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ABSTRACT

Both scholars and practitioners increasingly atieshe importance of developmental on-the-
job (OTJ) experiences as the primary source of g learning. However, there is no
single theory of managerial OTJ learning; sever&ments are missing in the
conceptualization of the developmental OTJ expesgertonstruct, no comprehensive
nomological network of the construct has been dmed so far, and the underlying
mechanisms explaining the relationship with reléverarning outcomes have not been
examined in depth. In response to these shortcanmgrent paper proposes an integrative
framework of managerial learning from developmer@dl) experiences. First, we suggest
developing a better understanding of the developahe®TJ experience construct by
considering it from a scope beyond the managets’agsignments, by also including more
guantitative measures of OTJ experience and byirlgdiirther than the current job. Next, the
central variable of interest is linked to individiuend situational variables that influence
directly the extent to which managers are confrbntéh developmental OTJ experiences as
well as involve conditions that enhance or inhibianagerial learning (i.e. moderating
mechanisms). Finally, our model emphasizes the iitapoe to take into account relevant
mediating mechanisms in order to fully understahd tmpact of OTJ experiences on
managerial learning. Building on our model, we dode with a discussion of promising

avenues for future research.



INTRODUCTION

McCall (2004: 130) stated that: “to really makeeetfve use of experience to develop
(manageriaf) talent, we need a much better understanding ofegm®ing process as it plays
out on line and of how to help people make the rabsiperiences they have.” Current paper
addresses this call for more systematic researchasragerial learning from OTJ experiences
and offers a theoretical framework to advance andeyfuture research.

As a result of the ever-increasing rate of techgicll change, induced by
developments such as globalization and the cufieqlosion of knowledge”, employees’
learning capabilities are pinpointed as the kegtsgic factors for organizations. Especially
the value of managerial learning is underscoredth®y interest in high-performing and
learning organizations. For, the new trends atetatlevel result in an increased recognition
of the need for management talent (Howard, 2004) employees at managerial level are
considered to act as catalysts for organizatiohahge and development (Dechant, 1990).
Not surprisingly, organizations have become monecemed with how to provide critical
support to enhance managerial learning.

Historically most research on managerial learnimg focused on formal training
(McCauley & Brutus, 1998; Wexley & Baldwin, 1986)high is typically institutionally-
sponsored, classroom-based and highly structureatsibk & Watkins, 1997). More recent
research in the area of management developmentevaoy increasingly attests to the
importance of OTJ experiences as the primary sodocelearning and development
(Cunningham & lles, 2002; McCauley & Brutus, 1998gveral qualitative studies have
shown that most development of employees at maigdevel may occur on the job itself
(Davies & Easterby-Smith, 1984; Ellinger & Bostro2@02; Hunt, 1991; McCall, Lombardo
& Morrison, 1988; Mumford, 1997; Wick, 1989). Monezr, these studies have suggested that
the most critical competencies for today’s manageish as handling multiple lateral
relationships and meeting changing demands (Howa0dl), are gleaned from those OTJ
experiences.

Unfortunately, research on managerial learning f@MmJ experiences has proceeded
without any clear theoretical framework (McCall 020 Noe, Wilk, Mullen, & Wanek, 1997).
To date, research focused primarily on the iderdifon and measurement of those OTJ

experiences that stimulate managerial learning (o€ al., 1988; McCauley, Lombardo, &

! Added by the authors.



Usher, 1989; McCauley, Ruderman, Ohlott, & Morrd®94). A further elaboration on the
OTJ experience construct and the development atdtea broader nomological net of the
central variable of interest is needed. Some pmeéily and other more general models
explaining the role of experience in enhancinguvai outcomes have been proposed before
(Morrison & Brantner, 1992; Morrison & Hock, 1986esluk & Jacobs, 1998). Morrison &
Brantner (1992), for instance, developed a modefaofors that influence learning a new
position. Characteristics of OTJ experiences forme of the four categories of variables
included in their model, next to individual differees, context and environment. Although the
model gives a comprehensive overview of job charatics and other variables having an
impact on learning outcomes, it only considersdinect relationship between each of the four
categories of variables and learning, and doesanobunt for the interplay between the
variables. Tesluk & Jacobs (1998) assign a moré&aeposition to experience and propose
how, in interaction with individual and situationahriables, work experiences may evolve
and result in relevant outcomes. Our theoreticam@work built upon several ideas made
explicit by Tesluk & Jacobs (1998) (cf. infra). Hewver, as their model concerns work
experience in general and its role with regard ltodamains of HR (i.e. performance,
retention, development, etc.), a translation towahd managerial OTJ learning context was
needed.

Our major purpose was to develop a theoretical motlenanagerial learning from
OTJ experiences in the work context. The papeaséwork is as follows. We first point out
and define our specific area of interest, namelyagars’ learning that takes place through
their OTJ experiences in the work context. ThisfaBowed by the discussion of our
theoretical model in which the developmental OTgesbence construct is described in detail
and studied in its broader nomological network. W&cuss the situational and individual
antecedents that explain individual differences developmental OTJ experiences, the
mechanisms underlying the relationship between eh@sJ experiences and learning
outcomes, and the situational and individual factopderating the extent to which managers
learn from their OTJ experiences. Starting from madel, we finally formulate suggestions

for future research.



Defining and Delineating Managerial Learning from OTJ Experiencesin the Work
Context

We delineated our research area of interest tteéthing in the work context; (2) that

takes place OTJ, and; (3) by managers. These its&ections are further discussed below.

Learning in the work context.Following McCauley & Hezlett (2001), we define
learning in the work context as the process whepmple expand their capacity to function
effectively in their current or future job and wodtganization. Thus, in conceptualizing
learning we take both the process and the resuttigomes into account. As such we
integrate two traditions of how learning has beeesented in the literature; some authors
define learning in terms of outcomes; others fooumsthe processes to define learning
(Edmondson, 1999).

Learning from OTJ experiencesObviously, learning processes and outcomes may
appear in various ways. We are more specificatigrasted in learning from OTJ experiences,
or Marsick and colleagues (1990; 1997; 1999) haalea “informal learning”. Following
Gherardi, Nicolini & Odella, (1998) and McCauleyatt (1994), we define learning from OTJ
experiences as learning that takes place througftipation in some actual practices in the
workplace. Two defining features can be distingesh First, interactions with the
environment, such as task accomplishments andpersonal interaction are seen as the
major sources of learning (Marsick & Watkins, 1998¢cond, this learning can take place in
and be deliberately encouraged by an organizaliohit is not highly structured or planned

and control of learning rests primarily in the hamd the learner (Marsick & Watkins, 1990)

Managerial learning. As discussed in the above, we finally delineate model to
managerial learning from OTJ experiences. This halve implications for both the type of
OTJ experiences and the learning outcomes to teded, being only those characteristic of
and relevant to the context of managerial jobsh@ugh one can argue that this is a limited
scope of learning from OTJ experiences, we herellpw Quifiones, Ford, & Teachout's
(1995) suggestion that experience must be examiméd specific context. As experiences
and the critical features that determine outcomésdiifer from one context to another (e.g.,
managers learn from different types of OTJ expeesnthan white color workers), it is

important to take into account the specific contehnhterest.



