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ABSTRACT 

This research provides a complex evaluation of a 

Market-Driven Implementation course developed by a large 

multinational corporation in support of a transformational 

change effort. Research questions included: (1) How did an 

educational unit of a large prganization support the 

implementation of transformation? (2) What antecedents 

were considered when developing the transformational change 

program? (3) How did the change-related outcomes achieved 

compare to the goals and objectives of the course 

developers? (4) How did the educational unit serve as a 

change agent in the implementation of the transformation 

process? (5) How effective was the educational process 

itself? (6) How effective was the educational program in 

achieving participant adoption of the innovation? 

The research method included analysis of data 

gathered from previous Market-Driven Implementation course 

evaluations, course documents, participant products and 

tests, and structured interviews with people who played key 

roles in the development and implementation of the course. 
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Findings indicate that this course was an 

appropriate "kickoff" for a long-term process leading to 

transformation. A comparison of original expectations with 

the actual outcomes showed achievement of two out of three 

major objectives. However, action was not achieved to the 

full extent hoped for by developers. But perhaps if market

driven is a change and change is a journey, then this course 

should not be held solely accountable for achieving full 

adoption of the market-driven concepts and goals. Instead, 

this course could perhaps be better seen as one effective 

step in an ongoing process, the final outcome of which will 

depend on follow-up activities that take place in the coming 

years. 
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CHAPTER ONE 

INTRODUCTION 

Large-scale, fundamental change must occur in order 

for American business to compete in the global marketplace 

(Albrecht, 1987). Constant change in today's business 

environment is more dramatic and instantaneous than in any 

preceding era. "Such changes indicate that the environment 

is fundamentally different from what it used to be. This 

new kind of essentially unstable environment has been 

defined as 'turbulent'" (Peters, 1987, p. 10). 

Evidence of this "turbulence" is found in the major 

reorientations businesses are being re~lired to undergo. 

These reorientations involve changes in strategies, 

products, services, customers, organizational structures, 

and human resources (Tichy, 1983). International "high

tech" companies are having difficulty maintaining 

traditional revenue growth and are experiencing setbacks due 

to economic slowdown and the fluctuating value of currency 

Many of these changes are occurring simultaneously; 

as a result, organizations are undergoing massive transfor

mation (Kanter, 1983). The larger the organization, the 

more complex the change, and the greater the adjustment that 

is required. In order for transformation to take place, 



diffusion of new ideas or innovations throughout the 

organization becomes of paramount concern. 
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This study examines the initiation of transformation 

for one large multinational corporation in the computer 

industry. The paradigm shift driving the transformation in 

this industry has three basic elements: (a) the increasing 

rate of technological innovation, (b) changes in customers, 

and (c) the change in traditional marketing strategies. 

The corporation, International Business Machines 

(IBM), is made up of more than 390,000 employees in 134 

countries. The worldwide corporation consists of five major 

operating units: Europe/Middle East/Africa, Asia/Pacific, 

Canada, Latin America, and the united states. 

IBM is the most profitable ($5.5 billion per year) 

corporation in the world. writers attribute the success of 

IBM, in part, to its strong corporate culture (Deal & 

Kennedy, 1982; Peters & Waterman, 1982). Thomas J. Watson, 

Jr., a founding father of the company, when commenting about 

corporate growth stated that a major lesson learned by IBM 

was the importance of fundamental beliefs. In the words of 

Thomas J. Watson, Jr., the success or failure of a company 

depends on (a) how well the organization brings out the 

energies and great talents of its people, (b) what it does 

to help these people find a common cause with each other, 

and (c) how it keeps them pointed in the right direction 



despite the many rivalries and differences which may exist 

among them (Beldon & Beldon, 1962). customer perceptions 

contributing to IBM's positive image are that it (a) sets 

the industry standard, (b) is reliable, (c) is a formal, 

conservative and ethical corpot"ation. Pursuit of 

excellence, respect for the individual, and service to the 

customer have long been the cornerstones for operation of 

this 75-year-old organization. 
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The dramatic 75-year growth of the company was 

paralleled by the growth of education and training in the 

organization. By late 1980, IBM's corporate educators were 

producing over five million student days of instruction per 

year; approximately ~our million consisted of employee 

education and one million was made up of customer education. 

The four million student days per employee translates to 

roughly 18,000 IBM employees in training each day. 

An educational resource of 7,000 employees and an 

inventory of over 100 education centers was needed to carry 

out the mission. IBM's education and training staff are 

responsible for designing, developing and delivering 

education and training to the functional areas of the busi

ness. Disciplines taught by the education unit staff are: 

(a) business and quality edu9ation; (b) information systems 

and office systems education: (c) technical education (manu

facturing, programming and engineering): (d) marketing, 
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service, and customer education; (e) management development; 

and (f) employee development. 

In January 1989, IBM's senior management unveiled a 

new business strategy called "market-driven" (see Appendix 

A). The market-driven strategy was the last of three phases 

indicating an internal paradigm shift which involved a new 

framework for tactical and strategic decision making. The 

first two phases consisted of increasing product competi

tiveness and improving structural efficiency. These phases 

had resulted in massive changes, including (a) shortened 

produce development cycles; (b) lowered manufacturing costs; 

(c) integration of product lines in the marketplace; (d) 

reduced labor; (e) elimination of work; (f) reassignment of 

responsibility of an organizational element, i.e., a plant, 

a laboratory, etc.; (g) reassignment of personnel; and (h) 

decentralization. 

The third phase, market-driven strategies, was 

designed to increase the company's responsiveness to the 

customer. It was seen as imperative that the company re

direct its orientation from technology and products to 

emphasis on customer needs. The approach was to assess and 

solve customer problems rather than to develop a product and 

then attempt to sell it. Market-driven management was seen 

by the company strategists as the "prescription for survival 

in a turbulent world" (Ames & Hlavacek, 1989). The world 



had changed'and this company was changing to adjust to the 

new business environment. 
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In support of this new strategy, IBM's united states 

(IBM US) Assistant General Manager of Education was asked by 

IBM corporate executives to implement an education program. 

The education program for market-driven strategies was to be 

designed, developed and delivered to 921 top executives and 

key managers ill the IBM US company. The aggressive schedule 

allowed only three months to design and develop the program 

that would teach this complex new strategy. The delivery of 

thE~ progralll was accomplished in a three-month period during 

which the two-and-one-half-day course was presented in ten 

class sessions ~o the specified managers. The program was 

called the Market-Driven Implementation (MDI) Course. 

statement of the Problem 

How did an educational unit of a large multinational 

organization support the initial implementation of trans for

mat.ion? This study is an in-depth program evaluation of the 

Market-Driven Implementation (MDI) Course develbped by IBM's 

education unit. The following questions further delineate 

the scope and direction of the study: 

1. What antecedents were considered when developing 

the transformational change program for the educational 

intervention? 



2. How did the change-related results achieved by 

the educational intervention compare with the goals and 

objectives of the course owners and course developers? 

3. How did the education unit serve as a change 

agent in the initial implementation of the transformation 

process? 

4. How effective was the educational process 

itself? 

5. How effective was the educational program in 

achieving participant adoption of the innovation? 
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A case study approach was utilized to analyze the 

MDl Course. Data were gathered from p~evious MDl course 

evaluations; documents generated from course development and 

administration; participant course products; tests; and 

focused interviews with selected individuals. The inter

viewees included: five "course owners" responsible for 

implementation of the strategy, four education program 

developers, and thirteen randomly selected course 

participants. The effectiveness of each component was eval

uated serially, sequentially, and collectively. 

Significance of the Problem 

American business, in the last decade of the 20th 

century, is facing a series of critical challenges: spiral 

evolution in technology; a dramatically changed workforce; 



global competition; sUbstitution of hardware by software; 

more sophisticated customers; and a turbulent market 

environment (Ames & Hlavacek, 1989). 
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The current business climate demands that a business 

organization be able to change quickly to survive (Katz & 

Kahn, 1966; Ainsworth-Land, 1986; Albrecht, 1987; Kanter, 

1983; waterman, 1987). This change is frequently difficult 

to achieve for established, traditional companies. Business 

processes, structures, SUbstructures, technologies, and 

roles established in less turbulent times have tended to 

become firmly entrenched. Management and employee values, 

perspectives, expectations, and norms have established a 

corporate culture that defines the business problems to be 

addressed and how work is supposed to be done. As a result, 

some l~rge, complex companies find it difficult to respond 

to uncertainty and surprise and to adapt their strategies, 

systems, products, and cultures in the renewal effort 

(Waterman, 1987). 

Yet, it is extremely important that these establish

ed organizations continue to be vital elements in American 

society. These organizations employ a very large number of 

citizens. They provide services and products that will need 

to be maintained; they conduct research and develop new 

products that could improve American productivity and 

quality of life in a variety of industries and services. 



They provide tax revenues for local, state, and federal 

governments. They provide investment benefits for a 

significant number of working citizens and retirees~ They 

make significant investments in socially responsible 

activities. For IBM, some of these activities include: 

22 

(a) Writing to Read, (b) Adopt-A-School, (c) united Way, (d) 

community service, (e) university internships, and 

(f) faculty loans. 

Given the vital role that large, traditional 

companies play in American society, it is critical to their 

vitality that these companies learn to initiate and manage 

planned changes. While the need to make these businesses 

more competitive in the global marketplace is a commonly 

recognized problem, only a small research base exists to 

provide guidance to an organization that wants to change. 

Definition of Terms 

The following definitions apply throughout this study. They 

are presented in the context of the terminology used by IBM 

when addressing this study. 

Action plan. A formal plan to initiate action based 

on the identification of a need, problem, or concern. 

Antecedents. Those variables that are present prior 

to awareness of the innovation. They include characteristics 

of the innovation (MOl), target audience (course 

participants), and the social system (IBM organization). 
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Course Owners. The five individuals who were given 

t.he responsibility for implementation of the market-driven 

strategy by the Chairman of the Board of IBM. 

Education unit. An organizational term indicating a 

hierarchical reporting structure with a defined mission; a 

set of goals and objectives; and business measurements. The 

education unit includes many departments. 

Educational intervention. The Market Driven 

Innovation course. 

Education ~ course developers. The four indivi

duals in the united states education unit who had specific 

responsibility for design, development and delivery of the 

educational intervention (Market-Driven Implementation 

Course) • 

Innovation. An idea, practice, or object that is 

perceived as new by an individual or other unit of adoption 

(Rogers, 1983). 

Market-Driven Implementation (MOl) Course. The two

and-one-half-day course designed by the education unit for 

the purpose of implementing the market-driven strategy 

delivered to 921 key executives and managers during a three 

month period from April 30, 1989 to July. 21, 1989. 

Market-Driven strategy. A new company vision that 

includes the implementation of four principles: (a) cus-



tomer is the final arbiter, (b) understanding markets, (c) 

commitment to leadership, and (d) excellence in execution. 
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Course content/process. The information to be pre

sented in an educational intervention and the activities 

used to present the information. 

Topic owners. The twelve individuals who had 

specific responsibility for functional topics that we~e to 

be included as modules in the Market-Driven Implementation 

(MDI) Course. These individuals were also the presenters in 

the course. 

Transformation. The creative destruction of the old 

and the simUltaneous building of the new. This entails 

changing almost everything about the business (IBM Market

Driven Course, 1989). 

structure of the Research study 

This exploratory case study focused on the 

initiation of a change effort by the education or training 

function of the organization. Therefore, it will attempt to 

identify the antecedents that need to be considered before 

beginning an education-based intervention, and how these 

antecedents and other factors influenced the determination 

of the content and process of the interve:ntion effort to 

achieve initial change-based outcomes. Change managers in 

this organization will have, from this study, a structured 



set of guidelines which they can use when developing and 

implementing future educational programs. 

organization of the study and Summary 
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This study analyzed the development, implementation, 

and outcomes of an educational intervention to initiate the 

implementation of transformational change in a large 

organization. The study was exploratory in nature. It 

seeks to identify guidelines that can be used by this 

organization's education unit to develop and implement 

future educational interventions that initiate broad changes 

in the organization. The study centered on the effects of a 

particular educational course that was presented to selected 

executives and key managers. This course was intended to 

introduce the managers to the concepts and principles of the 

transformational change and to prepare them to implement the 

change in their work and that of their subordinates. The 

course was positioned as the first in a sequence that would 

implement the transformational change in a top-down approach 

throughout the organization. 

The data gathering for the study focused (::In the 

antecedents of the course~ outcomes expected by the course 

owners and developers~ the use of education as a change 

agent~ the actions and decisions made in the process of 

developing and implementing the course~ and the effect of 
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the intervention on the participants. Previous MDI course 

evaluations, course generation documents, participant course 

products, tests, and interviews were used in the analysis. 

The development of the study has been presented in 

Chapter One, including introductory comments, the statement 

of the problem, significance of the problem and definition 

of terms. Chapter Two includes a review of related litera

ture and a critical analysis of the literature. Chapter 

Three presents the research design, and methodology. 

Chapter Four presents the case study data. Chapter Five 

presents concluding comments, observations and implications 

for the educational unit of the corporation. 



27 

CHAPTER TWO 

REVIEW OF THE LITERATURE 

The purpose of this study was to conduct a complex 

evaluation of the Market-Driven Implementation (MDI) Course 

developed for key IBM executives and managers by IBM's educ

ational unit. This evaluation included an analysis of the 

course antecedents, course results versus owners' and 

developers' expectations, use of the educational unit as a 

change agent, course process and structure, and the effects 

of the educational intervention on the course participants. 

The MDI course was intended to initiate stage three 

of the transformation of the IBM corporation from a product

driven organization to a market-driven organization. stage 

three involved creating a new vision of the corporation 

based on the company-wide institutionalization of the 

market-driven principles. The Uni~ed states educational 

unit was given the responsibility for developing, implement

ing, and providing follow-up for the course; given this 

responsibility, the education unit became heavily involved 

in the activities of organizational change and diffusion of 

the market-driven strategy. This researcher's perspective 

of the role of education within IBM and the implications of 

this role for the MDI course guided the selection of 

research for review in this chapter. Therefore, the topics 
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of the review included II change II research, the diffusion of 

innovation, and the role of education as an organizational 

change agent. Also, this review includes a criticism of the 

cited literature. 

Change Research 

There are several themes in the literature of 

planned change that apply to the task the educational unit 

was asked to perform. 'fha thp.mes include: 

1. Typology of change: (a) What are the types of 

organizational change? (b) How do we recognize them? 

2. Processes of change: (a) Where are we now? (b) 

Are we making progress (i.e., changing in a desired dir

ection)? (c) What are the steps or stages of change? 

3. strategies of change: (a) Are there different 

ways to achieve change? (b) What are the factors that 

determine the best change strategy? (c) How do we get to 

where we need to be? (d) What actions are required? 

Typology of change 

The dominant theme in the literature of planned 

change is that evolutionary, orderly, incremental change 

occurs in small, logical steps. (March, 1981; Lewin, 1961; 

Weinbach, 1984 ; Lippitt et al., 1958; Frohman et aI, -1978; 

Beckhard & Harris, 1977: Havelock, 1979: Rogers, 1983.) 

These proponents of incrementalist change "value evolution-
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ary rat,her than revolutionary change, order rather than 

disorder, consensus and collaboration in preference to 

conflict and power, the use of expert authority and the 

persuasiveness of data rather than the dictates of position

al authority or the emotionality of charismatic leadership" 

(Dunphy & stace, 1988, p. 318). Dunphy and stace (1988) 

assert that incremental approaches apply to situations where 

the organization is basically in "fit" with a stable en

vironment and where strategic adjustments are needed. 

Although the plethora of work in this area would 

seem to indicate otherwise, incrementalist assumptions may 

not be suitable as a preferred strategy of change for all 

situations, especially in the unstable business environment 

of the late 1970s and the 1980s. The unstable environment 

has caused American businesses to initiate large-scale 

change (Albrecht, 1987), strategic reorientations (Tichy, 

1983), massive renewal efforts (Waterman, 1987), and total 

transformations (Kanter, 1983). 

Dunphy and Stace (1988) argue that "transformational 

strategies apply when the organization is markedly out of 

fit, or the environment changes dramatically, and for the 

organization to survive, fit must be achieved by more dis

continuous change processes" (p. 321). 

A number of recent researchers have presented 

arguments for a combination of strategies which include both 
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the incremental and transformational,approaches (Dunphy & 

stace, 1988; Fiol & Lyles, 1985). The labels for these two 

types of change may vary; writers use the terms evolution 

and revolution (Pettigrew, 1985; Miller, 1982; Greiner, 

1972), convergence and frame-breaking (Tushman & Romanelli, 

1986) or first-order change and second-order change (Levy, 

1986), but the combination approach remains constant. 

Essentially, these writers believe that "revolutionary" 

change is needed at certain times, and they do not consider 

one type more desirable or valuable than the other. 

To summarize," . the essential difference be-

tween incremental and trans formative change is not the 

difference between slow and rapid change, or normal and 

exceptional change. Rather the difference lies in whether 

organizations are effecting change on a continuous or dis

continuous basis" (Dunphy & stace, 1988, p. 322). 

Fiol and Lyles (1985) speak of these di~ferences as 

"constant learning" versus "periodic learning" (p. 807). 

"Organizations undergoing periodic learning often find or 

regain fit by a series of large-scale adjustments in strat

egy, structure, or process, or a combination of the three. 

It is this kind of change that is properly referred to as 

trans formative" (Dunphy & stace, 1988, p. 322). 
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Processes of change 

The complexity of variables involved in change and 

the strategies to explain them have led to the establishment 

of processes for controlling how c~ange may be achieved. 

Many researchers are in agreement that this process does not 

consist of one £tep--from unchanged to changed~ lasting 

change involves a munber 0:[ developmental states that must 

be completed (Lewin, 1961~ Lippitt et al., 1958~ Frohman et 

al., 1978~ Beckhard & Harris, 1977~ Tichy, 1983~ Havelock, 

1979~ Rogers, 1983). Chin (1961) clearly indicates that 

" as the system develops over time, different states 

may be identified and differentiated from one another. 

Terms such as 'stages,' 'levels,' 'phases,' or 'periods' 

are applied to these states" (Chin in Bennis, 1961, p. 209). 

Various change processes attempt to lead an 

individual by addressing movement along a continuum. Some 

researchers describe the process in terms of states 

(Beckhard & Harris, 1977) or cycles (Tichy, 1983). 

Identification of various states is dependant on the 

researcher. Examples include a seven step process (Lippitt 

et al., 1958) ~ an eight step action-research cyclical

sequential model (Frohman et al., 1978); a six-stage model 

(Havelock, 1979)~ or a five step innovation-decision process 

(Rogers, 1983). However, most change-process views are 

variations of the three steps proposed by Kurt Lewin (1961). 
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He described the multiple states of change by suggesting a 

three step procedure: unfreezing the present level, moving 

to the new level, and freezing group life on the new level 

(Lewin in Bennis, et al., 1961, p. 237). 

