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Abstract: This study explores which learning processes contribute to the
improvement and innovation of an organisation’s procedures, products
and services. It aims to find the variables that promote or inhibit these
learning processes.

For this purpose, a conceptual framework was developed. This framework
helps to better understand learning processes that lead to improvement and
innovation and to stimulate knowledge productivity in practice. In this article,
we first present the conceptual framework. Next, we present the results of 16
reconstruction studies deployed in various organisations in The Netherlands,
China and Indonesia. The results confirm that the elements in our framework
play an important role in developing and using new knowledge that is needed
for improvement and innovation.
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1 Introduction

In an economy where knowledge is dominant, daily operations in organisations should be
designed to support knowledge productivity (Kessels, 1996; 2001). This process entails
identifying, gathering and interpreting relevant information, using this information to
develop new skills and then to apply these skills to improve and radically innovate
operating procedures, products and services. Learning is at the heart of this process:
tracing relevant information, and developing and applying new competencies are based
on powerful learning processes.

Can we cultivate the ability among individuals and teams to be knowledge-productive
systematically? Can learning situations be designed to promote knowledge productivity?
In our research programme, we explore how to stimulate and support the learning
processes an organisation needs for the improvement and innovation of its products,
services and processes. The key questions of this research are:

e  Which learning processes contribute to the improvement and innovation of operating
procedures, products and services?

e  Which variables promote or inhibit these learning processes?
e How can these learning processes be stimulated by targeted interventions?

In this paper, we describe our research framework, as well as the methods and results of
16 case studies in various organisations in The Netherlands, China and Indonesia. We
conclude with a reflection on the implications for further research.

2 Theoretical framework

Knowledge productivity depends on the competence of individuals and groups to
gradually improve and radically innovate operating procedures, products and services.
Producing knowledge is in itself not enough. In an economical sense, knowledge only has
value when it is linked to action. The application of knowledge to products, services or
processes is what makes knowledge productive.

The knowledge productivity concept therefore is based on the view that knowledge is
a personal competence: “knowledge needs to be understood as the potential for action
that doesn’t only depend upon the stored information but also on the person interacting
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with it” (Malhotra, 2000, p.249). In this research, we focus on how organisations can
develop the ability to achieve such changes on the learning processes that contribute to
the ability to be knowledge-productive. A specific innovation, improvement or invention
— possibly patented — may be of great economic value, but the true value lies in the ability
to generate such improvements and innovations rather than in the actual innovation.
Developing the ability to innovate is therefore a key challenge for individuals, teams and
organisations as a whole.

2.1 Towards a framework for knowledge productivity

During the past few years, we developed a preliminary conceptual framework for
knowledge productivity, which we are now testing, improving and validating. This
framework is based on work and insights from various domains (human resource
development, organisational sciences, learning theories).

In this framework (Figure 1), we distinguish the following elements.

Figure 1 Conceptual framework for knowledge productivity

What kinds of

learning are

being supported What are the
Where does the and how? resulting
necessity to Which learning improvements
improve or processes are or innovations
innovate come taking place? in products,
from? services and

How supportive work processes?

is the work

environment?

Context > Interventions > Outcomes

2.1.1 Outcomes for the organisation

The assumption behind the idea of knowledge productivity is that, in order to have
long-term success in today’s knowledge economy, an organisation needs to continuously
improve and from time to time radically innovate its products, services and work
processes (Drucker, 1993; Nonaka and Takeuchi, 1995). Knowledge productivity
becomes visible in concrete improvements and innovations.

The distinction between gradual improvement and radical innovation is inspired by
the work of Walz and Bertels (1995). Gradual improvement elaborates on what is already
present and leads to additional refinement and specialisation. Radical innovation is based
on breaking with the past and creating new opportunities by deviating from tradition.
Therefore, the results of knowledge productivity can be measured in terms of
improvement and/or innovation of products, services and processes.
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2.1.2 Learning processes

These results depend on the development and utilisation of the knowledge that is needed
to realise the desired improvements and innovations (e.g., Leonard-Barton, 1995). In this
learning process, we distinguish three elements (Kessels, 2001; Nonaka et al., 2001):

1 identify, gather, exchange and interpret relevant information
2 use this information to develop new competencies
3 apply these competencies to improve and radically innovate.

This means that knowledge productivity not only comprises producing (creating)
knowledge, but also making knowledge productive (application).

Such learning processes surpass the individual level; they take place on the team of
organisational level (e.g., Dixon, 1994), are situated in practice and are social in nature
(Brown and Duguid, 1991; Wenger, 1998).

