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EExxhhiibbiitt  55––11:: Selected Web-site Resources to Support SWOT Analysis

Link Brief Description

1. http://www.mplans.com/ot/features.cfm Software to support SWOT analysis
?id=155&ac=overture,swotanalysis

2. http://www.mindtools.com/swot.html An article to support individual SWOT analysis for career 
planning

3. http://www.akstrategic.com/swot.html A graphic with a brief description of SWOT analysis

4. http://www.smartt.co.za/swot/ An interactive tool to construct a SWOT analysis
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and criteria (what should be) that stems from lack of knowledge, skill, or compe-

tency. It is a present learning need. A strength is any past or present talent, profi-

ciency, or competency. It is a state in which condition (what is) is better than

criteria (what should be). An opportunity is a talent, competency, knowledge, or

skill expected to make the conditions better than the criteria. A threat is the 

opposite of an opportunity: It is any expected deficiency, stemming from lack of

knowledge, skill, or competency, between what will probably be and what should

be in the future. A threat is thus an expected future learning need resulting from

changes in the environment or organization.

Of course, it is also possible to use an alternative approach.Webb and Gile sug-

gest reversing the value chain to discover what customers want as a foundation for

strategic choice. It is also possible to go to the talented people in the organization 

to discover what they believe should be done to develop talent more effectively.

In choosing organizational strategy for the development of talent, look at 

and analyze four areas: (1) external groups such as consumers, suppliers, distrib-

utors, and the general public; (2) internal work groups or departments; 

(3) individuals aspiring to new positions; and (4) job requirements by job cate-

gory. You are likely to find instructional needs in each areas. The four markets can

be separately analyzed or combined in one overall analysis of needs for the pur-

pose of choosing a unified organizational strategy for the development of talent.

The WLP department is one vehicle for meeting these needs; line departments

and external vendors are other vehicles for meeting these needs.

The strategy of the talent development effort depends on its purpose. It is

thus important to consider strengths, weaknesses, threats, and opportunities rel-

ative to purpose. Consider these questions: (1) What is the purpose of the talent

development effort? What should it be? (2) What is the purpose of the WLP

department relative to the talent development effort? What should it be? (3) What

are the responsibilities of line managers and departments in the talent develop-

ment effort? What should they be?

Step 2: Formulate problems. The second step in choosing strategy is to for-

mulate problems. At this point, it is important to refine, synthesize, and prioritize

problems identified in step 1 and filter them through the purpose of the talent

development effort. For each present or future learning need, WLP practitioners
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and their stakeholders such as top managers and operating managers in the organ-

ization should consider:

1. What is this need exactly? How precisely can it be described?

2. Why is it important now? How important is it likely to become?

3. What are the effects of this problem now? What are the expected effects

of the problem likely to be over time?

4. What will probably happen if no action is taken to meet the need? What

will probably happen by way of unintended side effects if action is taken

at present or in the future?

5. How important is this need in meeting organizational objectives, individual

career objectives,and job requirements?

These questions can then be applied to the raw information obtained in the pre-

vious step. The answers to these questions can then be compared to the purpose

of the talent development effort to determine whether or not they demand action.

Step 3: Identify a way to look at the problems. Once problem areas have

been prioritized, WLP practitioners and line managers are ready to look at the

problem. They should:

❙ Determine cause. What created the problem in the first place What trends,

events, or other future happenings might create new problems?

❙ Find a way to consider a solution. What approaches can be used in

problem-solving?

Determining the cause of a problem is rarely easy, because there can be more than

one cause. Does a weakness result solely from a lack of knowledge or a skill? Do

threats stemming from these causes seem likely? How much do problems that

seem to stem from other sources, such as outdated equipment, contribute to lack

of knowledge or skill?

Cause is the reason that things have gone wrong or are expected to go wrong

in the future. Here are a few examples of “cause”:

1. Lack of communication

2. Negligence
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3. Poor standards of performance (that is, standards that are obsolete,

impractical, or unclear)

4. Lack of performance standards

5. Decisions to deviate from organizational policies or procedures

6. Lack of resources

7. Dishonesty

8. Departures from common sense or accepted methods of practice

9. Sabotage

10. Lack of motivation

11. Lack of supervision

12. Resistance to change

13. Breakdowns in equipment or automated systems

14. Lack of planning

15. Temporary changes in workflow

Finding a way to consider solutions is a link between problem-finding and solu-

tion-finding. From what standpoint do practitioners want to think about solu-

tions? There are many. For instance, practitioners can distinguish between

❙ Repetitive and nonrepetitive needs. Every time employees enter the organ-

ization or change jobs, they have some instructional needs stemming from

change. These are repetitive needs, though the content of instruction will

differ, depending on changes in needs over time. Nonrepetitive needs are

one-shot occurrences, resulting from the first-time introduction of

change. For example, introducing an automated system to employees who

have used a manual system creates a nonrepetitive learning need.

❙ Long-term and short-term needs. Some weaknesses take a long time to cor-

rect; some do not. Likewise, some threats require more time to prepare for

than others.

❙ Critical and not-so-critical needs. It might be more important to the organi-

zation’s strategists to focus on a handful of key instructional needs than 

on all needs.What do they perceive as critical now and in the future? Why? 

❙ Creative versus noncreative needs. Will old ways of handling problems

work well, or will it be more appropriate to create new solutions? Are 
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creative solutions easily recognized through analytical methods like flow-

charting a procedure? Or will finding a solution require more innovative

methods?

❙ Instructional versus noninstructional improvement efforts. Performance of

individuals, groups, and organizations can be improved in many ways not

just by instruction or training.

❙ Traditional instructional methods. Are other methods likely to be

cheaper, more effective, or faster? Consider alternatives to formal instruc-

tion, such as: (1) job redesign, (2) job aids, (3) feedback interventions,

(4) work group redesign, and/or (5) reward system redesign.

Another way to think about framing problems is to do a WOTS-UP analysis.

Recall that WOTS-UP analysis, also called SWOT analysis, can be used to sum-

marize strengths, weaknesses, threats, and opportunities of the organization, work

groups, departments, individuals, job categories, or external groups. WOTS-UP

analysis can also be linked to distinctive long-term strategies for the talent devel-

opment effort, depending on which factors summarized on the WOTS-UP grid

are strongest (see Exhibit 5––3).

This basic approach has been used to guide strategic choice in strategic 

business planning. For example, an organization enjoying substantial internal

strengths and numerous environmental opportunities (Cell 1) is in a very favorable

situation. The most appropriate strategy is growth. An organization possessing

substantial strengths but facing numerous environmental threats (Cell 2) is well-

advised to pursue diversification, branching out into new and more profitable

businesses rather than trying to grow in the present one. An organization in Cell

3 faces critical internal weaknesses and numerous environmental opportunities.

The most appropriate strategy is a turnaround, a redirection of resources from

within. Finally, an organization in Cell 4 contends with both internal weaknesses

and major environmental threats. Strategists are well-advised to retrench, cutting

back on resources and activities while regrouping forces.

In using WOTS-UP analysis as a problem-framing method, strategists

address a central question that they must consider in strategic choice: What is the

key goal of the strategy? In other words, do strategists intend to build on strengths,
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EExxhhiibbiitt  55––33:: A WOTS-UP Analysis Profile

SSoouurrccee:: Pearce, J., and Robinson, R. (1985). Strategic Management: Strategy Formulation and Implementation.
2nd ed. Homewood, Illinois: Richard D. Irwin, p. 259.

or try to overcome weaknesses? This WOTS-UP approach can yield very useful

information for strategic choice.

The same idea, with slight modifications, can be applied to the problem 

of strategic choice for the talent development effort. A grid like that shown in

Exhibit 5––3 can be prepared to represent:

❙ Each internal work group or department: Does the group meet the pres-

ent and future needs of the organization? How well is the group present-

ly performing, and how well should it perform in the future? 
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❙ Individuals: How well are people preparing for or are prepared for future

advancement? (Each person can be assessed overall and a dot placed on a

grid to represent status.)

❙ Job categories: How well-matched to job requirements are job incum-

bents? (WLP practitioners can then use one dot to represent the overall

perceived status of the job category.)

❙ External groups: How well do the general public and key external groups

understand the business, its products or services, and its operational

needs?

The choice of how many grids to use depends solely on whether the emphasis is

on meeting the needs of external groups, work groups, individuals, or job cate-

gories. WOTS-UP analysis provides an overview of the “big picture” of the orga-

nization’s human skill strengths, weaknesses, threats, and opportunities. It is

helpful because, much like its counterpart in strategic business planning, it sup-

plies a logical and comprehensive framework for considering what strategy to

choose and why.

Step 4: Consider Possible Solutions. No strategy is absolutely “right” or

“wrong.” The range of possible organizational strategies for talent development is

broad.

1. Should the talent development effort grow by doing more of what is

already being done? This strategy means adding to planned learning

activities sponsored by the organization.

2. Should the talent development effort retrench by doing less of what is

already being done? This strategy means cutting back on the number or

type of planned learning activities sponsored by the organization.

3. Should the talent development effort diversify by changing the learners

served? Needs addressed? Emphasis placed on each potential market of

learners? Projects/services offered? Instructional methods used? Subjects

offered? Content treated in each planned learning experience?

4. Should the talent development effort integrate with other efforts by

increasing or decreasing the relationship between talent development to
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other functions or activities within the organizations or groups outside 

the organization? This strategy means tying talent development to other

HR functions (like recruitment) or other organizational functions 

(like marketing).

5. Should the talent development effort turn around otherwise-failing 

talent development activities by first retrenching and then pursuing

another talent development strategy? For example, placing increased

emphasis on education rather than on training might be a step in a 

turnaround strategy.

6. Should the talent development effort combine any or all of the preceding

strategies by pursuing two or more at the same time? Each group of learn-

ers may be the focus of one type of talent development activity more than

other groups or types of activities.

Each strategy is possible under any environmental conditions. The question is,

how appropriate is it? This question leads to the next step.

Step 5: Choose Organizational Strategy for the Development of Talent.

This step corresponds to the choice of a solution in the problem-finding process.

It involves narrowing down possible solutions to one that is workable and practi-

cal, cost-effective and cost efficient, likely to be accepted by others, and likely to

overcome weaknesses, build on existing strengths, avert future threats, or seize

future opportunities. WLP practitioners and top management strategists rarely

have total freedom to pursue what they believe is the “best” or “optimal” choice;

rather, they must consider possible strategies for long-term learning efforts based

on tests of acceptability.

The Grand Strategy Selection Matrix is one helpful tool in this process

(Pearce and Robinson 1985). Used in strategic business planning, it focuses on

two key issues: Should strategists devote attention to overcoming present 

weaknesses or building on present strengths? Or should strategists 

concentrate efforts inside or outside the organization? The matrix is shown in

Exhibit 5––4.

Each alternative Grand Strategy can be translated into talent development termi-

nology. See Exhibit 5––5.
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EExxhhiibbiitt  55––44:: A Grand Strategy Selection Matrix

SSoouurrccee:: Pearce, and J., Robinson, R. (1985). Strategic Management: Strategy Formulation and Implementation.
2nd ed. Homewood, Illinois: Richard D. Irwin, p. 261.

After reviewing the definitions in Exhibit 5––5, look again at Exhibit 5––4. For WLP

practitioners and managers, one choice of long-term strategy is to concentrate on

overcoming present weaknesses (learning needs). That can be accomplished

through effort directed inside or outside the organization. As shown in Cell I of the

grid shown in Exhibit 5––4, two choices are possible if strategists want to overcome

weaknesses externally: vertical integration or conglomerate diversification.

Vertical integration means tying the talent development effort more 

closely to 

❙ Internal “suppliers” of talent, such as the recruitment/selection function.

Clearly, the kind of people hired will affect long-term and short-term

learning needs.
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EExxhhiibbiitt  55––55:: Meanings of Different Grand Strategy Choices for Organizations and for
Talent Development
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Grand Strategy Traditional Meaning in SBP Meaning for Talent Development

Vertical Integration

Conglomerate Diversification

Concentric Diversification

Joint Venture

Divestiture

Liquidation

Concentration

Market Development

Purchase businesses that provide
a firm with important supplies.

Purchase another business
solely because it is a good
investment, not because it is at
all related to the business of the
purchaser.

Purchase another business with
markets, technology, or products
related to the  purchasing firm.

Two firms pool resources to
compete in a given market.

Sell part of the business.

Sell off the assets of the 
business.

Continue to concentrate on the
business in which the firm is
presently operating.

Target new customer groups 
different from those historically
served by a firm, and adapt
methods of distributing 
product and advertising in order
to attract them as customers.

The talent development effort is
tied formally to "suppliers" or 
distributors of talent within the
firm (e.g., the recruitment/ 
selection division of HR) or 
outside the firm (e.g., university
programs).

Expand into totally new areas of
service that are not necessarily
related at all to the firm's past
talent development efforts.

Use the talent development effort
to acquire new markets or 
customer for the business.

Two or more talent development
efforts are combined in an
industry association.

Contract out for major portions of
services previously handled by an
internal talent development
group.

Sell off assets related to or used
in developing/training 
employees.

Continue to meet developmental
needs (deal with weaknesses) in
ways traditional to the firm’s past
talent development effort.

Expand planned learning
experiences previously limited to
one group (e.g., in-house 
executives) to other groups inside
and/or outside the firm.



EExxhhiibbiitt  55––55:: (continued)

❙ External “suppliers” of talent, such as university programs that prepare

people for jobs in fields critically needed by the organization. Clearly, edu-

cation received by potential employees affects their learning needs once

employed.

❙ Internal “distributors” of talent, such as major operating departments that

hire large numbers of people into entry-level jobs. Clearly, what supervi-

sors in these departments do with their newly hired workers affects the

supply of labor that can be promoted or transferred to other work groups

in the organization.

❙ External “distributors” of talent, such as organizations that frequently hire

former company veterans who are moving on to “greener pastures.”

Assuming that the organization has conducted research on turnover and

managers know where their employees are going, the talent development

effort can be geared in part to improving ties with key company suppliers

or distributors. (Some organizations deliberately train more new hires

than needed because they know that many trainees will be snatched up by

company suppliers and distributors, where they can exert influence favor-

able to the organization that trained them.)
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Grand Strategy Traditional Meaning in SBP Meaning for Talent Development

Product Development

Innovation

Change the type of product/
service of the firm so as to
expand the range of potential
buyers.

Come up with an utterly new
approach, a novel idea, which is
still compatible with the firm’s
philosophy of business, purpose,
goals, and objectives.

"Make an old product new." Come
up with a new look for the 
products/services of the talent
development effort. Use new
methods of delivery, different
names, etc.

The talent development effort is
tied to stimulation of employee/
managerial creativity. It produces
new ideas rather than helps 
people master information
derived from experience or 
comply with company policies and
standard operating procedures.
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Conglomerate diversification means expansion into totally new areas, regardless of

their present benefit to the organization itself. The idea is to maximize profits.

One approach is to make talent development a profit center—a relatively

autonomous business enterprise. The manager of the department is free to mar-

ket departmentally-designed materials, products, and services to groups inside

and outside the organization. At the same time, line managers in the organization

are free to contract for talent development services externally through universi-

ties, community colleges, private vendors, or internally through the WLP depart-

ment. The logic of the marketplace is brought to bear on the talent development

effort. The WLP manager may find external markets more receptive and/or more

profitable than internal ones. Indeed, the talent development effort may be run

more for profits obtainable outside than for meeting learning needs inside the

organization.

In Cell II of the grid shown in Exhibit 5––4, strategists can choose to overcome

weaknesses by redirecting resources within the organization. Faced with an

unfavorable external environment, they might want to look inward and (1) cut

back on talent development activities generally (retrenchment); (2) begin with a

retrenchment strategy, followed by a redirection of activities (turnaround); (3) cut

back on some internal talent development activities by contracting out for

selected instruction that can simply be produced cheaper outside, perhaps with

help from government funding; or (4) sell off assets used in developing the orga-

nization’s talent, such as machines or facilities used in training.

There was a time when talent development efforts—particularly training—

was the first to go when a company facing unfavorable environmental 

conditions decided to reduce spending. That is less true today than it was five

years ago. Executives are recognizing that drastic cutbacks in talent develop-

ment produce dramatically negative long-term side effects. These include: 

(1) greater difficulty in orienting new hires once the company’s environment

improves; (2) greater awareness of competitors’ moves (“if they don’t cut their

training staff, we won’t either”); (3) greater awareness that the most appropri-

ate time to work for productivity improvement through talent development is

precisely when the odds against the organization are most unfavorable; and 

(4) recognition that employee morale suffers when layoffs occur and talent



development activities are necessary to deal with that problem. While there is

only a dubious relationship between morale and productivity, they could be

associated among white-collar workers whose expertise may be of greatest

value to competitive success.

In Cell III of the grid shown in Exhibit 5––4, notice that strategists who con-

centrate their efforts on maximizing internal strengths can choose such organiza-

tional strategies for talent development as

❙ Concentration, in which talent development activities continue without

interruption so as to sharpen the skills of workers who are already per-

forming well.

❙ Market development, in which talent development is geared to new learner

groups inside or outside the organization whose needs have not been pre-

viously addressed (for example, more clerical instruction or a start-up

effort for customer training).

❙ Product development, in which talent development is expanded to offer

new products, new services, or new delivery methods (for example, job

aids, procedure manuals, OD consulting, and expansion into areas such

as self-study videotape or computer-based training, in addition to class-

room instruction.

❙ Innovation, in which talent development is directed toward creating new

ideas, stimulating strategic thinking, and providing new experience

(rather than purveying old ideas).

A concentration strategy is probably what managers would most like to do. It is

generally associated with swelling profits and staff, as well as increasing salaries.

Generally, morale improves, too, during growth. After all, promotions, salary

increases, and bonuses tend to occur more often when an organization is growing.

However, care must be taken to avoid the so-called killer curve in which a period

of growth is followed by one of stable sales and eventual decline because no mar-

keting strategy was ever developed (Graham 2000).

By contrast, innovation is the toughest and riskiest of organizational strategies

for talent development. The aim is to try to create new ideas or to speed up
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acceptance of state-of-the-art know-how, and perhaps even to create that know-

how as a means of giving the organization a strong competitive advantage. For

those who are brave enough to blaze this trail of new ideas, times can be hard.

They face resistance to change and should try to harness the conflict implicit in

change to generate new ideas. As the lifespan of a solution decreases, so too does

the time available to allow people to participate in decision-making and consider

the consequences of action. If old ways of looking at past experiences are fol-

lowed, people will be even more misled. Yet a talent development strategy of inno-

vation may become increasingly appropriate for all organizations as the role of

talent development shifts from (1) problem-solving after the fact to problem-

finding before the fact; (2) being a tool for socialization of employees, a rite of 

passage, to one for adaptation to—or even anticipation of—change; and (3) pur-

veying methods based on past experiences, institutional memory, and culture to a

means of creating new information and changing culture.

Look now at Cell IV of the grid shown in Exhibit 5––4. A final choice 

of organizational strategy for the development of talent is to maximize 

strengths while focusing outside the organization. Appropriate strategies include 

concentric diversification or joint ventures. In concentric diversification, the 

talent development effort becomes a means for acquiring new markets or poten-

tial clientele. Suppose an organization wants to introduce a new line of products.

What could be more logical than to go out and buy a talent development consult-

ing firm already offering instruction to this consumer market? If a high-technology

manufacturing company that is introducing a new line of personal computers

purchases an organization specializing in classroom-based instruction on home

computers, then the high-tech firm has acquired a necessary means to reach its

new “customers.” In joint ventures, talent development activities of several

organizations are combined for common advantage. This happens occasionally

when a group of small businesses, each with a need for talent development 

but each too small to afford a full-time WLP staff, pools resources to form an

industry association that specializes in offering talent development activities for

member firms. Both strategies direct resources outside rather than inside 

the organization, and both strategies add to existing talents rather than meet 

deficiencies.
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Special Issues to Consider in Choosing Organizational Strategy

for the Development of Talent

Several major issues should be considered when selecting organizational strategy

for the development of talent. They include (1) past strategy, (2) environmental

uncertainty, (3) dependence on key groups, (4) attitudes about risk, (5) in-house

politics, (6) timing, (7) need for a special focus, (8) available skills, and (9) rela-

tionships to other plans.

Past Strategy. Start with past strategy. Strategists look at the past direction

and the present direction of an organization in order to decide, in light of

expected environmental change, whether a new direction or strategy is needed.

The greater the perceived gap between actual and desired results in the past, the

greater the necessity to choose a radically different strategy in the future.

The same notion can be applied to a talent development effort. In what ways

has talent development been serving external groups, internal work groups, indi-

viduals, and job categories? How well has it been meeting past and present

instructional needs stemming from

❙ External stakeholder/public expectations and relations with an organiza-

tion?

❙ Organizational requirements?

❙ Individual career plans?

❙ Job requirements?

Are talent development experiences, like training courses, generally viewed as

“hard work”–or are they viewed in other ways? How often are they treated as

“rewards” for good performers? How often are they used solely to remove prob-

lem performers from the work setting?

Past talent development strategy is thus important because it establishes

expectations about future activities. It is necessary to know what needs the 

talent development effort is meeting and not meeting before thinking about

future strategy. Will continuation of organizational strategy for the development

of talent contribute sufficiently to the attainment of future objectives for 

the effort? If so, major changes are not needed; if not, the talent development
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effort might require a major change in emphasis. When major change is needed,

WLP practitioners must think creatively, and might have to transform the talent

development effort into something utterly different from what it has been in the

past.

The Degree of Environmental Uncertainty. Organizations face different

kinds of external environments. Some industries such as the aerospace and com-

puter industries are exist in highly turbulent environments. The more uncertain

and dynamic the external environment, the greater the necessity for practitioners

to devise flexible strategies in which contingencies have been planned in the event

of radical environmental change. This principle is equally applicable to strategic

business planning and organizational strategy for the development of talent.

The Degree of Dependence on Key Groups. If an organization is highly

dependent on one or just a few external environmental conditions, then strategic

choice hinges more on addressing those conditions. In short, the greater the

dependence of successful strategic business plans on support from key groups

inside and outside the organization, the greater the need to anticipate the reac-

tions of these groups before choosing a new strategy.

Most WLP practitioners will concede that they likely serve all groups inside

an organization, as well as major groups outside it. But the issue of dependence

has to do with this question: Who controls the resources? In most organizations,

WLP practitioners report to either a vice president for Human Resources or to a

vice president of WLP who, in turn, reports to the chief executive. In these cases,

either the HR chief or the CEO controls the resources. The talent development

effort competes with other organizational activities for needed resources. It is thus

important to base organizational strategy for the development of talent on expec-

tations of those who control resources, or else persuade those people to form new

expectations.

However, matters are somewhat different if the talent development effort

extends beyond employees to include customers, suppliers, distributors, or oth-

ers. If the WLP department is operating as an autonomous enterprise that “sells”

products and services to outsiders, it gains greater flexibility of choice. The WLP

manager is an entrepreneur serving two markets: the organization of which the

WLP department is a part, and external groups served by the department.
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Attitudes about Risk. Just how much risk are WLP practitioners and line

managers willing to take? The range of strategic options increases as managers

become more inclined to take risks. Risk-taking managers explore opportunities

more than their risk-averse counterparts do. This inclination to explore alterna-

tive solutions to any problem is particularly important in volatile industries in

which technology changes rapidly, posing both threats and opportunity. Research

has shown that attitudes about risk affect success in autonomous business units

(Gupta and Govindarajam 1984).

The same principle applies to talent development. When WLP managers are

willing to take risks in pursuit of outcomes matching the purpose of the talent

development effort, they are likely to perform more effectively than their risk-

averse counterparts.

In-House Politics. Choice of organizational strategy for the development of

talent depends on the ability to influence others. Power is equated with the ability

to influence; politics, related to power, has to do with distributing resources and

dealing with special issues that fall outside formal roles and organizational

policies.

Strategic business planning theorists have long conceded that politics plays

an important part in all facets of strategy formulation, implementation, and 

evaluation (see, for instance, Bennett, Ketchen, and Schultz 1998). Managers

engage in political activity to further their personal and parochial interests.

Mutual concerns sometimes lead to the formation of managed coalitions. These

coalitions exert influence on decision-making, outcomes of decisions, and 

methods of evaluating the success of outcomes. In a classic study, Mintzberg,

Raisinghani, and Theoret (1976) found that managers frequently try to hide the

influence of politics in strategic choice. These researchers also found that 

politics is a crucial factor in decision-making as much as 30 percent of the time.

Other writers over time have traced the influence of politics on strategic choice

(Cyert and March 1963; Fahey and Narayanan 1983; Macmillan 1978;

Mintzberg 1979a, 1979b).

Clearly, the talent development effort can be the focus of considerable politi-

cal activity when managers view talent development activities as central to the

achievement of their goals. Managers may try to control identification of learning
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needs, the direction of the talent development effort, choice of organizational

strategy for the development of talent, resources provided to talent development,

and means of implementing and evaluating talent development strategy. In each

case, powerful managers may try to turn the talent development effort to their own

advantage, regardless of the opinions expressed by WLP practitioners or others

in the organization. On the other hand, if talent development is not viewed as an

activity that contributes to goal achievement, then political maneuvering about it

will be minimal because nobody cares.

Obviously, politics exerts considerable influence on choice of organizational

strategy for the development of talent. WLP practitioners have too often been 

outgunned by more-powerful and politically savvy managers when political

maneuvering is an issue.

Timing. To underestimate the importance of timing in strategic choice would

be foolish indeed, whether the focus is on strategic business plans, HR plans, or

talent development plans. Crisis is a powerful stimulant that favors departures

from past or present modes of operation. Abell (1978) suggested that managers

should take advantage of “strategic windows” in which key competencies of their

organization match market requirements for its products or services, and that

view is just as relevant today as it was when Abell, first expressed it. The strategic

thinker anticipates when these windows will appear and how the organization’s

competencies should be matched to market or consumer requirements at given

times. These “windows” exist for only brief time periods. Timing is thus crucial

to success.

The same principle holds true for talent development. As top management

strategists and learners experience problems, they search for solutions. If WLP

practitioners anticipate problems before they arise, they improve their chances

of gaining acceptance for talent development strategies designed to deal with

future problems. Further, if the process of deciding on organizational strategy

for the development of talent can be used to focus attention on possible future

problems, then it serves an important purpose as a vehicle for environmental

scanning.

The Need for a Special Focus. Organizational strategy for the development

of talent is usually comprehensive in scope. It unifies planned learning intended
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to anticipate the needs of the organization, external stakeholders, the public, indi-

viduals, or job incumbents.

However, it is not always necessary to be so comprehensive in scope. WLP

practitioners and line managers can choose to focus solely on the long-term learn-

ing needs of any one of the following:

1. Organizational culture: The emphasis is placed on organization develop-

ment.

2. External groups: The emphasis is placed on non-employee development.

3. Internal groups: The emphasis is placed on employee development.

4. Individuals: The emphasis is placed on employee education.

5. Job categories: The emphasis is placed on employee training.

Moreover, any one work unit, type of individual, or job category can be empha-

sized more than others.

When the strategic thrust (emphasis) is placed on training, organizational

strategy for the development of talent focuses on meeting the learning needs of

each major job category in the organization. Line managers and WLP practition-

ers in the organization decide on a holistic instructional plan for the organization

that is based on job categories and their duties.

When the strategic thrust is on employee education, then a separate learning

plan (Individual Development Plan) must be negotiated with each employee.

Instructional plans are individualized. The time frame is longer than for training.

The aim is to help individuals prepare for new jobs and thus achieve their career

goals.

When the strategic thrust is on employee development, a group-learning plan

is prepared for each work unit. It is geared to the collective skill requirements of

the organization. The time frame is longer than for education. The talent devel-

opment effort becomes a tool for organizational learning.

When the strategic thrust is on non-employee development, a learning plan is

established for one or more external groups. The aim is to improve relations

between the organization and that group or else meet the learning needs of a group

or groups. The time frame is long, though specific training and educational activi-

ties undertaken to help realize the plan can have time frames of brief duration.
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When the strategic thrust is on organization development, learning activities

are planned around special issues. The focus is on cultural change at the group or

organization level. The time frame is long.

Available Skills. In choosing organizational strategy for the development of

talent, another issue to consider is this: Does the organization possess the talent

necessary to implement the strategy or, failing that, can the organization obtain

that talent externally? In short, are the necessary skills available?

Of course, the WLP department is the first place to look for these skills.

Relative to organizational strategy for the development of talent, how well staffed

is the department? Are specialists available? If not, are WLP staff members will-

ing to work toward a new long-term learning strategy through new methods? If

not, what accounts for their resistance to change? How valid are their reasons? 

Another place to look for skills is outside the WLP department but inside the

organization. Relative to the talent development strategy, are exemplary perform-

ers available in other departments? How likely is it that they can be or want to be

involved in implementing a new talent development strategy? Will these people

participate in planning and offering instruction? Will they transfer to the WLP

department for extended time periods so that they can help? What incentives

exist to encourage them to cooperate?

Finally, the environment outside the organization is another place to look for

skills matched to talent development strategy. If skills are not available internally,

how likely is it they can be found among potential new-hires for the WLP depart-

ment or among published authorities in the area, or even among vendors and/or

other contractors?

It is thus very important to identify precisely what talent will be needed to

implement organizational strategy for the development of talent. Is it a question of

needing leadership talent, technical expertise, consulting skill, or all of them?  If

skills are not available internally and are difficult to find externally—or if necessary

resources to obtain these skills are lacking—then a proposed organizational strat-

egy for the development of talent might not be feasible.

Relationships to Other Plans. People involved in choosing organizational

strategy for the development of talent should consider its relationship to (1) cor-

porate-level plans, (2) business-level plans, (3) human resource plans (HRPs),
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(4) talent development functions, such as training for different categories of

employees, and (5) individual career plans. At each level, issues of key concern

differ somewhat. At the corporate level, managers concern themselves with main-

taining a profitable portfolio of organizational assets. Key corporate issues and

corresponding talent development issues can be summarized as shown in Exhibit

5––6. Key business-level issues and corresponding talent development issues can

be summarized as shown in Exhibit 5––7.

Human resource plans encompass the full range of HR activities in the organ-

ization. These plans integrate recruitment, training, compensation/benefits, labor

relations, employee assistance, and other HR functions in a unified effort to close

the gap over time between the number/types of people needed to achieve strate-

gic business objectives and also realize business/corporate plans and the number/

types of people available at present. HRP encompasses all efforts to improve 
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EExxhhiibbiitt  55––66:: Corporate Talent Development Issues

Corporate Issues Related Talent Development Issues

❙ What businesses should the corporation be
involved in?

❙ What goals and objectives are appropriate for 
the corporation?

❙ What distinctive business competencies are 
associated with success in each business in
which the corporation is involved?

❙ What are the long-term prospects for the 
corporation and for each business?

❙ What Grand Strategy for the corporation will 
help it avert threats or seize opportunities in the
future?

❙ What human skills, competencies, and 
knowledge are equated with success in each
business and in all businesses? How can they
be obtained through planned learning?

❙ How should planned learning contribute to the
achievement of corporate goals and objectives?

❙ How much should planned learning contribute to
the choice of corporate goals and objectives?

❙ What distinctive human skills are related to
business competencies? How can they be
acquired or improved through planned learning?

❙ What changes outside and inside the corporation
affect learning needs over the long term, and what
changes outside and inside each business affect
learning needs over the long term?

❙ What long-term learning plan for the corporation
will help maximize the skills necessary for 
organizational success and/or minimize 
performance problems that may impede 
organizational success?



present employee performance and develop future performance potential. In

considering the relationship between HRP and talent development, practitioners

should think about such issues as those shown in Exhibit 5––8.

HR practitioners have long been criticized for failing to integrate their activi-

ties, with the result that these activities have sometimes worked at cross-purposes.

From the results of one extensive and classic study conducted in 1985, it appears

that some functions in the HR field are working toward integrating their efforts

with others. Nkomo (1986, 78) found that “recruitment/staffing, management

succession and training and development were the major areas for which strate-

gies and programs were developed as part of the human resource planning

process.” These HR program areas rated significantly better in this respect than

other functions such as health and safety, labor relations, employee benefits, com-

pensation, and affirmative action.

Finally, individual career plans should be considered in the process of select-

ing organizational strategy for the development of talent. This level is particularly

difficult because individuals vary in career orientations.

WLP practitioners often bear important responsibilities in their organizations

for establishing career policies and offering instruction to individuals on career
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EExxhhiibbiitt  55––77:: Business Talent Development Issues

Business Unit Issues Related Talent Development Issues

❙ What is the mission of the business unit 
relative to the corporation?

❙ How is it possible to compete successfully in 
the industry?

❙ Who are the customers? How does the 
business serve them? How should the business
serve them?

❙ How can human knowledge and skills help 
realize the mission and related goals and 
objectives?

❙ What human skills are needed to compete in 
the industry? How much does the organization 
possess them? How can it acquire those skills
through planned learning?

❙ What human skills are needed to serve con-
sumers? Does the business possess those 
skills?

❙ What skills, if any, do consumers need to use
the product or services of the business? Do they
possess those skills? If not, how can those skills
be improved?



planning. It is important to formulate an organizational strategy for the develop-

ment of talent that is flexible enough to allow growth opportunities for individu-

als with career orientations different from the traditional upwardly bound path of

increasing responsibility. The need for this flexibility is likely to increase as organ-

izations (1) lay off employees in the wake of increasing automation and corporate

downsizing efforts and (2) experience morale problems stemming from baby

boomers who, due to sheer numbers, will probably not attain the levels of respon-

sibility they desire.

Planning for Contingencies

Suppose a team of managers, employees, and WLP practitioners develops a uni-

fied organizational strategy for the development of talent. Then suppose that

something unexpected happens:

1. Two months later, a persistent rumor of a pending merger is publicly 

confirmed.
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EExxhhiibbiitt  55––88:: HRP Issues Related to Talent Development Issues

HRP Issues Related Talent Development Issues

❙ What is and what should be the long-term role 
of HR plans in helping realize strategic business
plans/objectives?

❙ What is and what should be relationships
between such HR program areas as recruitment,
selection, compensation, benefits, and labor 
relations?

❙ What is and what should be the role of the 
talent development effort relative to 
|organizational goals and objectives? HR plans?

❙ What is and what should be the relationships
between the talent development effort and
other HR activities?

❙ What is and what should be the relationship
between HRP and organization development,
non-employee development, employee 
development, employee education, and job 
training?

❙ How can the gap be narrowed between what
people know/can do at present and what they
should  know or be able to do in the future?



2. The organization’s most important domestic manufacturing site votes in

favor of union representation. (This union has strong views about talent

development as a tool for keeping employee skills up-to-date.)

3. A giant in a related industry decides to enter markets presently dominated

by this organization.

What should be done in these circumstances? Should a new organizational strat-

egy for the development of talent be formulated from scratch? Should practition-

ers and others just sit tight and hope the talent development effort will not be

affected by unexpected changes?

This problem underscores the inherent problem of relying on a programmed,

rather than a contingency, strategy. A programmed plan is inflexible and has to be

changed completely when a major change occurs in the environment or when

important assumptions made during planning are proven to be false. Contingency

plans allow managers to adjust what they are doing when changing conditions

make adjustments essential.Generally,programmed strategies are appropriate only

in very stable industries.In all other cases,contingency strategies should be used.

How is this idea applied to organizational strategy for the development of tal-

ent? WLP practitioners should ask exemplary performers in their organizations

about events or trends that were not initially considered in formal planning or that

could produce new learning needs. In each case, practitioners should prepare

contingency scenarios—short narratives that describe what to do in case these

events do occur or trends produce effects different from what is expected (see

Willmore 1998). Try to avoid being caught off guard by competitors by using

competitor-focused scenarios to predict how competitors will act or react to envi-

ronmental trends (Fahey 1997).

Choosing Organizational Strategy for Talent Development:

The Product

The term curriculum means “the plan of instruction for learning experiences or

events.”It is thus synonymous with organizational strategy for the development of

talent, the product of strategic choice (McDowell 1996).Let’s discuss this in detail.
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History. Academic writers have devoted considerable attention to defining

curriculum and tracing how the term has been used. Tanner and Tanner (1980,

36) found that “curriculum has been variously defined as: (1) the cumulative tra-

dition of organized knowledge, (2) modes of thought, (3) race experience,

(4) guided experience, (5) a planned learning environment, (6) cognitive/affective

content and process, (7) an instructional plan, (8) instructional ends or outcomes,

and (9) a technological system of production.” These definitions can be trans-

formed into nine questions: (1) What has been the sum total of human learning to

date? (2) How do we think? (3) What has the human race experienced? (4) How

can learners be guided through experience? (5) How can the learners’ environ-

ment be structured to facilitate learning? (6) What information, facts, and feelings

are worth knowing, and how do learners come to know them? (7) How can learn-

ing be organized and prepared? (8) What results are sought from a learning expe-

rience? (9) What tools, methods, and techniques are needed to produce desired

learning?

Lewis and Miel (1972) classified definitions of curriculum along similar

lines. They found that the term has variously denoted (1) a course of study,

(2) intended results of learning, (3) experiences of learners during instruction,

(4) experiences actually provided to learners, and (5) opportunities provided for

learning.

On the other hand, Geneva Gay (1980, 122–137) distinguishes between

four different ways of thinking about curriculum. The first is the academic,

which identifies what should be learned through intensive examination of

“learners, society, subject matter disciplines, philosophy, and the psychology of

learning.” The second way of thinking about curriculum is the experiential,

which “theorizes that personal feelings, attitudes, values, and experiences are

critical curriculum content.” The curriculum should be a product of inquiry

carried out by those who participate in learning. The third way of thinking

about curriculum is the technical, which “seeks to maximize educational pro-

gram proficiency and performance through applying the same principles of sci-

entific management and production operating in industry.” Fourth and finally, a

curriculum can be thought about pragmatically. In this sense, practitioners “per-

ceive instructional planning as a particularistic, localized process that is specific

192 The Strategic Development of Talent



to the sociopolitical milieu of the content in which it occurs.” While these defi-

nitions overlap, the point is that WLP practitioners can choose to focus on

learning as it is affected by the outside world (the academic), learner desires and

experiences (the experience), efficiency and effectiveness in designing instruction

(the technical), or the unique corporate culture in which the instructional plan-

ning process is carried out (the pragmatic).

Since publication of the first book on curriculum (Bobbitt, 1918), academic

writers have devoted their attention to curriculum issues at primary and second-

ary school levels. Far less attention has been directed to the university curriculum,

to in-service training for teachers at any level of public education, or to corporate

training, education, or development efforts.

For the most part, however, curriculum means the same in talent development

settings as it does in public school settings. The differences stem from

❙ The kind of learners: Educators deal primarily with children; WLP prac-

titioners deal with adults.

❙ The kind of subject matter: Educators deal with fundamental skills (read-

ing, writing, and arithmetic) and with broad, general information about

the world in which we live; WLP practitioners, on the other hand, deal

with the application of knowledge or disciplines to specific job tasks,

career paths, and organizational setting.

❙ The kind of setting: Educators are representatives of society and the com-

munity. They select and impart knowledge, and teach youngsters how to

think. WLP practitioners are usually representatives of management.

Their aim is to build competencie, and teach workers how to work

smarter (more effectively), as well as how to achieve more economical out-

put for the time, labor, and resources expended (more efficiently).

For WLP practitioners and educators, a curriculum is “an organized set of 

formal educational and/or training intentions” (Pratt 1980, 4). It is a comprehen-

sive plan for learning and instruction over time. The plan can cover a five-minute

lesson or a series of courses and job rotations lasting several years (Rowntree

1982).
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Curriculum Design. Design implies a deliberate effort to establish direction.

Curriculum design is thus “a deliberate process of devising, planning and select-

ing the elements, techniques and procedures” of learning (Pratt 1980, 5). It is sim-

ilar to strategy formulation, the process of identifying “major actions or patterns

of action for attainment of objectives” (Paine and Naumes 1974, 7). However,

strategy is formulated “ahead of time or emerges over time based on ad hoc deci-

sions” (Paine and Naumes 1974, 7).

Curriculum Development. Development denotes gradual evolution and

growth. Development implies implementing a plan. Hunkins (1980, 19) defined

curriculum development as “procedures employed in translating general program

and instructional objectives, guided by a basic conceptualization of the curricu-

lum, into contents, experiences, and educational environments.”

Curriculum is thus an instructional plan; instruction is the process of imple-

menting the plan. Curriculum design involves coming up with long-term goals

and objectives for the talent development effort; curriculum development means

implementing activities to achieve those goals and objectives.

In a very important sense, curriculum issues have to do with strategy-mak-

ing. “When you do curriculum planning in the broad educational sense,”

explains Patricia McLagan (in Zemke 1981, 33), “you ask questions about how

a program need gets chosen, or why one particular program is built and other

apparent needs are ignored. And that’s the essence of strategy development in

business: making rules for what you will and will not become involved in.” For

McLagan, the curriculum development process in talent development is 

synonymous with strategy formulation. It involves considering four key issues:

(1) What is the company whose needs talent development is trying to serve?

(2) What do managers in the organization think of people generally, and peo-

ple-development specifically? (3) What is the present philosophy and assump-

tions about curriculum development in the organization? and (4) What is the

purpose of the talent development effort in helping external groups, internal

work groups, job incumbents, and individuals achieve their learning objec-

tives? Just as strategic business plans provide long-term direction to organiza-

tional initiatives, a curriculum provides long-term direction to a talent

development effort.
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Consider the following conversation between an external consultant and a

WLP manager:

Consultant: How do you decide what instruction to design and deliver in this

organization?

WLP Manager: It is an informal process. It all starts at the plant level. Each

training director or WLP manager in each of our plants conducts a needs assess-

ment every year. Training directors vary in how they approach the task. Some sit

in their offices and draw up plans without consulting anybody. Some wander

through the plant and talk informally to managers and sometimes supervisors and

employees about what training they would like to see in the coming year. Some

make the process more formal by mailing questionnaires to managers, first-line

supervisors, and employees. Others develop plans based on staff meetings and

formal advisory boards composed of representatives from different levels. In

short, they use about any method you can think of.

Consultant: You mean that there is no set list of courses—a training curricu-

lum, if you prefer the term—that describes the instruction an employee should

have,depending on his or her job category or title or length of time in the position?

WLP Manager: No, we have no such thing as that. We do distinguish

between courses appropriate for managers, supervisors, certain professional

groups such as engineers and computer professionals, and secretaries. By the way,

that’s an interesting use of the term curriculum. I always thought it referred to the

plan of instruction for one course. Sort of like a syllabus.

Consultant: Your use of the term curriculum is, I venture to say, rather com-

mon. Some people use the term program planning in this way. They also use pro-

gram planning to mean the scheduling of offerings by the WLP department. But

I mean something completely different from short-term program planning.

WLP Manager: Really?  What?

Consultant: I mean a long-term plan of instruction for the entire organiza-

tion. You look at job categories, individual career plans, organizational or work

group and non-employee needs and then create learning experiences—not just

classroom courses, by the way—to meet recurring needs.

WLP Manager: Sounds interesting. But I’m not sure it would work here.

After the years I’ve been here, I’m not sure our managers know what they are
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doing from one minute to the next. They are really one-minute managers, because

one minute is about as far into the future as they ever plan!

Consultant: I think you are selling them short. Granted, there are times when

learning needs are nonrecurring. They are met by nonrecurring instruction such

as a one-time course offering. But other learning needs are predictable. They can

be met by a long-term learning plan.

As can be seen from this discussion, there is some difference of opinion about

the meaning of curriculum. The WLP manager in the dialogue describes the term

in a way not significantly different from the practice in many businesses. On the

other hand, the consultant uses the same term in a completely different way.

Approaches to Curriculum Planning

How does a WLP practitioner go about planning a curriculum?  In what different

ways can the practitioner approach the process? This section addresses these

questions.

The Curriculum Planning Process. Curricula may differ by

1. Focus: What is to be the basis of the change effort?

2. Scope: How much change is desired?

3. Time horizon: How long is the change effort expected to take?

4. Approach: How can the curriculum be organized, and how should the

instructional plan be carried out?

Let us look for a moment at the process of planning a training curriculum. We

choose training because managers and employees often understand the need for

training when they cannot readily see the need for longer-term efforts like

employee education or development.

It is important to bear in mind that a training curriculum implies more than

just a training program or a schedule of “courses” for a one-year period. “The

challenge of curriculum design,” writes Julia Galosy (1983, 48), “is to build a

coherent, sequential plan which will provide structure and unity to the full gamut

of . . . training programs.” A curriculum is based on recurrent or expected job

training needs over time.
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According to Galosy (whose classic 1983 article on this topic should be

required reading), curriculum planning of this type is a six-step process in which

WLP practitioners:

1. Formulate goals. What is the guiding philosophy of the curriculum? What

general results are sought? For what purpose(s)?

2. Generate groups. How can employees be categorized into distinct groups?

3. Determine needs. What are the recurrent training needs of people in each

job category?

4. Differentiate needs. What are learning needs, as opposed to nonlearning

needs?

5. Scope and sequence programs. What instructional experiences will meet

recurring needs of employees in each job category? How can instructional

experiences be sequenced so that learners build from foundational knowl-

edge to advanced knowledge and skills?

6. Design the curriculum. How are instructional programs organized?

These steps are important enough to warrant elaboration.

The first step, formulating goals, means sorting out the purpose of the instruc-

tional effort. As Galosy explains, “goals provide an underlying philosophy, a

mission, and a values statement to guide design efforts.” Coming up with goals

can be as simple as articulating what results are sought from training. Goals can

reinforce existing company culture, strategy, and values. Alternatively, they can be

directed to changing culture, strategy, and values.

The second step, generating groups, means “looking at all divisions and func-

tions and superimposing a logical grouping” (Galosy 1983, 49). In previous

chapters, we have already described the various markets and market segments to

which the talent development effort can be directed. Decisions about what mar-

kets and market segments should be served stem from a sense of the purpose of

the talent development effort.

The third step, determining needs, means more than simply identifying

what learners should know or do to carry out their jobs. In a curriculum 

content, the intent is identification of all critical learning needs. Historically,

what levels of performance exist in the organization? What opportunities 
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exist to improve performance? What performance improvements are necessi-

tated by the strategic business plan? Answers to these questions should produce

“a finely tuned but comprehensive list of skills.” This is the starting point 

for designing a curriculum, with training for each job category geared to 

performance requirements at each level. Remember, “you should approach 

curriculum design from a holistic viewpoint, not as individual programs”

(Galosy 1983, 49).

The fourth step, differentiating training needs, takes up where the previous

one ended. In short, what skills are needed for each market segment of learners?

WLP practitioners and line managers match up skill requirements to learner mar-

kets. Galosy suggests using a matrix as an aid in this process. At each level, prac-

titioners decide how the “subject” or “skill” needs to be treated and how previous

treatments should influence future ones. For instance, first-line supervisors may

need “decision-making” treated in one way to match their job requirements.

Middle managers may also need exposure to the same subject, but the treatment

has to be modified to match up to their job requirements and build on instruction

they previously received as supervisors.

The fifth step, scoping and sequencing instructional programs, means

deciding how much emphasis to place on specific subjects at each level,

and how to sequence subjects so that learners are exposed to topics in a 

logical way.

How much emphasis to place on subjects is a strategic issue. It affects future

capabilities of learners. Traditionally, WLP practitioners make decisions about

how much to emphasize a subject by first determining the subject’s importance

for successful job performance. Important subjects are emphasized more and are

reinforced several times across courses. How to sequence subjects depends on

curriculum goals. Are they intended to present distilled experience from the past?

(In that case, a logical sequence from simple to complex subjects is appropriate.)

Are they intended to pool experience of learners? (In that case, a sequence based

on how learners perceive the importance of different issues might be appropriate.)

Are they intended to create new experience and new knowledge? (In that case, a

sequence beginning with an upending event/situation, such as simulation of a

never-before-encountered problem, might be appropriate.) For the most part,
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however, “it is difficult to find a basis for correct sequencing of the entire set of

topics for a course or set of courses other than a kind of ‘common-sense’ logical

ordering” (Gagné and Briggs 1979, 140).

The sixth and final step, curriculum design, produces a list of courses and

other planned learning experiences that constitute the curriculum. “At this point,

you are breaking down the matrix you built and recombining the ... dimensions

into individual [instructional] programs” (Galosy 1983, 51). The result is a learn-

ing plan for each job class or job category in the organization. It can then be com-

municated to employees and line managers as a simple list of courses or as a

course matrix. An example of a matrix is shown in Exhibit 5––9, and it is suitable

for use in planning the curriculum of a department as part of a unified organiza-

tional strategy for the development of talent.

The steps in planning a training curriculum can be modified in planning

organization development, non-employee development, employee development,

and employee education. Differences may exist in what groups are served, how

needs are identified, how needs are addressed, what planned learning experiences

are offered to what groups, and how those experiences are offered. Yet all these

planned learning initiatives are unified through a common direction—an organi-

zational strategy for the development of talent.

Alternative Approaches to Curriculum Planning. No doubt the previous

section will lead many readers to believe there is only one right way to go about 

curriculum planning. That is not so. There are at least four major ways to go

about it (Rothwell and Sredl 2000): (1) the course-centered approach, (2) the 

experience-centered approach, (3) the goal-centered approach, and (4) the learner-

centered approach. This figure can be doubled from four to eight by distinguish-

ing between curricula intended to distill past experience and knowledge from

those intended to create new experience and knowledge.

The most familiar approach is the course-centered. “Historically and cur-

rently, the dominant concept of the curriculum is that of subjects and subject mat-

ter therein to be taught by teachers and learned by students” (Saylor, Alexander,

and Lewis 1981, 4). WLP practitioners and managers often associate “courses”

with “curriculum” because they base their expectations about talent development

on their own experiences with grade schools, high schools, and colleges. In
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schools, “the term curriculum has been and still is widely used to refer to the set of

subjects or courses offered....”

Designing a course-centered curriculum is not very complicated. The WLP

practitioner only needs to ask subject matter specialists what should Be included;

arrange the content in a logical sequence; and install it. Subject matter specialists

can include top managers, line managers, experienced employees, published

authorities, or members of a work group. Typically, the result will be a list of

course titles. The content of any single course offering (“offering” means each

time the course is give) depends on preferences of instructors and, to a lesser

extent, on learner needs at the time the course is delivered.

Perhaps a simple example will clarify how this process works. Suppose a con-

sultant is asked to develop a curriculum for employees of a large personnel depart-

ment. All new employees enter as corporate recruiters or trainers. After

completing a six-month probation in which they receive training, new employees

are rotated to other parts of the department.

The consultant would begin the curriculum design process in the training

and recruitment divisions. The consultant asks managers and perhaps experi-

enced employees of each division what they think newcomers need to know about

during their first six months. The consultant then compares their responses, iden-

tifies areas of agreement, labels each area of agreement with a course title, and

arranges these titles in a logical sequence. The final step is to feed back the list of

titles to the department manager for comments or suggestions. The ambitious

consultant might even ask: (1) What topics should be treated in each “course”?

(2) How soon after date of hire should newcomers attend each “course”? 

(3) What delivery method—for example, individual study or classroom-based—is

desirable for each course? Why? A similar approach can be used to identify

instructional needs beyond entry as employees prepare for rotations to new divi-

sions within the department; enter new, temporary jobs in the new division; or

settle into semi-permanent jobs presumably different from those to which they

have previously been rotated. The same process is repeated in every department

of the organization so that each department has its own curriculum.

The course-centered approach can be modified to anticipate the future rather

than distill experiences from the past. To design a curriculum of this kind, the
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WLP practitioner should first assess the goals of instruction. In short, what is the

focus and purpose of the curriculum? Second, examine trends in the environment

outside the organization. How are they likely to affect non-employee groups,

work groups, individuals, and job categories? Third, appraise present strengths

and weaknesses inside the organization. What are the deficiencies and proficien-

cies of work groups, individuals, and job categories? Fourth, decide on a curricu-

lum prioritized by critical issues having to do with expected future learning

needs. Fifth and finally, install the curriculum. These steps are illustrated in

Exhibit 5––10.
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The future-oriented approach to course-centered curriculum design differs 

significantly from its traditional counterpart. In the future-oriented approach,

courses are selected for the curriculum on the basis of anticipated needs. In 

contrast, the traditional approach selects courses from needs identified through

experience.

Simplicity is the chief advantage of the course-centered approach. It should

not take much time or effort to poll a few people about repetitive learning needs

of new employees in one job category. Yet this process provides the basis for mak-

ing simple instructional plans to meet common training needs on a regular basis.

A chief disadvantage of the course-centered approach is that it does not focus

on outcomes. The curriculum is just a list of course titles, giving no indication of

what learners will be able to do once they have completed a course. In fact, the

content of each course may vary, depending on who the instructors and learners

are and what their preferences happen to be at the time a course is offered.

A second way to approach curriculum design, different from the course-

centered approach, is to base it on what learners experience during the learning

process. This is the experienced-centered approach. It assumes that individuals

vary in how they perceive events. People “see” things in different ways because

their prior experiences, backgrounds, education, and beliefs vary.

Individuals thus “interpret” unspoken rules of organizational culture in differ-

ent ways. When this interpretation is faulty, other people let them know through

remarks such as “Hey, that’s not the way we do things here,” or “Don’t you know

we’re supposed to. . . .” If an individual persists in behavior that violates cultural

norms, he or she is ostracized by the work group or disciplined by a superior.

Corporate culture is often conveyed by stories, and (in fact) storytelling can be a

tool in changing corporate culture, as it has been, for instance, at 3M (Shaw,

Brown, and Bromiley 1998).

Action Research, sometimes thought of as the basis of Organization

Development, provides one way to think about developing an experience-

centered curriculum. Managers sense a need for cultural change. They contract

with an internal or external change agent to assist with the change effort. The con-

sultant then (1) collects information about the “problem,” including what it is,

how prevalent it is, and how people feel about it; (2) feeds back the information
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to decision-makers and people who provided information about the problem; 

(3) helps participants in the change effort establish objectives for change; (4) gath-

ers information as action is taken; and (5) periodically feeds back information to

participants in the change effort, helping them establish new plans for change.

These steps make up a cyclical change process, which replaces one-shot learning

experiences with continuous learning.

The experience-centered approach is instrumental in initiating and bringing

about change through learning

❙ In the organization: The focus is usually on cultural change, helping intact

work groups in the organization adopt new norms of behavior.

❙ With individuals: The focus is on stimulating individual insight, helping

each person discover new ideas or new approaches.

❙ Across job categories or within them: The focus is on hierarchical relation-

ships between supervisory and nonsupervisory employees, or between

members of the same occupation within the firm.

The impetus for the learning effort is usually crisis. Destructive conflict between

work groups is frequently a symptom that signals a need to reexamine goals, work

methods, and results.

Curriculum theorists have long noted that potential disparities may exist, too,

between what curriculum planners say they are doing and what, in fact, others

perceive they are doing. It is thus possible to distinguish between the curriculum

plan as it is (Saylor, Alexander, and Lewis 1981) the curriculum plan

❙ As documented in writing or discussed by curriculum planners (formal

curriculum),

❙ As perceived by instructors (perceived curriculum), and

❙ As viewed by external observers or by learners attending instructional

events (experienced curriculum).

The difference between formal curriculum and perceived curriculum “is sympto-

matic of separating means and ends in education. The ends . . . are responses to

the question, ‘What shall be taught?’ while the means of education are responses

to the question, ‘How shall it be taught?’ When means are separated from ends,
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the curriculum experienced may vary from the curriculum planned” (Saylor,

Alexander, and Lewis 1981, 5). This difference between planned and experi-

enced learning is similar to differences between espoused theory and theory-in-use

(Argyris and Schön 1974 and 1978). Espoused theory is what decision-makers

and others say should be; theory-in-use is how they actually behave. “Individuals

may or may not be aware of the incompatibility of the two theories” (Argyris and

Schön 1974, 7). By using the action research model, WLP practitioners and oth-

ers in the organization reveal discrepancies between curriculum intentions and

results.

To transform experience-centered curricula to a future orientation, WLP

practitioners must mobilize support for change. To do that, they collect informa-

tion from people inside and outside the organization about future threats and

opportunities likely to affect external stakeholders, work groups, the organization,

individuals, and job categories. This information is fed back to decision-makers

to create impetus for change. Another way is to identify dissatisfied people in the

organization and collect information from them to create a “picture of reality” that

will shock decision-makers out of complacency, because it is radically at odds

with what they believe. A third way is to bring together groups in conflict and let

them confront each other (Beckhard 1967). These methods stimulate long-term

planning for future-oriented change. Organized learning activities are tools for

engineering change.

Comprehensiveness is a chief advantage of the experience-centered approach

to curriculum design. It makes the talent development effort a tool for critical

change, not solely individual change.

A chief disadvantage of this approach is the difficulty of measuring long-term

change. When productivity increases or measures of employee morale show

improvement, how can it be determined for certain that the cause is attributable

to these change efforts? It is difficult to measure effects that stem from large-scale,

long-term change initiatives. However, attempts have been made to do so–some

rather successfully.

A third approach to curriculum design is goal-centered. Public education has

been profoundly influenced by the notion of curriculum as results (outcomes) to

be achieved through instruction. Through the writings of Robert Mager (1997a),
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the goal-centered approach has had perhaps an even greater influence on HRD,

WLP, and other talent development efforts. The reason is that its bottom-line,

results orientation, appeals to WLP practitioners and line managers.

There are essentially two ways to design a goal-centered curriculum: base it on

performance or base it on competencies.

The curriculum planner using the performance-based approach thinks of 

the talent development effort as a tool for satisfying learning deficiencies.

The starting point for curriculum planning is a problem with individual per-

formance that is wholly or partly attributable to lack of knowledge or skill

(Gilbert 1967). The planner (1) identifies performance problems by job class,

work unit, or individual, (2) identifies training, education, and development

needs by separating them from other problems not attributable to lack of knowl-

edge or skill, (3) assesses training, education, and development needs from the

standpoint of the group, individual, and/or job, (4) synthesizes needs, (5) estab-

lishes instructional goals to correct the needs, (6) examines the willingness of

key decision-makers to satisfy needs, and (7) installs the curriculum through

instructional activities.

The starting point for planning a performance-based curriculum is an exami-

nation of recurring or critical problems in

❙ The environment: WLP practitioners look at problems between the

organization and its suppliers, distributors, customers, and others.

❙ The organization: Using an organization chart, practitioners identify work

groups and then examine each group, asking this question: What per-

formance problems are common at this time in this group?

❙ Individuals: Practitioners categorize individuals into groups, such as

“new entrant to the job stable tenured employee,” or “promotable tenured

employee,” and then consider common performance problems, if any,

among employees in each group.

❙ Job categories: Practitioners classify employees by job categories. They

then ask: “What performance problems are common in each category?”

This examination produces four separate but related lists of learning needs. Each

list provides a foundation for preparing behavioral objectives describing what
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learners should be able to do upon completion of a planned learning experience.

Objectives are grouped together logically as the foundation for planned learning

experiences.

The chief advantage of the performance-based approach is its strong empha-

sis on results. It is especially appealing to decision-makers, whose interests it

serves. Learning needs are linked directly to problems; instructional objectives

are linked directly to solving problems. The chief disadvantage of the perform-

ance-based approach is that it relies on past problems as the basis for future learn-

ing. Problems must be experienced before they prompt action. This approach is

sometimes defended on the grounds that adults are highly motivated to learn

while grappling with a problem.

The trouble is that future conditions may turn out utterly unlike those expe-

rienced in the past or present. Anticipating the future and engaging in future-

oriented curriculum planning requires a different approach, one that prepares

learners before or as they encounter problems. Unfortunately, “it is hard to imag-

ine an adult’s deciding to engage in paradigm shifting, perspective transforma-

tion, or the replacing of one meaning system with another purely on his or her

own volition. What will induce this exploration . . . is some kind of external event

or imperative” (Brookfield 1986, 49-50). A present or impending crisis is often

necessary to stimulate change through learning.