There appears to be agreement within this group of 

researchers that, in order for change to occur, individuals 

must progress through the stages, in order, without skipping 

any stage. According to Weinbach, (1984) "Failure to 

achieve the objective of change, which is to instill new 

behaviors or attitudes that ultimately become accepted as 

natural, is usually the result of inadequate attention to an 

earlier step" (p. 282). Rogers (1983) supports Weinbach and 

concludes that "Later stages of the process cannot be under

taken until earlier stages have been settled, either ex

plicitly or implicitly" (p. 362). 

strategies of change 

The strategies of change can be classified into 

three main philosophic approaches: realistic, pragmatic or 

idealistic. This portion of the review will use these three 

philosophic approaches to structure the analysis of current 

organizational change strategies. 

The realistic approach applied to organizational 

change is based on knowledge-building and diffusion. The 

emphasis is on efficiency, effectiveness, production and, in 
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general, deals with "thing technology." Chin and Benne 

(1985) refer to this approach as rational-empirical (p. 24). 

Deliberate change, using a realistic approach, is 

generally brought about by technocratic means. These 

changes are characterized by an equal power-ratio between 

the change agent and the client system and noncollaborative 

goal setting (Bennis, 1966). The realistic approach relies 

on collection and interpretation of data by the change 

agent. organizational concerns are assumed, by the client, 

to be a lack of knowledge rather than a problem with the 

system itself. strategies f~om this approach rely on em

pirical investigation and applied research. 

These strategies based on social interaction and 

diffusion were derived from studies by the Agriculture Ex

tension Agency and Research and Development Centers. Real

istic strategies usually deal with II ••• simple innovations 

and individual adopters and assume information is the major 

motivation to adopt II (Parker, 1980, p. 433). Their tactics 

for change focus on diffusion, communication channels, in

fluence patterns, and outside stimuli (Rogers, 1983). 

Havelock (1979), within the realistic tradition, 

developed a linkage strategy that involves a process which 

links change-agent and client-adoption-processes through 

communication networks. Other tactics within this tradition 

include: prescriptions for survival during periods of 
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"chaos" (Peters, 1987), executive management action programs 

for innovation (Kanter, 1983) and S-curve methodology for 

innovation (Foster, 1986; Ainsworth-Land, 1986). 

The relativistic (pragmatic) ap~roach applied to 

organizational change assumes that man is an active part of 

the change process and in search of need satisfaction. The 

relationship between man and his environment is trans

actional. Knowledge is power; therefore, to effect change, 

the imbalance between "people knowledge" and "thing know

ledge" must be balanced. The importance of the normative 

culture, personal values, and institutionalized roles and 

relationships are explicit; and the approach recognizes the 

importance of noncognitive determinants of behavior (Chin & 

Benne in Bennis et al., 1985). 

Chin and Benne (1985) refer to this approach as 

"normative-re-educative" (p. 31). In the normative-re

educative approach, deliberate change is generally a result 

of collaborative goal setting and an equal power-ratio 

between the change-agent and the client system. Bennis 

(1966) refers to this as "planned change" (p. 83). 

Pragmatic assumptions have been the dominant value 

in organizational change ideas since the late 1940s. 

organization and management development strategies, and in

tervention levers, reflect this influence and bias. On the 

whole, writers from this tradition of organizational change 
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theories use strategies for workforce participation, and 

collaboration in goal setting and program implementation in 

order to overcome resistance to change; they emphasize the 

melding and linkage of research and implementation; and they 

stress the equal impo~tance of norms, values, roles and 

perceptual orientation in the effective implementation of 

change (Lewin, 1951; Lippitt, Watson & Westley, 1958; 

Bennis, Benne & Chin, 1985; Beckhard, 1977; French, Ball & 

Zawacki, 1978; Bennis, 1966; McGregor, 1961; Likert, 1961; 

Havelock, 1979; Rogers, 1971; 1983). 

strategies to foster personal growth in the people 

who make up the system have led to techniques such as force

field analysis, training groups, lab training, ideas on how 

to achieve empowerment (Block, 1987; Peters, 1988; Waterman, 

1987), and how to unleash the creative and innovative powers 

of employees (Leavitt, 1986; Albrecht, 1987). 

The idealistic approach applied to organizational 

change is based on ensuring compliance of those with lesser 

power to the plans and directions of those with greater 

power. The emphasis, according to Chin and Benne (1985), is 

on political or economic sanctions and the utilization of 

moral power and sentiments of guilt or shame. Change is 

forced through the application of legitimate or authori

tative power or in the massing of coercive power in support 
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of change. Chin and Benne (1985) and Bennis (1966) refer to 

this approach as power-coercive (p. 39; p. 83). 

Historically, the organizational-change literature 

has supported the general participative bias and values of 

the pragmatic researchers. However, there has been a new 

emphasis on the use of authoritative direction and coercion 

as a way to bring an organization into fit with the 

environment. Locke, et ale (1986), Vroom & Yetton (1973), 

and Kanter (1982) have argued that participation is merely a 

management technique that is appropriate in certain cir

cumstances. Kotter and Schlesinger (1979) explored the use 

of collaboration and coercion in overcoming resistance to 

change. Salancik and Pfeffer (1978), Mason and Mitroff 

(1981; 1985), and Bourgeois (1980; 1984) have emphasized the 

dependence on the exercise of power and the influence of 

special interest groups in change strategies. 

The research would seem to indicate that a universal 

collaborative change mode does not always fit the full range 

of organizational responses with regard to trans formative or 

incremental change. significant conflict of interest and 

win/lose situations between organizational stakeholders " 

• may only be resolved through authoritative directive 

(e.g., on the part of legally constituted authority), or by 

coercion, i.e., a solution imposed by a stronger party" 

(Dunphy & Stace, 1988, p. 325). The authors cited above 



seem to argue for a contingency approach to planned change 

which would allow for selection of strategies beyond per

sonal value preference of change agents and management. 

Summary 
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The majority of the organizational development 

authors reviewed in the literature have favored incremental 

change through participative modes as a preferred typology 

of organizational change for all situations. Several 

challenges to their assumptions, from an insider of an 

organization facing change, may be offered. This tradition

al, relativistic view assumes that: (a) management can 

anticipate environmental changes far enough in advance to 

initiate change in small increments; (b) strategies will be 

stable long enough to proceed through incremental steps; 

(c) the organization's management team is far-seeing, highly 

experienced, analytical and wise; (d) the organization's 

management-team turnover is minimal and poses little threat 

to long term strategies, and (e) large-scale change can 

always be accomplished incrementally. 

In some instances, the environment may be so tur

~llent, discontinuous, and complex that accurate forecasting 

is impossible. This turbulence makes it difficult to keep 

plans in place long enough to work through long-term strate

gies. The management team (particularly middle management) 
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responsible for implementation of the strategy may have 

limited experience outside their own functions. Therefore, 

they may be umlble to judge complex information generated by 

environmental scanning. High turnover rates within the 

management team also contribute to the dilution of strategic 

plans in favor of tactical plans. Finally, managers may 

have little control over economic and political variables, 

restructuring, or new technological developments. These 

unforseen forces can put constraints on managerial action 

and destroy incremental strategies. 

Recently, a growing-group of authors has discussed 

the trans formative typology and directive/coercive mode of 

change. The arguments of the transformationalists are more 

convincing than those of the incrementalists to an organi

zation that is facing rapid, turbulent change. A mixture of 

approaches probably most accurately describes the nature of 

change within an organization. sometimes an incremental 

typology and a participative mode is used, and other times a 

trans formative typology and a directive mode is used. This 

mixture of approaches, called a contingency theory, is very 

useful and comforting when attempting to explain "directive" 

or "coercive" as the preferred mode of change. It allows 

the organization to deviate from participative management 

without violation of the basic belief in the efficacy of 

that principle. 
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Although these typologies exist, there is little 

research data to show how these can be used for managing 

transformational change. Most writers provide descriptions 

and typologies without providing supportive empi~ical data. 

Exploration of the role of an organization's educa

tional unit, in the context of the discussion of the typo

logy and modes of change, would have been very useful. Al

though it is possible to recognize types of change, no 

research was found on the role that the education unit of an 

organization plays in either typology of change. 

The steps in the change process have been empiri

cally demonstrated for individuals making decisions about 

technical innovations. It seems to be a fair argument that 

change probably ~oes occur in developmental stages or steps 

and that these steps are a mental process through which an 

individual establishes and maintains new behaviors. What is 

not clear (and probably not significant) is how many steps 

are involved, what they are called, or which steps should be 

emphasized. It is probably sufficient to say that change 

occurs in stages, over time, at different rates for 

different individuals. Accepted steps or phases of change 

could provide the education unit with valuable information 

regarding the current status of the innovation and require

ments for future actions. Unfortunately, no research was 

found on the role of educational units in organizations 



with regard to optimum stages for intervention, or 

strategies for matching the intervention to the organiza

tion's change phase. 
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Given the wealth of information on strategies and 

tactics of change, it would seem plausible to expect that 

organizations could receive guidance on the most appropriate 

strategies for given situations. Disappointingly, the 

literature does not appear to be able to explain why certain 

strategies and tactics work in some situations and not in 

others. In the same vein, it would seem likely that 

organizations would choose the organizational development 

strategy based on the philosophical and cultural bias of the 

company. However, when it comes to utilization for' 

organizations, as for Alice in Wonderland, "almost any road 

will do." Organizational leaders appear to utilize any 

strategy or tactic that they believe will achieve timely 

rest1lt,s. 

This mix-and-match approach to organizational deve

lopment leads to use, at one time or another, of all three 

types of strategies and a mixture of tactics. This hit-or

miss approach has the danger of confusing the organization's 

workforce by generating a "flavor of the month" perspective 

to organizational change. This condition increases the 

organizational turbulence and decreases the likelihood that 

a successful change effort will be made. Although training 
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is frequently mentioned in normative-re-educative 

strategies, no research was found on the role of the educa

tional unit within an organization as a business strategy 

for change. 

Diffusion 

There are several key ideas in the diffusion litera

ture that apply to the task the educational unit was asked 

to perform while developing and implementing the MDI course. 

The key ideas include: 

1. Antecedents to the course. (a) Did the functional 

membership of the attendees make a difference in the course? 

(b) What characteristics of the innovation were considered? 

(c) Was the social system an inhibitor? 

2. The diffusion paradigm. (a) Did the course lead 

people through the mental process involved in making a deci

sion to adopt? (b) How much progress was made toward adop

tion as a result of the course? 

Communication is a two-way process of sharing 

messages in hopes of achieving mutual understanding. "So, 

diffusion is a subset of communication and is a special type 

of communication, in which the messages are concerned with a 

new idea. It is this newness of the idea in the message 

content that gives diffu·sion its special character" (Rogers, 

1983, p. 6). Rogers (1983) defines diffusion as "the 



process by which an innovation is communicated through 

certain channels over time among the members of a social 

system" (p. 5). 
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Modern studies on planned change began in the 1940s 

with attempts to understand the diffusion process of innova

tions. Most of those studying diffusion may be classified 

as researchers within the realistic tradition; therefore, it 

is not surprising that it was felt by most of them that the 

advantages of given innovations would be obvious to most 

potential adopters if they would only "try them." In other 

words, diffused knowledge based on research would yield 

rational decisions to adopt the innovation. 

According to Parker (1980), "those studying the 

diffusion process characterized the central problem of in

novation as adoption. Innovations were seen as basically 

'self-winding' after adoption" (p. 432); as a result, the 

idea of individual resistance to change, rather than imp

lementation, was the primary focus of research. The re

search, in addition, was primarily devoted to the resistance 

encountered during the diffusion of technological innova

tions (Argyle, 1967; Bennis, 1966; eoch & French, 1948; 

Lawrence, 1954; Zar.der, 1961). The studies included various 

tactics used to overcome initial resistance to change, in

cluding peer pressure, leader-follower phenomena, compara

tive information, and appealing to self esteem. Generally, 



these studies concluded that initial resistance was a pri

mary barrier to change. 
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Recently, there have been several attempts to syn

thesize diffusion studies into paradigms of change (Paul, 

1977; Havelock, 1979; Rogers, 1983). Havelock's (1979) 

paradigm includes six phases in the process of individual 

adoption of an innovation: awareness, interest, evaluation, 

trial, adoption and integration. ·In the awareness, interest 

and evaluation phase, the individual becomes aware of the 

innovation, actively seeks information and engages in mental 

trial. In the trial and adoption phases, a small-scale 

trial and its results are weighed, and a decision is made to 

adopt or r~j ect. In Havelock's integrati.on st:age, the use 

of the innovation becomes routine (p. 115). 

The innovation-decision process (Rogers, 1983) is 

based on data from more than 3,000 studies of diffusion and 

will be explained oin detail, since this schema integrates 

the majority of diffusion research. The innovation-decision 

process is the process through which an individual passes 

from first-knowledge of an innovation to confirmation of the 

decision to adopt. Although diffusion occurs among units in 

a social system, innovation-decision occurs at the indivi

dual adopter level. As Rogers (1983) points out, the 

individual adopter's innovation-dec is ion-making process 
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seems to apply whether one is evaluating a product, process, 

or program. 

Antecedents to the Course 

Needs or problems of potential adopters are ante

cedents present prior to the introduction of the innovation. 

Adopters may play an active or passive role in becoming 

aware of an innovation. In a passive role, adopters become 

aware of an innovation through accidents. In an active role, 

adopters gain knowledge of innovation through initiated 

behavior, i.e., they scan the environment to find ideas that 

agree with their interests, needs and problems (Rogers, 

1983). They see a solution and apply it to their situation. 

According to March (1981), "Changes often seem to be driven 

less by problems than by solutions" (p. 568). 

Also, the innovation itself is an anteced~nt to the 

decision process. An innovation may be either an idea or an 

object. All innovations have ideas; however, innovations 

with this component can only be adopted symbolically. An 

object innovation has a physical component; these innova

tions invoke an action adoption. 

According to Rogers (1983), liThe characteristics of 

innovations, as perceived by individuals, help to explain 

their di~ferent rates of adoption" (p. 15). He discusses 

five characteristics that are important at different steps 



of the process: relative advantage, compatibility, 

complexity, trialability, and observability. 
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1. Relative advantage. The degree to which the 

individual perceives the innovation is better than existing 

ideas or things. 

2. Compatibility. The degree to which the innova

tion "fits" with the value system of the adopter. 

3. Complexity. The degree of difficulty in under

standing the innovation. 

4. Trialability. The ability of the potential 

adopters to experiment with the nE~W idea on a trial basis. 

5. Observability. The extent to which the innova

tion is visible to individuals and their peers. 

"In general, innovations that are perceived by 

individuals as high in relative advantage, compatibility, 

trialability, observability and low in complexity will be 

adopted more rapidly than other innovations" (Rogers, 1983, 

p. 16). 

The diffusion paradicJIll 

Rogers (1983) proposes that innovations are accepted 

in a sequential five-step process. The five stages in the 

innovation-decision process are: knowledge, persuasion, 

decision, implementation and confirmation. 



1. Knowledge. A cognitiye step that involves ex

posure to the existence of the innovation. 
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2. Persuasion. The individual actively seeks infor

mation about the innovation and begins to form a favorable 

or unfavorable attitude through mental or vicarious trial. 

3. Decision. Small-scale trial or observation of 

peers who have tried the innovation. 

4. Implementation. The point at which the indivi

dual puts the innovation to use. 

5. Confirmation. Additional information seeking 

that occurs after the decision to adopt. 

Rogers (1983) has attempted to overcome the\ concerns 

of the critics of the diffusion schema. He states, "There 

was a tendency until the 1970s simply to transfer to the 

study of organizations the models and methods of innovative

ness originally developed for individuals, often without 

carefully thinking through the ways in whi~h the two levels 

of systems were alike or unalike" (p. 356). In the third 

edition of his book, Diffusion of Innovations (1983), he 

presented a new schema for innovation in organizations. The 

innovation process in organizations consists of five steps: 

agenda setting, matching, redefining/restructuring, clarify

ing and routinizing. Each step is characterized by a set of 

activities and actions made at that point. 
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1. Agenda setting. An environmental scan to search 

for innovations to meet the need. (See March, 1981 on this 

subject) • 

2. Matching. The prob~em and the innovation are 

considered, and a "fit" is designed. (The decision to adopt 

~s not a separate stage as it is in the individual innova

tion decision process.) 

3. Redefining/restructuring. The innovation is 

modified and reinvented to fit the situation of the partic

ular organization. 

4. clarifying. The innovation is put into full and 

regular use. 

5. Routinizing. The innovation is incorporated into 

the regular activities of the organization. 

How Rogers' two schema fit together, if they fit 

together, is not clear. Even Rogers (1983) agrees that 

"When the innovation occurs within an organization, the 

stages in the innovation process appeared muddled and over

lapping" (p. 366). 

The paradigms of Havelock and Rogers do not resolve 

all of the perceived shortcomings of diffusion research or 

the criticism of its "models" (Gaynor, 1977~ Baldridge & 

Deal, 1975; Gross et al., 1971). The diffusion studies were 

criticized due to their focus on the problems of overcoming 

initial resistance to change, the assumption that adoption 
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means continued use of the innovation, research on technical 

innovations that are easily measured, and individual adop

ters as opposed to complex organizations. 

summary 

Diffusion research has also been criticized on meth

odological grounds. The research on diffusion of innovation 

in organizations, according to Rogers (1983), has been 

disappointing due to the research methodology. Early 

studies were characterized by variance research and they 

oversimplified and failed to " •.. capture the complex, 

over-time nature of the innovation process in organizations" 

(p. 361). Rogers believes that researchers should begin to 

look at innovation decisions through process research that 

seeks to determine the time-ordered sequence of events "by 

means of synthesizing the recallable perceptions of key 

actors in the innovation process, written records, and other 

data sources" (p. 362). 

Although much is known about organizational change 

and diffusion,there has been little work on a comprehensive 

change theory (Parker, 1980). Gaynor and DuVall (1977) 

describe the situation as follows: "One of the problems 

with the literature on social change is that, although 

extensive, it remains fragmented, largely normative, and 

predominantly unSUbstantiated empirically" (p. 3). 
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Diffusion research has not adequately addressed the 

problems of large-scale organizational change. Researchers, 

as a result, began to address change in complex systems, the 

ability of the system to innovate, the influence of environ

mental factors, and the power of influence on groups and 

individuals (Baldridge & Deal, 1975: Gaynor, 1977: and 

Paul, 1977). The history and capabilities of the organiza

tion have also come under scrutiny. Studies have been 

completed on consensus and clarity of organizational 

missions and goals; external linkage networks; organization

al wealth; and effectiveness of decision-making and problem

solving within the organization (Baldridge & Deal 1975; 

Bennis et al., 1976; Greiner, 1967; Gross et al., 1971; 

Havelock, 1979; Paul, 1977; Rogers, 1985). 

Other authors have focused on the planning process. 

