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ABSTRACT (SUMMARY)

The study sets off to explore why public service
managers who return from management and related courses
fail to transfer their learning to their work situation.

The problem is assessed as important because of the
considerable finanéial and human resources invested by
go%ernments in the training and development of staff who
are expected to play a part in socio-economic development.

The literature is surveyed for an appreciation of the
state of knowledge about the problem as well as to obtain a
hypotheticél basis for the studg. The survey helps the arrival
at the decision that the problem be looked into phenomeno-—
logically from three dimensions - organizational climate or
situation, learning sitvation, and personal characteristics
of re-entrants.

On the organizational dimension, the literature suggests
that the problem of learning transfer may be associated with
the attitudes of organizational members to learning-imported
ideas and the re-entrant himself. Re-entrants' perceptions
of the natures of organizational power and authority politics,
leadership and bureaucratic complexity and structuralization
may also affect learning transfer, positively or negatively.
S0 &lso their perceptions of the internal management of the
training function.

As regards the learning situation, the information
synthesized from the literature is that for learning transfer
to be likely, the re-entrant must Have perceived that
essentially the principles of relevance and motivation to

learn must have been satisfied. Concerning the dimension of

i g o, T £ S




(%)

personal characteristics of re-entrants, the indication is
that a training-recipient's perception of his own self-
confidence, human relations effectiveness, motivation, and
power and authority, beside belief in the idea of progress,
could affect his disposition to engage in transfer behaviour.

The learning transfer experiences of six re-entrants
are examined with (phenomenology-based) protocol analysis
method. It is then found that though learning activities
and personal characteristics be learning transfer-conducive,
organizational forces, in the re-entrant's perception, are too
impeding for traﬁsfer to occur or succeed. These forces are
pervasiﬂe coercive-alienative practices and leadership and
co-worker unsupportiveness; overload; re-entrants' tendency
to generalize that the failure of change effort elsewhere
would be the fate of their own learning transfer behaviour;
and the perception of general unawareness, among leaders
and co-workers, of the need to utilize the ideas of trained
manpower .

Existing models of change and learning transfer are
evaluated in the light of these findings. Some of them
are shown to be too 'laissez faire' or too addressed to
experts and consultants to be entirely useful to a re-
entrant. While leadership-based models are demonstrated
as better suited to re-entrants, they are shown as having
possible loopholes since democratically oriented sub-
ordinates may feel being imposed on by leaders or dominant
coalitions. Another model is therefore suggested, involving
the pre and post-course interactions of all who are expected
to be ffected by learning-imported ideas. The model is

christened 'A mutual expectations (model of) learning +transfer'-
MELT.




CHAPTER 1

" INTRODUCTION

This chapter's purpose is
(i) to state the research problem and why. it is
considered important;

(ii) to define the major termsAin the title of this

volume so as to make them clear in the re-

search's context;

(iii) o state how the study is arranged in order to

#stablish its coherence in the reader's mind.

(i) THE. RESEARCH PROBLEM AND ITS IMPORTANCE

Expressed as a question, the research problem is,
"hy do managers who have undergone management or manage-
ment-related training courses fail to transfer their

learning to their organizations in the Nigerian public

service?" That this problem exists was hinted at by one

or two events in the writer's career.
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The first was during a Master's degree work (1975 -

T

1976) with major in "Behavioural Sciences in Organization

Development". The writer had pondered over how his power-

RSy 7
D .-

B N P
AL e RIS

less self was going to use the new and appealing concepts
as he reflected on the perceived effects of bureaucratic
structures. He had submitted his doubts in a dramatic poem

to one of his professors. It was then dramatized before

the professor and the class, with the writer and three
others playing the doubter in dilemma, Argyris, Culbert and 3
Bion (representing some of the authorities read).l i

The following is an extract expressing the problem:




—D

As Culbert's trage-comic tone echoes

in mind, and Bion's wine makes eyes wider,
I know my lords are unconscious heroes

in bvasic assumption drama,

attacking and defending as if against foes.
Thus I, in search now of Mecca,

voice my doubts to the management angels:
"How may consciousness - raising bells

be heard where prophets are the lowly ants
among enthroned but fosilled elephants?™
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Therefore, I say to Chris, Culbert and Bion:

S e A R i

PRt

A s ey

"Be|not silent to this giant question

that at me stares and stares -

when I return to Motherland,

how may this tiny, tiny hand

b
i

mow piledmuplweeds of long, long years;

R

my ripple ih vast ocean of officialdom

=

raise time's layers of mud t0 consciousleveldom;

SR e e

re-kindle lanterns long-time made to die

e

in systems that raise pigmies to their sky,

Eutas

crushing their tall men on despair's desert bottom?"
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The problem, reflected in the drama, is that of 'so much

ik

learnt but with uncertainty of application' because of an

SR

environment perceived as innovation-stifling.

i
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The second inspiring incident occurred as recently
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as February, 1981 while the writer was on tour of Nigerian

states! public services to survey the training needsof




senior officers in personnel functional area. Five former
mid~-level management traineegs who had gone through courses
run by the Administrative Staff College of Nigeria (ASCON)
were stumbled on in three of the states. Asked now they

were applying their learning, they variously replied, "I
just found I could not do it"; "I am not the bhoss";
"Immediately I returned, I was posted to an unrelated job",
Unfortunétely, the problem could not then be pursued because
it was not the mission of the tour and the time was tight
with effort to keep appointments in a vast country with some
transport difficulties. )

However, the experience suggested that here was an
interesting problem reminding the writer of his own past
years!'! experience concerning the application of management
and management-related learning. More important than mere
interestingness, the experience suggested that if the millions
of naira which governments were, and have been, continuing
to invest annually in training waé not to be wasted, it was
necessary to study, in depth, the nature of the problem and,
possibly, suggest a resolution model.

The investment of considerable amount of funds in
training indicates the importance which Nigerian governments
attach to human aspects of the economy, as will later be
illustrated with financizal figures. This importance is
further noted from the Nigerian Federal Government's
commissioning of late Professor Wolle of the University of
Ife to strvey the training needs’of the public services.

The Wolle Report (1968) contained the recommendations that

the Federal Government should accept the policy of




(1) “training as an instrument for the de&elopment
of an empldyee ag an aspect of efficient man-—
power utilisation; -

(ii) anticipating in advance the type and the. quality
of manpoWer required to carry out government
functions, the exercise being as esgential as
anticipating the needs for money;

(iii) ensuring that civil servants are developed'to
their full potential as a responsibility of the
Governments

(iv) recognizing that failure to provide training
for employees is frequently a. failure of super-
visors to plan their work and recognise the

benefits of training.

The Federal.Government's reactions to the Report was
made public in April; 1969 and titled, ‘*A Statement of
Federal Government Policy on Staff Development in the
Federal Public Service'. In it, the Government made a
number of proposals which included:

(i) the re-~organisation and re-activation of the

Federal Training Centres in Lagos and Kaduna as
Civil Service Institutions devoted to staff

_ development;

(ii) the re-organisation and re--designation of the
Nigerianisation Division of the then Federal
Ministry of Establishments as Staff Development
Division with responsipiliﬁy for advising

Government on staff training in the rederal




Civil Service and promoting training-conscious-
ness; |

(iii) the appointment of departmental training officens
in each ministry/department; k

(iv) the establihsment of a standing committee on -
'staff development; and

(v) the setting up of the Administrative Staff-

College of Nigeria (hereafter referred to as
ASCON) to provide for the development of senior

‘executives in all cadres.’

The various infrastructural provisions enumerated
were implemented by the Federal Ministry of Establishments
and Training, currently incorporated within the Office of
the Head of the Civil Service of the Federation. A
fascinating observation, as the data in Chapter 7 will
indicate, is that these provisions and policy statements
have not helped the transfer of learning to the work place.

Governments, pursuing training as an important matter
of policy, have élso not relied solely on local facilitiese.
In the absence of adequate local training facilities, arrange-
ments had to be made with some ovenseas bodies, for example,
the Royal Institute of Public Administration in London,
and the University of Pittsburg in the United States of
Americé. Overseas organizgtions with which no formal
arrangements were made but to which officers were sent, and
are still being sent, included the Administrative Staff
College at Henley-on-Phames and universities in the United
Kingdom and America. These have been costly not only in

terms of institutional charges and transportation, but also




of overseas allowances paid to officemrs on courses.

As a follow-up also of the Wolle survey and as re-
ferred to above, the Administrative Staff College of
Nigeria (ASCON) was born. Although ASCON was recommended
to meet the management training needs of the public sector,
the Federal Government considered it necessary to extend
ifs coverage to the private sector. By 1978, however, it
was clear that the Institution alone could not cope with
the copious demands of a vast country. It, therefore, had
to be reverted to only the public sector while another
government agency, the Centre ?or Management Development,
became assigned to the private sectore.

The importance attached to training and expected of
learning clearly comes out when it is further noted that
the Federal Government spent H23.5 million on the consgtruct-
ion of the first phase of ASCON, an amount which would
have been larger had the vasgt land not been a donation
from the local community and the ﬁagos State Government.
This first phase, spanning broader than 16 acres, has con-
tinued to consume more money as more facilities are added.

ASCON, from 1981, no longer charges even the token
tuition fee it was charging. This is because the state
governments succeeded in persuading the Federal Government
to take responsibility for the training of all public
service officers sent to the Institution. Though lodging
and feeding charges continue to be paid by sponsors, these
" are heavily subsidized by the Federal Government by higher
than 50%.

The considerable subsidy is clear from the following




data of subvention granted to ASCON in each of 1979 to 1982:2

1979 ¥3, 000,000
1980 ®6, 750,000
1981 E6, 750,000
1982 7, 585,000

The ®3,000,000 provided by the Federal Government for
the sustenance of ASCON in 1979 could have paid the salaries
of 200 permanent secretaries or professors calculated at
¥15,000 per annum (each of the staff), the apical earning
of a public service career. The subvention for each of the
subsequent years would have paid the salaries of more than
400 permanent secretaries or professors (each year). If,
to each|of those years' subventions, the annual provisions
for local and overseas training and development of staff
are added, the number of the topmost public servants pay-
able with the total of one year's training fund would be
far higher,

Besides, if each year's financial provisions were con-~
verted to building factories, hundreds of people would be
employed. But the quoted figures pertain to only the
federal level; excluding federal corporations, commissions,
authorities and similar bodies. If the individual corpora-
tion and state training votes were pulled together, the
fact that training is consuming what could be used to pro-
vide sefvices to benefit thousands of people outside the
public sector becomes the more glaring.

The need to refer to the preceding points and data

is to emphasize that it is a serious waste of scarce human

and financial resources if trainees return fo their work
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situations without applying or transferring their learning
there. .

Phe human effort to make training meaningful has been
exemplified by thé Soneye (1979) updating of the Wolle survey
earlier referred té. TherexerciseAled to the re-—organisation
of ASCON into a number‘of departments, interconnected, but
each geared to specific need areas of the public sector.

This interest in ASCON as the premier management training
and development organization of its cost and magnitude is

observable from the following statements made by the (Udoji)

Public Service Review Commission (1974):

"In reactivating the Stanéing Committee on Staff
Development, two new Institutions should be brought
within its -coverage: the Administrative Staff College
of Nigeria (ASCON), and the Centre for Management
Development (CﬁD). These two institutions,
established subsequent to the White Paper, help
meet the need of developing managerial talent for
Nigeria in Nigeria, and are geared to a multi-
sectoral approach. By the nature of its character,
we consider that ASCON should take the lead in
meeting the high level manpower requirements of
the Public Service. However, this will require an
analysis and evaluation of the role ASCON should
play in the total public service staff development
programme. Government must ensure that it complements
and enhances the existing structure and resources
towards meeting policy objectiveSeseeececccessnsesae

We recommend, therefore, that this review be
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undertaken as a priority project, either by the
étanding Committee on Staff Development itself or

by a Special Task Force co-opted for this purpose.
ASCON must be brought into full and meaningful
participation for top level public management -
development as soon as possible. This will help
impede the flow of Nigerian Public Managers going
abroad for training, some of which appears irrelevant

to the priority need of the service".

The quoted statements reflect the great expectations
and meaning attached to manageqent and related training
and development programmes as one of the ways of quickening
economic advancement in Nigeria as a developing country.
As Baumgartel and Jeanpierre (1972) have pointed out in
their study of Indian managers' application of management
learning, developing countries have from the 50's embarked
on training and developing human resources as a factor of
economic development.

It has also become generally recognized that to be
merely a worker in an organization is not enough, but to
be a worker with ideas, a noted source of which is training
and learning. It is moreover pointed out that business
technologies have become exacting, and that to improve
government and business performances, administrators must
be trained and retrained. The serious purpose of the
attainment of successful performance has to be paralleled
by the desire to learn, learning being a continuing process
from recruitment to retirement. Training and learning can-
not be once-~and-for-all because the need for organizational

survival through, among other things, the diffusion and

o e e s A e e T A
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application of ideas, is a continuing process. Even

the need of the individual as regards his growth and

development is an on-going phenomenon.

Thevseriousneés with which the governments of

Nigeris seem to view training and development for both

organizational and the individual's career benefit can be

seen from Table 1.1 which indicates the sort.of programmes

associated with the various levels and cadres of public

servants (see Ajileye, 1980):

TABLE 1l.l:

FEDERAL (NIGERIAN) CIVIL SERVICE COURSES.

ADMINISTRATIVE
QEFRICERS

PROFESSIONAL
OFFICERS

EXECTTIVE
OFFICERS

(1) Induction course
(new entrants)
(ii) (a) Mid-level
Menagement
courses
(b) Diploma in
Public
Administration
or Development
Economics
(iii) Specific service
requirements
(iv) Advanced
Management courses

(v) sSabbatical leave
for people in the
topmost two or
three career
positions

Induction course

Professional
Courses directly
relevant to pro-
feggional duties
of officers

Advanced Manage-
ment courses

Job-related
seminars and
workshops

Induction course

Certificate in
Public Administ-—
ration (mainly
for non-
graduates)

;Diploma in

Public Administ-—
ration (mainly
for graduates)

?ersonnel
yanagement

kourse

H

Besides, the continuing explosion of

demography and




expectations demands a public service that can cope, that
is, a public service with personnel who perform with con-
scious and purposeful expertise. Fig.l.l (next page)
depicts the enviroﬁmental pressures GOnéisting of various
human groups and other phenomena looking up to a puplic
service and wishing public servants to perceive and satisfy
those demands.

Increase in population has meant heavier and heavier
demands on agricultural agencies for more food and pressures
for more schools, transportation, housing and health facil-
ities, beside employment and various other welfare projects.
Education itself has increasged éwareness of individuals
and groups for the good life. PFrom various quarters in a
complex and multi-national environment, each public service
of Wigeria is the focus of, at times. conflicting expect-
ations. It is arguable that the pressure of environment is
more felt in developing countries than in developed countries.
Concerning the latter, Moffler (1970 and 1980) has aemon—
strated that they are faced with technological and other
éxplosions and changes, difficult to cope with and develop-
ing into future shocks. The conditions of the developing
countries can be said to be worse 1n that they are not only
contendlnp with effort to industralize buf also with the
spill-overs of risineg 'super-industrial' waves of their
developed neighbours.

The state of the pressures is therefore such as can-—
not be managed by mere, and only, -intuition, but also and

esgentiallly by conscious awareness of the needs themselves

SE NS
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F1¢g.l.1 : ENVIRONMENTAL PRESSURES ON A PUBLIC
(FEDERAL) SERVIGCE IN NIGERIA
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and of expertise. The need for training and the application

of learning can thus not be over-emphasized., It is no%
surprising, then, that whenever professional and aczdemic
luminaries are invited to deliver‘keynnote addresses to
trainees, they either take the initiative to stress the

importance of applying management learning or are often
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specifically asked to do so. A typical address contains
the féilowing:
"It is my hdpe that you will find your six-week
stay here most pleasant and rewarding. |

The hope rises from my belief that your

nomination and acceptance for these three
programmes were in fulfilment of beth jour
personal needs for selfmimprovemeﬁt and your
organization's quest for effectiveness. If this
is so, as I believe it is, then the objectives
of these courses, which are eSsentially two -
fold, become clearer. First, you are, as
individuals, expected to acquire new knowledge,
skills and attitude that will improve your
ability to cope with the requirements of your
job. Second, it is expected that the newly
acquired capabilities will be applied on the Jjob
to produce desired improvements in your respective
organisations. . | /

To make all these possible entails Jjoint
responsibility on the part of both the College
and the participants for what goes on in the
three programmes in the next six weeks. The
participants are expected, if the obhjectives
of the different programmes are to be realized,
to show a desire to learn, experiment and
share experiences with their participant
colleagues as well aé ASCON facilitators. The

College, on the other hand, is expected to
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provide programmes that addréss the needs of
individuals as well as those of their respective
organizations and conduct them in such a way that
the learning objectives will be achieved. We firmly
believe that thé content of, and teaching methods
to be qsed in, the three courses answer to these
requir%ments. ‘

;It is expected that by the end of the course,
the paftioipating accountants and auditors will
accept the wider definition of their role which
encompasses their traditional roles as custodians
and watch~dogs of public funds and the neﬁ role =as
members of a management team on whom organizations
depend for their survival and growth.

(As regards the Manpower Development and
Treining Course). The need to train the trainers
as well as public servants in every functional
area has assumed greafer significance and
received more attention of governments in recent
years. This importance was underlined in the Lagos
Plan of Action for Implementing the Monrovia
Strategy for Economic Development on Africa which
wag accepted by the Assembly of African Heads of
State and Government which met in Lagos on 28th -
29th April, 1980, The meeting affirmed, and I
quote, that

'to achieve self-sustained, internally self-

generating socio—econom;c development, the

need is to realign development priorities
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to emphasize the development of human ‘
regsource both as the object of development
and as the custodian and mentor of socio-
economic.development; as the supplier and
consumer of skills as well as the terminal
products and services of all development

effort.' ¥ (Soneye, 1980)

This typical address to trainees expresses some
expectations which deserve comments to stress the import-
ance attached to training and the transfer of learning to
the worg situation. Its second’ paragraph refers to train-
ing proérammes as intended for both self and organizational
improvements. The second to the last paragraph refers to
using learning to achieve management team effectiveness -
that is, an idea that learning should improve individual
performance as well as team-mates. The last paragraph
(the section in inner quotes) talks of the training-
reCipient as a consumer énd supplier of learnt skills.
'Consumer' applies to the trainee himself while 'supplier!
expresses the expectation that he could transfer his
learning to other work group or organizational Members,
'so that all, including himself, may be result-oriented.
It also has to be noted, in that last paragraph, that the
fruits expected from learning are not a peculiar hope
of only Nigeria but also beyond.

The address captures the spirit of the learning
transfer issue, namely, that it is on the micro-level

(self-change) and on the macro-level (organizational,
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group, and others). This point will be examined in
greater depth in chapter 2. Meantime, the thrust of

the address on the importance of learning transfer can

be succiﬁctly depicted with a model based on Kirkpatrick's
(1976) article, Tig.l.2 below.

FIG.1.2 : ﬁXPECTED CAUSAL CHAIN RBETWEEN TRAINING/

' LEARNING AND INDIVIDUAL-ORGANIZATIONAL
; CHANGE

COURSE TEARNING BEHAVIOUR ORGANTZATIONAT
— —¥ [CHANGE =¥ CHANGE

by

This fig. and the micro and macro-levels of the
expectation attached to trainiﬁé and learning suggest
that in the Nigerian context and in many other places,
management training is equated with, or regarded as an
aspect and a strategy of organization development (0.D.).
According to Pym (1968), a training, the benefits of which
are not confined to the training-recipient but extend to-
ward organizational improvement is an 0.D. effort or
process.

It would therefore be a disappointment that, despite
these high expectations and the existence of training
policy and suﬁstantial training facilities in, and out—
side,Nigeria, learning transfer is either generally not
taking place or is unsuccessful, If is expected, then,
that this study will benefit the Nigerian public services,
th? managens of which claim to be concerned with effective
‘utilization of trained menpower. It is also hoped that,
though based on the public sector, the study will be |
valued by the private sector since that sector is also

interested in the matter of learning transfer. Besides,
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management consultants and business schools are likely
to find some of the material here additional to what
they have for their work. Finally, the transferer of
learning who succeeds with the help of the learning
transfer model tq be recommended is likely to gain the

gatisfaction of being an innovator.

(ii) DEFINITIONS OF MAJOR TERMS IN THE
RESEARCH TITLE

The terms considered necessary for clarification
are 're-entrant', 'learning', 'public service organ-—
izations', and 'the' (the definite article used at
beginning of the subject-title).

By ‘re-entrant' is meant a person who has returned
to, or re-entered, @is gponsoring organization after
undergoing an external course of training, in this case,
management or management-related training. In this study,
its synonyms are, at times, 'training-recipient'y
'Yrainee' and 'manager'.

Learning has been defined as "changes in behaviour
that result from previous behaviour in similar situations.
Mostly, but by no means always, behaviour also hecomes
demonstrably more effective and more adaptive after the
exercise than it was before. In the. broadest terms,
then, learning refers to the effects of experience on
subsequent behaviour" (Berelson and Steiner, 1964,
§.163). 'Similar situations' here refers to the trainee's

or learner's work place to which he returns to demonstrate,
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as a result of his new perception and understanding,

an improvement in his pre-—training performance.

Ge Lippitt (1969) states that learning therefore implies
knowing something intellectually or conceptvally one
did not know before; being able to do something one
could not db before - a behaviour or a skillj; combining
£wo knowns!into a new understanding of a skill, piece
of knowledge, concept ow behaviour;.being able to use or
apply a new cémbination of skills, knowledge, concept
or behaviouvr; and being able to understand and apply
that which one knows - skill, knowledge or behaviour.

PTherefore, the process oftiearning ghould be such
as can help the learner to learn how to learn effectively
so that more of his experiences can lead toward learning
and change. The basic purpose, states Bradford (1958),
is to help the learner to open himself for learning by
being able to Pring his problems and needs to surface,
and to listen and accept relevant feactions about his
problems and behaviour. It is also to help him to
acquire methods of experimenting, aralyzing and
utilizing experiences and knowledge in daily problem-
solving.

In the Nigerian context of this study, however,
these purpceses of learning should ve borns in mind as
including the processes of using what has been learnt
to influenece others in the work situation to perform

-better than before. Moreover, learning is not only a
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process of change but also a substance of whzt is loarnt,
for example, new ideas, new processes, new bshavigurs
and practices. This is because it is not only the

series of events-helning learning that countsa, but also
the substance of it which is transferred by the luarner
to work.

In this study, too, learning is not oaly associated
with training but also with development and education.
Some authorities (Nadler, 1970; Laird, 1978) have
referred to the distinection among these three learning
processes. Education is seen as a series of genermlizing
activities directed at improving overall competence in
life :a.'L a Whole rather than for specific vocations
so that a person may be prepared for various situations.
Development is seen as preparing a person to move in
a balance with his organization as it develeps, evolves,
changes and grows, while training is geared to improving
him in his current job. In the context of work life,
these latter processes (development and training) may
be sazid to start where education stops.

The view taken in this study is that, while this
dlfferentlatlon is well taken, it should not be over-
‘emphasized. Training, like education and development,
can induce creative imagination, and all of them are
seen as complementary as reasoned by Reilly (1979).

As regards what constitute 'public service organ-

izations' in this study, these are the executive agencies
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of the Nigerian govefnments. They are of various types,
but this study is not interested in rather fine disfinct—
ions. It is considered enough to state that some of them
are expected to be profit—oriented, using double account-
ing system, for example, brewery and airways; while-
others, though expécted to be effective as in private
organizations, are service-oriented, for example,
ministries and commissions. This study draws data from
both broad categories in the hope that, although not

all the organizations they embody are covered, conclusions
may be safely said to be applicable generally.

In Gefining the terms used in the subject-title of
this study, one may question the use of the definite
article, 'the', at the beginning. It is not intended to
depict that every possible problem of learning transfer
processes has been covered. Rather, it is definite as
far as the research findings of this study are concerned.

One may, finally, wish to note that the expression,
"transfer of learning' will often be replaced with such
terms as 'innovative behaviour' and 'performance'.

This is because learning transfer implies bringing
the 'new! 1o bear improvementally on the told': it is

also an action or a behaviour.

(iii) THE ARRANGEMENT OF THIS STUDY

Chapters 2, 3 and 4 are a survey of the literature
and related literature, each of the chapnters respectively

covering each of the three dimensions of the research
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problem -~ the organizational, the learning situation,
and the personal characteristics of the re-entrants.

In chapter 5, the ﬁreceding three chapters are
summarized and hypotheses develoged to reflect the

three research dimensions. Chapter 6 presents a
discugsion of the research method used. The éhapter is
followed by a display of the collected empirical data
with their interpretations (chapter 7). In chapter 8,
the interpretations in chapter 7 are discussed. Chapter
9 follows with an examination of existing models of
learning transfer. These models are shown to have some
limitations in the light of the chapter 8 discussion,
and a new model is suggested. Pinally, some other issues
connected with learning transfer are suggested as possible

research interestse.

SUMMARY OF CHAPTER 1

This chapter clarifies that the purpose of this
study is to find out why public service managers fail
to transfer their management and management-related
learning to their work-situations. The need to suggest
a possible solution is seen in the considerable finance
which governments allocate to training as a means of
overall socio—-economic development of a developing
country. To ensure that the major terms used in the
subject title of this study are understood in context,
a 're-~entrant' is defined as a person who returns to

his sponsoring organization after a course. Learning
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is defined principally in terms of behavioural changes
resulting from a person's exposure to training, as
well as what is carried from training to work environ-
ment. Public servicé organizations refer {to executive
agencies of governments whether profit or service-

oriented.
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' CHAPTER. 2

THE ORGANIZATIONAL DIMENSION
OF LEARNING TRANSFiR PROBLEM

INTRODUCTION

This |chapter with the next two chaptersvexplores
the current and related literature on the transfer of
Jearning 86 as to provide some insight into the problem.
The exploration also provides the material from which
the research hypotheses can be sifted to guide the
sort of questions to ask the déta sources of the study
in the Nigerian setting. For presentational clarity,
the content of the chapter is arranged and discussed
theme~by-theme. At the same time, the interconnection
of the themes is demonstrated with reminding linkages.

It should be early stated that, far from the
initial impression that the non-transfer of learning
was among the negative characteristics of 'under-—
developed' countries, like Nigeria, the problem is
pervasive. In fact, while there is no kmown work in
Nigeria to cife from, it will easily be observed that
the works referred to in this study reflect the 'reality!
of the problem in the United Kingaom and the United
States of America (developed countries) and India
(semi-developed country).

Another general observation . from the cited

authorities is that the problem of learning transfer
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can be studied in three dimeﬁsions:
(i) +the organizational environment, situation
| or climate;

(ii) +the training or learning situation;

(iid) ’fhe personality, competence or characteristics
of the training-recipient who re-enters his
rorganization.

This is not to gsay that the authorities cited individually
cover these three dimensions. Some of them concentrate on
one dimension, or do so while referring to the others.

The most neglected dimension, as will be demonstrated,

is the trainee's personality.

