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CHAPTER 1
INTRODUCTION

Is behavior modeling an effective approach for training managers in
conflict managemenf skills? Although much time and money are invested
on efforts to reduce the negative aspects and enhance the beneficial
aspects of conflict in work settings, there is yet much to learn about
how to do it effectively. The study was conducted to examine the
suitability of behavior modeling training for developing managers’
conflict management skills. This chapter introduces the present study
and consists of six sections: Theoretical Background, Statement of the
Problem, Hypotheses, Significance of the Study, Limitations of the

Study, and Definition of Terms.

Theoretical Baékground

The behavior modeling approach to training has drawn much attention
since the mid-1970’s. This approach is based upon the social learning
- theory of Bandura (1971, 1977). His theory stresses three classes of
personal expectations which are critically related to behavior change.
First, individuals engage in a behavior if they expect it to lead to a
desired outcome (outcome expectations). Secondly, differing values for
any particular outcome (valence) exists for individuals. Third, if an
outcome is highly valued (high positive valence), it provides a stronger
incentive to act than one of Tow value. Although outcome expectations
and valences are important determinants of behavior, they alone will not
lead to a behavioral change. An individual may believe that a desired

goal can be achieved using a specific behavior, but the individual may



feel capable or incapable of performing the particular behavior. The
belief that the behaviors necessary to produce a particular outcome can
be performed is termed efficacy expectation. Thus, the three critical
components of this behavior change model are outcome expectations,
efficacy expectation, and valences.

Social learning theory is distinct from general expectancy theories
which have achieved significant status in the Titerature. These
theories tend to focus totally on action-outcome expectations and
valences. Nowhere are efficacy expectations central to these theories.
The behavior change process presented in social Tearning theory is
different and more complex. .

Bandura (1977) has further suggested that four types of experience
are responsible for change expectations: performance accomplishments,
vicarious experience, verbal persuasion, and psychological states.
According to his research, practicing a behavior ({performance
accomplishments) and seeing another perform a behavior (vicarious
experiepce) have the highest probability of inducing Tearning because
they provide a guide which is immediate and concrete.

Behavior is altered by vicarious experience because it changes
expecfations in two ways. The individual is assured that something can
be done and a graphic picture which iTlustrates how it is performed is
provided. Furthermore, if the individual perceives that he is similar
to the model, his expectations can be increased even more because he
perceives that it 1is possible for someone like himself to perform the
behavior. Secondly, by demonstrating consequences of behavior, the

observer can clarify potential outcomes from specific actions.



3

Personal accomplishment prdvides a mechanism for change which is
even more powerful. As an individual actually performs a behavior,
efficacy expectations are enhanced. As the individual experiences the
| consequences of behavior first hand, outcome expectations are clarified.

Goldstein and Sorcher (1974) formalized the social learning theory
process into the compohents of behavior modeling training. The approach

they outlined consists of four major learning activities:

1. Modeling, where trainees watch "fiim or videotape displays of a
person (the model) performing the specific skill behaviors
(p.26)" effectively.

2. Role playing, providing the trainee with the opportunity to
practice the behaviors demonstrated by the model.

3. Social vreinforcement, providing the trainee with praise and
constructive feedback from the trainer and other trainees.

4. Transfer of training, implementing these processes in a way
that encourages trainees to.agply their Tearning in "a stable
and consistent manner on the job (p.26). :

. Goldstein and Sorcher further suggest that behavior modeling as-
sumes a different method for achieving behavior change than the
traditional training model. Figure 1 and Figure 2 illustrate these
models.

According to the traditional model, training attempts to develop
understanding which influences attitudes which supposedly Teads to
behavior change. A different logic is used in the behavior mbde]ing
approach.  This approach begins with the learning of new behavior which
is followed by changes in attitude. Later, an understanding of the
intellectual basis for the effectiveness of the new behavior is

developed.



Figure 1. Traditional Training Model

Attitude  ---cee--omccecein > Behavior
Change = -~-=----mcecmion >  Behavior
Attitude Change

Source: Goldstein and Sorcher, 1974



Figure 2. Behavior Modeling Training Model

Attitude ------------- R ERLELLEE PR > Behavior
Modeling + ---------c-cccmcmencnnna-- > Behavior
Role Playing + N Change

Social Reinforcement

----- > Attitude change
to be consistent
with behavior
change

Source: Goldstein and Sorcher, 1974



The motivation to improve is created by having the trainee work on
problems which are of vreal significance to him. Modeling effective
behaviors helps the trainee to understand what behaviors are desired.
Role playing allows the trainee to participate actively and to get the
practice necessary to develop the skills. Social reinforcement provides
meaningful feedback on performance from the trainer and peers. These
three procedures are implemented in such a way that the behavior change
'is Tikely to result in a transfer of training from the classroom to the
job.

The system shows the trainee what to do, and provides an oppor-
tunity for practice and feedback using a step-by-step training approach.
The typical program using behavior modeling initially gives a demonstra-
tion of the desired behavior via a film or videotape. After watching
the filmed behavior model, each trainee practices the learning points to
incorporate iﬁto his own behavioral style. Thus, the crucial element is
the practice and not the mere fact of watching the filmed model.

Several studies (Burnaska, 1976; Byham, Adams, and Kiggins, 1976;
Moses and Ritchie, 1976; Smith, 1976; Latham and Saari, 1979; Porras and
Hargis, 1982; and Decker, 1982) have shown that behavior modeling can be
used to teach a variety of supervisory skills to trainees effectively
and quickly. To date, no study has been undertaken to see if behavior
modeling can be used effecfive]y to help managers acquire conflict
management skills. Since behavior modeling has been successfully used
to train for other types of interpersonal skills, one could hypothesize
"~ that behavior modeling would be a powerful method for providing trainees

with the necessary skills to manage conflict.



Statement of the Problem ‘

The purpose of this study was to determine if the behavior modeling
approach to training could be used effectively to teach managers con-
- flict management skills. The theory and research cited previously led
to the conclusion that it would be effective. The central questions
fhis study sought to answer were: (1) Does the training make a sig-
nificant difference in the participants’ conflict management behaviors?;
and (2) Does video feedback to participants enhance the effectiveness of

the training?

Hypotheses
The following hypotheses were tested:

Hypothesis 1. Behavior modeling will be an effective approach for

training managers in conflict management skills.

Hypothesis 2. Videotaping participants’ role plays for use as
feedback produtes greater gains than behavior modeling training without

video feedback.

Significance of the Study

Management has become increasingly aware that conflict management
is an important managerial competency. A survey of managerial interests
in conflict management was conducted by the American Management
Association (Lippitt, 1982). Responding to the survey were 116 chief
executive officers, 86 vice presidents and 66 middle managers. Their
responses indicated that organizational conflict is growing as a topic

of importance. Specific results from the survey indicate:



- Respondents spend about 24% of their time handling conflicts

- Over the past ten years, their ability to manage conflict has
become more important

- Conflict management as a topic 1is rated of equal or slightly
higher importance than planning, communication, motivation and
decision-making

- They express interest in the sources of conflict which emphasize
psychological factors, such as misunderstandings, communication
failure, personality clashes and value differences

- Typically they perceive the level of conflict in their organiza-
tion to be about right

- They consider the principal causes of organizational conflicts to
be misunderstanding, personality clashes, value and goal dif-
ferences, substandard performance, differences over method,
responsibility issues, 1lack of cooperation, authority issues,

- competition for resources, and noncompliance with rules and
policies (p. 67).

One relevant management development activity is helping managers learn
to manage conflict. Managers need to know the causes of conflict,
methods to diagnose the type of conflict and modes of managing conflict
(Lippitt, 1982).

The significance of the present study was associated with (1) the
potential in organizations for conflict; (2) the value of conflict; and
(3) the Tlack of adequate training in conflict management possessed by
managers.

The potential for organizational conflict is a natural outgrowth of
the organization as a social system. It is subject to the continuous
readjustment of relationships with both external and internal
environments. This situation creates problems of integration for groups

within the organization who are both differentiated and interdependent.
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The continuing forces of change, uncertainty,'and specialization con-
front managers and employees alike. There is an identifiable need for
managers to increase their' knowledge of conflict and its management
based on the increasing complexity of organizations and the potential
for conflict which exists within organizations.

" The increased concentration on conflict management research has
created the recognition that conflict is neither inherently good nor
bad, and it possesses both functional and dysfunctional aspects.
Robbins (1974) provided a provocative summary of attitudes toward or-
ganizational conflict and its managemert by classifying them into three
philosophies: traditional, behavioral, and interactionist.

The traditional philosophy, which still survives in some forms,
dominated the management Tliterature from the Tate Nineteenth Century
through the middle 1940’s. Supporters of this philosophy generally view
all conflicts as destructive and recommend the total elimination of all
conflict in the'organization.

The behavioral philosophy emerged in the 1940’s and remains popular
in the field of organizational behavior. Supporters of this view per-
ceive conflict as inevitable in organizations and rationalize its
existence as serving some organizational goals. Almost all efforts by
the behavioralists, however, are directed at resolving conflicts.
Therefore, while this philosophy rationalizes the existence of conflict
in organizations, it continues to seek resolution.

The interactionist philosophy is the name given to the view which
has recently begun to gain attention in the field of organizational

behavior. This approach recognizes that conflict is absolutely
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necessary; it explicitly supports opposition; and, it seeks to prevent
or resolve some conflicts while stimulating appropriate conflicts. Some
conflicts are perceived as beneficial, so their ehcourégement or
stimulation is suggesfed. Other conflicts are not viewed as beneficial,
and traditional methods of prevention, resolution, and suppression are
éonsidered the best means to handle the situation. Thus, managerial
interventions are Tabeled conflict management rather than conflict
'resolution. Conflict management is a term which reflects more ac-
curately the acceptance of conflict as an organizational intervention to
achieve a set of goals. Whether conflict outcomes are constructive or
destructive 1is seen as dependent upon methods used to manage the

conflict.

According to Hart (1981), the value of conflict is that it:
- Opens up issues of importance, resulting in their clarification
- Results in the solution of problems

- Increases the involvement of individuals in issues of importance
to them

- Causes authentic communication to occur

- Serves as a release to pent-up emotion, anxiety and stress

- Helps build cohesiveness among people sharing the conflict...

- Helps individuals grow personally and apply what they learn to

future situations (p. 6).

If managers are to achieve constructive outcome from conflict, it
is necessary to ensure they possess adequate training in conflict
management skills. Currently, managers do not appear to have this

training. This statement is validated by researchers who have stressed
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the Tlack of training in conflict management provided in graduate or
industrial training programs (Essex, 1979; Robertson, 1977; and Butler,
1979). This 1lack of traihing creates potential for poorly managed
conflict situations. |

The present research was intended to make it possible to determine
Qhether behavior modeling is an effective method of training managers in
conflict management skills. If the hypotheses were confirmed, the
evidence would further extend the generality of behavior modeling to
another training area. Results of this research would contribute to our
understanding of behavior modeling and have impact on future management

training in conflict management.

Limitations of the Study

1. The scope of this study is constrained by the nature of "action
research" which is aimed at discovering or uncovering previously
undefined relationships through "field" investigation.

