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Leadership Learning: A Leap of Faith is a collaborative research project which 
results from an agreement between The Alberta Treasury Branches (ATB), The 
Banff Centre for Management (BCFM), and Laurie Hillis, a graduate student 
completing the Master of Arts in Leadership and Training program at  Royal Roads 
University, Victoria, British Columbia. 

The Alberta Treasury Branches and The Banff Centre for Management have a 
strategic partnership to develop leaders. The Leading Toward 2000 leadership 
program was customized for ATB by The Banff Centre. The opportunity being 
explored during this research was to determine what interventions in a leadership 
development program make a difference to participants' learning and their ab- 
to demonstrate that learnllig on the job six months post-training. 

The fist nfteen Leading Toward 2000 programs were held from Septernber, 1997 to 
February, 1998. The 358 participants fkoom these nfteen programs form the 
research subjects for this study. A variety of methodologies were used to gather 
data, including: a program sunrey, reflection questions, focus groups, one-on-one 
interviews, researcher journal entries and anecdotal information. Action research 
was used and the cycle phases of plan, act and observe were used through the 
research timefiame of August, 1998 to April, 1999. 

Ten study recommendations have been developed for three audiences, as follows: 

A. For Sponsoring Organizations: 

Leadership development programs such as Leading Toward 2000 may result 
in unanticipated individual and organizational outcornes. Sponsoring 
organizations may need to consider further intementions such as: follow up 
learning opportunities, expanded communication vehicles, and individual 
feedback. 

Post-program organizational support must be formalized to maximize the 
value of the leadership program. 

Competency development and feedback initiated during a learning event 
need to be continued post-program. 

Shaping its new culture means ATB must link the future with the past to 
ensure it retains the best people in the organization. 

Learning in an  off-site retreat affords a higher level of reflection, integration 
and networking. 



B. For Program Designers, Faculty and Facilitators: 

Customized programs are crucial to successful leadership development. 

Selection of facilitators and faculty for the program are crucial to the success 
of the program. 

Experiential learning, both indoor and outdoor, are critical components to a 
transformational leadership development program. 

Build self-awareness and self-assessment tools early into leadership 
development programs. 

C. For Individual Learners: 

10.Prepare yourself for transformational learning by being open to new 
experiences, new competency growth and perhaps unanticipated learning. 

There are numerous interesting areas to further explore as a result of this research. 
Questions arise such as: how to further maximize the learning impact, how to 
evaluate the organizational impact of the intervention, and how to encourage on- 
going learning and behaviour change. 

The researcher hopes this Major Project will result in a strategic approach to the 
development of leaderly learners within The Alberta Treasury Branches and other 
organizations. The unique experience of being both a student and an action 
researcher has been a powerful reminder that we are all truly Me-long learners. 



CHAPTER ONE - STUDY BACKGROUND 

The Opportunity (Problem) 

What interventions in a leadership development program make a 
difference to participants' learning and their ability to demonstrate that 
learning on the job six months post-training? 

The primary objective of this research was to examine the impact of the Leading 
Toward 2000 leadership program. Participants included a potential sample of 
approximately 358 participants from the Alberta Treasury Branches (ATB) who 
took part in 15 training programs between September, 1997, and Febmary, 1998. 

The research included specific components and modules as follows: 
pre- and post-3600 competency-based feedback, 
32 to 36 leadership cornpetencies (4 levels of competency development), 
a seven day intensive residency, covering various components, modules and 
methodologies, 
one-, three- and six-month follow-up processes, and 
on-the-job learning, practice and reinforcement. 

The purpose of this research was to gain a clear understanding of which 
interventions had the most impact on individuals and their ability to operationalize 
their learning in behaviours on-the-job in the six months following attendance at 
the program. Due to the time span of the research period participants may have 
attended the program hom six months to  ten months prior to the research being 
conducted. The information gained fkom this action research project will be used to 
make recommendations for future program enhancements. 

ImpactlSignificance of the Problem 

Like Alberta Treasury Branches, many organizations have invested signincant 
resources in leadership training and learning without measuring the effectiveness 
of the program except, in a few cases, through the use of "reaction sheets" 
(Kirkpatrick, 1994). Alliger and Janak (1989) suggest that reaction measures 
camot replace other measures. They agree that gauging learners' attitudes is 
important, but the gauguig of attitudes does not indicate learning, behaviour 
change or organizational results. 

If they wish to recognize signincant resources invested in leadership training, 
organizations must explore the question of evaluation. They must be able to 
quanti& and quaw the learning that has occurred and, then, build an 
infrastructure that insures continuous learning for individuals, teams and 
organizations. In his research on transforming managers into leaders, Conger 



(1992, p. 218) emphasized evaluation in leadership training: "Given the critical 
importance of the subject and the enormous resources expended a n n u d y  by 
corporations, we can only hope that such explorations will become more 
cornmonplace and more extensive." 

To be understood in today's workplace, we must be able to identify why learning 
occurs, what components have the most impact on individual leamers and whether 
leaniing has long-term consequences. From a program designer's viewpoint, 
diagnoses of feedback are crucial as a basis for informed, intelligent decisions about 
future adjustments in programs. Conger (1992, p. 189) suggests that "...designers 
do not fully appreciate the mechanics of their own techniques or, more accurately, 
do not know how to package the experiences they offer in more effective ways." 

To further support the need to explore the impact of this program, ATB recently 
conducted an employee sunrey (Tudor Williams, April 1, 1998) wîth 3,950 
employees. They assessed 10 areas of the organization using 117 questions. A total 
of 2,279 responses were received. This return represented a response rate of 57.7%. 
Of those responding to the survey, 13% had completed the Leading Toward 2000 
program, the focus of this research. 

Key data and responses included in the s m e y  (ATB Emplovee Opinion Survev, 
Tudor Williams, April 1,1998) and related specifically to the Leading Toward 2000 
program were relevant to this Major Project: 

A sample size of 289 individuals who had completed the "Leading 
Toward 2000" program were among the "... most satisfied groups 
with single aspects of working a t  ATB. They responded positively to 
question #21 "ATB helps me acquire the skills and knowledge to stay 
cornpetitive in my job and to support my career development." (p. 27); 
" ... people who have taken the Leading Toward 2000 course were 
significantly more positive about work unit changes supporthg 
changes in business direction." (p. 14); 
"... those who took the Leading Toward 2000 course were much more 
positive compared with other employees about ATB funding 
continuous learning." (p. 16); 
" ... the largest positive responses to this item (ATB's willingness to 
fund continuous learning, largest advances 1997 to 1998), came fkom 
those who participated in the training courses, particularly Leading 
Towards 2000. The demograp hic groups most supportive were males 
and older, long service employees." (p. 23); 
"... the items about morale showed a decline of 15% fiom 46% to 31%, 
the .. highest responses [showing a decline of negative morale] were 
from those who have taken the Leadhg Toward 2000 course." (p. 24) 

In a recent address to a group of ATB participants attending a learning event at  the 
Banff Centre for Management (January, 27 and February 11, 1999), C.E.O. Paul 
Haggis stated that ATB had a " ... remedial training bill of $10 - $15 million". He 



further noted that the programs being conducted at the Centre were having an 
impact and that "... significant changes in people's attitude and self-confidence 
were occurring.. . ". 

C.E.O. Haggis commented that the achievement of ATB's vision was dependent 
upon self-confident employees, w i l h g  to be proactive and to make decisions to take 
advantage of the opportunities presented in the current dynamic financial services 
industry. In a recent Conference Board of Canada study, David McIntyre (July, 
1997, p. 6) states that it is the CEO's vision and values that are "... the most 
important factors .. ." intluencing management and executive development 
programs within Canadian organizations. McIntyre further states ". . . leadership is 
the number one ski11 responding companies want to develop today ..." and 
leadership development out-ranked the second choice, managing change, b y alrnost 
two to one. 

To continue to increase the leadership cornpetencies of their people and to mâximize 
the value of every dollar spent, ATB needed to evaluate their training investment. 

Potential Causes of the Problern 

Why do organizations not evaluate the leadership training investments made 
within their organizations? Kirkpatrick (1994, p. 19) suggests several reasons that 
explain why organizations rarely go further than traditional "smile" sheets in the 
evaluation process. 

Some organizations do not give the topic importance or urgency. Others do not 
know what to do or how to do evaluation. Some do not sense pressure from higher 
management to do more. And, of course, many organizations have other things that 
are considered more important. 

Some additional, although admittedly hypothetical thoughts about this issue are: 

the outcomes may not be clearly defined up fiont that makes measurement 
difficult; 

the unique individual characteristics of the participants, i.e., their motivation 
and sense of self-efficacy creates differing expectations of the program; 

the lack of awareness on the part  of program designers to incorporate various 
learning methodologies results in gaps between the type of learning to be 
acquired and the strategies used; 

the lack of cornpetence or experience in the measurement of outcomes by 
program designers leads them to ignore such measurement; 



the lack of longer term relationships with attendees at such programs results in 
short-term transfer evaluation only; 

the diEculty of isolating a training intervention from other initiatives being 
undertaken in an organizational context; 

the assumed causal linkages among the levels of program evaluation introduced 
in Kirkpatrick's taxonomy (1994) may cause misunderstandings and underscore 
the " ... problematic nature of these assumptions" (AUiger and Janak, 1989, p. 
340). Kupatrick's taxonomy and its relevance to this project are discussed 
further in the literature that follows, in Chapter Two of this Major Project. 



CHAPTER TWO - LITERATURE REVIEW 

Review of Organizational Documents 

Two organizations were central to the research conducted in this Major Project. 

The Alberta Treasury Branches 

The Alberta Treasury Branches is a provincially-owned Alberta-based financial 
institution with 148 branches, 129 agencies, 200 automated banking machines, and 
more than 3,100 employees in 109 communities across the province. It's roots trace 
back to 1938 when it was set up to accommodate Albertans' banking needs during 
the Depression. ATB currently has 30% of the market in rural Alberta and an 
overall market share of 11% in the province. In October of 1997, ATB became a 
crown corporation, ending 59 years as  a government department. 

Signincant changes have occurred within the organization over the past year. 
Chairman of the Board, Marshall Williams, and President and CE0 Paul Haggis, 
describe these changes in ATB's Here Todav.. Here Tomorrow Business Plan 1998- 
2001 (p. l) ,  in the following way: 

"A new Board of Directors set a clear direction with strong business 
discipline . 
A new CE0 and leadership team took action to revitalize and renew ATB. 
A new organization structure was established with three key business 
areas and 13 regions senring the province. 
Marketing efforts and new products have helped in establishing ATBYs 
reputation as  'Alberta's First Choice.' 
New legislation gives ATB the flexibility to expand products, attract and 
retain employees, and improve our ability to compete with other h a n c i a l  
institutions in the marketplace. 
New training programs, a permanent ATB Corporate Learning Centre 
and new compensation programs will help achieve the objective of 
recruiting and retaining the best people. 
A review of ATBYs information technology capabilities is well underway to 
assess our customers' needs. 
A thorough review of all non-performing loads was undertaken and the 
result haç improved the quality of the balance sheet. 
A fiscally sound base has  been established, clear policies have been set to 
guide lending decisions, and a strong cornmitment has been made to 
return ATB to profitability." 

What does the future hold for ATB? ATB's vision is stated as follows: 



"Alberta's fïrst choice for financial seMces in three target market 
areas: individual financial services, agricultural operations, and 
independent business. Albertans investing in Alberta." (Here Todav.. 
Here Tomorrow Business Plan 1998-2001, p. 4) 

ATB's values are: 

service to customers, 
support for our staff, 
integrity, and 
accountability. (Here Todav.. Here Tomorrow Business Plan 1998-2001, p. 4) 

In their February 1, 1999 draft Business Plan (Recharged and Readv Business Plan 
1999-2002), significant changes have already taken place. "ATB is recharged and 
ready to take on an exciting future of opportunity as a distinctly difYerent financial 
institution serving Albertans' needs" (p. 2). Major achievements noted for this 
fiscal year include the following: 

strong financial performance over targets and complete elirnination of its deficit, 
investment in technology to better serve customers, 
on track to comply with the year 2000 technology issues, 
new and more flexible products for customers in their three target market areas, 
celebration of 60 years of service to Albertans, 
continued cornmitment to staff with a strong focus on training and ensuring the 
best and most capable employees are a part of ATB. 

Today the Canadian financial services industry is undergoing many profound 
changes. These changes include "...new products, new vistas, regulation, de- 
regulation, government controls, mergers, acquisitions, [and the development of] 
overseas branches." In addition, the changing expectations and demographics of 
consumers lead to ". . . higher expectations of professionalism in their day-to-day 
financial services experience." (The Institute of Canadian Bankers, 1997 Annual 
Review The Strategic Challenge, p. 1) 

The Institute of Canadian Bankers is benefiting fkom this flux in the financial 
seMces industry. It reports record educational enrolments. This enrolment 
represents an  increase of 40% over 1996, with "15% of Canadian bankers now 
taking one or more Institute courses." (The Institute of Canadian Bankers, 1997 
Annual Review The Stratefic Challenge, pp. 3-4) 

ATB has just achieved an  $85.4 million profit for the year ended March 31, 1998, 
compared to  a $124.3 million loss last year. President Paul Haggis was quoted in 
the Financial Post on June 3, 1998 as follows: "...the stars don% line up like this 
very often," and "... ATB is accelerating its plan to become a public Company so it 
can buy new assets and increase its market reach if the big bank mergers are 
approved". ATB is ". . . modelling itself after the successful super-regional banks in 
the U.S." and has plans to go public withm 3 years, or sooner. 



ATB's new focus revolves around three key business goals. These goals are stated 
as: focusing on the three core target markets identified in their vision, increasing 
profitab* and getting the "best value" for every dollar spent. Embedded within 
these goals is a strategy tc provide customers with "... highly knowledgeable staff 
who can solve problems, give sound advice and respond quickly to their needs" 
(ATB's Here Todav.. Here Tomorrow Business Plan 1998-2001, p. 5). ATB's 
cornmitment to this strategy is stated as ". . . invest in our staff by introducing 
incentive compensation plans and pay related to performance, as well as by 
expanding training opportunities" (ATB's Here Todav.. Here Tomorrow Business 
Plan 1998-2001, p. 5). 

These initial goals have been further reulforced in the current business plan 
(Rechareed and Readv, February, 1, 1999, p. 7-9). The three clear goals include: 

Prudent Growth by expanding markets and customers in three target areas: 
individual financials senrices, agri-industry and independent business. "The 
key to achieving our growth targets lies in three critical areas: people, processes 
and infirastructure." 
Managing Expenses by getting the best value for every dollar spent, by 
simplifying processes, eliminating unnecessary steps and by centralizing 
processes. 
Optimizing Profits by following growth and expense management strategies, 
and by using new training, tools and technology. 

The Leading Toward 2000 program which is the subject of this research is the 
fiagship training program offered to help the organization and individuals with this 
journey. Appendix A-l provides an overview of the Leading Toward 2000 program 
outcornes, philosophical underpinnings, detailed content outline, and the 
Competency Map. 

The Banff Centre for Management 

The Banff Centre for Management (BCFM) is a highly acclairned Alberta-based 
learning institution which is celebrating its 45th anniversary. The Centre's roots 
date back to 1953 when it recognized a need to provide management education to 
senior and mid-managers. Over the years, the Centre played a role in support of 
the School of Fine Arts. 

Doug Macnamara, Vice President of The Banff Centre and General Manager of The 
Banff Centre for Management talks about the "quiet revolution" underway over the 
past few years at the Centre. The Centre is known to be "... dedicated to the 
professional development of executive and mid-level leaders and managers" 
@uildine a New Generation of Leaders, 1998199 calendar, p. 1). 

The Banff Centre for Management prides itself in providing ". . . enduiing, 
transformational learning which enables individuals, organizations and 



communities to achieve outstanding suc ces^^^ (Buildina a New Generation of 
Leaders, 1998/99 calendar, p. 1). 

"Becoming a truly effective leader and manager is a process of 
continuous learning, self-discovery and personal develop ment. To be 
successful leaders and managers, individuals must first know and 
understand themselves, their persona1 values, priorities, energy 
cycles, their weaknesses and their strengths. They must then equip 
themselves with the necessary behavioural skius or competencies 
required to be truly effective." (The Banff Centre for Management, 
General Leadership & Management Promams, p. 1) 

The BCFM offers a unique learning experience in many ways: 

It offers competency focused learning, and has utilized their competency 
mapping process with hundreds of organizations and thousands of learners over 
the past five years. 
Its programs provide 3600 feedback based on competencies to develop leadership 
behaviours. An individualized learning contract helps learners track their own 
learning successes. 
It integrates innovation and creativity into leadership programs through a 
partnership developed with the renowned artists at The Banfî Centre for The 
Arts. 
It prides itself with its extensive use of experiential learning approaches in 
leadership development programs. 
It chooses faculty for their diverse ability to weave real-life experience, 
pragmatism and academic credentials into the seamless delivery of high quality 
cirriculum. 
Its follow-up processes are personal and individual contact is initiated a t  one, 
three and six-month intervals (Building a New Generation of Leaders, 1998199 
calendar, pp. 2-3). 

The Centre offers their programming expertise both via public programs and 
through customized programming. The key areas in which they have recognized 
expertise include : 

Leadership development 
Strategic management 
Organizational change 
Business process Mprovement and systems design 
Govenunent relations 
Board governance 
Team building and facilitation skills 
Performance management 
Communication skills 
Quality and service leadership 



B C M  targets these programs to executive and mid-management levels, to 
community leaders, to the not-for-profit sectors, to aboriginal leadership and self- 
governance, to police organizations, and to environmental leadership. The y also 
sponsor symposia in such areas as health care and offer strategic consulting 
services. 

The BCFM is guided by the following vision: 

"The Banff Centre for Management will continue to be the acclaimed 
leading centre in Canada and one of the top 5 in North America for 
the professional developmentlstrategic retreats for senior and mid- 
level leaders fiom business, government, Aboriginal and not-for-profit 
communities. In  doing so, we will operate in a financially self- 
sufncient mariner." (Buildine a New Generation of Leaders, 1998/99 
calendar, p. 17) 

Their mission speaks about the ". . . fundamental transformation in individuals, 
organizations and communities," about ".. . building peak performance character," 
and about the creation of "... environment and processes that challenge," people to 
pursue excellence (Building a New Generation of Leaders, 1998199 calendar, p. 17). 

The Centre has been undergohg much change as it re-shapes itself and its 
programs to be responsive to the needs of their customers in a time when 
government funding has been sigmficantly reduced and cornpetition heightened. 
This research project has relevance to B C M  as a source of organizational learning 
for the development of future business partnerships. 

The Banff Centre for Management and Alberta Treasury Branches have enjoyed a 
successful first year partnership with the Leading Toward 2000 program, which has 
now been conducted twenty-one times. A second programmùig year has been 
extremely successfid, entitled The Art of Managing Performance. This second 
program was built on many of the findings contain in this action research. The 
BCFM looks toward continuing this successfid partnership into the future. 

Review of Supporting Literature 

"Evaluating literature is evaluating a n  art form - each of us might 
come to a very different conclusion about the same reading." (Fear, 
1997, p. 5) 

"How you think can be like weaving a piece of cloth but not a regular 
one . . . one woven of ideas. This is your thought cloth. As you come to 
know ideas and experiences, you begin to link them together in ways 
that make sense to you.. . Each researcher weaves differently and will 
therefore weave a different thought cloth." (Kirby and McKenna, 1989, 
P- 57) 



Leaders and Leadership 

"Leadership is a word that has risen above normal workaday usage 
as a conveyor of meaning. There seems to be a feeling that if we 
invoke it often enough with sufficient ardor we can ease our sense of 
having lost our way, our sense of things unaccomplished, of duties 
unfulfilled. 

All of that simply clouds our thinking. The aura with which we tend 
to surround the words leader and leadership rnakes it hard to think 
clearly. Good sense calls for demystification." (Gardner, 1990, p. 1) 

Leadership is everywhere! It is difncult to imagine a topic that has been discussed 
with more mysticism, cynicism, optimism or frequency. From the early times of 
Machiavelli, Plato and Rousseau, the topic of leaders and their development has 
been a fixation. Bennis (1959, p. 259-260) states, 

". . .ironically, probably more has been written and less known about 
leadership than any other topic in the behavioral sciences. Always, it 
seems the concept of leadership eludes us or turns up in another form 
to taunt us again with its slipperiness and complexity." 

Truly it is a topic that has held, and continues to hold interest for many. 

The search for a clear and concise definition of leadership seems, a t  best to be 
ikuitless, since every author defines it in a slightly different manner. Perhaps the 
best deki t ion rests in the mind of the reader, or evolves as  a personal philosophy 
in the mind of the quester. A couple of definitions which has served me weU in my 
journey to understand the intricate subject of leaders, leading and leadership 
development follows: 

"Leadership is the art  of integrating results and heart." 
(Koestenbaum, 1991, p. 25) 

"The art of leadership: liberating people to do what is required of them 
in the most effective and humane way possible." (De Pree, 1989, p. 1) 

"Managerial leadership.. .is a moment-to-moment process of grasping 
(learning) the needs and opportunities for influence that are found in 
situations and realizing (learning) what purposeful t b g s  one can do 
there." (Vd, 1996, p. 148) 

"Leaders are individuals who establish direction for a working group 
of individuals, who gain cornmitment from these group members to 



this direction, and who then motivate these members to achieve the 
direction's outcornes." (Conger, 1992, p. 18) 

"Leadership is the art of mobilizing others to want to struggle for 
shared aspirations." (Kouzes and Posner, 1995, p. 32) 

An historical look at the subject of leadership invites the reader to decide initially: 
are leaders born or made? Most other questions surrounding leadership start fkom 
this query. The majority of current authors reviewed in this chapter agree with the 
assumption that  leaders are made, not in isolation, but in harmony with such 
critical factors a s  genetics, childhood dynamics, mentors, opportunity, work and Me 
experiences, and even luck. Leaders are, therefore, born and made. If we accept 
this statement as  a valid premise, the next question might bey who becomes a 
leader? 

The "who" question of leadership introduces theories by many authors and scholars. 
Certainly not a complete List, some of the more current and/or well known authors 
are as follows: 

Yukl(1994), Stodgill(1948), and Bryman (1993) write of research surrounding 
trait theory. 
Lewin, Lippet and White (1939) and Stodgdl(1948) write about the controversy 
of leadership styles. 
Bryman (1993), Stodgdl, (1948) and Katz (1977) introduce us to a behaviourist 
model. 
Fiedler (1967) and Hersey & Blanchard (1993) write of contingency and 
situational leadership. 
Covey (1989), De Pree (1989), Greenleaf (1977), Spears (1995) and Secretan 
(1996) introduce us to values based leadership with such inspiring themes as: 
semant-leadership, habits of leadership and spirituality. 
Senge (1990), Kouzes and Posner (1995), Conger (1992), Blanchard (1997), 
Bennis (1989), Burns (1978), Herzberg (1966), Wheatley (1992) and Schein 
(1992) write of transformational leadership. They elaborate on the importance 
of vision, empowerment, culture, and charisma. 

For the sake of brevity, it is no doubt wise to agree there is no one definitive 
explanation of leadership, just as  there is no one right approach, theory or 
philosophy for this complex subject. 

It appears, however, based on recent literature, there is commonality involving key 
dimensions of leadership which transcend dennition, categorization or hierarchy. 
Leaders are individuals who: 

1, estabhsh direction. 
2. align people toward that direction. 
3. motivate and inspire people to move toward the established and aligned 

direction. 



Leadership Development 

Leaders are both born and made. How then do we develop leaders, or 'managerial 
leaders' (Vaill, 1989)? What exactly is leadership development? Vicere and FuImer 
(199613, p. vii) d e h e  leadership development broadly as "...processes for iden-g 
and developing exceptional people capable of moving a n  organization into the 
twenty-first century." 1s it possible then, through training and other means to 
develop leaders? 

In Kouzes and Posner's (1995) seminal work in this area, researching more than 
60,000 leaders, they indeed found recurring patterns of leadership success. They 
distilled their Gndings into five fundamental practices and ten commitments of 
leadership that can be learned. Like others, (Covey, 1989, Koestenbaum 1991, and 
V d ,  1996, Vicere, 1992, Vicere, 1996), Kouzes and Posner (1995, p. 336) focus on 
leadership development first and foremost as one of mastery of self, stating 
". . .leadership development is a process of self-development." 

Kouzes and Posner (1995, p. 323) suggest that leadership can be taught, just like 
management, which people generally agree can be learned. The key lies in 
stripping away the mysticism we have placed around the role of leader. Kouzes and 
Posner's assumption is that ". . . it's possible for everyone to lead". Leadership is not 
reserve for a few elite individuals. There is a set of skills that with practice, 
opportunity, role models, coaching and feedback, can enable a self-fulnlling 
prophecy for many to lead, not just the chosen few. 

Conger (1992, p. xii) researched "... whether managers can actually be trained to be 
leaders." His task was to learn whether training actually made a difference in the 
development of leaders and if so, which approaches were best. The typology of 
training approaches he researched were: persona1 growth, conceptual 
understanding, feedback, and skill building. He examined five leadership programs 
in depth, which he or his research assistant experienced firsthand. 

The five programs he researched and their fundamental typology were: 

Pecos River Learning Centre: personal growth 
ARC'S VisionQuest: personal growth 
The Leadership Challenge: conceptual understanding 
(Kouzes and Posner) 
Leadership Development Program: feedback 
(Centre for Creative Leadership) 
Forum Corporation's Leadership Course: ski11 building 

Vicere and Fulmer (1996b, p. 107), reviewing Conger's work suggest a fifth 
approach to developing twenty-fht century leaders. They speak of technology- 
based learning as a new frontier admitting, however, that it is still ".. .finding itself 



as a tool for leadership development." Enormous potential exists, but the role of 
technology is one that is yet tu be truly determined. 

Conger (1992) writes an ideal leadership development program would incorporate 
four approaches in a building block approach, as follows: 

A conceptual overview is required first. 
Feedback to learners to understand where they stand in relation to the required 
skills is key. 
Skill building for teachable skills is required. For those areas of leadership that 
are more complex, awareness building for future skïU building is required. 
Personal growth experiences should be interwoven throughout as ". . . powerful 
opportunities for reflection on two levels: to help managers determine their own 
desires to lead, and to fiee participants of ineffective behaviors." (Conger, 1992, 
P- 53) 

Conger also suggests that all leadership development programs should contain ". .. 
elements of artistry, adventure, and persona1 risk taking." (Conger, 1992, p. 53) 

In summary, Conger (1992, p. 180) suggests that Y . .  many organizations are simply 
not prepared for leadership. Conformity is more important to them than vision and 
risk taking." Somewhat of a paradox, considering many leadership development 
programs focus on the concepts and experiences of vision and risk taking. 

Conger suggests a well-designed leadership program might result in the following: 

1. no behavioral change and little enhanced awareness for 10%-20% of 
participants; 

2. an expanded concep tua1 understanding for 30%-40% of participants; 
3. some positive, incremental behavioral change for an  additional 25%-30% of 

participants; 
4. significant, positive behavioral change for 10% of participants. 

These results, he writes, makes the programs worth the t h e  and effort. However, 
with better preselection of participants and more powerful educational experiences 
he proposes higher results could be achieved. 

The Center for Creative Leadership (Conger, 1992), on the other hand suggest very 
positive results from their feedback-based programs. The Centre conducted a mail 
survey in 1982 of participants from nfty-two public Leadership Development 
Program offerings. They state "... of the 42 percent who responded, positive 
behavior change resulting from staff feedback was reported by 87 percenty'.. . , and 
". ..as well, 69 percent described positive changes in their behavior as a result of 
staff feedback." (p. 226) 

To provide a contrast, Vaill(1998, p. 132) suggests that ". . . leaderly learners in 
management schools and corporate training programs are, a t  best, getting only 



casual and anecdotal exposure to the learning premise and the learning challenges 
of leadership." He says, "...if we can Iearn how to help would-be leaders to think of 
themselves as life-long leaderly learners, they will be better equipped for the 
leadership challenges of present and fÛture organizations." Vaill believes, in his 
current research, ". . .executive development for leadership of modern organizations 
is spiritual development." (Vaill, 1998, p. 208) 

Dotlich and Noel (1998, p. 69) write about using an  integrative, Action Learning 
approach to leadership development which 're-creates' leaders because 'buying' or 
'importing' leaders doesn't work. Action Learning, they suggest is "... unique in the 
way it infiuences people £rom many directions and on multiple levels; it provides a 
milieu in which transformation is possible." Action Learning is described as "... 
nothing more than learning by doing in a controlled environment" (p. 1) and they 
provide a twelve-elernent fiamework for the Action Learning process. 