Moreover, the authorities in the area of learning
transfer are few indeed when one notes the numerous
literature on other management issues, for example,
communication, motivation and leadership. Their number
is further reduced by the fact that, in this study,
selectivity based strictly on relevance is exercised.

The unpopularity of evaluation research is seen
as partly responsible for the relative paucity of
studies on learning transfer problem. Baumgartel,

Sullivan and Dunn (1978) have pointed out that evaluation,
as a research interest, is not popular because it does
not bring the recognition and acclaim which researchers
enjoy in other areas of management or 'organizational
behaviour'. It is significant that such observations
about 'the state of the art' bear recent dates.

It is also possible that the very nature of
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traiﬁing and its evaluation, especiglly on-the-job
and the total ofganization, discourages research and,
therefore, literature output. Ideally, evaluation
has to take place on the four levels (Whitelaw, 1972)
depicted in Pig. 2.1 (whether a training programme

ig internal or external).

FIG. 2.1 : THE LEVELS AND CYCLE OF EVALUATION3
% TRAINING-m*w**Mﬁ
REACTION OBJECTIVES. EVALUATICN REACTION LEVEL
A OF TRAINING
RE~-ACTION
J
LEARNING OBJECTIVES ¢--- EVALUATION IMMEDIATE OUTCOME
# OF LEARNING LEVEL
i
\

JOB BEHAVIOUR geewre JOB BEHAVIOUR INTERMEDTIATE

A EVALUATION QUTCOME LEVEL
i
i
ORGANIZATIONAL ORGANIZATICNAL ULTIMATE OUTCOME.
OBJECTIVES EVALUATION '
T

Re-actions level refers to frainees' opinions about,
and attitudes to, the trainer's competence, methods of
presentation, usefulness of, and interest in, subjects
covered, enjoyment of, and involvement in, the course.
The major objective of reactions level of evaluation is
the improvement of training processes and contents.
Immediate outcome level has 1o dq with undergone changes
in knowledge, skills and attitudes, identifiable after

training and before re-entry.
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Evaluation on intermediate level pertains to
changed behaviour at work, identified sometime after
re-entry, while ultimate outcome level measures the
benefit of received training to the organization, that
is, cost-benefit ratio as it affects the whole organiz-
ation.

Evaluation is cyclically depicted in Fig. 2.1
because it may lead to an awareness of a further need
for training, re-training and re-evaluation.

In practice, however, evaluators find the first
two levels relatively easy as @hey ocecur in the lesrning
situgtion (relatively easy but unreliable as they tend
to be uniformly laudatory - Odiorne (1970). Beyond
these levels the exercise is fraught with frustrating
difficulties. Firstly, it is subjective and the full
effects of training are difficult to isolate and
measure. As Whitelaw (1972,0p-c¢if) points out, this
is because of the interplay of both training and extra-
training variables. Besides, the trainer may blow the
effects of training out of proportion since he would
wish to be perceived as doing a valuable Jjob: so also
may behave an executive development and training
institution. The sponsoring and client organization
may alsc extol training and send staff for it because
it is the vogue, seen as a mark of modern management
(Boydell, 1971).

Furthermore, and from the writer's experience,

the literature stock is not large because (i) of sheer
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complacency of trainers and managers, the idea of
examining learning transfer not even occurring to
them; (ii) of ignorance of how to tackle the problem;
and (iii) trainers'and managers expect each other to
do it, with the result that it becomes a 'no man's "
land'. If, therefore, evaluation is not undertaken,

a. source of understanding the problems of learning
transfer ig detracted from. It is not a condition for
much literature output on those problems.

A final general observation as regards the liter-
ature is a failure to portray elearly what is involwved
in the ﬁrocesses of learning transfer, which makes them
a problem. Hagen (1962), commenting on often observed
tendency of writers to be vague, has pointed out that
innovation (which learning transfer entails) does not
exist in the abstract, but has to be clearly seen &s
involving, among other things, relationships with other
persons. It is, therefore, not enough, if an impact
is to be made on managers to assist the re-entrant,
to state transfer in general terms, but in specific,
for example, is it transfer on micro-level or macro
or both? What are the implications of the awareness
that the transfer of learning entails interfaces on
organizational levels (macro) beyond the individuwal
re—entrant (micro)? Since the literature is not
always explicit on these questions, one has to look

for answers in related ‘organizational behaviour' areas




considered enlightening. This will be done as this

chapter with the next two is developed.

Nonetheless, the existing literature saves this
study from the difficulty usually associated with the
origination of new fields of research - that of having
virtually nothing to draw from. The main criterion for
drawing from the cited literature is the studies being
based on empirical data and/or being assessed as
thoroughly reasoned by the authors.

As earlier étated, the auﬁhorities, when put to-
gether,ilook at learning transfer problem from the
dimensions of organizational environment, situation
or climste; learning or training situation; and person-
ality factors (though the most neglected is this third
mentioned)

The following survey treats each dimeansion one
after the other but with the personal dimension occurring
last (chapter 4), as will in the data-collection process,
because it is the most sensitive of all., If research
starts with asking a subject to give an account of how ‘
_he sees himself and how he assesses that people see his
personality, he may get too inhibited to talk freely
of the other dimensions of the research.

I’inally, in going through the discussions which
follow, the reader is requested to keep surfacing in
hisg mind the questiong, “"what are the implications
of the points made for the re-entrant's disposition

toward transferring learning? What hypotheses may
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be derived from the literature Lo guide the development
and design of the questions to be asked Nigerian

respondents?”’”

ORGANIZATIONAL VARIABLES AS A PROBLEM

f

In a 7bst—training evaluation conducted by Ileishman,
Harris and Burt (1955) in the United States of America,
foremen aé re—-entrants are found to have experienced
psychologieal and open conflicts over the non-acceptance
of new ideas acquired from learning. The authors conclude,
from their analysis, that this happens because when the
new is juxtaposed with the old in an attempt to achieve
the acceptance and implementation of the former, the
latter tends to have the dominant influence. It is not
easy for long—standing'and established mode of periform-—
ance to yield to innovation. Andrews (1957), also
following up post-training organizational events, con-
cludes that organizations contain both supportive and
inhibitive forces. The tendency, however, is for the
inhibitive to be stronger, with the result that the
- re-entrant gives up the learning transfer effort.

Pugh's (1965) study is based on trainees!
experiences after exposure to T-Group exercises, the
objectives of which are to improve sensitivity, enhance
diagnostic ability, and develop action skills. These
abilities indicate that the re-entrant may have
"undergone attitudinal changes by which he redefines
his organizational role. Yet, as Pugh (ibid) and Katz

and Kahn (1966) explain, organizational demands and
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expectations, remaining what they were before his

training, and also outside his control, are too

inhibitive for the sustained expression of his 'new!

personality.

Like the Pugh study, Davies (1972) is U.K.-based

but on hospital management rather than on T-Group.

Noting that organizational factors dampen attempts to

transfer learning to the work situation, Davies
that the unfavourable reception accorded to new
in many hospitals resulted in ?gpid dissipation
postmcoufse euphoria and frustration for course
who atbtempted to put some of thelr knowledge to

A point is that the re-entrant is a member

concludes
ideas

of
members.
use.

cof role-

set with role expectations and interpretations already

established and already operating over time. As

Havelock

(1970) explains, roles tend to be fixed and rigidly

followed. Conflicts may therefore arise when the

learning-affected re-entrant starts redefining his

role divergently from others' interpretations and

expectations.

The support of the boss of a work group has been

suggested by Weiss, Huczynski and Lewis (1980) to

ensure that a re-entrant transfers learning. These

authorities base their conclusion on their analysis

of the responses of 48 subjects. The data are shown to

correlate significantly with the factor of pre-course

discussions with bosses who implicitly or explicitly

encouraged the application of learning. However, as

will be argued toward the end of this study, it is
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doubtful whether reliance on only superiors or formal
organizafional leaders can always ensure success in
the transfer of learning. The transfer of learning

does not erd with attempts to do so. It involves

diffusion of ideas to bosses and others, their accept-

ance, trial implementation, actual final implementation,

and evaluation (Zaltman, Duncen and Holbeck, 1373 on %
&
/

organizational change).
Another study which considers the transfer of

learning as dependent on organizational variables is

ct
(o]

Stiefel's (1974). Stiefel identifies the barriers

learning transfer as formal authority system of an

organization, how this authority is exercised, and the

3
I
2

behaviour of the re-entrant's primary work group members g
(whether or not inspiring). %

He therefore reasons that‘the'strategies to %
facilitate the transfer of learning should be geared g
to these organizational barriers. In making this §
suggestion, he goes beyond the organization to the %
course venue itself, meaning that he recognises that . %
the problem may be associated with the relevance of %
learning activities. This latter aspect of the %
strategies will be discussed in chapter 3. For now %
attention should be focussed on the organizational %
strategieés which that authority suggests. %

One of these is that superiors should discuss
the outcomes of training undergone by the re—-entrant,

obviously to give him the opportunity to apply what
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are considered applicable for orgaﬁizational benefit.
A second strategy is for intact work group members to
be trained together (the same course). This is expected
to achieve a eommuﬁality of attitudes and behaviours
concerning work, thus eliminating possible conflicts
when one t%ained person returns to his group to try

to impart or apply his learning. The third stratgey

éuggesteé by Stiefel is for 'linking pin' group members.
to attend the same courses, again for the same reason

as in the case of intact work teams.

These strategies are feasible especially if
courses are internal. They do not, however, clear
the problem associated with the fact that people in
those same groups and organizations may, at one time
or another, atbtend external courses in which they have
to relate with strangers rather than with their work
colleagues and bosses. Hamblin (19370 ) has
succinctly stated that the issue of learning transfer
inevitably arises whenever people attend, and return
from, externally run training programmes.

Secondly, the evolution of human personality is
such that its developmental divergencies do not always
ensure that people exposed to the same situations (for
example, courses) will, as a result, have the same
perceptions and attitudes (Allport, 1961; Monte, 1977) .

Thirdly, while Stiefel's application of the 'linking
| pin! conéept to training strategf is realistic by

recognizing the need for complementarity in programmes
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for different staff levels, it does not take into
consideration that different managerial levels also
require diffefent 6rientations of knowledge and
skills, as Katz and Kahn (1966, op.cit.) point out.
Furthermore, the concept of 'linking pin', developed
by Likert dl961), shows an organization as aﬁ inter-
locking structure (chain) of influehce. Therefore, to
advocate a‘training and learning transfer strategy
based on the concept implies giving all managers the
same training at the same time or in groups of different
times until all menagers are made to undergo the same
course. In terms of time and cost, this wculd or might
be unrealistic. What is likely to e more realistic
is a learning transfer strategy which enables a re-—

entrant to apply and spread the benefits of training

with relative ease, elimingted or minimal destructive

conflicts, and saved time and cost.
As regards the strategy of superiors' having to

discuss a re-entrant's training outcomes, one mey siate

that much as superiors can be seen as a dominant coalition
in pushing thfough new ideas, their exercise of authority
may be read as auntocratic if those under them are
democratically inclined. As statediin the brief comment
on the Weiss, et.al, (1980, op.cit.) finding on the
importance of boss' role in learning transfer, this
~point will bve re-examined toward the end of this study
(Chapter 9).

With these general observations; made about organi-

zations and the transfer of learning, how organizational
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climate may be perceived as operating to hamper learning

transfer should be examined.

HOW ORGANIZATIONAL CLIMATE MAY INHIBIT
THE TRANSFER OF LEARNING

;

The ckncept of Vorganizational climate"is an
unsettled one and should, thereforé, be explained in
the context of this study. The literature on it has
been mounting, so that if there is too much concent-
ration on it, the reader may be made to forget that
this study is not on organizational climate 'per se',
but on how it may affect the transfer of 1eafning to
the work éituation. Therefore effort has been made
to extract from the mass of studies what is considered
enlightening in the focus of this study.

The confusion suvrrounding the concept arises from
the fact that while some authorities talk of organiz-—-
ational climate, others talk of organizational environ-~
ment, organizational situation, and organizational
situational variance. Some also refer to 'psychological
climate'. |

From various authorities, James and Jones (1974)
have built up a composite of orgaﬁizational situational
variance as on Table 2.l.

Organizational sitvational fariance is thus seen to

~ be composed of organizational context, structure, process,

physical environment and values and norms. James and Jones

(ibid.) point out that & more comprehensive portrayal of
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variance would include individuals, groups and external

environmental factors which impinge on an organization.

TABLE 2.1 : DIMENSIONS/FACTORS OF ORGANIZATIONAL

SITUATIONAL VARIANCE

PHYSICAL SYSTENMS
-} ENVIRON - VALUES &
CONTENT STRUCTURE . {PROCESS  {MENT NORMS
goals/ size leadenr- physical conformity
object- ship space rationality
ives centraliz - character-
ation of communic—- | istics (e.g. | predictability
owner- decision- ation temper—
ship & making ature impersonality
control control lighting
specializ- sound) loyalty
charter ation of conflict
(divers— procedures resolut- | personal reciprocity
ity of ion protection
mission) inter- adherence to
dependence change remoteness chain of
dependence | of sub- command
systems co~ordin- | environ-
resources ation mental local (cos-
hazards mopolitan)
age selection orientation
. { space
function |socializ—~ |restrict-— rogrammed
ation ions and ?unprogrammed)
level of confine-~
techno-—- reward ment approaches to
logy problem
decision~ [endurance solving
making demands
status & environ-
power mental
relation- |stresses
ships

A problem arises when some authorities describe

*

organizational climate as made up of the attributes or

characteristics determined by, or synonymous with, the

components of organizational situational wvariance, while

others see it as the attributes or characteristics of
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individuals in the organization. Within the former
perspective are two sub-perspectives: (i) multiple-
measurements - organizational attribute, and (ii)
perceptual measurements - organizational attribute.
When the individual-based approach is added, the number
of perspectives increases to three. The number still
increases when these perspectives are combined to give
what is seen as the total climste of an organization;
that is, that there exist identifiable and objective
organizational attributes different from the attributes
of individuals, and that both interact to create climate
(Gavin, [1975).

The holders of the multiple measurements -
organizational perspective define climate as a set of
characteristics that distinguish the organization from
other organizations; are relatively enduring over time;
and influence the behaviour of people in the organization
(Forehand and Gilmer, 1964).

Clearly what these authorities say is that climate
directs or determines behaviour. The individual is
therefore subjected to the environmental or situational
variance comprising the elements depicted on Table 2.1
above. Applied tc the transfer of learning, this
definitional perspective implies that a re-entrant's
transfer behaviour depends, not on himself as an active
agent, independent of forces in his world, but dependent
solely on those forces. M

Those who adopt the perceptual measurements -

organizational attributes approach see climate as "a set of




attributes specific to a particular organisation that may

be induced from the way the organization deals with its
members and its en&ironment. For.the individual member
within an organization, climate takes the form of a set
of attitudes and expectations which describe the organiz-
ation in terms of both static characteristics such as
degree of autonomy and behaviour-outcome or outcome-
outcome contingencies" (Campbell, et al., 1970, p.390).
Here, organizational attributes are mainly in terms of
attitudes and expectations, unlike the more multi-
tudinous elements in the Forehénd and Gilmer perspective
stated in the preceding paragraph.

There, however, appears to be some cloudiness in the
Campbell, et al. rendering of the definition. The first
part of their definition reifies orgenizations: the
subsequent part makes climate a matter of individual
perception, suggesting the mediation of meaning. An
effect of reification would be to make the individual
climate ~ dependent on some objectively existent
organizational properties. An effect of individualised
view of climate is that climate is individual-~dependent.
If both perspectives are understood as synthesized by
Campbell, et al., then their view of climate is akin
to Gavin's (1975, op.cit.). However, later on the same
P.390 of their work, they state that “"the crucial
elements are the individual's perceptions of the relevant
stimuliv, in which case their view is the same as
Schneider and Bartlett's (1970) and Litwin and Stringer's
(1968) referred to below.




As regards the perceptual measurements -~ individual

attributes, climate is viewed as the attributes of
individuals in an 6rganisation, that is, a set of per-
ceptions and attitudes held by individuals and determining
how they see, and subjectively, interpret organisational
events and other phenomena. The interpretatidn thus
portrays the individual as an information processor,

using inpuﬁs from events and other organisational phenomena,
and his own bank of values and needs. |

The concept of climete is therefore personalistic,
and for any elements in organisational situvation to be
related %o behaviour depends on the degree of importance
the individual, by his subjective interpretation and
assessment, attaches to those elements (Schneider and
Bartlett, 1970; Schneider, 1973). Therefore, what is of
significance to a person must be how he sees his work
situation, not how othems see it, and not the mere
‘objective! existence of factors or combonents of organiz-
ational situational variance.

Unlike the other perspectives, this individualized
standpoiht subjects climate to the indiﬁidual (instead of
the other way round which peTSOnifies climate). Authorities
like Torehand and Gilmer (1964, op.cit.) are obviously
in the organisational systems stream of thought, while
Schneider and Bartlett (1973, op.cit.) belong to symbolic
inter-actionism and action theory of Bluaer (13869),
shibutani (1973) and Silverman (1970). In psychology,
their theoretical perspective may be identified with

Kelly's (1955) theory of 'personal constructs' or Macleod's

WX




((1968) ‘'psychological phenomenology' . -

Space has been devoted to mentioning these points.
because these persénalistic theories have influenced
the perspective of this study and, therefore, the
research method employed and discussed in chapter 6.
The theories are understood as depicting evefy rhenomenon
as a symbol which impinges on an individual's cognitive -
affective components. These components are énchorages:
which provide a standard for contrasting and evaluating
in-coming communication symbols so that the individual
may behave, act or anticipate the future in a certain WaYy e
Even where and when he 'behaves' under compulsion, it is
8t1ill because of his subjective interpretation of symbols
as strong enough to coerce him into pro or counter -
attitudinal behaviouf.
Since the perspective taken in this study is that of
action theory or individuwal attributes of climate, the
perspective not only indicates that the'transfer of learn-
ing depends on how the re-entrant interprets transfer-
related situations, but also has important implications
for the research method. These implications are, for
example, thats::
(i) perceptions, attitudes and other factors
in the subjective experiences of subjects
have to be used as raw research data;

(ii) 4if earlier research instruments are to be
used in their original or modified forms,
they have to be those related to the

personal constructs or individualized
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perception of organizational climate and
other dimensions of the learning transfer
problem. In other words, the research

method must be phenomenological.

EMPIRICAL. EVIDENCE OF INDIVIDUALIZED VIEW
OF ORGANIZATIONAL CLIMATE

Thefefore, it becomes necessary at this stage,
4o look at some empirical evidence of individual
attributes of climate as regards learning transfer.
As far as the specific research problem of the transfer
of learning is concerned, not many authorities have been
known to look at it phenomenologically. An exception is
Burgoyne (1974), but since his study is related to the
value which subjects place on learning, that study is
referred to in chapter 3 which is on the learning situvation
dimension of this study. Other studies do not concern
iearning transfer specifically, but performance generally.
Since learning transfer is an aspect of the general concept
of 'performance'; two or three eméirioal studies associated
- with phenomenology or individualised view of climate are
here presented.

Herzberg with others (1959) distillation of hygiene
factors and motivators from interview responses is based
on the guestions:

(i) Can you describe in detail when you felt

'exceptionally good about your: job?
(ii) Can you describe in detail when you felt

exceptionally bad about your Job?

Veafil
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Herzberg has been criticised on the grounds that

his theory, by dichotomizing motivators and non- ;
motivatofs, is facile, for, individuals differ on what i
motivates them and what are merely satisficers. However,
the critic?ém, rather than mean that the study be dis-
carded, cautions against over-generalization and simplistic-
ness.. A basic point brought out by Herzberg is that it
is not what is in the organizational situation 'per se!
that elicits performance, but how the performer interprets
ite )

The work of Litwin and Stringer (1968, p.l89) is

clearly intended to be individualized climate in perspective

ags noted from their statement that organizational climate

RIS ,

g

"ig subjective® in that work-related behaviour depends. on

how people perceive organizational phenomena in connection

RS ]

with their needs for achievement, affiliation, and power,
for example, whether they perceive that organizat;onal
structure and rules are counstraining to autonomy; risk
could be taken without the fear or anxiety that punish-
ment would result from failure; reward is available for

a well done job; there is a general good fellowship,
friendliness and mutval helpfulness; there is implicit
‘or explicit importance of their jobs; menagers and other
workers entertain divergent opinions and welcome open
problem~resolution; and they enjoy a feeling of belonging
“to the organization. '

Litwin and Stringer have, however, been criticized

on the basis that their research instruments were entirely

TR SN

people-oriented and that, for example, the meanings which &
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they gave to 'structure! and ' standard' measure people's
affects toward other people instead of the inanimate
phenomena. whiéh these concepts traditionally represent
(Sims and Lafollett, 1975, and Pritchard and Karasick,
1973). These criticisms do not seem weighty because
they are p%rtly semantic and do not upsetd thé individualized
theoretical perspective of the study. Had Litwin and
Stringer given another meaning to the criticized concepts,
it is unlikely that a significant difference would have been
made on the results. Secondly whatever factors exist in
organisations; people are, in fthe final analysis among
the affecited resources. Thus in the Tavistock staff studies,
(for example, Trist and B.-amforth, 1951) it is demonstrated
that change in (non-people) technology (coal getting,
for example) develops into a people problem (disaffection
because of perceived dislocation of already established
work team members’ relationships).

An adverse criticism one may have for the Litwin -
Stringer studies is methodological. It is considered
that since the authors adopted individualized perspective
of climate, 2 more consistent method ought to have been
thorough-goingly phenomenological rather than more of
logico-positivist. Chapter 6 discusses this point in
greater depth. |

Other studies which also relate performance, such
~as innovative behaviour, to individual perception of
climate are those of Meyer (1968) and Schneider and
Bartlett (1970, op.cit), which beside terminological

differences are essentially identical with Litwin and
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Stringer's in results.

How,'then, does organizational climate, as perceived
by people, work to affect performance, including the trans-
fer of learning? It is logical to start answers by looking
at perceptions and attitudes as basic factors of behaviour

in organizations.

PERCEPTIONS, ATTITUDES AND ORGANIZATICNAL
CLIMATE : IMPLICATIONS FOR THE TRANSFER OF
LEARNING

Pergeption hag been variously defined (see notes)4.
In this étudy, Cantril's (1972) definition is adopted,
that is, the process by which an individual interprets,
or gives meaning to, any environmental phenomenon. It is
an identificatory process without evaluative colouring,:
such és, recognizing an object as a particular thing.
Once evaluation enters the process, perception is no
longer simply identificatory but the emergence of
tattitude!' s« The evaluation is & process of a person's
comparison of what is perceived to his past experiences
as they relate directly or indirectly with the perceived
phenomenon.

Though varioué authorities define ‘'attitude' in
different words, they generally agree that it is
relatively enduring over time. For this study, various
definitions have been synthesizedn g0 that 'attitude!
is defined as a knowledge (cognition) and feeling (affect)
developed from a comparative evaluation of the experienced
present and the experienced past, which may lead to an

overt or covert, implicit or explicit, action toward objects,
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issues and events in an environment.

This definition need not give the impression that
attitude always occurs after perception, or that it is
always a visible cause of behaviour. No doubt the chain
may be as causal as Doob (1947) demonstrates:

o%ert stimulus (perceived object)—
implicit response (attitude) -3

‘overt behaviour (the end-result or goal
of perception and attitude).

But, often too, what an object is identified +to be
is shaped by already held atti?ude, hence one of the
explanations of the concept of 'selective perception'.
Besides, behaviour rather than be the end-~product can,
in fact, be the antecedent state for reviewing already
held attitude. Forced compliance, for example, could
finally be a condition in which the compliant staris
perceiving the objects of his behaviour differently, so
that he may reduce or eliminate the dissonance between
counter-—-attitudinal behaviocur and his earlier held
attitude. Garner (1977) illusirates this process with
the adoption of new ways by coerced indigenes of
colonized lands. Schein (1964) does the same with
changes undergone by brain-washed war prisoners in. China.

One of the implications of these statements on
perception and attitude is that the interpretation and
evaluation which some organizational members give to
- the new ideas brought from learning are among the
determinants of the acceptance and application of

those ideas. Using Doob's (1947, op.cit.) theory, one
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may state the elements in learning transfer as follows:
(i) the new idéas from learning provide the overt
stimulusy (4i) tﬁe attitude roused by the interpretation
or evaluation of the ideas 1% the implicit response; and
(iii) +the behaviour as end-product of attitude is the
acceptance or rejection of the ideas. |

The new ideas must be appealing, that is, strong in
the positive sense of stirring up favourable attitudes;
and the attitudes themselves must be strong, central or
primary, rather than secondary or peripheral, to be
likely to lead to the acceptance and implementation of
the new ideas being imported from a learning situation.
But, as Doob (ibid) points out, there may be present,
in the énvironment, other forces which an attitude~-
holder may interpret‘or identify and evaluate as
behaviourally inhibitive. Therefore a strong attitude
to an object may not necessarily be followed with & con-
sigtent behaviour. In the organizational situation or
climate, in which the re-entrant does not operate as an
'isolate', the re-entrant thus faces the fact that he is
not associating with one but many attitudes; the task of
ensuring that his package of ideas is a powerful overt
stimulus source; and the fact that even if his primary
work unit members favourably perceived and evaluated his
ideas, there may be other factors in the work environ=-
ment seen by them as climatically inhibitive to innovation,
for example, perceived organizational policy toward change,
initiative and autononmy.

Attitudes toward new ideas are only one side of the
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problem of learning transfer. There are also the attitudes
toward the re—enfrant himself as é proponent of innovation.
The attitude studies of Hovland, Janis and Kelly (1953)

and Zimbardo and Ebbesen (1970) can be used to illustrate
this point. They analyzed subjects' responses to determine
why a communicator or persuvader may succeed ér fail to
change opinions. They concluded that among the factors is
the perception and assessment of the credibility of the
influvence source. Transposed to the issue of learning
transfer, this conclusion means that the process of transfer
could be difficult if the re~entrant is regarded by all,

or some members of the work situvation, as a person of low
credibility.

The cited authorities have been criticised on the
basis of their using'students in their quasi-experimental
work and that, since students tend to have things at stake
in their relationships with teachers and researchers,
responses might have contained some bias. This may be;
but it also may not. Even if the ?esearchers had used
actual organizational workers, there might be no total
certainty of the absence of bias since subjects could
wish to please highly respected university dons. Secondly,
subjects might also give unreal responses if they wishedr
o0 cover up any negativities about their organization.

The use of students is empirical and admissible
‘because students are human beings whose study situvations
and human relations are comparable to organizational
work situations. Moreover, if the animal laboratory

experiments of behaviourists like Skinner (1953) are
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demonstrated as havingAimplications for employee motivation
(Nord, 1972), the use of students is all the more related
to human work situations. '

Beside the communication perceptive of attitude
change discussed above, there is the functional view
which also has implications for the transfer of learning.
Katz and Stotland (1959) see attitudes as having four
main functions, all pertaining to motivation: (i) the
instrumental, adjustive function, by which a person seeks
reduction of experienced pain but increase of reward or
that which is uwtilitarian and~p1easurable; (ii) the
ego~-defensive function, by which he avoids accepting
uncomfortable facts about himself or his environment;

(iii) the value-expressive function, by which he 'behaves®
to reflect those attitudes that are consonant with his
self-concept; and (iv) the knowledge function, by which

he tries to understand and make meaning out of his environ-
mental experiences.