2. Participants will be 1limited to managers in one manufacturing
organization. Any conclusions or recommendations in the study
should be viewed with this in mind.

3. The study is Tlimited to two conflict situations: improving employee

performance and discussing disciplinary action.

Definition of Terms

The following terms were used in the study:
Behavior. The actions or vreactions of an individual which are

observable.
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Behavior Modeling. A teaching-learning process that consists of

providing the 1learner with film or videotape displays of a person per-
forming the specific skills to be learned, i.e. modeling; giving the
Tearner opportunity, training and encouragement torbehaviora11y rehearse
or practice the behaviors modeled, i.e. role playing; and providing the
Tearner with positive feedback as his plays increasingly approximate the
behavior of the model, i.e., social reinforcement (Goldstein and
‘Sorcher, 1974).

Conflict. Opposition or antagonistic interaction which can be
dichotomized into functional and dysfunctional segments (Robbins, 1974).

Conflict Management. A contingency or situational approach for

managing conflicts. The term reflects an acceptance of conflict as an
inevitable part of 1ife and connotes the goal of working with conflict -
encouraging, tolerating, and creatively channeling it into effective
problem-solving. ‘
| Collaborative Problem-Solving. A Joint effort by the parties
involved in a conflict to find a solution acceptable to both. It en-
tails redefining the problem, discovering novel or creative
alternatives, and focusing on a common goal (Bolton, 1979).

Learning Points. A written description of the key behaviors seen

performed by the model (Decker, 1982).

Manager. A member of ﬁn organization whose tasks, duties and
responsibilities require the supervision of other people (Bittel, 1978).

Management Training. A planned program of organizational improve-

ment which is undertaken to bring about a relatively permanent change in
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the knowledge, skills, attitudes, and/or behaviors of managers (Cascio,
1982).
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CHAPTER 2
REVIEW OF THE LITERATURE

This chapter presents a discussion of previous research related to
the present study. The review emphasizes research on behavior modeling

training and research on conflict and conflict management training.

‘Behavior Mode]ing Training

The four components of behavior modeling (modeling, role-playing,
social reinforcement, and transfer of training) have been the focus of
numerous research efforts. Repeatedly, each component has been shown to
be highly influential upon the degree of learning and performance that
occurs {Goldstein & Sorcher, 1974).

Research on modeling has a long history in psychological
investigation. In general, it has been demonstrated that modeling is an
effective method for the learning of new behaviors that previously did
not exist (Bryan & Test, 1967; Lack, 1971; Whalen, 1969; Friendenberg,
1971; Krumboltz & Thoresen 1964) and the strengthening or weakening of
behaviors that previously did exist {Kleinsassen, 1968; Ritter, 1969;
Mann & Rosenthal, 1969; Sutton, 1970).

Psychologists have demonstrated the value of role-playing to in-
crease assertiveness (McFall & Marston, 1970), to decrease smoking
(Janis & Mann, 1965) and to change social attitudes (Colbertson, 1957;
Harvey & Beverly, 1961; Zimbardo, 1965; Cohen & Latane, 1962). 1In
industrial settings, vrole-playing has been used successfully to train

managers and salesmen (Bradford & Lippitt, 1946; French, 1945; Beckhard,
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1956; Stahl, 1963), to improve labor-management relatiens (Lonergan,
1957; Liveright, 1951; Kellogg, 1954), and to improve communication
skills (Shaw, 1959; Starr, 1959; Gordon, 1959; Friedman, 1970).

Much social reinforcement research has focused on verbal behévior
"how much a person speaks, what he says, and when and how he says it"
(Go]dstein & Sorcher, 1974). Studies have shown that social reinforce-
ment can be used to increase how much a subject talks (Verplanch, 1955;
Oakes, 1962; McNair, 1957) and to increase what a person says (Hidum &
Brown, 1956; Greenspooh, 1954; Taffel, 1952).

The ultimate objective of all training programs is to improve the
participant’s performance at the workplace. Research on transfer of
training has demonstrated that three principles increase the level of
transfer of training. First, the trainee should be provided the general
guidelines for satisfactory performance on the job (Judd, 1902; Woodrow,
1939; Goldbeck et al., 1957; Miller et al., 1951; Ulmer, 1939). Second,
the trainee should be provided numerous practice opportunities (Mandler,
1954; Atwater, 1953; Cantor, 1955; Shore & Sechrest, 1961). Third, the
training must resemble the work setting as closely as possible (Crafts,
1935; Duncan, 1953; Gagne et al., 1950; Underwood, 1951; Young &
Underwood, 1954).

While research on the four components of behavior modeling indi-
cates each has been appiied successfully, there are cautionary notes.

...though modeling does indeed result in the learning of new

behaviors, without sufficient practice old ways of acting very

clearly tend to re-assert themselves. Practice or role-
playing is also a marked facilitator of new learning, but one

must practice the correct behaviors, and without prior model-

ing or similar demonstration, the trainee’s performance is
advanced very 1little. Given both modeling and role-playing,
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the newly-learned behaviors have greater potential for endur-
ing, but will not do so unless the trainee perceives the
enacting of these behaviors to be a rewarding experience;
thus, the crucial necessity for reinforcement. However,
. though reinforcement 1is indeed crucial, and though evidence
supporting its impact on behavior change is very impressive,
we have held that willingness to offer reinforcement too is
frequently a necessary, but not sufficient condition for human
learning. The behaviors to be reinforced must be enacted by
the trainee correctly and with sufficient frequency that
adequate opportunity for reinforcement occurs. It is proce-
dures such as modeling and role-playing that lead to such
sufficient frequency of correct enactment. Without such
procedures, the new behaviors - even if reinforced - will
often occur too seldom for new learning to occur. Combining
these ctnree procedures would, it appears, bring us much closer
to a powerful, reliable, and widely aqp]icab]e agproach to
human  learning. Yet power, reliability and broad ap-
?1icabi1ity are not enough, for a truly effective apﬁroach to
earning must also demonstrate such Tearning beyond the train-
ing setting and prove to be powerful, reliable, broadly
?ggl;cable, and enduring on the Jjob (Goldstein & Sorcher,

A Tliterature search on the four components used in combination,
i.e. behavior modeling, located several significant studies. However,
scientific evaluations on behavior modeling are sparse because the
technique is relatively new as a training method.

Burnaska {1976) conducted a study to determine if behavior modeling
training improved the interpersonal skills of managers, to measure how
long the training effects would last, and to ascertain if employees of
the trained managers perceived behavioral changes in their manager. The
experimental design was the post-test only control group design. The
experimental group was comprised of sixty-two (62) randomly selected
middle-level managers. This group received training in interpersonal
skills by the behavior modeling approach. Sixty-two (62) middle-level
managers from the same company were also randomly selected to be in the

control group that did not receive training.
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- To evaluate the effectiveness of Burnaska’s training progranm,
behavioral and perceptual measurements were gathered. Behavioral obser-
vations were used to determine if the training improved the managers’
" interpersonal skills and how 1long the training effects might last.
These measurements were taken within a month after training and again
five months Tater.

Twenty-five trained observers were used to collect these data.
Four judges observed each manager in three role-plays without knowing if
the manager be1onged'to the experimental or control group. After each
role-play, the Jjudge rated the manager’s behavior on four, seven-point
Likert-type scales:

1. -Maintained Employees Self-Esteem

2. Established Open and Clear Communication

3. Maintained Control of the Situation

4. Accomplished Objective of the Discussion.

An operational definition was provided for each scale.

To determine if employees of the trained managers could perceive
changes in the overall behavior of their manager, a questionnaire was
administered to the employees. This questionnaire contained 51 items
with a seven-point Likert-type scale. Employees completed the question-
naire one week prior to training and four months after training.

The behavioral measures were "factor analyzed using principal
factoring with interactions" (p. 332) because the rating scales of the
four judges were moderately intercorrelated (median r=.50). A factor
labelled Managerial Interpersonal Skill accounted for 67% of the common

variance and 58% of the total variance for the four scales. Each of the
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trained (N=62) and untrained (N=62) managers was assigned a factor score
on this dimension. A three-way analysis of variance was then used to
analyze the data -- Trained X Untrained'Managers,AImmediateiy After X 4
Months After Ratings, and Role-Play 1 X Role Play 2 X Role Play 3. The
results of this three-way. analysis of variance of judges®’ behavioral
ratings were: Manger (F=481.69, p<.05), Time (F=21.07, p<.05),
Evaluation Situation (F=27.86, p<.05), Manager X Time (F=.02), Manager X
’Eva1uation Situation (1.04), Time X Evaluation Situation (F=.19), and
Manager X Time X Evaluation Situation (F=.61).

There was moderate intercérrelation of the 51 items of the employee
questionnaire, "so principal factoring .with a varimax rotation was
performed on these data" (p. 333). Sixty-five percent of the common
variance and 58% of the total variance was accounted for by eight or-
thogonal factors which were extracted. Factor scores for the eight
factors were assigned to all employees, and an analysis of variance was
cornducted to determine Before X 4 Months After, and Trained X Untrained
Managers. The results of this analysis found only two significant
differences (p<.05).

The analysis of the behavioral measures in Burnaska’s study
revealed that the trained managers performed better than the untrained
managers, and the four months after ratings were higher than the im-
mediately after ratings. whiié the perceptual scores showed only sight
improvement, the researcher states there is support from the data for

his statement that "four months may not be a sufficient amount of time
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for a manager to wuse his new skills with each of his employees fre-
quently enough to produce a change in all his employees’ perceptions of
him" {p. 334). _‘

Moses and Ritchie (1976) used a special behavioral assessment
center to examine the effectiveness of behavior modeling tra{ning for
§upervisors at AT&T. Two matched groups of supervisors were formed.
One group (N=90) was randomly selected to receive the behavior modeling
trainﬁng (experimental group). The other group (N=93) rveceived no
training (control groub).

Approximately two months after the experimental group received
training, individuals from both groups were evaluated in a special
assessment center. Four individuals who had received training in be-
havioral observation served as assessors. Each supervisor conducted _
three different problem discussions with a role-player. The assessors
used a rating scale constructed for this study to evaluate each dis-
cussion independently. No details of the rating scale were provided.

A repeated measures analysis of variance was used to analyze the
data. The trained group was evaluated as being more effective in resol-
ving the problem discussions (F=57.26, p<.01).

In a study by Byham, Adams, and Kiggins (1976), the transfer of
behavior modeling training to the work place was investigated. Eight
supervisors from two accounting operations were chosen to comprise the
experimental group. The control group consistéd of eight supervisors
from roughly matched departments. The experimental group received
training in ten modules each concerning a specific interaction with

subordinates.
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Subordinates’ perceptions of their supervisors’ ability to handle
each of these situations was used as the criterion. Interviews with 20%
of the subordinates randomly sampled from both groups wererconducted. A
trained interviewer coded the responses. The ‘authors state that the
interviews "had very high reliability of coding judgments" (p. 347).
However, no reliability score is reported and no details of the scoring
process are provided.
. The results of the study are presented in percentage point
differences. Eight of the ten areas showed positive results ranging
from +11 to +36 in the pre-post comparison. In a comparison between the
experimental and control groups, there were positive results ranging
from +7 to +36.