Dotlich and Noel review five broad categories of formal leadership development 
currently in vogue, as follows: 

1. Gurus: adopt a leadership expert and translate the lessons to your 
organization. 

2. Executive education/business school model: case studies of best-practice 
companies, mostly cognitive. 

3. Outdoor adventures: stand-alone, team-building activities. 
4. Behavior-based prograrns: identification of behaviors in need of change and 

coaching to improve- 
5. Lateral or developmental assignments: rotating people through new jobs 

and geographies to provide new perspectives and learnings. 

Dotlich and Noel indicate these forma1 methods, while certainly not without merit, 
do not provide the skills critical in today's complex global environment. Areas they 
suggest as  crucial and required by the new generation of leaders are: 

competing "on the" ;  
working flexibly; 
using a breakthrough mentality; 
encouraging a leadstretch capacity; 
managing the new employee relationship; and 
knowingone's self. 

To achieve excellence in these areas requires a different approach (Weinstein, 
1995). Dotlich and Noel (1998, p. 78) suggest an Action Learning approach 
wherein participants have a "...range of experiences and ideas combined with the 
interpersonal intensity" which makes ". . .it unlike any development experience 
participants have ever attempted." Through the range of activities, experiences, 
reflections, behaviours and challenges, people may feel confused and this ".. . pushes 
them to the limit, energizes aiid excites them". This approach helps "...people 
question their beliefs and behaviours in a way no other type of training can." 



To be effective, Dotlich and Noel (1998, p. 79-80) state key factors need to be 
considered in using Action Learning within a leadership development program. 
These four factors are: a clear process and reason to re-create, career stage 
openness, emotional engagement, and reinforcement. Dotlich and Noel (1998, p. 
194) speak about Action Learning as  a method to transform organizations by 
injecting ". . . reflection, feedback, cross-functional team experiences, and 'stretching' 
projects". 

Vicere & Fulmer (1996b, p. 110) further assert that it is important for leaders to be 
able to put their new learnings to work within their organizations in an  actionable 
marner. Techniques to link learnings to the workplace include: performance 
appraisal, teaching or facilitating others, task force or special projects and, action 
learning to rnake experiential learning intentional and deliberate. 

"Action Learning can open participants' eyes - about themselves and 
their Company. It is a process of self-discovery . .. Self-awareness 
breeds confidence. Action Learnuig participants can become more 
confident in their abilities because they have gained insights about 
their strengths and weaknesses." (Dotlich and Noel, 1998, p. 187) 
"...Action Learning lets twenty-first century leaders ident* 
themselves." (Dotlich and Noel, 1998, p. 192) 

What then is the purpose of leadership development? Vicere and Fulmer (1996b, p. 
17) write ". ..leadership development should inspire and enable leaders to higher 
and higher levels of achievement." And further, they write (p. 30) it is a ". . . 
mechanism for cultivating the collective managerial talents, perspectives, and 
capabilities that would help propel the organization into the future." 

Vicere and Fulmer (1996b, p. 92), through their extensive research of the topic of 
leadership development suggest a major shift is underway in the field. There is a 
move away fiom quick fixes to a more ". .. integrative, systems-oriented approach." 
Organizations need to use an  integrated, innovative and a systems approach to 
connect organizational strategy with other human resource processes or they may 
h d  themselves doing a ". ..very effective job of developing yesterdayk leaders for 
tomorrow's business environment." (p. 84) 

Leadership development is truiy complex and the-consuming. There is no rnagic 
solution. Conger (1992) suggests the art of leadership development is in its S a n c y  
and we are only beginning to understand the complexities. Vicere and Fulmer 
(1996b, p. 1) suggest our objective of developing strategic leaders "...is taking us 
through the uncharted, currently stormy waters of the future." 

Understandhg how adults learn and experience their learning, how programs are 
designed and evaluated, how cornpetencies are measured and developed, aU play a 
role in helping to inform this journey of leadership development. 



Adult Education and Experiential Learning 

The field of adult education and learning is as old as time itself, dating back to 
Plato and Socrates. And yet, it is a topic that is very relevant today. When we 
build learning organizations, develop leaders, advocate learner self-direction, or 
encourage competency improvement, learning is an essential qualiw. Fear (1997, p. 
3) writes, "... it is difticult to pickup a book on leadership, organizations, or 
community these days without fïnding learning as a core theme." Self-knowledge is 
a theme, which is fundamental to organizational learning, to leadership, and to 
program success. 

Vaill(1996, p. 21) defkes learning three dimensionally as follows: 

"LEARNING: Changes a person makes in himself or herself that 
increases the know-why andlor the know-what and/or the know-how the 
person possesses with respect to a given subject." 

He states learning is a process which occurs both as observable behaviour and as an 
inner condition of attitudes, ideas and feelings. The premise of learning as both an 
internal and an external force is key with many curent  writers on the topic, 
including Covey (1989), Greenleaf (1977), De Pree (1989) and others. In particular, 
the "white water learning" (Vaill, 1989, p. 20) required by managerial leaders in 
today's organizations is a complex process. 

Malcolm Knowles is considered by many to be one of the founding fathers in the 
field of adult learning. In his writings Knowles (1980) identifies how adults learn. 
Adults can and do want to learn, regardless of their age, as long as they are 
physically and psychologically cornfortable. Adult learners are self-reliant people 
who have rich backgrounds of experience that provide a foundation for assimilation 
of new knowledge. In addition, adults learn because of external drivers as well as 
internal forces. Adults have different styles of learning and are often pragmatic in 
their learning, which means they prefer applied learning as opposed to theoretical 
learning. 

The above is not an  exhaustive list, but provides substance to the reality that 
working with adults and their learning needs is a complex and dynamic interaction, 
which involves people, processes, tasks and events. Knowles uses andragogy, or 
self-directed learning to recognize that learner motivation cornes fkom beuig 
involved in the learning process. Vaill(1996, p. 60) hypothesizes that ". . . self- 
directed learning is the natural state of human being" and asserts that the 
". . .relevame of self-directed learning to leadership is this: the behaviour we call 
leadership is, before it is anything else, an initiative hom within oneself." Many 
esteemed writers in the field of adult learning agree that while there are 
innumerable ways to teach and to develop programs, planning for self-directed 
elements is fundamental. (Tough, 1979; Griffin, 1982; Kidd, 1973) 



Today's managers are more aptly termed "managerial leaders" (Vaill, 1996, p. 52). 
The term reflects the& hybrid role, one encompassing bath managerial skills and 
change leadership skïils. These managerial leaders are expected to enhance the 
learning processes within their organizations. They are to affect and enhance the 
learning of others during the ". . . permanent white waters of change" which exist. 
V d  (1996, p. 53) asserts ". .. learning as a way of being is foundational to all efforts 
to enhance the learning of managerial leaders" as they attempt 'leaderly learning' 
within their organizations. 

The non-institutional model of learning suggested by Vaill encompasses the whole 
person, their experiences, attitudes, beliefs, values, intelligences and learning 
styles. Vaill(1990, 1998) writes, "... executive development is spiritual 
developmentYy; it is personal, present and continual." (1998, p. 208) 

How do we design executive leadership programs that develop leaderly learners? 
Brookneld (1986) suggests five key stages of program development are as follows: 

identify needs, 
d e h e  objectives in behavioural terms, 
select learning experiences to achieve objectives, 
sequence learning experiences, and 
evaluate behavioural changes. 

Adult education is key to individual, organizational and societal needs, thus 
program design must be based on sound principles. Programs also must be 
evaluated to determine if they meet the expectations of all stakeholders - 
uidividuals, training departments and sponsoring organizations. 

The undifferentiated use of the terms 'training' and 'learning' by many 
organizations also presents challenges. Are there signincant distinctions between 
the words? In the Continuous Learning CCMD Report No. 1 a simplistic defmition 
has appeal: 

"Training is something that is done to you, or that you do for 
someone else. Learning is something you do to and for yourself." 
(Canadian Centre for Management Development, 1994, p. 2) 

Again, the theme of self-direction is evident. Our approach to development of 
leadership programs needs to change. The programs need to be holistic, well 
designed and mindful of the concepts raised earlier, such as managerial leadership, 
spirituality, and self-knowledge. Conger (1992, p. xi) states, "As part of their 
desperate search for improved competitiveness, corporations are pouring millions of 
dollars into some form or other of leadership training." In their search for perhaps 
a 'better rnousetrap' Conger remarks organizations are turning to action learning 
experiences and outward-bound type adventures. 



Conger asserts (1992, p. xii), "It would deeply sa t i se  us to f h d  the right 
combination of experiential and intellectual instruction that could spark a lifetime 
of leadership ability in our students and seminar participants." He seeks to 
understand whether leaders can be developed fkom managers and if so, what 
learning approaches best create such a phenornena. In his action research 
exploration of five well-known North American leadership development programs, 
Conger uncovers four important elements of successfd leadership training, as 
fohws  (1992, p. 34): 

"Training must be designed to: 

1. develop and refïne certain of the teachable skills, 
2. Mprove the conceptual abilities of managers, 
3. tap individuals' personal needs, interests, and self-esteem, and 
4. help managers see and move beyond their interpersonal blocks." 

He summarizes these four key training elements into ski11 building, conceptual 
development, persona1 growth experiences and feedback and suggests all 
components are part of the overd,  integrated leadership development puzzle. 
Conger (1992, p. 53) argues however, "... program designers are caught to some 
extent in their own paradigms of pedagogy.. . as  a result, most programs are oriented 
strongly toward one of the four approaches. Programs that provide a challenging 
'rite of passage' have an  enormous symbolic advantage over other more mundane 
educational experiences." 

It is in the personal growth approach to leadership development that Conger 
suggests managers find their true self and perhaps their true ability to lead. 
Personal growth programs focus on 'breakthrough' exercises that encourage risk 
taking, teamwork, trust and experiential outdoor activities. He suggests that while 
a range of methodologies are used, it is the outdoor activities that have the 'greatest 
persona1 impact'. Risk taking, both imagined and real, understanding, control, and 
sharing, are but a few of the emotions learners feel during these experiential 
activities. It  is perhaps the intensity of the dramatic outdoor experiences that stay 
in learners' minds back in the workplace, providing a metaphorical carryover to 
acceptance of risk taking, trust and openness. 

Throughout Conger's analysis of the various leadership development programs, he 
notes it is the persona1 growth programs that provide participants with the 
dramatic or memorable experiences that appear to attract the greatest interest and 
notoriety. He suggests alço (1992, p. 161) that "... participants' newfound sense of 
risk taking more often manifested itself in their private lives ..." if workplace 
implementation of the new behaviours was not possible. Conger, like, Vaill, exerts 
that ".. . the more levels of an individual - emotional, imaginative. cognitive, and 
behavioral - are engaged by a learning experience, the more powerfd the learning 
will be." (1982, p. 167) 



Vaill's (1996) seven qualities or modes for learning as a way of being include: 

1. self-directed learning: no textbooks may be available 
2. creative learning: novel problems require creative exploration 
3. expressive learning: learning that occurs during the process of expressing it 
4. feeling learning: deeply and personally feeling the meanings behind learning 
5. on-line learning: learning that occurs in the midst of work and of life 
6. continual learning: learning as a lifelong process 
7. reflexive learning: learning consciously and reflecting on our learning 

An examination of experiential learning would be useful in understanding Conger's 
philosophy on personal growth programs. David Kolb (1984, p. 15), reviews the 
works of Dewey, Lewin, and Piaget and suggests they "...stand as the foremost 
intellectud ancestors of experiential leaniing theory.. ." and he fuither 
acknowledges the work of Jung, Erikson, Rogers, Perls and Maslow. 

Kolb writes that experiential learning is not meant to be a third alternative to 
behavioural and cognitive learning theories, but rather offers it as "...a holistic 
integrative perspective on learning that combines experience, perception, cognition, 
and behavior." (1984, p. 21) In his review of experiential learning theory as a 
Lifelong learning process, Kolb characterizes the major theories into the following 
propositions (1984, pp. 26-37): 

1. Learning is best conceived as a process, not in terms of outcomes 
2. Learning is a continuous process grounded in experience 
3. The process of learning requires the resolution of confiicts between dialectically 

opposed modes of adaptation to the world 
4. Learning is an holistic process of adaptation to the world 
5. Learning involves transactions between the person and the environment 
6. Learning is the process of creating knowledge 

To sum up, Kolb suggests that in understanding the characteristics of experiential 
learning, a working definition of learning may be helpfd, as foIlows (1984, p. 38): 
'Zearning is the process whereby knowledge is created through the transformation of 
experience. " 

Kolb's definition bears similarity to Vaill's three-dimensional definition, written 
previously in this review, that learning is a process of creating knowledge through 
the transformation of experience. Kolb asserts that learning or true knowing, 
grasps both experience and transformation and that either on their own does not 
constitute learning. In his learning model, the four phases are connected in a "... 
continuous cycle of learning. Concrete experience flows into reflective observation 
and the resulting thought generates abstract conceptualization, the implications of 
which are tested by active experimentation." (Herbert, 1995, p. 29) Like the 
process of action research, one learning cycle informs the next learning cycle and 
becomes a new set of concrete experiences. Kolb's model follows: 
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Figure 1. Structural Dimensions Underlying the Process of Experiential 
Learning and the Resulting Basic Knowledge Forms (Kolb, 1984, p. 42) 

Herbert (1995, p. 20) writes of experiential learning as  a continuum with one end of 
the scale ". .. representing passive students receiving transmitted knowledge and 
the other end has active students deeply involved in generating knowledge from 
their own experiences." He writes there are five variables which helped him derive 
meaning fkom experiential learning: reality, risk, responsibility, predictability, and 
reflection. A brief further examination is warranted. 

Reality of Experience 
Learning impact depends on the ". .. amount of reality involved, the directness of 
the experience, and the number of senses used." 

Levels of Risk 
A sense of risk and uncertainty for the learner is generated through the 
condition of reality. This concept builds on Dewey's (1938, p. 79) belief that ". .. 
growth depends upon the presence of difFiculty to be overcome by the exercise of 
intelligence" with difnculty defined as physical, emotional, social or intellectual. 



Herbert (1995, p. 23) suggests that the " ... greater the level of risk, the more real 
one perceives the consequences of one's actions to be." 

Sense of Responsibility 
A feeling of personal investment in what is being undertaken is evident in 
experiential learning. Individual learner choice and decision-making exists 
around course selection, methods used, and assignments, which results in a 
higher level of responsibility for implementation. 

Predictability and Planning 
Experiential learning means that the specific outcome is not always predictable. 
A sense of adventure, discovery and curiosity results in "genuine shared 
enthusiasm" about the unanticipated results which may occur. 

Reflection 
"In experiential learning, the student decides what he or she has learned fkom 
the experience." (Herbert, 1995, p. 27) Reflection, analysis, synthesis, and 
emotional processing about the experience which occurred, al1 lead to iearning. 

Herbert writes that reality, risk and responsibility work in parallel. "The greater 
the reality, the higher the level of risk, and the more responsible the students are, 
the more directly experiential is the learning process." (1995, p. 29) The higher the 
movement is on these three scales, the less predictability that will be present and 
reflection depends on all four factors. 

Understanding the flow and process of experiential learning theory helps both 
researchers and educators to grasp interesting aspects of individual and adult 
learning. The richness and uniqueness of adult learners, as well as their personal 
developmental stage and their individuality, all surely play an important role in 
enhancing this understanding 

Cornpetency Deveiopment 

There is a paradox inherent in current thinking about the development of 
leadership behaviour. That paradox rests in the mind-set that leaders would like to 
be learners, dong with others. However, the culture of organizations and the 
practice of leaderly behaviours may indeed suggest that one already possesses the 
requisite competencies in order to do the job. 

This paradox and others are explored in Vaill's (1989) seminal work on leadership 
development. His metaphor of managing and leading as a 'performing art' speaks of 
the fluidity, innovation and 'being-in-the-world-with-responsibility' mentalie that 
is required fiom leaders and managers today. 

The competency movement, as VaiU calls it, rests on the basic, perhaps 
unquestioned, assumption that competencies actually exist. He suggests (1989, p. 



45) that rather than question, "What do managers really do? How do they acquire 
the ski11 and competence to do what they do? [and] What can educators and trainers 
do to improve the process by which managers acquire this skill and competence?", 
the fïrst step should be to question the basic assumptions about competencies. The 
better question might be, according to Vaill, " ... what is the ontological status of the 
idea of a competency?" 

It is interesting to note that Vaill's critique of the competency movernent builds on 
the long standing question which exists in organizational development today. That 
question is: are managers and leaders bon?  or are they made? Vaill's comments on 
the competency movement are based on two concerns. First, he suggests a 
paradoxical state exists with the 'permanent white water of change' environment in 
which leaders k d  themselves an4 the presumed ability of leaders to experience 
their action roles in this dynamic environment as  nothing more than a List of 
factors, lists and tasks. He suggests an  interdependency exists which includes 
subtle modes and mixes of competencies. 

Second, Vaill asserts that the competency movement beliefs are not consistent with 
what occurs when a "learner is attaining competency." (1989, p. 34) He suggests 
the notion of competency development must include ". .. the most strategic 
competency of all: capacity to shelve one's competence in favor of a n  openness to 
the new." The complexity of learning, the perceptual distortion which exists as 
leaders apply their individual definition of competency in a situation, and the lack 
of focus on the 'artistry' required of leaders and learners today are all variables to 
be considered. Managing and leading requires a ". . .personal intertwining of 
consciousness and action" (Vaill, 1989, pp. 45-46) and we should not smooth out "... 
the clifferences of energy-level, personal style, and cultural attunement which 
individual actors manifest." 

Vaiu's 1989 writing reflects his thoughts of the tirne. There has been significant 
activity in the competency movement in recent years. A more thorough exploration 
of the topic is required and a brief review of the history of the competency 
movement may inform today's perspectives. 

Spencer, McClelland and Spencer, (1994, p. 3). write the competency movement is 
grounded in ". . . industrial-organizational psychology and dates fkorn the late 1960s 
and early 1970s." Research in this area was predicated because of the lack of trust 
with traditional studies around academic aptitude and knowledge content tests, 
which either did not accurately predict job performance or success in life and which 
were often biased against women, minorities and lower socioeconomic individuals. 

McClelland's radical departure to job analysis using a competency approach was 
based on two principles: the use of criterion samples, i d e n t m g  characteristics 
through cornparison of successful people to less successful people, and the 
identification of ". . . operant thoughts and behaviours causally related to these 
successful outcornes." (Spencer, McClelland and Spencer, 1994, p. 3) This 



competency assessment method led to the development of the definition of a 
competency, as follows: 

"A competency is defined as an  underlying characteristic of a person 
which is causally related to effective or superior performance in a job." 
(Boyatzis, 1982, p. 21-23). 

Spencer and Spencer (1993, p. 9) build on the above definition by adduig the 
following : 

"A competency is defined as  an underlying characteristic of an 
individual that is causally related to criterion-referenced effective 
andlor superior performance in a job or situation." 

Spencer and Spencer write (1993, p. 9) "Criterion-referenced means that the 
competency actually predicts who does something well or poorly, as measured on a 
specific criterion or standard." 

"Cornpetencies can be motives, traits, self-concepts, attitudes or values, 
content knowledge, or cognitive or behavioral s u s  - any individual 
characteristic that can be measured or counted reliably and that can be 
shown to differentiate signifïcantly between superior and average 
performers, or between effective and ineffective performers." (Spencer, 
McClelland and Spencer, 1994, p. 6)  

Cornpetencies include an  "intention, action and outcome" and ". . . can be related to 
job performance in a simple causal flow model", as follows: (Spencer, McClelland 
and Spencer, 1994, p. 7) 

"Competency Causal Flow Model 

'Intent' 'Action' 'Out corne' 

Motive 
Trait 
Self-Concept 
Knowledge" 

1 Persona1 
Characteristics 

Because of the inherent clifticulty in altering attitudes and values, Spencer, 
McCleUand and Spencer (1994, p. 8) suggest the rule is "...hire for core motivation 
and trait characteristics, and develop knowledge and skills." They suggest there 
are twenty cornpetencies that are most often predictors of success in professional 
and managerial jobs, related in six clusters, summarized as follows (1994, p. 8-13): 

b Behavior Job 
Pefiomance 



Achievement Cluster Achievement orientation, Initiative 
and Concern for qualitIy and order 

Helping/Service Cluster Interpersonal understanding and 
Customer-service orientation 

Influence Cluster Impact and influence, 
1 Organizational awareness and 
Relationship building (networking) 

Managerial Cluster Directiveness, Teamwork and 
cooperation, Developing others and 
Team leadership 

Cognitive ThinkinglProblem Solving Technical expertise, Information 
Cluster 1 seeking, Analytical thinking and 

Conceptual thinking 
d 

Personal Effectiveness Cluster Self-controVstress resistance, Self- 
confidence, Organizational 
commitmentf 4~business-mindedness" 
and Flexibility 

As it has gained momentum in organizations, a competency approach has been used 
broadly in human resource applications in the areas of recruiting/selection, 
succession planning/promotion, training and development, career pathing, 
performance appraisal and in compensation plans. In the development of 
executives and managers, key competencies have been identified for their success in 
today's knowledge-based world, as  follows: 

For Executives: Strategic Thinking, Change Leadership, and Relationship 
Management 

For Managers: Flexibility, Change Implementation, Entrepreneurial Innovation, 
Interpersonal Understanding, Empowering, Team Facilitation, and Portability. 

Spencer and Spencer (1993, p. 286) assert that competencies can be taught, and 
even core motive competencies, such as achievement orientation can be modified. 
They suggest teaching competencies ". .. has developed based on four theories of how 
people learn and change: (1) adult experiential education, (2) motivation 
acquisition, (3) social learnirtg, and (4) self-directed change." 

Spencer, McClelland and Spencer write (1994, p. 37) "... future competency research 
will be accelerated by at least four developments: 

1. Rapid growth of the worldwide competency database 
2. Advances in measurement 
3. Increased use of competency-based selection with diverse populations, and 
4. Use of computers and artincial intelligence programs." 



Spencer and Spencer (1993, p. 292-293) discuss the 'value-added' of competency- 
based training, as evidenced through a meta-analysis of management training 
conducted by Burke and Day (1986). Burke and Day found ". . . the highest payoffs 
are oEered by performance management and general management training." In 
addition, competency-based training is shown to be ".. . most effective when it 
includes goal-setting to improve bottom-Iine performance." 

Appreciative lnquiry and Program Evaluation 

"High-performing organizations create a vision that challenges 
members by encouraging them to go beyond familiar ways of thinking; 
they provoke members to stretch beyond what has seemed to be 
"reasonable" b i t s ,  to redefine the boundaries of what they 
experience as constraining." (Barrett, 1995, p. 43) 

It is the rate of change and the depth of change in the post-industrial world that has 
caused leaders in organizations to re-examine their long held assumptions about 
the mechanistic, linear models of management, built on power and control mind- 
sets. A shift has occurred and a new form of capital, based on knowledge and 
learning, has created the concept of the learning organization. Leaders must learn 
to understand the dual value of knowledge and of innovation. Debra Amidon (1997, 
p. xxiii) writes, "Success in the future will depend more than ever on coherence and 
the harnessing of complementary competencies to  enable the optimal flow of 
knowledge." We truly live in a world of interdependencies. 

The work of Peter Senge (1990), differentiates adaptive learning and generative 
learning. These differences merit examination within the context of the learning 
organization. Adaptive learning focuses on current environmental demands and 
promotes incremental improvement, using a problem solving approach. This 
approach b i t s  solutions to the possibilities that are known to exist today. Argyris 
(1991) coined this 'single loop learning', or problem solvllig without questioning 
whether the right problem is indeed being solved. He further asserts that 'skilled 
incompetence' exists as individuals, fearfbl of not looking good, master the ability to  
protect themselves hom the risk of learning and failing, perhaps blind to their own 
incompetence. 

To meet today's innovation requirements, Senge advocates generative Iearning, 
with a focus on systems thinking, creative thinking and experimentation. The use 
of generative learning requires an appreciative approach, or the ability to 'see 
radical possibilities .' Generative learning is supported by an approach called 
appreciative inquiry, a tool used in action research. Rather than eliminating what 
is wrong in a system, a deficit model, the focus shifts to what is working well in a 
system and builds on this collective hope for the future. Barrett (1995, p. 39) 
writes, "When engaged in appreciative learning, managers attempt to discover, 
describe, and explain those exceptional moments in which the system functioned 



well- those moments when members were enlivened and their competencies and 
skills activated." 

Sue AMis Hammond (1996, p. 3) writes, "The major assumption of Appreciative 
Inquiry is that  in every organization something works and change can be managed 
through the identification of what works, and the analysis of how to do more of 
what works." Her work is based on the work of David Cooperrider and his 
colleagues at Case Western Reserve University in Cleveland. An appreciative 
inqiijrv lens or a n  'appreciative eye' is ". . . grounded in real experience and 
history.. ." (Annis Hammond, 1996, p. 7) and brings the best of the past to the 
future. 

When organizations adopt an appreciative i nqu j r  approach to organizational 
learning, they become 'appreciative iearning cultures', building on past successes to 
develop new competencies for the future growth of individuals in the organization. 
People capitalize on peak performances from the past to build for the future. They 
pattern new success strategies using both the power of anticipation and of self- 
fulfilling prop hecy. Barrett (1995, p. 42) alleges high performing organizations 
have learned to ". .. infiltrate their cultures with a focus on the organizatiods 
strength" and they achieve this by developing an appreciative vision, anchored in 
past accomplishments. 

The use of appreciative inquiry in this action research project wïü seek to explore 
participants' peak learning experiences. Past learning successes will act as anchors 
for individuals and organizations involved to be able to continually innovate as  they 
seek to create new knowledge, new ideas and new products. The use of 
appreciative inquiry survey questions and interviews will allow people to ".. . mine 
their experience to go beyond their cu ren t  point of view." (Busche, 1998, p. 2) By 
examining their p ast learning and leadership behaviour, individuals will have an 
opportunity to develop new perspectives and new insights about their learning, thus 
initiating a new cycle in the action research model. "People have more confidence 
and comfort to journey to the future (the unknown) when they carry forward part of 
the past (the known)." ( k n i s  Hammond, 1996, p. 21) 

Program evaluation, fkom the perspective of learners has a lot to do with choice. 
Choice about which learning tools, processes and methods most suit their individual 
learning needs, thinking styles, and leadership styles. Choice about which 
concepts, skills, feedback and experiences to operationalize in their lives both 
persondy and professionally. Worthen and Sanders (1973, p. 3), write, "To the 
extent that these choices are based on  systematic efforts to d e h e  criteria and 
obtain accurate information about the alternatives, thus enabling the real worth of 
the alternatives to be determined, evaluation has taken place in a true sense." 
Evaluating alternatives £iom the learners' perspectives builds a holistic model 
toward future programming initiatives. 

Evaluation is a complex subject. Numerous definitions of evaluation exist. 
Worthen and Sanders (1973, p. 19) write simply: 



"Evaluation is the determination of the worth of a thing. It includes 
obtaining information for use in judging the worth of a program, 
product, procedure, or objective, or the potential utiliw of alternative 
approaches designed to attain specified objectives." 

They write further (1993, p. 201, "...evaluation is viewed as n process of ident-g 
and collecting information to assist decision-makers in choosing among available 
decision alternatives." From an  action research perspective, progrvn evaluation 
should assess social utility, building knowledge for pragmatic purposes in real 
world settings. Patton (1980) emphasizes utility before other considerations in 
research. This utiIity focus ensures that clients of the research, i.e., the learners, 
the organization, the researcher, h d  benefit and value fiom the research and will 
produce evaluative material required to achieve the result. 