A MODEL OF MANAGERIAL LEARNING FROM OTJ EXPERIENCES

Although there is no single theory of “learningrfrddTJ experiences” (Cheetham &
Chivers, 2001), McCauley & Hezlett (2001) identfi@ wide range of general theories
relevant for explaining learning and developmentthe work context, which they then
organized into three broad lenses: behavioral daharsglf-directed learning and adult
development. The behavioral change lens (e.g. betavearning theory, expectancy theory)
focuses on replacing currently ineffective behawiaith more effective ones and highlights
the role of goals, instrumentality beliefs and feinement in the change process. Through the
self-directed learning lens (e.g. research on adieuts of participation in development,
learning to learn), learning is viewed as an atstithat is actively and deliberately pursued by
individuals. This lens provides a rich descriptiah both individual and situational
characteristics that encourage self-directed ati®moplearn. The adult development lens (e.g.
cognitive constructivism, experiential learning retdpoints to experience as the medium
through which learning occurs and draws attentonaw people learn.

With respect to this distinction among the thremesés, McCauley & Hezlett (2001)
argued that future research on learning and dem@apin the work context should integrate
across the different lenses, as each of the leps®gdes a great deal of insight into the
conditions that foster individual learning and thikuation that may derail it. The adult
development lens and the self-directed learning &e most closely related to our definition
of learning from OTJ experiences (see two defirfg@fures above), but also the behavioral
lens provides a valuable foundation to build oudsi®mn. In line with the adult development
lens, our model considers OTJ experiences the rsajace from which managerial learning
takes place. Further, the adult development lefesotis insights in the learning process that
takes place (see discussion on mediating mechanisimmsn a self-directed learning lens our
model recognizes that, in comparison with formaining, learning from OTJ experiences
places other demands upon the individual (i.e.de&sponsible for own learning) and upon
the support from the environment (see discussiofndividual and situational antecedents
and moderating mechanisms). Finally, our modelgeizes that motivational mechanisms in
individual and stimuli in the environment are @di (see also discussion on antecedents and

moderators), and as such integrates the behacioaalge.



Our model of managerial learning from OTJ expemdsnis represented in Figure 1. In
the following, we first address the conceptualmatof the developmental OTJ experience
construct. Next, we explore the influence of sitwal and individual antecedents on the
appearance of developmental OTJ experiences. Shisllowed by a closer look at the
relationship between developmental OTJ experieraes learning outcomes. Hereby, we
consider both mediating mechanisms and moderatmgditons that may further our

understanding of the relationship.

Insert Figure 1 About Here

Conceptualizing Developmental OTJ Experience

As stated before, our model focuses on OTJ expmrgerwithin the context of
managerial jobs. Over the last two decades, thé dEmanagement development has made
notable attempts to identify OTJ experiences tligmwdate managers’ learning (Bray &
Howard, 1983; Kelleher, Finestone & Lowy, 1986; Mdicet al., 1988; Morrison & Brantner,
1992). Building on this previous, primarily quatitee, work McCauley and colleagues (1994)
developed and validated a comprehensive concepdtialn and operationalization of the
developmental OTJ experience construct. Below, ivet briefly describe McCauley et al's
(1994) conceptualization. Although we recognizet ttieeir work has been an important
impetus to stimulate more systematic research, wgeeaat the same time that a more
complete consideration of the OTJ experience cocisis needed. More specifically, in what
follows we elaborate on three aspects that arerdicp to us missing in the current
conceptualization of developmental OTJ experielitg:There is only a limited domain of
OTJ experiences included; (2) McCauley et al.’sceptualization does not account for
experience in quantitative terms (i.e. length anmtbant of OTJ experience), and; (3) No

career perspective is taken into account.

McCauley et al’s (1994) conceptualization of dewgental OTJ experience.
McCauley and colleagues define developmental Op&mances as: experiences occurring in
the course of dealing with roles, responsibiliteesd tasks associated with one’s job that

stimulate learning (McCauley et al., 1994).



More specifically, they conceive the developme@@l experience construct as being
an aggregated multidimensional construct consisthgsix broadly defined dimensions:
unfamiliar responsibilities, creating change, higvels of responsibility, managing interfaces,
dealing with diversity, and obstacles (McCauleyalett994; Ohlott, McCauley & Ruderman,
1995; Ruderman, Ohlott & McCauley, 1990). UnfamilResponsibilities refer to the degree
to which managers’ current job assignments reqgteen to handle responsibilities that are
new, very different, or much broader than previonss. Creating Change is defined as the
extent to which current job assignments provideaeasibilities for implementing change, and
includes three different types of responsibilitiefeveloping new directions, inherited
problems and problems with employees. A third dgwelental job component is High Level
of Responsibility, standing for the degree to whitle current job assignments provide
visibility with senior executives, require extersikesponsibility on behalf of the job-holder,
and provide opportunity to have a significant impan work operations. The dimension
Managing Interfacesncorporates the extent to which current job assigms require to
manage relationships with people inside and outideorganization. Managing Diversity or
the degree to which current job assignments reqwmeking with individuals and
organizations from other cultures or managing &di® work group is another developmental
component of the job. The last dimension has tevitlo the context of the job; in particular,
the Obstacles faced on the job, including adveusakess conditions, lack of top management
support and difficult boss.

The multidimensional character has been confirnmeldter studies (Tesluk, Dragoni
& Russell, under reviefy. Also, the developmental OTJ experience consthas been
proven useful in predicting learning outcomes (Malgg, et al., 1994; Tesluk, et al., under
review). Nevertheless, we argue that with regarthéocontent validity of the developmental
OTJ experience construct, a broader conceptuaizatould contribute to both practice and
research in the management development domain. MegZat al. (1994) delineated the
developmental OTJ experiences to those experietme@smanagers are faced with in the
current job assignment. In the following we suggd#ste ways to come to a more

comprehensive understanding of developmental Opéresnce.

2 This study did not include the Obstacles dimensionh\Wigard to the remaining five dimensions, the results
show that the dimensions form an aggregated multidiioeal construct, or an overall representation of the
extent to which a managerial job can be characttasedevelopmental (Law, Wong & Mobley, 1998).
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Managerial OTJ experiences that stimulate learningyore than job assignments.
Although the developmental job assignments aregiybmost central to the process of OTJ
learning, also other types of OTJ experiences @ctual practices in the workplace) could
stimulate managers’ learning (McCauley, 2001; MdéauMoxley & Van Velsor, 1998). For
instance, experiences can occur on the job throatgtionships with others (McCauley &
Douglas, 1998) or through hardships in the workpl@doxley, 1998). If we want to come to
a more solid understanding of managerial learnioghfOTJ experiences a broader domain of
OTJ experiences should be taken into account.

