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Scenario #1
Trainee George "Clueless" Custer was recruited from the Los Angeles area and has struggled with city geography throughout training. On average, it takes George far to long to respond to addresses most can locate in half the time. Because of this problem, George's training was extended.  Despite the best efforts of his last four trainers, George is showing no signs of improvement.  All four trainers have approached you and suggested firing George. They fear George will never be able to respond quickly enough to an "officer needs help call" and, as such, is a threat to everybody's safety.  What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	

	

	


Present your solution and be willing to accept feedback from the class.

Scenario #2
At the end of your shift, a trainee tells you she has a personality conflict with her male trainer. She is reluctant to be more specific other than to say the problem is "personal." She also tells you she wants to be reassigned to a female trainer--​someone who she says is more understanding and can provide better training.  The male trainer later informs you that he counseled her because of her unwillingness to take charge of a call. The female trainee is in an observation period and is required to handle calls without trainer assistance. The trainer tells you the counseling session was prompted by the fact the trainee stood by idly while another was forced to handle her call.  What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	

	

	


Present your solution and be willing to accept feedback from the class.

Scenario #3
As you are preparing for briefing, trainee Willie "Whistleblower" Whipple asks to speak with you in private. Suddenly, your plans of a $1.99 "Grand Slam" breakfast melts away like a cold wad of grease cast into a sizzling hot deep fryer.  He informs you that he is "concerned" about mock training exercises orchestrated by his trainer, Bob "not-to-swift" Jones.  In the early morning hours, Smith claims Jones engages a field-training officer in mock pursuits in which Smith says he is forced to dispatch another officer at high speeds through residential streets.  Smith claims the exercises are dangerous and, on several occasions, has almost caused an accident.  He has complained but the exercises continue.  According to Smith, Jones believes "real life" training exercises are the key to any successful training program.  What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	

	


Present your solution and be willing to accept feedback from the class.

Scenario #4
While in the office, you receive a call from a female trainee who expresses concern about the behavior of her male trainer.  Although she doesn't want to get him in trouble, she says he has a "friend" at a local hospital that he calls frequently.   You speak with the trainer and he claims his trainee is an old high school girlfriend who is vengeful because he broke off their relationship years ago to marry the high school prom queen. He denies the accusation that he has a girlfriend at the hospital and maintains he was only away for a few minutes using the second floor restroom. He says he would have told you earlier that his trainee was an "old flame" but it simply slipped his mind.  He said she said – What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	

	

	


Present your solution and be willing to accept feedback from the class.

Scenario #5
You receive a complaint from a citizen who claims two officers were embracing behind an abandoned warehouse.  They were seated in a patrol car and parked there for over an hour.  The citizen provides you with the car number.  You discover the patrol car had been issued to Officer John "Spanky" Lee and trainee Lucy “Loose” McGillicuty that night. When you question Lee about the report, he denies being behind the warehouse or embracing the trainee. When you question the trainee, she reluctantly talks but denies the allegation.  What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	

	

	

	


Present your solution and be willing to accept feedback from the class.

Scenario #6
It is brought to your attention by a trainer that his trainee, Diane "the Dud" Dimples, is struggling in the training program.  Along with a series of other problems, Diane has severe accuracy problems, fails to exercise proper judgment, and lacks confidence in decision-making. You and the trainer hold a counseling session with Diane and inform her of the department's expectations. The next day, she calls in and claims she broke her foot skiing.  Diane is absent from work for the next week under a doctor's excuse.  When Diane returns to full duty, she is again assigned to a trainer on your shift.  The next day, the trainee calls in to report that her oldest child is sick and in need of her attention.  This time, she is off caring for her sick son for 5 days.  On her first day back, Diane comes down with her son's flu symptoms and has to leave work.  Diane has now exhausted all of her accrued time off and is absent without pay.  It is imperative her training program be completed.  What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	


Present your solution and be willing to accept feedback from the class.

Scenario #7
Over a period of eleven weeks, two competent trainers inform you that they don't believe Trainee Stan "Spam" Stebnisky has the aptitude or ability to complete the training program. During his final weeks of training, he is assigned to trainer Paul "Passum" Pishione, the only trainer available. During Stebnisky's last week of training, you ask Pishione if he thinks Stebnisky is ready to be released from training. You know the answer Passum will give you before you ask but you feel compelled to release Stebnisky. At this point, you realize it's a sink or swim situation for Stebinsky.  The following week, the senior and most argumentative officer on the shift, Sam "Stag" Stagnoli, asks to speak with you in private. With a cup of coffee in one hand and a donut in the other, you think you're ready for any challenge Stag or any officer can drum up.  You invite him into your office only to be handed a petition signed by the officers on your shift demanding that you get rid of "the Spam."  With a look from Stag that could break a stainless steel prison mirror, you realize he and the authors of this fine petition are not in a negotiating mood.  What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	


Present your solution and be willing to accept feedback from the class.

Scenario #8
During briefing, you are about to make an important announcement when suddenly a newly assigned trainee Jack "Lack of HiJean" Jeanius shows up.  Jack is 5 minutes late for work and attired improperly.  He appears as if he crawled out from under his car and drove straight to work.  His jeans are too short, tattered and spotted with grease.  He is unshaven, hair uncombed and he smells as if he has not had a bath in over a month.  As Jack takes his seat, several employees move away from him and wrinkle their nose.  You can smell him and he is sitting in the back row.  Department policy clearly requires all employees to wear attire befitting their position in the department and do their utmost to maintain personal hygiene.  What do you do?
Process:

Identify the problem (What exactly are you trying to determine?  Does the problem have several components?  Does everyone in the group agree with the way the problem has been framed?  Take turns thinking out loud.  Do some research):

	

	

	


Solutions:

Explore possible solutions (Brainstorm ideas that may contribute to a solution.  Justify your ideas to the group.  What do you know?  What do you not know? ):

	

	

	

	

	

	


Narrow your solutions (As a group, sort them, weed them and rank them.  Give priority to the simplest least costly.):

	

	

	

	


Present your solution and be willing to accept feedback from the class.

7 P’s of Training
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Proper

2. Prior

3. Planning

4. Prevents

5. Piss

6. Poor

7. Performance

TRAINING THROUGH INTIMIDATION

By Randall D. Larson

9-1-1 Magazine (1997)
· A popular Far Side cartoon depicts a class of young preying mantises gathering eagerly on a leaf.  Before them looms their instructor, a large, adult mantis, who informs them:  “Of course, long before you mature, most of you will be eaten.”
A dispatch center where I once worked tacked this cartoon up on the wall near the training office, because at that time it reflected the unit’s attitude toward their new recruits.