To transform the performance-based approach to a future orientation,

the WLP practitioner should be a catalyst for change who creates occasions

when “context shifting” can occur. “Context shifting” means giving learners 

and decision-makers opportunities to place themselves artificially at a future

point in time, think about problems likely to be encountered, and then 

retrace their footsteps to the present in order to determine future learning needs.

This is more than just “blue sky” forecasting: it puts people on the spot to 

function in conditions they themselves believe will occur in the future. The

result is a new, firsthand awareness of future learning needs. “The assumption

is,” writes Brookfield (1986, 248), “that if you are successful in changing 

adults’ perceptions of the world in which they live, you will not need to teach

adults to acquire new skills and knowledge–they will be eager to discover these

for themselves.”
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To do this, WLP practitioners can try (1) to help learners scan the environ-

ment to detect future trends or issues that may affect them in the future; (2) give

learners opportunities to pinpoint, through simulations and other artificial exercis-

es set in the future, problems that are likely to come up; (3) separate future train-

ing, education, and development needs from noninstructional needs stemming

from other sources; (4) assess future needs by stepping back to the present but

looking to what performance will be needed at a future time; (5) establish instruc-

tional goals or objectives that, if satisfied, will meet future learning needs; (6) help

learners and decision-makers identify instructional methods and resources for 

satisfying their learning needs; and (7) install the curriculum through instructional

activities, but still plan for contingencies if future conditions do not turn out as

expected.

The competency-based approach to curriculum planning differs in a few key

respects from its performance-based counterpart. Unfortunately, competency is a

term that has been used in several different ways. As a consequence, some confu-

sion exists about what it means. Some writers do not consider competency to be

different from behavior. Others define it as performance (results of behavior).

Perhaps the best definition is Klemp’s (1979):

A competency is a generic knowledge, skill, trait, self-schema or motive of a

person that is causally related to effective behavior referenced to external perform-

ance criteria, where

❙ Knowledge is a set of useable information organized around a specific

content area.

❙ Skill is the ability to demonstrate a set of related behaviors or processes.

❙ Trait is a disposition or characteristic way of responding to an equivalent

set of stimuli.

❙ Self-schema is a person’s image of himself or herself and his or her evalu-

ation of that image.

❙ Motive is a recurrent concern for a goal state or condition which drives,

selects,and directs behavior of the individual (Boyatzis 1982,42).

Competency, Boyatzis holds, is an underlying characteristic, one manifested in

many ways.
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To plan a competency-based curriculum, the WLP practitioner needs to:

1. Design a competency model for each work unit, job category, or other

group by:

(a) Asking a panel of experienced practitioners to identify crucial out-

puts of the work unit, job category, or group.

(b) Asking a second panel of practitioners to synthesize major 

outputs.

(c) Reviewing past studies of work units, job classes, or other 

groups so as to develop a tentative list of competencies necessary to 

succeed.

(d) Preparing a list of  tentative competencies, reviewed and approved 

by experienced members of each work unit, job category, or other

groups.

(e) Assigning priorities to identified competencies.

(f ) Developing, for each competency, “behavioral anchors”—narrative

descriptions of behavior associated with a competency. These

descriptions are arranged in a three- or four-step continuum, from

basic to advanced levels of proficiency.

2. Analyze the current level of performance. In other words, what competen-

cies are now evident in the work unit, job category, or other group? 

What competencies are not evident? How proficient are members of the

work unit/job category/ group in each competency area?

3. Specify desired levels of performance. In other words, what competencies

are desirable in the future? What competencies are not desirable? How

proficient should each work unit, job category, or other group be in the

future?

4. Compares present to desired future competencies.

5. Prepares instructional objectives to narrow gaps between present and

desired future competencies.

Unlike its performance-based counterpart, this approach to curriculum develop-

ment attempts to transform the fictional into the real. To put it another way,
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competency “models”—descriptions of human characteristics underlying 

performance—can be future-oriented. In using the competency-based approach,

curriculum planners start out with a model that (1) describes exemplary per-

formance, but (2) exists nowhere in the organization, group, or job category at

present. Instructional objectives are geared to creating “super performers,”

despite vagaries about environmental conditions in the future. The perform-

ance-based approach, however, begins with either minimum or desired job stan-

dards. Present performance is then compared to standards established in the

past. When actual performance differs from standards and this difference results

from lack of individual knowledge or skill, then instruction is one way to

address the problem.

The difference is important. The performance-based approach tends to focus

on nonrecurring problems, often brief shortfalls between desired standards and

actual results. Since standards are developed in the past present results are com-

pared to past requirements. The competency-based approach focuses on recur-

ring problems or future expectations. As a consequence, it helps people cope with

future requirements.

Performance-based curriculum planners find it difficult to establish long-term

instructional plans, because they use talent development as a “fix-it” tool. This

satisfies managers who want immediate justification for instructional expendi-

tures, but it does not help avert future performance problems before they occur.

On the other hand, competency-based curriculum planners establish long-term

instructional plans. Moreover, they may identify future-oriented rather than past-

oriented competencies. This is, in fact, the chief advantage of the competency-

based approach. However, not all competencies are necessarily future-oriented.

If managers list competencies based on their estimations of past performance,

then the curriculum will not be future-oriented. To ensure that a competency-

based curriculum is future-oriented, WLP practitioners must base competencies

on the results of environmental scanning efforts.

A competency-based curriculum is time-consuming and expensive to

develop. It is not an undertaking that any novice can begin or end successfully.

Even experts disagree about the meaning of “competency-based,” so wide varia-

tions in instructional planning activities are possible.
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The learner-centered approach is the fourth approach to curriculum design.

It rests on the belief of adult educators such as Malcolm Knowles (perhaps its

most vocal advocate in HRD or WLP circles) that adults differ from children in

how they learn. Knowles is an articulate champion of the adult as a self-directed

learner.

The learner-centered approach to curriculum design stresses the desire of

individuals to participate in the process of identifying and meeting–their own

learning needs. As Greene (1977, 283) explains, “Curriculum, to me, ought to be

a means of providing opportunities for the seizing of a range of meanings by per-

sons open to the world.” In short, learning helps individuals become more of what

they are capable of becoming.

Malcolm Knowles fervently believed in androgogy, the art of teaching adults.

It is founded on several key assumptions: First, adults need to see a reason for

learning before they will be motivated to make the effort. In this respect, adults are

unlike children. Second, adults are self-directing; they want to take charge of their

learning and their lives (Knowles 1984). Many adult educators believe that their

chief purpose is to help learners achieve a state of self-directedness (Evan 1982).

Third, adults view learning through the filter of experience. As people mature,

“they increasingly define themselves in terms of the experiences they have had.”

Fourth, adults are motivated to learn while grappling with immediate problems

confronting them. Timing is thus crucial for learning. As Knowles points out,

though, “It is not necessary to sit by passively and wait for readiness to develop

naturally.” There are ways to create readiness to learn, including (as Knowles

points out) modeling of behavior, counseling, and simulation. Fifth, adults tend to

be problem-centered in their orientation to learning. They “are motivated to

devote energy to learn something to the extent that they perceive that it will help

them perform tasks or deal with problems that they confront in their life situa-

tions” (Knowles 1984, 58-59). These ideas, central to the notion of learner-

centered curriculum development, have been widely examined and criticized.

Brookfield (1986) found research results that seem to be at odds with Knowles’s

assertions: (1) not all adults are self-directed learners, nor should they be, and 

(2) adults proceed in their learning more by accident than by deliberate planning

(Brookfield 1980; Danis and Tremblay 1985).
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To develop a learner-centered curriculum, the WLP practitioner:

1. Identifies learners as members of work groups, as individuals with their

own career aspirations, and as representatives of various job categories

2. Helps learners explore present problems and surface new ideas worthy of

exploration

3. Guides learners to people,activities,situations,and other sources which will

help them meet their learning needs or identify new issues worth exploring

Alternative models of curriculum development appropriate to the learner-

centered approach have been suggested by others.

In developing a curriculum using the learner-centered approach, the WLP

practitioner categorizes learners according to their work group affiliation, individ-

ual life stage and career interests, or job concerns. The WLP practitioner then

helps learners identify and explore problems they have experienced or expect to

experience in the future within the organization, their careers, and their jobs. More

than that, WLP practitioners assist learners so that they arrange experiences that

help them become more aware of future problems worthy of exploration.

Finally, WLP practitioners serve as advisors and brokers who connect

resources for learning with individuals desiring them. Practitioners scan the envi-

ronment inside and outside an organization for people, events, and situations that

can facilitate learning.

The learner-directed approach to curriculum design is well-suited to antici-

patory thinking. Such techniques as inquiry-oriented instruction widely advo-

cated by Jerome Bruner (1960) and John Dewey (1938) rely on questioning,

“context shifting,” simulations, and other techniques that produce knowledge. In

this respect, the learner-directed approach lends itself to the creation of new

ideas, rather than the distillation of experience.

Results of Curriculum Planning and Choice of 

Organizational Strategy for the Development of Talent

The result of curriculum planning and choice of organizational strategy for the

development of talent is a comprehensive instructional plan for (1) groups outside
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the corporation or business, (2) work groups or departments inside the organiza-

tion, (3) individuals aspiring to new jobs, and (4) job categories. Organizational

strategy for the development of talent and the curriculum can thus be synony-

mous. This long-term instructional plan integrates and unifies organization devel-

opment, non-employee development, employee development, employee

education, and training.
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AAccttiivviittyy  55--11:: A Worksheet for Problem Framing

Directions: In the spaces below, describe the performance problem. Then consider each question, relative to
that problem. Remember, you are focusing here on eemmppllooyyeeee  ppeerrffoorrmmaannccee  pprroobblleemmss only.

1. WWhhaatt  iiss  tthhee  pprroobblleemm? (Describe it. Be sure to clarify what is [current condition] and what should be
[desired status or criteria].)

2. IIss  tthhee  pprroobblleemm  rreeppeettiittiivvee  oorr  nnoonnrreeppeettiittiivvee?? (Does it appear or can it appear at regular intervals?  if so,
explain the circumstances. If not, explain what you think caused this problem.)

3. IIss  tthhee  pprroobblleemm  sshhoorrtt--tteerrmm  oorr  lloonngg--tteerrmm?? (Will this problem require some time to correct, or can it be cor-
rected in a relatively brief time period?)

4. IIss  tthhee  pprroobblleemm  ccrriittiiccaall,,  oorr  nnoott  ssoo  ccrriittiiccaall?? (How important is this problem? Explain why it is or is not impor-
tant.)

5. DDooeess  tthhee  pprroobblleemm  ccaallll  ffoorr  ccrreeaattiivvee  oorr  nnoonnccrreeaattiivvee  ssoolluuttiioonnss?? (How well will tried-and-true methods work
in correcting the problem? What could happen in the future which would render those solutions inappro-
priate?)

6. WWiillll  iinnssttrruuccttiioonnaall  oorr  wwiillll  nnoonniinnssttrruuccttiioonnaall  iimmpprroovveemmeenntt  eeffffoorrttss  bbee  mmoosstt  aapppprroopprriiaattee  ffoorr  ddeeaalliinngg  wwiitthh  tthhee
pprroobblleemm?? (Is formal instruction the only way to solve the problem? What alternatives exist? What are
the relative advantages and disadvantages of each one?)
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AAccttiivviittyy  55––22:: A Case Study on Organizational Strategy for the Development of Talent*

Directions: Read the case below and answer the questions that follow.

The Texarkana Office of Auditor General is a state agency employing 120 people. Its annual budget is $12 mil-
lion. The agency conducts financial, compliance, management, and program results audits of all state agencies
in Texarkana.

By state law, financial and compliance audits must be conducted at least once every four years. On the other
hand, management and program results audits are only undertaken when the Texarkana Office of Auditor
General is directed by the State Legislature to do them.

The structure of the agency is a simple one: There are only five divisions (see Exhibit 5––11). As Exhibit 5––12
illustrates, four are related directly to audit work. A fifth division supports audit activities. Job classes are
nearly as simple as the agency structure. These are only 23 job titles in the agency.

* This case is fictitious.

Questions

1. How would you go about designing and developing a course-centered curriculum in this agency?

2. How would you go about designing and developing an experience-centered curriculum in this agency?

3. How would you go about designing and developing a goal-centered curriculum in this agency? (Answer this
question both for a performance-based and a competency-based curriculum.)

4. How would you go about designing and developing a learner-centered curriculum in this agency? 

5. How would you ensure that, for each approach to curriculum design/development used, some provision is
made to (a) build computer skills? (b) build expertise in personnel matters? and (c) help learners produce
audit reports in “lay language”?

6. Assume that the agency’s strategic plan covers a six-year time horizon. What time horizon should the cur-
riculum cover?

7. What non-employee development needs do you feel should be considered? How can agency top managers
see to it that those needs are assessed and that instruction is planned accordingly?
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EExxhhiibbiitt  55--1111:: List of Job Titles and the Chief Responsibilities of Each Job in the
Texarkana Office of the Auditor General

Job Title Chief Responsibility

1. Agency Head

2. Director, Financial Audits

3. Director, Compliance Audits

4. Director, Management Audits

5. Director, Program Audits

6. Director, Support Operations

7. Financial Audit Manager

8. Financial Audit Senior

9. Financial Audit Junior

10. Complaince Audit Manager

11. Compliance Audit Senior

12. Compliance Audit Junior

13. Management Audit Manager

14. Management Audit Senior

15. Management Audit Junior

16. Program Audit Manager

17. Program Audit Senior

18. Program Audit Junior

19. Internal Accountant

20. HR Officer

21. Legal Technician

22. Secretary I

23. Secretary II

Directs agency operations.

Directs the financial audit division.

Directs the compliance audit division.

Directs the management audit division.

Directs the program audit division.

Directs the support operations division.

Manages a group of financial audits.

Directs the work of financial audit juniors on a daily basis.

Conducts audit tests; documents results.

Manages a group of compliance audits.

Directs the work of compliance audit juniors on a daily basis.

Conducts audit tests; documents results.

Manages a group of management audits.

Directs the work of management audit juniors on a daily basis.

Conducts audit tests; documents results.

Manages a group of program audits.

Directs the work of program audit juniors on a daily basis.

Conducts audit tests; documents results.

"Keeps the books" of the agency.

Recruits and trains agency employees.

Helps auditors with legal issues arising from their work.

Provides basic clerical support for auditors.

Provides more demanding clerical support for auditors than
does the Secretary I.
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Financial Audits

Compliance Auditors

Compliance Auditors

Compliance Auditors

Compliance Auditors

Compliance Audits

Management Auditors

Management Auditors

Management Auditors

Management Auditors

Management Audits

Program Auditors

Program Auditors

Program Auditors

Program Auditors

Program Audits

Clerical/Secretarial Pool

Legal

Human Resources

Internal Accounting

Support

Agency Head

EExxhhiibbiitt  55––1122:: Organizational Structure of the Texarkana Office of the Auditor General



IMPLEMENTING OORGANIZATIONAL SSTRATEGY FFOR

THE DDEVELOPMENT OOF TTALENT

Implementation is the process of turning plans into actions.

Implementing organizational strategy is perhaps the single most

important step in developing talent. Without careful forethought

about what actions to take, when to take them, and who should take

them, no strategy will ever be successful.

Implementation is sometimes cited as the weakest link in strate-

gic business planning. Implementation, if it is to be successful does

take a long time, yet no plan will be useful until it is implemented

(DeFeo and Janssen 2001; Hacker and Akinyele 1998). In one clas-

sic study, Ackerman (1975) studied two organizations and con-

cluded that changes initiated by top managers required about six

years to implement. Dramatic changes at odds with organizational

culture can take even longer. Resistance to any new strategy is likely

to be pronounced—especially when a proposed change differs radi-

cally from tradition. People resist such changes because they know

that it will take time for people to learn how to act in new ways con-

sistent with new business plans and it will come at some cost. People

have different perceptions about what a change means and are likely

to distrust others’ motives; feel anxious about the change and con-

fused about what to do and what will be expected of them. There

will also be vested interests in maintaining the status quo. The length

of time required for successful implementation and resistance to

change itself are not problems limited solely to strategic business
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planning. Time and resistance can indeed affect the implementation of organiza-

tional strategy for the development of talent.

More than one authority has called for more research on strategy implemen-

tation (Guffey and Nienhaus 2002; Noble 1999), but the subject has historically

been researched less than most other topics in strategic planning (Huff and

Reger 1987; Noble 1999). This is particularly important because as much as 70

percent of all strategies fail during implementation (Corboy and O’Corrbui

1999). While the trend is to share strategic plans with employees in a bid to gain

acceptance (Higgins and Diffenbach 1989), employee awareness of plans does

not necessarily correlate precisely with acceptance or ownership (Guffey and

Nienhaus 2002).

Steps in Implementing Organizational Strategy for the

Development of Talent

Think of implementation as a series of steps in which WLP practitioners and line

managers

1. Establish operational objectives for the Talent Development effort.

2. Review and revise Talent Development policies.

3. Examine leadership in the corporation or business.

4. Review the structure of the organization, the WLP department, and the

learning experiences sponsored by the organization.

5. Review reward systems.

6. Budget for resources to implement strategy.

7. Communicate about organizational strategy for the development of talent.

8. Develop functional strategies for Talent Development.

Establishing Operational Objectives for the Talent Development

Effort

Writers on the subjects of strategic business planning and Talent Development

repeatedly emphasize the importance of objectives. Objectives provide guidance
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for the outcomes sought from any undertaking. Business planners often advocate 

a Management by Objectives (MBO) approach to implementation because it is

results-oriented. It matches resources to priorities during annual budgeting.

MBO also builds commitment through participation at lower levels in the 

corporate hierarchy, because objectives should be negotiated at every level. It 

clarifies priorities, evaluates individual performance, allocates rewards based on

predefined criteria, and prepares individuals in ways directly tied to long-term,

intermediate-term, and short-term requirements of the organization, work

groups, and jobs.

When MBO is used in strategic business planning, top managers usually

establish objectives for the entire organization and then for their respective areas

of responsibility. Within each top manager’s area of responsibility, objectives are

allocated to different departments. Mid-level managers then negotiate objectives

with superiors and subordinates. Objectives are established all the way down to

front-line employees. In this way, everyone has an opportunity to negotiate 

objectives for their jobs. Periodically, managers at each level meet with subordi-

nates to discuss their progress toward meeting objectives.

Typically, an MBO program is geared to meeting objectives. However, longer-

term objectives can be established for five or more years. These objectives reflect

action toward implementing strategic business plan.

Despite the advantages of an MBO approach to implementation of strategy, it

is by no means foolproof. Good objectives are time-consuming to write and nego-

tiate, and they require skill to prepare and monitor. If they are thrust on employ-

ees without give-and-take negotiation, they create hostility and frustration.

Instructional objectives are more limited than the organizational objectives

prepared in MBO. They are widely advocated and used in HRD, WLP, and

related fields. They link learning needs and the instruction designed to meet

those needs. Instructional objectives were popularized in the 1960s.

A good instructional objective answers three fundamental questions: 

(1) What will the learner be able to do upon completion of a learning experience?

(2) Under what circumstances and/or with what tools or equipment will the learner

be able to perform? and (3) How well will the learner be able to perform? (Mager

1997) It is not always necessary to address the second question—because 
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sometimes circumstances are understood, but the other two questions should

always be addressed.

Not all objectives deal with the same issues. In fact, Benjamin Bloom and his

colleagues (1956) distinguish between three learning “domains”: (1) the cogni-

tive, having to do with thinking and knowledge, (2) the affective, having to do

with feeling and values, and (3) the psychomotor, having to do with physical skill.

Each domain is arranged in hierarchical order from least complex to most com-

plex. More-complete treatments of them can be found in classic books by Bloom

(1956), Krathwohl, Bloom, and Masia (1964), and Simpson (1969).

Just as organizational objectives vary by time horizon, so too do instructional

objectives. As Briggs pointed out in a classic treatment in 1970, they can be

viewed as (1) long-term objectives, reflecting desired change that occurs through-

out life; (2) medium-term objectives, reflecting desired change that occurs from

formal learning; (3) short-term objectives, reflecting desired change that results

from a single, discrete learning experience; (4) unit objectives, reflecting desired

change that results from a section of a course or a group of related lessons; 

(5) lesson objectives, reflecting desired change that results from a single portion of

a course section; and (6) specific behavioral objectives, reflecting desired change

that results from going through one lesson. Other writers have also suggested 

that objectives can be viewed according to time horizon and type of change

desired.

This idea has profound implications for implementing organizational strategy

for the development of talent. Top managers, WLP practitioners, and others can

establish different kinds of instructional objectives to specify desired changes to

be achieved through different (but related) learning experiences. For instance,

objectives should be established in a comprehensive organizational strategy for

the development of talent to bring about change in

1. Which knowledge, skills, and issues are implicit in organizational proce-

dures and in the interaction of groups/people within the organization.

The intent is to influence the organization.

2. What the general public knows about the corporation and its products or

services. The intent is to influence the broad external environment.
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3. What key external stakeholders such as consumers/clients, suppliers,

and distributors know about the corporation and its products/services.

The intent here is to influence key stakeholders.

4. Which people are available to meet the collective skill needs of each work

unit. The intent here is to influence the mix of available talents in each

work unit.

5. Which people are available for what new jobs. The intent is to influence

the direction of individuals’ careers.

6. What knowledge and skills people can apply on their present jobs. The

intent is to influence present job performance.

These objectives form a taxonomy in their own right. At the highest level is cul-

tural change in the organization, which takes time and is the most difficult to

achieve. Below that is change relative to the external environment, which corre-

sponds to non-employee development. At the center of the hierarchy is change in

the work unit, which corresponds to employee development. At the lowest levels

are objectives focused on changing individuals (employee education) and job per-

formance (training). The lowest-level objectives take less time to achieve than

higher-level objectives.

A further distinction between objectives can be made on the basis of 

change direction. Is the intent to narrow a gap between what is and what 

should be at present? Or is it to narrow the gap between what is and what

should be in the future? In other words, is planned learning intended to 

solve past performance problems, or to anticipate future performance 

threats or opportunities? The choice of change direction depends entirely 

on the nature of organizational strategy for the development of talent. A 

strategy focusing on correcting past weakness usually requires little dramatic

change. In contrast, a radically new organizational strategy for the 

development of talent calls for utterly new competencies to be cultivated over

time.

Establishing objectives for each type of change is a key to formulating

organizational strategy for the development of talent, and following those 

objectives is a key to successful implementation of that strategy.
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There are several ways that objectives can be used in implementing organiza-

tion strategy for Talent Development. One method is to prepare Talent

Development objectives to correspond to each strategic business objective. After

all, individual competencies are necessary to achieve strategic business objectives.

As strategists formulate business objectives, they should also think about 

corresponding learning objectives.

Another method is to separate strategic business objective-setting from

instructional objective-setting, but still preserve continuity by involving the same

people in each process. Managers at each hierarchical level establish strategic

business objectives and then, in a parallel process, establish corresponding objec-

tives for training, education, employee development, organization development,

and non-employee development.

After objectives are established for the organization, corporate planners

schedule periodic meetings to compare notes on progress and pinpoint problems

associated with achieving them. The same approach can be used in monitoring

progress on Talent Development objectives. WLP practitioners can schedule

meetings with managers to report progress and identify problems. Alternatively,

both planners and WLP practitioners can work together so that one meeting pro-

vides feedback on achievement of business objectives and Talent Development

objectives. In this way, results of action are fed back to the managers who set

objectives in a way reminiscent of the Action Research Model popularized by

Organization Development practitioners. In Action Research, feedback and fur-

ther problem-solving efforts follow objective-setting and action in a continuous,

long-term cycle.

Creating, Reviewing, and Revising Talent Development Policies

Policies are formal pronouncements intended to guide behavior. They ensure 

that decisions made at lower levels conform with desires at higher levels, and 

that actions taken conform with strategic business plans and objectives. Most

organizations have at least some formal policies, that reflect the organizations’

experience.
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Written policies have distinct advantages when compared to unwritten ones.

Policymakers seldom waste time writing about matters they do not consider

important. In addition, the process of writing helps clarify issues among policy-

makers, flushing out areas of disagreement for discussion and resolution.

Clearly, policies should always be reviewed upon choice of a new strategy.

After all, it does not make sense to expect people to behave one way if policies

intended to guide behavior lead them to behave another way.

Many corporations have Talent Development policies on matters such as 

❙ delivering speeches to associations, groups, or societies about the activi-

ties of an employer

❙ preparing articles for publication about the employer

❙ serving in professional societies or civic groups

❙ reimbursement for college tuition, and fees to workshop, seminars, con-

ferences, and professional accreditation

❙ training, both off-the-job and on-the-job 

Policies state the employer’s philosophy, and sometimes provide procedures for

getting approval for training, education, or other improvement efforts.

Some large corporations also have policies on Talent Development. Policies

of this kind describe how WLP practitioners should approach needs assessment

and instructional design, delivery, and evaluation.

A third type of policy is more rare, but it is also important: Some corpora-

tions, government agencies, and not-for-profit enterprises establish formal 

policies about the Talent Development responsibilities of supervisors and

employees. Policies of this kind clarify precisely what the supervisor should do

and what employees should do in the Talent Development process. Some orga-

niza-tions establish a predetermined number of hours per year to be devoted to

formal learning.

It is important to formulate a written Talent Development policy and review 

it for possible modification whenever there is a change in the purpose of the 

Talent Development effort or WLP department; the organizational strategy for

the development of talent; the higher-level strategy of the organization, or overall

HR (personnel) practices.
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Examining Leadership

Leadership refers to the ability to influence others. If there is one thing that can

make or break successful implementation of any strategy, it may well be the lack 

of leadership. Successful implementation depends on appropriate leadership

because strategy is, quite simply, a human manifestation requiring human 

guidance.

In examining leadership’s importance in the implementation of organiza-

tional strategy for the development of talent, WLP practitioners should ask:

(1) Who are the key decision-makers in the organization? (2) What do they value?

(3) What do they think of Talent Development generally? (4) What do they think

of Talent Development as a tool for improving relations with the general public,

corporate suppliers, customers, and distributors, for developing both the organi-

zation as a whole and specific work groups, for helping realize corporate/business

strategic plans, for preparing individuals for career mobility, for helping individu-

als realize their career plans, and for improving job performance? Organizations

with strong value systems, ideologies, and cultures tend to attract and retain indi-

viduals and leaders who embody those same things. When the importance of

Talent Development is not presently emphasized in the culture or supported by

top managers, building support for it or for changes in organizational strategy for 

the development  of talent will necessarily be difficult.

The most important leader to analyze is the chief executive, who is the chief

organizational strategist. WLP practitioners should ask these questions of the

CEO: (1) How worthwhile does the CEO believe a Talent Development effort is?

2) How much does the CEO believe a Talent Development effort can contribute

to successful implementation of strategic business plans? and (3) How much real

support does the CEO provide to Talent Development efforts? Does the CEO

take an active interest in Talent Development and encourage others to do so?

Undoubtedly, the greater the CEO’s interest in Talent Development, the greater

the likelihood it will attract attention from others. Moreover, when the CEO

actively encourages a change in organizational strategy for the development of 

talent through public and private statements, the greater the likelihood is that the

change will also attract attention from others.
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Lower-level managers also exert influence on the success or failure of

organizational strategy for the development of talent.The role of lower-level 

managers is to give support, provide resources, and reward HR efforts.

But what should WLP practitioners do when leaders of their organization 

do not see the relevance of Talent Development initiatives to their needs or those

of the business? One answer, of course, is for practitioners to look for employ-

ment elsewhere. But for those too stubborn to give up without a fight, here are a

few suggestions:

1. Start small. Tackle one highly visible problem successfully. Collect anec-

dotes stemming from success in dealing with the problem, and use every

channel of information available to emphasize the value of Talent 

Development as demonstrated by this case.

2. Build a following. Start with the most powerful clientele that can be

approached, and work on satisfying their needs and concerns. Expand

gradually beyond that clientele.

3. Insert information about Talent Development activities in company publi-

cations. Build lower-level support if top management is hard to reach.

4. Use every occasion when problems come up to show how Talent

Development activities could have prevented them and how present

Talent Development activities can help rectify them.

Practitioners will have to work on building support for Talent Development over

time, often over many years. This “strategy” can be successful if approached with

persistence, diligence, and patience. But what about resistance to changing orga-

nizational strategy for the development of talent, assuming support already exists

for Talent Development generally? A good starting point is diagnosis. Why are 

people resistant to change? Think about possible causes.

Reviewing Structure

Structure has long been viewed as important in strategic business planning.

Chandler (1962), the first writer on strategy, hypothesized that decision-makers

in any organization adjust structure once strategy is chosen. Later researchers
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have shown that matters are not as simple as Chandler’s early hypothesis suggests.

Indeed, as Galbraith and Nathanson (1979) have shown, structure can constrain

strategic choice.

Structure refers to a way of organizing work to ensure control and facilitate

purposeful behavior (Gibson, Ivancevich, and Donnelly 1997). It affects behavior

in several ways: First, structure implies allocation of job tasks, duties, and respon-

sibilities in the organization. Each task requires specific knowledge/skills from

individuals and requires interactions with people in related jobs. Second, struc-

ture affects who reports to whom and thus how many and what types of people

are grouped together. The numbers and types of people grouped together affect

how much people communicate with each other, how close together they feel, and

how creative they are. Third, structure affects the level of conflict present in the

work group or organization. Conflict results when two work groups are interde-

pendent or when they differ in goals or perceptions about what is important.

There is little doubt that structure affects both organizational and individual 

performance. What is less clear is how structure affects performance.

Structure is obviously important in implementing organizational strategy for

the development of talent. It can be viewed on three levels: (1) organizational,

(2) departmental, and (3) instructional. Organizational structure means the 

pattern of reporting relationships and duties allocated to departments in the

organization. Department structure is similar, referring to reporting relationships

established within a work group and work duties allocated within the group.

Instructional structure connotes relationships between learning experiences

sponsored by the organization.

Any change in organizational structure can create new learning needs. It is

entirely possible that a radical reorganization will make all prior instructional

planning obsolete. There are several reasons why: First, a reallocation of tasks

changes job duties and thus training that is appropriately focused on jobs or job

categories. Second, as relationships between jobs change, employee education

based on prior career paths is affected. Third, as old work groups are disbanded

and new ones are formed, individuals find that they have to learn not just new

tasks, but also how to interact with new people and how to deal with a new group

purpose. Fourth and finally, as duties are shifted, work groups begin to serve
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external groups in new ways. The effect of a corporate reorganization on the

Talent Development effort is much like throwing a stack of cards up in the air.

Not all changes can be predicted and not all changes will be desirable.

Less-radical reorganizations should be analyzed to determine what tasks,

duties, and responsibilities will be affected and over what time period effects will

be evident. Employees can be trained in anticipation of change so that they know

what to do and when they are expected to do it. They can also be counseled about

changes in their career prospects. Reorganizations of any kind open up new

career paths even as old ones fade away. Clearly, if a work group is being changed,

team building is in order from the outset. The important point to remember is

that any change in organizational structure—including downsizing—creates new

learning needs before, during, and after the change.

Radical reorganizations are traumatic for employees and fraught with poten-

tial dangers for managers. For this reason, they are rarely appropriate, even in 

failing firms. An alternative is to begin with the replacement of key personnel 

such as the CEO and his or her immediate subordinates, and then follow 

that up with gradual retrenchment. Research by Bibeault (1982) revealed that 

a successful turnabout strategy requires, on average, about 7 1/2 years to 

implement. Rather than face this long-term prospect, some corporate managers

prefer more-drastic alternatives, such as selling assets of a failing division (liqui-

dation), spinning off a failing firm (divestment), or selling a division to another

firm (also called divestment). Smaller divisions are more likely to be sold off so

that the corporation can use the cash resulting from a sale to find a better return

on investments elsewhere. Successful divestments occur more often when 

managers in the division participate in the process than when the decision comes

as a surprise to them.

It is worth noting that corporate Grand Strategy can have an impact on talent.

Indeed, mergers, acquisitions, and takeovers can create massive infusions of 

talent to the acquiring organization. Likewise, a divestiture may result in a 

net talent loss. Other Grand Strategies may each bring unique impacts on Talent

Development efforts.

Dramatic changes in organizational structure are rarely appropriate if the

intent is to introduce a radically new product or service requiring methods utterly
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unlike those handled previously by the firm. Perhaps the best approach is to cre-

ate a parallel organization or at least isolate sites where change is being intro-

duced. Human resistance to change is so great that radical changes work best

when a new unit is created, people are socialized in it, and the culture develops

separate from that of the sponsoring organization.

Structural changes within the organization require a review of the WLP

department’s structure. For example, a shift from a centralized and function-

ally structured organization to a decentralized, regionalized organization may 

well create the need for reorganizing the WLP department. There are many 

alternatives:

1. Decentralize and regionalize Talent Development, too. (In effect, elimi-

nate the corporate-level department.)

2. Create informal or formal liaisons in each region who communicate regu-

larly with the centralized WLP department.

3. Separate the duties of a centralized WLP department from duties of

“one-person operations” in each facility or from duties of small bands 

of itinerant WLP “marauders” who move from site to site in each 

region.

4. Create a field operations chief at the corporate level whose job involves

traveling to different regions and reporting back to the corporate-level

WLP department.

5. Create a separate but smaller WLP department within each division or

region that interacts with one-person operations in the field on one hand

and with the corporate WLP department on the other hand.

Matters can become even more complicated if the organization’s change in strat-

egy calls for the introduction of a new project or matrix structure. A project struc-

ture is characterized by temporary work teams assigned to one-time efforts such

as product start-ups. Matrix structures are similar, except that project managers

are equal to division chiefs in status and are not, as in a pure project structure,

of lower status. Project structures are common in turbulent environments or 

in temporary job assignments requiring tight control from beginning to end.

Professionals such as engineers, accountants/auditors, research scientists, and
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even physicians frequently work in project structures. A structure of this kind is

also common in the start-up of a new venture—a new product, a new service, or a

new plant or production facility.

A project environment differs radically from a functional or divisional one.

Each project team works on an issue or assignment utterly unlike anything that is

currently being worked on by others and, in some cases, utterly unlike what has

been worked on before or will be worked on again. Scheduling Talent

Development activities in the classroom is difficult because each team (ranging

from two or three people to as many as several thousand in rare cases) is at a dif-

ferent stage of progress. Time out for the classroom disrupts work schedules

within or between teams.

If a project structure is introduced, WLP practitioners may find they need to

reexamine every facet of their work. If the organization is large enough, classroom

efforts may continue, but they will not be enough. They will tend to attract team

members when they are at a “low point” on a project, not necessarily when they

need instruction. For this reason, it may be appropriate to create outreach efforts

so that WLP practitioners call on project teams while they work. Alternatively,

WLP practitioners may be assigned to project teams. Instructional delivery meth-

ods will have to be geared more to individualized learning such as programmed

instruction, computer-based training, and on-the-job training so that team mem-

bers receive instruction at the work site during slack periods. New hires should be

trained before they are assigned to projects, lest training be sacrificed for pressing

work assignments.

Finally, any change in organizational structure or in organizational strategy for

the development of talent will also require a review of how learning experiences

are sequenced (that is, how the curriculum is structured).

There are different, albeit appropriate, methods of sequencing training,

education, and development. The method of sequencing depends on whether 

the curriculum is subject-centered, goal-centered, experience-centered, or 

learner-centered. On one level, the issue of sequencing seems simple enough:

Learners should be introduced to subject matter or skills in common-sense order,

going from the known to the unknown. Each instructional lesson should thus

build on what precedes it, and should prepare learners for what follows it. This
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approach works well enough for most cognitive (knowledge) instruction. The

WLP practitioner analyzes, for example, a work task and considers three ques-

tions: (1) What behaviors have to be performed? (2) How well does each behav-

ior have to be performed? and (3) What does the learner already have to know or

be able to do before exhibiting the behavior? Answering these questions will help

construct a learning hierarchy, a depiction of what skills or knowledge should

precede others. Hierarchies are useful in sequencing instruction. Learners are

then tested prior to instruction to determine their entry-level skills.

The notion of the learning hierarchy is a powerful one, especially for manual

and technical training at a detailed level. It is not as well or as easily applied for

white-collar workers large blocks of learning, or employee education or develop-

ment. The learning hierarchy does not work for white-collar workers because

analysis of their work requires other methods. Learning hierarchies do not work

for large blocks of learning because the preparation of a learning hierarchy

requires massive amounts of work. Learning hierarchies do not work for

employee education or development because they take place over much longer

time spans than training does.

When WLP practitioners are faced with sequencing large blocks of instruc-

tion over long time periods, they find that much of the literature in the field is no

longer very helpful or relevant. It tends to be too detailed and  designed around

task-oriented instruction. It also tends to be biased toward a bottom-up approach

to instructional design, in which the sequence of activities in each job task is ana-

lyzed as the basis for instruction. Of course, this approach is past-oriented

because it assumes that the ways tasks have been performed will be appropriate

for the future. However, people may find that new, utterly different tasks are not

just necessary, but are required.

How, then, is it possible to sequence large blocks of instruction—say, a dozen

“courses” or a five-year planned group of learning experiences? There are 

several ways (Rothwell and Kazanas 1998):

1. From simple to complex. Begin with job “basics” and keep adding.

2. From particular to general. Start with examples of job duties or activities,

and then draw conclusions to reach generalizations.
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3. From tangible to intangible. Begin with concrete examples, and progress

to abstractions.

4. From one activity to another, related activity, and so on. Treat related tasks

or duties in order.

5. From whole to part. Start with an overall model of job performance, and

then treat each part in isolation.

6. From a brief and incomplete treatment of one topic to a more complete

treatment of another topic to a more in-depth treatment of the first, and so

on. Topics are selectively introduced in a cyclical pattern and reintro-

duced over time. (This is called a spiral curriculum.)

Each approach to sequencing is appropriate under particular circumstances.

The question is, will strategic change affect appropriate sequencing of

instructional experiences over time? If there is a change in organizational strategy

for the development of talent—the way employees and other learners are prepared

over time–a change in the sequencing of instruction may also be necessary.

Reviewing Reward Systems

Behavioral scientists have long stressed the importance of reward systems, the

ways and means by which managers allocate tangible and intangible rewards

according to employee performance, longevity, or other factors. Clearly, reward

systems are important because people do what they are rewarded for doing and

slight what they are not rewarded for doing. Managers do not pay close enough

attention to the consequences of reward systems in Talent Development efforts.

Even before implementation of any change, the reward system should be analyzed

to determine whether it will facilitate or impede. If it will impede change, then the

reward system itself may have redesigned before implementing the strategy.

Types of  Rewards. To diagnose reward systems, it is first necessary to under-

stand what they are. Rewards fall into two broad categories: (1) extrinsic, stem-

ming from actions of other people (examples of extrinsic rewards include salary

increases, achievement awards, and promotions), and (2) intrinsic, stemming

from work or activity itself (examples of intrinsic rewards include pride of 
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accomplishment, increased self-esteem, satisfaction with a job well-done, and joy

at seeing results of one’s hard work).

Intrinsic rewards result from interaction between the individual and work.

Important intrinsic factors include (1) meaningfulness, (2) responsibility, and 

(3) awareness of results (Hackman and Oldham 1975). Meaningfulness denotes

how much individuals view their work as important. Responsibility is associated

with how much individuals feel accountable for work results. Awareness of

results refers to feedback that individuals receive on their performance. To pro-

duce satisfaction, a job must rate high on all three factors (Hackman and

Oldham 1975). It should require varied activities, produce identifiable results,

and influence others. These factors are linked to meaningfulness. The job

should also lead to independence. This factor is linked to responsibility. Finally,

the job should yield feedback on results. This factor is linked to awareness of

results.

Extrinsic rewards should meet five criteria described in classic descriptions

by Lawler (1977) and Burke (1982). The first is significance. Employees must

value the likely rewards stemming from their efforts. The second is flexibility.

Since individuals vary in what rewards they desire, a successful reward system

must allow for individual differences. The third is frequency. The more often

rewards are given and the sooner they follow behavior, the more effective they 

are likely to be. Of course, some rewards lose their value when awarded fre-

quently. The fourth is visibility. Rewards are enhanced when other people know

about them. The fifth is expense. Can the organization afford to give out the

reward?

Learning and Rewards. People learn for different reasons. It is important to

understand why people learn if they are to be motivated and rewarded for it.

In a classic study, Houle (1961) classified adult learners into three general

categories: (1) goal-oriented—people who undertake learning to achieve clear

results or solve a problem; (2) activity-oriented—people who seek social contact

through learning; and (3) learning-oriented—people who think of learning as an

end in itself.

Reviewing Rewards and Changes in Organizational Strategy for the

Development of Talent. The two previous sections have described types of
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rewards and reasons for learning. Use them as a starting point to consider several

questions:

1. How much does your organization presently reward learning in general?

How does your organization specifically reward people for achieving

desired results from training; for preparing for advancement and career

mobility through employee education; for improving the work group,

department, and organization through planned development; and 

for improving relationships between the organization and outside

groups?

2. How much should your organization encourage learning in general? How

much should the organization reward people in the future for achieving

desired results of training; for preparing for advancement and career

mobility through employee education; for improving the work group,

department, and organization through planned development; on for

improving relationships between the organization and outside groups?

3. What gaps exist between the conditions discussed in items 1 and 2?

4. What extrinsic and/or intrinsic rewards can help narrow the gap and

thus help implement the organizational strategy for the development of

talent?

5. What distinctions can be made in the allocation of these rewards 

based on different individual orientations to learning and styles of 

learning?

WLP practitioners should be aware that traditional compensation systems are not

always best for implementing radical changes in organizational strategy for the

development of talent. One promising alternative is skill-based pay, which com-

pensates people for what they learn that is practical and useful for achieving

results. Learning activities are planned by job category, by work group, and by

career intentions. They are organized in “skill blocks,” and employees are

rewarded on the basis of speed and level of mastery. While there are disadvantages

to skill-based pay (difficulties in linking productivity increases to learners, in

using this incentive system for white-collar workers, and in dealing with people

who master all “skill blocks” available to them), it is an idea worth pursuing 
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when implementing radical changes in organizational strategy for the develop-

ment of talent.

Getting Necessary Resources

The ultimate test of management commitment to any plan is the extent to which

resources are allocated to it. Budgeting is thus an important tool in implementing

any strategy. It is the process of converting objectives into resource requests nec-

essary to achieve them. Budgeting typically takes place annually, though some

expensive items such as buildings or high-cost equipment may have to be bud-

geted for over several years.

The aim in this discussion is not to provide a primer on how to prepare an

annual budget for the WLP department. The point of this discussion is instead

that an annual budget should stem from an organizational strategy for the devel-

opment of talent and from long-term Talent Development objectives. For this rea-

son, it is important to look beyond annual budget horizons and consider several

questions. First, what is going to be the complete cost of achieving a strategic

Talent Development objective over the full time horizon of the strategy—five

years, for example? Second, what estimates can be made now of the company’s

financial position over that time period? Will it probably erode over that time

span due to external conditions like new competitors or a weak market position?

Will the Talent Development effort be affected heavily or not so heavily by cut-

backs and growth? Why? Third and finally, would it make more sense to put

higher priorities on some strategic objectives in early annual budgets in a five-year

sequence so that cutbacks later will not be felt so much? If so, what should be

emphasized early on, and what should be emphasized later?

Some WLP practitioners will object that questions like these are not very

useful for them because they must live with budgets imposed from above.

In some organizations that is true: higher-level managers handle budgeting. This

is called a nonparticipative budget process. However, it is probably more the

exception than the norm: most organizations allow at least some negotiation in

the process.
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Communicating about Strategy

Poor communication is a frequent cause for failure in many planning efforts. For

this reason, it is essential to consider communication when implementing organi-

zational strategy for the development of talent. In this context, communication

means conveying information and building support.

Clearly, communicating about organizational strategy for the development of

talent is easiest when the organization has a coherent and unified communication

policy to inform employees and supervisors about such matters as ongoing activ-

ities of the corporation; corporate, business, and HR plans; and sensitive or 

controversial matters.

Without a unified organizational communication policy, there is a tendency

for controversial issues to be skirted or questions about them to be handled

inconsistently by different managers. With such a policy, WLP practitioners 

and line managers have clear guidance on how to communicate about talent 

development generally; how to address supervisory and employee concerns about

changes in training, employee education, and employee development practices;

and how to use various media to communicate about Talent Development.

In organizational settings in which Talent Development is considered an impor-

tant matter, communicating changes about it can easily affect subsequent 

employee acceptance or rejection.

A key goal of an organized communication effort is to overcome the many

barriers to effective communication that exist in the organization. Multiple 

channels of communication are more likely than a single channel to reach the

intended audience and to overcome barriers. Representative downward channels

include placing advertisements or articles of interest on bulletin boards, sending

direct mail to employees or supervisors at home, sending memos to employees or

supervisors at work, placing articles or announcements in company newsletters

and magazines, inserting information in personal handbooks, issuing special pub-

lications such as training catalogs or brochures, holding meetings, holding one-

on-one discussions, and enclosing notices with paychecks. Upward channels of

communication include receiving information from in-house suggestionsystems,

meetings, attitude surveys, one-on-one discussions with supervisors, and
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questions posed by employees through union representatives. Talent

Development activities are also important component in the in-house communi-

cation process and are useful tools in communicating about business plans and

employee performance.

Three specific communication methods can be used most effectively in 

implementing organization strategy for Talent Development: (1) meetings,

(2) training sessions, and (3) advisory/oversight committees.

Meetings. One way to communicate about strategy is to hold meetings to 

discuss it.

Meetings have several purposes. First, they are vehicles for informing 

managers and supervisors about company strategy. Second, meetings garner 

support and motivate participants. Third, meetings provide guidance to 

managers at all levels in the hierarchy. Fourth and finally, meetings allow 

participation in planning processes and provide an avenue for feedback to strate-

gic managers about specific problems impeding progress at the operational level.

Talent Development can be included in the agenda as an issue for discussion

during strategic business planning meetings. Managers and supervisors can then

be asked what training, education, or development would contribute to the imple-

mentation of strategic business plans by building employee competencies essen-

tial to implement those plans. Talent Development priorities can be set and action

plans can be established at that time so that the link between Talent Development

activities and company plans is indisputable.

As an alternative, meetings on organizational strategy for the development 

of talent can be arranged to parallel meetings on strategic business plans.

The advantage of this approach is that more time and effort will be devoted to

Talent Development than when business plans and Talent Development are 

considered together. The disadvantage is that it may be difficult to keep partici-

pants on target in matching up business needs and the skills and training 

necessary to meet those needs when skills are treated separate from business

plans.

Meetings devoted exclusively to the Talent Development effort may also be

scheduled regularly with managers and supervisors at different levels and 

locations. They are useful for identifying future trends or issues affecting the 
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Talent Development effort or specific training, education, or development needs.

Meetings also provide supervisors with opportunities to discuss relationships

between instructional methods and organizational strategy for the development of

talent. Supervisors can brainstorm on problems they encounter as they try to

implement organizational strategy for the development of talent. A major advan-

tage in holding meetings of this kind is that they raise consciousness at all hierar-

chical levels about the importance of business planning and Talent Development.

Meetings also emphasize the value of a unified organizational strategy for the

development of talent, allowing discussion about it and possible modification to

it. When Talent Development activities are not accepted in the organizational cul-

ture, meetings can be a starting point for a long-term cultural change effort to

make Talent Development part of the culture.

Training. Some strategic business plans fail because people do not possess

the necessary skills to make them work or because managers themselves lack

appropriate skills or experience. For this reason, some firms sponsor training

soon after the choice of a new business strategy to build the competencies that

people need to begin implementation.

Training may also facilitate the implementation of organizational strategy for

the development of talent. Several kinds of training may be appropriate. Each

serves a different purpose. Orientation programs focus on questions like these:

What is organization strategy for Talent Development? How does it help operat-

ing managers? What are their responsibilities? Implementation programs focus

on methods of implementing organizational strategy for the development of talent

and on objectives for Organization Development, employee and non-employee

development, education, and training. Simulation programs identify what future

conditions will be like inside and outside the organization, and assess learning

needs based on artificially simulated experience of the future. General training on

planning focuses on issues like the nature of strategic business planning. How is

it used in the company? What are company plans at present? What is the role of

Talent Development, among other functions, in the process of implementing

business strategy?

Training may be developed in-house, jointly developed by company WLP

staff and outside consultants, or developed solely by outside consultants. Steps in
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designing training of this kind are no different from those in any other type of

instruction: (1) identify purpose, (2) assess needs, (3) establish objectives,

(4) prepare tests (if appropriate), (5) develop instructional materials or modify

those available from other sources, (6) pilot-test the training, (7) make final revi-

sions to material, (8) offer the training on a large scale, and (9) evaluate results.

Advisory or Oversight Committees. Another fruitful way to build support

for organizational strategy for the development of talent is to create a standing

advisory committee on employee training, education, and development, or sepa-

rate committees at different hierarchical levels or in different departments. School

systems have long used “committees” in a similar way. In a sense, a school board

is a committee, though it governs like a board of directors. Curriculum commit-

tees have been established at many schools. Similar committees are used to

administer federal training programs for economically disadvantaged or techno-

logically displaced workers. Curriculum committees are also widely used in

higher education.

Similar committees have been suggested for Talent Development (Kruger

1983). They structure participation in setting Talent Development priorities.

They make Talent Development activities more visible; underscore the respon-

siveness of WLP practitioners to needs at many levels; set priorities while allow-

ing for many perspectives and viewpoints; settle jurisdictional issues; and

coordinate activities when solutions are difficult to arrive at, when many special-

ties may be needed, and when broad, long-term support is desirable. Operating

best in organizations with clearly defined department structures, advisory or

oversight committees prove useful in interpreting needs assessment results,

designing curricula at different levels and locations, and setting priorities.

Members of these committees are likely to find committee work useful for their

own development.

There are many ways to establish and run a Talent Development committee.

It is not necessary for a committee to be specially commissioned, though that is 

typical. For example, it is possible to form a committee consisting of all top 

managers—the chief executive and his or her immediate reports. They meet to

establish the long-term direction of the Talent Development effort so that 

organized learning is tied directly to strategic business plans. Alternatively, Talent
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Development issues can be treated during top-level management planning meet-

ings and retreats. Similar committees may be formed at other hierarchical levels

in the organization to ensure that the Talent Development effort is responsive to

needs at those levels.

In establishing a committee, WLP practitioners should take care to (1) clarify

the committee’s purpose and objectives from the outset (a written charter is

helpful—see Exhibit 6–1); (2) select members with great care, consistent with the

committee’s purpose; (3) establish a way of maintaining some continuity on the

committee while, at the same time, ensuring that there is a regular infusion of new

members so that the group does not stagnate; and (4) find ways to feed back 

information for decisions to the committee and feed back results of prior deci-

sions or recommendations of the committee. The most important point is to build 

member involvement while not burdening members with so many demands 

and so much information that they become unable or unwilling to participate in 

decision-making.

Committees on Talent Development should be kept relatively small—between

five and nine members are best.

Members may

❙ Be temporary or permanent

❙ Be insiders, outsiders, or some combination

❙ Be asked to make decisions, offer recommendations, or simply generate

ideas

❙ Be representatives of different groups or limited to people at the same

hierarchical level, from the same location, or in the same occupation

Most committees will be chaired by a member, not by an WLP practitioner.

Chairpersons should be selected for such special skills as the ability to (1) lead 

discussions, (2) create and preserve a psychologically comfortable climate

conducive to group member interactions, (3) select members, (4) attend to

administrative details, (5) prepare meeting agendas, and (6) schedule meetings.

Members should be selected on the basis of their willingness to serve, representa-

tiveness, relative to the purpose of the committee, and competence (Kruger,

1983).
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Exhibit 6–1: Talent Development Advisory Committee

Basic Purpose

The purpose of the Talent Development Advisory Committee is to establish priorities and guidelines for the

selection, scheduling, development, and evaluation of all staff training, education, and development. It shall

provide the Director of Talent Development with advice on selection and scheduling of formal and informal

learning experiences, assist in reviewing and developing instructional content and form, recommend time

frames for delivery of experiences, and evaluate the effectiveness of the Talent Development effort. As an

ongoing advisory committee, its recommendations need to be approved by upper management before being

formally adopted for the entire organization.

General Oversight of the Talent Development Effort

The Talent Development Advisory Committee will provide oversight of the Talent Development effort, devel-

oped by the Talent Development Director and others. The Committee will evaluate the effectiveness of the

Talent Development effort in meeting the organization’s needs. It will recommend necessary revisions, in con-

sultation with the Talent Development Director.

Selection of Experiences 

The Talent Development Advisory committee works with the Talent Development Director each year to select

and schedule training and educational, and developmental activities attuned to organizational needs.

Scheduling of Learning Experiences 

The Advisory Committee works with the Talent Development Director to schedule the offering of learning expe-

riences to members of job categories,to individuals sharing common career aspirations, and to some work

groups in which developmental needs have been planned. It can may recommend time frames for the develop-

ment and scheduling of planned learning activities.

Developing Specifications for Learning Experiences 

The Advisory Committee advises the Talent Development Director in developing specifications for learning

experiences based on staff needs. Such specifications will include: the purpose of the experience; objectives

stated in terms of what employees will be able to do after completion; methods to be used in delivering the

experience(s); and minimum acceptable qualifications for those chosen to lead training courses, serve as career

mentors, or guide developmental efforts.

It is unwise to rush into establishing committees without first assessing 

how much support they will receive and, once the idea is accepted, without

“training” members. Nothing can be so frustrating to committee members as to

propose an idea and learn later that WLP practitioners were unable to accept

their advice because it was not approved by higher-level management or because

necessary resources were not available. It is also unreasonable to expect 
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managers or employees to advise on Talent Development issues that they know

little about. A good briefing on the Talent Development effort and the practices

of the WLP department is a necessary first item in any kickoff meeting of a com-

mittee. Further, if committee members are to provide input on future-oriented

learning needs, they will undoubtedly require instruction on strategic-thinking

skills.

Advisory committees are important. In may respects, they can serve in the

same capacity as strategic business planning committees. They can identify pres-

ent strengths/weaknesses of an organization’s long-term learning efforts, compare

them to expected future demands, and set priorities for planned learning. These

are not matters of minor consequence, nor should they be treated as such,

because they can yield support to guide implementation of the organization’s

strategy for Talent Development in line with business and staffing plans.

Developing Functional Strategies for the Development of Talent

As traditionally discussed in strategic business planning, a function strategy is the

short-term plan for a key functional area in an organization. Functions include

production/operations, marketing, finance, and personnel. The purpose of 

a functional strategy is to translate the organization’s Grand Strategy into specific

strategies for areas of the organization.

We have written elsewhere about the importance of establishing functional

strategies within HR (Rothwell and Kazanas 2002). It is essential to integrate

(Alpander 1982) (1) overall HR Grand Strategy with organizational strategy 

so that personnel initiatives support business plans and (2) the strategy for 

each “activity area” within HR with that of the overall strategy of the HR func-

tion so that each activity area of personnel supports others. These “activity 

areas” include hiring/selection/recruitment, training, compensating, and dealing

with organized labor. The purpose of HR Grand Strategy is an important one.

The steps in formulating HR Grand Strategy resemble those in formulating

strategic business plans, and appropriate HR goals depend on organizational

goals.
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Organizational strategy for the development of talent is an important 

component of HR Grand Strategy because plans for building individual compe-

tencies for the future are closely related to plans for ensuring that the right 

people are in the right places at the right times and that they possess the right

skills.

But within organizational strategy for the development of talent there can also

be functional strategies. They differ in purpose because they focus on different

kinds of change. They also focus on different learners. These functions are

1. Organization development—a long-term effort for changing the culture of

an organization or group

2. Non-employee development—a long-term effort for improving relations

between a business, the general public, or external stakeholders

3. Employee development—a long-term effort for matching up the collective

competencies of a work group and the responsibilities assigned to the

group by the organization

4. Education—an intermediate-term effort for helping individuals achieve

their career objectives, keep abreast of changes in their occupations, and

gain new in sights about themselves

5. Training—a short-term effort for helping job incumbents meet their

responsibilities

Each function is a component of a unified organizational strategy for the devel-

opment of talent. Each contributes, in its own way, to the implementation of that

organizational strategy for the development of talent. Yet each can be distinct

from other functions and can be guided by separately prepared objectives,

policies, and activities. Part IV of this text focuses on each function.

* We use the term HR Grand Strategy to mean plans for all HR activities.
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AAccttiivviittyy  66--11:: Objective-Setting for Implementing Organizational Strategy for the

Development of Talent

Directions: Use this activity to do some brainstorming. For each issue listed in Column 1, describe in Column 2

what long-term outcomes are to be achieved over a five-year time period. Then describe in Column 3 what spe-

cific, measurable outcomes are to be achieved through organized HRD activities in one year. It might be help-

ful to diagram, on separate sheets, the relationship between long-term objectives (in Column 2) and short-term

objectives (in Column 3).
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Column 1 Column 2 Column 3

Issue What long-term outcomes are

to be achieved over a five-year

period?

What specific, measurable out-

comes are to be achieved in a

one-year period?

1. Changes in what the general

public knows about the 

corporation and its

products/services

2. Changes in what key external

stakeholders know about the

corporation and its

products/services

3. Changes in the organization, its

departments, or its work

groups through learning

4. Changes in individuals, so that

they are ready for movements

between jobs

5. Changes in what individuals

know about their present jobs



AAccttiivviittyy  66--22:: Evaluating the Comprehensiveness of an Organization’s Talent

Development Policy

Directions: In Column 1 below, you will find a number of issues that should be covered in an organization’s

Talent Development policy. In Column 2, check whether your firm’s present policy addresses the issue. In

Column 3, describe what changes in Talent Development policy are appropriate in light of any changes in the

organizational strategy for the development of talent.
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Column 1 Column 2 Column 3

Does your organization’s Talent Develop-

ment policy cover:

Response What changes in the Talent

Development policy are appro-

priate in light of the change in

the Grand Strategy for Talent 

Development?

Yes

( ✔ )

No

( ✔ )

1.

2.

3.

4.

5.

The purpose of the Talent 

Development effort as it relates to:

A. The general public?

B. Key external stakeholders?

C. Work groups/departments?

D. Individuals and their careers?

E. Job categories?

The relationship between the

Talent Development effort and

organizational purpose, goals, and

objectives?

Responsibilities of

A. Managers at each level for

Talent Development?

B. Employees for Talent

Development?

Under what circumstances that

Talent Development policy should

be changed?

The needs to be met through the

Talent Development effort?

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )



AAccttiivviittyy  66--22:: (continued)
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Column 1 Column 2 Column 3

Does your organization’s Talent 

Development policy cover:

Response What changes in the Talent

Development policy are appro-

priate in light of the change in

the Grand Strategy for Talent

Development?

Yes

( ✔ )

No

( ✔ )

6.

7.

8.

9.

10.

How to finance the Talent

Development effort?

How to staff activities conducted

for Talent Development?

How top managers should be

involved in the Talent Development

effort?

How managers and employees at

lower levels should participate in

planning for the Talent

Development effort?

Other matters? List other important

issues:

( )

( )

( )

( )

( )

( )

( )

( )

( )

( )



AAccttiivviittyy  66--33:: Leadership and Implementation of Organizational Strategy for the

Development of Talent

Directions: .As in the two previous activities, use this activity to do some brainstorming. In Column 1, consider:

Who are the key leaders? In Column 2, consider: How receptive are these leaders to changing organizational

strategy for the development of talent? In Column 3, consider: How can these leaders be persuaded of the

value of a new organizational strategy for the development of talent? Write notes to answer these questions

in the space below each question.
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Who are the key leaders? How receptive are these lead-
ers to changing organizational
strategy for the development
of talent?

How can these leaders be per-
suaded of the value of a new
organizational strategy for the
development of talent?



AAccttiivviittyy  66--44:: Rewards of Implementation of Organizational Strategy for the

Development of Talent 

Directions: Use this activity to think about rewards and organizational strategy for the development of talent.

Go through each of the following sections and answer the questions. Use additional paper if necessary.

I. Present Rewards

1. How much does your organization presently reward learning (generally) and each of the following

(Particularly)?