Both the management development and the careetopevent literature point to the
importance of relationships in stimulating indivad's learning (e.g. Levinson, Darrow, Klein,
Levinson & McKee, 1978; Hall, 1986; McCall et a988). In the management development
literature, McCauley & Young (1993) refer to theselationships as developmental
relationships, and define them as relationshipsithpact on the motivation and opportunity
for learning. The authors distinguish among sevesldds that could fulfill the motivation
function (feedback provider, role model, account) tbe opportunity function (expert,
dialogue partner, practice partner, etc.). Althoutfireer theorists discuss and examine
relationships primarily in respect to career depaient outcomes (e.g., career success and
job satisfaction), they also increasingly stressntmeng and other developmental
relationships as one of the tools to enhance iddali learning (Cheetham & Chivers, 2001;
Hall, 1996; Kram & Cherniss, 2001; Lankau & Scarau2002). Following Kram’s (1985)
seminal work, most scholars in the field make diri§on between career functions and
psycho-social functions, which are considered to the essential characteristics that
differentiate developmental relationships from otherk relationships.

Next to relationships with significant others, tehiphs are pinpointed as
developmental experiences (Moxley, 1998). Examplesbusiness mistakes and failures or
career setbacks. Based on qualitative researchay@tB98) maintains that at the core of any
hardship there is a sense of loss which causedep&mgstop and reflect, and as such drives

change and learning.

Managerial OTJ experiences that stimulate learningpore than the qualitative
component. McCauley et al.’s (1994) conceptualization does pobdvide an adequate
consideration of what Tesluk & Jacobs (1998) haaked the quantitative aspect of OTJ
experience. The authors distinguished between laétative and quantitative component of

OTJ experience.
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The gqualitative component reflects the specifiarebf an experience. It corresponds,
in other words, to the type of experiences thatagans are confronted with as described by
McCauley and colleagues (1994). In contrast, thentjtative dimension includes time-based
and amount-based measures (Quifiones et al., 13 uKr & Jacobs, 1998). Time-based
measures concern the time working on a task, imbagr in an organization and are
operationalized in various measures of tenure.|&@aming curve found in a number of early
laboratory studies (Mussen & Rosenzweig, 1977; diay@ Smith, 1956) pictures the
importance to include time-based measures. Thaifegarcurve entails that, regardless the
task or job, a certain amount of time is requiredetirn the knowledge and skills to function
effectively in that task or job. However, after extain length of time, individuals master the
required knowledge and skills, which results inlatgau-shaped learning effect. Amount-
based measures refer to the number of times tlmémwe has performed a certain task or
duty, and thus had the opportunity to that job askt Several studies identified these
opportunities as an important factor to learn alibattask or job (Ford, Quiifilones, Sego, &
Speer-Sorra, 1992; Ford, Smith, Weissbein, Gul\gaas, 1998; Quifiones et al., 1995).

Managerial OTJ experiences that stimulate learningiore than the current job.
McCauley et al.’s (1994) conceptualization of depehental OTJ experiences only accounts
for the OTJ experiences in the current job. Sewashblars (e.g., McCall, et al., 1988; Tesluk
& Jacobs, 1998; Van Katwyk, 1996) maintain that wie seek to gain insight into how OTJ
experiences impact on learning and developmentrexqces should be considered from a
career perspective. Experiences in the early céikety have a significant impact on learning
in later career stages (Berlew & Hall, 1966; McCatl al., 1988; Morrison & Hock, 1986).
Also, experiences may influence individuals diffghe depending on when they occur
throughout their career (Tesluk & Jacobs, 1998klule& Jacobs (1998) refer to this career
perspective as the interaction component of OTJemsmpce, representing particular
combinations of the quantitative and qualitativenponents as discussed before. Despite this
theoretical discussion, only few empirical studese examined OTJ experiences throughout
one’s career (Van Katwyk, 1996; Tesluk, Van KatwyBragoni, 2004). Van Katwyk (1996)
developed the Leadership Experience Inventory (LEE) instrument to assess OTJ
experiences gained throughout the whole caredhisninstrument, respondents are asked to
indicate with regard to a wide range of developrake®TJ experiences how many times and
how long they faced those OTJ experiences. Tedlul.2004) did a preliminary test of

LEI's predictive validity and found support for areer perspective on developmental OTJ
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experiences in predicting managerial competenames raore distal career outcomes (e.g.,

advancement potential and performance).

Developmental OTJ Experiencein its Nomological Network

Our model draws from two main research approachegxplain differences in
learning: the person-centered versus the situatgoered approach (Bandura, 2001; Van der
Sluis & Poel, 2002). The person-centered approaelses the importance of personal factors
in affecting learning, whereas the situation-cesdeapproach emphasizes the influence of the
situational context. More recently, theorists suiecto some form of interaction model of
causality that portrays learning as a product as@eal and situational influences (for a
review see Gherardi et al., 1998; McCauley & Hez@2901; Richter, 1998). In response to
researchers who have stressed the need for integrabth individual and situational
characteristics (e.g. McCauley, et al., 1994; S&il96; Spreitzer, McCall & Mahoney,
1997; Van Maanen, 1977a, 1977b, 1977c), our moiteinats to provide more insight into
some interaction model of managerial OTJ learning.

Those situational and individual variables come iptay at several points in the
learning process. Tesluk & Jacobs (1998) argued sitaation and individual directly
influence work experience as well as determine tthaeslation of those experiences into
outcome variables of interest. Following those arghour model describes individual and
situational variables as antecedents of develophédTJ experiences and as moderating
conditions facilitating or inhibiting the OTJ le@mg process. Further, it is important to note
that, as will become clear from the discussion welearning from OTJ experiences places,
in comparison with formal training, other demang®m the support from the environment
(i.e. not highly structured, see definition of Maks & Watkins, 1990) and upon the
individual’s role in learning (i.e. control primériin hands of learner).

In what follows, the developmental OTJ experienamstruct is first linked to
situational and individual variables that contribtm the central variable of interest. Next, we
discuss managerial OTJ experience in relationlevaat learning outcomes and, as such, aim
to open the “black” box of the learning process.(imediating mechanisms). Finally, we
discuss the situational and individual variablesttimoderate the developmental OTJ

experience — learning relationship.
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Antecedents of developmental OTJ experienc®gith regard to the situational
antecedents that influence our central variabliatefest, different levels can be distinguished
(society, industry, organization and immediate smvinent) (Tesluk & Jacobs, 1998;
Tjepkema, 2003), but organizational factors andabdes at the level of the immediate work
environment likely have the most direct impact dre textent to which managers are
confronted with OTJ experiences (Rousseau, 198%)ol&rs from different fields (Baert, De
Witte & Sterck, 2000; Cunningham & lles, 2002; Neeal., 1997; Tjepkema, 2003) maintain
that providing OTJ experiences makes the suppairivastructure radically different.

At the organizational level, several frameworks atié® what this supportive
infrastructure may entail. First, Baert et al. (@D0OMcCauley (2001) and Tjepkema (2003)
pointed at the need for an organizational culturd management style that reinforces the
importance of learning, as OTJ learning ideallyetaplace anytime and anywhere. Further, it
has been argued that the organization’s human masodevelopment function needs to
become an integrated business function with theidoghifting from organizing ‘training’
(formal classroom activities) to providing conditgfor ‘learning’ (covering a wide range of
learning opportunities, on-the-job, off-the-job,rwl and informal) (Marsick & Watkins,
1993; McCauley, 2001; Van der Krogt, 1995). Also renogeneral human resource
management practices, such as job rotation and o#ineer management practices are argued
to have a positive influence on the richness of @Xderiences (McCauley, 2001; Tesluk &
Jacobs, 1998). Empirical research demonstrateditbdearning culture indeed influences the
incidence of developmental experiences (Clarke,42@avies & Easterby-Smith, 1984).
Further, a study from Noe & Wilk (1993) showed tliae time, budget and equipment
provided for personal development have an impagiwsuing OTJ experiences to learn and
develop.