They have stressed the org'anizational requirement to clearly 

identify needs, objectives, outcomes, and resources re

quired to support change (Bennis et al., 1976; Gross et al., 

1971; Paul, 1977). The implementation step, within the 

planning process, has received considerable attention 

(Baldridge & Deal, 1975; Bennis et al., 1976; Gaynor, 1977; 

Gross et al., 1971; Paul, 1977). Implementation, in the 

opinion of this researcher, is the most neglected, least 

known and most important step. Most organizational change 



efforts begin and end with the knowledge step and place 

little emphasis on later steps in the process. 
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The "muddled and overlapping" state of the organiza

tional innovation process that Rogers describes would appear 

to be an accurate description of the state of the literature 

with regard to diffusion within organizations. O+ganiza

tions are composed of individuals, and one group of 

researchers would lead us to believe that individuals need 

to be considered as "individuals" during change efforts. 

Another group seems to stress the unique complexities im

posed by the organizational environment. However, no cogent 

paradigm exists that describes the mergi~g that should occur 

between individual change steps and organizational change 

phases. 

The Role of Education § an organizational Change Agent 

The two previous sections in tllis chapter addressed the 

process and strategies of change and diffusion of innovation 

as an outgrowth of the change literature. Another outgrowth 

of the literature on change is the idea of the consultant/ 

change agent. Two topics in the literature relating to 

change agents are of interest in the study of the MDI 

course: 



1. Internal versus external change agents. Can an 

internal education unit function as an effective organiza

tional change agent? 

2. Roles of an organizational change agent. 
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(a) How can education, as a support function within an 

organization, act effectively as a change agent? (b) What 

should the role of an internal change agent be? (c) When 

acting as a change agent, is the role of a function the same 

as the role of an individual? 

Internal versus external change agents 

One early researcher in the literature delineates 

the role of the change agent as a professional outsider 

involved in a temporary, voluntary relationship with a 

client system for the purpose of solving a current or poten

tialproblem (Lippitt, 1961). 

Many past and current researchers favor the external 

consultant (French et al., 1978~ Bennis, 1966~ Havelock, 

1979~ Chin, 1961; Benne, 1961; Lippitt, 1961, 1968; Weiss, 

1982; Coghlan, 1987; Goodstein, 1987; Jin & Franz, 1986; 

Blake & Mouton, 1985, Rogers, 1983). There are a variety of 

reasons for this external emphasis. First is the feeling 

that potential adopters do not have sufficient exposure to 

the innovation. "Only by having an outside standard against 

which we judge our behavior to be insufficiently rewarding, 



are we stimulated to change that behavior" (Lutz & Arney, 

1987, p. 32). 
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Second, it ~s perceived that the potential adopters 

do not have the skills and expertise to evaluate or imple

ment the innovation. "A major role of the change agent is 

to help the client develop the necessary skills to negotiate 

the environment, while attempting to promote the cooperative 

atmosphere in the environment that will enable more positive 

changes to take place" (Weiss, 1982, p. 610). 

Third, there is the perception that internal adop

ters may not have the will to see innovation through to 

adoption. "In the process of managing the change process, 

because of fatigue and pain, it is possible perhaps even 

probable, for managers to lose their sense of direction, 

their sense of timing, their commitment to the planned 

changes, or any or all of the above" (Goodstein, 1987, p. 

65) . 

Fourth, there is the perception of the great politi

cal risk involved in reform from within an organization. 

"It must be considered that there is nothing more difficult 

to carry out, nor more doubtful of success, nor dangerous to 

handle, than to initiate a new order of things. For the 

reformer has enemies ••. " (Machiavelli, 1523/1952, pp. 

21-22) . 
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Despite the historical treatment of the subject, 

some researchers favor internal change agents. Goodridge 

(1975) found that teachers were more effective change agents 

than consultants or outside facilitators. Berman and 

McLaughlin (1978) went beyond this to point out that consul

tants were largely ineffective in facilitating change" 

(Parker, 1980, p. 433). Current popular writers direct their 

prescriptions for survival to line and executive management, 

with the thought that management will act as organizational 

change agents (Peters, 1987; Kanter, 1983; Foster, 1986; 

Leavitt, 1986; Block, 1987; Albrecht, 1987; waterman, 1987). 

Several researchers offer a contingency approach 

which provides a combination of internal and external change 

agent levers, depending on the client need and intervention 

type. Chin (1961) advocates three analytic approaches: sys

tems, developmental, and intersystems. In the systems ap

proach, the change levers are outside the target system, 

whereas in the developmental intervention, the change agent 

intervenes from the outside to remove blockage of growth 

forces. The third approach, intersystem, incorporates ele

ments from both models and the change agent is an active 

part of the situation. Havelock (1979) also advocates a 

type of contingency approach to the change agent, and he 

points out that "sometimes outsiders see things more 

objectively and they are usually more free to work in a 



54 

variety of ways with different members of the client system. 

Yet, insiders are effective, too, in different ways. As an 

insider you are more familiar with the system and you feel 

its problems more deeply~ you are also a familiar face and a 

'known quantity.' sometimes change agents have to be in

siders" (Havelock, 1979, p. 10). 

Roles of an organizational change agent 

Whether internal or external, change agents may 

perform numerous roles. They may specialize in one, or 

switch back-and-forth between them. Change agents may 

function as researchers, trainers, consultants, counselors, 

teachers, and sometimes, as line management (Bennis, 1966). 

In Blake and Mouton's (1985) "0/0 matrix" (diag

nosis/development), the roles of the intervenor are plotted 

in terms of the units of change addressed by the interven

tion. The roles of the intervenor are acceptant (empathy), 

catalytic (suggesting), confrontational, prescriptive, and 

theory/principle. The first two styles present no challenge 

to the status quo. The intervenor helps the client to 

adjust better to the status quo. The last three styles cause 

people to challenge the status quo. In these roles, the 

intervenor helps people redesign the situation. The roles 

are plotted against the five units of change, creating 25 

cells or intervention strategies. Coghlan (1987) elaborated 



on the roles and units of change in the "0/0 matrix"; how

ever, he creates an additional dimension that describes 

focal issues (morale, norms, power), thus creating a 

"consulcube" of 100 cells. 

55 

Havelock (1979) describes four roles of the change 

agent: a catalyst, a solution giver, a process helper and a 

resource linker. The catalyst change agent stresses the 

need for change, pushes the system to be less complacent, 

and gives help to overcome inertia. The solution giver 

helps to bring about change by posing solutions to problems 

existing in the client system. The process helper assists 

in the "how-to" of change, including definition of needs, 

diagnosis of problems and adaptation, and installation of 

solutions. The resource linker is the person who links 

needs and resources, both within and outside the system, and 

brings people together who can assist one another in solving 

problems of the system. According to Havelock (1979), these 

roles are not mutually exclusive. Some change agents per

form all of these roles at the same time. 

Rogers (1983) identifies seven roles for the change 

agent. A change agent may be required to help the client 

system by developing a need for change. Once the need for 

change is established, the change agent must develop a 

relationship with the client and gain credibility. The 

change agent then diagnoses the problem through analysis of 
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alternatives. After diagnosis, the change agent attempts to 

motivate clients to take an interest in the innovation and 

translate that intent into action. Finally, the change 

agent assists in "freezing" the new behaviors after adoption 

and achieving a terminal relationship based on client self

reliance. 

According to Rogers (1983), the change agent's 

primary role is as a communication link between the resource 

system (change agency) and the client system. "The change 

agency system is usually composed of individuals who possess 

a high degree of expertise regarding the innovations that 

are being diffused .•. " (p. 313). The client system is 

the group to whom the innovation is being diffused. In this 

linkage, the change agent provides feedback from the client 

system to the change agency, and technical information from 

the change agency to the client system. 

summary 

Once again, the literature of change appears divided 

on a fundamental issue. The issue is the effectiveness of 

external change agents versus internal change agents. 

Again, a contingency approach appears to most accurately 

reflect the reality of organizational change. Internal and 

external conSUltants may be hired to do all or a combination 

of the following: (a) scan the environment for "best-of 



breed" solutions; (b) diagnose problems and provide advice 

on solutions; (c) design, develop and/or implement solu

tions. 
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Successful educational and training personnel within 

formal organizations act as internal consultants to line 

management, regarding human performance problems; however, 

as a staff function, educational personnel may be perceived 

as almost "external" to the "real" problems of the line. 

Industrial educators analyze performance issues, recommend 

solutions, establish program goals, evaluate and assist with 

programs, and counsel program designers (Laird, 1985). 

Indeed, "Training programs are one strategy for facilitating 

change, raising skill levels, changing attitudes or reducing. 

absenteeism or turnover" (Jackson, 1985, p. 70). 

Rogers' (1983) description may accurately reflect 

the change agent role in the innovation decision process; 

however, it does not reflect the reality of an internal or 

external organizational change agent. Moreover, Rogers does 

not address the idea of an organizational change agent in 

either model. 

Of those listed, Roger's (1983) description of the 

role of the change agent as a communication link between the 

change agency and the client system is probably the most 

accurate approximation of the role of an educational unit 

within an organization. However, it is not clear that the 
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seven roles described reflect the interventions performed or 

order of performance. No research was found that describes 

the role of an education organization as a change agent. It 

is also not clear that all people within organizations 

believe that the education unit should provide that role. 

Many believe that line management should "take up the banner 

and charge up the hill." 
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CHAPTER THREE 

METHODOLOGY 

The purpose of this study was to conduct a complex 

program evaluation of the Market-Driven Implementation (MDI) 

Course developed by IBM's education unit. This evaluation 

included analysis of the following: (a) course antecedents, 

(b) course outcomes as compared with the owners' and devel

opers' expectations, (c) use of the educational unit as a 

change agent, (d) course process and structure, and effects 

of the educational intervention on the course participants. 

Research Ouestions 

The primary research question for the study was: 

How did an education unit of a large multinational organi

zation support the initial implementation of transformation? 

The primary research question can be addressed by answering 

the following questions that further delineate the scope and 

direction of the study. 

1. What antecedents were considered when developing 

the transformational change program for the educational 

intervention? 

2. How did the change-related outcomes achieved by 

the educational intervention compare to the goals and ob

jectives of the course owners and course developers? 



3. How di"d the education unit serve as a change 

agent in the initial implementation of the transformation 

process? 
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4. How effective was the educational process itself? 

5. How effective was the educational program in 

achieving participant adoption of the innovation? 

Research Method 

The research was conducted within the framework of 

an exploratory, multiple, embedded case study. The study is 

ex~loratory in that it is seeking to identify relationships 

among individuals, an educational intervention (the market

driven implementation course), and the acceptance of an 

innovation (market-driven business principles and concepts) . 

The study is an embedded case study, meaning it has 

more than one unit of analysis (Yin, 1989). The units of 

analysis are the presentation of the educational interven

tion~ and the owners, developers, and participants of the 

class. The reason for using a multiple case design at the 

class level is to determine if a literal replication of 

results occurred, given minimal procedural differences in 

class presentations (changes in speakers, changes in the 

composition of the members of the small groups, etc.). In 

this sense, the study of different classes may be considered 

as multiple studies of the same phenomenon. 
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Case Selection 

The selection of all cases was directed toward 

giving the researcher the most information regarding how the 

educational program was implemented, why it functioned as it 

did, and how the content and process influenced the achieve

ment of the various transformation adoption outcomes. 

This study contained two levels of analysis: by 

class and individual participant. The different research 

purposes required different sample selection tactics. For 

the class level, a typical case tactic was used. The pur

pose of this tactic was to avoid studying a class where the 

results should be dismissed outright because that class is 

known to be special, deviant, or unusual. This use 

corresponds with the purpose of the class-level research, 

which was to seek a replication across classes, thereby 

eliminating class effects as a cause of individual partici

pant variation. 

The two-and-one-half-day course was presented ten 

times in identical format to 921 participants from April 30, 

1989 to July 21, 1989. Two is a SUfficient number of 

classes to study, given the relative stability of the con

tent and presentation style and the emphasis on analytic 

generalization versus statistical generalization (Yin, 

1989). The two classes selected for the study were from the 

middle order (class five and six). The selection of these 
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classes was made with the assumption that, by the middle of 

the sequence, the presenters and breakout session facili

tators were comfortable with the content and the typical 

questions. In addition, the program owners were familiar 

with the activities process, but the content and process had 

not yet become rote to them. 

Selection of individual participants occurred once 

the class selection process was completed. The tactic of 

maximum variation sampling was employed. The purposes of 

this tactic were (a) to determine if cornmon reactions and 

outcomes were achieved across the range of the dimension and 

(b) to document t~e unique variations that occurred. One of 

the most critical variables in the acceptance of the market

driven approach was the participant's functional area (i.e., 

marketing, manufacturing, development, etc.) within the 

organization. The sample selection was therefore directed 

toward obtaining cases that represented diverse functional 

areas. A type of stratified random sampling was used to 

identify these cases, and within a given class (fifth and 

sixth) and functional area, cases were randomly selected. 

Threats to Study Validity and Reliability 

Yin (1989) identifies three logical tests that are 

important to evaluate the appropriateness of an exploratory 

case study research design: construct validity, external 
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validity, and reliability. Construct validity is the con

cept of establishing that the researcher indeed studied what 

was intended to be studied. This implies est,ablishing a 

clear specification of th8 types of changes to be studied, 

and demonstrating that the measures of these changes do 

indeed reflect the types of change that have been selected 

(Yin, 1989). 

For the current study, questions concerning the 

antecedents and processes of change were selected from the 

innovation-decision process identified by Rogers (1983): 

knowledge, persuasion, decision, implementation, and confir

mation. Multiple sources of data were used to ascertain 

the participant and class performance relevant to these 

changes, thereby increasing the construct validity of the 

study (Yin, 1989). 

"External validity" deals with the problem of know

ing whether one can generalize a study's findings beyond the 

immediate case study. A common criticism of case study 

research is that it does not meet the external validity 

criterion because the small sample sizes prohibit statis

tical generalization. However, Yin (1989) states that it is 

inappropriate to fault case stud~es on that basis; case 

studies require analytical generalization not statistical. 

Therefore, case studies require the use of replication to 

establish analytical generalization. There was no attempt 
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to generalize outside of the organization under study. In 

the current study, the use of multiple classes and subjects 

was intended to satisfy the analytical generalization test 

of external validity. 

"Reliability" addresses whether a later investigator 

following the same procedures as the initial investigator 

would reach the same findings and conclusions'. In case 

study research, reliability can be increased by documenting 

the procedure for the research, and especially for inter

views and observations, developing protocols that define the 

investigator's behavior. The procedures were documented, 

records were maintained, and interview protocols were devel

oped for the current study. 

Data Collection 

Data to complete the case study were gathered from 

previous MDI course evaluations, course generation docu

ments, participant course products, tests, and interviews. 

This triangulation approach to data collection seeks to 

identify common findings across data sources, thereby in

creasing the construct validity of the study. 

Previous MDI Course Evaluations 

The transformation to a market-driven company is a 

major initiative within IBM. As such, various aspects of 

the initiative, including the Market-Driven Implementation 



(MDI) course, were measured and evaluated. These measure

ments and evaluations, while not directly addressing the 

research questions of this study, provided a descriptive 

background or context for this study within the general 

evaluation of the market-driven transformation in the 

company. 

Four evaluations of the MDI course were conducted. 
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First, immediate participant reactions were measured at the 

end of each module or activity. Second, an action plan 

analysis was completed shortly after each session of the 

course. Third, a written questionnaire was administered to 

course participants approximately 30 days after they had 

attended the course. Fourth, a telephone interview was 

conducted with a sample of participants three-to-six months 

after the course. The key results of these evaluations will 

be summarized in the following paragraphs. Then, the pur

poses and form of the previous evaluations will be compared 

to the interviews to be conducted for the current study. 

Immediate Participant Reactions to The Course 

The participants were asked to evaluate the quality 

of the learning experience from a personal perspective as 

each module presentation or breakout activity was completed. 

A five point IBM scale (1 being very good, 2 being good, 3 

being average, 4 being poor and 5 being very poor) was used 



to quantify participant responses. The results for the 

sessions are presented in Table 1: Participant Reactions 

to Individual sessions. 

Table 1. participant Reactions to Individual Sessions 

SESSION 

Market-Driven Direction 

Market-Driven Company 

Requirements 

Development 

Application opportunities 

Marketing Planning 

Manufacturing 

Finance 

Field Excellence 

Service 

Quality 

MEAN 

2.16 

1.98 

1. 70 

2.60 

1.98 

2.60 

2.34 

1.28 

1.95 

1.55 

1.12 
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On the IBM scale 1 is "very good"; 5 is "very poor." 

The mean averages presented in Table 1 were obtained 

by averaging the means of the participants' responses ob

tained during each of the eleven classes of the course. 

These mean scores indicate that, overall, the participants 
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felt that the sessions were above average (i.e., all the 

means are below 3, the anchor for "average"). sessions that 

ranked partic~larly high were Finance (1.28) and Quality 

(1.12). Follow-up investigations indicated that these 

sessions contained content that illustrated the new market

driven direction and were presented by charismatic execu

tives. The sessions that ranked low were Development (2.60) 

and Manufacturing (2.34). These sessions were perceived as 

not presenting new approaches. The presenters were not 

viewed as being dynamic, nor necessarily as corporate 

leaders of the functions they were representing. 

The breakout sessions were viewed as an opportunity 

to achieve attendee participation in the course. There were 

four small-group breakout sessions, lasting from one-to-two 

hours, during the two-and-one-half day course. During the 

breakout sessions, ten attendees and otle education facili

tator brainstormed questions posed by the course owners and 

developers. The content of these sessions included: 

Session 1. Introductions, responsibilities, state

ment of problems facing their organizations (dinner meet

ing). 

session 2. Issues facing IBM in its quest to become 

market-driven (midday). 

session 3. Actions required by IBM to become 

market-driven (night). 
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session 4. Individual market-driven action plans 

constructed by attendees (midday). The participant 

reactions to this major activity in the course are presented 

in Table 2: Participant Reactions to the Breakout Sessions 

Activity. 

Table 2: Participant Reactions to the Breakout 

Sessions Activity 

ACTIVITY MEAN 

Breakout Session 1 

Breakout Session 2 

Breakout Session 3 

Breakout Session 4 

Breakout Sessions Overall 

2.30 

2.20 

2.33 

2.20 

2.30 

On the IBM scale 1 is "very good"; 5 is "very poor." 

The means presented in Table 2 were obtained by 

averaging the means of the participants' responses obtained 

during each of the ten classes of the course. The partici

pants felt that the breakout sessions were somewhat above 

average as an educational activity. There were no 

significant differences in this perception across the 

various breakout sessions. 
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At the end of each course presentation, the 

participants were asked to rate the course as a whole, using 

the same five point scale. Individual class means ranged 

from 1.46 to 1.76. The overall average was 1.60, indicating 

that the course was viewed as being quite good. 

Knowledge Test Results 

At the end of each session in the course, partici

pants responded to a number of questions, some of which 

addressed the content of the session. While these questions 

did not constitute a comprehensive test of the course's 

content, they can be used as one indicator of the effective

ness of the sessions for. transmitting knowledge of the 

market-driven direction to the participants. By averaging 

the correct responses to the content questions across the 

eleven classes, a mean of 70 percent was obtained. This 

mean implies that the content transmission was moderately 

successful, or that the participants were not devoting much 

mental effort to the questions, or that the questions and 

response options were not always clear to the participants. 