According to the researchers, the results of this study may be

limited because: _

1. The data are based on a random sampling of subordinates rather
than the more preferable stratified random sampling. This
allowed for the possibility that as many as three subordinates
of one supervisor might have been interviewed and none of
another, thus 1letting the changes in behavior of a few super-
visors overly influence the resutts...

2. A subordinate may very well not know that a supervisor had
changed his or her Qay of handling a situation if neither the
subordinate nor the subordinates’ acquaintances had had a
problem in the time period involved...(p. 348).

Smith (1976) investigated the effectiveness of behavior modeling

training to improve customer satisfaction and sales. The study included
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a control group (no training), a traditional training group, a be-
havioraT modeling training group, and a behavior modeling plus team
building group. | |

In the traditional training group, - the managers were given no
opportunity to practice or receive feedback on the material taught. The
mbde]ing training demonstrated how a manager should interview a com-
plaining customer and followed the standard format for the modeling
approach. The modeling ptus team building group received training
identical to the mode1%ng group. In addition, they received team build-
ing through 1lecturettes plus practice in making personal statements
about their feelings and relationships, and managers met as a subgroup
to prepare an action plan for their branches.

The managers were given a pre- and post-assessment to measure the
effectiveness of their communication skills. The instrument contained
20 customer comments for which the managers were instructed to write
replies. Thesehresponses were rated on a scale from 1.0 to 4.0 based on
their helpfulness, understanding, and respect. HWhile there was no
significant change in the traditional training group (t=1.967), there
was significant improvement in the communication effectiveness for the
Modeling Training group (t=6.801, p<.05) and the Modeling plus Team
Building group (t=6.552, p< .05).

Four months after the training, a 5% random sample of customers in
the branches involved in the training were surveyed to measure customer
satisfaction. Communication effectiveness was correlated with the level

of customer satisfaction four months after training. There was a direct
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and positive relationship (r=.743, p<.001) between communication skills
and customer satisfaction.

The sales performance of the branches involved were measured 10
months after the training. The change in actual sales was significant
(X2=43.13, df=3, p<,001), but only the Modeling plus Team-Building group
showed an improvement (+7.9%). A decline in sales was reported for the
Control (-2.1%), Traditional. (-2.6%) and Modeling (-2.2%) training
branches. '

Latham and Saari (1979) conducted an extensive experiment to
evaluate a behavioral modeling approach based on the principles of
Goldstein and Sorcher. The experiment consisted of an experimental
group (N=20) which received training in supervisory skills, and a con-
trol group (N=20) which received no training. While the dependent
variables 1in their experiment included participant reaction, learning,
behavioral, and performance measures, the focus of this review will be
the behavioral and performance criteria.

Tape-recorded role plays of supervisors resolving supervisor-
employee problems were used to assess supervisory behavior. The 20
experimental group members and 20 control group members were in-
dividﬁa]]y taped conducting a discussion which had been the focus of one
of the training topics. In addition, ten members of the control group
were given the learning points to determine if knowledge alone is suffi-
cient to elicit the desired behavior,

The tape recordings were assessed by 15 trained assessors working
in groups of three. The assessors were blind as to whether the super-

visor was 1in the experimental or control group. The judges rated each
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recording, individually, then through group consensus agreed on a single

score. The scores of the trained group were significantly higher than
those of the control group with the learning points (t=5.38, p<.05) and

* without the learning points (t=4.86, pg.os). '

To evaluate on-the-job behaviors, each supervisor’s boss was givén
a behavioral observation scale one month before and one year after the
training. The scale contained 35 behavioral items, developed on the
basis of a job analysis, which identified effeciive supervisory
behavior. A five-point scale was assigned to each item. The super-
visor’s boss dindicated the extent to which he observed the supervisor
demonstrate the behavior. A two-tailed t-test on the post-measure
indicated that the +training group performed significantly better than
the control group (t=2.51, p<.05).

Decker (1980) conducted a behavior modeling study to assess the
effects of different learning points. He refers to these as descriptive
codes (learning points which describe the key modeled behaviors) and
roie codes (Tearning points that describe rules governing the model’s
responses). The study involved students (N=20) 1in an introductory
psychology course. The subjects were volunteers and were randomly
assigned to condition.

Behavior modeling was used to improve the assertiveness skills of
the participants. The video-taped model was shown to the students.
Then, half the students were given descriptivé codes and half were given
rule codes. The model was shown again, and the students were asked to

pay attention to the learning points in the second showing.
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Following the second viewing of the modeling tape, the students
were asked to reproduce the model’s performance in a role-play attempt
with. an experimenter. The experimenter reproduced the role of the
problem person in the modeling tape. The students were then asked to
perform another task to elicit generalization of the learning. This
task was conducted in the identical manner but used a different problem
which required the same learning points.

Two trained raters provided the reproduction scores using a check-
1ist of all relevant model behavior. Two different trained raters
produced the generalizability scores. A 5-point rating scale was con-
structed to cover the nine dimensions representing the model’s
performance. No further information on scoring or the instruments is
provided.

The descriptive code reproduction mean score (M=69.9) was sig-
nificantly greater than the rule code reproduction mean score (M=46.2),
t(18)=2.86, p<.0l. However, there was no significant difference between
the generalizability mean scores. While the descriptive codes
facilitated reproduction better than rule codes, generalization was not
affected by the type of code.

in a second study, Decker (1982) examined the use of rule-oriented
lTearning points as generated by the experimenter and symbolic rehearsal
instructions (the process in which the observers visualize or imagine
themselves performing the behaviors of the model). The experimental
group (N=12) and control group (N=12) consisted of first-line super-

visors from a large midwestern hospital.
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Both.groups met for a one-day workshop with two parts: a four-hour
session on coaching employees and a four-hour session on'handling
employee-initiated complaints. The two groups received the same be-
| havior modeling format with the exbeption of the experimental
manipulation. Both groups received an introduction to the topic, two
video-taped behavior modeling presentations, group discussions of the
model’s effectiveness, and skill practice; however, only the experimen-
tal group was provided written copies of the learning points between the
two presentations, and then told to close their eyes and mentally pic-
ture themselves performing the Tearning points.

Seven days after the training was completed, the participants were
asked to return for a follow-up review. At this time, they were video-
taped in semi-structured coaching and employee complaint role-plays.
The same problem was presented to each trainee, but scripts were not
provided. |

The video-tapes were rated by trained assessors who were blind to
condition. The assessors used a 7-point semantic differential rating
scale (l=positive response, 7=negativé response) covering dimensions
which paralleled the Tlearning points for each problem situation. The
inter-rater reliability ranged from .92 to .99 for coaching and .96 to
.99 for employee-initiated complaints.

The experimental group mean score for coaching (M=26.71) was sig-
nificantly higher than the control group mean (M=52.19), F=14.30,
p<.001. The results of the employee-initiated complaint role-play were
also significantly greater for the experimental group (M=28.62) than the
control group (M=54.37), F=7.36, p<.0l. According to Decker, “"the
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significance of this study is the finding that very simple and quick
procedures used to formalize symbolic coding, cognitive organization,
and .symbolic rehearsal are effective... This is an indication of the
power of these techniques because the formalized procedures had greater
effect than any uncontrolied spontaneous trainee codjng and/or rehearsal
operations (p. 331)."

Porras et al. (1982) tested the utility of behavior modeling for
first-Tine supervisors in a plywood mill. The experimental group (N=17)
met weekly for half-day workshops over a period of ten weeks. Each
session had a distinct focus, but the overall goal was to have the
supervisors master a set of interpersonal skills and to effectively
integrate their use. The structure of each session followed a similar
format: outline the general principles underlying the module, present
Fhe learning point, show a video-tape modeling the desired behavior,
préctice and video-tape role-plays, feedback and discussion of positive
aspects of their performance. The control group (N=13) received no
training.

The dimpact of the training was assessed by questionnaires ad-
ministered to one-third of the empioyees of each supervisor. The
quesfionnaires employed a 7-point Likert scale and asked for ratings of
specific supervisor behavior on five dimensions. The ratings were
collected one week prior to commencing the training, one week after
completion, and again six months after the initial post measurement.

Results of the study showed most of the change occurred during the
pre-test and immediately after post-test. During this time, significant

improvement was made by the experimental group on the five varijables,
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t=2.05, p<.01. The researchers compared the experimental group scores
for the five variables from T, to T3 and discovered no significant decay
in behavior change, t=.046, p<.01. Porras et al. conclude that the
| "employee perceptiqns indicated that supervisors did master the skills

and use them in face-to-face interactions" (p. 448).

Summafy

Several studies focusing on behavior modeling training have been
_examined in depth. While other studies exist, they do not yield any-
thing beyond the studies vreported. The research supports the notion
that behavior modeling 1is an effective training method for increasing
management skills. While the focus in these studies has been on train-
ing managers to handle specific employee-related situations, the overall
goal has been to help the participants master and integrate a set of
interpersonal skills.

An important finding in these studies is that managers transfer and
apply newly acquired skills to the job. Changes in on-the-job behavior
can be recognized by their supervisors and subordinates. These are
indicators to support the fact that as managers change their job-related
behaviors, there will be increases 1in productivity. Thus, behavior
modeling programs which solve management performance problems can have a

significant impact on the organization.

Conflict and Conflict Management Training

The Titerature is diverse in recommendations for conflict manage-

ment training. Schmidt and Tannenbaum (1960) advocate an approach to
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managing conflict which includes the necessity for a manager to possess
three abilities. These abilities are (1) the capability to diagnose and
understand the differences, (2) knowleige of and capability to select an
appropriate behavior from a variety of choices, and (3) an awareness of
his own feelings and the ability to deal with these feelings.

Blake, et al., (1964) proposed a program for resolving intergroup
conflict which rests on perceptual and attitude structuring. Their
assumption is that an understanding of the other party’s perspective and
applying mutual problem-solving will lead to an integrative (win-win)
solution.

Blake and Mouton (1970), also developed the Conflict Grid (Figure
3) whiEF"specifies five modes of behavior the manager can use to resolve
interpersonal conflict. According to the model, when an individual
confronts a conflict situation, there are two concerns: concern for
pedp]e and concern for production or results. Problem-solving is per-
ceived as the most effective mode of handling conflict because it is

highest, in concern for both task and people.



29

FIGURE 3
The Conflict Grid
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Ruble and Thomas (1976) extended the work of Blake and Mouton in
their two-dimensional model of conflict-handling behavior (Figure 4).
The model contains two dimensions which distinguish between a person’s
desire to satisfy the concerns of the other party (cooperation) and to
satisfy personal concerns (assertiveness). The cooperativeness axis
progresses from uncooperative to cooperative, and the assertiveness axis
proceeds from unassertive to assertive.

Thomas (1977) proposes conflict management education that uses
"multidimensional values in teaching to avoid rejecting input, threats
to self-esteem, abandoning individual strengths, and reducing
flexibility" (Shockley-Zalakak, p. 494). His approach stresses prepara-
tion for opportunities and problems that are highly dependent on the
interface between the individual’s strengths and the needs of the
specific situation.

| Power training 1is recommended by Chesler, Crowfoot and Bryant
(1978) as an essential prerequisite for effective conflict management.
They ayrgue that if a person is to benefit from conflict management

training, he must understand how to gain and use power.
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While several programs have been proposed for conducting conflict
management training, a review of the literature revealed that few ef-
forts have been made to evaluate scientifically training designed to
enhance conflict management skills.. The remainder of this section will
review those studies pertinent to this study.