2.1.3 Learning support

Previous research (Kessels, 1996; Kessels et al., 1998) indicates that the kind of learning
that is at the heart of knowledge productivity, can be supported by a corporate
curriculum: a learning environment that develops the competencies needed to be
knowledge-productive. This is not a formal curriculum prescribing the programmes and
courses that workers should attend. Rather, it involves transforming the workplace into an
environment where learning and working integrate. Such a corporate curriculum should
serve seven related learning functions:

1 acquiring subject matter expertise and professional knowledge directly related to the
organisation’s business and core competencies (e.g., a bank’s financial services or
the care provided by a hospital)

2 learning to identify and deal with new problems using the acquired subject matter
expertise (e.g., switching to a new tax system or introducing customer-oriented
patient care)

3 cultivating reflective skills and meta-cognitions to find ways to locate, acquire and
apply new knowledge (asking questions like: How do we learn from our
experiences? Why is it that we excel in developing sustainable energy but are unable
to convince those around us of its value?)

4 acquiring communicative and social skills that help people access the knowledge
network of others, participate in communities of practice and make learning at the
workplace more productive

5 acquiring skills to regulate motivation, affinities, emotions and affections concerning
working and learning (it is important for knowledge workers to identify personal
themes and ways to develop them)

6  promoting peace and stability to enable exploration, coherence, synergy and
integration; employees should receive the opportunity to master and elaborate a plan,
idea or operating procedure. However, too much peace and stability might bring
about overly one-sided specialisation and an excessive internal focus, complacency
or laziness
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7  causing creative turmoil, which leads to radical innovation. Creative turmoil also
results from a powerful drive to resolve a tricky question. The cause is often an
existential threat: a matter of winning or losing, surviving or going under, being in or
out. However, not all unrest is creative turmoil. Disturbance alone, without the drive
to innovate, is irritating; too much creative turmoil may yield a thousand new ideas
but leaves little opportunity to elaborate any of them. The learning functions peace
and stability and creative turmoil are clearly conflicting, even though they are
supposed to offset one another.

A large-scale Dutch study in the healthcare and welfare sector provides support for these
seven learning functions (Van Lakerveld et al., 2000). This research shows a clear
relationship among these seven elements of a learning environment (the elaboration of
the corporate curriculum) and the ability of an organisation to improve and innovate
(knowledge productivity). It identifies the learning functions as seven distinguishable
variables that together form a coherent concept.

2.1.4 Work environment

As the corporate curriculum is not situated in an isolated learning centre, but integrated in
the work environment, it becomes necessary to look at conditions in a work environment
that support the learning functions of the corporate curriculum. Based on our research
thus far, we formulated three provisional development principles for a work environment
that supports a corporate curriculum (Kessels, 2001):

Enhancing reciprocal appeal (the social context)

Knowledge-productive workplaces are rich learning environments in which the social
context fosters collaborative efforts. No single manager, instructor or trainer, however, is
exclusively responsible. Participants work hard to maintain their reciprocal appeal, which
means that they do their best to provide each other with a fruitful learning environment.
Important characteristics of this social context for learning seem to be: reciprocal respect,
appreciation and integrity, sufficient safety and openness for constructive feedback and
confrontations. The communicative and interactive skills of the participants are required
to meet high standards.

Searching for a passion (the content component)

People are clever only if they want to be. A knowledge-productive environment
encourages people to find their passion. Knowledge-productive environments encourage
cultivation of a personal, substantive theme. Such an individual theme inspires curiosity
and enables information to be traced more quickly. It facilitates establishing connections
with attractive, professional networks and stimulates exceptional achievements where
others might give up. Designers and knowledge workers need to become competent to
navigate through the diffuse arena of affinity, motivation, passion and ambition to be able
to achieve high-quality improvements and innovations.



410 P. Keursten, S. Verdonschot, J. Kessels and K. Kwakman

Tempting towards knowledge productivity

Cultivating reciprocal appeal serves primarily to create a favourable social context.
Searching for a passion establishes the foundation for substance. But what can you do to
encourage people to work systematically and focus on the social context and the
substantive component? The desire to guide, manage, control and monitor is becoming
increasingly difficult to fulfil. The growing interest in self-guidance is apparent in both
work and learning contexts. This leads us to ask how we can tempt each other towards
knowledge productivity. The main objective is to become able to design a workplace that
develops sustainable instruments, useful for dealing with future issues: the competence to
become cleverer, learning to learn, organising reflection, increasing reflexivity and
basically applying knowledge to knowledge development.

Context

The corporate curriculum and the design of a supportive work environment will be
influenced by the context of the organisation. This context provides the reasons for
innovation and improvement and also influences the direction the organisation takes and
the challenges that come up as a result of these. The triggers for investing in
improvement or innovation primarily come from outside the organisation (e.g., market,
technological, social, environmental, political developments), but can also stem from
internal challenges and ambitions (e.g., problems in work processes, worker
satisfaction/retention, change in vision and ambition).