These motivational bases of attitudes imply, for the
person who seeks to transfer learning to his work situwation,
that a proposed new 'modus operandi' could be rejected by
those who see 1t as punishing in some manner. The very
fact that a new practice is being pushed forward for
implementation could be interpreted by some members of
the work group as an adverse criticism of what they had
long accepted as effective, so that a new approach is a
piece of unpleasant information telling their organizational
world that they were not as result-producing as.they had

hitherto assumed.
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The rejection or acceptance of the new also has
an explanation based on social judgement theory of
attitude, developed by Sherif and Hovland (1961) an&
Sherif,‘Sherif and- Nebergall (1965). The relevant aspect
of their‘theory to this study is the point that social
influences are, so to say, rooted or anchored in the
cognitive-affective field of an individual, and serve
as o standard with which incoming ideas and sources of
data are assessed. These anchorages for contrasting and
differentiating among ideas may be ‘those held by the
group to which the individual belongs.

The studies of the cited suthorities included the
use of ipdividuals from different sccial groups to
determine how group differences may affect attitudes
to issues. The stands taken by individuals were shown as
tending to reflect their social (group) backgrounds. In
some cases, however, a person from a group did not reflect
the attitudes of that group. The difference is explained
ag a desire of the individual to 'toe the line' of the
other group if he feels himself threatened or numerically
overwhelmed, or wishes to appear liberal. Often, he may
opt for a neutral position.

Social Jjudgement theory has been criticised because
the Judgement or evaluation of objects can be attributed
to other factors, like the intellectual level of the
judge; and that it is not clear whether attitude follows
Judgement or 'vice versa' (Kiesler, Collins and Miller,
(1969) ). However, this criticism does not state that

the explanations given by the authorities concerned be

R
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thrown out. Rather, it urges an awareness of alternative
explanations or a combination of éxplanations. Therefore,
it does not detract from the value of social judgementd
theory in appreciating the problems likely in the learning
transfer process, as the following paragraph shows.

In a work situation, members may be influenced by
the sub-units and informal groups to which they belong.
If a learning-imported ides is not in the interest of
such groups, members may perceive and interpret it in
line with group interest and, therefore, be ill-disposed
toward it. This would be particularly if they enjoyed
their membership in such groups/and might be central
chavacters in them, There is also the possible concern
that deviation from group values may earn the deviant
ostracization.

Finally, Testinger's (1957) dissonence theory of
attitude change may be brought to bear on learning
transfer problem. Festinger defines !'dissonance' as
frustration and psychological disequilibrium, or +he
existence of any non-fitting relations among cognitions.
Cognition is a person's knowledge, opinions, or beliefs
aboutl his envifonment as well as about his behaviour.
Other elements of cognition include desires, what leads
to what, what things repel or attréct, are important or
unimportant. A person strives 1o achieve consonance or
equilibrium when two or more cognitive elements concerning
a phenomenon are inconsistent. The movement toward con-—
sistency is because dissonance is psychologically un-—

comfortable. Thus, a cigarette addict, aware of the




50

health hazard of the habit, may continue with it
reasoning that doctors smoke. If, however, a behaviour
is to be manifest to achieve consonance with cognitions,
there may be envirénmental elements inhibiting the overt
display of that behaviour.

Appl#ing Festinger, one may then see a re-entrant's
package of new ideas as a source of stimulus to generate
ﬁew'cognitions in workmates. These new cognitions are
dissonant with former énd existing cognitions, and work-
mates would therefore be expected to strive to achieve
consonance either by justifying the older cognitions or
by accepting and behaving congruently with the new.

There is a problem here (as pointed out by Festinger)
which helps insight into learning transfer difficulties.
Firstly, workmates agrceceing to new ideas may not be
followed with consistent behaviour because they may perceive
and evaluate some environmental elements as climatically
repressive, for example, work-related unit personnel may
strongly oppose the new ideas; freedom to adopt or adapt
innovative ideas may be seen as not encouraged by managers.
Secondly, they themselves, uninfluenced by these other
factors, may be opposed to the ideas and, like the cigarette
addict in the Festinger example, justify their rejection
with some arguments in order to maintain equilibrium with
their existing cognitions of the 0ld 'modus operandi'.

The effect of perceptions and attitudes as regards
the probiem of learning transfer éan be summarized with the
statements of LEnds and Page (1977) and Cartwright (1950).

The average adult is a creature of habit, relatively




comfortable with the way he is used to doing things.
Changes in habit require new learning which may call for
considerable effort. It takes a powerful stimulus to
motivate.the overcoming of this inertia, and it may be
difficult to exert effort to change unless some personal
gain or satisfaction is perceived and interpreted as
involved in the change.

Secondly, is the influence which may support a
person's belief that he is doing things the correct way.
Therefore when an old 'modus operandi' is challenged, he
cites instances 6f his successes with.it. Thirdly is
the inf%uence of self-concept, that is, a person's image
of himself., A person accepls and does those things which
he sees as enhancing his self-image, but avoids what does
not do so. Fourthly, there is ‘the perception of, and
attitude to, the risk of failure. Risk, taken in accepting
change, depends on perceived and known amount of self-
confidence or sense of security expressed by Cartwright

ag follows:

(
SECURITY = f%

)

perception of own power + friendly forces
unfriendly forces g

Pifthly is the consideration of psychological advantage,
which refers to an individual's private ldeas about what
is in his own interest in a given situation. While psycho-
logical advantage may not always seem to be in consideration,
people are constantly trying to serve their own best interests
as they perceive and assess them. What the individual thinks
is best seems to depend on how he sees his job situation in

terms of rewards and punishments, and how he thinks he
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inflﬁences the outcome by personal effort.

Underlying-all organizational in-~fighting and relative
calms are mainly thege five points on perceptions and
attitudes. One of the manifestations of atititude-based
in-fighting is power--authority politics which may counter-
mand a training-recipient's effort to transfer learning.

This phenomenon is examined in the next sub~theme.

POWER-AUTHORITY POLITICS IN ORGANIZATIONAL
LIFE : IMPLICATIONS FOR THE TRANSFZR COF LEARNING

People are used to hearing of strains, tensions, stresses
and conflicts of varying inteﬁéity in organizations. These
conflicts are reflections of individuals' differences in
perceptions of, and attitudes toward, other individuals,
groups, work technology itself, and their organization. Con-
flictes may arise as people may feel bad about their powerless-—
ness in having their ideas accepted, such as learning~iﬁ5pired
ideas. In this connection, one recalls, for example, the
Fleishman, et al's (1955, op.cit) finding that conflicts
were experienced by re-entrant supervisors who failed +to
push through innovative ideas. Thé concepts of power and
authority can be used for appreciating this inability of
re-entrants. Since, however, there may be some disagreemeﬁt
concerning the association of politics with behaviour in
organizations and, therefore, concerning this association
with the transfer of learning, it becomes desirable to
justify it (in terms of power and authority).

Eckstein and Gurr (1975, pp. 3-4) have stated that




"until quite recently, the predominant concepntion of
poiitical phenomena was that it had to do with ”gdvernn
ments' or 'state-organisations' as we know it in the mocern
West, together with organisations subsumed to them, like,
local governments, or directly impinging on them, like,
political parties." However, to deny that orgznisations
are political structures simply by assigning peliticu to
these higher societal levels only is like saying that politics
belongs 4o only international dimension, not to the state.
It does not call for a deep perception Lo understand that
the behaviours exhibited on the higher, structural plane
are observable on the organiéétional. A difference is that
of degree such as two triangles identical save for the
lengths of their sides. Once there is s struggle, whether
subtle or explicit, to control the acquisition and distrib-
ution of finite resources, including power or authority
itself, power becomes pitched against power. This is
politics in motion. Power is a scarce conmodity which may
be 'fought' for because its being possessed is a pre-~
condition for controlling other scarce resources and for
influencing the acceptance of new ideas such as may be
brought from a learning situation. 'Power' is often used
'together with tauthority'.

MacIver (1947), Lasswell and Kaplaﬁ (1950) and Blau
(1964) have all defined 'power' in terms of the ability
of a person or a group to control others' behaviours
directly or indirectly by the manipulation of available
means. To Lasswell and Kaplan (op.cit.), power is trans-

formed into authority by coerced or freely granted consent.
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7o Blau (op.cit.), it is suvjcets' wreliance on power-
wielders that achieves the transformation. Aathoritﬁ may
also be seen as the established right, within any social
order, té determine policies, pronounce judgement on
relevant issues, and settle controversies or, more broadly
to act as leader or guide to other people: an authority is
a person or body of persons possessed of this right
(MacIver, op.cit.)

Power-holders make use of elements of authorithy,
while those who have authority also require the elements
of powexr to exeréise it, for example, a legitimate govern-
ment re@uires the army and the police to function. In
organisations, those in authority may evoke the force of
rules to enforce compliance.

This association of power and authority makes it
difficult to talk of them as always neatly separate. This
is why types of power have their associated types of
authority such as in Weber's (1953) typology (traditional,
charismatic and legal-rational) and French and Raven's
(1959) typology (reward, coercive, referent, legitimate,
and expert). One may therefore, at least for convenience,
refer to them interchangeably in this study, or use them
Jjointlye.

They are imporitant resources in the processes of
change of which learning transfer is an aspect though
many, if not most writers, on the issue of organisational
change, have ignored them, as Pettigrew (1976) has pointed
out. The fact is that learning transfer process involves

two broad behavioural levels, micro and macro. When a
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re-entrant applies learning to affect himself and his
own perwnzlwork, the transfer of learning is on the micro-
level, for example, personal improved style of writing
memorandum. When, however, he seeks to make others in his
work situation improve their memorandum-writing, his
application or transfer of learning is on the macro-level,
As the protocol analysis data in chapter T will
indicate, the probhlem of leafning transfer lies principally
on this macro-level because, while the individual may be
in control of himself as a micro-level of the transfer
process,  the technology of work and work situation members
are extr;neous 1o himself. An alteration in work technology
involves carrying people along (Trist and Bamforth, 1951),
so that one can say that a learning transfer macro-level

problem is essentially a people problem. Often, too,a

micro~level transfer of learning can be as problematic as
the macro, for example, if members of a whole work unit
have fixed a standard that every member should follow, a
micro-—~level change could be seen as a deviant behaviour i
marking out the re-entrant as better than others, and, :
therefore, threatening to their interests. The rate-
buster could be a problem to his colleagues and his boss
and, by incurring others' frown, also attract human relations
problems to himself.

It is the ‘tussle bebtween the Pvstatus quo'! defenders
and change proponents which helvs -to meke the transfer
of learning a problem of power and aubthority politics in an
organisation. Burng and Stalker (1961) and Pettigrew

(1976 op.cite.) have found that organisational political
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activities increase when changes are being consideréd;
and, in fact, that change effort is related to power
strategiés.

The transfer of learning is a change effort and,
therefore,;involves power and authority politics, especially
when the transfer is on the macro-level. The transactional
felationé in which the re-entrant may become central in the

politicdl situation may be depicted as in fig.22(below).

FIG. 2.2 : INTERFACES IN THE TRANSFZR OF LEARNING

THE RE-ENTRANT

”ﬂfﬂwﬂwﬂw&\%\“\\\\
u{:/ -;

" Micro-level Macro-level
relationships relationships

relatively easy ////<7\\\\x . “relatively
» _fﬁx&\g difficult

y
/

Personal change] ///
' % v - Trotal
Ano ther Dyad organi-
individual gGroup Groups zation

This portrayal shows that the re-entrant, in wishing
to transfer learning, is actually faced with: essentially
the same problems as experienced by any change agent or
researcher in an organization. It is thus easy to see that
fig. 2.2 (on the interfaces involved in the process)
generally matches the White and Mitchell (1976) design
(Table 2;2 below) which epitomizés the content of behavioural

levels and targets of change effort.




TABLE 2.2 : A FACET:. DESIGN OF 0.D. RESEARCH CONTENT

FACET ELEMENTS (OF THE FACET)

A. RECIPIENT OF CHANGE 1 The individual

2 The group

3 The total organization
B, LEVEL OF EXPECTED 1 Conceptual
CHANGE 2 Behavioural
3 Procedural
4  Structural
Ce RELATIONSHIPS 1 . Intrapersonal
INVOLVED IN THE 2 Interpersonal
CHANGE Intragroup

3
4 Intergroup
>

Organizational

Facets A and C are realiy an amplification of the
relationships depicted in fig. 2.2. Facet C1l (intrapersonal)
is the micro-level relationshipé in fig.2.2, while C¢2, 3, 4,
5 are the macro-level. Tacets Bl, 2, 3 and 4 represent
what the re-entrant may be involved with in change effort
which entails the human relationships listed as facets Al, 2,3.

The term, 'conceptual', in Pacet B, is understood in the
Katz and Kahn (1966, op.cit.) sense of managerial knowledge
requirements for the ability to visunalize and understand the
dynamic interwovenness of the internal units of an organiz-
ation, and how the organization 'relates' with its external

world. 'Behavioural' describes the pattern of responses a
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person or group exhibits toward organizational work or
phenomena which may include persons, organizational

procedures and structures stated as 3 and 4 of the same

P ——

facet B.

'Procedural® also qualifies work technology, for
example, the established step-by-step procesées‘an applic-
ation has to pass prior to a Job interview, or the stages
which aré followed %o carry out manpower planning exercises
in a particular organization. 'Procedural! therefore includes
the way rules and regulation may guide behaviour or perform-
ance. 'Structural' describes the arrangement of individuals
and grougs in their power-authority and social relations.

Any or more of these elements in facet B can be the
source of discrepancies which may attract a re-entrant's

interest in suggesting change. Thus, though no trainer can i

be as ubiquitous as to know exactly what a re—entrant will
do with his learning, nor follows trainees to their organiz-
ations, these elements provide answers in a general way to !
the question, "What is it that a re-entrant transfers?"

it is observable too that the target of change effort or
transferred learning and the involved relationships stated
in the White and Mitchell design are also in accord with
the French and Bell (1973) list of térgets of change effort.
These authorities state them as interventions designed to
improve the effectiveness of individuals, dyads/triads,
teams/groups, intergroup relations, and the total organiz-
atione. A difference, which is slight, is PFrench and Bell's
use of the term 'dyads' instead of 'inter-personal';

and apparently not putting ttriads' under “groups'.
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The power—authority politics, which Burns and Stalker
(1961, op.cit.) and Pettigrew (1976, op.cit.) poiné out
rears up when change is in the air, is played out with
the targets (of people) highlighted in fig.2.2 and table 2.2
and in the French and Bell list referred to in the -preceding
paragraph. It should therefore be clear that once trainers,
gponsoring organizations, and others encourage the transfer
of learning, or bemoan the failure to do so, what they are,
in effect, wishing is that the re-entrant should be an
internal change agent.

The wish is easier-expressed than put into effect.
Manageﬂs may attribute the failure to what they perceive
as training and development programmes baged on guestionable
social science theories whereas, as Huczynski and Buchanan
(1983) have pointed out, managers themselves fail to generate
the climate which fe—entrants may evaluate as learning
transferncondudive. Part of this unconducive climate is
the dynamics of organizaticnal power-authority politics
examined in the next few paragraphs.

The fact that orgenizations are political pyramids
generates a scarcity of positions of power and authority
. the higher one moves up the hierarchy (Zaleznik, 1970).
Those who hold these positions or aspire to them engage
in open and subtle activities intended to protect their
interests, for example, by opposing ideas which may disrupt
held power echelons.

Begside the conditions of scércity and competition,
politics in organizations grows out of the perceived

existence of constituencies. A boss who is content with
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shifts in resource allocation may have subordinates‘who
are unhappy over the shifts. They may, as members of
his constituency, affirm or withdraw support for him,
for (as Zaleznik pﬁts it) though appointments are from
abvove, affirmation is from below.

One also observes the formation of coalitions of
persons of similar interests, or of those who go along
with others to avoid ostracization, frustration, and a
further weakening of their positions (Harvey, 1974). Katz
and Kahn (1966, op.cit.) have pointed out that there has
not been a case of organizational disaster unforeseen by
someone‘or some persons, but unvoiced or unheeded., A
potential transferer of learning may find himself the
unheeded, 01 may be too protective of his position to
suggest changes which may upset power and authority edifice.
He may thus find himself in anxiety and fear which Harvey
(1974, op.oit.).calls the 'Hamlet syndrome' of 'to be or
not to be', paraphrased here as

To promote change or not at all
That is the question;
Whether 'tis nobler in the mind to suffen
ostracism and likely obstruction
That come from seeking to alter
The 'status quo', or against dysfunction
Take sides with reality
And, finally, may be,
Victory for me and‘the organization.
Some strategies have heen suggested for a change

proposger's successful operation in the politics of
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organizational life. These will be examined in the last
chapter of this study. For now, it should be stated and
discussed that the political drama so far looked at takes
place in formal organizations to which has been given the
name, 'bureauoracj', the very nature of which does seem
t0 be perceived to affect performance, including the

transfer of learning,

SOME OBSERVATIONS ON THE NATURE OF
BUREAUCRACY : IMPLICATIONS FOR THE
TRANSTER OF LEARNING

Though designed to achieve rationality and order,
bureaucracy does not entirely achieve the purpose because
human beings with their perceptions and meaning-~based
behaviours cannot be feadily predicted and neatly slotted
into cadres and compartments. Indeed, Weber who idealized
bureaucracy, as well as other classical authorities, like
Fayol, who sought efficiency and effectiveness through
tidy structuralization, have been criticized for their
1little or no attention to the human and informal sides of
enterprise, which may exert a stronger influence on
behaviour than formal organizational provisions (Bobbit,
et al 1978).

Nonetheless, bureaucracy remains a pervasive arrange-
ment in modern human life and work. Thompson (1961)
characterizes 1t as consisting of. elaborate hierarchy of
authority, superimposed on highly elaborate division of
Jabour. Amplified, Thompson's description showg bureaucracy

a8 having the following features: specialization of roles

TEROTEE T AT




and tasksj; the prevalence of autonomous, rational and

impersonal rules; and general orientation to rational,
efficient implementation of specific goals.

Merton (1962), Hage and Aiken (1970), Etzioni (1961)
and other authorities to be cited have pointed out how
these features of bureauvcracy may be perceived to hamper
the adoption of new ideas., Modern bureaucracies, the
studies indicate, are complex by virtue of their largeness,
multitudinous hierarchies and units, multiple knowledge and
skills requirements, the turbulence and fast changes in the
external worlds in which they exist, the compounding and
astoundihg heterogeneity of human personalities in then,
and the congequent herculian problems of human relationships
which they involwve, as can be noted in the political climate
discussed in the preceding section. How, then, may the very
nature and demands of bureaucracies be perceived to affect
the transfer of iearning?

Pirstly, the flow of communication (of learning -
acquired ideas) may be inhibited. The existence of a number
of work units and how members perceive the quality of
infer—uniﬁ relationships may be a source of anxiety to
the re-entrant. He may be concerned that he could be seen
as meddling in related work groups!' affairs. This anxiety
is likely where work units are interpreted by their leaders
and members as their constituent spheres of influence.

Such trans-sectional problems might not arise had bureaucr-

-

acies not been seen to comprise a number of labour-specialized

compartments.

A clagsic example of the problems of cross-unit flow

T Ml
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of information is the familiar conflicts between generalists
and specialists in the same organization. The manager who
returns from, say, a personnel management course may be a
ataff peréonnel who may have been exposed to the idea that
a line manager is himself a manager of human resources with
responsibility for his own staff, so that he should not
abdicate that responsibility to the personnel department,
the members of which should be treated as specialists with
advisory functions. To the line manager, this may amount to
an imposition of a new function outside his professional
and departmental épecialization; Dalton {(1950) points out
that lin? officers who may have had longer experience and
more intimate knowledge of their work than generalists or
staff personnel often fear staff innovation in that changes
may expose some weakness in their work and, in some cases,
be interpreted as a threat to their security.

Hage and Aiken (1970, op.cit.) associate the extent
of readiness of organizations to embrace iannovative ideas
with the degree of bureaucratic complexity: the more complex,
the more prome to the adoption of innovation. Complexity
partly arises from the fact of slteady accummulation of
knowledge in society - an accummulation which leads to an
ever~increasing number of occupations, for example, from
general medicine have evolved dentistry, haematology and
endocrinology, with the resuli that one organization may
comprise a number of professions and sub-~professions.
Occupational proliferation, re-inforced by continuing
technological explosion which may anachronize people's

knowledge and skills, makes training and re-training
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necessary. The very exposure of people to training means,
among other things, that new ideas may be plentifvl and
that people may become as liberal as to be more open to
change and new ideas.

A paradox, however, is thét the large number of
prdfessiong, copiousness of knowledge and skills under
6ne and thg same 1o0of, may hamper tﬁe flow of ideas.
The problem here is comparable to that of the generalist
and specialist referred to above -~ that is, that inter-
professional communication may be as problematic as in
generalist-specialist si‘buation:se Blau and Scott (1962)
illustrate this with the study of communication patterns
in hospitals. They found that interactions tended 1o te more
within each professional group than across groups. Doctors
communicated more with fellow-doctors, and nurses with
nurses. 1If these findings are applied to learning transfer,
they would make one expect a re-entrant to talll of his
ideas more with his own group members than with outsiders,
or entirely within his own group. The problem would be
particularly serious where deparitmental relationships were
already destructively conflictual and characterized by
negative stereotyping as analyzed in the Sherif and Sherif
(1953) study of inter-group tensions.

Even within the same profession and group, the

compunication of learning-inspired ideas may not be free.

-This is noet only due to possible interpersonal clashes

but also the perception of hierarchy and its often
associated defensive interactions. The studies of Wilensky

(1867) and Read (1962) have shown that subordinates tend 1O
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communicate what thej see as unpleasant to superiors in
a manner so toned down that actual impact may be lost.
Therefore, a re-entrant may fail to express an innovative
idea with the cogency it deserves.

Another characteristic of bureaucracy perceived as
likely to stifle innovative ideas 1s the tendency for
rules to be incessantly employed to control behaviour
(Merton, 1962, op.cit.; Hage and Aiken, 1970, op.cit.).
The complexity of bureaucracy and the fact that it has
to pursue its purposes make the existence and application
of rules appear necessary. Rules are therefore seen as a
means of harmonizing and simplifying complexity. They,
however, constitute a problem when administered as if an
end in'themselveé, and blindly against the application of
new ideas when those.ideas entail a departure from existing
operational directions. This rigidity is related to what
Merton in another study (1968 pp.251-252) has labelled
"trained incapacity', "the state of affairs in which one's
ability functions as inadequacies." His analysis of some
already established and organizstionally accepted behaviocurs
indicates that action, based on training and skills as well
as regulations which have been successfully applied, results
"in appropriate responses under changed conditions." The
daily ritualization of already applied learning develops
a personality characteristic of rigidly preferred behaviour,
rather closed to ideas (such as may be broughf‘by a re-
entrant). ’
As regards the factor of centralization as a featbure

6f some bureaucracies, Hage and Aiken (1970, op.cite.)
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explain that it could slow down the rate of accevtance

and implementation of change. This is because central

authorities have to be convinced of the need for change

ety
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and can veto a proposal on an apparently strong reason,
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behind which may be the desire to maintain the 'status quo!

S
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which favours their centrality. An effect of a high degree %
Of'centraliZatiOn may thus be to bring again into focus %
the power and authority politics in organizational life, %
earlier discussed. Besides, by the time proposals have i

Pt

passed through various levels to reach the centre, distortion:z
and delay, for which bureaucracy is said to be notoricus,

may creep in. Meantime, the proponents of new ideas may

be frustrated into losing interest.

The negative characteristics and effects of bureaucracy,

especially in innovation - requiring environments, have

been perceived by some authorities as a challenge to seek
alternative organizational machinery in matrix and project
teams (Bennis and Slater, 1968). Tt is, however, doubltful

whether such alternatives by themselves can really clear

SR

the problems of learning transfer which have to do with
organizational change, since this survey so far indicates
that there is more to the problems than mere organizational
structuring, for example, perceptions and attitudes have
been shown as important factors.

Bureaucratic negativities notwithstanding, a learning
transfer model, workable within bureaucracy, is possible
“as will be shown in chapter 9, for there is hardly any way
of working without bureaucracy. Wu (1973) doubts if

modern society can survive without pyramidal structures ?

&
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to systain it. Bven ‘adhocracy!' would not be successful
without a co-ordinating bureaucracy. Besides, argue
Tannenbaum, et. al. (1974) and Laumen, Siegel and Hodge
(1970), bureaucratic structures are necessary, useful and
inevitable because the heterogeneous skills and specializ-
ations, unavoidable for organizational achievement of
missions, cannot be lumped together amorphously. Inform—
ation flow would be diffuse and anarchy result if they
were so lumped. It even seems in the nature of things
that bureaucracy must develop, for it still emerges where
effort is made to play it down into insignificance.

Many negative gtatements ébout the nature of bureau-
cracy would seem to suggest that it is erroneous to reduce
most organizational problems to people problems. Perrow
(1970) has argued that peoples' attitudes and behaviours
are shaped as much by organizational structure as by their
pre-existing attitudes. Therefore a change strategy directed
at changing a non-people state of affairs can achieve
attitudinal and behavioural changes., The difficul+ty in
going along with Perrow lies in his reification of organiz-
ations, gs Silverman (1970, op.cit.) would put it. It
has been explained early in this chapter that the perSpective
taken of climate in this study is personalized - that is,
that people's behaviours are not simply due to bureaucracy
'per se' as an objective reality, but are contingent on
how they perceive and interprelt their situations.

The irresponsiveness of bureaucracy to innovative
ideas is the irresponsiveness of people apart from those

circumstances in which they perceive a lack of material
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with which to implement ideas. That it is a people
irresponsiveness is noted from Taylor's (1972, p.8)
twelve principles of the murder of creativity:
"(i) assume there is only one intelligent
!type of talent;
(ii) ignore scientific research about
| creative talent;
(iii) teach the best and shoot the rest;
(iv) keep doing what was done to your
ideas - and even do At more;
(v) react quickly and negatively to new ideas;
(vi) 4if you don't understand it, oppose it;
(vii) keep the rule, "The more creative the
idea, the more likely the trouble";
(viii) have a deadly rejective system for
creative persons and ideas;
(ix) fail to try opportunities (which is better
than try opportunities and, may be, fail)
(x) - organize crestivities in (under your
control) or them out;
(xi) design all possible features into the
| organization ~ features that kill creativity;
(xii) Jealously guard and keep prerogative only

to yourself to plan, think and create."