Becker (1978) evaluated a conflict decision-making workshop which
was designed for police personnel. The experimental design was the
post-test only control design. Material for the workshop was drawn from
the areas of human relations, intergroup conflict, negotiation, and
resolution and follow-up abilities.

To evaluate the effectiveness of the workshop, Becker tested the
participants on their retention of material (knowledge) and ability to
use the concepts learned (performance). The results of the workshop
indicated a significant difference between the experimental and control
groups on the knowledge tests and on the four performance measures
{(p<.05). Further details of the instruments and statistical data were
not proyided.

Essex (1979) evaluated the effectivenes§ of an in-service workshop
model to train school administrators (N=44) to manage conflict surround-
ing .the identification, evaluation, and placement of handicapped
students. Participants were volunteer subjects who participated in one
of two experimental workshops.

Form A (pre-test) and Form B (post-test) of the researcher designed
Conflict Management Exercise were used to collect the data for the
study. The instruments were designed to measure the participants’

ability to apply the processes and procedures presented in the workshop
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to a written, simulated conflict exercise concerning a special education
issue. The reliability coefficients for the instruments were: Form A -
.67(alpha), .65(Spearman-Brown), .65(Gutman split-half); Form B -
.53(alpha), .66(Spearman-Brown), .63(Gutman split-half). The analysis
of the data revea1éd a significant difference between the pre-and post-
test scores (F=138.36, p<.01).

Butler (1979) designed a conflict management training program for
school psychologists. The program was developed after a literature
review indicated graduate studies in psychology did not include
training. The program was designed to meet the awareness, cognitive,
and cognitive-behavioral needs of school psychologists in the areas of
interpersonal communication, decision-making, and conflict management.

In a study which focused on a human services organization, Howell
(1981) attempted to identify and describe the competencies necessary for
managers and supervisors to manage conflict. According to his study,
the skills necessary for conflict management are understanding the
nature of conflict, knowing one’s personal conflict management style,
responding skills, assertiveness skills, conflict resolution skills, and
team-building and team-members skills.

Bright & Robin {1981) present a case study concerning the clinical
treatment of one parent-adolescent triad experiencing conflict. Prior
to treatment, family discussions often ended in stand-offs, with members
being frustrated at their inability to reach acceptable solutions to
problems.

Treatment consisted of the family attending six, one-hour therapy

sessions where they were taught problem-solving communication skills.
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The four-step model included: (1) defining the problem; (2) brain-
storming a variety of creative ideas for resolving the disagreement; (3)
evaluating the solutions (pros/cons) to reach a negotiated agreement;
and (4) planning to implement the solution. Communication skills
(active Tistening and assertiveness) were incorporated into the treat-
ment sessions. |

Behavioral assessment instruments were completed before and after
treatment and at a 10-month follow-up. The Issues Checklist assessed
frequency and intensity of discussions. The Conflict Behavior
Questionnaire evaluated parent and adolescent communications on dis-
satisfaction with the other member’s behavior and with the interaction
between the two members. The parents and adolescent were audiotaped
discussing two problems drawn from the Issues Checklist for 10 minutes
apiece. Trained observers used the Marital Interaction Coding System to
c1éssify each statement into one of 23 categories.

Results indicate scores on the Issues Checklist decreased substan-
tially , for mother, father, and daughter from pre- to post-assessment.
In fact, six out of eight post-assessment scores equaled 1.00, which is
minimum value. This instrument was used to report frequency changes,
and no statistical procedures were used. On the Conflict Behavior
Questionnaire, examination of the magnitude of changes indicates that
mother-daughter communication and conflict improved more than father-
daughter communications and conflict. The magnitude in change was
gauged by raw scores, and no statistical procedures were applied. The

proportion of problem-solving communication behavior using the Marital
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Interaction Coding System increasing from 0.1012 to 0.1449 (t-test,
p<0.001). |

While the Bright and Robin study is not highly generalizable and
| presents issues different from those of édu]ts in organizations, there
is similarity in the skills applied. The six hours of treatment did not
achieve the optimum Tlevel of skill in the clients, but it shows the
effectiveness of even a short intervention in changing behavior.

Ridley et al. (1981) conducted a study to evaluate the effective-
ness of a premarital conflict management training program. Couples were
recruited from a university and its larger community. They were ran-
domly assigned to a problem-solving (PS) training program (N=26 couples)
or to a relationship discussion (RD) group (N=28 couples).

The PS group participated in eight, three-hour problem-solving
training sessions (24 hours total). Each group consisted of three or
four coup1es,‘ and was facilitated by a graduate student trained in
problem-solving skills. RD couples also met three hours a week for
eight weeks (24 hours). They were assigned selected relationship
development readings, supervised in discussions about the readings, and
encouraged to apply the readings to their relationship.

Training in the PS group focused on learning three communication
skills: owning thoughts and feelings; Tistening and reflecting thoughts
and feelings; and using open-ended questions (questions that cannot be
answered by a "yes" or "no" vresponse). Problem-solving steps were
introduced and practiced sequentially throughout the training. These
steps included: exploring the problem area; defining the problem in

relationship terms; identifying how each partner contributes to the
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problem; stating a relationship goal; generating alternative solutions;
evaluating alternative solutions; selecting the best solution; im-
plementing a solution; and evaluating progress.

The independent variable consisted of four 20-minute audiotaped
conversations (two pre-test and two post-test) which were completed by
each PS and RD couple. The stimulus for the first pre-and post-test
conversation was a role-play situation which depicted a typical problem
experienced by premarital couples. The second pre-and post-test conver-
sation was based on a real problem from the couple’s relationship.

Verbal responses for each audiotaped conversation were scored to
assess the problem-solving skills for each partner. Respondent’s scores
were determined by the number of times he/she made statements consistent
with the operational definitions for the communication skills and the
problem-solving steps. '

Scoring was conducted by two independent judges who were trained
for 25 hours to use the problem-solving scoring procedure. To determine
inter-rater reliability, each Jjudge independently rated audiotapes of
couple interactions similar to those to be rated in the study. A
Pearson Product Moment correlation (r) was calculated between the scores
of tﬁe two judges. Interrater relijability on the communication skills
ranged from a low of r=.88 on summary statements to a high of r=.94 on
open questions. Interrater reliability on the problem-solving steps
ranged from a low of r=.90 on Exploring the Problem to a high of r=.95
on Stating Goals.

An analysis of variance was performed on the pre-test data to

determine if there were group or sex differences prior to training. The
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PS group was not significantly different from the RD group, and no
significant sex differences existed. | |

Evidence for a treatment effect was derived from an analysis of
* variance (treatment X group). The results indicate that the PS group
showed a significant increase for all communication skills and problem-
solving steps: "I" Messages, t=129.63, p<.0001; Summary Statements,
t=166.71, p<.0001; Define Problem, 1=96.15, p<.0001; Identify
Contributions to Problem, t=145.69, p<.0001; State Goal, t=168.75,
p<.0001; Generate Alternatives, t=57.68, p<.0001; Evaluate Alternatives,
t=194.68, p<.0001; Select Alternatives, t=248.58, p<.0001.

Although the issues identified by Ridley and associates in the
training were couple oriented, the skills are generalizable te managing
interpersonal conflict in organizations. According to the results of
the 'training, the program succe§sfu11y taught the skills necessary for
managing conflict and induced significant behavior changes in the ex-
perimental group participants.

Ingari (1982) evaluated a one-day conflict management workshop for
state agency personnel (N=74). The effectiveness of the workshop was
based on participants’ attitude about the program and cognitive
learning. To elicit attitudinal data, semantic differential scales were
used for the concepts "Conflict", "Assertiveness," and "Listening." The
score for "Conflict" (t=5.70, p<.0001) indicated the workshop had a
positive effect on attitude. Scores for ‘“Assertiveness," and

"Listening" were not significant. There was a significant difference in



38

the cognitive pre- and post-test scores (t=10.9, p<.0001). Thus, atten-
dance at the workshop dramatically increased participants’ knowledge
about conflict.

A conceptual training model . to teach conflict management in or-
ganizations is presented in a study by Swanson (1983). His study
develops six criteria that an adequate training model must meet. The
model must be relatively easy to remember and use, allow for interpola-
tion, extrapolation and prediction, view conflict from a systems
perspective, utilize a social psychology perspective, have a situational
perspective, and encourage communication about the conflict.

The Swanson model contains two phases. Phase I (Understanding the
Conflict) consists of various concerns about the conflict: Who are the
parties in conflict?; When 1is the conflict occurring?; Where is the
conflict occurring?; and, How do the parties to the conflict conduct
their interaction? Phase II (Managing the Conflict) deals with the
behaviors and skills necessary to manage the conflict. The critical
questiops at this phase are: Can the parties share a common definition
of the conflict?; Can the parties share their reasons for the conflict?;
Can the parties share their reasons for the conflict; When is the op-
timum.time to manage the conflict?; Where is the appropriate environment
to manage the conflict?; and How can the conflict be managed? The
result of this research is a structural framework for trainers and a
frame of reference to guide the trainee’s behavioral choices in a con-

flict situation.
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summary
The review of the Titerature on conflict management training did

not reveal any studies which attempted to use behavior modeling as the
training approach. Also, there was only one study conducted in an
organization where behavioral change was used as the measure of training
effectiveness.

The studies in this review can be grouped into three categories:
'(1) studies which use cognitive 1learning as the primary measure of
effectiveness (Essex, 1979; Ingari, 1982); (2) studies which focus on
training for unique populations (Becker, 1978; Essex, 1979; Butler,
1979; Bright & Robin, 1981; Ridley et al., 1981) and (3) studies which
design training program content (Butler, 1979; Howell, 1981, 1983).
While these studies are important and provide a foundation for this
research, they do not offer insight into the effectiveness of behavior

modeling for training managers to manage conflict.
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CHAPTER 3
METHODOLOGY

This chapter presents a discussion of the methodology used iﬁ the
present study. The chapter consists of the following sections: Sample,
Experimental Design, Instrumentation, Experimental Procedures, and

Statistical Analysis.

Sample

The subjects for this study were forty-eight (48) managers from an
industrial organization in central Virginia. The organization is a
division of a 1afge, diversified, multi-national corporation. The
organization reflected in the present study has approximately 12,000
employees.

The managers included in this study were inﬁited to participate in
the experimental phase. In a needs assessment, they had identified
conflict management as a skill deficit. The managers knew they were
participating in a study. They were not aware, however, of the ex-
perimental conditions, assuming the training was conducted separately
for logistical reasons.

Managerial experience ranged from six months to twelve years. The
age range was from 27 years of age to 59 years of age. The race/sex
composition dincluded twenty-four (24) white males, seven (Z) minority

males, fourteen (14) white females and two (2) minority females.
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Experimental Design

The design used for this study was a combination of pre-
test/post-test control group design and the post-test only control group
design. It  is a form of the Solomon four-group design. Symbolically,

the design can be diagrammed:

Group IA R A T1 T2 A2
Group [IA R Ay T T, A,
Group IIB R T Ty A,

where "A" equals assessment and "T" equals training. This design was
chosen because it combined the virtues of "our best two designs"
(Kerlinger, 1973). Al1 sources of internal validity are controlled and
"the interaction of testing and X are determinable" (Campbell & Stanley,
1963).