Interventions

In this research, we are not only looking to clarify factors that facilitate or inhibit
knowledge productivity. We are also exploring which kinds of interventions in
the work environment, corporate curriculum and knowledge processes can promote
knowledge productivity.

3 Knowledge productivity in 16 innovation projects: lessons from practice

During the past few years, we have examined 16 projects in which an innovation or
improvement was realised in practice. These 16 cases vary widely across business sectors
and cultures. We deliberately chose to do the cases in this variety, to explore and validate
our framework across contexts (see Table 1 for an overview). In each case, a specific
innovation or improvement was identified and reconstructed.’

To reconstruct the cases, all people involved in the case were interviewed and a
document analysis was done. For each case, a case report was written and validated. The
results per case are summarised in a detailed and overall matrix that allowed for a
cross-case analysis. The focus of the analysis was twofold:

1 Are the elements of the conceptual framework recognisable in the cases and what
role did they play? (aimed at validation and extension of our framework)

2 What are the critical elements in the cases that stimulated or hindered knowledge
productivity? (aimed at finding levers for intervention).
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S)UQWIUSISSE JUAIFFIP

uo ylom sdnoi3qns ‘yuounredap ajoym
dnoi3 1a51e] Jo

JUQWIDA[OAUT [BUOTIOUN] SSOIO ‘Ioeurul 9Uo
pue s1sI[e153ds [EOIPIU 9ATJ JO WD) Q10D
ssaoo1d oy ur s1ayjo Aq uonedronred
paywi] ‘roSeuew pue sysierdads

[eorpawt om) 231y Jo dnoi3 a10)

sourdiosIp pue suonesiuesIo SNOLeA Woly
ordoad g1 F Jo 2919814 Jo AUnwWwo)
sourdIosIp pue suonesiuesIo SnoLeA Woly
ardoad gT F o somoelq Jo Amunwwio)

sour[dIosIp pue suonesuesIo SNOLIeA WOy
9rdoad g F jo sonoeld Jo Arunwwio)
s1ouue[d [800[ XIS pue

w)sKs Jo srousisap om) :ySio jo dnoin
sanSea[[oo PIm

SEOpI Mau paydayd syuedionied ‘siouuerd
XIS pue JOUSISIp U0 ‘UAds jo dnoin
SUOT321 JUSIIJIP woly s1ouue[d [BOO] USASS
pue wsAs Jo 1oudrsop auo :JyY31e jo dnoin
suonerado

pue SuiSeyoed ‘Suiseyoind ‘qpy
‘SunoyIew WoIj Wea) [eUoTOUNnj-sso1)
Sureourdus pue uononpoid ‘Jonuod
Airend) ‘q29y WO Wed) [BUONOUNj-SS01)

sons1So] “YH ‘eoueudurews ‘suonerado
‘3ULIGQUISUS WO WEI) [BUONOUNJ-SSOID)

9rdoad jjers pue safes ‘41 Jo wea],

spunoigyoeq SureduIsus
‘[eUONOUNJ-SSOID XIS JO WR3) 10D

wed) SuLIe9)s pue WIed) JSISSE ‘WILd) UONOe
0JUI PAPIAIP ‘UOISIATP [EIIUYIA) A[OYA

s1oriddns Surajoaur ‘ojdoad
A¥¥ ST ‘8 JO Wed) 2100 [BUONOUNJ-SSOID)
paajoaur £122.0p SU0SAdJ

(paystuty 19K Jou uoneAouur) Kjurepredun
QI0W 0SB INQ ‘SIUII]D YIIM JOBIUOD 1N
uoneradoos Areurdrosipnnu

“a1ed Juaned 10y sjooojo1d Areurjdrosip
-SSOI0 ‘SpIEM OM] JO UONRISAIU]
uoneradoos [ewndo-qns pue pajoadxo
uey syuaned ssaf 1nq ‘pajuswapdur

pue paudisop $assad01d pue sanIIoe]

suonoun( euorgar

Jo udisop-a1 oy 1oy ue[d ssavo1d moN
seare [emsnpur jo juowdojoaap

2y} 10§ [epowr ssa001d uowwIo))

19K $1doou0d uowwod

pue daneISojur ou ‘9onoeid umo oY) ur
asn 9rdoad spoyiowr pue seapl [enpiAlpu]
Jurssnosip pue Suidueyoxe

