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ABSTRACT

Training in organizations is an ongoing activity that often consumes a large
portion of the organizational budget. However, research in the area of training
is sparse, particularly in areas such as determining the methods that will
maximize learning in training programs. Recent research has focused in the
area of trainee motivation-to-learn and how this variable is related to
satisfaction with and learning in training. The present study was conducted to
determine the effect of providing feedback of needs assessment information on
individuals' motivation-to-learn prior to training. Individuals who were to receive
feedback from a needs assessment prior to training were postulated to report
higher motivation-to-learn than were individuals who were not to receive
feedback from a needs assessment. Individuals who received feedback from a
needs assessment prior to training were postulated to have higher posttest
training scores than were individuals who did not receive feedback from a
needs assessment. To examine more specifically how reactions to feedback
impact motivation-to-learn, motivation-to-learn prior to training was examined as
it was impacted by cognitive mechanisms underlying reaction to feedback such
as self-satisfaction with performance, self-perceived task competence, self-set
goals, and perceived accuracy of feedback. Data were collected from
supervisors who attended a policies and procedures training program. One
group was given feedback from needs assessment, consisting of a knowledge

pretest, while another group completed the pretest but did not receive feedback.
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Measures of perceived accuracy of feedback, self-perceived task competence,
self-satisfaction, self-set goals for future performance, and motivation-to-learn
were collected from the group who received feedback. A posttest measure of
knowledge was collected from both groups. )

The results showed that individuals who received feedback from needs
assessment had higher posttest assessment scores than did those who did not
receive needs assessment feedback. Also, individuals who received feedback
from needs assessment reported higher initial motivation-to-learn than did
those who did not receive needs assessment feedback.

For individuals who received feedback that actual performance was less
than expected performance, the closer actual performance was to expected
performance, the more feedback was perceived as accurate. Individuals
attended to feedback information and changed their self-perceived task
competence in logical ways. Individuals who received feedback that actual
performance was lower than expected performance lowered their self-
perceived task competence while individuals who received feedback that actual
performance was higher than expected performance raised their self-perceived
task competence. If actual performance was lower than expected performance,
individuals were dissatisfied with performance. In terms of motivation-to-learn,
individuals who were dissatisfied with the thought of performing the same on
the posttest as they did on the pretest reported higher motivation-to-learn than
those who were not dissatisfied. Individuals who tended to have internal locus

of control set higher goals, had higher self-perceived task competence, but did
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not show less self-satisfaction with performance than did those individuals who
tended to be externals.

It was concluded that feedback from needs assessment information is
useful to the extent that participants score higher on a posttest assessment than
did individuals who did not receive feedback from skills assessment. Aithough
it was speculated that motivation-to-learn would increase after feedback,
average expressed motivation-to-learn was not significantly different after
feedback regardless of the difference between participants’ actual performance
and expected performance. And regardless of the level of motivation-to-learn
after feedback, posttest scores were higher for the feedback group than for the
no feedback group; there was no relationship between motivation-to-iearn and
posttest performance in the present study. .

More research is recommended in the area of motivation-to-learn,
specifically on how motivation-to-learn relates to performance in training and to
posttest assessment performance. In future research the variables that impact
motivation-to-learn at different times prior to and during training should be
examined. Laboratory research would be useful to isolate the variables that
impact motivation-to-learn and to determine whether and how motivation-to-

learn is related to increased performance in training.
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CHAPTER |
INTRODUCTION

Employee training is used by organizations to bring new employees
up to performance standards, to retrain employees for new positions, and in a
variety of other organizational areas. Today, with changing technology, new
market strategies, and increasing international competition, training and
development are even more vital to organizations' effectiveness.

Given the magnitude of training and development efforts in
organizations, rigorous research on training issues is surprisingly scarce.
Research needs in training and development encompéss many areas, from
assessing needs to evaluating the effectiveness of different training methods.
In reviews of the training literature, Goldstein (1980) and Wexley (1984)
recommended more research focusing on the needs assessment phase of
training. These researchers suggest one major area of research focus
should be determining the readiness of the trainee for learning.

Trainability refers to a person's ability to acquire the skills, knowledge
or behaviors necessary to perform a job at a given level and to achieve these
outcomes in a given time (Robertson and Downs, 1979). Trainability is a
function of the trainee's ability and motivation (Maier, 1973). Trainee ability
has been studied to a greater extent than trainee motivation and the impact of
trainee motivation on learning. Wexley (1984), in his review, noted that the

research has focused almost exclusively on trainee ability and that more



research is needed on the motivational component of trainability. Trainees
that have the required ability for an organizatidnal training program but who
lack the motivation to complete it will probably not benefit from training.
Motivated trainees will probably learn more during t?aining, presumably
because they will pay closer attention during instruction and will work harder
and longer than will unmotivated trainees. More research on motivation-to-
learn needs to be conducted so that the effectiveness of training can be
maximized.

Unfortunately, the field of motivation lacks an integrated model that is
accepted by a majority of theorists. Instead, motivation theories tend to be
focused on one characteristic of motivation such as need, equity, or
expectancy. Research on motivation in a training context has not been
focused on any particular theory of motivation. For example, in an early study
focusing on trainee motivation, Ryman and Biersner (1975) surveyed a group
of trainees in the Navy School of Divers about training confidence and
motivation and found that scores were related to success in the training
program. Sanders and Yanouzas (1983) developed a method to socialize
trainees at the beginning of training so that they were maximally prepared to
learn the training material that involved goal setting for performance in
training.

More recently, Noe (1986) postulated a model of the relationship
between trainee attributes and attitudes and performance in training that
includes motivation-to-learn as a variable. Noe and Schmitt (1986) and other

recent researchers use the term motivation-to-learn to describe the trainees'



willingness to learn the material presented in the training program. Noe and

Schmitt tested the model using a group of school administrators as subjects.
They hypothesized that trainees' reaction to needs assessment, locus of
control, self efficacy, and expectations about training ;vould be related to
motivation-to-learn, reaction to training, learning in training, transfer of
learning to the job, and to change in important organizational criteria.
Although the results did not adequately support their model, their research
was an initial step in understanding motivation prior to and during training. If
motivation-to-learn can be positively impacted, organizations should be able
to greatly increase the effectiveness of their training. More research is
needed in this important area.

Campion and Lord (1982) espouse control systems theory to explain
how individuals are motivated. A control system includes a referent state,
and progress toward that state is monitored with a sensing function.
Campion and Lord conceive of the system as a consistent process of
monitoring, comparing, and adjusting effort or cognitions. In their research,
feedback and goal setting are central to future performance. Feedback from
performance is compared to a standard held by the individual. The individual
chooses the standard or goal for future performance based on that
comparison. A variety of variables impact this process, including self-
reactions to feedback such as self-satisfaction, and individual difference
characteristics.

In a needs assessment situation feedback may be useful to provide

the trainees with information that may increase their performance. The



results of a carefully conducted needs assessment should give the trainee an
indication of his or her strengths and weaknesses in the areas where training
is provided. Research on the effects of feedback of various measures of
performance has been conducted, but no research has demonstrated the
impact of feedback from needs assessment in a training context. In the
present study the impact of needs assessment feedback on training posttest
performance was examined. Feedback of needs assessment information
was postulated to result in an improvement in training posttest performance.

As hypothesized by Noe and Schmitt (1986), trainees' reaction to
needs assessment may be an important contributor to their motivation-to-
learn in the training program. Hicks (1984), Moitra (1976), and Froman
(1977) found that trainee's expectancies about training were related to
motivation-to-learn prior to training, presumably because of the clarification of
what the trainee can expect to gain from training and the facilitation of
personal goal setting. Feedback from needs assessment should have a
similar result. Therefore, in the present study the process of providing
feedback of needs assessment results to individual trainees was postulated
to result in higher initial motivation-to-learn prior to training.

Feedback of needs assessment results to the trainee should provide
valuable information for personal use and should increase motivation-to-
learn in the training program by clarifying expectancies, strengths and
weaknesses, and allowing for goal setting. However, as shown by research
in the feedback area, individuals react in different ways to feedback about

their skills. The way in which individuals react to feedback may affect the



impact of the feedback and the use of the feedback for guiding future
performance. At each point in the control system when an individual receives
feedback, he or she probably reacts to the feedback before making
alterations in goals for future performance. ligen, Fisher, and Taylor (1979)
developed a model of feedback based on research that postulates that the
way feedback is perceived, accepted, and responded to by a person is in part
a function of the source of the message, the sign of the message, and the
individual's frame of reference when he or she receives the message. Locus
of control (Rotter, 1966) has been studied as a variable that may impact the
perception of, acceptance of, and response to feedback. Needs assessment
feedback may have differing impact on individual trainees in a training
situation depending on these variables and conditions.

In keeping with Campion and Lord's (1982) dynamic model of the
feedback/goal setting process, Bandura and Cervone (1983, 1986) studied
individual's cognitive. reactions to feedback and the impact of those reactions
on motivation for future performance. Their research was focused on self-
perceived task competence, self-satisfaction, and self-set goals as cognitive
mechanisms underlying motivation. These cognitive mechanisms are self-
reactions to feedback from performance. First, the level of past performance
influences self-perceived task competence, which in turn influences how the
individual feels about his or her ability to perform the behavior again.
Second, self-satistaction refers to the individual's satisfaction with the level of
performance attained, but specifically focuses on whether the individual

would be satisfied with the same level of performance in future attempts.



Finally, in a control-theory manner, self-set goals for future performance are
motivational in themselves.

These variables have been found to contribute to motivation for future
performance, depending on the discrepancy between an individual's
expected performance and actual performance. That is, the favorability and
the magnitude of the discrepancy between actual performance compared to
expected performance may impact self reactions to feedback and therefore,
motivation-to-learn on future attempts. One focus of the present study was on
individuals' self-reactions after feedback from needs assessment and how
the self-reactions are related to expressed motivation-to-learn. The variables
studied include perceived accuracy of feedback, self-perceived task
competence, self-satisfaction, and self-set goals. These variables were
examined within various feedback discrepancy conditions. For example, the
subjects were grouped according to whether their performance was better
than they expected, whether their performance was just short of what they
expected, and whether their performance was far short of what they
expected.

In the present study the research of Bandura and Cervone (1986) was
extended. In Bandura and Cervones' research, it was found that within
feedback discrepancy conditions, goals for future performance varied widely.
In the present study it was postulated that the study of locus of control would
shed some light on how individuals react to feedback. Individuals who tend
to have internal locus of control have been found to accept and use feedback

for the improvement of performance more than individuals who tend to have



external locus of control. For the present study it was postulated that locus of
control would moderate the relationship between the discrepancy between
actual and expected performance and cognitive reactions to feedback, with
individuals who tend to be internal setting higher goéls for learning, being
more dissatisfied with negative feedback discrepancy, and perceiving

themselves as more competent than individuals who tend to be external.

1. SUMMARY

To summarize, the focus in the present study was on areas which are
important for understanding trainee motivation-to-learn. The effect of
feedback from needs assessment on expressed motivation-to-learn prior to
training and on posttest training performance was examined. Cognitive
reactions to needs assessment feedback in terms of perceived accuracy of
feedback, self-perceived task competence, self-set goals, and self-
satisfaction were examined along with the impact of these variables on
motivation-to-learn. Locus of control was examined as a moderator of these
relationships.

A review of the relevant literature relating to training and development,
feedback, motivation-to-learn in training is contained in Chapter Il. Following
the literature review, the hypotheses of the study are presented. Chapter |
contains a review of the methodology of the study. Chapter IV contains the
results of the study. Finally, Chapter V contains a discussion of the results of
the study, the limitations of the study, and comments on the practical and

theoretical implications of the study.




CHAPTER Il

LITERATURE REVIEW

Training has been defined by Landy (1985) as "a set of planned activities
on the part of an organization to increase the job knowledge and skills or to
modify the attitudes and social behavior of its members in ways consistent with
the goals of the organization and the requirements of the job" (p. 263).
Goldstein (1986) views training as a system, with needs assessment
conducted first, objectives of the program derived from the needs assessment
information, the program designed, criteria developed by which to assess if
goals are being met, and continual feedback toward modification of the
program to meet its goals.

As part of needs assessment, the trainee's readiness for training, or
trainability, can be assessed. Trainability refers to a person's ability to acquire
the skills, knowledge, or behaviors necessary to perform a task at a given level,
and to achieve these outcomes in a given time (Robertson and Downs, 1979).
Trainee ability has been found to impact training performance (Reilly and
Manese, 1979; Robertson and Downs, 1979) but trainee motivation has been
the focus of fewer studies. Trainee attitudes, expectancies, or motivation-to-
learn prior to training were found to be predictive of success in training (Ryman
and Biersner, 1975; Tubiana and Ben-Shakar, 1983). More recently, Noe and

Schmitt (1986) found that trainees' reaction to the assessment of their skills




(conducted before training) predicted satisfaction in training. Hicks (1984),
Moitra (1976), and Froman (1977) found that expectancies about training
impacted motivation-to-learn prior to training and in some cases self-reported
learning in the program.

Unfortunately, no integrated model of motivation exists that can be used
to guide research and application of results in the training area. One area of
recent research, control systems theory, may be helpful in studying trainee
motivation. According to Campion and Lord (1982), a control system includes
a referent (or desired) state and progress toward that state is monitored with a
sensing function. If a discrepancy occurs between the actual and the desired
state, the individual must make a decision whether to exert effort toward
correcting the discrepancy or whether to change the referent state. Campion
and Lord conceive of the system as a consistent process of monitoring,
comparing, and adjustment of effort or cognitions. Feedback allows a constant
comparison to a standard and allows for future goal setting. In the case of a
discrepancy between expected and actual performance, an individual can
correct a performance discrepancy either by changing referent goals or by
changing behavioral output.

In keeping with control systems theory, conducting a needs assessment
and providing the trainee with specific feedback may increase that trainee’s
motivation-to-learmn. In the present study it was postulated that individuals who
will receive feedback from needs assessment will report higher initial

motivation-to-learn and will have higher posttest training performance than will

individuals who will not receive feedback from needs assessment.
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Although feedback has been shown to be effective in a variety of
situations, less research has been conducted on the cognitive reactions to
feedback and how these affect motivation. Research on individuals' reaction to
needs assessment feedback may shed light on the mechanisms underlying
motivation in a training setting. Much feedback research has focused on how
future performance levels are increased with feedback provided to the person
about past performance. A new direction for research has been to focus on the
individual's reaction to and use of feedback. ligen, Fisher, and Taylor (1979)
present a model of individual use of feedback in which they postulate that the
way feedback is perceived, accepted, and responded to by an individual is a
function of the source of the message, the sign of the message, and the
individual's frame of reference when he or she receives the message. Locus of
control (Rotter, 1966) has been studied as an individual difference variable that
may affect the perception, acceptance, and use of feedback.

Bandura and Cervone (1986) have studied individuals' cognitive
reactions to feedback and the impact of those reactions on motivation for future
performance. The focus of their research was on self-perceived task
competence, self-set goals, and self-satisfaction as cognitive mechanisms
underlying motivation for future performance. They found that each of these
variables differentially contributed to motivation under various false feedback
conditions. Continued study of these variables may shed more light on how
needs assessment feedback can impact individuals' motivation-to-learn prior to .

training.
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The present study is focused on trainee reaction to needs assessment
feedback in terms of perceived accuracy of feedback, self-perceived task
competence, self-satisfaction, and self-set goals, and subsequent motivation-
to-learn prior to training. Locus of control was examined as it impacts reaction
to feedback.

In this chapter, relevant literature will be reviewed and the hypotheses of
the study will be presented. Background information on training and
development is presented first. The research in the areas of trainability,
feedback, and motivation-to-learn is reviewed and research needs will be
presented. The research focus of the study will be reviewed, followed by the

hypotheses of the study.

1. TRAINING AND DEVELOPMENT

Goldstein (1986) has estimated that industrial corporations spend $40
billion a year and thg federal government spends $500 million a year on
training programs in this country. Training and development continue to be a
necessity to any organization, both to prepare new employees for their jobs
and to prepare current employees for job changes, so that organizations can
compete in constantly changing technological markets (Wexley, 1984). Hall
and Fukami (1979) postulate that individual learning is of increasing
importance to an organization because of the decline in employee
identification with the organization, the increase in dual career couples, the

need for mid-career learning, and the turbulent organizational environments of

today.
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Training has been defined by Landy (1985) as "a set of planned activities
on the part of an organization to increase the »job knowledge and skills or to
modify the attitudes and social behavior of its members in ways consistent with
the goals of the organization and the requirement of the job" (p. 263). In an
organization, training may be on-site or off-site and may encompass a variety
of methods, from lectures to business games. Despite the ubiquity of training
and development efforts, little research has been conducted in this area.
According to Hinrichs (1976), there is no universally accepted model of the
training process to guide research. Campbell (1971), Wexley (1984), and
Goldstein (1980), in reviews of the training literature, have called for more
research in all areas of the field. Since training is a crucial human resource
function for organizations, rigorous research on the training process and
variables which may impact that process would be of great benefit.

Goldstein (1986) refers to the systematic development of training
programs as instructional technology. In the systems approach, training must
be a planned process; each phase of training affects and is affected by the
other components of the system, and continual feedback is necessary to
ensure that training programs are meeting goals. He presents a mode! of an
instructional system that includes the interrelated phases of needs assessment,
design of training, development of criteria, choice of evaluation design, and
evaluation. In Goldstein's model, the evaluation of training provides a

continuous cycle of feedback about whether the training is meeting the

objectives of the program.
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The determination of the objectives of a training program shouid be
based on a thorough analysis of the individual and organizational
development needs. The needs assessment phase consists of organizational
analysis, task or job analysis, and person analysis (h‘AcGehee and Thayer,
1961). Although the needs assessment phase is critical for the effective
functioning of the training program, it is often poorly conducted or overlooked
altogether. The first step in needs assessment, the organizational analysis, is
an examination of the short-term and long-term goals of the company, the
organizational climate as it affects training, and of the resources available for
training. For example, the training staff must assess whether top management
supports the training effort and whether management at all levels will support
the transfer of the léarning material. The trainee who perceives that he or she
will be unable to use the skills learned in training back on the job will probably
find little reason to learn the material. Past experiences with the training and
development department can also impact trainees’ expectations of what the
current program will entail.

The task or job analysis is the process of breaking down the job into its
component parts and specifying the attributes and actions that are necessary to
perform the job. The job analysis information is useful in deriving the
objectives of the training program and provides the basis for the next step in
needs assessment, the person analysis.

The person analysis is conducted to determine how the knowledge,
skills, and abilities the employees possess measure up to those needed on the

job as determined by the task or job analysis. Performance appraisal
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techniques usually provide the basis of the person analysis. Techniques for
person analysis can include behavioral ratings, output measures, and
proficiency or job knowledge tests (Wexley and Latham, 1981).

An important step after the needs assessment has been conducted is to
consider the trainees' readiness for learning, or trainability. The research on

trainability is discussed in the section below.

2. TRAINABILITY

Trainability refers to a person's ability and motivation to acquire the skills,
knowledge, or behaviors necessary to perform a job at a given level and to
achieve these outcomes in a given time (Robertson and Downs, 1979). As part
of the person analysis, the potential trainees who need to improve skills,
knowledge, or behaviors are identified. After identifying potential trainees, the
issue of the employee's trainability, the readiness of the employee for training,
can be examined.

According to Maier (1973), trainability is a function of the trainees’ ability
and motivation. Employees' maturational and experiential factors prepare
them to a certain extent for the learning environment in the training program.
But although a trainee may have the ability to complete the material in training,
he or she should also be motivated to complete the training. Although never
examined in research, maximization of trainee motivation before the training
program actually begins (Sanders and Yanouzas, 1983) may help improve the
effectiveness of training, since a trainee who begins a program with a high

level of motivation should be able to maximize learning. The trainee may be
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better prepared, pay more attention, and learn how to maximize the match
between the program and their needs. The need for more focus on trainee
motivation is evident from the results of a recent survey in which 47% of the
companies in the sample cited lack of trainee motivation as a reason that
training and development efforts fail (Training and Development Journal ,
1986). Given that trainability is an important concept, the literature in the area
is reviewed. Research on trainee ability is reviewed below, followed by a

review of the research on trainee motivation.

i ili

Trainee ability as a predictor of training performance has been the focus
of several studies. Ability refers to the knowledge, skills, and abilities
necessary to successfully master the training material. Robertson and Downs
(1979) reviewed a series of studies in which trainability tests were used to
predict performance in training. Reilly and Manese (1979) used a self-paced
training course to pfedict performance in in a long-term training course in
electronic switching systems for Bell System employees. Since the longer
course was expensive to conduct for each trainee, the ability to predict training
performance had much utility to the company. Asher and Sciarrino (1974)
found that particular work sample tests had more validity than others when.
training performance was used as the criterion. Training performance has also
been used to predict future job performance. Gordon and Cohen (1973) used

success in training to predict success on the job in a welder training course.
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Bale, Rickus, and Ambler (1973) used undergraduate training grades to predict
advanced level aviation performance.

The results of the studies reviewed above suggest that trainee ability can
be used to predict performance in training. The research on trainee motivation

as a predictor of training performance is reviewed below.

Trainee Motivation
Hall and Fukami (1979) postulated that the more a learner is ready and

motivated to learn, the more learning will occur. Motivation-to-learn has been
described as a specific desire on the part of the trainee to learn the material
presented in the training program (Hicks, 1984). Unfortunately, motivation-to-
learn prior to training has not received a great deal of research attention. In
one study, Ryman and Biersner (1975) surveyed trainees in the Navy School
for Divers three days prior to training. The questions on the survey dealt with
the trainee's confidence in his ability to complete the program, with the support
the trainee had from éignificant others to complete the program, and with
course expectations. The scores on the questionnaires were found to predict
success in the training program. They also correlated the motivation scores
with a test of serum uric acid variability, which has been shown to be related to
motivation, drive, and achievement. The correlation between the two van‘abies
was significant, indicating that the results from their motivation-to-learn
measure converged with another measure of motivation. Deleo and Slaughter
(1978) found that satisfaction with an Air Force Traffic Safety program was

positively related to the answers to such pretest questions as "l am looking
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forward to taking this course” and "l will learn a number of things from this
course". Tubiana and Ben-Shakar (1982) uséd a questionnaire focusing on
trainee motivation and personality variables to predict success in training.
Hicks (1984) and Moitra (1976) found that trainee éxpectations, prior to
training, that effort would lead to performance and that performance would lead
to valued outcomes were related to self reported measures of learning after the
program was over.

Noe and Schmitt (1986) examined trainee attitudes and attributes and
how they might impact motivation-to-learn and learning in a training program.
Specifically, their research focused on trainee locus of control, expectancies,
career planning, job involvement, and reaction to needs assessment. They
found that job involvement and career planning were related to learning and
behavior change. Also, reaction to needs assessment predicted satisfaction
with training.

Sanders and Yanouzas (1983) developed a method to socialize trainees
at the beginning of training so that they were maximally ready to learn the
training material. The method consisted of the following steps. First, the norms
and goals that the trainer believes are important for trainees to embrace if
learning is to occur and if expected outcomes are to be achieved are identified.
Next the trainer assesses whether the trainee is ready for learning and
discusses the results with the trainee. The trainee then sets personal learning
goals and objectives. After the course is completed the trainee compares

those goals with actual outcomes.
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In sum, the initial research in this area suggests that organizations may
benefit from maximizing trainee motivation-to-learn prior to training since
motivation-to-learn has been shown to be related to various outcomes that are
positive for the organization. Unfortunately, no integ}ated model of motivation
exists that has been used to guide past research and can be used to guide

future research in the training area.

3. MOTIVATION THEORY

There are several varieties of motivation theories, encompassing goals,
equity, expectancy, and needs. One motivation theory, expectancy theory, has
its focus on the cognitions of the individual (Mitchell, 1982). It is postulated that
an individual will choose to put forth effort in a situation where the
consequences are favorable and where effort is minimized. Three concepts
are the focus of the theory - expectancy, instrumentality, and valence.
Expectancies refer to the individual's perception of the likelihood that a certain
amount of effort will lead to improved performance. Instrumentality refers to
the individual's perception of the likelihood that improved performance wiil
lead to attainment of valued outcomes. Valence refers to that individual's
beliefs about the desirability of the valued outcomes. According to the theory,
before an individual chooses to put forth effort, he or she asks him or herself
whaether effort will lead to improved performance, whether improved
performance will lead to rewards, and whether those rewards are valued. A
number of versions of this theory have been espoused and methodological

issues about the determination of leve! of effort have not been resolved
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(Mitchell, 1982), but the theory still offers some useful prescriptions for the
training staff in the design of the training program. To maximize motivation in
training, trainees should see that effort on their part will lead to learning and
that learning will be tied to some reward that is valued by the trainee.

Goal setting has been studied extensively by Locke and his associates
and the research is reviewed in Locke, Shaw, Saari, and Latham (1981). Goal
setting theorists suggest that an individual's behavior is the result of attempting
to achieve various goals. These goals can be external to the individual, such |
as job assignments, or internal to the individual, such as a personal weight loss
goal. Researchers have shown that goals are more effective if they are
moderately difficult, specific, and accepted by the individual. Goal setting in
conjunction with feedback has been shown to result in higher performance
than conditions of goal setting alone or feedback alone (Locke et al., 1981). If
this research extends to a training setting, to maximize motivation in a training
program, the trainee should have a moderately difficult, specific goal to work
toward that he or she has accepted, and feedback about how performance
matches that goal.

One area of recent research, control systems theory, may be helpful in
learning about trainee motivation. According to Campion and Lord (1982), a
control system includes a referent (or desired) state and progress toward that
state is monitored with a sensing function. If a discrepancy occurs between the
actual and the desired state, the individual must make a decision whether to

exert effort toward correcting the discrepancy or whether to change the referent

state. Campion and Lord conceive of the system as a consistent process of
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monitoring, comparing, and adjustment of effort or cognitions. Feedback
allows a constant comparison to a standard and allows for future goal setting.
In the case of a discrepancy between expected and actual performance, an
individual can correct a performance discrepancy either by changing referent
goals or by changing behavioral output.

Feedback seems to be important for maximizing motivation for
performance. Providing feedback from needs assessment to a trainee prior to
training may improve motivation-to-learn. In the next section, in light of the
importance of feedback for improved performancs, the research on feedback

will be reviewed.