The subjects were randomly assigned to one of the four conditions.
The two experimental treatment groups were (1) Group I = behavior
modeling/no video feedback (N=24), and (2) Group II = behavior modeling
training/video feedback (N=24). Each sub-group, or condition, had
twelve (12) subjects.

The dependent variables, collaborative problem-solving behaviors,
were collected by having the subjects participate in a semi-structured

role-play. They assumed the role of a manager attempting to correct a
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performance problem. Each subject was presented with the same core
prob1em; but no scripts were provided.. These role-plays were video-
taped, retained, and asseséed independently by three trained assessors
to produce the dependent variables. The assessors were blind to tfeat- :

ment and condition.
Instrumentation

The Conflict Maﬁagement Assessient form (CMAF) was designed by the
researcher to collect the data for this study. The CMAF consists of
seven (7) behavioral statements which parallel the learning points
presented in the training, pius an overall summary item.

Each behavioral statement and the summary item has a 5 point rating
scale assigned to it (1=less than adeguate, 5=more than adequate). The
rating scale was behavioral anchored at the extremes (#1 and #5) and in
the middle (#Sj. The behavioral anchors provided descriptors illustrat-
ing effective, average and ineffective performance for each behavioral

statement (see Appendix A).

Experimental Procedures

The procedures for this research are outlined in the following sub-
sections: Assessor Training, Role-Player Preparation, Training

Procedures, and Data Collection.
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Assessor Training. Approximately one month prior to the start of the
study, a group of twenty individuals participated in a half-day (4
hours) assessor training program. The purpose of the session was to
provide an overview of the study, to review the role of the assessor, to
familiarize them with behavioral observation and documentation, and to

give them practice using the rating scale (see Appendix B).

| Role-Player Preparation. Four (4) role-players were used in the pre-
and post-assessment center role-plays. They were coached on specific
behaviors to provide consistency in the quality of the employee role.
They each participated in approximately eighteen role-plays and were

blind to treatment.

Training Procedures. | The training groups met for twa, four-hour
training 'sessions, each focusing on a specific conflict situation and
the skills needed to manage it. The first session focused on correcting
a pérformance problem (see Appendix C) and the second session addressed
discussing disciplinary action with an employee (see Appendix D).
Although each wunit had a distinct focus, a goal of the training was to
havé the managers master a generic set of conflict management skills and
to effectively integrate these skills into their management style and
behavior. |

The managers met in groups of twelve (12) by experimental condition
for two four-hour sessions scheduled one week apart. Except for the
experimental manipulation, all four training groups followed the same

format in each of the sessions: (1) introduction of the topic, (2)
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presentation and discussion of the learning points, (3) view a video-
taped modeT demonstrate effective use of the learning points, (4)
discussion of the model, .(5) review the video-taped model, and (6)
skills practice. |

The skills practice within a session was accomplished by dividing
the participants into three four-person groups with a facilitator. The
participants in each sub-group were given an opportunity to behaviorally
rehearse the Tlearning points. The rehearsals were based on situations
the participants genérated from actual experience. Another participant
role-played the subordinate in each instance. After each role-play, the
participant-manager received feedback/reinforcement from the other
trainees and the facilitator. The experimental manipulation which
differentiated Group I - behavior modeling without video feedback from
Group II - behavior modeling with video feedback was that each rehearsal
in Group II was video-taped and replayed for the participants so the
"manager" could observe behavior illustrating comments given during the

feedback segment.

Data Collection. Two weeks before the training started, 24 subjects
{Group IA = 12 and Group IIA = 12) were asked to participate in a spe-
cial behavioral assessment center. They were asked to role-play a
manager while a role-player assumed the employee role. The "manager”
was asked to resolve a performance problem. Every participant was given
the same problem (see Appendix E), but no scripts were provided. These

role-plays were video-taped and retained.
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Two weeks after the training was concluded, all 48 subjects were
asked to participate in a follow-up assessment center. The participants
were given the same performance problem presented in the pre-training
assessment center. Once again the ro]e-p]ay§ were video-taped and
‘retained.

A week after the post-training role-plays were collected, the pre-
and post-video tapes were evaluated independently by three assessors who
" had received training 1in behavioral observation and documentation and
the use of the rating scale consiructed expecially for the evaluation
process in this study. A total of eighteen (18) assessors were used.
Three were assigned to pairs of subjects, were used for both groups and
were blind to treatment. The judges were assigned to get an estimate of
the variation between subjects that was not contaminated with judge
effects and to account for differences in judges. It did involve a
sacrifice in the degrees of freedom, but it provided a better job of
accounting for the sources of variation in the data. Mainly, it ac-
_counted for the variation among judges’ use of the rating scale. The

procedure also reduced the error term (see Appendix F).

Statistical Analysis

The data collected for this study were analyzed by means of _
analysis of variance with terhs for the effects of the two methods, for
effects of pre- vs. post-, for interaction between method and pre- vs.
post-, for gjudges. and for subjects. A1l of these were fixed effects
except for subjects which were random effects. Subjects were assumed to

be a sample of the population to whom the results should apply, but
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Judges were assumed to constitute the entire population of judges. This
model was chosen because it accounted for the effects of judges and
subjects and so the varidnce between subjects could be used to test
" these effects. The BMDP2V statistical program was used to test the
effects of methods, pre- vs. post-, interaction and judges. Variance
between subjects was calculated by averaging the variation between
subjects who were rated by the same judges for all such pairs of sub-

Jjects (see Appendix G).
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CHAPTER 4
RESULTS

In this chapter, the data analysis and findings of the present
study are presented and described. In discussing the findings, the two

hypotheses are addressed separately.

. Hypothesis 1
The first hypothesis predicted that behavior modeling would be an

effective method for training managers in conflict management skills. A
two-way analysis of variance was performed on the assessors’ rating
scores for the 24 managers who participated in both pre- and post-
assessemnt conditions. A separate analysis was performed on each scale.
Pre-assessment vs. post assessment scores comprised the within subjects
measure;’ training method was a between subjects variable. The analyses
examined the main effects of pre- vs. post-assessment, method, assess-
ment by method interaction and judges. The results for each behavioral
statement, 1-8, revealed F-ratios ranging from 22.47 to 124.84 at 1 and
111 degrees of freedom. The results for each scale were significant at

any of the traditionally accepted levels of confidence (see Table 1}.
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Table 1
PRE-ASSESSMENT VS. POST-ASSESSMENT

Statonent e recion F-Ratio Probability
1 R V5 U § 22.47 < .01
2 1/111 24.86 < .01
3 1/111 30.68 < .01
4 1/111 36.77 < .01
5 1/111 53.91 < .01
6 1/111 36.53 < .01
7 1/111 124.84 < .01
8 1/111 120.72 < .01

o

*Degrees of Freedom = Total df (143) minus sum of df for other sources
of variation (32).
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Hypothesis 2
The second hypothesis predicted that videotaping participants’ role

plays for use as feedback (6roup 2) would produce greater gains than
| behavior modeling training without video feedback (Group 1). A two-way
analysis of variance performed for all 48 managers tested the effects of
hethod, pre-test vs. no pre-test, interaction and judges. The between
subject analyses was performed separately on each of the eight scales.
When considering only assessors’ post-training evaluations, there was no
main effect attributable to prior exposure to the pre-assessment
problem. In addition, results indicate no grouping effect of judges, no
method by assessment condition interaction and, most importantiy, no
significant effect of training method.
The test of this main effect for behavioral statements 1, 2, 4, 5,
6, and 7 resulted in an F-ratio of <1 at 1 and 24 degrees of freedom.
The F-ratio for item #3 was 12.50 at 1 and 24 degrees of freedom. The
F-ratio for item #8 was 1.80 at 1 and 24 degrees of freedom. The
results for all items, except item #3 were not statistically significant

and, therefore, Hypothesis 2 was rejected (see Table 2).



Table 2
GROUP 1 VS. GROUP 2

Behaviaral *Degrees of
Statement Freedom E-Ratio
1 1/24 <1
2 1/24 <1
3 1/24 12.50
4 1/24 <1
5 1/24 <1
6 1/24 <1
7 1/24 <1
8 1/24 1.80
*Degrees of Freedom = one (1) .df for " each

Appendixes F and G).

Probability
.05

.05
.05
.05
.05
.05
.05
.05

>

>

<

50

pair of subjects (see
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Discussion of Findings

The results of the analysis of the data indicated that Hypothesis 1
was accepted and Hypothesis 2 was rejected. The fact that differences
between pre-training and post-training assessments were significant, but
‘that behavioral ratings of managers who had no exposure to the pre-
training problem were comparable to ratings of managers who were
previously assessed, suggests that the differences are attributable to
the behavior modeling training. The effect of training was significant
for all eight performance scales. The results for Hypothesis 1 were
consistent with previous vresearch on behavior modeling training
demonstrating that it is an effective training method.

The comparison of behavioral ratings for managefs in conditions IA
and IJA indicated that: (a) there was no significant effect of judges
or of training method (video feedback versus no video feedback), and no
significant method by assessment interaction, and (b) there was a sig-
nificant effect of pre- vs. post-assessment ratings. For the 24
managers participating in both pre- and post-assessments, there was a
significant difference between assessors’ ratings given prior to be-
havior modeling training and evaluations given after these managers had
completed the two training sessions. The fact that these results were
evidenced on all eight scales provides strong support for the first
hypothesis. | |

The results failed to support Hypothesis 2; i.e. that using video-
taped feedback would improve the role-play/feedback ségment. The fact
that there were no significant differences between behavior modeling

training/no video feedback and behavior modeling training/video feedback
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suggests that inclusion of a video-taped replay of the rehearsal attempt
does not make the praétice session more effective. Although the video-
taped feedback increased the amount of feedback to the participant, the
post-training assgssments did not produce a more accurate behavioral
reproduction as judged by assessor ratings. These results suggest that
although the amount of feedback was increased, the quality of the feed-
back was not improved by using video-taped feedback during the practice
session. ]

Another explanation for the lack of significant difference between
Method 1 vs. Method 2 may be explained by the lack of skill with which
the participants entered the training. As a group, the participants
were completely inept in this skill area. The results indicate that
two, four hour training sessions could produce only a limited amount of
change. Video-taped feedback might enhance reinforcement in training
where the parficipants have had prior training or in one-to-one. coaching
situations between a participant and facilitator outside the training
session.

Finally, the CMAF itself may not be sensitive enough to measure the
differences between the two methods and the simulation design may have
prevented . certain behaviors from being exhibited. It was difficult to
assess scale #2, Ask for Reasons, because the roleplayers supplied
reasons before being asked. For scale #5, Evaluate Alternatives, the
simulation did not easily lend itself to displaying this behavior. The
behavior "Incorporates Employee’s Ideas” in scale #6, Select an
Alternative, was difficult to assess because the roleplayers did not

really generate any ideas. On scale #7, Follow-Up, there was ambiguity
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regarding how to evaluate follow-up meeting§ that were mentioned but
were not for the purpose of discussing progress. Also it was difficult
for the -assessors to ascribe an overall rating on scale #8 since they
were not given guidelines on weighting the seven specific scales.