UI YON)s ‘paAIYdL 19K 10U I[NsAY
JUSUWIUOIIAUD

SHOM 119y} Ut s19yj0 pue sjuedonied

£q paydoooe ‘uSisop aremijos moN
uonoAIP Mau e Jo syuauoddo

PpuE $2)2O0APE UdIMIAQ AndSIp uT yoms

uonisod joyrew SuIpes|
‘paonponur aurj deos yneaq moN

(deos) yonpoid parorduy

uononpoid

paseaoul pue siojeiado Jo uononpay
s1o[terar ynm sdiysiounred

AU ‘UONNQIISIP ur KSULIOLJO

astundo ‘weysAs uonnquisip moN

Se3 W ol 00t

£q uononpoid ses jo asrey

paseaIdul A9BINIOE Y01 pue

PaINPAI SUMOPYLAI] ‘9%()L O} 9%TS WOlJ
pasearour douewiiojrad feuonerado

%S 1-%01 £q dWN[OA $3[S pasealdur
pue waysAs asuadsip mau pajuswarduy

1o0dun/nsay

yoeoxdde panuso-juard
01-aanduosaid woyy Suiduey)
QoI0yI0M

PI[IDYS-N[NW pue AIXa[j AJow  SuIp[mng
pue a1ed pajusLio-judned Suraoxdwy
dD oy yim

Tonuod sdoay jet Aem e ur osnradxo
pue sanIjIoej onsouseIp Jurpraoig
SBUIWAIp

Surajos pue spuewap (SundrFuod
u)jo) Suneidaur 1oy yoeorddy

eo1e [esnpur ue Surdofoaap jo
ss9001d 2y ur spaou snourea Sunesduy
Qoeds [[ews e ur

suonouny snotea uneidaur ‘usisop
pue Suruuerd £110 10§ $1doouod maN
SuIeI) JO 95N JUSIOLYJD dIoW

‘papaau ST 11 a1aym AJI[IqR[IRAR UTRI],
(w1e) 10ys 0) uof woIy)

soSess Suruued yuaragyip Jnoysnoiyy
sampadoid Suruuerd Sursiprepuels
ssourjown pue £ouaIoljze aaoidwr pue
swofqoxd Suruueyd Jo uonnjos [erdeyuy

(areys 19y1eW SUISO SBM JI AIDYM JONIRW
pajuswSesy e ur) JOpea] JoyIeW oWoddg
SQUO MU JoeI)e pue SIawWolIsnd

[e£oj Aysnes o1 wajqoid Aienb aajog
Apuaoiyye arow

sjonpoid y10q sayew Jey) uo ojur

saul] uononpoid om) Jo uoneuIqUIO)

[oUUBYD UONNGLISIP JO [01NUOD UIRSIY
1500 Jursnururue
arym Kroedeos uononpoid Surstwrxey

auif urmoq Suistundo

£Q SpuBWp JoyIBW PISLAIOUT IO
(QayIeW ) JO 9%06=)

Su119)Ed SWN[OA-MO] IO]

wasKs asuadsip 102q dofeaag
241122190

uoneAouur ssaoo1d/gyers
UI2OUOD UL UOTBIUDLIO JUDI[D)

uoneAouur ssaooid/sdnoid

juaned snolea 103 a1ed Junerdojuy
uoneAouut

QIIAIRS/(dD) sIouonnorld

[RISUAD) 10] JIUN ONSOURIP-OIpIR)

uoreAouut
ssa001d/suonoun( [euoi3oy

uoneaouur ssaooid/yuawdorosap
BaIR [RINSnpuy

uoneAouur ssa001d/K110 Suiary
uoneAOUUI $52001d/s90uUB[RqUIT
8unoa1100 10§ saInpadsoid maN

uoneAOuUl $s9001d/aImonnseIyur
Surreys 10j waysAs Suruuerd moN
uoneaouur ssaooid/srouuerd
1e50] 10J wAsAs 10Indwod maN

Juswaaoxduir yonpoid/deos Aneaq
mau Jrew pue dofoAsp epuryq
JuawaAoxdurr

1onpoid/wear) moug auijezeq

uoneAOUUT $s9001d/saury
uononpoid om) Sunerdaug

uoneAOUUT $$2001d/UONNGLNSIP I0]
[opowr ssauisnq mou e LSueys
uoneAouur

ssad01darr oy Suronpoig
JuswaAoxdurr
$s9001d/3uLmoeynue

SSB[D) PO Sueyurg

uoneAouul
jonpoid/wsAg asuadsi praeq
uonpaouul fo adK1/122loaq

+ (SPUBHIOYIAN QY ) [endsoH 91

(spupoyION Y L) [endsoH G

(SpurpIaYIdN L) [eNdSOH “t1

+ (SPUBLIOYION 2YL)
asn puey ofdnnu 10§ YI0MION "¢

# (SPUBHOUION dYL)
osn puey odnjnuw 10§ yIomIaN 7T

# (SPURHOUION Y L)
asn pue] o[dn[nu 10§ YI0MIN 'T1
# (SPUBHIOUION Y L)
skemyrey yoing ‘01

+ (SPURLIOYION 2YL)
sKem[rey yond ‘6

# (SPUBHOYION AYL)
skemrey yon( ‘g

(eury)) reuoneunnur
QIed [eUOSIdd 29 SWOH pue Spooq /L

(vuryD) TeuonEUR[NW
QIEd [BUOSIQ] 29 QWIOH PUE SPOO] ‘Q

(Spue[IayIaN 2YL,) [euoneunnur
AIBD [BUOSIO] 29 QWIOH PUE SPOO] ‘G

(euryd) Auedwood (10 ¥

(spueprayioN 2y],)
100npoid sed [emeN ‘¢

(e1souopuy)
K19M21q 192q [eUONRUNNIA '