I was one of them, 13 years ago.  I recall that first day, as I sat amid unfamiliar faces, beginning an exciting but vaguely frightening adventure, eager to soak in whatever comprehension I could pack into two hemispheres of cobbled cerebrum, being welcomed into my new career with the encouraging words:  “Of course, 60% of your will not last through the end of this academy.”

Gee, thanks for the shot in the arm.  Now bash me over the head with that microphone.

While it’s true that there is a significant turnover rate during dispatch academies and ensuing console training, I can’t help but wonder how much damage that discouraging introduction may have caused.  Like a self-fulfilling prophecy, being told that the team responsible for your training expects most of you to fail hardly stimulates one to succeed.  The implication can be as fatal to the spirit of a trainee striving to succeed as the trainer who constantly badgers and belittles his or her trainee, impatiently criticizing every mistake.  I had one of those for a time too, and there were many days early in my training when I seriously considered a move to a less stressful job (navigator on a nuclear submarine, perhaps).

It wasn’t until I rotated to a different shift and was paired with a trainer who radiated encouragement, who gently sought to insure I mastered all those mistakes, who criticized me constructively and built me up, that I really began to excel.  Certainly this same trainer failed recruits who couldn’t master the job, but I can’t help but wonder how many potential dispatchers turned in their resignations because their spirits were broken by ruthless criticism or by the consequences of that expectation of failure they’d heard at the very beginning.  How many successful careers were cut off at the knees among dispatchers whose confidence was stolen by attitudes that begat failure?

Trainees will make mistakes.  And many will indeed not make it to graduation or certification.  But that will occur through the course of the training and evaluation process.  Is it really necessary to condemn a majority of your bright, eager, highly trainable recruits with the expectation of failure?  How much more successful might a training program be if students are not admonished to expect failure, but to breed success?

[image: image6.wmf]
LAWS OF LEARNING

Law of Association: The adult learner will best understand the subject matter when it can be related to something they know and understand.

Law of Recency: The adult learner tends to retain information when it can be used as soon as possible after it has been presented to them.

Law of Readiness: Placing the adult learner in an environment that will make them want to learn the subject matter at hand will allow the adult learner to process the information easier.

Law of Effect: The adult learner tends to repeat and learn quickly anything that is accompanied or followed by a feeling of pleasure.

Law of Exercise: The adult learner tends to learn best when use and repetition accompanies the information being processed.
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What is your Learning Style?

Answer each question either "True" or "False".  Your first spontaneous response is probably the truest answer you can give.

	
	1. 
	I really like to listen to people talk.

	
	2. 
	I really like to watch television.

	
	3. 
	I must be reminded often to do something.

	
	4. 
	I can sit in one place for a long time.

	
	5. 
	If I could choose to go to school anytime during the day, I would go in the morning.

	
	6. 
	I really like people to talk to me.

	
	7. 
	The things I remember best are those I see.

	
	8. 
	I don't have to be reminded to do something

	
	9. 
	I can't sit in one place for a long time.

	
	10. 
	If I could choose to go to school anytime during the day, I would go early in the evening.

	
	11. 
	I'd rather read than listen to a lecture.

	
	12. 
	I prefer to learn something new by having it told to me.

	
	13. 
	I forget to do things I've been told to do.

	
	14. 
	I find it hard to sit in one place for a long time.

	
	15. 
	I remember things best when I study them early in the morning.

	
	16. 
	I find it easy to listen to people talk.

	
	17. 
	It's easy for me to remember what I see.

	
	18. 
	I remember to do what I am told.

	
	19. 
	I have to get up and move around when I study.

	
	20. 
	I remember things best when I study them in the evening.

	
	21. 
	I enjoy learning by listening.

	
	22. 
	I like to learn by reading.

	
	23. 
	I do what I am expected to do.

	
	24. 
	It's easy for me to stay put when I study.

	
	25. 
	I study best in the morning.


LESSON PLANS 101

APCO Magazine – June 2002

Every training session requires a lesson plan.  Lesson plans may have been provided for you.  Pre-fabricated lesson plans are great; they provide a plan of action for the trainer that has been tested and shown to be effective.  But pre-assembled lesson plans aren’t always available.  Lesson plans should build a frame that you, the instructor will use to construct class activities.

Step One

Decide what needs to be taught.  This is what you consider to be the successful outcome of your training – what the student will be able to do as a result of the lesson.  Set goals for the lesson that include wide-ranging statements about what you are trying to accomplish.

Step Two

Develop objectives to get you to the goals.  They are outcome oriented, observable and measurable.  The objectives will help in defining the method of evaluation, such as a written or practical exercise.

An objective has four parts, designated by the simple acronym “ABCD.”  

· Audience:  to whom the objective applies (Whom are you training?)

· Behavior:  the specific behavior desired to meet the objective.

· Condition:  The condition of the lesson as it applies to evaluation.

· Degree:  the level of competency for successful completion.

Example:  “Given a practical exercise, the trainee will answer and respond to emergency calls on the TDD without error.”

· C = Given a practical exercise

· A = the trainee

· B = will answer and respond to emergency calls on the TDD

· D = without error.

Step Three

Arrange the objectives in a logical order.  The flow of the lesson is controlled by the arrangement of the objectives.  Starting at the beginning is usually a good idea.  Remember, adults learn by building new knowledge on existing information.

Step Four

Research the materials called for in each objective.  Locate the material you will use to meet the objectives of the lesson.  Be thoroughly knowledgeable about them.  Make copies of the materials supporting each objective.  Number your objectives and write this number on top of the pages of your supporting material.

Step Five

Assemble all support materials to fit the objectives.  The better you know your materials and the more organized they are, the more effective the lesson will be.  Starting with the lesson goals put everything in the order of the objectives, with the supporting materials.  Depending on the length of the lesson and the number of objectives to be covered, you may decide to provide a summary or conclusion at the end of the materials.

Step Six

Create any needed materials.  Make an outline.  Short, uncomplicated lessons may have a simple outline.  Longer, more complicated lessons may need more support materials.  You can use an expanded outline, student handouts, overhead transparencies and other audio/visual materials at your discretion.

Step Seven

Do the lesson.  Remember, it probably won’t be perfect the first time out.  Take notes on what works and what doesn’t, where the flow may lag or be choppy.  Pay attention to the body language of your students.  Do they need to spend more time in certain areas to ensure comprehension and attaining the objectives?  Respond to the class and make adjustments on the spot when necessary.  It’s a lesson plan; it isn’t carved in stone.

