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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. Although

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-learn 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 I

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 encompass 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 organizational training program but who

lack the motivation to complete it will probably not benefit from training.

Motivated trainees will probably learn more during training, 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 would 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. Ilgen, 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-satisfaction 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-leam 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 goals 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 II. Following

the literature review, the hypotheses of the study are presented. Chapter III

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 II

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 (1978), 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-leam. 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. Ilgen, 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 the 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 model 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 should 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 (McGehee 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 learning 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 Vanouzas, 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.

Trainee Abilitv

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 predict 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.



16

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 significant 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 variables

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 "I am looking
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forward to taking this course" and "I will learn a number of things from this

course". Tubiana and Ben-Shakar (1982) used a questionnaire focusing on

trainee motivation and personality variables to predict success in training.

Hicks (1984) and Moitra (1976) found that trainee expectations, 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 integrated 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 will

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

whether 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 level 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



20

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 performance, 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;

llgen et al., 1979).
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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
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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 was '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 regardless 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-iearn prior to training and subsequent

training effectiveness. His model includes the variables 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 aljout 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 Use of Feedback

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.

Ilqen. Fisher, and Tavlor llgen. 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 overtime 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.
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Arrfintance 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 souroe, 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 llgen 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 Processes in Control Svstems

A future research direction suggested by llgen 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 llgen (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 (1978) found that the more negative the discrepancy between

expected performance and actual performance, the less readily is the feedback

accepted, llgen 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 anri 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.

Belf-Satisfaction. The first mechanism 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 particular 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 self-

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-esteem.

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 (1988) 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, moderately 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.

Ilgen 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 Mclntosh, 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. If 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 result 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

postulated 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 goals 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
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(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 results 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 settings. 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 (self-
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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 extended from the laboratory to a

field setting. This study sen/es 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 III

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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Motivation-to-iflarn and Posttest Performance

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:

Hvpothesisia: 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 lb: 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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Hypotheses tfisted within Feedback Discrepancy Conditions

The following hypotheses were tested in feedback discrepancy

conditions. Based on the yariance of subjects' discrepancy between actual

performance and expected performance, three feedback discrepancy

conditions were used. The positiye discrepancy conditions consists of ail

subjects who met or exceeded their performance expectations. The smail

negatiye discrepancy condition consists of subjects who feii just short of their

performance expectations. Finally, the large negatiye discrepancy condition

consists of all subjects who failed to meet their performance expectations by a

larger amount.

Perceiyed Accuracy of Feedback

In their model of indiyidual use of feedback, llgen et al. (1979) postulate

that the perception, acceptance, and use of feedback is a function in part of the

fayorableness of the feedback. Positiye feedback has been found to be more

readily accepted than negatiye feedback. The feedback information about skiils

or knowledge giyen to the trainees will be perceiyed as fayorable if it meets or

exceeds their internal standard of performance. Because indiyiduals engage in

self-protectiye 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 reiatively stable personality trait in which an

indiyidual 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 Mclntosh, 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:

Hvpothesis 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.

Self-Satisfaction

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 higher 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.

Hvnnthesls 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 dissatisfied 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 I

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 mere than will individuals who receive feedback

that actual performance was similar to expected performance. This relationship

will hold true only if the feedback is perceived as accurate.

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

competence increases, the more mctivaticn-tc-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.

Hvpothesis 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.

Hvpothesis 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 III 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 III

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 results 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-leam, 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 resulted 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 84%. 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

Description of Training

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

situations, well-structured, and relevant.

Approximately 35-55 supervisors attended the training program each

week in a top-down approach, that is, the supervisors 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.

Research Procedure for the Present Studv

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-leam. 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
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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.

NO 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-leam. 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 I 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 Competence

This measure was filled out by the participant before he or she

completed the job knowledge test. Items included "I am knowledgeable 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, resulting in a possible range

of two (lower self-perceived task competence) to twelve (higher self-perceived

task competence).

Post-Feedback Self-Perceived Task Competence

This measure addressed self-perceived task competence and was

administered after feedback was given to the participant. Items included "I 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 competence).

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 III -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
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LOCUS OF CONTROL ITEMS
PERSONAL EFFICACY SUBSCALE

(Paulhus, 1983)

1. I can learn almost anything If I set my mind to it.

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

3. When I make plans I am almost certain to make them work.

4. I prefer games involving some luck over games requiring pure skill.

5. I usually don't set goals because I have a hard time following through on

them.

6. Competition discourages excellence.

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

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

everyone else.

9. Often people get ahead just by being lucky.

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

SCALE:

1 = Strongly Disagree
2 = Disagree
3 = Slightly Disagree
4 = Neutral

5 = Slightly Agree
6 = Agree
7 = Strongly Agree

FIGURE III -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 intemal 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'.

Self-Satisfactlon with Present Performance

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 performance 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-Satisfaction with Future Performance

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

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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1. The knowledge that I gain in this training program will help me better

perform my job.

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

3. I am motivated to learn the material presented in Orientation to

Supervision.

4. I will learn more of the material in Orientation to Supervision than other

supervisors who attend the training program.

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

Supervision.

6. The knowledge that I gain in this training program will help improve the

relationship between myself and my subordinates.

7. The knowledge that I 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. Even if I don't learn as much as I'd like in Orientation to Supervision, this

training will be a valuable experience.

10. If I have trouble understanding the material presented in Orientation to

Supervision, I will try harder.

SCALE:

1 s Strongly Disagree
2 = Disagree
3 = Slightly Disagree
4 s Slightly Agree
5 = Agree
6 s Strongly Agree

Figure Hi - 2. ITEMS IN THE MOTIVATION-TO-LEARN MEASURE
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training program. The items on this measure are presented in Figure III - 2.

Participants 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.

Summarv of Measures

In Table III -1 is presented a summary of the measures that were

administered in each of the two conditions. In Figure III - 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 III -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-Satisfaction with Performance Yes

9. Self-Set Goal Yes No

10. Motivation-To-Learn (Pre Feedback) Yes Yes

11. Motivation-To-Learn (Post Feedback) Yes No
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FEEDBACK GROUP

FEEDBACK TRAINING

4w»tktpriorto Training

Measures:

Motivatlon-to-Leam

Self-Perceivecl Task

Competence
Job Knowledge
Locus of Control

I
2 waaks prior to Training

Measures:

Motivation-to-Learn

Self-Perceived Task

Competence
Self-Satisfaction

Self-Set Goals

Perceived Accuracy of
Feedback

i
2 waaks attar Training

Measure:

Posttest Job

Knowledge

NO FEEDBACK GROUP

4waakapriorlo Training

Measures:

Motivatlon-to-Leam

Self-Perceived Task

Competence
Job Knowledge
Locus of Control

TRAINING

I 2 waaka attar Training

Measure:

Posttest Job

Knowledge

FIGURE III -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.
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TABLE IV-1. DESCRIPTIVE STATISTICS AND COEFFICIENT ALPHA RELIABILITY

ESTIMATES FOR MEASURES IN THE STUDY.

Variable # of Items N M SD Range a

Motivation-to-learn

Pre-faedback (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 competence
Pre-feedback (2»low, 12»high) 2 255 8.09 1.82 2-12 .93

Self-perceived task competence
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-satisfaction (Present pert.)
(1 - low, 7 - high) 1 171 4.04 1.57 1-7 -

Self-satisfaction (Future perf.)
(1 - low, 7 - high) 1 173 1.79 1.14 1-6 ~

Perceived accuracy of feedback
(1 - low, 6 - high) 1 184 4.57 0.74 2-6 -

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 71.71 9.31 41-100 .84

Job Knowledge Posttest
(0-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

Variable 1 2 3 4 5 6 7 8 9 10 11 12

1. Motivation-to-learn

Pre-feedback - .79* .00 .10 .10 -.08 -.20** .41** .00 .00 -.03 .17**

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 - .14 .02 .01 .19** .25** .24** .03 -.07

5. Self-set goai - -.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. Locus 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

*_fi<.05. ** fi.< 01.



Sex

Race

Male >89% 184

White = 94%

Black » 5%

Other - 1%

184

Male >85% 139

White >94% 139

Black > 4%

Other - 1%

0.62

3.60

* c<-05

** B < .01
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Table IV-3. BIOGRAPHICAL DATA ON SUBJECTS.

Background
Variable Mean

FB Group
Percentage N

No FB Group

Mean Percentage N t-test

Age 43.23

Organizational
Tenure

Pay

13.84

44838.00

184 42.99

184 13.19

184 44015.00

139

139

139

-0.23

-0.66

-0.66
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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 (L= -2.53, dt = 165, g < .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"

*B<.05
"B<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 = 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.

Hvpothesis 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 (1 = -2.90, df = 146, j2 <.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"

*B<05
"C<.01
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The mean pretest scores for the two groups were significantly different

{i = -2.77, df = 121, c < .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 Model R2 AR2 FAR2 M Adjusted M

Pretest

Between Groups
.0542

.0772

.0542

.0230

12.06"

7.49"

Feedback Group
No Feedback Group

76.00

70.44

75.77

71.19

q<.05
8 <.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 AR2 FAR2 M  Adjusted M

Pretest

Motivation-to-learn

.0542

.0633

.0542

.0091

12.06"

.71

Feedback Group
No Feedback Group

76.06 76.28

70.44 70.40

*  e<05
** e<.oi

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 amount 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 Change in R^ F Change in R^

Pretest performance .0672 .0672 6.49"

Self-Perceived Task Competence .1111 .0439 4.39*

.05

e<.oi

Hvpotheses tested within feedback discreoancv conditions

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.

Hvpothesis 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
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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. REGRESSDN 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 Accuracv 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/LOC

Interaction Term .0006 .0468 1.61 .0012 .21

'Q < .05. "Q < .01
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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 IV -

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 (i = .17, a < .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 Accuracv 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 Accuracv of Feedback

Discrepancy .0167 .0441 4.66* -

Actuai -.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

*C<.05, **c<.01
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TABLE IV -11. MEAN AND STANDARD DEVIATION FOR PERCEIVED ACCURACY CP FEEDBACK
WITRIN FEEDBACK DISCREPANCY CCNDITDNS

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.