(spueproyoN 2y],)
K19M31q 1229 [eUONBUDINIA ‘T

asv)




412 P. Keursten, S. Verdonschot, J. Kessels and K. Kwakman

The cases marked with ‘*” were reconstructions of processes that were not yet finished at
the time of this research. From the table, it becomes clear that in all cases, the process
was an internal one. None of the cases deal with the implementation of externally
developed solution. Therefore internal employees fulfil a key role in all of the cases. This
is in accordance with the focus of our research: we want to learn more about learning
processes that are involved in innovation and improvement. When implementing an
externally developed innovation, much of this learning takes place outside the
organisation under study. Through selecting internal innovations, we could study the
whole process.

In the next sections, we describe the results of this research, following the structure of
the conceptual framework. First, we focus on the context and outcomes of the cases we
studied. Then, we describe which factors in the work environment supported the learning
process. We also describe whether the seven learning functions of the corporate
curriculum played a role and how. Finally, we reflect on the learning processes that
took place.

3.1 Context and outcomes

In all cases, there was a clear need behind the initiative to innovate/improve. We could
distinguish two kinds of motives. Both of them led to different improvement and
innovation processes.

3.1.1 Innovation proceeding from an urgent business problem
(in Cases 2, 4, 6 and 7)

In these cases, organisations reacted to the acute, external developments in the
environment, e.g.: market demands that could not be met (Case 2), breakdown of the
wholesaler network (Case 4), or unsatisfied customers (Case 6). In these cases, there was
a clear need for direct action and short-term solutions. The organisations could not solve
the problem with the kind of approach and solution they were used to, but they needed to
solve the problem in a new way. Innovation was a clear necessity, as a reaction to an
urgent problem.

In these cases, we saw that the urgency of the external problem leads to
time-pressure, focus, dedication and speed in the innovation process. As a consequence,
time and space for experimentation and exploring various paths were limited. A clear
direction was chosen very early in the process. As a result, the achieved change was
mainly incremental (in three of the four cases). In those three cases, knowledge
development built on expertise that was already available inside the company (e.g., from
technical centres or other business units). In one case, a radical new direction was chosen
(Case 4). This necessitated the development of new subject matter expertise.

3.1.2 Innovation as strategic choice of the organisation
(in Cases 1, 3, 5,8, 9, 10, 11, 12, 13, 14, 15 and 16)

It is remarkable that, after being asked to select an important change for us to study, most
organisations provided examples in which innovation was a strategic choice. The choice
was inspired by external developments and/or by a new ambition of the organisation
itself. In these cases, the focus was not on short-term problem solving. Rather, it was the
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long-term view that was central. Innovation was a deliberate choice: a pro-active
approach in order to seize an opportunity and develop a new approach to situations and
issues. The choice was based on the vision that ‘more of the same’ would not create a
lasting solution and a strong position for the organisation.

Innovation as strategic choice arose from new market opportunities (Case 1), pressure
on flexibility, efficiency and cost (Cases 3 and 5), delays in train schedule (Cases 8, 9 and
10), and a nationwide problem with the use of the limited ground space (Cases 11, 12
and 13).

In these cases, there is time to explore new paths, and we saw mixed results. In the
contexts where the pressure was fairly high (in terms of time or money) and desired
results were relatively well-defined, the process had many characteristics of a project
approach, but had new methods and extended cross-functional cooperation (Cases 1, 3
and 5). In the cases with a less clear idea about the desired output, there was more
experimentation and also a diverging phase in search of the kind of approach and solution
that would be best. The result of this process was either a ‘breakthrough’ or a
‘breakdown’: half of the cases got stuck somewhere in the process, and half of them came
up with radically new approaches (sometimes after being stuck and having created a
breakthrough out of this) that led to successful innovations.

There are three cases in which the external pressure was less tangible, and the main
drive for innovation came from the organisation’s new ambition. In two of these cases,
new solutions and approaches were developed but the actual benefits of these in everyday
work remain limited. The third case was very successful, through capitalising on personal
motivation and by building a strong interdepartmental cooperation, involving almost
all workers.

As a preliminary conclusion, we could state that external pressure is important to
really have significant impact in daily work. However, too much pressure could stimulate
working within known fields of knowledge and therefore limit innovation.