A. Achieving desired results from training?

B. Preparing for career mobility through planned employee education?

C. Improving the work group through planned development?

D. Improving relations between the organization and external groups?

II. Future Rewards

2. In the future, how should your organization encourage:

A. Achieving desired results from training?

B. Preparing for career mobility through planned employee education?

C. Improving the work group through planned development?

D. Improving relations between the organization and external groups?

III. Identifying Gaps

3. What gaps exist between the conditions discussed in items 1 and 2?

IV. Rewards

4. What extrinsic and/or intrinsic rewards can help implement the organizational strategy for the develop-

ment of talent? Who should be rewarded? How?
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AAccttiivviittyy  66--55:: Budgeting and Organizational Strategy for the Development of Talent 

Directions: Answer the questions in each section. Use additional paper if necessary.

I. The Complete Cost

1. Have you considered the long-term costs of implementing the organizational strategy for Talent 

Development? If not, prepare a five-year budget for the Talent Development effort. (Use additional paper

as necessary.)

II. External Conditions

2. What estimates can you make of the company’s financial condition over a five-year time period?

A. Will this position erode? If so, why?

B. How will the Talent Development effort be affected by the company’s financial position? Why do

you think it will be affected (if at all)?

III. Priorities

3. What priorities should be assigned to each initiative described in the budget?

250 The Strategic Development of Talent



AAccttiivviittyy  66--66:: Communicating about Organizational Strategy for the Development of

Talent 

Directions: Answer the questions in each section. Use additional paper if necessary.

I. Present Communication

1. How well are issues associated with the Talent Development effort being communicated to 
supervisors and employees in your organization? 

II. Future Communication

2. How do you think issues associated with the development of talent should be communicated to 
supervisors and employees in your organization in the future?

III. Important Issues

3. What Talent Development issues are most important to communicate about in the future? To whom
should this communication be directed?

IV. Channels

4. Through what channels should information about Talent Development be communicated in the future?

Why?

Implementing Organizational Strategy 251



AAccttiivviittyy  66--77:: A Case Study on Implementing Organizational Strategy for the

Development of Talent

Directions: Read the case below and answer the questions that follow.
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The Worthington Corporation* is a fully diversified, multinational manufacturing firm that produces consumer

electronics goods such as televisions, compact disc players, videotape machines, and cassette tape recorders.

Worthington’s largest manufacturing facilities are located in Taiwan and Korea. Marketing, research and

development, and finance are handled through the firm’s large corporate headquarters complex in Duluth,

Minnesota.

Worthington established a corporate-level Talent Development Department at the Duluth headquarters only

ten years ago. The firm has historically leaned toward decentralization. Prior to 1977, all Talent Development

activities were handled on-site (at plants or at the corporate headquarters). 

Worthington employs 35 professional Talent Development practitioners at corporate headerquarters. Most of

them hold doctoral degrees in Talent Development or instructional technology. Corporate headerquarters

offers management, executive, engineering, and other high-level training seminars in a new $6 million train-

ing complex. In addition, the corporate-level Talent Development department produces professional video-

tapes, computer-based training software, and other instructional resources for use in company plants abroad.

Though the corporate-level Talent Development department offers the highest-cost seminars on-site, each

plant is staffed by at least one experienced Talent Development practitioner. Typically reporting to a plant’s 

HR manager, each Talent Development practitioner at a company facility prepares an annual training and 

development plan for the facility. Coordination between line managers and Talent Development practitioners

at all levels is essential to avoid expensive overlapping of training.

Worthington does not conduct comprehensive HR Planning. No attempt is presently made to integrate 

company recruitment, Talent Development, compensation/benefits, or other HR activities.

Worthington does plan strategically at the corporate level. However, the chief focus of these plans is on future

markets, company financial condition, and product lines. No attempt is made to draw conclusions about human

skills needed or available to carry out these plans.

Worthington faces stiff competition from foreign firms, some of which enjoy substantially lower labor costs

on goods produced. However, Worthington possesses a well-known corporate name worldwide. Company

management plans to expand and automate manufacturing facilities, increase expenditures on marketing and

research and development, and decrease labor costs. The corporate Talent Development department will

receive more resources and staffing—perhaps as much as 50 percent more resources over the next few years.

That is most unusual in a firm that is (generally) decreasing its staffing levels worldwide.

Assume that you are hired as an external consultant by Worthington’s corporate-level Talent Development

department to help establish an organizational strategy for the development of talent. 



AAccttiivviittyy  66--77:: (continued)

Directions: Read the case below and answer the questions that follow.
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Questions

1. Prepare a list of questions about the purpose of the Talent Development Effort to use in an initial inter-

view with the corporate-level Director of Talent Development. What should you want to know about the 

purpose?

2. What problems are created by the lack of a company strategic business plan and comprehensive HR

plan? What can be done to overcome these problems, assuming that the corporation will not change its

planning methods?

3. How can you develop a comprehensive list of Talent Development-oriented strengths/weaknesses and

threats/opportunities facing Worthington? Discuss how you would prepare such a list.

4. Consider the range of organizational strategies for Talent Development available to Worthington. List

what they are and discuss what each one means. What problems, if any, can you foresee in attempting

to formulate and implement an organizational strategy for the development of talent in the Worthington

Corporation? How do you suggest handling each problem?

* A fictitious company





FUNCTIONAL SSTRATEGIES FFOR TTALENT

DEVELOPMENT 

Most managers, HR practitioners, and HRD or WLP practitioners

are quite familiar with functional strategies for talent development.

The reason is that they have had grounding in carrying out

Organization Development (OD) interventions, employee develop-

ment programs; or employee education programs. These are called

functional strategies for talent development because they are

approaches or methods by which to implement organizational strat-

egy for the development of talent. This part deals with these and

other functional strategies for talent development.

Part Four consists of five chapters.

Chapter 7 on organization development defines OD, explains

how it is distinguishable from other change methods, reviews how

OD can relate to organizational learning, describes typical problems

with OD interventions, and introduces strategic OD as a means by

which to implement organizational strategy for the development of

talent.

Chapter 8 focuses on non-employee development—talent devel-

opment efforts directed at stakeholder groups rather than to

employees. This chapter defines non-employee development, sum-

marizes how to carry it out, and shows how it can play an important

role in implementing organizational strategy for the development of

talent.
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Chapter 9 is about long-term efforts to develop employee talent, such as rota-

tion programs, action learning, and informal learning projects. The chapter

describes some of these methods and shows how they play a key role in imple-

menting organizational strategy for the development of talent.

Chapter 10 focuses on employee education, which prepares individuals for

vertical advancement (up the chain of command) or horizontal advancement

(along a continuum of professional abilities). The chapter defines employee edu-

cation, explains the part that it can play in organizational strategy, and offers

advice about how to carry it out.

Chapter 11 focuses on employee training. The chapter explains what training

means, what it is intended to do, and how it can be carried out. It also emphasizes

the role it can play in organizational strategy for the development of talent.
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ORGANIZATION DDEVELOPMENT

This chapter deals with preparing groups of people for the future by

changing organizational culture or group norms. This process of

change is called Organization Development (OD).

Definition of Organization Development

OD connotes more than its literal meaning of “fostering long-term

growth of an organization and people within it.” Instead, it means

a process that applies behavioral science knowledge and prac-

tices to help organizations achieve greater effectiveness, includ-

ing increased financial performance and improved quality of

work life. OD . . . focuses on building the organization’s ability to

assess its current functioning and to achieve its goals. Moreover,

OD is oriented to improving the total system—the organization

and its parts in the context of the larger environment that affects

them (Cummings and Worley 2001, 1).

OD means “a systemwide application of behavioral science knowl-

edge to the planned development, improvement, and reinforcement

of the strategies, structures, and processes that lead to organization

effectiveness” (Cummings and Worley 2001, 1).

OD focuses on long-term change that is compatible with what

top management wants. It does this in the context of work groups or

work teams, and is often carried out by an external consultant as 
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a catalyst for change, who uses using specialized techniques drawn from such

behavioral sciences as sociology, psychology, political science, archaeology, and

cultural anthropology.

How Is Organization Development distinguishable from other

change methods?

There are three very general approaches to change in any organization (Chin and

Benne 1969).

The first approach to change is through persuasion. The goal of persuasion is

to convince people to change because there is some benefit to them by doing so.

Since people act out of self-interest and are keenly interested in what’s in it for

them, they will change if they see a benefit from doing so.

The second approach to change is through coercion. The goal of coercion is

to frighten people into changing. Out of sheer fear for the consequences of not

changing, they will change.

The third approach is through education. The goal of education is to show

people new ways of behaving and creative approaches to solving problems.

People will change when they know how to do so.

OD is directed to bringing about long-term change through learning that is

done in group settings. It is thus based on an educational approach to change.

Unlike employee development, it is directed to changing culture—the elusive,

often unarticulated and taken-for-granted standards and norms of appropriate

behavior in an organizational or group setting.

What Is the Relationship between Organization Development and

Organizational Learning?

The essence of strategic planning and thinking is the awareness of  how future con-

ditions can or should be factored into present decisions or past actions. Strategy-

making helps avert problems or seize opportunities that might arise at a future 

time and that are consequences of external trends, events, or conditions over 
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which managers in one organization have little control. In short, strategic planning

is based on adapting to and even anticipating external environmental change.

Learning is one means, though not the only means, for individuals and groups

to adapt to external change. While WLP practitioners typically devote much

attention to such individually oriented change efforts as employee training and

education, it is clear that organizations and work groups also “learn.” Though

neither organizations nor groups “learn” in precisely the same way as individuals,

they are human institutions and are influenced by phenomena to which individu-

als are subject.

It is time that WLP practitioners begin to adopt a broader, more strategic view

of their role: they are agents who facilitate learning for organizations and work

groups as well as for individuals. Viewed from this broader standpoint, OD can

be interpreted to mean any planned learning activity intended to help groups

adapt to future external environmental demands.

The Work Group. The work group consists of an employee, the

employee’s immediate supervisor, and other employees who work together.

They share common work space and are placed in close enough physical prox-

imity to interact socially. French and Bell (1984) call this the family group, the

intact and relatively permanent team consisting of employees and their imme-

diate superior.

Much attention has been devoted to individual performance in team settings

and, more generally, to group dynamics. The latter term refers to the interactions

of individuals in a group. Many influential thinkers in the behavioral sciences

stress that group change is a means of facilitating individual and organizational

change. For example, Lewin (1951) pointed out in a classic description that work

group norms—the unspoken and often unexamined beliefs about how individuals

should behave—pose barriers to change because if individual behavior is at odds

with group norms, the individual will be pressured by group members to conform

to accepted practices. When individuals do not conform, they are punished or

ostracized by peers. Chris Argyris (1962) discussed the relationship between the

individual and the organization, asserting that the hierarchical nature of most

groups and organizations forces individuals into passive and dependent roles. In

frustration, they leave the organization, seek freedom through acquisition of more
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power, withdraw mentally from the job, or form new groups such as unions to

fight for their interests.

The nature of work groups varies substantially, depending on how tasks are

carried out in the organization. In some settings, individuals work closely with

others to achieve a common goal. For example, a product manufactured on an

assembly line is handled by many people. Nor is team work restricted to blue-

collar settings: it is common enough among doctors, lawyers, and accountants.

On the other hand, some work is solitary and highly individualized, such as that

of the medical research scientist.

A second important issue has to do with organizational structure. Managers

in most organizations have considerable freedom to determine how work will be

divided among various groups and, indeed, what kinds of groups and how 

many of them will exist. Beyond that, jobs within each group vary widely and 

contribute to pressures favoring or impeding cooperation.

Groups share common characteristics (Gibson, Ivancevich, and Donnelly

1997). First, individuals are accorded status within a work group based on the

authority associated with their positions and such individual characteristics as

educational level, experience, age, and relationships with superiors. Second,

groups vary in cohesiveness, a force pulling members together as a group and away

from other groups. Third, all groups have norms. These are standards of conduct

that are rarely articulated, but pervasive in their influence. They arise as groups

are formed and are sustained through socialization, the process by which new

members are inducted to a group. To remain a group member, an individual must

behave in ways consistent with group norms. Fourth, all groups manifest three

types of leadership behavior: behavior concerned with task accomplishment;

behavior concerned with preserving good interpersonal relations between group

members; and behavior not relevant to group needs (Benne and Sheats 1948).

How leaders behave exerts considerable influence on group performance and

morale (Fiedler 1972; Tannenbaum and Schmidt 1973). Fifth, members of any

group adopt roles—patterns of behavior associated with their jobs and with group

allegiance. Individuals receive messages from others about how they are expected

to behave and, in turn, send messages about roles through words and deeds (Katz

and Kahn 1978). Behavior inconsistent with the role expectations of others
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excites comment and, perhaps, sanctions by the work group or its leader.

Individual performance in jobs affects group performance that, in turn, affects

organizational performance (Gibson, Ivancevich, and Donnelly 1997).

Work groups, like individuals and organizations, progress through predictable

life cycle stages in which some concerns dominate others. A group’s stage of devel-

opment is important because it affects productivity and the learning experiences to

which the group is susceptible. Stated rather simplistically, the stages are (1) cre-

ation, (2) communication, (3) production, and (4) fixation (Gibson, Ivancevich,

and Donnelly 1997). In the first stage, new members meet for the first time. They

are not necessarily familiar with either the work task confronting them or with each

other. In the second stage, group members interact to deal with the task con-

fronting them. They often rebel against the task and against authority figures.

They sort things out and learn how to deal with the task and with each other. In the

third stage, group members resolve initial problems with what should be done and

how group members should get along with each other. They devote their energies

to the task/problem and cooperate with each other. In the final stage, group mem-

bers become fixated on certain ways of doing things and ways of interacting.

Norms regulate group member behavior, often to the point that fresh approaches

are stifled. Indeed, members may be subject to groupthink, a general unwillingness

to innovate when it means increasing intragroup conflict (Janis 1973).

The stages of group development are most keenly felt in organizations where

there is a project or matrix structure in which heterogeneous teams are forced

temporarily; where there is rapid turnover in leadership, or where there are start-

up efforts of any kind. As Exhibit 7–1 illustrates, some change efforts are particu-

larly appropriate in each stage of group development.

Organizational Learning. There are some key similarities and differences

between individual and organizational learning. An individual has limited experi-

ence and finite knowledge, skills, and memories. On the other hand, an organiza-

tion is characterized by (1) a broad store of experiences composed of aggregate

individual experiences over time—not just present employees, but all past

employees who have “left their mark;” (2) a much broader store of knowledge and

skills than possessed by one person; and (3) an institutional memory made up of

a “hard component” embodied in job descriptions, organizational structure,
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EExxhhiibbiitt  77–11:: Appropriate Group Development Efforts by Phase of Group

Group Phase Brief Description of Group Phase Group Development Effort 

Creation ❙ Members meet for the first time. ❙ The supervisor should focus attention

❙ Productivity is predictably low on what is to be done and provide 

because group members are specific, concrete directions as much

uncertain of what to do and how as possible.

to interact.

Communication ❙ Members of the group learn how ❙ The supervisor and/or change agent 

to interact. should facilitate group interaction and 

help members of the group establish 

roles and work methods.

Production ❙ This phase of group development ❙ The supervisor and/or change agent 

is characterized by the highest should allow group members to

level of productivity. participate to the extent they wish to 

do so, in decisions affecting them.

Fixation ❙ Group norms are fixed and may ❙ The supervisor and/or change agent 

suffocate innovation. should initiate teambuilding and team 

development efforts and foster 

constructive reviews of existing group 

interaction and work methods.

policies, and procedures, as well as a “soft component” embodied in stories,

myths, and legends about what works and what does not. An organization is rel-

atively permanent and possesses a history distinct from that of individuals. Work

groups share this characteristic with organizations.

However, there are two similarities between individual and organizational

learning. First, learning stems from a perception of need, a sense that something

is not as it should be or that something will change in the future; and second,

learning is influenced by past experience. For organizations and groups, needs

pinpointed by managers provide a basis for action. Not all needs have to do with

individual competencies,–but many do. That is why organizational strategy for

the development of talent that is focused on meeting learning needs and building 

competencies, is so important in strategic business planning. However, experien-

ces guide assessments of need and interpretations of what is worth knowing or

doing. Like individuals, organizations change what they do based on experience.

262 The Strategic Development of Talent



Organizational or group culture is the embodiment of experience. It is the sum

total of what has been learned. It influences how individuals behave and how they

are socialized as they become members of the organization.

OD efforts are geared to changing culture and thus to facilitating organiza-

tional learning (Senge 1990). Since strategic business plans may require cultural

change for successful implementation, OD efforts are capable of facilitating orga-

nizational and group change in line with strategic needs.

Methods Associated with Organization Development

Traditionally,OD has been based on action research. Different OD change efforts,

called interventions, stem from action research and are chosen on the basis of need.

Space here does not allow for an exhaustive treatment of these subjects, but

they are important for WLP practitioners to know about because implementation

of a large-scale, integrated organizational strategy for the development of talent

can be treated as an OD intervention. Another reason is that implementation of

strategic business planning methods generally and one strategic plan specifically

may require cultural change of the kind handled best by OD.

Action Research. Both an approach to change and an approach to organized

learning, action research is a process comprising a specific, ongoing chain of

events. It is an approach to problem-solving.

Action research stems from work of John Collier and Kurt Lewin. Collier

learned from experience that cooperation is essential to success in any change

effort. Lewin believed that research of value to practitioners is very important, a

way of linking action and reflection or linking creative problem-solving to work

activities.

Action research is a cyclical process. The first step is a perception that

change is needed. This perception is often triggered by crisis. The second step is

a realization that outside consultants, drawn from another part of the organiza-

tion or from outside, are needed to facilitate the change effort. Outsiders are

chosen because they are not bound by the chain of command in the same way as

insiders.
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From that point on, the steps in action research are clear enough:

1. Define the problem. What needs to be changed?

2. Collect information. What facts can be found about the problem? How do

people feel about it?

3. Provide feedback. What information has the consultant collected about the

problem? How can it be fed back to managers and employees to help

them diagnose the problem and take corrective steps?

4. Plan action collaboratively. On what plan of action, based on feedback,

can managers, employees, and the consultant agree?

5. Take action. What steps are taken to correct the problem previously diag-

nosed?

6. Assess results. What outcomes resulted from the action?

7. Provide feedback. What information has the consultant collected about the

problem and about the results of steps taken to correct it?

8. Plan action. What further steps should be taken?

These steps continue indefinitely, as shown in Exhibit 7–2.

EExxhhiibbiitt  77–22:: The Steps in the Action Research Model
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Action research is fundamentally an approach to experiential learning (Kolb

1984). The Lewinian action research model uses “immediate concrete experience

as the basis for observation and reflection. These observations are assimilated into

a ‘theory’ from which new implications for action can be deduced. These implica-

tions then serve as guides in acting to create new experiences” (Kolb 1984, 21).

Group learning results from collective or individual experiences.

OD Interventions. An intervention is a change effort. Psychologists use

intervention to mean a therapeutic change effort. Chris Argyris (1970, 15) pro-

vides the classic definition: “To intervene is to enter into an ongoing system, of

relationships, to come between or among persons, groups or objects for the pur-

pose of helping them.” OD interventions are undertaken to produce desired

change in line with objectives for change established by members of

the organization. By definition, an OD intervention is highly participative and

collaborative.

Let’s look at three ways to think of OD interventions. First, they can be clas-

sified on the basis of, what is to be changed. According to one typology, the least

complex OD interventions are directed to changing elements of the formal

organization (the public, rational, and observable) such as structure, policies,

employee appraisal, and management attitudes/skills. More complex interven-

tions are directed to changing the informal organization (the private, affective,

and unobservable), such as behavior within or between groups or between 

individuals.

Second, OD interventions can be classified by who is to be changed. Some

interventions focus on individuals; some focus on groups of two or three people;

some focus on interactions within teams or groups; some focus on relations

between teams or groups; and some focus on an entire organization. Of course,

even broader interventions are possible and can include industry-wide change,

cross-industry change, and even global or planetary change (such as diplomatic

efforts to address the problem of global warming).

Third, interventions can be classified by what methods of change are empha-

sized. Some interventions rely on feedback; some rely on changing norms; some

rely on improving communication; some rely on working through differences

using confrontation; and some rely on training or employee education.
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Many OD interventions can support change and help meet objectives

planned to bring it about. They include (1) the role analysis technique, (2) inter-

personal peacemaking, (3) process consultation, (4) team building, (5) survey-

guided development, (6) the organizational mirror, and (7) strategic planning

interventions.

The role analysis technique (RAT) deals with group-performance problems in

which members face unclear or conflicting role expectations from their col-

leagues. A role is, of course, the behavior associated with a job or position in a

group or an organization.

Roles arise naturally in group settings as members learn how to approach

work tasks and interact with each other. During the early stages of group develop-

ment, the roles of all members are unclear. Productivity is predictably low until

both task and group process issues are worked out. New group members confront

a similar problem in that existing group roles have already been established, but

newcomers do not know what they are. For example, an individual trained in

accounting has a general idea of what to do, but is not necessarily aware of 

specific job requirements or the modes of interaction between people in one

organization.

Individuals enter work settings with their own expectations about their roles

and the roles of others. How they behave and what they say about their jobs send

role messages to other people, who respond by providing feedback about those

messages that may subsequently influence behavior (Katz and Kahn 1978). When

the behavior of role incumbents clashes with the expectations of others, they are

sure to hear about it. Some individuals will then modify their behavior to match

the expectations of others; some will try to change the expectations of others; and

some will ignore or misperceive role feedback at odds with their expectations.

Generally, aggressive or self-satisfied individuals will not modify their role behav-

ior to satisfy others (Katz and Kahn 1978).

To apply the role analysis technique, a role incumbent lists role expectations

in a group setting. Then group members list what they expect from the 

incumbent. They negotiate the lists, arriving at consensus. The process is con-

tinued in round robin fashion until each role incumbent in the group has been

discussed.
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An alternative to face-to-face group discussion is a modified delphi procedure

in which individuals are surveyed about the roles of other group members and

themselves. Of course, there are practical limitations to this method: It will not

work for groups exceeding eight or nine people because large groups produce

voluminous data, and those data are difficult to feed back.

If the role problem stems from a difference in perceptions between the indi-

vidual and the supervisor, then it can be handled during the employee appraisal

process. Using the job description, the supervisor and the individual separately

prepare narratives about what the individual is to do. They then meet to compare

notes and work out differences.

The value of the RAT in implementing organizational strategy for the devel-

opment of talent should be apparent. A long-term change in strategic business

plans may require the creation of new groups, changes in individual role behav-

ior, and changes in role behaviors within existing groups. The RAT may thus be

used to compare present with desired future roles as a tool for pinpointing indi-

vidual and group learning needs.

Interpersonal peacemaking is a fancy name for a process of resolving 

destructive conflicts between two or more individuals. On occasion, it is 

also appropriately used in resolving destructive conflicts between two or more

groups.

Note the emphasis on the word destructive in the previous paragraph. Not all

conflict is necessarily destructive. Indeed, constructive conflict is an important

ingredient in individual and organizational learning and innovation, but only if it

occurs in a mutually supportive and nonthreatening environment.

Walton (1969) provided the classic description of interpersonal peacemaking.

The change agent brings together two or more conflicting individuals or groups;

focuses on the feelings of individuals or group members, encouraging them to

explain the sources of their feelings; summarizes, underscores, and encourages

feedback; and helps individuals establish common grounds for future under-

standing and interaction. By drawing attention to the importance of interpersonal

relations and providing a structure by which to improve relations between con-

flicting groups or individuals, this intervention can be an important tool for OD

practitioners.
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In implementing organizational strategy for the development of talent, there

may be a use for interpersonal peacemaking when relations between two indi-

viduals negatively affect organizational goal achievement—particularly two

supervisors or managers. In some cases, a manager resists plans when a rival

advocates them. In such cases, an interpersonal peacemaking intervention may

be in order.

Process consultation is an OD intervention focusing on how people interact.

Process refers to the ways of interacting between two or more individuals or groups.

It is distinct from work methods, which are what people do to get the work out.

Interactions between people clearly affect work methods, just as work methods

influence interaction. In short, how people interact influences their productivity

and their willingness to be open and honest.

Let’s take meetings, for example. If interpersonal relations are poor, there is a

good chance the meeting will not be productive. People sit around in silence, not

wishing to provoke confrontation. One person may dominate the discussion,

interrupting others or undercutting what they say. If a supervisor leads the discus-

sion, he or she may dominate it and assume that silent listeners acquiesce.

In process consultation, change agents participate silently in group activities.

They observe what is going on and how group members interact. A passive con-

sultation strategy involves (1) providing feedback about what consultants observe

during the group experience after it occurs; (2) helping group members focus

their attention on their behaviors in dealing with others; and (3) helping partici-

pants establish their own plans for improvement. In short, consultants silently

monitor activities, but focus group attention on process issues at the end.

An active process consultation strategy is somewhat different. Consultants

participate fully in group activities, but focus their attention on group interaction

during those activities. They may call a “time out” during a task and ask group

members to express how they are feeling about themselves, their behavior, the

task, the group, or something else that seems to be impeding progress.

Process consultation helps produce behavioral change through immediate

and concrete feedback. Some process consultants may go further and model or

demonstrate appropriate behavior for group members, coach participants, or ask

group members to role play.
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Process consultation can modify behavior when interpersonal relations are

inconsistent with requirements for interdepartmental cooperation in line with

strategic business plans. Process improvement techniques may prove useful in

settings like strategic planning or talent development planning meetings, where

group interaction tends to influence outcomes and decisions.

Team building, sometimes called team development, is the general name for

many OD interventions. Geared to change at the work group level, it is perhaps

the single most important OD intervention. The work group is crucially impor-

tant in establishing norms of behavior that can facilitate change. Team building is

undertaken to improve group performance and the interpersonal relations of

group members.

Team building can only be used in group settings where members share at

least one common goal and cooperative group behavior is essential to individual

achievement. Moreover, there must be an up-front determination that a problem

in group performance stems from group interaction, rather than from a lack of

individual motivation or knowledge. As Dyer (1977, 35) explains in a classic

treatment of team building, “a Program should not begin unless there is clear evi-

dence that a lack of effective teamwork is the fundamental problem. If the prob-

lem is a group issue, a technical difficulty, or an administrative foul-up, team

building would not be an appropriate change strategy.”

Generally, team building is appropriate for any newly formed group. With

existing groups, it is also useful in clarifying member roles, establishing priorities,

examining or improving patterns of member interaction, examining or improving

group decision-making and problem-solving, allocating tasks, improving work

operations, and planning learning experiences for people in the work group.

Assuming that a team development effort is needed and managers are willing

to devote adequate time and resources to it, the first step is the choice of a change

agent to facilitate the process. While every supervisor is in a sense a change agent,

not all supervisors are ideally suited to lead team development efforts or, for that

matter, any OD intervention. One reason is that they may not possess the neces-

sary competencies (see Rothwell, Sullivan, and McLean 1995). Another reason is

that they are associated with the existing organizational hierarchy of authority,

group culture, and status quo. For both reasons, an external change agent (drawn
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as an internal consultant from another department or brought in from outside the

organization) is probably appropriate in most cases.

After a consultant is chosen, the intervention begins with a meeting in which

group members discuss the organization, hear from the consultant about team

building in general, and formulate a dream of the group’s future that they would

like to make a reality. From there, they establish change objectives and, over a long

time period, focus on solving problems and implementing solutions. These steps

parallel those in the group life cycle.

Shorter-term interventions may be carried out to achieve a single purpose,

such as setting goals or priorities, allocating work, examining and improving spe-

cific procedures or processes, and clarifying role relationships between team

members. In these instances, one meeting may suffice to rectify a problem.

Team building is a powerful OD intervention. It can be used in several ways

that are related to strategic business planning and organizational strategy for the

development of talent.

Top managers should operate as a team. The chief executive and immediate

subordinates constitute a work group. A team-building effort carried out with this

group can have far-reaching consequences, including improved relations and a

greater willingness to work together effectively. These changes can ripple

throughout the organization and contribute to increased creativity, improved

cooperation, and more-effective organizational planning.

Team-building efforts can have similar benefits at all levels of an organization

if handled properly. Indeed, there is potential to use team building to generate

new ideas of use as the future unfolds in the present, foster joint planning among

group members for talent development activities, and provide a structure to help

identify and work toward realizing new individual and group roles in line with

strategic business plans. In these ways, team building may serve as a tool for for-

mulating and implementing organizational strategy for the development of talent

and strategic business plans.

Survey-guided development is useful in changing the culture of an entire

organization or any component of it, but is not generally applicable to individual

change efforts. Survey-guided development stems from the enduring work of

Rensis Likert (1967). He found that employee attitude surveys are not useful by
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themselves to create an impetus for organizational or group change unless they are

paired with feedback and joint planning efforts.

One of Likert’s important contributions to OD was a technique called the

interlocking conference. This technique is simple but powerful. The results of an

attitude survey are fed back to members of the organization through special meet-

ings. A change agent meets first with the chief executive and his or her immediate

subordinates to summarize survey results, help participants in the meeting pin-

point areas requiring action and prioritize those areas, and lead meeting partici-

pants to devise concrete action plans for organizational improvement. Following

this initial meeting, subsequent meetings are held at successively lower levels, but

always in work groups consisting of supervisors and their immediate subordi-

nates. The meetings are “interlocking” in that all supervisors are members of two

groups: one group consisting of their superior and peers, and a second group

consisting of their subordinates. Through these meetings, plans made at higher

levels are factored into plans at lower levels in a collaborative, long-term, and far-

reaching improvement process.

While survey-guided development takes a long time, it does improve prob-

lem-solving because groups tend to do better than individuals in solving complex

problems (Rosenberg 1983). It also increases participation of employees in deci-

sions affecting them, and clarifies the direction of organizational efforts. These

benefits are quite important for establishing and implementing strategic business

plans and organizational strategy for the development of talent. Planning is an

activity from which all can benefit.

The organizational mirror is another OD intervention, primarily useful for

departments or work groups (Fordyce and Weil 1971). Information is collected

and fed back to group members about how others in the organization perceive

them. The organizational mirror can also reveal how group members perceive

themselves. In short, it reflects group image so that group members can use that

information as a starting point for corrective action.

Several approaches can be used in carrying out this intervention. People in

the organization are contacted about their perceptions of one work group, or

through written questionnaires, phone surveys, or selected interviews. Surveys

can be scaled or open-ended.
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One place to begin is with the group or department being examined. Group

members are asked such general, open-ended questions as these:

❙ What is the primary purpose of your group?

❙ How does your group contribute to achieving organizational objectives?

❙ In your opinion, what are the chief strengths of your group? What are its

chief weaknesses?

❙ What trends outside the organization will have the greatest impact on

your group in three to five years?

❙ What trends inside the organization but outside the work group will prob-

ably have greatest impact on your group in three to five years? Why do

you think so?

❙ What should your group do to take advantage of future opportunities

stemming from trends outside the organization and to avert future threats

stemming from trends outside the organization?

❙ What should your group do to take advantage of future opportunities

stemming from trends inside the organization but outside your work

group and to avert threats stemming from trends inside the organization

but outside your work group?

As an alternative, questions can focus on the quality of group decision-making,

communication, problem-solving, and conflict resolution methods. Group mem-

bers and those outside the group are separately surveyed. The results stimulate

planning.

The organizational mirror gives group members a means to compare their

view of the group to the way it is viewed by others. Major differences stimulate

insights and interest in taking corrective action.

Sometimes differences in viewpoint stem from conflict. Any two groups in an

organization can potentially be in conflict. As the level of conflict increases, group

members close ranks and exhibit the characteristics of highly cohesive groups

(Janis 1973): First, the development of an ideology. Group members moralize

about what they do and how much better it is than the behaviors of others.

Second, stereotyping. People in other groups are seen as a mass rather than as

individuals. Third, low tolerance for self-criticism or new ideas. Members grow
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intolerant of internal group conflict, even those that are constructive, if they are

engaged in conflict with external groups.

Conflicts stem from many causes. Generally, any one group will be in conflict

with all others it is in contact with, a principle called the law of interorganizational

conflict. Common sources of conflict stem from interdependence (the degree to

which two groups must rely on each other) and from differences in goals (the

results sought by each group).

While some conflict is desirable because it prompts innovation, much conflict

is counterproductive to organizational performance and morale. Degrees of

acceptable conflict differ across groups and organizations. When conflict

becomes too great, you will see the symptoms of increased turnover, strident com-

plaints, union grievances, and perhaps even sabotage.

The organizational mirror uses conflict as a starting point for change.

The change agent’s role in this process is an important one, because group

members may become defensive, hostile, and unwilling to accept viewpoints that

conflict with their own idealized images of the group. They must be led by others 

to accept responsibility for who they are and how they are viewed. A change 

agent begins this process by reporting the perceptions of others, both good and

bad.

The organizational mirror can initiate and implement change in line with

strategic business plans and organizational strategy for the development of tal-

ent. There are several ways to do so. First, OD practitioners can focus the mir-

ror on strategy, top-management perceptions of a department, and department

members’ perceptions of themselves. In what ways do top managers believe a

group has been contributing to the organization’s mission? How has it not been

contributing? What are the group’s strengths and weaknesses? What are its

prospects for the future? The same questions can be posed to group members

separately and then the results can be compared. Second, OD practitioners can

focus the mirror on group learning needs. Others in the organization are asked

to describe the learning needs of different work groups. The answers are com-

pared to the results of a separate but similar assessment of group members

themselves. These results serve as a starting point for devising a group action

plan, developed through joint planning with group members. Through these
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and other approaches, the organizational mirror stimulates change in line with

strategic business plans, identifying and pinpointing long-term talent needs.

Strategic planning interventions are the last group of OD change efforts we

shall discuss here. The introduction of strategic planning in an organization that

has never before used it calls for specialized skills, knowledge, and information;

interaction between members of the top management group; and a “culture” that

supports key assumptions of strategic business planning. These conditions do

not come about on their own. It is apparent from the number of organizations that

have trouble implementing strategic business planning methods that too little

attention is paid to these issues.

The action research model provides guidance for what to do in a start-up plan-

ning effort.The first step is to perceive that change is needed.The second step is to

consider who should facilitate the change effort: should it be someone from inside,

the organization or someone from outside the organization? Additional issues are

worth raising: Where can you go to find people who know about strategic planning

and group interaction? Is the expertise already available in the organization,or will

an outsider or a team of outsiders be necessary? Another issue: are funds available

for this purpose? If not, then an insider such as a member of the WLP department

or corporate planning staff might have to serve as group facilitator.

Assuming that top managers perceive a need for strategic business planning

and locate someone who can help introduce it, subsequent steps in an interven-

tion of this kind are based on the action research model. The consultant helps

strategists define the problem and collect information. Using this method, top

managers can develop a genuinely effective planning process that influences

future organizational performance.

Of course, specific interventions may also be used in tandem with this general

approach. The role analysis technique (RAT) can assist top managers, lower-level

managers, and employees in defining their respective roles in establishing and

implementing strategic business plans. Interpersonal peacemaking helps iron out

personality conflicts, particularly between top managers, before they begin group

planning efforts. Techniques from process consultation are useful during strategic

planning meetings to improve the interaction, and thus the ideas, of team 

members. Team building interventions are appropriate before, during, and after
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strategy formulation sessions. Survey-guided development can surface important

ideas from lower-level employees as a starting point for planning. An organiza-

tional mirror can contribute to improved relations between groups, and can be

used before, during, and after strategy formulation to improve implementation.

Problems Associated with Traditional Organization Development

Interventions

There are problems with traditional OD efforts. To mention a few;

❙ Managers are sometimes unaware of OD’s purpose.

❙ They do not always realize how much organizational culture and/or group

norms can affect productivity.

❙ They have trouble seeing the contribution of OD to bottom-line consid-

erations such as profitability, return on investment, return on equity, or

market share.

❙ Managers feel the need for OD most intensely during a crisis; OD inter-

ventions are often undertaken as a reaction to problems, rather than in

anticipation of them.

❙ Managers expect immediate, and sometimes dramatic, results from OD.

❙ They refuse to participate in OD efforts (they may see an intervention as

a “quick fix strategy” geared to their subordinates only).

❙ They associate OD with a few controversial intervention methods, such as

sensitivity training.

❙ They view OD efforts as ends-in-themselves, rather than as part of a more

comprehensive, unified organizational strategy for the development of talent.

For these reasons, it might be necessary for WLP practitioners to demonstrate the

value of OD by training others in their organizations about it.

Some WLP practitioners have found it best to start on a modest scale with a

simple, relatively short-term OD intervention in response to some pressing 

operational problem at a relatively low level. From this modest beginning,

practitioners can demonstrate the value of OD. After its value has been demon-

strated, more elaborate interventions can gradually be undertaken.
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Recent Themes in OD and How They Impact Strategic Talent

Development

An examination of the writings on OD in recent years shows that several key

themes have emerged as topics for repeated study and discussion. Those themes

are worth knowing about. After all, each key theme is related to emerging topics

in the strategic development of talent. As you read about these themes, think

about their possible applications to SDT. WLP practitioners who focus on OD:

❙ Ponder how new scientific views about the nature of the universe (as

revealing order amid chaos—so-called chaos or complexity theory) can be

applied to diagnosing or addressing organizational issues and problems

(Olson and Eoyang 2001; Titcomb 1998; Wah 1998).

❙ Worry about the stress induced among individuals by change efforts

(Heifetz and Laurie 1997; Pritchett and Pound 2000).

❙ Reflect on the growing importance of values and spirituality in workplace

settings (Briskin 1996; Cloke and Goldsmith 1997; Flynn 1997; Hultman

2001; Mitroff and Denton 1999).

❙ Discover and try out techniques for assessing an organization’s readiness

for change (Hanpachern, Morgan, and Griego 1998; Harrison 1999;

Moravec 1995; Trahant and Burke 1996).

❙ Examine specific ways to overcome resistance to change (Harrison 1999;

Hultman 1998; Maurer 1997).

❙ Consider ways of managing employee cynicism about change efforts

(Reichers, Wanous, and Austin 1997; Topchik 1998)

❙ Apply innovative approaches to communicate during change efforts (Akin

and Palmer 2000; Arthur 1999; Burton 2000; Frady 1997;

Grensing-Pophal 2000; Raimy, 1998).

❙ Focus attention on the essential importance of building and maintaining

trust during change efforts (Burke 1997; Caudron 1996; DiFonzo and

Bordia 1998).

❙ Examine the special challenges created by multiple, simultaneous change

efforts (Rieley and Rieley 1999).
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Having the potential for an even greater impact on OD is appreciative inquiry

(AI), which is a paradigm shift from the traditional, problem-oriented approach to

change. AI begins with an examination of what is going right (strategic strengths),

rather than what is going wrong (problems or strategic weaknesses) (Cooperrider

and Srivastva 1987; Raimy 1998; Watkins and Mohr 2001; Zemke 1999). Once a

dream of an ideal future is created, members of an organization are challenged to

formulate a plan by which to make that dream become a reality. The positive

energy unleashed by AI is a refreshing change from the destructive effects of criti-

cizing and placing blame that are sometimes associated with the problem-solving

approach to change that is hard-wired into the action research model.

Finally, WLP practitioners who seek the greatest impact think about whole-

systems change, a process whereby a total corporate culture change is sought on

an accelerated basis (Sullivan, Fairburn, and Rothwell 2002). One way to help

encourage such a change is a large-scale group event (LSGE). In a large-scale

group event, the decision-makers and stakeholders are brought together to

address common challenges (Showkeir 1999).

Consider: How do you believe these recent themes in OD can have an influence

on the strategic development of talent?

Strategic Organization Development

Unlike traditional Organizational Development, strategic OD is: (1) comprehen-

sive, (2) future-oriented, and (3) integrated with other components of organiza-

tional strategy for the development of talent.

Conceptualizing Strategic OD. Think of strategic OD as consisting of a

series of steps in which managers and employees:

1. Identify what group norms and organizational culture should exist to

facilitate implementation of strategic business plans.

2. Assess future pressures favoring change.

3. Assess existing pressure impeding change.

4. Compare present and future pressures.

5. Carry out OD interventions to deal with future pressures favoring change

and existing pressures impeding it.

Organization Development 277



Identify the norms that should exist. The study of norms is really the study of

culture. Culture can be difficult to define. Units of analysis are not always easy to

pinpoint. Work groups within organizations differ in norms, creating subcultures.

An appropriate methodology for researching corporate culture is difficult to find,

because meanings are implicit and are not easily revealed through such common

data collection methods as surveys, interviews, observations, and document

reviews. The problem is further complicated in that group or organizational

members may be unaware of prevailing norms, since they are (by definition) what

is taken for granted.

If it is hard to identify present norms and culture, it is even harder to envision

what they should be in the future. Think of this issue from another standpoint.

When confronted with a problem, managers can pursue at least two possible

courses of action: (1) They can examine it from the perspective of past beliefs,

ideas, and theories or through interpretations of prior observations, or (2) they

can question their basic assumptions, based on past beliefs or past observations,

and thereby create a new understanding of the problem itself. The first course of

action is related to what Argyris and Schön (1978, 18–24) call single-loop learn-

ing in which “members of the organization respond to changes in the internal and

external environments . . . by detecting errors which they then correct so as to

maintain the central features of organizational theory-in-use.” In this context,

theory-in-use refers to interpretations of observations, what—observers see when

they watch managers. It is distinct from espoused theory—what managers talk

about. The second course of action is akin to what Argyris and Schön call double-

loop learning, “those sorts of organizational inquiry which resolve incompatible

organizational norms by setting new priorities and weighings of norms, or by

restructuring the norms themselves together with associated strategies and

assumptions.”

It is difficult to stimulate double-loop learning and thus identify new norms

that should exist in the future (Argyris 1982). Several specific methods can be

used. One method is visioning. Members of a work group are asked to imagine

what the future will be like, and then step back into the present. Transition teams

are developed to help bring into reality the future that is envisioned. A shared

image leads group members to their own normative change.
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A second method is changing the purpose of the organization or group. This

change is followed by others in such areas as work methods, politics, and culture

(Tichy 1983). A third method is creating new, alternative organizations or work

groups rather than trying to change the existing system (Levy and  Merry 1986).

The development of new norms is a long-term, torturous, and expensive process.

Hence, the greater the difference between present and desired future norms, the

greater the length of time needed for change and the greater the potential for

failure.

Assess future pressures favoring change. Pressures favoring change stem

from many sources (Levy and Merry 1986): (1) external crisis, such as recessions,

technological innovations, changes in laws or regulations, or competitive maneu-

vers by other organizations; (2) internal crisis, such as reorganization, manage-

ment reshuffling, or the exodus of a key member of top management; (3) external

opportunities, such as new markets or new and unexpected financial resources;

and (4) internal opportunities, such as task forces, problem-solving groups, and

freestanding committees. In most cases, the impetus for organizational change

comes from a single visionary manager (Levy and Merry 1986) some people call

a change champion, because he or she takes up a cause and fights for it. This man-

ager is brought into the organization from outside, and is thus relatively immune

from the dampening effects of socialization and existing culture. However, it is

also possible to tap progressive groups in an organization and use their energy to

create the impetus for change.

To assess future pressures favoring change, WLP practitioners and line man-

agers should examine factors influencing the organization as a whole, and each

department or work group. Strategic business planning methods are adequate for

the first of these.

To examine each work group or department,however,WLP practitioners and

managers need some means of classifying them. There are, of course, several ways

to classify work groups: (1) by reporting relationships, (2) by location, (3) by tasks

or types of activities, and (4) by the length of time the group members must stay

together to work on a common goal. An organization chart is one place to start. It

should depict employees reporting to each supervisor.In small,centralized organi-

zations,all work groups may be classified solely by the reporting relationship.But if
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the organization is large and decentralized, it may also be necessary to identify

groups by location. Employees might share the same supervisor, yet are scattered

geographically. If the work group is heterogeneous—that is,made up of employees

involved in different lines of work—an alternative classification scheme can be

developed that focuses on activity. Finally, some groups are relatively permanent,

such as those on assembly lines; other groups, such as start-up teams and project

groups, are not. As a result, it is necessary to consider the duration of the work

group’s existence as a basis for developing a classification scheme.

A classification scheme is important because it provides a more specific

framework for analysis than the entire organization, and it draws attention to

unique norms and conditions affecting individual performance. To assess future

pressures favoring change, members of each work group can be surveyed regard-

ing their relative level of satisfaction with present conditions. When dissatisfied

groups and individuals are identified and their ideas are fed to higher-level man-

agement, the potential for widespread change is increased.

Assess existing pressures that impede change. Any organization is essen-

tially a dynamic field in which some forces favor change and others impede it

(Lewin 1951). There are many reasons why members of an organization 

might resist group change consistent with strategic business plans. Failures in OD

stem from such things as low commitment of top managers to change, as well as

poor rapport between the change agent and members of the organization.

Compare pressures favoring and impeding change. The basic assumption

underlying Lewin’s force field analysis is that a comparison of forces favoring

change and forces impeding change can pinpoint areas in which to take action.

Organizational change occurs when forces favoring change are strengthened, or

forces impeding change are weakened. Generally, Lewin favored weakening the

forces that impede change because the alternative tends to increase resistance.

Carry out OD interventions. The final step in strategic OD is to carry out

OD interventions so as to narrow the gaps between what exists at present and

what should exist in the future. In short, OD facilitates the implementation of

strategic change through efforts designed to strengthen forces favoring progres-

sive, long-term change, weaken forces impeding such change, or efforts that both

strengthen forces favoring change and weaken those impeding it.
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OD thus becomes a tool for changing cultural norms in line with future needs.

When talent development activities geared to changing individuals are paired

with OD activities geared to cultural change, the combined and synergistic effects

can produce individuals who possess the competencies essential to perform in

ways that help realize strategic business plans and work groups characterized by

greater openness, so that what individuals learn will more readily be accepted by

the groups in which they work. The result should thus be greater progress toward

implementing strategic business plans and gradual, evolutionary change in corpo-

rate or work group culture.
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AAccttiivviittyy  77--11:: A Worksheet for Identifying Forces Favoring Change in an Organization

Directions: Use this activity to brainstorm about forces favoring change in line with strategic needs in an organ-

ization. Answer the questions in the sections that follow. There are no right or wrong responses. Use additional

paper if necessary.

External Forces

1. What forces outside the organization are driving it toward change? Describe them. (Some examples:

increased competition, technological advancement.)

2. Are some work groups, departments, or divisions of the firm facing a greater degree of external pressure

toward change than others? If so, describe which groups are so affected and why.

Internal Forces

3. What forces within the organization, if any, are creating pressure for change? (Some examples: new top

managers, strong groups within the firm.)

4. Are some work groups, departments, or divisions within the firm facing a greater degree of internal pres-

sure toward change than others? If so, describe the groups affected and why they are under pressure.

Assessment of Strength

5. What forces inside and outside the firm are exerting the most pressure favoring change? List them. Start

with the strongest forces first.

External Internal

1.

2.

3.
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AAccttiivviittyy  77--22:: A Worksheet for Identifying Forces Favoring Change in an Organization

Directions: Use this activity to brainstorm about forces favoring change in an organization. Answer the follow-

ing questions. There are no right or wrong responses. Use additional paper if necessary.

External Forces

1. What forces outside the organization (if any) are keeping it from changing? Describe them. (Some exam-

ples: substantial market share, commanding leadership in the industry.)

2. Are any work groups, departments, or divisions of the firm facing a greater degree of pressure to impede

change than others? If so, describe which groups are so affected and why you believe this is happening.

Internal Forces

3. What forces inside the organization, if any, are keeping change from occurring? (An example: top man-

agement philosophy/attitudes.)

4. Are any work groups, departments, or divisions inside the firm facing a greater degree of internal pres-

sure to impede change than others? If so, describe the groups affected and why they are affected.

Assessment of Strength

5. What forces inside and outside the firm are exerting the most pressure against change? List them. Start

with the strongest forces first.

External Internal

1.

2.

3.
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AAccttiivviittyy  77--33:: A Worksheet for Comparing Forces Impeding and Favoring Change

Directions: Use this activity to compare forces impeding and favoring long-term change in line with strategic

business plans. Answer the following questions. There are no right or wrong responses. Use additional paper

if necessary.

Strategic Plans

1. Describe the long-term direction of the firm. What specific changes are sought?

Forces Favoring and Impeding Change

2. What forces are favoring and impeding changes that are in line with strategic business plans? List them.

Start with the strongest forces first.

Forces Favoring Change Forces Impeding Change

1.

2.

3.

Roles of OD

1. How can a long-term Organizational Development intervention be planned to weaken forces impeding

change? (What other actions might also be taken. How can OD help in taking those actions? Consider:

structural reorganization; changes in leadership; changes in rewards; and changes in policies.)
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NON-EEMPLOYEE DDEVELOPMENT

Talent development has traditionally focused on meeting learning

needs inside an organization. It is easy to see, then, why such efforts

have often been confused with employee training. However, it is not

necessary to limit talent development efforts to employees alone. As

a matter of fact, there are good reasons for designing and delivering

“instruction” to those outside the organization. Yet the literature of

the field offers surprisingly little advice about preparing instruction

to meet the present learning needs of other people, let alone antici-

pated needs. No doubt one reason is that many WLP practitioners

are often organizationally positioned in HR departments, where the

natural emphasis is on employees rather than on external groups. It

is likely that 40 percent of all e-learning is directed at the strategically

important external audience.

However, a strategic orientation to talent development implies

that WLP practitioners as well as managers and employees bear a

responsibility to look outside their organizations as well as inside 

for learning needs. A strategic orientation emphasizes the external

environment. Present performance weaknesses and future opportu-

nities for performance improvement are not found solely inside an

organization. They exist outside, too. Consumers who do not know

how to use a product will not buy it (Kaeter 1994), and training 

or other developmental opportunities directed to customers can 

provide an organization with a competitive advantage (Garrett

1999). Stockholders who do not know about the firm in which they
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have invested will not be inclined to invest more. Suppliers who remain unaware

of an organization’s unique production or service delivery needs will have a tough

time meeting them (Kay 1999). Retailers unfamiliar with an organization’s prod-

ucts will not be inclined to stock them for long, and will not be knowledgeable

enough to do a credible job of selling and servicing them for consumers if they do.

Legislators who pass laws or government officials who create regulations will not

be able to make informed decisions if they are unaware of unique conditions faced

by business.

In all these cases, people outside an organization experience learning 

needs. The talent development effort can be used to meet present needs and antici-

pate those arising in the future. Managers and strategists can thus step beyond

efforts to adapt the organization to changes taking place externally. Indeed, they

can change the environment itself through organized, externally directed 

talent development activities. We call activities of this kind non-employee develop-

ment to emphasize that the orientation is different from employee-oriented learning

activities. This chapter focuses on non-employee development, describing each

step in a model.

Steps in non-employee development 

Think of non-employee development as consisting of a series of steps in which

WLP practitioners and operating managers:

1. Classify members of the public and external stakeholders by their general

interests or concerns.

2. Analyze existing relationships between the business and each group iden-

tified in the external environment whose learning needs managers wish to

address.

3. Determine what these relationships are at present and what they should

be in the future.

4. Pinpoint:

a. Discrepancies between what is and what should be with each group at

present
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b. Opportunities for narrowing anticipated gaps between what is and

what should be in the future.

5. Separate talent development needs from other needs, such as the need to

change the work environment to make it more conducive to individual

performance.

6. Decide what changes should occur in relationships between the corpora-

tion and external groups.

7. Design talent development activities that are consistent with desired

changes.

8. Select instructional content and delivery methods.

9. Follow up, over time, to meet new instructional needs or maintain efforts

intended to meet the continuing needs of external groups.

Creating Classification Schemes

People outside an organization vary in what they need to know and what they

are interested in knowing about. In analyzing learning needs, managers and

WLP practitioners thus find it helpful to classify external groups by needs or

interests. This process is akin to what market specialists call segmentation. It

means dividing up a group into subgroups and creating special strategies 

for marketing to each niche based on the unique needs of members in the 

subgroups.

The General Public. Any individual, group, organization, or community that

affects an organization is part of its general public. The nature of a corporation’s

general public depends on its scope of operations and its purpose. The scope of a

small business is limited. Its public and consumers may be restricted to one town

or city. The scope of a large corporation is not limited, and may be affected at the

local level. Will an employer expand and hire more people? Or close down and

throw people out of work? Is the employer acting in a socially responsible man-

ner, taking care to avoid unnecessary environmental pollution and discrimination

in employment?

External Stakeholders. External stakeholders are those individuals or

groups with whom members of the organization interact directly, or those who

Non-employee Development 287



influence the organization’s functioning. They include suppliers, distributors,

competitors, investors, consumers, and employees’ families as not just an enter-

prise but also as a tool for implementing public policy and effecting social change.

The manager who ignores public concerns will pay the price. Past business

abuses, real or imaginary, lead to the enactment of laws and regulations that

impose burdensome requirements on businesses and other organizations, per-

haps exacting an even higher price.

To analyze dealings with the general public, managers need some framework

suitable for that purpose. Most writings about interactions between the organiza-

tion and the environment adopt a sociological perspective. The organization is

viewed in relation to institutions and, to a lesser extent, special interest groups.

There will be different levels of institutional-environmental interaction depend-

ing on the geographical scope of business operations (see Exhibit 8–1).

As Exhibit 8–1 illustrates, top managers tend to deal with broad, groups from

the general public; lower-level managers deal more often with narrower groups,

such as one community. There will be exceptions: The opening of a large, new

plant in a community, for example, might stimulate interaction between the cor-

porate level and local governments. Most interactions between business and the

public take place at the local level, but a major occurrence at a local facility such

as a disaster, can prompt national and even international attention. For the most

part, however, the highest corporate levels tend to deal with the federal govern-

ment, special interest groups, and large numbers of people through the mass

media. Managers of local company facilities more often interact with (1) city,

township, and county governments, (2) local pressure groups, and (3) groups of

local people, often through methods other than mass media.

While corporate and national issues are important, the public image of busi-

ness is more often apparent and crucial at the community level than at the national

level. It is in the community where the otherwise faceless monolithic bureaucracy

of a large corporation takes on the face of a neighbor, friend, or fellow citizen

employed by the company. (And it is for exactly that reason that some companies

have taken the step of training their employees on their role as individual mar-

keters of the organization. You never know who your next door neighbor might

happen to be.)
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Needs of communities differ substantially by type and degree. Communities

range from large metropolitan cities to suburbs, medium-sized cities, and small

towns. In each setting, people interact in different ways. The key to community

relations and development is to figure out how people interact, and find ways to

interact successfully with them.

Regardless of the community, some issues are of common interest at the local

level. Will an employer expand and hire more people, or close down and throw
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people out of work? Is the employer acting in a socially responsible manner, tak-

ing care to avoid unnecessary environmental pollution and discrimination in

employment?

External Stakeholders. External stakeholders are the people or groups with

whom members of the organization interact directly, or  the people or groups 

who influence the organization’s functioning. They include suppliers, distribu-

tors, competitors, investors, consumers, and employees’ families. (We exclude

employees from this discussion, since they are internal stakeholders; we will focus

on them in later chapters).

Special relationships between an organization and its stakeholders call for

special communication between them. Each stakeholder group has unique needs

and interests. For instance, investors want to know about company financial 

performance. Are investments safe? Is the company making or losing money?

How does the organization make money? What accounts for profits or losses?

Suppliers want to know what can be done to get more business. How well-

satisfied is a corporate customer with the supplier’s products or services? How

well are the supplies that are furnished by one vendor meeting customer needs?

Is there a chance of securing more businsses? What problems, if any, exist

between suppliers and customers? Distributors (retailers) or sales agents want to

know about products they sell so that they can answer questions posed by con-

sumers. At the same time, distributors may wonder: How satisfied is the corpo-

rate supplier with product display and with promotion? What corporate changes

are likely in product design, warranties, and marketing? Consumers have special

needs in using the firm’s products or services, maintaining those products, or

even deciding prior to purchase whose products or services will best meet their

needs. They may also want to know about new products, to be marketed by the

organization in the future, improvements in existing products, and any other

information of potential value. Employees’ families are silent partners in the busi-

ness. What happens in the business affects their weill-being and that of the family

member employed by the organization. They are rightfully curious about these

events.

Much has been written about identifying different consumer categories with

which an organization does business. Less has been written about how to look 
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at the organization’s interaction with suppliers, distributors, investors, or employ-

ees’ family members, however.

There are several ways to structure this “audit” of stakeholders: (1) by prod-

uct or service type and those interested in them, (2) by geographical areas and the

consumers located within these areas, and (3) by types of stakeholders, such as

institutional versus individual.

Analyzing Relationships between and among the Corporation, Its

Public, and Its Stakeholders

What is the current relationship between a corporation and members of the gen-

eral public, and between a corporation and external stakeholders? In other

words, how well is the corporation presently meeting the needs of the individu-

als, groups, and organizations with which it transacts business? what about the

needs of those it does not transact business with who can influence business

operations in some way? Answering these questions involves analyzing existing

relationships between the corporation and its general public and/or external

stakeholders.

Many WLP practitioners consider this step to be part of learning needs

assessment. Any data collection method commonly applied to needs assessment

can be used to find out about the learning needs of external groups. Professionals

in fields outside WLP advocate similar starting points for their efforts. In public

relations, as in most spheres of human endeavor, it is important to begin with fact-

finding. What problems exist in relationship’s between the public and an organi-

zation? Using systematic research rather than intuition to answer this question

distinguishes public relations from publicity. In marketing, professionals research

types of buyers, buying decisions made by consumers, and factors influencing

consumer buying behavior. This information is a starting point for making deci-

sions about future marketing strategies. In organizational communications, broad

analysis of current status precedes efforts to pinpoint specific problems, solu-

tions, and actions worth taking in the future. In community and economic devel-

opment, diagnosis is an early step in which practitioners collect information on a 

community’s ideas, values, beliefs, and norms.
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These similarities of approach are really not all that surprising: data gathering

and analysis are fundamental to rational problem-solving. Managers begin prob-

lem-solving by identifying or clarifying a problem, and then collecting information

about it. Managers experience a “felt” need, before they know what the problem

is. They want to find out why something is going wrong or is not going as well as

expected or desired. Felt need is a vague irritation with the present status of things.

However, WLP and talent development should not be confused with public

relations, marketing, organizational communications, or community and

economic development. Talent Development activities are geared to identifying

and solving problems that stem from lack of knowledge or skill. They help groups

external to an organization learn how to interact better with the firm, and they 

sensitize employees to the needs and issues affecting external groups.

It is unwise to rely solely on the perceptions of business executives about 

corporate relationships with the public and external stakeholders. Likewise, it is

unwise to rely solely on a plant manager’s perceptions about the relationship

between a local facility and the surrounding community. In both cases, informa-

tion collected from inside an organization is suspect. High-level executives are

socially insulated. They are difficult to reach by members of the public or even by

key suppliers or distributors. As a consequence, they often remain unaware of

prevailing consumer or public beliefs until too late–often until a major crisis

occurs. Relying on their perceptions of public opinion will be like staring at an

airbrushed photograph: all blemishes have been removed.

How, then, can accurate information be collected? There are several ways.

The organization’s managers should

1. Establish a formal method to monitor the public and stakeholders at 

every level.

a. Monitor international, national, and local mass media such as televi-

sion, radio, and newspapers for stories about the company, industry,

or issues associated with them or that will affect them.

b. Monitor issues and concerns at the community level—that is,

at every major business site. Establish community “focus groups” or

advisory councils composed of representatives from different 

292 The Strategic Development of Talent



socioeconomic classes to deal with relationships between the business

and community.

c. Solicit input, good or bad, from the company’s Web-site.

2. Hire consultants to conduct in-depth studies of external groups periodi-

cally. While expensive, these studies furnish useful information for subse-

quent business, marketing, and talent-related planning.

3. Establish formal methods of obtaining feedback from consumers, suppli-

ers, distributors, and investors about what they think of the company, its

products/services, and its methods of doing business. What improve-

ments do they suggest and why?

Here are several ways to collect data:

❙ Consult national opinion polls.

❙ Use community polls at major company facilities.