4. NEEDS ASSESSMENT WITH FEEDBACK

Feedback is information about the difference between a referent level
and actual level of a variable (Ramaprasad, 1983). Feedback can serve two
functions, a directional function that allows specification of appropriate
behaviors and a motivational function by its association with outcomes and
desired rewards. Feedback is crucial in organizational environments for
knowledge of performance and the learning of organizational roles (Katz and
Kahn, 1978). The traditional focus of feedback research has been on the
relationship of goal setting and feedback to performance. Research has shown
that feedback consistently improves the level of performance. However, the
mechanisms through which feedback causes motivation under certain
conditions has not received as much attention (Bandura and Cervone, 1983,

ligen et al., 1979).



Feedback is important in the arrangement of the training environment.

According to Wexley and Latham (1981), feedback serves three functions in
promoting learning and motivation. First, it tells the trainees whether their
performance is on target and allows for alterations in subsequent performance.
Second, knowledge of level of performance also makes the training
environment more interesting to the trainee and makes the trainee more willing
to learn. Finally, it leads to either implicit or explicit goal setting for maintaining
or improving performance.

Information derived from a needs assessment is important to the training
staff for the design of the program but may also be useful to the trainee.
Information that the employee attains about himself or herself from the needs
assessment may be useful for determining strengths and weaknesses, for
setting learning goals, and for clarifying expectations about the training
program. Nevertheless, employees are often sent to training programs without
any specific goals for improvement or awareness of what they might gain from
the training program. In mandatory training, for example, the trainee's needs
and the objectives of the program may not be matched. And, because no
information is provided about his or her level of competency, the trainee must
use a self assessment to judge his or her level of competency. Personal goals
for learning, if any are set by the trainee, may not be based on the goals or
objectives of the training program. In addition, the trainee may not perceive the
match between the training program's objectives and personal developmental
needs. Emener, Rasch, and Spector (1983) measured educators' willingness

to attend an inservice training program and found that it was negatively related



22

to training need. The educators who could have benefited from training may
have been more willing to attend the inservice» if they were made aware of their
need for training.

Hicks (1984) has shown that when training wés 'previewed', trainees
were more aware of expectancies and instrumentalities and therefore were
more motivated to learn. Hicks and Klimoski (1987) found that degree of
choice about a training program was related to higher training achievement
scores and to higher self-reported learning. Ford and Noe (1987) correlated
attitudes toward training utility with self-reported needs for training and found
that managers with negative attitudes toward training tend to report less need
for training than do managers with positive attitudes toward training. If a
particular training program is required for all employees, the training staff
should make an effort to let each employee know what he or she can gain from
the program. This effort should clarify trainees' expectancies and increase
their motivation-to-learn because of the perceived link between effort and
valued outcomes. It may be that lessening the 'reality shock' associated with a
new situation probably provides better preparation to begin learning. It is
important to clarify how an employee's needs can be met by a particular
program. The program may be an informative course with something to offer to
any employee regardiess of their tenure with the organization, but if the trainee
is not prepared to learn the material from the beginning, valuable training time
may be lost. It is speculated that maximizing motivation from the beginning of

the program should increase the effectiveness of training and provide the most

benefit to the trainees and to the organization.
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In his model, Noe (1986) presents possible trainee attributes and
attitudes that may affect motivation-to-learn prior to training and subsequent
training effectiveness. His model includes the variab‘les of locus of control,
expectancies and self-efficacy, career and job attitudes, and reaction to needs
assessment as predictors of motivation-to-learn, learning, behavior change,
and results. Noe and Schmitt (1986) tested the model with a group of 60
school administrators who attended a training program designed to improve
the administrative and interpersonal skills of educators. The initial model was
not satisfactorily supported and a revised model was postulated based on the
data collected. In the revised model locus of control is antecedent to reaction
to needs assessment and reaction to needs assessment is antecedent to pre-
training motivation and reaction to training. The researchers found that
trainees' reaction to needs assessment was an important antecedent to trainee
satisfaction with the program. Trainees who perceived that the needs
assessment accurately identified their strengths and weaknesses were more
likely to see the training content as being useful to them. In many
organizations, training departments respond to fads in training by offering the
latest training programs on the market. Employees in such organizations may
not have a clear idea of what kinds of programs are offered and what to expect
from them. In contrast, an organization that bases its training programs on a
thorough needs assessment may be able to better communicate how its
training programs can impact a trainee's knowledge, skills, or abilities.

Based on the research in the preceding sections, the following

hypotheses are postulated for the present study. Individuals who receive
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feedback from needs assessment will report initial higher motivation-to-learn
than will individuals who do not receive feedback from needs assessment prior
to training. In addition, individuals who receive feedback from needs
assessment will have higher posttest training scores than will individuals who
do not receive feedback from needs assessment prior to training. In the next
section, research on individual's reaction to feedback is presented and a

framework for the study of reaction to feedback is discussed.

5. INDIVIDUAL REACTION TO FEEDBACK

Needs assessment feedback would seem to allow a trainee to assess
strengths and weaknesses, set goals for learning, and clarify expectancies for
training. However, research in other areas indicates that individuals react to
feedback about their skills in different ways. In some training programs, a
trainee is chosen to attend because of a need in a particular area or areas,
based on a needs assessment which shows a less than adequate performance
level for the trainee. Understanding the trainee's reaction to feedback,
particularly negative feedback, is important for understanding motivation-to-
learn prior to training. An individual's reaction to feedback may determine the
magnitude of the impact of the feedback. The literature on reaction to feedback

is reviewed below.

Individual U { Feedbac)
Current feedback research tends to be focused on the individual's use of

feedback. According to Stone and Stone (1985), feedback provides
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information useful in developing or changing beliefs about task competence.
Examples of moderators of feedback and responses to that feedback are
feedback perception, acceptance of feedback, desire to respond to feedback,
performance goals, individual differences, and external constraints.

ligen. Fisher, and Taylor  ligen, Fisher, and Taylor (1979) discuss
feedback variables in detail in their model on individual use of feedback. Their
review of the literature attempted to integrate the human performance and
information processing research on feedback into a general process
orientation. The way feedback is perceived by a person is a function of the
source of the message, the sign of the message, and the individual's frame of
reference when he or she receives the message. The desire to accept the
feedback is also affected by the source, sign, and characteristics of the
individual recipient. The desire to respond to the feedback is a function of the
power the source has over the recipient and the recipient's perceptions of
efficacy about performing that particular behavior.

In the model, source of feedback can be other individuals who have
observed the employee's performance and who rate it. Feedback may also be
derived from the performance of the job itself. Finally, employees can be their
own source of feedback by attempting to compare their performance with some
internal standard. Since the individual has different sources of feedback, it
would be interesting to know more about on which sources individuals rely for
that information. Greller and Herold (1975) found that individuals rely on
sources of feedback that are psychologically close to them, such as self-

satisfaction, more than on sources that are more distant, such as a supervisor
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from another department. Herold, Liden, and Leatherwood (1987) found that
individuals rated feedback from themselves and other psychologically close
sources as more positive and useful than feedback from sources such as the
formal organization. Also, feedback from one source may be accepted or
rejected depending on how consistent it is with that of other sources.

The individual characteristics of the recipient play an important role in the
perception, acceptance, and desire to respond to feedback. The recipient
processes feedback information from his or her frame of reference which is
developed over time from past experiences. The perception, acceptance, and
use of feedback will be discussed in the sections below.

Perceived Feedback, The feedback message must first be
perceived by the individual. The way it is perceived is a function of the source
of the message, the message itself, and characteristics of the recipient. The
more credible the source, the more likely that feedback will be perceived as
accurate. The perception of the message itself is a function of the timing, sign,
and frequency of the message. The closer in time the message is to the
behavior, the more likely that the message will be perceived as related to that
behavior. In previous research, positive feedback has been perceived as more
accurate than negative feedback. The more frequent the feedback, the more
accurately it is perceived. Finally, the recipient perceives feedback from his or
her own frame of reference. From past experiences the recipient has an idea
of what the magnitude and sign of the feedback should be, therefore individual

difference variables can moderate the way an individual perceives feedback.



Acceptance of Feedback. The acceptance of the feedback

message is also dependent upon the source of the message, the message

itself, and the recipient. The more credible the source, the more likely feedback
will be accepted. Positive feedback has been found to be more accepted than
negative feedback. Finally, the more consistent the feedback (i.e., from
multiple sources), the more it will be accepted by the recipient.

Desire to Respond to Feedback. As with the perception and
acceptance of feedback, the desire to respond to feedback is function of the
source of the feedback, the message, and the characteristics of the recipient.
The more credible and powerful the source, the more likely the individual will
respond to the feedback. The informational and motivational value of feedback
is correlated with the desire to respond to it. Expectancies of whether the
employee feels he or she can respond will be related to response. Various
individual characteristics are associated with desire to respond to feedback.

In sum, the ligen et al. (1979) model provides a useful framework for
studying the impact of and use of feedback by an individual. In contrast to the
traditional goal setting literature, the effect of feedback is seen as impacting
and being impacted by a variety of factors.

According to Schrauger and Schoenemann (1979), more research is
needed to explicate the variables that will predict acceptance of positive or
negative discrepant information. Stone and Stone (1985) call for more
research about feedback in actual work settings and especially with a focus on

negative feedback. It is important that this be examined in a training context,
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since reaction to feedback may impact trainee motivation and the effectiveness

of a training program.

Cognitive P 0 Control S

A future research direction suggested by ligen et al. (1979) was a greater
understanding of the perception of feedback, especially negative feedback.
Cognitive processes involved in perception are geared toward maintaining a
psychological climate that is congruent with existing individual dispositions
(James and Jones, 1980). The understanding of the precise nature of the
effect of feedback on motivation and performance would have great utility to an
organization.

According to ligen (1971), motivation for future performance is not a
monotonically increasing function of the degree of performance-goal
discrepancy. Rather, performance that is moderately short of a goal should
cause increased effort, but performance that falls far short of a goal may cause
the individual to believe no amount of effort will result in adequate performance
(Bandura and Cervone, 1983). In support of this, Halperin, Snyder, Shenkel,
and Houston (1976) found that the more negative the discrepancy between
expected performance and actual performance, the less readily is the feedback
accepted. ligen found that performance satisfaction was a monotonically
increasing function of both the algebraic discrepancy between expected

performance and actual performance, and the level of the actual performance

itself.
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Bandura and Cervone Bandura and Cervone (1983,1986) have

researched several cognitive mechanisms underlying performance feedback
and motivation. These cognitive mechanisms include self-satisfaction, self-
perceived task competence, and self-set goals, and are described below.
Self-Satisfaction, The first mechahism underlying feedback and
motivation is self-satisfaction. In a control system manner, the goals that
individuals set for themselves are compared with actual performance. If a
negative discrepancy occurs (actual performance is less than expected
performance) the result is a feeling of dissatisfaction with the performance,
which provides incentive for future effort. The greater the individual's
dissatisfaction, the more effort the individual would put forth on the next task.
For this process to have such a motivational effect, goals or standards of
performance must be accepted and feedback about actual performance must
be available. Bandura and Cervone (1983) found that in conditions of
feedback alone or goal setting alone, this motivational effect was not found.
Self-Perceived Task Competence. The second mechanism
underlying motivation is perceived self-efficacy (Bandura, 1982) or self-
perceived task competence. Self-perceived task competence is related to
effort-performance perceptions and is the belief that one can successfully
execute the behavior required to cope with new situations (Bandura, 1977).
Self-perceived task competence is affected by how well one has performed in
the past, by observing others taking particu|ar actions, by physiological
arousal, and by cognitive processes independent of those above. Individuals

think about their capabilities and determine efforts and choices based on those
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capabilities. The extent to which a person feels capable of performing an act is
strongly predictive of effort toward that goal (Locke, Frederick, Lee, and Bobko,
1984). Mento, Cartledge, and Locke (1980) found that perceived ability
accounted for unique variance in performance. They postulate self-concept as
an important motivational concept and believe that further research in this area
would be worthwhile.

Locke et al. (1984) and Bandura (1982) found that self-perceived task
competence was highly related to actual (future) task performance, even more
strongly related than to past performance. Bandura found that self-perceived
task competence affected goal level, task performance, goal commitment, and
even choice of a goal. Various researchers (Battle, 1965, Battle, 1966;
Feather, 1963; Feather and Simon, 1973) have found that individuals' self
perception of competence can affect their motivation on a task. Bandura and
Cervone (1983) found that an individual's self-perceived task competence was
positively related to increased effort as a result of receiving discrepant
performance feedback. Podsakoff and Fahr (1986) found that negative
feedback depressed the self-confidence scores of subjects but future
performance by the subjects was improved.

Gist (1987) has reviewed the literature on self-efficacy, or self-perceived
task competence, and discusses the implications for organizational behavior
and human resource management. Research has shown that self-efficacy
predicts motivation and task performance in organizational settings. She

suggests more research on self-efficacy and how it impacts reactions to

feedback and how feedback affects subsequent performance.
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Wells and Marwell (1976) and Stone and Stone (1985) found that
general self-esteem is positively correlated with individual's self-efficacy or
self-perceived task competence. Stone and Stone (1985) refer to self-efficacy
as task-based self-esteem. While self-perceived task competence refers to
effort-performance beliefs about a particular behavior, general self-esteem
refers to beliefs about competency across a wide range of behaviors.

Lawler (1973) argues that the greater the person's general self-esteem,
the greater are his or her expectancies about the relationship between effort
and performance. In a study focusing on this, Orpen and Nkohande (1977)
found that self-esteem was related to effort-performance expectancies in a
group of white managers in South Africa, however no effect was found for a
group of black managers. Fitch (1970) found that individuals with high seif-
esteem were more likely to attribute the causes of successes to internal
sources and the causes of failures to external sources. Individuals with low
self-esteem attributed significantly more failures to internal sources than did
individuals with high self-esteem. Stotland et al. (1957) found that individuals
with high self-esteem rate themselves more favorably following failure than do
those with low self-gsteem.

Self-esteem or self-perceived task competence has been found to
moderate the effect of feedback about performance on a task. Dossett, Latham,
and Mitchell (1979) and Schrauger and Rosenberg (1970) found that feedback
on a task resulted in improvement in performance for individuals with high self-
esteem more than for those with low self-esteem. Individuals with high self-

esteem set higher goals and were more successful in completing them than
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those with low self-esteem. Locke et al. (1984) found that self-efficacy leads to
more productive goal setting. In support of research linking self-efficacy to
training, Ford and Noe (1987) recommend research into how self-efficacy
could influence attitudes toward training. ‘

In sum, it appears that self-perceived task competence is important for
understanding an individual's reaction to feedback. An individual holds beliefs
about whether he or she can perform a particular behavior. Whether the
individual accepts feedback that is discrepant from that individual's expected
performance on that behavior is dependent on the magnitude of the
discrepancy of the performance and on whether the feedback is perceived as
accurate. Feedback that is positive is more likely to be accepted than negative,
since positive feedback is less threatening to an individual's self-perception.
Feedback that actual performance differs from expected performance should
result in a change in the individual's self-perceived task competence, to the
extent that the feedback is perceived as accurate by the individual.

Self-Set Goals. The third mechanism underlying motivation is
self-set goals. Goal levels are motivational in themselves to the extent that they
are specific, moderately difficult, and accepted by the individual (Locke et al.,
1984). As described by control systems, individuals may revise their goals after
receiving feedback about their performance. Mento et al. (1980) found that
personal goals were the best predictor of effort even with subjective goal
difficulty and valence of goal partialled out.

Bandura and Cervone (1986) found that these three cognitive

mechanisms (self-satisfaction, self-perceived task competence, and self-set
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goals) affected change in motivation depending on the level and direction of
the discrepancy between individuals' expected and their actual performance.
In their study, false feedback was given to subjects so that four discrepancy
conditions were created; large substandard, moderaiely substandard, small
substandard, and small suprastandard. Self-perceived task competence
contributed to motivation for future performance under all performance
discrepancies. Self-satisfaction contributed to motivation most under
conditions of a large or moderately large negative performance discrepancy.
Self-set goals were motivational except when the performance discrepancy
was negative and very large. This finding could be attributed to decrements in
self-perceived task competence that may result from very negative feedback
about performance. The most interesting finding was that within certain
feedback conditions, expected performance on the next session varied widely,
indicating that the mechanisms underlying motivation are even more complex
than the researchers anticipated (Bandura and Cervone, 1986). For example,
in the feedback condition in which subjects received information that they had
met the standard, some individuals set higher goals, some lowered their goals,
and some set the same goals. It seems that individuals vary in their belief
about whether they could or would want to continue that same performance or
whether they could or would want to reach a higher level of performance.

ligen et al. (1979) discuss individual characteristics which can moderate
the perception of, acceptance of, and response to feedback. The research of
Bandura and Cervone (1983,1986) also supports the importance of the

individual's frame of reference when receiving feedback. Campion and Lord
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(1982) suggested that future research examine individual difference measures
in relation to goal change after success or failure. The research on locus of
control as a possible moderator of the relationship between feedback
discrepancy and the self-reactive mechanisms underlying motivation-to-learn

is reviewed below.

Locus of Control

According to Lefcourt (1982), locus of control is a relatively stable
personality variable. Individuals who tend to have internal locus of control
(internals) believe that events that happen in their life are under their personal
control while individuals who tend to have external locus of control (externals)
believe that events in their life are controlled by outside forces. Research on
locus of control has been focused on a variety of areas, including resistance to
influence, cognitive ability, achievement-related behavior, and coping behavior
(Lefcourt, 1982). Since researchers postulate that locus of control governs a
person's attention and information acquisition processes, locus of control
should have some effect on how individuals perceive, accept, and use
feedback. Research in this area is presented below.

Feather (1963) found that internals accepted feedback more readily than
externals. He also found that internals reacted more rationally to the feedback
than externals; internals were more likely to lower their level of aspiration after
failure and raise it after success than were externals. Phares (1976) found that
internals were more likely to accept assessment of their skills, strengths, and

weaknesses than externals. Internals are also more likely to take feedback
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about strengths and weaknesses and act on it than are externals (Stone,
Guetal, and Mcintosh, 1984). Since internals see that events are under their
control, they will be more likely to set long range goals for achievement and
believe that effort will lead to performance. In fact, Broedling (1975) has shown
that internals are more likely to perceive effort-performance and performance-
outcome linkages.

Internals, because they are more aware of the influence they have on job
outcomes and valued rewards, may be more likely to improve job skills and
further their career. Several researchers have found that internals are more
job involved than externals (Dailey and Morgan, 1978; Reitz and Jewell, 1979).
Internals have been found to make more career plans and seek more career
information following a career planning workshop than externals (Thornton,
1978). Internals have also been found to seek information about themselves
even if they were aware it would have negative connotations (Seeman and
Evans, 1962).

In sum, it appears that locus of control is an important variable for
understanding an individual's reaction to feedback. Specifically, locus of
control may affect whether an individual perceives feedback as accurate. It
appears that individuals with internal locus of control will accept feedback .
about themselves more readily than will externals, even if the feedback is
negative, and will use feedback for improvement of skills or performance.

Spector (1982) has reviewed the effects of locus of control on behavior in
organizations and suggested that locus of control may be an important

determinant of trainability. Internals should be more aware of how a particular
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training program will help them improve in knowledge or skills necessary in
their job than will externals. Internals may be more aware of the relationship
between their effort and learning in training and also of the relationship of
learning in training to valued rewards. [f trainees are given feedback about
their needs assessment, both internals and externals should become more
aware of expectancies and instrumentalities associated with the training
program. However, internals may be more accepting of that information than
externals and use the information to set personal learning goals that may
improve their performance in training.

As mentioned in the section on motivational control systems, Bandura
and Cervone (1986) found that within different feedback conditions, the goals
which individuals would set varied widely. While some individuals set higher
goals, others would set lower goals or maintain the same goal. It may be that
individual difference characteristics such as locus of control affect reaction to
feedback and therefore, the goal setting process after feedback. A further
examination of cognitive reactions to feedback as they are affected by locus of
control may explain some of the variability in the goals of Bandura and
Cervones' subjects. One focus of the study will be on the relationship between
feedback discrepancy and the cognitive mechanisms of self-satisfaction, self-

perceived task competence, and self-set goals, as they are moderated by locus

of control.
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6. SUMMARY

In sum, the effect of providing feedback from needs assessment on
motivation-to-learn and on training posttest performance is a focus in the
present study. The cognitive reactions underlying individuals' motivation-to-
learn as a restlt of receiving needs assessment feedback are also a focus in
the present study. The two areas of research are summarized below.

Individuals who will receive feedback from needs assessment are
postutated to report higher initial motivation-to-learn than will individuals who
will not receive feedback from needs assessment. Also, individuals who
receive feedback from needs assessment are postulated to score higher on a
posttest assessment than will individuals who do not receive feedback from
needs assessment.

After feedback is received an individual compares expected performance
with actual performance. Individuals who receive feedback that actual
performance is lower than expected performance will rate their feedback as
less accurate than will individuals who receive feedback that actual
performance is higher than expected performance. The higher the actual level
of performance, the higher will be the perceived accuracy of feedback.
Individuals who tend to be internals will perceive feedback as more accurate
than will individuals who tend to be externals.

Individuals who receive feedback that actual performance is much
different than expected performance will change their self-perceived task

competence more than will individuals who receive feedback that actual
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performance was similar to expected performance. This relationship will hold
true only if the feedback is perceived as accurate.

An individual's change in motivation-to-learn, prior to training, as a result
of receiving needs assessment feedback is examined. Specifically, the
cognitive mechanisms underlying motivation-to-learn are examined. Self-
satisfaction, self-perceived task competence, and self-set goais contribute to
motivation-to-learn after feedback, depending upon the discrepancy between
an individual's expected performance and actual performance. Locus of
control moderates the relationship of the individual's feedback discrepancy
and the cognitive mechanisms underlying change in motivation-to-learn prior

to training.

7. RESEARCH FOCUS

The focus in the present study is on two areas. First, the effect of
providing feedback on motivation-to-learn prior to training and on training
posttest performance is examined. Then, trainee reaction to needs |
assessment feedback in terms of perceived accuracy of feedback, self-
satisfaction, self-perceived task competence, and self-set goals and
subsequent motivation-to-learn is examined.

Given the ubiquity of training and development efforts in organizations,
research that helps the training staff improve the effectiveness of the training
process would be welcome. In fact, according to Ross (1974), the largest part
of training costs is trainee salaries, and he suggested that more efficient

training methods could save organizations a great deal of money. Hinrichs




(1976) suggested that future research in training should address trainee

variables, including individual differences in ability and motivation.

This study is focused prior to training and the resuits may help the
training staff understand the process of entering training from the participant's
point of view, as recommended by Ford and Noe (1987). Hicks and Klimoski
(1987) studied how certain variables such as degree of choice and amount of
information about training impact motivation and learning in a training program.
In the present study the process of entering training programs in terms of needs
assessment feedback prior to training and the impact of that feedback on
motivation-to-learn and learning of training material was examined. So far,
research has not been focused on how motivation-to-learn can be impacted.
The present study serves to extend previous research by a focus on impacting
motivation-to-learn.

In research in the area of trainability, trainee motivation appears to be
related to various measures of success in training, although most of the studies
in this area have not measured actual performance. Few studies have been
focused specifically on the relationship between motivation-to-learn and
performance in training. Some studies have focused on reaction measures,
some with self-reports of learning, and some with perceived ability. More
research is needed to determine how trainee motivation can best be assessed
and how motivation prior to training can be maximized (Wexley, 1984). Given
the importance of trainee motivation prior to training, this study is focused on
motivation-to-learn before training actually begins, instead of on variables in

the training situation that affect motivation.
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Feedback has been shown to consistently improve performance under
conditions of goal setting. Providing feedback should also be able to improve
an individual's motivation-to-learn before training begins, since feedback about
strengths and weaknesses may help a trainee set personal goals for learning
and may help to clarify effort-performance and performance-outcome
expectancies about the training program. More research is needed on the
effect of providing needs assessment feedback on motivation-to-learn and on
learning in training. Research has been conducted on the effect of feedback
on performance, but the focus has not been primarily on the training
environment.

Gist (1987) reviewed the literature on self-efficacy (also known as self-
perceived task competence) and discussed the implications of self-efficacy for
organizational behavior and human resource management. Research has
shown that self-efficacy predicts motivation and task performance in
organizational setﬁngs. She suggests more research on self-efficacy and how
it impacts reactions to feedback and how feedback affects subsequent
performance.

Noe (1986) has hypothesized that reaction to needs assessment is an
important determinant of trainability. However, in Noe and Schmitt's (1986)
test of their model, reaction to needs assessment was not the main focus of the
study and was not examined in detail. More research is needed to understand
reaction to needs assessment and particularly on the mechanisms underlying
individuals' reactions. Bandura and Cervone (1983) call for more research on

how responses to feedback or its antecedents are influenced by such variables
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as feedback consistency, favorability, general self-esteem, and their
interactions. Organizations could use such information to design better training
programs and also in other contexts, such as performance appraisal. This is
addressed in this study by examining reaction to needs assessment in terms of
how the participant rates the perceived accuracy of the feedback received and
how the feedback impacts self-perceived task competence, self-satisfaction,
and self-set goals. The present study serves to extend the research in this area
by being focused on the training environment.

The effect of feedback on motivation is speculated to be complex.
Bandura and Cervone (1986) found that self-satisfaction, self-perceived task
competence, and self-set goals all contributed to motivation for future
performance. Also, they found that within different feedback conditions, the
goals which individuals set varied widely. Some of the subjects set higher
goals, believing that better performance was possible and desirable, while
others lowered their goals, believing that they would not be able to maintain
the same performance or that the same performance was not desirable.
Another group of subjects maintained the same goal. It may be that individual
difference characteristics such as locus of control affect reaction to feedback
and therefore, motivational processes after the receipt of feedback. A further
examination of cognitive reactions to feedback as it is affected by locus of
control may explain some of the variability in the goals of Bandura and
Cervone's subjects. In the present study, the relationship between feedback

discrepancy and the cognitive mechanisms underlying motivation (seif-
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satisfaction, self-perceived task competence, and self-set goals) was examined
as moderated by locus of control. |

Bandura and Cervone (1986) suggest that the research they have
conducted on self-reactive mechanisms be extendea from the laboratory to a
field setting. This study serves to extend their research by its focus on the
training setting. The setting in which feedback was given was real and no false
feedback was given.

Noe and Schmitt suggested that their model be tested on other
populations since their results may not be generalizable beyond school
administrators. In the present study, reaction to needs assessment feedback,
and subsequent motivation-to-learn will be examined in more detail, and also
in a different population and setting.

The following section contains the hypotheses of the study. Chapter lil

contains a description of the methodology of the study.