Donald Kirkpatrick is considered to be one of the more knowledgeable writers today 
in the field of program evaluation. He asserts the most common reasons for 
evaluation are: to look for improvement opportunities, to determine if the program 
should be continued or not, and to j u s t e  the need for training departments. 
Kirkpatrick's four level program evaluation framework is well known for its 
simplicity, as follows: 

Level 1: Reaction 
Level2: Learning 
Level3: Be haviour 
Level4: Results 

Level 1: Reaction is a rneasure of participants' reactions to the program. 
Kirkpatrick refers to this as  a 'customer satisfaction' measure. Initial impressions 
or attitudes of participant feelings following a training program are considered 
important and easy to obtain. 

Level2: Learning is a measure of the ". . . extent to which participants change 
attitudes, improve knowledge, andior increase skill as  a result of attending the 
program." (Kirkpatrick, 1994, p. 22) I t  is an important measure for without 
learnuig, no change in behaviour will occur. 

Level3: Behaviour is a measure of "... the extent to which change in behaviour has 
occurred because the participant attended the training program." (Kirkpatrick, p. 
23) Kirkpatrick writes four conditions are necessary for behaviour change to occur 
-the person: must have a desire to change, must know what to do and how to do 
it, must work in the right climate and must be rewarded for changing behaviour. 
The right climate and reward for changing are two conditions which are more 
difficult to measure and to assess. 

Level4: Results is a measure of ". . . the final results that occurred because the 
participants attended the program." (Knkpatrick, p. 25) These organizational 



change results may include increased sales, higher profits and return on 
investment, improved quality, etc. Level4 measurement is considered to be the 
most di£€icult because ". .. training events become indistinguishable hom the effects 
of other events or because the effort of an  individual has little effect upon the 
performance of the organization as a whole." (Bramley, 1997, p. 106) 

Kirkpatrick asserts that all  levels of evaluation are important and time, resources 
and staff are key variables in determinhg which level of evaluation is appropriate. 
Truly, training programs need to prepare individuals both during the learning 
event and later, to apply new skills, knowledge and behaviour. Organizational 
support is crucial in the continued transfer of learning on-the-job, after the learning 
event has occurred. 

Baldwin and Ford (1988, p. 63) concur. In their extensive review of the transfer of 
training, they write, "For transfer to have occurred, learned behavior must be 
generalized to the job context and maintained over a period of time on the job." 
Their in-depth study provides a critique of the existing transfer research and makes 
suggestions for future research directions. 

A look to the future of learning organizations and organizational learning, Amidon 
(1997, p. IO), states as follows: 

"The true value-added contribution of individuals is proportionate to 
their capaciw to learn and abiJity to apply their learnings real-time 
whatever their managerial level, whatever the task, whenever the 
opportunity presents itself." 

Evaluating, understanding and appreciating the learning within individuals and 
organizations may be the "... only sustainable cornpetitive advantage - especially in 
knowledge-intensive industries." (Stata, 1989). 



CHAPTER THREE - CONDUCT OF RESEARCH STUDY 

Research Methods 

Research methodology used for this project was action research, combined with 
qualitative and quantitative data collection through a written survey, focus groups 
and one-on-one interviews. Triangulation or use of a combined method of data 
gathering recognizes that no single method can provide the rich information 
required for analysis (Kirby and McKenna, 1989). 

Action research is defined by Kemmis and McTaggart (1988, p. 5) as  follows: 

". . . a form of collective self-reflective e n q u j r  undertaken by participants 
in social situations in order to improve the rationality and justice of 
their own social or educational practices.. ." 

"A distinctive feature of action research is that those afTected by planned 
changes have the primary responsibility for deciding on courses of 
critically informed action which seem likely to lead to improvement, and 
for evaluation the results of strategies tried out in practice. Action 
research is a group activity." (Kemmis and  McTaggart, 1988, p. 6)  

Action research is not a new research methodology. It has its origins in the work of 
Kurt Lewin (1946). It is a collaborative tool to "... solve practical problems 
experienced by people in their professional, community, or private lives." (Stringer, 
1996, p. 11) In action research, the researcher is not considered an  expert, but 
rather a resource person, a facilitator, or a consultant, who is actively involved. 
Action research, then, lends itself more readily to understanding people, than does 
the more traditional scientific research which has so dramaticdy changed our 
technical world. 

The above helps to describe why action research has been chosen as a primary 
methodology for this research. Stringer (1996, p. 6) writes, "... the application of 
scientxc method to human events has failed to provide a means for predicting and 
controlling individual or social behaviour." When researching a topic as complex as 
leadership learning and behaviour change, traditional scientific methods would 
have limited relevance. Action research is a method to more directly explore 'ideas- 
in-action' (Kemmis and McTaggart, 1988, p. 6 )  and provide the necessary link 
between theory and practice. Stringer (1996) writes action research is a process of 
inquiry which is democratic, equitable, liberating, and Me enhancing. 

There are many writers of action research, two of the more well known models are as 
follows: 

1. Stringer (1996) writes of action research as an interacting spiral of: look (gather 
data and define), think (hypothesize and theorize), and act (report). 
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2. Kemmis and McTaggart (1988), describe action research as a spiral of steps, 
composed of plan (critically informed action to improve), act (implement the plan), 
observe (the effects of the action in context) and reflect (on the effects to critically 
inform the next cycle). 

For the purposes of this research, Kemmis and McTaggart2s (1988) model, was used 
because it most closely links with the four steps of the experiential learning model, 
which was a fundamental model referred to throughout this project. Figure 2 on the 
following page illustrates the model. 

Data Gathering Tools 

Data was gathered for this project using a variety of tools: 

A Program Survey titled "Leading Toward 2000 Leadership Program Survey" 
was sent to all participants of the sample group. The survey instrument 
included a combination of quantitative and qualitative questions. A copy of the 
survey tool is included in Appendix B. 

Focus groups were used to enhance the data collected from the surveys with a 
selected group of respondents who indicated a willingness to participate further 
in the research, during the tirnefiame September - December, 1998 when 
participants returned to The Banff Centre for Management for a second learning 
program. A total of four focus groups were conducted. 

One-on-one interviews were used to enhance the data collected from the surveys 
with a selected group of respondents who indicated a preference to participate 
further in the research on an individual, rather than a group basis. A total of 
five individual meetings were conducted during the tirneframe September - 
December, 1998 when participants returned to The Banff Centre for 
Management for a second learning program. 

Meetings were held over a lunch or dinner hour in a relaxed and private 
atmosphere. Meetings were tape recorded and transcribed latsr to provide 
analysis of the conversation without distracting the researcher &om the process. 

Individuals were reminded of the safety of their comments, their voluntary level 
of participation and that their comments were being used in the aggregate, with 
selected quotes to fùrther enrich the other data sources. Meetings lasted 
approximately one hour. 

Participants who volunteered their further involvement in either a focus group 
or a one-on-one interview were provided with refiection questions prior to the 
meeting. A copy of these questions is uicluded in Appendix B. These meetings 
were conducted to allow more flexibility in the action research process and 



Plan Observe 

Plan Observe 

f Revise Plan 

A continuous spiral through many informed action cycles 

Figure 2. The action research spiral, adapted from Kemmis and McTaggart (1988) 

followed a path of "planned but unstructured" dialogue (Kemmis & McTaggart, 
1988, p. 102). 

A dialogue of open questions, based on the reflection questions, encouraged the 
respondents to guide the conversation flow, with the interviewer probing, 



clarifyuig and providing "something to rub up against" using appreciative 
inquiry as respondents explored their peak learning experiences. Annis 
Hammond (1996) notes that many organizations are obsessed with learning fkom 
their mistakes and too oRen allow the successes to go unexamined. "The 
business value of Appreciative Inquiry is quantifiable results with a sense of 
joy." (Annis Hammond, 1996, p. 50) Throughout the focus groups and one-on- 
one interviews themes of appreciation emerged. These themes are reported in 
Chapter Four. 

4. Journal entries fkom the researcher7s learning journal and 'thought cloth' 
document provided a further source of data. 

5. Anecdotal data were received in the form of program evaluations, cards, e-mails, 
letters and comments of participants. 

Study Conduct 

The table below highlights the steps completed during the conduct of the applied 
research, outlining time lines of the action research cycle phases, actions taken and 
participants involved. 

Plan: 
June-August, 1998 

Ac*: 
June-August, 1998 

1 June-August, 1998 

Initiating Phase 
wrote project proposa1 
reviewed project proposal with 
supervisorlethics cornmittee of 
RRU 

produced letter of agreement and 
obtained sign-off of letter of 
agreement from both project 
sponsors 

Conducting Phase 
1, scoped the problemiissue 

2. completed @rature review in 
four key areas of: (i) leaders and 
leadership development, (ii) adult 
education and experiential 
leaming, (iii) competency 
development and (iv) appreciative 
inquiry and pro gram evaluation 

researcher 
researcher and project 
supervisor 

researcher, project 
supervisor and project 
sponsors 

researcher, in consultation 
with project sponsors 
researcher with feedback 
from project supervisor 



August-December, 1998 

August, 1998 

September-December, 
1998 

Observe 
December, 1998- 
February, 1999 

produced data gatherùig 
instruments (see Appendix B): (i) 
Leading Toward 2 6 0  Leadership 
Program Survey reflecting both 
qualitative and quantitative data; 
(ii) Letter of Consent form; (iii) 
Program Evaluation Abstract; (iv) 
Glossary, and (v) Reflection 
Questions for focus groups and 
one-on-one interviews 
(qualitative) 

gather data: 
sent the Leadership Program 
Surcvey (see Appendix B) via 
ATB's interna1 transit courier 
to the 358 participants who 
attended the Leading program 
between September, 1997 and 
February, 1998; 
used a pilot group fist to 
estabLish the reliabilim, 
validity and ease-of-use of the 
data collection instruments 

gather data (cont'd.): 
conducted focus groups and 
one-on-one i n t e ~ e w s  with a 
sampling of participants who 
responded to the Program 
Survey, using an appreciative 
inquiq  method and Reflection 
Questions (see Appendix B) 
sampling for focus groups and 
one-on-one interviews was 
based on those individuals 
who attended the next 
training program in Banff 
over the tirneframe September 
to December, 1998 

6. collate and analyze data: 
analyzed the raw data 
received from the Program 
Surveys, focus groups and one- 
on-one interviews and other 
data collection methods, 
analyzed the data, usùig sound 
and ethicd practices 
researcher journalled the 
initial findings and processes 
used, using a personal 
thoughtcloth a s  well as 
reflection in personal learning 
journal 

researcher, with input 
fiom project sponsors and 
feedback fFom project 
supervisor 

researcher and 
participants 

researcher and 
participants 

researcher and 
participants 

researcher, participants 
and project supervisor 

researcher 



-- 

7. ident* options: 
using the data analysis made 
sense of the processes, 
information and data 
gathered, producing 
meaningful options to explore 
in this workpiace action 
research project 

8. selected favored option: 
used input received to select 
the favored option 

9. produced draft project report: 
planned and wrote Eirst draft 
of project report within the 
tirneframes established 

l0,first review draft report: 
provided a completed fmst draft 
report to project supervisor for 
input and feedback 

1l.second review draft report: 
observed and reflected on 
feedback received fiom project 
s u p e ~ s o r ;  completed and 
pxovided a completed second 
draft report to project 
sponsors and project 
supervisor 

12. closing: 
produced final project report 

identified in a short paper the 
lessons leamed during the 
research -- what went right, what 
could have gone better 

registered for graduation at RRU 

researcher, using 
participants' input, 
sponsor feedback and 
input from project 
s u p e ~ s o r  

researcher, using input 
fiom participants', 
project sponsors and 
project supervisor 

researcher, with input 
fitom the project 
supervlsor 

researcher and project 
supervisor 

researcher, project 
sponsors and project 
supervisor 

researcher based on 
feedback from project 
sponsors and supervisor 
researcher upon 
reflection 

researcher in concert 
with the Registrar's 
Office 

As observed in the above matrix, many concentric spirals occur within each of the 
steps identified, recognizing that action research is a dynamic and intenelated 
methodology. 

Reason (1997, p. 12) states that a collaborative educational process needs an ".. . 
open space in which participants are both invited to engage in work which is 
important and meaningful for them, and also insist that they refiect on the manner 



in which they perform that task so that together they learn how to move toward a 
more genuine collaboration." This action research project looked not just at the 
technical or functional worth of the Leading Toward 2000 program, but also a t  the 
impacts made on people's social and emotional lives (Stringer, 1996). 

The results of this utility-focused action research (Palys, 1997) is to inform future 
curriculum development with ATB and with future clients of BCFM by Y . .  hearing 
the participants into speech." (Kirby and McKenna, 1989, p. 68, citing Morton, 
quoted in Finson, 1985, p. 103) 

Limitations of the Research 

There are limitations to the research presented which can be sequenced and 
summarized as follows: 

Response bias. The Program Survey was conducted using voluntary 
participation, thus the representative nature of the sample can be questioned. 
Of the 358 surveys distributed, 88 were completed and returned, representing 
25% return. However, of the 358 surveys distributed during the research period, 
42 participants (12%) of the Leading Toward 2000 program left the organization 
for various reasons, therefore the true representation rate was 28%. Of the 88 
completed and returned sunreys, there were varying representations of gender, 
t e n u e  with ATB, job positions and time in the job position. 

As well, participation in the focus groups (18 people, or 6%) and one-on-one 
interviews (5 people, or 2%) was voluntary and may not be representative of the 
entire sample. 

As quoted in Palys (1997, p. 119) "... studies are deficient unless participants are 
formally representative of the larger group or unit about which we hope to 
generalize." While there is no one best sampling method, homogeneity or 
heterogeneity of the sample is important. 

Predictive ability of the research results. The evaluation of training is the 
study of only one component of many complex and interrelated factors 
infiuencing an organization's performance. Further research is required to 
ascertain the predictive value of the results presented on the performance of the 
Alberta Treasury Branches and for other organizations. 

Researcher bias. The nature of the action research conducted. The fact that 
the researcher was actively involved in the delivery of most of the 15 programs 
may have an impact on the internal validity of the results. Researcher's diverse 
motives and client relationships with both sponsors rnay have affected the 
outcome of the results to reflect more favourably. Care was taken to not permit 
researcher bias. 



4. Facilitator support in the program. Diverse faciLitators were involved in the 
15 programs examined in this research. It is =cdt to determine specific 
behaviours that correlate to the results and W h e r  research is recommended. 

5. Absence of control group. No control group was used in this research. 
Organizational interventions other than the Leading Toward 2000 program may 
have had an impact on individual leadership behaviour changes. Further 
research is required to ascertain the predictive validity of the results to other 
groups in ATB or in other organizations. 

6. Untested survey instrument. The validity and reliability of the survey 
instrument utilized may be inconsistent or undetermined. 

7. Individuals differed in the length of time elapsed since the program. 
The elapsed time fkom the Leading Toward 2000 program and the evaluation 
ranged fiom six to ten months. No systematic effort was made to control for or 
estimate this impact. 

8. No statistical tests were done, only descriptive statistics were used. The 
intent of this research was to identify trends to support the qualitative data. 
While the trends identified appear to be representative of the respondents the 
statistical significance may be questioned. Differences found may be an artifact 
of sampling andior measurement error. 



CHAPTER FOUR - RESEARCH STUDY RESULTS 

Introduction 

The primary objective of this research is to examine the impact of the Leading 
Toward 2000 leadership program. Participants included a sample of 358 
participants fkom the Alberta Treasury Branches @TB) who took part in 15 
training prograns between September, 1997, and February, 1998. The key question 
being researched in this project is: 

What interventions in a leadership development program make 
a difference to participants' learning and their ability to 
demonstrate that learning on the job six months post-training? 

Demographics 

Gender, Tenure at ATB, Job Position and Tenure in Current Job Position 

Three hundred and nfS-eight participants were engaged in a seven-day learning 
program. Twenty-eight percent responded to a program sunrey gauging their 
learning experience. During the research period, fwelve percent of the participants 
left the organization for various reasons, therefore the true population size was 316. 

The respondent sample was comprised of 31% females and 64% males. Fernales 
represented 38% of the participants in the fïfteen programs and males represented 
62%. Therefore, sample gender composition is considered representative. 

Five percent of respondents did not complete the demographic information. 

Sixty-one percent of respondents had been employed with the organization more 
than 10 years. Ninety-five percent of respondents were in supervisory or 
management positions at  the tirne of the learning program. FiRy percent of 
respondents had been in their position less than two years. A further twenty-one 
percent had been in their position between two and five years. 

Further demographic information, including tenure, job positions, tenure in job 
positions, thinking styles, learning styles and leadership styles, can be found in 
Appendix C (Table Cl, Figures Cl, C2, C3, C5 and C6). 
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Suwey Results 

The ratings of respondents revealed certain program components and modules to be 
more impactful to learning than others. Throughout this chapter respondents were 
asked to rate based on a four-point scale, as follows: 4=Major Impact on My 
Learning, 3=Moderate Impact on My Learning, 2=Little Impact on My Learning o r  
%No Impact on My Learning. If no responses were received below a certain 
number, the scale was coUapsed. 

Impact of Program Components 

The ten highest ranked items indicate a similar impact on the learners, ranging 
from 3.61 to 3.30. Facilitator Support in the program, Small Group Interactions 
and the Strength Deplopent Inventory received the highest ratings. Learning 
Journals, Support in the Workplace and Learning Partnerships after the program 
received the lowest ratings. Further details can be found in Table C2, Appendix C. 

Figure 3: Perceived Impact of Program Components in Descending Order 

The program surveys were distributed to the respondents approximately six to ten 
months following their attendance at the Leading Toward 2000 program. 



Cornparison of the program survey results with the evaluations completed 
immediately following the Leading program indicates modest changes in impact on 
learning with respect tu the program components. For example, the Strength 
Deployment Inventory had the largest increase in perceived impact of +4% and the 
Learning Joumals had the largest decrease in perceived impact, of -1 1%. Table C3 
in Appendix C represents this information. 

A closer examination is warranted to explore the component ratings across gender, 
tenure, job position and tenure in job position. 

Impact by Gender 

The research data would appear to support the fact that program components had 
Mering impacts on male and female respondents, as represented in Figure 4 on 
the following page. Further details on the impact of program components by gender 
can be found in Appendiv C, Table C4. 



,- -Fernales n=27 M a l e s  n=56 ( 

Figure 4. Perceived Impact of Program Components 
Average Overall and for Fernale and Male Respondents 

Specifically, female respondents found the components: Facilitator Support, 
Outdoor Ropes Course, The Banff Environment, Personal Learning Contract, the 
Pre-Course Package, the Follow-up Telephone Cd, the Learning Journals, and 
Support in the Workplace to be more impactfid on their learning than theix male 
counterparts. 

Male respondents appeared to h d  the Small Group Interactions and Learning 
Partnerships During the Program to be more impactfd on their learning than did 
the female respondents. 

The impact of a combination of program components was also investigated. Across 
gender, tenure, position and tenure in position three combination components were 
mentioned most consistently. These were: the InQ Thinking styles, the TRG 
HaylMcBer Learning styles, and the Strength Deployment Inventory. 



lmpact by Tenure and Job Position 

There were no consistent ciifferences found in the impact of the program 
components by tenure or by job position wi th i .  ATB (see Table C5 and C6, 
Appendix C .  

lmpact by Tenure in Job Position 

The results provided in Figure 5 below indicate that some program components 
were similar in impact for learners across all categories of tenure in job position in 
ATB. Other components show quite varied impact on learners, depending upon 
their tenure in current job position. It is noted that the +20 year tenure group was 
under-represented with only one respondent and therefore, results have not been 
included in Figure 5. Examples of interesting variations follow on the next page. 

Fimre 5. Perceived Impact of Program Components 
By ~ e n u r e  in Current position ~ ~ ~ , ~ r ~ r e s s e d  in Years 



Facilitator Support in the Program and The Outdoor Ropes Course: 
Both components appear to have had more impact on those respondents who 
had been in their positions 11-20 years when compared with those who had been 
in their positions 6-10 years. 

Combination of Some of the Components: This component reports much 
more impact to those in their position less than  two years, particularly compared 
to those who had 6-10 years tenure in their positions. 

Persona1 Learning Contract Process, Follow up Telephone Cal1 and 
Learning Journals: These three components were most impactful to those in 
their curreilt position 11-20 years, particularly when compared to those in their 
positions 2-5 years. It is interesting to note the largest difference in impact 
occurs with the Learning Journal cornponent. Further exploration with the 11- 
20 year group may provide more details about the perceived impact of this 
component. Valuable insights may emerge about how to increase the impact of 
Learning Journals for other tenured groups. 

Support in the Workplace: This component was more impactfd to those in 
their position 6-10 years, particularly compared to those in their position 2-5 
years. 

These results may provide important information for organizations and program 
designers who provide customized learning for participants who have varying 
lengths of tenure in their job positions. Further details can be found in Table C7, 
Appendix C. 



Impact of Program Modules 

Across the twelve modules evaluated, a range of scores resulted from a high rating 
of 3.49 (Systems Thinking) to a low rating item of 2.68 (Creativity Evening with the 
Artists). Figure 6 below reports the results in descending order of perceived 
importance. Further details can be found in Table CS, AppendiK C. 

Figure 6: Perceived Impact of Program Modules in Descending Order 

The program surveys were distributed to the respondents approlemately six to ten 
months after their attendance at the Leading Toward 2000 program. A cornparison 
of the program survey results with the evaluations completed immediately 
following the Leading program indicates the following reported changes relative to 
perceived impact on learning with respect to program modules: 



Table 1. Cornparison of Perceived Impact of Program Modules 
6-10 Months Post Program vs. Immediate Post Program Evaluations 

/ Program Modules 

Systems Thinking 

[ Empowerment and Delegation 80% 

Post 
Program 
Surve y 

87% 

Change Leadership 

Leadership and Management 

ATB Case Study 

Confiict Resolution and Neerotiation 

Immediate 
Post 
Program 
Evaluations 

86% 

85% 

82% 

81% 

Percentage of 
Increase or 
Decrease 

+5% largest 

+2% 

1 Ecosim Simulation (La Shangria) 1 78% 1 80% 1 -2% 1 
Indoor Leadership Challenge/Feedback 1 77% 

Entrepreneurid Attitude 

Peak Performance Guide 
Re-Entry Planning 

The information represented in Table 1 has merit for program designers and 
sponsoring organizations. The Systems Thinking module showed the largest 
increase in learning impact post-program. Further investigation may reveal this 
module requires practical application in the workplace for its full impact to become 
apparent, particularly for learners who are pragmatic and who learn by "doing" (see 
Appendix Figures C5 and C6). 

I 82% 

Creativity Evening with the Artists 

I t  is interesting to speculate if the pragmatic nature of the learners resulted in the 
low rating of the Creativity Evening with the Artists. More practical and specific 
Iinkages may be required between this module and the workplace to add value for 
the learners. 

-5% 

74% 

73% 
73% 

Re-entry planning reported the largest decrease in impact. Post-program support 
in the workplace, transferability of skills and on-the-job coaching and reinforcement 
may all play a role in how effective this module is to sustained learning. The focus 
groups and one-on-one interviews reported later in this chapter provide further 
clarity on these hypothesis. 

67% 

80% 

80% 
82% 

-6% 

-7% 
-9% largest 

74% 

decrease 
-7% 



Impact by Gender 

The results indicate very slight differences in impact of the program modules 
between female and male respondents. Figure C4, Appendix C reports the gender 
ciifferences in full detail. 

Impact by Tenure 

Analysis of Figure 7 below indicates that program modules had fairly consistent 
impact on the learners, based on their tenure in the organization. It is noted that 
the under two-year and under three-year tenure groups were under-represented 
with two and three respondents consecutively and therefore, results have in not 
been included in Figure 7. Further details of the impact of program modules by 
tenure within ATB can be found in Table Cg, Appendix C. 

- -- -- - 

Figure 7. Perceived Impact of Program Modules 
By Tenure within ATB, Expressed in Years 



lmpact by Job Position 

Table C l 0  in Appendix C provides detailed results of the differing impact on 
learning that occurred based on respondent's job position. Interesthg highlights 
include the most junior and most senior positions: 

Supervisory branch administration (SBA) participants found the Peak 
Performance Guide and Re-entry Planning to be more valuable than other 
groups. These modules reflect a planning focus, about career development or 
about implementing learning objectives. It would be interesting to  speculate if 
the higher reported impact fkom SBA's is due to their more junior job position 
and early career focus. 

Senior management (SM) participants found Change Leadership and 
Entrepreneurid Attitude to be more valuable than other groups. These modules 
reflect concepts and skills required as ATB changes to a sales culture. It would 
be interesting to speculate if the higher reported impact from the SM'S reflects 
their need to adapt to  this changing culture and to lead and coach others 
through the transition. 

Impact by Tenure in Job Position 

While impact by tenure was fairly consistent, impact by tenure in job position was 
more varied in the reported results. This is consistent with the finduigs reported 
earlier under the program components. Figure 8 on the following page provides 
W h e r  information pertinent to understanding the impact of program modules by 
tenure of learner in their job position. It is noted that the +20 year tenure group 
was under-represented with only one respondent and therefore, results have not 
been included in Figure 8. 

Examples of interesting variations follow: 

Systems Thinking and  Ecosim Simulation (La Shangria): These modules 
appear to have had more impact on those respondents who had been in their 
positions 6-10 years when compared with those who had been in their positions 
11-20 years. Ecosim is quite dependent upon participants using a Systems 
Thinking approach to be successful in the simulation. 

Empowerment and  Delegation: The findings of the impact of this module are 
opposite to those reported above. A wide variance is reported with those who 
had been in their position 11-20 years rating Empowerment and Delegation very 
high (3.6) and those who were in their positions 6-10 years ratulg it their lowest 
impact module (2.8). 



Creativity Evening with the Artists: This module showed a wide variation 
between those who had been in their positions 11-20 years, rating the impact at 
(3.2) and those who were 2-5 years in their position rating it the lowest at (2.2). 
It would be interesting to explore with the 2-5 year group more details about the 
perceived low impact of this module. They may provide valuable insights about 
increasing the impact of the Creativity Evening with the Artists for their tenure 
group and others. 

Figure 8. Perceived Impact of Program Modules 
By Tenure in Current Position ATB, Expressed in Years 

These results may provide important information for organizations and program 
designers who provide customized l ea rMg for participants who have varying 
lengths of tenure in their job positions. Further details can be found in Table C11, 
Appendix C. 



Reflection Questions 

In this section of the sunrey, respondents were asked to provide comments on three 
qualitative questions. The f i s t  question was: 

a) Reflect back on your time in Banff. What stands out for you as your 
most memorable learning experience? Describe this experience below, 
in whatever detail you feel cornfortable sharing. 

Eighty-two respondents (93%) commented in section (a) of the Reflection questions. 
In descending order of fiequency, ten areas were specifïcally noted as follows: 

1. The Outdoor Ropes Course: 

Twenty-seven respondents (33%) noted the outdoor ropes course, the Leap of 
Faith andfor The Cornmitment "VY activity. Analysis of their comments revealed 
the following common themes in order of frequency mentioned: teamwork, 
personal achievement, risk taking, behaviour change and facilitator/faculCy 
support. 

The rich experiential nature of the outdoor ropes course resulted in many 
revealing comments £rom the learners, as follows: 

Teamwork: 
"1 can do anything and help others to reach their goals as well." 

0 "Individual contribution one makes to the success of a team." 
"A joy in the accomplishments of others was very strong." 
". . .by taking some risks and working as a team to accomplish goals." 

Persona1 success: 
"1 actually didit!" 
"Takes you beyond personal expectations." 
"It was a profound experience to learn that 1 can do anything." 
"1 feel this was the biggest boost to my self-confidence as it proved that I am 
still capable of being successful. 1 have noticed a personal increase in my self- 
confidence level. People around me have noticed this as well." 

Risk taking: 
"1 can get the job done by taking some risks." 
"Proved 1 could push myself farther than 1 thought 1 could." 

Facilitator/faculty support: 
"No one was left out and all were encouraged by the faculty and facilitators." 
"To see our faculty member's face at the bottom [of the Leap] was awesome." 