❙ Include surveys with company products, annual reports, bills sent to con-

sumers/distributors,payments sent to suppliers,and Web-site reaction forms.

❙ Make follow-up phone calls to suppliers or distributors to find out how inter-

actions between the two companies can be made more efficient or effective.

❙ Make follow-up calls to randomly selected consumers to find out how 

satisfied they are with new products or with the services they receive.

❙ Hold open meetings, seminars, and conferences for consumers, suppliers,

distributors, investors and/or members of the community.

❙ Hold a corporate “open house” for the public: Invite citizens and family

members of employees in to see how products are made.

❙ Schedule tours of company facilities and hold follow-up discussions.

As an alternative to these methods of data collection, managers or third-party con-

sultants can undertake a comprehensive social audit, which reviews an organiza-

tion’s general contributions to society and/or communities in which company

facilities are located. There is no standardized approach: Some audits are mere

catalogs of company social programs and some are detailed examinations of cor-

porate social responsibility and actions stemming from it, conducted by external

consultants or special in-house management committees. Information collected
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from these and similar efforts can help identify a company’s present strengths and

weaknesses in dealings with the public and external stakeholders.

Analyzing Present and Future Criteria

What are strategists’ current objectives regarding desired relationships with the

public and with external stakeholders? How should those objectives be changed

in the future, in light of changing external trends? The first question focuses on

present criteria; the second, on future criteria. These issues have to do with what

company executives or WLP practitioners would like to see at a future time, not

necessarily with what actually exists at present.

In many treatments of problem-solving, criteria are assumed. Yet just about

everyone acknowledges that problems and opportunities do not exist in isolation.

Rather, managers must recognize a difference of some kind between what is 

(condition) and what should be (criteria). When actual conditions are not as good

as desired ones, a discrepancy exists that should prompt corrective action.

It is worthwhile in its own right for managers to think about these kinds of

questions:

❙ What are corporate social responsibilities?

❙ What is the role of business in society?

❙ What may account for public dissatisfaction with business and with an

industry of which an organization is part?

❙ What should be the “public image” of a corporation at the national/inter-

national level, regional and state level, and community level? 

❙ What objectives are worth establishing in corporate relationships with the

public and with stakeholders?

❙ How can achievement toward these objectives be measured?

By thinking about these questions, managers clarify how they want to interact

with external groups, individuals, and organizations. Answers to these questions

are particularly important for such externally oriented functions as marketing and

public relations. They are also important for the organization’s talent develop-

ment effort, which is one tool for correcting present problems or heading off
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future problems attributable to the public or stakeholder knowledge about a 

business, its operation, and its products or services.

However, conditions in the world do not remain static. Americans have

learned how to mobilize organized opposition to government and business

actions. Examples of organized opposition are easy to find among consumer

advocates, environmentalists, civil rights activists, and opponents of abortion or

proponents of a woman’s right to choose. Whole industries face such opposition

as managers at nuclear reactor sites, logging camps, and petroleum firms know 

too well. Pressure groups have learned how to capture and even manipulate mass

media attention, use courts and other government agencies to block business

activities, and influence law-making through funding and campaign support 

during elections.

The question is: What social concerns will dominate in the future? Clearly, the

corporation that anticipates and acts on these concerns ahead of time will enjoy a

substantial advantage over competitors, and may benefit through increased pub-

lic credibility. Answers to this question will genorate valuable new ideas about

future business objectives. In this sense, objectives are geared to closing a gap

between what is (present condition) and what should be at a future time (future

criteria). These objectives may reveal initiatives for corporate programs; indeed,

talent development activities should be part of dealings with people outside the

corporation.

How are such social concerns or trends detected? Sociopolitical forecasting

is one approach. There are several ways to devise such forecasts. Social monitor-

ing is one way not previously treated. It involves examination of what is happen-

ing in such bellwether states as New York, Massachusetts, and California. Trends

apparent in these locales usually appear later in other parts of the United States.

Issues arise when business abuses such as major accounting scandals are widely

publicized. They elicit public outrage and calls for reform, subsequently making

their way into public policy through laws, court rulings, and regulations.

Do some research. Identify pressing issues in New York, Massachusetts, and

California. Analyze the content of leading newspapers and pending legislation in

those states. Then summarize these trends and establish corporate-level and

community-level objectives on these issues.
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Pinpointing Discrepancies

What differences exist between the actual and the desirable relationship of the

corporation, the general public, and external stakeholders? Answers to this

question help pinpoint present discrepancies that may require immediate

action. What differences, on the other hand, exist between the actual and the

desired future relationship of the corporation, the general public, and external

stakeholders? Answers to these questions help pinpoint issues requiring long-

term action. Use Activities 8-7 and 8-8 at the end of this chapter to structure

your thinking on present strengths and weaknesses and future threats and

opportunities.

Separating Instructional from Noninstructional Needs

Why are there discrepancies in relationships between the corporation and its gen-

eral public and between the corporation and its key external stakeholders? In

other words, from what causes do differences between what is and what should be

stem? (A discrepancy is, of course, any difference between what is and what

should be.)

Discrepancies stem from many causes. Only some lend themselves to correc-

tion through learning efforts geared to managers/employees inside the corpora-

tion or people outside it. Instruction is not appropriate if you are dealing with

problems stemming from:

1. Lack of motivation. Managers/employees feel no need to improve 

external relations with the public or with stakeholders such as customers,

suppliers, distributors, or owners/stockholders. Those outside the firm

feel no need to find out more about the firm or its products and services.

2. Lack of Feedback. Managers/employees hear little from members of the

public or from stakeholders.

3. Lack of structure for organizing feedback. Front-line employees receive

consistent or pervasive feedback from consumers, suppliers, distributors,

and/or people in the community, but have no way to channel this 
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information up the chain of command to be used in subsequent top-level

decisions.

4. Lack of consequence. Managers/employees do not see the effects of their

actions.This problem is particularly acute at the highest corporate levels.

For example,the decision to close a plant in a small community might make

good business sense,but it can also have a devastating effect on a small, local

economy and produce public embitterment with one firm for a long time.

If managers, particularly top managers, see no need to improve relations 

with the public, then it is not very likely that one-shot efforts will contribute much

to effective external relations. Likewise, if members of the public and stakeholder

groups see little need for improving relations with the corporation, then it is not

too likely that one-minute television commercials or full-page newspaper ads will

keep the public informed, because citizens feel no need to listen.

For corporate managers and WLP practitioners interested in improving exter-

nal relations, there are several places to begin analyzing deficiencies:

❙ By community. What concerns dominate in each community in which the

firm has a presence? How well is the organization perceived to be meet-

ing its responsibility as a good corporate citizen in dealing with those

community concerns?

❙ By product or service line. What are the chief concerns of product users 

or service recipients? How well is the organization dealing with these 

concerns?

❙ By market segment. Different types of consumers have different needs that

are met by a product or service. How well is the organization meeting each

different need?

❙ By type of interaction with the corporation. Political activists and con-

cerned citizens who do no business with the firm have very different

needs from consumers, suppliers, distributors, or shareholders. What are

the needs of each group? How well is the organization meeting them?

In each case, it is important to consider what people in each group need to know

and want to know. What are their interests? How has the organization been
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responding to them in the past? What changes is the organization contemplating

in the future? By focusing on these questions, managers can pinpoint areas 

in which talent development efforts can help meet the learning needs of 

non-employee groups.

Of course, it is difficult to answer these questions if managers have no infor-

mation available. For this reason, they should select some systematic means to

assess the needs of various external groups. A few methods for doing so are briefly

summarized in Exhibit 8–2.

EExxhhiibbiitt  88–22:: Systematic Methods for Assessing the Needs of Various Groups

To assess needs of : Use such methods as:

A Community ❙ written/phone surveys

❙ call-in shows on local TV/radio stations

❙ surveys published in newspapers

❙ “focus group” composed of community leaders/representatives

❙ door-to-door interviews

Product/Service Users ❙ surveys enclosed with products/advertisements

❙ direct-mail appeals

❙ phone follow-ups on filed warranties

❙ names collected during promotion campaigns

❙ random interviews

❙ random phone surveys

A Market Segment ❙ Same methods as for product/service users above, but restricted

to special market segments

Special Groups

❙ Public ❙ same methods as for community (above)

❙ same methods as for product/service users (above)

❙ Suppliers ❙ surveys/interviews/logs of problems in dealing with each major

supplier kept by purchasing staff

❙ Distributors ❙ surveys/interviews/logs of problems in dealing with major dis-

tributors kept by marketing staff

Pressure Groups ❙ monitoring local news

❙ monitoring national news

❙ management task forces
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The act of assessing needs may raise the consciousness of each external group

about the corporation and its products or services. It can also demonstrate how

much the corporation’s managers and employees care about the needs of those

with whom they transact business at present and, in the future. In short, the

process of needs assessment can itself serve as a useful tool in building good exter-

nal relations and meeting some informational needs about the organization. Of

course, some organizations have also found that meeting the needs of customers

or other groups for information can also be a money-making opportunity in its

own right.

Deciding What Changes Should Occur

What is to be changed? By how much? These questions are the focus of this step

in non-employee development.

Change efforts can be directed

❙ Outside the organization: The aim is to improve what those external to the

corporation know about it and its products or services.

❙ Inside the organization: The aim is to improve what managers or employ-

ees know about the needs of the community, product or service users,

market segments, or specialized groups so that these needs can be better

served in the future.

Instruction directed outside the corporation can range from long-term to short-

term change efforts. It is possible to view the influence of the talent development

effort on a grid in which one axis represents the time horizon and another 

axis represents the type of change desired. WLP activities directed inside the

organization can be viewed in much the same way.

There is no right or wrong direction. Rather, the questions are these; 

What changes are desirable? Why are they desirable? By addressing these 

questions, corporate decision-makers can set priorities and appropriate time 

horizons.

It may be difficult for managers and employees to envision alternatives to 

existing relationships between the corporation and external groups. In these
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instances management meetings, training seminars, and brainstorming sessions

can help formulate innovative approaches to promoting better external relations

and meeting the present or possible future learning needs of the public and 

external stakeholders.

Designing Instruction Consistent with Desired Changes

While approaches to designing instruction may differ, instructional design gener-

ally consists of these steps:

1. Identify a past performance problem or avert possible future performance

problems before they arise.

2. Clarify actual conditions (What is?).

3. Clarify desired conditions (what should be?).

4. Compare actual to desired conditions in order to pinpoint instructional

needs (discrepancies between what is and what should be that stem from

lack of knowledge or skill).

5. Establish learning objectives that designed to close the gap between actual

and desired conditions.

6. Create tests, linked to instructional objectives, to measure achievement of

objectives.

7. Design tailor-made instructional materials or select content from existing

sources (in compliance with copyright laws) that will help learners meet

objectives.

8. Select delivery methods appropriate for the content and learners.

9. Prepare and delivering instruction.

10. Evaluate results.

We have already discussed the first few steps of instructional design as they 

might be applied to individuals, groups, or even entire organizations outside the

corporation.

Formal testing has limited applicability to most instruction designed for indi-

viduals, groups, and organizations outside a firm. It can be used, of course, when 
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(1) consumers participate in organized training, seminars, and workshops in

product use (tests can be administered, for example, to newly trained computer

operators or to secretaries trained on a word processing package); (2) distributors

participate in organized training on a product they will sell or service (indeed,

service personnel, for example, can be given paper- and-pencil tests, or can be

asked to diagnose the cause of a machine breakdown and then repair the

machine); and (3) disadvantaged workers, sponsored by various governmental

training programs, can be tested for their abilities at the end of an apprenticeship

effort or a welfare-to-work program.

In most cases, however, externally directed instruction will not lend 

itself easily to formal testing. In community development and other long-term

change efforts, the only way to “test” may be to conduct a full-scale social 

audit before, during, and after a change effort to assess the value added to the 

community or to society by the talent development efforts sponsored by an

organization.

Selecting Content and Delivery Methods

What information will help targeted learners meet instructional objectives? What

methods of delivering that information will be most efficient and effective? These

questions focus on the step of instructing the public and/or key external stake-

holders.

It is difficult to deal in the abstract with issues of instructional content and

delivery for different groups of learners and different instructional objectives. For

example, members of the community may have needs quite different from

those of consumers, suppliers, or distributors. The nature of a corporation’s

business and the intentions of its managers may also have much to do with what

instruction should be offered, what content should be chosen, and what methods

should be used to deliver it.

A simple illustration may help clarify what we mean here. When you have 

a chance, investigate the community service offerings of a local hospital (the 

bigger the hospital, the more likely it is to have such courses). These can be very
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instructive for WLP practitioners in business, industry, or government. Hospitals

typically go beyond employee training/education and even patient (consumer)

training, adopting a holistic view of their community presence. They are quite

likely to offer a range of workshops, some oriented toward preventive health care

(for example, “Keeping Fit,” “Eating Right,” or “How to Stop Smoking”), and

some oriented toward the specialized needs of the community (for example,

“Parent Training,” “Becoming a New Father,” “Becoming a Big Sister,” or

“Dealing with a Family Member Who Is an Alcoholic”).

Community colleges also run such workshops, typically for no credit,

minimal fees, and with instructors drawn from the community rather than 

from the college. These courses are offered for fun, not for a degree, and range

from the serious (for example, “Fixing Your Car,” “Building Your Own 

House,” and “Finding a Job: A Course for Displaced Homemakers”) to the

lighthearted (for example, “Aerobics,” “Growing Plants,” and “Making Home

Movies”).

Some managers might point out that few hospitals or community colleges

are for-profit, so they have considerable flexibility in what they can do. The

point is that there is no reason, why businesses can’t offer similar community

service seminars, unless this conflicts with management values.

As a matter of fact, there might be sound business reasons for doing so.

Consider the advantages of public seminars.

1. Public seminars increase the visibility and credibility of an organization 

in the community, perhaps spurring interest in–and purchases of–its

products.

2. Public seminars can easily become money-making ventures in their own

right, perhaps subsidizing employee training and education.

3. Public seminars can serve as a means to teach consumers about company

products or services before they need to buy them.

In many cases, the best minds are found in businesses. Who is better than a 

successful investor at teaching people about investments? Who is better than a 

successful contractor at discussing home remodeling? Who is better than an

owner of a computer store at teaching people about computers? In short, talent

302 The Strategic Development of Talent



development can become a distinct marketing advantage and even a service 

worthy of being marketed in its own right.

On one end of a continuum, some externally-oriented instruction is 

geared solely to improving a community’s quality of life. Business leaders 

can lead seminars and participate in efforts to improve the management of

schools, public agencies, religious groups, charitable organizations, and 

civic groups. They may also be prominent in community development efforts 

to attract industry, promote tourism, and lead popular social reform move-

ments to improve the plight of minorities, women, and the economically 

disadvantaged.

On the other end of a continuum, organizations can choose to devote their

energies to activities with more-obvious bottom-line relevance. In such cases, they

can devote their energies to seminars pertinent to actual or prospective con-

sumers. The nature of such seminars will differ by the type of business and the

type of consumers it serves, but business leaders might want to structure instruc-

tion around  product adoption and use, product repair, and specialized product

needs or concerns of distinct market segments. Some representative course titles

might include: “Using and Maintaining Your Home Computer,” “Making Simple

Repairs to Your Computer,” and “Choosing a Computer System Appropriate for

Farmers” (or other groups). An entire curriculum consisting of related courses

can be designed to meet consumer needs.

The choice of what instruction to offer depends on present or anticipated

problems. Consider:

1. Is there anything consumers absolutely must know before they can use the

product or service? Is it worth offering instruction on this prerequisite

knowledge?

2. What are the most common problems confronting a first-time product or

service user?

3. What future changes in product design might pose problems for con-

sumer?

Similar questions can be posed about suppliers and distributors. They should be

answered when selecting instructional content.
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Choice of delivery methods depends on who is to be reached, what instruc-

tion is to be delivered, and what level of behavioral change is desired. For 

example, the methods used in dealing with members of the community may 

have to be oriented to mass media or personal contact, unless the organization’s 

managers are willing to be more innovative in approach. Public seminars can be

offered to most groups. “Exotic” delivery methods can be used with groups 

such as suppliers or distributors with which the organization does business: 

teleconferencing, video-assisted or video-based instruction, audio-assisted or

audiocassette-based instruction, computer-assisted or computer-based instruc-

tion, Web-based or CD-ROM–based instruction, and so on.

Following up on Instructional Needs

How well are the instructional offerings of an organization helping to narrow the

gap between what is and what should be concerning corporate relations with the

general public and external stakeholders? These questions center on the ninth

step in the process of instructing external groups. They involve following up on

needs after instruction to assess whether and how much instructional objectives

were achieved.

This step is relatively simple if the focus of instruction is on a change effort

with a discrete beginning and ending. Public seminars are examples. WLP prac-

titioners can test knowledge at the end of seminars to determine how well partic-

ipants mastered the material, and follow up with participants several months after

they attend a seminar to determine how effectively instruction changed their

behaviors or attitudes.

Other long-term change efforts, on the other hand, will be more difficult to

assess. How is it possible, for instance, to determine whether corporate-

sponsored community development efforts are successful? If the goal is as broad

as improving quality of life, success may also be hard to measure. Perhaps the best

method is to identify attributes associated with instructional objectives at the out-

set of the process—that is, during the establishment of instructional objectives—

and then measure achievement toward these attributes. At the community level,

company managers may link their objectives to existing community development
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plans. When they contribute to realization of those plans, their own goals will be

successful.

The Relationship between Organizational Strategy for the

Development of Talent and the Talent Development Effort Planned

for Groups outside the Organization

Offering instruction to external groups is important because it (1) heightens

awareness of managers and employees about the needs of the general public and

external stakeholders, (2) creates pressure, via external groups, for change within

the corporation, (3) removes barriers to efficient and effective interactions

between the corporation, the general public, and external stakeholders, and 

(4) provides information to consumers about the corporation’s products or 

services.

How can non-employee development contribute to the implementation of

strategic business plans? How can non-employee development contribute to

organizational strategy for the development of talent? There are no absolutely

right or wrong answers to either question. In fact, the best answers depend on the

organization and on the environment in which it resides. For this reason, consider

the questions as they apply to your organization. Use Activities 8-15 and 8-16 at 

the end of this chapter for this purpose.
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AAccttiivviittyy  88--11:: Pinpointing Key Institutions and Issues at the Community Level

Directions: Use this activity to structure your thinking about key institutions and key issues in each community

in which your firm does significant business (for example, the firm operates a plant at the site). If you are

unable to complete the activity without more information, then identify what information you need and collect

it before beginning the activity. (The realization that you need information is important in its own right.) Use

additional paper if necessary.

I. Community Presence

1. At what locations does your firm do such significant business that conditions at the community level

could have an impact on operations? Identify major sites of your firms.

II. Institutions

2. In each location you pinpointed in response to Question 1, identify the major institutions that exert sig-

nificant influence on life in the community (for example, employers, family, government, schools, reli-

gious organizations).

III. Importance of Institutions

3. In each community, which institutions listed in response to Question 2 seem to be most important? Least

important?

IV. Key Issues at the Community Level

4. In each community, what issues seem to be of greatest concern (for example, the economy in a depressed

farm community; government issues; economic development; flight of the able-bodied to other locations,

etc.)?

V. Importance of Issues 

5. In each community, prioritize the most-important issues. Start with the most important.
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AAccttiivviittyy  88--22:: Pinpointing External Stakeholders

Directions: Use this activity to structure your thinking about the relative importance of external stakeholder

groups. Use additional paper if necessary.

I. Key External Stakeholders

1. List the most important external stakeholders of your corporation (for example, shareholders/owners,

consumers, important suppliers, important distributors).

II. Importance of Each Stakeholder Group

2. Not all managers value different groups and their opinions equally. List, in order of priority, the corpora-

tion’s stakeholder groups. (Think about groups discussed frequently by top executives. That should serve

as an indication of which groups are considered most important.) List the most important ones first.

III. Issues by Stakeholder Group

3. What appear to be the major issues of concern to each stakeholder group you identified in response to

Question 1?

IV. Importance of Issues by Stakeholder Group

4. List in order of importance (1= greatest importance) the issues of greatest concern to each stakeholder

group. Begin with the most-important group (as identified in Question 2).
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AAccttiivviittyy  88--33:: The Relationship between the Corporation, General Public, and External

Stakeholders

Directions: Use this activity to brainstorm about relationships between the corporation and outside groups.

There are no right or wrong answers. Use additional paper if necessary.

I. The Corporation and the General Public

1. Generally, what is the relationship between the corporation and the general public? More specifically, in

what ways is the corporation presently viewed positively by the public? How do you know? In what ways

is the corporation viewed negatively? How do you know?

2. What problems, if any, are created for the corporation because of a lack of public knowledge about it?

II. The Corporation and External Stakeholders

3. Generally, what is the relationship between the corporation and such external stakeholders as con-

sumers, major suppliers, major distributors, shareholders/owners, and so on? More specifically, in what

ways do you think the corporation is viewed positively by members of each group? Negatively? How do

you know?

4. What problems, if any, are created for the corporation by lack of knowledge about it among

a. consumers?

b. major suppliers?

c. shareholders/owners?

d. other important groups outside the corporation?
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AAccttiivviittyy  88--44: Collecting Information

Directions: Use this activity to think about ways of collecting information from outside groups about the

corporation. Use additional paper if necessary.

I. The General Public

1. How can the corporation’s managers systematically collect information about the general public?

Consider such possible sources as: communities in which the firm does significant amounts of business;

social activists; professional groups/associations, etc.

II. Key External Stakeholders

2. How can the corporation’s managers systematically collect information about shareholders/owners,

consumers, major suppliers, and major distributors? (Consider each group separately.)
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AAccttiivviittyy  88--55:: Clarifying the Role of the Corporation in Society

Directions: Use this activity to structure your thinking. Answer each question. Use additional paper if necessary.

I. Corporate Social Responsibility

1. What are the responsibilities of a corporation to the society of which it is part?

2. Why do you think the general public might be dissatisfied with business in general?

II. The Role of Business in Society

3. Why do you think the general public might be dissatisfied with the industry of which your firm is a part?

III. Public Image of the Corporation

4. What do you think the “public image” of your corporation should be at the national level? The interna-

tional level?

5. What should be the public image of your corporation at the regional or state level? Are there good rea-

sons to work for a different image at this level than at the national or local levels?

6. What should be the public image of your corporation at the community level? Are there good reasons to

work for a different image at this level than at the national or state/regional levels? Should a different

image be cultivated at some location, but not at others?

IV. Objectives

7. What objectives should be established to improve corporate relations with the general public through

planned learning activities?

8. What objectives should be established to improve corporate relations with external stakeholders through

planned learning activities? (Prepare separate objectives for consumers, major suppliers, major distribu-

tors, owners/shareholders, and other groups.)

V. Evaluation

9. How can the achievement of objectives be measured?
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AAccttiivviittyy  88--66:: A Worksheet for Social Monitoring

Directions: Collect information about conditions/issues over the past two years in such bellwether states as

California, New York, and Massachusetts. (Use newspapers, magazines, government reports, pending legisla-

tion, and discussions with anyone residing in these locales.) Then answer the following questions. Of course,

there are no right or wrong responses. Use additional paper if necessary.

I. Trends

1. What social trends are noticeable in California, New York, and Massachusetts? Explain why you think so.

How can planned learning activities help prepare employees for changes likely to occur as these trends

are felt?

II. Objectives

2. What corporate objectives should be established in anticipation of the trends listed in question 1?
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AAccttiivviittyy  88--77:: Pinpointing Weaknesses and Threats in Relationships between the

Corporation and External Groups

Directions: Use this activity to brainstorm about present weaknesses and future threats to relationships

between the corporation and external groups. Use additional paper if necessary. Answer each question in the

space provided.

I. What is?

1. What is the present relationship between the corporation and the general public? (Describe it.)

2. What are the present relationships between the corporation and such external stakeholders as con-

sumers, shareholders, major suppliers, and distributors? (Describe the relationships.)

II. What should be?

1. What should be the relationship between the corporation and the general public? (Describe it.)

2. What should be the relationships between the corporation and such external stakeholders as consumers,

shareholders, major suppliers, and distributors? (Describe the relationships.)

III. What are the weaknesses and threats?

1. Describe present weaknesses and future threats to relationships between the corporation and the gen-

eral public.

2. Describe present weaknesses and future threats to relationships between the corporation and such

external stakeholders as consumers, suppliers, distributors, or shareholders.
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AAccttiivviittyy  88--88:: Pinpointing Strengths and Opportunities in Relationships between the

Corporation and External Groups

Directions: Use this activity to brainstorm about present strengths and future opportunities in relationships

between the corporation and external groups. Use additional paper if necessary.

I. What is?

1. What is the present relationship between the corporation and the general public? (Describe it.)

2. What are the present strengths in relationships between the corporation and such external stakeholders

as consumers, shareholders, major suppliers, and distributors? (Describe the strengths.)

II. What should be in the future?

3. What should be the relationship in the future between the corporation and the general public? 

(Describe it.)

4. What should be the future relationship between the corporation and such external  stakeholders as con-

sumers, shareholders, major suppliers, and distributors? (Describe opportunities for improvement.)

III. What are the Strengths and Opportunities?

5. Describe present strengths in relationships between the corporation and general public. Describe future

opportunities to improve those relationships.

6. Describe present strengths in relationships between the corporation and such external stakeholders as

consumers, shareholders, major suppliers, and major distributors. Then describe future opportunities to

improve those relationships.
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AAccttiivviittyy  88--99:: Types of Change Sought through a Talent Development Effort

Directions: Use this activity to organize your thoughts about what changes in relationship’s between the 

corporation and external groups should be the result of talent development efforts. Answer the questions that

follow. Use additional paper if necessary.

I. Types of Changes

1. What changes in relationships between the corporation and the general public are being sought through

instructional efforts? (Describe.)

2. What changes in relationships between the corporation and external stakeholders are being sought

through instructional efforts? (Describe.)

II. Rationale

3. Why are these changes appropriate?

4. Why are instructional efforts appropriate for helping bring about these changes?
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AAccttiivviittyy  88--1100:: Providing Instruction to External Groups through Innovative Approaches

Directions: Read the brief introduction to creative problem-solving that follows. Then answer the questions in

the boxes. Use additional paper if necessary.

An Introduction to Creative Problem-Solving

The essence of creativity is the process of bringing one body of knowledge into a totally different, and seem-

ingly unrelated, line of inquiry (For example, bringing ideas, techniques, or methods from, say, physics to bear

on a problem-solving activity in history, business, or economics.) In short, creativity involves combining two

unrelated ideas to produce a new idea.

The process of creative problem-solving is reasonably predictable. It begins with basic training — that is,

someone familiar with the field of inquiry. People who have no knowledge of a subject will be unable to pro-

vide contributions to it. The second step in the process is a felt need, a vague irritation with the way things

are. The creative person feels that something is not as it should be. The third step is deliberation, the process

of rolling over a problem in the mind, perhaps for years. The fourth and final step is affirmation, the belief that

some otherwise-unrelated subject area provides ideas that shed light on the problem at hand. 

The individual then elaborates on his or her ideas–or those of other people.

I. Present Methods

1. What methods, if any, are presently being used to identify and meet the instructional needs of the 

general public?

2. What methods, if any, are presently being used to identify and meet the instructional needs of external

stakeholders?

II. Creative Methods

3. Apply the following list of actions to the methods described in your answers to Questions 1 and 2. Explain

how each action can be used to change the methods listed.

A. substitute methods

B. rearrange methods

C. combine with methods used in public relations, marketing, personnel, or other functions

D. reverse methods
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AAccttiivviittyy  88--1111:: Establishing Instructional Objectives for External Groups

Directions: Use this activity to help you clarify and formulate instructional objectives for groups outside a cor-

poration. Answer the following questions. Use additional paper if necessary.

I. Conditions

1. What should members of the general public know about the corporation and its products/services upon

completion of the instructional effort?

2. What should each group of key external stakeholders know about the corporation and/or its

products/services upon completion of the instructional effort?

II. Time Frame

3. Describe the time horizon for bringing about the change cited in Question 1.

4 Describe the time horizon for bringing about the change cited in Question 2.

III. Criteria

5. How will successful progress be measured for Question 1?

6. How will successful progress be measured for Question 2?
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AAccttiivviittyy  88--1122:: Deciding What Instruction to Offer to External Groups

Directions: Use this activity to brainstorm about what instruction to offer to external groups. Answer each

question in the space provided.

1. Is there anything this consumer must know before being able to use the corporation’s products or

services?

2. Is it worthwhile to offer instruction to consumers, particularly those who are first-time product users?

3. What are the most common problems of first-time product users?

4. What future changes in product design (or service offerings) might lead to problems in consumer use of

company products or services?

5. How can instruction improve the future ability of consumers to use the products/services?
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AAccttiivviittyy  88--1133:: Deciding How to Deliver Instruction to External Groups

Directions: Use this activity to brainstorm about the best ways to reach appropriate learners. Answer the ques-

tions in the space provided.

1. In what ways does your corporation presently interact with potential learners outside the organization?

2. How can instructional delivery methods be geared to the means by which your corporation presently

interacts with potential learners?

3. What other delivery methods can be used to reach potential learners? What are the relative advantages

and disadvantages of each method?
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AAccttiivviittyy  88--1144:: Deciding on Evaluative Methods

Directions: Use this activity to brainstorm on the means to evaluate instruction offered to external groups.

Answer the questions in the space provided.

1. How can progress in achieving instructional objectives relative to communities be measured?

2. How can progress in achieving instructional objectives relative to product or service users be measured?

3. How can progress in achieving instructional objectives relative to consumers be measured?

4. How can progress in achieving instructional objectives relative to major suppliers be measured? Major

distributors?
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AAccttiivviittyy  88--1155:: Integrating Corporate Grand Strategy and Instruction for External Groups

Directions: Use this activity to brainstorm how instruction for external groups can support corporate Grand

Strategy or suggest new strategies for the organization. Answer the questions in the space provided.

1. How can talent development activities, geared to the general public, support implementation of

corporate Grand Strategy?

2. How can talent development activities, geared to external stakeholders, support implementation of

corporate Grand Strategy?

3. What new Grand Strategies are suggested by any past talent development activities geared to 

external groups?
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AAccttiivviittyy  88--1166:: Integrating Organizational Strategy for the Development of Talent and

Instruction for External Groups

Directions: Use this activity to brainstorm about the relationship between organizational strategy for talent

development and externally oriented instruction efforts. Answer the questions in the space provided.

1. What is the role of instruction directed to the general public in implementing organizational strategy for

talent development?

2. What is the role of instruction directed  to external stakeholders in implementing organizational strategy

for talent development?

3. What should be the future role of instruction geared to the general public in implementing organizational

strategy for talent development?

4. What should be the future role of instruction geared to key external stakeholders in implementing

organizational strategy for talent development?
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EMPLOYEE DDEVELOPMENT

Employee development is an extension of externally oriented

instruction because it helps employees of an organization adapt to

change and build their competencies. As the organization’s compet-

itive environment changes, employees are affected. Employee

development prepares people for these external changes. Employees

and managers of any firm are internal stakeholders in organizational

survival and success, as recent interest in so-called open book man-

agement indicates. Thus they have vested interests in organizational

performance. Among these interests, employees are particularly 

concerned about present job security and future advancement.

This chapter defines employee development (ED), explains how

to identify ED needs, and summarizes special methods associated

with ED. Finally, problems with traditional ED are explained, and a

new strategic approach to ED is also described.

Definition of Employee Development

Employee development cultivates employees in line with organiza-

tional, departmental, and/or work group needs. As Nadler (1979,

88) explained in a classic and still relevant definition, “Employee

development is concerned with preparing employees so that they

can move with the organization as it develops, changes and grows.” It

thus makes individuals agents for organizational and group change

and organizational learning.
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Differing from employee education and training in key respects, ED is not 

always directly tied to observable, behavioral change. It cultivates individuals so

that their organization and work group collectively possess the competencies

essential to meet present responsibilities and prepare for future ones. ED “...

is concerned with the future of the organization and the individual in directions

which are not [always] clearly definable” (Nadler 1979, 88). For this reason, ED

is hard to justify solely for immediate return on investment.

Employee development efforts are widespread, but are seldom well-planned.

Most managers can think of a few occasions when they sent an employee off to a

professional conference, assigned work to an employee, or otherwise tried to

“broaden” an individual or improve the mix of competencies available in the work

group. ED encompasses these efforts. Since ED is often combined with work

assignments—temporary rotation to other jobs is a frequently mentioned method

of development—it is hard to distinguish from work itself. As a result, not enough

information is available about successful and not-so-successful employee 

development methods.

Nor is enough emphasis placed on employee development. It is easily lost in

the shuffle of daily work activities, for several reasons: First, too little effort is

made to identify long-term competency needs and think through means of  build-

ing them. Second, too much time is spent trying to demonstrate immediate, short-

term payoffs from talent development activities to hard-eyed skeptics, with the

result that long-term developmental efforts are sometimes neglected. Third and

finally, too many managers do not understand the purposes of talent development

activities. While they may give lip service to employee development, they are

unsure of what it is, and are sometimes reluctant to commit time, money, or other

resources to it when they are.

Identifying ED Needs

A planned ED program means that WLP practitioners and operating managers

should

1. Identify each work group in the organization.

324 The Strategic Development of Talent



2. Clarify the group’s actual purpose, activities, and responsibilities.

3. Plan changes to group purpose, activities, and responsibilities so that they

match the desired purpose, activities, and responsibilities of the work

group.

4. Determine how many and what kind of people are presently available in

the work group.

5. Plan how many and what kind of people are needed to change group 

purpose, activities, and responsibilities in line with desired group 

purpose, activities, and responsibilities.

6. Compare desired human resources to available supplies.

7. Establish long-term action plans for each work group in order to narrow

gaps between desired and available HR supplies through planned ED.

This model resembles HR planning. That resemblance is no accident: Employee

development should be one tool for implementing HR plans. Unfortunately, it

rarely is because ED is seldom planned.

It is also important to emphasize that not all employee development is a result

of organizational efforts. Individuals can take steps to build their own competen-

cies through self-initiated learning projects such as those reported in a classic

work by Tough (1979) and more recently in efforts to describe workplace learner

competencies (Rothwell 2002).

In many organizations today, decision-makers identifiy developmental 

activities that can build the competencies tied to successful work performance

(Dubois and Rothwell 2000). Individuals need only take initiative, as competent

workplace learners, to learn in real-time and on their jobs.

Identify each work group. A work group consists of all employees reporting

to one supervisor. These groups should be easy to identify with an organization

chart.

Clarify the group’s purpose, activities, and responsibilities. Why does the

group exist? What does it do? Which other groups, inside and outside the 

business, interact with it and depend on it for materials? By answering these 

questions, supervisors clarify the present purpose, activities, and responsibilities

of their work groups.
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Plan changes in group purpose, activities, and responsibilities.

Any change in an organization or its leadership implies that at least some activi-

ties of the work group should also change. From the standpoint of executives and

managers, why should the work group exist? What should it do? Why? What

other groups depend on it, and in what ways? By answering these questions,

supervisors clarify the desired purpose, activities, responsibilities, and expected

results of their work groups. (Managers can apply the same approach to deter-

mine what others in the organization expect of a department. Executives can 

similarly apply the approach for several departments.)

Determine how many and what kind of people are available. How well is the

work group performing? How well is it serving the purposes other people want it to

serve? What kind of people (and how many) are presently available in the group?

By answering these questions, supervisors examine the strengths and weaknesses

of their work groups.They match production (output) levels to numbers of people

available; they match quality of work to the competencies available.

Four methods are traditionally used in assessing HR supplies. The first

method is a comprehensive HR information system, which takes stock of the 

competencies available among an organization’s workforce. Typically computer-

ized, it contains information about such things as employee education, experi-

ence, skills, competencies, performance appraisals, and career interests. It can be

tailored to the unique needs of one organization, or it can be purchased from 

outside vendors to meet general needs. The second method is an HR audit,

which is usually carried out to assess how well the HR department is functioning.

The third method is succession planning, which identifies replacements for key

executives and used at lower levels as a foundation for a systematic development

plan for the organization. The fourth method is a combination of the other three

methods.

Each method can be modified to assess available HR supplies—the 

actual numbers and competencies of employees—in a work group. Supervisors

create a skill inventory by listing the major tasks of the work group and then 

rating each employee work group relative to it. Supervisors carry out HR audits

to identify special performance problems (deficiencies) and talents (proficiencies)

of the work group. Supervisors plan for succession by identifying a “back-up” for
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each worker, except those carrying out the simplest duties. Each method helps

identify available HR supplies in the work group.

Plan how many and what kind of people are needed. What changes should

be made to the work group so that it will perform in ways consistent with what

other people desire? What kind and how many people are needed to serve a

desired purpose for the group, carry out desired activities, and meet desired

responsibilities? These questions focus on identifying desired HR supplies, the

needed number and competencies of the work group.

To determine desired HR supplies, supervisors should discuss with 

other people what changes should be made to the activities of the work group.

Supervisors must first address what should be the activities and results of the

work group before they can address what number and what type of people are

needed to carry out the activities and achieve desired results. One way to go about

this process is to create a flowchart of activities that must be carried out by the

work group in order to achieve desired results. Each step on the flowchart

requires special skills or competencies, some of which may not be available

presently in the work group.

Compare desired to available HR supplies. How many and what kind of

people are presently available in the work group? How many and what kind of

people are needed in the work group to meet desired group responsibilities? By

answering these questions, supervisors identify gaps between available and desir-

able staffing. This comparison should be made regularly to pinpoint differences

between HR supplies and demands or between competency requirements and

competency availabilities.

One way to answer these questions is by comparison. Supervisors list actual

group activities and then list those that other people want their group to carry out

at present. They then list all employees in the group and rate each employee on

the ability to perform each activity and each activity on the number of people

needed for it. Discrepancies are revealed through this method. Of course, that

same task can be accomplished through a 360-degree assessment.

Another way to answer these questions is to estimate. Supervisors determine

what the work group should be doing and what people will be needed to do it.

They can then compare that to their present output and staffing to identify 

Employee Development 327



discrepancies between how many and what kind of people are needed. Instead of

making estimates by activity, they simply make a general estimate.

Establish action plans. Employee development is one way to narrow gaps

between what the group is actually doing and what others want it to be doing. It

is appropriate when three conditions are met. First, supervisors must prefer

investing in the organization’s employees rather than hiring externally or using

alternative ways to get the work done. Second, high levels of trust must exist

between employer and employees. Supervisors must not fear that developing

individuals will increase turnover as high potential employees are snatched up by

competitors. Third, supervisors must believe that neither external contractors nor

recruitment from outside will be as effective as employee development in building

the competencies needed in work groups. When these conditions exist, ED is

appropriate to cultivate talent in work groups.

An ED program encourages the preparation of individuals for meeting the

collective requirements of a work group or department. Supervisors in each work

group establish measurable objectives, or at least articulate goals, so that the num-

bers and the competencies of employees match up to what the work group should

be doing at present. In each work group, individuals are then developed in a

planned way through one or more methods. Of course, individuals may also take

their own self-directed actions, as competent workplace learners are likely to do

(Rothwell 2002).

Specialized Methods for Employee Development

Objectives for employee development can be achieved through such methods 

as (1) long-term, informal mentoring programs, (2) long-term, formal mentoring 

programs,(3) long-term,formalized transfer or exchange programs across organiza-

tions,divisions,departments,work units,or jobs,(4) short-term rotation programs,

(5) special job assignments, (6) action learning projects, (7) field trips, (8) profes-

sional conferences,(9) behavior modeling,and (10) think tank experiences.

Long-Term, Informal Mentoring Programs. Mentoring remains a popular

buzzword in the WLP field, and much research has been focused on it (Hegstad

1999). A mentor is a more experienced and often higher-placed individual who

328 The Strategic Development of Talent



establishes a special relationship with others referred to as protégés or mentees.

It is possible to establish such relationships between two people of equal 

organizational status in which one is more experienced than the other.

The classic mentoring relationship develops informally through the initiative

of the protégé, not through planned pairings of individuals. It satisfies a protégé’s

need for specialized guidance by an individual who becomes a role model for

them. It also satisfies a mentor’s need to pass on a legacy of knowledge and to

experience the intrinsic satisfaction of helping others realize their potential.

Some authorities contend that truly effective mentoring relationships cannot

be engineered. All true development, they contend, is really self-development.

There is some truth to this notion, because successful people are motivated from

within rather than from without. They are truly competent workplace learners

who take responsibility for and have cultivated ability to learn (Rothwell 2002).

WLP professionals do not always take no active part in matching up people at

lower levels with prospective mentors at higher levels, but they can exert moral

persuasion on decision-makers so that they see the benefits of mentoring to their

organizations. They can also raise the consciousness of employees and managers

alike about the advantages to be gained through mentor-mentee relationships, and

offer training on mentoring skills. Through these and other approaches, WLP

practitioners create a climate that encourages creation of helping relationships

between aspiring employees and their more experienced counterparts. These

relationships can be the starting point for employee development.

Long-Term, Formal Mentoring Programs. One way to develop employees

is to establish a formalized mentoring program for all employees. Such program

have been used in management development. They have also been the focus of

work around school-to-work programs in education, and in that context have 

generated several excellent and inexpensive resources (see Bidwell 1997a and

1997b; Morrow and Fredin 1999). But when an employee development philoso-

phy prevails so that the goal is to create a “learning organization,” the same logic

is applied throughout the organization—not just for the benefit of high potential

executives.

A formal mentoring program is established by the direct pairing of individu-

als. WLP practitioners identify experienced people who can act as mentors and
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provide training to them on how to coach their mentees, protect them, offer them

challenging work assignments, provide them with advice and feedback, and make

them visible to higher-placed people who can positively affect their development

and career progress. WLP practitioners also identify inexperienced people who

need mentoring, and meet with them to explain what mentoring is and why it is

important. The final step is the direct matching of mentors and mentees. To be

successful, a formal mentoring program should be based on the belief that 

preparing future leaders and technical workers is important to the business.

Mentoring programs are beneficial for improving succession planning, reducing

the induction period of the newly hired or promoted, reducing turnover, and

increasing communication. However, their success depends on overcoming barriers

that may be created by senior management, tradition, and organizational culture.

The WLP practitioner plays the role of linking pin in a formal mentoring 

program, coordinating interactions between learners and mentors. The 

practitioner takes special care to assess individual needs and help learners meet

them. Learning is highly individualized. To be part of an organized ED program,

such learning should be guided by the collective needs of the work group in

which the individual is positioned.

Long-Term, Formalized Transfer Programs. Another way to foster 

employee development is by long-term, formal transfer programs in which 

individuals are rotated for long periods to other organizations, departments,

divisions, work groups, or jobs. Such transfers may last several months or years.

Some firms participate in exchange programs in which they trade employees with

other firms.

Exchange programs build bridges between a corporation and institutions

exerting broad influence, such as schools, colleges, government agencies, major

suppliers, distributors, or institutional customers. Exchange programs increase

communication between a corporation and its stakeholders, serving a threefold

purpose in developing individuals, strengthening ties with external groups, and

building individual competencies that are valuable to the work group.

Some organizations actively promote exchange programs with universities.

For example, “Executive in Residence” programs enable universities to draw 

on the expertise of real executives, thereby enriching student exposure to 
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“real-world” thinking and problems. At the same time, the corporation is able to

develop the executive through exposure to new ideas, approaches, and 

challenges. Of course, the executive also represents the corporation to students.

Depending on the executive’s success as a role model and resource, he or she can

attract talent to the corporation, thereby promoting recruitment, and influence

faculty and perhaps even future academic offerings so that the university serves

effectively to prepare students for the future.

Transfer programs can also be established for a company’s sales agents, prod-

uct dealers, or employees of key suppliers, distributors, and institutional 

customers so that they can learn firsthand about a firm with which they are con-

ducting business. Quite apart from the increased efficiency and effectiveness that

may result from the presence of a firsthand liaison, the experience broadens indi-

viduals in liaison roles. Alternatively, employees of the business may be sent to

spend time at a supplier, distributor, or institutional customer. Employees return

with firsthand knowledge of problems encountered by the firm’s key supplier,

distributor, manufacturer, or other group. More than a few firms, for example,

recruit their sales trainers from the ranks of successful salespeople (Rothwell,

Donahue, and Park 2003). They enjoy instant credibility with trainees—and learn

more about the operations of the company while on transfer from the field.

Transfer programs may also be established internally between divisions,

departments, or work groups. Much like externally oriented exchange 

programs, they increase communication between two groups. The individual

transferred to another unit serves thereafter as a linking pin and liaison.Individuals

also build their competencies through exposure to a different part of the organiza-

tion,which in turn provides a source of information for the individual’s work group.

Job transfers often stem from pressing organizational needs, such as lack of

talent in one location but a surplus of talent in another. But no individual should

be transferred without taking into account the needs of the whole person.

Managers who rose through the corporate ranks by moving from one work site to

another should not necessarily expect unquestioning acceptance of geographical

transfers from all new workers, who might need to refuse transfer if they are too

disruptive to their spouse’s careers, eldercare, children’s education, homeowner

obligations, or personal preferences for reasonable life balance. For this reason,
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a contemplated transfer should always be preceded by a frank discussion between

employee and supervisor.

This discussion should deal with such issues as these:

❙ The intended benefits of the transfer: What will the company and the indi-

vidual’s work group gain from the transfer? How will the employee gain

from it? What objectives, both instructional and noninstructional, will be 

established? In short, what outcomes are expected? 

❙ Possible barriers: What problems will a move pose for an employee, his or

her spouse (or significant other), his or her children, elderly parents or

relatives, etc. for whom the employee is responsible?

❙ The degree of company support: What, if anything, can the company do to

ease the burdens of a geographical transfer when it is necessary? Some

organizations offer extensive help in relocation; others do not.

❙ The consequences of decisions made about a transfer: What will happen if

an employee refuses the transfer? If he or she agrees? Will it influence

future advancement? Will concern about these issues prompt the

employee to look for employment elsewhere?

The handling of a transfer is quite important, providing an opportunity for the

employee and an organizational superior to discuss the individual’s long-term

development and the organization’s needs.

Long-term rotation programs are commonly used to prepare managers for

increased responsibilities. They are rarely formalized, but they should be in order

to clarify the purpose and desired outcomes for individuals and for their sponsor-

ing work groups. To develop special competencies, managers may be assigned to

(1) start-up efforts (new ventures); (2) problem departments (turnabout efforts);

(3) line positions (if the manager will become a staff manager); 

(4) staff positions (if the manager will become a line manager); (5) overseas jobs (if

there is a need to develop cross-cultural or international sensitivity); and (6) other

long-term assignments. Each builds important competencies that prepare the

individual for future advancement. In the meantime, the individual carries new

competencies back to the original work group that can enrich its talent pool.
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Short-Term Rotation Programs. Job rotation, the short-term movement 

between jobs, first received attention in assembly-line work. It was used to

reduce worker ennui and expand an individual’s repertoire of tasks. Short-term

rotations can range from a few minutes to a few months. Many organizations have

used short-term rotations for management employees. In today’s turbocharged

corporate environment, they seem to be more appropriate than long-term

rotations.

One approach is to use short-term rotations during company orientation.

Individuals are rotated from department to department, sampling the work and

learning firsthand about the organization’s activities, people, and culture. At the

end of the orientation period, individuals are either permanently assigned to one

unit or are asked to choose the department or work group in which they want to

work on a long-term basis.

It is not a good idea to rotate people without a plan. Instead, WLP profession-

als must approach rotation as a form of instruction. That means they should

❙ Establish long-term learning objectives for the rotation experience. What

should learners know at the end of the rotation? What should they be able

to do?

❙ Establish human support and continuity. How can newcomers be made to

feel welcome? Amid rotations, how can individuals establish long-term

interpersonal ties for the future?

❙ Establish objectives for each phase of rotation. What should employees,

temporarily transferred, know about the department when they 

leave it?

❙ Structure the experiences. A line manager or WLP practitioner should

meet with learners before a rotation to focus attention on the purpose of

the impending experience. Has the experience been structured in some

way? Are there planned activities in which learners are expected to take

part? If so, what are they? Why are they being provided? (WLP practi-

tioners should assist line managers in developing outlines or lesson plans

to structure rotation programs so that each phase is planned and produces

results for which learners can be held accountable.)
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❙ Reinforce the experience. Individuals vary in their styles of learning.

Several different ways should be used to present information and struc-

ture experience during a rotation.

❙ Provide for debriefing. Just as meetings before rotation help learners

understand the purpose of rotation experiences in which they participate,

meetings afterward tie together and reinforce experiences.

In an orientation, for example, learners participate in training, which is then 

followed by rotation to the work setting. Before the rotation, learners are told how

the work relates to the training that preceded it. During rotation, the supervisor

emphasizes the task on which the training was focused. After rotation, learners are

asked to interpret what happened. They also receive concrete feedback about

their performance during the rotation experience.

Perhaps a description of such a program will help clarify what it is and how it

works. In one large company, a downsizing effort unexpectedly robbed the organ-

ization of experienced middle managers, many of whom had accepted attractive

early-retirement offers. Stepped up recruitment produced a flood of management

trainees. The company was not prepared for them because it never had a planned

Talent Development program or a centralized WLP department.

In the situation we are referring to the company hired an experienced WLP

practitioner from outside. She immediately formed a management- development

advisory committee (MDAC), consisting of experienced supervisors and 

managers from different levels of the hierarchy and from different departments.

Though new to the firm herself, she organized a planned job-rotation program for

management trainees in short order.

Her approach was simple enough. She asked members of the MDAC to 

identify key experiences to which management trainees should be exposed 

during their first six months of employment. She then asked committee members

for the names of people in the company who could discuss each topic and super-

vise each experience. She then developed a simple questionnaire and surveyed

the “experts” about issues that should be discussed with trainees during short,

informal, one-on-one discussions. She compared responses (at least two people

were designated as experts for each topic) and identified common issues. The
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survey results provided a foundation for on-the-job lesson plans to ensure that

each newcomer would consistently receive certain basic information, regardless of

who discussed it. Specific, planned rotation experiences were designed to follow

each discussion.

Job rotation programs do not have to mean a stint in every department. Nor

do they have to be elaborate, time-consuming, or expensive: They can be

restricted to movement between groups in one department, or jobs in one 

specific work group. Nor do they have to be limited to orientation: They can be

tied to job posting programs or used by themselves to foster cross-training 

within a work group so that everyone has at least some familiarity with the jobs

and tasks of their peers.

Special Job Assignments. Special assignments can mean (1) researching a

problem or issue; (2) developing a solution or recommendations for dealing 

with a special problem or issue; or (3) assuming responsibility for a project.

Assignments like these resemble what Tough (1979) calls independent learning

projects. Tough reports that one key difference is that, independent learners 

identify their own projects and resources for learning, while a special job assign-

ment is structured and planned by an organizational superior or by a company 

talent- review committee.

For example, suppose that a department is experiencing excessive downtime,

high scrap rates, or some other performance problem. Rather than look into the

matter, the department manager calls in an employee and says something like this:

“We’ve been experiencing a problem with . . . (manager provides description).

Would you look into the matter for me, find out the nature of the problem, and

bring me a list of one or more recommended solutions within . . . (some specific

time period)? Write up the results in a memo that is short and succinct. State the

problem(s), proposed solution(s), reasons for selecting the solution(s), costs 

associated with the solution(s), and any problems that might stem from the 

consequences of implementing the solution(s).”

An assignment like this gives an employee an opportunity to build his or 

her competencies  and exercise responsibility. Astute superiors plan many occa-

sions like this over time to develop their employees. If superiors do their jobs as

developers well enough, employees are eventually prepared to accept higher 
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levels of responsibility, and the collective competencies of the work group are

expanded.

Some superiors approach such broadening assignments in a relatively

unplanned way, letting them stem from problems encountered spontaneously in

the course of daily work activities. Others plan these assignments in advance as

part of an annually negotiated Management by Objectives agreement, a short-term

Personal Performance Contract (PPC), or an Individual Development Plan (IDP)

with each employee. Some managers deliberately prepare a plan of informal 

experiences or job assignments for each employee to ensure the systematic,

planned development of all employees in the work group. (The latter approach is

a true employee-development program when it is explicitly matched to work

group purpose, objectives, and duties.) 

Action Learning Projects. Action learning projects have been gaining popu-

larity (see Rothwell 1999a). While not always called by the name action learning,

they are really a specialized approach to special job assignments. Invented in the

early 1970s (Revans 1971), action learning was originally an approach to execu-

tive development. The idea is to team up executives to solve a work problem so

that they can share experiences across the hard-wired silos of the organization’s

reporting structure, and thereby gain exposure to other silos without rotating

valuable performers for prolonged periods. The approach has been adapted more

recently to virtual teams working across international boundaries and through

cyberspace, and to classroom environments in which students work together to

solve problems posed by a trainer.

While many variations to action learning exist, the basic approach is to find a

company problem. Then a team is formed of individuals who share two charac-

teristics in common: they need development and cross-functional exposure, and

they can bring special skills to the team to help tackle solving the problem. Team 

members are briefed on the problem and are then given the freedom to experi-

ment to find solutions. The challenge is tp keep the team members working

together cohesively: For that, a WLP practitioner is often called in to serve as a

team facilitator.

Action learning can be a powerful approach to building individual 

competence and organizational bench strength without needing to surrender

336 The Strategic Development of Talent



exemplary performers for prolonged training or rotation experiences. Managers

like it because they can get a real-world problem solved at the same time that they

are building individual competence for the future. The flexibility of the approach

also has much appeal, and individuals can be assigned to action-learning project

teams that work full-time or part-time, or even virtually.

Field Trips. Any journey undertaken as a learning experience is a field trip.

Elementary school pupils take trips to zoos, amusement parks, and historical

sites. In college, students take trips related to their academic majors: business

students tour corporate offices and factories; history students visit historical land-

marks; drama students visit theaters; and WLP students visit WLP departments.

In a training program on machine operation, an instructor might use a field trip to

show trainees a real machine in operation.

In recent years, field trips have become a popular method of fact-finding; they

are widely used in best-practice benchmarking trips. American executives go

abroad to learn firsthand about management practices, production methods, and

cultural matters in Japan, Taiwan, Korea, China, the Philippines, Australia,

Russia, and other countries. U.S. economic development and government 

officials do likewise. In turn, the United States hosts itinerant emissaries from

abroad, many interested in learning about such specific American industries as

health care, higher education, agriculture, manufacturing, or government.

Developmental field trips need not be restricted to senior executives. Indeed,

they can be used by any supervisor to give employees brief exposure to other sites

in the organization, stimulate new insights and creativity, and motivate them to

learn more.

Much like special job assignments, field trips can stem from immediate

problems in the work setting or can be planned well in advance, perhaps as 

part of an annually negotiated Individual Development Plan. If a field trip is

planned on short notice, the supervisor simply asks employees to visit a specific

location and report back with ideas, observations, and (perhaps) solutions to

identifiable problems. On the other hand, if the trip is planned long in advance,

the supervisor has time to leisurely reflect on this question: What should 

employees know when they return? The superior prepares a list of competencies

and behaviors related to the needs of the work group, and systematically 
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plans specific field trips in which employees can observe a competency being

demonstrated (and perhaps practice it as well). Trips are planned for their value

in furnishing guided learning activities as part of an organized employee 

development program. They can also give employees exposure to best-practice

inside or outside the company, and they can thereby contribute to process

improvement efforts.

To use a field trip for maximum advantage, the supervisor should meet with

employees beforehand and pose broad questions to be answered upon their

return. (That same approach, incidentally, is used in planning benchmarking

trips to observe best practices.) Employees may also be asked to keep a diary or

log during the experience to record insights, feelings, and ideas. The act of 

writing down thoughts clarifies them, as well as preserves them for future refer-

ence. Supervisors use field trips to focus employee attention, stimulate thinking,

direct individual experience, build bench strength, and expand the competency

mix available to the work group.

Professional Conferences. Many professional societies, industry groups, and

vendors offer professional conferences each year. They range from trade shows

that display state-of-the-art services, equipment, and issues in a field or industry

to short workshops on innovative approaches. The annual conference of the

American Society for Training and Development exemplifies a typical large 

conference. There are different “tracks” of speakers delivering talks concurrently

in different rooms. A large exhibit hall provides participants with opportunities to

review new products and hear about new services. Social networking activities are

planned so that participants can meet people sharing similar interests, and special

events such as film screening and computerized learning exhibits are abundantly

offered for the curious.

Sending employees to professional or industry conferences is a developmen-

tal activity intended to (1) update skills and knowledge, (2) evoke new insights

and fresh ideas, and (3) provide for social networking opportunities so that 

attendees can hear about practices in other organizations. Conferences resemble

field trips: They are typically located at some distance from the work site, and

often the outcomes are difficult to plan in advance. As with field trips, supervisors

and WLP practitioners help conference participants take maximum advantage of
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the learning opportunity by providing them with an advance list of questions to

be answered upon their return. Employees may be asked to keep a diary or log of

experiences. Other methods for maximizing the value of the experience include

(1) having participants brief their colleagues orally on conference highlights; 

(2) circulating literature or handouts collected at the conference; and (3) asking

participants to write up a report on the conference for circulation to co-workers.

Sending individuals to a conference to meet the present or future needs of a work

group is valuable employee-development tool.

Many employers and vendors have also been experimenting with various

forms of distance education to achieve the same results as traditional   confer-

ences. Examples include so-called webinars in which participants remain seated

in front of computers at their desks (in their places of employment), but they

simultaneously visit a common Web-site and participate in a conference call.

Webinars bring together diverse participants from geographically scattered loca-

tions. While not as powerful or memorable as on-site conferences or seminars,

they are far less expensive and they avoid the hazards of travel. No doubt people

will continue to experiment with such approaches. Desktop consulting in real

time will also increase because the videocameras are now  available for personal

computers.

Behavior Modeling. Just like it sounds, behavior modeling involves a two-step

process of (1) demonstrating appropriate behavior and then (2) asking learners to

demonstrate it. Behavior modeling has been widely advocated for building some

competencies in classroom settings. Trainees observe behaviors enacted on

videotape or by an instructor. This approach works particularly well in training

supervisors how to give orders, interview prospective employees, carry out disci-

plinary counseling, and conduct employee appraisal interviews.

Behavior modeling can also be a more subtle, long-term development

method. By rotating employees to work with exemplary supervisors or perform-

ers, they learn through observation how to think and behave like the role models

with whom they are paired. As in many developmental efforts intended to build

complex interpersonal competencies, specific outcomes from a learning experi-

ence may be difficult to plan. Learners are encouraged to pay special attention to

the exemplary performers to whom they are rotated.
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Behavior modeling is grounded solidly on the social learning theory of

Bandura (1971 1977; Bandura and Walters 1963). Bandura belived that people

learn through observation of others and by imitating them. The effects of obser-

vation can be powerful. For example, if one employee successfully manipulates a

supervisor or gets away with breaking the rules, other employees observe and

then imitate the same behavior. The key, then, is to be selective in exposing

employees to appropriate role models over a long time period and in reinforcing,

through praise and other rewards the employee is imitation of desirable behavior

that is aligned with company strategic objectives.

Think-Tank Experiences. A think tank is an organization or group formed

for the purpose of devoting special attention to a specific problem or group of

related problems. Think tanks were originally stand-alone institutions. The most

famous was established by the Rand Corporation to study military problems.

Since the creation of the first think tank, many others have been set up to focus on

a wide range of issues. Have.

Think-tank experiences are characterized by certain key conditions (Delbecq

1967):

❙ Open communication between group members

❙ Willingness and even eagerness to participate in problem-finding and

problem-solving

❙ Clear separation between generating ideas and evaluating ideas

❙ Relaxed relationships in the group

❙ Courtesy between group members

❙ Support for creativity

❙ A nonauthoritarian point of view

❙ Appreciation for humor, playfulness, and exploration of seemingly bizarre

notions

❙ A desire for consensus, but a willingness among group members to accept

majority rule

These conditions should characterize a single problem-solving or problem-

finding effort or else characterize the climate of a creative, participative work

group, team, department, or division.
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Examples of think tank employee-development experiences include (1) retreats

for management or employees, (2) task forces, (3) free-standing employee commit-

tees, (4) staff meetings, (5) impromptu problem-solving groups, and (6) confron-

tation meetings. Developmental think-tank experiences like these serve to broaden

the existing competency mix available to the work group.