8. HYPOTHESES
The major purpose in the study was to examine the effect of cognitive
reactions to feedback on expressed motivation-to-learn prior to training and on
training posttest performance. Individuals' cognitive reactions to needs
assessment feedback in terms of perceived accuracy, self-set goals, self-
perceived task competence, and self-satisfaction on change in motivation-to-

learn was examined. The hypotheses of the study are presented below.
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ivation-to-learn and P rforman

The results of several studies indicate that trainees, who reported before
training a readiness to learn, were more successful in training (Ryman and
Biersner, 1975; Deleo and Slaughter, 1978). Hicks {1984) and Moitra (1976)
found that expectancies about training were predictive of learning in training.
These trainees were probably more ready for learning than other trainees and
saw more utility to the information presented in training. According to recent
research, the effectiveness of training should be maximized if the training staff
can prepare trainees for the learning situation (Sanders and Yanouzas, 1983).

Feedback provides information to individuals about how close their
performance is to desired levels. In a variety of studies, feedback has been
shown to improve performance when used in conjunction with goal setting
(Locke et al. , 1981). Feedback has been used as a crucial component of
training programs, in which feedback provides the trainee with information
about how closely performance is to program goals and to increase the
trainee's motivation for future effort.

Given the research presented above:

Hypothesisia: Individuals who are given feedback from needs
assessment prior to training will report more motivation-to-learn than will
individuals who do not receive feedback prior to training.

Hypothesis 1b: Individuals who are given feedback from needs
assessment prior to training will score higher on a posttest assessment than

will individuals who do not receive feedback prior to training.
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h within F k Discrepan ndition

The following hypotheses were tested in feedback discrepancy
conditions. Based on the variance of subjects' discrepancy between actual
performance and expected performance, three feedback discrepancy
conditions were used. The positive discrepancy conditions consists of all
subjects who met or exceeded their performance expectations. The small
negative discrepancy condition consists of subjects who fell just short of their
performance expectations. Finally, the large negative discrepancy condition
consists of all subjects who failed to meet their performance expectations by a

larger amount.

Percei fFe

In their model of individual use of feedback, ligen et al. (1979) postulate
that the perception, acceptance, and use of feedback is a function in part of the
favorableness of the feedback. Positive feedback has been found to be more
readily accepted than negative feedback. The feedback information about skills
or knowledge given to the trainees will be perceived as favorable if it meets or
exceeds their internal standard of performance. Because individuals engage in
self-protective mechanisms, feedback that does not meet expectations may be
perceived as less accurate than feedback that meets or exceeds an individual's
expectations.

Locus of control is a relatively stable personality trait in which an
individual feels personal control over life events (internal locus of control) or
feels that life events are out of one's control (external locus of control). Locus

of control has been shown to affect how individuals perceive, accept, and use
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feedback. Feather (1968) found that internals accepted feedback more readily
than externals and were more likely to react rationally to it. Phares (1976)
found that internals accept assessment of their strengths and weaknesses
more than externals and were more likely to act upon that information (Stone,
Guetal, and Mcintosh, 1984). Internals have been shown to be more job
involved and to take more steps toward career planning than externals.
Internals will probably be more aware of how a training program could impact
their job. Internals may be more aware of the effort-performance and
performance-outcomes expectancies than externals and will be more likely to
use that information to further their career.

Based on the research presented above:

Hypothesis 2: Individuals who receive feedback that actual performance
is lower than expected performance will rate their feedback as less accurate
than will individuals who receive feedback that actual performance is higher
than expected performance. The higher the actual level of performance, the
higher will be the perceived accuracy of feedback. Perceived accuracy of
feedback will vary depending on level of locus of control, with individuals who
tend to be internals perceiving feedback as more accurate than will individuals

who tend to be externals.

The effect of feedback on motivation for future performance is affected by
the individual's reaction to the feedback. Bandura and Cervone (1986) found
that motivation is affected by self-satisfaction, self-perceived task competence,

and self-set goals. The focus in this study is on how reaction to feedback from
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needs assessment affects motivation-to-learn in a training program.
Specifically, the study is focused on the cognitive reactions underlying
feedback within several feedback discrepancy conditions, both positive and
negative. A negative discrepancy condition is one in which the participants
receive feedback that actual performance level is lower than their expected
performance level. A positive discrepancy condition is one in which the
participants receive feedback that actual performance level is higher than their

expected performance level.

Selt-Satisfacti

Individuals compare their expected performance with their actual
performance on a particular behavior and a discrepancy will result in either
self-satisfaction or self-dissatisfaction, depending on whether the discrepancy
is positive or negative. A positive discrepancy indicates that actual
performance is hig-her than expected performance, and should result in a
sense of self-satisfaction. A negative discrepancy indicates that actual
performance is lower than expected performance, and should result in a sense
of self-dissatisfaction.

Hypothesis 3a: For individuals whose actual performance is less than
their expected performance, the more negative the difference between actual
and expected performance, the more those individuals are dissatisfied with

performance.
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Hypothesis 3b: For individuals whose actual performance is less than
their expected performance, the more dissatisfi'ed those individuals are with
estimated future performance, the more their motivation-to-learn increases.
Self-Perceived Task Competence
Self-perceived task competence refers to an individual's beliefs about his
or her ability to perform a particular behavior. While self-esteem is a general
feeling of competence, self-efficacy (or self-perceived task competence) refers
to feelings of competence on a particular task. Lawler (1973) and Orpen and
Nkohande (1977) postulate that self-esteem is related to a person's Type 1
expectancies that effort leads to performance. Self-esteem or self-efficacy has
been found to moderate the effect of feedback about performance on a task.
Dossett, Latham, and Mitchell (1979) and Schrauger and Rosenberg (1970)
found that feedback improved performance for individuals with high self-
esteem more than for those with low self-esteem. Sorenson and Franks
(1972) found that persons with high self-esteem set higher goals and were
more successful in completing them. Self-efficacy has been found to affect the
goals that individuals set for themselves (Bandura and Cervone, 1983).

An individual may feel threatened by feedback that disagrees with his or
her self-perception, and one way to avoid that threat is to think of the feedback
as inaccurate. Feedback that is perceived as accurate will be more likely to

cause the individual to change his or her self-perception of task competence.
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Hypothesis 4a: Individuals who receive feedback that actual
performance is much different than expected performance will change their self-
perceived task competence more than will individuals who receive feedback
that actual performance was similar to expected perf~ormance. This relationship
will hold true only if the feedback is perceived as accurate.

Hypothesis 4b: The more an individual's self-perceived task

competence increases, the more motivation-to-learn increases.

Self-Set Goals

Self-set goals for future performance have been shown in many studies
to be predictive of effort toward the goal.

Hypothesis 5. The higher an individual's self-set goals after feedback,
the more motivation-to-learn increases. This relationship will hold true for all
individuals except those whose actual performance falls far short of expected

performance.

In the Bandura and Cervone research, individuals in the various feedback
discrepancy conditions reacted to feedback in different ways. In the present
study this effect is examined in an exploratory analysis, as described below.
Hypothesis 6: Self-satisfaction, self-perceived task competence, and
self-set goals contribute differentially to change in motivation-to-learn,
depending on the relationship between actual performance and expected

performance for each individual.
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Locus of Control

In the Bandura and Cervone (1986) study, goals for future performance
varied widely within feedback conditions. Because individuals with internal
locus of control have been found to accept and react to feedback more than
externals, to set higher goals and be more job involved than externals, and to
rate themselves higher after failure than externals, the relationship between the
individual's feedback discrepancy and the self-reactive influences underlying
motivation-to-learn prior to training may be moderated by locus of control. In
the present study, the relationship between locus of control and the cognitive
mechanisms (self-perceived task competence, self-satisfaction, and self-set
goals) was examined.

Hypothesis 7; The relationship between feedback discrepancy and
cognitive reactions to feedback will be moderated by locus of control.
Specifically, individuals who tend to be internals have higher self-perceived
task competence, are more dissatisfied with discrepant performance, and set
higher goals than individuals who tend to be externals, regardless of the

magnitude of their feedback.

In Chapter 11l the methodology of the study is presented. In Chapter IV, the

results of the study are presented, while in Chapter V the results are discussed.
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CHAPTER il

METHODOLOGY

The data for this study were obtained in a large Southeastern utility
from supervisors in a policies and procedures training program. Needs
assessment consisted of a job knowledge test of organizational policies and
procedures, with feedback of the test resuits to the participants prior to
training.

In each week of training, the subjects were randomly assigned by class
to a condition in which feedback was given (FEEDBACK) or to a condition in
which feedback was not given (NO FEEDBACK). All subjects received a
packet three weeks prior to training containing the job knowledge test, and
measures of locus of control, motivation-to-learn, and initial self-perceived
task competence'. All measures except for the job knowledge tests were
disguised as part of an evaluation of the training program. After the job
knowledge test was scored by the researcher (approximately two weeks after
initial measures were completed), it was returned to the participants in the
FEEDBACK condition with specific feedback about their performance on the
test. The subjects in the FEEDBACK condition were then asked to fill out
measures of self-perceived task competence, perceived accuracy of feedback,
motivation-to-learn, and self-satisfaction. The subjects in the NO FEEDBACK
condition did not fill out the additional measures because the measures could

not be disguised as part of the evaluation of the training program.
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A pilot study was conducted using a group of 40 training participants to
determine the adequacy of the measures used. Minor revisions were made to
the measures. Since revisions were minor, the pilot study sample of 40

participants was also included in the sample in the study.

1. SAMPLE

The sample consisted of supervisors who attended a policies and
procedures training program. There were 184 supervisors in the FEEDBACK
condition and 139 in the NO FEEDBACK condition. The FEEDBACK
condition was used to test the majority of the hypotheses of the study. The
FEEDBACK group was 89% male and 11% female. The supervisors had an
average tenure with the organization of 13.76 years (SD = 7.20), ranging from
one to 35 years. The supervisors averaged 43.2 years of age (SD = 7.6),
ranging from 25 to 64 years. The NO FEEDBACK group was 86% male and
14% female. The supervisors had an average tenure with the organization of
13.19 years (SD = 7.85), ranging from one to 38 years. The supervisors
averaged 42.9 years of age (SD = 8.09), ranging from 27 to 62 years.

In previous research on motivation-to-learn, effect sizes have ranged
from .01 to .25. A medium effect size was chosen in the power analysis for this
study. In Appendix A the power analysis results are presented. The analysis
was performed and a sample size of 150 in the FEEDBACK condition was
determined to be adequate to achieve a power of .80 in this study (Cohen,
1977). To test for differences between the two conditions, a sample size of
100 was used in the NO FEEDBACK condition.
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In the FEEDBACK condition a total of 225 packets were mailed and 198
were returned. Of that total, 14 of the packets were not usable. This resulted
in a response rate of 88%. Of the previous group, 184 posttests were mailed
and a total of 111 posttests were returned. This re;ulted in a response rate of
60%.

In the NO FEEDBACK condition a total of 230 packets were mailed and
149 were returned. Of that total, 10 of the packets were not usable. This
resulted in a response rate of 64%. Of the previous group, 139 posttests were
mailed and a total of 71 posttests were returned. This resulted in a response

rate of 51%.

2. PROCEDURE

The training was designed to provide the supervisor with information on
organizational policies and procedures and to encourage consistent
application of policies and procedures across the organization. The
objectives of training, which were provided to the participants, were to
familiarize supervisors with organizational policies and procedures, and to
provide a forum for answering questions about those policies and procedures.
A needs analysis was conducted before the program was designed. The job
analysis of the supervisory position was examined to determine what
knowledge of policies and procedures were needed on the job. Content
experts verified the information. An examination of reaction measures from

previous courses indicated that the participants were satisfied with the
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program. The training was rated as understandable, related to real-life
situatidns, well-structured, and relevant.

Approximately 35-55 supervisors attended the training program each
week in a top-down approach, that is, the supervisc;rs at higher levels
attended the program before subordinates. The participants work in various
departments across the organization. For each training session, departments
had a certain number of slots (the number determined by the magnitude of
their supervisory population) for supervisors to attend.

The training was three and one-half days long and was segmented into
major topics for presentation. For each major topic, the participants listened to
a presentation by a content expert and then broke into small groups to
participate in an exercise designed to foster knowledge acquisition.  After the
exercise was over, the groups reconvened in a large group for a question and
answer session with the content expert. The major topics presented in
training were selection, managing individual performance, health and safety,

EEO/Affirmative Action, and appeals and grievances.

Besearch Procedure for the Present Study

EEEDBACK Group Approximately three weeks before training, the
participants were mailed a knowledge test on policies and procedures and
measures of self-perceived task competence, locus of control, and motivation-
to-learn. The measures were attached to a formal memorandum describing
the purpose of the packet (see cover letter in Appendix B). It was explained to
the FEEDBACK group that the purpose of the packet was feedback to them

about knowledge of policies and procedures, and evaluation of the training



program. Confidentiality of the results was assured. The participants

completed the packet and mailed it back to the researcher. The researcher
scored the job knowledge test and returned it within one working day to the
participant with specific feedback about their performance. The feedback
provided the answers to questions they missed, and included references for
further information on the subject. The participant then completed the self-
perceived task competence and the motivation-to-learn measures, which were
included with the feedback. A followup memorandum was sent to participants
who did not return the packet, reaffirming the usefulness of the job knowledge
test to them and the importance of the evaluation study for improving the
effectiveness of training.

NQ FEEDBACK Group Approximately three weeks before training, the
participants were mailed a knowledge test on policies and procedures and
measures of self-perceived task competence, locus of control, and motivation-
to-learn. The measures were attached to a formal memorandum describing
the purpose of the packet (See cover letter in Appendix C). The NO
FEEDBACK group was told that the purpose of the packet was evaluation of
the training program. Confidentiality of the results was assured. The
participants completed the packet and mailed it back to the researcher. The
NO FEEDBACK group completed only the first set of measures. A followup
memorandum was sent to participants who did not return the packet,

reaffirming the importance of the evaluation study for improving the

effectiveness of training.
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3. MEASURES
The following sections describe the measures that were used in the
study. A group of supervisors who had not yet attended the training piloted
the questionnaires used in the study to determine if the items and instructions

were understandable.

Job Knowledge Tests

The needs assessment method was a job knowledge test of
organizational policies and procedures (see 'Appendix E). The 64 item test
was developed based on the policies and procedures subject matter experts
identified as important from a supervisory handbook that is the basic reference
for the course. After the subject matter experts identified the important areas,
test items were developed from each area. The items were reviewed by the
content expert and revised if necessary. The items were piloted on trainees in
previous training sessions and were found to discriminate well between good
and poor performers on the test.

The participants in the FEEDBACK group received specific feedback on
the questions of the test. The feedback contained a description of the
segment of the training manual which covered the items missed (see
Appendix F). Participants were rated on the percentage of items correct on
the test (see Appendix G). The scores on this test were used to determine the
individual's discrepancy between actual performance and expected
performance.

In addition, a posttest assessment was developed using items from the

same item pool as the pretest skills assessment (see Appendix I). This test
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consisted of 63 items. However, 26 of the items of the posttest were
duplicates of items on the pretest. These items were deleted from the
calculation of the participants' posttest score to avoid any inflation of the score
because the participants had seen the items before. In Appendix | the items
that were duplicates of pretest items are marked with a check.

The pretest and posttest assessment were developed using items from
the same item pool and were matched according to their content, difficulty
level, and discriminability level. To determine if the tests were comparable the
coefficient alpha reliability of the tests were compared with and without the
deleted items. The reliability of the pretest was .82, the posttest with all items
had a reliability of .85, while the posttest with only 37 items had a reliability of
.82.

Expected Performance

The participant was asked to estimate the number of items that he or
she answered correctly on the job knowledge test (see Appendix E, last
page). This estimate was used along with the participant's actual
performance to determine the discrepancy between actual and expected

performance.

Initial Self-Perceived Task C
This measure was filled out by the participant before he or she

completed the job knowledge test. Items included "I am knowiedgeable of

XYZ policies and procedures” and "I could give accurate information to

another person who asked me about XYZ policies and procedures” (see
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Appendix D). The participants responded to these questions on a six point
scale ranging from strongly agree (six) to strongly disagree (one). The
responses to the two items were added together to determine the participant's
score on initial self-perceived task competence, re.;,ulting in a possible range
of two (lower self-perceived task competence) to twelve (higher self-perceived

task competence).

This measure addressed self-perceived task competence and was
administered after feedback was given to the participant. items included "l am
knowledgeable of XYZ policies and procedures™ and "I could give accurate
information to another person who asked me about specific XYZ policies and
procedures” (see Appendix H). The participants responded to these
questions on a six point scale ranging from strongly agree (six) to strongly
disagree (one). The responses to the two items were added together to
determine the participant's score on post-feedback self-perceived task
competence, resulting in a possible range of two (lower self-perceived task
competence) to twelve (higher self-perceived task competences).

This score and the score on initial self-perceived task competence were
used to determine the participant's change in self-perceived task competence.
Since the items were identical at both measurement times, the score on initial
self-perceived task competence was subtracted from post-feedback self-
perceived task competence. A positive discrepancy indicated that the

participant's self-perceived task competence increased, while a negative
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discrepancy indicated that self-perceived task competence decreased after

feedback.

Perceived Feedback Accuracy

Perceived feedback accuracy was to be assessed with two items, "I
believe my performance on the job knowledge test was an accurate indicator
of my knowledge in this area", and "The job knowledge test covered the
important areas in XYZ policies and procedures” (see Appendix H).
However, the results of the pilot study showed that these two items were not
highly intercorrelated. Based on these results, the item, "The job knowledge
test covered the important areas in XYZ policies and procedures” was
dropped from the study. The other item more directly measured perceived
accuracy of feedback.

The perceived accuracy item had a six point response format ranging
from strongly agree (six) to strongly disagree (one). Higher scores indicated a

greater degree of perceived accuracy.

Locus of Control
Locus of control was measured using the Sphere-Specific measure of

perceived control (Paulhus, 1983; Paulhus and Christie, 1981). The locus of
control items are presented in Figure Ill - 1. The full scale uses three
subscales: personal efficacy, interpersonal control, and sociopolitical control.
In previous studies, the reliability (coefficient Alpha) of the subscales on cross-
validations samples have ranged from .75 to .80. According to Paulhus, test-

retest correlations at 4 weeks are above .90 and at six months are above .70



LOCUS OF CONTROL ITEMS
PERSONAL EFFICACY SUBSCALE
(Paulhus, 1983)

| can learn almost anything if | set my mind to it.

When | get what | want it's usually because | worked hard for it.

When | make plans | am almost certain to make them work.

| prefer games involving some luck over games requiring pure skKill.

| usually don't set goals because | have a hard time following through on

them.

Competition discourages excellence.

7. My major accomplishments are entirely due to my hard work and ability.

8. On any sort of exam or competition | like to know how well | do relative to
everyone else.

9. Often people get ahead just by being lucky.

10.  lt's pointless to keep working on something that's too difficult for me.

Ok wbh-

o

SCALE:
1 = Strongly Disagree
2 = Disagree
3 = Slightly Disagree
4 = Neutral
5 = Slightly Agree
6 = Agree

7 = Strongly Agree

FIGURE lil -1. ITEMS IN THE LOCUS OF CONTROL MEASURE
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for all three subscales. The Paulhus scale has the advantage over Rotter's of
partitioning locus of control into the three spheres. The Paulhus scale has
been shown to have low correlations with social desirability, with the personal
efficacy scale having the lowest correlation with social desirability (.19). In this
study, the personal efficacy subscale was the scale of interest. Because of
organizational constraints, the interpersonal control and sociopolitical scales
could not be included on the questionnaire. The participants responded to the
items on a 7-point scale ranging from Strongly Disagree (one) to Strongly
Agree (seven). Five items were negatively worded and were reverse-scored.
The responses to the ten items were then added together to determine the
participant's score on locus of control, resulting in a possible range of ten to
seventy. Higher scores indicated a greater degree of internal locus of control.
Locus of control was treated as a continuous variable. For the
remainder of this paper, individuals who have higher scores on the locus of
control measure will be referred to as 'tending to be internal’, while individuals

who have lower scores will be referred to as 'tending to be external'.

-Sati i i r rfor
This measure assessed self-satisfaction with present performance. |
Based on Bandura and Cervones' (1986) research, this was assessed with
one item, "Please rate your satisfaction with your performanée on the policies
and procedures test" (see Appendix H). The scale for the item was seven

points, ranging from highly self-satisfied (seven) through neutral (four) to
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highly self-dissatisfied (one). Self-satisfaction with present performance was

treated as a continuous variable.

Self-Satisfacti ith F Pert
This measure assessed self-satisfaction with future performance.
Based on Bandura and Cervones' (1986) research, this was assessed with
one item, "How satisfied would you be if you received the same score on the
posttest you complete after Orientation to Supervision that you did on the
policies and procedures test you completed two weeks ago?" (see Appendix
H). The scale for the item was seven points, ranging from highly self-satisfied
(seven) through neutral (four) to highly self-dissatisfied (one). Self-satisfaction

with future performance was treated as a continuous variable.

Self-Set Goal

This measure assessed the self-set goal for the posttest measure of job
knowledge. Participants were asked, "Please estimate the number of items
you will answer correctly on the posttest assessment you will complete after
training” (see Appendix H). This item was converted to a percentage using 63
as a base to make the scale comparable with the other measures of job

knowledge.

Motivation-to-learn was measured with items that have been used in

previous studies (Hicks, 1984). However, the items were tailored for the

present study by specifically addressing the Orientation to Supervision
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The knowledge that | gain in this training program will help me better
perform my job. ’

2. 1 will try to learn as much as | can in Orientation to Supervision.

3. | am motivated to learn the material presented in Orientation to
Supervision. )

4. | will learn more of the material in Orientation to Supervision than other
supervisors who attend the training program.

5. | am sure that | can gain valuable knowledge by attending Orientation to
Supervision.

6. The knowledge that | gain in this training program will help improve the
relationship between myself and my subordinates.

7. The knowledge that | gain in this training program may help further my
career. :

8. Orientation to Supervision will help me set standards for my performance
as a supervisor.

9. Evenif | dont learn as much as I'd like in Orientation to Supervision, this
training will be a valuable experience.

10. If | have trouble understanding the material presented in Orientation to
Supervision, | will try harder.

SCALE:

1 = Strongly Disagree
2 = Disagree

3 = Slightly Disagree
4 = Slightly Agree

5 = Agree

6 = Strongly Agree

Figure Il - 2. ITEMS IN THE MOTIVATION-TO-LEARN MEASURE
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training program. The items on this measure are presented in Figure Il - 2.
Particibants responded to the items on a six point scale ranging from strongly
agree (six) to strongly disagree (one). The responses to the ten items were
then added together to determine the participant's score on motivation-to-
learn, resulting in a possible range of ten to seventy. Higher scores indicated
a greater degree of motivation-to-learn. Motivation-to-learn was treated as a

continuous variable.

Summary of Measures

In Table lll - 1 is presented a summary of the measures that were
administered in each of the two conditions. In Figure Ili - 3 the time of

measurement of each of the variables is summarized.

4. DATA ANALYSIS
The means, standard deviations, intercorrelations, and range of the
variables used in the present study were computed. To test the reliability of
the measures used in the study, internal consistency estimates (coefficient
alpha) were computed. Regression, correlation, t-test, and analysis of
covariance were used to analyze the appropriate data of the study. The SAS
System (1986), was used to perform all of the analyses. SAS deletes missing

observations from the analyses.
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TABLE ill - 1. SUMMARY OF MEASURES ADMINISTERED IN EACH OF THE FEEDBACK
CONDITIONS IN THE STUDY

Feedback No Feedback

Measures Condition Condition
1.  Pretest Performance Yes Yes
2. Posttest Performance Yes Yes
3. Expected Performance Yes Yes
4. Initial Self-Perceived

Task Competence Yes Yes
5. Post-Feedback Self-Perceived

Task Competence Yes No
6. Locus of Control Yes Yes
7. Perceived Accuracy of Feedback Yes No
8.  Self-Satistaction with Performance Yes No
9. Self-Set Goal - Yes No
10. Motivation-To-Learn (Pre Feedback) Yes Yes
11. Motivation-To-Learn (Post Feedback) Yes No




FEEDBACK GROUP
FEEDBACK TRAINING

4 weeks prior to Training 2 weeks prior to Training l
Measures: Measures:

Motivation-to-Learn Motivation-to-Learn
Self-Perceived Task Self-Perceived Task

Competence Competence
Job Knowledge Self-Satistaction
Locus of Control Self-Set Goals
Perceived Accuracy of
Feedback
NO FEEDBACK GROUP
) TRAINING

4 weeks prior to Training l
Measures:

Motivation-to-Leamn

Self-Perceived Task

Competence

Job Knowledge

Locus of Control

2 weeks after Training
Measure:
Posttest Job
Knowledge

2 weeks after Training
Measure:
Posttest Job
Knowiedge

FIGURE Ili - 1. TIME OF MEASUREMENT OF THE VARIABLES OF THE STUDY.
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CHAPTER IV

RESULTS

In this chapter the descriptive statistics and psychometric properties of
the measures are presented, followed by the tests of the hypotheses of the

study.

1. DESCRIPTIVE STATISTICS AND PSYCHOMETRIC PROPERTIES OF
THE MEASURES
The means, standard deviations, and internal consistency measures
(coefficient alpha) are presented in Table IV-1. In addition, intercorrelations of

the variables in the study are presented in Table IV-2.

2. DEMOGRAPHICS
The FEEDBACK and NO FEEDBACK groups were compared on the
demographic variables of gender, race, age, organization tenure, and pay
level. T-test and chi square analyses between the two groups were
conducted on these variables. No significant differences were found,
indicating that the two groups were probably comparable. In Table IV-3 these

results are presented, along with the means of the variables.




TABLE IV-1. DESCRIPTIVE STATISTICS AND COEFFICIENT ALPHA RELIABILITY
ESTIMATES FOR MEASURES IN THE STUDY.