IBM on the Market-Driven continuum 

Before and after each class, the participants were 

asked to identify IBM's position on a seven point market

driven continuum: a rating of 1 indicated a technology

driven company; 4 indicated the mid-point between being 
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technology-driven and being market-driven; and 7 indicated 

being market-driven. This measure was viewed as important by 

the corporate and educational sponsors of the course, 

because it would provide one baseline measure for evaluating 

the impact of subsequent change efforts. The participants' 

responses, averaged across the ten classes, are presented in 

Table 3. 

Table 3: Participant Perceptions of IBM on the 

Market-Driven continuum 

TIME OF RATING 

Before Class Attendance 

After Class Attendance 

MEAN 

3.01 

3.60 

The results indicate that the participants viewed 

IBM as being not quite to the midpoint on the market-driven 

continuum. The small movement on the cpntinuum, indicated 

by the higher after-course rating, may imply that as a 

result of attending the course the participants experienced 

new learning about some of the initiatives the company has 

taken to become more market-driven. As a result of this new 

learning, they now viewed IBM as being more market-driven 

than they had previously. 
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Action Plan Analysis 

One of the MOl course activities included an action 

planning session. Each course participant completed a 

personal action plan on the last day of the MOl course. The 

product of this activity included specifications for the 

actions the participant would take to implement the market

driven direction in his or her organization, and the date by 

which the actions would, be completed. The participants also 

listed possible obstacles to implementing their action 

plans. Action plans were retained by participants, and 

copies were submitted to the session facilitator. It was 

intended that the executives responsible would follow up on 

the action plans within 60 days. 

Analysis of the action plan indicated that the most 

commonly anticipated actions were: (a) education and 

dissemination efforts for the market-driven direction (30% 

of the listed actions), (b) enhancing the product develop

ment process (17% of the listed actions), and (c) collecting 

better information from the customers (15% of the listed 

actions). 

A review of the action plans indicated that the 

actions were frequently listed as notes or reminders to the 

participant. Generally, only about one-third of the actions 

were measurable. The evaluation of the obstacles to im-



plementing the market-driven action plans uncovered eight 

primary obstacles. These are presented in Table 4. 

Table 4. Obstacles to Implementing Personal Action Plans 

OBSTACLE % OF PARTICIPANTS 

Cross unit Integration 71% 

Accountability/Measurement 68% 

Understanding Customer 
Requirements 58% 

Skills and Education of Staff 55% 

Enough Resources--Time/People 53% 

Flexibility/Change/Taking Risk 52% 

Executive Commitment 36% 

Quality Products and Processes 34% 

The results of the action plan analysis indicate 

that the participants left the MDI course committed to 

disseminating the market-driven direction within their 
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organizations and to educating ,their staff about market

driven principles. There was some commitment to implement-

ing the market-driven principles, as indicated by plans to 

get more information about customer requirements and to 

improve the development process. The participants seemed to 

realize, immediately after the class, that obstacles to 

implementing the market-driven approach were strong and 



numerous. However, their actions usually did not address 

the identified obstacles. 

written Questionnaire 
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A written, follow-up questionnaire (see Appendix B, 

section 1) was administered to MDI participants 30 days 

after they had attended the course. A total of 551 surveys 

were returned and analyzed. The survey focused on how well 

the action plans were being implemented and identification 

of obstacles that were encountered. The survey results 

indicated that the participants were: (a) educating their 

staffs about the market-driven direction (38% of the respon

dents), (b) gathering customer requirements (26% of the 

respondents), and (c) changing their business processes and 

products (17% of the respondents). 

These percentages are generally higher than those 

indicated by their original action plans (see Action Plan 

Analysis), implying that the participants were doing the 

actions, even though they were not in their action plans. 

Actions devoted to changing the measurement system, planning 

for market-driven implementation, and enforcing market

driven activities remained quite low. 

The "obstacle" percentages fell from those listed in 

Table 4, and the ordering of the obstacles changed. The new 

order and percentages were: (a) accountability/ measurement 



systems (19% of the respondents), (b) enough resources-

time/people (19% of the respondents), and (c) cross-unit 

integration (16% of the respondents) • 
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The respondents also rated IBM on the seven point 

market-driven continuum as they had done immediately before 

and. after the MDI course (see Table 3, Participant Per

ception of IBM on the Market-Driven Continuum). In the 

survey, the average IBM rating was 3.55. This rating is an 

0.05 decrease from the 3.60 average rating obtained follow

ing the course. Therefore, the participants perceived the 

trend toward market-driven as slightly down. 

Additional survey questions indicated that the 

respondents thought that their employees were committed to 

the market-driven direction, but were skeptical of the 

company's ability to establish executive commitment and to 

convert the principles and concepts to daily work processes 

and associated measurement systems. 

Telephone Interview 

The telephone interview (see Appendix B, section 2) 

was administered to 68 respondents from the Follow-Up 

Survey. The primary focus of these telephone interviews was 

to determine the current needs for Market-Driven education. 

The results indicated that: 



1. The education/dissemination of market-driven 

principles and concepts was continuing. 
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2. A new concern was indicated: respondents were 

having difficulty determining ways in which they were not 

market~driven. Almost half of the interviewees rated their 

organizations at the top of the market-driven scale. They 

felt they did not need to change; instead changes by others 

were necessary to make the company more market-driven. 

3. Many interviewees felt committed to becoming more 

market-driven, but were unsure how to do it. They had the 

basic concepts and principles, but lacked the specific "how

tos" to make the market-driven direction become the driving 

force of their work. 

4. The interviewees did not look to education to 

correct these problems." They thought that increased execu

tive commitment and the modification of the current measure

ment system were the important variables in the success 

formula for the market-driven direction. 

comparison of Previous Evaluations to the Current study 

Previous evaluations focused on the development and 

implementation of action plans and additional education 

that would be needed by managers or their staffs to imple

ment the market-driven direction. The current study places 

greater emphasis on understanding the effects of the MDI 
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course as a whole, its setting, content, and educational 

processes on the initiation of the market-driven direction. 

This study als~ addresses how the course developers adapted 

the course to participants, based on the developers' percep

tions of the market-driven direction and the corporate 

culture within IBM. 

Course Generation Documents 

The course generation documents consisted of written 

communications and conversational notes that directed the 

course developers in the specification of the course pur

pose, intended outcome, content, and process. These records 

documented the directions given to the education staff by 

the class sponsors, and described the scope of the course 

and its developmental constraints. These documents con

tributed to understanding why the course was structured as 

it was. Examples of these documents included: CEO memos 

and directives, task force documents, market-driven work 

group memos, and presentations made to the CEO and key 

employees in the formulation of the program content (see 

Appendix C, List of Course Generation Documents). 

Participant Course Products 

During the breakout sessions, the participants 

completed a number of exercises that were used to evaluate 

their acceptance of the market-driven direction. written 
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records that described participants' views of the barriers 

to implementation of the market-driven approach, and the 

issues that the company must resolve to become more market

driven, were analyzed to identify areas of resistance and 

barriers to the innovation. On an individual level, each 

participant completed a personal action plan that described 

the actions tha£ the participant would take to implement a 

market-driven approach on the job, and indicate when these 

actions would be completed. 

Tests 

Prior to the class, the participants completed 

knowledge tests of previously distributed materials. In 

addition, at the end of each module presented during the 

class, the participants completed knowledge tests of each 

session's content. These tests were used as one measure of 

the participants' acquisition of the concepts and principles 

of the market-driven direction. 

Interviews 

The majority of the case study data was drawn from 

interviews with course owners, course developers, and course 

participants. It was therefore critical that these inter

views be conducted in an effective manner. To ensure con

sistency across interviews within these categories, an 

interview protocol was developed (see Appendix D). This 
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protocol was derived from the research questions of the 

study, and it outlined the issues to be addressed in the 

interviews. specific questions addres.sed the general 

rationale, thoughts, and feelings regarding the preparation, 

content, process, and results of the class. Interview res

ponses were recorded through tape recordings and note 

taking. These tapes were transcribed, and the data were 

analyzed from the transcripts. Course participants were 

randomly selected for interviews from classes five and six. 

They were also selected according to functional membership 

(see Figure 1). 

Data Analysis 

Data were collected from previous evaluations, 

course documents, course products, tests and interviews. 

These data were analyzed serially, se~~entially, and collec

tively. A matrix was created that plotted the research 

questions against the categories of data (see Figure 2, 

Evaluation Schema) . 

The serial evaluation included an analysis of a 

single research question across all categories of data 

(e.g., 8-12). The sequential evaluation included an analy

sis of all five research questions against a single category 

of data (e.g., 1-7). The collective evaluation was the 

cumulative analysis of the serial and sequential evaluations 

(e.g., 1-12). 
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CHAPTER FOUR 

THE CASE STUDY 

The literature of change would characterize IBM as 

representing the incremental, collaborative change type of 

organization. Researchers report, 

81 

IBM worldwide appears to be reasonably representative of 
the "participative evolution" approach to organizational 
change whilst [sic] retaining "fit." IBM has changed 
mainly through incremental adjustive processes (although 
there have been some departures from this); a high 
degree of employee involvement in management process, 
and a comprehensive systematized approach to human 
resource management policy and practice involving 
employees at all levels (Dunphy & stace, 1988, p. 327). 

Although the company has had a reputation for 

"constant learning" driven by its participative managemel1t 

style, recent dramatic changes in the economic environment 

have brought about a need for directed, large-scale adjust

ments. Internally, the IBM company perceives itself as 

involved in trans formative change. "Phase 3 is creating a 

new vision. A paradigm shift • • • a new set of rules . • . 

the IBM transformation" (Sweeny, 1989). The company clearly 

interprets itself as out of "fit," in a turbulent 

environment, and facing the need for large-scale, dis

continuous change over the strategic period. 

Routine communication of daily changes in large 

organizations is always problematic. Timely communication 

of incremental change is important, but speedy communication 
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of transformational change, innovation, and diffusion 

throughout a large organization is critical. Education is 

an old friend in the IBM company. As one of the first dir

ectorates, education has long been used as a metho~ of 

communication and diffusion by the IBM corporation. In 

1963, Thomas J. Watson, Jr. concluded, "There are two things 

an organization must increase far out of proportion to its 

growth rate if that organization is to overcome the problems 

of change. The first of these is communication, upward and 

downward. The second is education and retraining." (Watson, 

1963, p. 72). 

The MDI course was an attempt to communicate a 

message of essential change and to begin the diffusion 

process within the company. The executives of the corpor

ation were extremely concerned with the progress of 

diffusion, a concept they termed "buy-in." The educational 

unit was given the responsibility for measurement of "buy

in" immediately following the conclusion of the course. 

However, the personnel function and line management con

tinued to measure progress after the initial education 

measurements were completed in late 1989 and early 1990. 

This study is about initiating transformation of a 

corporation. In the words of Terry Lautenbach (1989), IBM 

senior Vice President and General Manager of IBM United 

states, "We're really trying to reshape the company and 
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, we're embarking on a journey. To really reshape the IBM 

company, it's important that we're all headed in the same 

direction" (unpublished speech). This chapter addresses the 

MDI course, which represents the beginning of that journey, 

and describes the (a) environment, organization, functions, 

and education: (b) problems, needs, and the innovation: (c) 

course, educational process, and outcomes; (d) key players 

and their roles; and (e) review from the perspective of the 

key players. 

This research project focuses on the initiation of a 

change effort by the educational unit of a corporation. The 

purpose of the study is to conduct an in-depth, qualitative 

program evaluation of the Market-Driven Implementation (MDI) 

course developed by IBM's educational unit. Data have been 

collected that permit a serial, sequential, and collective 

program evaluation. Data sources include previous MDI 

course evaluations; documents generated from course 

development and administration: participant course products; 

tests; and focused interviews with ,selected individuals. 

The Environment, Organization, Functions, and Education 

Armonk, New York, to the casual traveler, is really 

just a wide spot on the road. The two blocks of its main 

street can be stretched to three if one includes the Flower 

Dragon Restaurant on one end of town and the Texaco Service 
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station on the other. During the work week, the village 

could be classified as "sleepy," belying the fact that 

across Route 22 is "the hill," the 440 acre Corporate head

quarters of the IBM corporation. Legends from "Beemers" say 

that the townspeople fought the building of this industrial 

giant's headquarters on the dominating hill because of its 

potential intrusiveness on the lives and landscape of the 

rural Westchester community. IBM, to protect the rural 

nature of the village and to promote good will among the 

citizenry, agreed to build its headquarters only two stories 

high, to turn off the lights in the second story at night, 

and to use the smallest IBM sign in the world. 

It is a long, slow climb to corporate headquarters. 

The road gradually winds up the hill past a manicured 

ancient apple orchard where Canada geese winter. As with 

all IBM locations, guards or badge readers permit admission 

to the property. The building itself is a bit of a dis

appointment to a visitor. It is low keyed, understated, 

conservative and reflects the general population's percep

tion of the IBMers who inhabit this workplace. The atrium, 

built several years ago, softens the somewhat austere 

entrance; however, the white Italian marble and chrome lends 

an air of "no nonsense" dignity to the surroundings. The 

Isamu Noguchi pavilion off the lobby and the wide, carpeted 

halls awash with modern art increase the sense of cool 
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polish, sophistication and distance. When visiting this 

location, one is always struck by the very. quiet atmosphere. 

On the back of the property, less than half a mile 

down Old Post Road on a torturous, winding, badly paved 

lane, one can stumble across the IBM Management Development 

center (MDC). The MDC is built on 26 acres of the most 

beautiful, wooded tracts of land in the county. The lovely, 

warm fieldstone structure with its balconies, terraces and 

oversized fireplace nestles against a hill overlooking the 

Kensico Reservoir. The secluded center is a meeting and 

dormitory facility that houses the IBM management schools 

where each week new first-level managers, middle managers 

and executives attend management classes. The MDC, 

operating much like a conference center, has 9 classrooms, 

12 breakout rooms, a 124 seat auditorium, a 182 bedroom 

dormitory, a 175 seat dining room, a fully equipped gym and 

tennis courts. The classrooms are equipped with state-of

the-art instructional technology called the Advanced Tech

nology Classroom (ATC)TH. 

Although Old Orchard Road is the address of the 

international corporate headquarters, IBM united states (IBM 

US) is a major employer in the Tri-state area. The IBM us 

company headquarters staff may be found at work in numerous 

locations across the Tri-state area from New Jersey in the 

west to Connecticut in the east; from White Plains in the 



south to Somers in the north. Each of the seven United 

states company lines of business (LOB's) are headquartered 

in this area. 
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The LOB's are self-contained businesses, represent

ing a certain marketing sector, and headed by a Vice Presi

dent (see Figure 3). Managers reporting to LOB Vice 

Presidents are generally directors and general managers. 

They may be located in New York, or they may be located 

elsewhere, reporting in to their Vice President who is 

located in New York. Each LOB has a management team that is 

representative of the functions of the business. These 

functions include: marketing, service, manufacturing, 

development (engineering and programming), and numerous 

staff functions such as finance and planning, quality, 

education, personnel, and IS/office systems. Same staff 

functions are centralized and provide services across the 

LOBs. 

In each of the functional areas of the business, 

certain skills are required in order to be successful. 
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These areas of IBM are powerful subsets of the company. 

Membership in these functional areas, over time, leads to 

certain specific perspectives, informal rules, and ways of 

approaching problems. Generalized job skills of the major 

functional groups are presented in simplified form in 

Table 5. 
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Education, until 1985, was decentralized within the 

company, with each division and operating unit responsible 

for its own educational programs. Worldwide, each of the 

major functional areas of the business had a central school 

headed by a Director. This decentralization resulted in 15 

directors of education reporting to local management. These 

central schools, in the united states, included (a) IFPA, 

International Finance and Planning school, Briarcliff, New 

York; (b) ISEF, Information Systems Education Facility, 

Dallas, Texas; (c) Entry Marketing, Marketing Education, 

Dallas, Texas; (q) Service Education, Atlanta, Georgia; (e) 

CTI, Corporate Technical Institutes, Thornwood, New York; 

(f) MDC, Management Development Center, Armonk, New York. 

Each one of the directors of these schools reported 

to a functional staff head. In addition to the central 

schools, each marketing region, and the plants and labs, had 

local education managed by a first-level manager. The only 

central focus at that time was the Director of Corporate 
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Table 5. Generalized Job Skills of the Major 
Functional Groups 

FUNCTION 

MARKETING 

SERVICE 

FINANCE/ 
PLANNING 

MANUFACTURING 

QUALITY 

DEVELOPMENT 

(engineering) 

JOB RESPONSIBILITY 

• interface with external 
customer 

til provide customer . 
solutions 

CD interface with external 
customer 

• product service 

CD interface with internal 
customer 

G accounting, planning & 
monitoring services to 
LOB's 

• builds products 
• focus on schedule 

and cost 
• implements the design 

• monitors product specs 
CD provides services to 

manufacturing 

• designs products .. advises manufacturing 

(programming) • designs software 
applications 

SKILL 

• communicates 
• persuades 
• independent 
• flamboyant 

• technical 
• fixes things 
.. low key 
.. by the manual 

• numerical 
• analytic 
• transactional 
• controls 

• technical 
CD by the book 
• methodical 
• makes things 

• inspects 
• methodical 
• technical 
• by the book 

CD precise 
CD technical 
• analytical 
• logical 

• artistic 
• technical 
• logical 
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Table 5. Generalized Job Skills of the Major 
Functional Groups 

FUNCTION 

PERSONNEL 

EDUCATION 

(continued) 

JOB RESPONSIBILITY 

• advice/counsel to line 
• advocate for employees 
• conscience of the 

company 

• solutions to training 
problems 

• customer is functional 
management 

SKILL 

• non technical 
• people 

orientation 
• communicates 

• technical/ 
non technical 

18 people 
orientation 

• communicates 
• consults 
• teaches 



Education, who reported to the IBM Director of Executive 

Resources within the personnel organization. 
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Tnis decentralization led to duplication of develop

ment across all locations, voids in curriculum, and a wide 

variety of course content that did not match business 

priorities. A senior vice president of the corporate staff 

raised questions about the cost of education, leading the 

finance community to estimate the annual cost at $600 

million. The newly created Corporate Education staff, was 

asked to confirm the estimate. This cost-of-education 

study, conducted in 1985, resulted in a revision of the 

estimate from $600 million to $900 million, excluding the 

cost of labor (student salaries). This figure was 4.7% of 

IBM total compensation, including benefits. 