Management or employee retreats are usually held off-site, somewhere other

than the work setting. A management retreat gives executives or managers an

opportunity to reflect, as a group, on past company performance and on

prospects for the future. Retreats are frequently used as settings for formulating or

reviewing the Strategic Business Plan. An employee retreat serves a similar pur-

pose. Members of a work group step back from the pressures of immediate work

demands, and reflect on past problems or future opportunities for improving

group performance. It is a growth experience for individuals, allowing them to

exercise creativity, contribute to increased productivity, improve relations with 

co-workers, and build individual competencies. It is a tool for employee develop-

ment because it equips participants with new ideas about what they do and how

they interact as a group.

A task force is a committee formed to deal with a special issue or problem.

Very often a task force represents different hierarchical levels and work groups.

Usually temporary in nature, it exists just long enough to investigate a specific

problem. Task force experiences give employees opportunities to exercise 

creativity and gain new insights about organizational operations. Supervisors

control which employees get these development opportunities because they set

up the  task force. Task forces serve the needs of employee development when

they are linked to the problems or issues confronting the individual’s work group,

and when they produce new knowledge that somehow benefits the work group.

Free-standing employee committees are similar to task forces, but they are

enduring rather than temporary. Individual members rotate on and off, but the

committee remains. One example is a committee for talent development that is

formed to provide advice to WLP practitioners about company training, educa-

tion, and development efforts. Other committees can be permanent: new prod-

uct committees; budget committees; sales promotion committees; and

committees composed of representatives from the community, industry, or sales
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force. Serving on a committee develops individuals because it gives them a

chance to exercise creativity.

Staff meetings are a tradition in many organizations. Their primary purpose is

to organize and schedule work or provide updates on progress. They also give

supervisors an opportunity to communicate with all members of a work group at

once. They become developmental experiences if group members are encouraged

to air suggestions, raise problems, or cooperate on solutions.

Impromptu problem-solving groups are less formal than task forces, free-

standing committees, or even staff meetings. When a problem comes up, the 

supervisor calls in a few handpicked individuals for a short brainstorming ses-

sion. Members are chosen for what they know about the problem and what 

contributions they can make in solving it. By allowing for individual participation

in decision-making, these groups foster individual growth and serve a 

developmental purpose.

Confrontation meetings stimulate creativity. First described by Beckhard

(1967), meetings of this kind bring together two groups with conflicting views on

an issue. Group members state their ideas and then argue them out to promote

greater understanding.

These think-tank experiences contribute to employee development by giving

individuals opportunities to hear about new ideas, experience new insights, and

improve interpersonal skills. As individuals are enriched, they provide new 

talents and skills to be tapped by their work units. The developmental value of

these experiences can be increased (1) if they are guided by some kind of system-

atic improvement plan for the work unit and individuals in it, (2) if they are 

preceded by a discussion between employee and superior to clarify what an

employee should learn during the experience and why it is worth learning,

(3) if individuals are encouraged to keep a log or diary during the experience so

that they may record observations and insights, and (4) if these experiences are 

followed up with a debriefing in which the employee and the organizational 

superior discuss what was learned, why it is important, and how it is related to

individual and work unit improvements.

Other Development Experiences. The developmental methods described in

this part of the chapter are not the only ones that can be used. In fact, many other
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methods can help build individual competencies and group or organizational 

talent. Once the competencies are known for a job category, department, or 

occupation, it is possible to identify a range of strategies by which to build those

competencies (Dubois and Rothwell 2000). Indeed, Lombardo and Eichinger

(1989) have identified 88 ways to develop people. Various printed or online

guides such as Learning Navigator and other resources are available to assist in

identifying appropriate developmental strategies to build individual competen-

cies (see, for instance, Gebelein et al. 2000; Kravetz 1995; Strategies 1999).

People can even be trained to be more effective in taking charge of their own 

learning and development (Peterson and Hicks 1995; Rothwell 1996).

Problems with Traditional Employee Development Programs

Traditional employee development programs suffer from several problems. First,

they are rarely planned. The process (if something so informal can be called that)

works in most organizations the same way one top HR executive described it :

“Our supervisors watch their subordinates and those reporting to other

supervisors. When a promising person comes along, a supervisor will think Now

there’s a person I can use someday. Supervisors talk over the matter among them-

selves and arrange for an exchange. Then they talk to a union steward. One day,

the employee is told to ‘report to so-and-so today and come back when you are

told to.’ ”

No attempt is made to think through the collective skill needs of each work

unit. Individuals are not told the reasons for developmental experiences in which

they are asked to participate. Lack of planning results from an inability of super-

visors to project the collective competencies needed by their work groups.

Individuals are kept in the dark about the reasons for developmental experiences

because, as one executive explains it, managers are afraid of the possible conse-

quences. Why? As the executive explained:

“If we told the person why he or she was chosen to participate, we might find

ourselves saddled with someone with a swelled head. The person would think a

promotion and pay raise was looming just over the horizon. We might find 

ourselves facing blackmail at raise time or else constant questions about when 
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a promotion or transfer would take place. To avoid all that, we prefer to keep

employees ignorant of our plans for them.We don’t always have plans, in any case.”

Developmental experiences are rendered less effective than they might other-

wise be as a consequence of trying to avoid problems that might not even come

up. To employees, these experiences may be unsettling and frustrating. Does the

boss want to get rid of me? they secretly wonder. Under these conditions, develop-

mental experiences will not be maximally effective because the need for secrecy

will rule out frank talks about what the individual should try to learn during the

experience, why it is worth learning, and what competencies the employee should

try to build during a developmental experience. Nor will it be possible to debrief

employees after such experiences, because debriefings will sometimes raise 

unrealistic employee expectations about the future.

A second problem is that employee development is too often viewed as a

reward for individual behavior, rather than as a vehicle for building present or

future competencies needed by a work group or an organization. WLP practition-

ers should closely examine requests for professional conferences or other devel-

opmental activities that do not, on the surface, appear to mesh with the long-term

strategic objectives of a unit or the organization.

A third problem with employee development programs is that they tend to

perpetuate past traditions only. It is easy to see how that happens: Employees 

are rotated to performers who have proved themselves in the past, rather than

rotated to performers whose progressive views mesh with strategic business

plans; employees are given broadening job assignments that perpetuate traditions

rather than raise questions about them; and employees are sent off to conferences

to bring back information about state-of-the-art innovations, rather than think

about how to apply those innovations to the tasks facing the work group.

There are, of course, instances when such past-oriented approaches to

employee development are appropriate:

❙ When the work unit’s environment is relatively stable

❙ When the organization does not face competition

❙ When the organization’s Strategic Business Plan calls for slow, stable

growth without radical changes
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❙ When the future HR demands of a work group do not differ significantly

from existing HR supplies

On the other hand, a future-oriented approach is necessary when 

❙ The work group’s external environment is volatile

❙ Competitive advantage is sought by the firm and is essential to long-term

organizational survival and success

❙ The Strategic Business Plan calls for long-term, radical change—

particularly change in some work groups or departments more than others

❙ Future HR demands at the work group level differ significantly from 

existing HR supplies

In today’s competitive environment, most organizations probably fall into the 

second category.

Strategic Employee Development

Strategic employee development (SED) adopts an approach different from its 

traditional counterpart. Unlike traditional employee development, it should be

explicitly linked to a long-term organizational strategy for the development of 

talent, which in turn supports the plans of the organization and HR generally. It

should be distinctly future-oriented, based on a comprehensive, long-term view of

organizational and work group needs, planned explicitly and deliberately for each

work group and each department, and treated as part of strategic business 

planning efforts.

Conceptualizing Strategic Employee Development. Much like traditional

employee development, strategic employee development begins with questions

about long-term HR needs and demands. Think of it as a series of questions:

1. What competencies will be needed by the organization to implement

strategic business plans?

2. What competencies will be needed by each department or work group to

carry out new duties or meet new responsibilities stemming from strategic

business plans?
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3. What competencies exist at present in the organization and in each

department or work group?

4. What discrepancies exist between competencies needed in the future and

those already present in the organization and in each department or work

group?

5. What long-term employee development methods can be planned to 

rectify the discrepancies identified in Question 4?

The focus is on identifying and meeting the future collective competencies

required of each work group and department. While external recruitment and/or

external contracting can potentially help meet these needs, development is

another means of meeting needs. In this context, competency means “ability to

perform.” Strategic planners generally accept the notion that organizations have

core competencies, proven abilities to perform successfully in certain areas of the

business and/or with certain product lines.

Specialized Employee Development Methods for Meeting 

Long-Term Organizational Needs

Each employee development method described in the previous part of the 

chapter can be treated from a future-oriented rather than a past-oriented perspec-

tive. These methods include (1) long-term, informal mentoring programs,

(2) long-term, formal mentoring programs, (3) long-term, formalized transfer or

exchange programs across organizations, divisions, departments, work units, or

jobs, (4) short-term rotation programs, (5) special job assignments, (6) action

learning projects, (7) field trips, (8) professional conferences, (9) behavior model-

ing, and (10) think-tank experiences. When these methods are used to prepare

people for meeting the future responsibilities of their work groups, they are 

tools for strategic employee development. Let’s discuss long-term planning of

related developmental experiences, and selecting, planning, and following up

each experience.

Long-Term Planning of Related Experiences. Unlike the relatively 

unplanned approach characteristic of traditional employee development 
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efforts, strategic employee development requires planning for general change

objectives for the organization and its departments or work groups. In short: 

(1) What competencies should be found in the organization in five years? 

(2) What competencies should be found in each department or work group in say

five years?  WLP practitioners and/or supervisors can choose many different

methods to evoke individual insights and build competencies in line with 

strategic needs at the group level.

Select experiences. Selectivity is the key to using developmental experiences

strategically. Consider: (1) What experiences will elicit individual insights and

develop the competencies needed by the work unit in the future? (2) What 

people and/or other resources can be identified that will provide those 

experiences?  The idea is to pinpoint progressive people, events, or situations that

can serve developmental ends.

Plan each developmental experience. What supervisors do to prepare

employees for developmental experiences affects outcomes dramatically. If 

supervisors say nothing, employees are left to draw whatever interpretations seem

appropriate. Of course, these interpretations may not be appropriate.

In traditional employee development efforts, the supervisor can guide 

individual experience by providing a list of questions in advance. As a 

consequence, a structure is imposed on otherwise inchoate aspects of 

reality. Open-ended questions prompt learners to make discoveries on their

own.

Questions of this kind can be keyed to the past, present, or future. If past-

oriented, they lead learners to focus on successful practices as proven by experi-

ence. For example, learners can be directed to ask such questions as (1) What

methods have proven especially successful in the past? and (2) Why are these

methods so successful? In contrast, present-oriented questions focus on current

methods, problems, and issues. They help learners familiarize themselves with the 

state-of-the-art.

Future-oriented questions direct learner attention to anticipating possible

future problems and issues. If these questions are asked of supervisors in other

parts of one organization or in other organizations, they may stimulate supervisory

creativity and planning as well.
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Follow up each experience. It is just as important to follow up after each

developmental experience as it is to build employee expectations beforehand.

Supervisors and/or WLP practitioners should use a debriefing to

❙ Hear from the employee about information gathered during the develop-

mental experience.

❙ Impose order on employee insights by careful questioning designed to

maximize insights gained through the experience.

❙ Expand on and enlarge key points and issues.

Questioning is a key skill because it guides learners by eliciting new insights and

discoveries. It can prompt and direct creativity.

Strategic employee development is anticipatory, designed to avert problems

or seize improvement opportunities before they come up. Each developmental

experience should be planned for its value in anticipating the collective compe-

tencies needed by the work group. In this way, individuals are guided to learn in

order to improve the aggregate talents of the organization and its work groups.
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AAccttiivviittyy  99--11:: Developing a Formal Mentoring Program in Your Organization: A

Brainstorming Exercise

Directions: Use this activity to brainstorm about matters essential to establishing a mentoring program in your

organization. Answer the questions that follow. There are no right or wrong responses. Use additional paper if

necessary.

Part I - Purpose

1. What is the primary purpose to be served by a mentoring program? Is it (1) to ensure a supply of talent

needed to meet long-term organizational requirements? (2) To improve morale? (3) To involve managers

and supervisors at all levels in long-term preparation of their employees in a formal way? (4) To meet

some other need? (Specify.)

Part II - Objectives

2. What method or methods can be used to demonstrate results form this program? In other words, how

can achievement be measured?

Part III - Conditions Favoring the Program

3. What existing conditions in the organization favor establishment of a formal mentoring program?

(Consider: philosophy of management; recent problems created by lack of necessary human resources;

stability of tenure among managers or supervisors at all levels.) How can these conditions be turned to

advantage?

Part IV - Conditions Not Favoring the Program

4. What existing conditions in the organization do not favor establishment of a formal  mentoring program?

(Consider: major emphasis on short-term results; no rewards or recognition associated with long-term

grooming of employees; recent scandals about management/supervisory relationships with employees.)

How can these conditions be corrected?

Part V - Design and Delivery

5. Describe formal elements of the mentoring program that will be needed. Consider such matters as (1)

how mentors/protégés will be matched up; (2) how long these formal relationships are intended to last;

(3) on what basis these relationships can be dissolved; (4) third-party conflict resolution between men-

tors-protégés; (5) necessary restrictions (if any) on which people are eligible as mentors and as protégés;

(6) a description of the mentoring program (that is, a policy); (7) roles of the mentor and the protégé (that

is, what are they expected to do?); (8) how developmental experiences are to be selected/negotiated; (9)

how expected developmental experiences are to be documented (that is, written down or otherwise clar-

ified); (10) what, if anything, mentors should do during developmental experiences; and (11) how results

of developmental experiences are to be used (that is, required debriefings).
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AAccttiivviittyy  99--22:: Designing a Short-Term Rotation Program for New Employees

Directions: Answer the following questions in the space provided.

Part I - Purpose

1. Clarify the purpose of the rotation program. What is its primary reason for being? What results do you or

other managers hope to see from this effort?

Part II - Constraints

2. Clarify existing constraints. Consider such matters as (1) amount of time that can be counted on for new

employees (How long are they available? Can this time frame be counted on for sure?), (2) degree of 

support (How much do managers throughout the firm agree with the purpose of this effort? Understand

it?), (3) degree of cooperation (Can everyone be counted on to participate?), and (4) other constraints that

you can think of that need to be planned for or considered at the start.

Part III - Objectives

3. What long-term results are sought from this program for each work group and for the organization? How

can the relative success of this program be demonstrated over time? (Although you may wish to estab-

lish measurement outcomes, you do not have to restrict them to end-of-program outcomes, because a 

program may provide better indications of long-term results.) 
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AAccttiivviittyy  99--22:: (continued)

Part IV - Program Design

4. Describe the rotation program, including (1) what departments, work groups, or job sites new employees

should be exposed to; (2) how long each of these experiences should last; (3) to whom the employee

should be assigned at each site; (4) what special experiences the employee should participate in while

at each site; (5) in what order the departments, groups, or sites should be rotated; (6) what special out-

comes or results are sought by exposing the employee to these sites; (7) what preparation the employee

should receive prior to a new rotation; (8) what special coaching the employee should receive while at

each site; and (9) what follow-up or debriefing the employee should receive at the end of each rotation.

Part V - Linkages

5. How will this rotation program link up to classroom-based training efforts and on-the-job training follow-

ing rotation? Are some linkages between the program and other types of training/education especially

desirable? If so, describe what the linkages should be and why they are important.
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AAccttiivviittyy  99--22:: (continued)

Part VI - Linkages

6. Should some differences in the rotation program exist for employees entering some but not all job

classes/positions? Is so, describe what additional or specialized experiences should exist for various

groups of employees (for example, clerical/secretarial, technical, professional, managerial).

Part VII - Follow Up

7. How will the value of the rotation program be demonstrated? Describe how follow-up after the rotations

will be planned in order to collect information about its (1) value to newcomers; (2) effects, if any, on sub-

sequent job performance/employee morale or job satisfaction; (3) strengths of the rotation program itself;

and (4) weaknesses of the rotation program.
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AAccttiivviittyy  99--33:: Critical Incidents

Directions: For each critical incident described in the left column, describe in the right column how a supervi-

sor can use the occasion as a development experience for an employee. There are no right or wrong responses.

Critical Incident How can the incident be used for employee devel-

opment?

1. The employee makes a major mistake.

2. An employee asks about the job duties of another 

employee.

3. The work group faces a problem that it has never 

experienced before.

4. The supervisor has to be away from work for 

several hours.

5. The supervisor confronts a major problem.

6. The supervisor wants to delegate work.

7. The employee faces a problem in his or her job that 

he or she has never experienced before.

8. The employee asks the supervisor for help.

9. Several new employees enter the work group and 

need to be “shown the ropes.”

10. A new machine is being introduced to the work site.
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AAccttiivviittyy  99--44:: Assessing the Developmental Climate

Directions: Use this activity to assess the general developmental climate of a work group, department, or 

division. For each characteristic listed in the left column, rate your sense of its presence in the middle column.

Then, in the right column, describe what should be done to improve the characteristic in the group. Use 

additional paper if necessary.

Characteristic To what extent Is the What can be done to 

characteristic apparent? improve the degree to which 

Not at all         To a great extent the characteristic is evident?

1 2 3 4 5 6 7

1. Open communication exists 1 2 3 4 5 6 7

between all members of the group.

2. Group members are willing to 1 2 3 4 5 6 7

participate in finding problems 

before they come up.

3. Group members are willing 1 2 3 4 5 6 7

to participate in finding 

problems after they come up.

4. Group members are willing to 1 2 3 4 5 6 7

participate in solving problems 

after they come up.

5. Group members clearly separate 1 2 3 4 5 6 7

the processes of generating and 

evaluating ideas.

6. The group climate is relaxed. 1 2 3 4 5 6 7

7. Group members are courteous 1 2 3 4 5 6 7

to each other.

8. Group members support creative 1 2 3 4 5 6 7

ideas.

9. The group maintains a 1 2 3 4 5 6 7

nonauthoritarian point of view.

10. Group members are playful in 1 2 3 4 5 6 7

their attitudes when they are

coming up with new ideas.

11. Group members are open to 1 2 3 4 5 6 7

“crazy ideas.”

12. Group members strive for consensus. 1 2 3 4 5 6 7
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AAccttiivviittyy  99--55:: Identifying Problems, Issues, or Challenges Confronting the Work Group

Directions: Use this activity to structure your thinking about problems, issues, or challenges confronting a work

group that could benefit from think-tank experiences. Answer the following questions. Use additional paper if

necessary.

Part I: Present Problems

1. What problems, issues, or challenges are confronting the work group, department, or division at present?

List major ones.

Part II: Future Challenges

2. What problems, issues, or challenges will probably confront the work group, department, or division in

the future? List major ones.

Part III: Priorities

3. Prioritize the problems listed in response to Questions 1 and 2. List the most-important problems first. 

Present Problems Probable Future Problems

Part IV: Identifying Experiences

4. Which of the priorities, listed in response to Question 3, best lend themselves to think-tank experiences.

Explain why you think they lend themselves to such experiences and what kind of think-tank experiences

they lend themselves to.

Part V: Action Plan

5. Prepare an action plan for a series of planned think-tank experiences over time for each work group. Tell

what should be done, by whom, when, and what outcomes are desired.
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AAccttiivviittyy  99--66:: A Worksheet for Identifying/Summarizing Present and Desired Future

Competencies of an Organization

Directions: Use this worksheet to structure and organize your thinking. Describe in the first part the key com-

petencies of an organization at present. In what ways is the organization strong relative to other firms in the

industry? What is it able to do better than any other? Tell why you think it possesses these competencies. Then

in Part II, describe the organization’s future plans. Finally, in Part III, describe what competencies will be needed

to realize these plans.

Part I - Present Competencies

1.

Part II - Future Plans

2.

Part III - Needed Future Competencies

3.
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AAccttiivviittyy  99--77:: AA Worksheet for Identifying/Summarizing Work Group/Department

Competencies in Your Organization

Directions: In the left column, list each major department of a firm. Under each department, list the units that

make it up. (Example: Personnel department; HRD unit; Compensation unit; Benefits unit; Recruitment unit, etc.)

Then, in the right column, explain the key competencies of each department/work unit. In short, what makes

the unit/department special? How does it contribute, if it does, to key strengths/competencies of the organi-

zation as a whole? Simply describe. Use additional paper if necessary.

Departments/Work Units Key Competencies
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AAccttiivviittyy  99--88:: A Worksheet for Identifying Appropriate Employee Development Efforts in

an Organization

Directions: Answer the questions that follow.

I - Discrepancies

1. What discrepancies exist between the present competencies of the firm and those competencies

needed/desired in the future? Describe them.

2. What discrepancies exist between the present and desired future competencies of each department and

each work group in the firm? Describe them.

Department/Work group Discrepancies between present/desired future competencies

II - Employee Development Efforts

3. What employee development efforts are appropriate in each work group or department to narrow gaps

between present and desired future competencies? Describe them.

Department/Work group Appropriate Employee Development efforts
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AAccttiivviittyy  99--99:: Pinpointing Resources to Meet Strategic Employee Development Needs

Directions: For each work group or department in the organization, summarize appropriate employee develop-

ment needs in line with long-term strategic business planning requirements, and then identify people or other

resources inside or outside the organization that can help satisfy those requirements and meet those needs. (If

none, write “None.”) Use additional paper if necessary.

Department/Work group Employee Development needs Resources
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AAccttiivviittyy  99--1100:: A Case Study on Employee Development

Directions: Read the case below and answer the questions that follow.

Larkin Memorial Hospital* is a full-service regional medical facility in a medium-sized city.

Larkin Memorial Hospital recently hired a management consulting firm to conduct an attitude survey of hospi-

tal employees. Among the results of that survey: Larkin should establish a comprehensive talent development

effort, with particular emphasis placed on supervisory and management training, education, and development.

Larkin has long offered Staff Development activities to such professionals as nurses, medical technicians, and

physicians. However, it has not offered in-house courses on supervision. The hospital administrator once

summed up the reason for this: Let them go out to the local university if they want to learn about that. Clearly,

employees did not agree with that sentiment, so hospital administrators grudgingly decided to hire a full-time

Management Development Coordinator.

Larkin, like some Midwestern hospitals, has had difficulty recruiting professionals, particularly nurses. Those

hired are typically assigned to special units such as Intensive Care, the Emergency Room, and others. Each

units is led by a head nurse, who is on duty eight hours a day during a 40-hour work week. The remainder of

the time, a charge nurse is responsible for the unit. Charge nurses are selected from experienced staff in the

unit. They rotate—different people take turns in this capacity. Charge nurses receive no training, informal or

formal, to carry out their duties.

The Management Development coordinator hired at Larkin will be asked to set up a comprehensive talent

development program for nurses at the hospital. It will combine classroom-based training, organized employee

education, and employee development. 

Questions

1. What problems, if any, do you suppose are created by the present “charge nurse” system at Larkin?

2. How can this system be used to advantage,–such as for development? What should be done to convert

it from its present form to a valuable developmental experience?

* A fictitious name for a real organization.
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EMPLOYEE EEDUCATION

Imagine for a moment that you are a supervisor on a highly auto-

mated assembly line. Eleven people work on it–a mechanic, a

supplier, four machine operators, three packaging operators, one

laborer, and you. Your responsibility is to keep the line in operation.

The mechanic makes repairs and the supplier transports raw materi-

als to the line and finished goods from the line, and makes light

repairs to machines. Machine operators operate equipment; packag-

ing operators watch trouble spots on the line; and the laborer serves

as janitor. The plant is not unionized.

One day you arrive at work to find that the mechanic, line 

supplier, and one machine operator have are called in sick. You waste

little time contacting the production manager, but you are told,

“Tough luck—you’ll have to work with the crew you have.” But

“they don’t know each other’s jobs,” you explain. What do you do?

If this problem strikes a responsive chord, then you should

appreciate the value of employee education. This chapter defines

employee education, emphasizing its relationship to career planning

activities of individuals and career planning programs sponsored by

organizations.

What Is Employee Education?

Employee education focuses on changing individuals to help them

prepare for career advancement vertically (up the chain of
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command) or horizontally (across a continuum of professional competence). In

this respect, it is unlike employee development, which focuses on changing the

collective competencies of a work group or an organization. It is also unlike train-

ing, which focuses on meeting immediate job requirements. Employee education

is a tool for anticipatory socialization, the process by which an individual

acquires information about and experience in a job or role before entering it.

Traditionally, employee education prepares people for future work. However,

it is not truly future-oriented, because most educational efforts perpetuate notions

based on the experiences of others and on conventional wisdom about “right and

wrong ways of doing things around here.” Education passes on cultural norms

from one generation of job incumbents to the next. It is for this reason that radi-

cal changes—that is, major departures from past group and organizational 

traditions—frequently require leaders to be brought in from outside.

The Relationship between Employee Education and a Career

Program

To be effective, traditional and thus culturally bound employee education 

must be based on a comprehensive career program. While it is possible to

“groom” individuals for new jobs without considering career issues, such 

short-term planning is often counterproductive if individuals are given no

opportunity to participate in decisions affecting their future. Why? Consider the

fact that there is ample evidence that employees and managers alike perceive

career advancement opportunities to be severely limited in their organizations.

The Two Components of Career Programs. Career programs that make

employee education genuinely effective have two components: organizational

and individual programs (Rothwell and Sredl 2000). What individuals do in

planning their careers should be matched by different (but corresponding) orga-

nizational efforts. Employee education stems from career programs in which

individuals plan what they want to do and who they want to become. At the 

same time, managers should plan how many people and what kinds of competen-

cies they will need over time. Employee education is one vehicle for helping 

individuals realize their career aspirations.
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Key Terms. Terms can often be a source of confusion. For that reason, it is

worthwhile to define some important terms. The term career refers to all the jobs

held by people in the course of their lives. Career planning is the process of iden-

tifying career goals and establishing the means of making them a reality. Career

development connotes activities undertaken by an individual to realize career aspi-

rations. Career management is the process of charting out and describing relation-

ships between jobs in an organization. Career education consists of learning

experiences that enrich an individual’s understanding of career issues. Career

counseling is the process of helping individuals sort out career issues and make

career decisions.

Career Planning: Some Considerations

Employee education is rarely adequate by itself to ensure promotion or other

career moves. Individuals must, for example, maintain at least adequate (and quite

often above-average) job performance in their present jobs to be considered for

vertical (up the chain of command) or horizontal (across a continuum of profes-

sional competence) advancement. Additional elements are also important:

❙ Visibility.How well-known is an employee to superiors and to supervisors

in units to which the employee would like to move? Does an employee’s

name come up if somebody says,“Who is ready to be promoted?”

❙ Willingness to move. Is the employee willing to leave the present work

group to further his or her career? If the answer is no, the employee’s

potential for growth is often restricted.

❙ Mentors. How successfully has an individual identified and established

mentoring relationships with people who can further his or her career?

❙ Luck. How lucky has the individual been? Has he or she been in the right

place at the right time? While luck should not be relied on, it can be an

important element in career progress.

By way of background prior to a more-detailed treatment of employee education,

let’s discuss career planning in organizations and individual career planning.
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Career Planning in Organizations

A good place to begin when thinking about career planning from the organiza-

tion’s perspective is with the distinction between internal and external labor

markets. According to labor economists, the external labor market consists of

people outside the firm or industry. The internal labor market consists of people

inside the firm or industry. Managers inside an organization enjoy much flexibil-

ity in setting wage scales, structuring work into jobs, and creating jobs. While

such decisions are affected by external labor demands, managers exercise

considerable control over who they choose to promote, prepare for other jobs, or

compensate for work performed.

A related issue is the dual labor market theory. Economists have long empha-

sized the existence of primary and secondary markets outside organizations. The

goal of programs created by the Manpower Development and Training Act of

1962, the Comprehensive Employment and Training Act of 1973, the Job

Training Partnership Act of 1983, and the Workforce Investment Act of 1998 has

been to lift disadvantaged individuals from the secondary to the primary labor

market through government-sponsored training efforts and government-

subsidized employer incentives.

Primary and secondary labor markets may also exist inside organizations.

Some people enter jobs after careful screening. To qualify, these people must

possess specialized academic training or relevant work experience. Workers of

this kind are in line to receive more training, education, and development. This

part of the organization’s labor force is the primary labor market. In contrast,

people hired into the organization after less rigorous screening to carry out jobs

not requiring advance preparation make up the secondary labor market. The latter

group has traditionally comprised inordinately large numbers of women and

minorities.

Formalized career planning can serve any number of different purposes,

some more emphatically than others. These purposes include (1) developing

employees who are ready for short-term or permanent movement to different

jobs; (2) reducing absenteeism and turnover; (3) cultivating realization of individ-

ual potential; (4) motivating employees to establish their own career objectives
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and act on them; (5) increasing management awareness of available talent 

within the organization; (6) helping satisfy employee needs for advancement,

recognition, and achievement; (7) contributing to organizational preparation for

long-term trends that might pose threats to or opportunities for strategic success;

and (8) meeting Affirmative Action goals. Without management support for any

or all these purposes, however, no career program is likely to be successful.

Steps in Establishing a Formal, Organizational Career Planning

Program

To establish a formal, organizational career planning program, WLP practitioners

and line managers in the organization should:

1. Develop a climate conducive to career planning.

2. Establish a career policy in line with strategic business plans, HR plans,

individual career plans, and organizational strategy for the development 

of talent.

3. Analyze the work, including jobs and career paths/ladders, and the com-

petencies needed at present and in the future.

4. Analyze the workforce, including data on groups and individuals, to

determine the supply of available talent .

5. Identify future talent gaps for work and the workforce.

Developing a Climate Conducive to Career Planning. Managers play important

parts in career planning. First of all, top managers set the tone. How much are

they committed to a formal career planning program in the organization? If the

answer is “not much” or “they’ll only pay lip service to it,” then the career pro-

gram faces a problem from the start. In all likelihood, a career planning program

cannot succeed if it lacks complete top management support and is not linked to,

and supported by, other planning initiatives. Quite simply, top managers must see

some business need to be met before they will back it. In many cases, it is up to

WLP practitioners and line managers to make the case for a formal career

planning program.
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A good place to start is with career planning for managers. If a career planning

program begins as a means to deal with the problem of management succession

planning, it may well garner real support from top managers. In time, career

planning efforts can be expanded to include all employees.

Top managers are not the only ones whose support is crucial to the success-

ful implementation of a career planning program. Support from immediate super-

visors is essential. There are several reasons why. First, immediate superiors exert

tremendous influence over subordinates. Effective superiors advise employees

about handling job tasks and dealing with organizational politics. Supervisors

influence employee career progress by how they shape individual work habits and

how they oversee work assignments and developmental or educational

opportunities to which individuals are exposed.

An employee’s peers also influence the success of career planning programs.

Without trust in management and faith in organizational practices, they can

sabotage the implementation of such programs and influence to what extent

people are willing to participate in career planning.

Establishing Career Policy. A career policy is an official pronouncement by

an organization’s management that articulates the organization’s stance on career

issues. It puts the organization on the record regarding company responsibilities

for career matters. Specific issues should be covered in such a policy. They

include

❙ Purpose of the program. What is the major purpose of the program? Are

there limitations on its scope?

❙ Responsibilities of the individual. What is the role of the individual in the

program? What should the individual do?

❙ Responsibilities of the organization. What are the responsibilities of the

organization and its managers? What should they do?

❙ Methods of administering the program. Who does what? Are one or more

special committees appropriate for administering the program? If so,

what committees? What are they to do? Why?

❙ Methods of carrying out the program. What features of a career planning

program are to be used by an individual?
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❙ Provisions (if any) for special groups or needs. How much does manage-

ment want to gear specialized career programs to meet the unique 

problems experienced by women, minorities, the disabled, the function-

ally illiterate, or other groups?

❙ Relationship between career planning and strategic business plans. How

does career planning contribute to the realization of strategic business

plans and company purpose? How clearly, and how convincingly, is that

linkage made?

❙ Relationship between career planning and HR plans. What relationships

exist between career plans and other HR efforts? How does a career

program contribute to the realization of HR plans?

❙ Relationship between career planning and the Talent Development effort.

What should be the relationship between career planning policy and

Talent development? Between career planning and employee develop-

ment, education, and training?

Career planning policy provides direction to career planning efforts. Without uni-

fied direction, employees in one work group or department will probably receive

treatment entirely different from those in other departments. Some managers, par-

ticularly in downsized organizations, may even “hoard” good people and thus

thwart individual career advancement in order to make their own jobs easier by

avoiding the need to train replacements. This practice stifles individual growth

and is not beneficial to the long-term talent needs of the organization. A formal

career policy provides a foundation for consistent and equitable practices across

the organization.

Once adopted, a career policy should be relatively enduring. Remember that

an individual’s career can span an entire lifetime, from kindergarten through

retirement. An individual can hold many different jobs in a career spanning a

thirty- or forty-year period, even in one organization. Changes in career policy,

that are appropriate when there are changes in business plans or organizational

strategy for the development of talent, should not be undertaken lightly. The rea-

son is that changes in career policy can well be interpreted by employees as affect-

ing their chances for advancement or career mobility. The general idea is to align
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career planning processes and outcomes to be consistent with strategic business

plans. However, radical changes may well give a signal to individuals that career

opportunities are not as good as they once were. Turnover is one predictable

result, as employees preparing themselves in line with one set of career expecta-

tions suddenly find that those expectations no longer apply and move to another

place where their prospects appear brighter.

Employee Education and Strategic Business Plans. Employee education,

like other Talent Development efforts, can help (1) build the competencies that

managers need to formulate strategic business plans in problem-solving groups or

meetings, and (2) implement strategic business plans when used to prepare

employees for future challenges.

Many large corporations formulate their strategic plans and follow up period-

ically on performance linked to those plans in meetings and retreats. To a great

extent, group performance in these settings depends on the willingness and

ability of members to interact. Climate is influenced by leader and situation; the

willingness and ability of members to interact are influenced by the interpersonal

skills of the members themselves. Leaders can be trained to run more-effective

and creative meetings, and members can be educated to improve their interaction.

In these ways, then, employee education can be instrumental in formulating

strategic business plans.

By the same token, educational efforts can help implement plans. Remember

that education can help to build the competencies that people need in the future.

Often education is regarded as a way to prepare for promotion, but that is not its

sole use. It can also help prepare people for other movements inside or outside

the organization.

But for implementing strategy, educational efforts for promotion are crucial.

The reason is that leadership at all levels must be consistent with business strat-

egy. Particularly at the highest levels, it is important to make sure that managers

have the appropriate abilities to make strategy work. Individuals might find it

difficult to change, but they can be groomed at lower levels for promotion in ways

calculated to ensure that they possess the competencies consistent with future

organizational needs. In this way, employee education can help implement strate-

gic business plans.
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Employee Education and HR Plans. Employee education helps narrow

gaps between present HR supplies and future HR demands. Employees can be

tapped and educated to meet pending or existing HR needs. Employee education

also prepares people for movement to specific jobs or job categories over time.

Employee Education and Career Plans. Career planning is the responsibil-

ity of the individual. However, it is also the responsibility of managers and WLP

practitioners to make certain that the foundation is laid for meaningful planning

by describing relationships between jobs in an organization. Employee education

is a means to prepare individuals for movement along a career path.

Employee Education and Organizational Strategy for the Development of

Talent. Recall that organizational strategy for the development of talent is the

direction for all planned learning activities in the organization over time. While

organizational strategy for the development of talent need not be driven solely by

business or HR plans, it should at least be compatible with them. Employee

education is an intermediate-term change effort. The primary thrust of employee

education is not in determining what should be offered in the way of planned

learning, an issue considered in strategy formulation; rather, the thrust is in the

appropriate deployment of resources/activities to support efforts in line with

organizational and individual needs.

In the framework of an integrated organizational strategy for the development

of talent, employee education focuses on individual learning objectives. It helps

meet individual career objectives and organizational objectives on an intermediate-

term basis that can extend up to three years. Of course, employee educational

efforts should be integrated with Talent Development initiative such as employee

development and training so that the cumulative effect of the Talent Development

effort is greater than the sum of its individual parts.

Work Analysis. The starting point for implementing a career planning

program has traditionally been work analysis and career path analysis.

Work analysis gathers information about what jobs exist in the organization

and what duties people are expected to carry out. Work analysis addresses two

specific questions: (1) What are the activities/outcomes of each job? and (2) What

knowledge, skills, and attitudes are needed by a job incumbent to carry out those

activities or achieve those outcomes?
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Work analysis is a logical starting point for career planning. It is necessary to

know what people are presently doing and what knowledge, skills, and attitudes

they presently possess before helping them to think about the future. In any case,

a present job is the point of convergence between the individual and the

organization. It thus represents a place to start in planning.

There are many approaches to work analysis, some more detailed than others.

Work analysis is synonymous with job, activity, or task analysis, and no single

approach will be satisfactory for all situations.

It is not our intention to describe all work analysis methods here. That

exceeds the scope of this section. It is, in any case, treated by us elsewhere

(Rothwell and Kazanas 2002).

The traditional focus of work analysis is the present job. It is most appropri-

ately used in planning training, a topic treated in the next chapter. However,

work analysis must be carried out before it is possible to identify a career path,

which is a description of the possible sequence of jobs or assignments that indi-

viduals may hold. Preparing for movement along the career path is the appropri-

ate focus of employee education and a necessary requirement in formal career

planning/programs.

Competency identification and modeling, now widely accepted, have gradu-

ally supplanted work analysis as a foundation for career planning. Decision-

makers have encouraged that shift to realize the productivity improvement

benefits. After all, one approach to competency identification is to focus on the

differences between the exemplary performer and the fully experienced per-

former. When individuals at one point are compared to the competencies demon-

strated by exemplary performers, they are being prepared to function as

best-in-class (rather than as average) workers.

Career Path Analysis. A career path describes the sequence of jobs that indi-

viduals may hold. There are two types of career paths: formal, made explicit by

the organization, and informal, made explicit by examining historical movements

of employees. Career path analysis is literally the process of analyzing career

paths. There are two different but related types: (1) prescriptive, detailing logical

relationships between jobs and logically related competencies necessary to qual-

ify for movement from one job to the next, and (2) descriptive, detailing historical
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employment experiences of individuals who have moved through the ranks over

time.

If we lived in a perfect and stable world, there would never be a difference

between formal and informal career paths. But the world is not perfect. Career

progression does not depend solely on qualifications or fairness. Ample evidence

proves that more-elusive elements play a part, and they include in-house politics,

personal favoritism, visibility, timing, luck, family influence, ethnic background,

and race. It is not too surprising, then, that neither managers nor employees are

certain of performance requirements on the present job, let alone requirements

for advancement.

Establishing formal career paths is not difficult, at least in theory. They can be

based on several things:

❙ Work activities—what people do to meet job requirements.

❙ Work behaviors—observable actions taken to carry out work activities.

❙ Work perceptions—what people believe.

To base career paths on work activities, managers must have access to current

information about job duties.

1. Managers must collect data about activities involved in each job, how

important these activities are, and how much time is devoted to them.

2. Managers then infer from job information which competencies are

necessary for incumbents to perform each activity.

3. Managers need to group jobs together in “families” or “clusters”, based

on common competencies.

4. Managers then pinpoint logical patterns of movement between jobs,

based on similarities in the competencies required.

5. Managers then assemble results of all such analyses for the entire

organization.

It is not necessary to undertake a time-consuming study of jobs to assemble career

paths of this type; rather, job titles can simply be listed in logical progression. It is

even possible, using this approach, to identify so-called dual career ladders, in

which individuals can choose between increasing technical competence or
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increasing responsibility for supervising other people. The latter is associated

with vertical movement on the chain of command; the former is associated with

horizontal movement to higher levels of skill proficiency in the present job.

To base career paths on work behaviors rather than activities, managers go

beyond job titles or job descriptions. They focus instead on relationships

between actual behaviors or work outcomes/results in different jobs. This 

analysis is more time-consuming, but it is potentially more useful than activity

analysis.

There are two different, though related, ways to carry out career path analysis

based on behavior. One is called the discrepancy method; the other is the 

competency-based method.

The discrepancy method assumes that the highest-level jobs are terminal ones,

at least from the standpoint of the internal labor market. (Of course, it is possible

to make a career move to another organization, but that possibility is not empha-

sized.) Instead, top-level jobs are viewed as terminal steps in possible career

paths. Managers then

1. Analyze each highest-level job in terms of the competencies equated with

successful or exemplary performance.

2. Examine jobs immediately below these highest-level ones.

3. Compare each high-level job to those immediately below it to identify 

differences between competencies/behaviors required for successful 

performance at each level.

4. Compare differences between jobs at each hierarchical level.

5. Continue the process from the top to the bottom of the organization’s

hierarchy of authority.

6. Identify instructional needs (differences between jobs) that have to be

satisfied by individuals desiring to move vertically, horizontally, or diago-

nally to other jobs.

The competency-based method is more challenging. For each activity carried 

out in each job, the analyst (1) identifies tangible outputs or outcomes traditionally

associated with it; (2) describes several behaviors associated with successful per-

formance; (3) pinpoints critical behaviors linked to successful performance; and
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(4) develops clusters of related jobs, regardless of titles or placements within

departments.This method is based on key results sought.

To base career paths on work perceptions and experiences, managers rely on

common interpretations of many people. Managers

1. Ask experienced people to describe their past jobs and assignments,as well

as other matters that people feel have contributed to their career progress.

2. Ask these people to advise lower-level employees about what future jobs

to prepare for, what future assignments to seek, and what educational

opportunities to take advantage of.

3. Identify any similarities between these stories.

Through these steps, WLP practitioners can answer such questions as these: Are

there common historical patterns in career paths? What are they? Are they still

applicable at present? If so, why? If not, why not? Will they be applicable in the

future? If so, why? If not, why not?

Workforce Analysis. The counterpoint of work analysis is workforce analy-

sis, the process of taking stock of the numbers and kinds of people employed by

the organization at present and expected to be needed in the future. The work-

force can be analyzed by focusing on individuals, positions, or occupational

groups, or by departments, divisions, or work groups. Each focus is useful in its

own ways.

Workforce Analysis by Individual. There can be a considerable difference

between two individuals functioning in the same job.

Most organizations hire many people for their entry-level jobs. Each person

occupies one position, but there may be any number of positions sharing the same

job title and the same general job description. To cite a simple example: both the

production manager’s secretary and the training director’s secretary share the

same title. Technically, they function at the same level and in common jobs. Yet

each position really has different duties.

At the same time, no two individuals fill the same job or position in precisely

the same ways. Each person has his or her own role expectations, strengths and

weaknesses, and unique aspirations for the future. As a consequence, distinct

differences may exist in how two individuals carry out the same job.
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One way to analyze individuals is by their backgrounds. For example, they may

be asked to describe their education, prior experience outside the organization,

prior experience inside the organization, training programs completed, specialized

knowledge of foreign languages, and familiarity with computer languages.

Another way to analyze individuals is to review their performance appraisal

ratings. How well have they been rated by superiors? Are historical patterns dis-

cernible? Have they done better in some capacities than in others? What are, their

unique individual competencies? What do they get repeated requests to do? With

what questions do others repeatedly come to them?

A third way to analyze individuals is by aspiration (what they want to be) or

expectation (what they believe they will be). This information reveals important

clues about motivation. It can be cross-checked with work history. Have they

undertaken increasingly challenging assignments when given the option to do so?

How well did they do in meeting those challenges?

Workforce Analysis by Position. What people occupy jobs in the organiza-

tion at present? What kind of people should be occupying those jobs in the

future? These questions are addressed by workforce analysis when it is

conducted position-by-position.

Perhaps the most common example of this type of analysis is replacement

planning, the simplest form of succession planning. Replacement planning, a form

of disaster planning, has traditionally been restricted to the upper echelons of the

management hierarchy. Suppose the chief executive suddenly dies of a heart

attack. Who takes over? Succession plans answer this question, providing for

orderly transition until a permanent replacement can be found.

Nothing prevents succession plans from being extended all the way down the

organization,and (indeed) the trend is to do that.Succession planning also helps

identify long-term staffing issues or problems warranting attention.In one organi-

zation, for example, HR discovered that the firm’s entire top management team

would likely retire over a ten-year period.Of course,information of that kind is use-

ful in preparing for predictable losses in personnel talent,dramatizing the need for

employee development and employee education adequate to avert future problems.

Of course, workforce analysis by position need not be limited solely to

replacement planning. In some job categories, it is important to plan for a mix of
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competencies. In fact, people from a variety of different backgrounds might be

deliberately sought in order to create constructive conflict and prevent the

conformist thinking that arises in groups where all members share identical

academic training and similar work experience.

To analyze the workforce by position, group together everyone with the same

job titles. Then, by individual, list pertinent facts. These facts may be about

academic training/degrees by field, prior experience, length of services, and other

factors deemed relevant. This list is a snapshot of the workforce as it currently

exists. The next step involves making value judgments. Which individuals should

be in those positions? Why?

Workforce Analysis by Occupational Group. An occupational group is a

related cluster of jobs. For example, everyone in an organization may be classified

into such groups as management/administrative, technical, professional,

clerical/secretarial, skilled, and unskilled labor. Each group comprises two or

more job titles sharing common characteristics. People occupying those groups

are then examined much as they are by position.

Workforce Analysis by Department, Division, or Work Group. A final and

more or less obvious method of workforce analysis is by structural unit–

department-by-department, work group–by–work group.

There are two ways to do this: (1) by position or job title or (2) by compe-

tency. It is simple enough to list all job titles in a department. In many cases, that

can be done in a few minutes. It requires nothing more than an organization chart.

It is not such a simple matter to inventory competency. There may be no

problem at all in listing such traditional indicators as education, a chronology of

individuals’ jobs inside and outside the organization, hobbies and avocations, and

knowledge of foreign languages. Yet these are not really indicators of what people

can do, what track records of work achievements people have demonstrated, what

problems others look to people to solve, what others regard as the individual’s

special talents, and other such factors. And yet these may be far more important

for the long-term talent management of the organization than traditional facts

about “highest degree earned.”

To gather competency information at a detailed level, the supervisor and

individuals must prepare a way to classify individuals’ relative performance,

Employee Education 375



and then develop some inventory of who can do what and how well they can do

it. While no standardized approach exists to do that, software does exist to track,

for example, who is asked what questions by e-mail, and that could be one

indicator of what others regard an individual as being helpful in addressing.

Another approach is to conduct an analysis of the work group’s total scope of

work activities. An approach like Developing a Curriculum (DACUM) can be

helpful for that purpose (see Norton 1997). Although DACUM is traditionally

used to conduct occupational analysis, it can be applied to the work processes of

a group or team (Rothwell 1995). Team members are assembled and are asked to

describe what they do. This structured brainstorming activity is then used to help

group or team members build a chart that shows, in detail, every step of the work

processed by the group. Individuals can then be rated for their ability to carry out

each step. That can become the basis for identifying competencies tied to the

work, and it can also be a means by which to focus discussions around how to

measure the quality of the work, how to identify the expected outputs of the work,

and how to assess individual competencies related to the work.

Identifying Future Needs for Work and the Workforce. No task, work activ-

ity, job, or even career path remains the same forever. Nor do individuals remain

the same. Under the influence of environmental changes, organizations change

what they do. Similarly, changes eventually occur in tasks, activities, jobs, and

even career paths. As individuals change what they do, their skills also change.

Indeed, one appealing fact about competencies is that they are relatively endur-

ing, since tied to individuals, and can thus extend beyond the quickly changing

job environment of many organizations today (Dubois and Rothwell 2000).

A simple example may help clarify this point. Suppose a large, prominent

manufacturer of baby food analyzes the environment and discovers that birth rates

in the United States of America are declining. Demand for baby food will

probably level off, as will sales. Top managers must then decide what to do. One

choice, of course, is to do nothing. Management simply acknowledges that the

market itself is stagnating or even declining. Perhaps they may choose to increase

their commanding lead in market share by cutting into the business of their

competitors. Other choices are possible: (1) increasing efficiency and thus prof-

itability by preserving the same level of output but reducing inputs (for example,
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reducing worker numbers), (2) developing new markets by expanding into inter-

national markets where birth rates are increasing, (3) diversifying into new, more

promising product or service lines, or (4) integrating with suppliers of critical raw 

materials or distributors through purchases, mergers, or takeovers.

Each strategy has unique advantages and disadvantages. The point is that

some choices, such as increasing efficiency, may lead to actions within the organ-

ization that change how work is done and what competencies individuals must

possess to do that work successfully. Choices such as international expansion

imply that competencies probably not existing within the organization at present

will have to be identified. That can be done, of course, by hiring individuals who

possess that experience or by purchasing, merging with, taking over, or joint

venturing with one or more organizations with employees who do possess those

competencies. In the latter case, the organization will experience an infusion of

new talent from a new setting.

To identify future needs for work and the workforce, managers and/or WLP

practitioners should scan the future to determine how work will probably be done

and what competencies will probably be needed to do it (Rothwell and Kazanas

2002). There are four steps in this process:

1. Clarify the present status of the organization, work, workforce, and rela-

tionships (career paths) between jobs.

2. Identify what environmental changes will affect the organization, work,

workforce, and relationships between jobs.

3. Envision what the future will probably look like or what managers want it

to look like.

4. Step back into the present in order  to plan for the future.

We have already treated the first step, to clarify present status. Traditionally, that

is as far as most writers on this subject take it.

Subsequent steps have already been treated at greater length elsewhere.

Scanning the environment was discussed in Chapter 4 of this text; identifying

future work, the workforce, and career paths was treated in Rothwell and Kazanas

(2002). Once these steps are completed, it is possible to shift perspective back to

the present and plan for the future. Employee education is one means by which 
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to prepare individuals for the future, both in terms of their own career movement

and in terms of the changes wrought by dynamic external conditions.

Career Planning: Individual Issues

Career planning is a joint responsibility of the organization and the individual.

Managers, as agents of the organization, should clarify career paths, provide a

climate conducive to career planning, encourage time spent in cultivating individ-

uals, and make resources available so that people can achieve their career objec-

tives. On the other hand, individuals should take advantage of opportunities

provided to them and accept responsibility for managing their careers.

Purposes of Career Planning From the individual’s standpoint, formalized

career planning

❙ establishes direction for occupational pursuits

❙ establishes time frames and objectives against which to measure individ-

ual career progress

❙ motivates the individual to act and assume responsibility for his or her career

❙ dramatizes emerging conflicts between an individual is career objectives

and personal objectives

❙ points up the value of training, education, and employee developmental

efforts as tools for helping individuals achieve their career objectives

Some people also value career planning for its usefulness in discovering their career

anchors, defined by Schein (1978, 127) in his classic work as “patterns of self-per-

ceived talents, motives and values [which] serve to guide, constrain, stabilize, and

integrate a person’s career,” such as the need for security, autonomy, creativity, or

technical competence, or the need for power, status, and advancement.

A Model for Individual Career Planning Many self-help books are available

on individual career planning. To carry out planning, individuals should

1. Clarify their personal values and identities.

2. Make some decisions about the kind of people they would like to become

in the future and the kind of jobs in which they would like to work.
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3. Assess present personal strengths and weaknesses.

4. Scan the future environment and pinpoint threats and opportunities

affecting career progress.

5. Establish a long-term career strategy.

This model resembles strategic business planning, and it is intended to.

Clarifying Personal Values and Identity. Career planning efforts start with

the clarification of personal values and identity. Too often people make no effort

to do this until they encounter a personal crisis or expect one in the near future.

In this respect, personal values clarification is much like organizational change,

which is also often stimulated by crisis.

Individuals can clarify their values and identity on their own or with special

counseling. Many instruments exist that can aid in this process, helping provide

feedback to individuals about their own interests and values.

Making Decisions. It is not enough just to clarify present identity and 

values. Individuals should also envision what kind of person they would like to

become and the career or job in which they would like to work. Much like organi-

zational planning, this process works best when people envision their idealized

selves or idealized jobs and then gradually work toward the realization of this

ideal.

Assessing Personal Strengths and Weaknesses. Assessing personal

strengths and weaknesses is sometimes confused with clarifying personal values.

It is not, because assessment of needs has to be made in comparison with some-

thing else. Once individuals are aware of their occupational interests, they are

ready to consider how well their present competencies match up to what is

necessary for entry into and advancement in a specific occupation. The character-

istics that tend to improve their chances for entry to a field or advancement in a

career are strengths; conversely, whatever characteristics tend to detract from their

chances for entry or advancement are weaknesses.

Scanning the Future Environment. Conditions do not remain the same

forever. They change. Just as strategists scan the environment to identify trends

that may pose threats to or opportunities for accomplishment of stated organiza-

tional objectives, so should individuals scan environments inside and outside
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their employing organization and occupation. Key trends to consider include: the

economy, technology, the labor market in the occupation, social trends, and

noticeable geographical movement of practitioners and businesses. How will

these things affect achievement of career objectives?

Establishing a Long-Term Career Strategy. Business strategists compare

organizational strengths/weaknesses to environmental threats/opportunities as 

a basis for establishing long-term plans. Individuals should also compare their

present career strengths/weaknesses to future environmental threats/opportunities

as a basis for career strategy.

Employee education is a tool to

❙ Build on present strengths

❙ Rectify present weaknesses

❙ Take advantage of future opportunities

❙ Minimize the effects of future environmental threats

❙ Narrow gaps between actual/present and desired/future competencies

Of course, a key difference between organizational and individual career plan-

ning is that individuals routinely can and do consider available opportunities

outside one organization or occupation. In contrast, not many organizations

provide advice about movements to other firms, unless it is in the context of an

outplacement program.

Employee Education

Assuming that managers have laid out career paths in an organization and 

established other key components of a career planning system and that 

individuals have planned for their careers, they are ready to plan employee 

education.

But how are employee education efforts planned from the organization’s

standpoint and from an individual’s standpoint? How is employee education

delivered? How are educational efforts tied to organizational strategy for the

development of talent? This next section addresses these questions.
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Planning Educational Efforts:The Organizational Component

There are three ways to plan educational efforts: (1) by occupational group,

(2) by special groups or needs, and (3) by stage of individual socialization or

career.

By Occupational Group. When managers make career paths explicit, they

lay the foundation for planned education by occupational groups.

Perhaps the most common method of doing so is to use the pyramid model.

Individuals start their careers in an organization at the lowest rung of the occupa-

tional ladder and gradually move upward. Since pyramids narrow from bottom to

top, there are always fewer high-level jobs and more low-level jobs. Movement up

the pyramid involves pairing technical knowledge (most important upon entry)

with interpersonal and conceptual skills. The highest level positions in any orga-

nizational pyramid are always management ones, which require well-developed

conceptual and interpersonal skills.

Another way to think of occupational groupings makes use of the spiral con-

cept popularized in a classic work by Bruner (1960). Each dot in a curriculum

spiral configuration represents a learning objective; each dot in an employment

spiral configuration represents a task. The spiral concept integrates education

and occupational requirements over time.

However, the spiral concept preserves the pyramid notion. It is primarily

organized around functional specialties, and there is less opportunity for 

horizontal mobility than there appears to be, because movement is assumed to be

upward.

The assumption that career progress should always be upwardly bound and

tied to increasing management responsibility creates problems for employers.

For one thing, not everyone is interested in management careers. For another,

demographic trends, organizational practices, and a host of other conditions 

are leading to slowdowns (or actual stoppages) in upward mobility for many 

people.

For these reasons, it is increasingly appropriate to rely on another method of

describing career paths as a basis for planning education by occupational

group—the dual-career pathing method. This assumes that individuals enter an
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organization with a technical specialty, but can choose to grow into either mana-

gerial or technical positions at higher levels. Rather than one career path, two exist

side-by-side. Employee education is planned accordingly, so choices can be made

at each step.

By Special Groups or Needs. Substantial attention has been focused in

recent years on the long-term needs of special groups within corporations,

specific needs stemming from legislation and regulation, social issues affecting the

workplace, and a trend toward educating the “whole person.” It is clear, for

instance, that women, minorities, and the disabled continue to face special career

problems. Members of these groups are often denied the support and mentoring

provided to men and non-minorities.

Legal and regulatory requirements should be considered in employee educa-

tional planning. Employees should be prepared for career movement in part

through exposure to laws, rules, and regulations influencing performance in

positions to which they aspire. As people progress, they must have a grasp of the

legal issues that will affect them when they enter the new job.

It should not be difficult to plan such instruction. WLP practitioners and

managers need only

1. Identify legal and regulatory matters constraining company actions.

2. Pinpoint requirements contributing to legal/regulatory compliance at

each job level in the organization.

3. Identify issues about which employees at each level and in each occupa-

tional group should receive instruction.

4. Assess how well instruction is presently contributing to legal/regulatory

compliance.

5. Plan instruction at each level in anticipation of career moves to other levels.

There may, of course, be company policies and procedures that also influence job

performance. One example is labor agreements. Employees being groomed for

promotion to first-line supervision may need education on labor contract admin-

istration so that they will perform in ways attuned to current company policy and

contractual obligations. They may also need information about specific

provisions of existing labor agreements.
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Special social issues also require employee education. Some issues may not be

tied to specific future jobs, but may nevertheless be important. Some examples are

instructional programs on employee drug abuse, alcoholism, personal crisis 

counseling, and AIDS. There might be employee assistance programs to provide

in-depth counseling to employees who are experiencing these problems, but

supervisors and peers might be able to (1) spot symptoms early on and (2) refer

individuals to appropriate sources of help. At a minimum, employees should be

educated about company policies on these matters. Supervisors require addi-

tional education so that they will know how to spot problems, open up dialogue

with troubled individuals, handle work-related implications of these problems,

and make referrals to professional help when necessary.

Programs of the kind just mentioned go a long way toward educating the

“whole person.” Some observers believe that trends in the WLP field are headed

away from strict job-specific and even career-specific instruction. It does not

make much sense to segregate an individual’s personal (off-the-job) and occupa-

tional/organizational (on-the-job) interests, needs, and concerns into neat, but

artificial, compartments. Each person spends about 2,000 hours a year on the job

and 6,700 hours a year off the job. (Cell phones and e-mail have narrowed the

artificial barriers between worklife and homelife, or are closing entirely.) A

person’s life at work affects their life at home, and vice versa. Stress at work affects

family, drug use, and sick time; stress at home affects job performance and

relationships with co-workers.

By Stage of Individual Socialization or Career. Another way to plan

employee education is to factor in an individual’s stage in socialization and/or

career. Effects of socialization are most pronounced when there are significant dif-

ferences between expectations raised prior to job entry and actual experiences

occurring afterward. This phenomenon is called reality shock. It occurs during

transition from outsider ( job applicant) to insider (entry-level job incumbent).

However, there is no need to speak of socialization solely in terms of

organizational entry. Nor is reality shock limited to the first job: it can occur 

upon promotion or transfer whenever actual experiences prove significantly

different from expectations. One reason for employee education is to manage

expectations.
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Another way to plan employee education is by individual career stage.

Seminal work by Erik Erickson (1959) and other theorists have shown that

individuals progress through predictable career stages. Most authorities agree

that each stage is characterized by a central crisis that must be resolved before an

individual can progress to the next stage. In addition, each stage, because it is

characterized by a central crisis, makes some issues of particular concern.

Individuals are especially motivated to learn when education is a tool for coping

with this central conflict.

Planning Educational Efforts:The Individual Component

Not every educational experience offered by an organization is appropriate for

everyone. The idea of preparing people for future work implies that individual

needs differ, not only because the work is not the same, but also because each per-

son brings his or her own unique strengths and weaknesses to a job. There are at

least three ways by which to plan individually oriented educational efforts: (1) by

employee appraisal, (2) by individual learning contract, and (3) by organizational

offering.

By Employee Appraisal. Most organizations have some kind of formal

employee performance appraisal to review patterns in individual performance

on the present job, assess present strengths and weaknesses, and negotiate areas

warranting future improvement. Appraisal results are used to (1) provide a basis

for wage/salary increases, (2) identify instructional needs for short-term training

and intermediate-term employee education, and (3) provide information for

decisions about promotions, termination, transfers, and other employment

moves.