Variable #ofltems N M SD Range o

Motivation-to-learn
Pre-feedback (1 = low, 6 = high) 10 255 48.73 5.20 30-60 .88

Motivation-to-learn
Post-feedback (1 = low, 6 = high) 10 184 48.23 5.95 25-59 .89

Self-perceived task compstence
Pre-feedback (2 = low, 12 = high) 2 255 8.09 1.82 212 .93

Self-perceived task compstence
Post-feedback (2 = low, 12 = high) 2 184 7.72 1.74 2-12 .90

Self-set goal (0 = low, 100 = high) 1 166 93.09 7.71 50-100 -—

Self-satistaction (Present pert.)
(1 = low, 7 = high) 1 171 4.04 1.57 1-7 -

Self-satistaction (Future pert.)
(1 = low, 7 = high) 1 173 1.79 1.14 16 -

Perceived accuracy of feedback
(1 = low, 6 = high) ‘ 1 184 4.57 0.74 26 -

Locus of control
(low = external, high = internal) 10 255 56.26 4.47 38- 69 73

Job Knowledge Pretest
{0 = low, 100 = high) 64 255 7171 9.31 41-100 .84

Job Knowledge Posttest
(O = low, 100 = high) 37 182 73.99 13.37 34-100 .82

Expected Performance
(0 = low, 100 = high) 1 170 76.48 15.19 31-100 -
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TABLE IV-2. ZERO-ORDER CORRELATIONS AMONG MEASURES IN THE STUDY

68

Variable 1 2 3 4 5 6 7 8 9 10 M 12
1.  Motivation-to-learn

Pre-feedback - .79* .00 .10 .10 -.08 -20*" .41™ .00 .00 -03 A7
2. Motivation-to-learn

Post-feedback - -09 .00 .16* -13 -25** 33" -04 -04 .00 .20*
3. Self-perceived task competence

Pre-feedback - .60** 06 -.16* -01 .04 .03 .34"™-14 -.06
4. Self-perceived task competence

Post-feedback - Jd4 .02 .01 19* 25* 24" 03 -.07
5. Self-set goal - -04 -19* 20" 31" 25" 26 .12
6. Self-satisfaction

Present performance - 29**-05 30" -25" 05 17"
7. Self-satisfaction

Future performance - -11 23" -01 .00 -06
8. lLocus of control - 14 14" 04 16"
9. Actual pretest performance .25 21" -.05
10. Expected pretest performance - -14 -13
11, Actual posttest performance - -.08
12. Perceived Accuracy of Feedback -

*_p<.05 " p<.01.



Table IV-3. BIOGRAPHICAL DATA ON SUBJECTS.

Background FB Group No FB Group
Variable Mean Percentage N Mean Percentage N t-test X
Age 43.23 - 184 42.99 - ~ 139 -0.23 -
Organizational
Tenure 13.84 - 184 13.19 - 139 -0.66  --
Pay 44838.00 - 184 44015.00 -- 139 -0.66 -
Sex - Male=89% 184 -- Male =85% 139 - 0.62
Race - White =94% 184 -~ White=94% 139

Black = 5% Black = 4%

Other = 1% Other = 1% -- 3.60

*p<.05

" p<.01
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3. TESTS OF HYPOTHESES

Hypothesis 1a

It was predicted that individuals who are given feedback from needs
assessment prior to training will report higher motivation-to-learn than will
individuals who do not receive feedback from needs assessment prior to
training. A t-test revealed significant differences (t.= -2.53, df = 165, p <.01)
between average initial motivation-to-learn for the FEEDBACK group and the
NO FEEDBACK group. The initial motivation-to-learn measures were
compared in the t-test because no second measure of motivation-to-learn was
available for the NO FEEDBACK group. The average motivation-to-learn for
the FEEDBACK group (M = 49.1) was higher than that of the NO FEEDBACK
group (M = 47.5). Therefore, hypothesis 1a was supported. Results are

shown in Table IV - 4.

TABLE IV - 4. T-TEST BETWEEN REPORTED MOTIVATION-TO-LEARN FOR FEEDBACK AND NO
FEEDBACK GROUPS

MEAN FB GROUP MEAN NO FB GROUP  df T

49.19 47.56 165  -2.53"

*p<.05
*R<.01
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In further analyses it was shown that the average motivation-to-learn
level for the FEEDBACK group was not significantly different when measured
after feedback was given (Paired { = 1.60, n.s.). This was true regardless of
the discrepancy between the actual level of performance and the expected
level of performance. Motivation-to-learn was not measured a second time in

the NO FEEDBACK group because of organizational constraints.

Hypothesis 1b

It was predicted that individuals who are given feedback from needs
assessment prior to training will score higher on a posttest assessment than
will individuals who do not receive feedback prior to training. The results of a
t-test revealed significant differences (t = -2.90, df = 146, p <.004) between the
posttest scores for the FEEDBACK group and the NO FEEDBACK group. The
mean posttest score for the FEEDBACK group (M = 76.26) was higher than
the mean posttest score for the NO FEEDBACK group (M = 70.40). Thus,

hypothesis 1b was supported. Results are shown in Table IV - 5.

TABLE IV -5. T-TEST BETWEEN POSTTEST ASSESSMENT SCORES FOR FEEDBACK AND NO
FEEDBACK GROUPS

MEAN FB GROUP MEAN NO FB GROUP df T

76.26 70.44 146  2.90*"

*p<.05
*p<.01
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The mean pretest scores for the two groups were significantly different
(t=-2.77,df = 121, p < .006). The mean pretest score for the FEEDBACK
group (M = 72.7) was higher than the mean pretest score for the NO
FEEDBACK group (M = 69). To examine the differences for the two groups
between posttest scores controlled for the effect of pretest scores, an analysis
of covariance was performed. In the analysis of covariance procedure, the
variance in the posttest which could be explained by the pretest was first
partialled out, then the variance in the posttest explained by the main effect of
feedback in the adjusted posttest means was examined. The analysis was
significant. Therefore, posttest scores were significantly different for the two

groups when controlling for pretest scores. Results are shown in Table IV - 6.

TABLE IV - 6. ANALYSIS OF COVARIANCE FOR POSTTEST ASSESSMENT SCORES ON PRETEST
ASSESSMENT SCORES AND FEEDBACK

Variable ModelR2  AR? FAR? M Adjusted M
Pretest .0542 .0542 12.06*"
Between Groups .0772 .0230 7.49*"
Feedback Group 76.06  75.77
No Feedback Group 7044 7119
* p<.05

*  p<.01
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To determine if there was a direct effect of motivation-to-learn on
training performance, further analyses were performed. Analysis of
covariance was performed to examine the effect of motivation-to-learn on
posttest scores controlled for the effect of pretest scores. In the analysis of
covariance procedure, the variance in the posttest which could be explained
by the pretest was first partialled out, then the variance in the posttest
explained by motivation-to-learn in the adjusted posttest means was
examined. Motivation-to-learn did not predict variance in posttest
performance beyond that accounted for by pretest performance. Results are

shown in Table IV - 7.

TABLE IV - 7. ANALYSIS OF COVARIANCE FOR POSTTEST ASSESSMENT SCORES ON MOTIVATION-
TO-LEARN AND PRETEST ASSESSMENT SCORES

Variable Model R2 AR FAR2 M Adjusted M
Pretest .0542 .0542 12.06**
Motivation-to-learn .0633 .0091 .71
Feedback Group 76.06 76.28
No Feedback Group 70.44 70.40
* p<.05
*  p<.0t

Exploratory analyses were performed to determine the best predictors
of posttest performance. The major variables of the study were entered into a

maximum improvement regression equation. The best predictor of posttest
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performance was pretest performance. When the effect of pretest
performance was partialled out of posttest performance, post feedback self-
perceived task competence was the best predictor of posttest performance.
No other variables accounted for a significant amodnt of variance in posttest

performance. Results are shown in Table IV - 8.

TABLE IV - 8. REGRESSION OF POSTTEST PERFORMANCE ON PRETEST PERFORMANCE AND INITIAL
SELF-PERCEIVED TASK COMPETENCE

Variable Model R2 ChangeinR2 F Change in R?
Pretest performance .0672 .0672 6.49""
Self-Perceived Task Competence RARD .0439 4.39*
* Rp<.05
"  p<.01
H h within f k discrepan ndition

The following hypotheses were tested in the FEEDBACK condition
only, since the individuals in the NO FEEDBACK condition did not receive

feedback or complete the measures of these variables.

Hypothesis 2

It was predicted that individuals who receive feedback that actual
performance is lower than expected performance will rate their feedback as
less accurate than will individuals who receive feedback that actual

performance is higher than expected performance, that the higher the actual




level of performance, the higher will be the perceived accuracy of feedback,

and it was also predicted that individuals who tend to be internals will

perceive feedback as more accurate than will individuals who tend to be :

externals.
The hypothesis was tested in an overall regression equation of

perceived accuracy of feedback on the discrepancy between actual and

expected performance and actual level of performance, with locus of control

entered as a moderator. The overall regression analysis of perceived

accuracy of feedback on the discrepancy between actual and expected

performance and actual level of performance was not significant. Actual level

of performance added significant variance however, indicating that the

variables in the equation may have been redundant, resulting in true variance

being washed out. The hypotheses were not supported. The results are

shown in Table IV - 9.

TABLE IV - 9. REGRESSION ANALYSES OF PERCEIVED ACCURACY OF FEEDBACK ON THE

DISCREPANCY BETWEEN ACTUAL AND EXPECTED PERFORMANCE , LOCUS OF
CONTROL, AND CORRESPONDING INTERACTION TERMS

Variable Beta R2 FR2 AR2 FAR2
DV: Perceived Accuracy of Feedback

Discrepancy .0477 .0053 .90 -

Actual -.0496 .0222 1.90 .0169 3.78*

Locus of Control -.0279 .0402 2.32 .0180 3.10

Discrepancy/LOC

Interaction Term -.0007 .0456 1.97 .0054 .94

Actual/tOC

Interaction Term .0006 .0468 1.61 .0012 .21

'R <.05, *"p <.01



The hypotheses were examined within the positive and negative

feedback discrepancy conditions to determine if the sign of the feedback
impacted perceived accuracy. In the positive feedback condition, the
regression of perceived accuracy on the discrepancy between actual
performance and expected performance was not significant. In the negative
discrepancy conditions, the regression equation was significant. In Table 1V -
10 these results are presented.

The means and standard deviations for perceived accuracy of
feedback within each discrepancy condition are presented in Table IV - 11. The
highest average perceived accuracy was in the small negative discrepancy
condition (M = 4.77). Perceived accuracy of feedback had a high mean and low
variance overall (M = 4.57, SD = .74) so the chance of detecting the
hypothesized effect may have been low.

Although locus of control did not moderate the relationship, an
examination of the zero order correlations revealed that across all feedback
discrepancy conditions, people who tend to be internals perceived feedback
as more accurate than did those who tend to be externals (t = .17, p < .02).

It was thought that it would be interesting to explore the relationship of
satisfaction with present performance and perceived accuracy of feedback. In
further exploratory analyses, the relationship between satisfaction with
present performance, discrepancy between actual and expected performance,
actual performance, and perceived accuracy of feedback was examined in a

regression equation.
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TABLE IV - 10. REGRESSION ANALYSES OF PERCEIVED ACCURACY OF FEEDBACK ON THE
DISCREPANCY BETWEEN ACTUAL AND EXPECTED PERFORMANCE, LOCUS OF
CONTROL, AND THE CORRESPONDING INTERACTION TERMS WITHIN DISCREPANCY

CONDITIONS

Variable Beta R2 FR2 AR2 FAR2
POSITIVE DISCREPANCIES

DV: Perceived Accuracy of Feedback
Discrepancy -0111 .0288 1.93 - -
Actual -.0112 .0489 1.65 .0201 1.35
Locus of Control .0084 .0521 1.16 .0032 .22
Discrepancy
Locus of Control
Interaction Term .0188 .0547 .90 .0026 17
Actual
Locus of Control
Interaction Term -.0013 .0581 .75 .0034 22
NEGATIVE DISCREPANCIES

DV: Perceived Accuracy of Feedback
Discrepancy - .0187 .0441 4.66" -
Actual -.0237 1077 6.04"" .0636 7.14*
Locus of Control .0376 .1549 6.05"" .0472 5.53*
Discrepancy
Locus of Control
Interaction Term -.0016 1643 4.82* .0094 1.10
Actual
Locus of Control
Interaction Term .0020 1723 4.04" .0080 .94

a Beta refers to the standardized regression coefficient

*p < .05, **p < .01



TABLE IV - 11. MEAN AND STANDARD DEVIATION FOR PERCEIVED ACCURACY OF FEEDBACK
WITHIN FEEDBACK DISCREPANCY CONDITIONS

OVERALL POSITIVE SMALL NEG LARGE NEG
MEAN SD MEAN SD MEAN SD MEAN SD
4.57 74 4.62 .67 4.77 .66 4.37 .82

Results show that satisfaction with present performance and
actual performance were significantly related to perceived accuracy of
feedback. Locus of control did not moderate the relationship. Results are

shown in Table IV - 12.

Hypothesi

It was predicted that for individuals whose actual performance is less
than their expected performance, the more actual performance differs from
expected performance, the more dissatisfied those individuals are with
performance. A positive correlation (r = 0.37, p < .003) was found between
discrepancy between actual performance and expected performance and self-
satisfaction with perforrhance. Therefore, the more negative the difference
between actual performance and expected performance, the more dissatisfied

individuals were with performance. Thus, hypothesis 3a was supported.

Hypothesi
It was predicted that for individuals whose actual performance is less
than expected performance, the more dissatisfied those individuals are with

estimated future performance, the more their motivation-to-learn increases.
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TABLE IV - 12. REGRESSION ANALYSES OF PERCEIVED ACCURACY OF FEEDBACK ON
SATISFACTION WITH PERFORMANCE, THE DISCREPANCY BETWEEN ACTUAL AND
EXPECTED PERFORMANCE, LOCUS OF CONTROL, AND THE CORRESPONDING

INTERACTION TERMS.
Variable Beta R2 FR2 AR2 FAR2
rcei r
Satisfaction .0918 .0240 3.84" - -
Discrepancy .0415 .0242 1.92 .0002 .03
Actual -.0616 .0503 2.72* .0261 4.24"
Locus of Control -.0311 .0789 3.28" .0286 4,75

Discrepancy
Locus of Control

Interaction Term -.0006 .0834 2.77" .0045 .75
Actual

Locus of Control

Interaction Term .0008 .0852 2.34" .0018 .29

a Beta refers to the standardized regression coefficient

*p < .05, **p <.01
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Since change scores can be unreliable (see discussion of change scores in
Cronbach and Furby, 1970), motivation-to-learn post feedback was the focus
of the analysis. Satisfaction with estimated future performance was regressed
on motivation-to-learn post-feedback after the effect of motivation-to-learn pre-
feedback was partialled out. Satisfaction with estimated future performance
was not related to motivation-to-learn post-feedback after the effect of
motivation-to-learn pre-feedback was partialled out. Thus hypothesis 3b was

not supported. Results are shown in Table IV - 13.

TABLE IV - 13. REGRESSION OF MOTIVATION-TO-LEARN POST FEEDBACK ON MOTIVATION-TO-
LEARN PRE FEEDBACK AND SELF-SATISFACTION WITH PERFORMANCE

Variable Model R2  ChangeinR2 F Change in R2
Motivation-to-learn .6070 .6070 245.55**
Self-satisfaction .6145 .0075 3.10
' p<.05
" p<.01
H is 4

It was predicted that individuals who receive feedback that actual
performance is much different than expected performance will change their
self-perceived task competence more than will individuals who receive
feedback that actual performance is similar to expected performance. It was
postulated that this relationship will hold true only if the feedback is perceived

as accurate. The results of regression analyses indicated that the discrepancy
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between expected and actual performance was significantly related to self-
perceived task competence after feedback with the effect of self-perceived
task competence pre feedback was partialled out. However, perceived
accuracy did not moderate the equation. [n Table IV - 14 the results of these

analyses are presented. Therefore, hypothesis 4a was partially supported.

Hypothesis 4b

It was postulated that the more an individual's self-perceived task
competence increases after feedback, the more motivation-to-learn increases.
Since both variables are change scores and therefore may be subject to
unreliability, to compare change in self-perceived task competence with
change in motivation-to-learn, residualized change scores were computed
and then correlated with one another. Results were not significant. Thus,
Hypothesis 4b was not supported.

In further exploratory analyses, self-perceived task competence after
feedback was related to the variable change in motivation-to-learn (r=-.13, p
< .05). Therefore, the lower a participant's self-perceived task competence
after feedback, the more positive the change in motivation-to-learn after
feedback. Also, the higher a participant's self-perceived task competence, the

more negative the change in motivation-to-learn after feedback.
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TABLE IV - 14, REGRESSION OF SELF PERCEIVED TASK COMPETENCE POST FEEDBACK ON SELF-
PERCEIVED TASK COMPETENCE PRE FEEDBACK, DISCREPANCY BETWEEN ACTUAL
PERFORMANCE AND EXPECTED PERFORMANCE AND PERCEIVED ACCURACY OF

FEEDBACK.
Variable Model R2  Change in R2 F Change in R2
Self-perceived task competence .3681 - -
Discrepancy .3816 .0135 3.63"
Perceived Accuracy of Feedback .3851 .0035 .96
Discrepancy
Perceived Accuracy
Interaction Term .3929 .0078 2.11

*p<.05 "p<.01




Hypothesis 5
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It was predicted that the higher an individual's self-set goals after

feedback the more motivation-to-learn increases. This relationship will hold

true for all individuals except those whose actual performance falls far short of

expected performance. Self-set goal was not related to change in motivation-

to-learn (r = .09, n.s.). Self-set goal was not related to motivation-to-learn post

feedback after motivation-to-learn pre-feedback was partialled out. The

relationship between self-set goal and motivation-to-learn in the large

negative discrepancy condition was not significant. Thus, hypothesis 5 was

not supported. Results are shown in Table IV - 15.

TABLE IV - 15. REGRESSION OF MOTIVATION-TO-LEARN POST FEEDBACK ON MOTIVATION-TO-
LEARN PRE FEEDBACK AND SELF-SET GOALS, WITHIN FEEDBACK DISCREPANCY

CONDITIONS.

Variable ModelR2  Change in R2

F Change in R2

LARGE NEGATIVE DISCREPANCY CONDITION

Motivation-to-learn Pre Feedback .6718*" - -

Self-set goals .6880 .0162 2.96

ALL BUT LARGE NEGATIVE DISCREPANCY CONDITION

Motivation-to-learn Pre Feedback .5694"" -

Self-set goals .5716 .0022 .52
* p<.05

-k

p<.01
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Hypothesis 6

It was predicted that self-satisfaction, self-perceived task competence,
and self-set goals contribute differentially to motivation-to-learn, depending on
the relationship between actual performance and e;pected performance for
each individual. Based on the methodology of Bandura and Cervone, the
variables were entered into the regression equation in the following order:
self-satisfaction with performance, self-perceived task competence, and self-
set goals. It is believed that an individual's first reaction to feedback will be
self-satisfaction with the level of performance for future attempts, then
evaluation of perceived competence to perform in future attempts, followed by
self-set goals for future attempts. Hierarchical regression of motivation-to-
learn post-feedback on motivation-to-learn pre-feedback, self-satisfaction with
performance, self-perceived task competence, and self-set goals revealed that
the variables were significantly related to motivation-to-learn in only one case.
In the large negative discrepancy condition, self-satisfaction with performance
was significantly related to motivation-to-learn. Resuits are shown in Table IV
- 16. Since the variables were not significantly related to motivation-to-learn,
a comparison between the discrepancy categories was not performed. Thus,
hypothesis 6 was not supported. In Table IV - 17 the means and standard
deviations of self-satisfaction with performance, self-perceived task
competence, and self-set goals within the feedback discrepancy conditions
are presented.

The relationship between motivation-to-learn post feedback with

motivation-to-learn pre feedback partialled out and self-satisfaction with
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TABLE IV - 16. HIERARCHICAL REGRESSION OF MOTIVATION-TO-LEARN POST FEEDBACK ON
MOTIVATION-TO-LEARN PRE FEEDBACK, SELF-SATISFACTION, SELF-PERCEIVED TASK
COMPETENCE, AND SELF-SET GOALS

DISCREPANCY CONDITION

POS SMNEG LGNEG
Source FtoEnter R2 AR2 Fto Enter R2 AR2 FtoEnter R2 AR2
Motivation-to-learn
Pre feedback 97.88 .6199 - 3547 4763 - 117.07 6725 -
Self-Satisfaction 17 .8210  .0011 .06 4771 .0008 751 7112 .0387
Self-perceived task
competence .09 .6215 .0005 1.32 5110 .0339 74 7151 .0039
Selt-set goals .25 .6232 .0017 1.09 2.89 7295 .0144

*Rp<.05 " p<.01

TABLE IV - 17. MEANS AND STANDARD DEVIATIONS FOR SELF-SATISFACTION WITH PERFORMANCE,
SELF-PERCEIVED TASK COMPETENCE, AND SELF-SET GOALS

DISCREPANCY CONDITION
POS SMNEG LGNEG
N M SD N M SD N M SD
Self-satisfaction 65 2.01 1.31 41 1.75 1.04 67 1.61 0.98
Self-perceived task
competence 67 7.64 1.72 48 7.97 1.68 69 762 1.79

Self-set goals 62  92.07 8.47 44  94.08 4.48 60 92.89 8.62




estimated future performance, self-perceived task competence, and self-set
goals was examined across all discrepancy conditions. Results were not

significant. Results are presented in Table IV - 18.
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TABLE IV - 18. HIERARCHICAL REGRESSION OF MOTIVATION-TO-LEARN POST FEEDBACK ON SELF-

SATISFACTION, SELF-PERCEIVED TASK COMPETENCE, AND SELF-SET GOALS

Source F to Enter R2 AR2
Mot to Learn Pre-Feedback 245.56" .6070 -
Self-satistaction 3.10 .6145 .0076
Self-perceived task competence 1.64 6178 .0042
Self-set goals 2.23 .6241 .0054

"p<.05 " p<.01

Hypothesis 7

It was predicted that locus of control would moderate the relationship
between feedback discrepancy and self-satisfaction, self-perceived task
competence, and self-set goals.

Overall, discrepancy between actual performance and expected
performance was separately regressed on self-perceived task competence,
self-set goals, and self-satisfaction, with locus of control entered as a
moderator. Results are shown in Table IV - 19. The discrepancy between
actual performance and expected performance was significantly related to

self-satisfaction with future performance. Locus of control did not moderate
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TABLE IV - 19. REGRESSION OF COGNITIVE REACTIONS ON DISCREPANCY AND LOCUS OF

CONTROL

Variable Model R2

Change in R F Change in R2

DV: Self-Satisfaction

Discrepancy .0257 .0257 4.16"
Locus of control .0408 .0152 2.48
Interaction .0448 .0040 .65
DV: Self-Set Goals
Discrepancy .0032 .0032 .51
Locus of control .0486 .0454 7.28""
Interaction .0487 .0001 .01
DV: Self-Perceived Task Competence
Discrepancy .0053 .0053 .87
Locus of control .0257 .0204 3.49
Interaction .0258 .0001 .01
* p<.05
* p<.01

the relationship between discrepancy and the cognitive reactions as

hypothesized. Locus of control itself directly predicted self-set goal.

Although locus of control did not moderate the relationship, an

examination of the zero order correlations showed that individuals who tend to

be internals set higher goals (r = .20, p < .007) and have higher self-perceived

task competence ([ = .19, p < .008) but may not show less self-satisfaction with

future performance ([ =-.11, p <.12). The correlations overall and within

discrepancy conditions are presented in Table IV - 20.



TABLE IV - 20. CORRELATIONS BETWEEN LOCUS OF CONTROL AND SELF-SATISFACTION WITH
PERFORMANCE, SELF-PERCEIVED TASK COMPETENCE, AND SELF-SET GOALS

DISCREPANCY CONDITIONS
OVERALL POS SMNEG LGNEG
Self-satisfaction =11 -.04 -.02 -4
(173)a (64) (48) (67)
Self-perceived
task competence 20" .04 -.09 .18
(166) (62) (44) (60)
Self-set goals a9 -.06 -27° -.07
(185) (67) (48) (69)

a Number of observations

'p < .05, *"p < .01

4. ADDITIONAL EXPLORATORY ANALYSES

It was thought that examining the variables which were related to the

major dependent variables in the study would provide some direction for

explaining the results of this study and for providing direction for future
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research. This is important because the research in this area is limited. Each

of the major dependent variables is discussed beiow.

Self-perceived task competence, self-satisfaction, and self-set goals

and their relationship with posttest performance were examined. Pretest

performance was partialled out of posttest performance. Results showed that

the variable self-set goal was related to posttest performance (r = .19, p < .05).

Therefore, the higher the goals set by the participants, the higher was posttest

performance.



89

Perceived accuracy of feedback

Perceived accuracy of feedback was related to the variables self-set
goals (r = 0.15, p < .05), motivation-to-learn pre-feec;back (r=0.40, p < .01),
and motivation-to-learn post-feedback (r = 0.32, p < .01). Participants who
reported high motivation-to-learn tended to rate the feedback as more
accurate than did those participants who reported low motivation-to-learn. The
participants who rated the feedback as accurate also set higher goals for
learning than did those who rated the feedback as less accurate.

Self-satisfaction with performance was related to perceived accuracy of
feedback (r = 0.17, p < .05). Thus, the higher the participants’ satisfaction with

performance, the more accurate the feedback was rated.

Self-satisfacti ith 1 [
Self-satistaction with future performance was related to the variables
self-set goals (r =-.19, p < .01), motivation-to-learn pre feedback (r = -.20, p <
.01), motivation-to-learn post feedback (r = -.25, p < .01), satisfaction with
performance (r = .29, p < .01), and actual performance (r = .23, p <.01). Thus,
those individuals who were dissatisfied with the thought of scoring at the same
level on the posttest that they did on the pretest set higher goals, were more
motivated-to-learn, scored higher on the pretest, and were more dissatisfied

with pretest performance.
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Self-perceived task competence

Self-perceived task competence was related to the variables locus of
control (r = .19, p <.01), self-set goals (r = .14, p < .05), actual performance (r =
.25, p < .01), and expected performance (r= .24, p < .01). Thus, individuals
with high self-perceived task competence tended to set higher goals, have
more internal locus of control, higher expected pretest performance, and

higher actual pretest performance.

Self-set goal

Self-set goal was related to the variables locus of control (r = .20, p <
.01), motivation-to-learn post feedback (r = .16, p < .05), actual performance (r
= .31, p < .01), expected performance (r = .25, p < .01), and posttest
performance (r = .19, p <.05). Thus, individuals who set high goals for
posttest performance tended to have high motivation-to-learn after feedback,
high pretest and expected pretest performance, high posttest performance,

and tended to be internals rather than externals.

Locus ot Contro|

It was thought that participants who tend to be internal may be clustered
in a particular feedback discrepancy condition because they may be similar to
each other in their expectations of performance and different from those who
tend to be externals. A chi square analysis was performed to test whether the
numbers of internals and externals were significantly different between

feedback discrepancy conditions. Results were nonsignificant (X = 0.39, n.s.).
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In further exploratory analyses, locus of control was related to the
variables motivation-to-learn (r = 0.33, p < .01), expected performance (r =
0.14, p <.05), and actual performance (r = 0.14, p < .05). Thus, individuals
who tend to be internals reported higher motivation-to-learn, and expected

and achieved higher performance.