3.2 Supportive work environment

Many of the elements concerning the work environment in the cases, were linked to the
three development principles for a supportive work environment (see Section 2.1). For
each development principle, we summarise the factors we found in the cases. Also, for
each development principle, we mention interventions that were used in some cases and
that turned out to be stimulating.

This process of making explicit the supporting factors and interventions in the work
environment, was done after the processes took place in practice. In practice, much of
this was implicit. Although the development principles could be recognised in the
reported stimulating and hindering factors, these principles and factors were seldom used
consciously. This research was clearly a process of reflection and making sense after the
fact, and thus in a way, also a learning process for everyone involved.

3.2.1 Enhancing reciprocal appeal

Most cases report that a crucial basis for reciprocal appeal was the subject matter
expertise that people possess: respondents from almost all cases report that it was
attractive to work with people who are more knowledgeable than they are in other fields.
In two cases, we saw people leaving the group when they felt they could not learn enough
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from the others. Personal contacts in a cross-functional setting seem to provide an
important basis for knowledge productivity — they created curiosity towards others and
enabled the development of new patterns for interaction.

From the cases, we learn that a supportive social context is characterised by openness
to new ideas and input from others, tolerance for mistakes, care and respect. Working
outside the daily functional work contacts — in which position, hierarchical routines,
and avoiding loss of face often played an important role — made it possible to develop
such a social setting. But even then, the creation of such a stimulating social context was
not self-evident. Cooperation with people from different backgrounds, in itself, is not
enough to create a stimulating social setting. Teams sometimes struggled to find
productive ways to cooperate. Problems of misunderstandings, loss of time, and not being
able to move beyond information exchange and discussion towards the development of
common new ideas, were also apparent. Some projects even got stuck because of these
(e.g., Cases 8 and 10).

Interventions

We encountered two types of interventions that helped to create a working environment
in which cooperation takes place on the basis of reciprocal appeal:

1 Interventions directly addressing reciprocal appeal within the team.

This happened when people were asked directly and personally to make explicit
what they expect from others and what their own contribution is. This clearly had a
positive effect in some of the cases. It made the reciprocal appeal visible and such a
question invited people to work on the basis of reciprocal appeal (instead of based on
function or position). Case 11, for example, shows how the intervention of a
facilitator directly influenced the way the people involved dealt with the reciprocal
appeal in the group. In this case, the facilitator asked the people within the
community of practice explicitly to articulate their contribution to the process. By
doing so, it became clear to one of the persons involved, that her contribution did not
really add something. As a result, she left the community.

2 Introducing new methods of problem solving and cooperation.

In some cases, the introduction of a new methodology for the whole process or even
of a new method in one team meeting, stimulated the creation of more attractive
patterns of cooperation. In Case 3, a new methodology for problem solving gave a
clear perspective on working together and created a context that was, from the start,
very different from ‘normal’” work. In other cases, a deliberate intervention in a
meeting, like playing a game in Case 9, got people out of the discussion mode and
into a process of listening and dialoguing.

3.2.2 Searching for a passion

In every case there was a high commitment of the persons involved. They all had an
apparent personal interest: either an interest in the topic (like in Cases 12, 13 and 15),
and/or an interest in the core challenge because they personally experienced the issues the
project dealt with in their daily work (like in Cases 4 and 5). It is this intrinsic motivation
that seems to be the driving force behind the innovation processes we looked at, and that
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creates the energy and commitment to get to a result in one way or another. In many
cases, the intrinsic motivation was linked to a desire to show your qualities to others and
to share these with them, to use your qualities and to develop them further. This personal
passion in many cases provided a mix of curiosity and the determination to succeed.

Interventions
e Invite people on the basis of passion and personal interest

The combination of both having a passion for the topic involved and having a
personal interest in the solution or innovation that the process results in showed to be
very powerful. Where the curiosity for the content was limited, exploration of new
paths and ideas was limited and a more traditional problem-solving approach
prevailed (Case 2). We also saw a case (Case 14) in which the personal passion of
the key players for the subject matter of their work led to an unproductive definition
of the ambition. They defined the desired outcome of product/service innovation

(a new diagnostic centre) instead as a process innovation (new roles of general
practitioners in the diagnostic process). This could happen because the problem
owners (general practitioners and patients) were not involved in the innovation
process. In cases where the personal interest in the solution is less apparent or even
negative, it was often difficult to keep the energy (e.g., Cases 8, 11 and 16).

e Special care and trust of management

Although the motivation concerned primarily intrinsic motivation, the cases
show that pride, recognition and personal career motives are also important to
keep the process going. This motivation can be fed by extrinsic means such as
attention or involvement of the management, and by showing trust by explicitly
giving responsibilities.