Also with regard to the level of the immediate werkvironment, learning from OTJ
experiences asks for a different supportive inftegtire. In comparison with formal training,
where the support function is characterized by midant role of training professionals in
analyzing training needs, formulating training gaend designing and delivering training,
learning from OTJ experiences requires a more @dtivolvement of line managers, peers
and significant others in supporting learning ie thork context (Tjepkema, 2003). Support
from others are suggested to be important in pmgicand pursuing developmental OTJ
experiences, as people themselves often do notefrdevelopmental OTJ experiences as
learning opportunities (McCauley & Hezlett, 2000jharenou (1997) found empirical

evidence that encouragement from supervisor ands psethe most important factor for
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seeking opportunities for development. Furthertualys of Maurer, Weiss & Barbeite (2003)
showed that social support for development at vemrdk outside work has a positive influence
on people’s participation in development activities

With regard to the individual antecedents that uefice developmental OTJ
experience, relevant theoretical and empirical woak be found within four streams of
literature (Brutus & McCauley, 1998). A first strmaof research focuses on individual
differences in the approach to learn, e.g. learsimgtegies (Biggs, 1988; Entwistle, 1988;
Hoeksema, 1995; Marton & Saljo, 1976; Megginsor§6tPask, 1988; Sadler-Smith, 2001;
Spreitzer et al., 1997). With it origins in thelfieof education, this stream of research has
been introduced in the adult development field myks (1984) work. Second, researchers in
the field of management development have examinedsopality and motivational
characteristics of individuals who are particuladglept at learning from job experiences
(Bunker & Webb, 1992; Kelleher et al., 1986; Kott®95; Spreitzer et al., 1997; Van Velsor
& Guthrie, 1998). Third, some scholars have hadirderest in the processes by which
individuals become more effective self-directedriess, i.e. learning to learn (Brookfield,
1995; Candy, 1990; Gibbons, 1990; Knowles, 1970ijtt§ni990). Finally, the impact of
socio-demographic variables (e.g. gender, age aoe),r occupational descriptors (e.qg.
occupational class and level in hierarchy) and tgnability have been examined.

Last stream of research considers individual difiee variables to be factors that
influence the extent to which someone has accesdet@lopmental OTJ experiences.
McCauley & Brutus (1998) argued based on a commste literature review that gender,
age and race have an impact on the OTJ experieacewved. Findings show, for instance,
that women (e.g. Lyness & Thompson, 1997; OhlottE&stman, 1994; Van Velsor &
Hughes, 1990), and older employees (Campion, Ckierds Stevens, 1994; Cleveland &
Shore, 1992; Tharenou, 1997) do not have equalsacte all types of developmental
experiences. Further, Campion et al. (1994) and &€y et al. (1994) found differences in
OTJ experiences across the different hierarchieabls and occupational classes. Finally,
there has been found empirical evidence that cegratbility may influence individual’'s own
perceptions of their development needs and/or ditpeh to develop, which in turn
determine the participation in developmental atigi (Maurer et al., 2004; Noe et al., 1997).
In contrast to this first stream of research, theee other literature streams highlight the
individual variables that determine whether anaviat extent individuals pursue, instead of

have access to, OTJ experiences.
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The streams have in common that individuals aresidened to play an active role in
their learning process, and thus also in defininguwrsuing their own learning opportunities
(here, OTJ experiences). This is in line with tlesvrrole of the learner as included in our
definition of learning from OTJ experiences (Maks& Watkins, 1990).

First, within the educational and adult developmbeld there have been several
attempts to make sense of the diversity in how |geapproach learning. Sometimes in terms
of more or less stable personality characteriggas. cognitive style) and sometimes in terms
of more or less malleable preferences influenceddntextual factors (e.g. learning strategy)
(for a review see Hayes & Allison, 1996; Reynolti897; Sadler-Smith, 2001). Kuhnert &
Russell (1990) have argued that one reason whyl@e&apy in their learning opportunities at
work is that individuals differ in their learningrategy. More specifically, Hoeksema (1995)
suggested that developmental OTJ experiences are likely to result from deep learning
strategy (i.e. directed at the meaning of a tals&h tsurface learning strategy (i.e. preference
for clear assignments and a serial way of procgssiiormation). Research has indicated that
an individual's preference for certain approaclesetarning (i.e. feeling, action, thinking or
accessing others) may narrow his or her learnirtgmial (Dalton, 1998). Also a study of
Van der Sluis & Poel (2002) found that individualgh a deep learning strategy and planned
learning strategy (i.e. careful deliberation prioraction) report more OTJ experiences that
stimulate learning.

Second, the management development field highlightange of motivational and
personality factors that are posited to directlfluence developmental OTJ experiences
(McCauley, 2001; Spreitzer, et al., 1997; Van Vel&dGuthrie, 1998). Some authors argue
learning goal orientation, as conceptualized by EkE 986), to be critical in pursuing OTJ
experiences (e.g. Bunker & Webb, 1992; McCall, )99%he reasoning behind is that
individuals with a strong learning goal orientatiaccept responsibility for learning and seek
experiences that will enhance their personal deveénmt (VandeWalle, 1997; Brett &
VandeWalle, 1999). Others underscore the importarideaving a strong self-concept and
confidence in one’s own abilities (i.e., self-effay) (Van Velsor & Guthrie, 1998). Self-
efficacy beliefs influence the choices people m#deople tend to select tasks and activities in
which they feel competent and confident and aviba$é¢ in which they do not. Unless people
believe that their actions will have the desirechsamuences, they have little incentive to
engage in those actions (Bandura, 1986). Someesiteg studies have shown that individuals
with high levels of self-efficacy are more likelp thoose to participate in all kinds of

developmental activities than individuals with ltevels of self-efficacy (Maurer et al., 2003;
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Noe & Wilk, 1993). Others attest to the role of im@va sense of personal control (McCauley,
2001), that is a person’s view as being respongdrl@nd able to affect outcomes (ligen &
Klein, 1988; Rotter, 1966). Managers with an in&nocus of control are more likely to be
motivated to pursue developmental OTJ experieneeause they see themselves as in control
of their own development and are likely to beli¢kat their efforts will bring improvement
(Van Velsor & Guthrie, 1998).

Finally, research on learning to learn recognizestnexplicitly that the individual is
responsible for his or her learning. Consequetithg, domain emphasizes the importance of
skills, differently referred to as learning howlearn skills, meta-cognitive abilities or self-
direction (Candy, 1990), that enable individualsnonitor, reflect on and evaluate one’s
learning processes and progress on learning t&&kstH, 1990). One set of skills that is
considered critical in learning rests on increaself-awareness, about for instance personal
goals, preferred learning strategies and own skihsl self-control. A basic assumption is that
self-awareness and self-control open up more pdgs® for learning, or in other words,
positively influence the extent to which individsgdursue OTJ experiences. Although there is
no difference with the other literature streamseinms of the variables discussed (e.g. learning
strategy and learning goal orientation), the lii@@ on learning to learn provides an
interesting contribution by integrating the two goeis streams and taking the variables of
interest to a higher, meta-cognitive level.