Step Eight

Evaluate and adjust.  After the training, ask for feedback from your students.  Ask them what worked and what didn’t, what they liked and what they didn’t like.  Ask yourself these same questions.  Make the appropriate adjustments to the lesson so it will be more effective the next time you use it.

The lesson plan you create should be detailed and complete enough that another trainer knowledgeable in the subject area could deliver the lesson without having to confer with you.
Developing Learning Goals

A Sample Worksheet

	What Am I Going to Learn?
	How Am I Going to Learn It?
	How Will I Know I Have Learned It?
	How Am I Going to Prove I Have Learned It?

	
	
	
	


GENERATIONAL DIFFERENCES

	Veterans – 1922 to 1943 

52 million people


Background



Pre and Post World War II



1/3 combat veterans (have seen combat)



Keepers of history



AARP members (strong political clout)



Over 1 million returning to the work force 


(Walmart greeters)



CEO’s



Limited education


Values



Discipline



Duty



Loyalty



Patience



Relative Conformity



Strong work ethic


Historical Influences



World War II



Korean War



Radios



Movies


	Generation Xers – 1960 to 1980 

70.1 million people


Background



Changes in economy



Technological revolution



Latch-key kids of boomers



More college graduates


Values



Masters of technology and its application



Want balance in life



Need for feedback and flexibility



Generally positive about their future



Moderate work ethic


Historical influences



Aids/HIV



Seat belts



Cold war ends



Computers explode



Disco



Microwaves



MTV



Gay Rights



Divorce rates exploded



Vietnam/Desert Storm



	Boomers – 1943 to 1960 

73.2 million people


Background



Into options and choices



Believe in participation



Appreciate a challenge

More college educated


Values



Passion for participation, justice, spirit



Bring heart to humanity



Believe in a fair and level workplace



Enthusiasm for causes



Moderate to strong work ethic


Historical Influences



Woodstock



Mass transportation



JFK/MLK Assassinations



Women’s liberations



Early computers



Drugs



Rock n Roll exploded



Man on the moon



Sexual revolution
	Nexters – 1980 to present 

69.7 million people


Background



Expanding technological revolution



Oldest in college



Supported and protected by parents


Values



Quantum generation in the manner of time and space



Optimistic



Civic minded



Willing to work/learn



Multi-tasking



Strong respect for veterans


Historical influences



Cellular phones



Digital formats



9-11



Corporate/stock market downfall




30 Things We Know for Sure About Adult Learning

Training Magazine, July 1998

We don't know a lot about the mechanisms of adult learn​ing, At least, not in the "What are the minimum-necessary and sufficient-conditions for effecting a per​manent change in an adult's behav​ior?" sense of knowing.

In that, we're not alone. Malcolm Knowles came to much the same conclusion in The Adult Learner: A Neglected Species.  Eight years ago, he equated his efforts to summarize what was then known about adult learning to a trip up the Amazon: "It is a strange world that we are going to explore together, with lush growth of flora and fauna with exotic names (including fossils of extinct species) and teeming with savage tribes in rag​ing battle.  I have just made a casing-the-joint trip up the river myself and I can tell you that my head is reeling,"

Today; Knowles says, "The river is much tamer.  We are beginning to un​derstand what we do that works and why it works."  But as we listen, we have the distinct impression that what our point man Knowles sees as tame travel can still be white-water rapids for the rest of us. 

While there are hundreds of books and articles offering tips and tricks for teaching adults, the bulk of that knowledge is derived from three relatively limited spheres. The first is "My life and times in teaching," wherein one teacher/trainer of adults shares his or her career's accumula​tion of secrets with others. Though intriguing and interesting, this litera​ture focuses more on teacher survival than anything else.  While we learn much about living, we learn relatively little about learning.

The second common source is the "Why adults decide to study" re​search. Here we learn some interest​ing, even fascinating, things about the conditions and incidents that moti​vate adults to engage in a "focused learning effort."  But in most of this research, the adult seems assumed to be a learning machine who, once switched on, vacuums up knowledge and skill. It is more indicative than instructive, more suggestive than substantive. A cynic would call this body of knowledge about adult learning a form of market research.

The third source is extrapolation from theory--both adult learning theory and research--derived from work with children and non-human subjects. The adult learning theories in question are really holistic treat​ments of human nature: the Carl Rogers/Abraham Maslow sort of the​ory from which we can only infer, or guess at, rules of practice. "Would you rather learn from a lecture or a book?" or "On your own or with di​rection?" are interesting questions, but ones that beg the issue of results or learning outcomes. A trainee may prefer listening to lectures but learn best by practice and application exer​cises.

The non-adult theory and research is a broad lot--everything from child development studies to pigeon taming. The tendency seems to be to draw guidance from the B.F Skinner/behavior modification/programmed instruction and the Albert Bandura/behavior modeling/social learning schools of thought. While both schools are generating research and results, they are still shorter on proven practices than pontification and speculation No single theory; or set of theories, seems to have an arm-lock on understanding adults or help​ing us work effectively and efficiently with them.

Still and all, from a variety of sources there emerges a body of fairly reliable knowledge about adult learning-arbitrarily, 30 points that lend themselves to three basic divisions:

· Things we know about adult learners and their motivation.

· Things we know about designing curricula for adults.

· Things we know about working with adults in the classroom.

These aren't be-all, end-all catego​ries. They overlap more than just a little bit.  But they help us understand what we are learning from others about adult learning,

Motivation to Learn
Adult learners can't be threatened, coerced or tricked into learning something new.  Birch rods and gold stars have minimum impact.  Adults can be ordered into a classroom and prodded into a seat, but they cannot be forced to learn.  Though trainers are often faced with adults who have been sent to training, there are some insights to be garnered from the re​search on adults who seek out a struc​tured learning experience on their own.  It's something we all do at least twice a year, the research says.  We begin our running tally from this base camp.

1. Adults seek out learning experiences in order to cope with specific life-change events.  Marriage, divorce, a new job, a promotion, being fired, retiring, losing a loved one and mov​ing to a new city are examples.

2. The more life-change events an adult encounters, the more likely he or she is to seek out learning oppor​tunities. Just as stress increases as life-change events accumulate, the motivation to cope with change through engagement in a learning ex​perience increases.  Since the people who most frequently seek out learn​ing opportunities are people who have the most years of education, it is reasonable to guess that for many of us learning is a coping response to significant change.