2. Ecosim Simulation: 

Thirteen respondents (16%) noted the Ecosim Simulation. Analysis of their 
comments revealed the following common themes in order of frequency 
mentioned: conflict, reinforcement of al1 program learnings and teamwork. The 
quotes fkom the Ecosim simulation were also revealing and perhaps the most 
controversial, as follows: 

Conflict : 
"1 had a conflict with a member of my group in Ecosim. 1 ended up in the same 
group with her for the final presentation. We both had to utilize skills we 
learned in the course to work together." 
"Ecosim had probably the most negative impact for me." 
"1 liked the pressure of the time fiame to make a decision. The game provided 

me with the opportunity to reflectfsee how 1 react under pressure." 
'L I  learned about the power of communication. The lesson was what our 
whole group accomplished by working together and how little the other group 
accomplished." 
"We still talk about it!" 

3. Thinking Styles (INQ Inventory): 

Twelve respondents (15%) noted the Thinking Styles inventory. Analysis of theV 
comments revealed the following common themes, in order of fkequency 
mentioned: identification of self, identification of others and how to interact with 
others, reinforcement of all program learnings and conflict resolution. Sample 
learner quotes follow: 

Identification of sewothers: 
"... helped me understand myself better and why 1 react to Werent  situations 
the way I do." 
"... very interesting and beneficial." 
"... understanding how others think and how to deal with them to obtain 
optimum success." 
"... not only good for self-analysis and improvernent, but also for working with 
staff." 

4. Small Group Interactions: 

Eleven respondents (13%) noted the small group interactions. Analysis of their 
comments revealed the following common themes, in order of fkequency 
mentioned: teamwork, learning fiom the group and identification of self. Sample 
learner quotes follow: 

Teamwork 
"How quickly a group of relative strangers can get and become a team." 



"The other most mernorable experience was the opportunity to work with 
fellow staff and learn about them." 

5. ATB Case Study: 

Eleven respondents (13%) noted the ATB case study. Analysis of their comments 
revealed the following common themes, in order of fkequency mentioned: 
teamwork lessons learned, reinforcement of ail program learnùigs, teamwork and 
personal achievement. Sample learner quotes follow: 

Teamwork: 
"The ATB case study ... it was an invigorating experience to work with a group 
of people who were working together and sharing ideas for a common purpose." 
"We got to use everything we had learned.. ." 
"One particular group was very difncult to work with. Too many bosses. 
Eventually after chaos and struggle, knowing we had a goal in mind for the 
end result, we came together and achieved .. this was the ATB case study." 

6. Learning Styles (TRG HayMcBer): 

Ten respondents (12%) noted the Learning Styles inventory. Analysis of their 
comments revealed the following common themes, in order of fi-equency 
mentioned: identification of self, identification of others and how to interact with 
others, teamwork and practical application. 

Identification of self: 
"Ident-g my how thinking and learning styles and how 1 interact with 
others." 
"These helped me understand myself better and why 1 react to different 
situations the way 1 do." 
The three instruments were "... most beneficial - not only for self-analysis and 
improvement, but also for working with staff." 

7. Systems Thinkinwind Mapping: 

Nine respondents (11%) noted the systems thinkinghind mapping. Analysis of 
their comments revealed the following common themes, in order of Çequency 
mentioned: practical application, new learning, f i c u l t  learning and indication 
of interrelationship of variables. 

New learning and difncult learning: 
" ... to utilize the systems thinking and mind mapping, the most difficult 
concepts for me to learn." 
"1 feel 1 benefited most hom Systems Thinking and have used the mode1 
several times since attending." 
". . . mind mapping is a tool 1 use everyday and tools that reminds me of the 
changes taking place and the ones that need to be made." 



"...as a side note, 1 hate mind mapping - it is too disorganized, can't quickly 
review, but 6uid myself doing it more?" 

8. Support of the Group: 

Nine respondents (11%) noted support of the group. Analysis of their comments 
revealed the following common themes, in order of fkequency mentioned: support 
shown to each team member, support available in others and inclusion. 

Support shown to each team member: 
''The support for each team member was a highlight of the whole week." 
"The teamwork, support and camaraderie were great!" 
"The outdoor activities - the Commitment T' - very dramatically 
demonstrated the importance of team building and support prior to, during 
and after the activities." 

9. Conflict: 

Nine respondents (1 1%) noted conflict. Analysis of their comments revealed the 
following common themes, in order of fkequency mentioned: identification of self 
and confiict handling in connection with the Ecosim Simulation. 

Conflict handling: 
"Ecosirn - an  exercise 'designed' to create codiict situations. However it was a 
valuable lesson in how deemed expectations and single-minded focus on end 
results can destroy actual achievement - truly a lesson in the value of 
teamwork, leadership and applying the principles we learned in 'theory'." 
"In the ATB Case study, 1 felt a real sense of contlict in that 1 felt the team just 
wasdt  'getting it' . ." 

10.Strength Deployment Inventory (SDI): 

Eight respondents (10%) noted the Strength Deployment Inventory. Analysis of 
their comments revealed the following common themes, in order of hequency 
mentioned: identification of self, identification of others and how to interact with 
others and practical application. 

Practical applications: 
'Tt was interesting how 1 was able to relate those styles to everything we did 
throughout this week.. . as well as back in the work setting." 
"Learning about SDI was the best for me. Everyday 1 deal with people and 
think about their colour. It has helped me understand myself and others.. . 
this has allowed me to be a more effective manager." 

Five further themes were described to a lesser degree: leadership behaviours (6%), 
the importance of facilitator and faculty support (5%), change leadership (5%), the 
total learning experience (5%) and the Banff environment (2%). 



The research results hdicate recurring themes reported by respondents when 
describing their most memorable learning experience fiom the Leading Toward 2000 
program. These results conform to the quantitative results reported, particularly 
with respect to identincation of self and self-knomledge, teamwork, and identrfying 
and interacting with others. In  particular, the theme of self-knowledge is consistent 
with Conger (1992), Covey (1989), HeKwell(1999), Koestenbaum (1991), Secretan 
(1996), Vaill(1996) and Kouzes and Posner (1995). The top eighteen themes 
reported, in order of the hequency noted are illustrated in Figure 9 below: 

Figure 9. Reflection Question (a) - Recurring Themes 



The second qualitative question asked in the Program Survey was: 

b) What made this event such a mernorable learning experience? 

Seventy-seven respondents (88%) commented in section (b) of the Reflection 
questions. In descending order of fiequency, eight areas were specincally noted as 
foUows: 

1. Relationships, Teamwork, Interactions: 

Thirty-one respondents (40%) noted the importance of the relationships, the 
teamwork and the interactions with others. Analysis of their comments revealed 
the following common themes in order of hequency mentioned: teamwork, 
support and concern shown, close relationships, self-confidence, facilitators and 
staff, the group mix, the practicality of the activities, their emotional involvement, 
the extra activities and the absence of previous learning opportunities. Sample 
learner quotes foIlow: 

Teamwork: 
"How, working as a team anything is possible." 
".. . we needed each other completely to make the exercise work." 
"There was a feeling of feeding off each other's ideas." 
"The team cornmitment for success ..." 
"It brought us all together to work as a team with a common goal." 
"... travelling to Banff as a team ... mixing the ATB staff at all levels and all 
geographic areas (North/South) was great because this had never really been 
done as a general thing in ATB before." 

Support and concern shown: 
"...the group r e d y  was concerned about whether or not 1 jumped and that if 1 
decided against it, it would also be all right." 
"...spoke volumes to my ears was the encouraguig words and attitudes of all 
involved .. I learned that 1 was valued and accepted." 

Self-confidence: 
"Having reflected on the ropes course many times since doing it 1 came to 
realize that during the years since my carefree cMdhood, 1 had built up a 
great deal of anxiety baggage and had learned many ways to protect myself 
with irrational fears. My peer group in Banff was just like my 'gang' of 
childhood fkiends. Together, we were fearless and willing to try anything 
without need to be embarrassed-" 
"The week took me fiom feeling incompetent as an employee and a failure due 
to not fulfilling the new responsibilities of my job -.. to seeing that my job is a 
work in progress and I'm not alone where 1 stand as an ATB employee." 
"1 think 1 gained a lot of codidence. ..I learned a lot about my own leadership 
qualities.. . . In the past I've been sort of a reluctant leader.. and I'm more 
cornfortable about it than 1 used to  be." 



2. Learning and Training: 

Twenty-eight respondents (36%) noted the importance of their learning and 
training. Analysis of their comments revealed the following common themes in 
order of frequency mentioned: the importance of the interactions with others, 
relevance of and interest in the content, self-confidence, variety of tools and 
activities, new information provided and well paced learning situations. Sample 
learner quotes follow : 

Interactions with others: 
". .. the interaction of the instructors with the learners." 
". . . the strong group interactions." 
"Now I have a wonderful support network within ATB to c d  on - especially 
as we're still very much on a change roller coaster." 
"... the group mix for the course was 'dso well planned." 
"Reafnrmation of my management style. The realization tha t  many were 
learning and accepting principles 1 had previously applied, as well as  the fact 
that  so many new ideas could be learned Çom such a variety of personalities 
and experiences." 

Relevance of and interest in the content: 
"The course content was so relevant for what we are experiencing as an 
organization." 
"Fun and learning well away fkom home and its distractions." 
"The cornfortable and open environment provided by the facilitators, facilities 
and surroundings help to also create a lasting learning experience." 
"AU activities were well planned.. . all questions and concerns were addressed 

professionally, but with a personal aspect which made the whole course more 
real." 
". .. the fact that  the information was so thought provoking was beneficial." 

3. Identification of Self and SeIf-Knowledge: 

Fourteen respondents (18%) noted the importance of the identification of self and 
self-knowledge. Analysis of their comments revealed the following common 
themes in order of frequency mentioned: better understanding of self, acceptance, 
inclusion, self-codidence and identification of others and how to interact with 
others. Sample learner quotes follow: 

Better under standing of self 
"It made me think about myself, both personal and professional." 
". . . helped me step out of my 'box' and view my workplace and persona1 life in 
a more analytical fashion." 
"The thinkingllearning styles instruments and strength deployment inventory 
at the start allowed me to b d d  and think on my position." 



Accep t ance: 
"My learning partner was opposite to me in many ways and this partnering 
proved very beneficial." 
"1 was valued and accepted." 

4. People and Diversity: 

Fourteen respondents (18%) noted the importance of the people involved in their 
learning experience and the diversity. Analysis of their comments revealed the 
following common themes in order of fiequency mentioned: the people they met, 
the acceptance of diversity with a common outcome and acceptance/equality. 
Sample learner quotes follow: 

The people: 
"1 met many new people and developed new fkîends." 
"1 met a bunch of new people, and formed some opinions about their leadership 
qualities by observing their behaviour." 
". . . the number of fellow employees who 1 never know before." 

5. The Banff Environment: 

Fourteen respondents (18%) noted the importance of the Banff environment. 
Analysis of their comments revealed the following common themes in order of 
fkequency mentioned: the environment itself and the opportunity to "get away". 
Sample learner quotes follow: 

The environment: 
"The setting r e d y  helped. .. it was nice to be away and immersed in the 
experience." 
"... great environment, great accommodations, great food." 
"The environment provided a s i m c a n t  positive.. . day-to-day interruptions 
and influences could not impact." 
". . . the location, getting away.. ." 

6. Facilitators and Faculty: 

Twelve respondents (16%) noted the importance of the facilitators and faculty. 
Analysis of their comments revealed the following common themes in order of 
fkequency mentioned: support and encouragement, style and behaviours and 
accep tance. Sample learner quotes follow : 

Support and encouragement: 
". . . great facilitators, great topics.. . " 
". . . most importantly - the people like you in leading us throughout the week." 
". . . the honest communications and the shcerity of the instructors." 



7. Coaching and Support: 

Eleven respondents (14%) noted the importance of the coaching and support they 
received. Analysis of their comments revealed the following common themes in 
order of frequency mentioned: support and encouragement, goal achievement and 
outcornes of support. 

Goal achievement: 
"The ropes course made me reaLize that with sincere support, people can be 
motivated to achieve goals thought impossible." 
". .. all members of the team were supporting equally the achievements of 
others." 
". . . with encouragement and support of everyone in the group it enabled those 
individuals to face the challenge and succeed." 

Confidence and Self-Esteem: 

Seven respondents (9%) noted the importance of confidence and self-esteem. 
Analysis of their comments revealed the following common themes in order of 
frequency mentioned: gained personal confidence and a n  abdity to do new things 
as a result of the confidence. 

Gained personal confidence: 
"... it has given me confidence and enabled me to do things that 1 wouldn't 
have done ... like take all these courses that ATB wants." 
"Gave me the conndence to try the new ideas at work." 
"1 learned ... 1 can still (at age 47) learn - 1 was '&aid' I'd be too old! 1 
learned, learning is a lifetirne experience, now I'll NEVER stop!" 

The research results indicate recurring themes reported by respondents when 
describing what made their learning experience mernorable. These h h g s  
strengthen the quantitative results reported, specifcally with respect to support 
and concern, self-confidence, group mix, facilitators and faculty, teamwork and 
interactions with others. The top sixteen thernes reported, in order of fiequency 
noted are illustrated in Figure 10 on the following page: 



-- -- --- 

Figure 10. Reflection Question (b) - Recurring Themes 

The third qualitative question asked in the Program Survey was: 

C) How has this memorable experience translated into changes in your 
leadership behaviour on-the-job? 

Eighty-two respondents (93%) commented in section (c) of the Reflection questions. 
In descending order of frequency, four areas were specifically noted a s  follows: 

1. Encouragement, Support and Teamwork: 

Fom-two respondents (51%) noted the importance of providing encouragement, 
support and teamwork. Analysis of their comments revealed the following 
common themes in order of frequency mentioned: need to give and receive 
encouragement and the importance of teamwork, understanding the impact of 
own behaviour, need for inclusion, need to analyze before taking action, need to 
listen more, increased self-confidence, increased empowerment and delegation, 
hope for the future and more positive attitude. Sample learner quotes follow: 



Encouragement and teamwork: 
"Staff are making good decisions and fiequently comment on the terrifïc 
environment in our office. The funny thing is, it has not been dificult to make 
changes!" 
"1 believe learning more about myself as a leader has helped me relate to my 

staff better. 1 try to work with them as a team and guide them through each 
new experience." 
"1 have a new appreciation for teamwork and the potential of others." 
"Since 2000 I have actively tried to be more open and honest about both 
thoughts and feelings in the workplace.. ." 

a "1 am more concerned with team effort than individual effort and it is paying 
off with fewer staff needed and more sales." 

Impact of own behaviour: 
"1 try to follow a consultative management se le ,  allowing CO-workers to 
manage hisher job with myself acting as a coach." 
". .. more comfortable with empowerment and delegation of authority." 

"Having just received my second 360 feedback, 1 have noticed a definite change 
in rating as well as  a more consistent rating between raters." 
"It makes a person take a good hard look at thernselves.. 1 didn't like what 1 
saw so I changed it.. . " 

Self-confidence: 
"The challenge and victory of that day [outdoor ropes course] has had such a 
positive affect on my self-esteem and coddence." 
"Helped give me cofidence in my leadership abilities.. ." 

a "1 have become more comfortable with the fact that 1 am a working mother and 
1 can be as effective as a manager in a 9-hour work day rather than 12 hours a 
day. This makes me more confident in my roles as manager/mother." 

2. Staff Involvement: 

Twenty-seven respondents (33%) noted the importance of involving staff more. 
Analysis of their comments revealed the following common themes in order of 
frequency mentioned: need to listen to staff more and to relate better with them, 
need to provide a n  environment for encouraging input and feedback, increased 
staff decision-making, need for more teamwork, more positive about change and 
more self-cordidence. Sample learner quotes follow: 

Listen more: 
"1 encourage people to think things through and I listen to their suggestions. 
"Respect others7 input more today than one year ago . . . better listener." 
"1 listen far more than 1 did and use the talents of the many staff to the 
advantage of the Branch." 



Increased staff decision-making: 
"I've learned to include all members of the staff, get ideas, and let them 
implement the best of those ideas with minimal supervision by me." 
"Staff are making good decisions.. ." 
". .. try to implement more of my employees' ideas." 
"Staff feel that they have a voice in the operation of the branch and therefore 
show some entrepreneurid attitude." 

3. About Own Behaviour: 

Twenty-three respondents (28%) noted the importance of their own behaviour as a 
result of the Leading Toward 2000 program. Analysis of their comments revealed 
the following common themes in order of i?equency mentioned: need to manage 
own behaviour better, need to step back and analyze before making decisions, 
importance of teamwork and improved self-confidence. Sample learner quotes 
follow: 

Manage own behaviour: 
". .. to manage my personality better and not to be overly aggressive all the 
time." 
".. . under times of stress or conflict, 1 have changed my style ... now 1 try to 
move to the centre [hub] where I can draw on all three styles." 
"... they notice that 1 have a greater appreciation for everyone, whatever they 
decide to pursue.. . encouragement, trust, confidence." 

Step back and analyze: 
"When we have conflict, 1 now take some t h e  to engage my brain before my 
mouth . . . 1 ask myself, is it worth it?" 
"1 have learned at times it is better to fully analyze and prepare instead of 

jumping into something without knowing dl the pertinent info." 
"1 am much better in times of conflict as 1 can step back, recognize my own and 
others' behaviour and make the necessary adjustments so a satisfactory 
conclusion can be reached. .. 1 do not believe I would have my current [new] 
position without this course." 

4. Leadership Styles: 

Eighteen respondents (22%) made reference to their leadership style. Analysis of 
their comments revealed the following common themes in order of fkequency 
mentioned: need to manage own behaviour better through self-awareness, need 
for teamwork, need to encourage others, improved self-coddence, affirmation of 
current leadership style and the importance of becoming a better listener. Sample 
learner quotes follow: 

Affirmation of current leadership style: 
"1 believe 1 have taken on a leadership role and have demonstrated strength in 
this area." 



". .. the Banff course has  helped me to understand my leadership style and 
adjust it to suit the situation." 
"1 feel 1 have truly been demonstrating leadership vs. management every 
day.. . 91 

"... 1 have a greater awareness of the world we operate in and how difficult it is 
to bring it all together ... the Banff experience infiuenced the way 1 approach 
every day, and the progress in the learning contract just seemed to happen." 

The research results indicate recurring themes reported by respondents when 
describing how the mernorable learning experience fkom the Leading Toward 2000 
program has translated into changes in their leadership behaviour on-the-job. 

These h d i n g s  support and enrich the quantitative results reported, specificdy 
with respect to the need for encouragement of others and teamwork, impact of own 
behaviour, and becoming a be-tter listener. The top twelve themes reported, in order 
of the fkequency noted are illustrated in Figure 11 below: 



Focus Group Meetings and One-on-One Interviews 

To enrich the program survey data, focus group meetings or one-on-one interviews 
were conducted with volunteer respondents fiom September to December, 1998. 
The purpose of these face-to-face dialogues was to understand further fkom the 
learners how they experienced their learning and the mernorable incidents noted in 
their program sunreys (Brookneld, 1990). The interviewer used direct questions 
and probing comments to clarify statements offered. In addition, the researcher 
synthesized and summarized the themes offered to ensure personal biases, values 
and experiences were kept to a minimum (Bramley, 1997). The focus group dowed 
respondents to build on each other's ressonses and care was taken to ensure a safe, 
empathetic and participative environment was fostered. 

The focus groups and one-on-one interview data both support the program s w e y  
responses reported earlier and also provide new insights, as shown in Figure 12 on 
the following page. Further quantitative data is reported in Table C12, Appendix C .  
A number of unanticipated themes emerged during the face-to-face dialogues, which 
did not surface during the written sunreys. Elaboration on these items follows. 

Thirteen Unanticipated Themes 

1. Persona1 Impact: 

Th~rty-nine references were made by learners about the personal impact of their 
Leading Toward 2000 experience. This finding was an unanticipated, yet a 
compelling theme expressed during the face-to-face meetings. Individuals 
expressed their feelings and thoughts about personal transformations resulting 
fiom their participation in Leading Toward 2000. They reported, for example: 

Being better parents: 
"Leading has helped all around. It was a great course to make me a better 
leader a t  work and to make me a better dad." 
"You see your kids behave in certain ways and you see some of your worst 
characteristics and you see some of your best too and you are not very proud 
when you see the worst, so I'm a lot more conscious of that - and I think it's 
been in the past year and 1 don't want to let my son down." 

Being more focused on their personal relationships: 
"And things that 1 talked about when 1 went home -- my husband and 1 
talked about a lot of things for a long time. We still have issues we need to 
get through but 1 have a sense of myself now. Why 1 do stuff the way that 1 
do and I'm more cornfortable with who 1 am.. 1 don't need to apologize for 
being boisterous or gregarious, 1 don't need to apologize for that that's just 
who 1 am and 1 guess that's OK. When I was encouraged to look inside it gets 
a Little disturbing." 



Figure 12. Focus Group Meetings and One-on-One Interviews Recurring Themes 

Re-evaluating: 
"It made me look at  my own personal life rather than just my work Me." 
"1 feel strongly about having a direction and having purpose and knowing 
where I'm supposed to go ... and I know now where I am supposed to go." 

Leading being the "glue" during change: 
"1 think that relationshp [learning partnerships] will continue on.. things 
like that fkom Leading Toward 2000 that 1 think are the extra glue that is 
holding us together in these tough times when we transfer a lot of people." 



Making personal commitments to change: 
"People that 1 was on the course with have quit smoking, they have lost 
weight, they are looking at their health ... that was part of the 
transformational things.. . real personal things for them." 

Overall benefit: 
"To sum up, everyone would agree that there was a lot of practical stufî we 
could use right away and it made a difference. It made a difference in the 
way we act, we think, do a lot of things. Everyone who goes to ths course is a 
better person for it after and if they are not, they missed it." 

Transformations: 
"That wasn't a course, that was a life experience, that wasdt a course." 
"1 think it is because you went into us and not work." 
"1 go home and my d e  said how was it, and 1 said, you have no idea . .. how 
do you explain?" 

2. Networks Established in Banff: 

The thirteen references to networks established in Banff was another 
unanticipated theme expressed during the face-to-face meetings. Individuals 
expressed their feelings about the people they met in Banff as "special people" 
who could help them, as follows: 

Across regions: 
"There wasn't a lot of people from our specific region.. . but still you have 
other regions to phone and you see how they're dealing with things ... that's a 
big advantage." 
"Someone else to c d ,  somebody hom a different region ... we're at a 
different point than they're at and we can ask how did you handle this and 
how did it go over with your st &..." 

For support: 
'Ws wonderfd to know that  you can call somebody up and Say 'you wonPt 
believe what happened', and they are going to commiserate with you." 
"Building up the suppoa system is important, knowing that if you run into a 
problem . . . you can Say on the phone, can you help us out?' 
"We are up here for a long time without our families and just together and 
you build some pretty close fkiends and close relationships over the term of 
the course that you are here for and it is difficult to Say goodbye." 

3. Lack of Organizational Support: 

Not ail of the unexpected themes were positive in nature. Eleven references 
were made to a lack of organizational support. Individuals expressed 
themselves, as follows: 



Little support: 
"1 see a lot of things that are not changing." 
"1 think one of the areas that has been dropped is the leadership and 
coaching; we have not forrnalized it; we need to coach more." 
"We have to be clear to share from above and below ... mixed messages and 
signals ... do not tell me this is a great course unless I see him coaching." 
"My manager did not respond." 
" ... I had a very unsupportive manager who believed the course was a waste of 
time. 1 believe m y  experience may have been different if supported by my 
manager. He had no interest in my learning and did not support it." 

Change is difiticult: 
"ATB has been around a long time and these fellows were not brought up in 
the culture we are looking at today . . . there are still some . . . that are having a 
struggle ." 
"Sometimes as  a leader you have m e n t d y  left the island ...y ou loose your 
focus and you bail .. I think it is because of the changing roles 1 have been in 
and lack of defFnition around those roles." 

4. Follow-up Lacking: 

Closely aligned with lack of organizational support, nine references were made 
to a lack follow-up. Specrfic comments follow: 

Challenge of follow-up: 
"The follow-up ... 1 gave that low marks ... 1 guess if 1 wanted it 1 shodd have 
been asking for it ... you may ask for it but you dont know where it fits into 
some else's schedule.. . " 
"1 think I had more folfow-up fkom you with the two phone c d s  than I did 
fkom anybody else, like 1 got out with my manager only once and then we 
were all busy." 
"If that  follow-up was there, personally, I would have ... more of it would have 
hung on." 

Implementation challenges: 
". .. Dodt take this the wrong way.. .Ifs not that 1 walked away fkom the 
Leading Toward 2000 and didn't do anything with it . . . I just struggled with 
the amount of time to do it as properly as  1 would like to do it.. ." 
". .. 1 did not receive any information or feedback fkom my manager ... when 1 
did not get it I stopped giving it to my people." 

5. Trust: 

Eight people referred to trust during the face-to-face meetings. Individuals 
expressed their feelings about trust, as follows: 



Fear of reprisal: 
". . . . Has been very helpful and very supportive and 1 guess that's why I'm so 
adamant when I hear discussions about people still being worried about 
reprisais and recrimination when they gïve people honest feedback." 
"We can be ourselves ... we can Say what we want to Say ... my 'red' coming 
out in me ... 1 am a nice person ... it's nice people can trust each other. It was 
safe, there was trust ... and thank you to you for lettùig us do this." 

A sense of trust: 
"1 am not sure 1 have that trusting relationship with him [my manager] yet 
. . . to give him that feedback." 
"1 think 1 got it fkom the leadership program, the teamwork, the trust and 

they live that ... have to start being accountable ... if 1 have a problem or 
concern, 1 have to let someone know or it's not going to get fixed." 

Leading Became a Part of M y  Life: 

Eight references were made to Leading becoming a part of the participant's life. 
Specifïc quotes follow: 

Doing things differently: 
"I'm doing everything t o t d y  different than 1 was a year ago." 
"This has definitely been a benefit for my lif'e, period . .. to make myself sit 
down and look at my 5 year plan." 
"1 think it really changed my life. Really. 1 wouldn't be the person I am 
today." 

Deep impact: 
"1 t aked  to him after ... we had our Leadership program and he said for him 
that time it was the closest thing to a spiritual experience that  he had 
experienced since his children were b o r d  
"How to describe that experience? 1 remember coming back to the branch 
and couldn't talk to my wife.. you can't relate to it unless you've been through 
it.. it was unbelievable." 
"It was life altering." 
"Growing up as a kid, 1 came &om a very strong Christian religious family. 1 
guess a lot of my beliefs and my tolerances are based on that. What 1 learned 
during that experience, during that the course ... I guess what 1 learned in a 
week replaced or, overcame what I thought 33 years of lifestyle or living and 
it kind of reinforced that and took it one step further. 1 don't mean to be 
hypocritical to my religion and maybe 1 realized that 1 wasn't a very good 
Christian or very tolerant of things .. . it certainly took it to the next step for 
me." 



7. Easy to Get Sidetracked: 

Eight references were made about how easy it is to get sidetracked when trying 
to implement the Leading concepts and tools. Specific quotes follow: 

Losing momentum: 
"1 went back with a one-month action plan and did everything on it, then got 
wrapped up in the branch, short stafTed, all those good reasons. Later on 1 
started to reflect on the learning.. 1 seemed to have lost sight for a while." 
"It's almost like you need another refresher after three months to pull you 
away fkom the branch and help you focus." 

The old ways: 
"The ability to carry the learning forward ... because you fall back to your old 
ways - the fallback position." 
"When time gets compromised you slide back." 

8. Confidence in ATB: 

Six respondents commented on their renewed confidence in ATB as a result of 
attending the Leading Toward 2000 program, as  follows: 

My career with ATB: 
"I've been very fortunate that I've been treated very well. I've been given a 
job and promotions ... I've been really lucky. In that respect, 1 feel that that's 
been good for me." 
"1 don7t think I'd have lasted as long i f1  hadn't gone on that course." 
"1 felt much more favourable about being in this organization - we are 
working toward a common goal, vision, mission, values, come to life and have 
increasing cofidence in the senior management." 
"... If this is the kind of dedication and cornmitment that the organization is 
showing to the people ... if yodre w d h g  to invest this into me, it just makes 
me feel, hey, it is a pretty bright future." 

As a cultural element " 
"...The ATB Wayandthe Leadingprogram ... itisapriorityinourregion 
that we send all  our new people on these programs. Leading is a program 
that cannot stop because it teaches people about ATB's culture, vision and 
everything." 
"Running this course was the key process to starting the change process at 
ATB - exploring new frontiers, even more than sales training." 

