
Marquette University
e-Publications@Marquette
College of Communication Faculty Research and
Publications Communication, College of

1-1-2014

Meeting the Communication Challenges of
Training
Jeremy P. Fyke
Marquette University, jeremy.fyke@marquette.edu

Published version. "Meeting the Communication Challenges of Training," in Meeting the Challenges
of Human Resource Management: A Communication Perspective. Eds. Vernon D. Miller, Michael E.
Gordon. New York, NY: Taylor & Francis (Routledge), 2014: 97-108. Permalink. © 2014 Taylor &
Francis (Routledge). Reproduced by permission of Taylor and Francis Group, LLC, a division of
Informa plc.

https://epublications.marquette.edu
https://epublications.marquette.edu/comm_fac
https://epublications.marquette.edu/comm_fac
https://epublications.marquette.edu/communication
https://www.routledge.com/products/9780415630214


9 
MEETING THE COMMUNICATION 
CHALLENGES OF TRAINING 

Jeremy P. Fyke and Patrice M. Buzzanell 

Training continues to be a priority in organizations and is vital for overall human resource man­
agement (HRM). Aligned with its charge to recruit, motivate, develop, and retain individuals, 
training provides one means by which HRM plays an important role in improving organizational 
processes and outcomes. Through training, HRM increases employee value for present and future 
opportunities and needs. Increasing employee value may be justified by assuming that individuals 
have the right to enrich their skill sets as part of their employment contracts and that organiza­

tions have obligations to their stakeholders, including clients and employees, to engage not only 
in continuous improvement of technical work but also of human assets. Consequently, academi­

cians and practitioners continue to explore the dynamics, processes, and outcomes involved in 
training individuals. Although it is recognized that HRM personnel need various communication 
competencies (Rothwell, 1(96), much less is known about communication approaches to train­
ing and the HRM function. Given that training literature rarely investigates its communicative 

content and activity, communication researchers have much to contribute to the improvement of 
this HRM process (Messersmith, Keyton, & Bisel, 2009). 

We address central issues facing organizations and HRM professionals with respect to training, 
beginning with an explanation of the communication-as-constitutive-of-organizing perspective 
that forms the foundation of our chapter. Then, we consider the trainer, trainee, and training itself 

as three aspects that any organization must consider in training. 

The Case for a Communicative Approach to Training 

Given today's business realities of tighter career progression, budget constraints, hypercompetitive 
business environments, and market-driven philosophies, "training for training's sake" is a thing of 
the past (McGuire, Cross, & O'Donnell, 2005). Hence, this is an ideal moment for reappraising 
training theory and practice and for considering the central role that communication plays in 
creating and sustaining organizational viability. In this section we consider the important role of 
communication underlying instruction. 

Training "is the process of developing skills in order to perform a specific job or task more 
effectively" (Beebe, Mottet, & Roach, 2013, p. 5). Training involves "the systematic approach to 
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affecting individuals' knowledge, skills, and attitudes in order to Improve mdividual, team, and 
organizational effectiveness" (Aguinis & Kraiger, 2009, p. 452). According to the most recent 

industry report from the American Society for Training and Development (ASTD), U.S. orga­
nizations spent approximately $156.2 billion on employee learning in 2011, amounting to 
$1,lR2 per individual learner (Miller, 2012). Of the $156.2 billion, $87.5 billion (56 percent) 
was spent internally on training employees, $46.9 billion (30 percent) on external services, and 
$21.9 billion (14 percent) on tuition reimbursement. Given that most funds are spent internally 
on training, this HRM function remains paramount and is perceived as critical in business. 

Many of the skills involved in effective training are communicative. Trainers need to actively 

engage their adult learners for training to be successful and for commitment to practice to take 
place (Greene, 2003). Furthermore, training must be audience centered and is, therefore, a rhe­
torical process that requires trainers to adapt and adjust instruction to trainees' current capacities 
(Beebe et aI., 2013). We argue that communication theory and practice stands to contribute 
greatly to understandings of the training function of HRM. 

Overall, training theory and practice is premised on communication as a tool to transmit content 
in order to enhance successful outcomes. Training suffers from a reliance on the communication­

as-transmission, or conduit, model (Axley, 1984). Regarding communication as merely the vehicle 
for disseminating information severely underestimates the influence of communication in organi­
zationallife and limits the potential of communication to simply a vehicle or tool for accomplishing 
other ends. In the training context, this means that communication is one of many organizational 
processes for which training could be provided, such as customer service, decision making, team­
work, and conflict management-all common foci of training efforts. Thus, the conduit perspective 
fails to recognize the central role that communication plays in all of the aforementioned organiza­

tional processes. 
When the communication-as-constitutive-of-organizing (CCO; Fairhurst & Putnam, 2006; 

Putnam & Nicotera, 2009) approach, or, in our case, communication-as-constitutive-of-training 
approach, is adopted, the focus shifts to how training is formed and made sensible in context through 
communication. The difference between the communication-as-conduit and communication-as­
constitutive approaches is theoretically and generally helpful for HRM and training specifically. For 

instance, the CCO perspective realizes that meanings are actively produced, reproduced, maintained, 
and resisted in and through interactions Gian, Schmisseur, & Fairhurst, 2008). From needs assess­
ments through training delivery, trainers can capitalize on the negotiation of meaning that is ongo­
ing among organization members. For example, trainers do more than simply explain a process or 
procedure; through techniques such as narratives and framing, they can help trainees understand 
how their learning fits into their daily work lives. 