3. The learning experiences adults seek out on their own are directly re​lated-at least in their own percep​tions-to the life-change events that triggered the seeking.  Therefore, if 80% of the change being encoun​tered is work-related, then 80% of the learning experiences sought should be work-related.

4. Adults are generally willing to en​gage in learning experiences before, after or even during the actual life-change event. Once convinced that the change is a certainty, adults will engage in any learning that promises to help them cope with the transition.

5. Although adults have been found to engage in learning for a variety of reasons-job advancement, pleasure, love of learning and so on-it is equally true that for most adults learning is not its own reward, Adults who are motivated to seek out a learning experience do so primarily (80-90% of the time) because they have a use for the knowledge or skill being sought.  Learning is a means to an end, not an end in itself.

6. Increasing or maintaining one's sense of self-esteem and pleasure are strong secondary motivators for engaging in learning experiences.  Hav​ing a new skill or extending and en​riching current knowledge can be both, depending on the individual's personal perceptions.

The major contributors to what we know about adult motivation to learn have been Allen Tough, Carol AsIa​nian and Henry Brickell, Kjell Rubenson and Harry L Miller. One im​plication of their findings for the trainer is that there seem to be "teachable moments" in the lives of adults. Their existence impacts the planning arid scheduling of training.  As a recent study by the management development group of one large man​ufacturer concluded, "Newly pro​moted supervisors and managers must receive training as nearly con​current with promotions and changes in responsibilities as possible.  The longer such training is delayed, the less impact it appears to have on ac​tual job performance.

Curriculum Design
One developing research-based concept that seems likely to have an impact on our view and practice of adult training and development is the concept of "fluid" versus "crystal​lized" intelligence. R.B. Catell's re​search on lifelong intellectual devel​opment suggests there are two distinct kinds of intelligence that show distinct patterns of age-related development but function in a com​plementary fashion.  Fluid intellect tends to be what we once called in​nate intelligence; fluid intelligence has to do with the ability to store strings of numbers and facts in short-term memory; react quickly, see spa​tial relations and do abstract reasoning.  Crystallized intelligence is the part of intellectual functioning we have always taken to be a product of knowledge acquisition and experi​ence.  It is related to vocabulary, gen​eral information, conceptual knowl​edge, judgment and concrete rea​soning.

Historically, many societies have equated youth with the ability to in​satiably acquire information, and age with the ability to wisely use information. Catell's research suggests this is true--'that wisdom is, in fact, a separate intellectual function that devel​ops as we grow older. Which leads to some curriculum development im​plications of this two-faceted intellect concept:

7. Adult learners tend to be less inter​ested in, and enthralled by, survey courses. They tend to prefer single-concept, single-theory courses that focus heavily on the application of the concept to relevant problems. This tendency increases with age.

8. Adults need to be able to integrate new ideas with what they already know if they are going to keep--and use--the new information,

9. Information that conflicts sharply with what is already held to be true, and thus forces a re-evaluation of the old material, is integrated more slowly.

10. Information that has little "con​ceptual overlap" with what is already known is acquired slowly.

11. Fast-paced, complex or unusual learning tasks interfere with the learning of the concepts or data they are intended to teach or illustrate.

12. Adults tend to compensate for being slower in some psychomotor learning tasks by being more accurate and making fewer trial-and-error ventures.

13. Adults tend to take errors per​sonally and are more likely to let them affect self-esteem. Therefore, they tend to apply tried-and-true so​lutions and take fewer risks. There is even evidence that adults will misin​terpret feedback and "mistake" er​rors for positive confirmation.

Dr. K. Patricia Cross, author of Adults As Learners, sees four global implications for designing adult cur​riculum in Catch's work, "First, the presentation of new information should be meaningful, and it should include aids that help the learner or​ganize it and relate it to previously stored information. Second, it should be presented at a pace that permits mastery. Third, presentation of one idea at a time and minimization of competing intellectual demands should aid comprehension. Finally, frequent summarization should facil​itate retention and recall."

A second neat new idea that influences curriculum design is the con​cept of adult developmental stages. Jean Piaget, Lawrence Kohlberg and others have seen children as passing through phases and stages for some time. It is only recently, thanks to Gail Sheehy, Roger Gould, Daniel Levinson and others, that we've come to acknowledge that there are also adult growth stages. A subset of this concept is the idea that not only do adults’ needs and interests contin​ually change, but their values also continue to grow and change.  For that insight, we can thank Clare W. Graves and his pioneering work in value analysis. The implications, though still formative:

14. The curriculum designer must know whether the concepts and ideas will be in concert or in conflict with learner and organizational values. As trainers at AT&T have learned, mov​ing from a service to a sales philoso​phy requires more than a change in words and titles. It requires a change in the way people think and value.

15. Programs need to be designed to accept viewpoints from people in different life stages and with different value "sets."

16. A concept needs to be "an​chored" or explained from more than one value set and appeal to more than one developmental life stage.

A final set of curriculum-design guides comes from the research on learning media preference. Research​ers have for years been asking stu​dents if they preferred learning XYZ from a book, a movie, an experience or another person. Though there are limitations to the value of this sort of data, enough of it is accumulating to be of some help to the design effort.

17. Adults prefer self-directed and self-designed learning projects 7 to 1 over group-learning experiences led by a professional. Furthermore, the adult learner often selects more than one medium for the design. Reading and talking to a qualified peer are fre​quently cited as good resources. The desire to control pace and start/stop time strongly affects the self-directed preference.

18. Non-human media such as books, programmed instruction and television have become popular in re​cent years. One piece of research found them very influential in the way adults plan self-directed learning projects.

19. Regardless of media, straightfor​ward how-to is the preferred content orientation. As many as 80% of the polled adults in one study cited the need for applications and how-to information as the primary moti​vation for undertaking a learning project.

20. Self-direction does not mean iso​lation. In fact, studies of self-directed learning show self-directed projects involve an average of 10 other people as resources, guides, encouragers and the like. The incompetence or inade​quacy of these same people is often rated as a primary frustration. But even for the self-professed, self-di​rected learner, lectures and short seminars get positive ratings, espe​cially when these events give the learner face-to-face, one-to-one ac​cess to an expert,

Apparently, the adult learner is a very efficiency-minded individual. Allen Tough suggests that the typical adult learner asks "What is the cheapest, easiest, fastest way for me to learn to do that?" and then proceeds inde​pendently along this self-determined route. An obvious tip for the trainer is that the adult trainee has to have a hand in shaping the curriculum of the program.