Since these very princivles are also distinguishing
characteristics of '"negative' leadership in organizations,
it is necessary for attention to be focussed further on
the concept of leadership as it may affect the transfer

of learning.
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THE. PERCEPTION OF LEADERSHTIP AS A
CLIMATE PACTOR : IMPLICATICNS FOR
THE TRANSFER OF LEARNING

The importance of leadership was hinted earlier in
this chapter when it was stated that some authorities see
superiors! support as importantly related to the effort
to transfer learning (Weiss, Haczynski, and Lewis, 1980,
op.cit., and Stiefel, 1974, op.cit.). When the limitation
of this conclusion was then stated, the idea was not to
discard it, but to state the danger of relying too much
on it, s£nce peer, colleague and subordinate support
could be equally important. In fact, leadérship in +the
effort for organizational survival should not, as Katz
and Kahn (1966, op.cit.) have pointed out, be restricted
to formally appointed heads, but also be extended to any
other creative aﬁd influential performer. To explore the
concept of leadership further and how it relates to the
transfer of learning, one has to examine the works of
some auvthorities.

Boettinger (1971) is helpful, and his work may be
paraphrased as follows. When it is said that social or
organizational change has taken place, a haziness tends
to cloak the observation. Conscious animacy is not
necessarily implied in the expression, and the haziness
is due to reification. On the other hand, when the
statement ig made to read, ”Changé has been made to take
place", = conscious, animate and purposeful action is

implied. The self-driving and abstract process becomes

e
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concretized action by the directive effort of a person

or persons. Boettinger therefore says that change in the
sense of a thing to bhe made "to ﬂecome different" is

active and pro-active. The task of management today is

Yo make things different, not to wait for thgm to become
different. Therefore leadership is the behaviour of

making things different in improvemental direction. It
follows that the re-entrant who applies learning to achleve
this sort of change is himself a leader: so also the
superior and/or others who help to push the re-entrant's
ideas into acceptance and implegentation after due consider-
ation and assessment of their practicality and bvenefit.

These statements immediately tell of the necessity
for leadership in orggnizations and one of the reasons
for the large concentration of studies on it. Stogdil's
(1974) survey of the state of knowledge about leadership
shows that it has been studied from the perspectives of
'great man', traits, sitvational and functional.

The 'great man' view is that events are moulded by
notable men. While it implies that a potential transferer
of learning requires an influential or strong person's
help to succeed, the view is questionable to the extent
that it ignores the importance of followership. The second
mentioned view, 'traits', has also been shown as in-
adequate since there is no consistency of traits among
successful leaders. Leadership is, instead, situational -
the traits have to match the situation (Schein, 1970).
This view cannot be realistically differentiated from

the functional which is a study of whalt leaders do in
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given situations, which make them leaders.

These functions are those of team building, task
maintenance, and thé meeting of individuval needs (Benne
and Sheats, 1948; Klein, 1963; Bowers and Seashore, 1967;
and Tisher, 1974). Tmplied in these functions is that the
leadership likely to help the transfer of leafning ig that
which recognizes the re-entrant's enthusiasm to transfer
learning; perceives/evaluates the relevance of new ideas
to work group and organizational tasks or purposes; and
gives the necessary support to the re-entrant as a group
member. ’

The existence of situational or functional leaders
does not, however, automatically ensure learning transfer.
The intervention of meaning, embedded in the subjective
view of organizational climate adopnted in this study, implies
that these leaders must be perceived to exist by the potential
transferer of learning.

It must, again, be mentioned that reliance only on
formal leadership support may not be enough. However, this
point does not reduce the importance of perceived supportive-
ness of formal leaders. It does, however; mean that one
May have to extend the concept of léadership, as Katz and
Kahn (1966, op.cit.) do, to include any behaviour from
any organizational or group member, which influences others
with the resuvlt that people and organizational needs are
met, if not exceeded. Thus viewed, leadership becomes
distributive as well as synergic and Jointly held in the
work situation (Maslow, 1965). It also means that everyone

assumes a constructive followership role to support whoever

Zpas
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has something valuable to offer, such as, ideas from
a learning situation. This is one of the lines of thinking
that have influenced the emergence of the model of learning

transfer suggested toward the end of this study.

INTERNAL ORGANIZATIONAL MANAGEMENT OF THE
TRAINING FUNCTION 3 IMPLICATICNS FOR THE

SR AT RS

TRANSFER OF LEARNING

While the survey so far shows various factors which
authorities perceive as climatic, there,may be controversy
over whekther climate also has to do with how training %
function is intefnally managed in organizations. A point
that may be used to clear such a controversy is that what
constitutes climate depends on the perceiver's interpretation.
Therefore how the training function is menaged may be
accordingly percéived, that is, whether is promotes the
transfer of learning or does not.

It is noted that, in some organizations, people who
do not require training are often among those sent for

training. It is not likely that such trainees would, on

re-entry, have something meaningful to offer. One of the

conditions in which this happens is when managers. attribute

all performance problems to lack of training, whereas an
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analysis by those who know how may reveal that the problem
could be motivational (Iaird, 1978). Therefore, performance
shortfall continues despite re~en%ry (after training).

" Phe mismansgement which may be responsible for this

sitwation is partly because the training function is
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regarded as pedestrian, performable by anybody at all.
Officials are known to bear fraining position titleé

while they are ignorant of what the function is actually
about; nor are they'given the appropriate training to

help understanding and skills. The function then degener-—
ates into a mere routinized collation: of nominations from
departments and forwarding of these to training institutions,
many of which are more. interested in collecting their fees
than discriminating among nominations and risking losing
clients. |

As Laird (ibid.) has explained, a potential training
need exists when there is a difference between what
enmployees ought to be doing and what they are actually
doings; }potential{ because it still has to be determined
whether 1t 1s training or another measure that may cure
the discrepancy. To translate the potential into the actual,
it has to be established that there is a lack of knowledge,
skill and/or practice. The failure to do so may result in
what Boydell (1971) has branded as the 'welfare approach!
to training management.

This is that organizational members press for training,
not vecause of their performance incompentence, but because
they may see it as a holiday opportunity, an opportunity
to enjoy the allowances paid when employees are out of
station, or an opportunity to acquire skills intended for
use outside the sponsoring organization. For such course
participants, the question of ﬁraﬁsferring learning to
current work situation may not be important. The notion of

iﬁtegrating the individual with the organization through

g
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such provisions as training, and as Argyris (1964) suggests,
is ruled out since only the individual benefits to the
organization's exciusion.

Boydell (1971, cp.cit.) points out two other dysfunctional
approaches to training management which, by implication, are
unlikely to encourage the transfer of learning -~ the political
and the administrative. The former is often observed in the
behaviour of training officers as if they were doing favours
to prospective trainees, especially when the initiative
for training comes from individuals and when the training
department is seen as powerful in the final training decisions.
Politigal approach is also used to get rid of those who are
seen as troublesome and likely to be posted out after train-
ing. Bven if such posting were not to be, political manipul-
ation of training at least temporarily rids a boss of people
who could, at a particular time, be a source of embarrassment.

In the case of the administrative approach, training
functionaries tend to believe in absolute numbers of trained
personnel as a sign of doing theif work effectively. Absolute
number is internally impressive as well gs externally
impressive, since it is considered that outsiders would see
the organization or training management unit as modern.

It is like saying, "Training is the %ogue: we must train.”

The distinction between political and administrative
approaches blur in some respects. Where governments, as
in Nigeria, insist that indigenespbe trained to enable
the counfry to be less dependent on expatriate expervise,
and where governments provide that they will refund at

least a substantial part of the expenses on such training,
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absolute numbers are seen as'impressive to political
guthorities (this happens in the private sector).

Both politioai and'administrative approaches are particularly
rampant as a financial year draws to a close and it is
necessary to justify the same or increased level of the
training v%te. Often, especially in the privéte sector,
when organizational authorities announce that an employee
is scheduled for a course, it is an administrative and
political action to motivate the individual and others,
for, a new star of status is emerging on organizational
horizon (so to say), not that the individual has a perform-
ance deficiencye.

To these may be added Knowles's (1970) observation
that an aspect of training mismanagement which does not
help learning transfer is the failure of organizations
to have clearly articulated training objectives based
on such criteria as:

* the part that training plays in odntributing
to the accomplishment of organizational missionsg

# a philosophical commitment to the absolute wvalue
of human'growth and development and individual
gelf-fulfilment, explicitly stated;

¥ the specific purposes (in terms of individual

and organizational outcomes) for which training

is accepted as an organizational concern, also

described but with provision for changes as

environmental dynamics may be seen to demand;
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% the nature of the commitment of resources
(in terms of priority order in relation to
other purposes) of the policy-makers to
the furthering of training purposés, made
clear and substantial;
% the relationship of the training unit with
other organizational components, preferably
with emphasis on their processes of collabor-
ation rather than on their division of authority
and responsibilities;
% the target population to be trained, also
specified. /
These policy criteria are important because they are
a guide to sponsoring the staff likely to benefit from
training for themselves and for their organizations.
Secondly, the criteria suggest the need for the existence
of a group, be it a functional department or a committee,
professionally capable of managing the training function.
Thirdly, the provision that a substantial fund be allocated
to training would indicate to organization members the
importance attached to training. This would also imply
that there is ‘the need to Justify the exvenditure by
transferring learning to work. Fourthly, the criterion
of collaboration beltween a training unit‘and others is
of special significance. The existence of a training
unit does not mean that managers of other units have
to abdicate their personnel responsibility. Training
specialists are to serve as advisers, facilitating other

managers' depth of appreciating where, when and how
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training is needed, and by whom. Laird (1978, op.cit.)
explains that line managers are usually specialists

who know the technical intricacies of their work but

may not know of training need anslysis and, therefore,
may tend to attribute non-training problems to training
inadequaciés. Here is where internal training specialists
can be heléful.

It has, further, been noted by some auvthorities that
the failure to evaluate the effects of training partly
accounts for the non-transfer of learning. There may
appear to be nc need to try to/transfer legrning when the
re-entrant knows that no one cares whether or not he applies
learning oxr when the re-—-entrant feels that authorities
behave as if training were for purposes beside performance
improvement. Kempfer (1555, p.399) puts evaluation this
way, "The basic purpose of evaluation is to stiwmulate
growth and improvement. Whatever other worthy purposes
exist are only facets of the all~ihclusive effort to assess
present conditions as a basis for achieving better ones.”
Odiorne (1964) takes the position that the consumate
benefit of a person's training is the economic blessing
it confers on the organization that has spent valuable
and scarce money on it. Therefore training proved to be
wnaccompanied with transferred learning on this ultimate
level should be assessed as nol worth the effort and expense.
Odiorne's stand has, however, been criticized as extreme
' because, as Mahler (1953) before him, has pointed out,
managerial performance cannot be easily evaluated, being

more qualitative than quantitative.
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The problems in training evaluation have also
been stated when, early in this chapter, reasons were
given for the relatively few writings on the transfer
of learning. By way of additional point, they are here
re~-stated from another authority, Knowles (1970, op.cit.).
Firstly, human behaviour is too complex, and the number
of variables affecting it are too many, for us ever to
be able to prove that it is owr training programme alone
that produces desired changes. Secondly, the social sciences
have not yet produced the 'vigorous research procedurss’
and measurement instruvments for obtaining the kind of
hard dath required for evaluating many of the subtle and
more important outcomes of a training programme. Thirdly,
the kind of intensive and scientific evaluation usually
advocated requires investments of time and money that
many policy-makers are unwilling to make simply to document
the worth of training which they already assume as valuable.
Nonetheless, ignoring evaluation entirely is as extreme
as insisting on economics as the only ultimate value of
training. Whitelaw (1972, op.cit.) considers that some
way between the extremes should be possible and pursued in
organizations. This compromise may give some approximation
of the value of a particular training programme.
One other aspect of internal management considered not
helpful to learning transfer is the inappropriate choice
of where training is to occur. This is different from the
selection of the wrong persons for courses. Instead, it
is & matter of mixing up the discrepancies resolvable by

internal training and those rewolvable by external. A
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result is that people could return from outside courses
with little to offer. Laird (1975, op.cit.) suggests
that internal training managers and line managers should
decide whether existing internal programmes, self-study,
special assignmenfs, coaching and oounselling, can serve
in'place of external seminars, workshops, universities,
conferences, and conventions.

To conclude, it is considered that as regards the
internal orgahizational handling of the training function,
the major factors affecting the transfer of learning are
faulty identification of training needs, nebulous existence
of training policies in many organizations, and the general
abandonment of evaluation effort. It may be noted that the
detail of the techniques for effective internal mansgement
of the training function is not discussed here since those
techniques are not an essence of this study. The interested
reader may, however, wish to see such anthorities as
Whitelaw (1972), Iaird (1978) and Boydell (1971) -~ all
already cited, and Hamblin (1974).

SUMMARY OF CEAPTER 2

The essence of this chapter was to develop from the
literature and related literature some ideas and concepts
on how organizational forces might be perceived by a
re—entrant as inhibitive to learning trensfer. The transfer
of learning, as a change process; could be perceived by
some organizational members as unsettling to thelr power,

éuthority and career interests. This attitude to change
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might be re-inforced with a negative disposition toward
the re-entrant should he be verceived as a person of low
credibility. The environment of learning transfer was
further demonstrated to include possibly within the
consciousness of the re-entrant, whether leadership and
membership as well as bureaucratic structuralization and
ruies were learning transfer-conducive. It was finally
shown from the literature that the mismanagement of the
training function in terms of the faulty identification
of who qualify for courses and where, the absence of
clearly defined and articulated training policy, and +the

nonnevalﬁation of training effects could adversely affect

learning transfer.
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CHAPTER 3 o

THE LEARNING SITUATION AND ITS
IMPLICATIONS FOR THE TRANSFER

OF LEARNING?

INTRODUCTICN

It will be recalled that the. approach adopted for
this study is to see the problem of learning transfer in
three dimensions:

(i)( the organizational situation or climate;

(ii)‘ the learning situation; and
(iii) +the trainee's/re-entrant's personality
or characteristics.
The first-mentioned dimension has been examined in the
foregoing chapter. In this chapter, the second-mentioned
dimension, the learning situation, is looked into.

The question which should be discussed from the
literature is, "what sort of learning situvation is a learner
likely to experience to ensure that learning really takes
place so that the prospect of transferring it to the work
place may be enhanced, and how may such a learning situation
be brought about?" This guestion is important because the
answers to it provide the ideas to be borne in mind when
respondents' perceptions and evaluations of training are
analyzed in chapter 8. .

As in the previous theme, the approach here is 1o
examine the learning situation in sub-themes, with the

views of various authorities brought to bear on each sub-
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fheme. For clarity and simplicity of presentation, the
literature has been synthesized to derive the following
sub-themes on how the learning situation could affect the
transfer of learning:

(i) +the principle of relevance;

(ii) +the principle of understanding the levels

of learning;
(iii) +the principle of appropriate methods; and

(iv) +the principle of motivational learning climate.

The assumption, then, is that any learning situation
which is made by trainers and learners to satisfy all, or
a combination of some, of these principles is correspondingly
likely to be experienced as enhancing learning and at least

the likelihood of its being transferred to the work situation.

(1) THE PRINCIPLE OF RELEVANCE

By this principle is meant the designing, developing,
and delivery of a training course to relate to work situation
or any other situafion in which learning is to be applied.

In short, it is what Binsted and Stuart (1979) refer to as
‘designing reality into management training.' The issue of
relevance is of such concern that the literature is replete
with expositions on how it may be practicalized in learning.
Here, four of the authorities have been selected to demonstrate
the principle of relevance which, it should be remembered,
considers, inter alia, what should constitute the contents

of subjects 'taught' - a matter often determined after a
training institution has surveyed the needs of clients and

prospective clients, such as was done prior to the mounting



of courses in the Administrative Staff College of Nigeriea
(ASCON) «

Knowles (1970, op.cit.) identifies three aspects of
relevande in learning situations: (i) the learning could
be relevant to the goals and needs of the learner; (ii)
thé learning could be relevant to institutional needs, that
is, those of the organization in which the learner is to
work, or works; (iii) +the learning could be relevant to
fhe needs of societye

As regards the first-stated relevance, Knowles points
out that no one really wants to be outdated, and that
individuals wish to achieve self-identity which is a
development toward self-actuvalization, that is, Maslow's
(1954) concept of the fullest unfoldment of a person's
potential in his life and work. Learning must, therefore,

ideally move the individual

FROM IO
dependence auvtonomy
passivity activity
subjectivity objectivity
ignorance | enlightment
small activities large activities
few rQSponsibilities ‘ many responsibilities
narrow interests : broad interésts
selfishness _ altruism
self-rejection self-acceptance
amorphous self-identity integrated self-identity
focug on particularities " focus on princivles
superficial concerns : deep concerns
imitation originality
need for certainty tolérance of ambiguity

impulsiveness rationality
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0f course, these are ideals as Knowles recogniges,
and may not largely be attained in, say, one training
or educational programme. Yet, by the very fact that
training is a way of integrating the learner with his
work, there should generally be the element of moving
tqward seif—actualization indicators on the right-~hand
column in' the foregoing paragraph.

As;regards training associated with institutional
relevance, this, as has been mentioned, refers to the
gearing of courses to how an organization's members may
operate to achieve the goals of the organization. This
enables the trainee to re-enter the work situvation. with
new ideas to bhe tried.

The third aspect of the principle of relevance,
that of meeting the needs of society or a country, ls
perhaps the most articulated in developing countries,
like Nigeria (as explained in chapter 1). Without training
and educational programmes (intertalia) that can help to
develop their societies, such societies may continue to
lag behind others regarded as adﬁanced.

The three aspects of relevance are not always mutually
exclusive. Where individual and organizational necds. are
attempted to be integrated as Argyris (1964, ov.cit.)
suggests, there is mutual inclusiveness. Where an organiz-
ation is made to fit into national development plans, its
narrow interests then work hand-in-hand with the general
interest. Individual interests can also often be both
personal and societal, such ds when people train for

politics or higher administrative services in a country.



All this is not to say that what is relevant to each
level is always relevant to the others, for example;
some organizations may work to undermine a national
economy, while some people train to carwry their learning
from their sponscrs to other businesses, such as in
welfare apﬁroach to training discussed earlier. However,
the concern of this study is relevance asm it affects the
work situation.

Binsted and Stuart (1979, op.cit.) examine the
principle of relevance in three dimensions: environmeﬁtal,
process and content. The third-mentioned will be discussed
later under 'the principle of appropriate methods'. As
regards environmental relevance, it should be stated without
further discussion that since the focus of this study is on
courses run outside an organization bj outside agencies,
it is difficult to replicate exactly an organization's
environment in a course venue. Therefore discussion here
should be concentrated on the content dimension of relevance.
The question is, "How may organizational realities be
designed into a management course.so that learning can be
transferred to the work place?

Binsted and Stuart (ibid.) are among those authorities
who focus on the learning situation as a way out of the
problem. They suggest that training events could be taken
to the work situwation, such as done with ‘*action learning'
or project assignment back in the sponsoring organization.
A basic assumption underlying action learning is that the
best opportunity for learning takes place in the manager's

everyday job. This is because the trainee, as Boddy (1981)
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explains, is then the centre of a role-set, involving
his boss or sponsor, his workmatés, the owners of the
problem being worked on, perhaps his adviser or tutor,
and other interestéd persons whose co-operation is
necesgsary for the assignment to achieve its purpose.
Porject team meetings are held.as often as may be necessary
té'help prégress.

Binsted and Stuart (1979, op.cit.) and Boddy (op.cite)
have pointéd out that teking learning events to the work
situation calls for skill without which action learning

may fail. The sort of questions that should guide it are:

Will working on the project brihg about significant change

§
for the learner and his sponsor? Given the available time ]
and pressure, is it feasible? Is the problem such that the
learner can have different perspectives and ways of thinking i

about it? How (highly) committed is the sponsor to the L

project? Is the implementation of recommendations within :

the authority level of the managers or outside authorities?
Action learning has much to commend it, for example,

not only may a substantive problem be resoived, but also

the learner learns to relate with people, since many persons

may be involvéd in the handling of a project assignment,

in which the learner is the centre of a role-set. However,

and as Binsted and Stuart have poiﬁted out, if the trainee,

carrying out a project in his actual work organization,

recalls past negative experiences, or re-expericnces them,

~learning may be blocked. .
Another point is that not all courses can be designed

to allow for the adequate time necessary for carrying out

TR
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meaningful projects. Then also is the point that a ﬁroject
may relate to only an aspect or few of the principles learnt.
Since a project may be connected with only some of the many
functions of a work unit, action learning may exclude
practical /earning about those other functions. The possible
limitations of action learning should therefore be recognized
éo that its transfer value may be realistically assessed.

An alternative given by Binsted and Stuart is bringing
the job to the learning situation. Here, training is designed
so that the trainee sees his Job as it relates to learning
events. A usual approach is to ask the iearner to reflect
on his work and his experiences in the light of the principles
40 which he is being exposed. The trainee can thus see in
which job areas and behaviours. changes may be necessarys.

Learning transfer could also be helped with the
provision of a range of alternatives within the learning
events, that is, different ways of doing the same thing
s0 that the learner may select what he considers realistically
applicable to his work situation..The work situation could
also be changed to match learning events. In that case,
the trainee identifies activities in the learning situation
which show that current work behaviour requires changing.

He then sees the job in terms of what it ought to be in
the future. This redefinition of work to become consistent
with what is learnt is one of those elements that make the
transfer of learning particularl§ difficult because the
transfer process mey actually be beyond the trainee. For
example, while the exposure to democratic work practices
may appeal to a trainee, the transfer of'such practices.

to an auvthoritarian organizational culture is not likely
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to be easy. Classroom activities alone do not provide a
resolution of the learning transfer problem. Hamblin
(1970), as mentionéd earlier, has explained that whenever
training takes place away from an organization, the problem
of learning transfer arises. ‘

Stiefel's (1974, op.cit.) model to aid fhe transfer
of learning may be said to fit the idea of bringing the
job to the learning events. He distinguishes between what
he regards as current or traditional practice of mounting
courses and his own prescription (Table 3.1 below).

Stiefel's model is thoroughugoing in deed, involving
a lot of interactions between trainers and client organiz-
ations, and between them and would-be trainees ever before
g course is Tinally set in actuwal motion. It would also be
more costly than the 'current practice' in terms of time,
trainer resources and, perhaps, money (expense to the
client). Is the cost to the client justifiable?

To answer the question, the prospective client has
to place the individual attention-—-concentrating Stiefel
model beside the more general designs of many training
institutions and, say, apost-graduate management degree
brogramme. The Stiefel design, by its very nature of
considerable individual orientation and resource~
consumption, including expertise and time, would indicate
the need to admit a manageably small number of trainees.
The more generalized designs, thopgh not entirely devoid
of individual attention, can afford to embrace many more
trainees to the financial advantage of the training-

giving organization. Assuming that the client is cost-ready,
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PABLE 3.1 : STIEFEL'S MOD:L FOR PROGRANMEE PLANNING & IMPLEM=NTATIC.

s

PRESENT PROGRANME
_PLANNING PRACTICE

REQUIRED PRACTICL

Identification of the
needs of the particip-
ant category

. Translation of needs
into educational
objectives

|

Design of programme

A\
Printing of brochure

with | vague objectives
& course description

N7
Recruitment of particip-—
ants

\%
Running of Course

Systematic identific-
ation of needs of
participant category
Translag;on of needs
into educational
objectives

Printing/of brochure
explicitly stating
philosophy of school

plus educational object-
ives in behavioural terms

Recruit&ént of particip-
ants

X
Selection of participants

Tutorial relationship
with participants in
precourse phase

4
Identification of
instructionally relevant
gdifferences among

participants

,
Translation of individual
needs into objectives

and learning activities

!

Design of programme
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transfer and motivating the trainee to leprn becnuue of
his need to pef@eive the valué of & progrosss, one ssuld
opt for Stiefel's position.

Its advantages notwithstanding, however, cnn thae

~model facilitate the transfer of learning whien Ctiofel

3o .

has in mind? The comment made on Binsted and Stunrd sbove

LR e N L
applies here, namely, that no matter how o8 cloae ap

possible to organizational realities an Away~course may

be, the learning situation cannot alone Cetermince learning

transfer.

Pinally, let it be supposed that the tradizioncl model.

which Stiefel seeks to supplant continued to be onerastional

in training organizations: is that older modal wvaeleass for
the transfer of leérning? This writer does not think S0 .
The traditional model can still help; though it may be
argued that Stiefel's is better for doing so. The point

is that the very factors which militate against the
effectiveness of the "traditional' model are not resolved
by the suggested one.

The approach of Megginson and Pedler (1976, op.cit.)
to achieving relevance in training programmes deserves
attention. They christen it 'the learning community'.
There is a uniqueness about it - a uniqueness due to an
element which seems an extreme form of experiential
learning with the ingredient of ranarchy' (for want

of a better term). It is also interesting to nobe that

the responses of few Tormer training-recipients (see

chapter 1) which triggered of this study are the same
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as those which set Megginson and Pedler of¢ on tha
of developing 'the learning comﬁunlty' They roepors
having encountered such resvonses 88, "It woen erront on
the course, but when T got back and trieg Ty It didntt
work and I had to start all over again." "j'nz 33?& whist,
you say is right, but we couldn'+t do it here, neiiher
my boss nor the men would have it."

\

Megginson and Pedler say that their effort to resclve

the problem is based on the awareness that "only the lcarner

could identify his learning objectives.....Learncrs ghould
be free to learn what they féit was personally zignificant
to theh. The concept of a common curriculum was nons sense",
for, trainers do vnot know the intricacies of his (+the
Learner's) job." The learning community is therefore a
collection of homogeneous learning objectives (task)
which trainers.as facilitators, and $rainees as particip-
ants with identical or similar objectives, Jointly seek
to satisfy in g suitably arranged setting technology),
using suitably determined methods (technology). Those
participants who wish to attend a particular session
sign in (because they have personally determined its
‘relevance and importance). Conversely, a particinant
could be absent. This is the 'anarchic"element in the
Megginson-Pedler design.

Learning activities in the 'learning commﬁnity',
however, involve input from all menbers, following the

processes in fig, 3.1.




PFIG. 3.1 : LEARNING ACTIVITIES IN THE MEGGINSON~

PEDLER 'LEARNING COMMUNITY' APPROACH

Felt problem
situation

Feelings, percevtions,
2 experience of that

-,
Py

A sitvation
5| ;3
Acotion, trying out ‘ Reflecting on this
new concepts experience, considering
A the views of others,
of experts, etc.
\
Conceptualizing,

i

making sense,
gorting out, form-
ing constructs,

4

The question has again to be asked, "Does 'the
learning community' approach resclve the learning transfer
problem it is intended to resolve?" The indication given
by its proponents is that it &oes. However, a élose look
suggests fhat this is because trainers, who were the
participants when the authors tried the approach, applied

it on ‘the micro level, that is, personal facilitating of
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learning. wWhen trainers are in the 'classroom’', they‘are
free to apply methods as they assess appropriate. The
bulk of e&idence from the literature so far surveyed shows
that it is not so easy on the macro level of learning transfer.
There, and as Huczynski (1977) and Huczynski and Lewis (1979)
have demonstrated, the transfer of learning is essentially
an interaction between the re-entrant and other organizational
members and variables,

Secondly, the freedom of a learner to decide when he
wishes to participate in a sessjion or be absent could
lead to his losg of some developmental elements in {training
sessions. Thirdly, the opportunity to contribute to others!'
understanding of certain problems which may not directly
affect a person, but of which he may have valuable ideas,
could also be lost. ITourthly, he is likely to loose the
trend in the case of those themes which are directly and
indirectly inter-connected. Fifthly, the Megginson-Pedler
design defeats itself because 1t puts together participants
of similar or identical problems whereas, in actual organiz-
ational life, members do not relate only with members of
the same work content and processes, for example, staff
meetings may cubt across divisions of labour or be held
with organizational outsiders. Learning in external course
venues, by putting strangers together, imparts not only
skills in relevant work techniques but also skills and
experiences in organizational social life.