Trainers could adopt audience-centered models that foreground the meaning-making efforts 
of trainees within the particular contexts for which they are trained as well as larger contexts (e.g., 
careers). If trainees are struggling to adopt new techniques learned in training, a communication­
centered approach can tap into the lived experiences of workers and explore root causes of 
problems. Such an approach that asks questions such as "Why do you think that happened?" 
and "How did you respond?" and "Why are changes being implemented?" attends to members' 

sensemaking of training and of the communication that takes place about it (Mills, 2009). Fur­
thermore, as CCO integrates organizing and communicating, it enables sustained focus on the 
ongoing process of creating, maintaining, and integrating training aspects in situ. As communica­
tion as constitutive of training, HRM can adapt more readily to changing needs and interests of 
trainers and trainees. 
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The Trainer 

Despite much research on training outcomes at individual and organizational levels, few studies 
beyond simple self-report and retrospective measures examine the extent to which the personal 

qualities and skills of the trainer actually result in lasting change. Core interpersonal communi­
cation skills for successful trainers include relationship and team building, listening, questioning, 

and engaging in dialogue. Effective trainers view their roles as facilitating rather than teaching or 
instructing-pulling "a message out of people [rather] than ... put[ting] one in them" (Beebe, 
2007, p. 251), thereby drawing out issues most germane to clients' working lives. In this vein, 
listening skills are a core competency because trainers must "listen well enough to identify and 
address unasked questions based on dialogue during training" (Ricks, Williams, & Weeks, 2008, 
p. 603). Effective trainers use narratives, metaphors, and examples to enhance communication 
clarity, a key factor in learning (Daly & Vangelisti, 2003; Faylor, Beebe, Houser, & Mottet, 2008). 

From a CCO perspective, these various linguistic devices allow trainers to tap into "the symbols 
that make up the day-to-day life world of communicators" (Meyer, 2002) and help them not only 
connect content to their learning environments but (re)create their workplaces. 

Effective trainers are adept at building relationships with trainees to establish partnerships and 
safe spaces for learning. One way of envisioning trainer-trainee relationships is through the work­

ing alliance (WA; Bordin, 1979). The WA stems from clinical psychology where mutual trust, 
acceptance, and openness enable (a) responding with empathy; (b) expressing genuine, spontane­
ous feelings expressions; and (c) reassuring clients that they are free to terminate the relation­
ship when ready (Gelso & Hayes, 1998, as cited in Latham & Heslin, 2003). These three WA 
conditions can help constitute meaningful trainer-trainee relationships (Latham & Heslin, 2003). 

However, the WA has not been empirically tested, and specific ways to enhance trainer-trainee 
relationships have been largely ignored (Latham & Heslin, 2003). For example, research has yet to 
identify a method for training trainers to behave supportively (Latham & Heslin, 2003). There­
fore, exploration of the communicative abilities requisite for establishing the WA would be use­
ful. This would facilitate the adoption and testing of a communication social support framework 
(Albrecht, Burleson, & Goldsmith, 1994; Burleson, 2003) in training contexts to investigate the 
impact of supportive behaviors on constituting trainer-trainee alliances. 

In sum, although research has explored and, in some cases, empirically validated behaviors of 

effective trainers, much literature tends to be anecdotal or based on retrospective accounts (i.e., 
"think of the last trainer from whom you received training"). In agreement with Faylor and col­
leagues (2008), we recommend research designs that involve direct observation of trainee-trainer 

interactions. Furthermore, as training platforms continue to evolve (e.g., interactive or online 
formats), research could explore evolutions of trainers' skills and sensemaking about the efficacy 
of such changes in light of training goals. For example, how are best practices in facilitating and 
providing client feedback constructed in online modes such as e-forums? 

The Trainee 

Training begins by considering the knowledge, skills, and abilities (KSAs) of trainees. Given the cost 

of training employees ($81 on average per learning hour in 2011; Miller, 2012), care must be taken 
to determine what trainees should understand, value, or be able to do upon completion of the 

training. As the problems facing organizations become more complex, training must scale up such 
that "the emphasis is on training the business rather than training individuals within it" (Talbot, 
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2011, p. 5). Training outcomes are dependent upon who receives the training-management or 
employee-as roles vary within organizations. 