9. Better moralelattitude: 

Six respondents spoke of better morale and attitudes, as follows: 



With the staff: 
"Because they see it working ... they see totals going up.. they see staff 
happier.. . because it makes everyone's day that much easier ... it is a very, 
very distinct pattern that I've seen over the past year." 
"People are more excited ... they've never felt like anyone truly cared before 
and 1 think it's a lot of things we've picked up fkom the Leadership course." 
"Two negative staff members became positive." 

10. Importance of being sent on Leading and self-image: 

Four respondents specificdy commented about the importance of being invited 
to participate in the Leading Toward 2000 program. 

Me as a leader: 
"It .. . p d e d  everything together so that it made us believe we were leaders. 
It gave us more, because of the lack of training in the past we sort of took 
every day as, oh well, we're starting again now where do we go." 
"OK the Company has sent me on a course, it's costing them a bundle of 
money so they must have some sort of faith in me." 
"... 1 don't know how good 1 am because I haven't had any feedback, but then 
1 look around and they're sending me on these courses ... 1 must be doing 
something right." 

11.Leap of Faith metaphor: 

Four respondents spoke about the "leap of faith" metaphor, as follows: 

As a rnetaphor to make personal changes: 
"1 remember him trying so hard to jump off that pole and he just couldn't do 
it ... it was hard for him ... the rest of the guys did it and he didn't ... I am 
certain it was in his mind that he couldn't go where the organization was 
going and not being able to take that leap had an effect on him . .. he left 
ATB ." 
"This course helped her to resign within three months after returning ... she 
knew this wasn't an organization that she wanted to work for ... nothing 
personally, just she didn't want to bend to what was going to be expected of 
her in the future 

12. Spouse involvement: 

Four respondents spoke about the importance of having their spouses involved 
in their learning, as follows: 

Hard to explain: 
"1 was just lost. I go home, and my wife said how was it, and I said, you have 
no idea . . . how do you explain?" 



"1 think your spouse has to buy-in - in as to what Treasury Branches is doing 
also*" 
"My wife and 1 did the SDI together ... we got a great deal out of it." 

13. Importance of values: 

Three respondents specifically mentioned the importance of values during their 
learning experience, as follows: 

The importance of values: 
"...Values are so important, not just at  work, but in everyday Me and when 
you can work with people like that it's a real bonus." 
"...The type of facilitation you do, and the type of values and feelings you bring 
to it ... you lend that program so much ... it is the most wonderful thing." 



Study Conclusions 

The researcher has identiiied nine key conclusions, as follows: 

1. Leaderneamer know thyself: 

"Although most successful leaders may have the necessary qualities, they are 
not likely to have developed the full battery of technical and people skills 
required to lead and empower other leaders to transform their organizations into 
winners in the globally cornpetitive new d e n n i u m . "  (Anderson, 1998, p. 5) 
"Among several hundred managers from twelve different organizations, accuracy 
in self-assessrnent was a hallmark of superior performance, sornething poorer 
performers lacked." (Boyatzis in Goleman, 1998, p. 64). 

Participants in the Leading Toward 2000 program sought self-awareness 
through the components and modules provided. Frequent reference was made to 
the INQ Thinking Styles Profile, TRG McBerMay Learning Styles Inventory, 
the Strength Deployment Inventory, the 3600 competency map, the Leap of Faith 
and the Commitment 'V, and the importance of participant and facilitator 
feedback. Participants commented about increased understanding of self and 
the need to shape their own behaviour. "For an individual to decide to use or 
develop his or her own leadership qualities, the fist step is learning how to 
recognize them." (Pearman, 1998, p. ix) 

From an adult l e a r M g  perspective, Clark (in Merriam, 1993, p. 47) notes ". . . 
that transformational learning produces more far-reaching changes in the 
learners than does learning in general and that these changes have a signincant 
impact on the learner's subsequent experiences. In short, transformational 
learning shapes people; they are difîerent afterwards, in ways both they and 
others can recognize." There is support in the literature that transformational 
learning is often linked to individual developrnent and the result is a positive, 
growth-enhancing experience. 

Respondents noted increased self-confidence, increased abiliw to take risk, to 
speak up, to offer ideas and to share information more comfortably with others. 
This sharing, they suggest, has resulted in better morale, increased staff 
involvement and development of both individual and collective knowledge w i t h  
the organization as it continues to 'recharge and ready' itself. 

2. The value of customized programs: 

Analysis of many variables such as tenure, gender, position, tenure in position, 
thinking and learning styles, SDI profiles, organizational culture, history and 
organizational outcomes all need to be considered to ensure a leadership 
development program is successful. Of primary importance is connecting the 
learning outcomes to the organizational culture and strategic initiatives. 



Conger's (1992) integrated fkamework of successfd elements in leadership 
training include skiu building, conceptual development, persona1 growth 
experiences and feedback. The Leading program included ail four elements. 
Given the generally pragmatic and experiential nature of adult learners 
(Knowles, 1980) and ATB learners spec5cally, applied learning or ski11 building 
is one key to the Leading program's success and to future programming. This 
hypothesis holds true in analyzing the Systems Thinking module, which had the 
greatest post-program increase in impact on learning. On the other hand, for 
some learners, reflective learning through a Learning Journal was powerful. 

A well developed program must be open to change and allow for flexibility, based 
on learner and organizational needs. The ability of the facilitators and faculty to 
spontaneously customize, or tweak the program to suit the needs of the leamers 
is critical as well. Csikszentmihalyi (1988) suggests that by finding the optimal 
match between skill and challenge, outcornes of learning, attention, memory and 
motivation can all be enhanced. 

Customization is a key factor in maximizing the transferability of concepts and 
skills post-program. Roland, Wagner and Weigand (1995, p. 203) assert that 
Kolb's theory-building step (abstract conceptualization) is the ". . . critical step to 
the transfer of learning", based on the norms, values, beliefs and attitudes of the 
organization. Small group work is a way to make sense of the theory presented 
and "... should lead to active experimentation on the job, thereby increasing the 
opportunities for transfer". Recognition that ATB learners have a high 
preference for srnall group work ensures that it is a key learning methodology in 
future program design. 

Not all components introduced in the program will have the same impact post- 
program, for example, learning journals and formal learning partnerships after 
the program decreased in impact for most learners. Learning is personal, 
present and continual (Vaill, 1990) and learners will utilize those components 
they can apply in their own situation. Introducing a new way of learning, for 
example, reflective observation through a learning journal is one way to help to 
overcome potential learning shortcuts. This tool may add value during the 
program more than post-program. Similady it would appear the informa1 
learning network established at Banff had a higher impact than the more 
formalized in-program learning partnerships for some learners. 

To maximize a program's potential t o  succeed, a collaborative partnership must 
be developed between the client organization, the provider of the program, the 
design team, the f a c a  and the individual. Level one program evaluations 
fkom each program, learner insights and corporate requirements must be 
incorporated into each subsequent program to ensure optimal success. 



3. The value of experiential learning: 

Whether it is termed corporate experiential learning (CEL) or experience-based 
training and development (EBTD), "... the more levels of an  individual - 
emotional, imaginative, cognitive, and behavioral- are engaged by a learning 
experience, the more powerful the learning will be." (Conger, 1992, p. 167) 

Roland, Wagner and Weigand (1995, p. x) define corporate experiential learning 
(CEL) as an innovative practice that "... represents models, methodologies and 
processes that focus on individual, team and organizational development . CEL 
utilizes both indoor and outdoor learning environments with action-oriented 
activities, exercises and simulations which incorporate review, feedback and 
action planning." As evidenced in this research, common outcomes of 
experience-based training include both team-building and individual change. At 
the individual level outcomes include increases in acceptance to change, h trust 
in peers, in self-esteem, and in the ability to accept personal responsibility 
(Wagner and Roland, 1992b). 

The Leading program was successful in engaging all elements of Kolb's (1984) 
experiential learning framework and used this information in action cycles to 
continuously apply learnings in the program (Kemmis and McTaggart, 1988). 
The fïndings of this project support the use of experiential learning. The top ten 
components (overall ratings of 3.61 - 3.30) are all highly experiential in design. 
The top eight modules (overall ratings of 3.49 - 3.09) are also highly experiential 
in methodology. This quantitative data is supported in the qualitative responses 
to the sunrey, where the outdoor ropes activity, Ecosim, persona1 inventories and 
ATB case study received consistent positive commentary. 

The use of program surveys, focus groups and one-on-one interviews reengaged 
learners in their learning and ensured that ".. . participants take ownership of 
the results by directing the hdings and shaping the outcomes" (Dunnigan and 
Reid, 1999) of future programs within ATB. 

4. Facilitatorslfaculty and the environment they foster: 

"Good teaching cannot be reduced to technique; good teaching cornes fkom the 
identity and integrity of the teacher." (Palmer, 1998, p. 10) Techniques and 
processes aside, it is the teacher who has a large impact on learning and the 
learners. Teaching "holds a mirror to the soul", so ". . . knowing myself is as 
crucial to good teaching as knowing my students and my subjects." It is the ". . . 
human heart that is the source of good teaching." (Palmer, 1998, p. 2-3) 

The research supports the important and signifïcant role the facilitators and 
faculty had on the success of the Leading program. Results of the program 
components indicate that the highest overall rating was facditator support in the 
program (3.6 1). Analysis of the reflection questions shows frequent mention of 



support of facilitators and faculty, relationships established, encouragement, 
and acceptame- 

During the focus groups and one-on-one interviews, the importance of the 
program facilitators and faculty became even more evident. Sample quotes 
follow: 

". . . you are probably the best teacher I've ever had . .. 1 feel more comfortable 
talking to you than probably anybody we've had. You bring out the best in us 
... you make us  feel comfortable .. . you made big change in my Me." 
"... itis thefacilitatorsalot ofthe time ... thefïrst  daysays it &...y ou know 
it is going to be a good week ... the facilitators are getting you ready for the 
week, getting you pumped, getting your energy going." 
"... it is you a s  a person that  makes a ciifference ... it brings us a l l  together ... 
it would make a Merence  if it was m e r e n t  people doing it." 
". . . you had the attitude and the belief, the nurturing, passion . . . you bring to 
it the belief . . . you lend that  program so much, thank you." 

It is the întellectual, emotional and spiritual landscape tha t  is interwoven inside 
and outside the classroom that  fosters a n  environment of safety, trust, identity, 
integrity, authenticity, support, teamwork, and success. Intentionally creating 
those conditions is a critical competency of facilitators and faculty teams. 

Throughout the evolution of experiential and adult learning, learned writers 
such as Dewey (1938), Rogers (1969) and Bandura (1977) have spoken of the "... 
need for congruence, empathetic understanding, unconditional positive regard as  
well as active Iistening and valuing self worth ... conditions necessary for client 
change and growth." (Roland, Wagner and Weigand, 1995, p. 2) Facilitators and 
faculty must have intimate knowledge of the client organization and its strategic 
outcornes, the learners and their individual needs, in addition to being skiUed in 
understanding people. They, as  leaders, must also know themselves. 

Other researchers have supported the importance of the facilitator. In a survey 
conducted by providers of outdoor-based training m e r ,  1991a), it was found 
that ". . . the single most important factor in an  effective program is the skill of 
the facilitator/trainer" (quoted in Roland, Wagner and Weigand, 1995, p. 172). 
Wagner and Roland (1992, p. 2) conducted a two-year qualitative and 
quantitative study examining the effects of hard and soft skills of facilitators in 
a n  experience-based outdoor training and development program. They report 
that  individual and group behaviours ". . . appear to change positively after 
participation in these programs. One key reason tha t  has been given for this 
positive change is the ski11 level of the facilitator - both in the "hard" ski11 areas 
.. a s  well as the "soft" skill areas ..." 

Wagner and Roland (1992, p. 9) i d e n t e  three critical areas of knowledge 
required to be effective in leading experience-based training: "... process of 



activity skills, knowledge of human behavior/group interaction s u s  and 
knowledge of the business organization". 

5. Training initiatives m a y  have unexpected results: 

The hd ings  reported in data collection reflect some unexpected results fiom the 
researcher's perspective. Identified earlier in the report, such key elements as: 

The level of persona1 impact and transformation reported - the 
Leading Toward 2000 program became a part of people's lives, it was not just 
about ATB. It helped people to trust, to review their values and to feel better 
about themselves as people. 
Family relationships during organizational change - inalviduals 
experiencing tremendous workplace and personal change fuid it difficult to 
have shared conversations with partners or spouses when returning from a 
transformational learning experience. A lack of context exists. 
The Leap of Faith metaphor -the metaphor of the Leap of Faith meant 
different things to different people. For some it meant self-selection out of 
the organization. For others, it meant pushing personal boundaries. For 
many, it meant risk taking and cofidence building. Research supports that it 
is perhaps the intensity of the dramatic outdoor experiences that stay in 
learners' minds back in the workplace, providing a metaphorical carryover to 
acceptance of risk taking, trust and openness (Conger, 1992). The 
Commitment 'T' outdoor experiential activity was linked to trust, risk taking 
and relationship building with others. 
Confidence in ATB and in self- the references to increased self-image by 
simply being invited to attend the program and the increased confidence in 
ATB and its future direction were unanticipated hdings  for the researcher. 

6. Post program organizational support: 

There is support in the literature (Baldwin and Ford, 1988; Bramley, 1997; 
Kirkpatrick, 1994; Wlodkowski, 1985, Aubrey, 1994) of the importance of 
organizational support for effective and continued transfer of learning on-the-job 
after a learning event has occurred. 

Kirkpatrick (1994) asserts four conditions are necessary for behaviour change to 
occur - the person: must have a desire to change, must know what to do and how 
to do it, must work in the right climate and must be rewarded for changing 
behaviour. 

Baldwin and Ford (1988, p. 63) in their critique of existing transfer research, 
suggest conditions for transfer include both the ". . . generalization of learned 
material t o  the job and the maintenance of trained skills over a period of time on 



the job." In their mode1 of the transfer process they suggest framework that 
includes: 

Training inputs: including trainee characteristics, training design and work 
environment 
Training outcornes: learning and retention 
Conditions of transfer: generalization and maintenance 

Important linkages exist between these three critical areas to enhance the 
transfer process. Post training processes such as goal setting and feedback are 
shown to increase learner motivation, p articularly if used together. Work 
climate, supenisor support, job relevance of the training and many other factors 
enhance the transferability of new learning. The research in this area is 
evolving. 

The formal tools and processes provided during the Leading program (learning 
contracts and action plans, post-program letters, follow-up telephone calls, 
learning partnerships and 3600 competency mapping) are a start. When an 
organization is undergoing massive change, it is easy to get sidetracked and a 
more formal S a s t r u c t u r e  may be required. New competency development 
needs reinforcement. The opportunity to try learned behaviours on-the-job and 
receive workplace support and feedback helps operationalize and maximize the 
value of the leadership development program. There was some evidence that 
this has not consistently occurred for all participants yet. 

Goleman (1998, p. 120) states, "The more support employees feel fkom their 
organization, the more trust, a t t a chen t ,  and loyalty they wiU feel, and the 
better organizational citizens they will be." 

7. Competency Development: 

Boyatzis (1982, p. 254) describes the six stages necessary for competency 
development to occur: recognition of the competency, understanding of the 
competency relevant to the role, self-assessment, experimentation with the 
cornpetency, use of the competency and application in job situations. 

The Leaduig program provided many of these six stages through the various 
program components and modules. Specincally, the value of the diagnostic tools 
and the 3600 competency map used within the program supports the theoretical 
underpinnings that to develop cornpetencies in leaders we must, ". . .buiid 
awareness h s t ,  change behavior second." (Cashman, 1998, p. 187) 

Learners reported their new found self-knowledge meant a higher level of 
competence in their problem solving and decision making. They took the time to 
analyze more systematically before reactuig to a situation. This is important 
learning, particularly for those who are pragmatist thinkers and converger 



learners (as detailed in A p p e n h  C, Figures C5 and C6). Being a better listener, 
encouraging others, and sharing information resulted in increased self- 
confidence. 

"Superior performers intentiondy seek out feedback; they want to hear how 
others perceive them, realizing that this is valuable information. That may be 
part of the reason people who are self-aware are also better performers." (Nilsen 
and Campbell in Goleman, 1998, p. 67) "Self-awareness is a building block of 
commitment. Employees who know their own guiding values or purpose will 
have a clear, even vivid sense about whether there is a 'fit' in the organization. 
When they feel a match, their commitment is spontaneous and strong." 
(Goleman, 1998, p. 120) 

8. Organizational culture change and previous training history: 

The history of an organization, its culture, its past reward and recognition 
processes, its past training and learning opportunities all impact on learners. 
In ATB's recent past external training and "soft skills" such as leadership 
development were infkequent. "One of the greatest challenges facing 
organizations today is how to retool and reinvigorate organizational cultures 
after sustained periods of retrenchment, reorganization, and turmoil." (Vicere 
and Fulmer, 1996b, p. 30) 

ATB's CE0 Paul Haggis stated on January 27, 1999, that The Banff Centre 
programming was making a Merence and " ... the Banff courses are a part of 
your growth. Signifïcant change of people in attitude and self-confidence is 
occurring in ATB." He further indicated, "Our training centre is The Banff 
Centre - one of the finest in the world." With ATB's investment in learning, a 
learning organization culture to support the sales culture would seem a n  
appropriate evolution. 

As ATB moves to ensure the best f i t  between individuals and the positions 
available, capturing the teachable moments in people as they change roles is 
crucial. The survey results indicate that 50% of respondents had been in their 
current job position less than two years. The acquisition of new cornpetencies to 
adapt to changing circumstances may have played a part in their readiness for 
learning (Cross, 1981). Lindeman (1926, p. 6 - 9) ties the meaning of adult 
education to experience: "The approach to adult education will be via the route 
of situations, not subjects" because "... the resource of highest value is the 
learner's experience ." 

The rich culture and history of the organization needs to blend with the new 
organizational stories and rituals. ATB commits to "... retain the best people in 
the business, and to give them the training they need to provide service to our 
customers and to serve them well." (Rechareed and Readv, 1999, p. 9) 



9. Learning in an Off-site Retreat: 

Offsite learning, particularly in the Banff environment, affords learners the 
reflection, networking and integration time to look at learning and their lives 
differently . 

Vicere and Fulmer (1996b, p. 257) note in their seminal work on strategic 
leadership development, ". .. participants often report that it is easier to change 
their own paradigms and see things hom a different perspective when they are 
'on sabbatical' in the midst of a bustling academic environment." The Banff 
Centre for Management offers such an environment. 

The research results indicate that forma1 learning partnerships may not be kept 
updated post-program. However, cohorts who attended the Leading program 
together often established electronic bulletin boards, organized luncheons and 
kept the lines of communication open post-training through a variety of vehicles. 
ATB may have an opportunie to enhance the value of these relationships 
through a more formalized process, such as peer mentoring. 



Study Recommendations 

This study has been a true testament to the value of action research. The fhdings 
provided throughout the research tirnefkame have informed the very successfÜk 
second year of programming for Alberta Treasury Branches a t  The Banff Centre for 
Management. 

A collaborative process was used to develop the recommendations and incorporates 
many diverse variables, as follows: 

the strategy, history and culture of ATB, 
the vision and fbture direction of ATB, 
the uniqueness of the learners, 
the learning processes and tools, 
the collaborative partnership developed between ATB, The Banff Centre for 
Management, the program designers, and the faculty team, 
the observations, beliefs and spirit of the researcher. 

Study recommendations have been written for three audiences, as follows: 

A. For Sponsoring Organizations: 

1. Leadership development prograrns such as Leading Toward 2000 
may result in unanticipated individual and organizational outcornes. 

From this research project, some specific recommendations ATB may wish to 
consider addressing are the following: 

Provide a condensed version of the learning for spouses or partners to  
maximize transferability and reduce stress encountered during learner re- 
entry (it is recognized this may not be feasible due to budget limitations). 
Provide vehicles to open the lines of trust and reduce the fear of reprisal 
in the organization, such as fiequent face-to-face dialogue and 
communication sessions, anonymous on-line 'suggestion' areas, coaching 
strategies modeled by leaders, etc. 
Design follow-up sessions or reinforcing strategies for learners to continue 
to use the concepts in their persona1 lives (i-e., work and life balance 
sessions, life planning, values discovery, reflection activities). 
Encourage people t o  feel a continued sense of confidence in ATB and its 
direction through participation in planning, implementing, monitoring 
and celebrating ATB's continued progress toward its vision and business 
goals (by putting their leadership cornpetencies into action). 
Ensure attendees of the Leading Toward 2000 program are explicitly 
aware of the ATB's cornmitment to  them pre- and post-pmgram and the 
expectations of them in return, through individualized coaching provided 
by their immediate leader. 



Communicate that some unintended consequences, such as self-selection 
out of the organization, can be a positive result, for both the individual 
and ATB. 

2. Post-program organizational support must be formalized to 
maximize the value of the leadership program. 

Leverage individual learning into team and organizational knowledge 
creation within ATB. From this research project, some specinc 
recommendations for ATB to consider are: 

Develop a strategic systems approach to maintainhg post-training 
momentum. Further research is required to establish optimum processes 
and tools. Options may include: job rotation, special task forces or 
project work, on-the-job training, facilitating or teaching opporturüties, 
coaching, mentoring and increased feedback. (McCauley, Moxley and Van 
Velsor, 1998). 
Establish formalized post-training networks or a l u n i  groups within ATB 
to build intellectual capital across boundaries in the organization, using a 
variety of vehicles (i-e., electronic, face-to-face, written newsletters, social 
events). 
Ensure immediate managers have explicit accountabdity to coach 
participants pre- and post-learning events to maximize the on-going value 
of the learning. 
Formalize in-program learning partnerships with specinc post-program 
accountabilities or perhaps 'peer mentoringy. 
Promote individual coaching and consultation sessions to coach goals and 
action plans set during the program, using internal and/or external 
facilitators. 
Provide shorter length "booster sessions" to prevent relapse into old 
behaviours, perhaps using previous attendees as mentors to more recent 
participants. 
Develop a resource group within ATB to act as  internal support for 
learners' post-program competency development, using the Corporate 
Learning Centre, Human Resources or other available resources. 
Measure what matters - use recognition and reward processes to 
acknowledge growth in leadership and learning competencies. 

3. Competency development and feedback initiated during a learning 
event need to be continued post-program. 

The Leading program introduced the process of 3600 feedback within ATB. 
Use of 3600 competency feedback c m  be a catalyst to behaviour change and 
should be used as  an on-going leadership development tool. Development of 
specinc behaviours through a competency assessrnent tool wdl d o w  learners 
to assess the gaps at the individual level for self improvement. At the 
organizational level, ATB needs to ensure that the 3600 competency 



harnework introduced during the Leading Toward 2000 program can be 
integrated into ATB's culture in a n  easy-to-understand format and in a 
manner that inspires confidence in individuals. 

Shaping its new culture means ATB must link the hture with the 
past to ensure it retains the best people in the organization. 

With its recent signincant ùivestment in learning, training and individual 
development, ATB has some future challenges: 

To establish a culture of a learning organization to support the proactive 
sales culture with a shared vision, common defuiition and established 
processes of needs assessrnent and evaluation. 
To overcome a history of S e q u e n t  training and development, while 
existing in the volatile financial services industry. Learners are 
overwhelmed a t  the magnitude of update required in both technical and 
non-technical cornpetencies. 
To ensure updated and motivated learners are adequately challenged, 
recognized and compensated to remain within ATB. 

Learning in an off-site retreat affords a higher level of reflection, 
integration and networking. 

Based on Kolb's mode1 (1984) and on action research theory, learning 
requires t h e  to reflect and to observe. Adult learners away fiom their 
homes and workplace distractions, tend to l e m  from and support each other 
in many ways. The assistance they offer each other during the  program 
translates into post-program support networks. 

Building in both formal (learnuig partnerships during the program) and 
informal networking t h e  (social activities, reflection tirne) provides an 
opportunity for people to "make sense" of their learning, contextualize it to 
their organization and pragmaticdy assess implementation of the concepts 
and skills. Allowing time within the intensive residency period for reflection 
and networking is important. The environment provided at Banff and The 
Banff Centre for Management has a positive impact on leadership 
development and leariiing. Both sponsoring organizations and program 
designers, faculty and facilitators need to consider this recommendation. 

B. For Program Designers, Faculty and Facilitators: 

6. Customized programs are crucial to successful leadership 
development. 

Designers must understand the unique context of the sponsoring 
organization and integrate these realities into the learning environment. 



Well designed programs must address the rich characteristics of the learners, 
their tenure, their gender, theV position, their challenges in the organization, 
and their needs as  unique individuals. Effective leadership development 
programs include the four essential elements of conceptual overview, 
feedback processes, ski11 building and personal growth experiences (Conger, 
19%). 

Research supports the company-specinc approach to leadership development. 
Outcomes of ". . . encouragement of teamwork, development of new lines of 
communication, and the clarification of organizational style, strategy, and 
culture", were reported by Vicere and Fulmer (1996b, p. 140) in these 
perspective-building experiences and are recurrent themes in this research. 

7. Selection of facilitators and faculty for the program are crucial to 
the success of the program. 

To create a true learning community, the teaching team must relate with 
persona1 authenticity, be cornfortable with self-disclosure, understaad the 
uniqueness of individual participants and be nonjudgmental and 
nonprescriptive in their dealings with learners (McCauley, Moxley and Van 
Velsor, 1998). They must be able to integrate the course components and 
modules to the diverse group of participants, inclusive of tenure, gender, job 
position and tenure in job position. To understand the organizational 
challenges experienced by the learners requires a flexible, encouraging and 
supportive manner. Above all, they must start fkom a philosophy of 'leader 
know thyself'. 

8. Experiential learning, both indoor and outdoor, are critical 
components to a transformational leadership development program. 

This methodology is particularly important when working with action- 
oriented (Kolb, 1984, Buller et al. 1991, Brookfield, 1986) adult learners. If 
outcomes such as increased acceptance to  change, trust in peers, increased 
self-esteem and acceptance of persona1 responsibility are important, 
experiential learning is an important process to incorporate within the 
learning event. 

9. Build self-awareness and self-assessment tools early into leadership 
development programs. 

I t  is possible to help individuals become better learners and awareness is the 
catalyst. Leaders and learners need to know how they learn, how they think 
and their preferred leadership style (Bruvhold e t  al. 1983, Harrison & 
Bramson, 1982). Increased self-esteem resulting £rom 3600 feedback and self- 
assessment ". .. enhances people's ability to learn fiom experience because it 
builds their ability to see new perspectives without threatening their current 
perspectives." (McCauley, Moxley and Van Velsor, 1998, p. 260-261). 



C. For Individual Learners: 

10. Prepare yourself for transformational learning by being open to new 
experiences, new competency growth and perhaps unanticipated 
learning. 

It is not possible to anticipate the individual and unique outcornes from a 
transformational learning experience such as the Leading Toward 2000 
program. Vaill(1989, p. 34) suggested the importance of shelving "one's 
conpetence in favor of an openness to the new." In closing this section, it is, 
perhaps best heard in the words and the voices of the leamers themselves, as  
follows: 

"The experience brought out the fears, refïned me by the challenge - gave 
me hope for the future.. . thanks for the experience!" 
"Leading Toward 2000 was the first step ... the first step is u s u d y  the 
most important and memorable." 
"1 now think and act 'outside the box' more often and better. 1 have found 
talents that I assume I always had but seldom used." 
The changes ". . . involved taking a fkesh look hom outside my circle, and to 
really evaluate and reevaluate my leadership style and skills.. .I have 
been 'forced' to review my learning contract on a regular basis, and adjust 
my cornpetencies and behaviours accordingly ... Yes, 1 could write a novel 
on these changes.. . 37 

"The word that 1 have used to describe my experience in Banff has been 
'spiritual'. 1 cannot recall a week where 1 felt so totally immersed in what 
1 was doing, and being aware of what was going on around me. In fact, 
the bus ride out of Banff, oddly enough, is memorable in that 1 felt like I 
was letting go of the experience, wishing that it didn't have to end. This 
became my life for a week ... nothing compares to the way 1 became so 
totally engaged in the experience of Leading Toward 2000." 