Predictably, IBM's executives asked the following 

questions as a result of this stagqering cost: (a) Is the 

right student in the r~ght class at the right time? (b) Are 

they receiving good education? (c) How might educational 

costs be reduced? (d) What are the possible consequences of 

reducing educational efforts? It was determined that new 

instructional methods, elimination of duplicate development 

efforts, and use of cost-effective delivery systems would 

result in significant cost reductions. The structure 

required meant breaking step with the overall decentrali~ 

zation process occurring elsewhere in the business. 
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In 1986, the Vice President for organization estab

lished a task force composed of the directors of the 

functional schools. This task force recommended a new 

centralized structure for education. All of the schools 

reported, by the end of the year, to a newly created Vice 

President of Education. This organization became a full 

corporate staff function similar to finance, personnel, 

communications, legal and manufacturing. Local education in 

marketing regions, plants and labs remained decentralized, 

still reporting to local management. Today, the centralized 

structure remains; however, the corporate staff function has 

been reduced to a very small group. Most of the organiza

tion now reports to the Assistant General Manager of US 

Education in a LOB. 

The function of educational efforts is to help 

ensure the competitiveness of the IBM workforce, contain 

costs, and reinforce and maintain industry leadership. In 

order to be successful in this endeavor, the management of 

the new educational groups continued the close functional 

relationships that had existed prior to centralization. In 

addition, the new organization established the following 

strategic priorities: (a) a management system for educa

tion, (b) a curriculum planning system, (.c) a structured 

course development process, (d) a cost-effective delivery 

system, (e) development of quality measurements, 



(f) leadership in the industry, and (g) a staffing plan to 

attract outstanding people. 
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These strategic plans have provided the structure 

for major changes in IBM education: key jobs are 

identified~ training is aligned with jobs~ a common course 

catalog and curricular "road maps" provide guidance for 

skills planning~ quality measurements are identified~ alter

native delivery systems provide the means to move more 

instruction out of the classroom and closer to the work

place; and career paths provide for professional growth and 

continuity of educational staff. After progressing halfway 

into the strategic plan, the signs indicate that the edu

,cational unit is in excellent health and is moving in the 

right direction. 

The progress of the educational unit as a credible 

part of the business was obvious to the Director of Business 

strategies. He was an early supporter of the concept of 

presenting the MDI course and using the educational unit for 

delivery of the market-driven messag~_ "IBM Education's 

infrastructure is viewed to be an IBM strength. Quite 

frankly, we knew very early on that we needed to communicate 

and educate" (Sweeny, 1990). Educational unit management 

had several functional goals as they looked toward the MDI 

project. Above all, they wanted to accomplish the mission 

in a quality way. There was also a hidden agenda. In the 
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words of one of the course developers, "We had an additional 

objective that was for education, which was to use this 

project as a role model for other future projects; we wanted 

to practice what we preached. It was an opportunity to 

showcase education; so we wanted to showcase it not only to 

the company at large, but to the education community as a 

whole" (Bruce, 1990). 

The Problems. Needs. and the Innovation 

The IBM company, by anyone's standards, has been 

successful. Throughout its 75-year history, it has been a 

robust performer. IBM, in 1988, achieved for 800,000 stock

holders profits ($5.5B), earnings ($5.8B), revenue ($60B), 

and growth (8%). The company has managed this spectacular 

growth and performance while maintaining its character and 

its heritage of respect for the individual, service to the 

customer and excellence in all pursuits. The 387,000 IBM 

employees around the world have received numerous Nobel 

prizes, produced 10,000 products and services and received 

32,000 patents, while having 5 million customers and 10,000 

business partners. 

"So what's the problem?" This question echoed 

around the company in 1988 as concerned analysts and con

fused employees saw the evidence of loss of market share, 

reduced growth in comparison to the industry, and erosion of 
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profit margins. Company strategists responded with problem 

diagnosis, which was phase one of a three-phase, company

wide transformation. The problem, as diagnosed, appeared to 

consist of three elements: (a) product competitiveness, (b) 

structural efficiency, and (c) customer responsiveness. 

Phase two consisted of massive restructuring in 

order to take action on the first two of these problems. 

These actions included: 

1. Product competitiveness; (a) shortened develop

ment cycles, (b) lowered manufacturing costs, and 

(c) increased product connectivity/integration. 

2. structural efficiency; (a) labor reduction, 

(b) work elimination, and (c) reassignment of responsibility 

of an organizational element; i.e., a plant, a laboratory, 

etc. 

The market-driven strategy was the last of three 

phases in a basic paradigm shift involving a new framework 

for tactical and strategic decision making. The shift in 

technology had gone from predictable, custom designs to fast 

paced, off-the-shelf products. The customer set had shifted 

from the large firm, data processing professional to the 

end-user in all sizes of companies. 

It was imperative that the company redirect its 

primary orientation from technology and products to a great

er emphasis on customers' needs. The approach was to assess 
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and solve customer problems rather than to develop a product 

and then attempt to sell it. Becoming more market-driven 

means that a company, motivated foremost by what customers 

need and want, will be well-positioned for success. 

It is possible to build an understanding of IBM as a 

market-driven business by looking at the foundation of four 

main beliefs and principles: (a) The customer is the final 

arbiter; (b) We understand our markets; (c) We have 

commitment to leadership in those markets we choose to 

serve; and (d) Our credo is excellence in execution across 

our enterprise. 

As John Akers, Chairman of IBM, put it "If we can be 

the best at satisfying the needs and wants of customers in 

those markets we choose to serve, the other important things 

will follow: product leadership, growth, profitability, the 

fulfillment of our people" (Akers, April 1989, p. 1). 

These four concepts were defined in late 1988. Some 

of IBM's senior executives had been given a list of 

"to-do's" at the end of the 1988 Fall Planning Conference. 

One prominent action item on the list was to get the IBM 

company ~loser to its customers. It applied to all of the 

executives; therefore, there was no single person to become 

the delegatee. So, the Chairman took the responsibility 

himself. He asked the IBM Director of Quality, the Director 

of Business Strategy, the Secretary of the IBM Corporation 
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and the IBM Director of Communications to be his delegates 

and to craft the principles and the "comeback" to the Manag

ement Committee (MC) and the Corporate Management Board 

(CMB) in December 1988. During the life of this project, 

this group was to be known as "the varsity." 

The idea of service to the customer has been promot

ed throughout the company's long history. T. J. watson once 

said, "Years ago we ran an ad that said simply and in bold 

type, 'IBM Means Service.' I have often thought it our very 

best ad. It stated clearly just exactly what we stand for" 

(Watson, 1963). It was perceived by the executives that 

there had been an erosion in this conc~pt. Individuals who 

began work on course development asked, "How in the world 

did we get in a position where we don't put our customer 

first? The basic market-driven message is the IBM of 15-20 

years ago that I grew up with" (McDonald, 1990). 

Although it appeared to be like the old IBM, the 

market-driven direction apparently implied deep, fundamental 

changes in the way IBM currently identified new products, 

developed them, sold them, and sei~ice~ them. Therefore, it 

was perceived by the crafters of the principles to be a 

transformational Change. As a result, it required changes 

in the organization's culture (Goldberg, 1990). T~e company 

needed to drive these changes deeper than just writing memos 

(Bruce, 1990~ Markus, 1990; McDonald, 1990; Sweeny, 1990; 
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Talbot, 1990). The challenge was to take the new concepts 

and communicate and transfer that knowledge quickly and 

efficiently throughout the organization. In the December MC 

meeting, the Chairman turned to the Assistant General 

Manager of united states Education, who was in the audience, 

and asked that the educational unit help work the market

driven concept into the fabric of the business and to take 

the message forward. 

That the message be delivered as a course was a 

logical conclusion due to the complex nature of the message 

(Markus,1990). Since centralization, education had worked 

hard to develop a credible reputation as a management team 

and again a perspective that was equal to the perspective of 

the company (Bruce, 1990). Ultimately, the educational 

unit, was selected to deliver the market-driven message, due 

to "the varsity's" personal trust and confidence in educa

tional management and the belief that education could be a 

catalyst for change in the company (Sweeny, 1990). 

More than 500 of the company's senior managers heard 

the call from IBM Chairman, John Akers, to become the quin

tessential market-driven business. A three-day Senior 

Managers Meeting was held in Rye Brook, New York, in January 

1989. Akers and other IBM executives reviewed the company's 

proposed transformation, and four major IBM customers 

described how their companies had become acknowledged 
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market-driven leaders. The Chairman challenged every 

bus-iness unit worldwide to give their full attention to the 

company's overriding goal of total responsiveness to cus

tomers. It was announced at this meeting that the 

Market-Driven Implementation course would be given to 

selected executives and key managers, beginning in April 

1990 and ending in July 1990. 

The play was about to begin. The impact on the 

educational unit would end up being measured in millions of 

dollars; many "people-years" of activity; and would result 

in a hiatus on many other projects. Normal support to the 

schools suffered. "On the positive side, it was such a big 

task that encompassed everybody, that we had to get all of 

education involved very early because it would have ramifi

cations in all parts. So it did improve communications 

across different functions of education: both school to 

school, and between the schools and sites" (Bruce, 1990). 

The Course, Educational Processes, and Outcomes 

Once the mission was given to education, the educa

tion course developers worked with the "course owners" who 

represented the Chairman. The course owners reviewed con

tent and reflected the Chairman's attitude concerning what 

should (and should not be) in the course. 

The course was delivered according to schedule. 
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The "show" was a two-and-one-half day course that 

ran ten times between April 30, 1989 and July 21, 1989 at 

the Management Development center in Armonk, New York. The 

"students" were selected executives and managers who were 

perceived to be key to the success of the new strategic 

effort. 

Difficulty in course development may be judged in a 

variety of ways. The following elements represent the 

complexity of the course from the perspectives of the course 

developers. 

Course Content. The content was new, volatile and 

subj ect to change. .Course design required frequent high

level review. Presentation materials were changed daily 

during course development and were still being changed 

through the fourth class session. 

Participant handouts. Each participant received a 

250 page, three-ring binder containing course materials. As 

the material shifted, the books were changed. In many 

instances, the changes were made manually. 

Course structure and flow. The course consisted of 

30 separate events. There were 13 executive topics, each 

ranging from 45-minutes to one-hour-and-fifteen-minutes, 

covered in a two-and-one-half day course. There were also 

four small-group breakout sessions; nine opportunities for 



class discussion and feedback sessions; and one video 

session. 
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Breakout sessions. The four breakout sessions 

ranged from one to two hours in length, and allowed small

group interaction. A minimum of 11 "facilitators" were 

needed during each small-group session to accommodate a 

total of 120 participants. The facilitators scheduled for 

each class were drawn from the United states educational 

community. specific procedures for each breakout session 

were changing, until "stabilization" occurred in class five. 

A different set of facilitators was used for each class. 

Media. All presenters used the Advanced Technology 

Classroom. (TH) This classroom contains a personal computer 

for each participant, and learning takes place through a 

computer-interactive approach. Course presentation material 

was specifically programmed for use in this system which is 

controlled by the presenter using an IBM personal computer 

linked to all the computers in the classroom. Other visual 

aids were used to aid the learning process. 

Topic owners. The "topic owners" were, in most 

cases, the presenters and the developers of the course 

modules. They were also the course content "subject matter 

experts." These topic owners were IBM executives ranging 

from directors to senior vice presidents of the IBM US 

organization. They, for the most part, were not accustomed 
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to being told how to structure their presentations; they had 

never worked with the technology; they were not accustomed 

to working in a strictly timed schedule (they were not often 

"given the hook"); and they were accustomed to speedy 

turn-around in materials generation. 

Audience. The audience was composed of executives 

from each of the seven lines of business who were selected 

to attend by the LOB Vice Presidents. These managers, in 

general, do not spend large amounts of time in class (many 

have not been in a formal IBM class for the last 10-15 

years); they are highly vocal and critical if the program or 

course is perceived to be a waste of time; they are very 

busy people with difficult calendars to manage; and they 

have extremely high expectations. 

Administration. Pre-reading assignments were sent 

to all attendees prior to their course participation. 

Attendees were scheduled ahead of time for the entire "run 

of the play." The agenda was set and speakers were 

scheduled. The inevitable attendee cancellations and 

switches in speakers was higher than normal due to the 

responsibilities of the attendees and the level and number 

of speakers. The administration and scheduling became a 

daily challenge to the course developers and their staffs. 

Up until late March, not everyone was in agreement that 

a course was the right way to go. One member of the Manage-



103 

ment committee (MC) thought education should not do the 

course: that management should just tell people to go do it 

(market-driven). However, there were supporters of the need 

for a course within the MC. To allay any doubts, a sup

porter in the MC recommended to the course developers that a 

pilot test be presented to "the twenty or thirty 

hardest-nosed people in IBM who have no concern for their 

future careers, and who will tell what it's [the pilot 

course] really like." The supporter in the MC continued, 

"if you can get this material by them, then you ought to go 

ahead and teach it to the rest of the world." The education 

management team agreed to prevent the reluctant member from 

raising his objection to the Chairman. This dress rehearsal 

for the MOl course, which came to be known as the "cynics 

Class," was presented on March 27, 1989 to approximately 30 

attendees from the specified audience. The class had mixed 

reviews and resulted in massive overhaul and change. 

Ultimately, it was "thumbs up" for the revised course to be 

presented to the executives of the IBM US company. 

The outcomes of the revised course, from the point of 

view of the course owners, were reflected in the course 

objectives: (a) adopt market-driven direction and accept 

four principles: (b) accept market-driven = quality = 
excellence; (c) recognize IBM's and individual's position on 

continuum: (d) understand relevant new/key business 



processes and players~ and (e) construct a personal 

market-driven action plan. 
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The course developer's expectations regarding out

comes were on three levels: content knowledge, action on 

the job, and feelings at the end of class. These expected 

out.comes included: 

1. Content knowledge. Understanding of (a) main 

points, (b) the principles, (c) the high leverage business 

processes, (d) the role of marketing, and (e) what the 

participants should do upon return to their jobs. 

2. Action Qll the job: to execute their course 

participant action plans. 

3. Feelings at the end of class: feel good and 

confident about the company's direction. 

The course was conducted the required number of 

times during July and received very good reviews (see 

Chapter 3, Immediate Participant Reactions to the Course). 

Two make-up sessions were scheduled in October and November 

for individuals who were unable to attend one of the ten 

regular sessions. Attendance in these final two sessions 

was mandated and directed by the Senior Vice President of 

the IBM US company. 
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The key alayers and their roles 

Bringing this project in on schedule with a high 

quality level required "a cast of thousands." There was 

probably not a single person in the entire IBM US education 

community, by July 1989, who had not heard of, or in some 

way supported, the MOI effort. This study will not address 

all of the players and roles required of a project of this 

magnitude. It will, however, describe the following: 

1. Course owners. The five individuals who were 

given the responsibility for· implementation of the market

driven strategy mandated by the Chairman of IBM. 

2. Education course develoaers. The three i.ndivid

uals who had specific responsibility for the design, deve

lopment and delivery of the educational intervention. 

3. Course participants. A sample of thirteen 

individuals who attended the MOI class and who were selected 

at random from classes five .and six. These individuals were 

selected for interviews based on class and functional mem

bership. 

Course Owners 

The IBM corporate staff used to be bigger than most 

medium-sized US companies. Over 7,000 people worked at 

corporate headquarters. It was reduced to a. lean 1,800 

after the decentralization. "The reduction forced a healthy 
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cross functional approach to getting things done • . . team

work" (Sweeny, 1990). Out of the October, 1988 strategic 

Planning Conference, a four function corporate work group 

was formed. This group consisted of the corporate staff 

heads for communications, business strategy, quality, and 

organization. This group of four went to work on the strat

egy that was to be presented to the Corporate Management 

Board (CMB) in December, 1988. Together, they 

conceptualized and created the market-driven concept which 

included baseline thinking (the 1980 model) and the new 

model thinking of Kotler (1986) and Webster (1988). In 

addition, they orchestrated and brought the concepts to the 

chairman; collaborated on the Chairman's speech to the eMB; 

and presented the concepts to the CMB. The representative 

from communications dropped out of the group after the 

Senior Manager's Meeting, and representatives from US 

organization and education joined the team. Each one of the 

five saw themselves as members of "the varsitYi" a team that 

made joint decisions about the product. The members of "the 

varsity" had a clear concept of their roles: the corporate 

business strategy representative provided customer per

spective and market-driven content; the corporate organi

zation representative communicated the Chairman's views and 

provided the overall architecture of the course; the 

corporate quality representative integrated the quality 
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message with the customer message; the US organization 

representative integrated the new message with current 

organization reality and suggested replacement processes 

where necessary; and the US education representative trans

lated the course requirements into an educational 

intervention. 

Education Course Developers 

The Armonk village, in December 1988, reflected the 

answered promise of another long, cold westchester winter. 

The Canada geese were still on the lawn out in front of 

headquarters" but most of the IBM Westchester employees had 

taken flight for the holiday season. In Thornwood, the 

Assistant General Manager for united states Education had 

relayed the results of the Chairman's request to two of his 

Directors. The two Directors had quickly changed vacation 

plans and were busily pouring over education guidelines 

trying to write instructional objectives and begin the high 

level design document that would lead to the MDI course. 

"So the need for it (the course], we had heard for a while. 

The more specific nature and the fact that it was going to 

support market-driven was officially kind of kicked-off the 

week before Christmas" (Bruce, 1990). 

The course was developed between December and March 

1989. In December, education executives sat down with the 



108 

Systems Approach to Education 'guidelines (SATE), written in 

1986, and began to write instructional objectives. "All the 

ISO people were on vacation, which was interesting because 

the education 'brass' were all sitting around trying to say 

things in terms that the learner would appreciate. We were 

committed to follow the SATE modules, to use the tools that 

were available and to showcase" (Bruce, 1990). 

The education "brass" were all successful business

men and executive-level managers. They had among them many 

cumulative years of IBM experience; however, they were not 

educators or trainers. Their formal roles were as producers 

and directors, and in the ensuing months, these executives 

also acted as course developers, technical writers, instruc

tional systems support and trainers. They were baptized in 

the "blood, sweat and tears" that every corporate educator 

knows to be a part of "putting on the show." 

Participants 

The participants were LOB executives and key 

managers who were selected to attend the course based on 

their job responsibilities. These individuals were selected 

by the course owners because of their perceived importance 

to the success of the new strategy. In general, these ex

perienced managers have certain things in common. 
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1. Numerous job changes. They have frequently 

changed jobs, which also may have necessitated frequent 

geographical location changes. Thus, the old saw that IBM 

means "I've Been Moved." 

2. Powerful performance in their ~ of expertise. 

They achieved their positions through a level of dedication 

to the job that gives rise to a certain arrogance and high 

expectation of others. 

3. Ask penetrating questions. They review numerous 

presentations daily. Their success has been due to their 

ability to assimilate and challenge data quickly. This 

focus may lead to over-reliance on quantitative analysis. 

4. Make quick decisions. Generally, when they 

review the work of others, they are expected to take some 

sort of action. They make decisions knowing that their 

decisions will be implemented by others. This expectation 

may lead to difficulty in delegation. 

5. Possess strong opinions and beliefs. They have 

been "raised" in a contention system that rewards strong 

vocal defense of opinions. This may lead to the inability 

to listen to the opinions of others, thereby inhibiting 

teamwork. 

6. Possess ~ 20 years of service. IBM's prac

tice of full employment and promotion from within leads to 

executives who have been with the company for long periods 
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of time and who may never have had a significant job 

experience with another employer. Generally, executives are 

over 40 years old. 