Above and beyond the direct effects of situatioaatl individual antecedents, we
expect the antecedents to interact with each o#émefr,as such influence developmental OTJ
experiences. We thus consider actual behavior (hergsuing developmental OTJ
experiences) to be function of a continuous procéssteraction or feedback between the
individual and situational opportunities and coastis. Interaction effects between individual
and situation have been conceived of in two dioesti Some authors emphasize that the
psychological meaning of situational variablestfoe individual is the important determining
factor of actual behavior (Magnusson & Endler, 19%arason, 1977). In other words,
individual variables are considered to moderate tktationship between situational
antecedents and the extent to which individualsuadigt pursue developmental OTJ
experiences. Morrison & Hock (1986) for instanceintan that individual differences in
career preferences determine to what extent pgopleue OTJ experiences offered in the

work context.
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Other authors focus on the moderating effect ofsibnal variables in the relationship
between individual antecedents and OTJ experiemtisshel (1977), for instance, stated that
the strength of the situation, or the amount oédien to behave differently in a specific
situation, determines the extent to which individiiEferences influence actual behavior. The
author makes a further distinction between strond weak situations saying that strong
situations, that are situations in which everyoxjgeets that only one response is appropriate,
will force people to behave in a certain way. Canftr weak or ambiguously structured
situations provide individuals with the freedom hehave according to their individual
differences. Tesluk et al. (under review) found erogl evidence for the moderating effect of
situational variables in the relationship betweerdividual antecedents and developmental
OTJ experiences. More specifically, the findingsowhthat the relationship between
individual learning goal orientation and pursuingvdlopmental OTJ experiences is
moderated by the degree to which the person hassado developmental assignments (i.e.
strength of the situation). When individuals haveess to developmental assignments (i.e.
weak situation) the individual's learning orientgatipredicts developmental OTJ experiences.
If however, individuals do not have access to dmwelental assignments (i.e. strong
situation) there is no positive relation betweearméng goal orientation and developmental

OTJ experiences.

The developmental OTJ experience — outcomes retadiop and its mediating
mechanisms clarifying the OTJ learning procesW®Vithin the management development
literature it is generally accepted that developiale®TJ experiences are a central key in
determining managerial learning outcomes (McCauk®Q1). Based on an extensive set of
interviews with successful managers, McCall & cafjees (1988) identified 33 lessons
gleaned from OTJ experiences that they groupedartemes: (1) setting and implementing
agendas; (2) handling relationships; (3) basic eslU4) executive temperament; and (5)
personal insight. The authors argue that thesedbaepresent fundamental managerial skills
and ways of thinking that enable managers to foncéffectively in organizations. Indeed,
the identified themes map largely upon the manafjedmpetencies indicated to be critical
for managerial success (Spreitzer et al., 1998t #ne business knowledge, working with

people, commitment and persistence and effort.
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Other authors argue further that the lessons ldarfnem developmental OTJ
experiences are not innate qualities, such asligegete, or propositional knowledge for a
specific job (i.e. knowing what) but rather a widenge of procedural knowledge (i.e.
practical knowledge, knowing how), skills and vauthat have been found to predict
managerial success in the current job and execpibtential. McCauley et al. (1994), for
instance, argue that with their emphasis on insigirid perspectives, the lessons learned
differ from a more traditional model emphasizing-gpecific behaviors and competencies. In
a similar vein, Noe et al. (1997) stated that OXeeiences are likely less focused on skills or
behaviors tied to a certain position, but insteadnsights and perspectives that are necessary
for long-term effectiveness. Two studies (McCaudtyal., 1994; Tesluk et al., forthcoming)
have found empirical evidence supporting the refethip between developmental OTJ
experiences and learning outcomes. However, foed0mJ experiences (e.g. obstacles in the
job), the earlier qualitative findings that theseperiences are positively related to learning
(McCall et al., 1988) have not been confirmed ligri@mpirical work (McCauley et al. 1994;
Van der Sluis & Hoeksema, 2001).

As to date, only limited empirical research wentydred the direct relationship
between developmental OTJ experiences and leatailogk into the underlying mechanisms
(Seibert & Daudelin, 1999). Further, the above nogetd equivocal findings raise doubt by
the idea that the OTJ experiences identified bgesgful executives (e.g. McCall et al., 1988)
are sufficient to explain differences in managéarning. Facing those OTJ experiences does
not always seem to promote managerial learningaddvess these shortcomings in the current
state of research, we propose to open the blaclobthe learning process by examining the
mediating mechanisms that explain the impact oktigmental OTJ experiences on learning
outcomes.

Two streams of literature may help to clarify theediating mechanisms; some
scholars emphasize the cognitive aspects of thenitep process, whereas others’ main
research interest lies in the motivational aspettbe learning process (Ellis, Mendel & Nir,
2006). The cognitive aspect has to do with theriatecognitive examination individuals
engage in to make sense of an experience, whergastional aspects concern the direction,
intensity and duration of these learning proceséssto date, the cognitive aspects, often
referred to as reflection, have received most #@ttenin explaining learning outcomes.
Especially, within the adult development literaty@u can find several theoretical models

emphasizing the central role of reflection in leagnfrom experience.
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Authors like Kolb (1984), Schon (1990), Mezirow 119, all point out that learning
will only takes place to the extent that an indinatls encounter with a specific event results
in active engagement in reflection, which in tuns@res learning. This reflection may take
place both actively and proactively (Seibert & Dalinf 1999). Former implies a continuous
process of inquiry and interpretation during an esignce aiming to increase someone’s
understanding of the experience. When reflectirgagtively, the individual steps back from
the experience and retrospectively draws lessams the experience. Seibert & Daudelin
(1999) were the first to empirically test the cdiy® aspect of the learning process. Their
research revealed that challenging developmentpéreences provide the opportunity for
active reflection and that learning only resultseafand through the extent that managers
reflect on the experience.

In contrast to the adult development theory, saisola the field of management
development emphasized that in clarifying how O¥Xjpegiences translate into learning,
answers may be found in the motivating effects ludllenge and its associated emotions
(Bunker & Webb, 1992; Hall, 1991; McCauley et d1994; Noe et al., 1997). Across the
different studies that looked at the defining chegastics of developmental OTJ experiences,
the degree of challenge offered to managers emesged common feature (Robinson &
Wick, 1992). Accordingly, the major assumption lire tfield is that OTJ experiences create
challenge for the job incumbent, and that a chghkehincumbent will learn and develop in
response to the challenge provided (McCall et1#188; McCauley et al., 1998; McCauley,
2001).

Looking for further support of this assumption, w@me across several models of
challengé. Bliese and Halverson (1996) brought the differsattools of challenge together in
their distinction between nomothetic versus indiratievel models of challenge. Nomothetic
models of challenge (e.g. job design theory of Heak & Oldham, 1976) focus on objective
characteristics of the situation and emphasizectimsistencies in how groups or individuals
appraise and react to these objective charact=isti contrast, individual level models (e.g.
cognitive transactional stress theory of Lazaru$ @lleagues, 1966; 1991; 1993) emphasize
individual differences in the perception of envingent stimuli as essential in the development

of reactions to the situation.