Unfortunately, not all appraisal systems are equally good for all purposes.

Employees often expect criticism when they enter an appraisal interview. The

appraisal process may have negative or little impact on performance. Some

authorities believe that appraisals should not be used for dealing with career plan-

ning or employee education because there are significant problems administering

such systems.
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Despite these problems, it is possible to use a Management by Objectives

(MBO) approach to negotiate short-term training plans for improvement in a

present job (a year at a time), but also to negotiate intermediate-term educa-

tional/career plans in preparation for the future (for one- to three-year time

spans). External environmental conditions might change over that time period,

so managers should avoid making promises they won’t be sure they can keep.

Having a negotiated and individualized educational plan helps establish bench-

marks and time frames by which to prepare individuals for the future. Since MBO

plans are negotiated, individuals participate in the planning process. As a result,

they are more committed to the realization of the plan.

By Individual Learning Contract. An individual learning contract is a learn-

ing agreement. For many reasons, it just might be the best approach for helping

individuals plan their own learning. As Knowles (1986, 38) explains in a classic

description, a “contract may have as its purpose the accomplishment of the

objectives of particular units or projects of a course or of a whole course, of a staff-

developmental program, of a clinical experience or internship, of a total degree

program, or of a personal development project.” A contract can be self-initiated

and self-monitored, or it can be negotiated between an individual and a

supervisor, an instructor, a trainer, or even a committee.

Most learning contracts specify 

❙ Objectives: What are the desired outcomes of learning?

❙ Resources: What materials and people will be needed to achieve desired

objectives?

❙ Methods: How will the individual go about achieving objectives?

❙ Time frame: What time period will be necessary to achieve objectives?

❙ Evaluation: How will the relative success of the learning experience be

measured? In short, how well were learning objectives achieved?

(Knowles, 1986)

Contracts may also justify a learning project or series of projects by showing 

the relationship between the proposed project(s) and (1) organizational plans/

objectives, (2) individual career plans/objectives, (3) HR plans, (4) department,

division, or work group plans/objectives, and/or (5) the individual’s present job
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content and job performance. In short, the learning contract approach is very

flexible.

Many organizations have adapted the learning contract approach, referring to

it as “individual development planning.” IDPs, as they are known, are negotiated

between the organizational superior and the individual (see Dubois and Rothwell

2000; Rothwell 1999b). One-year time horizons are common for IDPs.

By Organizational Offering. Some people have trouble doing any planning.

They take no action until they see an instructional offering that strikes their fancy.

They handle career planning in the same way—with no organized effort at all.

When a promotion or other career opportunity opens up, they scurry around

madly at the last minute, trying to pick up whatever they can find that improves

their chances for promotion or transfer.

There will always be those who are passive and/or lazy learners. They exist in

every organization. About the only way to motivate them is to offer as much

instruction as possible, as often as possible, and as conveniently packaged and

presented as possible. These learners will participate in experiences that happen

to coincide with their own problems and career interests. However, the trend is

toward having self-directed learners who are more competent in learning how to

learn (Rothwell 2002). They know that it is their responsibility to keep

themselves up-to-date.

Kinds of Employee Educational Programs

What kinds of programs can be offered to meet employee educational needs?

Adult basic education, career education, continuing education, and occupational

education.

Adult Basic Education. The U.S. has a chronic literacy problem. This is par-

ticularly ironic, considering the fact that advancing technology calls for highly lit-

erate workers for an increasingly information-oriented society. Without basic

skills, illiterate workers are placed at a great disadvantage when they enter the

workforce or receive advanced training or education: Their potential for career

advancement is severely restricted. They also suffer in more-personal ways
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because they often have low self-respect, low levels of aspiration, and general

feelings of inadequacy.

What can be done about this problem? Adult basic education is one solution.

It includes instructional activities intended to produce people who can read,

write, and use simple arithmetic. Organizations can

❙ Offer basic education in-house.

❙ Offer basic education through outside groups (for example, local school

programs).

❙ Combine both internal and external sources to furnish basic education.

❙ Give people time off with or without pay to attend off-site basic education

programs full-time.

❙ Encourage attendance at “night school,” and reimburse employees for

some or all of the cost.

Career Education. To help meet organizational and individual needs, many

organizations offer special career education programs. Designed to help individ-

uals better understand career issues. They can also serve organizational ends by

motivating people to prepare for career movements within the organization and

by directing management attention to career matters generally.

The most-common component of a career education program is organized

instruction on career planning. The desired outcomes of such instruction vary

widely. Group workshops are offered to help individuals plan their own careers

without guidance of any kind from the organization’s management; conversely,

workshops are highly specific to the sponsoring organization, providing concrete

guidance for employees establishing career plans. Some organizations simply make

available off-the-shelf training packages for individualized use. Others design their

own individualized, highly organization-specific workbooks. In recent years, some

organizations have established career centers to encourage people to learn more

about careers in the organization and online career counseling efforts to help

geographically scattered people get access to trained career counselors.

There is no right or wrong approach in any absolute sense. It all depends on

how much career education is valued by managers and employees of the organi-

zation. Ask yourself: Is career education, in the sense of formal instruction,
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a worthwhile endeavor for your organization? If so, why? If not, why? If it is

worth offering, what end results should be sought from it? How should it be

offered? When? For whom?

Continuing Education. Not many years ago, most people assumed that their

lives consisted of two distinct phases: schooling and working. That point of view

no longer makes any sense. The rate of change is so great that the skills of most

people are in serious danger of obsolescence. In short, people need to think of

lifelong learning. Continuing education, as its name implies, is well-suited to

supporting such learning.

The problem of skill obsolescence is particularly acute in information-

dependent professions like medicine, law, accounting, engineering, and even

management. Without awareness of current methods, doctors will watch patients

die unnecessarily; lawyers will lose cases to more up-to-date practitioners; accoun-

tants will get their clients in trouble; engineers will miss out on applications of

new technology; and managers will find themselves placed at a significant disad-

vantage with more savvy competitors.

The stakes are higher than they seem.The trouble is that it is difficult to control

the quality and measure the outcomes of continuing education. Often, relation-

ships between education and productivity improvements are hard to demonstrate.

But for planning purposes, consider the following: what professions are 

sensitive to change? Are certain issues in the industry of special importance 

for some members of the organization to know about? How important are 

continuing education efforts relative (1) to each other or (2) to other possible

instructional initiatives?

Occupational Education. As its name implies, occupational education is

geared to meeting the special needs of specific job groups, families, or clusters. It

implies instruction intended to facilitate movement within or between job or occu-

pational categories. Employees in each category have their own distinct learning

needs in their present jobs (a training issue) and in preparing for movement or

new, future jobs (an educational issue).

What education is presently being offered to members of each occupational

category in your organization? What education should be offered to them in the

future? For what purposes? 
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Of special note is the emergence of interest in occupational certification in

many fields (Hale 2000). Certification implies that an individual has met rigorous

standards of competence. While many fields have long enjoyed certification, the

success of certification programs in the information technology world has sparked

attention across many other emerging fields.

Methods of Delivering Employee Educational Programs

How can employee educational programs be delivered? There are several ways.

They include the following:

❙ In-house, through formal group instruction

❙ In-house, through informal group instruction

❙ In-house-sponsored, externally developed instruction 

❙ External instruction, sponsored by senior-level universities 

❙ External instruction, sponsored by community colleges 

❙ External instruction, sponsored by vendors 

❙ External degree programs

❙ Other delivery methods

Each delivery method has its own advantages and disadvantages. The appropri-

ate choice depends on the cost versus the benefits and on the most likely means

of achieving desired outcomes. Each is a way of preparing people to meet the

demands of the future.

In-House, Formal Group Instruction. Similar to organized training, in-

house, formal group instruction is defined as a group of people assembled for a

structured, organized purpose designed and delivered by staff of the organization

at the organization’s work site, to prepare participants for promotion or other

career movement. It is this emphasis on future career change that distinguishes 

in-house education from training.

Chief advantages of in-house programs include

❙ Cost efficiency gained through group, rather than individual, instruction 

❙ Consistency of treatment for those on similar career paths
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❙ Possibility of increased personal contacts and improved social

interaction between people with similar career aspirations within the

organization

There are two disadvantages: In-house trainers might not be as good as external

trainers, and the costs of designing and delivering instruction might be greater

than when external trainers are hired on a short-term basis.

It is worth emphasizing that in-house group instruction refers to where

education is carried out, not how it is carried out. In short, participants in 

such instruction have membership in an organization in common with one

another and can meet as a group. But it is possible to conduct such instruction in

the classroom, online, or through a blend of multiple delivery methods.

While many practitioners and decision-makers remain enthralled with 

online methods alone, others have discovered the great power and the complex

issues involved in blending delivery methods (Rowley, Bunker, and Cole 2002).

In-House, Informal Group Instruction. This delivery method is similar to

but is not precisely the same as formal group instruction. WLP practitioners and

line managers identify people in line for promotion, transfer, or other work

changes. These people are encouraged to form a study group and, in cooperation

with each other and their superiors, draw up a learning plan to guide career

preparation. They meet on or off company property; they can request guest

speakers; and they can meet during the day or evening. Such groups often endure

even after members are promoted or transferred.

This method places responsibility for learning on the learners. They are free 

as a community of practice to set their own learning objectives and meet them

(Wenger 1999). The group setting provides learners with the support of other

people like themselves from whom they can learn and with whom they can interact.

However, this method depends heavily on the participation of members. Not all

group members will participate, particularly when they regard others as

competitors.

In-House-Sponsored, Externally Developed Instruction. This method is

almost the same as in-house, formal group instruction, with the exception that

educational materials are developed and delivered by outsiders. These outsiders

390 The Strategic Development of Talent



can be faculty members from local universities or community colleges, e-learning

vendors, or other sources of education. They can also be experienced consultants

specializing in training for particular audiences, such as new or prospective

supervisors, managers, or technical specialists.

In some organizations, consultants have been called in to offer instruction for

such reasons as the following:

❙ In-house WLP practitioners lack credibility with line managers, who

always assume anybody from the outside is an “expert.”

❙ Decision-makers sometimes find an experienced instructor who requires

less time to develop a planned learning event than in-house trainers 

will.

❙ The consultant’s quoted rates compare favorably to the costs of in-house

presenters when a cost-benefit analysis is used.

❙ In-house WLP staff members are scarce. They are already overburdened

with duties, so temporary external consultants are used when extra WLP

staff members are needed for short-term projects.

External Instruction Sponsored by Universities. Many senior-level universities

offer extensive continuing education and special workshops. Some seminars are

offered to the public regularly; others are tailor-made to meet the specific needs

of one organization. Topics range from pure self-improvement to basic training on

a range of topics.

For WLP practitioners who set out to meet a specific organizational need by

this method, the best advice is to find out the names of the directors of continu-

ing education at local universities. (Many can be found quickly on the Web.) Get

on mailing lists and, when workshop brochures arrive, post them on bulletin

boards or contact specific individuals who should attend. Better yet, organize a

summary of many brochures and circulate it to those who have learning needs.

Research the school, its offerings, and the specific programs before sending the

information out to people. Ask for detailed course outlines. Check the reactions

of employees who attend.

External Instruction Sponsored by Community Colleges. Local commu-

nity colleges are also a source of instruction. Many have designated units to assist
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business. Government funding for training or retraining is sometimes available.

Community colleges should be handled in much the same way as senior-level

institutions. Start by finding out names. Then determine what needs they can

help meet and how well they can help meet them.

External Instruction Sponsored by Vendors. There are thousands of WLP

consultants and vendors in the United States. They range from one-person 

outfits to large, well-known firms. As with universities, the practitioner who

wishes to find a good vendor faces a major challenge. Some common methods of

locating vendors include word-of-mouth referrals, directories, and reviews of

people who have published on the topic.

It might help to develop your own consultant inventory. That way, you have 

a base of proven people on which to draw for needs as they arise.

What about seminars and workshops offered by vendors? Handle them as

you would university offerings. Look carefully at brochures announcing seminars

to see if they match up to the needs of your organization or specific people. Look

for course purpose, objectives, instructional strategies, content, instructor qualifi-

cations, cost, and location. If this information is not listed (for example, if the

course outline is vague), contact the vendor directly. Try to find several sources of

instruction on the same subject. Compare them. Ask for names of past students,

call them, and inquire about the course.

External Degree Programs. The so-called external degree program is a

means by which employed adults earn college credit or even college degrees,

ranging from the two-year associate’s degree to doctoral degrees. Costs, residency

requirements, quality, and topics (majors) vary widely. In many respects they

resemble correspondence programs, though there may be additional require-

ments. For WLP practitioners looking for ways to educate employees, external

degree programs are one option. They should be evaluated in the same ways as

external vendors and correspondence schools.

It is worth noting that  traditional and nontraditional academic institutions offer

educational programs on the Web. Indeed, there has been an explosion of interest

in such programs. Institutional offerings of these distance education programs,

defined as “a collection of innovative approaches to the delivery of instruction to

learners who are remote from their teacher” (see Pam Dixon’s work posted at
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http://wellspring.isinj.com/faq_dl.html),* continue to experience phenomenal

growth. This is driven, in part, by the demands of today’s FALs. Pam Dixon

estimates that some five-to-seven million people currently participate in some form

of planned distance learning program. Estimates vary as to how many such pro-

grams exist,and the estimates range from 93 accredited programs to 700 programs.

How well have these programs been working? According to Dixon,

“Preliminary findings from a number of studies have been quite positive: The

U.S. Office of Technology Assessment, which is sponsored by the U.S.

Congress, has found in several reports that distance learners do as well or

better in their courses and on achievement tests than traditional students.

Dr. William Souder taught the same graduate-level course simultaneously at

two traditional campuses, Georgia Tech and the University of Alabama, and

one online school, National Technical University, and found that distance

students not only learned more but also gained social skills and a network of

student peers. And annual comparisons done by the University of Phoenix

have consistently found that distance students perform as well or better in

their classes, and interact with the instructor and each other more, than their

campus-based peers. There have been similar findings in numerous small,

less-formal studies.”

Other Delivery Methods. There are countless other ways by which to deliver

employee education. In fact, delivery methods are limited only by the imagination

of learners and WLP practitioners. Consider a few other delivery options, in

addition to those already discussed:

❙ Off-the-shelf training packages sold by book publishers, vendors, and others.

They can greatly reduce the time needed for course development, though

they have to be treated in compliance with existing copyright laws.

❙ Computer-based and computer-assisted instruction. These sources offer

great flexibility and individualized instruction. Some are nothing more

than electronic page-turners; others are sophisticated video productions
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that can be displayed by CD-ROM or DVD-ROM on the computer; and

still others are interactive courses. (A good rule of thumb is that the more

interactivity, the better.)

❙ Books. College texts are particularly useful as self-study packages.

❙ Articles published in professional and academic journals. These can 

be circulated to people in the organization to contribute toward their 

continuing education.

❙ Informal speakers’ bureaus. Identify knowledgeable people in the organi-

zation or community and ask them to meet with those who have specific

needs. The setting need not be formal. Consider “brown-bag lunch 

discussions,” for instance.

Tuition Reimbursement Programs. Though not a delivery method, a tuition

reimbursement program is an important inducement for employee education.

Often associated with college courses attended on the employee’s own time,

tuition reimbursement might be possible for virtually any external education

including pursuit of a GED certificate, attendance at public seminars or confer-

ences, or degree or non-degree college course work.

Individuals participate in external instruction for many reasons. Among the

most-common reasons are to advance in a career, build competencies, socialize

with other people, and learn how to be a better citizen. Employers sponsor such

programs to meet specific HR needs, comply with negotiated labor agreements,

and improve employee job satisfaction and morale.

It is a good idea to develop a written company policy on tuition reimburse-

ment and procedures for obtaining it. The policy should stipulate the purpose of

the program and cover employee eligibility, types of courses (or other experi-

ences) that qualify for reimbursement, extent of support (100-percent or only par-

tial), the intended relationship (if any) between the program and job-related

performance improvement, and the intended relationship between external and

internal Talent Development activities.

Internally sponsored educational efforts should be closely tied to organiza-

tional culture, policies, and expectations. Externally sponsored educational

efforts are more appropriate for giving employees the chance to gain new insights

394 The Strategic Development of Talent



and hear about practices in other organizations. Procedures should clarify 

how to obtain reimbursement interms of voucher preparation, minimum 

grade (such as C) necessary for reimbursement, documents that must be fur-

nished as proof of course completion, travel policy, and approvals that may be

necessary.

Tying Employee Education to Organizational Strategy for the

Development of Talent

While employee education is geared toward individual improvement and prepa-

ration for advancement, it should be integrated with a larger, integrated organiza-

tional strategy for developing talent.

WLP practitioners, line managers, and even learners themselves should

consider such questions as these at regular intervals:

❙ What is the purpose of employee education programs?

❙ How are these programs contributing to the realization of organizational

strategy for the development of talent, HR strategy, individual career

plans, and strategic business plans?

❙ How consistent are these programs with other learning initiatives? What

causes any inconsistencies? How can inconsistencies be corrected?

❙ How do outcomes of employee educational efforts affect employee devel-

opment and training for specific jobs? How should they be related?

❙ What employee education policy should be established? How should it

be made an integral part of Talent Development policy?

By addressing these questions and acting on them, WLP practitioners can tie

employee education to a strategic plan for developing talent.
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AAccttiivviittyy  1100--11:: Continuing Education

Directions:: Use this activity to structure your thinking about continuing education. Answer the questions that

follow in the space provided.

Special Needs

1. What professions/occupations in the organization are especially sensitive to change? List them.

Issues

2. Are certain issues in the industry of special importance for employees to know about? If so, list them.

Importance

3. How important are these efforts relative to each other? Are there other initiatives to which the organi-

zation could devote time and effort?
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AAccttiivviittyy  1100--22: Occupational Education

Directions: Use this activity to structure your thinking about occupational education. Answer the questions that follow in the space provided.

Why should education be

offered to members of this cat-

egory in the future?

What education should be

offered to members of this cat-

egory in the future?

What education is presently

being offered to members of

this category by the 

organization?

Occupational Group

1. Executives

2. Senior managers

3. Middle managers

4. Supervisors

5. Professionals
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AAccttiivviittyy  1100--22: (continued)

Why should education be

offered to members of this cat-

egory in the future?

What education should be

offered to members of this cat-

egory in the future?

What education is presently

being offered to members of

this category by the 

organization?

Occupational Group

6. Executives

7. Senior managers

8. Middle managers

9. Supervisors

10. Professionals



AAccttiivviittyy  1100--33:: Tying Employee Education to Organizational Strategy for the

Development of Talent

Directions: Use this activity to structure your thinking about how to tie employee education to organizational

strategy for Talent Development. Answer the questions that follow in the space provided.

Purpose

1. What is the purpose (s) of employee education?

Linkages

2. How are employee education programs contributing to realization of

a. Organizational strategy for Talent Dvelopment?

b. HR strategy?

c. Individual career plans?

d. Strategic business plans?

3. How consistent are employee education programs with 

a. Formal training?

b. Developmental efforts of all kinds?
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AAccttiivviittyy  1100--33:: (continued)

Occupational Groups

What educational efforts should be offered to members of each of the following occupational groups to con-

tribute to implementation of organizational strategy for the development of talent?

Executives

Senior managers

Middle managers

Supervisors

Professionals

Technical employees

Sales employees

Office/Clerical workers

Skilled workers

Unskilled workers



EMPLOYEE TTRAINING

Employee training is perhaps the activity most frequently associated

with Talent Development. The evidence, however, suggests that

efforts are not always linked to supporting the realization of the orga-

nization’s strategic objectives, at least in the case of management

training. A study in the United Kingdom, for instance, revealed that

management training is rarely tied to strategy (Staunton and Giles

2001).

Training should produce immediate changes in job performance

so that supervisors and trainees themselves can see the difference

between job performance before training and job performance after

training. Its effects should thus be more immediate than those for

employee development or education.

This chapter defines traditional training and explains its rela-

tionship to job performance. It describes each step in a model 

for designing and delivering training and outlines the difference

between traditional training and strategic training. A model to 

guide strategic training is described in the first few pages of the 

chapter.

What Is Employee Training?

Training is a short-term, individually focused change effort that is

intended to improve job performance. It narrows the gaps between

what individuals know or do and what they should know or do in
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order to be successful. The traditional approach to training is not the same as

employee education, which prepares individuals for future jobs, and employee

development, which contributes to organizational learning by cultivating the col-

lective competencies of individuals in group settings.

What Is Job Performance?

Definition. In a classic definition, Bailey (1982,4) defined performance as “the

result of a pattern of actions carried out to satisfy an objective according to some

standard.” It is not the same as behavior, which means observable action.

Appropriate job behavior may or may not result in good job performance.

Performance is equated with results; behavior is equated only with the actions 

taken to achieve results.

Job performance consists of three interrelated elements (Bailey 1982): 

(1) the individual (who?), (2) the activity (what?), and (3) the context (where?).

Individual performance is influenced by ability (what are the individual’s capaci-

ties to perform?) and motivation (how much does the person feel inclined to per-

form?) (Cummings and Schwab 1973). To improve job performance, change

must occur in the individual, in the activity, the context, or in some combination

of the three.

What Is the Relationship between Training and Job Performance?

Training can improve job performance by (1) improving individual abilities,

(2) stimulating motivation, (3) matching individual ability to activity require-

ments, and/or (4) matching the individual to contextual requirements. However,

training cannot change job activities or work content. It changes individuals by

building the competencies essential to performing the work.

How Is Training Related to Planning?

Training contributes to the realization of organizational strategy for the develop-

ment of talent, HR plans, and strategic business plans.
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Training and Organizational Strategy for the Development of Talent. To

formulate organizational strategy for the development of talent, managers and

employees must have a firm grasp of present strengths and weaknesses in job 

performance. The reason is that planning should begin with information about

present conditions. Training needs assessment provides detailed information

about present conditions.

Training and HR Planning. One way to narrow a gap between present labor

supply and future labor demand is to improve the present productivity of job

incumbents. In this sense, then, training helps implement HR plans by improving

the productivity of people already employed in the firm. In short, training makes

better use of existing employee talent.

Training and Strategic Business Planning. Training contributes to 

the realization of strategic business plans in two ways. First, it furnishes 

people involved in formulating plans with skills necessary to do it. Second, it

provides new knowledge and skills to employees at each organizational level so

that they can go about their jobs in ways leading to the realization of long-term

plans.

A Model for Designing and Delivering Training

The Model. There are almost as many ways to conceptualize training design and

delivery as there are authors on the subject. Variations exist because authors do

not agree on the same philosophy of instruction or learning. For the purpose of

this discussion, the traditional performance-based model of training design is a

good starting point. It is commonly accepted in the WLP field.

To apply this model, the WLP practitioner must

1. Identify opportune occasions to apply it.

2. Assess learner needs.

3. Clarify key characteristics of learners that affect how they should be

trained.

4. Analyze work and instructional settings and take them into account as

training needs are identified.
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5. Carry out detailed work analysis in order to determine what individuals

do in their jobs.

6. Prepare training objectives designed to narrow gaps between what

trainees actually know or do and what they should know or do.

7. Create tests and other ways of measuring performance.

8. Arrange training objectives in an appropriate sequence.

9. Identify appropriate instructional delivery methods.

10. Prepare and select appropriate content to match objectives.

Following these design steps, training is delivered and evaluated.

Identifying occasions to use the approach. Training is one solution to a 

performance problem. When individuals cannot perform due to lack of knowl-

edge or of a skill, they have a training need. On the other hand, when they are able

to perform and choose not to do so, they have a non-training need that requires

corrective action other than training.

Of course, problems in the real world rarely appear in a straightforward way.

More often they are complicated and appear in random order. Managers and

WLP practitioners must analyze problems so that corrective action addresses

causes rather than symptoms. A WLP practitioner who confronts a job perform-

ance problem should ask several questions about it.

First, what should employees be doing? Have work standards been established

and communicated? Employees can hardly be expected to perform when mini-

mally acceptable work methods or outcomes have not been clarified. Nor can 

they perform appropriately when they have not been informed about those

requirements.

Second, what are employees actually doing? How are employees presently

carrying out their jobs? What results are they getting? It is hard to identify a prob-

lem when present status is unknown. Are some employees performing better than

others?  If so, why?

Third, what differences exist between what employees should be doing and

what they are doing?  Can WLP practitioners pinpoint particular “trouble spots”

in work methods or in results achieved? Are these trouble spots common among

groups of people, or only for individuals?
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In a classic discussion, Laird distinguished between macro and micro train-

ing needs. The latter “exists for just one person, or for a very small population”;

the former exists “in a large group of employees—frequently in the entire 

population with the same job classification.” New employees, upon entry to the

firm, possess macro needs; problem employees, who have trouble performing

some facet of their jobs but are already experienced, possess micro needs.

However, not all problems stem from training needs (Laird 1985,49).

Fourth, how important are discrepancies between what employees should be

doing and what they are doing? There is little point to wasting time correcting

unimportant discrepancies. In fact, it is frustrating to employees to have their

work “nitpicked.” An effective manager knows when to intercede and when not

to. If job performance discrepancies cost more than it costs to solve them,

however, they are important enough to warrant corrective action. Training is one

such action.

Fifth, assuming that discrepancies are important and cannot be tolerated,

what causes them? Do employees know how to perform appropriately? Do they 

possess the necessary skills to do so? Or do performance problems result from

other causes?

Sixth, what should be done about non-training needs?  If a performance prob-

lem stems from a cause other than lack of individual knowledge or skill, WLP

practitioners need to determine that cause. They can begin by looking at

❙ Allocation of work duties. Are duties inappropriately allocated across

departments or jobs?  To solve problems stemming from poor or inappro-

priate allocation of work duties, job or work group redesign—not 

training—should be used.

❙ Policies. Are company policies interfering with job requirements or with

realities of the work place? If so, review policies and change them as nec-

essary. Then train people to perform in ways consistent with the new poli-

cies.

❙ Rewards. Are rewards, supposedly based on one set of behaviors or out-

comes, really based on others?  Examine incentives for and against people

performing as desired. Change the incentives, if necessary. Training will
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not solve a problem stemming from incentives or rewards that are at odds

with desired performance (Kerr 1975).

❙ Leadership. How much do supervisors agree with goals and objectives

established at higher levels? Team-building and key changes in leadership

should be used to deal with leadership problems. Training should not 

be used when leadership issues or politics are the root causes of a 

performance problem.

❙ Feedback. How well, how often, and how clearly do individuals receive feed-

back about their performance? From whom do they receive it? The fre-

quency of  feedback should be increased, or its quality should be improved,

to correct problems stemming from poor feedback. If  performance prob-

lems stem from lack of feedback, employee training will not solve them.

❙ Group norms. How well do desired work methods and outcomes match

up to traditions among co-workers? Organization development interven-

tions, not training, should be directed to problems stemming from prob-

lems with group norms.

❙ Practice. Are individuals asked to perform a task often enough to gain pro-

ficiency? If not, they should be given planned opportunities to practice on

the job. Training should be used to provide practice only as a last resort,

because it is too expensive to remove workers from the job just to give

them practice.

❙ Motivation. Do individuals believe their performance will lead to achiev-

ing the rewards or outcomes they desire? Do they value those rewards or

outcomes? If not, training will not induce them to behave in desired ways,

because incentives are lacking.

❙ Ability. Is the individual mentally or physically able to perform as desired?

If a job performance problem exists for one person even after corrective

action, consider job transfer or termination. If it exists for everyone, con-

sider automating the work or redesigning the job.

For more-detailed information about ways to solve performance problems caused

by issues that do not lend themselves to training solutions, see Rothwell, Hohne,

and King (2000).
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Seventh, what should be done about training needs? Many people continue to

associate “training” with off-the-job, classroom-based instruction, even as

increasing amounts of information-based training is moved from classroom to

various e-learning formats. Even many WLP professionals associate training with

off-the-job, classroom-based instruction, perhaps because they associate it with

traditional schooling.

Classroom training is an expensive solution. It is costly to develop and deliver.

WLP staff members are tied up for long time periods; instructional materials cost

tidy sums to develop; line employees must offer assistance during instructional

design and are away from work during instructional delivery. In most cases,

employees are not producing, but are being paid while receiving instruction.

For these reasons, WLP practitioners should consider alternatives to class-

room training before designing it. There are a few specific issues to consider: 

(1) The problem(s) to be solved. Do they lend themselves to solutions other than

classroom training? (2) Time frame(s). How much time is there to develop and

deliver formal training to solve the problem? If sufficient time is not available,

what alternatives exist? (3) Expertise. Is the requisite knowledge available in the

organization to design and deliver training to solve the performance problem? If

not, can it be located externally? (4) Resources. What resources are available for

dealing with the performance problem?  Are they adequate to fund training

design and delivery? (5) Importance. just how important is the problem to the

organization? (6) Scope of the problem. How many individuals are affected? One?

A group?  Everyone in the department, division, or organization? (7) Need for con-

sistency. Is there a special need for imposing consistency on the application of

policies and/or procedures? Classroom training is appropriate only when the per-

formance problems lend themselves to no other solutions, time frames are ade-

quate, expertise is available, resources are adequate, the problem is important,

many people are affected, and the need for consistency is great.

Here are a few alternatives to classroom training:

❙ Job aids. Can instructions be simplified and handed out for on-the-job

use? If so, a job aid is appropriate. A job aid is any tool or set of instruc-

tions that can be used on the job.
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❙ Decision aids. Similar to a job aid, a decision aid provides situation-

specific instruction on what to do when certain circumstances exist. It

answers this question: What should be done if all the following conditions

hold true? Obviously, decision aids are appropriate only for relatively

common problems. Checklists are decision aids (Joinson 1982).

❙ Individualized instruction. Can training needs be met through individual-

ized instruction offered by computer, by written text, or by film or 

videotape? 

❙ On-the-job training (OJT). Can the training needs of people be met

through instruction delivered by peers or supervisors on the job? If so,

well-designed OJT is appropriate (Rothwell and Kazanas 1994).

To consider the range of media by which to deliver training, consult Marx

(1999).

If WLP practitioners still believe classroom instruction is warranted after

reviewing alternative approaches, then they should continue with subsequent

steps in the performance-based model of instructional design and delivery.

Assessing Learner Needs.

When it is apparent that a performance problem exists, is caused by the lack of

appropriate knowledge and/or skill, and lends itself to a training solution, then

WLP practitioners should focus on the problem in a more detailed manner. Many

find that instructional systems design is an appropriate guide for developing rig-

orous instruction (Rothwell and Kazanas 1998). However, as with everything,

there are always those who find fault, and that is no less true with instructional

systems design as with anything else (see Gordon and Zemke 2000; Zemke and

Rossett 2002).

As a first step, WLP practitioners should assess learner needs (Gupta, 1998).

As traditionally defined, a learning need is synonymous with a discrepancy

between what employees should know or do and what they actually know or do. A

training need is more specific: it is a job performance discrepancy resulting from

lack of knowledge or skill on the present job.
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This step in designing training is crucial. If needs are improperly identified,

no amount of instruction will meet them (Rothwell and Sredl 2000). As a 

consequence, all subsequent steps in the design process will prove fruitless.

Think of learner needs assessment as a flexible process. First, WLP practi-

tioners decide how to carry out needs assessment. They ask themselves these

questions:

❙ What are the goals/objectives or desired outcomes of the assessment process?

What results are sought from it?

❙ Whose needs are being assessed? Is assessment focused on one job category,

or on all of them?

❙ How will information be collected?  What approaches to data collection are

appropriate, given constraints on time, resources, and conditions in the

organization?

❙ What specific guidelines should be established in advance about data collec-

tion methods? In other words, should special care be taken when using

surveys, interview guides, work observations, or other methods of data

collection?  If so, why?

❙ What analytical techniques should be used to interpret the results of needs

assessment, once data have been collected?

After these questions have been answered, WLP practitioners carry out the needs

assessment, implementing the plan established in the prior step. They should

take care to avoid getting sidetracked on issues unrelated to needs that have ini-

tially been pinpointed for examination. Only rarely should a needs assessment

plan be altered during the assessment process. Departure from the needs assess-

ment plan is appropriate only when new information comes to light that changes

the assumptions on which the initial assessment plan was based.

Third, clarify the precise nature of performance problems that are to be

solved by training. Following completion of needs assessment, WLP practition-

ers should clarify just what problems they plan to address through training. When

they also uncover information about non-training (management) needs, they

should relay it to executives so that additional corrective action can also be taken

in areas unrelated to knowledge or skills.
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The choice of how to approach a needs assessment depends on the skills of

WLP practitioners and the assumptions made about training by line managers,

employees, and top executives. Cost is often touted as the single most important

issue, but it is not always as important as it is made out to be. What often 

matters most is what practitioners or line managers prefer, and how committed

they are to solving a problem.

What little we know about common business practice in training needs

assessment methods in the U.S. suggests that formal approaches are rarely used

in even the largest corporations. Instead, informal approaches such as brief talks,

meetings with line supervisors, interviews and observation, are more common.

They are less time-consuming than formal studies, and WLP practitioners are

often under pressure to act quickly in a way that makes detailed front-end analy-

sis difficult. In addition, informal approaches do not raise expectations for

improvement among many people in the same way that highly visible surveys 

tend to do. That is often an advantage. Unmet expectations create frustration

among line managers and employees and eventually damage the WLP depart-

ment’s credibility.

Clarifying Key Characteristics of Learners

Who are the learners? What are their characteristics? How will those 

characteristics affect training? These questions should be considered after needs 

assessment, but before preparation of instructional objectives.

In most cases, WLP practitioners start out with a general idea of who 

will receive the training. In some cases, the task of identifying important charac-

teristics of learners is easier than in others. For example, newly hired employees

with no prior work experience share some common characteristics: (1) they do

not know the organizational culture, (2) they have a limited store of personal 

experiences on which to draw, (3) they know relatively little about specific jobs,

though they may have had formal education in the general field, and (4) quite

often they are in the same general age group and stage of personal development.

More-experienced workers often have many things in common with members

of their work group: the same attitudes, familiarity with group tasks, and similar
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socialization experiences. It is also likely that they have been influenced in their

job performance by the expectations of the same superior, and perhaps are classi-

fied in roughly the same age group and career stage.

For WLP practitioners, information of this kind is valuable for gearing 

training to solve common problems, address common interests, and deal with

individual concerns of a target trainee group.

Three questions about learner characteristics are important to consider prior

to specifying training objectives. First, what learner characteristics will generally

affect training on a particular activity, task, or job duty? Second, which learner

characteristics will affect training on job activities, tasks, or duties for a specific

group of people at a specific time? Finally, how can these characteristics be

planned for? Long-term, general characteristics of learners are influenced by

organizational selection, recruitment, and promotion practices; short-term, spe-

cific characteristics of one group are influenced by special problems or issues on

the job that affect performance and that may also affect interests and 

expectations. Exhibit 11–1 illustrates this concept.

EExxhhiibbiitt  1111–11:: Key Issues to Consider about Learner Characteristics
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What learner characteristics generally affect

training for a particular job?

What specific learner characteristics 

will affect training for one 

group of people?

How can these

characteristics

be planned for?



How do WLP practitioners deal with individual differences? Several 

strategies are possible. One is to identify prerequisites for all training and screen

out those participants who do not meet the selection criteria. To minimize the

influence of individual differences, restrict access to training: People who do not

meet selection criteria for training because they do not possess prerequisite

knowledge or skills are given remedial instruction to prepare them for it.

An alternative is to identify different ability levels of employees who are to

attend training and establish different training for each level. This approach is

similar to “ability grouping” in secondary schools. Trainees are divided into three

categories, and training programs are geared to the needs of learners in each 

category.

Analyzing the Setting

Training should not be planned in a vacuum. It makes sense to analyze up 

front the settings in which (1) training will subsequently be applied and 

(2) training is to occur. Not surprisingly, training conducted in a setting resem-

bling the work site is more likely to influence subsequent, post-instructional job

performance than training conducted in a setting that does not resemble the

work site.

What conditions face an employee in the work setting? Consider: 

(1) Physical condition: Are conditions adequate?  Safe? (2) Tools/resources: Are

they up-to-date? Easily accessible? Appropriate to the work? (3) Group norms: 

What work methods are acceptable to co-workers?  What work methods are

unacceptable? (4) Supervisory expectations: What do supervisors expect from

trainees? (5) Employee expectations: What do employees expect from the work

and from training? Much like learner characteristics, work-setting conditions

affect the subsequent willingness of and job opportunities for people to 

apply training.

What conditions face a trainee in the instructional setting? Consider: 

(1) Physical conditions: How much do they resemble the work setting? Can 

they be made similar? (2) Tools/equipment: How closely do the tools and equip-

ment used in training resemble those used in the work setting? (3) Resources: 
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Is there adequate time, money, and staff to carry out training effectively? 

(4) Philosophy/beliefs: Are employees exposed to a radically different philosophy

in training than they are exposed to on the job?

Carrying Out Detailed Work Analysis

When the need for training is justifiable and when learner characteristics and

work/ instructional settings have been analyzed, WLP practitioners are ready to

carry out a detailed work analysis to determine: (1) job duties, activities, and

tasks; (2) their importance; (3) the order in which they should be enacted; 

(4) the frequency of their performance; and (5) background knowledge, skills,

and attitudes necessary to carry out those duties, activities, or tasks. The purpose

of work analysis is to clarify the most appropriate way to do the work.

“Appropriate” is the operative word. It can mean: (1) the way an experienced

worker performs the task, activity, duty, or job; (2) the way the best (exemplary)

worker actually performs the task, activity, duty, or job; or (3) the way the task,

activity, duty, or job should be ideally performed.

Regardless of how “appropriate” is interpreted, the usual starting point 

for work analysis is the task level. A task is a discrete activity with a definite

beginning and ending. Many tasks, grouped together, make up a position 

occupied by one person in an organization. A job is the generic name for many

positions with the same title. An occupation comprises similar jobs in different

organizations.

Task analysis is a detailed examination of every discrete component of a job

or position. There are many ways to go about doing it (Jonassen, Hannum, and

Tessmer 1989). But the basic steps are simple enough: (1) break down the job

into component tasks, (2) describe how each task is carried out, (3) identify which

tasks are most important, difficult to learn, and most difficult to carry out,

(4) sequence the tasks as they are performed on the job, and (5) determine what

the worker must know or be able to do to carry out each task. Task analysis is

appropriate for blue-collar jobs and manual trades in which work behaviors are

easily observed. Alternative approaches are usually more appropriate for white-

collar occupations.
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Preparing Training Objectives

Objectives are obtained from work analysis and needs assessment. From work

analysis, WLP practitioners obtain information about what must be done to

achieve desired performance; from needs assessment, practitioners find out what

people are actually doing and where discrepancies exist.

Instructional objectives clarify outcomes to be achieved by the end of a train-

ing experience. Terminal objectives are outcomes sought by the end of a planned

learning event; enabling objectives are outcomes sought during the learning event

to help the learner achieve terminal objectives. In short, terminal objectives

express the desired outcomes of a course or other planned learning experience;

enabling objectives express the desired outcomes at different points during a

course. Enabling objectives are thus rationally related to and supportive of their

terminal counterparts.

Instructional objectives are blueprints for training design. Trainees who

achieve objectives demonstrate they can perform a job’s activities or tasks. As

Exhibit 11–2 illustrates, objectives should be linked directly to job activities.

Achievement of objectives should demonstrate ability to perform tasks or 

activities.

There are different levels of objectives. In training, a terminal objective is

specific. It describes what the learner can do, what tools or other requirements

are necessary for the performance, and ways to measure the quality of 

performance. In employee education, a terminal objective is not as specific as in

training. It clarifies what the learner can do and under what conditions, but not

necessarily how well the learner can perform. It is too general to provide a 

criterion for performance. In employee development, a terminal objective is

expressed for a work group—not, as in training or education, for individuals.

The objective may specify what the group can do, under what conditions,

and how well. Terminal training objectives are enabling objectives for employee

education, as individuals prepare for performance at higher levels of technical

competence or responsibility. Likewise, terminal objectives of training and

employee education are enabling objectives for employee development 

(see Exhibit 11–3).
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EExxhhiibbiitt  1111–22:: The Relationship between Work Tasks and Instructional Objectives

Several resources are available to help novice WLP practitioners write training

objectives. The basic format is not difficult to master. A typical objective takes the

following form (Mager 1972):

Upon completion of this [course, unit, or lesson], the trainee will be able to

❙ Do what?

❙ How well?

❙ Using what tools or other resources?  Under what conditions?

Creating Tests

In performance-based training, test items are derived from objectives. They are

prepared are created after objectives but before decisions are made about delivery 
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Work Task 

What task must be 

performed on the job?

Instructional Objective

What must an employee know 

or be able to do to perform

the work task?



EExxhhiibbiitt  1111–33:: The Relationship between Instructional Objectives in Training, Employee

Education, and Employee Development

methods and instructional content. Tests are the basis for decisions about deliv-

ery and content; test items are built-in benchmarks to measure trainee achieve-

ment during and after instruction.

The relationship between job task, instructional objective, and test item is

thus quite close. The task is what the person is to do on the job; the objective is

an instructional outcome linked to the task; and a test item measures how well the

objective has been achieved or is being achieved.

There are several kinds of tests: (1) oral, administered by voice, (2) written,

administered by written text, and (3) performance, administered by having a

trainee demonstrate a task or an activity required on the job.
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Terminal Development Objectives

Terminal Education Objectives

Terminal Training Objectives

Enabling Objectives

Employee Development Objectives

What must the employee know/be able to

do in a group setting to contribute to 

realizing group goals and objectives?

Employee Education Objectives

What must the employee know/be able to

do to prepare for a future job?

Employee Training Objectives

What must the employee know/be able to

do to perform his or her present job 

competently?

Enabling Objectives

What must the employee know/be able to

do to perform specific tasks of his or her

present job competently?



Oral and written tests take different forms: multiple choice fill-in-the-blank,

true-false, essay, and matching. The point worth emphasizing is that each form is

more appropriate for measuring some objectives than others.

Arranging Objectives in Sequence

Sequencing objectives means arranging them so that they will provide a founda-

tion for designing and delivering instruction. There are several approaches to

sequencing. Objectives may be arranged 

1. From simple to complex: Begin with simple ideas and progress to increas-

ingly complicated ones. “Simple ideas” have few parts or distinctions;

“complex ideas” have many parts, distinctions, or exceptions to rules.

2. From known to unknown: Base sequencing on prerequisites. Each idea,

concept, or objective is a building block for later ones. The WLP 

practitioner begins with what learners know and progressively moves into

unknown areas.

3. From whole to part: Begin with a simplified model of all steps or tasks 

in a job, introduce trainees to it, and then proceed to explore each part.

With this sequencing method, trainees can place each part of the training 

experience in the context of the whole course or job.

4. From past to present to future: Begin historically, and focus on time. This

method is appropriate when instruction is geared to contrasting past,

present, or future methods.

5. From simple to complex treatments of alternating subjects: This is the 

spiral approach to organizing instruction. Several topics or issues are

treated at a simple level. Later, they are treated again at a more complex

level. Thus, “content topics are  systematically reintroduced at periodic 

intervals. Two purposes are served by such a scheme. First, the previously

learned knowledge of the topic is given a review, which tends to improve

its retention. And second, the topic may be progressively elaborated when

it is reintroduced, leading to broadened understanding and transfer of

learning” (Gagné and Briggs 1979, 141).
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6. In other ways: These five sequencing methods are by no means the only

ones. There are others, including: (1) the pyramid, in which some 

objectives are covered with all learners but other objectives are only 

covered with some learners, (2) the doughnut, in which a common core of

instructional objectives is surrounded by specialized ones for some

employee groups,and (3) the network, in which some objectives are related

to others in a grand scheme (Knowles 1980,Romis Zowski,1981).

Philosophy of Sequencing. The basic principle of sequencing is that prereq-

uisite knowledge should always be treated first. Adults resist having learning

sequences imposed on them, especially when they believe a different sequence is

more appropriate to suit their needs or to cope with immediate job problems.

Identifying Appropriate Delivery Methods

Choice of delivery methods follows sequencing of objectives. At this point, WLP

practitioners make decisions about what media to use (classroom, videotape,

individualized text, etc.). But what are some delivery methods? What media

should be used for delivery?

Huczynski (1983) lists and describes 350 delivery methods. Some are appro-

priate for lengthy instructional experiences; most are useful only for a portion of

a course. But some of the more commonly used delivery methods are described

in the sections below. Trainers should always consider the range of methods by

which instruction may be delivered (Marx 1999).

Lecture. Despite the increasing availability of computer-based and video-

based instruction, lecture remains the most popular and frequently used training

delivery method. A lecture is a speech delivered in a classroom setting. Lecture

can also be delivered by videotape or by teleconference to large groups at 

scattered locations.

Pure lecture is one-way communication: the instructor speaks and trainees

listen. The burden rests with the instructor. Trainees are passive recipients of

information. The average speed of thought is over 400 words per minute,

but the average speed of talking is around 100 words per minute. Trainees have
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a tough time keeping their attention fixed on the lecturer. They grow bored

quickly.

Fortunately, WLP practitioners need not restrict themselves to pure lecture.

They can include visual aids to reinforce and dramatize what they say. They can

also solicit questions and comments from their audience. Other techniques are

also used to liven up lectures. Here are a few tips:

❙ Talk as fast as you please. Trainees can easily keep up.

❙ Vary the pitch and volume of your voice.

❙ Ask questions. In fact, try for one question every three minutes.

❙ Call people by name. That’s an attention-getter.

❙ Be active. The more energetic and enthusiastic the presenter, the more

lively the learners are likely to be.

❙ Use fill-in-the-blank. Give trainees handouts with key words missing. As

you talk, tell them what words to insert in the blanks. Use the same

approach with visual aids. Put them up on a blackboard or an overhead

project half-done. Complete them as you talk.

❙ Pair the lecture with other methods such as exercises, case studies, and role

plays, so that trainees can participate and have to apply what they learn.

❙ Use lecture to do more than present information. Stimulate ideas and new

lines of thought. Take advantage of small-group problem-solving 

methods. (King, King, and Rothwell 2000).

In all likelihood, the lecture is here to stay. It will probably always exist in some

form.

Independent Reading. Independent reading can be tied to other, related

learning experiences or can stand alone.

Independent readings can be assigned before, during, or after classroom

training or tutorials. Reading is appropriate for (1) providing necessary back-

ground information that is too time-consuming to cover in a lecture, (2) adding

information to a topic treated briefly in a lecture, or (3) giving the learner

resources for future, self-directed learning.

It does not make sense to assign too many advance readings. The authors

know of training situations in which learners were given hundreds of pages to read

Employee Training 419



before class. Trainees ignored most of it. If that much background is needed, then

a course should precede the training.

A better approach is to limit advance reading to less than 20 pages. Give 

readers instruction about what to focus on while they read.Any approach 

that motivates learners to read the material is good. If necessary, build in 

objectives and a follow-up test so that readers treat advance reading as part of 

the course.

Reading can also stand alone. It may substitute for a lecture or a training

course. Stand-alone reading is associated with off-the-shelf individualized 

training packages, assigned readings out of college texts or technical manuals, and

programmed instruction.

Off-the-shelf packages purchased from publishers or professional societies

vary greatly in quality. Some are short; some are hundreds of pages long. They are

useful if reviewed and tailored to the organization by WLP practitioners and line

managers before they are given to inexperienced trainees. Instructions should

accompany them in order to clarify what the reader should pay special attention

to and why the material is important. In most cases, readers should be asked to

complete exercises included in the package. A face-to-face follow-up should be

planned after completion so that learners can go over their answers to exercises

with a subject matter expert who can check them and reemphasize important

points from the training material.

Assigned readings should be treated like advance reading assignments: They

should clarify what the learner should pay attention to and should build in learner

accountability with tests, exercises, or guided activities.

Reading assignments are advantageous because they reduce training time and

guide learners quickly through background material. They are especially useful in

small organizations or in those with a small WLP staff or slow movement into or

out of some job classes. They are disadvantageous because they may require 

substantial tailoring to work effectively in unique organizational settings.

Panels. A panel is a group of people, usually experts on a specific subject,

who have assembled to discuss a topic. Panels may be highly structured and

focused on one or more topics; they may be unstructured and cover many topics.

In a structured format, each speaker on the panel (usually one of six or fewer) 
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has a strict time allotment. In a focused format, each speaker addresses a different

facet of a topic.

Panel discussions often resemble short lectures. Audience participation is dis-

couraged. Question-and-answer sessions are structured after each speaker or after

all of them. Few panel discussions encourage active interaction between panelists

and audience.

To design a panel, simply decide on the learning objectives in advance. Then

select speakers who can help achieve them. The choice of moderator is most

important, because the moderator controls time used by speakers, encourages

questions between audience and panelists, and guides panel members as they 

discuss a subject.

Panels are appropriate when participants bring open minds to the learning

experience. They are also useful for exploring problems or issues for which pat

answers are not available. Variations of the expert panel include learner panels

made up of trainees; manager panels made up of trainees’ supervisors; and open

forums geared to freewheeling exploration of a problem or issue.

Buzz groups. A buzz group is a small group assembled to work on a problem

and report solutions back to a larger group. They are frequently used in class-

room training. They may also be used in simple problem-solving.

To arrange a buzz-group experience, the WLP practitioner: (1) selects group

members or provides a means to do so, such as by counting off or drawing num-

bers out of a hat; (2) clarifies the task confronting the group and the results

expected from the group; (3) makes clear any constraints (for example, “I’ll give

you 15 minutes” or “Don’t look at your notes”); and (4) provides special instruc-

tions or materials. Group members may be asked to do almost anything: work on

a case study or role play together; discuss an issue, problem, or common concern;

define a term; classify information; or answer questions. Buzz groups stimulate

creativity on a relatively structured problem or issue, particularly one just dis-

cussed in training. They are not appropriate when individual, independent mas-

tery of subject matter is the aim of instruction. After all, it is hard to tell how much

each person contributed to a group solution.

Exercises. This is a broad category of methods. Anything requiring learners

to practice knowledge or skill is an exercise. Perhaps the simplest is a list of 
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questions that learners answer individually or in groups. Other exercises include

case studies, critical incidents, and role plays.

Case Study. Case studies are narrative descriptions of problem 

situations. Though often printed, they can be described orally by an instructor.

Typically, the description is at least adequate to identify a problem and issues

affecting it.

Case studies should have a real-life feel. They should excite interest and

stimulate discussion. They are quite flexible. A case study can introduce a 

learning event, thereby serving to disorient trainees and dramatize their need 

for instruction. A case study is more often used in the middle or at the end of a

longer discussion to illustrate a point, underscore the importance of a problem, or

apply a principle.

There are six steps in preparing a case study.

1. Decide what outcomes are desired from the case study experience, as well

as the general ideas that are to be illustrated.

2. Create a fictitious situation or identify a real one that serves the 

instructional purpose of the case.

3. Add details related to or symptomatic of the problem.

4. Create a cast of characters.

5. Write up the case.

6. Consider placing questions at the end in order to focus learner attention

on key points raised by the case.

The chief disadvantage of the case study is that learners are not actually involved

in the problem. For this reason, they sometimes give unrealistic answers.

For more on case studies, see Boyd (1980), Ford (1970), and Pigors (1987).

They have also been reinvented for application by self-directed learners

(Rothwell 1999c).

The Incident Process. Sometimes called the “critical incident method,” the 

incident process is a greatly condensed version of a case study. Trainees are given

a one- or two-sentence problem situation and are asked to describe what action 

to take. Alternatively, the trainer may describe the problem situation and allow

learners to pose questions for more information.
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To write critical incidents, WLP practitioners follow the same basic steps as

in preparing case studies. Alternatively, they may collect information about com-

mon problem situations confronting job incumbents and then provide critical

incidents during training based on these problems. As a result, learners are

exposed to the proper handling of real-life problems. A major advantage of the

incident process is that it allows the instructor to cover much ground in a rela-

tively short time. A major disadvantage is that trainees sometimes have trouble

responding to incidents without more details.

Role Play. Role play is a range of methods in which trainees put themselves in

dramatic situations and act out scenes like actors in a play. A psychiatrist named

Moreno is credited with the first use of role play in 1911. It was synthesized with

case study and adapted for use in training by Norman R. F. Maier at the University

of Michigan (Wohlking and Weiner 1981).

There are essentially two kinds of role play: structured and spontaneous.

Structured role play helps individuals become more productive in some aspect of

their work. Spontaneous role play helps individuals understand how they interact

with others (Wohlking and Weiner 1981).

Structured role play is based on a case study. Participants receive instructions

about a situation, the roles they are to play, and some goal to achieve during the

role play. Preparing a structured role play involves most of the steps taken in

preparing a case study: (1) decide what outcomes are desired, (2) create or 

identify a situation, (3) add details, and (4) create a cast of characters. From this

point, the writer creates a separate role to be played by each “actor” in a “live” case.

Spontaneous role plays are based on momentary experiences. For example,

an instructor asks participants to trade organizational roles, explain how they feel,

put themselves in the place of another person, act out the part, imitate the behav-

ior of one person in the group, or speak only one word at a time to voice their

spontaneous feelings.

Preparation of spontaneous role play is informal. It relies entirely on spur-of-

the-moment arrangements made by instructors. They prepare participants by

polling the group for common problems, concerns, and issues. A brief descrip-

tion of role play is then provided. Instructors may even “model” a role play in

front of the group, either by themselves or with handpicked confederates. In 
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contrast, structured role plays are usually preceded by lecture, discussion, case

analysis, exercises, films, videotapes, or other “warm-up” experiences. They are

then followed by a description of role play. Like any experiential exercise, role

play should be followed by a discussion of key points and participant insights to

reinforce learning. The chief disadvantage of role play is that participants may

experience difficulty in making the situation feel realistic and may resent being

put on the spot to act a part or reveal their feelings in a group. If handled well,

however, a role play can be very effective in stimulating insight or demonstrating

a skill.

Role plays need not always be prepared by trainers. They can also be 

spontaneously developed by competent, take-charge learners (Rothwell 

1999d).

Behavior Modeling. Behavior modeling is founded on social learning theory,

whose proponents believe most learning occurs by observing and imitating what

other people do (Bandura 1977). To prepare a training experience using behav-

ioral modeling, the WLP practitioner (1) clarifies what results are sought,

(2) analyzes behaviors of particularly effective and ineffective performers,

(3) describes these behaviors, (4) acts out the behaviors to see if they are, in 

fact, related to appropriate and inappropriate performance, (5) develops methods

to illustrate models of appropriate and inappropriate behavior (for example, on

films or videotapes), (6) asks learners to practice or imitate the good performance

model they observed, (7) provides feedback about how well learners exhibited

desired performance, and (8) asks learners to repeat the process until they ade-

quately demonstrate desired performance. Modeling is especially effective in

supervisory training. In the latter case, instructors often choose to concentrate on

interpersonal behaviors—how to get along with and lead others.

Demonstration. Demonstration resembles modeling. Trainers show learners

how to perform tasks or operate equipment. In many respects it is perhaps the

most common approach to on-the-job training (OJT), defined as planned and

structured, albeit informal, instruction delivered by a supervisor to a worker at the

job site.

To prepare a demonstration, the supervisor or WLP practitioner begins by

(1) determining what outcomes are desired, (2) assembling necessary tools or
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materials, and (3) preparing a simple outline so that the process/work activity can

be broken down into steps and then demonstrated. Subsequent steps are the same

as those in Job Instruction Training (JIT), made famous by C. R. Allen in the

1920s. The actions of supervisor or WLP practitioner are to:

1. Prepare the worker to receive instruction by putting the person at ease,

determining what the employee knows already, motivating the individual

to learn the task by explaining why it is important, and placing the 

individual in the correct position near equipment

2. Present the process (that is, give the demonstration) by telling the worker

what to do, showing the worker what to do, illustrating all steps, question-

ing the worker on key points, and emphasizing important points.

3. Allow the worker to demonstrate performance by asking the worker to tell

what is done, having the worker demonstrate the process or steps 

one-by-one, asking the worker questions, and correcting any errors.

4. Follow up by making the worker subsequently responsible for performing

the task/process, telling the worker who to see for more help if needed

checking up on performance frequently at first but less as time goes on,

and encouraging questions (Mc Cord 1976).

While other approaches to demonstration and on-the-job training (OJT) have

been discussed, Allen’s basic four-step model has withstood the test of time for 

70 years.

Simulations/Games. A simulation resembles a lengthy role play in which

many people participate. A game is a ritualized simulation, often modeled after

key aspects of a work setting, in which teams compete while following pre-

established rules.

Simulations take much time to prepare, test, and administer. They are appro-

priately used to (1) explore the elements of a large system, like an organization,

because the nature of simulation allows process or system dynamics to be brought

into the training situation, (2) test a course of action in situations when informa-

tion is unreliable or hard-to-come-by, (3) stimulate conversation on otherwise

controversial matters, (4) enliven boring material, (5) provide instruction in a con-

text similar to that on the job, assuming the simulation replicates key features of
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the job environment, (6) provide an anchor for subsequent discussion of theory

and concepts (or alternatively, a means to test theories and concepts previously

discussed), and (7) substitute for real experiences, providing learners with oppor-

tunities to learn by experience without the attendant costs and detrimental side

effects of making mistakes in real settings (Coppard 1976).

To prepare a simulation, WLP practitioners should probably begin by

researching the thousands of simulations already available. It is easier to modify

an existing simulation than to start from scratch.

For more intrepid practitioners who prefer to design their own simulations,

the basic steps in the process appear to be deceptively simple:

1. Establish objectives. What are the intended outcomes?

2. Describe the setting. Is it to be a work site, a work group, a department,

an organization, a community, or some other entity?

3. Develop a story line. Who are the key actors and actresses in the setting?

What are they doing? Why?

4. Develop role descriptions. What does each actor/actress do in the setting?

5. Create the foundation for the simulation. (a) Clarify how actors/actresses

are to interact. (b) Establish rules of the “game” or “simulation.” (Do any

procedures have to be clarified? Does a structure have to be imposed on

group interaction?) (c) Create a means for decisions to have conse-

quences. (Will players or teams be awarded points or be given feedback

on how well or poorly they are performing?)

6. Test the simulation or game.

7. Revise it to fix any problems revealed through testing.

These steps are, of course, somewhat oversimplified.

The chief disadvantages of simulations have to do with time and cost. It takes

much time to develop a good simulation, especially one complicated enough to

portray a complex process or setting. Nor is this likely to be cheap. Yet these 

factors may be outweighed by the value of representing processes for training 

purposes.

What delivery method should Be used to present instruction? The 

answer to this question has to do with media selection. It is one of two 
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fundamental issues in instructional design. The other has to do with preparation

or selection of content.

Over the years, instructional delivery methods have become increasingly

sophisticated. Trainers have long realized that individuals vary in learning styles

and it is clear that some media are more appropriate than others for specific learn-

ing situations, trainees, and objectives. There is still much to be learned on these

matters. The state of the art is not that advanced.

Many attempts have been made to develop media models—decision aids to

help WLP practitioners select appropriate and cost-effective means of delivering

instruction. Among key issues to consider in selecting media are these: 

(1) Mandates: Has somebody mandated what delivery method to use? 

(2) Purposes: What are the intended outcomes? Is the primary purpose to inform,

instruct, entertain, or persuade? (3) Constraints: How much time, money, staff,

effort, and equipment are available for designing instruction and for delivering 

it? (4) Cost benefits: Are some methods more cost beneficial than others? 

(5) Flexibility: Is there a great need to build in the possibility for easy revision at

a later time? For example, group instruction is appropriate when management

requests it; when more than one person has a need for instruction; when adequate

people, time, and money are available; and when the need for flexibility is high.

Individual instruction, on the other hand, is perhaps most appropriate when only

one person has a need or when there is a good instructional reason to allow for

individual differences.

Preparing or Selecting Content

There are three ways to develop content from instructional objectives: (1) WLP

practitioners can prepare instructional content themselves; (2) they can select

content from published or unpublished material and modify it for the uses at

hand; or (3) they can prepare part of the content on their own and select the

remainder from material prepared previously or available commercially. This

choice is a make-or-buy decision, and costs are usually the deciding factor.