3.2.3 Tempting towards knowledge productivity

Being tempted towards knowledge productivity seems to be a crucial condition for an
improvement or innovation to succeed. In all cases, we found interventions, mostly done
by a project leader or facilitator, that were clearly stimulating. The interventions have an
apparent link with the previous two principles.

Interventions to create a positive social climate

Typically, all these interventions are focused on the creation of a new setting for the
process to take place in.

e Deliberately create and foster cooperation across functions and backgrounds. This
happened in almost all cases.

e Create a new setting that invites people to develop new interaction patterns and that
invites people to use new methods of working. In Cases 11, 12 and 13, this happened
by using a Community of Practice approach.
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e Make it a ‘special event’ for the people involved, e.g., by making it visible and
recognisable. This makes them feel connected, and at the same time it makes them
feel special and appreciated. Examples were found in Cases 3, 5, 6 and 7.

e Facilitate the process of working on the basis of reciprocal appeal by targeted
interventions or methods (Cases 9 and 11).

Interventions that address passion and personal motivation

o Invite participants based on personal interest and expertise instead of inviting them
based on formal position or as representative of a functional group. This was done in
most of the cases and it put the message across that expertise matters and was
valued. People felt invited to use and develop their personal abilities.

e Link the core team to others inside and outside of the organisation that have a clear
stake in the results (managers, clients and colleagues). This contributes to a
personally felt need (people you know and that are important to you are waiting for
results) and to feeling recognised as someone doing important work. It also creates a
challenge and drive to succeed.

e Stimulate participants to experiment and explore new ideas. This was mainly done
by making explicit that experimentation is welcomed and also by formulating the
assignment in such a way that a new direction to solve the problem is inevitable. For
example: the assignment to integrate production lines of different products (Case 5)
or the assignment to fundamentally change the distribution system (Case 4).

A common characteristic of these interventions (or ‘temptation strategies’) is that none of
them directly manage the innovation process itself. They all concentrate on the creation
of a setting and context for the innovation process to succeed.

3.3 Corporate curriculum

In this section, we describe what we found in the examined cases with respect to the
seven learning functions of the corporate curriculum.

The development of subject matter expertise plays an important role in all of the
cases. In all the cases, people used various sources in order to gain subject matter
expertise (books, internet, intranet, training, conferences, excursions to other departments
within the company, efc.). Besides these data sources, the personal network of people
involved was also heavily used to acquire subject matter expertise.

When time was short because of an urgent business problem (Cases 2, 4, 6 and 7),
people tended to use knowledge that is already available within the organisation. The
focus was more on finding and allocating subject matter expertise needs than on
developing new subject knowledge.

In the change processes we reconstructed, people felt that their subject matter
expertise was one of the few certainties in an uncertain process. That is why people
tended to hold on to their subject matter expertise. It is therefore not easy to open up to
new perspectives and to conflicting views: in one-third of the cases, it was hard for
people to go beyond exchanging subject matter expertise (in Cases 8, 9, 10, 11, 12
and 13). They had great difficulty in breaking with present ways of working in order to
come up with radically new approaches.
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Identifying and dealing with new problems in new ways stimulated the participants to
find new solutions. In the cases where experimenting and exploring was part of the
process, the degree of innovation seems to be higher than in cases with a very focused
problem-solving approach. However, the chances of getting stuck and not produce a
practical solution also seemed to increase.

A sense of connectedness of the people involved with the experienced problem seems
necessary. When the people involved felt no urge to solve the problem, they were not
very good at finding or developing adequate knowledge.

The development of reflective skills and metacognitions did not get much explicit
attention in the cases. Reflection was visible mainly during organised (group) meetings in
which reflection was the main goal. In these organised meetings, the attention was
mostly focused on the next steps to take in the process. We could not trace specific
examples of how people reflected on the way they acquire and apply new knowledge.
Our hypothesis is that most reflection was very task-oriented. Working on metacognitions
was not yet reported.

As a learning process, acquiring communicative and social skills was not an explicit
part of the cases we studied, but almost all people mentioned that open and good
communication was absolutely essential for getting results. In the examined cases, these
skills served mainly three goals:

1 To use your own network of colleagues and acquaintances in order to find and get
the information you need.

2 To find people who are expected to contribute to the process and to involve them in a
meaningful way, which they themselves will find attractive.

3 To be able to communicate and present your own ideas and opinion to others.

The regulation of motivation, affinities, emotions and affections was important in all of
the cases. Personal motivation and affinity with a particular topic was the driving force
behind innovations and improvements in the cases. However, most of the time, this
motivation stayed implicit and no explicit attention was given to it. In one case (Case 11),
we found examples of purposeful usage and development of personal motivation
and affection.

Peace and stability is necessary, provided that it is balanced with a sense of urgency
and with creative turmoil. The cases clearly show that peace and stability can influence
the process negatively when there is too much feeling of rest. In Case 16 for example, the
people involved felt no urge to change. They wonder how a change can be urgent when it
already has been postponed for three years. As a result, the people involved found it hard
to go beyond the exchange of information.