Hypothesis 3a

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, |l< -003) was found between

discrepancy between actual performance and expected performance and self-

satisfaction with performance. Therefore, the more negative the difference

between actual performance and expected performance, the more dissatisfied

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

Hypothesis 3b

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. REGRESSDN ANALYSES OF PERCEIVED AGGURACY 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

DV: Perceived Accuracy of Feedback

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

*B < -05, "c < -01



80

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 Change in r2 F Change in R^

Motivation-to-learn .6070 .6070 245.55"

Self-satisfaction .6145 .0075 3.10

*  B < .05
** B<-01

Hypcthesis 4a

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. In Table IV -14 the results of these

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

Hvpothesis 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, ct

< .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

*B<.05 "b<.01
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Hypothesis 5

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 Model R^ Change in R^ F Change in R^

LARGE NEGATIVE DISCREPANCY CONDITION

Motivation-to-learn Pre Feedback .6718"

Self-set goals .6880 .0162 2.96

ALL BUT URGE NEGATIVE DISCREPANCY CONDfTION

Motivation-to-learn Pre Feedback .5694"

Self-set goals .5716 .0022 .52

Q< .05
C<.01
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Hypothesis 6

It was predictecl 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 expected 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. Results 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

POS

DISCREPANCY CONDITDN

SMNEG LGNEG

Source F to Enter R2 AR2 F to Enter R2 AR2 F to Enter R2 AR2

Motivation-to-learn

Pre feedback 97.88 .6199 - 35.47 .4763 - 117.07 .6725 -

Self-Satisfaction .17 .6210 .0011 .06 .4771 .0008 7.51* .7112 .0387

Self-perceived task
competence .09 .6215 .0005 1.32 .5110 .0339 .74 .7151 .0039

Self-set goals .25 .6232 .0017 1.09 2.89 .7295 .0144

•j2<.05 "ji<.01

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

N

POS

M SD

DISCREPANCY CONDITDN

SMNEG LGNEG

N  M SD N M SD

Self-satisfaction 65

Self-perceived task
competence

Self-set goals

67

62

2.01

7.64

92.07

1.31

1.72

8.47

41 1.75 1.04 67

48 7.97 1.68

44 94.08 4.48

1.61 0.98

69 7.62 1.79

60 92.89 8.62
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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.

TABLE IV -18. HIERARCHICAL REGRESSDN 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-satisfaction 3.10 .6145 .0076

Self-perceived task competence 1.84 .6178 .0042

Self-set goals 2.23 .6241 .0054

•ji<.05 "jj<.01

Hvpothesis 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 relaJted 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 r2 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

q<.05
e<.oi

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 (i = .20, p < .007) and have higher self-perceived

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

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

discrepancy conditions are presented in Table IV - 20.
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TABLE IV - 20. CORRELATIONS BETWEEN LOCUS OF CONTROL AND SELF-SATISFACTION WITH
PERFORMANCE, SELF-PERCEIVED TASK COMPETENCE. AND SELF-SET GOALS

OVERALL PCS

DISCREPANCY CONDITIONS

SMNEG LGNEG

Self-satisfaction -.11 -.04 -.02 -.24 *

(173)a (64) (48) (67)

Self-perceived
task competence

*

o
Csj

.04 -.09 .18

(166) (62) (44) (60)

Self-set goals .19" -.06 -.27* -.07

(185) (67) (48) (69)

a Number of observations

*e < .05, **e < .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

research. This is important because the research in this area is limited. Each

of the major dependent variables is discussed below.

Motlvation-to-learn and Posttest Performance

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, c < .05).

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

performance.
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Perceived accuracy of feedback

Perceived accuracy of feedback was related to the variables self-set

goals (r = 0.15, ja < .05), motivation-to-learn pre-feedback (r = 0.40, 0 < .01),

and motivation-to-learn post-feedback (r = 0.32, g < .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, g < .05). Thus, the higher the participants' satisfaction with

performance, the more accurate the feedback was rated.

Self-satisfaction with future performance

Self-satisfaction with future performance was related to the variables

self-set goals (r = -.19, g < .01), motivation-to-learn pre feedback (r = -.20, g <

.01), motivation-to-learn post feedback (r = -.25, < .01), satisfaction with

performance (r = .29, c < .01), and actual performance (r = .23, q < .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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Sfilf-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 of Control

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 motivatlon-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 V

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

Motivation-to-learn

The results supported the prediction of Hypothesis 1 a that individuals

who receive needs assessment feedback will report higher initial motivation-

to-learn than will individuals who do not receive feedback. In the 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
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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 a!., 1981) that shows that feedback about

performance can positively impact future performance. When the effects of the

pretest scores were partiaiied 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 partiailed 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 accuracv 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.

Ilgen 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 (llgen, 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.

Self-satisfaction with performance

Hvpothesis 3a 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 llgen (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.

Hvpothesis 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

Hvpothesis 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.

Hvpothesis 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

Hvpothesis 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 indivicluars self-set goals after feedback, the more motivation-to-

learn increases. Motivation-to-iearn 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. It

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.

Motivation-to-learn

Hypothesis 6 The resuits 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 variabies 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



103

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 accuracy 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

Hvpothesis 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 result 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 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.

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 collected 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 variables

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, usefulness 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 llgen 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.

Generalizabilitv of the results

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



112

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-leam 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 Cervone (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 alternate source may have been

even more effective.

As postulated by llgen 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 mptivation-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.



118

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 as 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 training 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 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 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, regardless 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. It is speculated 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
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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 goals 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.

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. Individuals 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 competence. 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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POWER ANALYSIS

Multiple Regression'

Target power = .80
Effect size (R2) = .15
Significance Level = .05
Noncentrality Parameter (L)= 13.62
Degrees of Freedom = 6 (provides the most conservative estimate)

r2

N = 13.62n -.151 + 6 + 1 =84

.15

uesil

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

Analysis of Covariance*

Target Power = .80
Effect size (f) = .25
Significance Level = .05
Numerator degrees of freedom = 1

N = 95

*From: Cohen, J. (1977). Statistical power analvsis for the behavioral sciences.
NY: Academic Press.



144

APPENDIX B

COVER LETTER



145

Memorandum

FROM

DATE

I«rri L. Lyoa

SUBJECT! OUWTATIOE TO SUPERVISIOM - ASSESSMUIT

Tour orttaiXAtlon btt roeontly f#»lft«r»4 you to tctond tho Oriootttloa
to Suparrliloa trtinini protrta. In approilaataly two wooU. you will
roeoiro aa introductory mao team tba

dtscribini tbo pltco tad tlaa of trtiaia(.

T  • la tba I"
Hy Job la to atalft tba traiaiac ataff la tbair

coatiauiat affort to iaprota tba affaetiraaaaa of tbair traiaiai
protraaa. ia part of tbat afaluatloa. I would lika you to eoaplata and
ratura tba attacbad aaaaaaaaat.

Tbo aaaaaaaaat ia daaitnad for two purpoaaa:

(1) Aa part of tba Oriaatatloa to Suparaiaioa traiaiai, you will
raealra faadbaek abou| your aaawara on tba attacbad polieiaa and
proeaduraa aaaaaaaaat. wbieb waa daaicaad to eoaar tba iaportaat
toplca praaaatad ia on. Tba faadbaek will balp you idaatify tba
araaa ia wbieb you aay aaod to update your kaowladia. Tbaa, you
eaa aapbaaixa tboaa araaa ia Oriaatatloa to Suparaiaioa traiaiai.
If tba faadbaek iadieataa tbat you era aatraiMly kaowladiaabla ia

polieiaa aad proeaduraa. you eaa ba aa aseallaat raaourea for
otbar auparaiaora duriai tba traiaiai. Tour axpariaaeaa aad
kaowladia eaa balp aaka tba traiaiai avaa aero affaetiva aad your
fallow suparaitora will baaafit.

(2) Tba aaaaisMat will also balp aa aaaluata CIS aad dataraiaa kw Oil
eaa ba iaprorad to battar aaat tba aaads of tuparaitors. I will
uaa tba iaforaatioa to dataraiaa bow aueb luparaiaora know bafora
tbay attaad OTS aad bow aueb tbay laara ia tba traiaiai proiraa
itaalf.; .

Aftar yaa ratura tba paekat to aa. I will aeora your aaaaaaaaat aad Mail
yaa apaaifie faadbaek about tba diffaraat araaa of ̂  tMt. na■eb. wbieb will ba proridad bafora you attaad OTS. will lot you kaaw

tba iafaraatioa ia eaaarad ia tba Buaaraiaor't »**
that topie will ba aavbaaiaad ia traiaiai.
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ORIENTATION TO SUPERVISION - ASSESSMENT

I'Tt designed Che assessment so that you may fold it over and staple it
when you are through, and it can be directly mailed to me« YOUR ANSWERS
WILL BE COMPLETELY CONFIDENTIAL. 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 it to
me at SOS MIB-K so that I may mail 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.

TLL

Attachments

^ ̂

A
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Memorandum

FROM Tarrl L. Lyon

DATE

SUBJECT: OBIENTATIOM TO SUPERVISION - ASSESSMENT

Tour orsaalzation b>i rocontly r«|iitorod you to a participoat in an
upeoainc Oriontation to SuporTiiion courao. Tou will roeoiyo an
introductory aoao that will provido you with dotailod inforaation about
tho datoa. location, and contont of tho training prograa.

Ny Job ia to oaaluato tho offoctifonoaa of tho Oriontation to Suporriaion
training prograa. I aa aahing you to coaploto tho attachod aaaoaaaont
now and a aiailiar ono aftor tho courao ia ovor to holp ao dotoraino
wbothor pooplo loom tho aatorial proaontod in OTS. Tour aoeial aocurity
nuabor ia boing roquoatod ao that wo aay aatcb your anawora to thoao froa
tho aaaoaaaont which will bo aailod to you aftor tbo courao ia ofor. All
roaulta uaod for oraluation will bo group baaod and will not bo
aaaociatod with indiriduala. Tho confidontiality of your azawora ia
guarantood by tho

Ploaao fill out tho aaaoaanwnt proaptly and roturn it to ao at 305 HIB-K
within throo daya of rocoipt. If you havo aay quoationa about tho
csaoaaaMnt you can roach ao at oztonaion 6153-K. Thanh you for tahing
tho tiao to coaploto thia aaaoaaMnt. Tour offort will holp iaproro tho
offoctiTonoaa of Oriontation to Suporriaion.

TU.

Attaehaonta
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Your answers to this section will be used to improve the effectiveness of
training at / rf

Please circle the response that bast <$■ '
J. 0.
f  -

o  &
corrssponds to your agraament wilh

J <r J?- Jo ,csP -Cf
aach statsmsnt.

t. 1 am knowiadgable of policies and procedures. (1) (2) (3) (4) (5) (6)

2. 1 could give accurate information :o another person who asked me about
policies and procedures. (1) (2) (3) (4) (S) (6)

3. The knowledge that 1 gam m this training program will help mo batter
perform my joti. (t) (2) (3) (4) (S) (S)

4. 1 wtll tiy to learn as much as 1 can in OTS. (t) (2) (3) (4) (5) (5)
5. 1 am motivated to learn the material presented in OTS. (t) (2) (3) (4) (5) (S)
6. 1 will learn more of the matenal m OTS than other supervisors who

attend the training program. (1) (2) (3) (4) (5) (6)
7. 1 am sure that 1 can gam valuable knowledge by attending OTS. (1) (2) (3) (4) (S) (6)
8. The knowledge that 1 gam m this training program may help

lurtfier my career. (t) (2) (3) (4) (5) (6)
9. 1 am looking forward to attending OTS. (t) (2) (3) (4) (S) (6)
10. OTS will help me set standards for my performance as a supervisor. (1) (2) (3) (4) (5) (6)
11. Even if 1 don't learn as much as I'd like in OTS, the training will be a

valuable experience. (t) (2) (3) (4) (5) (6)
12. If 1 have trouble understanding the material presented in OTS.