Management Training 

Organizations believe that managers and leaders can be developed over time with quality expe­
riences and focused learning, resulting in continual investment in management training (Allio, 
2005). In 2011, managerial and supervisory training was in the top three in training content 
(Miller, 2012). Leading is a key component of managerial training because managers in various 

positions, including directors and entrepreneurs, need to be trained to not only do their jobs 
effectively, but also to train others to be most effective (Saks, Tamkin, & Lewis, 2011). Although 
communication is a core leadership competency, many training programs lack a firm grounding 
in communication theory (Ayman,Adams, Fisher, & Hartman, 2003). Alarmingly, ASTD survey 
data reveal that "interpersonal skills" were in the bottom three in terms of content focal area for 

Fortune 500 companies (Miller, 2012). 
Training employees at any level is expensive, but it is especially so for managers when the 

cost of their time is considered (Collins & Holton, 2004). Organizations seek to reduce training 
costs by incorporating e-Iearning, in-house training, and episodic event-based training (Saks et al., 
2011).Although promising, research has not explored whether these types of training can meet the 
challenges of developing leaders in today's environment. For example, do virtual training episodes 
afford the contexts and materials that develop the ethical and legal competencies necessary today? 

Scholars predict shortages of leadership talent required to meet the changing needs of busi­
nesses affected by technology, globalization, and hypercompetition. DeRue and Myers (in press) 

argue that scholarly literature has failed to produce results that can adequately address this talent 
shortage. One reason for this shortcoming includes a primary focus on individual leader devel­
opment (e.g., KSAs) without exploring dynamic leader-follower processes. Communication­
centered approaches to leadership see leadership as relational. For instance, Fairhurst's (2007, 
2011) work on discursive leadership and framing advocates moving past predispositional and 
trait-based approaches to view leadership as enacted communicatively in leader-follower rela­
tionships and as essential to sensemaking about organizational events. Scholars could design stud­
ies using Fairhurst's (2007,2011) scholarship as a framework considering leadership as relational 

and communicative. 
Lastly, managerial training efforts often involve mentoring (Dominguez, 2012). Former Gen­

eral Electric chief executive officer Jack Welch introduced an interesting twist on classical men­

to ring, viz., a practice in which junior employees mentor older, experienced workers (Murphy, 
2012). The purpose of reverse mentoring is knowledge sharing, typically focused on technical 
expertise (e.g., the use ofT witter for business purposes), as well as sharing generational perspec­
tives (Murphy, 2012). Organizations increasingly use reverse mentoring to facilitate leadership 
development and help leaders connect with employees at all levels. Yet research is needed to get 
past anecdotal evidence supporting the merit of reverse mentoring. Research shows that high­

performing companies are ones where leadership development is embedded culturally (Bersin, 
2012) and leaders and employees are mentored at all levels. 

Employee Training 

Ostroff and Bowen (2000) provide a scheme to represent various HRM attributes that are tar­

gets of training efforts. These attributes include attitudes and motivation (e.g., greater employee 
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morale), performance-related behaviors (e.g., increased sales), and human capital (e.g., higher 
workforce KSAs). Training focused on these key areas should lead to higher organizational perfor­

mance, although scant research demonstrates connections between individual and organizational 
outcomes of training (Aguinis & Kraiger, 2009). 

Research mostly confirms that trainees can experience cognitive, behavioral, and affective 
outcomes as training results. Co~nitive outcomes are those that demonstrate increases in both 
declarative knowledge (i.e., basic ability to recall) and procedural knowledge (i.e., knowledge 
of how, what, and why; Ford, Kraiger, & Merritt, 2010). Behavioral outcomes relate to skills that 
are demonstrable (i.e., employees perform learned tasks more effectively). 4ffective outcomes are 
those that relate to levels of motivation, evaluations of the training content, and the value of 

training in general. 
Finally, metacognition-in other words, knowledge about cognition and awareness of one's 

cognition (Ford et al., 201O)-offers still another outcome of training. Employees high in meta­
cognition understand the connection between task demands and skills and can match task strat­
egies to specific contexts (Ford et al., 2010). For instance, employees high in metacognitive 
abilities would be able to discontinue failing decision-making processes and opt for more effec­

tive strategies. The development of metacognition is especially important given the speed with 
which decisions are made in today's environment and the needs for continued experience and 
skill acquisition (Greene, 2003). This self-regulatory process can be developed through trainers' 
use of questioning, dialogue, and other communication-based strategies, a topic ripe for further 
research (Ford et al., 2010). Through dialogue, questioning, and reflection, trainers can stimulate a 

collllllunicative environment co-constructed with trainees (Beebe, 2007) and dependent on sen­
semaking and mindful processing of instruction and information (Bushe & Marshak, 2009). Fur­

ther research is needed to test how dialogue strategies may facilitate continual, adaptive change 
so employees may better be able to tap into and use their metacognitive skills in their daily work. 

The Training Process 

As the nature of work continues to change, workers are expected to develop broad, agile skill 

sets that are crucial for their own and their organization's success (Grossman & Salas, 2011). The 
challenge confronting HRM is to identifY whether workers possess these skills, provide learning 
experiences that will develop these skills, and then assure that what trainees have learned actually 
improves the manner in which they perform their jobs. 