7. Experienced in ~ than Qng functional ~ of 

the business. Generally, executives have been "raised" and 

"mentored" in a specific functional area of the business. 

For broadening and development purposes, they almost always 

ha:ve had at least one other functional assignment during 

their careers. 

Review from the Perspective of the Key Players 

The course o~mers, education course developers, and 

participants were interviewed using a structured interview 

protocol. The intervie~ format is described in Chapter 

Three, Methodology, and the protocol may be found in Appen

dix D. All interviews were tape recorded, and transcripts 

were made of each recording session. This section provides 

a serial evaluation of the MDI course from the perspectives 

of the interviewees. Sequential-and collective evaluation, 

across all data, will be presented in Chapter Five. 

Antecedents 

Research Question #1: What antecedents were con

sidered when developing the transformational change program 

for the educational intervention? 
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Course owners 

"Although these were not new words (market-driven), 

the gap between our behavior and these concepts was much 

bigger than people thought" (Vehslage, 1990). 

The owners felt that the "customer" for this course 

was IBM, the Chairman and the Senior Management team. They 

accepted that the market-driven strategy was a 

well-researched concept and that it was the right thing to 

do for the company. This group was very aware that the 

concepts were different from "business as usual." It was 

expected that people would see the approach as radical, if 

they followed it. Prior to the course, Kotl~r (1986) and 

Webster (1988), experts in the field of market-driven, had 

told the chairman it would take 5-6 years for the change to 

take place. The people that needed to change were a 

difficult set of minds to change. The course owners 

anticipated a number of barriers. They believed they were 

fighting a combination of arrogance and skepticism. "There 

was a lack of acceptance of the basic premise 

(market-driven) by the senior management and the inability 

to get the right people to the class" (Talbot, 1990). 

Assumptions regarding the audience's perception of 

market-driven were quite varied. The course owners felt 

that they had picked a good cross section of people. While 

some of the right ~eople were in the audience, however, the 
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failure to segment the class along work group lines was seen 

as a major weakness and was mentioned by all of the course 

owners. In addition, the generic message was lost on 

specific functions. "We knew that the different factions 

(functional areas) would be there, and we tried to appeal to 

them, but we underestimated the different thinking of the 

different factions" (Talbot, 1990). Little formal analysis 

of this innovation or this audience was done prior to the 

construction of the course. 

To course owners, the audience seemed to accept the 

concept that the company was in trouble and that management 

needed to change. However, the audience did not see that 

market-driven would help them do their jobs better. Almost 

everyone in the audience appeared to demonstrate an attitude 

that "it's not me--it's someone else." The failure to 

segment the class led to a lack of " • organizational 

action plans. They [action plans] never became more than a 

personal plan" (Vehslage, 1990). 

Education course developers 

"Senior management was looking for results in trans

formation, the attendees were looking for lots of different 

things, only some of which was [sic] results" (Bruce, 1990). 

The course developers viewed the education customer 

as a "troika" consisting of the Chairman, executive spon-
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sors, and the course participants. They viewed this course 

as no different than any other course, in that respect. 

Given this troika, they knew that the customers were looking 

for different things in terms of what would satisfy them. 

As a result, the original intent of the course, from the 

senior management customer's perspective, was to create a 

sense of awareness among the top people who could make a 

difference. The learners walked in and out with a sense of 

"tell me how." "From that perspective, the Chairman's 

objectives were achieved to a greater extent than the 

learner's objectives" (Markus, 1990). 

The course developers looked at the prospective 

audience and assumed that many of them would think they 

already knew what market-driven was, even when their under

standings were quite modest or inaccurate. So they were 

trying to overcome what was perceived as smugness and skep

ticism, and the course was designed with these things in 

mind. They had done a test in the Senior Manager's Meeting 

in. January, asking what the obstacles were and what subj ects 

should be taught. The perceptions of this test group of 

Senior Managers was very valuable and, in large measure, 

very consistent with what was discovered all the way through 

the class. 

In terms of the innovation, the course developers 

expected the major problem to be the underestimation, by the 
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participants, of the magnitude of this change. "It turned 

out to be a popular term to believe in and talk about which 

was easier than to actually do it" (Markus, 1990). The 

biggest barriers antecedent to the course were the attitudes 

of "there's nothing wrong, or what's wrong isn't me." 

Although there was support from the Chairman and senior 

management, executive support was somewhat inconsistent. 

This was congruent with the owners' general perception that 

"the Chairman knows the problem, the people in the trenches 

know the problem, but the vast group in the middle are out 

of touch" (Talbot, 1990). 

These factors had tremendous implications for course 

development. It required commitment from the executive 

topic owners to devote the time necessary to participate in 

the development and delivery of the topic. "In that sense, 

senior management intervened. After that, there were few 

problems with getting attention and time on their [topic 

owner's] calendars" (Bruce, 1990). 

Participants 

The participants, for the most part, indicated that 

they were already substantially market-driven prior to 

attending the MDI course. Therefore, they saw the proposed 

innovation as merely a refinement or a "structuring" of what 

they were already doing, rather than as a radical change. 
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Indeed, the innovation did not seem to be a radical change 

to them; it would require, at most, minor changes in work 

group rules and work procedures. The participants expected 

that they generally had the organizational support to see 

that these changes would occur. In this sense, to speak of 

a transformation was overstating the case from their per

spective. Also, ehey did not see the innovation as being 

particularly complex. The main problem was getting other 

functions with which they had to work to "see the light" and 

become more market-driven. The "pockets of resistance" 

needed to be turned inside out. Given that the participants 

interpreted themselves as reasonably market-driven prior to 

the course, they expected that the innovation could be tried 

and observed in numerous places within IBM, especially their 

own organizations. Thus, the participants arrived believing 

that they were individually market-driven. The problem, 

they felt, was that other functions within IBM were not. 

There was unanimity among the participants inter

viewed that they were aware of the market-driven approach 

prior to the course, and they felt they were already 

market-driven. They saw in the MDI a sUbstantiation of the 

principles they had already been pushing over the years. 

Therefore, they saw no complexity or compatibility problems 

with the innovation; since they saw no problem, they saw 

little need for change. 
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The other problem with implementing the market

driven direction that the participants expressed is that it 

needed credibility. They indicated that the top level 

executives needed to get out in front and lead the organiza

tion to becoming even more market-driven. Given these per

ceptions, the participants came to the course with few 

expectations. They were curious, though, about what the top 

executives would have to say and how market-driven approach

es were being implemented in the various functions of the 

business. 

Finally, they all'perceived that they were chosen to 

attend the course because of their level, not because their 

responsibilities were important to the success of the new 

strategic effort. 

outcomes 

Research Question #2: How did the change-related 

outcomes achieved by the educational intervention compare to 

the goals and objectives of the course and course 

developers? 

Course Owners 

During and after the course, the owners had very 

strong opinions about what had occurred with the 

participants. They viewed the reaction and outcome as 

mixed: "Twenty to thirty percent of the attendees were 



117 

anxious, delighted, willing, excited, enthused and glad we 

were doing something about something that had been bothering 

them, and they were anxious to get on with the change. The 

other 70% were skeptical, annoyed that they were there, and 

didn't see the relevance. They felt that the problem was 

the other guy's. The people who didn't show up were too 

busy doing things the wrong way to corne and learn about a 

new way to do things" (Sweeny, 1990). 

The owners expected the participants to realize that 

there is a set of tools that must be used if the company is 

to remain "world class." The owners who had topic respon

sibility made the assumption that if one says something 

clearly, people will understand. They overestimated the 

amount that people can "get" in one hour (Talbot, 1990). 

There was an expectation that the audience would be 

"motivated" to take the required steps to become 

market-driven. 

Course developers 

The course developers expected the participants to 

understand the principles, the main points, and what high

leverage business processes were. They expected that 

participants would understand and appreciate the role of 

marketing with a capital "M." They wanted the attendees to 

figure out an action plan and implement it on the job. This 
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last element particularly represented a disappointment for 

the developers. They acknowledged that the transition from 

learning principles and general views to producing specific 

actions was made too quickly for the participants. In 

addition, they concluded that lack of executive follow-up 

diluted the effect of the action plan activity. The deve

lopers expected the participants to feel good and confident 

about the course and the direction. They felt that the 

participants felt better, but did not feel confident. 

Participants 

The main outcomes from MDI from the participants' 

perspective involved organizational knowledge and 

attitudinal areas. The participants stated that the primary 

knowledge outcome was that there was now a "seriousness of 

purpose at the top of the business in becoming 

market-driven." They also learned what was happening com

panywide in regard to becoming more market-driven. In terms 

of attitudinal outcomes, the participants felt more 

committed to market-driven concepts and more inspired to 

market IBM as a company. They found it encouraging to see 

that "the executive team is finally buying in; that I work 

for a viable company." The participants indicated that they 

learned little or no new knowledge or skills that would 

specifically help them to implement the market-driven direc-
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tion, however. This result was bothersome to about one-half 

of the participants. Most of the participants completed an 

action plan while at MOl. In most cases, the action plan 

addressed training their staff or at least briefing them on 

the market-driven direction. A few participants included, 

as action plan activities, reaching out to other functions 

or changing some of their organizational roles, responsibil-

ities and procedures. A few of the participants subsequent-

ly indicated that they had indeed done some things differ

ently back on the job as a result of the class. For the 

most part, the participants had not tried any new techniques 

to be more market-driven. 

Education as g Change Agent 

Research Question #3: How did the education unit 

serve as a change agent in the initial implementation of the 

transformation process? 

Course owners 

The course owners knew that knowledge transfer was a 

critical first step in the market-driven direction. "The 

top of the business decided that it was not just a communi

cation program; it was a much deepetlissue. It needed to 

be taken to the depth that can only be provided by educa

tion" (Vehslage, 1990). The message needed to be communi

cated as rapidly as possible to 200,000 employees. The need 
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to select an infrastructure capable of delivering the 

message rapidly, with quality, led to the use of the educa

tional function as a delivery vehicle. The US educational 

unit was chosen because of executives' confidence in. its 

size, scope, adaptability, and closeness to the line; more 

importantly, there was a personal trust and confidence in 

the educational management team (Sweeny, 1990). The owners 

wanted a course that the senior executives could be proud 

of, and it needed to be done in a very short time frame. 

The educational organization had the potential to be a 

vehicle for accelerating change. The owners resolved that 

IBM needed to take advantage of that. 

"We had the opportunity to take education from being 

the miscellaneous support organization, off to the side of 

the mainstream, offering a very rich curriculum of 

miscellaneous classes • • . and move them into the proactive 

mainstream, driving the main change of the corporation" 

(Sweeny, 1990). 

To some extent, education got out ahead of the 

management team and assisted in forming the message and the 

content, before management knew exactly what the content 

was. "Education was a way of holding up a mirror in front 

of the management team and saying here's how your basic 
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processes are working, and then comparing that image against 

the way a market-driven company ought to behave" (Vehslage). 

Education course developers 

The educational unit, in the minds of the course 

developers, was selected to present MDI because the project 

was too big for any other delivery vehicle. The educational 

unit had also developed a positive reputation, and the 

senior management team had confidence in education manage

ment as a group. 

There was no question in the minds of the developers 

that the credibility of the educational unit turned out to 

be justified and indeed, was improved as a result of the MDI 

course. There was also an additional thing learned by the 

top management of the company as a result of this project. 

"The company learned that you can't just delegate it [a 

program] to the education department and expect it to 

happen. So while the role of the education department was 

clarified, improved and expanded, it put in better per

spective and balance what the company could expect from us 

and what they couldn't" (Bruce, 1990). 

The course developers, who had not previously been 

involved in the "nuts and bolts" of education, got a greater 

appreciation for what it took to present a course. In the 

end, it changed their perception regarding the process 
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necessary for developing courses and programs. There was a 

great deal of pride and satisfaction expressed by the 

developers. "Just the act of being able to do it; do it in 

a very short period of time; do it to those kinds of folks 

who attended; do it in the environment it was done in • . • 

and be successful" (Markus, 1990). 

Participants 

Most participants did not view education as a change 

agent or believe that education should be a change agent. 

They ascribed to education the limited role of disseminating 

information, reserving to deeply committed executives and 

line managers the change agent role. This group felt that 

education did what it usually does • delivered the 

message. However, some participants saw the educational 

unit as the ideal means for disseminating information to 

facilitate change and were willing to grant education the 

responsibility to do so. Overall, the participants' view of 

education did not really change as a result of the course: 

"This is the type of thing education should be doing and 

they did it ... However, there was some disappointment ex

pressed that there was no follow-up for this course. Par

ticipants were waiting for more specific training on how to 

be market-driven, especially in a cross-functional environ

ment. They also were expecting follow-up on their action 
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plans. These participants believed that these shortcomings 

were detrimental to education's role as a change agent. 

They were not aware of education's role in working with 

their executives to clarify and package the message. 

Program Process 

Research Question #4 How effective was the educa

tional process itself? 

Course owners 

"We, by the way, didn't follow up and didn't cause 

the executives to get on the bandwagon, and in the process, 

lost six months. We spent a lot of time on the course and 

not a lot of time on the deployment of the idea" (Vehslage, 

1990). 

Some parts of the course were more effective than 

others, in the perception of the owners. They felt that the 

course strengths included getting the message out and 

providing an opportunity for the participants to hear cross

functional messages from their executives. In addition, all 

felt comfortable with the organization, orchestration, 

quality of the education staff, media, technology and 

facilities. 

They were in agreement on what they perceived as 

process weaknesses. These weaknesses included the breakout 

sessions and two of the modules that had poor content. The 
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owners also felt that writing the course before the proces

ses and procedures of market-driven were solidified was 

probably a mistake. For at least one owner, the educational 

unit's insistence on a course owner tended to be unwieldy, 

and the difficulty of the technology "drove them wild." The 

inability to make changes as necessary in presentation 

materials, and the lags in turnaround were close to intoler

able. 

The major flaws in the course had less to do with 

education and more to do with noneducation decisions 

affecting the outcomes of the course. They were: lack of 

attendance by the work group, lack of executive management 

follow-up (action plan follow-up), and lack of mandatory 

senior executive attendance. 

Education course developers. 

The strengths of the course, from the developers' 

perspectives, included technology, packaging, module design 

and interactivity. Weaknesses were exhibited in some of the 

content. Some of the topics were very weak. In addition, 

the enrollment process was delegated to the wrong people. 

As a result, some of the wrong people attended the early 

classes. This led to a lack of executive management 

follow-up on the action plans. The grouping of attendees 

was another area where developers were overruled by the 



125 

course owners. Developers felt that attendance should be 

cross-functional. In the end, the senior management team 

decided not to group attendees by LOB membership. This was 

perceived to be a weakness by the owners and developers. 

The breakout session activity was also perceived to be very 

weak. 

The developers felt that the participants liked the 

global perspective of the course and an opportunity to see 

the whole panorama of the company. They felt that the 

vision and direction had appeal, and they liked the techno

logy. They had accurate perceptions about what the 

attendees, did not like. They knew that they absolutely 

disliked modules that did not have good content, and they 

also disliked the breakout sessions. 

Overall, education paid a high price in their 

estimation. Ttlere was concentration on doing the job well 

which ended up making it difficult to support. As stock

holders and employees, "they concluded that the MDI course 

was important, successful and as good as it could have been. 

There was a great deal of satisfaction that came from the 

teamwork and hard work involved, with little "broken glass" 

in the process. 
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Participants 

The participants obviously liked the commitment that 

top executives demonstrated by their willingness to be 

presenters at the course. They also felt that the cross

functional design of the course was very appropriate, 

although some presentations were not as targeted as others. 

In regard to positive comments, the capabiiities of the ad

vanced technology classroom were the "icing on the cake." 

The most common negative reaction was to the breakout 

groups. Some participants characterized them as too long, 

others did not like the cross-functional composition of the 

groups (although some liked the "breath of fresh air" pro

vided by participants from outside their functional area). 

The breakout sessions conducted outsdde of the Decision 

Support center seemed to be often contentious, which inter

fered with completing the work, limited sharing of ideas, 

and lost good ideas when they were generated (most partic

ipants indicated they did not receive a hard copy of the 

group results). In regard to the presentations, some 

participants indicated that there was too much information 

presented in too short a period of time; it was too much of 

a "listening session" rather than a skills- based "doing 

session," and there was a lack of additional perspectives 

that could have been provided by outside speakers. 
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Effectiveness of the Intervention 

Research Question #5: How effective was the educational 

program in achieving participant adoption of the innovation? 

Course owners/Course Developers 

"We got about 15% of the way. At least got the 

subject on the table, the model on the table. We got the 

established notion that there is a continuum, and that being 

on a continuum isn't bad, it's ok. Having a gap is ok and 

we can work on it . . . it is not a personal defect" 

(Vehslage, 1990). 

The course owners estimated that adoption was frag

mented at best. Some people were looking for corporate 

direction. All of the requested downsizing produced a 

common question, "What's being built up? They [partici

pants] realized that it wasn't real crisp as a vision, but 

to those who were receptive, they were beginning to see what 

the business strategy was going to be" (Sweeny, 1990). The 

course engendered a "fairly consistent notion of the idea 

that a market-driven company is different than the IBM 

company; and a fairly consistent notion that we need to 

change" (Talbot, 1990). The participants could recite the 

principles. Many became convinced that this is the right 

direction; however, "much done, more to do." 
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participants 

The MDI class appeared to be successful for the par

ticipants in terms of giving them a basic understanding, 

from a company perspective, of what market-driven is and how 

it is being implemented across the business. A common 

"wavelength" and vocabulary was established. There was 

little new job-specific knowledge or skills, however, to 

implement market-driven on the job. The course also 

increased the commitment of the participants to push the 

market-driven direction in the company. They were inspired 

by the executive commitment demonstrated at MDI. For the 

most part, the participants expressed their commitment to 

contribute to making IBM more market-driven. The partici

pants wrote their action plans and implemented them, 

although most of the plans addressed staff training rather 

than specific market-driven changes. Therefore, it can be 

said that the course had minimal impact on achieving new 

market-driven operations. Those who believed they were 

already doing it were merely continuing current processes, 

perhaps with more emphasis. There were no strong and drama

tic on-the-job changes. The participants expressed dismay 

at the absence of course follow-up. There was little, if 

any, confirmatory activity regarding completing one's actio'n 

plan activities, and the necessary job-specific knowledge 

and skill training did not seem to be forthcoming. 
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The following pages summarize the serial review of 

the five research questions from the perspective of the 

interviewees. 

Summary 

The owners conducted no formal analysis of the 

audience or of the innovation. Audience selection was based 

upon key jobs, and the innovation was seen as complex and 

difficult to implement. The developers also conducted no 

formal analysis. Invitations were sent to key job holders; 

however, sUbstitutions were accepted in order to fill seat 

vacancies. The developers saw the innovation as complex and 

felt that the audience would have difficulty with the 

concepts. The participants perceived that they were 

selected to attend based upon their managemen·t level. They 

felt that they understood the market~driven concepts pres

ented in class and that they were already basically market 

driven. Therefore they saw no need to change. Limited 

executive commitment was seen as the major barrier. 