3 We elaborate more on the different schools of chgélén Chapter 1 of Part II, when developing our
theoretical models describing the role of challengmamagerial learning from on-the-job experiences.
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Translated to our research area of interest, a tietio model posits that the
challenging features of developmental OTJ expeesnwill directly influence learning,
whereas an individual level model suggest that ldgveental OTJ experiences only elicit
learning through challenge as perceived by theviddal.

Next to this distinction between nomothetic andvitiial level models, there is also a
discussion going on in the literature with regaod the predicted relationship between
challenge and outcome variables of interest. Mostroonly, scholars maintain in line with
Yerkes-Dodson’s (1908) law of arousal and perforeeatihat challenge has an increasingly
positive impact on outcomes like performance arani@g, but only up until some point,
after which the impact of challenge becomes negafifus, the predicted relationship takes
on an inverted U-shape. More recently, other sechaleturned to Selye’s (1982) work on the
distinction between eustress and distress, arghi@igsome types of challenge are positively
related to the outcomes of interest, whereas dgtpas of challenge have a negative impact
on these outcomes of interest (e.g. Cavanaugh, @boehling & Boudreau, 2000; LePine,
Lepine & Jackson, 2004). Again, translated to oamdin of interest, the first stream of
research would entail that there is an optimal amoaf challenge related to the
developmental OTJ experiences (objective or peeciafter which learning decreases. The
second stream of research implies that a distinatlould be made among the types of OTJ
experiences to understand their impact on mandgkr&aning; some have a positive

challenging impact, whereas others have a negealiabenging impact on learning.

Individual and situational moderating conditions istulating or inhibiting the OTJ
learning processin addition to the mediating mechanisms explairtimg process by which
OTJ experiences translate into learning outcomes,integrated in our model moderating
conditions under which this learning process talese. This is in accordance to Seibert
(1996) who stated, among others, that learning does automatically follow from
experience; it requires specific individual chaesistics as well as an environment that
supports learning from OTJ experiences. In conttasthe discussion on individual and
situational antecedents, which concerned the direpiact of individual and situation on
developmental OTJ experiences, focus is here onihdwidual and situation determine what

the manager makes of these OTJ experiences in tdriearning outcomes.
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With regard to the support from the environmentjaldes at both the organizational
level and the level of the immediate work environtnbave a moderating effect on the
relationship between developmental OTJ experieacek learning. Baert et al. (2000) and
Tjepkema (2003) posit in their theoretical modéiattorganizational factors, like having a
learning culture, decentralized structure, etce, @ot only important in providing learning
opportunities but also in supporting the individsidéarning and regulation activities. If, for
instance, the organization has a decentralizecctstiel and open communication system
managers will more likely search for feedback witkers and other experts in order to
improve their learning process. Tannenbaum (198Md evidence that a continuous learning
environment in the organization (e.g. supportiveaetigoment policies, openness to new ideas
and change, etc.) is significant related to empmsy@erceived competence and satisfaction
with their development. Further, scholars in thedfiof management development argue that
so-called developmental relationships in the immadwork environment may help translate
OTJ experiences into learning outcomes (McCaulegl.et1994; Valerio, 1990) and this in
several ways. First, support from others mightdasstress that interferes with learning.
Without safeguards and support, a new assignmeuld doe overwhelming rather than
developmental. Second, self-confidence in one’ditglib manage OTJ experiences can be
encouraged by providing the time and resourcesateénl begin mastering the assignment.
Third, processes for reflecting on one’s experisnicethe assignment and getting ongoing
feedback are necessary for providing the elememixamination of self-experience. Finally,
ways to show that learning is valued can be buiib iassignments through developmental
relationships (McCauley & Hezlett, 2001). Kellehetr al. (1986) found indeed that high
learners received different quality of support tHaw or medium learners. More precise,
highs were more likely to receive task-orientedmup related closely to their supervisors,
had more opportunity for upward communication aedeived feedback in discussion with
their supervisors. Also Morrison & Brantner’'s (19%2udy found a supportive, cooperative
work environment to enhance learning a new job.

With regard to the individual variables, the foiterature streams as discussed before
may provide us with insights in the individual cheteristics that determine whether people
learn from their OTJ experiences. The first strediiterature focuses on the specific learning
strategies that may be more effective in certaid ®Xperiences than in others (McCauley &
Brutus, 1998). Kolb (1984), for instance, arguedttimdividuals who use more active
experimentation are more likely to learn from tuownd assignment, whereas individuals

with a more reflective style are more likely torledrom staff assignments.
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The management development literature (e.g. Bu&k&/ebb, 1992; Van Velsor &
Guthrie, 1998) considers individual difference abtes relevant for overcoming the stress
and inertia when confronted with challenging OTpesiences, namely self-efficacy, learning
goal orientation and locus of control. Firsglf-efficacy has been found to positively impact
on the acquisition of new knowledge and skills tlylo OTJ experiences (Morrison &
Brantner, 1992). This may be explained by the fhat self-efficacy beliefs help determine
how long people persevere when confronting obstaeled how resilient they are in the face
of adverse situations (Bandura, 1977; 1989; Pgja@%7; Wood & Bandura, 1989). Second,
people with a strong learning orientation are midkely to gain lessons from experiences
(Tesluk et al., under review), which can be exmdiby the tendency to perceive feedback as
an opportunity to learn (VandeWalle, Cron & Slocu2i01) and to demonstrate persistence
in mastering new skills and knowledge (Dweck, 198én Velsor & Guthrie, 1998). Finally,
it is argued that people with an internal locusotrol learn more from developmental OTJ
experiences (Van Velsor & Guthrie, 1998). Locuscohtrol might influence what people
believe about the relation between effort and nmgastend how they feel about rewards they
can expect from a learning effort. Individuals wititernal locus of control are likely to
remain longer committed to difficult goals becatisey see themselves as in control of their
own development and are likely to believe thatrtbéorts will bring improvement.

The learning to learn literature emphasizes the il higher-order metacognitive
abilities (Smith, 1990). A basic assumption is thia¢ can plan for learning, and when people
demonstrate intent, control and deliberation inrthearning process, they can learn more
(Dechant, 1990). Guglielmino, Gugliemino & Huey 879 found empirical evidence that
self-directed learning readiness (e.g. informedeptance of responsibility for one’s own
learning, and ability to use basic skills and peolsolving skills) has a positive impact on
performance.

Finally, Morrison & Brantner (1992) and Pearson &Ghuley (1991) suggested to
taking into account demographic characteristicsjcational level, occupational class and
level in hierarchy as individual difference varieblin predicting learning from OTJ

experiences.
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AN AGENDA FOR FUTURE RESEARCH

In the previous, we integrated existing theoretiadl empirical work to come to a
comprehensive theoretical framework on managerahing from OTJ experiences. Scholars
from several fields have provided us with intemggtinsights to further our understanding in
and provide critical support for managerial leagnifihere are, however, several themes that
need to be explored further. Below, we discusseesely the need to conceptualize and
assess developmental OTJ experience taking intouatcall relevant facets; to do more
systematic research on the influence of individaiadl situational variables on managerial

learning from OTJ experiences, and; to open thekldb@x of the learning process itself.