These criticisms are not meant to discard the
'learning community' entirely. The approach has the merit

of being concerned with "designing reality into management
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training", which deserves to be a continuing oonoern;
Secondly, it has implications for tutofial relationship
between trainers and trainees. Tutorials should be
included in learning activities. Thirdly, it contains
the dimensign of process reality in that members are in a
democracy of 'equals' (in an adult atmosphere) suggestive
of group broblemmsolving in many real organizationse.
Attention should now be turned to the contribution
of Allner and Teire (1978) who are also interested in the
principle of relevance as a meaps of aiding learning transfer.
Like most present-day trainers, they refer to their approach
as 'experiential'.
To them training should influence the trainee through
a cyclic process related to his work, that is, reflecting
the substantive problems of his actual organization. The

activities involved to achieve this are brought out in fig.3.2.
PIG. 3.2: THE ALLNUER-TZIRE EXPERIENTIAL LEARNING CYCLE

Observe and reflect
on current situation

\

Attempt to carry out . TIdentification of
Planned action ' personal objectives
&S

Decision on a course
of action to meet them

Ep e
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Observation of current situation refers to both
the psychological state of the trainee and hig surround-
ing environment of work. 'Personal objectives' are what
he intends to achieve in that environment. This is followed
with the determination of how to achieve them and, then,
pufting the 'how' to test. The action does not end with
testing and 'how! because how far it helps the achievement
of objectives has to be reviewed so that it may be decided
~whether the cycle should be repeated partially or 'in toto'.
Learning should therefore be a process of heloing the

4

learner to see his work situation vis-a-vis himself,

following the cyclic model. For training to he able to

g

achieve this, it should use various methods, such as,

simulation, after which the learner is ready for lectures,

R

seminars, and discussions.

Allner and Teire base theilr writineg on their experiences
g D

and observations of failures of internal tralning programmes. §
Nonetheless, their views are applicable to external courses, :
for, these views have the same features as those of cited
authorities who are concerned withlexternal courses.
However, like those auvthorities, they here focus on the

‘classroom' to resolve the problems of learning application,

so that the same criticiem applies to their work.
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As regards Miles (1959 op.cit.), the learning situation

ot

is again where the action is for tackling the problemn,

SHEREHIEy

that is, by ensuring that the content of courses is relevant

o

to work. He concentrates on the use of learning groups

o
g
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to discuss and role-play organizabional realities. He also

considers that for learning to be transferred, both learning
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events and Job sgsituation haﬁe to be thoroughly analyzed
with such questions asg, "Is this new idea really relevant
to me in my job noﬁ or in the future?" Miles further
points out that not 2ll learning will be equally relevante.
Each course should nevertheless include the time to-be
devoted to each trainee's work situation. While the Jjob
situation each participant describes may be unigue, the
problems raised and the solutions suggested are likely
to be of a general nature and, therefore, beneficial to
trainees as a whole. ?
Miles thinks that interviéitation, 1f possible,
should be built into the 1earning situation. This is
the technique that group members can learn from observing
members at work and seek clarification of activities or

behaviours. They can also assist the observed members to

understand and perform better. The arrangement works out
begt when training sessions are spaced so that, in-between,
the visits can take place, or the visifé could be post-
course. :

Finally, courses may include reporting sessions.
The trainers invite some former trainees to describe
ﬁividly their attempts to transfer learning and their
éxperiences in the process. The invited guestmreporters
can, through discussions, also learn more about their
work from current trainees.

The 1959 work of Miles is interesting in that it
is one of those which indicate that the awareness of
learning transfer problem is not as recent as one may

think. While it is a classic piece on the use of group
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methods to help learning and the work of educational
leaders, it has some questionable features. Inter—
visitation may be useful in technical work: it is not
likely to achieve much in managerisl work which may not
be easily observed, especially when trainees without
experience in observation method are involved. Moreover,
the presence of observers cannot surely solve the problem
posed by the existence of change-repressive forces in
organizations. Furthermore is the fact that some organiz-—
ations, in a competitive economy, may be so concerned
with the{likelihood of industrial spying that they may
not welcome intervisitation.

As regards the role-dramatization of organizational
realities, even the players know that the trainees in a

drama are not the actual work situation characters.

Therefore, while role-playing helps insight into actualities,

it does not necessarily ensure that learning transfer to

actual organizations will take place or succeed.

(ii) THE PRINCIPLE OF UNDERSTANDING THE
LEVELS OF LEARNING

This is the principlg that for learning to occur
as a basis for its being transferred or applied, the
trainer has to understand which level, within the learner,
is the target of training: otherwise,; the approach to,
and methods for, achieving learnihg may be migdirected
and the whole training effort wasted.

Knox and Sjogren (1965) and Miller (1964) identify
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four levels of learning from what they regard as the
simplest to the most complex: simplest (skills of métor
responses, memorization, simple conditioning); adaptation
(acquisition of knoWledge and adapting to a simple environ-
ment); complex (interpersonal understanding and skills);
and values{of individuals and grovps (which are subtle and
time~consuming, so that :few organizations have programmes
fbr changing long-standing, cultural or ethnic values),

Pedler (1978) also arranges the levels of learning
in the same order of complexity: memory (in which the
learner can recognize, identify and describe the purpose
of a tool); understanding (the learner understands how and
why the tool works and what to do to use it); application
(the learner can use a given tool in a limited number of
situations in which the selection of appropriate tool is
done by someone else); and transfer (in a wide range of
new, unidque situations, the learner can select and use the
appropriate tool from his repertoirg;if need be, he can
modify it to suit situations, or can manufacture his own).

Bloom (18965) provides two broad categories of the
levels or targets and goals of learning-cognitive and
affective - with sub-classifications, the detail of which
need not concern us here. However, the levels of learning
identified by the authorities cited in the preceding two
paragraphs can be slotted into the cognitive and affective
categories. Categorization is not strictly water-tight
.(Bloom, ibido), for example, valu;s may rouse affects,
but, in so doing, learning on the cognitive level may

antecede the development of affects. This fluidity implies

Sty T
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flexiﬁility in the use of training methods as will be re-
gstated in the next sub-theme of this chapter. Nonetheless,
it is conceptually and practically useful to recognize
levels of learning.

Pedler explains that the simpler levels of learning
tend to assume specifically correct answers and ways of
behaving or performing. The most complex level assumes
that there is no one best way. It is difficult to specify
the outcome of learning on that level, or recognizZe exactly
when i1t will occur. The trainer therefore has to relingquish
the stance of the expert and bécome equal, so to say, with
learners. Management training and learning belong to the
complex level, and the learning process may be ruined if a
selected training method is unsuited %o that complex level
of learning. In that'case, the learning situation as a
factor in learning transfer becomes defective. The principle
of understanding the levels of learning is thus clearly
linked with that of appropriate methods, the sub-theme

next discucsed.

(iii)  THE PRINCIPLEZ OTF APPROPRIATE METHODS

By this principle is meant the trainer's selection of
training methods to help the learner to learn effectively
and thus, make it likely at all that.learning will. be
transferred to the learner's work situation. To talk of
training methods is therefore to ﬁalk of processes relevant
to, and apt for, a learning situation, in this case,
involving the manager as an adult. When, however, we

refer to the appropriasteness of methods, it ig not %o
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claim that a fixed and an objective criterion is available
for appropriateness determination. It is an issue of the
trainer'é conviction as his own learning and experience
may suggest, and as he considers the adult targets who
lopk forward to content relevance discussed already. For
example, a professional trainer, considering the subject,
' Manpower Planning', would, inter alia, ask how he would
present it to make it meaningfully applicable in the work
situation. Method thus has to be inextricably tied with
content reality, for, the manager tends to be interested
in 'doing' and has a low regard for theory (Huczynski,
1983a) .

While»faotoré, such as, the technological and knowledge
explosion in the larger environment are playing a part in
the continuing development of training methods or techniques,
managerial disposition to 'doing' is also an important
factor in the proliferation of training methods, many of
them eye and ear-catching (Huczynski,ibid.) Huczynski (1983b)
has identified 303 different methods. This authority (1983c)
has also shown that in the determination of method options,
the trainer has to note that a method itself has three
components, all of which have to be seen in the light of
learning effectiveness.

These components, analytically anc conceptually
separable but practically blended, are:

4 content, not only the topic to be taught but
also the reasons underlying the adopted method.

'Reasons' are not merely expressed with such

vague terms as "to make" for effective training

Whitdou 5
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and learning" but, specifically, in terms of
primary and secondary foci, for example,
whether the trainee is to acquire knowledge
or to acqguire éractica/skill. Content foci
are thus identifiable with the levels of

learning highlighted in sub-theme (ii) above;

process, how the content foci are to be

b

practicalized, for example, by lecturette,
individual and/or group projects and

assignments, and group discussion;

& setting, the way in which the trainer
arranges the elements of the learning
event and the values underlying that choice,
for example, teaching (expert-student
didactic setting), facilitator-learner
or learning (in which the setting is such that
the student is there to learn while the
teacher is to facilitate the learning);
discipleship (the trainee uncritically has
to adopt the teacher's ways like a 'true!

follower) .

The rationale of Huczynski's (ibid.) distinctions
among the conceptual constituents of any one method is 1o
stress that methods should not be out of the total context
of learning on any level - context which includes what
the learning objectives are, what the subject to be

presented is, who the training and development-recipients
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are, how the subject is to be presented, and where.

It is because of the very nature of the contenf
of management and management-related learning, as well
as the féct that adults are involved, that, lectures,
for example, are not to be solely relied on. Goldstein
and Sorcher (1974) point out that verbal persuasion
and logical explanations rarely succeed to change attitudes
and managerial behaviour. Binsted and Stuart (1979, op.cit.)
explain that an inappropriate application of lectures may
well elicit a management trainee's reply, "My work doesn't
involve listening to lectures."

Jennifer (1977), Pigours (1976) and Wohlking (1976),
stressing that a 'teacher' has to use a variety of
approadhes'and adépt his methods to the needs of 'students'
and the unique characteristics of a 'lesson', have suggested
various methods of helping learning to occur, for example,
brainstorming, buzz sessions, case study, discussion and
role-playing. These methods, by involving trainees in
activities, also serve as motivators, so that the principle
of appropriate method is closely connected with the principle
of motivating learning climate, the theme of the next sub-
section. '

Jennifer (1977, op.cit.) also adds 'discovery learning',
which makes trainees discover information by themselves.

An assumption underlying it is that a learner who discoverns
things by himself is likely to retain it for application

or transfer, The instructor remains in the background
during discovery learning, ready to answer gquestions though

usually turning the questions back to the learner. To make




discovery learning effective, the trainer has to start
with an analysis of the most critical elements of tasks
and cut out or simplify the rest. He neit finds out how
the task looks like to the learner, where the learner has
to start from, and what knowledge he already_has° Tﬂe
idea is to build on his exigting knowledge level in such
a way that he can work most of the time unaided. The
trainee works on the set tasks while the trainer records
the results of his activities.

Tt should be pointed out that discovery learning as
explained by Jennifer would be bartioularly apt for in-
plant coLrses in which trainees are required to learn
already existing and accepted practices. For the away-
management and management-relatéd courses, with which
this study is concerned, it may be of limited application
since it is generally more suited to problems with correct
answers. However, a form of discovery which could re-inforce
other methods and technigues is fact-finding individual
and group assignments in, for example, a library, snd &
later discussion of what has been discovered for comparing
to an existing answer.
| All authorities, as regards methodology to aid
learning, agree that methods should be véried in the same
segsions or courses 1o reduce boredom. Films and excursions
should, for example, be introduced when Judged appropriate.
The very fact that differences among the levels of learning
(see the preceding sub-theme) are not always clear indicates
the need for a methodological mix. Thus, the complex levels

of learning in the Knox-Sjogren (1964, op.cit) and Pedler




104 -

(1978) studies cannot admit of only one method. On that

level, the acquisition of knowledge of factual material,

skills and attitudes may all be involved,

so that

lecturettes, role-playing, simulation, group methods,

etc. can be mixed in

a sessione.

Knowles (1978) has also explained that behind +the

principle of appropriate methods is the need for trainers

to be guided by the differences between infant and adult

learners, though the differences need not be regarded as

in water-~tight categories. Table 3.2 displays those

differences referred to as pedagogy (infant teaching) and

andgragogy (adult).

TABLE 3.2 : PEDAGOGY

AND ANDRAGOGY COMPATED (XNOWLES, 1978)

PEDAGOGY

ANDRAGOGY

AUTHOR ITY—~ORTENTED

MUTUALITY, RESPECTFUL,

CLIMATE
FORMAL, COMPETITIVE {COOPZRATIVE INIFORMAL
Planning By teacher Mechanism for
mutual planning
Diagnosis of By teacher Mutual self-
needs diagnosig
Formulation of By teacher Mutual negotiation
objectives
Design Logic of subject Sequenced in terms
matter of readiness
Activities Transmittal (tech- | Experiential
niques (e.g. by techniques

EBvaluation

lecture)

By teacher

Mutual re-
diagnosis of needs/

+ mutual measurement of .

programme
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The differences are based on the points that in self-
concept, the adult is more self-directed end less dependent
on the 'teacher' than the infant or adolescent; in experience,
the adult, because‘of his work life and problems, is a rich
resource input to the learning situation; in readiness to
learn, the youth may be pressured to learn, but the adult
learns in order to meet the needs of his social, personal
and actual work situation (that is, the need for the applic-
ation or transfer of learning); in time perspective, adult
learning is relatively or generally of immediate application;
and in orientation, the infant-and youth's is subject-—
centredrwhile the adult's is problem—centred (again the
quest for learning which is transferable). As already
stated, the appropriateness of methods has some link with
the motivation to learn, since method may stimulate learning.
The next sub~-theme is, therefore, this matter of the motiv-

ation to learn.

(iv) THE PRINCIPLE OF MOTIVATIONAL LEARNING CLIMATE

The question is, "What kind of learning situations
is a learner likely to perceive and interpret as helping
'1earning if at all there is to be the possibility of its
being transferred to the work situation?" An answer is
not easy because, as discussed in chapter 2, climate
is according to personal perception. However, the problem
does not prevent effort from being made by traincrs to
provide a learning condition considered likely to be felt

by trainees as motivating.
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. Learning theories contain the element of motivgtion,
intrinsic and/or extrinsic. In Skinner's behaviourism
(1953), that'elemént is the behaviour-reinforecing stimulus.
In XKoffka's (1935).gesta1t, it is the learner's satisfying
awareness that he is being helvned toward achieving a com-
fortable %quilibrium.with his world as a whole. In these
ﬁheories‘and others, it is the awareness of the learner that
learniné is relevant to his needs and those of higs work.
But motivation may be negative at times toc achieve learning
and the likelihood of its transfer to work, since some
people may best learn and retain under discomfort.
Motivation, from complex man or situational perspective
is not a one-way type phenomenon (Schein, 1970, op.cit.).

However, the relationship between motivation and
learning is not always clear, though it is generally felt
that there is a link between them. Holding (1965, pp.8-9)
puts it this way, "Although it is.not clear that this is
strictly truve...too much motivation may make the learner
anxious so that his performance is worse than it would
have been at an intermediate level., It is a matter of
observation that psople can often try too hard." Holding,
however, agrees that since an absence of motivation as
perceived by the learner could inhibit learning, some
motivation must be perceived as present in the learning
gituation if there is to be some hope thet learning will
take place (as a basis for a later learning transfer).

The‘learner's perception of'the existence of motivation
is important also because the adulb may bring some anxiety

and tension to the learning situation. Anxiety tends to be-
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present because the very fact that he has something to
learn may be an implicit reflection that he has a short-
coming. Hague (1973, p.55) states, "If a men is sent on o
course, he may worry about why he was thought to need it.n
This mental and emotional construct of the situation may be
a blow to Ais self-concept, according to Jennifer (1977
op.cit.):and Belbin and Belbin (1972). Therefore, he

may take refuge in the feeling that what he is lesarning

is for somebody else, or that he is merely being compelled
by his sponsor to learn. Anxiety may also be due to ageing
and its often-~associated fesling that he.cannot renzmber
things as easily as in his greener days, that is, that

he has entered a period of declining ability to learn.

It has,; however, been noted that adults do learn as effect-

ively as younger people, provided there is, in their per-—
ceptions, the motivation to do so - a motivation which
mey be brought about with, among other things, learning
by activities, for, ageing tends to be accompanied with
diminishing memory. .

A way of providing for learning to be likely seen by
the learner as occurringiiamotivating condition is an
arrangement of the pace of learning activities to enable
the adult to cope. Management work does not always require
speed but accuracy, and learning should, accordingly,
reflect or approximate to the pace of the familiar manage-
‘ment functioning (Jennifer, 1977, ov.cit.).

Belbin and Belbin (1972, op.cit.) have furtner shown
that a learning situation in which trainers behave as if

they knew better than adults and S0, talk'down &t them,
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may be resented. These authorities report an interview in

which an adult learner responded? "We aren't going to be
told what to do by young so-and-so, when we've known her
since she was in her cradle." They, however, point out
that this responsé and attitude are rare where trainers do
not pose as authoritarian experts. In other words, the
authoritarianism often objectionable to subordinates in
real work situations may be similarly perceived and responded
to in a learning environment. Knowles (1970, op.cit.)
referring to the same point, uses a comparison of 'mechan-
istic' and 'organismic' work organizations to characterize
learning-encoltraging and learning-inhibiting conditions.
He says that the effort of people concerned with training
should be made to ensure that the adult learner is likely

to perceive trainers as much like learners themselves.
P

This is to say that leadership in the learning group
should be distributed and should, when necessary, be
allowed to emerge as it does in leaderless group discussion
(LGD). It may be wondered whether a trainer would thus
not lose demonstrating his knowledge in order to establish
his credibility. The point is that the verception of his
credibility can be established by his style of showing adult
learners that they are themsclves a rich resource input
in the learning situation, by his facilitating mutual support
among participants, by his thus providing the likely—-to~be-
perceived motivation to learn, and by his own effective
contribution during proper times. This effective contribution
includes, as Jeanifer (1977, op.cit.) states, the offer of

individval agsistance in a non-patronizing manner;
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maintaining confidentiality where counselling is
confidentially sought; totally accepting the learner

for what he isj; upholding the principle that the adult is
evenbtually responsible for desling with his own problems;
and avoidance of fhe use of sarcasm and criticism (by
trainers and participants).

All the principles (sub-themes i-iv) discussed above
may be saild really to revolve around two principles,
those of motivation and relevance, whether the relevance
is focussed or diffuse. One mays however, wish to see
some empirical evidence of what constitutes a training

programme or learning situation that has transfer value.

EMPIRICAL EVIDENCE OF WHAT CONSTITUTES A
TRAINING PROGRAMME THAT HAS TRANSFsR VALUE

To a reader interested in seeing how authorities
carried out the researches on which their writings are
based, it can be frustrating to go through a book or an
article without finding the information. However, the
literature is still valuable because the writings derive
from the authors' observations, experiences, others' ideas
and logical thought. This is not to say that actually and e~
taken and reported field researches are gbsent. Two such
regearches are presented in this section, those of
Baumgartel, Sullivan and Dunn (1978, op.cit) and Burgoyne
(1974 and 1975) to illustrate the. characteristics of
training programmes that have transfer value.

Baumgartel, Sullivan and Dunn analyzed questicnnaire
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responses of training-recipients in India and the U.K. -

U.S.A. combined. The resulis are shown on Table 3.3.

together with the f;aining and léarning principles

underlying them.

BAUNGARTEL ET AL'S CHARACTZIRIZATION OF

TABLE 3.3
TRAINING PROGRAMMES WITH TRANSIER VALUR
UNDERLYING
SUBJLCTS PRINCIPLES
(MANAGERS ) SCALES DISCUSSED ABOV
INDIA Programme not too Learning at

difficult for
participants to
follow

Learned svecific
techniques of value
to present job

Gained improved
decision-making
and problem-
solving

Provided heneficizl
soclial relations
with training staff

Learned useful

interpersonal
relations skills

Programms well
organised .

appropriate pace,
clarity of
presentation and
methods

Relevance

Relevance

Pérceived motivation
climate

Relevance

Motivation from
perceived clarity
of structure of
course content and
activities
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SUBJECTS
(MANAGERS)

UK~-USA

SCALES

Gained self-
confidence and
sense of identi-
ty as a manager

Contribution to
personal growth

4

Learned useful
interpersonal
and humen
relations skill

Contribution to
personal growth

Gained more
analytical and
logical way of
viewing work
problems

Grained a helpful
new approach or
philosophy .

Received help in
solving specific
management
problem faced

at the time
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UNDERLYTNC
PRINCIPLES
DISCUSSED ABOVE

Perceived moti-
vation to learn
{ (development
toward self-
actualization

Relevance,motiv-

;ation (forward

self-actualisation

Relevance

Motivation

| (toward self-
i

actualization)

Relevance

Relevance

Relevance
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SUBJECTS ' " UNDERLYING PRINCIPLZ;
(MANAGERS) SCALES DISCUSSED ABOVE
Gained improved Relevance

skills in

| ‘{decision-making
| and problem—

| solving

, | Learned specific Relevance
management
technigques of
value to
present job

Emphasis on Relevance
areas of

great practical
value

That the various principles discussed in this section
do not all seem to appear on the extreme right column of
the table is not impoxrtant,  for, as alréady argued, all
the principles revolve around those of relevance and
motivation, or simply, motivation, since relevance may
be & learningéurging factor (of satisfaction). Pinally,
it has to be noted that Baumgartel, et al. do not mean
that programme quality alone account for the transfer of
learning to the work place. They also, in the reported
study, took organizational climate into consideration.

Unlike Baumgartel, et al., wpo adninistered ready-made

questionnaire statements to subjects for their 'reactions',
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Burgoyne (1974, op.cit.) used the phenomenological

protocol analysis method to obtain subjects' evaluations

of training programmes. His analysis showed that courses

were valued for application to life and work if they were
perceived as providing: access to, and progress in, careers;
 flexibility and mobility in careers; ability to help the
learner to take overall view of problems; personal confidence;
awareness of own aspirations and career; high salaries;
general reasoning and problem-soclving ability; eéonomic/

commercial understanding; understanding of organization and

human behaviour; useful work, career and personal content; and

social skills.

Burgoyne reported that subjects expressed feelings of
frustration where learnt skills could not be used and where
expectationé generated by learning could not be fulfilled.
The differences between the characteristics identified by
Baumgartel, et al. (1978, op.cit.) and those identified by
Burgoyne (1974, 1975, op.cit.) are partly due to the fact
that the former's respondents were senior managers already
settled in their careers to which they returned after courses:
the latter's subjects were not all in this stable career
position. Otherwise both studies arrive at essentially
similar programme characteristics of effectiveness, though
one has to note an effect of both authorities' methodological
difference - positivist vis-a-vis phenomenologist. This |
effect is that Burgoyne's descripbion presents a fuller
picture of reality by letting the subjects articuvlate their
essential experiences which revealed all correlations between

courses and their effects (within {those experiences or
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'consciousnesses') whereas in Baumgartel, et. al.,”
correlations are external to the. subjects, being researcher
determined. The difference will be more deeply appreciated

in chapter 6.

SUMMARY OF CHAPTER 3

This chapter locked at the literature on the learning
situation dimension of the problem of learning transfer,
This is because if the learning situation had nothing
transflferable or had no perceivable motivation to learn,
the idea of the research problém might be baseless.
Accordingly, the literatﬁre was shown to indicate that the
principle of relevance, understanding the levels or targets
of learning, appropriate methods, and motivational learning
climate must be satisfied as a basis for the transfer of

learning. However, the satisfaction of these principles

has to be experiernced by the training-recipient.

Wi

L
SRR

g e




CHAPTLR 4

THE PERSONALITY DIMENSION OF
LEARNING TRANSFER

INTRODUCTION,

This third dimension for studying why re-entrants
may fail to transfer learning to their work situations
is considered important because it is posgsible that though
a learning situation may have been perceived as learning-
conducive, and organizational environment be change-
receptive, a re—entrant's personal competence and other
characteristics may yet inhibit learning transfer. If an
individual is, for example, lethargic and passive, and
if he does not believe in world and organizational progress,
the likelihood that he will be committed to transferring
Jearning, if he has at all learnt, is presumably low.
If, on the other hand, he has a pushful personality, but
perceives an unconducive organizational situation as a
challenge not to be surrendered to easily, he is likely
to'try to push through his learning-imported ideas.

However, it is found in the literature that this
dimension of the learning transfer problem has been generally
ignored. [How may this observation be justified?

In the Megginson and Pedler (1976, op.cit .) study
there are about 37 paragraphs of about 15,000 words:
35 paragraphs deal with their '1eérning community', 2
refer to organizational situation, and O deals with the

personality dimension. The Miles (1959, op.cit.) study

P
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while considering the design of organizational realities
into courses, focusses entirely on learning activities.
No attention is also paid to personality factors by
Allner and Teire. (1978, op.cit) who also focus on the
learning situation. As regards Binsted and Stuart (1979,
op;cit‘), their three-part study deals with learning
activities to make those activities'experiential as an
aid to learning transfer. Stiefel (1976, op.cit.) is also
shown to develop learning transfer strategies geared to
classroom and organizational factors to the exclusion of
personality variables. /

The noted exception who look at the problem in all
three dimensions are Baumgartel, Sullivan and Dunn (1978,
ope.cits.). There will, however, be a further reference to
them at the end of this chapter.

It should be obvious that a question on the place of
personal characteristics ox oompeténce in the transfer of
learning is a question of personality and the disposition
to perform. This question may ﬁot'be fully appreciated
without an awareness that no matter on what level organiz-
ations are studied - organization - environment, group-
group, group-individual, etc. -~ the individual person is
fundamental (Bobbit, et. al., 1378, op.cit.). Inevitably,
then, one has to open some pages in psychology to drive
home that awsreness. The following sub-themes are an attemp?d

~to'do this and o examine the implications of psychological

explanations of personality for the transfer of learning.
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PSYCHOLOGICAL BASIS OF THE ASSUMPTION OF PERSONALITf
INPLUENCE ON THE TRANSFER OF LEARNING

The basis of this assumption is clear from Cattel's
(1965, p.25) statement that personality "may be defined
as that which tells what a man will do when placed in a
given situation®, for example, given an organizational
situation, will a particular re-entrant transfer learning?