Pre-Training: Assessing Training Needs 

The training process should begin by identifYing the skills and abilities required of workers 
to perform organizational jobs and an assessment of whether the workforce actually possesses 
these requisite characteristics. Laird, Naquin, and Holton (2003) explain the various sources for 
revealing individual needs, including new hires, promotions, transfers, performance appraisals, 
new positions, and job descriptions. In terms of organizational training needs, routine manage­
ment reports, changes in standards, new policies, and new products and! or services can be used 

along with systematic analyses of organizations' strengths, weaknesses, opportunities, and threats 
(SWOT; Beebe et aI., 2013). 

Whether assessing individual or organizational needs, a communication-centered approach 
proposes that training should be audience centered because training is constituted and deployed 
relationally (Duck & McMahan, 2010).Whether training is conducted in-house or external to the 
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organization, HRM professionals must understand the various needs of audience members receiv­
ing training. For example, Gordon and Miller (2012), in their discussion of audience-centered 

performance appraisals, note that several factors should be taken into consideration: distinct char­

acteristics of employees (e.g., cultural backgrounds); type offeedback and method of delivery (e.g., 

e-mail, phone) preferred by employees; and past history of interactions with employees. HRM 
professionals should also note that audience analysis and adaptation must be ongoing throughout 

training processes (Beebe et al., 2013). At an organizational level, training settings and cultural 
dynamics influence success. Given that training is a meaning-making process, something as simple 
as the room arrangement can send messages about training goals and can influence the levels of 
audience participation (Beebe et al., 2013; Laird et al., 2003). 

Communication research contributes insights into the methods for audience analysis important 
for HRM professionals and researchers. Audience analysis can provide information on preferred 
delivery styles and methods, participation levels to be expected from audience members, organi­
zational time investments, whether or not trainees have special needs (e.g., visual or audio impair­
ment), and trainees' experience with particular technologies or various mediums used in the 
training. For the latter, the social information processing model (SIP; Fulk, Steinfield, Schmitz, & 

Power, 1987) identifies various factors that affect technology use, including experience with the 
technology and others' sensemaking about technology through interactions with coworkers. The 
development of models of procedural discourse--in other words, "written and spoken discourse 
that guides people in performing a task"-has identified a "consistent logic" that underlies the 
preparation of material intended to assist individuals in the adoption of new technology (Farkas, 
1999, p. 42). For example, procedural discourse could be used as the basis for preparing explana­
tions for a university professor about how to upload grades to a new course management system. 
Research applying SIP and procedural discourse can affect training content, discourse, and mate­
rialities through adaptations to trainee needs and contributions to HRM theory. 

Finally, HRM researchers and practitioners should consider time and resource constraints that 
affect audience analysis. With necessary time and resources, trainers have the luxury of conduct­

ing complete analyses using questionnaires, interviews, and focus groups (Beebe, 2007). Often. 
trainers make on-the-spot analyses. Questioning techniques that can be used to help tailor mes­

sage content by soliciting information about trainee needs, interests, and experiences (e.g., "What 

would you like to learn?") assists in on-the-spot audience analysis (Beebe, 2007). Research could 
study the efficacy of such questioning in training programs. 

Training: Methods and Practices 

Although trainers have many delivery methods at their disposal, most prefer to use combinations 
of techniques (Miller, 2012). In general, methods vary along a continuum of participation­
lectures and demonstrations are low on participation; panel discussions, question-and-answer 
sessions, and behavioral modeling require midlevel participation; and brainstorming, case studies 
and role-playing necessitate active participation (Laird et al., 2003). Communication research 

has shown that comprehension of material in educational settings increases through the use of 
questions by teachers and students (Daly & Vangelisti, 2003). Trainers can facilitate this process by 
requiring that trainees develop the questions and facilitate discussion. Given that training in cor­
porate settings is different from learning in classroom settings, additional research could explore 
the outcomes and processes of adult learners' use of questions for training material comprehen­
sion and application. 
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Incorporating questioning techniques allows HRM professionals to get past seeing training 
as disseminating information. Trainers use discourse to generate meaning as to why changes are 
needed based upon the various means of engaging users (e.g., training manuals, advanced work­
shops, including pros and cons of new technologies; Hovde, 2010). Further, Hovde's research 

demonstrates the importance of understanding the audience's expressed desires for the technical 
training. Yet the incorporation of said desires into training content has not received sufficient 

attention in HRM literature. Further research could expand Hovde's study of content genera­
tors by exploring user reactions to how discourse creates meaning and with what effect. Other 
research in technical communication includes strategies for explaining information (e.g., eluci­
dating, quasi-scientific, and transformative; see Rowan, 2003), yet research is needed to test the 

applicability of these strategies in training-specific contexts. Some research considerations include 
the following: how training content can be modified to help less experienced users become accli­
mated to technology, how HRM professionals can best gauge the most effective means to design 
and deliver information and training, and how various discursive techniques facilitate learning 
and affect on-the-job performance. 