How are objectives transformed into lessons, units, courses, or other formats?

What alternatives to this approach exist? This section addresses these questions.
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The process of transforming objectives into instruction begins after sequenc-

ing them appropriately and selecting media. There are three major steps: (1) cre-

ating a syllabus, (2) grouping objectives together into courses, units, and lessons,

and (3) preparing or selecting content at each level.

A syllabus is a list of objectives. Objectives are sequenced in a way deemed

minimally essential so that learners have adequate preparation to perform tasks or

undertake learning objectives requiring background knowledge. In many cases,

sequence may be based on actual steps taken in performing a job task. Using the

syllabus, WLP practitioners group together related objectives to create training

curricula, courses, units, and lessons.

All courses needed to teach employees to perform their jobs to minimal

competency levels constitute a training curriculum (Rothwell and Sredl 2000). A

training curriculum is an organized and sequenced plan for training by job class.

Without regard to specific titles, job classes are grouped together according to

common characteristics. These groupings cut across the organization horizon-

tally. (See Exhibit 11–4.) Each group has some relatively predictable needs. A 

separate training curriculum is designed for each job grouping, though all 

training curricula are interrelated (Rothwell and Sredl 2000). As a result, an

employee preparing for promotion can begin basic training for the next higher job

grouping.

A course is an organized learning experience with a discrete beginning and

ending. Though typically associated with classroom training, courses do not have

to be formal. In fact, they can be delivered on the job or in a college classroom off-

site. Each training course focuses on a major task, activity, or responsibility 

associated with the job group.

Each course, in turn, comprises instructional units and lessons. A unit is a

“chunk” of instruction. Its scope is smaller than a course, consisting of at least two

units, and larger than a lesson, of which at least two are required to make up a unit.

Each concept is, in turn, the basis of a lesson plan—a more detailed description of

instructional activities than a unit.

Exhibit 11–5 illustrates relationships between a job curriculum, a course, a

unit, and a lesson plan. Note that this relationship is one of increasing specificity,

with job curriculum most general and lesson most specific.
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EExxhhiibbiitt  1111–44:: Job Groupings for Training Curricula

Each lesson focuses on one instructional objective. Frequently, that 

objective enables the learner to prepare for achieving a terminal or end-of-course 

objective. It is thus rationally related to a terminal objective, but is narrower 

in scope.

Many books and articles are available to provide guidance to trainers in

preparing lessons and units. Units are usually scoped out in broad terms, describ-

ing (1) the relationship of the unit to terminal course objectives, (2) the enabling

objectives of the unit itself, (3) the lessons making up the unit, and (4) the 

exercises or tests to reinforce principles.
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EExxhhiibbiitt  1111–55:: Relationships between Organizational Strategy for the Development of

Talent and Training Curriculum, Job Curriculum, Course Plans, Lesson Plans, and

Instructional Activities

Lesson plans are more specific. They lay out in concrete terms what information

to present, who should present it, and how to measure learner achievement. This

format is not meant to be representative of the only right way to lay out a 

lesson; rather, it is one way to do so.

Lessons, units, and syllabi are combined in an instructor’s guide for each

training course. It is part of an instructional package for a course that contains the

trainee guide, instructor’s guide, course tests, and instructions on using the entire

package (Rothwell and Kazanas 1998). The trainee guide can be prepared before

or after the instructor’s guide. It contains a course outline, notes, exercises, copies

of visual aids, and such additional resources as supplementary reading or a 

bibliography of pertinent books and articles.

Of course, the advent of Web-based and other distance education instruc-

tion has changed the appearance of much instruction, but not the essential 

content. In Web-based courses, for example, all or most components of an 

instructional package may be available to the learners themselves.
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Thus far, it seems that developing content from objectives is primarily a 

top-down process, beginning with course or curriculum development, and 

culminating in unit places and then lesson plans. However, the process can 

work the other way, from the bottom up. WLP practitioners can begin with 

lesson planning, proceed to grouping related lessons into units, and in turn 

to grouping related units into courses (Rothwell and Sredl 2000). The danger of 

this approach is that it can result in poor overall planning.

In some corporations, WLP practitioners do not prepare formal lesson 

plans from behavioral objectives. The steps in the performance-based 

training design model are used in some instructional planning (in technical

training, for example), but are not used in management and executive-level 

training.

There are three major alternatives to developing instruction from objectives:

(1) skeletal outlining, (2) detailed outlining, and (3) guided questioning or 

discovery learning (Rothwell and Sredl 2000).

Skeletal outlining assumes that presenters are already versed in the 

subject matter. They need only a brief outline to list topics to be discussed in a 

training session. Otherwise, instructors ad lib. WLP practitioners provide a skele-

tal topic outline, but also a list of instructional objectives to clarify what results are

sought from the training.

A detailed outline is more complete, but it is not as thorough as lesson 

plans or instructional scripts. Basing the outline on a thorough needs assess-

ment and work analysis, WLP practitioners furnish subject-matter experts-

presenters with outlines of topics and subtopics, recommendations about 

how much time to spend on each topic, and tests or exercises to measure and 

reinforce learning.

The source of the guided questioning approach is the Socratic method,

made famous in the Dialogues of Plato. There are two ways to use this 

method: The first is deductively, in which instructors begin with a broad,

general principle and guide trainees to specific conclusions. The second is

inductively, in which instructors begin with specific details and guide 

trainees through skillful questioning to reach broad, general, but tentative 

conclusions.
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In the first instance, the instructor will most likely guide trainees to “discover”

what they already know and share it with other learners. The WLP 

practitioner has to analyze, in advance, every task and develop questions that will

lead trainees to predetermined conclusions.

In the second instance, instructors are “co-inquirers,” along with the learn-

ers. There are no “right” or “wrong” responses; rather, questions are designed

to stimulate insights and create new information. The starting point is a series of 

participant problems, issues, or concerns. Instructors solicit a list of work-

related problems from participants. They then (1) write the problems or issues

on a blackboard, flipchart, or overhead so that all participants can see them; 

(2) group them into logical categories; (3) summarize each category with an

open-ended question (that is, a question beginning with who, what, when,

where, how, could, or for what reason); and (4) use the questions to begin a

process of inquiry in which group members mutually explore issues and seek

new knowledge together. That is the procedure as described in a still-classic

treatment by Knowles (1980). Once decisions have been made about instruc-

tional content, the training design process is complete. The training is then 

tested prior to widespread delivery, modified based on the test results, and 

offered to targeted trainees.

Problems with the Traditional Model of Training

The model of training design and delivery described in the previous part 

of this chapter assumes that job performance is always improved by 

(1) analyzing how a job is presently being performed, (2) assessing how 

well individuals are carrying out the job, and (3) designing instruction to

encourage individuals to conform to present ways of performing the job.

The assumption is that individuals must perform in ways consistent with 

traditional practices and historical job requirements. In many cases, of course,

that is true.

On the other hand, there are cases when training should help anticipate 

future job requirements utterly unlike those that have existed in the past.

Instead of narrowing gaps between actual and desired job performance at 

432 The Strategic Development of Talent



present, the focus should be on gaps between (1) present, actual perfor-

mance, and (2) future, desired performance. Exhibit 11–6 illustrates this 

concept.

The distinction really has to do with whether training should initiate first- or

second-order change (Archer, Kelly, and Bisch 1984). First-order change is

maintenance-oriented. Individuals learn existing work methods and steep them-

selves in organizational culture. Individuals adapt their behavior to organizational

requirements. Second-order change seeks the discovery of new information, new

approaches, and new ideas. When training is used in this way, it becomes a venue

for research and development by providing people with an outlet for creative

thinking and idea generation.

EExxhhiibbiitt  1111–66:: Differences in Focus between Traditional and Strategic Training
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Strategic Training

Strategic training prepares employees for changes in job or competency require-

ments wrought by external environmental conditions or by organizational poli-

cies, procedures, plans, or work methods. It is based on predictions of future job

requirements stemming from strategic necessity. Strategic training requires WLP

practitioners and managers to envision what future job performance should be

under future conditions and prepare people for those conditions. In this sense,

then, training is a method of changing the organizational paradigm—the culture

or overall “rules” governing behavior in the firm. It is a vehicle for realizing a

vision of what individual performance should be under relatively uncertain future

conditions. Hence, strategic training is a tool for organizational and individual

transformation, renewal, and creativity. Its focus is on working smarter, not 

working harder.

How is strategic training related to planning? Much like its traditional

counterpart, strategic training contributes to formulating and implementing orga-

nizational strategy for the development of talent, HR planning, and strategic busi-

ness planning. However, strategic training is useful in ways different from its

traditional counterpart.

Strategic Training and Organizational Strategy for the Development of

Talent. To formulate organizational strategy for the development of talent, man-

agers and employees must envision the future. What are working conditions going

to be in one year, two years, five years, and as business plans change? If people

anticipate the future, they are positioned to take advantage of opportunities and

avert threats posed by the changes it brings. This principle applies as much to

individuals in their jobs as it applies to organizations in their interactions with the

external environment.

To formulate organizational strategy for the development of talent,

managers and employees need training to envision the future and plan in antici-

pation of it. Since future conditions are not fixed, like the past, envisioning 

them is a highly creative and subjective process. Future training needs are 

identified in the context of a vision of what future job requirements will be or

should be.
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Implementing organizational strategy for the development of talent is also

highly creative and subjective. Since the future may not unfold as expected,

WLP practitioners must plan for contingencies to cope with otherwise 

unexpected problems. To plan for contingencies, both WLP practitioners 

and operating managers may need instruction in the principles of contingency 

planning and in the use of scenario planning and response (Godet 2001;

Willmore 1998).

Strategic Training and HR Planning. To narrow the gap between present

labor supply and future demand, managers can do more than just make better

use of available supply. They can also (1) change the allocation of work, which

may affect the numbers and skills of people needed in the future; (2) automate;

or (3) change the kind of people recruited into the firm. There are other strate-

gies, too: reduce turnover and absenteeism; change the distribution of full-time

and part-time employees; and introduce innovative practices such as job sharing

or flexible work hours.

Any of these strategies will, of course, influence job training needs. In fact,

WLP practitioners and managers may need to predict the likely future effects of

each change in order to anticipate future training needs. Strategic training is nec-

essary to avert future shortfalls in the supplies of skilled people. Examining past

requirements or projecting past needs into the future are equally inadequate for

this purpose.

Implementation of HR plans calls for action on several fronts at once: recruit-

ment of skills from outside the organization; contracting for skills on a short-term

basis; and training employees for skills they will need in order to implement

strategic business plans.

Strategic Training and Strategic Business Planning. Strategic training con-

tributes to strategic business planning in two ways. First it furnishes new, perhaps

better, methods of doing work. Second, it prepares employees at each organiza-

tional level to carry out their jobs in ways that are consistent with future job 

requirements. The process of formulating strategic training may reveal issues

appropriate for consideration in formulating business strategy. The process of

implementing strategic training may also produce new information of value in

subsequent organizational strategy-making.
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When should strategic training be used instead of traditional

training?

Use strategic training to (1) train people for anticipating new job requirements

stemming from changes in organizational plans, work methods, policies,

procedures, or structure; (2) come up with new, innovative, ways to perform

jobs or work tasks; (3) create new information or ideas; or (4) evaluate 

future job conditions and provide individuals with artificial experience in 

performing under those conditions. For this training to transfer back to the 

job, it has to be linked to other change strategies as part of a long-term 

organizational improvement effort. Innovative methods are rarely accepted easily

or painlessly.

A Model for Strategic Training

The Model. The model of strategic training we propose is similar to the 

traditional performance-based model of instructional design and delivery.

However, it differs from the traditional model in key respects. To apply the model,

the WLP practitioner must:

1. Identify opportune occasions to use it, based on problem-finding rather

than problem-solving.

2. Assess learner needs based on predictions of future conditions.

3. Clarify key characteristics expected of future learners.

4. Analyze the future setting in which training will be delivered and applied.

5. Carry out future-oriented work analysis.

6. Prepare strategic instructional objectives in order to narrow gaps between

what learners know and do at present and what learners should know and

do in the future if they are to perform their jobs in ways consistent with

strategic business plans.

7. Create strategically-oriented tests and other performance measures.

8. Arrange objectives in sequence.

9. Select and use appropriate delivery methods.
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10. Prepare and select content for strategic training.

11. Deliver the training.

Step 1: Identify occasions to use the approach. The WLP practitioner who

expects future changes to influence employee job performance should ask several

key questions.

First, what should employees be doing in the future? Strategic business plans

imply behavior and skills at every level of the organization’s chain of command. If

a plan calls for stable growth, employees may not need training. Past work 

methods may be appropriate.

On the other hand, dramatic changes in business strategy or external environ-

mental conditions require utterly new duties and activities at every level of the

firm. For example, the introduction of word processing in an office requires oper-

ators to learn how to use the equipment, people interacting with operators to

learn how to deal with them under new conditions, and supervisors to learn new

skills. The same is true, albeit on a larger scale, when strategic business plans are

changed.

Second, what are employees actually doing? This question elicits information

about present performance, knowledge, and skills of employees.

Third, what differences exist between what employees should be doing in the

future and what they are actually doing?  Are performance problems likely 

to arise in the future? Are these problems likely to affect entire job classes or

only individuals? What differences exist between knowledge, skills, and 

abilities needed to perform a job competently at present and those that will be

required in the future to perform the same job competently? Changes in future

job requirements can either be mandated or evolutionary. If mandated, managers

tell people how they should perform; if evolutionary, change is introduced 

gradually.

Fourth, how important are these differences? Can training priorities be estab-

lished to avert problems expected in the future? If problems are important

enough to prevent successful implementation of strategic business plans, for

instance, then they are worth dealing with in advance through training or other

methods.
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Fifth, what will be the cause of these differences? Scan short-term conditions

affecting job performance. Try to identify changes likely to result from

❙ new products being introduced by the firm, or new services being offered

by it

❙ new policies of the organization

❙ new procedures or work methods

❙ new supervisors with expectations different from past supervisors

❙ new technology introduced in the work setting

❙ trends in work flow (Will it increase, decrease, remain the same, or change

in type or in form?)

❙ new methods of allocating work (Will changes be made to organizational,

departmental, divisional, or work group structure?)

❙ new methods of measuring job performance (How will people be 

evaluated? What will be evaluated?)

❙ new methods of rewarding performance (How will people be rewarded

for what they do?)

Changes like those listed provide the impetus for training to head off future 

problems.

Sixth, what should be done about non-training needs expected in the future?

Future performance problems may stem from causes other than knowledge or

skill deficiencies. No amount of training, for example, will solve problems result-

ing from improper allocation of work, inappropriate policies, reward systems that

do not provide incentives in line with business strategy, lack of leadership, failures

to provide individuals with feedback about their performance, group norms that

are resistant to changes in line with strategic business plans, lack of motivation to

prepare for the future, or lack of ability. Admittedly, it may be difficult to antici-

pate and head off future problems stemming from all these causes, but it is worth

the effort to try.

And seventh, what should be done about strategic training needs? Classroom-

based instructional experiences are admittedly expensive, and they are not only

means by which information can be gathered about future problems and solu-

tions, or by which training can be delivered in anticipation of future needs.
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Alternatives to traditional training can sometimes be substituted for strategic

training. They include

❙ Job aids. Can future problems be averted by simple instructions to

employees about what to do if a problem arises in the future?  Job aids can

be prepared and handed out in advance.

❙ Coaching. Can future problems be averted by coaching employees indi-

vidually about trends in the work or changes in their jobs that they need

to prepare for?

❙ Work simplification. Can future problems be averted by siphoning off

special problems to management or employee committees, task forces, or

other groups established to deal with them before they come up?

❙ Creative problem-finding techniques. Can innovative approaches to find-

ing and averting future problems be used? These approaches include the

delphi procedure and Nominal Group Technique. Of course, these

approaches may also be used to identify strategic training needs and to

deliver creative, strategically oriented “training” sessions.

However, if special benefits are associated with group training (such as the

desirability of social interaction or the significant advantages to creative problem-

solving that can be realized in group settings), then they may outweigh the high

cost in lost production time of group training. In addition, these settings may be

used to simulate future conditions so that learners experience them and can thus

be motivated to prepare for them in advance.

Step 2: Assess strategic training needs. Historically, training and organiza-

tional planning have not mixed well. One reason is that much training is 

focused on first-order change, helping individuals become socialized to organi-

zational settings. Of course, the future does not always resemble the past.

Experience is not always an appropriate guide for grappling with changing

future conditions.

Traditional training needs assessment identifies past or present 

discrepancies between what employees actually know or do and what they should

know or do. Instruction is then designed to narrow this gap between what is 

and what should be. On the other hand, strategic needs assessment identifies
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possible future discrepancies between what employees know or do at present

and what they should know or do in the future. Instruction is then designed to

anticipate future discrepancies between what is at present and what should be in

the future.

The real difference, then, between traditional and strategic needs assessment

has to do with criteria. Present criteria are what managers and other employees

expect by way of job performance from a job incumbent at this time. If job stan-

dards have been established, they are the criteria by which to assess present per-

formance. Future criteria are what managers expect after job requirements and

standards have been affected by changing conditions inside and outside the firm.

To predict future criteria, WLP practitioners and others should determine what

major changes will affect the organization, and how those changes should affect

job standards or job performance requirements.

The process of predicting future criteria is tentative and highly subjective. It

is based on environmental scanning for each job class. During this process, it is

relatively easy to link up strategic business planning to training needs. WLP

practitioners need only ensure that performance implications of strategic 

business plans are considered while planning the training for each job class in

the firm.

What data collection approaches are appropriately used for strategic training

needs assessment? Many of the same used in traditional training needs assess-

ment can be used: (1) management requests, (2) record and report reviews,

(3) informal group discussions, (4) questionnaires, and (5) observations/inter-

views. The key difference between traditional and strategic training needs 

assessment approaches really has to do with what questions are asked, not so

much with what data are collected.

Management requests are usually past-oriented. By the time supervisors per-

ceive a training need, performance problems have surfaced already. One way to

handle this problem is to create an organizational training advisory committee for

the purpose of identifying possible future performance/training problems before

they come up. The WLP practitioner gathers information from various levels in

the firm, presents the results to members of the committee, and listens to their

opinions about which problems are likely to have the greatest future impact.
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Training needs are then identified before they are perceived in bottom-line,

dollars-and-cents losses.

Systematic reviews of reports and records provide a source of information for

this purpose. So, too, do informal meetings at various levels in the firm. The

important point to bear in mind is this: The focus of data collection efforts should

remain on future trends at the job level, their potential importance relative to

strategic business plans, and how these trends can be dealt with before they cause

problems. In addition to surveys, interviews, observation, and record reviews,

many other data collection approaches associated with future research may help

identify possible future performance problems. They include the delphi proce-

dure, nominal group technique, scenario development and analysis, cross-impact

analysis, and many more. The same techniques used to assess strategic training

needs may also be used to deliver strategic training.

Step 3: Clarify key characteristics of future learners. Who will receive

strategic training? What characteristics will they have in common? This section

addresses these questions.

Two primary groups of people who will be affected by strategic training 

are (1) present job incumbents, which are known as the horizontal market of

trainees because they occupy a job class at present; (2) future job incumbents,

referred to as the vertical market of trainees because they do not occupy a job

class yet, but might enter it before, during, or after future changes affect the job

class (Rothwell and Sredl 2000).

Incumbents of the horizontal market are gradually prepared for changes in

job requirements. However, only some remain in the job category by the time

changes are felt. Others are promoted, retired, transferred, terminated, or other-

wise leave the organization. In contrast, incumbents of the vertical market

require employee education because they have not yet entered the job, but will do

so eventually.

Employees presently working in a job may well be affected by changes in job

duties and performance requirements resulting from changes in business strategy

or external environmental conditions. But if the emphasis is on the future, some

employees are gone (moved out of the job class) by the time changes are felt.

Other employees will be moving into the job class.
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It is thus necessary to predict who the learners will be. There is little reason

to devote substantial time and money to preparing employees for future changes

in jobs when they will not experience those changes. In addition, it may be possi-

ble to reduce the need for strategic training if hiring and promoting procedures

are coordinated with it so as to include consideration of future job requirements.

In short, WLP practitioners reduce the need to train people in anticipation of

future job changes if they select for hiring or promotion people already 

possessing the requisite competencies needed for the future.

Planning for future learners is related to HR planning, not instructional plan-

ning. Since strategic training calls for a relatively short time horizon (anticipatory

training is best carried out shortly before a change is about to occur, so that learn-

ers do not forget needed skills), the issue is less pertinent to training for present

job incumbents than for preparing future ones through employee education. Yet

it should be considered for planning training nevertheless (see Rothwell and

Kazanas 2002).

What learner or trainee characteristics will influence appropriate instructional

design for strategic training? Consider:

❙ Ability. Do trainees have the ability to learn in anticipation of need?

❙ Motivation. How motivated are learners to prepare for future changes on

the job? Are they likely to accept or reject training? Why or why not?

❙ Necessary base of skills. How much necessary background knowledge and

skills do learners possess? For example, it will be pointless to try to train

people for technological changes when they lack basic skills in reading,

writing, or arithmetic.

❙ Strategic thinking skill. To what extent do learners possess the ability to

peer into the future and work to anticipate it? This skill is learned. In

some job classes, individuals might never need such a skill, especially

when their work allows little latitude for individual discretion. What can

be done to prepare people to think ahead when their jobs do allow for 

discretion?

Are other learner characteristics worth taking into account when planning 

strategic training?
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Step 4: Analyze the future setting. In traditional instructional design, WLP

practitioners analyze work and instructional settings in advance. The closer the

match between them, the better: When training is delivered under conditions

resembling the work environment, it is more likely to be transferred to that setting.

In strategic training, the WLP practitioner has to visualize the future job or work

environment and create an instructional environment to simulate it. The idea is to

use the instructional setting to simulate future (but not yet existing) job condi-

tions so that learners gain experience without incurring the costly consequences

of doing so in a real setting. Mistakes and confusion in training, while not desir-

able, are at least less costly or significant than on the job.

What conditions will exist on the job in the near future? Consider: (1) Tools.

Will new tools or technology be introduced? What kind? (2) Physical conditions.

What will the job environment be like? (3) Work methods. What methods will be

used? (4) Policies/procedures. What organizational policies and procedures will

influence the job? and (5) Group norms. What will co-workers say and do? How

might their beliefs influence job conditions in the future? Obviously, the future

work setting will affect employee job performance. Can it be simulated for instruc-

tional purposes?

Step 5: Carry out future-oriented work analysis. Since training is geared to

improving job performance, it makes sense to analyze job or task requirements.

For this reason, work analysis is an essential component of any instructional

design process. Once the WLP practitioner knows what a job incumbent is

expected to do, training can be designed to help learners master the knowledge or

skills associated with successful job performance. In designing strategic training,

the WLP practitioner goes beyond the analysis of present work to determine what

a job incumbent should be doing if performance is to be consistent with strategic

business plans at a future time. We call this process strategic work analysis.

Perhaps the simplest method of strategic work analysis is based on job

descriptions and job specifications. Of course, a job description simply summa-

rizes major duties and responsibilities of a job. A specification lists minimum edu-

cation and experience necessary to learn the job. Traditional work analysis yields

a description of what job incumbents should be doing and what education and

experience is necessary to do it. By way of contrast, strategic work analysis

Employee Training 443



describes what job incumbents should be doing in the future and what education

and experience will be necessary for them to do it. Discrepancies between tradi-

tional and strategic work analysis, as evident in job descriptions and specifica-

tions, constitutes a gap that subsequent, strategically oriented training is designed

to close.

Step 6: Preparing strategic instructional objectives. Instructional objec-

tives express what learners will be able to do upon completion of a learning expe-

rience. They are traditionally intended to close a performance gap between what 

employees know or do and what they should know or do.

Strategic instructional objectives are no different. Like their traditional

counterparts, they are designed to close a performance gap. However, the gap is

different. Instead of expressing a discrepancy between what is and what should be

at present, a strategic instructional objective is based on a discrepancy between

what is at present and what should be in the future. When a strategic objective is

met, a planning gap is closed.

In all other respects, strategic instructional objectives resemble their 

traditional counterparts. Terminal objectives express outcomes to be achieved by 

an entire course or other discrete learning experience; enabling objectives express

outcomes to be achieved during a learning experience in order to measure

progress toward terminal objectives.

Creating Strategically Oriented Tests. There is little difference in the way

traditional and strategic test items are created. For each strategic objective, the

WLP practitioner prepares at least one test item to measure achievement. Each 

item links measurement to instructional outcomes and to future work tasks/

activities. Strategically oriented tests are administered in writing, orally, or 

by demonstration.

Step 7: Arrange objectives in sequence. The arrangement of objectives in

strategic training depends on the purpose of “instruction.” There are two major

purposes. Non-directive training produces new information. It fosters the sharing

of insights, ideas, and innovative techniques among learners. Directive training is

designed and delivered in anticipation of a future need that is soon going to be felt

on the job. These purposes are not mutually exclusive; rather, they form a 

continuum. A training event can combine the two.
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If the purpose is directive, instructional objectives are sequenced exactly as

they are in traditional training. The WLP practitioner makes sure that instruction

follows a sequence from what the learner already knows to what he or she does

not know. In other words, prerequisite information must be provided first. Quite

often this order is chronological: from what people now do to what they should

do in the future.

On the other hand, if the purpose is purely nondirective, sequencing should

depend on learner interests and concerns.

Additional issues may be suggested by the group leader. The learners, in

cooperation with the group leaders, then sequence the topics or objectives in the

order they wish to treat them. The sequence may thus be based on perceived

importance rather than on logical groupings.

Step 8: Select and Use appropriate delivery methods. The selection and

use of appropriate delivery methods depends on the purpose of strategic training.

When the purpose is purely directive, specific outcomes are desired. The choice

of delivery methods is based on the same issues that are important in traditional

training: cost, time, skills of WLP staff, and available materials. If the purpose is

purely nondirective, specific outcomes are not necessarily fixed. The learning

event is a discovery session where new ideas are created and new learning needs

are identified.

For either purpose, however, many delivery methods can be used to provide

information, reinforce learning, evoke new insights or new ideas, and simulate

future job conditions or problems. Some of these methods have been discussed

earlier in the chapter and are capable of being modified to help anticipate 

future needs as well as meet present ones. Nor are these the only ones. Each of the

350 delivery methods described by Huczynski (1983) can be reoriented to a

strategic  use.

Brainstorming is perhaps the simplest way to unleash group creativity to 

deal with problem-finding and solving. During the first stage of brainstorming, a 

problem is stated and discussed. In the second stage, the problem is restated 

and possible solutions are considered. In the third stage, one re-statement of the 

problem is selected to stimulate discussion of solutions. In the fourth stage,

participants warm up by generating ideas in rapid fire for no more than five 
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minutes. In the fifth stage, the process continues, but in a more serious 

vein, and the group leader writes down ideas for group members to see. In the

sixth and final stage, the wildest idea is taken from the previous stage and 

used to stimulate more-serious ones.

Brainstorming continues to be applied in many settings in order to 

generate new ideas and approaches. Of course, it can be used to identify 

(1) training needs in each job class that result from strategic business 

plans, (2) new work methods and innovative approaches, and (3) potential 

performance problems.

Brainwriting is a modification of brainstorming. Two variations are 

common (Van Gundy 1981): (1) the brainwriting pool, and (2) battelle-

bildmappen-brainwriting (BBB). In the Brainwriting pool approach, a problem is

read to a small group (six is a good number). After group members brainstorm 

on the problem aloud, they are given several photographs or drawings unrelated

to it. They then write down ideas suggested to them by the pictures. Solutions 

are read to the group and used to stimulate more ideas. In batelle-bildmappen 

brainwriting, a problem is read to a group and individuals are asked to 

scribble ideas on a piece of paper. After several ideas are listed on the paper, it is 

placed in a pool at the center of the group. Individuals remove different 

sheets, record new ideas on them, and place them back in the pool.

This process continues for 30 or 40 minutes.

Brainwriting, like brainstorming, can also be used in strategic training.

It serves as a means to identify future training needs likely to stem from business

plans or environmental changes. Similarly, it can unleash group creativity 

relative to future problems likely to confront job incumbents or methods for 

solving those problems.

Crawford Slip Writing is a variation of brainwriting that can be modifiesd for

strategic training. Charles Clark (1978) described the approach, in detail: It goes

like this:

❙ Give each participant a pad of paper (3" x 5") with at least twenty-five

sheets and proceeds to read a question to the group, such as (a) What

problems are likely to confront you on the job in the next year? (b) What
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knowledge/skills do you feel you will need over the next year in order to

solve problems you expect to come up on your job? (c) How can the

organization deal with a major strategic issue?

❙ Ask group members to write one idea on each of their slips of paper.

❙ Tell group members to stop writing after five or ten minutes.

❙ Collect the slips of paper.

❙ Appoint a task force to evaluate the ideas, and sort the various slips of

paper into categories, based on importance or practical use.

❙ Use the ideas to identify future training needs or content for future-ori-

ented instruction.

The value of the approach should be apparent.

The Phillips 66 Technique is a way to stimulate ideas and identify 

future job-related problems, training needs, or issues for subsequent explo-

ration.

To apply the approach to strategic training, the WLP practitioner follows

these steps:

❙ Divide a large group into smaller groups of no more than six people 

each.

❙ Encourage group members to get acquainted.

❙ Ask each group to select a leader and a secretary.

❙ Read a carefully worded statement or question to the groups about a

problem or issue to be considered by them.

❙ Ask each group to come up with one brief statement about one of the 

following: an issue of strategic importance to the organization; an issue of

strategic importance to a division department or work group within the

organization; a trend inside or outside the organization that will change

job duties, tasks, or work methods; a future training need; or a solution to

a future problem.

❙ Give the groups a time limit of 5 to 15 minutes to come up with a short

single answer (or question).

❙ Ask a representative from each group to report at the end of the 

agreed-on time limit.
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The Phillips 66 technique can thus help generate new ideas, identify future train-

ing needs, suggest new approaches to handling work, and recommend specific-

content to meet future training needs.

The Delphi Procedure is a method for reaching expert consensus. It can be

used to identify, to scan the environment to identify possible changes and their

effects, training needs, new work methods and approaches, and issues worth

exploring.

The Nominal Group Technique can be used to identify likely future problems,

training needs, and issues worthy of exploration. It takes its name from silent idea

generation used with a group of people whose relationship as a group is only

“nomial.”

Force field analysis is the creation of Kurt Lewin (1947). The WLP practi-

tioner asks participants in a small group to identify any of the following: 

1. A major trend in the external environment that is ikely to affect job per-

formance in the future.

2. A major trend in the internal environment (inside the organization) that is

likely to affect job performance in the future.

3. The effect(s) of a major trend in the external or internal environment.

4. Training needs resulting from major trends or their effects.

5. Adequate training content:

❙ anticipate and meet future needs;

❙ identify forces that inhibit a trend, its effects, training needs, or

efforts to anticipate and meet those needs or facilitate a trend, its

effects, training needs, or efforts to anticipate and meet those

needs;

❙ plan action steps to weaken forces inhibiting change, strengthen

forces facilitating change, strengthen forces inhibiting change,

weaken forces facilitating change, or some combination of the

above.

Force field analysis is most useful as a needs assessment method, though it can

also be used as the basis for experiential learning exercises to pinpoint possible

future job performance problems and the training needed to deal with them.
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Cross impact analysis examines relationships or consequences of events.

A matrix is developed to summarize possible events and their relationships. To

apply this technique to strategic training, WLP practitioners (1) identify possible

events that might occur, (2) estimate probabilities of each event, (3) estimate 

possible linkages between events, and (4) come up with action plans to deal with

likely events. (Stover and Gordon 1978)

Probabilities are initially established by experts. Of course, when it comes to

possible future events affecting job duties, incumbents may well be the best

“experts.” Predictions stemming from such analysis identify future training needs

and instructional content adequate to anticipate those needs.

Scenario analysis is a quintessential tool in strategic business planning.

The term scenario comes from drama, where it refers to a plot outline. In concrete

terms, that is precisely what a scenario is—an outline, story, or flowchart of events.

It is a plausible description of the future. To apply scenarios to strategic training,

the WLP practitioners can use (1) a “training” session to develop one or more

scenarios of conditions affecting incumbents of a job class, organization,

division, department, or work group; (2) scenarios to stimulate thinking about

future training needs or simulate future conditions so that learners can draw con-

clusions about their own training needs; or (3) scenarios to reinforce principles

brought up in strategic training.

Developing a scenario sounds easy, but it is not. The instructional designer,

manager, or group participant confronted with the task must do five things:

(1) Identify boundaries and scope. (Will the scenario encompass the organiza-

tion, a division, department, work group, job class, community, or some other

“unit”?) (2) Clarify time horizon. (For training, use periods of a year or two.

Longer time frames are appropriate for strategic planning and employee educa-

tion, but not for short-term training.) (3) Identify key elements. (What trends,

problems, or issues are likely to exert influence and be important to future job

performance, are highly unlikely to exert influence and are unimportant to job

performance, or are somewhere in between?) (4) Adopt assumptions. (What will

be the likely future effects of a problem, issue, or trend?) (5) Use “hard “ or “soft

“ methods to generate the scenario. (Soft methods are intuitive; hard methods are

strictly logical.)
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Multiple scenario analysis uses between two and four scenarios. Each is a

plausible different view of the future. By planning for alternatives, trainees gain

different perspectives about future trends/problems/environmental conditions,

possible effects of them, and training needs.

Morphological analysis divides and subdivides ideas into parameters or 

parts. It lends itself to the examination of trends, issues, and events. To 

apply the approach to strategic training, WLP practitioners and/or trainees 

(1) identify a problem, trend, or likely environmental change; (2) identify 

several dimensions of the problem, trend, or change; (3) generate a list of 

characteristics for each dimension; (4) create a two- or three-dimensional

matrix; (5) list dimensions and characteristics on the matrix; and (6) use the

matrix to identify solutions and effects (Van Gundy 1981). Morphological 

analysis, like other approaches scribed in this section of the chapter,

helps trainees generate new ideas to deal with future problems before they 

come up, identify future training needs, and develop content for strategic 

training.

Checklists help generate new ideas by comparing items on a preexisting check

list to a given problem or a situation. This technique of problem-solving has often

been applied to marketing as a way to identify new products or new consumer

markets for development. For example, in one classic treatment, sborn 

(1953) suggests that managers ask the following questions when considering the 

development of a new product from an old one:

❙ What other product is similar? (Is adaptation possible?)

❙ How can a product be changed? (Is modification possible?)

❙ How can additions be made to the product? (Is magnification of existing

features a possible alternative?)

❙ How can features be taken away from the product? (Is “minification” an

alternative?)

❙ What can be used instead of this product or portions of it? (Is substitu-

tion of features possible?)

❙ What alterations in the product can be made? (Is rearrangement a viable

alternative?)
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❙ How can the needs that the product is designed to meet be turned

around? (Is reversal possible?)

❙ What features of two or more existing products can be assembled into one

new product? (Is combination possible?)

The same approach can be applied to work tasks, work methods, performance

problems, future training needs, or even future training content.

Microsimulations are short, relatively informal practice sessions carried out

under anticipated future work conditions. They are slightly more lengthy than

role plays, which they resemble, and use such “props” as new equipment to sup-

port the simulation. Trainees perform under these artificial conditions. Their

experience is artificial but does furnish a means to (1) motivate trainees to learn

about new equipment by proving the need to do so, (2) train them in new skills

not yet needed in the work setting, (3) let learners practice in a setting where mis-

takes will not prove to be too expensive, and (4) develop instructional content for

future training.

Lateral thinking was developed by Edward DeBono (1970). It is meant to be

distinct from traditional, logical thinking. Lateral thinking seeks new perspectives

and ideas and avoids value judgments about “right” or “wrong.” It welcomes

unusual, chance intrusion of unrelated information and welcomes attempts to find

the unique or different, rather than the obvious. Lateral thinking and progresses

illogically through patterns of free association.

Three major activities are used in lateral thinking: (1) awareness, used to

change definitions and clear up current thinking, (2) alternatives, used to stimu-

late new ways of looking at problems or issues, and (3) provocative methods,

used to develop new ideas (Van Gundy 1981). In the awareness stage, five 

different areas are looked at; in the alternatives stages, any one of seven 

techniques can be used; in the provocative methods stage, any one of seven

techniques can be used.

The devil’s advocate method assumes that conflict sharpens thinking about

problems, issues, or solutions. Too often managers try to suppress conflict

because they view it negatively as a destructive rather than potentially construc-

tive phenomenon. Indeed, there is a tendency to reduce conflict on interpersonal
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matters (personality conflicts), rather than recognize that conflict can stem from

different goals, perspectives, and role requirements.

The devil’s advocate approach has been used in strategic business planning,

and it can be applied in strategic training. Trainees work up a solution to a prob-

lem or identify an issue that they believe will increasingly pose a job performance

problem in the future. They present it to their instructor or a panel of peers, and

The instructor or panel deliberately adopts the role of critic, attacking ideas pre-

sented in the solution. Trainees defend their ideas under the assumption that

good ideas will survive stiff challenge. This process trains employees in how to

anticipate and plan for these challenges.

One variation of the devil’s advocate approach is to place a special handicap

on challengers: Every time they attack an idea, they must present a reasonable

alternative to it. If they attack a solution on the basis of practicality, then they must

present a more practical alternative. If they attack a solution on the basis of cost,

then they must present a cheaper but equally effective alternative. An advantage of

this variation is that it forces progressive thinking.

The group debate method examines an issue or problem from different points

of view. Trainees are divided into at least two groups. They are then presented

with an issue or problem. For example, they might be asked to begin with any one

of the following questions: (1) What trends inside or outside the organization do

you believe will influence your ability to do your job in the next year? (2) What

problems do you expect to come up in your job in the next year? Why do you

think they will come up? (3) What knowledge or skills will you need over the next

year or two to anticipate work-related problems before they come up, and to deal

with those problems before they arise? Each group answers the question. If their

answers differ significantly, group members divide up into two panels and debate

their ideas and solutions. Through opposition, they eventually arrive at a synthe-

sis or consensus about (a) problems likely to come up, (b) actions needed to antic-

ipate them, (c) training needs associated with likely future problems, and 

(d) instructional content for future training that is designed to provide employees

with knowledge or skills before they are needed.

The delivery methods described in this section can be used in settings other

than training: strategic business planning retreats; meetings of training advisory
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committees; and problem-identification or problem-solving meetings of work

groups, departments, or divisions. When properly applied, these methods can

help people anticipate problems, rather than react to crises.

Step 9: Prepare and Select content for strategic training. If strategic train-

ing is directive, then instructional content is prepared in-house or selected from

externally-prepared training materials in precisely the same way that traditional

instruction is prepared. Instructional objectives are elaborated into courses, units,

and lessons. Great emphasis is placed on experiential methods to simulate future

job conditions and prepare individuals for performing in them.

On the other hand, nondirective training produces new information, stimu-

lates new insights, motivates trainees to prepare for the future, provides a means

to simulate future conditions, and gives trainees a chance to gain experience

before it is needed. Nondirective training is dependent on the skills of the group

facilitator, who stimulates group thinking. Content stems from the “training” ses-

sion and is a function of group interaction and methods used to elicit new ideas.

Step 10: Deliver the Training. In directive training, whether traditional or

strategic, effective delivery is synonymous with good public speaking. The

instructor bears the chief burden, and must use good “platform skills.” Much of

what has been written on this subject boils down to a few key principles: (1) speak

clearly, (2) use good eye contact, (3) vary tone and modulation of voice, (4) watch

the audience and respond to nonverbal cues, (5) use questions to increase 

audience participation, and (6) reinforce ideas and enliven the presentation with

visual aids.

In nondirective strategic training, most of the burden for delivery rests with

participants, rather than with the instructor. The group leader is a facilitator—one

who stimulates thinking—rather than pure subject-expert or instructor.

Good questioning skills are important for instructors, but are essential for

successful group facilitators. Questions control discussions, stimulate thinking,

and identify problems and solutions.

There are two types of questions. Closed-ended questions elicit “yes” or “no”

responses. They begin with words such as “do” or “is.” For example: “Do you

believe that is correct?” or “Is that true?” Open-ended questions are difficult to

answer with one word. They begin with words such as “who,” “what,” “when,”
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“where,” “why,” “how,” “how much,” and “would.” For example: “What are some

reasons?” and “When would it be appropriate to do that?” Closed-ended ques-

tions control discussion because a “yes” or “no” response closes off further dis-

cussion. That is not always true, of course, because some trainees may object to a

simple response. But it is generally true. Open-ended questions, on the other

hand, stimulate further discussion. They invite talk, provoking problem-finding

and problem-solving efforts. They can be used to prompt data gathering (such as

defining, fact-finding, providing or eliciting examples, or prompting judgments),

as well as data processing (noting relationships, comparing or contrasting ideas,

etc.) and abstracting (drawing conclusions, coming up with generalizations, and

predicting what will or may happen). (Hennings 1975)
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AAccttiivviittyy  1111--11:: A Structured Form for Analyzing Human Performance Problems

Directions: Use this form to structure your thinking about any problem having to do with people or events in a

firm. Answer the following questions.

I - The Problem

1. Describe the problem. Explain, as clearly as you can, what it is, when it first manifested itself, how it

manifested itself, who is involved with it, where (part of the firm or location) it is most noticeable, and

why it or its consequences are important.

II - The Cause

2. To what extent does the performance problem stem from lack of individual knowledge or skill? To what

extent does the problem stem from some other cause? Describe the principal cause(s) of the problem.

3. To what extent is the problem caused by a poor allocation of work duties? If that is a major cause of the

problem, what changes in work duty allocation can solve the problem?

4. To what extent is the problem caused by inappropriate policies? If a policy (or policies) contributes to a

problem, what changes in policy can help solve the problem?
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AAccttiivviittyy  1111--11:: (continued)

5. To what extent is the problem caused by reward systems that are not consistent with desired employee

performance? What changes in reward systems can contribute to solving the problem(s)?

6. To what extent is the problem caused by leaders at lower levels who do not agree with goals/ objectives

established at higher levels? What can be done to solve problems stemming from leadership?

7. To what extent is the problem caused by lack of feedback to employees about their performance? How

do they hear about their mistake? What can be done to improve feedback to employees about their work

performance?

8. To what extent is the problem caused by group norms? Do employees, as a group, seem to support

changes? What can be done to improve performance when problems stem from group norms?

9. To what extent are individuals able to practice their skills and apply their knowledge on a regular basis?

To what extent do performance problems stem from lack of practice? What can be done to increase

opportunities for practice?

10. To what extent do performance problems stem from lack of individual motivation? Do employees know

what results they are to achieve? Do they associate getting results with consequences important to

them? What can be done to correct problems stemming from lack of motivation?

11. To what extent do performance problems stem from lack of individual ability? Are individuals capable of

performing correctly? If not, what can be done to correct the problem?

12. To what extent do performance problems stem from causes other than those listed in this activity? List

some possibilities and consider them.
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AAccttiivviittyy  1111--22:: Alternatives to Classroom-Based Training

Directions: Use this activity to structure your thinking. Consider: Does the training you contemplate lend itself

to alternatives other than formal, classroom-based experiences? Answer the questions that follow.

I. Description

1. What training needs are you intending to meet? Describe them.

II. Alternatives

2. Would any or all of the needs described in Item 1 lend themselves to instruction other than 

classroom-based training? Consider each of the following ways of providing training:

Job aids

Decision aids

Individualized instruction

On-the-job training

Other methods (describe)

III. Costs

3. Prepare an estimate of how much it will cost to deliver training using each delivery method listed in Part

II. (Be sure to consider the cost of time spent away from work, including costs of lost production and

salary expenses.)

IV. Special Consideration

4. Are there special considerations that might outweigh cost? List the relative advantages and 

disadvantages of each method in Part II. Then compare them to the advantages and disadvantages of

classroom-based training.

V. Conclusions

5. What delivery method(s) should be used to meet training needs?
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AAccttiivviittyy  1111--33:: Carrying out a Needs Assessment

Directions: Use this activity to structure your thinking about important issues in carrying out the needs 

assessment. Answer the questions that follow.

I. Goals/Objectives

1. What are the goals and objectives of the training needs assessment process? What general results are

you hoping to achieve? What specific outcomes are desired? Are there secondary goals, such as 

building interest in a change effort, raising expectations for performance improvement, or 

improving employee morale?

II. Target Group

2. Whose needs are being assessed? Define the target group.

III. Data Collection

3. How will information about the training needs of the target group be collected? Are some approaches to

data collection better than others?

IV. Special Guidelines

4. What special guidelines should be established, in advance, regarding the use of data collection 

methods?

V. Analysis

5. What analytical techniques should be used to interpret the results of needs assessment efforts? Why

should those techniques be used rather than others?
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AAccttiivviittyy  1111--44:: An Activity on Learner Characteristics

Directions: When planning for training, consider learner characteristics. Use this activity to do some 

brainstorming on this issue. Answer the questions that follow.

I. Training Need

1. Describe the need that the training will be designed to meet.

II. General Characteristics

2. What learner characteristics generally affect training for a particular job?

3. How can these general characteristics be planned for?

III. Specific Characteristics

4. What characteristics of learners will be especially pertinent to training at a given time? Consider: Topical

issues affecting the job, the work group, the department, the division, or the organization.

5. How can these characteristics be planned for during training design?
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AAccttiivviittyy  1111--55:: The Work Setting and the Instructional Setting

Directions: It is important during the planning of training to consider the work setting in which the training is

to be subsequently applied. Generally, the more the instructional setting resembles the work setting, the

greater the likelihood that training will transfer successfully back to the job. Use this activity to consider the

key features of the work setting, the instructional setting, and ways to make the instructional setting 

resemble the work setting. Answer the following questions.

I. Work Setting

1. Describe important features of the setting in which the individual will apply their training. Be sure to

cover physical conditions, tools/resources, group norms, supervisory expectations, and employee expec-

tations. (If you can’t yet describe these features, research them.and complete the question later)

II. Instructional Setting

2. Describe important features of the setting in which training is to be delivered. Be sure to cover physical

conditions, tools/equipment, resources, and philosophy/beliefs.

III. Ways to make the instructional setting like the work setting

3. How can the instructional setting be made to resemble the work setting?
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AAccttiivviittyy  1111--66:: Designing a Traditional Training Curriculum

Directions: Using your own employer, list job titles in Column 2 that correspond to the general categories in Column 1. Then, for each job grouping,

note the most important duties in Column 3. For each major duty listed in Column 3, list a corresponding instructional objective or series of 

objectives in Column 4. Finally, for each objective listed in Column 4, list a course title for training in Column 5. If necessary, use additional sheets.

Column 1 Column 2 Column 3 Column 4  Column 5

Job Groups Jobs Key Duties Instructional Objectives Training Courses or

Experiences

1. Executives

2. Senior managers

3. Middle managers

4. Supervisors

5. Professionals

6. Sales  workers

7. Clerical workers

8. Skilled workers

9. Unskilled workers
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AAccttiivviittyy  1111--77:: A Checklist for Creative Reconsideration of Work Activities/Job Tasks

Directions: Answer both parts of each question that follows for a work activity or job task of your choice.

I. Description of Present Status

1. Describe a job task or a work activity. What is it? How is it carried out? When is it  performed? Why is it

important? Who performs it or is involved with it? List steps in the task, or flowchart the stages of the task.

II. Reconsideration of Status

How can the job task or work Describe the change. What are the advantages/

activity be changed? disadvantages of the change over 

present methods?

2. What other tasks/work activities 

are similar? (Is it possible to handle 

this like a different one?)

3. How can the tasks/work activities 

be changed? (Is modification 

possible?)

4. How can additions be made to the 

task or work activity? (Is 

magnification of existing features 

a possible alternative?)

5. How can features be taken away

from the task or activity? 

(Is simplification of features 

possible?)

6. What other tasks/activities can 

be used instead of this task/

activity or portions of it?

7. What alternations to the 

task/activity can be made? (Is

rearrangement of steps a 

possible alternative?)

8. Is it possible to reverse steps 

in the task/work activity?

9. What features of two or more 

existing tasks or work activities 

can be combined to create 

one new overall task/activity?
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AAccttiivviittyy  1111--88:: A Case Study on Employee Training 

Directions: Read the case below and answer the questions that follow. 

The Washington General Insurance Company* is an industry leader. The Training Department at Washington

just completed a needs assessment for a training course on Customer Relations. Company trainers surveyed

managers, supervisors, and wage-earning employees about this issue. The trainers then followed up the 

survey with intensive interviews of randomly-selected supervisors and hourly employees. 

Among the findings: 

1. Customers (policyholders and sales agents) are often bounced around from one department to another

when they call in with questions. The reason: Nobody is sure who handles some issues.

2. Telephone etiquette of wage-earning employees leaves much to be desired. Customers often complain

that they are made to feel like they are bothering the person who is supposed to be helping them. 

3. Letters from customers are not always answered promptly. In some cases, over two months elapse

between the time a letter is received at the home office and it is answered. 

4. Supervisors feel that if a customer relations “problem” exists, its cause has less to do with training needs

than with staffing. 

5. Older employees believe that younger employees are simply “less polite.” 

Company managers are concerned that employees need training on customer relations. The Washington’s

training staff is therefore planning to offer a one-day seminar on the topic for all employees. It will cover 

telephone etiquette, letter writing, and other matters. 

In the meantime, a task force of company executives is investigating the possible creation of a special

Customer Service center. All incoming calls and letters will be directed to the center, which will be staffed with

specially-trained employees drawn from work units in the company. They will handle all problems until

resolved to the customers’ satisfaction. 

Questions

1. How might creation of a special Customer Service center affect appropriate present training of 

employees on customer relations? 

2. How might creation of a special Customer Service center affect appropriate future training of employees

on customer relations? 

3. Should training-staff members at the Washington General Insurance Company handle the issue of 

customer relations training from a traditional standpoint or a strategic standpoint? Why do you think so? 

*A fictitious company. 
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EVALUATING TTALENT DDEVELOPMENT

Part Five concludes the book. It consists of only one chapter,

which focuses on the all-important process of evaluating Talent

Development. Decision-makers almost always ask they will get from

the Talent Development effort. Chapter 12 addresses this question,

explaining how evaluation should permeate all aspects of the Talent

Development process.
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EVALUATING TTALENT DDEVELOPMENT

Evaluating the Talent Development effort means collecting and using

information to make effective decisions about the choice, implemen-

tation, and follow-up of all development, education, and training

efforts of an organization. It is part of a comprehensive appraisal of

an organization and is the culmination of evaluative activities having

to do with choice, modification, or follow-up of each planned

learning experience. This chapter defines the evaluation of a Talent

Development effort, summarizes its importance, describes ways to

think about it, and provides information about evaluating training,

education, development, and the entire Talent Development effort.

Recent thinking focus us such evaluative efforts around a so-called

balanced scorecard (Kaplan and Norton 1996). In this context,

evaluation becomes equated with score-keeping (Dalton 2002).

What Is Evaluation?

Evaluation means simply placing value. To a great extent, evaluation

of  talent development is in the eyes of the beholder. What does the

beholder value? How well do Talent Development activities match

up to those values? These questions are of central importance in

evaluating anything.

In a classic definition of value, Rokeach (1973) defined it as 

“an enduring belief that a specific mode of conduct [read behavior]

or end-state of existence [read outcome] is personally or socially
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preferable to an opposite or converse node of conduct or end-state of existence.”

He distinguished between two types of values—terminal and instrumental.

Terminal values are worth achieving for their own sake. Instrumental values are

desirable because they contribute to achieving terminal values. “A knowledge-

able, skilled employee” is valued by a supervisor for the employee’s instrumental-

ity; “an effective, growing firm” is valued for its own sake (Rokeach 1973, 5).

Talent Development activities are usually valued for their instrumentality.

They lead to changes in individual or group performance or capabilities that are,

in turn, associated with desirable ends. Talent Development is thus a means to an

end of achieving the organization’s desired strategic objectives. (For individuals,

of course, Talent Development has more to do with achieving career goals and

realizing potential.) Managers favor a Talent Development effort when they believe

it leads to improved job performance, increased compliance with organizational

policies and procedures, greater profits, or other measures of results. Individuals

favor participating in Talent Development activities when they believe their partic-

ipation will lead them down a path toward realizing their personal or career goals.

Why Are Values Important? 

The answer to this question should be readily apparent. Managers evaluate the

Talent Development effort relative to its perceived contribution to fostering the

values they prize in employees and realizing desired organizational goals. Of

course, matters are rarely this simple. There are several reasons why. First, indi-

vidual values and desired organizational goals vary. Second, perceptions about

what is important vary across levels of management. As a result, WLP practition-

ers have to begin evaluative efforts by defining values and goals that are most

prized in the organization, and then determining how much they are prized at

each levels. By doing so, they can identify bottom-line concerns by level and gear

their evaluation to assessing how much Talent Development contributes to the

concerns of the key stakeholders they serve.

From a list of organizational goals based on one classic research study

(Schmidt and Posner 1982), managers preferred effectiveness and high productiv-

ity the most. (Effectiveness means accomplishing desired results.) However, not all
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managers value these goals to the same degree. Generally, executives feel they are

more important than supervisors do. Supervisors value high morale and efficiency

more than executives. (Efficiency means getting more done with fewer resources.) 

Why Is Evaluation Worthwhile?

In the most general sense, evaluation of Talent Development is worthwhile.

❙ It provides information that can be used to improve planned learning,

making it more effective in meeting needs, solving past performance prob-

lems, and anticipating future opportunities for performance improvement.

❙ It sheds light on problems stemming from lack of individual knowledge or

skill and other causes.

❙ It makes people accountable for Talent Development activities.

❙ It points out results of Talent Development activities, demonstrating how

well they are working.

❙ It stimulates improvement generally, providing feedback that triggers

additional plans and actions.

What Are Some Ways of Thinking about Evaluation?

In evaluating planned learning, WLP practitioners should begin by thinking

about six fundamental questions: (1) Who wants to know? (2) Who is doing the

evaluating? (3) What is the real focus of interest? (4) When should evaluation be

carried out? (5) Why is evaluation necessary? and (6) How will the evaluation be

conducted? These questions have to do with the stakeholders, evaluator, content,

timing, purpose, and method of evaluation.

Stakeholders. To be useful, an evaluation must meet the needs of stakehold-

ers, those decision-makers and interested groups or individuals who want the

results of an evaluation and who intend to make decisions based on those results.

However, needs of different stakeholder audiences vary substantially, as 

Exhibit 12–1 illustrates. Generally, the broader the audience of stakeholders

whose interests are to be addressed by an evaluation, the more complex the 
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evaluation needs to be. Broad audiences vary in interests, and an evaluation needs

to be comprehensive to answer the questions of more people.

Evaluator. Who will conduct the evaluation? This question is important

because no matter how carefully designed and executed an evaluation, stakehold-

ers inevitably consider the source. Credibility is essential: Evaluation results are

discounted when evaluators are perceived to be biased or poorly qualified. It is

essential to choose evaluators who are credible in assessing the subject, capable in

assessing instruction, and competent in using methods selected for collecting and

analyzing data.

EExxhhiibbiitt  1122–11:: Interests of Stakeholders

Stakeholders Interests

Top managers ❙ Is Talent Development contributing to the bottom line?

❙ Is Talent Development producing an adequate supply of talent from

within the organization, and is it building bench strength?

❙ Are Talent Development efforts helping the organization achieve a

competitive advantage and helping realize strategic objectives?

Middle managers ❙ Is Talent Development contributing to the bottom line?

❙ Are Talent Development efforts making the department more 

productive?

Supervisors ❙ Are Talent Development efforts making the work unit more productive?

❙ Are Talent Development efforts helping to solve operational problems?

❙ Are Talent Development efforts improving morale?

Workers ❙ Are Talent Development efforts contributing to improved work 

performance?

❙ Are Talent Development efforts leading to better appraisals? Raises?

Improved prospects for professional or organizational advancement?

WLP practitioners ❙ Are Talent Development efforts improving performance at present?

❙ Are Talent Development efforts contributing to the realization of the

organization's strategic objectives?

❙ Are Talent Development efforts contributing to learning in the 

organization and for individuals?

❙ Do people participating in the Talent Development efforts enjoy them?
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Content. What do evaluators want to know about? This question foc-

uses on content. Unlike research, which is carried out to create new know-

ledge, evaluation is carried out to provide information for subsequent 

decision-making. This means that evaluation has to be judged according to 

usefulness or practicality, rather than form or rigor of research design and 

execution. By way of contrast, research is judged more by its form than by its

usefulness.

Many content issues can be examined (see Exhibit 12–2). Generally, the more

issues that are included in an examination, the more comprehensive, costly, and

time-consuming the evaluation must be.

Timing. When is evaluation appropriate? This question focuses on timing.

If evaluation is to provide information for decision-making, then appropriate

timing depends on what decisions are to be made. For example, it is important

to have information about problems before deciding whether learning needs

exist distinct from other needs. Likewise, information about the value of training

materials is needed before they are used on a broad scale.

Evaluation may be conducted before, during, or after decisions are made

about planned learning. The essential point is to determine when that information

is needed, depending on the purpose of the evaluation.

Purpose. Why is evaluation conducted? This question is undoubtedly the

single most important one. There are, of course, several major reasons why an

organization decides to undertake an evaluation.

❙ The organization wants to know if formal instruction is the most appro-

priate strategy for meeting a need.

❙ The organization wants to know if instructional materials will produce

desired results.

❙ The organization wants to know if instruction is worth continuing or is

worth repeating.

❙ The organization wants to assess how instruction is being delivered and

how well learners are mastering desired knowledge/skills or building

essential competencies as measured through behavioral indicators or

behavioral anchors during instruction.

Evaluating Talent Development 471



EExxhhiibbiitt  1122–22:: Content Issues for Evaluation

Issue Brief Description of Issue Key Questions

Purpose of Instruction The reason for offering the ❙ What performance problem is to be 

instruction solved by the training?

❙ What career objectives are to be met by

employee education?

❙ What organizational objectives are to be

supported by developmental activities?

Linkage to needs The relationship between ❙ Are instructional objectives clearly

training, education, or linked to identified needs?

development and the needs to ❙ Are objectives for training linked to job

be met by them performance problems?

❙ Are objectives for education linked to

staffing plans? Individual career plans?

❙ Are objectives for development linked to 

long-term organizational strategy?

Marketing The way the instruction is ❙ Are stakeholders clearly identified?

promoted/communicated to ❙ Are their interests clear?

stakeholders ❙ Is instruction promoted to them based on

their interests and needs?

Objectives/Goals ❙ The general outcomes to be ❙ Are the instructional goals of the

met by instruction program stated?

❙ The specific outcomes to be ❙ Are instructional objectives for each 

met by a training course, program, lesson, and unit clearly stated?

educational experience, or 

developmental intervention

Desirable Outcomes The desired impact of training  ❙ Are the desired on-the-job effects of

on the job; the desired impact of instruction clarified?

education on career mobility; the ❙ Is someone held accountable for transfer

desired impact of development of learning from the instructional setting

on a part of the organization, the to the work setting?

culture, or a stakeholder group

Assessment of The way the outcomes of ❙ Is it clear how participant reactions

Outcomes training, education, or to instruction will be measured?

development will be measured ❙ Is it clear how learning outcomes will 

be measured?

❙ Is it clear how behavior will be measured?

❙ Is it clear how on-the-job effects will 

be measured?
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EExxhhiibbiitt  1122–22:: (continued)

Issue Brief Description of Issue Key Questions

The setting Where instruction will be ❙ What is special about the instructional

carried out; where evaluation setting?

will be carried out ❙ What is special about the evaluation 

setting?

The learners The people for whom the ❙ What assumptions are made about

instruction is intended the learners?

❙ What prerequisite skills are needed?

Instruction The subject matter to be ❙ Does the subject matter match

delivered instruction?

❙ Is the subject matter selected/prepared 

appropriately?

Provision for Planning for differences ❙ How are differences between learners

differences between learners recognized?

❙ How are differences between learners 

dealt with during instruction?