1 will try harder. (1) (2) (3) (4) (5) (6) ,

Your answers to the following questions will
help us losm more about the supsrvisors who
attend OTS. Using tho following 7-point scale,
please respond to tho questions listed below by
circling tho number you think Is most appropriate.
This scale assesses your personal opinions. There
are no "rlghf or "wrong" answers. Your enssrera
will be used lor lesoeieh purposes only snd will
remain completely conlldentiel. Only group
resuHe will bo eseoeead.

t. I can learn almost anything if I sat my mind to it
2. When I get whet I went ifs usually because I wonted hard lor it.
3. When I make plans I am almost canam to make them wortt.
4. I prslar gemae involving soma luck over games requiring pure skill.
5. I usuely dont set goals because I have a hard tiirie following

through on them.
6. CompeWion discourages eseellence.
7. My in^or eccomplishmants are aniiraly duo to my hard wortt and ability.
S. On «iy sort of esem or competNion I like to know how well I do relative

to etreryono eleo.
Onen poopM got ahoed just by bomg lucky.9.

to. Ifs to keep working on something that's too dilteult lor me.

t) (2) (3) (4) (5) (6) (7)
t) (2) (3) (4) (5) (6) (7)
1) (2) (3) (4) (5) (6) (7)
t) (2) (3) (4) (S) (6) (7)

t) (2) (3) (4) (5) (6) (7)

t) (2) (3) (4) (5) (6) (7)
t) (2) (3) (4) (5) (6) (7)

t) (2) (3) (4) (S) (6) (7)
1) (2) (3) (4) (5) (6) (7)
t) (2) (3) (4) (5) (6) (7)
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ORIENTATION TO SUPERVISION - ASSESSMENT

e  TUC ni ii:<5TIONS WITHOUT THE USE OF ANY REFERENCE MATERIAL You may not Know all

th« raiponia you think bMt answara tha quastion.

Social Sacurity Numbar.

HEALTH AND SAFETY

A madical axamination is raquirad in all ol tha loUowing casas axcapl;

tit n^nodic monitonng axams for aircraft pilots
(21 raturn to work aftar baing assignad laava without pay for th^ waaks
(31 transfar to an assignmant involving axposura to ionizing ̂ latioa
(4) tarmination from a position involving axposura to a hazardoua agant

Indicata whathar aach of tha following is tha rasponsibility of tha suparvisor
YES NO

(tl Tarminating amployaas who do not work safaly ——
(21 Invastigating aecidants ^ ^
(3} Encouraging ampkjyaas to raport haalth and safaty

concams only to tha suparvisor

(41 Planning tha job so it may ba carhad out safaly ——
(5} Handling all safaty problams parsonally
(6} Encouraging amployaa safaly off tha job —
(7) Chacking tha amployaa's aquipmant and tools

TRAIMNQ AND DEVELOPMENT

Which ol tha following is M • W* <>• ttkining oHarad within ?

(11 Achiavamant motivation training
(2} Tachnical training
(31 Oavaiopmantai training
(41 Occupationai qualifying training

/>_ ■ .^auaiMvnant at hsipa tha suparvisor to idsntify tha davalopmantai naads of
out a stratagy for maatxtg thosa naads. Which of tha foiilowing would

oal ba eonsrtaiad a form of organizational davaiopmant?

(11 using a naw d«:ision making «*roach that involvas graatar amployaa participation
(21 imolantaniing a "quality cirda" to xnprova afliciancy
(3^ imna building to improvo cooporttion and inlofmation sharing
S ̂ 1^ catotana banafits plan for all amployaas in tha workgroup

a «4»frikiata naads to hava a broadar viaw of har organizatloo. Sha is a highly skklad amployaaWNchofthafolkhmngshouklhar

supanrisor raeommand?

(11 acadamic dagraa
(21 roution assignmant
(31 transfar to anothar position
(4) tachnical training
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APPEALS AND GRIEVANCES

An Equal Empioymant Opportunity (EEC) invastigator saalting an alfidavil and documantino
avidanca snould ba:

(1) cocparatad nvith fully
(2) ralarradto Equal Emptoymant Staff
(3) raquirad to produea an "invaatigativa racord" stating what information is raquirad.
(4) rafarrad to tfia

Employaas who baliava that thay may hava baan traatad unfairly or contrary to policy may
formally complain:

(1) only if tha issua is covarad undar tha nagoHatad agraamants or Involvas safaty or illagal
discrimination

(2) through a wida variaty of somatimas ovarlapping channala.
(3) only aftar making a 'good faith* attampt to rasolva tha issua with tha suparvlsor.
(4) through tha channal dasignatad as 'prafarrad and axclusivs' for that typa of complaint by

Fadaral laws and ragulations provida that any amployaa who « a mambar of a prolactad class
may fila a complaint if thay suspact thay hava baan diserimlnatad against Which of tha following
charactahstiea qualify a parson as a ̂otactad group mambar?

PralttM NotPrataerwS

(1) Black
(2) Whlta, not of Hispanic origin
(3) Protaatant
(4) Jawiah

(5) Mala

(6) Pamala
(7) 35yaarsald
(8) 4Syaartold
(9) PhjffIcaHy Handicappad
(10) Mintally Handicappad
(11) Complaintant in a prior EEO complaint
(12) Witnasa in a pnor EEO complaint

EQUAL EMPLOYMEMT OPPORTUNITY/AFFIRMATIVE ACTIOM

1. Equal Emptoymant Opportunity:

(1) is raquirad only for amploymant dacisions, not for organizational programs and actlvitias
(2) mlars to tha stratagias davalopad to achiava Afflrmativa Action
(3) is tha right ot al parsons to work and advanca on tha basis of marit. ability, and potantial
(4) is tfia right ot minoritias and woman to hava prafaranea in amploymant dacisions

^  ̂ 9P4* • 10 ovaieoma tha affacts of historical discrimination and to build a work (ores that
rollactsthadamographicbasaoftha ragion. This goal is to ba achiavad by what yaar?

0) 19W
(2) 1990

(3) 1902
(4) 1994
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OTHER INFORMATION YOU SHOULD KNOW

1  How you should collocl »«•$». hindlo. uso, and disposa of inlormaiion may b« eontrollad by
law. ragulation, or olhor iogal procaduros.AII ol tha lollowmg laws art rtlavant to information
protaction usiBlina:

(1) Equal Pay Act ol 196S
(2) Pnvacy Act
(3) Fraadom of Information Act
(4) Equal Employmant Opportunity Act

2  Parsonal notas l)y tha supanrisor concarning amployaa parformanca:

m art axpllcitly prohibitad by law in almost all situations and should not ba kapt
(2) ara axeludad from covaraga by tha Pnvacy Act and can lagally ba wtthhald from amployaas.
3  can ba lagally accassad by an amployaa if thay ara usad in any dacisiona on parsonnal actions
(4) can ba lagally accassad by an amployaa if thay contain any work-ralatad information.

3. A supanrisor who follows propar sacurity and control maasuras for Parsonal Histoiy Racords
(PHfte) would not:

(1) ramova tha PHR from proparty
(2) routa tha PHR through mail
(3) allow an amployaa accsss to his/har own PHR
(4) dastroy tha PHR immadiataly upon having mada usa of it

4. Rastoralloo antitlamants lor amployaas racovahng from a job-ralatad injury
diffar basad upon:

(t) tha amployamant status (hourly, part tima. or annual) of tha individual^ re^amant.
(2) tha amploymant status and amount of aeeniad sarvica of tha racovahng amployaa.
(3) vrhathar tha individual ramainad on tha payroll or racaivad Offica of Workman's

Compansatlon Programs compansation.
(4) tha natura and timing of tha amployaa's raeovary.

5  onaofthahardaatjobs has in complying with tha Actisd^i^who
iaa forpurposasoftha . Which of tha fo«owing is always a undartha
?

(1) An honorably saparatad vataran (not ratlrad) who sarvad on activa duly during any war
(2) A widow or widowor of ft vttftfftn
(3) Tha mothar of a vataran who diad undar honorabia conditions whila on activa duty in a war
(4) A radrad vataran who ratlrad abova tha rank of major or tha aquivalant

WORK SCHEDULES AND LEAVE

1. Whan «it approprlaia for a suparvisor to grant an amployaa sick laava, annual laava. or leava
without pay (at tha annployaa s prsfaranca)?

(1) Whan tha amployaa. dua to Ulnass, is unabia to parform job dudaa to tha point that tha
supatviaar Is concamad about har safaty.

(2) Whan tha amployaa varbally raquasts laava without pay.
(3) Whan tha amployaa is thraalaning to fila a complaint
(4) Whan tha amployaa raquasts sick laava lo tska eara of har spouaa.
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2. Sick laava is corracUy granlad to an ainployaa m all ol tha (ollowing casas axceot whan:

(1) pragnancy and conlinamant pravant tha amployaa Irom working
(2) tha amployaa racaivad a dantal axamination
(3) tha amployaa is raquirad 10 cara lor a mambar o( hia or har immadlaia family who has an

illnosa

(4) tha amployaa would jaopardiza tha haalth ol othars by baing prasant at work, bacausa of
axposura to a quarantinabia communicabia Olsaasa

SELECTING THE RIGHT PERSON FOR THE JOB

t  What Is tha bast way to handia connict in tha salaction Intarvlaw? For axampla. what la tha bast
way to daal with a parson who trias to domlnata tha Intarvlaw?

(1) Do not confront tha eandidala about tha situation
(2) Ba paraistsnt about stopping tha bahavlor
(3) Nota this bahavlor on tha intanriaw form but do not mantion It In tha Intarvlaw
(4) Rula out this candldata bacausa this typa of bahavlor will probably transfar to tha job

2. What la an axampla ol "actlva liatanlng" by tha intarviawaf during tha salaction Intarviaw?

(1) Baing an activa participant in ttia Intarvlaw by doing most o( Ilia taking
(2) Showing that tha massaga is haaid (l.a., with a nod, aya contact or vocal rasponsa)
(3) Concantrating on what tha eandidala says to avoid having to summarUa tha information and

chadt it for accuracy with tha eandidala
(4) Chatlanging any vagua or amiiiguaus Information provldad by tha candidata

3. Tha intarviawar may Intantlonaily or unintantionally introduca soma form of bias Into tha
salaction intarvlaw which can rasult in tha intarviawar failing to avaiuata In an objactiva
mannar. Which of tha following Is tha mora objactiva maihod for tha supanhsor to usa In
conducting tha salaction Intarviaw?