The owners wanted the participants to receive know

ledge of market-driven strategy, to be motivated and to take 

action. The developers wanted the participants to under

stand the principles, feel confident, and to write and 

execute plans. The participants said they received cross

functional knowledge, but no new skills or knowledge that 
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they, as individuals, could use. They stated that they had 

tried no new market-driven techniques, because they believed 

that they were already market-driven. They were reliwed 

that the executives were finally "buying-in." 

Prior to the course, the owners did not view educ

ation as a change agent. They saw MDl as a watershed course 

because the educational unit had assisted in formulating the 

message. They saw educatio~as having moved into the busi

ness mainstream. Owners selected education to introduce 

critical changes into the fabric of the business and to 

change the culture. The developers, part of the education 

unit, viewed themselves as change-agents. They felt that 

MDl had clarified education's role and balanced executive 

expectations. Developers interpreted education as having 

been selected because of the size of the task. Most 

participants, on the contrary, did not view education as a 

change agent. Participants expected that line management 

was the real change agent, and that education merely 

delivered the message. They were not aware of the education 

unit's role in working with executives to clarify the 

message. Participants felt that shortcomings in MDl were 

detrimental to the educational function because there was no 

a·ction plan follow-up and no "how to" skills training. 

The course owners saw the strengths as: getting the 

message out; having the opportunity to hear cross-function 
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executive messages; the qualify of staff, media and 

facilities; the organization and the orchestration of the 

two days; and the technology. They described the weaknesses 

as: the lack of mandatory senior executive attendance and 

action plan follow up; the lack of work group attendance; 

the poor content in some modules and the breakout sessions. 

Further, since the course was written while the content was 

still volatile, it contributed the feeling of disjointedness 

and lack of crispness in the teaching material. The course 

developers felt that the course conveyed a panorama of the 

company. They believed that the focus on the topics selec

ted for presentation forced change. They were pleased with 

the technology, packaging, module design and interactivity. 

Developers felt that some of the presentations were weak, 

and they were frustrated with the quality of the breakout 

sessions. substitutions in the enrollment process (attendee 

selection), heterogeneous workgroup attendance, and the lack 

of senior executive action plan follow-up also were per

ceived to be weaknesses. Participants' reaction to the 

senior executive presentations, cross-functional attendance 

and the use of technology was positive. As a group, they 

felt they experienced too much information too quickly, 

leading to too much listening rather than doing. They 

described the breakout sessions, the lack of skills training 
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(how-to), and the lack of-outside speakers' perspectives-as 

weaknesses. 

The owners and developers believed that although the 

participants understood market-driven concepts, adoption of 

the concepts was fragmented at best. On the positive side, 

they felt that the subject and model had been put "on the 

table"~ the notion of a continuum had been established; and 

the new business strategy had been introduced. The 

participants also felt the course provided a basic under

standing of MDl and a common vocabulary. They were inspired 

by the executive presenters. The researcher, on the other 

hand, found that there was a minimal impact on implementa

tion (no strong job changes) as a result of course atten

dance. The lack of follow-up and confirmation activities 

was perceived by the participants as a programmatic 

weakness. 
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CHAPTER FIVE 

CONCLUSIONS, OBSERVATIONS, AND IMPLICATIONS 

The purpose of ~his study was to conduct a complex 

program evaluation of the Market-Driven Implementation 

(MDI)course developed by IBM's educational unit. This 

evaluation included analysis of the (a) program 

antecedents, (b) cours.e outcomes versus the owners' and 

developers' expectations, (c) education as a change 

agent,(d) program process and structure, (e) effectiveness 

of the educational intervention on the course participants. 

The primary research question for the study was: 

How did an educational unit of a large multinational 

organization support the initial implementation of organi

zational transformation? The following questions further 

delineate the scope and direction of the study: 

(a) What antecedents were considered when developing the 

transformational change program for the educational inter

vention? (b) How did the change-related outcomes achieved 

by the educational intervention compare to the goals and 

objectives of the course and course developers? (c) How did 

the educational unit serve as a change agent in the initial 

implementation of the transformation process? (d) How 

effective was the educational process itself? (e) How effec-



tive was the educational program in achieving participant 

adoption of the innovation? 
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This chapter will provide a serial and sequential 

evaluation. In summary, it will collectively address these 

five research questions. 

serial Evaluation 

Antecedent 

There are three variables, according to Rogers 

(1983), that are antecedent to the change effort: the 

innovation (market-driven strategy), the social system (IBM 

culture), and the receivers (participants). It appears, 

from the analysis of the data, that there was a subtle 

disconnection, across all three variables, due to a lack of 

formal innovation and'audience analysis prior to the 

educational intervention. 

The innovation was interpreted by the owners and 

developers as offering high ~elative advantage to the poten

tial users. It was considered to be a complex idea, and it 

seemed to be highly compatible with the culture of the 

company. There were few opportunities, however, for the 

participants to observe the innovation or to try it out (low 

trialability), and it was an innovation that was low in 

terms of its observability ("mind share" and "heart share"). 

In Rogers' (1983) terms, because of these characteristics, 
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this innovation would be more difficult and time consuming 

to adopt. 

The social system (culture) of IBM has promoted 

service to the customer as one of its basic beliefs, as 

mentioned in Chapter Four. The participants, after listen

ing to the vocabulary, decided that the concepts of "market

driven" and "the customer as the final arbiter" were the 

same concepts as the corporation's long-standing basic 

beliefs. They then made the step to the belief that they 

knew the concepts and that the concepts were not too complex 

to understand or to implement. This belief led the 

participants to conclude that they were ,already market

driven: therefore, they needed to do nothing to change. The 

very closeness of the company's existing culture to the new 

idea interfered with its attempts to promote rapid change. 

The receivers (audience) were selected to attend the 

course based on the perceived importance of their jobs to 

the success of the strategy. However, the participants 

perceived they were selected because of their job level, or 

their position of power. Indeed, both job and position are 

important ir.t gaining acceptance of new ideas and disseminat

ing those ideas throughout an organization. Even though 

these elements were both represented in the MDI audience, 

the selection basis arguably was flawed. For instance, the 

course owners and developers were individuals who deal with 
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change, turbulence, and the introduction of new ideas. 

These are Kanter's (1983) "change Masters." The 

programmatic implementers (middle managers and executives) 

who attended the course were not change-makers, they were 

maintainers. These are the people who keep the ship on a 

direct, steady course and who provide daily. balance. The 

owners and developers overestimated the ability of the 

attendees to "grab the new idea and run with it." This was 

not so much due to content complexity, as to the nature of 

the participants' roles in the organization. An attempt to 

include in the audience "opinion leaders" and individuals 

who are "early adopters," regardle~s of formal position and 

authority, might have been useful in speeding the process of 

dissemination and adoption. 

Attendance at the course was directed by notions of 

cross-functional representation. The owners and developers 

were thwarted in their efforts to design attendance by 

organizational wor]cgroups. They felt that this decision 

contributed to the lack of follow-up on action plans and the 

fragmented nature of the dissemination process. On the 

other hand, the participants liked the cross-functional 

nature of the audience because they received knowledge about 

other areas of the business. Both approaches are probably 

necessary for effective implementation. The initial class 

gave a "broad brush" view of the new strategy. A follow-up 
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course composed of groups working on combined action plans 

might have remedied the problem. 

The attendees spent four hours during the course 

identifying barriers and actions required in order to become 

market-driven. The participants were asked again, in a 

written questionnaire, to identify obstacles to becoming 

market·-driven. It is not clear that anything has been done 

with this information. Information gathered during the 

breakout sessions could have been discussed during the 

plenary session, or a summary sent to participants after the 

course. This lack of emphasis on th~ small-group 

discussions probably led participants to the conclusion that 

information presented in these discussions was a waste of 

time. 

Outcomes 

The owners and developers wanted the participants to 

achieve understanding and awareness of the innovation, and 

they also wanted them to take action. The participants 

acknowledged that they received knowledge (indeed the know

ledge acquisition tests showed that they received the know

ledge). However, the interviews revealed that the partici

pants selected for interviews had subsequently taken few new 

actions that were a result of the course. This is probably 

due to the disconnection problem mentioned earlier. In 



addition, it may also be a reflection of the steps in the 

process of change mentioned in the literature. 
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The first step of "unfreezing" (Lewin, 1961), or 

"awareness" (Rogers, 1983) should have been the expected and 

intended outcome of the MDI class. It was, perhaps, too 

ambitious to expect the adoption stage to occur after a two

day course. A more motivational or affective orientation to 

the course might have assisted the participants in pro

gressing to what Rogers' (1983) terms the "persuasion 

stage." 

Change Agent 

The owners and developers saw MDI as a watershed 

event in the US educational unit's brief history. The 

course was seen by these individuals as the beginning of an 

internal change agent role for the educational unit. This 

shift in roles was resisted by the participants, who simply 

saw "education doing its thing • delivery of the 

message." In fact, the participants, when asked, rejected 

the idea of anyone other than line management being a change 

agent. 

Several references were made to education as a 

"catalyst." The Assistant General Manager of Education 

reflected, "A catalyst, as I understand it, is something 

that is put in the process and it itself doesn't change; 
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however we [educational units] are changing and we are 

changing as rapidly as our customers" (Vehslage, 1990). It 

could be that as education was assisting with the paradigm 

shift it got caught in the shift. 

In order to implement this new role, there will have 

to be a shift in the educational unit's methods, processes 

and procedures. critical success factors include the need 

for higher level consultants and faculty to inTeract with 

the executives of the business; project managers who have a 

broader set of roles and more credibility than has been 

required in the past; the sense of urgency, flexibility and 

adaptability associated with a consultant's role; and the 

routine completion of more comprehensive audience and 

message analyses. 

Perhaps the most important task of a change agent is 

to provide help, service and support throughout the change 

process. If the educational unit is to be a change agent, 

an adoption plan must be created prior to the intervention. 

This plan should include required follow-up activities, 

"how-to" training, support during trial, functional 

examples, and workgroup segmentation. The resources 

necessary to implement this role should be a part of the 

adoption plan from the awareness stage through integration. 
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Educational Process 

The educational unit did what it was given the 

responsibility to do. It effectively delivered a high 

quality course. The perception of the course owners and 

participants [the customers] was positive for the most part. 

The disconnections were not in the traditional educational 

process, but in the educators' new role and understanding of 

the responsibilities involved in that new role. The primary 

criticisms of the course were ineffective breakout sessions, 

lack of follow-up on action plans, and lack of skills train

ing. 

Adoption 

The owners and developers were in agreement with 

regard to adoption of the new strategy. There was a sense 

of frustration, worry, and alarm at the perceived lack of 

progress. In all, the progress made thus far would tend to 

support the steps and stages referenced in the literature 

(see Chapter Two, Processes of change). IBM employees 

generally, and IBM executives specifically, are an impatient 

group. Although the experts indicated that it would take 

eight to ten years to make a change of this magnitude, the 

company is dedicated to doing it in five years. This need 

for speed is admirable and has been, in large part, respon

sible for the company's success. However, this lack of 
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patience may tend to lead to an excessively fluid process 

and the inability to stay with any strategy for more than a 

short period of time. In fact, one executive summed up this 

predesposition by saying, "When it comes to strategies, we 

[IBM] have the attention span of a two-year-old (Goldberg, 

1990)." It will take a great deal of courage, patience, 

knowledge of human behavior, and an unwavering focus by the 

company's leadership to persevere through the strategic 

period. Adoption plans have often failed because they were 

never implemented. 

Sequential Evaluation 

Previous Data 

The data gathered during the course, and the follow-

up after the conclusion of the course, centered around 

action plans and barriers to change. It is not clear that 

anything came of the information other than confirmation 

that adoption did not occur. No new follow-up activities 

were generated by the educational unit as a result of the 

information; no actions were taken to eliminate the barriers 

that were identified by the participants. 
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Owners 

The owners felt that two of the outcomes were 

achieved. They acknowledged that it may have been overly 

ambitious to expect action to be taken at the end of the 

course. The owners saw the course as an overall success; 

however, they expressed concern over the spotty and frag

mented results concerning adoption. They felt proud of 

their efforts and the teamwork that successfully completed a 

high-quality project on schedule. 

Developers 

The developers saw the course as successful; 

however, they understood the owners' concerns about the 

effectiveness of breakout sessions, action plan activities 

and follow-up. They saw their roles changing as a result of 

the co~se. Their role as change agent in the organization 

is a new one; therefore, they expressed a need to learn how 

to carr~ out the new role in an efficient manner. 

Participants 

The participants enjoyed the course, thought it was 

executed well and had little criticism. To them, it was 

just another course, with a few new twists. The high level, 

cross-functional speakers and the technology were perceived 

as strengths. They did not perceive the message as being 

"transformational" and, with few exceptions, they tried no 
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new market-driven methods as a result. They felt, 'for the 

most part, that they had received no critical information 

and no new skills. They were relieved that the executives 

of the company were finally "becoming market-driven." 

summary 

IBM education presented a course that represented 

the ~nitiation of change. It then looked inside itself for 

the answer to the question, "Did education support the 

initial implementation of transformation?" The answer is 

"Yes, but "All indications would lead one to believe 

that this course was the appropriate initiation of a long 

term process leading to transformation. Education not only 

supported the initial transformation, but the educational 

unit itself was altered by the very change it sought to 

promote. 

Although there was no formal audience or innovation 

analysis antecedent to the intervention, some relatively 

accurate informal assessments of the participants were made. 

Breakout sessions, keypad responses, use of technology, and 

interactivity were included in the course because of this 

informal audience analysis. The owners and developers knew 

that they needed to appeal to a difficult audience and to 

try to get them to see that this was not just another 

"program of the month." A more formal analysis may have led 
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to more functional examples, more motivational approaches to 

the material, and more opinion leadership representation in 

the audience. 

A comparison of the owners' and developers'expecta

tions with the actual outcomes of the course would show 

achievement of two out of three of the objectives. The 

owners and developers wanted the participants, as a result 

of the course, to have knowledge and awareness of the con

cepts; to be motivated and feel confident; and to take 

action. The first two objectives, from the perspectives of 

the participants, were achieved. The expectation that the 

audience would take action as a result of the course was 

probably overly ambitious. A more motivational approach may 

have led to persuasion of the participants to try the new 

concepts in their own jobs. 

The educational unit acted in a way that catapulted 

them into a new role. The developers helped senior manage

ment get the message transferred. They did not promote the 

new message as good or bad~ they only challenged the incon

sistencies and, in Vehslage's words, "held up a mirror to 

the management team." In this way, the educational unit 

began to act as a change agent; however, because the role 

was new, the follow-up and adoption planning required of a 

change agent was missing. 
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The effectiveness of the educational process may be 

viewed from three vantage points: the process itself, the 

content, and the results. In the perception of the 

educators and the participants, the process was effective. 

The media, technology, interactivity, and cross-function 

speakers were seen in a positive light. The content and 

course architecture were viewed as successful; however, the 

misunderstanding of the concepts of market-driven can be 

viewed as a flaw in the content. One of the primary out

comes of the course--action--was not achieved to the extent 

hoped by the owners and developers. Perhaps too much time 

was sent on process and content to the detriment of the 

intended outcome. More time with the participant, an adop

tion plan, and more attention to follow-up might have over

come this problem to some extent. However, this outcome, 

given the change required, was probably over-ambitious from 

the beginning. 

If market-driven is a change and change is a jour

ney, then this course should not be held accountable for 

achieving adoption of the market-driven concepts. This 

course could be seen as effective, however, in arriving at 

step one in a process that should continue over time. Some 

participants have passed beyond the knowledge-and-awareness 

level and are asking for new skills and further information. 

Some have been persuaded and are actively trying new ideas. 
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others are 'fully involved with the concepts and may be 

considered adopters. The final outcome and success of the 

intended change effort will depend on the follow-up and 

support activities that take place in the coming years. 
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APPENDIX A 

EXTERNAL MARKET-DRIVEN LITERATURE 

The numerous crises that large, traditional 

corporations face has prompted a nearly uniform response: 

become more market-driven. Market-driven, in the most 

general sense, mea.ns focusing corporate efforts on meeting 

the neads of the customer. 

Many companies had become product-driven. They 

developed products and attempted to sell them to their 

customers. In the market-driven approach, companies listen 

to customers prior to product development, then develop 

products that are solutions to the customer's business 

problems. Kotler (1986) contrasts the market-driven/ 

product-driven perspectives as being "outside-in" versus 

"inside-out." The outside-in (market-driven) company looks 

at the market to determine what products to make. The 

inside-out company starts with its existing and new products 

and attempts to develop better ways to sell the products. 

Kotler (1977) delineates some of the characteristics 

of a market-driven company. These include: 

1. An emphasis on profits rather than sales volume. 

These companies balance product mixes, customer mixes and 

marketing approaches, to maximize profits rather than solely 

relying on sales quotas and commissions. 
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2. Long-term trends and threats. These companies 

use a long-term focus to assure continued growth rather than 

merely focusing on today's sales. 

3. customer segments/strategies. These companies 

use market segmentation statements that will result in the 

most profitable results rather than a broad-based individual 

customer appr03ch that leads to trying to be all things to 

all customers. 

4. Market planning. These companies develop 

marketing plans and their financial implications rather than 

trying a hit-or-miss approach with individual customers. 

Res~archers have begun to investigate the 

organizational elements that need to be present for a 

company to implement a market-driven approach. Shapiro 

(1988) identifies three elements: 

1. Communication. Information on all important 

buying influences must permeate every corporate function. 

Knowing the customer is not only the responsibility of 

marketing or service, it also the responsibility of 

research, development, manufacturing, finance--all 

functions. 

2. Coordination. Strategic and tactical decisions 

need to be made interfunctionally and interdivisionally. 

While each function must have its particular perspective and 

expertise, cooperative planning and reporting must occur 



throughout market selection, product development and 

marketing and service. 
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3. Commitment. Well-coordinated decisions need to 

be executed with a strong sense of commitment. Once 

decisions are made, each function or division must execute 

those decisions with the kind of commitment necessary to 

achieve high quality in the processes it performs. 

Kotler (1986) takes a broader perspective than 

Shapiro (1988) on the organizational elements that need to 

be present in a market-driven company. His elements 

include: 

1. Philosophy. The company must hav~ a strong, 

clearly-stated customer philosophy, " ... namely that the 

business's purpose is to attract, serve, and satisfy 

customers at a profit." (p. 8). 

2. organization. The customer philosophy has to be 

ingrained throughout the company, not just in the marketing 

function. Kotler empHasizes flipping the typical 

organizational chart, putting the customer on top, then the 

front-line positions, etc. to clearly portray the role of 

management--to support the people who are satisfying the 

customer. 

3. Information. The company must gather timely, 

adequate, and reliable information about customers, 

competitors, dealer~, and suppliers. The company avoids 
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being swamped with too much data by emphasizing that the 

information must be useful to predefined goals and decisions 

that need to be made. 