In Chapter V a discussion of the results of the study is presented. Also,
limitations of the study and directions for future research, and comments on

the theoretical and practical implications of the study are presented.
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CHAPTER YV

DISCUSSION

The major purpose for the study was to examine the effect of providing
needs assessment feedback on motivation-to-learn prior to training and on
performance on a posttest assessment. The study was specifically focused on
two areas. First, the effects of providing needs assessment feedback on
expressed motivation-to-learn prior to training and on posttest performance
were examined. Second, individuals' reactions to needs assessment
feedback in terms of perceived accuracy, self-set goals, self-perceived task
competence, and self-satisfaction and the relationship of these variables to
motivation-to-learn prior to training were examined.

In this Chapter the findings, limitations of the study and future research
directions are discussed, followed by comments on the practical and

theoretical implications of the study.

1. DISCUSSION OF FINDINGS
The results supported the prediction of Hypothesis 1a that individuals
who receive needs assessment feedback will report higher initial motivation-
to-learn than will individuals who do not receive feedback. Inthe FEEDBACK
group, the average of individuals' motivation-to-learn prior to feedback was

significantly different from that of the NO FEEDBACK group. It appears that
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the knowledge that feedback would be provided resulted in higher motivation-
to-learn.

In the feedback group, despite higher expressed motivation-to-learn
and regardless of discrepancy between expected performance and actual
performance, average expressed motivation-to-learn was not significantly
different from the first measurement to the second. The mean pretest score
was 73%, indicating that the participants on the average already knew a fair
amount of the material to be presented in the course. Although on the
average the actual pretest performance of participants was not as high as they
expected (i.e., their feedback discrepancy was negative), average
performance of participants on the pretest was fairly good. The individuals in
the FEEDBACK group may have felt that since they already knew a great deal
of the material they did not need the training program to help them improve
knowledge of policies and procedures, and so did not report higher
motivation-to-learn.

Another possible reason that motivation-to-learn did not increase after
feedback was the time frame of the second measurement. The participants
filled out the first motivation-to-learn measure approximately one month before
training. However, it was two weeks closer to the time of training when the
post-feedback motivation-to-learn questionnaire was completed. Different
variables may have impacted the participants' motivation-to-learn at the
separate measurement times. Their initial motivation-to-learn may have been
based on their intentions of learning the material in the program. At the
second measurement time the participants may have been thinking about

other issues that impacted on their motivation-to-learn. One such constraint is



the three and one-half day time frame for the program. It is speculated that the

participants may have been worrying about how their job would be impacted
by their absence for three and one-half days or other concerns related to
attendance in the training program. No measure of‘motivation-to-learn at the
second time was available for the NO FEEDBACK group, SO no comparison
between groups could be made.

These results highlight the problem with measuring motivation-to-learn,
since motivation-to-learn may be impacted by different variables at different
measurement times. In the present study, when motivation-to-learn was
measured in the two groups at the first measurement time, comparisons
between groups could be made. However, no comparison between groups
could be made at the second measurement time, since only the FEEDBACK
group was measured. In the present study, another measure of motivation-to-
learn taken at the beginning of training may have revealed a different
motivation level than either of the two measures taken prior to training.

Pretest scores were significantly different for the two groups, indicating
that the participants probably reacted in some way to the knowledge that they
would receive feedback. The FEEDBACK group scored higher on the pretest
than did the NO FEEDBACK group. The FEEDBACK group may have
perceived completion of the pretest as more worthwhile than the NO
FEEDBACK group who thought they were only filling out the pretest for
evaluation purposes. It is speculated that the FEEDBACK group spent more
time on the pretest and filled it out more carefully. The cover letter also may

have impacted the participants' motivation-to-learn, since in it were mentioned
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some of the benefits they would receive from getting feedback about their

pretest.

Posttest Performance

Individuals that received feedback had higher posttest scores on the
average than did individuals who did not receive feedback. These results
support other research (Locke et al., 1981) that shows that feedback about
performance can positively impact future performance. When the effects of the
pretest scores were partialled out of posttest scores of the two groups, posttest
scores were significantly different. The FEEDBACK group performed better on
the posttest, after controlling for the pretest scores. It is speculated that the
participants in the FEEDBACK group may have paid more attention during
training, may have been more focused on their particular areas of need, or
may have asked questions about the feedback they received, leading to more
learning during the training program.

Wexley (1984) has suggested that feedback works because it allows
knowledge of whether performance is on target, makes the training more
interesting, and allows for specific goal setting. In the present study, the
feedback of needs assessment results allowed knowledge of whether pretest
performance was on target, may have made the training more interesting by
focusing the participant on areas of need, and may also have facilitated goal
setting for posttest performance.

Exploratory analyses showed that pretest performance was the best
predictor of posttest performance, and that initial self-perceived task

competence accounted for significant variance in posttest performance
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beyond that accounted for by pretest performance. It appears that individuals'
feelings about their competence to perform on the pretest were also related to
feelings of competence about the posttest and to actual posttest performance.

Motivation-to-learn post feedback did not account for significant
variance in posttest performance, when analyzed with the effects of pretest
performance partialled out. Since the measure of motivation-to-learn used in
the present study had low variance, it may have been difficult to detect the

hypothesized effect.

Perceived accuracy of feedback

The results did not support Hypothesis 2 that individuals who receive
feedback that actual performance is lower than expected performance will rate
their feedback as less accurate than will individuals who receive feedback that
actual performance is higher than expected performance, that the higher the
actual level of performance, the higher will be the perceived accuracy of
feedback, and that individuals who tend to be internals will perceive feedback
as more accurate than will individuals who tend to be externals. No
relationship was found in an overall regression equation when all hypotheses
were tested together. Actual performance contributed significantly to
perceived accuracy of feedback, even though the overall equation was not
significant. This could indicate that the variables in the equation were too
redundant and therefore washed out the effect of true variance.

ligen et al. (1979) postulated that the sign of the feedback was

important in how individuals perceived and accepted it. Therefore, the

hypotheses were examined separately within the positive and negative
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discrepancy conditions to determine whether the sign of the feedback would
impact perceived accuracy of feedback.

No relationship was found in the positive feedback discrepancy
condition. However, in the negative feedback discrepancy conditions, results
show that discrepancy between actual and expected performance was related
to perceived accuracy of feedback. Actual performance also contributed
significantly to the relationship.

There was no difference in perceived accuracy of feedback as a result
of level of locus of control. However, exploratory examination of the zero
order correlations showed that locus of control was related to perceived
accuracy of feedback. No matter what their discrepancy between actual
performance and expected performance, persons who tend to be internals
perceive feedback as more accurate than do persons who tend to be
externals.

The variance of the perceived accuracy measure was low (SD = 0.74),
and the mean was high (M = 4.57 on a 6-point scale), indicating that the
participants, on the average, did not question the accuracy of the feedback
they were given. Therefore, the power for detecting the hypothesized effect in
this hypothesis was probably low.

The results of the study are consistent with those from previous
research that show the favorability of feedback affects the way it is perceived
by individuals (ligen, 1971; Halperin et al., 1976). In the present study, for
individuals who received feedback that actual performance was less than
expected performance, the more negative the feedback and the lower the

level of performance, the more it was perceived by individuals as inaccurate.
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In exploratory analyses, perceived accuracy of feedback was related to
the variables self-set goal, motivation-to-learn pre-feedback, and motivation-
to-learn post-feedback. It appears that more motivated individuals rated
feedback as accurate, regardless of actual performance. Also, the higher the
individual rated the accuracy of feedback, the higher the goals set for posttest

performance.

satisfact

Hypothesis 33 The results supported Hypothesis 3a that, for
individuals whose actual performance is less than expected performance, the
more negative the difference between expected performance and actual
performance, the more dissatisfied individuals are with performance.
Therefore, it appeared that individuals attended to the feedback they were
given and recognized that they did not score as high as they had expected,
resulting in dissatisfaction with performance. This result is consistent with the
research of ligen (1971) who found that satisfaction with performance was the
result of both the discrepancy between actual performance and expected
performance and the actual level of performance itself. This result also lends
credibility to the discrepancy conditions used in the present study since
individuals attended to the feedback they were given and compared actual
performance to expected performance.

Hypothesis 3b The results did not support Hypothesis 3b that for
individuals whose actual performance is less than expected performance, the
more dissatisfied those individuals are with the thought of scoring the same on

the posttest as they did on the pretest, the higher their motivation-to-learn after
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feedback. Results were not significant. Therefore, dissatisfaction with the
thought of scoring the same on the posttest as they did on the pretest did not
impact individuals' motivation-to-learn.

Since motivation-to-learn did not change after feedback in the present
study, exploratory analyses were performed. Examination of zero order
correlations showed that satisfaction with future performance was related to
motivation-to-learn pre feedback and motivation-to-learn post feedback, within
the negative discrepancy condition only. Individuals who scored less than
they expected on the pretest were less satisfied with the thought of scoring the
same on the posttest as they did on the pretest. Also, the lower satisfaction
with future performance, the higher was motivation-to-learn after feedback.
This is consistent with the results of Bandura and Cervone (1986), who found
that for individuals who scored less than they expected, satisfaction with future

performance contributed to motivation for future performance.

Self-perceived task competence

Hypothesis 4a The results partially supported Hypothesis 4a that
individuals who receive feedback that actual performance is much different
than expected performance will change their self-perceived task competence
more than will individuals who receive feedback that actual performance was
similar to expected performance. This relationship was predicted to hold true
only if the feedback is perceived as accurate. Results showed that
discrepancy between actual and expected performance but not the perceived
accuracy of feedback affect an individual's change in self-perceived task

competence. In the present study, discrepant feedback impacted individual's
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reported self-perceived task competence. The participants tended to respond
to feedback in a logical way, lowering self-perceived task competence after
negative feedback and raising self-perceived task competence after positive
feedback.

It is speculated that perceived accuracy of feedback did not moderate
the relationship because the variance was small, resulting in less chance of
detecting an effect. Also, average perceived accuracy of feedback was high,
indicating that feedback was perceived as accurate in the present study.

Hypothesis 4b The results did not support Hypothesis 4b that the more
an individual's self-perceived task competence increases, the more
motivation-to-learn increases. Since motivation-to-learn did not change after
feedback, this hypothesis was not supported.

Further exploratory analyses showed that the lower the participant's
self-perceived task competence after feedback, the more positive was change
in motivation-to-learn after feedback. Conversely, the higher self-perceived
task competence after feedback, the more negative was change in motivation-
to-learn after feedback. Previous research has shown that self-perceived task
competence improved motivation for future performance because individuals
felt that they had the capability to perform on future attempts (Bandura and
Cervone, 1986). In the present study, it is possible that only when individuals
felt a need for training (i.e., low self-perceived task competence after needs
assessment feedback) did they report higher motivation-to-learn.

The results of the exploratory analysis contradict the results of Bandura

and Cervone (1986) who found that self-perceived task competence improved

motivation for future performance. However, the task in their study was a
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physical test and it is speculated that the difference in the results in the
present study may be explained by the nature of the tasks used in the studies.
On the physical task in the Bandura and Cervone study the subjects were
challenging themselves for no extrinsic reward. The supervisors in the
present study may have felt no challenge to increase already proficient
knowledge in the area of policies and procedures since no extrinsic reward
would be provided to the supervisors for achieving 100% proficiency. There
also may have been a difference between motivation for learning as
compared to motivation to perform. In a learning setting it may be that
individuals will not be motivated if they are already proficient. In another
setting, performing a behavior may be motivating in itself.

In other exploratory analyses, change in self-perceived task
competence was related to the variables locus of control, self-satisfaction with
performance, and posttest performance. Individuals who tended to be
internal were more likely to increase their self-perceived task competence
after feedback than were individuals who tended to be external. Also,
individuals who were not satisfied with their performance were more likely to
lower their self-perceived task competence than individuals who were
satisfied with their performance. The more positive the change in self-
perceived task competence after feedback, the higher the participant scored

on the posttest.

Self-set Goals
Hypothesis 5 The results of the study did not support Hypothesis 5 that

for individuals except those in the large negative discrepancy condition, the
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higher an individual's self-set goals after feedback, the more motivation-to-
learn increases. Motivation-to-learn did not change after feedback, therefore
this hypothesis was not supported.

However, exploratory results showed that higher motivation-to-learn
after feedback was related to higher goals for posttest performance. |t
appears that individuals who set higher goals for posttest performance were
more motivated to learn than were those individuals who set lower goals for
posttest performance. |

Self-set goals were related to the variables locus of control, expected
performance, and actual performance. Individuals who tend to be internal set
higher goals than do individuals who tend to be externals. Also, the higher an
individual's expected performance and actual performance, the higher were

goals for posttest performance.

Hypothesis 6 The results did not support Hypothesis 6 that self-
perceived task competence, self-satisfaction, and self-set goals would
contribute differentially to motivation-to-learn, depending on the discrepancy
between actual performance and expected performance for each individual.
The variables were entered into a regression equation with motivation-to-
learn in each of the discrepancy conditions. If results had been significant,
comparisons were to be made between the variables from each discrepancy
condition to determine whether the variables contributed differentially to

motivation-to-learn. Results showed that in the large negative discrepancy

condition, self-satisfaction with future performance was significantly related to
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motivation-to-learn. For those individuals who scored much lower on the
pretest than they had expected, the lower the satisfaction with the thought of
scoring the same on the posttest as they did on the pretest, the higher was
reported motivation-to-learn after feedback. Results in the other discrepancy
conditions were not significant.

Bandura and Cervone (1986) found that across all discrepancy
conditions self-perceived task competence contributed to motivation for future
performance. For individuals who scored much less than they expected,
satisfaction with future performance contributed to motivation for future
performance. Finally, for all individuals except those who scored much less
than they expected, goals for performance contributed to motivation for future
performance.

The results of the present study were not unexpected since overall
motivation-to-learn was expected to increase after feedback was given but
actually did not change after feedback was given. No significant relationship
was found between self-perceived task competence, self-set goals, and self-
satisfaction and motivation-to-learn when examined across discrepancy
conditions in an exploratory analysis.

It is speculated that in the present study the two self-reactive
mechanisms self-perceived task competence and self-satisfaction with future
performance may have exerted an opposite effect on motivation-to-learn post
feedback. The lower satisfaction with future performance, the higher was
motivation-to-learn, since participants on the average did not want to score at
pretest level on the posttest assessment. However, since pretest performance

was fairly high participants may have believed that their self-perceived task
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competence was adequate, i.e., they did not need the training. It is speculated
that these participants did not believe the training was necessary.

Exploratory examination of the zero order correlations showed that
locus of control, self-set goal, and perceived accur:;cy of feedback were
related to motivation-to-learn post feedback. Participants who tended to be
internals reported higher motivation-to-learn after feedback than did
participants who tended to be externals. Participants with higher motivation-
to-learn after feedback set higher goals for posttest performance. Participants
who rated feedback as accurate also reported higher motivation-to-learn after
feedback.

Finally, the relationship between self-perceived task competence, self-
satisfaction with future performance, self-set goals and posttest performance
was examined in an exploratory analysis to determine whether the cognitive
influences exerted an effect on posttest performance. Self-set goals
significantly predicted posttest performance while self-perceived task
competence and self-satisfaction with future performance were not

significantly related to posttest performance.

Locus of control

Hypothesis 7 The results did not support Hypothesis 7 that locus of
control would moderate the relationship between discrepancy between actual
and expected performance and self satisfaction, self-perceived task
competence, and self-set goals. There was no difference in the discrepancy-
cognitive reactions relationship as a resulit of varying levels of locus of control.

Although the hypothesis was not supported, exploratory examination of the
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zero order correlations showed that those who tended to have internal locus
of control appeared to set higher goals, had higher self-perceived task
competence, but were not more dissatisfied with performance than those who
tend to be externals, regardless of the discrepancy between actual
performance and expected performance. These results were significant
although the subjects in this study tended to be, on the average, mostly
internals. Locus of control was also related to satisfaction with pretest
performance. This is consistent with research by Feather (1963) who found
that individuals who tend to be internal accept feedback more readily than do
individuals who tend to be externals.

Initial motivation-to-learn was highly related to locus of control, with
internals tending to be more motivated-to-learn than were externals.
Broedling (1975) showed that internals are more likely to perceive effont-
performance and performance-outcome linkages than are externals. Internals
tend to be more aware of their strengths and weaknesses, be more job
involved, and be more career-oriented. Since the motivation-to-learn
measure used in the present study was based in part on questions about how
training content would relate to job or career, this may explain why motivation-
to-learn as it was measured in the present study was strongly related to locus

of control.

2. LIMITATIONS OF THE STUDY AND DIRECTIONS FOR FUTURE
RESEARCH
The limitations of the study and directions for future research are

discussed in this section. In subsequent sections, the theoretical and practical
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implications of the study are discussed. The limitations of the study were in
the general areas of the measurement of the variables, uncontrolled variables,
and the generalizability of the results of the study. These limitations are

discussed below.

Measurement of the variables

All measures were based on those used in previous research on
motivation-to-learn and modifications were made only to tailor the measures
specifically for the present study. A limitation may be that since the measures
taken in the study were questionnaires only; common method variance may
have been a problem, resulting in a stronger than actual correlation between
variables.

In an attempt to validate a measure of motivation-to-learn, Baldwin and
Karl (1987) compared motivation-to-learn measures similar to the one used in
the present study with a motivation-to-learn measure based on the expectancy
theory of motivation. The results of their research indicated that the
expectancy-based measure accounted for more variance in performance,
although both measures significantly predicted performance in training. In
their study, Noe and Schmitt (1986) attempted to measure both expectancies
about training and motivation-to-learn but had to combine their measure of
motivation-to-learn and their measure of expectancies because they were so
highly correlated. Research results such as these lend some validity to the
concept of motivation-to-learn, since measures so highly correlated are
probably tapping the same concept. In future research, motivation-to-learn

could be measured in other ways. For example, behavioral intentions
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regarding learning or effort toward learning (Fishbein & Ajzen, 1975 ) may
also be a fruitful area of focus when defining and measuring motivation-to-
learn.

The time at which motivation-to-learn is measured may have important
consequences. In the present study motivation-to-learn was measured more
than once for the same individuals. The pre-feedback motivation-to-learn
measure was taken four weeks prior to training while the post-feedback
motivation-to-learn measure was taken two weeks prior to training. It is
speculated that motivation-to-learn may vary depending on the circumstances
surrounding the course and on the time before training when it is measured.
Motivation-to-learn and the variables that impact it have not been examined
over time, and in future research this needs to be addressed. If motivation-to-
learn varies over time, different patterns of results may be found depending on
when the pre-training motivation measure is taken. This may also explain the
difference in findings between this study and previous research in this area.
While in previous studies motivation-to-learn was measured once at the
beginning of training or after training was complete, in the present study it was
measured twice during the month before training took place. In the research
by Bandura and Cervone, the measures were taken during the same
experimental session. It may be that motivation at the beginning and during
training is the most important predictor of training performance. More
research that is focused on the measurement of motivation-to-learn at different
times prior to and during training would be helpful.

In the present study, locus of control was measured using the Paulhus

scale although much research has been conducted using the Rotter locus of
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control scale. In further research the hypotheses of the present study could
be examined using the Rotter scale, making the results more comparable to
those already published. Also, the subjects in this study, on the average,
tended to be internals. In future research individuals who are at the extremes
of the locus of control scale could be examined, perhaps lending more power
to the study. However, research using subjects at the extremes of the scale
would be less generalizable than those using the full range of the scale.

- The discrepancy conditions used in this study were based on estimates
of what participants would consider a positive, small negative, and large
negative discrepancy between actual performance and expected
performance. The data were split approximately into thirds based on these
considerations. However, the discrepancy conditions used in this study may
not have correctly categorized participants according to what they consider
small negative or large negative discrepancies. Also, because of the time that
had elapsed since they recorded their expected performance, participants
may even have compared actual performance to initial self-perceived task
competence rather than to what they recorded as expected performance.
However, the significant relationship between satisfaction with performance
and discrepancy between actual performance and expected performance (i.e.,
the more negative the discrepancy, the more individuals were dissatisfied)
lends credibility to the discrepancy conditions used in the present study.

Although there were two measurement times in the present study, some
of the measures used to test the hypotheses were collected at the same time.
Since it is not known whether one variable predicted another variable, the

results must be considered correlational, and causation cannot be assumed.
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For example, on the post-feedback questionnaire individuals were asked to
set their goal for future performance and then rate their motivation-to-learn.
Exploratory analyses showed that self-set goals were related to motivation-to-
learn post feedback. Since these measures were éollected at the same time it
is not known whether higher goals led to higher motivation-to-learn or whether

higher motivation-to-learn led to higher goals.

Uncontrolled varigbles

The present study was an initial step in examining participant reactions
to needs assessment feedback. Other variables that may characterize
reaction to needs assessment feedback should be the focus of future
research. For example, usefuiness of feedback or the needs assessment
instruments that are perceived by participants as the most useful in providing
feedback before training should be examined.

As discussed by ligen et al. (1979), it is postulated that many variables
would be related to perception, acceptance and use of feedback. Not all of
those variables were the focus of this study. For example, the source of the
feedback is important in how the individual perceives its utility. Feedback from
a closer source, such as a supervisor, may be shown to have a greater effect
than did the feedback in this study, which was from an anonymous
organizational source. Research has shown that multiple instances of
feedback lead to more acceptance of feedback and with multiple instances of
feedback or feedback from other sources, the results may differ from those
found here. It would be interesting to determine whether the subjects resolve

discrepancies in feedback in terms of their own self-generated feedback or
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externally generated feedback and what variables impact that process. Self-
generated feedback has been shown to be more effective than externally
generated feedback (Early, 1986). Also, the power and credibility of the
source of the feedback may have a major impact.

More research is needed on how to maximize performance in training
and transfer of training behavior back to the job. This research demonstrated
that posttest performance could be impacted by providing needs assessment
feedback and the results are probably generalizable to other settings. But
given the amount of time and money it takes to train an employee, more
research on how to improve performance in training would still be valuable.
Long-term knowledge acquisition when feedback is given should be
examined in future research. Other variables that can impact performance in
training, such as ability and organizational factors, should be incorporated
and the effects of motivation, ability, and organizational factors should be
examined separately. Other individual difference characteristics such as need
for achievement that could impact the effectiveness of training or of feedback

prior to training should be examined.

5 lizability of t |

The supervisors who comprised the sample in the present study had a
fairly long tenure with the organization. Managers or employees with long
tenure with an organization may react to feedback in different ways than do
members of organizations with less tenure. Previous research has shown that
as employees' tenure with an organization increases, the use of feedback

generally decreases (Meyer and Walker, 1961). Also, members of an
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organization at various levels or in various functions may use feedback in
different ways. More research about how individuals at different points in their
career use feedback from needs assessment prior to training would be
interesting.

The participants in the present study were mostly middle level
managers and were predominantly male. Results may have been different if
the setting were an organization in which a more diverse work group existed.
This research should be replicated in different populations, such as a non-
managerial population and one with a higher percentage of women.

The training program that was part of the present study was mandatory
for the subjects in the study. All supervisors had to take it regardless of their
knowledge level, which averaged high prior to training. In further research,
the hypotheses of the present study should be examined in a situation where
training is voluntary to determine if the results are comparable to those from a
situation where training is mandatory or where participants had a genuine
need to learn the material in the program. Results may be quite different if the
subject desires to go to training because he or she perceives a need for the
training and has the choice to go to training. In the study by Hicks and
Klimoski (1987), choice of training predicted performance in training
presumably because the participant was committed to training. Also, results
may be different in organizations in which a very positive climate for
development exists, where the participant receives either tangible or
intangible rewards for completing the training program. The participants in the
present study were not directly rewarded with pay increases or promotion for

learning the material in this program. In future research these variables
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should be addressed in a setting in which improvement in performance is
rewarded to a greater degree.

Training that focuses on different content should also be the focus of
future research. Motivation-to-learn may vary depending on whether the
training is focused on skill or attitude change as opposed to knowledge
acquisition, which was the focus of the present study. It is speculated that a
program that focuses on skills acquisition and that includes practice would be
more motivating. Also, other content than policies and procedures would
probably be more interesting to participants.

Finally, motivation-to-learn should be examined in future research in
different field settings and in a laboratory setting. Since both laboratory and
field research is important for understanding of motivation-to-learn, replication
of the present study and extension of its findings to other populations and

other settings would be valuable.

3. THEORETICAL IMPLICATIONS

The results of this study demonstrate the importance of studying
individual reaction to needs assessment feedback in terms of impact on
motivation-to-learn and on posttest performance in organizational training..
The area of motivation-to-learn has received increased attention, but little
empirical research has been conducted to support the predictions of theorists
in this area. This research extended and integrated past research in the areas
of motivation-to-learn, feedback, and control systems.

One problem that limits the development of a model pertaining to

motivation-to-learn in training has been that the motivation field lacks a
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generally accepted model. With so many different measures of motivation it is
difficult to generalize results across studies. Motivation has been
conceptualized using a variety of models and variables that include needs,
goal setting, expectancies, and behavioral intentions. In the present study
motivation-to-learn was measured using questionnaire items regarding how
motivated participants were to learn the material in the training program. The
results of this study showed that motivation-to-learn as it was measured could
be positively impacted prior to training by promising feedback from needs
assessment.

Trainee motivation prior to training has predicted success in training in
previous studies (Hicks, 1984; Ryman and Biersner, 1975). However,
motivation has been measured in a variety of ways and in a few cases may
have been confounded with ability. Examples of motivation measures used in
previous studies are self-reports of effort, attitudes about training, and
perceived ability. Unlike other studies which have found that motivation-to-
learn predicts performance in training, the present study did not find that
motivation-to-learn predicted posttest performance. In fact, based on the
results of the present study, it is speculated that the relationship between
motivation-to-learn and other variables may be situational. That is, motivation-
to-learn may vary depending on at what point in relationship to the training
program it is measured. For example, motivation-to-learn may be higher a
month before the training than it is at the time of training, or vice versa.
Motivation-to-learn prior to training may have no relationship to motivation-to-
learn at the beginning of training or during training. It is speculated that the

factors associated with the training program may have motivated or
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demotivated the participants in ways that were unrelated to motivation-to-learn
prior to the program.

In the present study motivation-to-learn after feedback did not change
as it did in the laboratory study of Bandura and Cer;/one (1986). When the
measures used in the present study were piloted in a university classroom
setting, results were highly significant and very similar to those of Bandura
and Cervone (1986). The difference in results may be that the students in the
pilot sample greatly desired higher future performance since performance
determined their class grades. Another reason the results may be different in
the present study is because supervisors did not receive rewards such as
increased pay or promotions for learning the material in the training program.
The measurements were closer together in the classroom setting, as were the
measurements in the Bandura and Cervone research.