Psychologists, bearing in mind the various bio-social
factors affecting individual developmendt, have put person-—
ality into types, while pointing out that types are not
neatly separable from other types. Eysenck and Wilson
(1975) depict the following broad types, the first two
being extraversion and emotional instability with the

following components(figs. 4.1 and 4.2):
Piget.l : COMPONENTS OF EXTRAVERSION

(with its opposite, 'intro-
version')
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Fige 4.2 : COMPONENTS OF EMOTIONAL INSTABILITY
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1f both pairs are combined because personalitiéé‘do

not rigidly slot into either, the following model of types

with their attributes or characteristics emerges (Fig.4.3):
Fig.4.3: PERSONALITY TYPES (Eysenck and Wilson 1975)

UNSTABLE \
moody touchy
anxious restless
rigid agressive
sober -excitable .
pessimistic changeable
reserved impulsive
unsociable optimistic
quiet active
Melancholic Choleric
INTROVERTED EXTRAVERTED
Phlegmatic Sanguine
positive sociable
careful outgoing
thoughtful talkative
peaceful responsive
controlled easy—-going
reliable lively
even-tempered carefree
calm leadership
STABLE

The extraversion-introversion and emotional stability-

instability axes define four quadrants made up of vnstable

extraverts, unstable introverts, stable introverts and

gtable extroverts. The inner quadrants are the ancient

Greeck typology (with matching characteristics shown bes

each type (fig.4.3).
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Eysenck and Wilson (1975, ibid.) also depict
another type of personality as 'tough-mindedness',

composed of as follows:

PIG.4.4 ¢ COMPONZENTS OF TOUGH—MINDEDNESS

" I Tough-mindedness)

! = -":;7’ Az w"’?iﬁ?ﬂ:m‘:;w-:mm.
;i'.-h-w' - | e

Aggresslve— Asseﬁt~ Achleve- Meni~- Séns- Dyﬁam~ Masculin-

ness ’ - diveness ment pul-~ ation ic ity
orient- ation seek-
ation ing

The authorities state that the’characteristics portrayed of
the types are neither good nor bad, since what may seem
negative may be practical and positive in a given and
particular situation, for example, though an extravert may
be a social asset, he is changeable, easily bored, and
changes friends quickly. He may be all right for work which
requires social interaction as in groups, but the introvert
would do better in jobs mainly for'loners. Since the transfer
of learning is not only to self butbt also expected to entail
the diffusion of ideas, we would expect extraverted and
tough-minded types to contain at least some of the character-—
istics likely to be significant in the transfer of learning

as the following sub-theme shows.

IMPLICATIONS OF PSRSONAL CHARACTeRISTICS FOR THE TRANSFAR
OF LEARNING
| SELP-CONFIDENCE
This is related to such characteristics as risk—taking
in Pige.4.1l, the opposites of Fig.4.2, and gome features in

Pige4.3 and 4.4. It is the sense a person has of his own




gtrengths and abilities. It is an aspect of self-concept

'br self-image, the strength of which Nylen (1967) explains
as varying with individuals and the kiﬁds of experiences
they have had in babyhood environment. Though no ev;dence
exists of the baby's sense of self-concept with which
self-confidence is agsociated, it quickly develops as a
person grows, depending on if the interpretive faculty
has seen events in the environment as enhancing the emergence
of self-confidence. '
Self-confidence is important because it plays a part
in a person's disposition towafd taking risks and accepting
chailenges. The ‘ransfer of learning may involve risk since
self-concept may be battered if a new idea is seen by others
as impracticable and 'senseless'; and a new idea may, if
accepted and implemented, not succeed after all, so that
the re-entrant who persuaded people to see with him may
become a scape-goat of the failure.
A person with low self-confidence (also referred to
as low self-esteem) is thus unlikely to attempt the transfer
of learning, especially on the macro-level which involves
carrying others along. This is, according to Rosenberg
(1965) because such a person i1s more vulnerable in inter-—
personal relations (deeply hurt by critiéism, blame ox
scolding); he is relatively awkward with others (finds it
hard 'to make talk', does not initiate contacts, etc.);
he assumes that others think poorly of him or do not
particulaerly like him; he feels relatively isolated and
lonely. This personality may often be assessed by others

as hostile because he starts by interpreting threats into
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events and relations and, letting this attitude affgct his
interaction with others, stirs up the very response which
justifies to him his attitude.

It can, therefore, be expected that should he be a
re—-entrant attempting learning transfer, if at all dttempting
it, he could fail immediately or in the process. This is
not to assért that a person with high self-confidence
necessarily succeeds in the transfer of learning. It does,
however, imply that a person without self-confidence may
not even try learning transfer. However, that an individual
with self-confidence may himself not necessarily succeed
may be because his enthusiasm may be interpreted by some
other persons as aggressiveness which is often (wrongly)
equated with hostility. "The aggressive man is one who has
ideas and who puts his ideas into practice whenever he can,
no matter what obstacle" (Bannister and Fransella, 1980,
p.121). |

A difference between the Yhostility' of the person
with high self-confidence and that of the person with low is,
as just stated, that the former is likely'to try learning
trénsfer while the latter is unlikely. Secondly, organization
menagers profess preference for the former. Armed with
tact and the skills of influence, the self-confident and
aggressive person may succeed in having his learning-
imbued ideas accepted and tried. Human relations and person-
ality are here associated and will be given a brief attention
later in this chapter. '

Related to self-confidence is Johnscn's (1974) study

of personality correlates with organizations. He found that
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individuals with active (or aggressive), high-task orient-
ation generally perceive a more positive relationship with
their organisations or with specific features of the organiz-
ation than do passive and low task-oriented people. 'Active!
here includes the capacity of an individual to establish
and maintain a satisfying and productive relationship with
his environment, as different from 'passive' which is a
characteristic of the sense or feeling of being acted upouw.
The active person's ability, according to Johnson, is a
drive similar in strength and importance to éex and aggressive
drive. %ueh a person btries to establish and maintain relation—
ships with his environment through manipulating that environ-
ment.

However, Johnson points out that activism is associated
with how an individual perceives his organisational environ-

ment. This relationship is clear from fig.41.5.

PIG. 45 BEHAVIOUR AS A FUNCTION OF PZRSONALITY-
ORGANIZATION COCRRLLATES (Johnson, 1974)

PERSONALITY :

PSR Y PERCEPTION ~——3 BEHAVICUR

JOINTLY * - DETER- .
DEPERMINE . -, MINES
ORGANIZATIONAL

SITUATION

Thus, dJohnson's point is that even in the case of

the active and aggressive person, personality alone does
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not explain behaviour: factors of organizational environ-
ment as perceived by the personaiity owner have to be taken
into account. An implication is that in the transfer of
learning, one cannot omit either personality or environment
.as deferminants of transfer behaviour. This ﬁeans that a
study which leaves out either in explaining the nature of
the-problem is incomplete even if, in the end, 1t is proved

that one of them is dominant or insignificant.

CONFORMITY

This is the aspect (of personality characteristics)
which begins with a growing awareness that a parent approves
and disapproves of some behaviours. The child incorporates
these parental attitudes of do's and don'ts which Begin the
formation of consclence. They become generalized into s
code of behaviour as a person grows older. They are re-
inforced by the moral behaviour code of society. Thus no
person is solely guided by the "I want" aspect of his
personality, that is, his personai desiresg: he is also
guided by conscience. The sense of self mediates between
the opposing forces and uvultimately allows him some satis-
fection of each of the two, letting him live relatively
comfortably with the picture he has in hig mind of himself.
In. some people a strong sense of submerging the "I want"
aspect of self in orler to yield to established organiz-
ational code of behaviour may inhibit the person's pushing
Qf ideas, (such as in the transfer of learning) which may

disrupt that code. In others, it may not (Nyleﬁ, op.cits. 1967).
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MOTTIVATION

This aspect of personality is seen to rest on the
'T want' side of a person. According to Nylen (ibid.),
it is instinct exﬁressed as the need for food, warmth and
other satisfactions, some of which are present at birth,
and some of which develop as the person grows and his
glands mature. As he develops the sense of self, he has
additional needs which relate to his wishing to be thought
of as a person, especially as the kind of persons he thinks
himself to be. These additionai needs have been identified
as those of belongingness (affiliation), esteem (self-
respect or success), and self-actualization (realizing of
one's full potential and use of creative abilities) -
Maslow (1954). Litwin and Stringer (1968) refer to the
needs as those for power, affiliation and achievement.
These needs are secen &lways to operate within the framework
of the individual's perception and attitudes (Reber and
Jerry, 1975). Thus, if a re-entrant perceives that any
or more of these needs will be fulfilled through the transfer
of learning, he is likely to make effort in that direction

(of transferring learning).

PERSONAL PHILOSOPHY AS REGARDS PROGRESS

Philosophy here refers to whether a persont's inter-
pretation of his environmental exveriences from child-hood
onward is such that he believes that life, including organ-
izations as a part of 1t, is progressive, and that one
should or could contribute to that progress, for example,

by bringing new ideas to bear on work situation. Progress
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has been defined as the tendency inherent in nature or

in man to pass through a regular sequence of stages of
development in past, present and future; the later stages -
with perhaps occasional retardation - superior to the
earlier (Berlin, 1954; Collingwood, 1962; and Carr, 1981).
These authorities point out that those who believe in
progress tend to act for the elevation of the standard of
human development accompanied by conditions which make it
possible for a larger and 1afger number of people to attain
this standard.

There may be siad to be sdﬁe controversy over the
concept of progress since what is progressive to one may
be retrogressive to another. That controversy is outside
the scope of this study. It is enough to say that if belief
in progress is a characteristic of a person, it could drive
him, in the case of the re-entrant, to seek to transfer
ideas from learning to his work situation. If not, he
may develop a 'laisgsez-~faire' attitude and behaviour toward
his world of work.

It would be futile to expect a person with this attitude
to seek to improve organizational performance with new ideas
éarnered from a learning situation. On the other hand, there
are people who reject 'laissez-faire! atﬁitudes and hold thet
man can intervene in situations to direct of wuicken events
toward future perfectability, though that future be indefinite
(Berlin, 1954, op.cit: Sorel, 1969). Such are those likely
to be committed to the transfer of learning for organizationsal

Progress.
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HUMAN RELATIONS

Among the aspects of personality already stated are
perception, attitude, and intelligence. These are brought
by people to bear on issues, policies and persons as erganiz-
ational environmental objects. Arguments, dissent, and other
manifestations of conflicts of varying intensities are really
mechanisms used by people in the situation to carry others
along the patterns of their perceptions and attitudes.
Therefore, the making of human relations and the extent to
which a re-entrant with new ideas has developed the skills
of influence may enhanceAhis pérsonality and become important
in learning transfer effort.

.Tactfulness,(social sensitivity), the art of listening
and building a psyoho}ogical bridge across to where others
gre in order to appreciate their feelings so as to be able
to move them to new positions even if short'of an advocated
one - all this has to do with personal characteristics and
maybe an aid to success in the learning transfer effort.

Aggressiveness and hostility which affect human relations
and the acceptance of communication have already been referred
to under 'self-confidence' discussed above, and need not be

discussed further.

PERSONAL PZRCEPTION AND ASSESSMieNT OFF OWN
POWER AND AUTHORITY (AS A FACTCR OF PERSCN-
ALITY IN THE PROCESS OF LEARNING TRANSFER )

The concept of power and authority was discussed in

chapter 2. Here it is examined as a characteristic associatec

e i T T
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with the personal characteristics of a re-entrant as he
perceives himself, in which case, it can be a weapon or

a quality with which he may irnduce the acceptance o the
ideas he-has acquired from training. In other words, he

can use it for influence should he recognise that it enables
him to be advantageously placed in asym.etrical relations
with others (Schermerhorn, 1965).

Blau (1964) points out that such relations are determined
by four conditions: (i) people perceive a person and assess
that they have to be obliged to him because they do not
have those things which he has and which they very much need;
(ii) +the person's resources are not available outside him;
(iii) force cannot be used to compel the resources out
of him whenever they require those resources; and (iv)
his resources are indispensable to others.

These four conditions can provide a perceptive re-—
entrant with tactics for increasing or sustaining dependency
by blocking alternative sources of his resources, which
have beomce an aspect of his personal attributes or
characteristics. He could, for example, block the possibility
of dependents' using force to extract resources from him,
block the paths to alternative owners of the resources,
or diffuse ideas which promote dependence on him. The very
exigtence of the phenomenon of asymmetrical relations may;
however, be so uncomfortable to others that power conflict
could result.

Prench and Raven (1959, op.cit.) identify five types
of power which, in the context of this study, a re-entrant

(who has any or more of them) may use to push through
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learning-inspired ideas: (i) reward power, which éfises
from a formal leader's control of such remunerations as
salary raise, promotion and recognition which a sub-
ordinate may desire, and which the subordinate believes
could be his should he conform with his superior's desired
behaviour. The effectiveness of this power is, however,

a function of the superior's being perceived -as in the
position of granting reward or influencing the source of
the reward. If the re-entrant perceives that he has and
wields such influence, his learning transfer effort may
succeeds | (ii) coercive power, which is founded on a
subordinate's fear that failure to carry out difectives
and conform with rules will earn him punishment. Since
punishment may include loss of reward, coercive and reward
powers are similarj; (iii) referent power, which is a
function of the attractiveness of the power-wielder,

and is therefore identification-generating. The effectiveness
of referent power depends on others'® perceived similarities
to its owner (that is, as a factor of being identified
with by others); (iv) legitimate power, which is based

on a person's hierarchical position in an organization,
legitimated by the organisation's owners, or by those
designated by them to confer hierarchical positions on
people. The incumbent of such a position may evoke the
authority associated with it as well as established rules

and norms to back up the need for him to be obeyed; and

(v) expert power, which is a characteristic of a person
seen as imbued with a special knowledge and/or skills.

It should, however, be noted that the use of power
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to achieve a desired end, such as, the acceptance and
implementation of ideas from learning may have limitations,
Kelman (1961) has made the point that forced compliance
lasts only for as long as the power-wielder's presence

is maintained. Even where compliance is based on referent

or charismatic power, it persists generally for as long

ag the source of influence maintains those attributes

which generated the identification. In the case of compliance
based on the internalization of the norms of an organization
which legitimate status, compliance continues for as long

a3 ‘those norms persist. However; the issue as regards the
transferrof learning is not only whether or not new ideas
are ephemerally or permanently accepted and implemented,

but also whether they are submitted and accepted at all.
This is where, for a start, a re-entrantts perception that

he has power and that others depend on him is important.

EMPIRICAL EVIDENCE OI' PERSONAL
CHARACTERISTICS AS PERCEIVARBLE
FACTORS IN LEARNING TRANSFER EFFORT

It has been pointed out that the personality dimension
is the most ignored in learning transfer studies. Consequently,
empirical evidence in this respect is scanty.

Johnson (1974) has already been cited as showing that
active personalities, as distinct from vassive, tend to be
positively perceptive of their organizations and, thus, are
high-task-oriented. One may, therefore, infer that they

may be associated with performers likely to attempt learning




130

transfer. |

Another evidence is provided by Bavmgartel, Suii;vanA
and Dunn (1978, op.cit.). Based on responses analyzed frpéﬂz;
800 returned questionnaires, the personal characteristics
gasociated with the transfer of learning are: Whefher or
not tense, negative and depreséed; imaginative and rigk—
takings; tolerant and likes people; achievement-oriented
and originatings; likes prestige, money'and pocwer; likés
security and strong leadership.

In the two studies referred to, personality operates,
not alone, but in the coﬁtéxt of how favourable environ-
mental variables are perceived by subjects. There are,
however, other studies which have emphasized personal
éharacteristics more than environmental factors. These
have been found in marketing. When it is recollected that
the re-entrant was referred to, in chapter 1, not only
as a consumer of ideas and skills but also as a supplier
of the same 'products!' to his work situation members,
salesmanship studies become relevant.

~ Scheibelhut and Albaum (1973) studied successful
and non-successful salesmen and concluded that the
former showed a higher social interest and lower self-
centrality than the latter (self-centrality referring to
the tendency to exclude how others perceive things but
consider only how the individual himself perceives; while
'social interest' includes self's and others' perceptions,
social trust and acceptance of grbup norms). The cited
study also concluded that successful salesmen had greater

s@lf-esteem and greater tolerance of ambiguity, as well

S S 143
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as & greater blend of self-esteem and perception of -

similarities with others.

Another relevant study in the markéting area is
Lamont and Lundstrom's (1977) which developed a personality
profile of successful salesmen. The profile includes
energetic and impressive physical appearance; perseverance,
problem-solving orientation and willingness to work long
hours; seeking and enjoying others' recognition for
effective selling; adaptable and flexible work habits;
controlled sensitivity to others' reactioms and feelings.

-

It[is easy to see that most of the characteristics
identified by the authorities cited in this sub-~theme are;
but for semantic differences, the same as, or similar to,
those in the EBysenck and Wilson (1975, op.cit.) studies,

and discussed under the theme preceding, for example,

self-confidence, motivation, and human relations.

SUMMARY OF CHAPTER 4

The main point of this chapter was that organizational
and learning situation variables may not be adeguate for
studying the problem of learning transfer, for, the
personal characteristics of re-~entrants may play a part
among learning transfer inhibitors. Psychological literature
was.therefore surveyed to sift out at least some of those
characteristics, the presence or absence of which may help
or hinder transfer behaviour. These characteristics covered
self-confidence, conformity, motivation, personal philosophy

as regards the concept of progress, human relations, and
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perception of one's own power in the work situation.
A re-entrant has to perceive these traits, or some of
them, in his personality before he may make learning

transfer effort.




CHAPTER 5

SUMMARY OT' TH& SURVLYED LITERATURE
(CHAPTERS 2-4): THE INFERRED RESEARCH HYPOTHESES

SUMMARY

Chapters 2, 3 and 4 were devoted to a three-dimensional
model to guide the collection of data on why public service
managers fail to transfer management and related learning
to their work situations. The three dimensions are the
organizational sifuation or climate, the learning situation
and perspnality characteristics. In order that insight
might be gained into how each dimension pertained to the
research problem, a survey of the literature on it was
carried out. Chapter 2 dwelt on the organizational,
chapter 3 on the learning situation, and chapter 4 on
personal characteristics likely to be associated with ths
transfer or non~transfer of learning.

In chapter 2, the thrust of the message was that
organizational climate, as perceived by a re-entrant,
might be supportive or antagonistic to learning transfer
effort. In other words, the personalized (phenomenological)
view of climate was adopted for this study. Since thatb
view does not predetermine the exact elements that con-—
stitute organizational climate, it enabled the survey
to consider such factors that might be personally experienced
by re-entrants as constituting climate in their conscious-—
nesses -~ the factors of perception and attitude, power

and authority politics in the work environment, the nature

Serein




of bureaucracy and leadership functions, and the internal
management of the training function.

Perception was defined as the identificatory process
by which a person recognises environmental objects.
Attitude was defined in terms of cognition of, and affect
toward, objects. With the application of such attitude
theories as functional, social judgement, and dissonance,
it was demonstrated that the centrality and strength,
rather than the peripherality, of attitudes toward learning-
imported ideas and the re-entrant himself could be experienced
as determining the countenancing of his ideas. The theories
were aléo shown to indicate acceptability as dependent on
whether one experienced new ideas to be consistent with
one's self and social group interests.

Perceptual and attitudinal differences were said to
underlie the power-authority politics in organizational'
life. The emergence and dynamics of intra-organizational
coalitions and constituencies as political behaviours might
be perceived as inimical to learning transfer effort, since
such effort might be evaluated as subversive to favoured
power and authority positions.

As regards the nature of bureauvcracy, it was shown
that a re-entrant might view the complexity and divisions
of labour as inhibitive to the flow of ideas, particularly
if encouraging inter-unit relations were not experienced
to exist. A tendency was for members to restrict discussing
new ideas to their own units. Within the same units,
however, hierarchical structuralization might be perceived

as promoting defensiveness instead of open and free
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communication of new ideas which might be critical of
oh-going 'modus operandi'. Bureaucratic centralization could
also be perceived as not only providing for the distortion
of ideas as they are borne through various levels but also
the possible delay which may frustrate change-proponents
and dissipate their enthusiasm. Central authprities might
aiso velto new ideas to sustain their centrality.

Such events led the literature survey to consider
the place of leadership in learning transfer process. It
was demonstrated that the leadership likely to be helpful
was that which a re-entrant perceives as functioning to
meet organizational and group ﬁeeds as well as the
affiliative and other interests of individual members.

IMinally, on the organizational dimension, how a re-
entrant perceived the internal management of the training
function was shown as assocliatable with learning transfer
behaviour. The prevalence of political, administrative,
and welfare apprcaches to training needs determination
could mean the sending of the wrong people on courses;
and such people were not likely to re-enter with applicable
ideas. Paulty identification of where training should occur
could have the same effects, while the abandonment of
training evaluation could indicate to a re-entrant that,
with no one caring about the effects of courses, there
was no need to transfer learning.

Concerning the learning situation tackled in chaptér 3
the argument from the literature -was tnst for learning
transfer to be considered at all, the substance of

learning must count and the learner must have learnt. The
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prinéiples that had to be practicalized in the learning
environment and be generally perceived by the learner as
satisfied were, essentially, those of relevance and
motivation to learn.

The ideas of several authorities concerning transferable
learning were indicated to include providing alternative
ways of looking at organizational problems; letting learners
- decide what was relevant and worth learning; and role-playing
organizational realities. Trainers had to understand the
levels of learning (cognitive and affective) to relate
training methods to them. They. also had to provide a climate
likely to be learner—experienced as motivating.

The third dimension of learning transfer problem -
personél characteristics - was taken up in chapter 4 in
which it was first shown to be the most ignored by most
studies of the problem. The point was made that it was
possible for both organizational and learning conditions
to be supportive to learning transfer, but that in the
absence of sustaining personal characteristics, transfer
behaviour could fail to manifest. From the fluid typification
of personality as extraversion, introversion, emotional
stability - instability, and tough-mindedness, implications
for learning transfer were inferred. These implications
were that learning transfer was likely to be enhanced by
such characteristics as self-confidence, achievement and
other motivations, acceptance of the philosophy of vprogress,
human relations in the positive éense, and perception of
own power in the work place.

At this point, the question i1s, "What hypotheses may




be derived from the leterature survey to provide the .

foundations for data-collection?”

THE HYPOTHESES

Since the information from the surveyed literatare is
tri-~dimensional (organizational, learning situations, and
personal characteristics), the hypothese§ developed from
the survey follow the three-dimensional model. Table 5.1
is, accordingly, constructed from the putting together of

survey data per dimension, and stating the related hypothesis.

TABLE 5.1 : THE PROBLIH DIMENSICNS AND THEIR RELATED HYPOTHESES
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FACTORS IN THE PERCEZPTICNS
OF RE-ENTRANTS

Course relevance

Maelking course satisfy

cognitive and affective

levels of learning

Appropriateness of

training methods

Motivational learning

climate

Self-confidence
Conformity (rigid or
situational ox
creativity~inclined)
WMotivation

Belief in progress
Human relations

Perception of own power

and authority

ASSOCTATED HYPOTHESES
The transfer of learninz’
will occur if a
training-recipient
perceives and evaluates
learning activities

as meeting the
principles of relevance
and motivation to

learn

The transfer of learning
will occur if a re-~
entrant perceives his
personality as
characterized by such
traits as self~confidence,
creativity, motivation

to achieve, belief in
progress, positive
human relations, and
own power-authority in

the work situwation.
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A1l the hypotheses could also be combined into one multi-

dimensional or compound hypothesis, expressed asg follows:

'The transfer of learning will occur if a training-
recipient or re-entrant nositively perceives and
assesses the factors/characteristics of his
organization's climate, learning situation and
personaliity!' .
Whether'one worked with the individually stated hypotheses
or the combined one would not make a difference in meanings.
Perhaps a minor point should, finally, be made about
the conditional form of the hypotheses < '1f‘. Pirstly,‘
hypotheges may be p;edlotlvc, The;ufore, the condltlons
for a prediction to be likely fulfilled may be stated.
Secondly, hypotheses may be regarded as propos':i.tions°
Therefore, following the propbéition examples of Cohen
and Nagel (1934), Ayer (1946) and O'Connor and Powell
(1980);, one could adopt the forms A is B; A is not Bj
Either A is B or C; If A, then B; if not A, then not B.
Now that the hypotheses have been developed, it is
necessary to present the method used to look at them with

empirical data. This exercise is the next chapter,
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CHAPTER 6

THE RESEARCH METHOD:
PROTOCOL ANALYSIS

INTRODUCTION
The purpose of this chapter, as hinted in the
preceding one, is to examine the methodologiéal options
open to this study and, thus, elucidate why a particular
method, 'protocol analysis', has been selected, 'protocols’
being defined as "the original recording of a subject's
introspective notes" (Drever, 1972, p.227) or the 'thinking
aloud' articulations of a subjéct about his experienced
object (Burgoyne, 1974). Three sets of methods generally
occur to the mind -when a social or behavioural science
research is contemplated (Svchman, 1967; Isaac and Michael,
1971): -
(i) research design
(ii) population and its sample
(iii) data-collection instruments

These are displayed in figure 6.1.
PIG. 6.1 : RESEARCH METHODS

I NETHODS]

e T

Research de51gn, Research population/ | DEtE-CoTTecTION

e.g. experimental sample, e.g. ‘ instruments, e€.g-.

design -stratified ~questionnaire
~systematic -observation
~multi-stage ~interview
~random -documentary
~non-randomized including records
voluntary and reports

| J and purposive -secondary sources




As the figures shows, there is no direct reference
to protocol analysis. This may be because the method is
not yet popular or accepted, being based on phenomenology
for which there is not yet an "orthodox procedure which
can be held up as the authoritative method" (Chamberlain,
1974, p«136). The term 'phenomenology' is considered un-
avoidably introduced at this point: it will be explained
a little later.

However, protocol analysis method, descriptive analysis
of a subject's articulations concerning his experience of
& phenomenon,; may be regarded as a sub-iype of interview
method. In the conventional and better-known method of
interview, there is a geries of interconnected questions
and answers, structured and/or unstructured. It may or
may not be recorded, or the researcher may note salient
points as responses are articulated. In a gencral sense,
protocel analysis method is an interview method in that
there are questions (usvally few) br statements (usually
few) around which a respondent orlsubject talks. A difference
from conventional interviewing is that #*it is essential +to
phenomenological analysis that the_interviews be recorded
and that the recording be transcribed" {3anders, 1982,
pPP+«356-357). The material thus collected is the protocolsq
which then serve the researcher as the raw data for analysis.
Another difference is that the conventional type of interview
may be about opinions: protocol analysis is principally
about a subject's actual experiences.

Other features of protocol analysis method will become

clearer as this cnapter develops its cemparison to other




~142-

methods. Before that is done, however, its underlying
epistemology (way of knowing) has to be discussed so

that its appropriateness for this study may be established.