(1) Judging aach Intarvlawaa on ttia sama basis
(2) Comparing ttia intarviawaa to ttia Immadiataly praeading applicant
(3) Ganaraiizing an ovarail Imprassion of an intarviawaa from ona piaca of information galnad in

tha Intaiviaw

(4) Ganarating axpactabons of an intanriawaa basad on information obtainad bafora or at tha
baginning of ttia intarviaw

4. Quastions to tha eandidala In soma of tha foloiwing subjact araas ara considarad fair
praamploymant inqulrtas and soma ara considarad unfair bacausa thay may ba discriminatory to
soma job candMatas, For aach subjact Indlcata whathar It Is a fair or unfair Inquiry,

FAIR unfair'

A, Whathar a eandidala Is ovar tha aga of 40
a. Whathar a candidata has a handicap
C. Whathar a candidata can lift 2S pounds In a job

thai raquiraa such lifting
0, Whathar tha eandidali was bom evarsaaa
E. Whathar tha eandidala antidpaias bamg prsgnant

In tha naxt yaar

F, To what church doas tha candidata balong
a  Whathar tha candidata is marhad or singia
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5. In questioning an interviewee about his or her background, the inteiviewer should start with
questions about:

(t) The type ot organizational climate the interviewee works in best
(2) The interviewee's general educational background
(3) The interviewee's experience in pertorming each of the job duties
(4) Community or volunteer activities in which the interviewee may have gained expenence that

could be used on ttte lOb

e  The sefeeting supervisor may prepare lor the intenriew by developing a set of queations that wtU
be asked of every candidate. Why • it important that the selecting supervisor prepare the
intenriew in advance (i.e., structure it)?

(1)

(2)

(3)

(*)

The structured interview allows more questioning about personal characteristica than the
unstructured interview

The structured interview is inore reliable than the unstructured interview because the same
types of information on past behavior are collected from each candidate
■The format of the structured intenriew can allow the candidate to actually structure the
interview, providing the supervisor with information on how ttte candidate wil operate on
The' structured intenriew can be considered more accurate because the supenrisor
conducts the intenriew in the manner in which he or she ia the most comfortable

7. The purpose of the selection interview is:

(t) Determine which of the candidates has the personal characteristica which wil beet IH the
(2) Chitemine mTwerage candidate, one not overqualifled or underqualified, xirho wil be mostsatisfied with the job and successfU in fitting into the work group
(3) Determine which candidate has the beat combination of knowledge, skila. and abilities to
(4) Dewrmine from objective'information (such as educational level and backgrwnd. grade point

average) which candidate will have Ihe greatest potential to develop in ttie )0b

8, 's selection process differs from that of lie rest of the Federal service in what way?
(1) uses dvl service tests and scored applieatlon blanks to a greater degree than the rest
(2) ""r^Ikree the^idate to complete more applicatton forms because of its unique public

functions
(3) supervisors have more responsiklity for selecling their subordinates than do most

government supervisois
(4) requiree a unique labor pod because of the diversity of positions filled

9  QeneraJly policy is to promote or transfer from within before hiring from outside
Which of the fOllewing is a step in the external selection process but not in the mtemal

selectlen process?

(t) Develop a job description for the vacant position
(2) Ikldte a final selection decision from Die M of those qualified
(3) Conakfer wften sslacting carxtldaiee to interview
(4) Interview candidates
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10. Th« most imponani area to covsr m ih« amployea oriantation is:

(1) ansuring that tha amployaa undarstands lha duliaa of tha job
(2) datarmining and schaduling training naadad tor naw amployaa*
(3) axplaining tha oirica rulas and routina*
(4) providing tha ainployaa with policias/procaduras/ralaranca matanal* to study

11. What«tha function of rapport in an intarviaw?

(t) To astablish a trusting raiationship with tha intanriawaa so that mora inlormation is
providad dunng tha intarviaw

(2) To malta sura tha intarviawaa likas tha saiacting suparvisor
(3) To maka it ciaar that tha suparvisor is in control ol tha intarviaw
(4) To giva tha imprassion of sincara mtarast in tha intarviawaa so fta or sha will want to work

for you if salactad

MANAGINQINOIVIOUAL PERFORMANCE

Tha formal amployaa parformanca appraisal and tha day to day suparviaion of an amployaa:

(1) should ba kapt saparata bacausa tha two mathoda avaluata parformanca for diffarant
purposa*

(2) ara linkad bacausa tha day to day suparviaion is tha rasult of tha formal appraisal procas*
(3) ara linkad bacausa tha formal appraisal la Ilia maehaniam to aummahz* and documant tha day

to day suparviaion
(4) ara diffarartt bacausa tha formal appraisal raquiras tha suparvisor to taka an activa rola

whila day to day suparvison raquiraa tha supanhaor to taka a paasiva rola.

Formally appraising and documanting tha parformanca is an important stap in managing an
amployaa's parformanca. Which of tha following is Qflt tma about lha formal parformanca
appraisal?

(1) Tha formal parformanca appraisal is includad in lha amployaa's Parsonal History Racord
(PHR)

(2) Tha formal parformanca appraisal can documant any prograssiv* precaduras tha suparvisor
has had to follow

(3) Tha formal parformanca appraisal usas a systam primarily basad on traits such as
'initiativa* and laadarship*

(4) Tha formal appraisal should includa information which had alraady baan communicatad to tha
amployaa bafora tha appraisal masting took placa.

It is tha rasporwibility of tha suparvisor to monitor an amployaa's parformanca and look for
symptoms ol a job ̂ ormanca problam. Which of tha follawing would probably not ba
cenaidarad a symptom of a job parformanca problam?

(1) Laaving tha work araa mora than nacassary (a.g., fraquant trips to tha watar fountain and
bathroom)

(2) CaErtg In sick tha day afiar tha amployaa's own birthday party
(3) Ineraasad ddllculty in handling complax silualion
(4) Unavon work pattams including high and low pariods of productivily



158

4. Which on« of lha following is tru* about feaObacK (tailing tha amployaa how wall ha or sha is
pariorming on tha tasK)?

(t) FaadbacH should not ba givan immadlataly bacausa it could dlsoipt tha amployaa's work
parlormanca: tha suparvisor should wait until a mora appropnata lima

(2) Tha supannsor should avoid trying to 'shapa' an amployaa's bahavior bacausa tha amployaa
may parcaiva that tha suparvisor is manipulating tham

(3) Nagativa laadback should ba communicatad to tha amployaa avan though It can ba amotionally
upsatting to both tha *sandar' and tha 'racan/ar'

(4) Faadback should ba givan m ganaral tarms so that tha amployaa can Intarprat it in his or har
own way and will tharalora find it aasiar to usa

STAFFINO DOWN

1. Which of tha following would not ba considarad a mathod tha suparvisor should usa to avoid tha
naad for a suff raduction?

(1) Klfanaga tha unit's budgat and axpandlturaa and look for ways to raduca costs
(2) Suggast a hinng fraaza
(3) Ask oldar amployaas to ratira
(4) Whan a position bacomas vacant through attrltien. datamkna If tha work of tha position can

ba dona without rafllling tha position

2. Which of tha following la trua about a dog off?

(t) Dog offa ara appllcabia to annual tradas and labor amployaaa
(2) Tha ampioyaa is doggad off (or pariods up to 60 days whan tftara ara tamporaiy

Intarrupliona of work
(3) A dog off Is an Advarsa Action
(4) No writtan notica Is raquirad to dog off an amployaa

3. Which of tha fodowing la tnja about a layoff?

(1) Layoffs ara appllcabia to annual tradaa and labor amployaas
(2) A layoff may not last mora than ona yav
(3) Employaaa who ara laid off ara on rsducad pay status
(4) A layoff Is unllka a dog off or furlough bacausa amployaaa ara actually tarminatad from

4. Which of tha fodowing Is not a ratantion factor In a situation?

(1) Total tma until ratiramant
(2) Tanura
(3) Eligibillly for Vaiaran's Prafaranca
(4) Total fadaral govarnmant sarvica

5. Whan an amplayaa has baan RIPd. ha or sha rhay taks advanuga of applicabis banafits assoclatad
with RIFt. Which of tha following « NOT a banafit assodatsd with RIFs?

(1) Uaa of tha Oudplacamant Assistanca Program
(2) Raaasignmam Rights
(3) Ratraining In anothar occupation
(4) SavarancaPay
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LABOR-MANAGEMENT RELATIONS

1. Ai of May 1988. had Ganarai Agroamanis with lha Tradaa and Labor
Council lor

(1) conatfuction amployaaa
(2) annual oparaong and mainlananca amploymanl
(3) tamporary oparating, maintananca, and modification amploymant
(4) all of lha abova

2. Suparviaora ara ancouragad to communicata to thair any maltar thay baliava should ba
discussad at nagotiaiions.

(1) Tnia, in ordar to ineraasa communication
(2) Falsa, hava rasponsibiiity for thosa mattara

3. Must a suparviaor allow a salary policy amployaa who is not a group raprasantativa or job
staward official lima to attand a maating sponsoraO only by a union?

(1) Yaa, such maatings ara condueiva to Agancy objacbwaa
(2) No, tha maaong must ba a joint union-managamant maating bafora attandanca in pay status ia

conaidarsd

4. Suparviaora facad with a gnavanea should try avary angia to work out a solution or to suppraaa
tha griavanca, bafora advising tha of tha situation,

(1) Trua, suparviaora hava that raaponaibility
(2) Falsa, tha should ba invohrad as soon as poaaitala to pravant inconaiatant policy

application

PLEASE ESTIMATE THE NUMBER OF tTEMS (OUT OF A POSSIBLE 84)
THAT YOU BEUEVE YOU ANSWERED CORRECTLY ON THIS ASSESSMENT. ITEMS
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APPENDIX F

PRETEST ASSESSMENT ANSWERS
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ORIENTATION TO SUPERVISION
ASSESSMENT ANSWERS

YOU CAN FIND DETAILED INFORMATION ABOUT EACH OF THESE TOPICS IN THE SUPECVISOffS HANDEOOY
ALSO YOU WILL HAVE OPPORTUNITIES DURING ORIENTATION TO SUPERVISION TO ASK OUESTIONS ABOUT
THESE TOPICS, PLEASE KEEP THIS ANSWER KEY CONFIDENTIAL SO THAT V/E MAY CONTINUE TO USE IT
TO EV ALUATE THE EFFECTIVENESS OF TRAINING.