Wexley (1984) cited the need for more research on how to impact
motivation before training begins. In previous research, feedback has been
shown consistently to improve performance under conditions of goal setting.
In the present study it was hypothesized that providing feedback would
improve an individual's motivation-to-learn before training begins because it
allows for the opportunity for goal setting and clarifying expectancies about
training. Results showed that participants in the feedback group reported
higher motivation-to-learn than did those participants who did not receive
feedback, when measured prior to training. Because the NO FEEDBACK
group did not receive the second motivation-to-learn measure, the two groups

could not be compared on motivation-to-learn after the receipt of feedback.
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The present study extended the results of feedback research into a training
setting.

Research that will help improve the effectiveness of the training process
is greatly needed. Little research has been conducted on how to maximize
the impact of training or on impacting motivation-to-learn. In this study the
impact of reactions to feedback from needs assessment on motivation-to-learn
and posttest performance in a training program was examined. Individuals
who were to receive feedback from needs assessment reported higher
motivation-to-learn. They also had higher posttest performance in training.
Although the exact mechanisms for this were not as predicted in this study, it
was shown that these variables could be impacted.

Feedback was shown to impact performance in training and motivation-
to-learn prior to training. However, the mechanisms through which feedback
impacts motivation were also a focus of the present study. Following the
suggestions of Stone and Stone (1985), reactions to both positive and
negative feedback were addressed in the present study. Individuals received
their true feedback, either positive or negative depending on how they
performed and on how they expected to perform. The results of the present
study contributed to understanding about how participants may react to
negative feedback, as well as positive feedback. This is especially important
since trainees might receive negatively discrepant feedback from a needs
assessment. For example, training is usually provided only for those not
meeting their performance goals and therefore, feedback from needs
assessment may tend to reflect less than adequate performance. In the

present study although feedback was generally rated as accurate, results
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showed that the more negative the feedback, the more it was perceived as
inaccurate. Since feedback about performance may be provided as part of
the training process, participants may also perceive this feedback as
inaccurate. The success of the training program may be diminished if
feedback is not perceived as accurate and is not accepted.

The present study may have had an advantage over the Bandura and
Cervone study since feedback was given as an actual part of the participants’
job. However, a disadvantage of the present study was that the feedback was
anonymous, from a source that the participants did not know. As discussed in
a previous section, in future research the same issues should be addressed in
a setting in which feedback is more psychologically close. In the present
study the feedback was effective in terms of impacting motivation-to-learn and
posttest performance, but feedback from an aiternate source may have been
even more effective.

As postulated by ligen et al., feedback that actual performance differs
from expected performance may affect the way an individual accepts and uses
feedback. They postulate that many variables can impact this process,
including the magnitude and sign of the discrepancy between expected
performance and actual performance, the credibility of the source, and
individual difference characteristics. Gist (1987) cited the need for research
on self-efficacy and how it impacts reactions to feedback and how feedback
affects subsequent performance. The research reported here aided in
understanding reaction to needs assessment and particularly on the cognitive
mechanisms underlying individual's reactions to needs assessment feedback,

specifically self-satisfaction with performance, self-perceived task
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competence, and self-set goals. In the present study the magnitude and sign
of the feedback were a focus as well as the individual difference characteristic
locus of control.

In the present study, individuals tended to react in logical ways to the
feedback they were given. For example, if discrepancies between actual
performance and expected performance were negative, individuals tended to
lower their self-perceived task competence, while if the discrepancies were
positive they tended to raise their self-perceived task competence.

In the present study, self-perceived task competence was negatively
related to change in motivation-to-learn. Individuals with low self-perceived
task competence after needs assessment feedback reported a more positive
change in motivation-to-learn. These results contradict those of Bandura and
Cervone that self-perceived task competence was positively related to
motivation-to-learn. The relationship between self-perceived task
competence and motivation-to-learn may be moderated by another variable,
such as desire to perform. Since self-perceived task competence has been
shown to be related to performance, research in this area helps delineate how
reactions to feedback may be related to motivation-to-learn and to
performance in training.

Another cognitive self-reaction to feedback that was the focus of the
present study was dissatisfaction with present and future performance. If
individuals scored less than they expected they tended to be dissatisfied with
their performance. Individuals who scored much lower than they expected and

who were dissatisfied with the thought of possible scoring the same on the

posttest as they did on the pretest reported higher motivation-to-learn.
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Although the relationship of satisfaction with future performance with
motivation-to-learn was not as expected across all discrepancy conditions,
individuals who are dissatisfied with performance may be more motivated and
therefore more predisposed to learn the material in training.

The third cognitive self-reaction to feedback that was the focus of the
present study was self-set goals. Individuals' actual performance was highly
related to their goals for future performance. Individuals who set higher goals
also reported higher motivation-to-learn. Finally, individuals with higher goals
performed better on the posttest assessment. This is consistent with previous
research on the relationship between feedback and goal setting to
performance (Locke et el., 1981). The results of the present study also
showed that goals were related to motivation-to-learn.

It was hypothesized that the reactions of self-perceived task
competence, self-satisfaction, and self-set goals would contribute to
motivation-to-learn differentially depending on the discrepancy between their
actual performance and expected performance. Unfortunately, these self
reactions were not related to motivation-to-learn z;s hypothesized. Since the
overall regression equation was not significant, comparisons between
discrepancy conditions were not made. Bandura and Cervone (1986) found
that across all discrepancy conditions self-perceived task competence
contributed to motivation for future performance. For individuals who scored
much less than they expected, satisfaction with future performance contributed
to motivation for future performance. Finally, for all individuals except those
who scored much less than they expected, goals for performance contributed

to motivation for future performance. Bandura and Cervone (1986) suggested
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that the research they conducted on self-satisfaction, self-perceived task
competence, and self-set goals be extended to a field setting. It was hoped
that in the present study these variables would help explain the impact of
reaction to feedback on motivation-to-learn prior to iraining but results were
inconclusive.

Noe and Schmitt (1986) tested the first model pertaining to motivation-
to-learn in a training setting. In their study reaction to needs assessment was
measured using several questionnaire items. The research reported here
extended the research of Noe and Schmitt (1986) by taking a more micro
approach to the study of reaction to needs assessment feedback and its effect
on motivation-to-learn prior to training. Reaction to needs assessment
feedback in the present study was characterized by more than one variable
(perceived accuracy of feedback, self-perceived task competence, self-set
goal, and self-satisfaction), and these variables were studied in terms of
impact on motivation-to-learn. Although not all hypotheses were supported in
the present study, it was shown that reaction to needs assessment feedback
could be characterized more specifically. Following suggestions by Noe and
Schmitt that their model be tested on other populations since their results may
not be generalizable beyond school administrators, the present study was
conducted in a different organizational setting.

it was assumed in the present study that the self-reactive mechanisms
self-perceived task competence, self-set goals, and satisfaction with future
performance would occur in a particular order to contribute to motivation-to-
learn. Bandura and Cervone predicted that reaction to performance in terms

of satisfaction or dissatisfaction would occur first, followed by the feeling of
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whether the future performance was possible (self-perceived task
competence), then by self-set goals for future performance, although they did
not measure the variables separately to determine antecedence. Since the
three variables were measured at the same time in the present study, it was
not possible to determine the antecedence of the variables. in further
research, the antecedence of these variables should be examined.

Bandura and Cervone (1986) found that within different feedback
discrepancy conditions, the goals which individuals set for future performance
varied widely. Some of the subjects set higher goals, believing that better
performance was possible and desirable, while others lowered their goalis,
believing that they would not be able to maintain the same performance or
that the same performance was not desirable. Another group of subjects
maintained the same goal. It was thought that individual difference
characteristics such as locus of control might impact reaction to feedback and
therefore, motivational processes such as goal setting or other self-reactions
after the receipt of feedback. In the present study, locus of control did not
moderate the relationship between an individual's feedback discrepancy and
self-set goals, self-perceived task competence, and self-satisfaction. But
overall, zero order correlations showed that individuals who tend to be
internals tended to set higher goals, have higher self-perceived task
competence, but may not have higher dissatisfaction with performance than
did individuals who tend to be externals, regardiess of the discrepancy
between actual and expected performance.

Results showed that individuals who tend to be internal perceive

feedback as more accurate, change self-perceived task competence to a
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greater degree after feedback, and set higher goals than did individuals who
tend to be external. It is speculated that they may be more successful in
training because they use feedback to improve performance and may also set
higher goals for performance. Depending on level of locus of control,
individuals may have preference for more or less control over their learning
environment. Internals may prefer more control over their learning situation
while externals may prefer to be provided more guidance. The training staff
may be able to assess trainees prior to training and tailor the learning
situation to meet individual needs. More research is needed on how
individual difference characteristics such as locus of control may impact
perception of and response to feedback in a training situation or arrangement
of the learning environment.

Initial motivation-to-learn was highly related to locus of control, with
internals tending to be more motivated-to-learn than were externals.
Broedling (1975) showed that internals are more likely to perceive effort-
performance and performance-outcome linkages than are externals. Internals
tend to be more aware of their strengths and weaknesses, be more job
involved, and be more career-oriented. Since the motivation-to-learn
measure used in the present study was based in part on questions about how
training content would relate to job or career, this may explain why motivation-

to-learn as it was measured in the present study was strongly related to locus

of control.
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4. PRACTICAL IMPLICATIONS

The major purpose of the present study was to examine the effect of
reactions to needs assessment feedback on motivation-to-learn prior to
training and to performance on a posttest assessment. Also studied were
individuals' cognitive reactions to feedback and the impact of the variables on
motivation-to-learn.

The results of the present study may help guide the training staff in the
design of training programs. Since providing feedback from needs
assessment prior to training improved motivation-to-learn and was also
related to posttest performance in the present study, the training staff may
choose whether feedback from needs assessment should be included prior to
all training programs. Although the exact relationship between motivation-to-
learn and posttest performance was not established in the present study,
posttest performance was positively impacted as a result of providing
feedback. Itis spéculated that motivation-to-learn at the beginning of or
during training may be more related to performance in training or to posttest
performance than was motivation-to-learn prior to training.

The process of providing feedback from needs assessment may
provide justification for an organization to conduct a good needs assessment
prior to the development of a training program. A carefully designed training
program will start with a thorough needs assessment that consists of defining
the skills needed on the job and matching the delivery of the program to
provide those skills. The target population should be assessed to determine if
they already have those skills or on what skills they should concentrate in

training. Needs assessments are time consuming and not often conducted in



organizations, but if performance in training can be impacted by providing

feedback from needs assessment, the training staff may have more
justification for conducting a good needs assessment.

Organizations spend a great deal of money on training, and improved
performance may help the training staff to also justify the cost of training
programs. Measurement of performance improvements can facilitate in
computing the payoff of training in dollar terms. In times of budget cuts human
resource functions like training are often hit hard and need to justify training as
a benefit rather than as a cost.

Clarifying expectancies and facilitating goal setting may be useful for a
variety of training programs. The results of the present study showed that self-
set goals for posttest performance were related to motivation-to-learn and to
performance in training. Unfortunately, goal setting is rarely conducted in
training programs today. The training staff may want to try to impact a
participants' goal setting process prior to training in order to maximize the
effectiveness of training, since higher goals may lead to higher performance in
training. Asking the participants to set goalis can be a fairly easy intervention
for the training staff to make.

It is speculated that training funds may be wasted on individuals with
low motivation-to-learn since they may not participate actively in the training
program. The training staff could conduct a pre-assessment to determine the
level of participants' motivation-to-learn and to identify reasons why motivation
is high or low. The reasons for high or low motivation-to-learn could range

from past experiences with the training department to feelings that useful skills

won't be learned in the program. If the variables impacting motivation-to-learn
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could be identified, interventions could be used to increase motivation-to-
learn prior to training. One intervention could be to help match trainees to
specific types of training that they need and prefer. Then the trainees can
recognize that task competence is low and can set goals for performance
improvement. Individuals who feel from the needs assessment feedback that
they do not need a training program because it does not match their needs,
may be able to self-select out of the training program. Another intervention
could include linking expectations of the program with actual program
objectives and linking effort expectancies with possible rewards from
completing the program. The Training Department could also promote their
programs more effectively by focusing more attention on what skills training
will provide and what rewards participants may receive for learning these
skills.

The results of the present study showed that initial self-perceived task
competence, actual pretest performance, and expected pretest performance
were all related. It appears that in general these participants were able to
fairly accurately assess their knowledge of the material covered by this
particular training program. Regular self-assessments by employees in an
organizations could also serve as a useful tool for the development of future
training programs by defining individuals' training needs. Other uses of
employee self-assessments include better input into planning for future
positions, self-assessment of skills for feedback on the present job, and self-
assessments for performance appraisals.

The results of this study to could be used to approach the problems of

giving negative feedback. It appeared in this particular study in general that
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the feedback was rated as accurate, no matter what the magnitude of
discrepancy between actual performance and expected performance. It is
speculated that the feedback was perceived as accurate because it was
specific and based directly on the content of training. However, the more
negative the feedback, the more it was perceived as inaccurate. If poor
performers, who are more likely to receive negative feedback, do not perceive
the feedback as accurate, they may not want or feel the need to correct
behavior or want to attend a training program designed to help them improve
that skill. Depending on the type of behavior, knowledge, or skill they are
lacking for their job, this may have important implications for organizational
productivity. 7

More research is needed to determine how different needs assessment
instruments and different sources of feedback impact a participant's perceived
accuracy of feedback. In this study feedback was anonymous and perceived
accuracy may differ when feedback is from alternate sources. Participants
rated perceived accuracy as generally high, even though the source of the
feedback was anonymous and feedback was not provided face-to-face.
However, the feedback was specific and based on training content and so
may have seemed credible to participants.

It appeared in the present study that individuals generally reacted
logically to feedback and make appropriate changes in self-perceived task
competence. That is, if feedback is negative they lower their self-perceived
task competence while if feedback is positive they raise their self-perceived
task competence. Feedback can be useful both before and during training

and may impact self-perceived task competence during training.
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Although results were inconclusive in the present study, Bandura and
Cervone found that higher self-perceived task competence was related to
higher motivation for future performance. In the present study the results were
opposite, with lower self-perceived task competence related to a more positive
change in motivation-to-learn. It may be that other variables predict whether
individuals' self-perceived task competence is positively or negatively related
to motivation-to-learn as a result of receiving feedback. This is important
because self-perceived task competence has been related to improved
performance in an organizational setting.

Those who tended to have internal locus of control appeared to set
higher goals, had higher self-perceived task competence, but were not more
dissatisfied with performance than those who tend to be externals, regardless
of the discrepancy between actual performance and expected performance.
These individuals also reported higher motivation-to-learn, expected higher
performance, achieved higher performance on the pretest assessment, and
scored higher on the posttest assessment than did individuals who tend to be
externals. It appears that individuals who tend to be internals may be more
successful in training than those who tend to be externals. They may be more
job-oriented, set higher goals, and be more motivated. Individuals who tend
to be internals may be more motivated than those who tend to be external.
Externals may need assistance in clarifying performance-outcome linkages
and in career planning. Locus of control is a relatively stable personality
variable but research has shown that it can be impacted (Lefcourt, 1982). It

may be that impacting locus of control could be part of an employee’s
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development process so that the employee feels more control over the work

environment and the training environment.

In conclusion, the present study was conducted to determine the effect
on individuals' motivation-to-learn of feedback of needs assessment
information. Individuals who were provided with feedback from a needs
assessment were postulated to report higher motivation-to-learn than were
individuals who did not receive feedback from a needs assessment.
Individuals who received feedback from a needs assessment were postulated
to score higher on a posttest assessment than individuals who did not receive
feedback from a needs assessment. Motivation-to-learn prior to training was
examined as it was impacted by cognitive mechanisms underlying reaction to
feedback.

The results showed that individuals who received feedback from needs
assessment had higher posttest assessment scores than did those who did
not receive needs assessment feedback. Also, individuals who received
feedback from needs assessment reported higher initial motivation-to-learn
than did those who did not receive needs assessment feedback. For
individuals who received feedback that actual performance was less than -
expected performance, the closer actual performance was to expected
performance, the more individuals were dissatisfied with performance and the
more feedback was perceived as accurate. Individuéls reacted to feedback
information by changing their self-perceived task competence in logical ways.

Individuals who received feedback that actual performance was lower than

expected performance lowered their self-perceived task competence while
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individuals who received feedback that actual performance was higher than
expected performance raised their self-perceived task conﬁpetence. In terms
of motivation-to-learn, individuals who were dissatisfied with their
performance reported higher motivation-to-learn. Individuals who tended to
have internal locus of control set higher goals, had higher self-perceived task
competence, but did not show less self-satisfaction with performance than did
those individuals who tended to be externals. Goals were related to posttest
performance.

It was concluded that feedback from needs assessment information is
useful to the extent that participants score higher on a posttest assessment
than did individuals who did not receive feedback from skills assessment.
However, the results surrounding motivation-to-learn were less clear-cut.
Although it was speculated that motivation-to-learn would increase after
feedback, average reported motivation-to-learn was not significantly different
after feedback no matter what the difference between a participants' actual
performance and expected performance. And regardless of the level of
motivation-to-learn after feedback, posttest scores were higher for the
feedback group than for the no feedback group; there was no relationship

between motivation-to-learn and posttest performance in the present study.
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Multipl r ion*

Target power = .80

Effect size (R2) = .15

Significance Level = .05

Noncentrality Parameter (L)= 13.62

Degrees of Freedom = 6 (provides the most conservative estimate)

N=L(1-B2)+u+1
R2

Target power = .80
Effect Size (d) = .50
Significance Level = .05

N = 50 in each group
Correlation*

Target Power = .80

Effect size (r) = .30
Significance Level = .05

N =68

Analysi variance*
Target Power = .80

Effect size (f) = .25

Significance Level = .05
Numerator degrees of freedom = 1

N =95

*From: Cohen, J. (1977). Statistical power analysis for the behavigral sciences.
NY: Academic Press.
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Memorandum

FROM Terri L. Lyon

DATE

sussgcr:  ORIENTATION TO SUPERVISION - ASSESSMENT

Your organization has recently registered you to attend the Orientation
to Supervision training program. In approximately two weeks, you will
receive sn introductory memo from the

describing the place and time of treining.

Imas in the ia the

My job is to essist the training staff ia their
continuing effort to improve the effectiveness of their training
programs. As part of that evalustion, I would like you to complets and
return the attached asssessment.

The assessment is designed for two purposes:

(1)  As psct of the Orientation to Supecvision trsiaing, you will
receive feeddack sboug your answers on the sttached policies and
procedures sssessment. which was designed to cover the importsat
topics preseated in OTS. The feedback will help you ideatify the
eress in which you may need to updste your kaowledge. Then, you
can emphasize those eress ia Orieatation to Supervision trsining.
If the feeddack indicates that you are extremely knowledgeadle in

policies end procedures, you caa be aa ezcellent resoucce for
other supervisors during the traiamisg. TYour ezperiences aad
knowledge can help make the training evea more effective and your
fellow supervisors will benefit.

(2) The assessment vill also help me evaluate OIS and determine bdow OTS
cas be improved to better meet the needs of supecvisors. I will
use the informetion to determine how much supervisors know before
:hoy ;tund 0TS and how much they lesrn ia the trsining program

coodf... . -

After you retura the pachket to me. I will score your sssessment and mail
you specific feeddack sbout the differeat areas of the test. The
fooddeck, vhich will be provided before yos attead 013, will let you Raew
where the isformation is coversd ia the $ypecvigor's Nagdbook and slse
where that topic will be emphasized ia trsising.
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ORIENTATION TO SUPERVISION - ASSESSMENT

I've designed the sssessment so that you may fold it over and staple it
when you are through, and it can be directly msiled to me. YOUR ANSWERS
WILL BE COMPLETELY CONFIDENTIIAL. I am the only person who will have
access to that information. Your feedback will be mailed to you in an
envelope marked ADMINISTRATIVELY CONFIDENTIAL. I will compile the data
for evaluation on a group basis only; no results will ever be tied to

individuals.

Please return this assessment wihin three days of receipt and mail {t to
me at 305 MIB-K so that I may meil your feedback as quickly as possible.
If you have any questions or comments about this assessment, please feel

free to contact me at 6153-K.

Irtachaents ?m- 5§~
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Memorandum

Terri L. Lyon
ORIENTATION TO SUPERVISION - ASSESSMENT

Your organization has recently registered you as & participant in an
upcoming Orientation to Supervision course. You will receive an
introductory memo that will provide you with detsiled information about
the dates, location, and content of the training program.

My job is to evaluate the effectiveness of the Orientation to Supervision
training program. I am asking you to complete the attached assessment
now and a similiar one efter the course is over to help me determine
whether people learn the material presented in 0TIS. Your social security
number is being requested so that we may match your answers to those from
the assessment which will be mailed to you after the course is over. All
results used for evaluation will be group based end will not be
associated with individuals. The confidentiality of your s:swers is
guaranteed by the

Please f£ill out the assessment promptly and return it to me st 305 NIB-K
within three days of receipt. If you have any questions about the
assessment you can reach me at extension 6153-K. Thank you for taking
the time to complete this assessment. Your effort will help improve the
effectiveness of Orientation to Supervision.

- e %.
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Your answers 10 this section will be used to improve the etfectiveness of (‘s‘y & ,
training at <« 24
§ F& 8
Pleass circle the response that best AT _\Q\ _\v \}
corresponds {0 your sgreement with & & & O‘\O
each statement, K C}‘ \(f 3 &
2 Qo o T o9
1. | amknowiedgable of policies and procedures. (1 (@) (3 (9 (5) (8)
2. !lcould give accurate informaton o another person who asked me about
policies and procedures. (MY (2) (3) (4 (S) (&)
3. The knowiedge that | gain in this training program will heip me better
perform my job. M (@) (3 (4 (5) (8)
4, { will try to learn as much as | can in OTS. 1y (2) (3) (4) (5) (B)
S.  {am motivated to learn the matenal presanted in OTS. (1) (2) () (4) (5) (8)
6. | will learn more of the matenai in QTS than other supervisors who
attend the training program. (1) (2) (3) (4) (5) (6)
7. tam sure thati can gain valuable knowiedge by attending OTS. (M (@ (3) (4) (S) (6)
8. The knowledge that | gain in this training program may heip
further my career. (M (2 () (4 (5) (8)
9. 1am looking forward to attending OTS. (1) (@) () (4 (%) (8)
10. OTS will heip me set standards for my performance as a supervisor. (1 (@) (3) (4) (5) (6)
11.  Even il | dont learn as much as I'd like in OTS, the traning will be a
valuable experience. (1) (2 (3) (4) (5) (6)
12. I have trouble understanding the material presented in OTS, .
| will try harder. (1) (@ (3) (4) (5) (6) .
Your answers to the following questions will
heip us learn more about the supervisors who
attend OTS. Using the following 7-point scale,
plesse respond to the questions listed below by
circling the number you think is most appropriate. & &
This scale sssesses your personal opinions. There QSr & q’f
are no “right” or "wrong" answers. Your answers é’ QQg’ §
will be used for research purposes only and will AV o _\Q N 2
remain completely confidential. Only group f & &Q?‘ & @ QQ‘P
resuits will be sssessed. K .‘f S° & &
S Fg¥eo ¥
1. lcan jearn simost anything if | set my mind to it, (M @ (3 (&) (S) &) (D
2. When | get what | want it's usually because | worked hard for it. (M (2 (3 (4) (S) &) (N
3.  Whaen | make plans | am aimast centain to make them work. M (2 (3 (9 (5 &) (7
4. | praler games invoiving some luck aver gamaes requiring pure skill. {1 (2 3 ) (5) &) (M
S. | usually don't set goals because | have a hard time foilowing
through on them. : (H (2 (3 (&) () &) (D
8. Compettion discourages exceilence. (M (2 (3) (4) (5) &) (7)
7. My major accomplishments are entirely due 16 my hard work and ability. (1) (2 (3) (4) (5) &) (1
8. On any sort of exam or competition | like to know how well | do relatve
10 Sveryons eise. M @ ) @ 9 & D
9. ONen peopie get ahead just by being lucky. (1) (2 (3 4 (9 ® (D

lb. it's pointess 10 keep wonung on somaething that's toa difficult for me. (1 (D (3 (4) (S) &) ()
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ORIENTATION TO SUPERVISION - ASSESSMENT

PLEASE ANSWER THE QUESTIONS WITHCUT THE USE OF ANY REFERENCE MATERIAL. You may not know all
the answers. However, you should still do your best to choose the correct answer. Circle the number of
the response you think best answers the question.

Social Security Number

HEALTH AND SAFETY
1. A medical examination is required in all of the following cases except:
(L)) periodic monitoring exams for aircraft pilots
(2) return to work after being assigned leave without pay for three weeks
(3)  transfer to an assignment involving exposure 10 ionizing radiation.
(4)  termunation from a position 1volving exposure to a hazardous agent.

2. Indicate whether sach of the following is the respansibility of the supervisor:

YES

4

o)

(1) Terminating empicyees who do not work safely

(2) "investigating accidents

(3) Encouraging smpioyees 10 repornt heaith and safety
concerns only 10 the supervisor

(4) Planning the j0b S0 it may be camied out safely

(5) Handiing all safety problems personally

(8) Encouraging empioyee safety off the job

(7) Checking the smpioyee's equipment and tools

A
T

TRAINING AND DEVELOPMENT
1. Which of the foliowing is 10l a type of training offered within ?

{1) Achievement mativation training
(2) Technical training

(3) Oevelopmental training

(4) Occupational qualifying training

2. Organizational development at helpe the supervisor 1o identity the developmental needs of
the work group and 1o map out a strategy for meeting those needs. Which of the folliowing would
01 be considered a form ot organizatonal development?

(1) using & new decision making approach that involves greater employee participation
(2) implementing a “quality circle” to improve efficiency

(3) using team building t0 improve cocperation and information sharing

(4) developing a flexible caleteria benefits plan for all empioyees in the workgroup

3. A subordinate needs 10 have & broadefr view of her organization. She is a highly skilled empioyee
in her current position and has exceilent service reviews. Which of the following shouid her
supervisor recommend?

(1) academic degree

(2) rotation assignment

{3) transter to another position
(4) technical training
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APPEALS AND GRIEVANCES

An Equal Employment Opportunity (EEO) investigator seeking an affidavit and documenting
evidence shouid be:

(1) cocperated with fully

(2) referrad to Equal Employment Staff

(3) required to produce an “investigative record” stating what information is required.
(4) referred to the

Empioyees who believe that they may have been ireated unfairly or contrary to policy may
formaily complain:

(1) only if the issue is covered under the negotiated agreements or involves safety or illegal
discrimination

(2) through a wide variety of sometimes overiapping channels.