(a) EPISTEMOLOGICAL BASIS OF PROTOCOL ANALYSIS METHOD:
A GENERAL COMPARISON TO THE CONVENTIONALLY ACCEPTED
POSITIVISM IN SOCIAL SCIENCE STUDIES

Pro%ocol analysis method is derived from the epistemolo-
gical tradition of phenomenology, the development of which
is attributed mainly to Edmund Husserl (1859-1938) in
Germeny (Macquarrie, 1973; Farber, 1966). The perspective
of phenpmenology is that individual subjective experienoe
of the world is a valid source of knowledge about the
phenomenal world (Drever, 1972, op.cite.). It is the investi-
gation of conscious phenomenal experience or "an analysis
of the way in which things or experiences show themselves"
in, or as, consciousness (3anders, 1982, OpeCite, Pa354).
Phenomenology appears in different nomenclatural
guises in the social or behavioural sciences so that the
unwary could think that different'things were meant.
In psychology; it is the psychology of personal constructs
(Kelly, 1955; Bannister and Fransella, 1980) or 'psychological
phenomenology' (McLeod, 1968). In Social Psychology and
Sociology, it is 'symbolic interactionism' (Blumer, 1969;
Shibutani, 1973), ‘action theory' (Silvermen, 1970) and
'cognitive sociology'(Cicourel, 1973). That these authorities
are phendmenologists is clear from their common stand that
behaviour or action, whether on individvwal or social selting,

arises, hot from the mere existence of objects or phenomena
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but from individual subjective meaning-interpretation and
meaning-establishment. Behaviour or action is simplj
‘meaningful lived experience' (Schutz, 1972, section 25) o

The’appearance of phenomenology in the sub~disciplines
of the social/behavioural sciences does not imply that methods,
like, protocol analysis, founded on it have gained general
acceptance by scientists. Objections have been raised by
many scientists who follow, or seem to follow, the positivist
tradition associated with Auguste Comte (19th century) as
its principal initiator, as Miller (1979) explains. Therefore
to appreciate the.phenomenologipal_angle, one should have
at leastia-general idea of positiviem. Doing so will further
help to explain the departure of this study from the rather
long-established, accepted and fashionable methods of the
positivists.

Positivism perceives the world as having, placed in it
or posited, objective phenomena which are observable, so
that objective 'facts' aboult them may be logically deduced
as a basis for sound theoretical construction or the
development of a knowledge of reality. To positivists such
theory is, therefore, superior to religions thought abodt
phenomena - a thought which Comte labelled as 'Tictional' .

It is also superior to the armchair metaphysical philoso-—
phizing of such as Platonic thinkers.

Positivists, for example, Skinner (1853), also argue
that that which cannot be objectively observed cannot be
subjected to treatment or measurement with scientific in-
struments. It follows that a theory or an explanation

of reality based on the unobservable is metaphysical,




ke T

speculative and perhaps, dubitable.

This position of what constitutes scientificness can
be illustrated with the following example, If, whenever
a dish of food is present a subject behaves in a certain
way, it is scientific to conclude that the behaviour and
the food are correlated - both\food and behaviour are
obéervable!phenomena. To the phenomenologist; there is
a questionable assumption or presumbtion in this positivistic
conclusion. It may be observed that the same subject may vary
his behaviour in the enviroament of the same food. The
positivist who leaps to connect object and subject does not
provide & generally convincing 5ehavioural theory or ex-
planation. This is because, contrary to tke phenomenological
principle that we should go in to study reality without
assumpbions, beliefs or presuppositions (that is, the
principle of 'epoche' or racketing out' biases), the
positivist 'naively' establishes causal relations by what
actually amounts Lo commonsensical logico-deduction:

"3ince whenever this food is here IMr. Adebimpe behaves
in that...that...that manner, the food is the cause of the
behaviour."

Kohak's (1978) translation of Husserl's work and
Schutz's (1972) work demonstrate, from the phenomenological
standpoint, that the gap in positivist view 1s the omission
of a subject's consciousness which is equated with experience.
The constituents of consciousness/esperience includé, not
~ jusf "seeing' which is the mere registration of an object
on the retina, but perception, attitudes, reflection,

comparing, remembering, affects or emotions: in other words,
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elements constitutive of consciousness or experience,
Figs. 6.2 (a) and (b) depict a difference between positi-
vist and phenomenologist modes of explaining or describing

the reality of experience.

FIG.6.2(a) POSITIVIST CORRELATION OF OBJECT AND SUBJECT
WITHOUT THE MEDIATION OF CONSCIOUSNESS OR
BEXPERIENCE (BLACK BOX)

g TR T bt
i W“‘*n.,,.

‘,;,—.:ﬂ“
o EBLACK'BOK ”\“a\%
OBJECT | & R ﬁOf" oy \\ﬁi SUBJECT
et OV$CIOUSNLSS

0T LX?URIENb '

. FIG.6.2(b) PHENOMENOLOGIST MEDIATION (OF BLACK BOX) OF
CONSCICUSNESS OR EXPSRIENCE T0O DESCRIBE
SUBJECT'S BoHAVICUR TOWARD OBJECT

"SUBIECT | ¢y | CONSCICUSHISS | ey [“?Eﬁﬁcm 1
or _
EXPERIENCE
of SUBJECT !

The arrows are interactive because behaviour is not
one way, for example, in interpersonal or social relations;

even in the case of animate-inanimate relations, sense
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data flow from object, and subject 'reacts'. Unlike in

R

positivism, consciousness (in phehomenology) processes

objective data, giving them meanings which precede behaviour,
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action, reaction and whatever else we may choose to
degignate experiential consequences, whether overt or
covert, explicit or implicit.

One then understands why Burgeyne and Hodgson (1982)
argue that the logical position of positivism “is weak
in the extreme", for, consciousness or expefienoe involving
meaning-interpretation and meaning - establishment are in-—
divorceable from behaviour. One also then appreciates why
Silverman (1970) charges systems and some other theorists
of 'reification', the attribution of organisimic and
personality qualities to abstractions and non-conscious
objects. Schutz'(l972, op.cit.), a prominent phenomenologist,
expresses the intervention of consciousness-based meaning
with the succinctness that action is defined through meaning.

The phenomenoloéist, delving beneath or beyond positivist
superficiality, does not mean that the 'essence' of exvperience
ig hidden or in inner psychological core of a subject.
'Essence' phenomenologically refers to 'overtness! and a
bringing to light, so that the essence of experience is
simply how experience or consciousness shows itself, or
"hovr a phenomenon presents itself in experience" (Kohak,
1978, op.cits, p.9) since "the reality of a phenomenon is
reality-in-experience" (Kohak, ibid., p.53).

The process of 'delving' in to understand how ex-—
periences show themselves is eidetic reduction (Sanders,
1982, op.cit.) or the process of phenomenological 'seeing!
which is not casual but "is a matter of looking, looking

again, then again, each time with greater precision, until



=147~

we reach a clear evident graSp" (Kohak, 1278, opecit., n.23).
This phenomenological prescription is obvious in Zurgoyne's
(1974, op.cit.) study of management students' judzement
brocesses in programme evaluation, using protocol antlysis
method, 1 |

It #s, however, because of the phenomenolozist' s
_relianqe on individuals! experienées to understend the
world of behaviour thet he is criticized by positiviats
on the grounds of subjectivity. The criticism vould seen
to arise from both a terminological misvnderstanding ard
a failure to pérceive the purity (that is, the transcendental
aspect) of subjectivity in phenomenological context. This
misunderstanding requires rectification.

Firetly, 'subjectivity' is not synonymous with the
colloguial usage, 'bias!' or 'individuwal preference! . secondly,
it has nothing to do with that which is private, as such.

If it were private, it would be difficult, if not impossibile,
to share the fruits of knowledge, including phenomenologs
itself. There would be no basis even for institutionalized
education or training itself since each ‘particivant!

would bhe in his water-tight shell of privacy-.

Subjectivity is used not only in the individuslized
sense but also in a transoendentai sense, that is, that a
common possgession of humanity is consciousness and, hence,

& common experiential structure. By this common structure
for experiencing, an individual uses his share from it

not only to interpret phenomena but also to share his
consciousness or experience with others. Thus, subjectivity

is not only expressive of the reality of individual
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experience but also of the reality of social, interpersonal,
or "intersubjective understanding", as phenomenologists
often refer to it (schutz, 1972, op.cit., section 20; g
Kohak, 1978, op.cit., chapter 4). Schutz, in the cited
section, presents subjectivity as follows (edited here
slightly for space): "No two experiences duplicate each
other precisely....though lived individually; human acts

do exhibit analogous structure....As Husserl notes,
experience even in the first person is not private but

has definite generic characteristics.”

The openness, rather than 'privateness', which
characterizes phenomenological 'subjectivity' implizsthe
possibility of human: mutual influence. Consciousness or
experience becomes shareable as in the soclalization effects
noted in Lauer and Handel (1977), the influence of {signific-

ant others' in Payne.and Mansfield (1978), Berger and

Luckmann (1971) and the effects of background similarities
in generating somes common perceptions and motivation among
people (Cottgrove, 1975).

To summarize the discussion so far on phenomenology
as the epistemologicél basis of protocol analysis, we note:
(i) +that phenomenology seeks to understand the

world of phenomena by looking within individual
consciousness or experience to see how objects
or behaviours show themselves;
(ii) that though phenomenology is 'subjective', its
subjectivity is not pqivate: experience is

shareable; and
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(1ii) in effect, therefore, it is particularly
appropriate for understanding human
behaviour, for example, why re-entrants
fail to transfer learning to their work

situations.

However, the comparison which the foregoing exposition
has entailed may be said to be general., For a reader
familiar with such methods and sub-methods as experimenfal
design, quantitative and sampling, specifics of comparison
may drive home an appreciation of protocol analysis method

in this study.
(b) PHENOMENOLOGY-POSITIVISM COMFARED : SOME SPECIFICS
(i) . QUALITATIVE VIS-A-~VIS QUANTITATIVE:

Positivistic social scientists usually ask computers
to analyze respondents' reactions/responses to researcher
imposed variables and scales in terms of statistical
indications of central and dispersal tendencies. This
is some time after administering statements said to re-
present aspects, or all, of reality of the object of study.
The statements, as Burgoyne and Hodgson (1982) have argued,
are basically subjective, having been derived from earlier
studies of 'subjective others' and/or the researcher's |
subjective observations. This point should be borne in
mind when the use of questionnaires will be discussed later.

Another misrepresentation of reality in cuantitative
anglysis is clear from the following example. The average
of ten people's assessment of the quality of a pot of soup

does not represent the objective reality of the soup when




the average has been fed back to them. The average is
different from the real soup and what is real to each

subject is as he perceives or experienées it, no matter

what the positivist average may be said to be. Reality is
"intelligible only from the perspectives of those eﬁperiences”
and reality is "reality-in-experience" (Kohék, 1978, opecita,
pp.68 and T72). Andresky (1972) has, while extoling qualitative
methods like phenomenology-based ones, accused many established
social scientists of using the smoke-screen of gtatistics

to confuse wnderstanding and to 1lift insignificant contributb--
ions to the level of significahce. Andresky's attitude to

the use of statintics may be extreme, but there is no doubt

that qualitative research has been unnecessarily neglected.

(ii) PROTOCOL ANALYSIS AND EXPERINENTAL DESIGN

In a typical experimental design, +there is an experi-
mental group as well as a control group, the members of
both having been randomly selected from the same population.
There is then a pre-experimental measurement of their
characteristics. The control group is held constant, that is,
not exposed to the experimental treatment given to the
'experimental group. This is done so that a post-treatment.
neasurement may establish whether there is a difference
between the two groups, a difference which may then be
attributed to the experimental treatment.

Hamblin (1974, p.72) has, however, pointed out that
as regards the evaluation of learning, the use of a
scientific experiment would not be satisfactory because

evaluation is cyclic whereas an experiment tends to have




a beginning, a middle, and an end, so that, at the end,
the experimenter "can confidently state that oertaiﬁ
statements have been proved truve.or false. It is necessary
to adopt a more discursive, exploratory approach...in which
we are...simply trying to find things outbt." Protocol analysis
method, applied to real work situation, appears to be better
than experimental design in satisfying this approach,
especially because, since the ideal training evaluation is
cyclic (see Fig.2.1 of chapter 2), findings from protocol
analysis can be fed back to organizational members. Protocol
analysis method is thus more reality-oriented than experi-
mental design.

The subjects in the organization are adults capable
of KnoWing what differences have been made on them by
exposure to courses. ‘In other words, a person embodies
within himself the pre-experience and the post-experience
measvrement characteristic of an experimental design.
Burgoyne (1974, op.cit., p.543) states as follows on

protocol analysis method:

".ee.results show that many éf the features
of valid judgements, like the use of objectifi-
able criteria and control group...are present..
in the judgement processes underlying evaluative
opinions. This suggests that a.certain amount ol
validity can be attached to opinion-based follow-up
gtudies..." using protocol analysis.

Burgoyne's justification of his use of protocol analysis 1S

also & justificaition for its being employed in this st y.

GRS




(AR et AR LA 0 O P e vt KWl SN M A R AT b

(iii) PROTOCCL ANALY3IS METHOD AND RANDOM SAMPLING

Random sampling is a process of ensuring that every
member of a pépulation from which a number of individuals
is selected for a study has an equal opportunity of being
selected (Kattsoff and Simone,'l965; Harper, 1980) so that
a fair genéralization may be made about the éelected number
and, posgibly, the population. As fig.Bol early in this
chapter depicts, there are various types of sampling. What
is however necessary is to explain why a sample of any type
ig not used here.

A phenomenological method does not have to depend on

sampling to provide for sound conclusions. Sampling is
usually necessary when a population is large, and when a
survey type of study is undertaken; but, again, phenomenology
does not necessarily depend on the largeness of a population

for truth: protocol analysis goes in for a deep intentional

analysis of a subject's experiences.

In Tact, large populations and samples mayv yield masses
of data which do not serve better than a lesser number of
information sources such as in protocol analysis method.
Bannister and‘Fransella (1980, op.cit., p.10) have succinctly
expressed this point: "While it (personal consiructs or a
phenomenology-based method) does nbt argue agoinst the g
collection of information, neither does it measure truth ;
by the size of the collection. In deed, it leads one to
.regard a lerge accummulation of facts as an open invitation
to some far-reaching reconstruption which will reduoeAthem

to a mass of trivialities." - parenthesis mine.
P
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Sanders (1982, op.cit., p.356) mékes the same point as
follows: "The first crucial rule for the phenomenological
researcher ig: more subjects do not yield more information.
Quantity should not be confused with quality. The phenomeno-
logist must learn to engage in in-depth problnf of a limited
number of Andmv1duals,...,approx1mately three to six in-
dividualg."

(iv) SURVEY QUESTIONNAIRE AND PROTOCOL ANALYSIS METHOD

It may be correct to say that survey questionnaires
have been used in some studies which became classics, for
example, Likert, 1961;.1967. They have been so popular that,
often, eyebrows are raised when a social science researcher
says that he will not use them. Before the reasons are given
for the leaving out of survey questionnaires in this study,
one may wish to have at least some idea of what they look
like. |

In his 1961 study of performaence variables in organiz-
ations, Likert developed and used what has become known as
'Likert—-type scales', each of which consisted of statements
ordered along a continuum that ranged from 'strongly agree!

to 'strongly disagree' as follows:
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1 The vacaticn policies of this company are
not liberal enough:
- (a) strongly agree
- (b) agree
- (¢) no opinion
- (d) disagree

- (e) strongly disagree

2 My supervisor is a forceful Leader:
~ (a) strongly agree
- (b) agree
- (e) uncertain
-~ (d) disagree

- (e) strongly disagree

Likert's (1967, op.cit.) 'Management Systems Question-
naire! which he used to describe management (leadership)
styles and their effects is actually @& linear horizontal
variation of the earlier one exhibited above. His question-
naire designs have since been followed in one form or the
other which need not concern us here.

Meny of the questionnaire-based studies, for examnle,
Stern (1970) and Litwin and Stringer (1968) focussed on
organizational climate and performance. Since learning

transfer is an aspect of performance, the designs of such
| studies éould be used or adapted Eor o study of the present

theme, such as done by Baumgaftol and Jeanpierre (1972)
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and Weiss, Huczynski and Lewis (1980).

A major distinction between their method and phenomeno-

1ogy~oriénted protocol analysis is, as already stated, that

gquestionnaires better apply to survey type, large population

studies. Protocol analysis method, however, brackebs out

the possible biases in questionnaire usage, for example,

(a)

(b)

(c)

questionnaire items may be more than what might
have occurred to respondents in their actual
experiences, in which case they could be tempted
to include opinions rather than the essence or

fatts of experience;

no single researcher may claim to know all items
that could be significant to a reSpondenf in his
actual experiences, in which case, a questionnaire
could be restrictive to a subject's experiential
frame of reference. Thus, Campbell, et al. (1970),
reviewing many studies on performance variables,
conclude that there are still many factors to be

uncovered;

it is doubtful if the data-related mental and
emotional processes of a respbndent can be
adequately reflected with questionﬁaire scales
and items, but we have already argued, as seen
in the black box in fig.6.2(a) that these

processes are indivorceable.from human behaviour

and provide the data on how experience or conscious-

ness and its 'intentional' objects show themselves;

MR
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(d) therefore, (a) ~ (c) above indicate that while
the 'image' of experience is fragmentéd by the
use of Questionnaires (it is the researcher who
decides whaf is to be correlated with what),
protqcol analysis presenfs a fuller and more
cohe%enﬁ timage' of reality (the data of experience
and all correlations are within a subject's
expefience/oonsciousness, so that what the
phenomenologist or protocol analyst does is to
obtain the data from within articulated experience).
In other words, all the 'what, why, how, where, etc.®
of experience are given, not in questionnaires or
external objects, but in a subject's consciousness
or experience. Intentional analysis or
reduction (with protocol analysis method) delves
in to study the subject's process of experiencing
(noesis) in order to understand or gain knowledge
of the experience itself or its product (noema).
Thus, unlike questionnaire, protocol analysis,
despite its name, is descriptive of reality as a

tgiven' in consciousness.

(v) PROTOCOL ANALYSIS M&THOD AND. OBSsSRVATION

A weakness of relying solely on observation is that
the meanings which a subject attaches to phenomena may not
coincide with the observer'ts., To use an example from Walsh
and Lehnert's (1972) translation’of a work of the phenomeno-
logist, Schutz, a positivist observer may perceive an achion

as conscious and purposeful, but the phenomenologist, by
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tgenetic' delving (going into the roots of behaviour in
experience/consciousness) may find that the action is
absent-minded.

Another weakness of observation is the possibility
that the observer may be observing what he set out o
observe - a sort of self-fulfilling prophecy (Burgoyne
and Hodgson, 1982, op.cit.). However, participant-
observation may fill the gap in pure observation. Since,
any way, a phenomenological study has the additional
advantage of being able to grasp reality after it has been
experienced, the inability of observation or participant-—
observation to do so means that what has gone before is
lost to the positivist. Protocol analysis method achieves
this superiority by using as data the research-stimulated
recall, reflection and articulations of a subject. This
advantage will become obvious in the analysis in chapter 8
of this study.

This comparison shouvld, however, not be overpiayed.
The phenomenologist himself does use observation since
he must have experienced and observed something before
deciding on a phenomenological in-depth study. This point
explains why one may disagree with those writers, for
example, Sanders (1982, op.cit.) who say -that phenomenology
does not begin with some hypotheses (such as have been
stated in chapter 5 of this study). To exclude hypotheses
always is to misunderstand the phenomenological principle
of 'epoche'. there hypotheses are‘relevant to a problem,
they could be stated (Farber, 1966, op.cit.) and be tested

with subjects' sriiculated experiences. It is however
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possible for a person o observe behaviours or actions
without being able to develop a hypothesis concerniﬁg
them. He may then move straight to study them phenomeno-
logically. This is the sort of circumstance which gives

the impression that hypotheses are absent from phenomenology.

(Qi) PROTOCOL ANALYSIS METHOD AND CASE STUDY

Case study here refers to a study based on an analysis
of an historical organizational situation. Since protocols
may be historicel reflections or recalls of experiences,
protocol analysis method is, ig a general sense, similar
to case study. Secondly, since case study is accepted in
social science research, it justifies the research useof
protocols, the records of which are case study material.
Thirdly, case study may be a starting point for a protocol
analyst since the analyst can, on going throusgh a case,
go to obtain the articulations of those involved in the
case. |

However, protocol analysis, as phenomenological, has
an advantage over a study that depends only on conventional
case study. The latter may be records of opinions rather
than of actual experiences of subjects. Protocol analysis
establishes direct contact with actual 'dramatis personae!

of behavioural eventse.

(vii) PROTOCOL ANALYSIS FETHOD AND CRITICAL INCIDENT
REPORTING

Critical incident can be appreciated with Herzberg, et al.

(1959) as an example. Subjects were asked to give accounts

Rt AN
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of when they felt 'exceptionally good' aboubt their work,
and when they felt 'exceptionally bad'. It can thercfore
be said to be akin to protocol analysis method by its
being exPériential and by its stimvlating recall of livee
experiences. However, subjects, as Burgoyne and Hodgson
(1982), op.cit.) have pointed out, may get on to repori
observations outside their experiences, whereas protocol

analysis is definitely slanted toward actual experiences.

(viii) PROTOCOL ANALYSIS METHOD AND REPERTORY GRID
Like protocol analysis method, repertory grid is s

rhenomenological way of knowledée since 1t has to do with

a subjecL's perceptions and evaluations of phenomena-in-

experience or phenomena-in-consciousness. That it is so

5
b

is made clear by Easterby-Smith (1980) who, explaining
how it may be used in human resource development, describes

it as derived from the theory of 'personal constructs! .

5

R TR

As Burgoyne and Hodgson (1982, op.cit.) state of
repertory grid, it can be used to examine the constructs
people use to differentiate roles, jobs, global tasks at i
the macro-level as well as for specific activities, peovnle, 4

problems or any other elements derived from specific job

s
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contents. When, however, managers are asked to describe

and differentiate between people and acti#ities, they may

TR

do so according to what they believe are good characteristics

and qualities rather than what they have actwally experienced.

i

Thus, while repertory grid and protocol analysis methods
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are of the same epistemological family, the 1attgr better
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brings out mental processes, feelings, and other actual

experiences.,
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(c) THE MECHANICS OF PROTOCOL ANALYSIS METHOD

By '‘mechanics! here is meant the question, "How
may phenomenoiogy be translated into a method or technique
in the study of human behaviour in organizations, such as,
the behaviour of the failure té transfer management and
maﬁagement%related learning?" which ig the sﬁbject of this
study.

Sanders's (1982, op.cit.) article and Burgoyne and
Hodgson's (1982, op.cit.) study provide answers. According
to the former's article, three types of dat@-collection
may be uvsed: (i) indepth, structured oral history interviews
with the subjects thaet are tape-recorded 2nd transcribed;
(ii) a documentary study in which the writings of the
subjects are reviewed to derive meanings from them - &
technique often used with the first-mentioned; and (iii)
participant-observation: techniques. This is followed with
interviewing to explore particular behaviours in greater
depth.

Burgoyne and Hodgson's (1982, op.cit.) study presents
the method in much the same way as Sanders's; and this is
esentially the pattern used in this study: (i) obtain a
descripti&n of the subject's psychological experience;
(1i) break down the description info its natural meaning
units that are interpreted as aspects of the whole description;
(iii) classify the natural meaning units until the deeper
_sense of the whole that these units imply, in the ligh?
ot the researcher's project, is discovered; (iv) a coi«
prehensive description of the structure is provided and

it serves as a means of dialogue for returning to actual

AR SN

RN

e Rl




161~

life situations in order to enlighten them; (v) since
total neutrality may not be possible, the researcher's
aims are also described so that éonclusions may be under-
stood in the context of those aims ~ hence the statement
of hypotheses in éhapter 5 and the reasons for this study

in'chapter 1.

(a) A PROBLEM OF PROTOCOL ANALYSIS METHOD IN THE é

NIGARIANENVIRONMENT: RESOLVING THE PROBLEM §

A foreseen problem in the use of protocol analysis %
method in the Nigerian context'was the reluctance of

people to have their statements verbatim - recorded (by

tape-recording). This was not surprising partly because

the hangover of the fear of spying during the thirteen-

year military government was not yet over, civilian ad-

ministration having been restored as recently as October,
1979. As regerds those who voluntered protocol data and
recording, the inhibition seemed to have been moderated

or eliminated with introductory and persuasive appeal for
Nigerians to be aware of the considerable financial in-
vestments in courses, to play a part in making courses
meaningful and to note the importance expected of training

in socio-—-economic developmente.

(e) THE CONSTRUCTION OF THE PROTOCOL 'QUESTICNS'
Tt will be recalled that the hypotheses of this
abudy on the problems of learning transfer were developed

from a survey of the literature and related literature
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(see chapter 5). These hypotheses, it will also be recalled,

revolve around three dimensions of the problems, namely,

(i) the organizational situation or climate;
(ii) the learning situation; and
(iii) the personality or personal characteristics of
the re-entrant.
Protocols — generating questions therefore have to reflect
these three dimensions.

Care has to be taken to ensure that the questions
are not leading ones, the aim being to minimize or eliminate
researcher 'demand characteristics'. At the same time, the
questions have to be as clearly constructed as possible to
restrict the subject's talking to his actual and personal
experiences of the phenomenon in question. To achieve this
as much as possible, 1t became necessary to conduct a pilot
study, using five subjects.

Since the pﬁrpose of the pilot study was to test if
subjects would adhere to 'clagsroom' and organizational
experiences only, as well as to help the writer to sharpen
the questions, it was not considered necessary at this stage
to.make verbatim recordings but to listen attentively and

to make notes. This exercise revealed as follows:

(i) if a question was simply expressed, "How did
you assess bthe course you attended?" or "In
what ways did the course prove useful?", the
tendency was for subjeops to talk of both the

learning situation and re-entry together;
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(ii) if a personality question simply read, “How
do you and others see you?", the tendency Waé
for subjects to wander off beyond.their work
situations. In one case, the subject talked
of how he perceived that his wife and ohildren
perceived him;

(iii) the three dimensions of this study tended, in
subjects! articulations, to overlap, so that
one could obtain information about personality

from gtatements about orgaenizational environment.

The{first - mentioned observation: from the pilot
exercise ig not a weakness of question Gesign -as such,
since one can learn about both learning activities and
re-entry problems from protocols gearéd to only the re—
entry phase. Bul since the writer's aporocach is to have
as much detail as possible about each dimension, while
recognizing inter-—connectedness of dimensions, it became
necessary to redesign the questions in such a manner as
to gear protocols to each dimension. This was reasonably
achieved Dby introducing pre-question directives, for
example, by asking a subject to concentrate on one dimension.
As regards the personality dimension, a phrase, like,
"in your organization and work group", had to be introduced
(80 that wandering away to non-work environments might be
obviated). These precautions did not, and were not expected
to, achieve complete distinction among the three dimensions
of learning transfer problems. They sufficiently approximated
to a distinetion for the purpose of analysis (while one

should bear in mind that they are all related to the problem
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being studied.
The following are the finally designed guestions for

the generation of protocols:
THE DIMENSION OF THE LEARNING SITUATION (Card 1)

In talking around the following request.or state--
ment, I wish you, please, 1o conoéntrate on ‘the
venue of the course you attended. Please, give an
account of your ezperiences and perceptions of the
course. That is, how you evaluated the learning

activities, contents and delivery of the course.