Appendixes F and G illustrate the rationale for the assignment of
assessors to participants. These appendices shoﬁ that subjects 1 and 2,
for example, were treated exactly the same with respect to method,
measurement time, and Jjudges. Their total scores differ only due to
participant effects (1 vs. 2) and error. The same is true for other
pairs of participants, 3 and 4, 5 and 6, etc. Each pair of participants
gives one estimate, independent of all others, of the variation betwveen
paftfcipants (30§ + 02, actually) because of the assignment of judges.
Also, each set of scores (Method 1 -Pre, Method 1 -Post, etc.) has each
judge represented the same number of times.

Method 1 and Method 2 differ only because of the effects of the
training methdd and different participants. Pre- and post-assessments

differ because of the effect of training and not due to participants.

Summary
The practical significance of this study is that it supports ear-

lier research which indicates that behavior modeling is an effective
method for helping managers acquire specific leadership skills. The
components of behavior modeling training were formalized from social
learning theory by Goldstein and Sorcher (1974). This study, taken with
.the previous research, indicates that complex social leadership skills

can be acquired by participants in a relatively short period of time
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provided the basic components of behavior modeling training are adhered
to by the facilitator. "At a theoretical level, behavioral modeling
works because of reciprocal interactions among cognitive, behavioral,
and environmental variables... [It] allows the trainees to try new
behaviors, to experience different consequences, and to accurately

perceive the outcomes" (Latham & Saari, 1979, p. 246).
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CHAPTER 5
lSUMHARY. CONCLUSIONS AND IMPLICATIONS

In this chapter, the findings of the data analysis will be reviewed
and conclusions will be drawn from these findings. The implications of
the study for management training and development and further research
will be discussed. The chapter includes the following sections:

Summary, Conclusions, and Implications.

Summary
Industrial/organizational psychologists and management development

specialists have been occupied for many years with the issue of how to
develop managerial skills. ' This research utilized behavior modeling
training, developed from the tenets of social learning theory, to im-
prove the conflict management skills of managers in one industrial
organization.

The researcher sought to determine (1) if behavior modeling was an
effective method for improving manager’s conflict/management skills, and
(2) §f videotaping participant’s role-plays and replaying them during
the feedback segment enhanced the training. Experimental variables
included behavior modeling training/no video feedback and behavior
modeling training/video feedback. The dependent variables included
assessments of 24 participant’s pre-training role-play and all par-
ticipant’s post-training role-play. The behavioral scores were produced
by eighteen assessors, three for each role-play, who had received train-

jng in behavioral observation and documentation. The scores were



56

coltected on a researcher designed instrument, the Conflict Management
Assessment Form (CMAF). The CMAF consists of seven (7) behavioral
statements which parallel the learning points presented in the training
and one overall summary item. Each behavioral statement and the summary
item has a b5-point rating scale assigned to it. The rating scale is
behaviorally anchored at the 1low and high ends and in the middle to

illustrate ineffective vs. effective performance for each statement.

Conclusions

The results indicate that behavior modeling influences scores on
the eight dependent measures (scales) comprising the Conflict Management
Assessment Form. However, behavior modeling training with video feed-
back has no more effect on the dependent measures than behavior modeling
training without video feedback. In summary, Hypothesis 1 was accepted

and Hypothesis 2 was rejected.

Discussion

Training programs are typically evaluated by reaction sheets given
to participants at the conclusion of a session. If participants "Tike"
the .training, it is continued until someone decides it needs to be
changed or is obsolete. The evaluation process is extremely subjective
and no one knows if the training attained its objectives.

The assessment method for the present study distinguished it from
most approaches to training evaluation. Measurement criteria for

evaluating the training were established before it started and were
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concerned with the participant’s ability to behaviorally demonstrate the
skills presented in the training. ‘

The effect of behavibr modeling training on assessors’ rating
scores supports findings from earlier research., The particibants .
learned a set of conflict management skills quickly and were able to
demonstrate these behaviors in a simulation. '

In terms of the training methodology under investigation, the
results fail to support the hypothesis that the use of video feedback
during the reproduciion segment will produce greater gain scores than
without video feedback. In addition to seeing no main effect of method,
there was no significant effect of pre-test vs. no pre-test, and no
interactions. _

A possible explanation for tne lack of support of Hypothesis 2 is
that the effect of behavioral modeling itself overshadows any effect
attributable to manipulation of one component. This explanation is
suggested by the large delta scores reported in previous research. One
exception 1is evidenced in rating differences on Scale 3. Visual feed-
back given in the experimental group may have improved performance on an
otherwise difficult step to conceptualize.

Although there were no significant "judge" effects, future research
could benefit from the following modifications: (a) have the same rater
judge a participant in both the pre- and post-assessment, (b) reduce the
number of assessors to a core group who evaluates everyone, {c) ask the
group to generate a single concensus score for each participant on each
scale. These procedures would control more tightly for variation among -

raters.
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Additionally, the scaling used to derive the dependent measure
could be modified. In the present study, each judge made an evaluation
of the participant on eight scales. Each scale contained a content and
process behavioral anchor. These two components were weighted by the
judge to yield a final rating. To avoid rater-to-rater differences in
the weighting process, the process component for each scale could be
separate and comprise a ninth scale. The final measure would then be
seven behavioral content ratings, one behavioral process rating and one

overall composite rating for each participant.

Implications for Future Research

The role of the management development specialist is to immerse
managers in  programs which alter their interaction style.
Traditionally, training has exposed managers to basic organizational
béhavior and leadership theory. The approach to training has been to
use lecturing, discussion, case studies, skill-building exercises and
role-pJays. Through these efforts managers have had their consciousness
raised and are aware of the "people skills" component of management.

Unfortunately, most managers do not know how to apply their in-
crea;ed awareness. What management development specialists need to
provide is training which develops the skills required for effective
managerial performance. Behavior modeling is a useful skills develop-
ment training method.

Research can help refine the method. Future research needs to
determine whether skill-building training (active listening,

questioning) prior to behavior modeling would enhance the method and how
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Tong the changes from training will endure. Research needs to explore
the cost/benefit ratio of modeling vs. other training techniques, and
the usefulness of behavior mdde]ing for intact work groups and organiza-
tion development opportunities.

Behavior modeling training has been shown to be a powerful training
method for changing behavior. Further research can both enhance the
approach and expand our understanding of the adult learning process and

management development.
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APPENDIX A
CONFLICT MANAGEMENT RATING SCALE

1...... e rereeseee 2t Cereee. I F B 2 5
(less than adequate) (adequate) (more than adequate)
Definitions

A "less than édequate" rating is reflected as a number Tess than
2.5, A number within this range indicates that the participant did not
behaviorally demonstrate the necessary amount or level of skill on a
given dimension to be considered effective. ‘

An "adequate" rating is reflected as a number equal to or between
the points 2.5 and 3.5. A number within this range indicates that the
participant behaviorally demonstrated the necessary amount or level of
skill on a givén dimension to be considered effective.

A "more than adequate" rating is reflected as a number greater than
3.5. A number within this range indicates that the participant be-
haviorally demonstrated a greater amount or level of skill than fs

necessary on a given dimension to be considered effective.
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1. Describe the Problem: State the problem and its impact on the
effective operation of the business.

1'!.. ..... LR R B B BN 3 ..-2 lllllllllllllll pl3ulll. ............. 4 lllllll LR I I B 5

(Tess than adequate)  (adequate) (more than adequate)

A. Does not state States the A. States the
the problem or problem, but problem and
the impact not the impact the impact

B. Speaks softiy and Speaks softly and B. Speaks clearly
is misunderstood clearly, but can . and is easily

be understoad understood

C. Is hostile and Seems un- C. Supportive,

aggressive concerned Calm tone of

voice



63

2. Ask for Reasons and Listen Attentively: Give the employee an oppor-
tunity - to comment and discuss causes of the problem. Probe and clarify

to ensure the employee’s comments are understood.

...... .5

1 ooooooooooo Uo.l!‘!Z!llo ------ + 50080 3--. lllll .......Ill4'l‘..'
(Tess than adequate) (adequate) (more than adequate)
A. Does not give the A. Gives the employee A. Givas the
: employee an opportunity an opportunity to employee an
to comment comment, but does opportunity
not probe and/or to comment and
clarify probe and/or
clarifies
B. Does not discuss . B. Discusses causes B. Discusses
causes/reasons for reasons for the causes/reasons
the problem problem, but does for the problem
not probe and/or and ?robes and/
clarify or clarifies
C. Rudely interrupts, C. Usually listens but C. Listens atten-
attacks and criticizes tends to criticize tively and is
the employee without indicating diplomatic and
an understanding shows under-

standing when
criticizing
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Define Needs: Ask for the employee'’s agreement to solve the problem

and explain why,

..0...!'...2 llllllllllllllllllllllll L R B B BB N I N 4 ........... 5
(1ess "than adequate)

Does not ask for the
employee’s agreement
to solve the problem

Is hostile
and aggressive

Speaks softly and is
misunderstood

(adequate)

Asks for the

- employee’s agree-

ment to solve the
problem

.Seem unconcerned

S?eaks softly and
clearly, but can
be understood

A.

(more than adequate)

Asks for the
employee’s
agreement to
solve the
problem and
explains why

Supportive,
calm tone of
voice

Speaks clearly
and is easily
understood



4.

-----

Genera t
soluti

(Tess than adequate)

A.

Does not encourage
generatin? a list
of possibie

Does not ask for the

employee’s ideas
Is hostile and
aggressive

Speaks softly and
is misunderstood

Alternatives:

B K

solutions

Mutually

(adequate)

Encourages
?enerating a
ist

Asks for the
employee’s ideas,
but does not add
his/her own
suggestions

Seems
unconcerned

S?eaks softly and
clearly, but can
be understood

65

identify a Tlist of possible

4
(more than adequate)

A.

Encourages
?enerating a

ist and states
why

Asks for the
employee’s
ideas and adds
his/her own
suggestions

Su?portive,
alm tone
of voice

Speaks clearly
and is easily
understood
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5. Evaluate Alternatives: Discuss the positive and negative points of
each alternative and its feasibility.
R 2ttt B S 5
(Tess than adequate) (adequate) (more than adequate)
A. Does not discuss the Tells the employee A. Discusses the
positive/negative the positive/negative positive/
aspects of each aspects of each _ negative
atternative alternative that aspects of each
she/he perceives alternative and
asks for the
employee’s
input
B. Is hostiie and Seems B. Supportive,
aggressive unconcerned calm tone of
voice
C. Speaks softly and C. Speaks clearly

is misunderstood

S?eaks softly and
clearly, but can
be understood

and is easily
understood
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Decide on specific action to be taken by

B .-
(more than adequate)

A.

B.