CHAPTER FIVE - RESEARCH IMPLICATIONS 

Organizational implementation 

The Alberta Treasury Branches (ATB) and The Banff Centre for Management 
(BCFM) have been provided with ten recommendations as a result of this research. 
While the focus of the recommendations have been geared directly to ATB, there are 
implications for The Banff Centre in providing leadership development strategies 
for ATB and for other organizations. 

The Alberta Treasury Branches 

It is recognized barriers may exist for ATB to implement all the recommendations 
provided in this research. It is also recognized that the researcher is external to the 
ATB organization and may not have all of the pertinent information. 

There is s i m c a n t  volatility in the financial services industry today. ATB has 
envisioned its future of "independence" fkom its government history over the next 
few years. These variables and others require the on-going change of culture and 
development of leaderly learners. 

Choosing The Banff Centre for Management as their preferred partner appears to 
have been a wise one. Many h a n c i a l  institutions have invested considerable 
money in recent years building and resourcing their own learning establishments. 
The success of the ATBlBCFM partnership has been evidenced at many levels 
within ATB. The evaluation of the off-site customized program components, 
modules, facilitators and facdty appear to support and are consistent with the 
recornmendations. Program Outcomes (Appendix A-1) developed for the Leadmg 
Toward 2000 program appear to have been successfully accomplished, as evidenced 
throughout this research project. 

From a systems approach, the Leading Toward 2000 program is only one part of the 
system. The focus of this research is to help ATB learn what interventions make a 
difference to participants' learning and their ability to demonstrate that learning on 
the job post-training. 

ATB needs to implement a strategic approach to support a culture of organizational 
learning in a formalized manner. The organization is alrea6y an  organization 'in 
learning'. Learning organizations must be championed fkom the top to encourage 
learning throughout the organization, demonstrate organizational capacity for 
change, r e d e k e  organizational structure, culture, job design and mental models, 
encourage widespread participation, and promote systemic thinking (Watkins and 
Marsick, 1993). 



Within the hamework of a learning organization, strategy can be developed to 
support a proactive sales culture in the most effective and efficient manner. It is 
recommended that to maximize theV existing development investment and to 
benefit in the future, ATB needs to formalize the role of learning in the 
organization. Organizational outcornes need to be articulated on which to build a 
true learning culture. Further analysis would be required, however, such a move 
might include such processes as: needs assessment, post-program support and 
o v e r d  learning evaluation a t  the individual, team and organizational level. 

Developing a strategic approach to learning vs. training, ATB can ensure that the 
Leading Toward 2000 program and all other learning interventions provide the 
highest level of return, a t  the individual, team and organizational level. With the 
year 2000 only nine months away, a 'refreshing' of the Leading Toward 2000 
program may be appropriate. Without a n  integrated approach to organizational 
learning, ATB may not reach their vision and aggressive growth targets. 

The Banff Centre for Management 

The Banff Centre for Management has a unique opportunity to use the research 
h d i n g s  provided in this report to continue to enhance their partnership with ATB 
as weIl as to help other client organizations. 

BCFM deserves to be proud of the success of their learning hamework which 
incorporates competency focused learning, 3600 feedback, innovation and creativity, 
experiential learning approaches, diverse faculty and integrated follow-up 
processes. 

One area for BCFM to M h e r  help their clients is in post-program support, as 
noted within this research. Client organizations embroiled in cultural change and 
environmental turmoil may not have the interna1 resources to maximize transfer of 
the learning. To add value to its client relationships, BCFM needs to consider how 
to provide a higher degree of post-program consulting a t  a strategic level. 
Hypothetically, this support could add value to the impact learners perceive fiom 
specinc program components and modules such as: the Follow up Telephone C d ,  
Learning Partnerships after the Program and Re-entry Planning. New processes 
such as individual or one-on-one coaching may be an area client organizations 
would consider a value added to theY relationship with BCFM. 

The pre-course package was one of the five lowest rated items in the program 
components. This may be another area where BCFM can be instrumental with ATB 
and with other client organizations. Examination of how to make the pre-course 
more meaningfid in terms of tirne spent and understanding gained of the process 
may be required. A simpMed process, with solid up-front organizational support, 
may reinforce the value of the pre-course activities. BCFM can help ensure the 



learners are better prepared for the learning event through specific on-going 
dialogue with and cornmitment of sponsoring organizations. 

To accommodate these expanded client s e ~ c e s  and enhanced learner outcomes, 
both pre- and post-program, BCFM will need to ensure an interna1 support 
S a s t r u c t u r e  exists, 

The faculty and facilitators contracted to support client organizations are key 
elements to BCFM's on-going success. Establishing a reserve of talented faculty to 
draw upon will be an initiative for BCFM to consider. It  is important to ensure the 
faculty team have specitic knowledge of client organizations, their current 
challenges and their learners. Program design, components, modules and processes 
need to continue to be customized to the unique learner needs and adapted as client 
organizations evolve. S f i c i e n t  up-&ont orientation and conti.nui@- are vital to 
achieve this goal. 

BCFM's vision is to continue to be the acclaimed leading centre in Canada and one 
of the top five in North America, in a financially self-sufncient marner. It must 
continuously recreate itself to meet the evolving needs of its clients in a very 
cornpetitive marketplace. Without creatively adding value to those relationships, 
BCFM may not reach its vision. 

Future research 

Review of the current literature and outcomes of this study point to a number of 
issues that warrant further exploration to understand this complex subject. These 
issues are represented as a series of reflective questions: 

What impact did the differing facilitators and faculty have with the program 
success? 1s it possible to determine th2 individual competencies, experiences, 
styles, and behaviours of faculty that most impact the effectiveness of the 
learning? 

What were the specinc events or processes that encouraged the transformational 
and veiy personal learning that was reported by many learners? Are these 
similar or variable across learners? 

What is the o v e r d  impact to ATB as  a result of the Leading Toward 2000 
program? It is possible to q u a n e  the organizational change resulting from this 
intervention, using Kirpatrick's Level IV fiamework? 

How do organizations encourage and provide a supporting climate for sustained 
individual lifelong learning? 

What insights can program designers glean fkom the component and module 
evaluations to ensure maximum learning impact occurs for a diverse group of 



adult learners, across varyuig development stages, ages, tenure, gender, job 
position and other unique characteristics? 

What impact does the group composition have on the outcomes of the learning, 
i.e., what mix of people mrurimizes the learning and post-program application? 

What additional information could be learned by correlating the success of 
program components and modules by individual thinking styles, learning styles 
and leadership styles? 

How have increased self-awareness and self-esteem specifïcally translated into 
behaviour change? 

What future insights can be learned by tracking this group of learners for a 
further period of time and re-administering a sunrey or using follow-up 
dialogues about their learning? 

What new learning, if any, would emerge by surveying the next seven groups of 
learners who completed the Leading Toward 2000 program over the timefkame 
March 1998 to January 1999? 

What information can be learned from those Iearners who did not participate in 
the program s w e y ,  focus groups or one-on-one interviews? 

Uihat information can be learned £rom participants who have left ATB? What 
impact, if any, did the Leading Toward 2000 program have on their decision to 
leave or on their subsequent future choices? 

What additional follow up strategies would learners suggest could be 
implemented by The Banff Centre or The Alberta Treasury Branches to further 
aid in the transfer of the learning? 



CHAPTER S M  - LESSONS LEARNED 

Research Project Lessons Learned 

The opport- to work as a learner and an action researcher over the term of this 
research has been transformational for me. To quote ATB C.E.O. Paul Haggis, the 
"stars truly were aligned" for me in the sequence of events that led me to The Banff 
Centre for Management and The Alberta Treasury Branches. 

Here are the lessons 1 learned that may be helpful to future researchers: 

What Worked Well 

Having absolute passion for my research topic. What a motivating environment 
to be living on campus, working with the learners, exploring our learning and 
making sense together in an  action research mode. The positive feedback, 
anecdotal stories, heartfelt thanks 1 received made it all very worthwhile and 
extremely rewarding, even when the days and weeks were long. I feel 1 have 
had the benefit of learning the most throughout this process - about leadership, 
about systems thinking, about teams, about trust, and about authenticity. 

The value of teaming with a CO-facilitator who was a constant inspiration and 
source of new knowledge creation as thernes and ideas emerged. The ability to 
dialogue with one who knows and cares about the learning was very rewarding 
and spiritual. 

AUowing others to help. Not always easy to do, but using support to transcribe 
the focus group and one-on-one meetings proved to be a great use of my time and 
energy. 1 was able to focus on analyzing themes and conclusions, rather than 
the actual inputting. As well, 1 asked and receive helpful ideas and insights 
fkom other facdty and facilitators often. 

Providing enough time and a cornfortable environment to "stay in the moment" 
during focus groups and one-on-one interviews. Creative scheduling was 
required as these meetings occurred in the midst of 14-hou facilitating days. In 
retrospect, these dialogues added a level of richness to the research that was 
unanticipated and fiuminating. 

Thanks to the previous MA LT graduates (MA LT 1) who shared their learnings 
during our second residency. Their insights were practical and the tools they 
recommended were easy to learn and essential, specifically: 

FileMaker Pro software proved invaluable to quant* mountains of data and 
seek recognizable themes; 



EndNote 3 software easily and quickly organized the burgeoning number of 
references, readings and notes that gathered during the research. 

6. Learning to 'let go' of some of the emerging mformation which, although 
interesting, was not vital to this report. My faculty advisor Nancy Greer was 
very helpful in counselhg me about the choices 1 needed to make both up-&ont 
and during the report writing. Step back and be objective about the sometimes 
overwhelming volume of data. 

What Could Have Worked Better 

Faster return of completed surveys. If 1 had received them earlier, 1 could have 
analyzed and provided focus groups and one-on-one meetings with tentative 
conclusions and ideas to "mb up against" (Aunis Hammond, 1996). This process 
might have initiated new perspectives in a second round of action learning. 

A higher response rate of program surveys. What could 1 have done to receive a 
higher level of survey responses? If 1 had sent a second program survey o r  e- 
mailed people directly, would it have increased the return rate and perhaps have 
yielded even more insights? 
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1. hprovcd interpersonal communication, group facilitation, individudgroup problem-solving capabilities 
of participaïîts. 

2. Individual leaders more capable of: 
understanding broder whole-sy stems management 
building on persona1 leadership, thinking. and learning style strengths while focusing on areas for 
improvement 
using creativity and innovation as an important source of value creation 
leading strategy processes that can deai with complexity and result in bener decision-making 

3. A thorough understanding of change dynamics and change leadership. 

4. Enhanceci ability to empower. delegate and coach team members. 

5. hproved ability to present self and information in a clear, concise rnanner. 

6. An irnproved network and relationship with team members by working through real life ATB challenges 
with an entrepreneurial/owner mind set. 



This leadership development effort by ATB will clearly establish the context for a renewed culture, and empha- 
size a set of operating values that wiil take ATB into the new millennium and beyond. 

As such "Leading Toward 2000" wiU start with an explicit review of the values and expectations outlined in 
your competency feedback process. We wiil then engage both knowledge acquisition and behaviourd praccice 
through action-leaming and expenenaal processes which engage al1 learning styles, provide feedback loops and 
allow for practice. shaping, and on going refinemenr Wherever possible, your competency improvemem areas 
should be able to be practiced three times-with opportunity for feedback provideci during the program. 

The Centre for Management believes that while we can create learning environmenu and opportunity ro develop 

one's competency. only the individual can ultimately direct their learning and engage themselves. 

This is a lot iike leadership itself. Leaders must step fonvard and assen themselves, yet they must also be will- 

ing to foiiow and engage expert resources to assist them in achieving their goals. 

We look fonvard to working with you on ATB's Leading Toward 2000. 



Saturday 
Aftemoon 

Evening 

L Sunday 
Morning 

Afternoon 

Introductory Session 
Overview, set the context for the program 
Apply results of individual leaming styles inventory to expenential leming mode1 
Develop appnciation and respect for individual differences 
Review use of comperency feedback and learning connact to establish leamer-centered 
accountability and focus 
Use and benefits of the program tools e.g. learning journals 

Learning Styles, Thinking Styles 
Leaming and ihinking styles inventory debrief and understanding your style and to h o w  
how to work with this information 
Determine how to effectivefy work with others' styles 
Establish l e h g  partner relationships 

Leadership vs. Management 
Cldxcation of management & leadership cornpetencies, roles in organizations, 
and focus for this program 

Systerns Thinking 
What is systems thinking and why is it cntical 
Strategic Planning vs. Business Planning vs. Day-CO-Day Leadership and 
your role in each of these 

Leadenhip Styles & Indoor Challenge 
Leadership sryle inventory completion and application to the workplace 
Establishing the relationship to thinking styles 
Assess our impact on others in the workplace 

indoor Leadership Challenge 
Creative thinking and teamwork exponential activity 
Srnail group work & debrief 

Developing an Entrepreneurid Environment 
What are the benefits and challenges 
How do you create this environment 
What leadership style supports this process 

W I N G  TOWARD 2040 

ALBERTA 'InEASURY BRANCHES 



Monday 

Morning Achieving Peak Performance 
Personai peak performance- follow-up to pre-work 
Understand the change process and appropriate leadership approaches at each stage in 
the process 

Aftemoon Empowerment, Delegation and Coaching 
Create an empowering environment for your staff 
Differences between empowerment and delegation 
Practice in providing feedback and coaching 

Evening 

Tuesday 

Morning 

Conflict Resolution and Negotiation 
Develop a frarnework for understanding how you react to conflict 
Exploration of alternative responses to conflict and whenhow to use 

Q Practice negotiation 

Outdoor Leadership Challenge 
Establishing Trust and a leadership 'content' 
Tearnwork and problem solving 
Practice coaching skiils and respect individual differences 

.* Debrief focused on taking leaming back to the workplace 

Afternoon Refiection 
Time to reflect on leaming and experience the Banff Park environment 

Evening Creativity and Innovation 
Creativity and i ~ o v a t i o n  as  a cornpetitive advancage 
How individuals and teams can reactivate their creativity 
Experience a workshop with Banff Centre artists 



Wednesday 

Morning Creativity 
Presentation of creativity findings 
Application of creativity elements to effectiveness in the workplace 

Simdation-Ecosim 
A sophisticated simulation to apply systems thinking, communication, teamwork and 

developing a resuits oriented perspective 

Thursday 

Moming & 

Aftemoon Live Case Studies 
Live case analysis wirhin ATB to reflect cunent challenges 

Application of program skiiis, communication. problem solving and reamwork 

Evening Presentation of Live Case Studies 
Presentation of solutions for assessment and added perspectives 

Debrief for application and eansfer of ideas to the workplace 
Practice making a presentation to your peers 

Friday 

Morning Re-entry PIanning 
Reflecuon and assessment of individual competency development 
Development of individual concrete action plans to guide progress back in the workplace 
Goals and timeiines established 



The Leadership Development Competencies documents you received in your pre-course material are a ver). 

important component in your overall professional development. The Core Competencies were identified chrough 
research with: 

front line leaders such as yourself 
executives who expressed the key competencies they felt most needed 

development in theu leaders 
past program participants 
faculty 
professionais within The Banff Centre for Management. 

For many participants. this started their leaming process before even getting to the course. Often ir is a bit un- 

senling to get your team members to give you this kind of specific feedback. However it is also a viral process 
to irnprovement and a process that managers and leaders will increasingly need to cake ownership as change 
continues and occurs faster. Some participants tell us that it led ro the f is t  really meaningful discussion wirh 
their supervisor! Clearly. your supervisor or sponsor is a crucial element in extracring maximum value from borh 

_.. the Competency Map and the program. 

This is not an end in irself! The Competency Map simply helps you identiQ what are called competency 'gaps' - 
the difference benveen where you are today and where you want to be tomorrow. The Cornpetency Map 
should have assisted you in focusing the leaming you want to concentrate on in the next 6 months. Though the 
map has as many as 20 different cornpetencies, you can only really expect to work and improve upon a few 
areas at at tirne. We suggest that you and your supervisor agree on about 5 competencies which: 

are high priority for each of you 
you are personally committed to and excited to work on 

will provide persona1 growth and positive impact on your organization. 

mis Compettncy Mop is unique techno&gy a d  vulue-& of The B m f l  Centre for Management. IL is our intent tu 
bc confinrrousiy improving our mops, so wc would appreciate your suggestions for improvemenr. Pfease give your 
suggestions to gour Prograh Director or Program Coordinator. 



LEADlNG TOWARD 2000 

The Alberta Tfea~ury Branches is focused on a new future and a new operating environment. Getting there 
will require dynamic leadership fiom boai management and non-management professionals. 

in looking at the capabilities requinxi to lead our people and organkational processes roward 2000, the 
following competencies have been identifieci as desirable for A m  leaders to display. 

Knowledge, skiil and attirude al1 conûibute to competency; however, one is only seen as cornpetent if 
these elements corne togtmer and are m l a t e d  into observable behaviour 'Competency' is also framed 
by the values of the organization and the ind- and these shift over the .  

The four levels of behaviour described in the 'competency map' combine both behaviours and values. It is 
not intended that level four behnviour and vaines are required in ail competency amas. And, in f a c ~  
the levels of leadership behaviour expected may ciiffer depending on your job role. 

Collecting Feedback and ldentifying Target Behaviour 

This uimrmient has been desmeci solely to pmvide f d b n c k  and focus for the program participant's 
oagoing professional development. 

As such the participant is encouraged O dimibute copies to their supervisor, peen, and team mernbers. 
Consolidate this feedback as to how people see them today; then have a discussion with their supervisor 
as to what behaviour levels are required in each cornpetency area for them to do the5 pan in leading ATB 
toward 2000. 

For convenience, The ATB leadership competencies have been organized into the following groupings. 

Communications 
Workplace Behaviour 
Teamwork 
Persond Developrnent and Wellness 
Coaching 
Empowerment/Delegation 
Change Leadership 
StRtegic ThinlDng and Cornpetitive Positioning 
Qunlity Leadership (Executive pmgram) 



. A mf-on in 'UEciai' organïzational Policy hirioriva and mw 
au-mmuwr. infarmaûon ir ccimmuni- rmtcgics and thirJ;ing arc 

cnrcd effcctvcly. shartdpndimcrpmtdas 
thcy arc developcd 
Currcma f d b s c k  and 
-lace mnàs 
shared and d h s s e d  r e g -  
larly with rt;wl Personal 
initiaive b uxd  to narr and 
&min communication 
flow. 

~ l i s h c s  proctssts ro 
c m c  and build inrcmJl and ' 

arrcmal infarmation Dow. 
T e c h o l o ~  is used to 
cnhance persona1 conract 
Tcm nembm and 
~ t r c o n m b u r c  and . 

hiriarc communicauom. 

Diçplays cxccIl~lt listcning Hem o b a  people and T h  nom and fccds ba& 1s visibIc and available to Body language and verbai 
wirh rPff. cummcrs discussts how their idcu kcy Rems, ro ensure under- team mcmkrs to t& nitslsummarilatian shows j 

aadotbm. fit with own personal mding. Humour is w d  discuss wn~cms or you arc inrcmaiüing w h a  is 
vicwpoint. apprUpriatcIy. successcs. Acljons show king said. Pcople fctl ar , 

informafion is kd, e.g w c  and have total f o w  . 
suggtsrions intcgratcd inta during discussion. Your 
nm. poIicies. aack mord ensures rhcy 

corne IO you as offen as you 
go w km. 

group diraission. Can a disaission Effecrivcly dicirs Poses qucstions/pmbes IO Understands objtcrives of 
nithout forcing oun panicipation h m  al1 group promore group rhinking tasHmdng and guides * 

position on tht group. membax in discussion. Suppons group mber gmup touwd succcssfuIly 
contributions and klps achicving goais wirfiin h c -  
decision-making. Iines. Statts proccsslgoals 

with clariry and iiecps 
diiaissions on =CL 

Zesolvcs d i a  wnh Shows awarrncss o f  d i e t  Rtsognîzes rasons for 
mmnncs and CO-workcrs. situüoiis bur mds ici use d k g e u m ~  Susens 

one appmach regularly in amrnpIiatt approadi [O 

addressing thah M i n g  with confi icr 

C o d i a  is addrrssed in a Uses c o n f l i a  positivtly. 
mn-judgmcnrai manria. P m a  IO producc nm: ' 

Undunandimg of 'pos i- atative. win-win soIutiom. ; 

uns" and "intcrcns" is built Eneaivcly uses a varicty of 
and d i f f ~ n t  fhics of confiictldispure rcsofutions . 
refemicc are uwd ro adiitvt approaches as requircd 
Waff apxmcnr 



A-O 

Takes initiative in ay ing  out Focuxs on hader  mur- 
new rnethods or approachs nlarionships of productr 
thar wiIl build clidlIllCmal systans or orgnïzdons. 
relationships and enhancc . U s a  divase rrsourcts and 
vaiue or s d c e s .  ralents to mearc new 

produas or procts~s thus 
cnhancing ATB-s valut u, 
cunoma and indumy. 

)cals entctivety wRh Focws on one Succcssfully handies man? Ketps deparunentlunit Inspires confidence in the 
omplex siniaiors. problanbsk at a time. tasks. projccts and rcsponsi- focuscd on clcar prioriries orgizarion. has cantin- 

Look for direct cause- bility arcas at once. Worb and direction Hclps othen gency plans. and lcads in 
effm reiario~hips in with management IO c l h -  to se possible solutions in crcating new oppormnities 
issues. Sias wcll cstablishcd inate complaity often uidi situations of lack of darit). despitc uncertainty. 
routines and habk qui& Exes and actim thar and unœrtainty, 

d u c c  u n e r y .  



A-IO 

Helps mdi~diials form a 
tcam by pronding cl= 
acpeccarions for individiial 
conaibuma. 

Emurcs thar team memkrs 
undasaud each othcr's 
r o i s  and the knefirs of 
comrnunicaring and working 
coopaaively toward 
pluined o m m e s .  

Crrarts vision and action 
wlicrr al1 membcn of tfie 
team have a SQLK of 
ownership and mission 
aligncd CO ovcrall AT3 goals. 
Team manbas mowate and 
suppon cadi other. Team 
m a y ~ d t 0 ~  
parniers and ninomm. 

Divmc skill xu arc 
cncouraged and recopizcd 
as pmiding macggc 
advamage. improved human 
rcsources and added 
curtomer value. 

Conduas uadirional Icaéa- 
led disnissi0~ m d n g s  
and dccision-making Team 
memkrs are ocpecrtd to 
conaibiae on an quai basis. 

Leader and tcam manbers 
sharr goals and objectives. 
Team memkrs brainnorm 
mgetha and assis in 
docision-making Leader 
provides i n f o d o n  and 
mataial to dcvelop uam's 
kvcl of knowlcdgc and 
aisurrs ali have an oppor- 
ainity ro be involved 

Facilkates corwnnisiryle 
decision-making. Idmtifis 
comarr and paramercrs for 
rcsoIution of problans. 
Facilitaicslpaxrïcipatcs on 
equal basis. Team iakes 
r~p0nsibiliQ' for cornmimi- 
caring with uam mcmbas. 
orha deparmats or o p n i -  
rarions. 

Dynamic r e m  interaction 
drives direction and prior- 
ities. Individual expenisc is 
recognizcd/utilizcd by 
group. T m  membcrs' 
pannes recognire the value 
of their efforrr and ideas ro 
succcss of organimion. 

Demoas~atts abiliry 10 be 
idf-dircned and self-moti- 
vartd. 

AcÛoas and effon: d e  in 
resprJnse a employa's 
cxpccgtions and rewards. 

Invcstigatcs work wirhin 
cnablishcd corna of X B  
and I n d w  to M e r  role 
and camr pah. 

Esrablisha and documents 
m o n a l  goals whicfi drive 
carrer plans and &y to &y 
efforts to rach those goals. 

Has identified personal 
valce synern. life prioriücs. 
and a l i w  caredwork wirh 
thrm Each rcsponsibilip is 
sem as a learning expe- 
rience roward u I ~ a r e  goals. 

Nutrition, aaciy and 
vacarion conaibutes CO 

ovcrall vidiry, mthusiasm 
with ttam rnembers. and 
absence of illness. 

Focuses e n e m  IO 

advamage in crcati~iy and 
concenaarion Displays calm 
disposition with drive and 
cnrhusiasm as appropriae. 

F o c w s  and expcnQ 
considrrabIe concenaarion 
o v a  prouacud periods of 
rime as rtquired. 

lmpmes xlf arid engages 
m onpmg pauinal dcvel- 
>pmmt 

Demonsuates a w m t s s  for 
nœd io balancc work 
famfiy and pcrscinal Ûmt. 
Confideact bascd on x l f  
image and persona! -ri- 
en=. Participates WJlingiy 
in requircd dcveloprnent 

ProPramS. 

Persona1 erpcricnas. 
fœdback and inmition have 
built a confidence in own 
abilities wd judgcrnenrs. 
Establuhcs yearly pais 
wirh supcrnsor KO improve 
pasonal skilIs/kiowledge. 
Çccks out new expcrienws 
and opponunitits. 

Values and prioriries in life 
are clcar and assis1 in 
achicving balandisplays 
x l f  c o ~ d c n c c  and eonuol. 
Involvcmtnt in exaacia- 
R d z r  ac0vin'cs fafilitarcs 
growIh May k mmber in 
professionai associm.ons. 

Convictions. confidence 
and self-conuol are 
displaycd in harmony with 
peoplt/uivironment Srrh  
to leam kom evety cxpe- 
rience and individuai. 
Encourages feedback h m  
boss, peen. tem'I mernbers. 
Has a r i n e  to five year 
persona1 plan. 



Team rnankrs understand 
uch o W s  mlcs and work 
rogether m reach uam goals 
and @onnaricc 
targc&Team manter 
objeclivcs are l h k d  to 
fimucial, cunomer and 
organizarional prioriües. 

Team memkrsldivisions 
undmtand how chey fir 
u+ïrhin rhe 'big picnue.' 
Rcsponsibilirics. aax>um- 
abiliv and imr- 
dcpcndaicics with other 
business mirs arc clear and 
drive positive infcractioni 
achicvcmcnt. 

Individuais arc approachcd 
and discussions held to 
assindicmmiimingu, 
productive w o k  as soon as 
possible. 

Identifie compctcncies for 
cach rtam membcr's rolc. 
P&ormance expcrations 
arc Iinlud ro Nnorna 
cxpccrdoas and depart- 
meutai objedvcs. Feedback 
is timely and 1lli);td to 
specific performance. 

Rem& succcss and good 
aaanpts at innovarion 

Uses a variq of processes 
including: courses. on-rhc- 
job coaching. 
cornputer-bwd nainin= 
rtading, confcrences. and 
n m  hiriarives to develop 
naff. 

Team rrsources and suppon 
is engaged to 'cova' for 
individual while the indi- 
vidual is assincd in 
expressing conccrns and 
acccssing rrsounes (ie 
D m  ADAC). 

Asscrscs pcrfomiancc 
wirhin cad~ situation. 
Employees arc cncouragcd 
ro condum self-analysis and 
~ t l r  coaching or  training 
whm necded. S-gies for 
closing gaps arc n c g o b d .  

&sesses individuai Icaming 
styles and marches dtvel- 
o p m m  approaches to cach 
tean m c m k  Usa spccial 
projeas and dcparnntntal 
secondmain with handson 
Icaming to improve slcilb 
and meer lcnning objec- 
tives. 

Individual is assisrcd in 
viewinglundemanding their 
work, family. persona1 rola  
and the rclariooshiphalance 
benucen thcm Problcm 
'molution' taka an holistic 
approach and ~ c k s  to 
achieve a Ntainablc 
solution 

T m  mcmbcr~ across the r o p n i f i o n  engage in ! 

businessinhancing activ- 
itics in supporr of a 
corparate visionlrnission. : 

Esrablishes leam mernbcr 
developmmr plans with 
ernployets bastd on cartu i 

objectives and  OF^ i 
rional nccdslopporninirics. 

C~arcs an avironment in 
which crtariv* and inno- 
vation art seen as a sauce 
of strattgic advancage and 
rcwardcd 

Suffarc involved in 
Ieaming sryle assesmient 

and deremninacion of dtveI- ! 
opmenr netdsiapproacha. 
Team mtmbm becomc i 
selfdirecccd and rcsponsible 1 
for own Icarning and use , 

manager as a rcsouru in ; 
anainine goals. ! 