Furthermore, research on technological advances could assess recent trends in training deliv­
ery. E-learning is a key cost-cutting method (Saks et al., 2011). However, little is known about 
the constitution of the training/learning environment in e-learning contexts. Trainers can use an 

online platform to monitor and track trainees' progress through various training phases. Addi­
tionally, techniques such as dialogue and questioning can be leveraged in online formats through 
e-journals and listservs where trainees reflect on training content. Encouraging participation 

using asynchronous methods gives learners the opportunity to carefully reflect and apply the 
material. 

Another way to enhance participation is to form accountability groups where trainees team 
up with fellow organization members to track each others' progress. Teams can even compare 
their progress to those of other teams, which can lead to social facilitation that is productive for 
learning. Research could delve into the extent to which online methods such as e-journaling 
can affect training transfer to the organization and how sensemaking about training aspects (e.g., 

trainer skills at questioning) might differ in online contexts. 

Post-Training: Evaluation and Transfer 

Training Evaluation 

Two issues of utmost importance are evaluation and transfer of training content. Despite the 
importance of evaluation in terms of return on investment, and despite entreaties over many years 
to conduct assessments of training effects, trainers typically fail to perform systematic evaluations 
of what trainees learned and whether such learning affected their job performance (Spitzer, 1999; 
Wang & Wilcox, 2006). Training evaluation most often relies on reaction measures about the pro­
gram to make improvements in content-known as formative feedback. Formative feedback-in 
other words, information that trainers can use to alter training or instructional programs-may be 
provided to trainees as ways to modify their thinking or behavior and thus enhance their learning 
(Shute, 200R). For example, trainers teaching strategies for managing conflict at work can observe 
trainees practicing various techniques and provide specific communicative recommendations for 
how to reach collaborative solutions. Similarly, trainees can be provided feedback on their incor­
poration of active listening techniques (e.g., eye contact, paraphrasing). 
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As these examples might indicate, training evaluation can be especially difficult for human 
resource development (HRD) personnel. As opposed to the types of investments and monetary 

assessments that occur in the accounting and financial worlds, training evaluation in HRD is dif­
ficult given that many skills and outcomes being measured are intangible (e.g., listening, feedback, 

mentoring, employee satisfaction) and, therefore, cannot be easily calibrated in terms of dollars 
and cents (Wang, Dou, & Li, 2002). At a broader level, HRD evaluation is tricky given that learn­
ing outcomes interact with organizational and environmental factors (e.g., organizational culture 
and mission, business market, market circumstances, competition; see Wang, 2000, as cited in 
Wang et aI., 2002). 

The evaluation of training often is compromised by the evaluation mind-set of trainers. This 
mind-set is symptomatic of a preoccupation with fairness (e.g., when judging training outcomes 
as effectivelineffective or individual abilities as low I high skill) and fears of making discrimina­
tory judgments about training outcomes. For Swanson (2005), a trainer may bypass evaluation 
for fear of an imperfect discrimination or lack of courage to stand behind an evaluation that 
discriminates. Failure to provide feedback can be antithetical to trainee progress by limiting 
trainees' abilities to apply skills from training to work settings. To improve outcomes and provide 
feedback, training could incorporate supportive communication such as appraisal feedback (e.g., 
"You're really improving how you complete those reports. Nice job!"; see Cheney, Christensen, 
Zorn, & Ganesh, 2011). Constructive feedback precisely describes the situational requirements, 
subsequent behavior, and processes of trainees' skill development. Research linking feedback to 
training outcomes and formative changes to training programs is warranted. 

Training Transfer 

"Without transfer, training fails" (Laird et al., 2003, p. 207). Scholars and practitioners have writ­
ten about the "transfer problem" (e.g., Baldwin & Ford, 19HH; Burke & Hutchins, 2007; Gross­
man & Salas, 2011; Laird et aI., 2003;Talbot, 2011). For training to have an impact on individuals, 

teams, and organizations, what is learned in training must be applied by trainees in their job 
settings. Training content must be J!cncralizablc to the context in which the training takes place, 
and workers must maintain the learning, skills, and attitudes over time (Blume, Ford, Baldwin, & 

Huang, 2010). 
One way that trainers can attempt to ensure training transfer is through the use of the func­

tional context approach (Philippi, 1996). The functional approach begins with a task analysis 
during which trainers interview and observe workers completing tasks to familiarize themselves 
with actual job-related scenarios (e.g., relevant steps needed for greeting customers in customer 
service-related tasks). The task analysis affords the trainer the opportunity to ensure that training 
materials are connected to actual work processes. 