Solution

Involves the
employee in
deciding on a
specific action
and plans who
will do what,
when, where,
and how often

Incorporates
employee’s
ideas in
formulating
solution;
solution is
feasible

Supportive,
calm tone of
voice

6. Select An Alternative(s):
each (supervisor and employee) and plan who will do what, when,
where, and how often. _

1. llllll OOOOI.IDQOZQIOOOOII;CO llllll 3 llllllllll LN ]

(less than adequate) (adequate)

A. Does not decide on A. Decides on é
specific action to be specific action
taken by each nor plan by "dictating" to
who will do what, when, the employee
where, and how often

B. Does not incorporéte B. Develops solution
employee’s ideas when without incorporat-
developing solution ing employee’s ideas

very much.

is not totally
acceptable to
employee

C. Is hostile and C. Seems
aggressive unconcerned

D. Speaks softly and D.

is misunderstood

S?eaks softly and
clearly, but can

be understood

D.

Speaks clearly
and is easily
understood



7. Follow-Up:
progress.
1!0....!.' ......... 2 ........ .'-'!-..l3 llllllllll L)
(Tess than adequate) {adequate)
A. Does not suggest A. Follow-up
follow-up suggested but
no definite time
set
Is hostile and B. Seems
aggressive unconcerned
C. Speaks softly and C.

is misunderstood

Sgeaks softly and
clearly, but can
be understood
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Agree on a specific time to discuss and evaluate

4....... ceeessd

(more than adequate)

A.

Mutually estab-
Tishes time to
discuss and .
evaluate
progress

Su?portive
calm tone of
voice

Speaks clearly
and is easily

_understood
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Overall Ratin The degree to which this individual effectively
manages a probiem -solving discussion.

(1ess than adequate)

A.

Demonstrates less
than half of the
Erob]em—so1ving
ehaviors

Emotional, nervous
or hostile in ftrying
to get his/her point
across, Is very
quiet; voice cracks,
etc.

.................... . J A U -

(adequate) (more than adequate)
Demonstrates A. Demonstrates
about half of all the
the problem- Brob1em-so1ving
solving behaviors; ehaviors
some effective, . effectively
some ineffective
Somewhat patient B. Patient,
and understanding, consistent, and
occasionally gets understanding
critical and in dealing with
aggressive employee;

smooth voice
tone; calm

responses to
questions
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APPENDIX B
Assessor Training

Introduction

1. Objectives of the study
2. Pragram Overview

A. Design
B. Data Collection
C. Behavioral Skill Dimensions

Role of the Assessor
Behavioral Observation and Documentation

Definition of a Behavior

Criteria for Making Behavioral Observations
Note-Taking Suggestions

Classifying Behaviors into Dimensions
Rating Scale

O W N —

Practice Session

1. View Videotape

2. Observe and Record Behaviors
3. Classify Behaviors

4, Rate Behaviors

- Discussion and Closing Comments
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APPENDIX C
IMPROVING EMPLOYEE PERFORMANCE AND WORK HABITS
Phrgose: The purposes of this session are to . . .
" . Discuss the need for the skill.

. Review the critical steps for improving employee perfor-
mance and work habits.

. Practice using the steps.
Objective: AE] tge conclusion of this session, the participants will be
able to . . .

. Demonstrate and use the critical steps for improving
employee performance and work habits.
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MODULE 1 - INTRODUCTION

Time Required: 30 Minutes

Materials: None
1. Opening

Trainer introduces self and asks participants to introduce them-
selves giving information of their choice.

- 2. Housekeeping
Breaks, restroom facilities, etc.

3. Review Objectives

Trainer discusses the objectives for the session and presents an
overview of the half-day.
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MODULE 2 - THE MODELING DISPLAY

Time Required: 1 Hour
Materials: A/V  Equipment, Modeling Tape, "Critical Steps for
Employee Performance and Work Habits"

1. Need for the Skill

There are times when you are faced with the problem of an employee
who is under-performing or developing a poor work habit. As a
supervisor, it is your responsibility to recognize these problems
and to discuss them with your employees. A discussion about perfor-
mance would refer to the quality or quantity of your employee’s
output. A discussion about a work habit would concern your
employee’s output. A discussion about a work habit would concern
your employee’s behavior at work. In any case, the problem can be a
sensitive 1issue and must be handled effectively for there to be
improvement.

The key is to handle the discussion with your employee in a way that
he/she is motivated to improve. If an im?rovement or change 1is due
to fear or threats, the improvement will be short-lived and there
may be other negative side effects, such as complaints to fellow
workers or attempts to reduce your work group’s effectiveness. For
sure, you have to convince your employee that he/she musti improve,
but you can do this in a way that motivates your employee to want to
improve. Without this motivation, there is really no other way that
you, as a supervisor, can successfully improve the performance of
your work group.

Three important elements for motivating your employee to improve a
performance or work habit problem are:

1) Focus on the problem and its consequences, not personality.
Generalities 1like "sloppy," "lazy" or "poor attitude" usually
make your employee react defensively. Your employee can more
easily deal with the problem if you focus on specific examples
of behavior or performance. Still, the employee may avoid
discussing the actual problem. Focusing on specific employee
behaviors helps you manage the discussion so that the situation
is discussed and approached as a problem to be mutually solved.

2) Actively Tlisten to what your employee has to way. There may be
good reasons for the poor performance or work habit. By listen-
ing to your employee’s viewpoint, you are then in a much better
position to handle the situation. Before you and your employee
agree on what action to take, gather all the facts: 1) those
that you have observed, 2) those that come from your employee, -
and 3) the relevant policies and procedures.
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3) Ask for your employee’s help in solving the problem. Being
patient and encouraging your employee to come up with ideas
shows that you value and have confidence in your employee’s
ideas and experience. If he/she suggests a useful solution to
the problem, try to use this idea. This will do much to enhance
you;1 employee’s self-esteem and commitment toward solving the
problem.

You are attemEting here to make this discussion a non-

threatening talk about your employee’s behavior. Talk directly

with your employee. Direct your attention and comments to your
employee. Keeﬁing your employee involved in the discussion
helps gain his/her commitment to improve and shows your interest
in helping your employee resolve the problem.

Criticai Steps

The trainer distributes and discusses the steps for improving
employee performance and work habits.

Preparing the Group

Briefly introduce the setting and situation the participants will
see in the modeling display. Cue them to observe specific events
that will take place. Provide brief references to the relevance of
the situation for the group.

Ask participants to document, i.e., take complete notes. The notes
shgu;d contain behavioral descriptions of specifically what is said
and done.

View Modeling Display

Participants watch the modeling tape and observe and document the
behaviors of the model.

Identify Sianificant Behaviors

The trainer Teads a discussion which encourages the participants to
describe the model’s effective behavior(s) in each critical step.

Replay Modeling Display

The modeling tape is shown to the participants a second time.
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MODULE 3 - SKILL PRACTICE AND FEEDBACK

Time Required: 2 Hours, 15 Minutes
Materials: A/V  Recording Equipment and Blank Tape; Employee
Description Form ’

1. Skill Practice

The participants practice role playing the desired behaviors in
groups of three. Participants use the situation they have prepared
and brought to the session on their work sheets.

*Special Note - For the video feedback group, the practice session
is video-taped before the group and played back for discussion.

2. Feedback and Reinforcement

Have the skill practice supervisor critique self and describe what
he/she would change in handling the situation again.

Ask the "subordinate" how they felt in their role and whether they
felt the "supervisor” Tistened to them.

Observer provides feedback. State the ground rules for effective
feedback which include: :

a) Address all feedback to the "supervisor."
b) Refer to specific behavior/dialog from the exercise.
c¢) Indicate why the behavior/dialog was effective or ineffective.

d) If the behavior/dialog was ineffective, provide an alternative
positive behavior and rationale.

*Special Note - For the video feedback group, the video-taped re-
hearsal is replayed to enhance the feedback session.
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MODULE 4 - CONCLUSION

Time Required: 15 Minutes A i
Materials: Evaluation Forms, Discussing Disciplinary Action
Worksheets

1. Preparation
. Trainer discusses need to prepare before taking action.

. 2. Summary

. Briefiy review the objectives for the session.
. Briefly review the critical steps and answer any questions.

3. Assignment
. Distribute worksheets for next session.
4. Evaluation

. Participants complete evaluation forms.
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CRITICAL STEPS FOR IMPROVING EMPLOYEE PERFORﬁANCE AND WORK HABITS

Describe the Prob1em

State the problem and its impact on the effective operation of the
business. Focus on the problem and stay away from personalities.

Ask for Reasons and Listen Attentively

Give the employee an opportunity to comment and discuss causes of
the problem. Probe and clarify to ensure the employee’s comments
are understood. '

Define Needs

Ask for the employee’s agreement to solve the problem and explain
why. Employee participation helps reduce resistance and increases
commitment to change.

Geperate Alternatives

Mutually identify a list of possible solutions. By askin? for the
employee’s ideas, you are communicating that the employee is
mutually responsible for solving the problem and that you are will-
ing to discuss his/her suggestions.

Evaluate Alternates

Discuss the positive and negative points of each alternative and its
feasibility.

Select an Alternative(s)

Decide on specific action to be taken by each of you and plan who
will do what, when, where, and how often.

Follow-Up
Agree on a specific time to discuss and evaluate progress.
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IMPROVING EMPLOYEE PERFORMANCE AND WORK HABITS

Describe the specific performance problem or poor work habit that

. necessitates a discussion.

Reason(s) why this concerns you.

List the subordinate’s performance expectations as they are assumed
to have been expressed previously by the supervisor (formal objec-
tives, goals, or targets: job duties or functions: or standards).
Assess the subordinate’s progress to date regarding each
expectation.

Performance Expectations Progress to Date
a. a
b. b
c. c

Relate any specific, job-related, negative behaviors that may have a
current or future effect on the subordinate’s performance and/or job
mobility (work habits, Eersona] relationships, technical or manage-
ment skills, and so forth).

How might the employee feel and respond in the discussion? What
reasons might they give?




6. How would you respond to the feelings/reasons?
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7. What solutions could you offer?
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IMPROVING PERFORMANCE AND WORK HABITS
OBSERVER FEEDBACK FORM

FOR_FEEDBACK AND DISCUSSION:

1. What was the problem? How did the "supervisor" focus on the problem
and get the employee involved?

2. wgat were the effective behaviors you observed in each critical
step?

- 3. HWhat alternative positive behaviors can you suggest?
CRITICAL 3TePS |

List the behaviors you observed in each step.

1. Describe the problem

2. Ask for reasons and listen attentively.

3. Define needs.

4. Generate Alternatives.

5. Evaluate Alternatives.




6.

7.

Select an alternative(s).
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FolTow-up.
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APPENDIX D
DISCUSSING DISCIPLINARY ACTION

" Purpose:  The purposes of this session are to...
. Discuss the need for the skill.

. Review ‘the critical steps for discussing disciplinary
action with an employee.

. Practice using the steps.
Objective: AB1 tge cdnc]usion of this session, the participants will be
able to...

. Demonstrate and use the critical steps for discussing
action.
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MODULE 1 - INTRODUCTION

Time Required: 30 Minutes

Materials: None
1. Opening

. Trainer introduces seilf.

. Ask participants to introduce self and make a statement about what
they learned in the first session.