HEALTH AND SAFETY

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

(t) periodic monitoring exams for aircraft pilots
(2) return to work after tieing assigned leave without pay for three weeks
(3) transfer to an assignment involving exposure to ionizing radiation.
(4) termination from a position involving exposure to a hazardous agent

ll/ledlcat examinations are covered in the section "Examinations and Other
Evaluations", In the Health and Safety Chapter.

2. Indicate whether each of the following is the responsibility of the supervisor

YES NO

(t) Terminating employees who do not work safely ' ___
(2) Investigating accicents —I—
(3) Encouraging employees to report health and safety

concerns only to the supervisor !
(4) Planning the job so it may be carried out safely !
(5) Handling ail safety problems personally
(6) Encouraging employee safety off the job
(7) Checking the employee's equipment and tools

See "Suoervisor's Roles and RespansibiHllee" In the Health and Safety Chapter.

TRAINING AND DEVELOPMENT

1. Which of the following is opi a type of training offered within ?

(1) Achievement motivation training
(2) Technical training
(3) Developmental training
(4) Occupational qualifying training

See "Typee of Training offered within " In the Training and Development
Cliapter.

2. Organizational development at helps the supervisor to identify the devefopmentaf neds of the
woiK group and to map out a strategy for meeting those needa. Which of trie folllowing would ngt
be considered a form of orgamzationai development?

(1) using a new decision making approach that involves greater employee participation
(2) implementing a 'quality circle* to improve efficiency
(3) using team building to improve cooperaoon and information shanng
(4) developing a flexible cafetena benefits plan for all employees m the workgroup

Organization Development is discussed In the chapter "Training and
Development".
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3  A suOOfC^nate r-Beas !0 havB a broaaer vibw oI her organizaucn She is a n ghiy sKuied en-oicyee
m her currenl DCSi;:oh aaa has excellent service reviews. Whicn ol the loilov/mg shou.u rar
supervisor reccmmeno?

(1) academic degree
(2) rotation assignment
(3) transfer to another position
(4) tecnmcal training

See "Supervisor s Role" in the "Training and Oevelopmenf chapter.

APPEALS ANO GRIEVANCES

t  An Equal Employment Opportunity (EEC) investigator seeking an alladavit and documenting
eviOance should be:

(1) cooperated with fully
(2) referred to Equal Employment Staff
(3) required to produce an "investigative record" stating what information is required.
(4) referred to the

See "Investigation" In the section "Equel Opportunity Complaints", "Appeale and
Grievances" chspter.

2. Employees who believe that they may have been treated unfairly or contrary to policy may
formally complain:

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

•  (2) through a wida variety of sometimes overtapping channels.
(3) only after making a "good faith" attempt to resolve the issue vnth the supervisor.
(4) through the channel designated as "preferred and exclusive" for that type of complaint by

You can find the answer to this question In the section "Other Complaint
Procedures" In the chapter "Appeals end Grievencee".

3. Federal laws and regulations provide that any employer wtio is a member of a protected class
may file a complaint if they suspect they have been disertminated against Which of the following
charactenstics qualify a person as a protected group member?

Protected NQI PrQIKIrt

(1) Black —;—
(2) White, not of Hispanic origin —j—
(3) Protestant —'■—
(4) Jewish —'■—
(5) Male —I—
(6) Female
(7) SSyearsoM —;— —
(8) aSyeetsold —'■— —
(8) Phyeically Handicapped —— —
(10) Mentally Handicapped —— —
(11) Complainiant in a prior EEO complaint | —
(12) Witness in a prior EEO complaint —1— —

The answers to these questions may be found In the section "Who May File a
Complaint" In the "Appeals and Grievances" chapter.
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equal employment opportunity/affirmative action

t  Equal EfTiDlov'T'ani Cqportunily

(1) IS rtquirad only lor arnptoymgnt dec;sions. not lor organizational programs ana activitias
(2) ralars to ina strategies oevelooeO lo acnieve Alfirmative Action
(3) IS the nght ol all persons to worx anO aovance on ttie Pasis ol merit, ability, anO potential
10

»!• nyin w«

($ ih« right of minorities and women to nave preference m employment decisons

answer to this question may be found in the section Achieving Equal
Employment Opportunity througn Affirmative Action in the EEO chapter.

2  doai ts to overcome the effects of historical discrimination ind to build a wofH force that
rellects me oemograohic oase ol ma This goal is to be achieveo by wnat year?

(t) 1988
(2) 1990

•  (3) 1992
(4) 1994

The answer to this question may be found In the section "Achieving Equal
Employment Opportunity through Affirmative Action" in the "EEO' chapter,

OTHER INFCBMATION YOU SHOULD KNOW

1  How you should collect, access. hanOle. use. and dispose of information may be contrblled by
law. regulation, or other legal procedures. All of the following laws are relevant to Informauon
protection eveeot the:

•  (1) Equal Pay Act of 1965
(2) Privaey Act
(3) Freedom of Information Act
(4) Equal Employmeni Opportunity Act

See •Information Protection" In the "Other Information You Should Know"
chapter.

2  Personal notes liy tfte supervisor concerning employee performance;

2re explicitly prohibited by law in almost all situations and sfiould not be kept
(2) are excluded from coverage by the Privaey Act and can legally be withheld from employees.
(3) can be legaOy accessed by an employee if they are used m any decisions on personnel actions
(4) can be legally accessed by an enployee if they contain any work-related information.

This Is discussed In the section "Personal Notes" In the "Other Information You
Should Knew" ehspter.

3. A supofviaor wfio follows proper security and control meisur«- for Personal History Records
(PHRs) would not;

(1) remove the PHR from property
(2) route the PHR through mad
(3) alow an employee access to his/her own PHR

*  (4) ijesiiiiy itie PHR immediately upon having made use of it.

See " Personal History Record (PHR)" In the "Other Information You Should
Know" chapter.
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Restoration entitlements lor employees recovering from a lob-relateO niurv
Oilier based upon:

(1) the employement status (hourly, part time, or annual) ol the moividuai's replacement.
(2) the employment status and amount ol accrued service ol the recovering employee.
(3) VKhelher the individual remained on the payroll or received Ollice ol Workmen s

Conip«niaiion Programs compensation.

(4) the nature and timing of the employee s recovery.

.. Job-related Injury " In the "Other Information You Should
Know" chapter.

5  One ol the hardest ;obs has in combtyinq with the 'S deciding who
,sa lor purposes ol the Which ol the following is always a veteran under the
Act?

•  (1) An honorably separated veteran (not retired) who served on active duty during any war
(2) A widow or widower ol a Veteran .. ...
3) The mother of a Veteran who died under honorable conditions while on active duty in a war
(4) A retired veteran who retired above the rank ol ma|or or the eguivaient

See ""Determlhetlon ol Preference" In the "Other Information You Should Know""
chapter.

WORK SCHEDULES AND LEAVE

When is it appropriate lor a supervisor to grant an employee sick leave, annual leave, or leave
without pay (at the employee s preference)?

(1) When the employee, due to illness, is unable to perform lob duues to the point that the
supervisor is concerned about her safety.

(2) When the employee veroally repuests leave without pay.
(3) VVhen the employee is threatening to file a complaint
(4) When the employee repuests sick leave to take care of her spouse.

Sm the ""Leeve"* section In the chepter "hlYork Schedules and Leave .

Sick leave is correctly granted to an employee in all of the following cases except when:

(1) pregnancy and confinement prevent the employee from working
(2) the employee received a dental examination , ^
(3) the en^ee ie required to care for a member of his or her immediate family who has an

(4) ttlT^oyee would jeopardize the health of others by being present at work, because of
•xposurs to a quaranunabio communicabfo diaaaia

Sm Lmvo" in tho ''Work Schaduloa and Laavo* chopiar.

1.
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ScLECTlMG THE RIGHT PERSON FOR THE JOB

1  What IS the best way to hancle conllict m the selection interview? For examoie. wnai is the best
way to oeai wun a oerson wno tries to aommate the interview?

(1) Do not confront the candidate about the situation
(2) 8# persistent about stooping the oenavior
(3) Note this behavior on the interview form but do not mention it in the interview
(4) Rule out this candidate because this type of behavior will probably transfer to the |00

See "Other Tips tor Effective Interviewing" section, speciflcaily, "Oemonstrete
Control Under Certain Circumstancei", in the "Selecting the Right Person for
the dob" chapter.

2. What IS an example of "active listening" by the interviewer during the selection interview?

(1) Being an active participant in the inten/iew by doing most of the talKing
(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 summanze the information and

checking it for accuracy with the candidate
(4) Challenging any vague or ambiguous information provided by the candidate

3^ **ysten Actively" end "Ten Rules for Listening" In the "Selecting the Right
Person lor the Job" chepter.

3. The interviewer may intentionally or unintentionally introduce some form ol bias into the
selection intennew which can result in the interviewer failing to evaluate in an objective
manner. Which of the following is the more objective method for the supervisor to use in
conducting the selection interview?

(1) Judging each interviewee on the same basis
(2) Companng the interviewee to the immediately preceding applicant
(3) Generalizing an overall impression ol an interviewee from one piece ol information gained in

the interview

(4) Generating expectations ol an interviewee based on information obtained before or at the
tieginning ol the intervew

See "Key Issues Associated with Interviewing" In the "Selecting the Right
Person lor the Job" chepter.

4. Questiohs to the candidate in some ol the following subject areas are considered lair
preemployment inguines amd some are considered unfair because they may be discnminatory to
some |0b candiates. For each subiecL indicate whether it is a fair or unfair inquiry.

fair unfair

A. Whether acandidate IS over the age ol 40 —j—
B. Whether a candiate has a hanoeap
c. Whether a candidate can lift 25 pounds in a job

that raquvos such lilting —;—
0. Whether the candidate was born overseas
E  tMhether the candidate anticipates being pregnant

in the next yeer — —:—

F. To what church dees the candidate belong ——
Q. Whether the candidate is married or single —— —

See "Key Issues Associated with Interviewing" In the "Selecting the flight
Person lor the Job" chapter.
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5  In quesiioning an interviewee aoout hiS or her background, tbe iiilerviewer should Stan wnn
Ouesiions aooui:

(1) The type of organizational climate the interviewee yirorVs m best
(2) The interviewee's general educational background
(3) The interviewee's experience m performing each of the |0b duties
(4) Community or volunteer activities m wnich the interviewee may have gained experience thai

could be used on the |00

Sm •Condueling the Interview: Six Critical Steps ' in the "Selecting the flight
Person lor the Job" chapter.