Conceptualization and M easur ement of Developmental OTJ Experience

As discussed before, we argue that a broader caralgation of developmental OTJ
experiences would contribute to both practice awtarch in the management development
domain.

First, next to developmental job assignments, ofb&J experiences that stimulate
managerial learning should be identified. Cautmrhbwever, needed that the broader domain
of OTJ experiences fits our definition of learniingm OTJ experiences, that is learning that
takes place through participation in some actuattres in the workplace (McCauley et al.,
1994). If we want to develop and test a sound thexr managerial learning from OTJ
experiences, we need to make sure that the OTJXiempes are bound to the context of
managerial jobs (Quifiones et al., 1995), and they fire distinguished from experiences in
the work context that do not take place on the(gob. attending a seminar or formal training)
or experiences outside the work context (e.g. paistrauma). Further, despite a general
theoretical discussion on what makes OTJ expergerite relationships or hardships
developmental, more research is needed to idethidge developmental OTJ experiences in
detail. With regard to developmental relationsHpsinstance, research should elaborate on
the idea that individuals look to more than a prynadividual (Higgins & Kram, 2001;
Higgins & Thomas, 2001). Traditionally research developmental relationships has been
narrow, focusing on a single mentoring relationshipline with the social network theory,
however, more recent theoretical research (Hig&ikgam, 2001) focuses on the importance

of multiple developmental relationships.
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In line with previous work on developmental job igaments (e.g., McCall et al.,
1988), qualitative interviews with successful maragcould provide us with interesting
insights in the wider range of managerial OTJ epees that stimulate learning. These
insights might be used to extend the multidimersio®TJ experience construct as
conceptualized currently by McCauley and colleag#994). Next, building on the
Developmental Challenge Profile (McCauley et a@94), the new conceptualization could
lay the foundation to develop and build validityidence for scales that measure the
additional dimensions of the OTJ experience coostridaving a tool for studying
developmental OTJ experience will be crucial togoess future research on managerial
learning.

Second, in identifying the different dimensionstloé developmental OTJ experience
construct, it is important to have a closer lookhat defining features of the OTJ experiences.
So far, focus has been on the degree of challefigeed to managers (Robinson & Wick,
1992). However, by including other OTJ experienags expect that other developmental
features might come into play and explain manag&r&aning. Hardships, for instance, are
different in some ways; they are not always planaed evoke a strong sense of loss
(Moxley, 1998). Also, the functions of developméntalationships include more than
stretching the learner. An important feature o$ ttyipe of developmental OTJ experience is
providing support in terms of feedback or soundb@ard (McCauley & Young, 1993).
Compared to challenging job assignments, thesarissmatnay emerge other learning processes
(e.g., rather learning after the event or learrthrgugh dialogue), may be differently related
to learning outcomes and may require other stirmgatonditions for learning. Consequently,
it is important to examine and take into accouet tommon and distinctive developmental

features across the different developmental OTé&réapces.

Proposition 1. A wide range of OTJ experiences, beyond the current job assignment,
will stimulate managerial learning. As the developmental features will differ among
the different types of developmental OTJ experiences (challenge versus loss of control
versus support) it is important to take them into account when examining the

relationship with relevant learning outcomes.
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Next to elaborating on the nature of developme@&l experience (i.e., qualitative
dimension according to Tesluk & Jacobs, 1998), riuttesearch needs to include the
gualitative dimension in interaction with more qtietive measures (e.g. job tenure) of
developmental OTJ experience when studying marglgéearning. The management
development literature has conceptualized and tpesdized the developmental OTJ
experience construct primarily in qualitative terme our knowledge, only one study (Tesluk
et al., under review) examined how the quality qudntity of developmental OTJ experience
interact to determine learning outcomes. More dpadly, the study found that the OTJ
experience — learning relationship is moderatednbyagers’ tenure in their current position,
such that the relationship increases with grea&teure but decline again at the highest levels
of tenure. Measuring tenure is only one way to sssgevelopmental OTJ experience.
Including other quantitative measures, such astimber of times someone performed the
task of interest, might provide us with interestimgsights in the key components of
developing managerial talent. Further, researchldhiond additional support for the idea that
above and beyond the direct effects of both quaidaand quantitative aspects of
developmental OTJ experience, their interactionladmp additional variance in managerial

learning outcomes.

Proposition 2. Including both qualitative measures of developmental OTJ experience
(i.e. types of OTJ experiences) and quantitative measures of developmental OTJ
experience (i.e. time in experience, number of times confronted with the experience)
will further our understanding in managerial learning from OTJ experiences, The
learning effect of a certain type of OTJ experience will depend on the extent to which

the manager is familiar with this OTJ experience.

Situational and I ndividual I nfluences

The OTJ experiences are probably the most critiocaiponent to develop managerial
talent. The central variable of interest shouldwéeer, be examined in relation to relevant

situational and individual determinants to coma tmore complete picture.
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Although both from a theoretical and empirical pextive authors pointed out that
the context may enhance or inhibit managerial legrrand that not all individuals learn
equally well from OTJ experiences (McCauley & Bmytul998), systematic empirical
research remains scarce. Our framework as desdo#fede might give an impetus to test the
developmental OTJ experience’s nomological net nsgstematically. Below, we emphasize
three themes that deserve special attention: suppte#am level, meta-cognitive abilities and
the interaction effect of individual and situatibmariables.

First, work organizations make nowadays largely ol¢team-based structures (e.g.
autonomous groups, quality circles) to face indrepdevels of market competition and
technological innovation (Cohen & Bailey, 1997; 8smom, Mclintry, Halfhill, & Richards,
2000). This trend likely increases the number ohaggers that can or have to rely on their
team for support in general, and support for lesynn particular (Smith-Jentsch, Salas &
Brannick, 2001). An active team in terms of teaarméng behavior (Edmondson, 1999), for
instance, may create more opportunities for marsagereflect on their own OTJ experiences.
Further, a strong team learning goal orientatiomun@erson & Sutcliff, 2003) may be
expected to enhance the degree to which learnimgsgare pursued by individual team
members (Ames & Archer, 1988), which in turn makemore likely that the individual
manager learns from his/her OTJ experiences (Testull., forthcoming). An important
direction for future research is to examine teappsut variables that will provide managers
with more developmental OTJ experiences and thigt foeextract lessons from those OTJ

experiences.