Studies have identified factors that affect the success of transfer (Grossman & Salas, 2011). 
Many factors are based on Baldwin and Ford's (19HH) model of trainee characteristics, training 
design, and work environment. In terms of trainees, the greatest predictors of transfer are cognitive 
ability (i.e., intelligence, understanding complex ideas), self-efficacy (i.e., the belief that one is 
capable of enacting the desired training), motivation (i.e., persistence in goal setting and attain­
ment), and perceived utility or value of the training being offered (i.e., cost-benefit ratio). The 
greatest factors in terms of training desiJ!n are behavior modeling (i.e., observing and practicing 
desired behaviors), error management (i.e., learning about common errors and how to correct/ 
avoid them), and a realistic training environment (i.e., mirroring the environment in which 
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competencies will be applied). Finally, in terms of work environment, factors include the transfer 

climate (i.e., organizations that facilitate or inhibit transfer-by means of positive reinforcement, 
organizational culture, feedback, and so on), support (from peers and supervisors), opportunity to 
perform (i.e., ability to apply what they have learned), and follow-up (e.g., after action reviews). 

Further research is needed on the various factors that lead to transfer (Blume et al., 2010). More­
over, attention to how communication during training creates an environment more conducive 
to training transfer is warranted. 

For example, aligned with our communication-as-constitutive-of-training approach is an alter­
native to common transfer assessment, viz., narrativelinterpretive approaches. These approaches 
involve eliciting stories, myths, values, and metaphors, collectively known as organizational cul­
ture (Beebe et al., 2013; Meyer, 2002). These communication-centered techniques afford access 
to the "symbols that make up the day-to-day life world of communicators in organizations 

[which] is crucial for assessment because they represent the key sensemaking actions of organi­
zational members" (Meyer, 2002, p. 472). Acknowledging that established norms and practices 
reveal themselves whenever new practices are taught or new routines are being established, vari­
ous methods could be used to tap into these factors to reveal how they affect training transfer. 

Research employing systematic methods to study organizational politics that emerge, for exam­
ple, during performance appraisals (Latham & DelIo Russo, 2008) might take a meaning-centered 
approach. Further, a meaning-centered approach affords insight into interpersonal power dynam­
ics and organizational history, including history with training programs and subcultures (Weick, 
2007). These considerations are potentially valuable to the development of training content but 
are explored rarely in extant training literature in communication or HRM fields. 

Conclusion 

We have reviewed key issues, trends, and practices related to training. Our aim was to stimulate interest 
in avenues for further research so that scholars and practitioners can begin to adopt communication­
centered approaches, particularly the communication as constitutive of training. As greater 
demands are placed on organizations in an increasingly complex and global environment, the 

study and practice of training must respond to these challenges. We believe that communication­
centered approaches are poised to play a central role in ensuring the health and long-term 
viability of organizations. For this reason, communicative content and competencies (e.g., inter­
personal and intercultural) of training warrant further attention (Rothwell, 1(96). Furthermore, 
the mechanisms through which training takes place-in other words, communication-need to 

be more fully explored (Messersmith et al., 2009). 
Indeed, despite recognition that communication competencies play an important role in train­

ing, and are often the target of training efforts (e.g., listening, conflict management, public speak­
ing),it remains unclear how communication is conceptualized by HRM practitioners. It appears 
that a transmission or informational view of communication is the dominant viewpoint. For 
example, Hovde (2010) argues that the dominant viewpoint in technical communications is 

that conmlUnication transmits information. In apparently simple situations such as training on a 
new process-for example, uploading grades to a course management site-it appears all that is 
required is a message about how to upload the information. However, if the user is skeptical of 
the merits of posting information to a site, then a more complex perspective on communication 
is needed. Techniques such as questioning and framing then can be used to tap into how users 
make sense of the changes and training. 
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Thus, we wish to widen the viewpoint to propose that communication is central to train­
ing. Further, whether training is in-house or external, trainers and trainees are constantly in the 

process of creating and negotiating meaning. We propose that rather than see communication as 
one of many skills to develop in training, HRM theory and practice could benefit from seeing 

training as communication. What we have provided here are a number of questions and avenues 
for future research that can explore further how communication is conceptualized by HRM pro­
fessionals. In the end we hope to encourage conversation about the ways that a ceo perspective 
might inform HRM theory and practice. 

Bibliography 

Aguinis, H., & Kraiger, K. (2009). Benefits of training and development for individuals, teams, organizations, 
and society. Annual Review of Psychology, 60, 451--474. 

Albrecht, T.L., Burleson, B.R., & Goldsmith, D. (1994). Supportive communication. In M.L. Knapp & 

G.R. Miller (Eds.), Handbook of interpersonal communication (2nd ed., pp. 419-449). Thousand Oaks, 
CA: Sage. 

Allio, R.J. (2005). Leadership development: Teaching versus learning. Management Decision, 43(7/8), 
1071-1077. 

Axley, S.R. (1984). Managerial and organizational communication in terms of the conduit metaphor. Acad­
emy of Management Review, 9,428--437. 