6  The selecting supervisor may prepare (or the interview by developing a set o( questions that will
be asked o( every candidate. Why is it important that the selecting supervisor prepare the
interview m advance (I.e.. structure it)?

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

(2) The structured interview is more reliable than the unstn*tured interview because the same
types of information on past benavior are collected from each candidate

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

(4) The stnictured interview can be considered more accurate because the seiecting supervisor
conducts the interview in the manner in which he or she is the most comfortabie

See The Structured Interview Form; An Integral Psrt ot Your Structured
Selection Procese" In the "Selecting the flight Person for the Job" chapter.

The purpose of the selection interview is:

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

(2) Determine the average candidate, one not overqualiflad or underqualifiad. who will bo most
satisfied v«th the job and successful in fitting into the work group

(3) Determine which candidate has the best combinaban of knowiedge, skills, and abilities to
perform tfie job effectively

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

See "Purposes of the Selection Interview" In the "Selecting the flight Person
for the Job" chapter.

selecuon process differs from that of the rest of the m what way?

(1) uses civi service tests and scored applicaiion blanks to a greater degree than the rest
of the Federal service

(2) 'squires the candidate to complete more application forms because of its unique public
service functions

(3) supervisors have more responsbUity for selecting their sutiordinates than do most
government supennsors

(4) requires a unique latter pool tiecause of the diversity of positions filled

See the Introduction of the "Selecting the Right Person for the Job" chapter.
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3  Generally. solicv is to oromote or iransier trom wuhin - Sefore mnng from O'jisiOe
Which ol the following is a steo m the external selection process out not m the internal

selection process?

(t) Oeveloo a {Ob Oascronon for the vacant position
■  (2) MaKe a final selection oecision from the list ol those Qualified
(3) Consioer when selecting candidates to interview
(4) Interview candidates

Sea "Slalfing From Within" and "Hiring From Outside " in the "Selecting the
Right Person lor the Job" chapter.

10. The most imoortant area to cover m the employee orientation is;

(t) ensuring that the employee understands the duties ol the jOb
(2) determining and scheduling training needed lor new employees
(3) explaining the ollice rules and routines
(4) providing tne employee witn poiicies/precedures/relerence materials to study

See "Orientating the New Employee" In the "Selecting the Right Person for the
Job" chapter.

11. '/Vhat IS the function ol rapport in an interview?

(1) To establish a trusting relationship with the interviewee so that more inlormalion is
provided during the interview

(2) To make sure the interviewee likes the selecting supervisor
(3) To make it clear that the supervisor is in control ol the interview
(4) To give the impression ol sincere interest in the interviewee so he or she wiil want to work

lor you if selected

See "Steps For Elleetive Interviewing" and "Establish Rapport" In the
"Selecting the Right Person for the Job" chapter.

MANAGING INDIVIDUAL PERFORMANCE

1. The formal employee performance appraisal and the day to day supennsion ol an employee:

(1) should be kept separate because the two methods evaluate performance lor different
purposes

(2) are linked because the day to day supervision is the result ol the formal appraisal orocess
'  (3) are linked because tne formal appraisal is the mechanism to summarize and document the day

to day supennsion
(4) are dilffereni because the formal appraisal requires the supervisor to take an active role-

while day to day supervision requires the supervisor to t.- e a passive role.

See "Philosophy of Managing Performance" In the "Maneging Individual
Performance" chapter.
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Fo"ra:lv a:2ra:5ira ard cccuxantirg 're ser'arxance is an ixaorant 3:eo .n xanaamg an
excio'/ee s oertcrxance. Whicn ol :ne following 13 ̂  irje aooui xe ic.'xai penorxance

appraisal?

(1) The formal performance appraisal is mcluOed m ihe employee's Personal History Recoro
(PHR)

(2) The formal oerformance aopraisal can document any progressive procedures the suoervisor
has nad to fcilow

(3) The formal performance appraisal uses a system primarily based on traits such as
"fnitiative" and "eaoersnip'"

(4) The formal appraisal should include information which had already been communicated to the
employee before Ihe appraisal meeting took place.

See Formally Appraise Performance' In the "Managing Individual Performance"
chapter.

It is the responsibility of the supervisor to monitor an employee's performance and look for
symptoms of a job performance problem. Which of the following would probably not be
considered a symptom of a |0b performance problem?

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

(2) Calling in sick the day after the employee's own birthday party
(3) Increased difficulty m handling complex situation
(4) Uneven work patterns including high and low penods of productivily

See "Use Progressive Procedures for Correcting Performenee Problems" In the
"Managing Individual Performance" chapter.

Which one of the following is true about feedback (telling the employee how well he or she is
performing on the the task)?

(1) Feedback should not be given immediately because it could disrupt the employee's work
performance: the supennsor should wait until a more approphate time

(2) The supervisor should avoid trying to 'shape' an employee's behavior because the emplyee
may perceive that the supervisor is manipulating them

(3) Negative feedback should be communicated to the employee even though it can be emotionally
upsetting to both the 'sender* and the 'receivef

(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 Appraiser In the "Managing
Individual Performance" chapter.

STAFFING DOWN

1. Which of the following would not be considered a method the upervisor should use to avoid the
I for a staff reduction?

(1) Manage the unit's budget and expenditures and look lor ways to reduce costs
(2) Suggest a hiring freeze
(3) Ask older employees to retire
(4) When a position becomes vacant through attntion. determine if the work of the position can

be done wuhout relilling the position

See How to Avoid Mandatory Staff Reductions" in the "Staffing Down" chapter.
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'.Vhicn ci '."9 ic:!c'.ving :s :r'je asoui a a:g

(1) Oog oils ira aooiicaole to annual iradas and labor amoioyeat
(2) Tha amoioyuaa s ocggao oil lor panods up to 60 days wnan irara art lamporary

inlarrupiions ol wor*

(3) A dcg oil IS an Advarsa Action
(4) No wriitan noiica is raouirao to oog oil an ampioyaa

Sa« "Short-tarm Cutback Altarnatlvas" In tha "Stalling Down" ehaptar.

Whien ol tna lollowmg is loia about a layolf?

(1) Layolls ara aopiicabia to annual traadas and labor amployaas
(2) A layoil may not last mora tuan ona yaar
(3) Employaas who are laid oil ara on reduced pay status
(4) A layoil is uniika a dog oil or lurlough bacausa amployaas ara actually larminatad Irom

Saa "Long-tarm Cutback Altarnatlvas" In tha "Stalling Down" ehaptar.
Which ol tha lollowmg is not a retention lector in a RIF situation?

(1) Total time until retirement
(2) Tenure
(3) Eligibility lor
(4) Total ladaral government service

Saa "Reduction In Force" In tha "Statflng Down" chapter.

Whan an employee has bean RIF'd. ha or aha may take advantage ol applicabia banaiits associated
with RIFs. Whicn ol tha lolowmg is NOT a banallt associated with RIFs?

(1) Use ol tha Outplacement Assistance Program
(2) Raasslgnmant Rights
(3) Retraining in another occupation
(4) Savaranca Pay

Saa "Reduction In Force" In tha "Stalling Down" chapter.

LABOR-MANAGEMENT RELATIONS

1. Aa ol May 1986. had General Agramants with tha Tradas and Labor
Council lor

(1) constrtictlon amployaas

(2) annual operating and maintananca employment
(3) temporary operating, maintenance, and modillcauon employment
(4) all Ol tha above

Saa tha Introduction in tho "Labor-Management Ralatlona" chapter.

Supervisors ara encouraged to communicata to their any matter they baliava should be
discussed at negotiations.

(1) True. In order to increase communication
(2) Falsa. have responsibility lor those matters

Sea "Negotiations" In tha "Labor-Management Relations" chapter.
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Must a sutjervcsor aiiow a salary poiicy erroioyeo who is net a grouo represantatiye or ]00
siewaro olficial lima to attend a meeting sponsored only ay a union?

(1) Yes. sucti meetings are conducive to Agency oO)eciives
(2) No. the meeting must ae a |Oint union-management meeting aetore attendance m pay status is

considered

See "Employee Partleipatio In Unlon-Relited Activities" In the
"Labor-Management Relations" chapter.

Supervisors faced with a grievanca should try every angle to work out a solution or to suppress
the grievance. Oefore 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

application

See "Grievances" In the "Labor-Management Relations" chapter.
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ASSESSMENT RESULTS FORM
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ASSESSMENT RESULTS

QVgRALL

You an»w«r«d out ol 64 qu«»lions eorraetly.

TOPICS (Incorrect an*w«rs marVad with a Y)

Health and Safety

Training and Oevelopnient

Appeals and Grievances

Equal Employment Opportunity

Other Information You Should Know

WoiK Schedules and Leave

Selecting the Right Person for the Job

Managing individual Performance

Staffing Down

I.atMr-Managemant Relations

1.

2(1).

2(2).
2(3).

1.

2.

3.

1.

2.

3(1).
3(2).

3(3).
3(4).
3(5).

1.

2.

1.

2.

3.

1.

2.

1.

2.

3.

4(a).

4(b).

4(c).
4(d).

4(e).

1.

2.

1.

2.

3.

1.

2.

2(4).
2(5).

2(6).
2(7).

3(6).
3(7).

3(8).
3(9).
3(10).

3(11).
3(12).

4.

5.

out of 8 correct

out of 3 correct

out of 14 correct

out of 2 correct

. out of 5 correct

out of 2 correct

4(1).
4(0).
5.

6.

7.

8.

9.

10.

11.

3.

4.

4.

5.

cut of 17 correct

out of 4 correct

. out of 5 correct

out of 4 correct
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APPENDIX H

POST-FEEDBACK QUESTIONNAIRE MEASURES
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PARTiriPANT SURVEY .

Plus* **111™!* ih* numb*r of il*ms (out of a possibl* 64) that you will answ*r
corr*etly on th* poslt**t aisuifn*nt you will complal* altar Orwntation to Supervision.

rit* your satisfaction with your p*rformane* on th* assessment

ITEMS

(1) VERY DISSATISFIED
(2) DISSATISFIED
(3) SLIGHTLY DISSATISFIED
(4) NEUTRAL

(5) SLIGHTLY SATISFIED
(6) SATISFIED
(7) VERY SATISFIED

How satisfled would you be if you received the same score on the posttest asussment you will complete
Orientation to Supervision that you did on the assessment you already completed?