Proposition 3. Stuational variables at the team level will be critical to support
managerial learning from OTJ experiences. Team support variables (e.g., team
learning behavior, team goal orientation) will directly contribute to the development
of developmental OTJ experiences as well as moderate the relationship between
developmental OTJ experiences and managerial learning outcomes, such that
managers working in highly supportive teams will learn more from their OTJ

experiences.
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Second, with regard to the individual variables,diszussed before that learning from
OTJ experiences confirms the trend that today’sagars are becoming more responsible for
their own learning. Surprisingly, the manager’'s n@le in managerial learning from OTJ
experiences has not been studied before. A proghasiea for research would be to examine
the influence of metacognitive abilities, whicheefo the extent to which individuals are able
to monitor and control their own learning (Schm&ltFord, 2003). Several authors in the
training field (e.g., Brown, 2001; Bell & Kozlowski2002; Schmidt & Ford, 2003)
emphasized that metacognitive abilities are ctitieasuccess in high learner-control training
environments (e.g. web-based training course): ddegnition helps learners make more
informed decisions regarding what control stratede utilize to progress in their learning,
which should result in increased acquisition of thwgeted knowledge and skills.” (Schmidt
& Ford, 2003: 407). As managerial learning from @Kkjperiences can be considered another
type of high learner-control environment, the emspir evidence found by scholars in the
training field will provide interesting insights.d#ever, the distinction between classroom
training and OTJ learning makes that the impaanhefacognitive abilities should be studied

in the specific context of managerial learning fr&MJ experiences.

Proposition 4. Metacognitive abilities will be critical in managerial learning from
OTJ experiences. These individual variables will play an important role both in the
extent to which managers pursue OTJ experiences and in the extent to which

managers learn from these OTJ experiences.

Third, although several researchers have stressednéed for integrating both
individual and situational characteristics (e.g.Q4acley, et al., 1994; Seibert, 1996; Spreitzer
et al., 1997; Tesluk & Jacobs, 1998) little emp@iristudies have applied an interaction
approach. Further insights are needed both in hevsituation may moderate the relationship
between individual characteristics and the outcoafesterest and, the other way around, in
how the relation between situational variables #me outcome variables is a function of
specific individual characteristics. Further, Tés& Jacobs (1998) argue that an interesting
avenue for future research involves examining #ilative contributions of individual and

situational variables on pursuing OTJ experienogkl@arning over time.
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Proposition 5. Above and beyond the direct effects of situational and individual
characteristics, an interaction model will further our understanding in how those
effects reinforce or weaken each other in influencing managerial learning from OTJ

experiences.

Opening the Black Box

To open the black box of the learning process weordy build on theoretical models
that describe the mediating mechanisms in learfimmg experience in general, and focus on
the more cognitive aspects of the learning pro¢ess Kolb’s experiential learning theory,
Mezirow’s transformation theory and Schon’s refil@atin-action theory). Further, little
empirical evidence (Seibert & Daudelin, 1999) exigin the mediating mechanisms
explaining the impact of developmental OTJ exp&@smon learning outcomes.

Future research might begin with identifying thediter scope of critical motivating
and cognitive mediating mechanism. As highlighted the preceding we expect that
conceiving the developmental OTJ experience coctsinaore broadly will emphasize a wider
range of defining characteristics, which in turnplies that other mediating mechanisms
might come into play.

More specifically with regard to learning from mageaal job assignments, as
conceptualized by McCauley et al. (1994), the mansmnt development literature
consistently posits that the motivating effect bhllenge may explain why managers learn
from the identified job assignments. However, mieoretical work is needed to understand
where and how exactly challenge comes into playdidsussed before, challenge has been a
central variable of interest within several streavhsesearch, resulting in conflicting models
of challenge (i.e. objective challenge/nomothetadel versus perceived challenge/individual
level model and; level of challenge versus typeclllenge predicting the outcomes of
interest). Empirical work needs to test and cortftbbe different models with each other as

proposed in following hypotheses:
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Proposition 6a. (Nomothetic model) The challenging features of developmental OTJ
experiences will directly influence managerial learning outcomes.

Proposition 6b. (Individual level model) The relationship between developmental OTJ
experiences and learning outcomes will be, at least partially, mediated by challenge as
perceived by the manager.

Proposition 6c¢. (Level of (perceived) challenge) Perceived challenge will be inverted
U-shaped related to managerial learning, such that at very low or at very high levels
of (perceived) challenge, managerial learning will be lower than at moderate levels of
(perceived) challenge.

Proposition 6d. (Type of (perceived) challenge) (Perceived) challenge associated with
specific dimensions of developmental OTJ experience will be differentially related to

managerial learning.

CONCLUSION

Both practice and research have pinpointed devetopah OTJ experiences as key
factors in managerial learning and development (MQ004). Notwithstanding, we argued
in this chapter that current research has not gesidered the developmental OTJ experience
construct in all its facets and that systematieaesh on factors that influence learning from
developmental OTJ experiences is lacking. Withtbaoretical model we sought to provide a
framework to guide future research in addressimgehshortcomings. First, we suggested to
broaden the developmental OTJ experience constamntt, to go beyond the current job
assignment when identifying OTJ experiences thatuate learning. Second, we suggested
to include individual and situational variablesaimomological network of the developmental
OTJ experience construct, with special attentiantfiose variables that are in line with the
defining characteristics of OTJ learning (e.g. roetmitive abilities) and that are relevant for
organizational practice (e.g. support from team)rd, we suggested looking closer into the
underlying mechanisms of the on-the-job learningcpss in order to better understand what
features of the developmental OTJ experiencestrieslgarning.

Although we provided an extensive theoretical frevoik, it is not without its
limitations. First, our definition of OTJ learninok into account both the process and
outcomes of learning (cf. section 1.1.1). Howevergdeveloping our model we primarily
focused on the process aspects, or the variabde<hrify and influence the developmental

OTJ experience-outcome relationship.
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In line with our research objective, we only inaddearning outcomes that have been
identified to be specifically obtained through OTehrning (i.e. business knowledge,
behaviors such as working with people and attituslesh as persistence). As extensively
discussed in the training literature (e.g. AlligerTannenbaum, 1997; Kirkpatrick, 1959),
these learning outcomes are only one category tnpal outcomes. A learning experience
may also be evaluated in terms of participantsttieas (e.g. satisfaction) or more distant
outcomes at the organizational level (e.g. perfoirceaand employee retention). It would be
for instance interesting to examine whether satigfa with the learning experience is an
indirect indication of actual learning (Kirkpatrickl959), or whether participation in
developmental OTJ experiences increases managargiped organizational support, which
has been found to positively influence organizatlooutcomes such as employee retention
(Eisenberger, Stinglhamber, Vandenberghe, Such&dRhoades, 2002).

Related to the lack of more distal outcomes, arsgdimitation concerns the limited
timeframe accounted for in our model. We addreskeddynamic nature of learning from
OTJ experiences by including previous experieneewe did not look into the processes that
may take place after the first new knowledge, skdind attitudes are acquired. More
specifically, we think of reflective processes timatividuals go through some time after the
learning experience took place. Lessons may bedéeamnly through this reflection, and only

a broader timeframe will shed light on these masétiprocesses and outcomes.
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FIGURE 1

A Integrative Framework on Managerial L earning from Developmental OTJ Experiences

Individual Variables
- Learning approaches (e.g., cognitive style, lieaystrategy)
- Ability to learn (e.g., learning goal orientatjcself-efficacy)
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occupatinal class

A 4

Developmental
On-thejob Experience
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A 4

job experiences

- Qualitative and quantitative
aspects

- Current job and career perspective
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Situational Variables

- Organization (e.g., learning culture, decenteaiztructure)
- Immediate work environment (e.g., supportive bpsers)

Mediating
M echanisms

- Cognitive aspects
- Motivational aspects

A 4

Managerial Learning
Outcomes
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