Ayman, R.,Adams, S., Fisher, B., & Hartman, E. (2003). Leadership development in higher education insti­
rutions: A present and future perspective. In S.E. Murphy & R.E. Riggio (Eds.), The juture of leadership 
development (pp. 201-222). Mahwah, NJ: Lawrence ErlbaumAssociates. 

Baldwin, T.T., & Ford,].K. (1988). Transfer of training: A review and directions for future research. Perso,mel 
Psychology, 41,63-105. 

Beebe, SA. (2007). Raising the question #6:What do communication trainers do? Commurtic,lfion Education, 
56,249-254. 

Beebe, SA., Mottet, T.P., & Roach, K.D. (2013). Training and developlllent: Comlllunicatingjor success (2nd ed.). 
Boston: Pearson. 

Bersin,]. (2012,July 30). It's not the CEO, it's the leadership strategy that matters. Forbes. Retrieved from http:// 
www.forbes.com/sites/joshbersin/2012/07 130/its-not-the-ceo-its-the-leadership-strategy-that-matters/. 

Blume, B.D., Ford, ].K., Baldwin, T.T., & Huang,].L. (2010). Transfer of training: A meta-analytic review. 
Journal of Management, 39,1065-1105. 

Bordin, E. S. (1979). The generalizability of the psychoanalytic concept of the working alliance. Psychotherapy: 
77leory, Research, and Practice, 16, 252-260. 

Burke, LA., & Hutchins, H.M. (2007). Training transfer: An integrative literature review. Hut/hill Resource 
Development Review, 6,263-296. 

Burleson, B.R. (2003). Emotional support skills. In ].0. Greene & B.R. Burleson (Eds.), Handbook of com­
munication and social interaction skills (pp. 551-594). Mahwah, NJ: Lawrence EribaumAssociates 

Bushe, G.R., & Marshak, R.]. (2009). Revisioning organization development: Diagnostic and dialogic 
premises and patterns of practice.Journal of Applied Behavioral Science, 45(3),348-68. 

Cheney, G., Christensen, L.T., Zorn, T.E., & Ganesh, S. (2011). Organizational cornmunication in an age ofglo­
balization (2nd ed.). Long Grove, IL: Waveland Press. 

Collins, D.B., & Holton, E.F. (2004). The effectiveness of managerial leadership development programs' 
A meta-analysis of studies from 1982 to 2001. Human Resource Development Quarterly, 15,217-248. 

Daly, JA., & Vangelisti, A.L. (2003). Skillfully instructing learners: How communicators effectively convey 
messages. In ].0. Greene & B.R. Burleson (Eds.), Handbook of communiuuion c1nd social interaction skills 
(pp. 871-908). Mahwah, N): Lawrence ErlbaumAssociates. 

DeRue, D.S., & Myers, e.G. (in press). Leadership deveiopment:A review and agenda for future research. In 
D.v. Day (Ed.), Oxford handbook of leadership and organization. Oxford: Oxford University Press. 



Training 107 

Dominguez, N. (Ed.). (2012). Proceedings of the Fifth Annual Mentoring Conference: Facilitating developmental 
relatiollships for success. Albuquerque, NM: Mentoring Institute. 

Duck, S., & McMahan, D.T. (2010). Communication in everyday lift. Los Angeles, CA: Sage. 
Fairhurst, G.T. (2007). Discursive leadership: In conversation with leadership psychology. Los Angeles, CA: Sage. 
Fairhurst, G.T. (2011). 77le power of framing: Creating the language cif leadership. San Francisco, CA: John 

Wiley & Sons. 
Fairhurst, G.T., & Putnam, L. (2006). Organizations as discursive constructions. Communication 77leory, 14,5-26. 
Farkas,D.K. (1999).The logical and rhetorical construction of procedural discourse. Technical Communication, 

46(1),42-54. 
Faylor, N.R., Beebe, SA., Houser, M.L., & Mottet, T.P. (2008). Perceived differences in instructional com­

munication behaviors between effective and ineffective corporate trainers. Human Communication, 11, 
145-156. 

Ford,].K.. Kraiger, K., & Merritt, S.M. (2010). An updated review of the multidimensionality of training 
outcomes: New directions for training evaluation research. In S.W]. Kozlowski & E. Salas (Eds.) , Learning, 
training, and development in organizations (pp. 135-165). New York: Taylor & Francis. 

Fulk,j., Steinfield, CW, Schmitz,]., & Power,]. G. (1987). A social information processing model of media 
use in organizations. Communicntion Research, 14, 529-552. 

Gordon, M.E., & Miller, v.D. (2012). Conversations about job peiformance: A communication perspective on the 
appraisal process. New York: Business Expert Press. 

Greene. ].0. (2003). Models of adult communication skill acquisition: Practice and the course of perfor­
mance improvement. In].O. Greene & B.R.Burieson (Eds.), Handbook cif communication and social interac­
tiOll skills (pp. 51-92). Mahwah, NJ: Lawrence Erlbaum Associates. 