(3) only after making a "good faith® attempt 10 rescive the issue with the SUPervisor.

(4) through the channel designated as *preferred and exciusive® for that type of complaint by

Federal laws and regulations provide that any employee who is a2 member of a protected class
may file a complaint if they suspect they have been discriminated against. Which of the following
characteristics qualify a person as a protected group member?

;
E

(1) Black

(2) White, not of Hispanic origin

(3) Protestant

(4) Jewish

(S) Maie

(6) Femaje

() 3Syears oid

(8) 45 years oid

(9) Physically Handicapped

(10) Mentally Handicapped

(11) Complaintant in a prior EEO complaint
- (12) Witness in a pnor EEO compiaint

[T
T

EQUAL EMPLOYMENT OPPORTUNITY/AFFIRMATIVE ACTION
Equal Employment Opportunity :

(1) is required only for smployment decisions, not for organizational programs and activities
(2) refers to the strategies deveioped 1o achieve Affirmative Action

(3) is the right of all persons to work and advance on the basis of merit, ability, and potentiat
(4) is the right of minarities and women to have preisrence in smpioyment decisions

goal is 1o overcome the effects of historical discrimination and te build a work force that
reflects the demographic base of the region. This goal is 10 be achieved by what year?

(1) 1988
(9 1980
(3 1982
(4) 1994
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OTHER INFORMATION YOU SHOULD KNOW

How you shouid collect, access, handle, use, and dispose of information may be controlled by
law. regulation, or other legal procedures.All of the following laws are relevant to information
protection gxcep! the:

(1) Equal Pay Act of 1965

(2) Privacy Act

(3) Freadom of Information Act

(4) Egual Employment Opportunity Act

Personal notes by the supervisor concerning employee performance:

(1) are explicity prohibited by law in almost all situations and should not be kept.

(2) are excluded from coverage by the Privacy Act and can legally be withheld from empicyees.
(3) can be legally accessed by an employes if they are used in any decisions on personnei actions
(4) can be legaily accessed by an empioyes il they contain any work-related information.

A supsrvisor who follows propar security and control measures for Personal History Records
(PHRs) wouid not:

(1) remove the PHR from property

(2) route the PHR through mai

(3) allow an empioyes access 10 his/her own PHR

(4) destroy the PHR immaediately upon having made use of it.

Restoration entitlemaents for employees recovering from a job-related injury
differ based upon:

(1) the empioyement status (hourty, pan time, or annuai) of the individual's replacement.

(2) the employment status and amount of accrued service of the recovenng smpioyes.

(3) whether the individual remained on the payroit o recaived Office of Workmen's
Compensation Programs compensation.

(4) the nature and timing of the employee's recavery.

One of the hardest jobs has in complying with the Act is deciding who
isa for purposes of the . Which of the following is always a under the
?

(1) An honorably separated veteran (not retired) who served on active duty during any war

(2) A widow or widower of a veteran

(3) The mother of a veteran who died under honorable conditions while on active duty in a war
{4) A ratired veteran who retired above the rank of major or the equivalent

WORK SCHEDULES AND LEAVE

When is it appropriate for a supervisor to grant an employee sick leave, annual leave, or leave
without pay (al the empioyee's preference)?

(V)] wmmm.duuoilknu.inumbblopdomjobduﬁntothopommanm
supervisor is concemed about her safety.

(2) When the empioyse verbally requests leave without pay.

3) When the empioyee is threaiening 1o file a complaint.

) wmmmnmuuuscklmotomcmdhuw.
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Sick leave 18 correctly granted 10 an ampioyee in ail of the following cases gxcept when:

(1) pregnancy and confinement prevent the empioyes from working

(2) the empioyee receved a dental examination

(3) the employee is required to care for a member of his or her immediate family who has an
liness

(4) the employee would jeopardize the heaith of others by being present at work, because of
exposure 10 a quaranunabie communicable disease

SELECTING THE RIGHT PERSON FOR THE JOB

What is the best way 10 handle conflict in the selection interview? For example, what is the best
way 10 deal with a parson who lries 10 dominate the interview?

(1) Do not confront the candidate about the situation

(2) Be persisient about stopping the behavior

(3) Note this behavior on the interview form but do not mention t in the interview

(4) Rule out this candidate because this type of behavior will probably transfer to the job

What is an example of “active listening* by the interviewer during the selection interview?

(1) Being an active participant in the interview by doing most of the taking

(2) Showing that the message is heard (i.e., with a nod, eye contact, or vocal response)

(3) Concentrating on what the candidate says to avoid having to summarize the information and
check it for accuracy with the candidate

(4) Challenging any vague or ambiguous information provided by the candidate

The interviewer may intentionally or uninwentionally introduce some form of bias inte the
salection interview which can result in the interviewer failing to evaiuate in an objective
manner. Which of the foliowing is the more cbjective methad for the supervisor 1o use in
conducting the selection interview?

(1) Judging sach interviewee on the same basis

(2) Companing the interviewee to the immadiately preceding applicant

(3) Generalizing an overall impression of an interviewee from one piece of information gained in
the interview

{4) Generating expectations of an inerviewee based on information obtained before or at the
beginning of the interview

Questions to the candidate in some of the following subject areas are considered fair
presmployment inquiries and some are considered unfair because they may be discriminatory to
some job candidates. For sach subject, indicate whether it is a fair or unfair inquiry.

FAIR UNFARR

Whether a candidate is over the age of 40
Whether a candidate has a handicap

Whether a candidats can lift 25 pounds in a job
that requires such lifing

Whether the candidate was bom overssas
Whether the candidaie anticipates being pregnant
in the next year

To what church does the candidate belong
Whaether the candidate is married or single

T
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In questioning an interviewee about his or her background, the interviewer should start wih
questions about:

(1) Thetype of organizational ciimaie the interviewes works in best

(2) Theinterviewes's general educational background -

(3) Theinterviewee's experence in performing each of the job duties

(4) Community or voluntesr activities in which the interviewee may have gained expenence that
couid be used on the |00

The selecting supervisor may prepase for the interview by deveioping a set of questions that will
be asked of every candidate. Why 1 it imporant that the selecting supervisor prepare the
interview in advance (i.e., structure 1)?

(1) The structured interview allows more questioning about personal characteristics than the
unstructured interview

(2) The structured interview is more reliable than the unstructured interview because the same
types of information on past behavior are collected from sach candidate

(3) The formatof the structured interview can aliow the candidate to actually structure the
interview, providing the supervisor with information on how the candidate wil operate on
the job

(4) The structured interview can be considersd more accurate because the selecting supervisor
conducts (he interview in the manner in which he or she is the most comfortable

The purpese of the selaction interview is:

(1) Determine which of the candidates has the personal characteristics which will best fitthe
style of the work group

(2) Determine the average candidate, one not overqualified or underqualified, who will be most
satisfied with the job and successful in fitting into the work group

(3) Determine which candidate has the best combination of knowledge, skills, and abilities t0
perform the job effectively

(4) Detarmine from objective information (such as educational ievel and background, grade point
average) which candidate will have the greatest potential 1o deveiop in the job

‘s selection process differs from that of the rest of the Federal service in what way?

4] uses civil service tests and scared application blanks to a greater degree than the rest
of the Federal service

(@) requires the candidate 10 complete more application forms because of its unique public
service functions

3) SUPeIVisors have more responsibility for selecting their subordinates than do most
government supervisors

(4) requires a unique labor pool because of the diversity of positions filled

Generally, olicy is 10 promote or transfer from within before hiring from cutsice
thhdmmbvmgisampinmooxwmmptocmbmnonnmomomal
selection process?

() quobdoxnpﬁonformothm |
@ Make a final selection decision from the kst of these quaiified

(3) Consider whaen sslecting candidates 1o interview

(4) Inerview candidates
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The most important area to cover in the empioyee onentation 1s:

(1) ensuring that the employee understands the duties of the job

(2) determining and scheduling training needed for new employees

(3) explaining the office rules and routines

(4) providing the employee with policies/procedures/reference materials to study

What is the function of rapport in an interview?

(1) To establish a trusting relationship with the interviewse 30 that more information is
provided during the interview

(2) To make sure ihe interviewes likes the selecting supervisor

(3) To make it clear that the supervisor is in control of the interview

(4) To give the impression of sincers interest in the interviewee $0 he or she will want 1o work
for you if selected

MANAGING INDIVIDUAL PERFORMANCE

The formal empioyee performance appraisal and the day to day supervision of an empioyee:

(1) shouid be kept separate because the two methods svaluate performance for ditferent
purposss

(2) are linked because the day to day supervision is the resuit of the formal appraisal process

(3) are linked becauss the formal appraisal is the mechanism o summarize and document the day
{0 day supervision

(4) are different because the formal appraisal requires the supervisor 10 take an active role
while day to day supervision requires the supervisor 10 take a passive role.

Formally appraising and documenting the performance is an important step in managing an
employee's performance. Which of the following is ngt true about the formal performance
appraisal?

(1) The formal performance appraisal is included in the smpioyee's Personal History Record
(PHR)

(2) The formal performance appraisal can document any progressive procedures the supervisor
has had to follow

(3) The formal performance appraisal uses a system primarily based on traits such as
‘initiative® and "leadership®

(4) The formal appraisal shouid include information which had already been communicated 10 the
empioyes before the appraisal meeting took piace.

Itis the responsibility of the supervisor 1o manitor an empicyee's performance and look for
symptoms of a job performance problem. Which of the following wouid probably not be
considersd a symptom of a job performance problem?

(1) Leaving the work area mors than necessary (e.g., frequent trips to the water fountain and
bathroom)

(2) Calling in sick the day after the employes's own birthday party

(3) increased difficuity in handling compiex situation

{4) Uneven work patterns including high and low periods of productivity



Which one of the fellowing 1s true about feedback (talling the empioyee how weil he or she is
parforming on the task)?

(1) Feedback should not be gven immediately because it couid disrupt the empioyes’s work
performance; the supervisor should wait until a more approprate ime

(2) The superser shouid avaid trying 1o *shape" an empioyes's behavior because the employee
may perceive that the supervisor 1 manipulating them

(3) Negative feedback should be communicated (o the empioyes even though it can be emotionally
upsetting 16 both the *sender® and the “recever’

(4) Feedback should be gven in general terms so that the employee can interpret it in his or her
own way and will therefore find it easier to use

STAFFING DOWN

Which of the following would not be considered a method the supervisor shouid use to avoid the
need for a siaff reduction?

(1) Manage the unit's budget and expenditures and look for ways to reduce costs

(2) Suggest a hiring freeze

(3) Ask oider employees to retire

(4) When a position becomes vacant through attrition, determine if the work of the position can
be done without refilling the position

Which of the following is true about a dog off?

(1) Dog offs are appiicable 1o annual trades and iabor empioyees

(2) The employee 18 dogged off for periods up 10 60 days when thers are temporary
interruptions of work

(3) Adog off is an Adverse Action

(4) No written notice is required to dog off an empioyes

Which of the following is true about a layoff? .

(1) Layoffs are applicable to annual trades and labor employees

(2) Alayoff may not iast more than one year

(3) Employses who are laid off are on reduced pay status

(4) A layoft is uniike a dog off or furiough because empioyees are actually terminated from

Which of the following is not a retention factor in a situation?

{1) Total time until retirement

(2) Tenure

(3) Eligibility for Veteran's Preference
(4) Total federal government service

When an empicyes has been RIF'd, he or she may take advantage of applicable benefits associated
with RIFs. Which of the foliowing is NOT a benefit associated with RIFs?

(1) Use of the Outplacement Assistance Program
(2) Reassignment Rights

(3) Retraining in another occupation

(4) Severance Pay

158




159

LABOR-MANAGEMENT RELATIONS

1. As of May 1986, had Generai Agresments with the Trades and Labor
Councii for:

(1) construction smpioyees

(2) annual operating and maintenance employment

(3) temporary operating, maintenance, and modification smployment
(4) all of the above

2. Supervisors are encouraged 10 communicate 10 their any matter they believe should be
discussed at negotiations.

(1) True, in order to increase communication
(2) Faise, have responsibility for those matiers

3. Must a supervisor ailow a salary policy employes who is not a group representative or job
steward official time 10 attend a meeting sponsored only by a union?

{1) Yes, such meetings are conducive 10 Agency objectives
{2) No, the meeung must be a joint union-management meeting before attendance in pay status is
considered

4, Supervisors faced with a gnevance should try every angle 1o work out a solution or to suppress
the grievance, before aavising the of the situation.

(1) True, supervisors have that responsibility
(2) Faise, the should be involved as s00n as possible 1o prevent inconsistent policy
application

PLEASE ESTIMATE THE NUMBER OF ITEMS (OUT OF A POSSIBLE 84)
THAT YOU BELIEVE YOU ANSWERED CORRECTLY ON THIS ASSESSMENT. TEMS
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APPENDIX F
PRETEST ASSESSMENT ANSWERS



ORIENTATICN TO SUPERVISION
ASSESSMENT ANSWERS

YOU CAN FIND DETAILED INFORMATICN ABOUT EACH OF THESE TCPICS IN THE SUPESVISQR'S HANDBL 2K
ALSO. YOU WILL HAVE OPPORTUNITIES DURING ORIENTATICN TO SUPERVISION T ASK QUESTIONS ABCUT
THESE TCPICS, PLEASE KEEP THIS ANSWER KE'Y CONFIDENTIAL SO THAT WE MAY CONTINUE TO USE I7
TO EVALUATE THE EFFECTIVENESS CF TRAINING.

HEALTH AND SAFETY

1.

A medical examination is required in all of the following cases except:

§3) periodic monitoring exams for aircraft pilots

(2) return to work a‘ter being assigned leave without ply for three weeks
3) transfer 10 an assignment INVolving #XpPASUre 10 lonizing radiaton.
(4) tarmination from a position Involving exposure to a hazardous agent.

Medicat examinations are covered in the section “Examinations and Other
Evaluations”, in the Health and Satety Chapter.

Indicate whether each of the following is the responsibility of the supervisor:

YES

(1) Terminating employees wha do not work safely

(2) Investigating accicents

(3) Encouraging empioyees to report heaith and safety
concerns only 1o the sucarvisor

(4) Planning the job so it may be carried out salely

(S) Handcling all safety problems personaily

(6) Encouraging emoioyes safety off the job

(7) Checking the empioyee's equipmant and tools

P
[T 1] 8

See "Sunervisor's Roles and Responsibilities” In the Heaith and Safety Chapter.

TRAINING ANO DEVELOPMENT

1.

Which of the following s nol a type of training offersd within ?

(1) Achievement motivation training
(2) Technical training

(3) Developmentat training

{(4) Occupational quaiilying training

See “Types ot Training ottered within * In the Training and Development
Chapter.

Ofganiutio.nd development at helps the supervisor 10 identify the developmental neds of the
work group and to map out a stratagy or mesting thase needs. Which of the follilowing would ngt
be considered a form of organizational development?

(1) using & new decision making approach that involves greater empioyee participation
(2) implementing a "quality circle” to improve sfficiency

(3) using team building 10 improve cooperaton and information shanng

(4) developing a llexile cafetena Denefits plan for alf empicyees in the workgroup

QOrganization Development is discussed in the chapter “Training and
Development™,
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A subcrcinate rgeds (0 have a broader view of her organizatcn She)s a nghly skiled emoicyee
/A Rer current pesitor And has 8xceilant sarvice reviews. Whicn of ira follcwing shouw rar
supervisor recommena?

(1) academic ceqree

(2) rotaton assignment

(3) transier 10 another positian
(4) techmical training

See “Supervisor's Role” inthe “Training and Development™ chapter.

APPEALS AND GRIEVANCES

1.

An Equal Emplcyment Qpporntumity (EEQ) investigator seeking an affadavit and documenting
evidance should be:

(1) cooperated with fully

(2) referred 1o Equal Employment Statf

(3) required to produce an "invesugatve record" stating what information 18 raquired.
(4) referredtothe

See “Investigation” In the section "Equal Opportunity Complaints”, "Appesis and
Grievances” chapter.

Employees who beiieve that they may have been treated unfairly or contrary to policy may
formally compiain:

(1) only if the issue is covered under the negotiated agresments or involves safety or illegal
discriminauon

(2) through & wie variety of sometimes overiapping channels.

(3) only after making a “good faith® attempt to resoive the issue with the supenisor.

(4) through the channei designated as *preferred and exclusive” for that type of compiaint by

You can find the answer to this question in the sectlon "Other Complaint
Procedures” in the chapter "Appeais and Griev

Federal laws and regulations provide that any employer who is a member of a protectad class
may file a compiaint if they suspect they have been discriminated against. Which of the following
charactenstics quaily a person as a protected group member?

Protecied  NotPrgiected

(1) Black

(2) White, not of Hispanic ongin

(3) Protestant

(4) Jowash

(S) Male

(6) Female

(7) 3Syearsoid

(8) 48 years oid

(9) Physically Handicapped

(10) Mentally Handicapped

(11) Complaintant in a prior EEO complaint
(12) Witness in a prior EEO complaint

RRRRRARRRANS
HTTHITH

The answers ta these questions may be found in the section "Who May File a
Compiaint” in the “Appesis and Grievances” chapter.
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EQUAL EMPLOYMENT OPPORTUNITY/AFFIRMATIVE ACTION

1.

|
2.
OTHER INFORMATION YOU SHOULD KNOW
1.
2.

Equal Emptoymaat Ceportunty -

(1) s required only for empioyment dec:sions. not for organizational programs ang actvities
(2) refers to the strategies develooed 10 achieve Affirmatve Action
(3) is the nght of ali persons (o work and advance on the basis of ment, ability, and potental

" (4) 1sthenght of minorities and womaen to nave preference \n employmaent decisons

The answer ta this question may be found in the section “Achieving Equal
Employment Opportunity througn Attirmative Action” in the "EEQ" cnapter.

goal is to overcome the effects of historical discnmination and to tuild a work force that
reflects the demograohic dase of the This goai is 10 be achieved by what year?

(1) 1988
(2) 1990
Q) 1992
(4) 1994

The answer to this question may be found in the section "Achieving Equal
Employment Opportunity through Atfirmative Action” in the “EEQ™ chapter.

How you shouid collect, access. handle, usa. and disoose of information may be controlied by
law, reguiation, or other legai procedures.All of the following laws are reievant 1o informauon
protection gxceot the:

(1) Equal Pay Act of 1965

(2) Privacy Act

(3) Freedom of Information Act

(4) Equal Employment Opportunity Act

See “Infarmation Protection” In the "Other Intormation You Should Know"
chapter.

Personal notes by the supervisor conceming employee performance:

{1) are explicidy prohibited by law in aimost all situations and should not be kept.

(2) are excluded from coverage by the Privacy Act and can legaily be withheid from employees.
(3) can be legally accessed by an empioyee if they are used in any decisions on personnel actons
(4) can be legally accessed by an enployee il they contain any work-related information,

This Is discussad in the section "Personal Notes™ In the "Other Information Yeu
Should Know™ chapter.

A supervisor who follows proper sacurity and control measur=- for Personal History Records
(PHRs) would not:

(1) remove the PHR from property

(2) route the PHR through mad

(3) allow an empiloyee access 10 his/her own PHR

(4) destroy the PHR immediately upon having made use of it.

See " Personal History Record (PHR)" In the “Other information You Shouid
Know" chapter. )
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Restoration enttiaments for amployees recovenng from a |0b-relatea in;ury
cilfer based upon:

(1) the employement status (hourly, part timae, or annu.nl) of the inaividuar's raplacemaent.

(2) the employment status and amount of accrued sarvice of the recoverng smployee.

(3} whether the indvidual ramained on the payroil or receved Office of Workmen's
Compensation Programs compensation.

(4) the nature and iming of the empicyee's recovery.

See " Job-reisted Injury” In the “Other information You Should
Know" chapter.

One of the hardest jobs has in cormolying with the ‘s deciding who
sa for purposas of the Which of the following 18 always a veteran uncer ihe
Act?

(1) An honorably seperated veteran (not retired) who served on active duty during any war

(2) A widow or widower of a Veteran

(3) The mother of a Veteran who died under honorable conditions while on active duty in a war
(4) A retired veleran who retired above the rank of major or the equivaient

See "Determination of Preterence” in the “Other Information You Shouid Know™
chapter.

WORK SCHEDULES AND LEAVE

1.

When is it appropriate for a supervisor to grant an employes sick leave, annual leave, of leave
without pay (at the empicyee's preference)?

(1) When the employee. due to iliness, is unable 10 perform job duues to the point that the
supervIsor is concerned about her safely.

(2) When the empioyee veroally requests isave without pay.

(3) When the employee is threatening to file a complaint.

(4) Whaen the empioyes requests sick leave t0 take care of her spouse.

See the “Leave" section in the chapter “Work Schedules and Leave".
Sick leave is correctly granted 10 an employee in all of the following cases except when:

(1) pregnancy and confinement prevent the empicyee from working

(2) the empicyee recsved a dental examination

(3) the empioyes is required to care for a member of his or her immaediate family who has an
iness

(4) the empiayes would jeopardize the heaith of others by being present at work, because of
exposure 10 a quaranunable commumcable diseasse

See "Sick Leave” In the "Work Schedules and Leave” chapter.
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SELECTING THE RICHT PERSON FCR THE JC8

1.

pm mo aowm»

What s the best way to hancla cenflict in the seleciicn interview? For examoie. wnat :s ihe best
way |0 ceal wilh a person wna tries 10 aominaie the interview?

{1) Do notconiront the cangidate about the situation

_{2) Bapersisient aoout siooping the oahavior

(3) Note this bahavior on tha interview form but ¢ nat mention 1t in the Interview
(4) Rule out this candidate pecause this type of behavior will probably transfer to the |0

See "Other Tips tor Eftective interviewing” section, specitically, "Osmonstrate
Control Under Certain Circumstances”, in the “Selecting the Right Person for
the Job" chapter.

What 1s an example of "active listening® by the interviewer dunng the selection interview?

(1) Baing an active participant in the interview by doing mast of the takking

(2) Showing that the message is heard (i.e., with a nod. eye contact, or vocal response)

(3) Concsntrating on what the candidate says to avoid having to summarize the information and
checking it for accuracy with the candidate

(4) Challenging any vague or ambiguous information provided by the candidate

See “Listen Actively” and "Ten Rules for Listening” in the “Selecting the Right
Person tor the Job™" chapter.

The interviewer may mntentionally or unintentionaily introduce some form of bias into the
selection interview which can resuit in the interviewer failing to evaiuate in an objective
manner. Which of the following is the more abjective method for the Supervisor ta use in
conducting the seiection interview?

(1) Judging each interviewee on the same basis

(2) Comparng tne :nterviewes 0 the immediately preceding applicant

(3) Generalizing an overall impression of an interviewee from one piece of information gained in
the interview

(4) Generating expectations of an interviewse based on information obtained before or at the
beginning of the interview

See "Key Issues Associated with Interviewing” in the “Selecting the Right
Person for the Job" chapter.

Questions to the candidate in some of the foliowing subject areas are considered fair
preemployment inquines ama some are considered unfair because they may be discnminatory 10
some job candiales. For each subject, indicate whether it is a fair or unfair inquiry.

FAIR UNFAIR

Whather a candidate i$ over the age of 40 d
Whaether a candiate has a hanocap

Whether a candidate can Lt 25 pounds in a job
that requires such lifting

Whether the candidats was born overseas
Whether the candidate anticipates being pregnant
in the next year

To what church does the candidate belong
Whether the candidate 's marned or single

-
T

See "Key issues Associated with Interviewing” in the “Selecting the Right
Person tor the Job” chapter.
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In quesucring an interviewee abcut s of her background. the interviewer should start with
questions anoul:

(1) The type of organizational ciima:e the interviewes works in best

(2) The interviewee's genaeral educatonal bacxground

(3) The interviewee's @xpenience n periorming each of the job duties

(4) Community or voiunteer activitias in which the interviewee may nave gained experience that
coutld be used on (he joO

-~

See "Canducting the Interview: Six Critical Steps” in the “"Selecting the Right
Parson {or the Job" chapter. .

The selecting sSupervisor may prepare for the interview Dy deveioping a set of guestions that wiil
be asked of every canaidate. Why is it important that the seiecting supervisor prepare the
interview in advance (l.e., structura it)?

(1) The structured interviaw ailows more questioning about personal characteristics than the
unstructured nterview

(2) The structured interview 1s more reliable than the unstructured interview because the same
types of information on past benavior are collected from sach candidate

(3) The format of the structured interview can aliow the candidate to actually structure the
interview, providing the supervisor with information on how the candidate will operate on
thejod

(4) The structured interview can te considered more accurate because the seiecting supervisor
conducts the interview in the manner in which he or she is the most comfonabie

See "The Structured Interview Form: An Integrsi Part of Your Structured
Selection Process” in the "Selecting the Right Person for the Job™ chapter.

The purpase of the selection interview is:

(1) Determine which of the candidates has the personal characteristics which will best fit the
style of the work group

(2) ODstermine the average candidate, one not overqualified or underqualified, who will be most
satisfied with the job and successiul in fitting into the work group

(3) Determine which candidate has the best combination of knowiedge, skills, ang abilities to
perform the job effectively

(4) Determine from cbjective information (such as educational level and background. grade point
average) which candidate wiil have the greatest potennal to develop in the job

See "Purposes of the Selection Interview” in the "Seiecting the Right Person
for the Jab" chapter.

selection process ciffers fram that of the rest of the 'n what way?

(1) uses civil service tests and scored application blanks 10 a greater degree than the rest
of the Federal service

(@ ~aquires the candidale to compiete more application forms because of its unique public
service functions

3 supervisors have more responsibility for selecting their subordinates than do mast
government supervisors

4 requires a umquae 1abor pool because of the diversity of positions filled

See the Introduction of the “Selecting the Right Person for the Job™ chapter.
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Gererally, cclicy 1§ 10 oremote or lransier from wathin - - Defare ninrg from sutsice
Which of the failowing 1S a i in the exiernal seieclicn process dut notin the internal
selection process?

(1) Develop a job cescr:otion for the vacant pesition

*(2) lJake a final selecton gecision from ne list of those quanfied

(3) Consicer when s8iecling canaidales (0 interview
(4) Interview canaidates

See "Stalting From Within" and "Hiring From Qutside " in the "Selecting the
Right Person tar the Job™ chapter.