In the Classroom
We seem to know the least about helping the adult maximize the class​room experience. There are master performers in our trade who gladly pass along their favorite tips and tricks, but as Marshall McLuhan observed, “We don't know who discov​ered water but we can be pretty sure it wasn't a fish." In other words, the master performer is often a poor judge of how one becomes a master performer. There certainly are vol​umes of opinion and suggestion, but by and large they rest more on theory than hard data.  Ironically, some of the strongest data comes from survey studies of what turns off adults in the classroom. Likewise, there is a nicely developing body of literature on what makes for good and bad meetings that has implications for training:

21. The learning environment must be physically and psychologically comfortable. Adults report that long lectures, periods of interminable sit​ting and the absence of practice op​portunities are high on the irritation scale.

22. Adults have something real to lose in a classroom situation. Self-es​teem and ego are on the line when they are asked to risk trying a new be​havior in front of peers and cohorts. Bad experiences in traditional educa​tion, feelings about authority and the preoccupation with events outside the classroom all affect in-class expe​rience. These and other influencing factors are carried into class with the learners as surely as are their gold Cross pens and lined yellow pads.

23. Adults have expectations, and it is critical to take time up front to clar​ify and articulate all expectations be​fore getting into content.  Both train​ees and the instructor/facilitator need to state their expectations. When they are at variance, the problem should be acknowledged and a resolution ne​gotiated. In any case, the instructor can assume responsibility' only for his or her own expectations, not for those of trainees.

24. Adults bring a great deal of life experience into the classroom, an invaluable asset to be acknowledged, tapped and used. Adults can learn well--and much--from dialogue with respected peers.

25. Instructors who have a tendency to hold forth rather than facilitate can hold that tendency in check-or com​pensate for it-by concentrating on the use of open-ended questions to draw out relevant trainee knowledge and experience.

26. New knowledge has to be inte​grated with previous knowledge that means active learner participation. Since only the learners can tell us how the new fits or fails to fit with the old, we have to ask them. Just as the learner is dependent on us for confirming feedback on skill practice, we are dependent on the learner for feedback about our curriculum and in-class performance.

27. The key to the instructor role is control. The instructor must balance the presentation of new material, de​bate and discussion, sharing of rele​vant trainee experiences and the clock.  Ironically, we seem best able to establish control when we risk giving it up. When we shelve our egos and stifle the tendency to be threatened by challenge to our plans and meth​ods, we gain the kind of facilitative control we seem to need to effect adult learning,

28. The instructor has to protect minority opinion, keep disagreements civil and unheated, make connec​tions between various opinions and ideas, and keep reminding the group of the variety of potential solutions to the problem. Just as in a good problem-solving meeting, the instructor is less advocate than orchestrator.

29. Integration of new knowledge and skill requires transition time and focused effort. Working on applica​tions to specific back-on-the-job problems helps with the transfer. Ac​tion plans, accountability strategies and follow-up after training all in​crease the likelihood of that transfer. Involving the trainees' supervisor in pre- and post-course activities helps with both in-class focus and transfer.

30. Learning and teaching theories function better as a resource than as a Rosetta stone. The four currently in​fluential theories-humanistic, be​havioral, cognitive and developmen​tal-all offer valuable guidance when matched with an appropriate learn​ing task. A skill-training task can draw much from the behavioral ap​proach, for example, while personal growth-centered subjects seem to draw gainfully from humanistic con​cepts. The trainer of adults needs to take an eclectic rather than a single theory-based approach to developing strategies and procedures.      

Ron Zemke is senior editor of TRAlNING.  Susan Zemke is currently the manager of training consulting services for First Bank Systems, Minneapolis, MN.

Personality Type, Learning Styles & Police Training

The Law Enforcement Trainer – July/August 1999

It's every police instructor's nightmare.  You're prepared to teach a class; really prepared!  You know your content inside and out and upside down.

Nothing the trainees can ask will throw you.  Your handouts are perfect and beautiful; your exercises are well thought-out and effective; your overheads have been prepared using a new graphics package, and they are spectacular.

You walk into the classroom.  Suddenly your orchestrated class turns into a nightmare.  Some trainees won't say a word – not even their names – while others won't stop talking.  Some follow your directions to the letter where others go off on their own just to see what happens.

Some are enthralled and are talking about all the ways they can apply the material, while others either want to know exactly how they can use this information to do their jobs or are gazing off into space as if you and the rest of the class are invisible.

Somehow, you survive the class.  But when you review the evaluations it gets nasty.  In fact, if you didn't know any better, you would swear that the evaluations were from police officers that attended different classes.  Some said you were too rigid, and again, others said you were too flexible.

What happened? What went wrong…besides everything?  The question to ask yourself is, did you take personalities into account when you developed and delivered your course materials.

Generally, when trainers put courses together, they take into account that each person learns differently.  Some learn by hearing the instructions and the course material, others by seeing, and still others by doing.  What police instructors don't generally realize is that personalities also play an important role.

This article looks at personality types as revealed by the Myers-Briggs Type Indicator or MBTI.  The MBTI is an instrument used to sort people into different personality types.  Developed in the 1940's by Katherine Briggs and Isabelle Briggs Myers, and under constant refinement and scrutiny by the Center For the Applications of Psychological Type, the MBTI is based on Carl Jung's theory is that we all have personality preferences: in the way we get our energy, take in information, make our decisions, and handle our time.  There are no right or wrong preferences according to this approach to personality type – there are just differences.  It is because of these differences in preferences that we behave (and learn) in different ways.

There are four preferred styles that provide a framework for developing the flexibility to meet more of the needs of your police officers, regardless of their personality types.  Based on these four preferences, there are possible combinations of 16 individual personality types.  This article will only discuss the four primary preferences.

The Four Learning Style Preferences
· Extrovert or Introvert

· Sensing or Intuition

· Thinking of Feeling

· Judgment or Perception

Extovert (E) and Intovert (I)
The first area we show a preference in is where we get our energy – in MBTI terms, extroversion versus introversion.  Extroverts are living examples of the phrase "What you see is what you get."

They are most at home in the world of people and things.  Action is the name of the game for this officer!  When there is no action (particularly interaction with others) in a classroom, an extrovert will create it.  The "class clown" is most probably an extrovert.  Extroverts think with their mouth open, which is by thinking out loud!  When you discuss things with an extrovert, you hear the entire thorough process from beginning to end.  When you ask an extrovert a question, you will get an immediate answer right off the top of the head.