2. Housekeeping
. Breaks, etc.

3. Review Objectives

. Trainer discusses the objectives for the session and presents an
overview of the half-day.
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MODULE 2 - THE MODELING DISPLAY

Time Required: 1 Hour
~ Materials: A/V  Equipment; Modeling Tape; "Critical Steps for
Discussing Discipiinary Action"

1. Need for the Skill

Your employee’s performance or work habit may still not have im-
proved even after several discussions. These previous discussions
included talking about the problem, agreeing on what to do to cor-
rect 1it, and clarifying what the consequences would be if there was
no improvement. . In this discussion you now need to talk to your
employee not only about why there has been no improvement but aiso
about whether or not you will take any disciplinary action.

When you enter into this discussion with your employee you need to
keep two options open--to take or not to take disciplinary action.
After talking things over with your employee, you may feel that your
emgloyee has some legitimate reasons why his/her performance or work
habit still has not improved. In this case, taking any disciplinary
action at this point would be unwarranted. Instead, the discussion
turns into another counseling discussion. '

If in using your discretion, you feel that the reasons given for
Tack of improvement are insufficient, then some form of disciplinary
action is warranted. Although you are disciplining your employee,
you still need to support your employee. The objective continues to
be to help him/her improve. Your sincere support along with the
added discipline will hopefully encourage your employee to correct
the problem.

The first action you take will usually be mild, such as an oral
reminder. If performance still does not improve, increasingly
severe discipline is administered, sometimes resulting in
termination.

If you use the option of taking disciplinary action, this discipline
will be unpleasant for both you and your employee. As a supervisor
you are probably disappointed that the problem was not resolved
without formal disciplinary action. On the other hand, your
employee will not want to be disciplined and may feel it is unfair.
Therefore, you need to ciearly state why the situation requires you
to take the disciplinary action. Avoid making general statements
like "It’s the rule." Instead, give your rationale for the specific
discipline, such as, "When an employee violates this safety practice
and smokes 1in a hazardous area, he is immediately given a written
reminder to emphasize the seriousness of this unsafe practice."
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Your objective in this discussion continues to be to solve the
problem and to encourage your employee to improve, not to punish
your employee. Hopefully, the problem can be resolved without
disciplinary action. If you feel discipline is necessary, ad-
minister it in a positive manner that emphasizes the importance of
getting the problem solved. : '

Critical Steps

The trainer distributes and discusses the steps for handling a
disciplinary discussion.

Preparing the Group

Briefly introduce the setting and the situation the participants
will see 1n the modeling . display. Cue them to observe specific
events that will take place. Provide brief reference to the
relevance of the situation for the group.

Ask participants to document, i.e. take complete notes. The notes

should contain behavioral descriptions of specifically what is said
and done.

View Modeling Display

Participants watch the modeling tape and observe and document the
behaviors of the model.

Identify Significant Behaviors

The trainer Teads a discussion which encourages the participants to
describe the model’s effective behavior(s) in each critical step.

Replay Modeling Display

The modeling tape is shown to the participants a second time.
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MODULE 3 - SKILL PRACTICE AND FEEDBACK

Time Required: 2 hours, 15 ﬁinutes :
Materials: A/V Recording Equipment and Blank Tape; Employee
' Description Form » '

1. Skill Practice

The participants practice role playing the desired behaviors in
groups of three. Participants use the situation they have prepared
and brought to the session on their work sheets.

*Speciai_Note - . For the video feedback, the practice session is
_ video-taped and played back for discussion.

2. Feedback and Reinforcement

Have the skill practice supervisor critique self and describe what
he/she would change in handling the situation again.

Ask the '"subordinate" how they felt in their role and whether they
felt the "supervisor" listened to them.

Observer provides feedback. State the ground rules for effective
feedback which include: .

(a) Address all feedback to the "supervisor." ‘
(b) Refer to specific behavior/dialog from the exercise.
(c) Indicate why the behavior/dialog was effective or ineffective.

(d) If the behavior/dialog was ineffective, provide an alternative
positive behavior and rationale.

*Special Note - For the video feedback group, the video-taped re-
hearsal is replayed to enhance the feedback session.



MODULE 4 - CONCLUSION

Time Required: 15 Minutes
Materials: Evaluation forms

1. Preparation
. Trainer discusses need to prepare for the discussion.

2. Summary
. Briefly review the objectives for the session.
. Briefly review the critical steps and answer any questions.

3. Evaluation

. Participants complete evaluation forms.
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- CRITICAL STEPS FOR DISCUSSING DISCIPLINARY ACTION

Describe the Problem

~ ‘State the specific rule, violation, or performance problem that

grovoked the need for disciplinary action and its impact on the
usiness. Focus on the problem and stay away from personalities.

Review Previous Discussion(s)

Refer to previous discussions to correct the sEecific problem area
and the dates of those discussions. Indicate there has been insuf-
ficient improvement.

Describe the Step and Potential Consequences

Inform the employee of the step of the disciplinary action and state
the consequences of continued lack of improvement.

Ask for Reasons and Listen Attentively

Give the employee an opportunity to comment and discuss causes of
the - problem. Probe and clarify to ensure the employee’s comments
are understood.

Define Needs _

Ask for the employee’s agreement to solve the prob1ém and explain
why. Employee participation helps reduce resistance and increases
commitment to change.

Generate Alternatives

Mutually identify a list of possible solutions. By asking for the
employee’s ideas, you are communicating that the employee is
mutually responsible for solving the problem and that you are will-
ing to discuss his/her suggestions.

Evaulate Alternatives

Discuss the positive and negative points of each alternative and its
feasibility.

Select an Alternative(s)

Decide on specific action to be taken by each of you and plan who
will do what, when, where, and how often.

Follow-Up
Agree on a specific time to discuss and evaluate progress.



~ CRITICAL STEPS FOR DISCUSSING DISCIPLiNARY ACTION
EMPLOYEE DESCRIPTION FORM

1. Describe the Problem
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2. Review Previous Discussion(s)

3. Describe the Step and Potentia] Consequences

4, Ask for Reasons and Listen Attentively

5. Define Needs

6. Generate Alternatives

7. Evaluate Alternatives

8. Select an Alternative(s)




9.

Follow-U
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' DISCUSSING DISCIPLINARY ACTION
OBSERVER FEEDBACK FORM

For Feedback and _Discussion

1. What was the problem? How did the "supervisor" focus on the problem
and get the employee involved?

2. wgat? were the effective behaviors 'you observed in each critical
step

3. What alternative positive behaviors can you suggest?
Critical Steps
List the behaviors you observed in each step.

1. Describe the problem.

2. Review previous discussions.

3. Describe the step and potential consequences.

4, Ask for reasons and listen attentively.

5. Define needs.

6. Generate Alternatives.




7.

8.

9.

Evaluate Alternatives.
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Select an Alternative.

Follow-Up.
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APPENDIX E

Late Reports
Role-Player

. Your supervisor has asked you to report to his/her office this morning

to discuss the fact that an important monthly report has been coming in
late during the last three months. Your report is due the second work-
;ng day of each month, and you have been submitting it about 15 days
ate.

Reasons you may use for the report being Tate are:
. Information is not given to you on time.
. More important priorities.

. The secretary has been slow in typing the report and has made
numerous errors. Thus, the turn-around time has been delayed.

Your objective during the meeting with your supervisor is to gain sym-
pathy for your position and to try to put the burden for solving your
problem on the supervisor’s back.
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LATE REPORTS

Participant

You have asked (name) to come to your office this morning. The employee
has submitted a monthly report to you late for the last three months

consecutively. The report is to be submitted by the second working day

gf t!fl\et month. This individual has been submitting the report about 15
ays late.

You have decided that the two of you need to discuss this matter to see
if it can be corrected. You need this repori to monitor progress and,
if there are problems, to take corrective action. Your purpose is to:
Convince the employee there is a problem.
Determine the cause(s) of the problem.

.- Figure out possible solution(s) to the probiem that both of you can
agree upon.



APPENDIX F
Training Method 1 with Pretesting

Assessors
123567891011 12131516 17 18 19 20
P 1 BB B _ A A A
A 2 BB B - A A A
R 3 AAA BB B
T 4 AAA BB B
I 5 B BB AA A
C 6 B BB AA A
I 7 A A A B B B
P 8 A A A B B B
A 9 AAA B B B
N 10 AAA B B B
T 11 A B B A AB
S 12 A B B A A B
Training Method 1 Without Pretesting
Assessors
123567891011 12 131516 17 18 19 20
p 13 A A A
A 14 A A A
R 15 A A A
T 16 A A A
I 17 A A A
C 18 A A A
I 19 AAA
P 20 AAA
A 21 AA A
N 22 AA A
T 23 AAA
S 24 AAA

A - After-training assessment
B - Before-training assessment
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TRAINING METHOD 2 WITH PRETESTING

ASSESSORS
123567891011 12 131516 17 18 19 20
AAA BB B
AAA BB B
B BB A A A
B BB A A A
AA A B B B
AA A B B B
AAA B B B
AAA B B B
BB B A A A
BB B A A A
A B B A AB
A BB A A B
TRAINING METHOD 2 WITHOUT PRETESTING
Assessors
123567891011 12 13151617 18 19 20
AAA
AAA
AAA
AAA
A A A
A A A
A A A
A A A
AA A
AA A
A A A
A A A

A - After-training assessment
B - Before-training assessment
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APPENDIX G
Method 1 vs. 2, Before vs. After
Method 1
After

Scores Judges ' Scores
04.03.0 181920 4.03.03.
53.03.0 1819 20 4.0 3.5 3.
.0 2.0 2.0 1 2 3 4.03.54.
0 2.5 2.0 1 2 3 3.02.53.
54.0 3.5 8 910 3.54.04.
55.0 4.0 8 910 4.05.04.
52.02.0 121315 3.05.03.
.52.03.0 121315 3.03.03.
0 2.0 2.0 5 6 7 3.03.53.
52.54.0 5 6 7 3.54.03.
03.03.0 111617 4.0 3.0 3.
02530 111617 3.03.54.

108.0 127.5
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Diff.
Total Sq.
20.0
.00
20.0
19.5
12.25
16.0
23.0
12.25
26.5
17.5
.25
17.0
16.0
_ 20.25
20.5
20.5
2.25
19.0



98

METHOD 1 VS. 2, BEFORE, VS. AFTER

Method 2
. Before : After
Subject Judges Scores Judges Scores Total D;:f.
25 7 810 3.53.035 1 2 3 4.04.03.0 21.0
26 7 810 4.53.545 1 23 4.54.03.5 245 O
27 1 5 6 3.53.52.5 181920 3.53.04.0 20.0
28 1 56 3.03.540 181320 5.04.05.0 24.5 20.25
29 111217 2.52.52.5 8 910 4.03.03.5 18.0
30 111217 2.52.02.0 8 910 3.03.03.0 15.5 528
31 161920 3.03.04.0 5 6 7 2.03.02.5 17.5
32 161920 2.53.03.0 5 6 7 4.03.54.0 200 O
33 2 39 4.05.050 121315 4.54.550 28.0
34 2 3 9 203.03.0 121315 3.03.03.5 17.5 11028
35 131518 3.04.03.0 111617 4.03.54.0 21.5
3 , 131518 2.01.02.0 111617 3.53.04.0 15.5 3.0
112.0 131.5 238.50
220.0 259.0

Average Difference Squared = 19.88
302 + 0% = 1.65
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