(1) VERY DISSATISFIED
(2) DISSATISFIED
(3) SLIGHTLY DISSATISFIED
(4) NEUTRAL

(5) SLIGHTLY SATISFIED
(6) SATISFIED
(7) VERY SATISFIED

Your answers to the following quutions
wil help us Improve the effectiveness of
Orientation to Supervision (OTS).
Pleu* circia th* responu that but
corresponds to your agreement with
each statement

1. t am knowledgable ot policiu and proceduru
2. I could give accurate information to another person who asked me

about pollciM and procedures
3. The asaeeament covered the important areas in policiu

and procedures.
4. I believe my performanu on the assessment WM an aceurste indicator

of my knovrlsdge In this area.
5. The knowledge that I gain in this training program will help me

better perform my job,
6. I wil try to learn as much as lean in OTS.
7. I am motivated to learn the matenai preeented in OTS.
8. I wM leam more of the matenai In OTS than other supervisors who

attend the training program.

9. I am sure that I can gain valuable knowledge by attending OTS.
ia The knowledge that I gam In thia training program may help further

my career.

11. I am looking forward to attending OTS.
12. OTS will help me set standards for my performance as a supervisor.
13. Even if I donl leam as much as I'd like In OTS. the training will be

a valuable ei^erlenw.

14. If I have trouble understanding the matenai presented In OTS,
IwS try harder

/ ///
//////
(1) (2) (3) (4) (S) («)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (S) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

(1) (2) (3) (4) (S) (6)

(U (2) (3) (4) (5) (6)

(1) (2) (3) (4) (5) (6)

So dial we may eomitltw your responsu with those of ether emplayus In the same trainrng session, grade,
and divieian, pleau Indieaia your social secuhty number below. You responus will be COMPLETELY
CONFIDENTIAL, and only group ruults will be assessed.

SSN:

TORETURN. FOLD OVER AND STAPLE ONCE
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APPENDIX I

POSTTEST ASSESSMENT
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ORIENTATION TO SUPERVISION • ASSESSMENT

PLEASE ANSWER TWE QUESTIONS WITHOUT THE USE OF ANY REFERENCE MATERIAL You may not Know
all ma answars Howavar. you should sull do your bast to chooaa tha corraci anawar. Circia tha
numOar oi tha raiponta you Ihink OasI answars lha quastion.

Social Sacurily Numbar.

HEALTH AND SAFETY

Which of lha lollowing has as ils primary rasponsfcilitias involving amployaas m haalth and
sataiy maiiars and haiping to maintain opan channals ol communealion baiwaan amployaaa and
managamani on haallh and salaly mallars?

(1) Radiological Haallh Stall
(2) Public Salaly Sarvica
(3) Haaim and Salaiy Commitlaa
(4) Occupational Salaly and Haallh Administralian

Indicata whaihar aach ol lha lollowmg is lha rasponsibilily ol iliu suparvisor

YES NO

y(1) Chacfcing tha amployaa's aquipmant and tools
y(2) Encouraging amployaa salaly oil lha job
y(3) Handing aU salaiy probianis parsonally
y (4) Planning lha job so il may ba carriad out salaly
j IS) Encouraging amployaas lo raport haallh and salaly

concams only lo iha suparvisor

y'jS) Invasbgaling accidanis
^(7) Tarminaiing ampioysas who do nol werli salaly __

TRAIMNQ AND DEVELOPMENT

1. A suparvisor at has an amployaa who is misrastad in changing jobs. Tha amployaa wants
10 ba irainad in a loially dillarani araa than ha is now working and is wiling to laka a position
with lass pay or mova to anolhar locaiion H naeassary. Which (ypa ol training should lha
suparvisor racommand lor this amployaa?

(1) achiavamani molivalion training
(2) lachnicat training
(3) davalepmanlal training
(4) occupational qualilymg training

2. In praparing lor an raviaw sassien, a suparvisor nolicas that a managar slit has a lew
rating in oral eommumcaiion altar attanding savaral training coursas on communication skiUs.
What Slap should lha supanriaor laka first?

(t) maka a noia to dany any mora training rsquasta unii altar lha amployaa's parlbrmanca

(2) discuss lha parformanca problam witi tha managar and daiarmina tha causa ol it
(3) chack with lha class instructor* lo gal thai parspactiva on tha managar's parformanca

in tia training coursas
(4) schadula anolhar training saasion for tha managar as soon as possitala and lal tha

instructor ol tha coursa knew that lha managar naada aiira ansntion
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A suoarvisor has |ust racaivad a raquati Irom a luMrdinalt lO attand a sammar olfarad By an
ouisida arganizalidn. Whal should ba tha suparvisors lirsi siap?

(1) chack lha budgat lo saa il funds ara avaiiabfa
(2) datarmina whathar lha sammar maala lha amployaa's davalcpmanial naada
(3) datarmina what othar saminars this amployaa has aiiandad racanily by chackmg iha

amployaa's Parsonal History Pacord IRHR)
(4) chack to saa if tha amployaa has complatad all tasks assignad

APPEALS ANO GRIEVANCES

1. Ralatiation against an amployaa who has filad a compUint la prohibitad. Which d tha following
IS Qill conaidarad rataliation?

(t) Objactivaly documanting tha complaint in tha amployaa's paraonnal raeord
(2) Considanng tha complaint in tha 'Othar Elamanta of Sarviea' sacaon of an Empleyaa

Sarvica Raport

(3) Saginning documantaaon or monitoring d tha amployas'a parformanca
(4) Eyaluaang and disciplining tha amployaa by tha sama standards usad m tha put with

othar amployus

2. Fadaral laws and ragulaaons provida that any amployu who is a mambar d a protactad class
may fila a complaint if thay suspaci thay hava baan dischminatad against Which of tha
following charactanstics qualify a parson as a protactad group mambar?

PROTECTED • NOTPTOTECTiD

ylt) Witnus in a prior EEC complaint
/(2) Complaintant in a poor EEC complaint
/(3) Maritally handicappad
/(4) Physically handicappad
/(S) 45 yaars old
/(6) 35 yaars old
/(?) Famala
/(S) Mala
/(9) Jawiah
/(tO) Protastani
/(It) Whita. not of Hispanic ongki
/(t2) Blach

Employam who disagraa with tha final handling of complaints about or rapcrts of
haiaidous conditions should appaal to tfta

(t) Oapartmant of Latior
(2) Board
(3) Ganaral Managar
(4) Oasignatad Agancy Salaly and Haalth Official
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EQUAL EMPLOYMENT OPPORTUNITY/AFFIRMATIVE ACTION

Th. sup«rvi»of» row .n 4Ch,«,ng tqual •mploym.nl oppoftunily meluO.» all ol ih. (ollowms
««n«ot

(t) .»uBii$n,ng numoncal goals and timoiaPMs lor th. purpos. ol .Lmtnattng

(2) conducting Equal £mploym.ni Opportunity training s«iion» lor omptoyo...
(3) .nsuring that hanOicapp«l parsons ar. aPM lo parlorm a |0b by maKmg r.asonabl.

(4) nuwrrw^a'eommiit.. to idantily problems in th. hiring, promotioo, and ratantion ol
undaraprasaniad groups.

Allirmaliv. Action is d.lmwJ as

(1) th. nght ol all amployaas to work and adv«ic. on th. basis ol manl. aMily. and

(2)

(3)

(A)

riagareomplaint against an wnployar bKaus. ol discnminalion m wTtploym.nl
orocduras on th. basis ol rac, sai. at disability. _ , ,
an activ. and positiv. procss through whKh an organization sMks to achiwr. its goal ol
aqual opportunity. . .

th. datwminalion that a particulaf clas. ol minoritiM or womwi hu tow majors
than aiipKtw) in wiwrr ol thai class's rsprwntation in th. labor lore lor thai |0b or

OTHER INFORMATKJH YOU SHOULD KNOW

An amploye's lagal nghts to mlormalion about himm.rs«l in a sysiwrt ol reorda include

|1) th. nght to reiww th. inlomtaticri but not to copy or altw it .
(2) th. nght to th. inlormabon and corret any wrors t>ut not to copy a
(3) th. nght to rrriw. and copy Ih. inldrmatlon and r«tu*i corretien ol any wror
(4) Ih. right to reier and copy lh.inlonTtation.eorret any wrora and wd.1.1. any

inlormanon which th. wnpioyM llnda •porsonaly objebonabl. or oltanswa

.  -Publie inlormation- which may b. diadoawt without an wnployM's conswtt include all ol th.
lollowing utgiQl th. mdividuars

(t) typ. ol appointmant.
(2) date ol appomtmwit.
(3) data ol birth unlass hwsh. is ovw 60.
(4) lagal nam. il hwsh. rouurtoy ue. a diHwet nama.

Rastoration righls etitl. an wnploye. m ertain speilic situations, to raturn to his/hw
lorrer position and to e tr.ate u il hwsho he not ben absel Irom work. The. nghta
apply to

(1) nontamporary wnpioyes only.
(2) Salary Policy and managwnwit wnployoe and physicians only.
(3) all witployes with mor. the 1 yer ol accrue Fewal serie.
(4) aH etployes who war. involuntaiily RIPd.

Th. reuire that prolweee give to aligWavaiaran.

(1) only m appomimants ae rwanSon.
(2) only during erptoymani lor purpose such e promolion. Iransto. or raaeignmel
(3) only among temporary ae leslinn. smployse and not among parmanel or

prspertanet smployes ^
(4) in all ersonnal actons as long as met ae alTiciecy ar. not ignore.



179

may appeal to ''

(1) fail 10 gat a promotion and a nonvataran doas gat ona.
(2) ara suspandad tor mora trian 14 days.
(3) ara iransfarrad.
(4) ob|set to ma asugnmant of ovadima.

WORK SCHEDULES AND LEAVE

Which ona ol tha following is frua about laava without pay (LWOP)?

(1) LWOP can ba usad as disciplma Of punishmant
(2) Tha ampioyaa may varbaily raquast LWOP
(3) LWOP must ba rapuastad by tha ampioyaa
(4) LWOP IS tha sama thing as a suspansion

Sick laava is corractly grantad to an afnployaa in all o( tha (oHowing easas uEIBt

(1) pragnarKy and confinamant pravants tha ampioyaa from working,
(2) tha ampioyaa racaivas a dantal asaminatton.
(3) tha ampioyaa is rapuirad to cara for a mambar of his or har imirtadiata family who has

an illnau.

(4) tha ampioyaa wouk) laopardiaa tha haalth of othars by baiitg prasant at work, bacausa ol
anposura to a quarantinabia communicabia disaasa.

SELECTINO THE RICKT PERSON FOR THE JOI

Tha intarviawaf may mtantionally or unintantionaily intfoArca soma form of bias into tha
salsction imaiviaw which can rasull in tha inlsfviawaf failing to avahrata aaeh candidata in an
objacBva mannar. Which of tha following is tha mora objactiya ma«iod lor tha supaivaof to
usa in conducting tha salaction mtarviaw?