4. strategy. The company uses the information to 

develop a marketing plan or strategy. The strategy 

identifies customer groups and their appropriate.products, 

defines how the company will position itself against the 

competition; specifies growth and profit objectives and how 

various marketing programs will be used to achieve those 

objectives (Canning, 1988). 

5. Efficiency. The company establishes definable, 

repeatable, and measurable processes an~ systems to ensure 

that its strategy can be successfully implemented. 

Shapiro (1988) and Kotler (1986) agree that the 

elements of a market-driven organization are not, in and of 

themselves, extensively complex. Nevertheless, companies 

find it very difficult to change from a product-driven to a 

market-driven orientation. Kotler (1986) identifies the 

most common problems: 

1. Misunderstanding what marketing is. Many 

executives equate marketing with sales. They do not 

recognize the importance of market segmentation, customer 

involvement, and long-term planning. 

2. Oversimplifying the task. Executives may think 

the conversion can occur in a few years. They do not 
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realize that it may be unrealistic to expect the change to 

occur in less than five to eight year:..;. 

3. Underestimating inertia and resistance. The 

market-driven direction requires nearly everyone to change 

their behavior. Frequently, these changes conflict with 

established performance measures. Kotler states, "Their 

performance as departments will often look worse on the 

criteria by which they are judged, such as minimizing 

production costs, bad debts, etc. Unless their performance 

measurement criteria and reward systems are appropriately 

revised, these department heads are likely to resist the 

marketing environment" (p. 16). 

4. The reliance on a few tools for effecting 

change. Corporate leaders too often think that sending 

their executives to a marketing training course will be 

sufficient to accept the market-driven approach. 

5. Failure to sustain a long-term commitment. 

Given the tremendous pressure on corporate leaders to 

produce short-term gains, it is easy for them to abandon the 

market-driven approach prematurely. They tend to switch to 

a new "quick-fix," losing the market-driven approach before 

it could build up momentum. 

The research conducted regarding a change to a 

market-driven approach reinforces the notion that it is a 

transformational change. The change is broad-based, 



difficult to achieve, and ~emands a long-term commitment 

from the company's top executives. 
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APPENDIX B 

MARKET-DRIVEN IMPLEMENTATION FOLLOW-UP SURVEY 

~D 

IBM MARKET-DRIVEN ENABLING TELEPHONE SURVEY PROTOCOL 

The following pages are copies of the Market-Driven 

Implementation Follow-up Survey and IBM Market-Driven 

Enabling Telephone Survey Protocol used following the 

Market-Driven Implementation course. 
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Market-Driven Implementation Follow-up Survey 

Name: (optional) Class 

Serial: (optional) I I I I I I I 
1. Une of Business: (Circle one) 

1. Personal Systems 8. Application Solutions 
2. Application Business Systems 9. U.S. Headquarters 
3. Enterprise Systems 10. Corporate Headquarters 
4. Technology Products 11. ICC 
5. Communication Systems 12. Research 
6. Programming Systems 13. Other: ______ _ 
7. U.S. Marketing and Services 

2. Function: (Circle one) 
1. Manufacturing 4. Finance and Planning 
2. Development 5. Other: ______ _ 
3. Headquarters Marketing 

3. Where would you position IBM today on a continuum of product-driven to market
driven? (Circle one) 

Product-Driven 2 3 4 5 6 7 Market-Driven 

4. Where would you position your organization today on a continuum of product
driven to market-driven? (Circle one) 

Product-Driven 2 3 4 5 6 7 Market-Driven 

5. Where would you position IBM on the market-driven continuum two years from now? 
(Circle one) 

Product-Driven 2 3 4 5 6 7 Market-Driven 



6. List three activities that you have undertaken to become more market-driven. 
Please be as explicit as possible. In the box provided. please Indicate with a 
check mark which of these activities were part of your personal action plan. 
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1. ____________________________________________________ __ 

2. ____________________________ ~------------------------

3. ____________________________________________________ __ 

7. Of the o~tivitles you listed in question 6. which was the most significant? # D 
What do you anticipate the outcome of the activity will be? 

8. Which of the following have you experienced as obstacles to implementing your 
action plan? Please circle all that apply. 

1. Cross Unit Integration/Teamwork 
2. Accountabili1y/Measurement 
3. Understanding My Customer 

Requirements 
4. Skills and Education of My Stott 
5. Long-term IBM Commitment to 

Market-Driven 

6. Enough Resources - Time/People 
7. Willingness of My Management to 

Change 
8. My Daily Business Process 
9. Other 

9. Of the obstacles you listed in question 8. which was the most significant? # D 
Please explain what you think is required to overcome it. 



10. Have you communicated your action plans: (circle the appropriate response) 

a. To your manager? 
b. To your employees? 
c. To other organizations? 

Yes-
In detail 

1 
1 
1 

Yes
briefly 

2 
2 
2 

Not yet. 
but plan to 

3 
3 
3 

No 
4 
4 
4 

11. Have you distributed Executive Instruction # 1 to your employees? (circle one) 

1. Yes - to all 2. Yes - to some 3. No - not yet 

12. Have you conducted any Market-Driven training? (circle one) 

1. Yes 3. Not yet. but plan to schedule training 
2. Not yet. but training is scheduled 4. No. no training necessary 

13. How would you describe your employees' attitudes towards Market-Driven? 
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In order to better understand what people are actually doing to become more market
driven. we will be conducting brief (10 minute) telephone inteNiews. If you would be 
willing to participate. please complete the following. 

Name: _____________ Title: _____________ _ 

Outside phone: #( Best day Itlme to contact: _____ _ 
~~-------

Please write any other comments in the space below. 



IBM Market-Driven 
Enabling Telephone Survey Protocol 
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Hello, this is (interviewer name), I am from Charles River Consulting, a company contracted by 
IBM to conduct these telephone interviews. As a participant in MOl, you completed a survey 
about their market-driven and said that you were willing to be interviewed about your market
driven activities. Also, you should have received a memo from Mike Uhl, manager of IBM's 
Market-Driven Education Project Office, explaining that you would be contacted for this interview. 
It should take approximately 10-15 minutes. 
Are you stl/l willing to be IntervIewed? 
(If yes) Would thIs be a good tIme for you? 

I would like to tape this interview so that I don't have to write down everything that you say. I can 
turn off the recorder for anything that you might wish to keep confidential. Would that be all 
rIght? 

During this interview, we will focus on the success you have had in implementing your market
driven action plans, and the education requirements needed to enable your employees to be 
effective in a market-driven IBM. 

Part I 

To begIn, your prevIous survey shows your organIzation as beIng: 
(from survey), ______ _ 

Is thIs correct? 

1. How many people report to you in this organization? 

In your survey, you indicated that your most significant action item was: 
(from survey) ______ _ 

2. How far have you gotten toward completing this action? 

Just Begun 
1 2 

Half Completed 
3 4 

Completed 
5 



3. What kind of priority has it been? 

Low Priority 
1 2 3 4 

4. Are there any other activities that you would like to mention? 

5. How far have you gotten toward completing this action? 

Just Begun 
1 2 

6. What kind of priority has it been? 

Low Priority 
1 2 

Half Completed 
3 

3 

4 

4 

High Priority 
5 

Completed 
5 

High Priority 
5 

158 



159 

Part II 

Based on results of aU the written surveys, one of the top three obstacles in implementing 
market-driven action plans is employee readiness, that is; their understanding of their roles in a 
market-driven company, and their skills to be effective in that environment. 

The next set of questions is intended to identify the education that your people need. 

7. To what extent have the Market-Driven Implementation class and follow-on e 
ducation been helpful? 

Not Helpful 
1 2 3 

8. Is there any way that they could be more helpful? 

4 
Very Helpful 

5 

9. What do you think is required to help your employees better understand their roles in 
a market-driven IBM? . 

10. What additional job-specific or technical skills are necessary to enable your employees 
to become most effective in a market-driven IBM? 
(Examples might be market segmentation, quality function deployment. etc.) 



11. What personal - professional skills (including management skills) do your employees 
need to be most effective in a market-driven IBM? 
(Examples might include team building, risk taking, negotiating, etc.) 

12. What skills do you feel that you yourself require to be most effective in a market-driven 
IBM? 

13. Are there any courses available to address these requirements? 

14. What important areas are not covered by current educational offerings? 

On your survey, you rated your organization (from survey) on the Product-
driven - Market-driven Continuum, 1 being completely product-driven and 7 being completely 
market-driven. 

15. How would you rate your organization today on that same scale? 

160 



161 

Similarly, you rated IBM as a whole: (from survey) ______ _ 

16. How would you rate IBM today? 

17. Are there any comments that you would like to add on the topics we've discussed? 

18. Other topics? 



APPENDIX C 

LIST OF COURSE GENERATION DOCUMENTS 

IBM SENIOR EXECUTIVE MEETING 
meeting video 
agenda 
interviews with attendees 

THINK MAGAZINE ARTICLE 

EDUCATION MEETINGS 
agendas 
reviews 
storyboards of presentations 
control books 
memos 
interviews with attendees 

ENROLLMENT COORDINATORS' MEETINGS 
attendee information 

allocations 
ground rules 
letters/invitations 

procedures at the meeting 
facility 

contacts for enrollments 
breakout sessions 

ground rules 
facilitator invitations/ 

selection 

EXECUTIVE INSTRUCTION 1 

EXECUTIVE REVIEW CLASS 
agenda 
critiques 
follow-up memos 

January 1989 

January 1989 

January-July 1989 

March 1989 

April 1989 

April 1989 
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CLASS DOCUMENTS 
agendas/notebooks 
rosters 
evaluations 
facilitator meetings 
breakout session data 
action plans 

FOLLOW-UP EVALUATIONS 
consultant reports 
internal follow-up 

activities 
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April-July 1989 

April-December 1989 
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APPENDIX D 

INTERVIEW PROTOCOL 

Course Owners 

IBM Interview Protocol 

I'd like to ask you some questions that relate to 

your role and education's role in the development of the 

Market-Driven Implementation course. I am trying to 

understand how early decisions affected the development and 

presentation of the course. 

Research Question 3: How did education serve as a 

chanqe aqent in the initial implementation of the 

transformation process? 

1. Why was education selected to advance the 

market-driven strategy within the company? Why a course or 

a class? 

2. What did you see as your role in the MDI course? 

3. What requirements for class development and 

implementation did you give to the educational unit? 

Consider: 

e content of the course 
e instructional activities/process 
• presenters 
• session presentation sequence 
• audience characteristics 
• course presentation location 



• course development schedule 
• course presentation schedule 
• course development costs 

4. What was your perception of the role of 

education in IBM prior to the MDI class? 

5. Did MDI change your perception of the role of 

education in IBM? 

Research Question 1: What antecedents were 

considered when developing the transformational change 

proqram for the educational intervention? 

1. What were your assumptions regarding the 

audience's perception of the market-driven strategy? 

• Would they see the approach as being more 
advantageous to the way they do their job? 

165 

c Would they view the approach as a radical change 
in the way they do their work? 

• Would they view it as difficult to implement on 
the job? 

• Would they have had the opportunity to see it 
working anywhere within IBM? 

2. What organizational barriers to the rnarket

driven approach did you expect? 

3. What IBM organizational supports for the market-

driven approach were in place prior to the course? 

4. What impact did your assumptions have on your 

selection of course content? 

Research Question 4: How eff~ctive was the 

educational process itself? 
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1. How effective do you think the course was in 

terms of getting the participants to adopt the market-driven 

direction? 

were? 

were? 

2. What do you think the strengths of the course 

3. What do you think the weaknesses of the course 

4. How did you feel about the course? 

5. What would you change about the course? 

Research Question 2: HoW did the change-related 

outcomes achieved by the educational intervention compare to 

the goals and objectives of the course owners and course 

developers? 

1. What did you expect the participants to know 

about the market-driven direction as a result of your 

module? 

2. What kinds of feelings or attitudes toward the 

market~driven direction did you expect the participants to 

have as a result of your module? 

3. What did you expect the participants to do ~n 

the job as a result of your module? 

4. How effective do you think your session was in 

getting the participants to adopt the market-driven 

direction? 

5. How would you change your session? 



Course Developers and Education Partners 

IBM Interview Protocol 

I'd like to ask you some questions about the 

development of the course. Your answers will give me a 
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better understanding of how development decisions influenced 

the course presentation. 

Research Question 3: How did education serve as a 

change agent in the initial implementation of the 

transformation process? 

1. How did you first hear about the MDI project? 

2. Why was an educational approach selected to 

advance the market-driven approach within the company? 

3. Who decided that a course would be given? 

4. Why was a course considered to be the 

appropriate vehicle for delivery of t~e message? 

5. What was MDI's impact on the educational 

function? 

6. Did the MDI course change perceptions about the 

role of education in IBM? 

7. Did it change perceptions about the process for 

developing and implementing courses? 

8. What requirements for course 

development/operation did the educational ~nit receive? 

• content of the course 
• intended course outcomes 
• instructional activities/process 
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• presenters 
• session presentation sequence 
• audience characteristics 
• course presentation location 
• course development schedule 
• course presentation schedule 
• course development costs 

9. What was your role in market-driven before the 

course started? After the course ended? 

Research Question 1. What antecedents were 

considered wben developing the transformational change 

program for the educational intervention? 

1. Who was education's "customer" for the MDI 

course? 

(If more than one is named, then ask: Were both 

looking for the same thing in terms of what would satisfy 

them?) 

2. What assumptions about the audience's perception 

of the market-driven approach were made when developing the 

course? 

• Would they see the approach as being more 
advantageous to the way they do their job? 

• Would they view the approach as a radical change 
in the way they do their job? 

• Would they view it as difficult to implement on 
the job? 

• Would they have had the opportunity to see it 
working anywhere within IBM? 

3. What impact did these assumptions have on course 

content and process? 



169 

4. What IBM organizational supports for the market

driven approach were in place prior to the course? 

5. What organizational barriers to the market

driven approach were in place? 

6. What implications did the supports and barriers 

have for course development? 

Okay, I understand the development much better than 

I did before. Now, I'd like to ask you some questions about 

the course presentation. 

Research Question 4: How effective was the 

educational process itself? 

1. What were the strengths of the course? 

2. What were the weaknesses of the course? 

3. What things do you think the participants liked 

about the course? 

4. What things do you think the participants 

disliked about the course? 

5. What activities worked well? 

6. What activities didn't work well? 

7. How did you feel about the course? 

Ask if not addressed in response to a previous 

question: 

8. In what ways were the speakers supposed to 

encourage audience acceptance of the market-driven approach? 
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9. In what ways were the breakout sessions supposed 

to encourage audience acceptance of the market-driven 

approach? 

• number of breakout sessions 
• content of each breakout session 
• time allocated to each session 
• grouping structure of the breakout sessions 

That completes my questions about the course 

presentation. Now I'd like to ask you a few questions about 

the course outcomes. 

Research Question 2: How did the change-related 

outcomes achieved by the educational inte~~ention compare to 

the goals and objectives of the course owners and course 

developers? 

1. What did you expect the participants to know 

about the market-driven direction as a result of this 

course? 

2. What did you expect the par.lcipants to do on the 

job as a result of this course? (One of the things we need 

to ask about is whether the participant~ were expected to 

teach market-driven approaches based on receiving some 

foils, etc. at the course.) 

3. What type of feelings toward market-driven did 

you expect the participants to have as a result of this 

course? 



4. In what ways do you think the course was 

effective? 

5. What types of participants benefited the most 

from the course? 
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6. What types oj: participants benefited the least 

from the course? 

7. Would you change the course if you had it to do 

over again? 
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Participants 

IBM Interview Protocol 

I'd like to begin the interview by asking you some 

questions about your awareness and use of the market-driven 

approach prior to coming to the Market-Driven Implementation 

course. Your answers will help us to determine if the 

course content and activities were most appropriate for you. 

Research Question 1: What antecedents were 

considered when developing the transformational change 

program for the educational intervention? 

1. Please summarize your awareness and knowledge of 

the market-driven approach prior to the class. 

2. What was your evaluation of the implications of 

the market-driven approach for your job? 

• Did you see the approach as being more 
advantageous to the way you do your job? 

• Did you view the approach as a radical change in 
the way you do your job? 

• Did you view the approach as difficult to 
implement on the job? 

• Did you have an opportunity to see the approach 
working anywhere within IBM? 

3. To what degree did you think the proposed change 

to the market-driven approach was necessary for your: 

• organization? 
G you personally? 
• your staff? 
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4. What established written and unwritten workgroup 

rules would need to be changed to implement the market

driven approach? 

5. What support for the market-driven approach was 

present in your organization? 

6. What barriers to the market-driven approach were 

present in your organization? (Get this from action plan; 

confirm here.) 

7. When you learned that you would be going to the 

class, what were your feelings? 

8. How were you selected to attend the class? 

9. When you learned that you would be going to the 

class, what were your expectations? 

Thank you for your answers. I think I have a better 

understanding of your view of the market-driven approach 

prior to the course. Now, I'd like to focus on your 

reaction to the course itself. When giving your answers to 

these questions, think of the course as being the whole 

experience of coming to the Management Development Center, 

not just the class presentations and the breakout sessions. 

Research Question 4: How effective was the 

educational process itself? 

1. What were the strengths of the course? 

2. What were the weaknesses of the course? 

3. Wha~ things did you like about the course? 
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4. What things did you dislike about the course? 

5. What was the high point of the course for you? 

6. What was the low point of the course for you? 

Ask if not addressed in response to a previous 

question: 

5. What did you think about the cho~ce of speakers 

for the sessions? 

e Did it influence participant's acceptance of the 
market-driven approach? 

6. What did you think of the breakout sessions? 

e number of sessions 
• content (issues, barriers, action plan critique) 
e time allocated 
e cross-functional grouping 

7. What was your reaction to: 

e the accommodations at the MDe 
• the scheduling of the class 
• the pre-readings 
• writing a personal action plan activity 
e the balance of lecture time versus discussion 

time 

That completes my questions about the class 

presentation. Now I'd like to ask you a few questions about 

the course outcomes and the role of education in the 

process. 

Research Question 2: How did the change-related 

outcomes achieved by the educational intervention compare to 

the goals and objectives of the course owners and course 

developers? 



1. What did you learn from the course? 

2. What feelings or attitudes did you have about 

the market-driven approach as a result of the course? 
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3. Would you say the course convinced you to try 

any new market-driven actions when you returned to your job? 

If so, what were they? 

4. Describe how you have implemented your action 

plan. 

5. Have you done any new market-driven actions that 

were not on your action plan? If so, what actions? 

6. Are you receiving any organizational support for 

using new market-driven actions? If so, what form does the 

support take? 

7. What would need to happen for you to take more 

actions to become even more market-dr.iven? 

Research Question 3: How did education serve as a 

change agent in the initial implementation of the 

transformation process? 

1. What was your perception of the role of 

education in IBM prior to the MDI class? 

2. Did the MDI class change your perception? If 

yes, how? 

3. Do you feel that an educational approach was the 

appropriate vehicle for disseminating the market-driven 



message? If yes, is there any advice you would offer for 

imprc,vement? 
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