Individual team mcmbers 
and orhers seek to appre- 
ciare and respect difkrent 
values sysrcms. Persona1 
challenges arc recopizcd ; 
wirhin the ATB values 
synem and soiutions buiir w 1 
inregme individuai dues.  
orwizarional ocpe-ons. 
and cornmon goals. 

, 
I 
j 



Employees arc p-ded 
-5th defined guidelines of 
cxpeetarionsllgoals. Srafrafe 
tncouragcd IO contniute u> 
ongoing i n a t a ~  m a b W u  
aud u, enhance thcir d u e  
to org8iitation 

Assignsrpskrtouam 
rnankrs b& on perfor- 
mana cxpmarions. 
dcvtlopmcnt nec& and 
BmelincsProvides support 
assuses outcornes and @ v a  
fccdba~k Idenrifies prior- 
iues bascd on requircmentr 
of business unit 

Team dcvelops a Nstomer 
mlattd percepuon of the 
value they provide to ATB. 
Decision making varies 
dependhg on expaienu 
withm the uam and is 
supponed bcyond %ormal 
praaia"  within well 
disaissed parametea. 

Negotiaus aluniart pnor- Priarizauon and seIcction of . 
ities in overioad simacions. projccts e t~no lez  h m  an 
Identifia n m  tasb and effective undersranding of 
projecri which serve bmad the o p d o n  mironment 
organirational objectives. customer nccds and part- 
Dcvelops a t*un whkh nenhip opporniniiics. 
holds itr mrnibas 

accounrable for p a f o m c e .  

Employees underaand ü-e 
organkarion's direction and 
d i e o ~ t o w h i c h ~  
are conmbiaing. Initiative 
and mw ideas art brou@ to 

kar which impacts decision 
maüng. enhances cunoma 
rrlarionships. ad& IO indi- 
viduai sarisfacoios and builds 
AlB pmfitabiljl/valut. 

Cusromrr/oqanirarionaI 
'value crtaüon' drives 
continuous improvcmm~ 
poliq dcvclopmcm inremai 
and extemai pannmhip 
developmenr Rmxrd 
mechanisms rcflecr rhe 
value rhar tcarns/uidividuals 
provide or crtarc. 

Rcco~i tcs  changes as they 
occur and deais with them 
Desaiks factors ouising 
change. 

Comrnunicatcs messages 
about changes and clarifies 
direction and effccrs of 
change. Assim and 
suppom uam in reacEng KO 
change, mcss and uacer- 
tainty . 

Communicates nced for 
new proccsses to focw 
t m  on the bcncfits to al1 
stakeholdas. 

Undmtands psychological 
change cycle and lcads 
tcan~ in adopting n tw aui- 
tudeclkhavioun. 
Roactively anticipates and 
prcparcs for chauge. 

Analyzes or0;anitational 
issues and chailcngcs 
m d  by change. Adapu 
leadership approaches to 
deal wirh challcngcs cffcc- 
tivel. 

Brings togethcr ail srakt- 
holdm to validart 
processes. individual rolcs 
and the impact on customer 
value. 

Abilin ta infuse a 'sales' Big picme financids and Business unitlteam Orgmaiizatonal proccsses. 
hpca t ivc  and culnuc sales nceds a n  exemplificd m m k r s  undcmkld how recopition smcrurrs. 
within Uu organhtion and cornniunicaud. they fn within the big information diiscminanon 

p i c m  and whar rhey do to and collection ensures rhat 
crearc value for the r m  nnd ïndividuals 
clientfATB. undcmand the need for 

sales. Evcryone knows who 
thcir -client' is. and how ro 

. develop funhn valuel 
business with theut. 

Acrs as a -change agent- in 
the orgmitation. Reads and 
rescarches in order to 
prcdia changes likeiy IO 

aff.en organizarion. Drives 
anion ro stay ahcad of 
change impari. 

Adoprs the appropriaie lead- 
mhip behaviow to ensure 
thc organitarion achieves 
dcsircd furure m e  in a 
timcly. cost-effective 
m e r .  

E ~ u r e s  a d  manitors thar 
organizational mucnires 
and on-goin, cusromcr 
loyaity support new 
proccsscs. 

Each individuai is aware of 
Ihe value of chcir personal. 
tcam. divisional senicc to 
clients; and the total con in 
providing thosc servi-. 
Clicnr sales arc seen as 
cvcryone's raponsibiliy to 
enhancc through esrab- 
iishmrnr of pamierships. 
positive o~gmizational 
rcprcsenration and rcfcrral. 





Suppuns busin& proccu RccognUts ihe impact of Scrs clear direction and 
i m p r o w  inmarive. prçonal uivoivtmcnt on afformtabüities for 

rnbdcling h g e  in imoiv~nent of tcam 
business p~octsscs. rnemkrr. 

Uses na-g and D i f f d a t c s  brrwcai E- Dcvtlops a mm comrnittcd 
eoatinwus improvemcnr of mginaing apd con~uo io  ro starcbg for ways to 
p r o m s C ~ a ~ p r o P ~ ~  hprovemenr impmvc proctssts and 

products Jdentifiddisnisscs 
pmsandconrwirhrtspacr 
10 markcfplaa advanrage 
ercraed ôy t c ~ n g k c r i n g  
vusus eontinuous 
improvanmr 

Modtk behaviwrs cxpcctcd Challenges sdceholdtts on : 
1 of orbers and mcourages rhc implcrncnrarion of ncw : 

discussion idca g c n d o n  initiarives to ensure 
and aial miplm&on of aiignmrnt of al1 panies. 
nnv proces~cs wiih k q  Encourages dialoguc and 
stekchoidcrs. nfltction on dara eom mal 

impltmmrarion of new 
procaxs. .esesses compe- 
ücion and indus- 

Rcgulariy rcvitws rift Consrantly monirors 
c y c b  of  proases for ~ r o r n c r .  marketpIact and 
improvcment and'or global trends. Considcn re- 
replaœmcnt UKS SUCCCSS~S engineering of procases as - 
in orhcr areas o f  thc organi- a mcthod o f  crcating ncw 
mfion ar modeis. produa. markets etc. Uses ! 

continuou improvemcnr to 
mainrainienhance customcr 
value. 



APPENDlX III - Letter of Consent 

Ail Participants of oie Leading Toward 2000 Leadership 
Training Program, September 1997 - February, 1938 

FROM: Laurie Hiflis 

SUBJECT: Evaluation of the Leadina Toward 2000 Pronram 

It's been a while since we last met a t  the Banff campus and 1 trust this letter finds you 
well and enjoying success with your learning. I am writing to solicit your participation in 
the evaluation of the Leading Toward 2000 program. 

1 am currently conducting a research project as  part of the completion of a graduate 
program called a Masters of Arts in Leadership and Training (MA LT) a t  the Royal Roads 
University in Victoria. 

The purpose of this Major Project is to apply the learning 1 have done within the academic 
program to a practical situation which occurs within the workplace and which 1 can 
examine within a six month time frame. 1 wiU explore which learning tools and processes 
have the most impact in a leadership training program and which translate into behaviour 
change on-the-job, six months post-training. This research WU be based on ATB's 
Leading Toward 2000 program designed by the Banff Centre for Management (CFM). 

It's important for you to know that  the utmost care, attention and integrity will be taken to 
ensure complete confidentiality of the information you choose to share with others and me 
during this Project. I n  addition, any questions you choose not to answer or if at any time 
you wish to withdraw fkom this Project, your wishes will be honoured without any undue 
influence on the part of myself or any others involved in this Project. 

The information we create during this research will be used by both ATB and by CFM to 
ensure your learning experience is the very best it can be. In particular, this project: 

may help you explore your own learning preferences and leadership behaviours; 
wiU help ATB in the design of future leadership and training programs by 
understanding from you, the learners, what has had the greatest transferable impact; 
will help CFM appreciate which parts of the program help iearners manage the "white 
waters of change" (Vau, 1997) in today's workplace; and 
will suit my learning needs, m y  persona1 values and my passion surrounding adult 
learning, particularly in the areas of leadership development and experiential learning. 

If you decide to join me in this exploration (and 1 hope you will), your participation would 
include completion of the attached questionnaire and perhaps a face-to-face meeting in the 
future. ..... 2 
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If you agree to be involved in this Project, you may wish to read further for additional 
information regarding the estimated amount of time, which may be required, and other 
pertinent details. If you do not wish to participate, thank you for your t h e  in reading this 
far, c o n t k e d  good luck with your learning! 

Additional Information: 

Selecüon of Participants: 
AU individuals who participated in ATB's Leading Toward 2000 Leadership Training 
Program at the Banff Centre for Management, during the period September 1997 - 
February 1998 are potential respondents to this request for participation. 

Estimated Time Required: 
It is estimated that approximately 20 minutes of your time will be required to read and 
complete the attached survey. In addition, if you agree to participate in a focus group or 
one-on-one meeting, it is anticipated a further investment of one to two hours may be 
re quire d. 

Anonymity and Confidentiality: 
Your anonymity and codïdentially will be maintained throughout the Project, during al1 
phases. Only 1 will have access to all the data. Anonymity will be provided by: 

coding information; 
using pseudonyms; 
inviting you to read and comment on draft copies of the Project; 
separating your individual names fkom the data coilected; and 
keeping aU information in safekeeping. 

Further Infonnafion: 
If you would like further information regarding the specifics of this Project, please do not 
hesitate to c d  me, collect at (403) 236-8009, or e-mail: laurie@megatrain.com. 1 will be 
pleased to answer any questions. 

If you would like to speak with someone other than myself regarding the authenticity of 
this Project, 1 encourage you to call, wnte or fax: 

Nancy Greer, M.A., Ed.D. 
Project S u p e ~ s o r  
Royal Roads University 
CjO 3060 Uplands Road 
Victoria, B.C. V8R 6B4 
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Phone: (250) 598-8779 during normal business hours, 8:30 a.m. - 4:30 p.m.. pacifie 
standard time. 

Fax: (250) 598-8779 
E-mail: ngree~pacificcoast .ne t 

Thank you for taking the time to read this proposa1 and the attachrnents. 1 look forward to 
working with you over the next few months in our mutual exploration of learning at ATB 
and CFM. 

Sincerely, 

Attachs: Proposa1 Abstract 
Leading Toward 2000 Program Questionnaire & Glossary 

Reference: 

Vaill, P.B. 1996. Learning as a way of being. Jossey-Bass, San Francisco, CA 2 18 pp. 



Leading Toward 2000 Program Evaluation Abstract 

What interventions in a leadership development program mahe a 
difference to participants' learning and their ability to demonstrate 
that learning on the job six months post-tra ining? 

T he primary objective of this research is to examine the impact of Alberta 
Treasury Branches' (ATB's) Leading Toward 2000 leadership program. 

Participants wiU include a sample of approximately 375 participants from ATB who 
took part in 15 training programs between September, 1997, and February, 1998. 

The research wiU include a review of the specinc processes and modules used during 
ATB's Leading Toward 2000 program. The purpose of this research is to gain a clear 
understanclhg of which interventions had the most impact on individuals and their 
ability to operationalize their learning in behaviours on-the-job in the six months 
following attendance at the program. The information gained from this action 
research project will be used to make recommendations for future program 
enhancements. 

Like Alberta Treasury Branches, many organizations have invested significant 
resources in leadership training and learning without measuring the effectiveness of 
the program except, in a few cases, through the use of "reaction sheets". (Kirkpatrick, 
1994). AUiger and Janak (1989) suggest that reaction measures cannot replace other 
measures. They agree that gauging learners' attitudes is important, but the gauging 
of attitudes does not indicate learning, behaviour change or organizational results. 

If they wish to recognize signincant resources invested in leadership training, 
organizations must explore the question of evaluation. They must be able to quantify 
and qualify the learning that has occurred and, then, build a n  infkastructure that 
insures continuous learning for individuals, teams and organizations. In his research 
on transforming managers into leaders, Conger (1992, p. 218) emphasized evaluation 
in leadership training: "Given the critical importance of the subject and the 
enormous resources expended annually by corporations, we can only hope that such 
explorations will become more cornmonplace and more extensive. 

Upon completion of the Major Project research a report will be provided to both 
Project Sponsors, the B a d  Centre for Management and The Alberta Treasury 
Branches. This report will contain detailed analysis of the data collected and provide 
recommendations for their future use in leadership program design and learning 
transfer. Project presentations will be made to the Project Sponsors and key 
stakeholders, as requested. I t  is anticipated at a future date, a series of articles will 
be written from the research project for the use of the Alberta Treasury Branches and 
the B a d  Centre for Management employee/client communications via websites or 
newsletters. 

Thank you for you support! Luurie Hil l i s  # 



Leading Toward 2000 Leadership Program Survey 

A variety of bols and processes were designed into the Leading Toward 2000 program in order 
to rnaxhize your learning experience. A glossary reminding you of the program components 
mentioned below is attached Please complete this Program Survey, seal in the enclosed self- 
addressed envelope, and place in your interna1 mail bag by September 4,1998. Your response 
will be held strictly confidentid. Thank you. 

I. Program Components: 

Think back to the Leading Toward 2000 program. 
(with a ), the impact it had on your leaming, as 
Contract. 

Major 
Impact 
on m y  
Learming 

i /  

1. Pre-Course Package O 
2. 3600 Competency Map O 
3. Personal Learning Contract Process 0 
4. Thinking Styles Instrument O 
5. Learning Styles Instrument 0 
6. Strength Deployment Inventory 0 

  or each component listed, rate 
reflected in your Learning 

Moderate LittIe No 
Impact Impact Impact 
on zny on m y  on my 

Learning Learning Learning 
d i/  d 

Learning Partnerships During Program O 0 0 O 
Small Group Interactions O a O Cl 
Outdoor Ropes Course 0 0 0 ci 
Facilitator Support in the Program 0 O O O 
The Banff Environment O O 0 0 

- -- 

13. The Other Learners 

14. The Faculty in the Program 0 0 0 O 
15. Follow up Telephone C d  P P P D 
16. Support in the Workplace 0 0 O O 
17. Opportunities to try New Behaviours 

On-the-job 0 O O 0 
18. Learning Partnerships After Program O O D 0 
19. Combination of Some of the Above: 0 0 P 0 

(please list which components had the most impact: 



II. Program Modules: 

Think back to the Leading Toward 2000 program. For each module listed, rate (with a 
.' ), the impact it had on your learning, as reflected in your Learning Contract. 

Major Moderate 
Impact Impact 
on m y  on my 

Learning Learning 
i /  d 

Leadership and Management C3 O 
Systems Thinking P O 
Indoor Leadership Challengemeedback 0 O 
Entrepreneurid Attitude 0 0 
Peak Performance Guide O O 
Change Leadership 0 0 

Little 
Impact 
on m y  

Learning 
d 

L I .  
O 
a 
D 
O 
LI 

Impact 
on m y  
Learning 

7. Empowerment and Delegation 
8. Connict Resolution and Negotiation 
9. Creativi~ Evening with the Artists 
10. Ecosim Simulation (La Shangria) 

11. ATB Case Study 
12. Re-Entry Planning 

a) Reflect back on your time in BanfE What stands out for you as your most mernorable 
learning experience? Describe this experience below, in whatever detail you feel 
cornfortable sharing. 

(Need more space? Please use additional paper) 



b) What made this event such a memorable learning experience? 

C) Row has this memorable experience translated into changes in your leadership 
behaviour on-the-job? 
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IV. Demomraphics: 

We need to know some information fiom you in order to better understand the survey data. Please 
know your information will be held strictly codïdential and will be used only as aggregate results. 

1. How long have you worked at ATB? 
a) less than 2 years O 
b) 2-5 years 0 
c) 6-loyears 0 
d) 11-20 years O 
e) more than 20 years Q 

2. What is your gender? 
a) Male 
b) Female 

3. What is your current job position? 
a) Supervisory branch administration P 
b) Supervisory business unit administration P 
c) Branch creditllending officer 0 
d) Branch manager 0 
e) Other manager O 
f) Professional/technical 0 
g) Other senior management/RW O 
h) Executive management O 

4. How long have you been in your curent position? 
a) less than 2 years P 
b) 2-5 years 0 
c) 6-10 years 0 
d) 11-20 years O 
e) more than 20 years P 

IV. Further Participation: 

Would you be willing to participate in a focus group meeting or in a one-on-one meeting with 
me to discuss this survey in more detail? If. you are interested in being part of this next step, 
please iadicate your willingness, preferred date and time availability below: 

1 wish to participate: 
The preferred date is: 
The preferred time is: 

LI in a focus group P in a one-on-one interview 

My name is: 
My day time phone number is: 



Program Components: 

Pre-Coume Package: The pre-course package consisted of the book Leadership is an Art by 
Max DePree. As well, in ùicluded a welcome letter, an agenda for the week, a map of the campus, 
an outline of the recreational activities available, your competency maps and learning contract. 

360" Competency Map: The 3600 competency map consisted eight broad dimensions of 
competencies in the areas of Interpersonal Communication, Workplace Behaviour, Teamwork, 
Personal Development and Wellness, Coaching, EmpowermentlDelegation, Change Leadership, 
and Strategic Thinking and Cornpetitive Positioning. Under these dimensions sat a number of 
individual competencies. Yom competency map had 32 or 36 competencies (the executive map 
consisted of 36 competencies). In addition to its use before the session to provide feedback, the 
rnap was used during each module to link content to your individual Ieaming goals. 

Persona! Leamin9 Contract Pmcess: The learning contract was included in your pre- 
course package and is the tool we used during the week and over the past six months, to capture 
your Zearning achievements. It is a record of the cornmitnient you made to yourself and your 
supervisor for your learning goals. 

Thinkins Styles Instrument: The INQ Thinking Styles Tm1 was included in your pre-work 
and was discussed during the first night of the program. The instrument looks at five different 
ways of thinking and helps you determine your prefemed way of thinking and understand more 
about others' preferences. The five types of thinking are: Synthesist, fdealist, Pragmatist, 
Analyst and Realist. 

Leaming Styles Instmmcnt: The Hay/McBer Learning Style Inventory was included in 
your pre-work and was discussed during the &st night of the program. The instrument evaluates 
the way people learn and deal with ideas and situations in day-to-day He. There were four stages 
of learning introduced, namely leaming by feeling, by watching and listening, by thinking and by 
doing. These four stages translated into four leaming-style m e s  which are: accommodator, 
diverger, converger and assimilator. 

Strength Deployment Inventory: "I'he SDI Strength Deployment Inventory was completed 
during classroom time on day 3. The instrument helps individuals i d e n t e  their personal 
strengths in relating to others under two conditions: when everything is going well and when they 
are faced with connict- The inventory looked at  motivational values and provides information on 
how individuals feel and act in different situations. A triangle was used to record the scores. The 
inventory resulted in a colour identification of: red, blue, green and hub, as well as blends of 
redlblue, greedred and redlgreen. 

Leaming Joumals: The Learning Journal (Little Black Book) was a place to jot key 
learnings, 'ah ha's', action items and notes to yourself during the program, particularly after 
experiential activities. The journal provided one central place for people to reflect on their 
challenges, observations, ideas and plans. 
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Leaming Partnerships During Progmm: Learnuig partnerships provided another layer 
to learning in the program. Leamhg partner(s) acted as personal learning coaches during the 
week and, hopefully, after the week. Leaming partners helped by sharing learning objectives, by 
providing feedback on observable behaviour, by encouraging accountability and by keeping in 
touch after the program. 

Small Group Interactions: Many of the activities conducted during the week were 
designed to provide an opportuni@ to work and to network with a variety of other people in the 
group. Much learning occurs when people are placed in new situations with people who think, 
learn and behave differently. 

Outdoor Ropes Course: We refer to this morning of the program as  'the outdoor classroom'. 
Remember the high mpes activity c d e d  The Leap of Faith? It was an individual challenge 
wherein you climbed a 30' pole, sprinted onto a 'pizza dish' and lept out toward a bell. The other 
outdoor experience was the Cornmitment T, wherein a partnership jointly chdenged themselves 
to commit by leaning toward each other all the while inching d o m  the 'V ropes. This morning 
was a combination of risk taking, personal limit exploration, coaching, problem solving and team 
cooperation. 

Facilitator Support in the Program: The program had a number-of faculty in the 
classroom a t  dl times. There were two CO-facilitators, as weU as a CO-ordinator and visiting 
faculty, artists and outdoor adventure facilitators. Support provided by the facilitators may have 
been in the classroom, in the outdoor activity, in even in 'social' venues. 

The Banff Environment: The CFM facility, nestled in the heart of the mountains is quite a 
remarkable setting. PlaQng oneself in the middle of a spectacular mountain range can be 
conducive in itself to learning and processing learning events, dong side the fauna, fiora and 
wildlife. 

The Other Leamers: Each of the programs were conducted with 22 to 26 ATB people. We 
know much learning happens as a result of formal, informal and chance conversations with the 
other participants in your program, As well, many ATB groups have connected themselves via e- 
mail after the program to keep in touch as a group. 

F O ~ ~ O W  up Telephone Call: At about month 3 or 4 after the program you should have 
received a telephone c d  fiom either Katherine Hayworth or myself, inquiring about your success 
in moving toward personal learning goals, a s  written in your Leaniing Contract. This c d  was 
also to remind you also to keep in touch with your learning partner(s). 

SuppoH in the Woikplate: Much learning also occurs on-the-job and in post-trainuig 
activities. You may recall the Centre for Management wrote a letter to your s u p e ~ s o r  or 
manager, asking for h i f i e r  support on your return to the workplace. 

Opportunitics to Try New Behaviour on-thejob: One of the best ways for individuals 
to gain confidence with new skills and concepts in a post-training situation is to have an 
opportuniw to try out new behaviours on-the-job, either through a new assignment or an 
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expansion of duties. Learning often occurs as people apply new information in an actual 'real live' 
ATB situation. 

Leaming Partnership After Program: In addition to providing support during the 
residency period in Ban£€, znany people learn by continuing to stay in touch with their learning 
pa.tner(s) as a support mechanism after the program. 

Combination of Some of the Above: We know it is entirely possible that many of the 
above components helped in your leaming during and &r the program and this is the area we'd 
like you to use to i d e n e  those combinations. 

Program Modules: 

Leadership VS. Management: In this conceptual opening on Sunday morning, we explored 
the similarities and differences between the two terms leadership and management. We 
developed a common understanding of the terms and looked at the percentage of time spent in 
each of these roles. We discussed the focus of the Leadbg Toward 2000 program was on 
leadership, not management. 

Systems Thinking: In the systems thinking and strategic planning module, we looked at 
some new tools required for leaders in today's workplace. We spoke of the principles of systems 
thinking using the Seven Levels of Living Systems as a fiamework. We learned about Mind 
Mapping as a tool to ensure that a l l  the systems in are 'in the same rwm' in order to make 
informed decisions and look at interrelated information. Fiiially, we looked at a mode1 for strategic 
planning, which focused on: the outcome we w&d to achieve (Box "A"), the feedback or 
measurement loop (Box "Bn), the inputs required for success (Box "C') and the processes that 
needed to occur to achieve the vision (Box 

lndoor Leadership ChalkngelFeedback: The indoor leadership challenge was an 
opportunity to explore individual leadership relational se le ,  using the colourful Strength 
Deployment Inventory. People were able to see the various leadership styles in action as they 
created a colourful and creative 'new pichire' of ATB and/or developed a new "gizmo" for a 
customer's piece of equipment.. During this activity participants observed each other and 
provided feedback on team members' ability ta demonstrate creative thinking, teamwork 
approaches to innovation and group communication and leadership skills. 

Entrepreneurial Attitude: The entrepreneurial attitude evening of the program was usually 
held in a different location than the classroom (i-e., the Cozy Nook). It was a relaxed evening 
wherein we discussed what an entrepreneurial culture meant to ATB. We looked at the 
differences between entrepreneurid and intrapreneurial, all the while keeping in mind key 
concerns to ATB around shsreholder return, service to the community, sales focus and ethical 
issues. 

Peak Performance Guide: The peak performance guide was started as pre-work and then 
used during the session to explore personal excellence planning and direction setting. As well, 



people lmked at their career risk pmpensiw and conversed with others about their hdings 
around peak performance and leadership behaviour. 

Change Leadership: In the change leadership module we presented the rollercoaster of 
change as an experiential mode1 to explore the challenges of change being experienced today 
within ATB and in our lives as leaders. 

Empowerment and Delegation: In this module we established a common fiamework for 
the terms empowerment and delegation. We explored what situations within AT33 require 
empowerment and we identined the success characteristics of empowennent. An extensive skills 
practice was held and individuals practiced an empowerment conversation that was meaningfd 
and relevant in their leadership roles in ATB, 

Conflict Resolution and Negotiation: The conflict resolution and negotiation module 
presented a brief overview of these topics and looked at how individuals handle conflict based on 
unique styles, preferences and the Strength Deployment results. We looked at  the types of conflict 
which might occur within ATB and a t  what systems level they might occur. An o p p o r t a  to 
practice negotiation skills was provided in a light-hearted round of 'The Streaker'. 

Creativity Evening with the Artists: The evening with the artists of Banff was a chance 
to personally explore and develop aspects of individual creativity and innovation- Individuals 
were able to choose a creative ceramies evening, a creative poster session or an evening of improv 
theatre. In a follow up session next morning, the artists were present to see you share your 
learnings with the large group, and to provide their insights around fostering creativity and 
innovation in the workplace. 

Ecosim Simulatkn (La Shangria): The Island of La Shangria ... remember the dynamic 
and interactive simulation activity? This module, also referred to as Leadership in Action, all 
components and learnings fiom the week merge into action. Communication skills, negotiation 
skills, strategic planning, systems thinking, mind mapping, financial management and comrnunity 
were dl to be applied. Small group interactions and individual role challenges made for an 
interactive day of giving and receiving feedback in the search of sustainable tourisrn. 

ATB Case Study: The ATB case study, also called Change Leadership Case Studies 
presented another opportunity to apply all course learnings. This time the challenge was to solve 
a real-Me ATB situation. Cases resolved around: opening a new branch, hiring and retaining the 
best employees, developing a new performance management system, dealing with workplace 
bumout, exploring wealth management opportunities or looking at  a branch that required 
leadership help. Again, it was an opportunity to work in a small group, to share learnings and to 
synthesize the whole week, a l l  leading up to an evening presentation of recommended solutions. 

Re-Entry Planning: The Friday re-entry morning was an opportunity to reflect on the week's 
learnings. It was also an opportunity ta plan for progress over the following six months with 
individual learning objectives and strategies. A h a h z e d  Learning Contract was developed, action 
plans were generated, letters written to supervisors, learning partners and ne, fiends. A private 
celebration was held with a closing lunch and presentation to leaming partmer@). 



Questions for Focus Group or 1:l Meetings 

In preparation for our up-coming meeting discussing the Leading 
Toward 2000 Leadership Program Survey, some people have found 
reflecting on the following questions helpful to prompt dialogue when 
we get together: 

1. What are you doing differently on the job because you attended the 
training program? 

2. Briefly describe what you are doing and how it is working out. 

3. If you are not doing anything differently, can you tell me why (is i t  
because you didn't learn anything you can use on the job?) 

4. Does your boss encourage you to try out new things or does your 
boss discourage any change in your behaviour? 

5. Do you plan to  change some of your behaviour in the future? 

6. If yes, what do you plan to do differently? 

Again, I very much appreciate your help in this research and look 
forward to meeting with you to discuss same. 