Introverts, on the other hand, are living proof of the adage "still waters run deep."  They are ost at home in the inner world of ideas and concepts.  The officer in the class who detaches from class activities prefers to work completely alone or in very small groups is most likely and introvert.  Introverts do their reasoning (either thinking or feeling) internally.  When you discuss things with an introvert, you will only hear the final product of the thought process; the process itself is done completely internally.  Sometimes, introverts will think about something long enough that they will think they have told you.  When you ask an introvert a question, you may or may not get an answer right away.  It depends on whether or not an introvert has had enough time to reason it through.

When planning for your class, you will want to make sure that there are enough activities to keep the extroverts from getting bored while giving the introverts enough time to process the information.  One way to do this is to provide optional exercises.  Be sensitive to the introvert's need to process information internally.  You may want to send the class agenda to participants prior to their arrival in class.  This will give them time to think about the agenda and the information to be covered before arriving, thus allowing them to participate more fully.  While it is good to draw an officer into a class by asking questions, be sure to give them time to formulate their answers.  Introverts don't like to shoot from the hip.

Another thing to keep in mind is that extroverts are energized by interacting with people, while introverts find this draining.  Introverts need alone time to recharge their batteries.  To accommodate both needs, you may want to give the officers the option of working in pairs or groups or working alone.  You can expect an even mix of extroverts and introverts in your programs.

Sensing (S) and Intuition (N)
The next preference is how an officer will absorb information or perceive their world.  In Myers-Briggs terms, this is sensing versus intuition.  Police officers who prefer sensing perceive their world in terms of facts, data, and details.  They are realistic, down to earth, and practical.  They live in the here and now.  They learn by experience and from what has happened in the past.  Repetition does not bother sensors; it merely helps them absorb more information.  Sensors gather their details before creating their big picture or possibilities.  Sensors work from the bottom up.  Most police officers are typed as sensors.  Police officers who prefer the intuitive style perceive their world in terms of possibilities, theories, ideas, and relationships.  They are future-oriented, imaginative, and sometimes live with their heads in the clouds.  Intuitors need to know how everything fits together before they can learn the details.  Variety stimulates intuitors; it helps them see more possibilities.  Intuitors identify all the possibilities and then go after the specific details necessary to support their chosen possibility.  Intuitors work from the top down.

To deal with this difference in the classroom, you need to realize that without explaining how all the pieces of subject matter fit together, you will lose the intuitors.  However, if you spend too much time on the overall picture, you will lose the sensors.  The best approach is to briefly set the stage by painting the big picture and follow with an in-depth look at each piece.  This is especially appropriate since most police officers are sensors.  Be prepared to provide more detail to the sensors during class breaks.

When developing class exercise, you will want to be able to give officers the option of similar exercises (repetition) or several very different (variety).  You may want to set aside time in your class agenda for class discussion on how participants can apply what they have just learned.  The intuitors will provide plenty of general possibilities, which the sensors need to hear.  The sensors, on the other hand, will be able to tell the intuitors exactly how to adapt the material to any specific situation.

Thinking (T) and Feeling (F)
The third preference deals with how officers evaluate the information they perceive and how they make their decisions.  Both preferences involve logic with different focuses.  The "thinkers" preference uses a ligic that fits the traditional definition.  It's based on cause and effect, that is, if A is followed by B, then C must be the outcome.  "Thinking" officers prefer to do objective critiques and analyses.  Problem solving is done in terms of right versus wrong principles.  These are the trainees who will ask for the reason something is done a certain way.  Most police officers are typed as "thinkers."

The "feeling" logic is subjective and personal.  One of the first questions a person who prefers the "feeling" process will ask is how will people be affected?  Decisions are made on the basis of what is valued and not valued; problems are solved according to what is the most important to the people involved. 

When taking this third preference into account you will want to present course material in a systematic way to make sure your reasoning is logically sound.  If there's a flaw, the "thinkers" in the class will let you know about it.  To accommodate the "feelers" in the class, present the material in a personal way and make sure you give value or meaning along with the logic.

"Thinkers" need to have a sense of mastery and achievement during and after the class and are very aware of the importance of the task at hand.  "Feelers" need a sense of personal support and approval.  They are aware of the interpersonal dynamics going on in the classroom and how people will be affected by the subject matter.

Perceiving (P) and Judging (J)
The fourth preference determines which style officers prefer to use when they are dealing with the outside world: perceiving and taking in information or evaluating and judging the information.  The first is the perceiving style; the second is the judging style.

Police officers who prefer the judging style like to come to closure; they plan ahead; time is a resource to be managed.  "Judgers" want structure and predictability.  These officers are more decisive than curious; they do not want to waste time in class with endless discussions.  Their goal is to get things done, preferably early.  Most police officers are typed as "judgers."

Those who prefer the perceiving style tend to be more spontaneous; they always want to leave themselves open for more data and possibilities.  These officers view time as something to be enjoyed.  "Perceivers" need flexibility.  They are endlessly curious about gathering additional data or identifying new possibilities.  Their goal is the adventure of discover; getting things done is not a priority.

When preparing for your class be sure you develop an agenda with time frames you can stick with so the class will begin and end on time.  But be sure you build in some flexibility within the agenda so that "perceivers" in your class don't feel railroaded.  You may also want to schedule optional time after class where perceiving trainees can further explore the material being covered.

As you prepare class exercises, make sure you have one right answer for each problem so that when it is reached, the "judgers" in the class know they have reached the goal.  Also be prepared to respond to perceivers who will expect to explore different angles, and who will always want more information.

Tips for Course Design
While it is nice to think that as trainers we will always be sensitive to each of the preferences; however practicality dictates that we do not always have control over course development and delivery.  Time constraints may require a highly structured class that only instructs trainees exactly what they need to know to perform a specific task or job.  A new policy or procedure may require that everyone do a particular task in any given way.  Equipment restrictions may restrict trainees from having the option of working alone, and budget restrictions may require the use of self-study courses.

But even with these restrictions, we can be sensitive to trainee preferences.  With the highly structured class or standardized class, be sure to include the "whys": why the task has to be performed in a particular way; why the department decided on the particular task and standard of performance; and how that standard fits into the overall organizational strategy.  If schedule permits, leave time for group discussions or be available to the trainees after class.

When equipment restrictions dictate people working in pairs – such as at a computer terminal – leave the classroom open before and after class as well as during lunch so that anyone who wants to can work alone at their own pace.