(1) Judging aach mtarviawaa on tha sama basia
(2) Companng tha mtannawaa to tha immadialaly pracadlng applicant
(3) Qanaralizing an ovaraS imprassion of an intannawaa from ona piaca of information

gainad in tha mtarviaw
(4) Qanaraiing axpactations of an intarviawsa bssad on information oblainad bafors or at tha

bagihning of ma mtarviaw

Ouastiois to tha candidata m soma of tha followmg araas ara considarad lair praamploymant
inquirias and soma ara considarad unfair bacausa thay may ba diseriminatary to soma job
candidaiss. For aach subiaet. indicata whaihar it is a fair or an unfair inquiry.

YES NO

v/(l) Whaihar a candidata is ovsr tha aga of 40
y (2) Whadtsr a candidata has a handicap
J (3) Whadtar tha candidaia can till 25 pounds in a job

rsquiring such lifting
^(4) Whadtar tha candidaia was bom ovarsaas
y{S) tWhadtardiscandidalsaniicipaissbaingprsgnaid

in tha nsM yaar
y (S) To what church doas tha candidata baloog —.
y (7) Whadtar tha candidata is mamad or singia
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posmon rKu.f.». m* suMiv.sor jnould:

,,, ASMSS ™>l.valion to »uce.^ on tn. |0b

'constd., tnt. ».h. I.... dualtrtdd o. th. candtdat. youp

Xn. aa^ttn, ,up.tv,.ot anoutd b. adadoataiy ptapar^l pnoc to ,1 -It.ZX'Z a'Trucal v.P .n ptapanng to, tn. ,n..n„«,7
(„ M'ng ,00 pS'"
la, .ntormaoon .0 .mpart dunn, th. tntan,-
(4) Praparing tna iwetviaw salting

.K a eonduelad instaad ol iust assaasing tha baal

TO ptovd. candidataa with

S  ;:r^ur:«trt:^nh^
(4, To'C«.h.wort>gropp'.r.««ion.to,h.eandidata.
Alta, th. aa^cung aupatvis. has tanhl th. duba. o. th. vac-n poaubxt by Intpon-tc. th.
n.xt st.p in th. hinng pfocess is to.

,„,nt.di..-y alintinata candxlat- wtdHhA good «t..a»™on.. aA,»a axte. thd is cnio-
e";::J.1«ididata inlormatKin a. awhd^. '«*

0)

(2)

(3)

(«)
k«™ri^^at. —uon and ranh »«.« c«td«^^^

A,,.i...dP...oihaschcaan..^-^-^^
d.e.a«)n by wntin, • mi. an ithportant aiapol ih. aalmtbon pcocMa?

aobs^islacbon^h^.,^^^^
;?:r:::a:;r.irur:r.:^..v--poocanb.s.nic.u^
puntmary lustilieation statan*m „«,|y«j by rslarring to th.

(j, A diaputaovartnacandidaias starting salary may OarMowaooy
summaty ,uslitication statamant . , in eas. o( a iagai chaliang. to th.

(4) Thasummaiyiustifieation statamant brntomaausaiui in Ml. -»
salaetion daciaion

Th. „gu.aaappoin.manta.pcbmot,ona.and.ranala«a. to ba mad. on tha basia

(1)

(2)

(3)

oh

(1) aqual amploymant opportunity
(2) status
(3) contract nagosations
(4) mant and alficiancy
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9. Which ol lh« lollowing is caj a slap in conducting an •flaciiva miaiviaw?

(1) Sal Iha aganda so that tha mtarviawaa knows how long tha miarviaw will last
(2) Introduca a slight lavai ol discomfort m tha candidata to aneouraga him/har to provida

mora information during tha intarviaw
(3) Answar any guastions iha candidata has about tha {Ob or candidly and honastly m

ordar to giva a raalistic pictura of tha {Ob
(4) Closa tha mtarviaw and do not lat tha candidata know how ha or sha did

to. Nota-taking during tha salaction mtarviaw:

(t) should ba avoidad bacausa tha intarviawaa parcaivaa that tha mtannawar is not
listaning closaly

(2) should ba ancouragad bacausa tha intarviawaa will land 10 slant answars to araas in
which tha suparvisor takas mora notas, tharaby rasulting in tha mosi valuabia
information bamg capturad.

(3) should ba ancouragad bacausa tha mtarviawar naads a complata sal of notas in ordar to
dacida whom to nira.

(4) should ba avoidad bacausa tha intanriawar earmot writa as fast as tha intarviawaa
spaaks and this rasults m long panods of uncomfottabia silanca in tha intannaw.

MANACINOINOIVIOUAL PERPORMANCi

Tha formal parformanca appraisal and tha day to day suparvision of an ampleyaa:

(t) should ba kapt saparata bacausa tha two malhods awaluata parformanea lar diffarant
purposas.

(2) ara linkad bacausa tha day to day suparvisian is tha rasult of tha formal appraisal
procass.

(3) ara Hnkad bacausa tha formal appraisal is tfta machanism to summann and documant tha
day to day suparvision.

(4) ara diffarani bacausa tha formal ippralssi raquiraa tha suparviser to taka an activa rola

whila day to day suparvision raquiraa tta suparvisor to taka a passiva rola.

Which of Iha folldwing is irua about tha informal appraisal precasa?

(t) Tha wctit assignad to tha amployaa must ba avatuatad fraquanily in farms of tha
parformanca aipactations eommunicatad to tha amployaa

(2) Tha suparvisor should usa a notapock or diary to kaap track of amployaa parformanca
inkialy, Ittan latar communieata and documant tfta parformanca appraisal dunng tha
formal masting

(3) Tha informal appraisal pr;cssa rasults in day to day faadbaek to tha amployaa so
nagativa faadbaek should ba minimizad to prsvant |0b satisfaction from daeraasmg

(4) Tha suparvisor should not Changs parformanca standards until aflar tha formal
parformarKO appraisal bacausa tha changa of standards may affaci tha informal
avafuation of tha amployaa

If an amployaa has a consisiant parformanea probfam that tha suparvisor has datarmmad is not
Iha rasult of unelaar parformanca aipacuuons, what is tha nait slap tha suparvisor should

taka?

(t) Issua an oral warning to tha amployaa about tha parformanea problam
(2) Issua a wnilan warning to tha amployaa about tha parformanea problam
(3) Rastructura iha |0b so that tha amployaa wiU ba abia to parform 4
(4) Counsal tha amployaa about tha parformanca problam
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.1 Which ol iho loilowing is lru» about mani awards in systam?

(1) Lump sum m»fii awards art mora ramtorcing tor amployaaa than salary incraatat
(2) lylonay is mora rawardmg than almost any olhsf rainlorcar it iha ampioyaa saat ins link

batwaan pay and parlormanca

(3) lylarit award sysiams will usually causa partprmanca to ineraaaa avan it usad
mcorractly (i a., maniorious paftprmafi gat rawardad) bacausa monay will Ineraaaa
tha |0b satistaction ot all rawardad

(4) An ampioyaa who is racaiving maritonoua pay and who a still parforming maritohoualy
should racaiva a salary incraasa.

STAFFINa DOWN

1. Which ot tha toUowmg is irua about tha sutfing down procass?

(1) Supanrisors should not discuss a stall raduction with a subordinata uni* tha subofdlnaia
IS givan a RIF notica

(2) II a stall raduction is probabia, a supanrisor should immadiataly raviaw and ravisa all
|0b dascnptipns

(3) Tha sliouid ba contactad only il tha suparvisor has
problams in planning and imptamanting Iha suH raduction

(4) Tha supanrisor should racommand easl-allaebva solutions or altamalivaa to stall
raduction

2. Which ol tha loHowmg is trua about a lurtough?

(1) Suddan aquipmant braakdown is a situation in which antployaas may ba lurloughad
(2) Furioughad ampioyaas ramain in pay statua
(3) A continuous turlough cannot axcaad 22 days
(4) A luriough ol an ampioyaa with is always an Advarsa Action

3. All ol tha lollowing ara possibia raasons would usa a lormal Raduction in Forca (RIF)
procadura usist:

(t) shortaga ol lunds.
(2) an ifKraasing prcportion ol vatarans in tha wortilorea.
(3) raorganizaoon.
(4) naad to maka a placa lor an ampioyaa axarcising raamploymant or rastoration rights.

4. All ol tha lollowing staiamants about compatitiva lavals ara tnia aneaes!

(1) all |Obs m a compatitiva lavat allow intarehanga ol ampioyaas without loss of
productivity.

(2) dillarant |ob titlas can ba put togathar in ona compatitiva laval.
(3) ampioyaas with tha sama job tida and at tha sama schadula and grada laval may ba

assignad to dillarant compatitiva lavals.
(4) whan salting compatitiva lavals. it is important to rasaareh thoroughly tha

qualilicaiions ol tha ampioyaas involvad.

1  An ampioyaa who is RIFd:

(1) is probably an ampioyaa who has a yasf or mora ol currant, continuous sarvioa.
(2) is givan wnttan notica ol not lasa than 30 days in advanea ot tha allactiva data.
(3) IS placad m ratantion subgroup *A0* il ha or sha is a 10% compansabty diaablad vataran.
(4) may not appaal to tha Mant Systams Protaction Board unlass ha or sha is a vataran.
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1.

LABOR-MANAGEMENT RELATIONS

Which of lh» following wa» oa sp«:ilie»iiy "Y "i* '

,11 Oorin.nglh.duti.»of .mploy.« wiihoul r.g«d to civil *.ivic« l«ir..
(2) Appointing p.ooloonlh.ba»i» of ntont and oirienncy.

Si eX"oTn-n9 a^ri^-h n,anag«h.n, through lapcaaontativ.. thay chooaa.
Dunng what tima panod d^ racogniza indlv^^
AFL-CIC) craft umont to rapraaant amployaaa in dafinad bargaining unita?

(1) aarfy 193(ri(1933)
(2) mid 1930-a (1934-1936)
(3) lata I930'a (1937-1939)
(4) aany 1940'1 (1940-1942)

.. Tradaa and Labor Council and iho Salary PokyNagolialiontwilhtha
Employao Panal art uaually at tha baginning of what montha?

(1) Saptambar; Octobar
(2) Oeiobar; Dacambar^
(3) Sapiambar; Oacambar
(4) (Jacambar: SaptamOar

HOW many amployaa rapraaantatlvaa of a salary policy orgarwaDon may ba graniad officialto^itriSnployaarn complainia. sarva as a ehannal of comrttunrcaoon b^
--m m lla .nvaMlgalion and pra.anlal.on of forma.

gnavancaa?

(1)

(2) Ona
(3) Two

(4) Thraa
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