The most imocnrant area to cover in the employee orientation 1s:

(1) ensunng that the employee undersiands the duties of the job

(2) determining and scheduling raining needed for new employees

(3) explaining the affice ruies and routines

(4) providing the empioyee witn policigs/precedures/raference matenals to study

See "Orientating the New Empioyee™ in the “Selecting the Right Persan for the
Job” chapter.

What is the function of rapport in an interview?

(1) To establish a trustng relationship with the interviswee so that more infarmauon 1s
provided dunng the inlarview

(2) To make sure the intarviewee likes the selecting supervisor

(3) To make it ciear that the supervisor 1s in control of the interview

(4) To give the imprassion of sincere interest in the interviewee so he or she will want 10 work
for you if selected ’

See "Stens For Elfective Interviewing” and "Establish Rapport” in the
“Selecting the Right Person for the Job™ chapter.

MANAGING INCIVIDUAL PERFORMANCE

1.

The formal empicyes performance appraisal and the day to day supervision of an employee:

(1) should te kept separate because the two methods evaluate performance for cif'erent
purposes

(2) are linked because the day 10 day supervision is the result of the fermal appraisal orocess

(3) are linked because the formai appraisal is the mechamsm to summarize and documant the day
10 day supervision

(4) are diffferent because the formal appraisal requires the SUDEMVISOr (0 take an actve role-
while day to day sucervision requires the supervisor 1o i ‘¢ a passwe role.

See "Philosophy ot Managing Performancs™ in the "Managing Individuai
Pertormancs” chapter. )
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Fermaily azzraising ard dseumenting e cerigrmance 1s an msorant 5:e0 . m™anaqing an
emcicyea s oericrmance. YWhicn of :ne [ollcwing 15 23] true accul i@ I¢rmal pericrmanca
appraisai?

(1) The formai performance appra:sal 1s incluced in the @mployee's Personal History Recerd
(PHR)

(2) Thae formai performance aopraisal can document any progressive procedures (he suoervisar
nas nad to fcilow

(3) The formal cerformance acoraisal uses a system primarly based on traits such as
“mtative” ang “eadershio®

(4) The formal aporaisal shouid include infarmation which had already besn communicated ' the
empioyse before the appraisal meeting took place.

See “Formaily Appraise Pertormance” in the “"Managing Individual Performanzse”
chapter.

Itis the resoonsibility of the supervisar to manitor an employee's performance and look for
symptoms of a ;00 performance oroblem. Which of the following would probabily not be
considered a symptom of a job cerfarmance problem?

(1) Leaving the work area more than necessary (e.g., frequent trips to the water fountain and
bathroom)

(2) Calling in sick the day after the empicyee's own birthday party

(3) Increased difficuity in hangling compiex situation

(4) Uneven work patterns inciuding high and low periods of productivity

See “Use Progressive Procedures for Correcting Performance Problems™ in the
"Managing Individuai Pertormance” chapter.

Which one of the following 1s true about feedback (telling the empioyee how weil he or she is
performing on the the task)?

(1) Feedback should not be given immediately because it could disrupt the empicyee’s work
performance: the supervisor should wait until 3 more approoriate time

(2) The supervisor should avoid trying 1o "shabe” an emoicyee's bahavior because the emolyee
may perceive that the suoervisor is mampulating them

(3) Negatve feedback shouid be communicated 10 the empioyee even though it can be emononally
upsetting to both the “sender” and the “recsver

(4) Feedback should be given in general terms so that the employee can interpret it in his or her
own way and will therefore find it easier to use

See “Informally Feedback the Performance Appraisal” in the “Managing
Individuai Performance” chapter.

STAFFING DOWN

1.

Which of the following wouid not be considered a method the upervisor should use 10 avod the
need for a staff reduction?

(1) Manage the unit's budgaet and expenditures and look for ways 1o reduce costs

(2) Suggest a hiring freeze

(3) Ask older employees 10 retre

(4) When a position becomes vacant through attrition, determine if the work of the position can
be dane without refilling the posiion

See "How to Avoid Mandatory Statt Reductians™ in the "Statting Down™ chapter.
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#hich ¢f tne feigwing s true adcut a 38g Sif?

(1) Dog offs are aconcaole 10 annual rades and labor employees

(2) The emoioyuee s acgged off far penods up 1o 60 cays wnen trere are temparary
interruplions of work *

{3) Adcgctfis an Adverse Acuon

(4) No writan nouce 's requirea to deg off an empioyee

See “Short-term Cutback Alternatives” [n the "Statting Down" chapter.
Which of the following 1s true apout a layoff?

(1) Layoifs are aopicable to annual treades and labor empioyees

(2) A layoif may not last more than one year

(3) Employees who are (aid off are on reduced pay status

(4) A layaif is unuke a dog oif or furtough because empioyees are aciually terminated from

Ses "Long-term Cutback Alternatives” in the “Statting Down” chapter.
Which of the following i1$ not a retention factorin a RIF situation?

(1) Total ume untii retirement

(2) Tenure

(3) Eligibnlity for

(4) Total federal government service

See "Reduction in Force” in the “Statfing Down" chapter.

When an employee has been RIF'd, he or she may take advantage of applicable benefits associated
with RIFs. Which of the folowing is NOT a benefit associated with RIFs?

(1) Usae of the Outplacement Assistance Program

(2) Reassignment Rights

(3) Retraining in another occupation

(4) Severance Pay

See "Reduction in Force” in the “Statting Down™ chapter.

LABOR-MANAGEMENT RELATIONS

1.

As of May 1988, had General Agrements with the Trades and Labor
Council for:

" (1) construction empioyees

(2) annual operating and mantenance employment

(3) temporary operaling, maintenance, and modificaton empioyment

(4) all of the above

See the Introduction in the "Labor-Management Reistions” chapter.

Supervisors are encouraged 10 communicate to their any matter they believe shouid be
discussed at negouations.

(1) True. in order 10 increase communication
(2) Faise, have responsibility for those matters

See "Negotiations” in the "Labor-Management Relations™ chapter.
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Must 2 suDervisar allow 3 salarv poncy empicyee WRa 1 NCt 2 Grouo represantative or 0
stewara official ime to atiend a Meeung sponsored onty By a umon?

(1) Yes. such meetings are conducive 1o Agency odjeciives
(2) No. the meeting Must be a |oINt LNiICN-Management mesting pefore attendance in pay status s
consicered

See "Empioyee Participatio in Union-Related Activities™ in the

“Labor-Management Reiations” chapter.

Supervisors faced with a grievanca should try every angle to wark out a solution or 1o suppress
the gnevance. before advising the of the situation,

{1) True. supervisors have that responsibility

(2) False. the should be involved as soon as possible to prevent inconsistent policy

applicaton

See "Grievances” in the "Labor-Management Relations™” chapter.
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APPENDIX G
ASSESSMENT RESULTS FORM



ASSESSMENT RESULTS

QVERALL

You answered _____ out of 64 questions corectly.

TQPICS (Incormect answers marked with 2 )

Health and Safety

Training and Development

Appeals and Grievances

Equal Employment Opportunity

Other Information You Shouid Know

Work Schedules and Leave

Selecting the Right Person for the Job

Managing Individual Performance

Staffing Oown

Labor-Management Relations

201).
2(2).
203).

Ladi adibad

-

- =P @D
prepo i S

2(4).
2(5).
2(6).
2N,

3(6).
am.
3(8).
3(9).
3(10).
am).
3(12).

&n.
4(g).
S.

0

«n >

out of 8 correct

out of 3 correct

out of 14 comrect

out of 2 correct

out of 5 correct

out of 2 correct

out of 17 correct

out of 4 correct

out of § correct

out of 4 correct
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APPENDIX H
POST-FEEDBACK QUESTIONNAIRE MEASURES



PARTICIPANT SURVEY .

Please estimate the number of items (out of 3 passible 64) that you will answer
correctly on the positest assessment you will compiete alter Onentation to Supervision. ITEMS

Please rate your satisfaction with your performance on the assessment.

(1) VERY DISSATISFIED (S) SLIGHTLY SATISFIED
(2) DISSATISFIED (6) SATISFIED

(3) SLIGHTLY DISSATISFIED (7) VERY SATISFIED

{4) NEUTRAL

How satisfied would you be if you received the same score on the posttest assessment you will complete
aligr Orientation to Supervision that you did on the assessment you aiready compieted?

(1) VERY DISSATISFIED (5) SLIGHTLY SATISFIED
(2) DISSATISFIED (6) SATISFIED
(3) SLIGHTLY DISSATISFIED (7) VERY SATISFIED
| (4) NEUTRAL
, . &
Your answers to the following questions Qg?' é’
will heip us improve the sflectiveness of & <
Orientation to Supervision (OTS). R éf _\,9
Please circle the response that best 2NN ©
corrasponds to your agreement with f L ’\"f f
each statement. & & ‘y{? v &
1. | amknowiedgabte of oclicies and procedures. 1 (@ (3 () (S)
| 2. 1could give accurate information to another person who asked me
about policies and procedures. (1 @ @ @ (5 ©
3. The assessment covered the important areas in policies
and procedures. (1 @ @& 4 (5 (6
| 4. | believe my performance on the assessment was an accuraie indicator
of my knowiedge in this area (1) @) @) 4 (5) (6
S. The knowledge that i gain in this training program will heip me
betwer perform my job. - M @  «) (5 (8
8. 1 will try to leamn as much as |.can in OTS. (1) @ @) ) (5) (6)
7. | am motivaied 10 leam the material pressnied in OTS. (1) @ @) @) (5) (8
8. 1 will lsan more of the material in OTS than other supervisors who
attend the training program. (1 @ @ 4 (5 (9
9. | am sure that | can gain valuable knowiedge by attending OTS. 1) @ (3 @) (5 (6)
| 10. The knowiedge that | gain in this training program may heip further
| my career. M @ @ 5 ©
| 11. | am looking forward to attending OTS. (1 @ ) (&) (5 (6)
| 12. OTS will he!p me set standards for My Performance as & SUPeIVisor. (1) (@ (3 (4) (5) (6)
13. Evenif | don't laam as much as i'd like in OTS, the training will be
a vaiuable experiencs. (1} @ ) ) (5) (&
14. i | have trouble understanding the material presented in OTS,

| will ¥y harder M@ @ @S ®

So that we may combine your responsas with those of other employees in the same training session, grade,
and division, plesase indicate your social security number below. You responses will be COMPLETELY
CONFIDENTIAL, and only group resuits wiil be assessed.

TORETURN, FOLD OVER AND STAPLE ONCE
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ORIENTATION TO SUPERVISION - ASSESSMENT

PLEASE ANSWER THE QUESTIONS WITHOUT THE USE OF ANY REFERENCE MATERIAL. You may not know
all the answers. However, you should stil do your best to choose the correct answer. Circle the
number of the response you think best answers the queston.

Social Securnty Number

HEALTH AND SAFETY

1. Which of the loliowing has as its primary responsibiiities involving empioyees in health and
safely maiters and heiping 1o maintain open channeis of communication between empicyees and
management on heaith and safety matters?

(1) Radiological Health Stait
() Public Salety Service
(3)  Health and Safety Commitiee
(4)  Occupational Salety and Health Administration
2. Indicate whether each of the following is the responsibility of tha supervisor:

YES

8

/(1) Checking the empioyee's squipment and tools

/ (2} Encouraging smpioyes safety off the job

v Q) Handling ail safety probiems personally

/&) Planning the jeb 3o it may be carried out safely

J & Encouraging empioyees 10 report health and salety
coNcerns only 10 the SUPeIVisOr

/ (6) Investigating accidents

v (1) Terminabng empioyees who do not work safely

TRAINING ANO DEVELOPMENT

1. A supervisor at has an smpioyes who is insrested in changing jobs. The empioyee wants
1o be trained in a totally different area than he i now working and 18 willing 10 take & position
with less pay or move 10 ancther location if necsssary. Which type of raining should the
SUPervisor recommand for this employee?

(1)  achievement motvaton training
(2)  technical traning

(3)  deveicpmental training

(4)  occupational quaiifying traning

2. in prepanng for an review S8SSION, & SUDSIYISOr notices that a manager stil has a low
rating i oral commumcaton after atlending several raining courses on communication skilis.
What step should the supervisor take first?

(1)  make a note 10 deny any more iraining requests until after the empioyes’s performance
improves

(2)  discuss the performance problem with the manager and delermine the cause of it

(3)  check with the class nstrucions 10 get their PErspactive on the manager's performance
in the trainng courses

(4)  schedule ancther 1raining $e88ion for the MaNager as 300N 33 Possibie and let the
instructor of the course know that the manager needs extra atiention
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A suoervisor has ust received a request from a subordinate 10 attend a seminar offered by an

outside organization. What should be the supervisor's first step?

(1) check the budget 10 see :f funds are available
(2) determing whether the seminar mests the employee's developmentai needs

() determine what other seminars this empioyee has atiended racently by checking the

employee's Personal History Record (RHR)
(4) chack 10 see | the smployese has compieted all tasks assigned

APPEALS AND GRIEVANCES

Retaiiation against an esmployee who has filed a complaint is prohibited. Which of the following

is g considered retaiiaton?

(1) Objectively documenting the complaint in the empioyee’s personnel record

(2)  Considenng the compiaint in the “Other Elements of Service" section of an Empicyee

Service Report
(3)  Beginning documenaton or monitoring of the employes's performance

(4)  Evaluaung and disciplining the empioyee Dy the same standards used in the past with

other empicyees

Federai laws and regulations provide that any employes who is 2 member of a protected class

may file a compiaint  they suspect they have been discriminated against. Which of the
following charactenstcs qualify a person as & protecied group member?

PBQIECTED ~ NOTPROTECTED

J(1) Witness in a prior EEQ complaint
/12) Complaintant in a pnor EEQ complaint
/(3) Mentally handicapped
/4) Physically handicapped
/15) 48 years od
/(8) 35 years oid
/(7) Female
/(8) Male
(9) Jewish
/ (10} Protestant
/ (11) White, not of Hispanic ongin
/(12) Black

Empioyses who disagres with the final handling of complaints about or reports of
hazardous conditions shouid appeal to the

(1)  Department of Labor

2) Board

(3)  General Manager

(4) Designated Agency Salety and Health Official
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EQUAL EMPLOYMENT OPPORTUNITY/ AFFIRMATIVE ACTION

The SUPEIVISOr's role in achieving equal employment opportunity inciudes all of the following
xceol

1) estabhshing numencal goals and umetables for the purpase of eliminating
underepresentation.

(2) conducting Equal Employment Opportunity training sessions for employees.

3) ensunng that handicapped persons are abie 10 perform a job by making reasonabie
accommodation.

(4) estadishing a commitiee o dentty problems in the hiring, promaotion, and retention of
underepresented groups.

Affirmative Action s defined as

)] the right of ail empioyees to work and advance on the basis of ment, ability, and
potential.

{2)  alegal complaint against an empicyer because of discnmination in employment
procedures on the basis of race, sex. of disabvlity.

3) an active and positve process through which an organization saeks 10 achieve its goal of
equal opportunity.

(4)  the determination thata particular class of minorities or women has fewer members
than expected in view of that class’s representation in the labor force for that job or
level.

OTHER INFORMATION YOU SHOULD KNOW.
An smployee’s legal nghts 10 information about himvhersell in a system of records includes

[})] lhongmwrwnwlhom'mﬁmwmmmyormn.

{2 \honghuomwmonnlommwwmtwmonbmnawm'l.

(3)  the nght 10 review and copy the information and request correction of any eror

(4) lhoﬁghttomwandcopymw\lmﬁon.moelwmwwdobum
informanion which the smpioyee finds *personally objectionable of offensve.®

. *Public information® which may be disclosed without an emplayes's consent includes ail of the
following gxcept the individual's

4] type of appointment.

(2)  dates of appontment.

3) date of birth uniess he/she is over 60.

(4)  legal name if he/she routnely uses a ditferent name.

Resioration rights entitie an empioyes. in cenain specific situations, (0 return 10 hig/her
former position and 1o be treated as f he/she had not been absent from work. These nghts
appiy to

(L)) nontemporary empicyees only.

@ Salary Policy and management employees and physicians only.
3 aMmmhmnM|mumme.
(4)  all empioyees who ware involunianly RIFd.

The requires that preference be given 10 eligible veterans

(4)] only in appointments and retentions

2) only dunng empioyment for purpases such-as promotion, transier, of reassignment

(3) only among temporary and indefiniie empicyees and not among permanent of
pregermanent empioyess

(4) in all personnel actons as long as mert and efficiency are not ignored.
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may appeal 10 the { they

m fail to get a promotion and a nonvateran does get one.
(2) are suspended for more than 14 days.

{3} are transferred.

(4) object to the assignment of overime.

WORK SCHEDULES AND LEAVE
Which one of the fallowing 1s irue about leave without pay (LWOP)?

8] LWOP can bDe used as discipline or punishment
(2) The empioyee may verbally request LWOP

) LWOP must be requested by the smplayee

(4)  LWOP s ihe same thing as a suspension

Sick leave is correctly granted to an empioyes in all of the following cases gxceqt when

(1)  pregnancy and confinement prevents the employee from working.

(2) the empioyee receives a dental examination.

3 the empioyee '8 required 1o care for a member of his or her immediate family who has
an iiness.

(4)  the empioyee wouid jecpardize the heaith of others by being present at work, because of
exposure 10 a quarantinable communicable disease.

SELECTING THE RIGHT PERSON FOR THE JOB

The interviewer may intentionally or unintentionally introduce some form of bias into the
selection interview which can result in the interviewer failing 1o svaluate each candidate in an
objective manner. Which of the following is the more objective method for the supervisor 10
use in conducting the seiection interview?

(1) Judging sach interviewee on the same basis

(2) Companng the interviewse to the immedialely preceding applicant

3) Generalizing an overall Impression of an interviewes from one piece of information
gained in the interview

(4)  Generaung exp sns of an interviewes based on information cbtained before or at the
beginning of the interview

Quastions 1o the candidate in some of the foliowing areas are considered fair preemployment
inquiries and some are considered unfair because they may be discriminatory to some job
candidaes. For sach subject, indicate whether it is a fair or an unfair inquiry.

YES NO

»/(1) Whether a candidate is over the age of 40

/(2) Whether & candidate has a handicap

/(3) Whether the candidate can lift 25 pounds in a job
requining such lifting

/ (4) Whether the candidale was bom overseas

/ (5) Whether the candidaie antcipaies being pregnant
in the next year

7/ (8) Towhat church does the candidate beiong

/ (7) Whether the candidaie 1s marned or single
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If the interviewee has not had Girect expenence or @ducation in the areas that the vacant
position reQuires. the supanv:sor should:

(M Assass the interviewee's motivation 1o succeed on the job

(2) Assessthe \nierviewee's overall educational level

(3) Ask the interviewee what relaied expenence he/she has that couid be transierred to the
job

(4) Consider this interviewese as \he least qualified of the candidate group

The selecting supensor should be adequately prepared prior 10 the interview. Which of the
following 18 not a crucial siep in prepaning ftor the nterview?

1 Identity\ng |00 requirements and necessary knowiedge, skills, and abulities
(2) Determining which candidate appears to be the 1op candwdate "on paper”
(3)  Deciding on what \nlormation 10 impan durnng the ierview

(4)  Prepanngtne interview sstting

The following are reasons a job \nterview is conducted instead of just assessing the best
candidate "on paper”. What is the maw reason 8 job interview 18 conducted?

[Sh] To provide candidates with information about the natre of the job

2) Toassessihe \nterpersanal skills of the candidates

(3) Toask detailed questions about the actual job duties pedormad in the past by the
candidates

(4)  Toassessine work group's reactions to the candidates

Alter the seiecting superviscr has ranked the duties of the vacant position by imponance, the
next step in the hunng process is 0.

(1) immediately eliminale candidates wthout good interpersonal skilis since this i crucial
for any 100

() Examine candidate information as & whole, then make final rank orders of candidates
based on averall dutes of the 00

(3) Immediately eliminate candidates who do not rate high on the most important duty of
task of the job

(4)  Examing candidate \nformation and rank order candidates on sach duty of the job, then
progressively siminale candidates based on that information

After the supervisor has chosen the 10p candidate for the job, he/sha should document the
decision by wnting 8 summary justification s1atemant of the reasons for choosing that
candidale as the best quaified. Wny is this an important step of the sslection process?

(%3] Job satsfaction will be higher because the candidate 18 positively renforced (i.0.,
soif-asieem ncreases) from knowing he of she i8 the top candidate for the job

(2) Thecandicale's first scheduied performance evaluation can be structured from the
summary justficanon statement

(3)  Adispute over the candidaie’s stanting salary may e rescived by referring 10 the
summary justitication statement

(4)  The summary justification statement becomes uselul in cass of 2 legal challenge to the
selaction cecision

The requires appoiniments, promotions, and transiers at 10 be made on the basis
of:

(1) equal employment opportunity
2) status

(3)  contract negobations

(4)  ment and elficiency
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Which of the loilowing 1 Q] a slep in conducting an effective interview?

(1) Set the agenda so that the interviewee knows how long the interview will last

(2)  Introduce a sight levei of discomfor in the candidate 10 encourage hutvher 10 provide
mare information during the interview *

(3)  Answer any guestians the candidate has about the |ob or candidly and honestly in
order to give a realistic picture of the jod

(4) Closa the interview and do not iet the candidate know how he or she did

Note-taking durnng the salection interview:

(1) should be avoided because the interviewse perceives that the interviewer is not
histening closely

(2)  shouid be encouraged because the interviewee will lend 10 siant answers 10 areas in
which the supervisor takes more notes, thersdy resulting in the most valuable
information being captured.

(3) shouid be encouraged because the interviewer needs a compiete sat of notes in order 10
decide whom to hire.

(4)  should be avoided bacause the interviewer cannot write as fast as the interviewee
speaks and this rasuits in long penods of uncomfortable silence in the interview.

MANAGING INOIVIDUAL PERFORMANCE
The formal performance appraisal and the day 10 day supervision of an empioyee:

(1)  should be kept separaie because the two methods evaiuate performance for different

purposes.

[F4] are linked because ihe day 10 day supesvision is the result of the formal appraisal
process.

(3)  are linked because the formal appraisal is the mechanism 10 summarize and document the
day 0 day supervision.

(4)  are different because the formal appraisal requires the Supervisor 10 take an active role
while day 10 day SuUPerviSion reQuires the SUPErvisor 10 take a passive role.

Which of the following is true about the informal appraisal process?

(1)  The work assigned to0 the empioyee must be evaluated frequently in terms of the
performance expectations communicated to the employee

(2) The supervisor shouid use a nolepook or diary 1o keep track of employee performance
inttially, then later communicate and document the performance appraisal during the
formai meeting

(3) The informal appraisal pr < 888 results in day 1o day fesdback to the empioyee so
negative eedback should be mimmized to prevent j0D satisiaction from decreasing

(4) The supsrvisar should not change performance standards until after the formal
performance appraisal because the change of standards may affect the informal
evaiuation of the employes

if an empioyes has a consistent performance problem that the supervisor has determined is not
the resuit of unciear performance expectauons, what is the next step the supsrvisar shouid
tahe?

(1) lssue an oral warning to the empioyee about the performance problem
()  Issue 3 wntten warning 1o the smployes about the performance problem
(3)  Restructure the 10b 50 that the empioyes will be abie to perform it

(4)  Counsel the empioyee about the performance problem
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Which of (o lollowing 1s true about ment awards in system?

m Lump sum ment awards are mare rewnforcing for empioyees than salary increases

(2) Maney is more rewarding than aimast any other renforcer if the employee sees the Iink
Detween Day and periormance

(3) Merit award systems will usually cause performancs 10 increase even f used
incorrectly (1 0., mantonous performers get rewarded) because money wiil increase
the j0b satisfaction of all rewarded

(4) An employee Who IS receving mertoricus pay and who 18 stil performing mentoriously
should receve a salary increase.

STAFFING DOWN
Which of the following 's true about the stalfing down process?

(1) Supervisars shouid not discuss a staif reduction with a subordinate until the subordinate
18 given a RIF notice

2) It a staff reduction s probabie, a supervisor should immaediately review and revise all
{ob descriptions

(3) The shouid be contacted only if the supervisor has
problems in planning and implementing the staff reduction

(4)  The supervisor should recommend cost-effective solutions or alternatives 10 staff
reduction

Which of the following 1 true about a furiough?

{1) Sudden squiprment breakdown is a situation in which empioyees may be furioughed
(2) Furigughed employses remain in pay status

(3) A continuous furiough cannot exceed 22 days

(4) A lfuriough of an empioyes with s always an Adverse Action

Al of the following are possible reasans would use a formal Reduction in Force (RIF)
procedure gxcaot:

(1) shortage of funds. .

(2) an increasing proportion of veterans in the workforce.

(3)  reorganizaton.

(4) need 10 make a place for an empioyee exercising reemployment or restoration nghts.

All of the foliowing stalements about competiive ieveis are true aXCaol

(1) aii jobs i a competitive ievel aliow interchange of employees without loss of
proguctivity.

(2)  different job ttles can be put logether in one competnive level.

(3) employees with the same joD tite and at the same schedule and grade level may be
assigned to different compettive leveis.

(4) when setting competitive levels, it is important to research thoroughly the
qualificatons of the smpioyees invoived.

An empioyes who i3 RIF'd:

L)) is probably an empicyes who has & year o more of Curment, continuous Service.

(2) s given wniten notice of not less than 30 days in advance of the effective date.

(3) s placed in retention subgroup *AD" if he or she is a 10% compensably disabled veteran.
() may not appeal 10 the Merit Systems Protection Board uniess he or she is a veteran.



LABOR-MANAGEMENT RELATIONS

Which of the foliowing was 001 specifically permified by the of ?

(1) Defining the duties of empicyees without regard to civil sarvice laws.

(2)  Appointing people on the basis of ment and efficiency.

(3)  Fixing the wages of empioyees.

(4) Empioyees organzing and dealing with management through representatives they choose.

During what time period did recognize individual American Federation of Labor (AFL, later
AFL-CIO) craft unions to represent smpioyees in delined barganing units?

(1)  early 19308 (1933)

2)  ™ma 1930's (1934-1936)
3) tate 1930's (1937-1939)
4)  warly 1940's (1940-1942)

Negotiations with the Trades and Labor Council and the Salary Policy
Employee Panel are usually at the beginning of what months?

(1)  September; October
(2)  October; December
(3)  Seplamber. December
{4)  December; Septemder

How many empioyes representatives of a salary policy organization may be granted official
1ime 10 assist employees in complainis, serve as a channel of communication between
supsrvisors and empioyess, and assist in the investigation and presentabon of formal
gnevances?

(1) None
2 One
3 Two

4) Three
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