Grossman, R., & Salas, E. (2011). The transfer of training: What really matters. International Journal cifTraining 
,md Development, 15,103-120. 

Hovde, M.R. (2010). Creating procedural discourse and knowledge for software users: Beyond translation 
and transmission. Journal ~f Business and Technicnl Communicntion, 24,164-205. 

Jian. G., Schmisseur, A.M., & Fairhurst, G.T. (2008). Organizational discourse and communication: The 
progeny of Proteus. Discourse and COInmunicntion, 2,299-320. 

Laird, D., Naquin. S.S., & Holton, E.F. (2003). Approaches to training and development (3rd ed.). Cambridge, 
MA: Perseus. 

Latham, G.P., & Dello Russo, S. (2008). The influence of organizational politics on performance appraisal. In 
S. Cartwright & CL. Cooper (Eds.). 77le Oxford handbook cif personnel psychology (pp. 388-410). Oxford: 
Oxford University Press. 

Latham, G. p. & Heslin, P A. (2003). Training the trainee as well as the trainer: Lessons to be learned from 
clinical psychology. Canadian Psychology, 44,218-231. 

McGuire, D., Cross, C, & O'Donnell, D. (2005). Why humanistic approaches in HRD won't work. Human 
ResoHrcf DeJlelopmetJt Quarterly, 16, 131-137. 

Messersmith,A.S., Keyton,]., & Bisel, R.S. (2009).Training practice as a communication medium:A through­
put model. Americml Communication Joumal, 11(2), 1-20. 

Meyer,].C (2002). Organizational communication assessment: Fuzzy methods and the accessibility of sym­
bols. Management Communicntion Quarterly, 15,472-479. 

Miller, L. (2012). State cif the industry. 2012: ASTD's annual review of workplace learning and development data. 
Alexandria, VA: ASTD. 

Mills, C. (2009). The case of making sense of organizational communication. In 0. Hargie & D. Tourish 
(Eds.), Auditing organizati011tl1 communicntion (pp. 370-390). London: Routledge. 

Murphy, WM. (2012). Reverse mentoring at work: Fostering cross-generational learning and developing 
millennialleaders. Human Resource ManagemetJt, 51,549-574. 

Ostroff, C, & Bowen, D.E. (2000). Moving HR to a higher level: HR practices and organizational effec­
tiveness. In K.J. Klein, & S.W Kozlowski (Eds.), Mu/tileJlel theory, research, and methods in organizations 
(pp. 211-266). San Francisco, CA:Jossey-Bass. 

Philippi,].W (1996). Basic workplace skills. In R.L. Craig (Ed.), TI,e ASTD training and development handbook 
(pp. 819-843). New York: McGraw-Hill. 



108 Fyke and Buzzanell 

Putnam, L.L., & Nicotera, A.M. (Eds.). (2009). Buildinx theories of oI',RtlIlization: TI,e constitutive role of COllmIU­

nimtion. New York: Routledge. 
Ricks, ).M., Williams, JA., & Weeks, WA. (2008). Sales trainer roles, competencies, skills, and behaviors. 

Industrial Marketinx ManaxemCllt, 37, 593-609. 
Rothwell,W). (1996). Selecting and developing the HRD staff. In R.L. Craig (Ed.), 771e ASTD trainin)! ilnd 

deveioplIICIlt handbook (pp. 48-76). New York: McGraw-Hill. 
Rowan, K.E. (2003). Informing and explaining skills: Theory and research on informative communication. 

In).O. Greene & B.R. Burleson (Eds.), Handbook qf COllllHunimtiotl and social interaction skills (pp. 403-438). 
Mahwah, NJ: Lawrence Erlbaum Associates. 

Saks, A.M., Tamkin, P., & Lewis, P. (2011). Management training and development. International jouYllill of 
Traininx and Develop/llCllt, 15, 179-183. 

Shute,V:). (2008). Focus on formative feedback. Review qf Edu{l1tional Research, 78,153-189. 
Spitzer, D.R. (1999). Embracing evaluation. Traininx, 36,42-47. 
Swanson, RA. (2005). Evaluation, a state of mind. Advances in Developinx Human Resources, 7, 16-21. 
Talbot,). (2011). Traininx in orXanizations: A cost-be/1~tit analysis. Surrey, UK: Gower. 
Wang, G.G., Dou, Z., & Li, N. (2002). A systems approach to measuring return on investment for HRD 

interventions. HUIII<111 Resource Developlllent Quarterly, 13,203-224. 
Wang, G.G., & Wilcox, D. (2006).Training evaluation: Knowing more than is practiced. Adval1ces ill Develop­

inX HUlllal1 Resources, 8, 528-539. 
Weick, K.E. (2007).The generative properties of richness. A{I1dclllY qf ManaXf1llfl1tjoumal, 50, 14-19. 


	Marquette University
	e-Publications@Marquette
	1-1-2014

	Meeting the Communication Challenges of Training
	Jeremy P. Fyke

	Microsoft Word - COPYRIGTH WARNING.doc