Ask trainees to identify specific operational issues and problems they want to solve.  These problems can either be brought to class or made part of the course exercises.  In the classroom, give officers time to share the problems they are trying to solve and the solutions they have found.  With independent study programs, document the problems and solutions trainees have found, and distribute as part of the course handouts.

When preparing examples either to distribute in class, or to hand out as part of an independent study course, state how a problem or procedure has been solved in the past; tell what experiences you have had in this area; and give some other possible solution.  If appropriate to the subject matter, also include the effects of the solutions on the department.  By understanding these personality preference and learning style differences, and taking them into account when developing and delivering courses, regardless of whether they are classroom based or self-study courses, police instructors can keep their worst nightmare from becoming a reality.  Finally, understanding psychological type is also valuable for the instructor's own self and professional development.

RIDEM

A Checklist for Training the Adult Learner

Relevance:

· Training should be important to the learner; something they can actually use on the job.

· Knowledge and skills to be taught should be applicable in the real world of the learner.

· Training should enhance skills of knowledge directly related to the learner's own personal goals or the real-life problems and issues they face.

Involvement:

· Adults learn best in a hands-on way…by doing, by trying and even making mistakes that are observed and corrected (experience-based learning-they want to do the "right thing").
· By "doing" the learner has the opportunity to apply what is being presented and ensure they have correctly interpreted how to do what was taught.  This hands-on learning "sticks" as the brain processes the information instead of just receiving it.
· Adults must be actively involved in all aspects of the learning experience.  This includes involving the learner in the diagnosis of their learning needs, planning the learning activities, implementing the activities and then evaluating the learning-all keys to adult learning process.
Discovery:

· This is the "AH-HA" of the learning process.  Learning has real meaning for adults when they are supported to learn based on their learning style; they can learn at a pace that is comfortable for them and employ strategies and techniques that work for them.
· Discovery includes learning about and adding new tools to their toolbox, learning and sharing new principles and techniques, revisiting old ones but using them in new ways-even developing a different perspective on the problem and the learning.
· Self-directed learning is a powerful component as a learner takes on increased responsibility for what and how the learning will be accomplished.  The discovery that occurs during this process has persistence-it will stay with the learner.
Experience:

· Adults come to the training with varying degrees of experience and they want that experience to count for something.

· Experience serves as a resource and the springboard for the learning process.

· Their experience needs to be acknowledged and tapped.

· Having them actively participate in the process ensures increased validation of the training and allows those with experience to share and validate those experiences with an open forum.

· The group process can aid the learning process and ensures even the introverted and inexperienced have an opportunity to share and actively participate.

· Learning is enhanced if it is directly connected to their existing knowledge and experiences.

Modeling:

· Demonstration of the proper technique is a powerful form of learning; having them model the desired behavior using a "best practices" perspective is important.

· Learners use demonstrations to from a picture in their mind of what they observed and then use this visual as a guidepost to their modeling.

· Demonstration should include practice before evaluation so they learn from doing and their flaws corrected on the spot.  

let’s do a  “QUICK plan”

Title/Date:

Objective:

Identify Audience:

Identify Behavior:

Identify Condition:

Identify Degree:

	Content (outline)
	Resources 

(contacts/props/equipment)

	
	

	Time
	Primary Topic
	Points/Notes

	00:00-00:03

00:04-00:06

00:07-00:10

00:11-00:14


	
	


[image: image8.jpg]Santa Cruz Consolidated
Emergency Communications Center





[image: image9.wmf]
DMV TIPS AND TRICKS

· First name must be entered exactly as it is printed on the CDL, i.e., Robert/Bob/Bobby/ Bobbie or Cathy/Kathy/Katherine/Catherine/Kathryn, etc.

· A driver’s license number beginning with an “X” is an Index Number and not a valid driver’s license.  Index numbers do not show physical descriptions.  If an individual has multiple records (both DL and index number), the records should be combined.  The information can be forwarded to to DMV with a cover letter requesting they be combined.  Once combined, the return will indicate a “REC DBLD TO” (Record Doubled to) with the primary DMV record (DL).  

· Suspensions are still valid unless specifically noted as “ACTION ENDED”, “PRIVILEGE REINSTATED”, or an expired “THROUGH DATE” is given.  Or, if the subject has possession of paperwork indicating a very recent transaction with DMV that shows suspensions ended and license reinstated.

· VIN – Vehicle Identification Numbers after 1981 were standardized to 17 characters.  VINs prior to 1981 vary in length.  

· Letters “I” and “O” will not be found in VINs.  These should be converted to a “1” or “0”.

· VIN ASSIST can be used to help identify vehicle makes, models and years.  This is not a DMV return and should not be used as such.  NetCom has the VIN ASSIST program and receives regular updates.

· Registered Owner is responsible for the vehicle until another party registers the vehicle in their name.  Subjects listed under “Release of Liability” are not official owners of the vehicle and are not liability for action taken with the vehicle, liability still lies with the registered owner.

· SUV Models may be listed as “SUV,” “UT,” or “SW” on the registration information.

This information was provided by CHP Dispatch to assist local agencies.
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Public Speaking

Surveys consistently find that people are more afraid of speaking in front of an audience than nearly anything else--including death, snakes and audits by the Internal Revenue Service. As someone who lives daily with a fear of not having an audience, I have always had difficulty understanding why people are afraid to speak up. I have had numerous occasions to coach and counsel people who are just starting out in speaking before groups. Doing hand-holding with someone with sweaty palms can be messy.

There are many theories as to why this fear is so pervasive, but they don't really matter. All fears keep you back, but the fear of public speaking keeps you back from one of the most enriching areas of personal growth available to you. There is something magical about addressing a group, getting your point across. Thoughts come together in your mind. You leave the platform with more energy than when you stepped up to it. Public speaking is achievement.

Another key fact to remember is this: for a small effort, you take giant steps in personal growth. When you learn to speak you break through barrier after barrier. You move away from those comfort zones. You do something difficult that has immediate reward. You hone your communication skills at the highest level. Many complex personal and interpersonal areas interact when you speak. Even if the career you choose will never put you in front of an audience, the ability to speak will positively affect every other area of your life.

Jump into public speaking as soon as you can. Within a few months, perhaps even at your first exposure to the new world of speaking in front of groups, you'll begin to understand just what I mean when I tell you that public speaking is a non-stop, straight ahead express route to accelerated success.