Laurie Hillis 



Demographics of Suwey Respondents 

Gender, Tenure at ATB, Job Position and Tenure in Current Job Position 

* Note: Percentages do not equal100% due to rounding andior demographic 
information not being completed by 5 respondents ( ~ 5 )  

Survey respondents had varying tenure in ATB, as follows: 

Table Cl.  Tenure at ATB 
- -  - 

Tenure 

Less than 2 years 
2-5 years 
6-10 years 
11-20 years 

Job Positions in the organization varied among sunrey respondents, as follows: 

years 
No response 
TOTAL: 

SBA 
, SBUA 
C R  
g B M  

i.OM 
e~~ 
ImSM 
/@NA 

1 More than 20 1 24 (27%) 1 7 (29%) 1 17 (71%) 1 

5 (5%) 
88 (100%)" 

Figure Cl. Current Job Position 

Male 
Representation of 
Total Respondents 1 
O 
2 (66%)" 
14 (58%) 
23 (77%) 

Total I Fernale Respondents Representation of 

2 (2%) 
3 (3%) 
24 (27%) 
30 (34%) 

Total Respondents 
2 (100%) 
1 (33%)" 
10 (42%) 
7 (23%) 



Abbreviations: 

SBA = Supervisory branch administration 
SBUA = Supervisory business unit administration 
CR = Branch creditnending officer 
BM = Branch manager 
OM = Other manager 
PT = Professiondtechnical 
SM = Other senior managementlRVP 
EM = Executive Management (no respondents) 
NA = No response 

Comparison of survey respondents to total participants at the fifteen Leading 
Toward 2000 programs is as follows: 

- - 

T o t a l  

El Responded 1 

-- --A--- .- -....m.-- . 

Figure C2. Survey Respondents Compared to Total Participants 



Tenure in curent job positions varied among survey respondents, as follows: 

20 NIA 
1 %  6% 

-- -- - -- --. - --- -- ----- -.- 

Figure C3. Tenure in Current Job Position, in Years 

The perceived impact of program components as a rating out of four and as an 
overall percentage is represented in Table C2 below: 

Table C2. Program Components, Average of al1 Respondents in Descending Order 
Rating out of 4 and as a Percentage 

Facilitator Support in the Program 

S m d  Group Interactions 

Strength Deployment Inventory 
Outdoor Ropes Course 

Learning Styles Instrument 

The Banff Environment 
- -- - - - 

The FacuLty in the Program 

Thinking Styles Instrument 

The Other Learners 

360° Competency Map 

Combination of Some of the Components 

Opportunities to try New Behaviours OTJ 

Personal Learning Contract Process 

Learning Partnerships During Program 
Pre-Course Package 

Follow up Telephone Call 

Learning Journals 

3.61 

3.5 1 

3.50 

3.48 

3.47 

3.46 

3.44 

3.40 

3.32 

3.30 

3.17 

3.16 

2.98 

2.84 

2.75 

2.52 

Support in the Workplace 

(90%) 

(88%) 

(88%) 

(87%) 

(87%) 

(87%) 

(86%) 

(85%) 

(83%) 

(83%) 

(79%) 

(79%) 

(75%) 

(7 1%) 

(69%) 

(63%) 

I 1 

2.45 

Learning Partnerships After Program 

(61%) 

1 1 

2.41 (60%) 
2.08 (50%) 



Table C3 illustrates the change in ratings of program components immediately post 
program and six to ten months post-program. It is noted that not a l l  program 
components were tracked in the evaluations completed immediately following the - 

learning event, resulting in no cornparison data. 

Table C3. Comparison of Program Components 
6-10 Months Post Program vs. Immediate Post Program Evaluations 

6-10 
Month 
Post 
Program 
Survey 

90% 

- 

Irnmediate 
Post 
Program 
EvaIuations 

Percentage of 
Increase or Decrease Program Components 

Facilitator Support in the Program 
S m d  Group Interactions 
Strength Deploymeat Inventory 
Outdoor Ropes Course 
Learning Styles Instrument 

+4% Largest increase 
-3% 
Averaged with 
Thinking Styles 

The Banff Environment 
The Faculty in the Program 

Averaged with Thinking Styles Instrument 
LearnLg Styles 

The Other Learners 
3600 Competency Map 
Combination of Some of the Components 
Opportunities to try New Behaviours OTJ 
Personal Learning Contract Process 
Learning Partnership s During Program 
Pre-Course Package 
Follow up Telephone Cal1 
Learnin~ Journals - 1 1% Largest decrease 
Support in the Workplace 
Learning Partnerships After Program 



The percieved impact of program components o v e r d  and by gender is represented 
in Table C4 below: 

Table C4. Perceived Impact of Program Components 
Average Overall and for Female and Male Respondents 

Males 
n=56 

Program Components 

- - - .  

Facilitator Support in the Program 

S m d  Group Interactions 
- - - - - - 

Strength Deployrnent Inventory 

Outdoor Ropes Course 

Overall 
n=88 

3.6 1 

3.5 1 

Learning Styles Instrument 

The Banff Environment 

Females 
n=27 

3-50 

3-48 

The Faculty in the Program 

Thinking Styles Instrument 

Note: Percentages do not equal100 due to demographic information not being 
completed by five respondents ( ~ 5 )  

3.74 

3.41 

3.47 

3.46 

The Other Learners 

3600 Competency Map 

Combination of Some of the Components + 
Opportunities to try New Behaviours on the Job 

Personal Learning Contract Process 

Learning Partnerships During Program 

Pre-Course f ackage 

Follow up Telephone C d  
Learning Journals 

Support in the Workplace 

LRarning Partnerships After Program 

3.55 

3.55 
3.52 

3.67 

3-44 

3.40 

3.49 

3.43 

3.48 

3.59 

3.32 

3.30 
3.17 

3.16 

2.98 

2.84 

2-75 

2.52 

2.45 

2.41 

2.08 

3.46 

3.43 

3.52 

3.44 

3.40 

3.38 

3.3 1 

3.30 

3.18 

3.15 

3.07 

2-67 

2.8 1 

2.78 

2.59 

2.63 

2.07 

3.32 

3.33 

3.17 

3.18 
2.93 

2.93 

2.75 

2.38 

2.39 

2.30 

2.07 



Examination of the perceived impact of program components by tenure in ATB, 
revealed the results represented in Table C5 below: 

Table C6. Perceived Impact of Program Components 
By Tenure within ATB, Expressed in Years 

Program Components by Tenure in ATB 

In Years 

Facilitatm Support in the Program 1 3.6 1 3.5 

Strength Deployment Inventory 1 3.5 1 3.5 
S m d  Group Interactions 3.5 3.0 

Learning Styles Instrument 1 3.5 1 3.5 

Outdoor Ropes Course 3.5 3.5 

The Facdty in the  Program 1 3.4 1 3.5 
The Banff Environment 3-5 1 3.0 

Combination of Some of the Components + 1 3.2 -- 
I I 

I I 

Thinking Styles Instrument 

The Other Learners 

3600 Competency Map 

Opportunities to try New Behaviours on 

3.4 3.5 

3.3 3.5 

3.3 3 .O 

the Job 
- - - - -- 

Personal Learning Contract Process 

Learning Partnership s During Program 

Pre-Course Package 

Follow up Telephone Call 

Learning Journals 

Support in the Workplace 

- -- 

3.0 3.0 

2.8 1.5 

2.8 2.5 

2.5 2.0 

2.5 2 .O 

2.4 2.5 

Learning Partnerships m e r  Program 2.1 1.0 



The perceived impact of program components by job position in ATB revealed the 
results represented in Table C6 below: 

Table CG. Perceived Impact of Program Components 
By Job Position within AT% 

Program Components by Job 

Position in ATB 

Overaii SBA SBUA CR BM 

N=88 1 N=L6 / N=6 / N=3 / N=31 

Facilitator Support in the Program 

Small Group Interactions 

Strength Deployment Inventory 

Outdoor Ropes Course 

Learning Styles Instrument 

The Banff Environment 

The Faculty in the Program 

Thinkuig Styles Instrument 

The Other Learners 

- - 

3.4 

3.4 

-- - -- 

3600 Competency Map 

Combination of Some of the 

Persona1 Learning Contract Process 1 3.0 1 2.9 1 3.5 1 3.0 1 3.0 1 2.7 

3.4 

3.4 

3.3 

Opportunities tu try New 

Behaviours on the job 

Le arning P artnership s D uring 

3.7 

3.8 

-- .- 

3.3 

3.2 

Pre-Course Package 1 2.8 
I 

3.7 

3.5 

3.3 

-- 

3.2 

Follow up Telephone Call 1 2.5 

3.7 

3.8 

Support in the Workplace 1 2.4 

3.5 

3.3 

3.0 
- 

3.4 

3.3 

3.2 

Learning Partnerships After 

3.3 

4.0 

3.5 

3.5 

Abbreviations: 

3.5 

3.3 

3.7 

3.3 

2.7 
- 

3.5 

3.2 

2.7 

4.0 

3.2 

SBA = Supervisory branch administration 
SBUA = Supervisory business unit administration 
CR = Branch creditflending officer 
BM = Branch manager 
OM = Other manager 
PT = ProfessionaVtecbcal 
SM = Other senior management/RVP 

3.2 

2.8 

3.3 

3.4 

3.3 

2.3 

3.6 

3.4 

3.4 

3.2 3.1 



The perceived impact of program components by tenure in current position in ATB 
is represented in Table C7 below: 

Table C7. Perceived Impact of Program Components 
By Tenure in Current Position in ATB, Expressed in Years 

Program Components by Tenure in 1 Overail 1 < 2 / 2-5 1 6-10 1 11-20 1 +20 1 
Current Position in ATB in Years N=88 N=44 N=18 N=10 N=10 N=l 

-- - 

Facilitator Support in the Program 

Small Group Interactions 

Strength Deployment Inventory 

Outdoor Ropes Course 

3.6 

3.5 

-- - - - 

Learning Styles Instrument 

The Banff Environment 

3.5 

3.5 

-- ' The Faculty in the Program 

Thinking Styles Instrument 

The Other Learners 

3600 Competency Map 

Combination of Some of the Components+ 

Opportunities to try New Behaviours 

Personai Learning Contract Process 

Learning Partnerships During Program 

Pre-Course Package 

Follow up Telephone C d  

Learning Journais 

Support in the Workplace 

Learning Partnerships M e r  Program 

3.7 

3.5 

3.5 

3.5 

3.5 

3.4 

3 -4 

3 -4 

3.3 

3.3 

3.2 

3.2 

3.0 

2.8 

2.8 

2.5 

2.5 

2 -4 

2.1 

3.6 

3.4 

3.4 

3.5 

3.4 

3.7 

3.6 

3.4 

3.4 

3.5 

3.5 

3.1 

3.1 

2.9 

2.8 

2.5 

2.4 

2.5 

2.2 

3.3 

3.6 

3.6 

3.4 

3.7 

3.3 

3.4 

3.5 

3.2 

3.1 

3.3 

3.3 

2.6 

2.7 

2.7 

2.2 

2.4 

2.1 

1.8 

3.8 

3.5 

3.5 

3.0 

3.4 

3.8 

3 -4 

3.4 

3.2 

3.1 

2.6 

3.1 

2.8 

2.8 

2.7 

2.5 

2.4 

3.0 

2.1 

3.4 1 4.0 

4.0 

4.0 

3.3 

3.6 

4.0 

4.0 

3.3 

3.2 

3.3 

3.2 

3.0 

3.1 

3.2 

3.0 

2.7 

3.2 

3.5 

4.0 

4.0 

4.0 

-- 
-- 
4.0 

3.0 

2.0 

3.0 

2.0 

4.0 

2.3 

2.3 

2.0 

1.0 



The perceived impact of program modules as a rating out of four and as an overall 
percentage is represented in Table C8 below: 

Table CS. Program Modules, Average of all Respondents in Descending Order 
Rating out of 4 and as a Percentage 

Systems Thinking 

Change Leadership 

Leadership and Management 

ATB Case Study 
ppppp - 

Conflict Resolution and Negotiation 

Empowerment and Delegation 

Ecosim Simulation (La Shangria) 

Indoor Leadership ChaUenge/Feedback 
Entrepreneurid Attitude 

Peak Performance Guide 

Rating Scale Used: 
4 - - Major Impact on My Learning 
3 - - Moderate Impact on My Learning 
2 - - Little Impact on My Learning 
1 - - No Impact on My Learning 

3.49 

3.45 

3.40 

3.27 

Re-Entry Planning 

Creativity Evening with the Artists 

(87%) 

(86%) 

(85%) 

(82%) 

3.23 

3.19 

3.10 

3.09 

2.94 

2.93 

- 

(8 1%) 

(80%) 

(78%) 

(77%) 

(74%) 

(73%) 

2.91 

2.68 

(73%) 

(67%) 



The survey results indicated slight clifferences in impact of the program modules 
between female and male respondents. It would appear the modules of: ATB case 
study, Ecosim Simulation (La Shangria), the Indoor Leadership Chdengel 
Feedback, Re-Entry Planning and Creativity Evening with the Artists were slightly 
more impactful to female respondents. It would appear the modules of 
Entrepreneurid Attitude and Peak Performance were slightly more Mpactfd to 
male respondents. Figure C4 below details these results: 

- - - - -- - - - -- -- --- 

Figure C4. Perceived Impact of Program Modules 
Average Overall and for F e d e  and Male Respondents 
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The perceived impact of program modules by tenue within ATB is represented in 
Table C9 below: 

Table Cg. Perceived Impact of Program ModuIes 
By Tenure within ATB, Expressed in Years 

Program Modules b y Tenure in 1 Overail 1 < 2 1 2-5 1 6-10 1 11-20 1 +ZO 

ATB In Years 1 N=88 1 ~ = 2  ( ~ = 3  1 ~ = 2 4  I N = ~ O  I ~ = 2 4  

Peak Performance Guide 1 2.9 1 3.0 1 3.7 1 3.0 1 2.8 1 3.0 

Systems Thuiking 

Change Leadership 
Leadership and Management 
ATB Case Study 
Conflict Resolution and Negotiation 
Empowerment and Delegation 

Ecosim Simulation (La Shangria) 
Indoor Leadership ChdengdFeedback 
Entrepreneurial Attitude 

Re-Entry Planning 2.9 1 3.0 1 3.3 ( 3.1 ( 2.7 1 2.9 

3.5 

3.5 

3.4 

3.3 

3.2 

3.2 

3.1 

3.1 

2.9 

The perceived impact of program modules by job position within ATB is represented 
in Table C l 0  below: 

Creativity Evening with the Artists 

Table CIO. Perceived Impact of Program Modules 
By Job Position within ATB 

3.0 

3.0 

3.0 

4.0 

3.0 
2.5 

3.0 

3.5 

2.0 

2.7 1 3.0 1 2.0 1 2.9 1 2.5 1 2.7 

Program Modules by Job 

Position in ATB 
Overall 

N=88 

3.3 

3.7 

3.7 

SBA 

N=16 

Systems Thinking 1 3.5 1 3.4 
I I 

Change Leadership 1 3.5 1 3.4 
I I 

3.5 

3.4 

3.6 1 3.4 

Leadership and Management 1 3.4 1 3.5 

3.4 

3.7 

4.0 

ATB Case ~ t u d y  1 3.3 3.4 
I I 

3.5 

3.4 

3.5 

3.3 

3.1 1 3.1 

3.1 1 3.3 

Confiict Resolution and Negotiation 1 3-2 1 3.4 

3.3 1 3.4 

3.3 

SBUA CR 

N=6 N=3 

4.0 

3.0 

3.3 

3.3 

3.0 

Empowerment and Delegation 1 3.2 
I 

3.2 

3.3 

3.1 

3.1 

Ecosim Simulation (La S hangria) 1 3.1 
1 

3.1 

Indoor Leadership ChdengeIFeedback 1 3.1 
I 

3.0 

Entrepreneurid Attitude 1 2.9 

Peak Performance Guide 1 2.9 
I 

3.1 1 3.0 

Re-Entry Planning 1 2.9 

3.0 

Creativity Evening with the Artists 1 2.7 12.5 (2 .5  13.0 12.8 12.8 13.0 12.2 1 

2.8 



Abbreviations: 

SBA = Supervisory branch administration 
SBUA = Supervisory business unit administration 
CR = Branch creditllending officer 
BM = Branch manager 
OM = Other manager 
PT = Professional/technical 
SM = Other senior managementlRVP 

The perceived impact of program modules by tenure in current job position within 
ATB is represented in Table Cl1 below: 

Table C11. Perceived Impact of Program Modules 
By Tenure in Current Position ATB, Expressed in Years 

1 Program Modules by Tenure in 

Current Position in ATB in Years 

Systems Thinking 

Change Leadership 

Leadership and Management 

ATB Case Study 

Codict Resolution and Negotiation 

Empowerment and Delegation 

Entrepreneurid Attitude 

Peak Performance Guide 

N=88 

3.5 

3.5 

3 -4 

3.3 

3 -2 

3.2 

2.9 

2.9 
- - 

Re-Entry Planning 

Creativity Evening with the Artists 

3.2 

3.1 

N=44 

3.5 

3.4 

3 -4 

3.3 

3.2 

3.3 -- 
Ecosim Simulation (La Shangria) 

Indoor Leadership ChallengeWeedback 

2.9 1 2.9 

3.0 1 2.8 

3 .O 2.9 

2.7 

Nz18 

3.6 

3.3 

3.4 

3.3 

3.1 

2.9 

2.7 

3.1 

3.1 

3.1 

3.1 

2.7 2.2 



The themes identxed and number of times they were mentioned during the focus 
groups and one-on-one inteniews are represented in Table C l 2  below. It is 
interesting to note items marked with an asterisk are hdings that emerged only 
during the face-to-face dialogues and were not apparent in the quantitative 
program survey data. 

Table C12. Focus Group and One-onane Interview 
Reported Themes 

Themes Identified 

Personal impact 
Increased self-confidence 

Times 
Mentioned 

39* 
25 

Identification of self G d  self-knowledge 
Indicated behaviour change that was necessary 
Facilitator support in the program 
Practical tools and ideas 

24 
21 
19 
18 

Staff involvement and sharing 
Teamwork 
Networks established in Banff 
Step back and analyze before making decisions 

17 
15 
13* 
12 

Lack of organizational support 1 Il* 
Listen more 10 
FOUOW up lacking I 9* 

- - 

Better problem solving and decision making 4 

Not afraid to speak up, make presentations, ask questions 
Trust 
Leading became a part of my He 

Support fkom others 
First course in a long time 

9 
8* 
8* 

7 
6 

Imaortance of values I 

Easy to get sidetracked 1 S* 

Confidence in ATB 1 6* 
Better morale/attitude 6" 

Importance of being sent on Leading and self-image 
Leap of Faith metaphor 
S~ouse  involvement 

4* 
4* 
4* 
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About the Learners: 

The importance of self-reporting inventories were consistently noted through the 
research. A brief analysis of the instruments and learners follows. 

INQ Thinking Styles 

Analysis of the statistics kept of the 358 Leading Toward 2000 learners provided 
the following information on their self-reported Thinking Style preferences: 

I 

Figure C5. IN$ Thinking Style Profiles 

Comparing ATB's learners with the INQ profile self-reported norms it would appear 
to indicate that ATB has sigdïcantly more Pragmatists, Realists and Analysts. 

The following has been excerpted from the 1997 IN& Thinking Profile: 
Understanding your Style, Summary description of the five styles (p. 14): 

Synthesist: 
Synthesists tend to be challenging people - curious, restless, and creative. They are 
motivated to understand, but not necessarily control, the world, and are much 
concerned that others see them as competent and worthy of admiration. They can 
be negative and disruptive, argumentative and rambling, as they try to integrate 
different perspectives. 

Idealist: 
Idealists tend to expect much of themselves and of others. At the same tirne, their 
deeply felt needs to be helpfid to others, to be appreciated, and to be found worthy of 



trust make idealists frequently very supportive and helpful to others. They can be 
so helpful that, occasionally, they are just plain meddlesome. 

Pragmatist: 
Pragmatists are Iikely to be good at knowing what people will "buy". They can 
&Tord to approach problems in innovative or compromising ways because they have 
no vested interests in particular theories or rnethods. They provide optimism and 
enthusiasm that  motivates people to move ahead even when the task seems 
mountainous. Because they dodt need to take on the whole world a t  once, 
Pragmatists often have a high tolerance for ambiguity. They need less structure 
and predictability than the rest of us. 

Analyst: 
Analysts view the world on an  assumption that it is basicdy orderly, logical, and 
rational. I f i t  isn't, it should be, and Analysts wiU do their best to make it so. 
Within this world, they have a need to feel competent and self-sustaining. Analysts 
believe that "so long as we proceed carefidly and methodically, things will work 
out." They are interested, above all else, in finding the correct method for getting 
something done. Analysts are apt to look for (or already "know") the "one best way" 
to solve a problem. 

Realist: 
Realists tend to view the world empirically - whatever can be seen, felt, heard, 
smelled, and experienced is vividly real. Anything else is somewhat f a n c m ,  
theoretical, and not very compelling. Realists assume the world is as they sense it, 
the facts are there for everyone to see, and any two intelligent people can't help but 
agree on these facts. In that respect, Realists are quite the opposite of Synthesists. 
They are bothered by compromise, synthesis, analysis and idealism. They want to 
achieve concrete results - nothing else can influence the course of that "real world. 
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TRG HayiMcBer Learning Styles 

Analysis of the statistics kept of the 358 Leading Toward 2000 learners provided 
the following information on their self-reported Learning Style preferences: 

Figure C6. TRG HayfMcBer Learning Styles 

It would appear that ATB learners who attended the Leading Toward 2000 program 
have a preference for learning by "doing" (abstract experiential) rather than 
learning by "watching" (refiective observer). 

The following has been excerpted fiom the 1993 Learning Style Inventory (LSI): 
The Four Learning-Style Types (p. 7) and the strengths and weaknesses of each 
learning style (p. 11): 

Converger: 
Combines learning steps of Abstract Conceptualization and Active 
Experimentation. People with this learning style are best at finding practical 
uses for ideas and theories. If this is your prefened learning style, you have the 
ability to solve problems and make decisions based on fïnding solutions to questions 
or problems. You would rather deal with technical tasks and problems than with 
social and interpersonal issues. These learning skills are important for 
effectiveness in specialist and technology careers. Strengths: problem-solving, 
decision-making, deductive reasoning and defining problems. Too much: solving 
the wrong problem and hasty decision-making. Not enough: lack of focus, no 
shifting of ideas and scattered thoughts. 

Diverger: 
Combines learning steps of Concrete Experience and Reflective Observation. 
People with this learning style are best at viewing concrete situations £rom many 



different points of view. Their approach to situations is to observe rather than take 
action. If this is your style, you may enjoy situations that c d  for generating a wide 
range of ideas, as in brainstorming sessions. You probably have broad cultural 
interests and lïke to gather information. This imabginative ability and sensitivity to 
feelings is needed for effectiveness in arts, entertainment, and service careers. 
Strengths: imaginative ability, understanding people, recognizing problems and 
brainstorming. Too much: paralyzed by alternatives and can't make decisions. 
Not enough: no ideas, can't recognize problems and opportunities. 

Assimilator: 
Combines learning steps of Abstract Conceptualization and Reflective 
Observation. People with this learning style are best a t  understanding a wide 
range of information and putting it into concise, logical form. If this is your 
learning style, you probably are less focused on people and more interested in 
abstract ideas and concepts. Generally, people with this learning style h d  it more 
important that a theory have logical soundness than practical value. This learning 
style is important for effectiveness in information and science careers. Strengths: 
planning, creating models, d e h g  problems and developing theories. Too much: 
castles in the air and no practical application. Not enough: unable to learn fkom 
mistakes, no sound basis for work and no systematic approach. 

Accommodator: 
Combines learning steps of Concrete Experience and Active Experimentation. 
People with this learning style have the ability to  learn primarily fkom "hands-on" 
experience. If this is y o u  style, you probably enjoy carrying out plans and 
involving yourself in new and challenging experiences. Your tendency may be to act 
on "gut" feehgs  rather than on logical analysis. In  solving problems, you may rely 
more heavily on people for information than on your own technical analysis. This 
learning style i s  important for effectiveness in action-oriented careers such as 
marketing or sales. Strengths: getting things done, leadership and risk-taking. 
Too much: trivial improvements and meaningless activity. Not enough: work 
not completed on time, impractical plans and not directed to goals. 



Strength Deployment Inventory (SDI) 

Two versions of the instrument were used durhg the m e e n  Leading Toward 2000 
programs being researched. Statistics were not kept of the two instruments. 
Observations by the facultg and notes kept throughout the programs indicate a 
significant preference by participants for "flexible-cohering" behaviour, followed by 
"nurturing" behaviour . 

The following has been excerpted fkom the 1996 Strength Deployment Inventory 
(SDI): The Summary of the Seven Motivational Value Systems (page 6): 

Altruistic-Nurturing (Blue): 
Concern for the protection, growth and welfare of others. Valued Relating Style: 
Being open and responsive to the needs of others. Seeking ways to bring help to 
others. Trging to make Me easier for others. Trying to avoid being a burden t o  
others. Ensuring others reach their potential. Ensuring others are valued. 
Defending the rights of others. Rewarding Environment: Open, fkiendly, 
helpful, considerate, supportive, enhancing, trusting, soc idy  sensitive, sincere, 
loyal, compassionate, respectfid, humanitarian. Being needed. Being appreciated. 

Assertive-Directing (Red): 
Concern for task accomplishment, for organizing people, time, money and any other 
resources. To win out against the opposition and be seen as a winner. Valued 
Relating Style: Competing for authority, responsibility and positions of 
leadership. Exercising persuasion. Being alert to opportunity. Claiming the right 
to earned rewards. Striving for immediate action. Accepting challenges. Accepting 
risk-taking as necessary and desirable. Demonstrating competitiveness. 
Rewarding Environment: Progressive, innovative, evocative, challenging, fast- 
moving, stimulating, cornpetitive, creative. New levels of opportunity. Potential for 
persona1 advancement and development. Personal material rewards available. 
Potential for winning. Verbally stimulating. Self-projection. 

Analytic-Autonomizing (Green): 
Concern for assurance that things have been properly thought out. Concern for 
meaningful order being established and maintained. Individualism, self-reliance 
and self-dependence. Valued Relating Style: Being objective. Being right. Being 
principled. Being in control of one's emotions. Being practical. Being cautious and 
thorough. Being fair. Being resolute. Being serious. Being theîr own "judge and 
jury". Being their "OWII person". T h i n h g  thmgs through before acting. 
Rewarding Environment: Clarity, logic, precision, utility, durabdity, efficiency, 
reliabiliw, organized. Effective use of resouces. Supportive of individual decision 
making. Clear, supportable and authentic criteria for decision making. Researched 
recommendations. Time to explore options. Opportunity for economy. 

Flexible-Cohering (Hub): 
Concern for flexibility. Concern for the welfare of the group. Concern for the 
members of the group and for belonging in the group. Valued Relating Style: 



Being curious about what others think and feel, open minded and willing to adapt. 
Experiments with different ways of acting. Proud to be a "member". Likes to know 
a lot of people. Likes to be known by a lot of people. Likes to be known as flexible. 
Rewarding Environment: Friendly, involving, sociable, democratic, playful, 
changing, flexible. Encouraging interaction. Being heard and listening. Sensitivity 
to feelings. Consensus-building. 

Asserüve-Nurturîng (Blue-Red): 
Concern for the protection, growth and welfare of others through task 
accomplishment and leadership. Valued Relating Style: Actively seeking 
opportunities to help others. Persuading others to ensure maximum growth and 
development of others. Being open to proposals for creating welfare and security for 
others. Creating enthusiasm and support in tackling obstacles to success. 
Rewarding Environment: Opemess, mentoring, enthusiastic, fkiendliness, 
sincerity, trust, compassion. Respect for others. Supporting the underdgg. 
Positive, progressive initiatives for the growth and development of others. 

Judicious-Competing (Red-Green): 
Concern for intelligent assertiveness, justice, leadership, order, and fairness in 
cornpetition. Valued Relating Style: Providing rational leadership that can 
assess risks and opportunities. Being decisive and proactive when all the facts are 
in. Challenging opposition through thoughtful process and strategy. Rewarding 
Environment: Strategic, determined, planning. Complex, challenging tasks 
requiring expertise. Environment that offers recognition for achievement. 
Availability of technical resources. Opportunities to lead and to develop winning 
strategies. 

Cautious-Supporting (Blue-Green): 
Concern for afnrming and developing self-suffkiency in self and others. Concern for 
thoughtfd helpfulness with regard for justice. Valued Relating Style: Building 
effective processes and resources to protect or enhance welfare of others. Offering 
assistance for greater self-sufûciency and independence. Supporting activities that 
lead to growth. Fighting for principles that are fair. Rewarding Environment: 
Conscientious, patient, congenial. Environment that respects individuals, fairness 
and resources. Opportunities to encourage growth, independence and bring forth 
the best in others. Tasks that require thoughtful analysis to aid those in need. 