Logistics Planning for delivering the ❙ Are the resources available for carrying

instruction out instruction? Planned for?

Testing of instruction How learning will be measured ❙ Are test items clearly linked to

at the end of instruction instructional objectives?

❙ Have tests been tested?

Implementation of How the instruction will be ❙ Do presentation methods match

instruction carried out objectives, and are they appropriate for 

them?

Application How instruction will be applied ❙ What on-the-job application is desired?

on the job ❙ How will on-the-job application be 

measured?

Effects The results of instruction in ❙ What effects are possible?

improved productivity, cost ❙ What effects are desired?

savings, improved quality of ❙ What effects are being achieved?

work life, improved morale

Use of information How information about the ❙ Who wants to know about training?

about the effects effects of instruction will be Education? Development?

used ❙ What decisions will be made based on 

the information?
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Method. How will the evaluation be carried out? This question has to do 

with planning the evaluation. An evaluation plan sets forth precisely what to 

evaluate and how to evaluate it. An evaluation plan resembles a research plan.

A typical evaluation plan consists of five parts: (1) problem, (2) hypothesis or

objectives, (3) research design, (4) sample, and (5) methods for analyzing and

interpreting data.

The problem component of an evaluation plan sets forth the question that the

evaluation study is designed to answer. It is a purpose statement phrased as a

question. As we shall see later in this chapter, differences exist between evalua-

tions of training, education, development, and the entire Talent Development

effort. Nevertheless, a common problem is to measure how much and what kind

of change occurred before and after planned learning experiences.

The hypothesis is appropriate only when evaluators seek statistical evidence

that some change occurred as a result of instruction. An evaluation hypothesis sets

forth what evaluators expect to find and why they expect to find it. A null hypoth-

esis is what evaluators actually test. It is an arbitrary convention proposing that

changes did not occur or, if they did, that they are attributable to chance or some

other variable out of the researcher’s direct control. When evaluators seek evi-

dence different from that yielded by statistics, they establish objectives instead of

hypotheses. Objectives describe what results are to be achieved by the evaluation

study.

An evaluation design is a description of procedures to be followed in the eval-

uation study. Its meaning is similar to that for the term research design, which sets

forth the procedures to be used in testing a hypothesis. Evaluation designs, like

research designs, fall into three general categories: (1) descriptive, (2) quasi-

experimental, and (3) experimental. The choice of which one to use depends on

what is to be evaluated, evaluator purposes, and the working environment.

Descriptive evaluation designs, as the name implies, are set up to describe

existing phenomena. They cannot be used to test hypotheses. No attempt is made

to control conditions. Evaluators simply describe what they see.

Quasi-experimental evaluation designs are more rigorous than descriptive

evaluation. They are appropriate for imposing at least partial control over

experimental conditions and the assignment of individuals to groups. Other
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differences between groups are held constant. The idea is to set up, for compara-

tive purposes, two groups that are essentially the same. Change through planned

learning is sought in one group but not in the other. Evaluators then compare

groups to find differences in attitudes, learning, behavior, or results before the

change effort is begun and after it has been administered.

In quasi-experimental designs, evaluators make every effort to preserve exist-

ing work groups, but select at least two that are essentially the same but perhaps

not identical. Baseline measurements of both groups are taken. These measure-

ments can come from results of attitude surveys, pre-tests, structured observa-

tions of on-the-job behavior, examinations of production data, or some

combination. Attitude surveys measure feelings; pre-tests measure knowledge;

behavioral observations measure what people do; and examinations of produc-

tion data focus on work outputs. Members of one group are then provided with

planned learning experiences, while members of another group are not. After

planned learning events—so-called experimental treatments—measures are again

taken of attitudes, knowledge, behavior, or results. Statistically significant differ-

ences in measures of the groups are attributed to the learning events.

Experimental designs are more rigorous. Participants in each group are

assigned at random; all other conditions affecting performance are held constant.

Baseline measurements are taken of both groups before learning events. Only the

experimental group receives planned learning. Then measurements are taken

again. Differences are attributed to learning events.

It is possible to use other, more sophisticated, quasi-experimental or 

experimental designs. More sophisticated designs remove threats to internal

validity (“In this situation, did instruction make a difference that is not 

attributable to such possible problems as unplanned events before and after

training, the aging of participants, etc.?”) and external validity (“Can the results

of this evaluation study be reasonably generalized as true for other similar

groups?”).

Practically speaking, experimental rigor is rare in organizational settings.

Practical considerations, such as the need to make all workers maximally produc-

tive, make it difficult to offer learning experiences to some people while not offer-

ing it to others. Differential treatment can also create morale problems. People
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who do not receive the benefit of learning experiences may feel slighted. In fact,

such feelings can influence performance and thus distort evaluation results.

Participants in evaluation must not feel they are being manipulated like puppets.

The sample is the fourth component of an evaluation plan. It describes a group

to be studied. Sampling is used when a large group is to be studied—perhaps the

entire organization. Sampling economizes effort so that a relatively small group

can be studied and the results can apply to all people affected. Sampling also

reduces bias. Random sampling—assigning participants to control or experimen-

tal groups on a random basis—holds differences between participants constant.

Sampling is not always used in evaluation studies. For example, In a 

case study of a training program, the evaluator might describe the entire

organization, one department, one work group, or one individual. In descriptive

studies of this kind, however, the evaluator is obliged to clarify the unit of

analysis—literally, the person, group, or structural component of an organization

to be analyzed.

When using sampling in quasi-experimental and experimental designs, eval-

uators find some kinds of samples more appropriate than others. Simple random

sampling is common with relatively small populations. People are assigned to

control and experimental groups through random number tables or random 

number generators. Stratified random sampling is appropriate for larger popula-

tions or those in which wide variations exist among participants. The aim is to

ensure representativeness in the sample to preserve the distribution of such vari-

ables as age, location, and educational background found in the population.

Systematic random sampling is appropriate for the largest populations. All

employees are listed and chosen on some systematic basis, such as including

every sixth person in the study. Finally, simple cluster sampling is also appropri-

ate for the largest populations. Prospective participants in the evaluation are clus-

tered by operating unit, location, supervisor, or another means. Only some

“clusters” are used for drawing a sample.

Methods to be used in analyzing and interpreting data are described in the 

last section of an evaluation plan. It is important before data collection to 

specify how information will be organized and subsequently examined. In fact, it

helps if evaluators think ahead to the time when results will be presented to 
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decision-makers. By doing so, they can anticipate questions and the kind of infor-

mation will they need to answer those questions.

If statistical methods will be used for analysis, evaluators should clarify in

advance of data collection precisely what statistical tests they will apply to the data.

In this way, evaluators can make sure they collect the data necessary for performing

those tests. Nothing is more embarrassing than to have to backtrack to collect data

because no advance thought was given as to how the data would later be analyzed.

If non-statistical, qualitative research methods are used for analysis and inter-

pretation, then evaluators still need to think ahead. How will descriptive informa-

tion be organized and presented? These questions must be answered before

information is collected.

Evaluating Training

What should be evaluated? Training is traditionally designed to produce imme-

diate change in employee job performance. Its focus is on the job. The purpose of

training is to narrow gaps between what job incumbents should know or do and

what they actually know or do. Training is a very short-term change effort.

Evaluation pervades all aspects of training. It guides decisions to use training

to correct a performance problem, rather than use some other improvement strat-

egy. This is called front-end analysis. It influences the preparation of test items

matched to instructional objectives. It is used in field-testing instruction before

and after widespread adoption, and even during instruction. However, evaluation

is perhaps most often associated with post-instructional assessment.

Front-End Evaluation: The Traditional Approach. Front-end evaluation

bridges the need and the action taken to meet it. It is thus intended to correct the

most glaring human performance problems in the most cost-effective manner.

Typical questions asked during front-end evaluation include the following:

❙ Who has the problem? Who first noticed that it was a problem, and how

did they notice?

❙ What is the problem?

❙ When was the problem first noticed?
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❙ Where is the problem evident?

❙ Why is it a problem?

❙ How has the problem been addressed so far? Has corrective action been

attempted, and with what result?

❙ How much is the problem worth to the organization? How could its

effects be made measurable?

In sorting out instructional from noninstructional needs, WLP practitioners

should apply four acid tests by examining: 

1. Management commitment. Do managers view a problem as important

enough to warrant attention?

2. Resources. Are adequate resources available to meet the need? If not, are

managers willing to provide funds, staff, time, and materials? 

3. Skills. Do WLP practitioners possess necessary skills to meet the need? If

not, can they identify people who do possess the skills from inside or out-

side the organization? Are they free to contract for needed skills? 

4. Costs versus benefits. Will costs of solving a problem produce greater

benefits than alternatives such as taking no action or selecting a different

solution?

Of these tests, cost-benefit analysis is the most important and the most difficult. It

is important because WLP practitioners are often faced with the necessity of con-

vincing managers that training is worth the costs associated with it. A cost is

understood to mean both (1) direct expenditures such as funding required to ana-

lyze a problem or develop, deliver, and evaluate instruction, and (2) indirect

expenditures on salaries, lost production time, and rental of facilities. Benefits are

estimates of increased production or cost savings. They can be calculated per

employee and then multiplied over the number of trainees. Calculating cost-

benefit ratios is difficult because they are simple estimates that are easily

challenged. It is not all that clear what cost or benefit categories should be used.

If the results of front-end analysis reveal that training is an appropriate and

cost-beneficial solution to a performance problem, then WLP practitioners can

complete an intensive needs assessment and begin instructional design.
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Front-End Evaluation: The Strategic Approach. One major problem exists

with the traditional approach to front-end evaluation, or FEE: It assumes that any

performance problem can be judged using information about present conditions

and present cost-benefits. That assumption is not always valid. Changes inside or

outside an organization may gradually increase or decrease the importance of a

performance problem, or even alter the nature of it.

Consider a simple example. Suppose that production output is below

standard in one work group. Upon further analysis, WLP practitioners

determine that the problem is attributable to lack of employee skills. For sim-

plicity’s sake, assume that new machines are being introduced gradually. Even

experienced workers do not know how to use them. A simple front-end analy-

sis of this problem may or may not demonstrate a present need for training.

However, common sense dictates that production levels will probably remain

below standard until all new machines are introduced and, assuming no formal

training is provided, workers learn through trial and error how to use the

machines.

In this example, a traditional approach to FEE does not tell the whole story.

The performance problem is not severe at present, but it might well become more

severe as new machines are introduced. Experience is not an adequate gauge for

judging how long it will take for production levels to reach or exceed normal 

levels, unless similar machines were introduced on a similar production line at

another company facility some time before.

If WLP practitioners wait around for this performance problem to reveal

itself, valuable production output will be lost. Nor will it be easy to estimate how

much output will be lost. Even supervisors may not be convinced under present

conditions that training is necessary.

What then? Are the workplace learning and performance professionals

forced into a reactive mode, unable to respond until the performance problem is

apparent to everyone and managers are willing to support organized instruction

on new machines?

Not at all. The WLP practitioner has to demonstrate beforehand that the

problem will exist, will affect production, and will lend itself to a solution through

training.
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How is this accomplished? There are several ways: The first is through direct 

persuasion. WLP practitioners can go to the people affected by the problem (the

production manager, the foreperson, and workers) to discuss the problem.

The second is through indirect persuasion. Practitioners can find analogous situ-

ations, remind managers of historical events, and point out similarities between

them and the problem at hand. Simulation can also be used. Practitioners can set

up a demonstration and show supervisors or managers what the problems are (if

this is not possible, they can shoot a videotape and show it to key decision-

makers).

The purpose of future-oriented front-end evaluation is to anticipate future

performance problems before they come up and determine the most effective

means of averting them. To undertake a future-oriented FEE, WLP practitioners

must do these things:

1. Scan trends in work flow and work methods at the operational level.

2. Isolate areas in which changes are likely to occur.

3. Pinpoint changes that are likely to be most costly in the future.

4. Separate noninstructional from instructional needs.

5. Consider alternative strategies for averting a performance problem.

6. Isolate root causes of anticipated problems, such as changes in technol-

ogy, job, or work group redesign, new products, or job duties.

7. Point out the likely problem to managers and supervisors, gaining their

support to avert future performance problems.

If these steps are followed, WLP practitioners will find that their mode of opera-

tion is proactive. Planned learning activities will anticipate and help avert

problems before they arise.

Testing: The Traditional Approach. Traditionally, a major purpose of test-

ing is to measure how well trainees achieved terminal objectives upon course

completion. It can also be used to screen trainees to ensure that they possess the

necessary prerequisite skills to receive training or to measure their progress

during training.

Criterion-referenced tests are, however, most important because they measure

trainee mastery of course objectives. They take their name from explicit linkage to
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objectives. Objectives are stated in measurable terms, and achievement of them is

intended to close a performance gap. Test items are prepared from objectives and

linked to them.

There are numerous types of test items, such as true-false, multiple choice,

essay, matching, and many others. Each is more appropriate for measuring some

objectives than others. Recall that objectives can be classified in three broad

domains: affective or feeling-oriented, cognitive or knowledge-oriented, and

psychomotor or movement-oriented.

Testing: The Strategic Approach. There are two major problems with tradi-

tional testing. First, it tends to focus solely on terminal course objectives. When

tests are geared to measuring end-of-unit (enabling) objectives or end-of-course

(terminal) objectives alone, trainees are only held accountable for formal instruc-

tion. Testing that focuses on objectives of this kind no doubt makes trainers

accountable for doing a good job, but testing does not really hold trainees

accountable for applying on the job what they learned in training.

A more useful approach is to express instructional objectives on several

levels, including not just end-of-course mastery, but also on-the-job behaviors and

results. Testing is sometimes carried out back on the job. In this way, trainees are

held accountable for making sure that change occurs on the job, where it really

counts.

The second problem with traditional testing is that it does not take into

account changes in job conditions occurring over time. In fact, most training is

purely maintenance-oriented, intended to bring the performance of inexperi-

enced workers in line with experienced ones. WLP practitioners look at histori-

cal standards and tried-and-true methods. This technique works well in settings

where job conditions do not change much. It is not, however, appropriate under

fast-paced, rapidly-changing conditions. In such cases, practitioners should pre-

pare instructional objectives based on predictions of future job conditions. When

that is done, test items have to be prepared accordingly.

This is admittedly risky business, because job conditions may not change 

as expected. But in fast-paced, dynamic settings, it is more appropriate than

waiting around to design tests until some future time when conditions become

more settled.
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The format of future-oriented test items need not differ much from its traditional

counterparts. However, it might be more appropriate under some conditions to rely

on experiential exercises such as case studies, role plays, simulations, and critical

incidents instead of paper-and-pencil testing to assess how well trainees will fare in

expected future job conditions. Testing should be handled longitudinally, with pre-

programmed follow-ups on the job to assess performance under future conditions.

Formative Evaluation: The Traditional Approach. Michael Scriven (1967)

was the first to suggest rigorous, advance testing of instructional content and pres-

entation methods before widespread use of them. Formative evaluation takes its

name from using evaluation to form instruction (Gagné and Briggs 1979).

Formative evaluation is conducted in many different ways, and is often carried

out rather informally. Think of it as a special kind of market test in which the

product (the instructional materials) is tried out on all its possible consumers

(instructors, trainees, supervisors, and perhaps others). A whole range of issues

may be considered in this process.

Formative evaluations can be as complicated or as uncomplicated as WLP

practitioners wish them to be. However, extensive testing is probably worthwhile

under the following conditions: (1) when opinions on the issue are sharply

divided within the organization, within the occupation/discipline, or between

managers or supervisors or prospective trainees; (2) when WLP practitioners are

using methods or media with which they are unfamiliar; (3) when targeted

trainees vary widely in skills, knowledge, or attitudes; or (4) when the instruction

is a first attempt to satisfy a need.

Exhibit 12–3 describes some ways of conducting a formative evaluation. Any

or all may be used, depending on preferences of evaluators and time and money

available.

Formative Evaluation: The Strategic Approach. One problem with the tra-

ditional approach to formative evaluation is that it is based on the fundamental

assumption that instructional materials can be made more effective in the future if

they are revised on the basis of tests in the present or past. If requirements are sta-

ble, this assumption is valid enough. If they are unstable, however, results of past

tests will do nothing to improve instruction, especially when the subject matter

itself is also past-oriented.
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A simple example should illustrate this point. Suppose a WLP practitioner

is orienting entry-level auditors to their job requirements. The auditors possess

appropriate entry-level knowledge of accounting basics. What they do not 

possess is organization-specific knowledge of policies and procedures. They

EExxhhiibbiitt  1122–33:: Methods of Conducting Formative Evaluation

Method When? Description

Individualized Testing Upon completion of the training Treat the instructional materials to 

materials intensive field-testing with only one

person. Go through the materials with

the individual, attempting to identify

anything that is unclear.

Small-Group Testing Upon completion of individualized Go through the instructional materials in 

testing a small-group setting. Identify any 

problems with the material.

Field Testing Upon completion of small-group Offer instruction under real conditions–

testing but on an experimental basis. 

Expert Testing Upon completion of field-testing. Ask subject experts/supervisors to

review the instructional materials.

know from college courses what a work paper or white paper is; they do not know

the kind of white-paper requirements that exist in one public accounting firm. On

the latter issue, they need training. WLP practitioners can design a program to

teach them organizational requirements for preparing such authoritative reports.

If white-paper requirements in the organization do not change, then the results of

formative evaluation will be appropriate for revising instruction to increase its

effectiveness.

But suppose that policymakers decide to change the organization’s policies

on white paper reports, perhaps as a result of attending a rehearsal of training on

present policies. Then what? Will training have to be redesigned and retested

accordingly? The answer is yes, particularly if the change in policy is a radical

departure from past practices.

In some instances, however, WLP practitioners are aware that such a 

change is likely. When they are, it makes no sense for them to develop and test
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instructional materials based on a white-paper policy about to be changed.

Some practitioners will argue that, in such a case, the sensible course of action is

to wait around until a new work-paper policy has been formalized. Then 

training can be designed and tested.

The trouble is that this wait-and-see method makes WLP practitioners purely

reactive. When the policy changes, instruction lags long after. By that time, many 

otherwise unnecessary on-the-job mistakes have been made.

The point is that formative evaluation should be carried out under conditions

that closely match the conditions expected to exist when trainees are ready to

apply what they learned. If radical changes are expected, then WLP practitioners

should simulate those conditions when they test instructional materials.

Admittedly, that might be easier said than done. But if formative evaluation is to

be effective, it has to be carried out in this way. If not, trainees will be instructed

the wrong way, and future job performance will not be as effective as it could 

have been.

Summative Evaluation: The Traditional Approach. Michael Scriven

(1967) considered formative evaluation only a first step in testing instructional

materials. He believed that it should be followed at a later time by summative eval-

uation, which takes its name from using summed effects of instruction for evalua-

tive purposes.

To conduct a traditional summative evaluation, a WLP practitioner must

1. Examine all instructional materials after they have been revised in light of

formative evaluation results. Do they appear to do what they are supposed

to do?

2. Observe an instructor delivering the materials. Do learners respond as

expected? Does the instructor adequately present the material? 

3. Administer a post-test to measure trainee achievement of objectives.

4. Administer an attitude survey to find out how well participants liked the

course and whether or not they think it met their needs.

5. Compare subsequent job performance of people who received the train-

ing and people who did not receive the training (or who benefited from a

different kind of performance-improvement strategy).
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Summative Evaluation: The Strategic Approach. The same problem that

plagues formative evaluations also affects their summative counterparts. Will

present or past evaluation results be appropriate for judging the future?

Traditionally it is assumed they will be.

As in formative evaluations, this assumption is valid only when job conditions

and learners’ entry characteristics or skills remain stable. If work methods or orga-

nizational policies change, then the results of past summative evaluations will be

inappropriate for judging instruction based on present conditions or present

needs. Likewise, if entry characteristics of learners change because the organiza-

tion recruits workers with different backgrounds, then summative evaluations 

carried out in the past will no longer be valid.

What can be done, then? Will new summative evaluations have to be carried

out? Perhaps. It all depends on how much future conditions will change. WLP

practitioners have to scan the environment to foresee changes likely to have a

future impact either on trainees selected for instruction or on job requirements.

Consider: Is there a chance that the kind of workers recruited in a job class will

differ significantly from those entering that class in the past? Is there a chance that

work methods, technology, company policy, or some other characteristic will

change substantially?

If the answer to either question (or both) is yes, then WLP practitioners will

have to (1) identify what changes they expect, (2) predict what impact they expect

those changes to have on work methods and corresponding training needs,

(3) modify present training in line with predictions, and (4) test the training under

simulated conditions like those expected on the job in the future.

Concurrent Evaluation: The Traditional Approach. A concurrent evalua-

tion is undertaken during training delivery. It is thus concurrent with the instruc-

tion it is intended to evaluate. It can be undertaken as part of a summative study,

or it can stand alone.

A third-party evaluator, someone other than the instructor, can call a time-out

during a course or at the end of a course unit. An attitude survey is then adminis-

tered to trainees to assess their feelings at that point. They are asked to describe

their reactions to the instructor, presentation methods, progress to that point, and

group interaction.
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Tests may also be administered during a training course to measure trainee

achievement relative to enabling objectives. In this way, trainee progress can be

assessed during the training. If test results reveal inadequate progress, individuals

can then be targeted for remedial attention, or training methods can be altered

when group progress collectively falls below expectations.

Structured observation by a third party, another method of concurrent

evaluation, is typically carried out by a peer or supervisor who sits in on

training. The evaluator does not rely on vague, subjective impressions about the

quality of delivery; rather, the evaluator completes a structured observation 

form during the presentation. This form, developed in advance, lists critical

dimensions of instructor performance and corresponding behaviors along 

a continuum. The evaluator notes how often these behaviors are exhibited by 

the instructor. The results are later discussed as a starting point to improve

delivery.

Unstructured naturalistic observation also requires a third-party evaluator.

However, the evaluator does not record observations on a form prepared in

advance. Instead, the evaluator is the instrument of inquiry and relies on observa-

tion of the classroom setting, personal impressions, and perhaps follow-up inter-

views with instructor and/or participants to arrive at conclusions about strengths

and weaknesses of the instructor’s presentation methods. These are, in turn, fed

back to the instructor as a stimulant for improvement.

Electronically enhanced feedback is a fancy phrase for something simple:

using videotapes to show the instructor precisely what behaviors are being exhib-

ited during delivery. There are two kinds: (1) simultaneous feedback, occurring

during delivery, and (2) delayed feedback, occurring after delivery. Imagine aim-

ing a television camera on an instructor during delivery with a television monitor

placed so that the instructor can see it. Feedback occurs as the delivery is made.

The instructor who is simultaneously the observed and the observer, can then

modify behavior as events occur. (For some instructors, this creates stage fright

that was not apparent before.) Delayed feedback occurs after delivery: the

instructor watches the presentation, noting behaviors and their effects on

participants. This feedback is the starting point for self-modeling, in which the

instructor notes areas for future improvement in delivery methods.
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Concurrent Evaluation: The Strategic Approach. It is difficult to anticipate

conditions in group training before they occur. Each group has its own chemistry,

stemming from the individual group members and from interactions between

people.

One approach that helps anticipate problems that may occur in a group set-

ting is to poll participants in advance. At the beginning of the training session,

read through the returned surveys as a “warm-up.” In this way, the hidden agenda

of an individual is revealed and dealt with up front. While this approach does not

always work, it sometimes serves as a lightning rod for releasing pent-up feelings

or problems.

The best advance preparation for delivery of instruction is, of course, prac-

tice: it never hurts any presenter, even the most experienced, to rehearse an entire

training program before delivery. Dry-runs have beneficial side effects, especially

if interested parties such as supervisors or executives are invited to attend. The

instructor benefits from their suggestions, while supervisors are exposed to the

training their subordinates receive and are thus informed enough to hold subor-

dinates accountable later for on-the-job application.

Post-Instructional Evaluations: Traditional Approaches. Post-instruc-

tional evaluations are conducted, as their name suggests, after a training course or

program has been delivered. They overlap with other forms of training evaluation

that have already been discussed.

Donald Kirkpatrick (1959; 1960; 1998) conceptualized a classic way of

viewing post-instructional evaluations by arranging possible results of training on

a four-level hierarchy of change (see Exhibit 12–4). In ascending order, these

levels are:

1. Reactions. (How much did trainees like a course? How much do they feel

it will help them improve their job performance?)

2. Learning. (How much knowledge or skill change resulted from a course?

How well did participants achieve the terminal objectives of the course?)

3. Behaviors. (What changes in job behaviors resulted from training? How

much are workers applying what they learned in a way that is measurable

and observable?)
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4. Results. (What changes in job results are attributable to training? How

much more productive are trained than untrained workers? What differ-

ences in productivity levels stem from training?)

Reactions are probably measured more frequently than the other three levels,

often by means of attitude surveys or so-called participant evaluations that are

EExxhhiibbiitt  1122–44:: Donald Kirkpatrick's Evaluation Hierarchy

Reactions Learning Behavior Results

How well do learners How well do learners How well do learners How well does the 

like the training? score on tests at the apply the behaviors productivity of the learners 

end of training? they learned in training improve on the job?

on the job?

handed out at the end of courses or sessions. While reaction surveys can indi-

cate feelings, they do not really address bottom-line results.

Another way to evaluate reactions is to send trainees a survey about one-to-six

months after their participation in a training program. Sometimes their views

change as they acquire more experience or reflect on course content.

Learning, the second step in Kirkpatrick’s hierarchy of change, is measured

by tests. During instructional design, one or more test items are written to corre-

spond to each instructional objective. After test items are developed, instructional

content (subject matter) and delivery methods (means of presentation) are

chosen. The result is a direct link between intentions for end-of-course change as

expressed in terminal objectives and test items for measuring them.

Most people think of written tests, which are sometimes called paper-

and-pencil tests. However, tests can also be administered orally or through

demonstration of knowledge or skills. What could be a better way to prove mas-

tery of learning objectives than to perform what was learned? Frequently, demon-

stration involves assembling or disassembling machinery or some other physical

object. To demonstrate skill or knowledge mastery with data (as in mathematics),

trainees may be asked to solve a problem. To demonstrate skill or knowledge

mastery with people, trainees may be asked to participate in an experiential

exercises simulation, a role play, or a case study.

488 The Strategic Development of Talent



Tests need not be administered only at the end of a course, though that is

appropriate if the intent is to measure end-of-course learning. They can also be

given to trainees before instruction in order to measure entry knowledge or 

skills. Sometimes pretests are used for screening purposes to make sure that 

learners possess adequate entry skills and thus have satisfied prerequisites. Tests

can also be given periodically during a course to determine how well learners are

progressing.

Behaviors, the third level in Kirkpatrick’s hierarchy of change, are measured

on the job rather than at the end of a course. This distinction is important, because

trainee job behavior is affected by much more than instruction. It is also affected

by individual motivation, peer pressure exerted by co-workers, expectations of

supervisors, and much more. It is possible for a trainee to complete training

successfully and never change behavior on the job.

There are several ways to assess changes in job behaviors produced by train-

ing, what some call simply transfer of learning. To list a few: (1) Ask the learners,

their co-workers, supervisors, or subordinates if training has influenced job

behavior. (2) Show up at the work site and ask former trainees to demonstrate

how they are using what they learned in training. (3) Observe former trainees at

work both before and after training, noting any changes in observable work 

methods. (4) Compare job behaviors of former trainees and a control group of

similar but randomly selected non-trainees using predetermined criteria. To

phrase it another way, behavioral change on the job can be measured through the

opinions of trainees or other people, through tests of learning conducted at the

job site, through work sampling of behaviors, or through evaluation design.

Obviously, the first method is the easiest, but it is the least valid and reliable,

because opinions are not necessarily accurate. The fourth method is most valid

and reliable, but is also the most costly and time-consuming.

Results, the fourth level of Kirkpatrick’s hierarchy of change, are also (like

behaviors) measured on the job rather than at the end of instruction. Results are

the real bottom-line: Did training change on-the-job output or quality? To

address this difficult question, WLP practitioners must identify before training

(1) what results they will attempt to change, (2) how much change they will try to

achieve, and (3) how they will analyze and interpret change.
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Depending on the performance problem that training is intended to solve, the

results that are sought can vary. Spitzer and Conway (2002) note that fewer than

3 percent of all training programs are evaluated for business impact.

Post-Instructional Evaluations: The Strategic Approach. It is difficult to

predict post-instructional outcomes of training. For this reason, practitioners

should improve an area they have too often neglected during instructional

design–analysis of the work content.

Before training is delivered and during needs assessment, practitioners should

carefully examine the work setting. Just what are the accepted norms of behavior?

What does a supervisor believe his or her employees need to know? What rewards

or punishments are likely to affect application of new methods on the job?

Once these questions have been addressed, practitioners should gear 

their efforts as closely as possible to conditions likely to exist when trainees return

to the job. If barriers to application exist, they should be identified during

training. Trainees will have to be furnished with methods to help them eliminate

the barriers or apply instruction despite barriers. While this is quite difficult (espe-

cially when trainees attend from a cross-section of work groups, rather than only

one), it is not impossible. WLP practitioners should enlist the support of others

back on the job site, such as experienced workers who have attended training in

the past, or supervisors who have a stake in performance improvement. These

supporters serve as on-the-job coaches who facilitate application of training.

Comprehensive Reviews of Training. There is little point in distinguishing

between traditional and future-oriented approaches to comprehensive reviews of all

training courses. There are two good reasons why. First, few organizations develop

a long-term learning plan or training curriculum by job class. Second, evaluation is

relatively rare. In short, there is no training curriculum and little evaluation.

Before a comprehensive review of training can be conducted in an organiza-

tion, several preconditions must be met. First, a curriculum must exist. That

means that WLP practitioners have succeeded in planning for long-term training

needs in each job class. Second, the purpose of the training curriculum must be

stated. Why does it exist? Third, the goals must also be stated. What results are

sought from training for each job class and for all job classes taken together?

Fourth, each training program must be systematically planned and evaluated.
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Fifth, each training program should simultaneously reflect (a) job requirements

for its targeted learners, (b) organizational requirements and priorities, and 

(c) organizational strategy for talent development. Sixth and finally, the evaluation

results of each training program should be collected and stored (a) program-

by-program, (b) learner-by-learner, and (c) job class–by–job class.

Perhaps the most important preconditions are the first, fourth, and sixth. A

curriculum must exist before a comprehensive review of training can be carried

out. Each training course or other planned instructional event must be planned

and evaluated so that information is available about each program. This informa-

tion must be recorded in a way that allows data to be compared and aggregated

over time.

To carry out a comprehensive review of training, practitioners should begin

by setting a policy that such reviews will be conducted at periodic intervals—

every year or two. A training advisory committee, composed of representatives

from the WLP department, line management, top management, and trainees, can

be especially useful. This committee directs studies, participates in them, and/or

receives results and makes recommendations for corrective action.

Regardless of who is involved, however, it will be necessary to (1) clarify the

purpose, goals, and objectives of the review, (2) select people who possess the

skills necessary to carry it out, (3) establish an evaluation plan, and (4) clarify

precisely what will be done with the results once they are received.

In most respects, a comprehensive training review is approached like any eval-

uation study. The only key difference between it and most studies has to do with

focus. A comprehensive training review focuses on the overall training plan for

each job class or all job classes in the organization.

Evaluating Employee Education

What should be evaluated? Employee education grooms individuals for specific

future jobs, keeps people current and up-to-date in their fields, and stimulates

new ideas by exposing people to practices in other organizations. Each of these

purposes and end-results is somewhat different. Hence, evaluation of education

varies in methods and approaches, depending on purpose.
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Evaluative methods for employee education are similar to those used for train-

ing, but there are differences. The methods include front-end analysis for

employee education, advance counseling, evaluation of educational materials,

concurrent evaluation, post-educational follow-up, and comprehensive reviews of

employee education.

Front-End Analysis for Employee Education. FEE for employee education

is different from its training counterpart. Its purpose, from a manager’s stand-

point, is to plan for future staffing needs. From an individual’s standpoint, its pur-

pose is to plan for realizing immediate career objectives—advancement to a higher

position, transfer to a different career line, or some other objective. The idea is to

negotiate these objectives so that the supervisor and the employee share a

common goal for the employee’s next career step.

The essence of FEA for education is best summarized through a series of

questions. Supervisors should ask (1) What will be the most critical future

staffing needs of the unit, department, or organization? (2) How can those needs

be met in the most cost-effective means? Through external education? External

recruitment? Internal transfer? Internal education and transition into the 

new position? Or external contracting? (3) If external education is selected,

what is the best source or group of sources of education to meet future staffing

needs?

Individuals should consider these questions: (1) What skills or competencies

are essential in a targeted future position? (2) What skills or competencies does

the individual possess at present? (3) What differences exist between the individ-

ual’s present skills or competencies and those needed in the future for the targeted

position? and (4) How can needed skills or competencies be acquired? What

sources are available to meet needs?

When supervisors and individuals negotiate answers to these questions, then

they can arrive at a plan for employee education that will satisfy or at least strike a

balance between both individual and organizational needs. It is wise to express

this plan in terms of educational objectives, which can be negotiated through a

Management by Objectives plan or a learning contract.

Evaluation of Educational Sources. There are, of course, many ways to meet

an educational need. Individuals can be sent to external seminars, directed
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through externally produced materials, sent to college courses, or sent to pro-

grams delivered by external consultants but presented in-house.

Each alternative should be considered according to cost, convenience, and

relevance to educational objectives, as well as constraints on time, funding, and

available information. Once a prospective source is chosen, it should be evaluated

carefully in advance. Methods of doing that may vary, depending on the source.

If an external seminar or college course is a possible source, the WLP practi-

tioner should research it carefully before sending people to it. A good place to

start is with the course brochure. What does it say about the course? What objec-

tives are stated for it? For what kind of people is it intended? Is an outline avail-

able and, if so, what subject matter will be covered? By what methods? It also

helps to contact past participants (the vendor should be willing to give that infor-

mation). What do past participants say about the course’s strengths and weak-

nesses? What is the general reputation of the vendor? If these questions yield

satisfying answers, then consider how many people in the organization share the

same educational need. If many do, it might be worthwhile for the WLP practi-

tioner to attend the course and/or send a few experienced employees to attend

and bring back a report.

If the educational source is a package available for purchase, WLP practition-

ers can request it on a trial basis. They can look it over. They should ask subject

matter experts in the organization to do likewise.

If an external consultant is to be hired, practitioners should check out his or

her education and experience in advance. What about recommendations from

previous clients?

If WLP practitioners consider meeting educational needs in-house, they

should be as rigorous in their up-front assessments as they are in evaluating 

external sources. Does the WLP department possess the resources and expertise

to meet a specific educational need? If not, can these resources be acquired? 

Can expertise be obtained through temporary transfers from other departments?

Will the in-house costs of meeting needs be cheaper and more effective than

alternatives?

Advance Counseling. Before sending employees through educational experi-

ences, advance counseling is crucial and is essential to success. Employees should
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understand why they are going through an experience, what they should be able

to do upon completion, and why the experience is important. It is helpful to coun-

sel individuals prior to their participation in education. Such counseling sessions

can be handled by the WLP practitioner, the employee’s supervisor, or both.

Concurrent Evaluation. Some educational experiences take a long time. A

college course may last up to sixteen weeks, for example. Some in-house pro-

grams may last even longer.

Concurrent evaluation is performed during educational experiences. On the

simplest level, the WLP practitioner arranges to speak with employees periodi-

cally as they progress through education. These sessions are usually informal,

intended to check on progress. If an individual is experiencing difficulties, this is

the time to discuss them and arrange for help.

Post-Educational Follow-up. Each educational experience should be evalu-

ated after the individual has completed it. Much like training, an employee educa-

tional experience can be judged according to (1) reactions (Do employees feel that

the experience contributed to preparing them for career advancement? Do super-

visors believe the experience contributed to meeting future staffing needs?); 

(2) learning (Can employees demonstrate the skills or competencies they learned

during the educational experience?); (3) behavior (Can employees apply, upon

promotion, the skills or competencies they learned through employee educa-

tion?); and (4) results (How well are employees able to perform under future con-

ditions in their new position?) Reactions are measured through surveys and

interviews; learning is measured by tests; behavior is measured by observation,

employee appraisals, and long-term follow-up; and results are measured by avail-

ability of talent and/or expressions of individual satisfaction with career progress.

Comprehensive Reviews of Employee Education. A comprehensive review

of employee education is similar to a comprehensive review of training, except

that its focus is on the entire range of educational offerings sponsored by an

organization. The purpose for carrying out such a review is precisely the same as

it is for reviewing training comprehensively. It helps managers consider the value

of employee education in contributing to the achievement of goals pertinent to

business strategy, staff strategy, individual career mobility, organizational prof-

itability, talent development strategy, and quality of work life.
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Several preconditions are necessary before a comprehensive review of

employee education can be carried out:

1. Employee education must be planned according to a formal, deliberate

process.

2. The purpose(s) of employee educational efforts must be stated.

3. The goals of employee education must be stated. What results are sought?

4. Each educational effort must be related to a personalized, negotiated plan

for each individual.

5. Each educational effort must be formally planned and evaluated.

6. Each educational activity should simultaneously reflect (a) career

objectives of individuals; (b) staffing requirements of the organization,

department, or work unit; and (c) the organizational strategy for talent

development.

7. Evaluation results, by individual, should be maintained in a Human

Resource Information System.

Perhaps the most appropriate way to approach a comprehensive review of

employee education is from the standpoint of formal career planning for individ-

uals (on one hand) and formal HR planning for the organization (on the other

hand). Consider

1. Evaluation of paths. Have decision-makers in the organization clarified

educational, experience, and other requirements for each position and for

movement between positions?

2. Evaluation of staff planning. Have decision-makers clarified the organi-

zation’s future staffing needs?

3. Evaluation of educational sourcing. How well is the organization identify-

ing sources for meeting educational needs? Does the WLP department

systematically collect and store such information?

4. Evaluation of educational management. How well is the organization

managing employee educational efforts and tracking them?

5. Meta-evaluation. How is the organization evaluating educational efforts?

Evaluating Talent Development 495



A comprehensive review of employee education is carried out much like a com-

prehensive review of training. In fact, they can be carried out together as well as

separately.

Evaluating Development

What should be evaluated? Development is a long-term change effort carried

out to change the collective competencies of people in group settings.

Employee development activities are difficult to plan, let alone evaluate,

because the odds are stacked against them: Supervisors have trouble defining the

mix of employee competencies needed to match up to group needs; and top man-

agers tend to assume that human skills are acquired easily enough externally (so

long-term internal development efforts will not be necessary).

Organization development (OD) is valued by managers at all levels, once they

know what it is. Most experienced managers know how difficult it is to overcome

resistance to change. Top managers realize that changes in organizational

direction or strategy grow more difficult as they run counter to past tradition,

culture, and group norms. OD encourages cultural change, but is by no means a

“quick fix.”

Non-employee development is rarely approached systematically through

organized talent development activities. Managers sometimes have difficulty

recognizing immediate payoffs from these activities. In the U.S.,however,business

leaders can hardly overlook increasing pressure on business to take an active role in

improving community life.Nor can leaders easily dismis the fact that products and

services are becoming more technologically complex in response to consumer

demand,so there is more need to help consumers learn how to use the  sophisticat-

ed goods and services they buy. Indeed, lack of knowledge among consumers

might be the greatest barrier to future sales growth for some high-technology firms.

While methods of development vary evaluation methods are somewhat similar

to those used in employee education or training. Evaluation can be done before,

during, or after the implementation of a development strategy. When it is done

beforehand, it is front-end analysis or field testing; when it occurs during

implementation, it is concurrent evaluation; when it occurs at the end, it is 
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post-developmental follow-up. Since development is long-term, however, after-

the-fact evaluation is not as useful as it is in training or education.Objectives should

be articulated for each type of development and then used as a basis for evaluation.

Front-End Analysis of Development. To conduct front-end analysis for

employee development, the WLP practitioner must work in tandem with other

managers in the organization to decide on long-term objectives to satisfy the

staffing needs for each work unit. The purpose of front-end analysis for employee

development is to pinpoint the most critical long-term staffing needs of each work

group in line with strategic business plans.

To carry out front-end analysis for employee development, WLP practition-

ers should begin with information about organizational staffing plans. In concert

with other managers in the organization, they should deliberate over such ques-

tions as these: (1) What skills will be needed over three to five years to meet needs

of the organization? (2) What skills or competencies are presently available? and

(3) How can gaps between skills or competencies needed in the future and those

available at present be narrowed?

Once supervisors answer these questions, they need to consider sources.

How can individuals be groomed over the long term for the benefit of the work

group? Sources include long-term mentoring programs; transfer or exchange

programs; special job assignments; field trips; professional conferences; behavior

modeling; and “think tank” experiences. Each must be weighed not so much for

cost as for effectiveness: How useful will it be in meeting the long-term staffing

needs of the work unit?

When is an organizational development intervention appropriate? This

question has to do with front-end analysis for OD. OD is appropriate when

someone desires change because conditions are not meeting expectations, top

managers support change, problems stem from interactions between individuals

or groups, cultural norms are at odds with desired change, and there is sufficient

time and other resources to enact change. Unlike most WLP or talent

development activities, OD facilitates group learning and group change.

When OD practitioners are asked to lend assistance, they begin by collecting

information about the problem that prompted the call for help. In OD, data about

problems is provided to those doing data collection and to decision-makers in
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order to stimulate problem-solving and decision-making. In WLP, data is used to

separate training needs from non-training needs.

In OD, managers and employees set objectives for change. With the help of a

consultant (typically from outside the unit or organization experiencing trouble),

they then choose an appropriate OD intervention.

When is community and/or stakeholder development appropriate? This

question has to do with front-end evaluation for non-employee development.

Progressive decision-makers believe non-employee development efforts are

always appropriate, because business firms should strive for improved relations

with the communities in which their facilities are located and with the society in

which they do business. Improved relations with suppliers, consumers, distribu-

tors, and other key stakeholder groups produce significant advantages to the firm.

The more that stakeholders understand the unique needs of the business, the

more effectively the firm will be able to sell its products or services, obtain neces-

sary supplies, and produce goods or deliver services.

To conduct front-end evaluation for community/stakeholder development,

WLP practitioners need to work with managers in the organization. There are four

questions to ask. First, what future relationships are desirable with each external

stakeholder group? Second, what is the nature of the present relationships between

the organization and each major group outside it? Third, how can talent develop-

ment efforts improve relations between the organization and external groups? Fourth

and finally, what efforts stand the best chance of improving relations over time?

By systematically addressing these questions, managers and WLP practition-

ers establish a unified direction for non-employee development efforts.

Field-Testing Development. The old adage “start small but think big” is

appropriate for any development effort. It is a way of field testing. To field test

employee development, start with one work group or department in the organiza-

tion.Establish a model for employee development in the department or work group

that is appropriate to it.Enlist the support of  managers, supervisors, and employee

opinion-leaders in planning, implementing, and periodically following  up on it.

Once a model of employee development has been successfully used in one

work group or department, it can be extended gradually into the remainder of the

organization.

498 The Strategic Development of Talent



Use exactly the same approach with OD and non-employee development.

Start with one group, devise a successful means of developing the group, scan the

environment for changes, and implement the development effort gradually.

Concurrent Evaluation of Development. Concurrent evaluation controls

development efforts against initial objectives to ensure that activities are in line

with intentions.

The WLP department should hold periodic meetings for interested parties to

assess the progress of developmental efforts and identify areas requiring correc-

tive action. Group meetings can be held for those participating in employee devel-

opment programs or OD interventions. Advisory groups, much like marketing

focus groups, can be assembled to represent external stakeholders, and meetings

can be held with these groups to evaluate non-employee development activities.

Post-Development Follow-Up. Use post-development follow-up only when

there is a need to change employee, organization, or non-employee development

initiatives. Change is appropriate when there is a major shift in strategic business

plans, environmental conditions, staffing strategy, or organizational strategy for

Talent Development.

Post-development follow-up begins with data collected through surveys or

interviews. Results are then presented in meetings, along with information about

the successes and failures of each development effort. This information sets the

stage for establishing new development objectives and new action plans to meet

them.

Evaluating the Talent Development Effort

Definition of Strategic Evaluation. Strategic evaluation (SE) of the Talent

Development effort may be understood to mean monitoring

❙ Results match intentions. Have the consequences of an organization’s

strategy for Talent Development been working as desired?

❙ Organizational strategy for Talent Development is being implemented in

line with long-term objectives. Is the organization practicing operationally

what was preached strategically?
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❙ Organizational strategy for Talent Development is attuned to environmen-

tal conditions as the future unfolds in the present. Were expectations about

the future accurate, and do they still furnish a reliable guide for talent

development activities?

Strategic evaluation of the Talent Development effort is a comprehensive exami-

nation of how well human resources in the organization have been, are being, and

will be developed over time. It is the culmination of separate but comprehensive

reviews of training, education, and development. Its purpose is to take stock of

how well the organization’s strategy has worked, is working, and will probably

work in the future.

When is strategic evaluation appropriate? Strategic evaluation (SE) is

appropriate before, during, and after implementation of organizational strategy.

When a proposed Talent Development strategy is examined before implementa-

tion, it is instrumental in making a strategic choice; when the chosen strategy is

evaluated during implementation, it is called strategy review or concurrent evalu-

ation; when the strategy is evaluated as decision-makers are contemplating a

change, it is called summative evaluation.

Strategic Evaluation Prior to Strategic Choice. Strategic evaluation is help-

ful in choosing organizational strategy for Talent Development. To carry out

Strategic evaluation prior to strategic choice, decision-makers should address five

key issues in line with five key issues that should be regarded for organizational

strategy (Schendel and Hofer 1979):

1. Goal consistency: How much are the goals/objectives of the existing or

proposed organizational strategy for Talent Development internally 

consistent? In short, is the direction unified across proposed activities

and integrated with strategic business plans and HR plans?

2. Design process: How well designed was the process used to formulate the

organizational strategy for Talent Development?

3. Strategy implementation: How well can the organizational strategy be

implemented? Will operating managers do their share? Will the WLP

department do its share? How well-matched to proposed organizational

strategy are structure, leadership, policies, and rewards?
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4. Early indicators: How well has this organizational strategy been working?

Have indicators been established to provide feedback about the effective-

ness of the Talent Development strategy in the early stages of implemen-

tation? Will time allow tentative, small-scale tests of strategy in some

plants or regions without committing all resources to an unproven 

strategy?

5. Strategy content: How well does the existing or proposed organizational

strategy for Talent Development meet the needs and conform to the 

values of key stakeholders inside and outside the organization? How

well does it meet tests for completeness,consistency, resource require-

ments, environmental accuracy, and goodness of fit with environmental

assumptions?

By addressing these questions, decision-makers can choose a strategy that is

appropriate to the organization and its environment.

Strategy Review. Once a unified organizational strategy has been chosen and

implemented, decision-makers need some way to find out whether it is working

out as intended.

A strategy review is a periodic examination of how well the strategy is work-

ing out. It can be included as an item on the agenda of a Strategic Business

Planning review meeting, or it can be the topic of a meeting all its own. Meetings

of this kind should be scheduled on some regular basis—monthly, quarterly,

semiannually, or annually. Often the frequency of review meetings is a function of

hierarchical level. Corporate officers might meet only once or twice a year;

business, functional, and divisional officers usually meet more frequently.

What issues are appropriately addressed during a review of organizational

strategy? First, consider progress to date. Assuming that long-term objectives have

been established to measure achievement, how well is organizational strategy

contributing to organizational learning and adaptation, to preparation of individ-

uals for movement to future jobs, and to performance improvement in present

jobs? Second, review responsiveness to stakeholders. How well is organizational

strategy meeting needs and conforming to the values of top managers, middle

managers, first-line supervisors, nonsupervisory employees, and customers,
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suppliers, distributors, and community members? Third, review the adequacy of

original assumptions. As the future unfolds, assumptions may remain valid, but

strategy implementation may not necessarily follow the original course charted for

it. On the other hand, assumptions may prove faulty and need to be reconsidered.

Are assumptions still valid? Are they congruent with implementation? Fourth,

review realism. Was the original organizational strategy realistic? In short, was it

ever capable of being implemented, or did it call for too much change in too short

a period of time? Fifth and finally, check the availability of skills. Are the skills

needed to implement organizational strategy available to the organization? Do

line managers, supervisors, and WLP staff members possess the necessary skills

or competencies to do what is required of them? By addressing these questions

periodically, decision-makers control actions against intentions and pinpoint

areas needing correction or attention.

Summative Evaluation. For most WLP practitioners, summative evaluation

is backward-looking because it judges the value of past instruction; it is forward-

looking because these judgments are used to make decisions about adopting a

planned learning experience on a broader scale.

When applied to strategic evaluation, the summative approach aims to iden-

tify and underscore the need for a change in the organization’s strategy for

Talent Development. In this sense, it closes the circle begun when the purpose,

goals, and objectives of an organization’s Talent Development effort were 

established.

What issues are appropriately addressed during a summative evaluation of

organizational strategy? First, does the purpose match up to strategic business

plans, HR plans, and the needs and expectations of key stakeholders inside and

outside the organization? Changes in business strategy, major HR plans, and lead-

ership of the organization each might require alterations to the purpose of the

Talent Development effort. Second, does the existing organizational strategy

match up to the external environment of the organization? Major changes outside

the firm may require a complete review of organizational strategy so that people

are being developed in line with present and future needs. Third and finally, does

the existing organizational strategy build on strengths within the firm and mini-

mize weaknesses?
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The most appropriate time to carry out a summative evaluation is during

strategic business planning. Future organizational initiatives imply human skills

or competencies to carry them out. When these skills or competencies 

are not already available, decision-makers should think twice before choosing a

strategy calling for them; when untapped human skills or competencies are avail-

able, decision-makers should think about how this organizational strength can be

put to best competitive use. The development of human resources from within

the organization is only one way to meet future skill needs. Others are recruitment

from outside, short-term and long-term outside contracting, and transfer from

inside. It is clear, however, that the Talent Development effort should support all

strategic business plans. Evaluation helps determine how much it fits in with

strategic plans and just when a new organizational strategy for Talent

Development will be needed.
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AAccttiivviittyy  1122--11:: Importance of Goals in Instructional Evaluation

Directions: Use this activity to do some brainstorming to set priorities. For each job group shown in the left 

column, make some notes about what goals you believe should be most important in evaluating the results of

Talent Development efforts for that group. There are no right or wrong responses.

Job Group Goals and priorities

Top managers Middle Supervisors Employees

managers

1.

2.

3.

4.

5.
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AAccttiivviittyy  1122--22:: Fundamental Issues to Consider in Instructional Evaluation

Directions: Reflect on instructional evaluation in your organization. Use this activity to brainstorm on evalua-

tion. Answer the questions that follow.

Stakeholders

1. Who are the primary stakeholders of planned learning activities in your organization? Who are the pri-

mary stakeholders of instructional evaluation?

Evaluators

2. Who are the primary evaluators of instruction in your firm? Why are they the evaluators?

Content

3. What is the primary focus of instructional evaluation in your organization? Describe it.
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AAccttiivviittyy  1122--22:: (continued)

Timing

4. Is timing of evaluation important? Is it particularly important that the results of evaluation be compiled

and communicated at any specific time?

Purpose

5. Why is instructional evaluation carried out in your organization?

Method

6. How is instructional evaluation carried out in your organization? (Describe the methods that are used.)
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AAccttiivviittyy  1122--33:: Strategic Front-End Analysis of Training

Directions: Use this activity to structure your thinking about the need for training. Answer in the right column

each question posed in the left column.

Question Response

1. What trends in work flow and work methods 

are most likely to be felt over the next year?

2. In what specific work areas is change most 

likely to occur?

3. What changes are likely to be most costly 

in the future?

4. What knowledge/skills can help employees 

prepare for changes in the future?

5. What methods other than formal, 

classroom-based training can help prepare 

employees for changes in the future?

6. What will be the causes of anticipated 

future problems?

7. How can supervisors and managers be 

convinced of the need to prepare for 

anticipated future problems?
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AAccttiivviittyy  1122--44:: Reviewing Organizational Strategy for the Development of Talent

Directions: Use this activity to structure your thinking about organizational strategy for the development of

talent in your organization. Answer the following questions in the space provided.

Progress To Date

1. How well is organizational strategy for the development of Talent contributing to

a. organizational learning and adaptation?

b. the preparation of individuals for movement to future jobs?

c. improving performance on jobs at present?

Responsiveness to Stakeholders

2. How well is organizational strategy for the development of Talent conforming to the values of

a. top managers?

b. middle managers?

c. supervisors?

d. nonsupervisory employees?

e. other stakeholders?
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AAccttiivviittyy  1122--44:: (continued)

Adequacy of Assumptions

3. Have the original assumptions on which organizational strategy for the development of Talent was based

remained valid?

4. Was the original organizational strategy for the development of Talent realistic?

5. Are the skills needed to implement organizational strategy for the development of Talent available in the

organization? Do managers, supervisors, and Talent Development staff members possess the necessary

skills to implement the strategy?
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APPENDICES 

AAppppeennddiixx  II:: A Template to Formulate Organizational Strategy for the

Development of Talent

Directions: Use this template to help you formulate an Organizational Strategy for the devel-

opment of Talent in your organization. For the questions appearing in the left column below,

prepare notes for your organization in the right column. Share the results of this activity with

key stakeholders in your organization. 

Questions Responses/Notes

1. What is your vision of the 

Organizational Strategy for the 

development of Talent in your 

organization? Describe it in words. 

What should it look like?

2. What is the purpose or mission of 

the Talent Development effort 

in your organization? Explain who it 

serves, what it does, when it helps 

people, where it helps people, why

it is done, how it aligns with the 

organization’s strategic business 

Plan, and how it can be measured.

3. Over the next year, what are the 

general goals and the specific, 

measurable objectives of the 

Talent Development effort?
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AAppppeennddiixx  II:: (continued)

Questions Responses/Notes

4. What is the organization doing now

in its Talent Development efforts that 

is especially good? What is the 

organization doing now that can (and

probably should) be improved?

5. What external environmental issues/

trends are likely to affect the organization 

in the future? What are the likely 

consequences of those issues/trends,

and how are they likely to affect the 

Talent Development effort? What threats 

and opportunities will the organization face,

in general, and what threats and 

opportunities are likely to confront efforts to 

develop talent in the organization? 

6. What grand strategy should be chosen for 

the Talent Development effort in your 

organization, and why should it be chosen?

7. What needs to be done to establish an 

effective action plan that will align the 

Grand Strategy for Talent Development 

with the organization’s strategy? What 

should be done about:

❙ Policies of the organization relevant 

to Talent Development?

❙ Leadership of the organization 

relevant to Talent Development?

❙ The organization of Talent

Development efforts of the 

organization?

❙ Rewards and incentives of the 

organization relevant to the Talent 

Development effort?
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AAppppeennddiixx  II:: (continued)

Questions Responses/Notes

8. What role should be played by each 

functional strategy in the implementation 

of the Talent Development effort? Address 

specifically how each of the following 

should help to achieve the organization’s 

Talent Development objectives:

❙ Organization development

❙ Non-employee development

❙ Employee development

❙ Employee education

❙ Training

9. How should the relative success of the 

Organizational Strategy for the 

development of Talent be measured? 
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AAppppeennddiixx  IIII:: An Instrument to Assess the Competencies of Stakeholders in the Talent

Development Effort

Directions: Use this instrument to assess how well you are able to demonstrate the competencies essential for

success in formulating, implementing, and evaluating an organizational strategy for the development of Talent.

For each competency listed in the left column below, rate your own perceived level of competence in the 

center column. Use this scale:

1 = Lacks essential knowledge, skills, and attitudes

2 = Possesses some essential knowledge, skills, and attitudes

3 = Possesses adequate essential knowledge, skills, and attitudes to function professionally

4 = Possesses greater-than-adequate essential knowledge, skills, and attitudes to function professionally

In the right column, make notes to yourself about what you believe you should do to increase your competence. 

When you finish, summarize the key areas/competencies in which you feel a need to build your competence. 

Competencies Your rating Notes

Lacks                              Possesses

greater than

How well can you demonstrate adequate What do you believe you should 

each competency listed below? 1 2 3 4 do to increase your competence?

Visioning

1. Formulates a clear, 1 2 3 4

compelling vision of what 

the Talent Development 

effort should do and what 

results it should achieve 

in the organization

2. Works with others to 1 2 3 4

establish buy-in and 

ownership for the vision 

of the Talent Development 

effort

Establishing Purpose, Goals, and Objectives

3. Formulates a clear 1 2 3 4

purpose statement for the 

Talent Development effort 

that is aligned to achieving 

the organization’s 

strategic objectives 
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AAppppeennddiixx  IIII:: (continued)

Competencies Your rating Notes

Lacks                              Possesses

greater than

How well can you demonstrate Adequate What do you believe you should 

each competency listed below? 1 2 3 4 do to increase your competence?

4. Works with others to 1 2 3 4

establish buy-in and 

ownership for the purpose 

statement of the Talent 

Development effort

5. Formulates clear goals for 1 2 3 4

the Talent Development 

effort

6. Works with others to 1 2 3 4

establish buy-in and 

ownership for the goals of 

the Talent Development 

effort

7. Formulates clear, 1 2 3 4

measurable objectives for 

the Talent Development 

effort 

8. Works with others to 1 2 3 4

establish buy-in and 

ownership for the 

objectives to be achieved

Conducting Internal Appraisal

9. Identifies areas of the 1 2 3 4

Talent Development effort 

that are stronger than 

others

10. Identifies areas for 1 2 3 4

improvement for the 

Talent Development effort
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AAppppeennddiixx  IIII:: (continued)

Competencies Your rating Notes

Lacks                              Possesses

greater than

How well can you demonstrate adequate What do you believe you should 

each competency listed below? 1 2 3 4 do to increase your competence?

11. Summarizes present 1 2 3 4

strengths and weaknesses

Conducting External Environmental Scanning

12. Identifies areas of the 1 2 3 4

Talent Development effort 

that are stronger than 

others

13. Identifies areas for 1 2 3 4

improvement for the 

Talent Development effort

14. Summarizes present 1 2 3 4

strengths and weaknesses

15. Formulates clear goals 1 2 3 4

for the Talent 

Development effort 

16. Works with others to 1 2 3 4

establish buy-in and 

ownership for the goals of 

the Talent Development 

effort

17. Formulates clear, 1 2 3 4

measurable objectives for 

the Talent Development 

effort 

18. Works with others to 1 2 3 4

establish buy-in and 

ownership for the 

objectives to be achieved
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AAppppeennddiixx  IIII:: (continued)

Competencies Your rating Notes

Lacks                              Possesses

greater than

How well can you demonstrate adequate What do you believe you should 

each competency listed below? 1 2 3 4 do to increase your competence?

Conducting Internal Appraisal

19. Identifies areas of the 1 2 3 4

Talent Development effort  

that are stronger than

others

20. Identifies areas for 1 2 3 4

improvement for the 

Talent Development effort

21. Summarizes present 1 2 3 4

strengths and weaknesses

Conducting External Environmental Scanning

22. Identifies external 1 2 3 4

environmental issues/

trends that may create 

future opportunities for 

Talent Development

23. Identifies  external 1 2 3 4

environmental issues/

trends that may create 

future threats for Talent 

Development

24. Summarizes future threats 1 2 3 4

and opportunities
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AAppppeennddiixx  IIII:: (continued)

Competencies Your rating Notes

Lacks                              Possesses

greater than

How well can you demonstrate adequate What do you believe you should 

each competency listed below? 1 2 3 4 do to increase your competence?

Choosing organizational strategy for the development of talent

25. Selects Organizational 1 2 3 4

Strategy for the 

development of Talent 

based on a comparison 

between present strengths/

weaknesses to future 

threats/opportunities

Implementing organizational strategy for the development of talent

26. Aligns the organization’s 1 2 3 4

policies, leadership, 

rewards, organizational 

structure, and other issues 

essential to implement the 

Organizational Strategy for 

Talent Development 

Implementing organizational strategy for the development of talent

27. Evaluates the results of the 1 2 3 4

Organizational Strategy for 

the development of Talent
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