Author unknown

Fear of Public Speaking

Trial by Fire
According to The Book of Lists, the fear of public speaking ranks number one in the minds of the majority of people. Far above the fear of death and disease, comes the fear of standing in front of a crowd. We all want to be movie stars, but are terrified of the spotlight. My first public humiliation came when, as a top-heavy mushroom in the second grade play, I fell off the stage. I hid for weeks. Kids are crueler than any other species of animal, since they tell the truth. Surely I would never be a whole human being again. I might as well have died. Two days later, all of the other kids had forgotten the whole thing.

My next recollection of public speaking was in the fifth grade, when Ms. Norris the Nasty announced, "Your 10 minute speech will be, The Influence of Persian Literature on the New Jersey Turnpike Design," or something equally stupid, I again bombed. Finally, I had a temper tantrum. It was on stage, in assembly. I will always remember how some supernatural, alien force propelled the words from me.

"Miss (We Didn't Have Ms. in those Days) Norris, I spent all year trying to get somebody to listen to me. Now that you want to listen, why can't I talk about what I want to say?"

After having to write I must not yell at the teacher in assembly, 500 times, I discovered that I had earned a new respect among my peers. I was an INSTIGATOR! This rebellious nature has stuck with me through today. I have learned to channel it somewhat, and temper it a lot, but it is nevertheless there, and has become an asset rather than a liability.

What has this little anecdote added to the message? Not a lot, except the fact that I just told you two of the most embarrassing moments in my life, and you are still reading (listening to) this! It was not the end of the world. Soon, I realized that as long as I believed in what I was saying, I could say it! The more passionately I believed in it, the more passionately I talked about it.

The real great awakening came quite a few years later when I realized that umpteen million years from now, when the sun grows to burn the Earth to a cinder, that stupid mushroom is not really important in the cosmic sense.

Once I realized that if I become sufficiently important to be paid to legally humiliate myself in front of people, who are sufficiently important to really matter, I would never have to work again! I stopped worrying about what people would think about me, when I realized how seldom people think about anyone but themselves.

There is no real trick to public speaking, there is only confidence. If you cannot begin by having confidence in yourself you must begin by having confidence in your message.

Yes, I was an obtuse bore, but eventually someone asked me to come talk to his or her customers about my current obsession, quality. How many people could it be, 8 or ten? I arrived at a building that looked like a city on Krypton and suddenly got that fear again. When I was ushered into a quiet little conference room, complete with tea and crumpets, I lost a bit of that fear. I began rehearsing what I was going to say, focusing on how I was going to concentrate on only one person at a time, and talk personally to every one, even if there were as many as 15 or 20 people. From time to time, someone would pop their head in to announce that the audience would arrive in ten or fifteen minutes. On the five-minute call, I paid a visit to the water closet, and was steeled for the worst.

Eventually someone popped in and with the tone of a judge invoking death by slow torture said, "Sir, You're Up. " I sort of blindly followed her into this grand auditorium, filled with more people that have ever existed in one space since Woodstock. The house lights were up, and I could see all of their faces. What was worse, they could see me. Is my tie straight, is my shirt stained, oh my God is my fly down?…  Help me, I'm dying out here! I heard the last syllable of my name over a PA speaker that surely belonged in Yankee Stadium. Some deep voiced, macho announcer type shook my hand, pointed me to a white dot in front of a microphone, and pronounced sentence on my soul.

"Good morning ladies and gentlemen, I'm here to help you get excited about quality!"  Now wait -- anticipate -- "My God, I have their attention! No tomatoes, cream pies, boos or Bronx cheers. Hey, that was pretty easy, I'm going to go for it."

I stepped out of my character, the timid wimp, and into the character that was on stage, confident public speaker, quality expert and slayer of dragons. I have little memory of my performance, only that when it was over, there was applause. I was at once exhilarated and exhausted. This, however, was a very well scripted and thoroughly rehearsed speech. The Torture Master, however, had not finished with me. He stepped to the mike and announced on my behalf,

"...1 am certain he  won't mind entertaining a few  questions from the audience...”

Oh no….free fall…no net…no Kevlar vest!!!!!! And worst of all, no carefully scripted character behind which to hide!  Here, however, I could talk to one person at a time. I could let my gaze wander while I was speaking, but would always return to that one person.  When I finished with the question and answer session, there was again, applause. I knew I had done well, and was booked for a repeat performance.

From that trial by fire, forward, I would never again find myself terrified of a live audience.

Yes, I get nervous, but it is not a gnawing fear that I, and many other people had shared.  Nerves are good. They help you think of details you might otherwise forget. "Check Your Tie, Check Your Fly Say It Right then Say Good-bye!"

Coming to a minor revelation, I realized that the "rules" for speaking that I had heard for years were true. Know your subject, prepare both intellectually and emotionally, speak with confidence, and be sincere, whether you mean it or not.

The next hurdle was the Television Camera. I had spent a lot of time behind a camera, as a still photographer, and as a fill in studio camera operator for a Washington, DC television station, but the front of one was a different story. Again, some rules apply.

One of the secrets of being a good photographer of people is to relate to the subject, and get them to relate to you. If done well, the camera soon ceases to exist, and becomes an extension of the photographer's persona. When it finally became my turn in the television lights, I arrived early, and introduced myself to the camera operators. Not just a "Hi, I'm Steve," but I took time to chitchat with them for a few minutes while they were setting up. Since I had established a prior dialogue with each of them (at least in my mind,) it was relatively easy to look through the camera, and speak to the person behind it. I could pretend that the camera crew, stage manager and director were interested in what I had to say. That interest was verified when they began to vie for my attention by turning on little red lights on top of their cameras.

PS: 
If you are afraid of speaking because you have a voice like a rusty bucket of broken glass being stirred with a chainsaw, I have only one word for you; Ross Perot!
Become a Better Speaker with These Tips:

· Most people should speak a bit louder than normal and use larger gestures than they feel originally comfortable with.

· Invest quite a bit of time in analyzing the audience.  Be sure to tell that audience something it doesn’t know.

· Avoid reading a speech with the eyes glued to the lectern.  If you want to read to people, just remember your parents read to you to put you sleep.  Work from an outline and trust yourself.

· Move away from the lectern.  Establishing rapport with the audience is vital.

· Videotape your rehearsals to strengthen the effect.

· Spend five or six seconds looking at each person in the audience.  Anything shorter may make you look like a “scared rabbit.”

· Pause instead of inflicting “ums” and “ahs” on the audience.

JOURNAL

What do you learn from your group?

	

	

	

	

	

	

	

	

	

	

	

	


What do you learn from other groups?
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