Case 13 shows how a certain amount of peace and stability can help the innovation
process to get a new impulse. In this case, the existing stability caused people to think
beyond existing frames and to realise a breakthrough.

Creative turmoil was experienced especially just before and during radical
breakthroughs. Creative turmoil arose from a combination of external pressure, a strong
interest and a personal drive. Sometimes there was restlessness without the creative
turmoil. This was mainly caused by the fear to let go of safe and familiar ways of
thinking, which always provided something to hold on to in the past. In the cases, several
methods were used for turning this unrest into creative turmoil:
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e Organise an event with external stakeholders. In Case 11, people from outside the
organisation were invited to a workshop, which increased the pressure to ‘produce
results’, and also because their reputation was at stake.

e  Make an excursion to the object that you want to change. In Case 13, the group
decided to meet each other at one of the regional junctions for which they were
finding an innovative solution. This visit radically changed the way they thought
about this junction.

e  Work on a physical product (like a particular design in Case 11). This stimulated
everyone to make his or her views and ideas more explicit, to actively combine these
with the viewpoints and ideas of the others, in order to make shared design decisions.
This created an opportunity to go beyond the exchange of information and to
negotiate about meaning.

e  Experimenting with existing production lines in Case 7 resulted in a feeling of
responsibility for attaining results. The fact that existing production lines were at
stake caused pressure to present results.

3.4 Knowledge processes

Based on the data we have collected to this day, it is difficult to get a clear picture of the
actual knowledge processes that took place. These processes are not directly visible, and
take place in and between the heads of the people. Most people in the cases were also not
used to looking at their work from a knowledge perspective. Reconstructing the processes
was therefore difficult. Still, there are some interesting results to report.

The process of identifying, gathering, exchanging and interpreting relevant
information was part of all the cases. However, using the information in order to develop
new competencies was a difficult step in the process of knowledge creation. What we
saw in the case studies is that it takes a lot of effort to make the step from identifying,
gathering, exchanging and interpreting relevant information to developing new
competencies and to actually use each other’s experiences and information in order to
develop something new. This proved to be a vulnerable part of the process, in which we
also saw participants lose their attention or even drop out. The cases that did not (yet)
succeed mostly stopped at this hurdle. The cases in which people succeeded in actually
using each other’s experience and information into actual improvements and innovations,
were cases in which a sense of urgency was felt by participants. In these cases it was
clear who had a stake in a solution.

4 Conclusion and reflection

The 16 case studies provide validation for the conceptual framework we presented in the
first part of this article: the influencing factors that were reported in the cases, could be
traced back to the framework. In Section 3, we presented examples of how these factors
play a role in concrete improvement- and innovation processes in practice. The cases
provided further elaboration of our framework: Section 3 adds new and more specific
factors that can be incorporated into the framework.
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In the successful cases, many elements of the conceptual framework were present in a
positive way. However, we did not find many examples of deliberate and mindful use of
these elements. They became explicit because of the reconstruction of the process we did.
It would be interesting to research if a more conscious use of the conceptual framework
in designing and facilitating innovation processes would lead to even more results, and
especially to an increased ability to be knowledge-productive.

With respect to the elements in the cases that stimulated or hindered knowledge
productivity, we can conclude the following:

e  Creative turmoil drives the innovation and improvement process. The urge that
people feel to develop something new, together with an external pressure, creates the
motivation to start and continue. At the same time, room for experimenting with new
ways of working and problem solving offers energy and new perspectives.

e The substance of the innovation process is provided by the subject matter. Subject
matter development was at the heart of most of the studied innovation processes.

e  The autonomy and responsibility that were given to groups involved in a process of
improvement or innovation, were crucial for the process to succeed. People needed
the space to make their own choices and to decide on their own way of working. The
communicative skills needed for doing this successfully are of great importance but
definitely not self-evident. People needed support in order to develop these
communicative skills.

e Itis important that people take the time to reflect upon the process they are going
through. This happens mostly implicitly, but also explicitly in organised meetings. In
the rush for the project, it seemed to be hard to find space and adequate ways to give
shape to reflection.

e  The social context for knowledge productivity is provided by the cross-functional
personal contacts, care and respect, and tolerance for mistakes.

e  The personal passion leading to curiosity, the drive to work towards concrete results,
together with the reward and recognition, serve as reasons for people to put an effort
in knowledge development.

e The organisation and its management have an important role in supporting these
innovation processes. This happens by inviting people and seducing them. Directly
managing the process is impossible.
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Note

1  The researchers who executed the case studies are, in alphabetical order: K. Derksen,
K. Kwakman, D. Suriany, B. Van der Swaluw, C. Wang, and W. Yuan.