THE DIMENSION OF THE ORGANISATICNAL SITUATICN OR CLINATE
(Card 2)
Please, supply the highlights of the report you
submitted about the course to your sponsor and how
the report was used by your work group and/or organ-—
isation - that is, if you wrote a report. Also
talk of your experiences in epplying your learning
to your work and how your vork group or organisation
used your learning. (An alternative way of seeking
this information would have been as follows:
"In applying what you learnt, what difficulties
or ease did you meet in your work group and/
or organisation?"
This format was not used because the words,
ndifficulties" and "ease" might have been leading
by directly triggering off positive and negative

reflectionse.!
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THE DIMENSION OF PERSONALITY/PERSONAL CHARACTERISTICS
(Card 3)
Please, tell me, in some detail, how in your work
unit end/or organisation, you perceive your own
personality and characteristics (in relation to work
and other people, including your boss). It will also
be helpful if you could talk of how you see that

others, including your boss, see you.

(£) OTHER SOURCES OF DATA FOR THIS STUDY

In protocol analysis method, the articulations of
subjects are the data for analysis. However, it is traditional
in research o apply other dafé, like, secondary sources and
records or reporsus, if need be. These have been used noit o
depart from the phenomenological perspective of this study
but to provide information on the ‘'state of the art' and
hypotheses as in chapters 5 and 1-4, and to help analysis

etc.

SUMIIARY O CHAPTER 6

Principally this chapter explains that protocol analysis
method is used for this study because, as it examines an
Jindividual subject's e:perience, it is particularly consistent
with the phenomenological view adopted. Phenomenology, the
study of reality-in-consciousness, is discussed and contrasted
with logico-positivism in order to compare protocol analysis
method to other methods, (e.g. repertory grid and critical
incident reporting) with which it belongs to the same
epistemological tradition. It is also compared to methods

(e.g. sampling, questionnaire, experimental design) associated
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with logico-positivist ways of knowing. Essentially,
it is demonstrated that, contrary to logico-positivist
claim that scientificness can only be based on the objective
obgservation of objective phenomena, the subjective perceptions
and experiences of individuals can provide an aooeptable
explanation of the world,; since reality is as an individual
perceives and experiences it with the result that the what,
how, why, when and other questions about the world can be
found in a person's consciousness.

It is also explained in the chapter that some contacted
subjects were inhibited about releasing unfavourasble data
on their organisations, but tﬂat appeals did succeed with
some others. Protocols ~ generating questions were designed
to avoid leading questions and to pin respondents to their
actual experiences within their actuel organisations,

In the next chapter, the protocol data from six subjects

are displayed with their indexed interpretations.
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CHAPTER 7
DATA LAY-OUT AND INTERPRETATTON

INTRODUCTION

This éhapter, as stated in the preceding cne, is to
display gnd interpret the protocols. articulated by six
fe—entraﬁts so that the essences of the subjects' learning
transfer eiperiences may be discussed and conclusions drawn
as regards where learning transfer problems lie - the learn-
ing situation, the organizational situation or climate, and/
or the personal characteristics of re-entrants.

The protocols are presented in ‘tabular form with the
interpretations of their contents indexed on the right side
column of the protocols. It will be noted that the protocols
are in what look like paragraphs. These paragraphs are
intended to correspond to the units of protocol meanings -
hence the interpretations on the right. These meanings are
later collected into various tablgs per research problem
dimension not only to remind the reader of the essences
of the protocols but also to help comparisons of re-entrants'
experiences. For easy reader cross-referencing, the tables
are also, where possible, indicated beside the indexed
interpretations of the paragraph-seeming units of protocols.

One or two final introductory remarks remain to be
made. Firstly, the indexed interpretations are elements of
| ‘analysiS', so that once the readér relates interopretations
to their associated protocols; the need for copious dis-

cussion references to protocol text becomes reduced;
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reduced rather than entirely avoided as total absence of
repetitiveness is not possible in this type of analysis.
In fact, without some repetition by Way'of illustrating
points of analysis and discussion, the reader might be
inconveniently forced to overdo the flipping backward and
forward to relate discussion to protocol texf.

Secondly, there was considerable thought on whether
the protocols should be placed as an appendix. It was
decided that they be where there are bhecause, in a phenomeno-
logicael study, experientisl ariticulations represent conscious-
ness, the genesis of analysis,'which is too impoxrtant to e

I
an appendix. Moreover, since interpretations are arranged

'pari passu' with protocol units, and we cannot place
protocols as appendix without carrying the interpretations

to the same appendix, the protocols have to be within the

nhc A‘.j‘:&n«w: T AN TN

body of the studye.

The following cases are the protocols, each of which
is preceded with a brief biographical note to help to put
the protocols in as clear an organizational context as
possible. (The letter, 'Q', in the right column, stands
for related 'question' guiding analysis and discussion in

bhapter 8).

CASE 1

(From an extra-ministerial départment solely on

R

N
e

SR

personnel work. Subject was mid-level manager on Grade

s

e

Level 10; boss was chief executive seven levels higher,
that is, the peak of administrative career; subject had

one subordinate, three levels below his. Political appointecs

chairman and a number of commissioners ~ formed a sort of
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board on full time basis placed over the organisation).
P

(a) THE LEARNING SITUATICH

The couvrse I wish to talk sbout

was on management in the publis service.

It contained much that was useful to me
as an administrative officer specific-
ally, and generally by way of enabling
me to appreciate better the administr-
ative wérk not within my schedule of
duties. When I talk of the particular
course, don't think that it was the
only one T attended. You know, one
tends t% remember those things which
made impact more than others, and you
seem interested in a specific course .

You see, I came into the civil
service with a University degree. That
degree did not prepare me for any
particular carecer, and to have devended
on it to uvnderstand the nature and
intricacies of management in the public
sector is out of the question.

In fact the later in-service
course I attended filled the gap in
general carecr preparation because it
had to do directly with my work and
public service system as & whole’and
its role in country development.

Under 'general remarks' section of

INDEX
Recall (to identify
specify which
covrse - Q.l.iii,p.229;
Table 8.5, p.248.
Relevence (focussed end
diffuse)
Q.l.i, p.229; .
Table 8.1, p.231..

Comparison (of cource
to degree course)
Q.l.iii, p.229;

Table 8.5, p.248.

Relevance (of course
to‘career) -

Q.l.di, p.229;

Table 8.1, p.231.




the end-of course administered
evaluation sheets, I pointed out-
that such in-service programmes
run by your institution should

be. intensified and that you should

have branches in several locations in

the country so thalt you may be able

to train thousands of us each year..

We covered maeny subjects. I
cannot now remember all of them by
titles,
ation and human rglations skills,
organization theory, motivation,
performance evaluation, salaries
and wages administration, inter-
#iewing, and personnel recordS.es.

During the course, I was
thinking of my work, my workmates,
and the public service as a whole;
especially those ministries in
which I had worked before my
posting when I came back from your
courge. In each case I found a lot
that could be improved on. I
found a confirmation of much that
I did right and a negative con- r
firmetion of what I did not do
fight. It made one feel like

going back to re-do certain things

but they included communic-

Suggestion made

to indicate course

very relevant to

work = table 8.1, p. 231
Question 1l.i, p.229

Recall (of specifics
of course content
Question 1.iii, p.229

Table 8.5, p. 248

Recall of reflection
during course -
Question l.iii, p.229
Table 8.5, p.248

Relevance (focussed)
Question 1.1, p.229
Table 8.1 p.23L
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even though those things were
accepted and praised by superiors
~which means that they themselves
do not know enougheseccscecoscene

You see, it is one thing to
work with intuition; it is another
o héve awareness of your methods.
Tor example, I was happy how I
wrote minutes and memos but the
course showed that what I did well T
could do better. I was happy how I
related wirh people but those idéés
we came across made me more consclous
of the Tactors in relationships. I
used to think of smooth human
relations as an every-time thing,
but when I read and we discussed
various authorities, I began to see
why smooth relations did not always
pay. Bverything, you know, depends
on its context.

You see, my university degree
did not provide all this under-—
standing, at least not directly. I
like university attainment; perhaps
everybody does. I am not condemning
it - no, not at all. Universities .
are a necessity. Afber all, subjects

like Economics end History deal with

Knowledge/skills
(reference) -
Question 1.i,p.229
Table 8.1, p. 231
Comparison (before
after'course):

Table 8.5, p.248
Question l.iii, p.225.
Also relevance to
work: Table 8.1, p. 231
Question 1.1, p.229

comparison (of
courses to express
preference) -
Question l.iii, ©»- RN

Table 8.5, D+ 240.
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human behaviour. They help a person
to become anslytical and able to fit
into many job and human situations.
However, not necessarily specific
Jjob and human situation. I believe
that the more academics have some
organisational experience outside book
citadels, the more their lectures will
be made more direct with real 1life
examples, just as we went into real
work problems in that course.

The more academics adopt or a@apt,
the words often used in the course, the
methodé of the management trainers,

.

the better T00eece et ineiennccrensecees

R R T T S S
You know, there is no realism

in expgcting every trainer to be

equally good as another, but all

of them had one thing in common.

They made all of us participants

contribute from our learnings and

experiences. Occasionally I was

up-front to present my group's

ideas on practical problems.

Fantastic and exciting indeed...e...

v

Training techniques/
methods (andragogic)
to achieve valued
ends of course -
Q.1.1i, 0.229;

Table 8.4, p.244

Training technigue
to achieve valued

end — Table 8.4,p.244y

Qe 1.id, p.229.

Satisfaction (motiv-
ation to learn) -
Qelei, p.229;

Table 8.1, p.231.
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Some lecturers in the course
were éverage, no doubt. Yet they
were all right. I wouldn't rate
them average but higher if there’
were no other trainers to compare
with them. Even though average,
the course remained fantastic all
through. The magic that made an
average facilitator good was
presentetion, joint discussion of
familiar problems, etce.

We were given individual
projects. The individual project I
carried out helped me to see at the
time what I saw as unfair remuner-
ation and lack of equipments of the
police, teachers and nurses. I
wondered then why fat-salaried
and fat-allowanced politicians
end ministers of education forgot
teachers though they, many of theﬁ,
were formerly teachers themselves.
I remember that I predicted plenty
of trouble from teachers and nurses
when they would become aware of
being neglected and stirred up by
escalating economic hardship I also
said so about railway workers. T

guestioned the rationality of a

Dissatisfaction
(negative motivatiogr
but not serious -
Question l.i, p.229;

Table 8.1, p. 231

Training techniques

and relevance -

QuestionS 1.ii & l.1;
Tables 8.4 and 8.1, n., i/
p.231

Training techniques
(project) as means

of valuved end -

Question Leoil, p.229;
Table 8.4, b. 244
Knowledge/insight

gained - Table 8.1, p 23

Question 1.i, p.229
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of a multitude of salary scales and
the dychotomy between executive and
administpa%ive scales, and why
salaries bore alphabets of different
names when identical Jjobs were con-
cerned. These things have happened
as I saw ahead, and Udoji corrected
many of the anomaliesfeesceasceecacas
S T

There was also group project.
The group project was a vseful part
of the course. In fact, it was what
gave me insight into the then con-
ditions in Railways Corporation. It
was where I found nmotivation at its
lowest apart from nurses and teachers.
Structure was bad and made people,
who entered the same profession
at the same time and assessed sound,
lag for years behind others.

30, you see, the course had much
to commend it. I would not have known
such things when I did had I continued
with only my university degree, no
matter how valuable,

& ¢ 8 O & & 0 8 & & OB O GO ST SO B SR OO SO C e O ® SO T E NS
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Let me think for a moment. Yes,

I think I said it would be unrealistic

Training techniques

related to insight

gained - Table 8.4,v.244

Questiondl.ii, p.229

Comparison (of before
after effect of

cogrse) - table 8.5,

Do Quesvionl.iii,n228
Knowledge - table 8.1,
p.231; Q.1.i, p.229
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to expect hundred per cent perfect
course. As 1f a small world, the
thirty of us made friendships and
foeships; so to call it. This did
not hamper learning any way.
O
The o&her problem was the pro-
gramme conjestion. To cover eleven
to fifteen themes in a few weeks was
too much. I felt the burden. IFor-
tunately, the usefulness and excite-
ment helped. In fairness to the
organizers, it would 5@ difficult to
remove any of the subjects. A
trainer told me that it helped to
make Nigerians know that attending
in local course is not a holiday.
He was right because I personally
expected a lot of rest from work,
especially as my attendance was
shortly after the annual estimates
work during which we spent twelve
hours or longer hours in office.
A way out of the course conjestion
which many of us suggested then was
to extend the time. The trainers
- sald that sponscors would notb i’
release officers for longer. I had
pointed out that the argument was

weak . Sponsors allow people to go

Satisfaction (motiv-
ation intrinsic to
learn) - Table 8.1,p,231;

e Question Ll.ij;p.229

Dissatisfaction
(negative motivation)
but not serious -
Question 1.,i, p.229

Teble 8.1, p. 231
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on foreign courses for 1ong'

periods but would not allow

them the same time for a local

course perhaps more relevant

and certainly less costly. That

is Nigeri$ Jooking down on its own.
Let me think for some seconds..

I think I have talked enough on this

card.
(b) THE ORGANISATICNAL SITUATICN/CLINATE

I believe that many of us who
attended the course returned to work
bubbling with ideas.

I really bubbled with ideas,
you know, and I looked forward to the
praise for the ideas I was going to
suggest. Let me tell you right away
that it was all fiasco,.........;g......
If a child of TIsrael bubbled with
enthusiasm in getting into Egypt, he
was to start bubbling with enthusiasm
to have exodus. This epitomiZes my
experiences as you will see.

You are in the system yourself and
you know that administrative '

officers are posted from ministry.

Recall (of enthusiasm
to transfoer learning)
Table 8.5, p.248
(Re~entry with

enthusiasm)

Statement (of fact
illustrated with
the whole ex-
perience) - (+table
8.7, P.269;Q.2 111,
p.254; Analogy
‘Table 8.7, p.269;
QeZeily, D.254.
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to ministry or department.

I appealed to the postings officer
to post me to where work was heavy
because I hate to sit where few
files flow into trays and cause one
hour +to be jlike a whole day. He sent
me to where, for the sake of anony-.
mity, et‘us call "Motivation
Organisation!". The pseudonym is
appropriate because it is ironic.
He cautioned that people usually
begged not to be sent there because
of the strict formality and 'ogaism'

of the big guns there.

I said it suited me: it was a
challenge to prove my charm, con-
fidence and competence. You know,
that was a postings drama reminis-
cent of dramatic irony in Shakespesre.
The postings officer knew what he
was talking about but I did not.

I went in with zeal, but I came out
in disaster.
cctobececceccneseeroossssoecceenonae
Surprise number 1'.I took over from
“an uvnmanned table, only dusted when
the Chief BExecutive had asked a

messenger to conduct me to my new

Posting (as a
factor?) -
Question 2,1, p.254;

7

Table 8.6, p. 255

Innuendo (to establish
cause of learning
transfer failure)
Table 8.7, p. 269;
Question 2.ii, p.254.

Hint on personality
(love for challenge

and self-contiidence)
Pable 8.8, p. 2783
Question 3.i, p.277
Dramatic irony (to
estavlish cause of
failure) Table 8.7, 0.2&0
Question 2.1i, p.254

No predecessor (a
factor?) Question 2:1,7¢%°

(table 8.6, p. 259)
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office, This surprise followed
an earlier one actually. When
the Chief Executive introduced
me to the Chairman, the Chairman
had said, "I have learnt that
you come f#om the same area with
the Chief Executive. Don't take

advantage."

Surprise number 2: I found
that neither the Chief Executiye
nor any other member of staff was
willing to put me through anything
or give information on the purposes
of the place. I was 3imply told to
look for files and to study them along
with the constitution. I should seek
information from whatever verson f
could: therefore no handing-over
notes.

I went to an officer I knew in
another ministry, who was on posting
there and had been there for some
time. He said I should simply endorse
recommendations that my subordinates

routed through me to commissionsrs.,

" This surprised me because it would make

me a robot. He replied that that was

the usual way. On one occasion, about

Social insensitivity
(tactlessness) of
leadership.

Table 8.6, p. 255

Question 2.1, D.254.

Unsupportive leadership
and staff (table 8.6

p.255Question 2.i,p.254)
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a week after my posting, I did
this. The Chairman sent for me
and wondered whether I did not
have the intelligence to comment
on recommendations as expected .I
was 1o advise commissioners. I
gsaid I was still studying files to
uhderstaﬂd the procedures. When I
reported thié to my 'friend', he
said that he was sorry to have been
insufficiently clear. The way he
laughed t0ld me he had purposely
misled me. I had however, learnt
something, namely, that I nust prove
to the Chairman and commissioners
that I could be incisive in comments
and insight into alternative ways
of tackling problems; and secondly,
the attitude of staff was "Depend on
none but on yourselfh. |
The first two or three weeks
passed and thouvgh I was still bubbl--
ing with new ideas which I expected
to affect the entire public service,

T was too busy trying to master the

behaviour of people, the intricacies

of work, and clearing the long piled-

up work uncleared when my predecessor

Unsupportive staff
(perceived as cal-
culatedly misleadin-;
Question 2«l,p.254;

(table 8.6, p. 255

Unsupportive stalf
Question 2.1, P.254

(table 8.6, p. 255)

Posting to a new
place and cverlosad
(have effect but not
considered very in-

hivitive) Question «--
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was posted out without a re-
placement. T was working till
8.00pm and coming to work on the
work~freé days, but I still
found 1t possible to see how

I would suggest changes.

When én officer on an entirely.
different schedule was sick with
rapollot I wag told to include his
duties in mine -~ no one to put me
through and T entirely'depende@ on
reading files. When the weight of
work caused me to submit a memo
affecting the strange schedule by
five hours late, I was given an in-
ferno of verbal warnings by a
Commigsioner and the Chief Executive
to whom he had reported me as if |
tardiness was a habit with me.

By the end of the first three
months, it dawned on me that the
posting officer knew what he was
talking about. Here the place in
which everything was set to time,
come what may, and everything must
be done as the patterns set in pre-
colonial days. It was much worse than

in colonial days - no one could go to

eat; you had to bring your food to the

Emphasis on

threat and
punishment

Question 2¢i; pe254

(tavle 8.6, p. 255)

Drampatic irony
Question 2.ii, p.254

(table 8.7, p. 269)
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office - though officers managed
daily to go to eat, lying that

they were going out to c¢ollect
information. Only clerks and

other junior employees did not feel
or know what their seniors were
undergoing. One senior officer
whose relation was the wife of a
Commissioner enjoyed it all - he
was a good boy and a darling to the
big shots, he looked for faulits to
query and report to the Chief and
politicians.

I detected questionable sppoint-
ments and secondments and transfers
and when I consulted a colleague on
what I saw as unfair deals, he replied,
"Just do your work as they want, and
you are o.k."., I found this pattern of
behaviour in the Chief Executive. How?
Béoause any time both of us were with
the Chairmen or a Commissioner, he
would yes-sir at least three times
before a full sentence was completed.
Even then, I still bubbled with ideas.

In our so-called MNonday meetings,
we sat in horse-shoe formation, the
Chief in front of us. My mind would

reel back to one of the Communication

Emphasis on con-
formity and obedience
(table 8.6, p. 255)

Question 2.i,p.254,




Contents of the covrse I returned

from. Our pattern was in accordance
with wheel or star pattern of
communication, in which the in--

cumbent of centrality tended to be

more motivated than others. The issues
were usually introduced ag follows by
the Chief. "The Chairman has said that
we should GOeeeces..Any guestions?

That was the pattern, and after noticing
that I was usually the only officer with
questions, I asked a colleague why, and
he said, "You will learn. Wait and see".
People were unwilling to give me detail.
I latér learnt that this was for fear
that T might tell tales. I felt bad
about "liotivation Organisation" and the
people in it.

On two occasions when I saw that
the Chairman had acted in a way that
conld create far-reaching negative
precedents, I asked ‘the Chief why the
Chairman's attention was not drawn to

those things. He replied, and I quote
word for word, "The Chairman is the -

owner of Motivation Organisation: his
word is law." Can you imagine a person

claiming ownershiv of his emvloyer's

Emphasis on con-
formity and obed-
ience (table 8.6,
P.255; Q.2.1,
p.254,

(Unsupportive
gtalf - mutuval
suspicion)

Qe2.1, p.254.
(table 8.6, p.255)

Emphasis on
obedicnce

(tavle 8.6, p.255)
Q.2.1, p.254.
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orgaﬁisaﬁion, especially public
service.

Another shock was yet 1o come.
The course had affected me to see the
need for a certain change in the entire
public service, and this change could be
initiated in which ever ministry or extra-
ministerial devartment to which one wag
posted or returned after a course. I had
been inspired to see, among other areas,
weaknesses in the then format -for evaluat—
ing the performance of officers. It was a
oonfidential reporting approach that was
in use. I felt that open reporting which
enable the reportee to know exactly how
his supervisor assessed his performance
would be more mobtivating and that exist-
ing practice had aspects which wvere vague.

I cannot go into the sordid detail
of what happened. However, I firét inter—
viewed a number of people, including the
Chief Executive of "Iotivation Organisation".

A senior officer said my ideas if put into

practice would encourage the murder of a Fear of discomfortd
reporting officer. The Chief Executive from new ideas
agaid the idea was sound and that I Question 2.1,0254
should put up a memo on it whichwhe (tavle 8.6, p,255)

could forward to the commissioners and

the then Ministry of Esteblishments and
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Traiﬁing llatters.

When I did, boom: came the bomb
on me. The Chief Executive sent for
me and said he had read it. He
thoroughly blasted me for seeking
indirectly to know all that he wrote
about my work, and for pretending
that my ideas were for general
benefit. He told me how I wanted
reporting officers 1o be exposed to
unnecessary ill-feeling of those
reported on. I simply was too
gtunned to say a_word. I went away
after he had finished washing me.

After that, any job I did was
found faults in. The memo dis-
appeared - no courtesy of returning
it to sender. The Chief was so0
bent on fault-finding that if in
any minute I stated "therefore
without comma, nhe would insert the
comma and tell that he had amended
the whole memo, that is, even if he
inserted one comma in a ten-page
submission.

In fact, fault-finding was
noticed in two other supcriors, é
politician and a coareer officer.

For example, when an officer tied

Onomaﬁoﬁoea

(to establish
cause of failure)
Question 2.,ii,p254;

tahle 8.7, p. 269.

Emphasis on threat,
conformity (punish-
ment for innove
ative effort) -
Question 2.1, 1.254,

table 8.6, p. 25%

Emphasis on threat
(favlt—finding) -
Question 2.3, ».254:

table 8.6, p. 255,
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two files together in such a knot
which a commissioner could not
easily undo, the commissioner

assumed that ¥ was the one who sub—

mitted the files. He sent for me and

after washing me for +the shoddy job
of impossible tying of files, he
6rdered me to leave his office with

the file and return a better done

tying immediately. I re-made the knot,

returned the files, and drew his
attention that the work was not in
my schedule. It was then he reed
the name of the officer with her
signature and, then, laughed,
admitting he thought I was the one.

As regards my submission on
the confidential reporting affair,
there was an interesting irony.
Four years later, the Udoji
Commission recommended, and the
Government accepted, the very ideas
for which I was crucified though I
did not die.

I had had enough and I lost
respect for the highly educated

.

yes—gir Chief fExceutive and his
kind-whom I had expected to know
better. My reward for seeking in-

novation was a loss of promotion

Emphasis on threat
(fault—-finding) -
Question 2.i, p. 254;

table 8.6, p. 255

Effect of climate
on re-—-entrant -
(vnder 'discussion')

\

loss of respect for

superiors, etc., loss

of promotion
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in a mass promotion in which I was
one of the five or so drop-outs
among more than seventy officers.
When my éxperience vas wanted else-
where and in an acting capacity with
higher pay' the Chief replied, "He is

good but he can go", though there vas

a positién for me to act in "Motivation banishment - effect
Organisation". He however delayed re-— of transfer effort
leasing me to ensure I lost about three on re-entrant

months of acting allowance. As I was leav—
ing when I went to bid him farewell, I
banged the door of his office, saying

to him as I did so, that I was being

sent to my natural habitat.

Indeed, it was a statement

fulfilled because though I pursued Generglization
no innovation again, my new boss gave Question?2.ii, p.254;
me the liberty to do my work as I (table 8.7, p. 269)

thought best. Within three months,
and on a certain day, he called me
to say that the quality of my work
was such that he was surprised I was
only acting and had seen the recent
promotion list omitting my name. I
told him my story which he said he

“ believed.

Although my lot improved, I had

faaldretan
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already concluded that civil

service administration was not

my type of work conditions. I

was not sure I would continue

to meet my new type of boss of

Gobirian liberalism. My cne and

a half years in "Moti&ation

hgency" ‘had cost me a total of

two years of insomnia as I kept

thinking day and night of in-

Justice. A doctor told me that I

had developed high blood preséure

and that its level was such that

he was surprised gbout my survival.

I later opted out for a different

occupational type in the public

SECTO reaceceooscosoceoncoronrscnaces
Yes, yes, I must not forget to

say that while in "Motivation Organi-

sation", I decided to do a number of

things - to record as many question-—

able and favouristic decisions as I

was aware of and to use them as pre-

cedents to force the same decisions to

be taken in other cases. The commisg-

ioners and the Chief were always

embarrassed and would often take-

insomnia health
problem ~ effect of
learning transfer

effort on re-entrant

retvaliatory action -
aggressiveness -
effect of cliite on

re--entrant
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months to findways of clearing
such cases. In my confidential
report, the Chief commented,
"Intelligencg -~ very satisfactory...
He is always quoting precedents and
the work of the Motivation Agency
dbes not ﬁequire that...He should_
learn to show tact when dealing with
his superiors." A friend secretly
showed me the detail. It cost me the
promotion. Another thing I di@ was to
investigate the background of the
commissioners and the Chief fxecutive.
One commissioner was a medical
doctor, long retired and did not seen
to have come by any course or litera-—
ture on human behaviour and motiv-
ation, though he was appointed to.serve
in an essentially human resources
managemént agency. Two others did
not have beyond secondary school
equivalent. The Chief Executive
did classics. He had accumulated ill-
gotten wealth and worked himself as
closely as possible to people of
power for protection in case of
palaver. He was fond of carrying
turkey to the big ones during

festivities. I concluded that one

Ignorance of using
trained manpower

(as an inhibitive
factor) -

Question 2.i, p.254;
table 8.6, p. 255
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of the reasons for their
behaviours was idgnorance and
unawareness. I say one of the
causes because I think they had
basic personality make-up which
sensitivity training might not
have modified. The sweetness of
power also distorted them - to
work in "Motivation Organisation®
was bto sit in power over hundreds
of civil servants.

I ?ope I'm not emotionalo'
I get carried away when I remember
those terror days. Boy, oh boy,
was I glad when those commissioners
were removed by s new military coup-
though I had sympathy for one or two of
them?

I think I have talked more than
I thought would flow out, you know,
when 1 began. If you are o.k., I
would like to see the next card-I

suppose the last one.

(&) PERSONAL CHARACTERISTICS

I think with this card, I sce Perception of
clearly what you are really after- in possible causal link
this interview. You indirectly with between personality
to find out if my personality has to and learning transfer
do with my not using what I learnt. (table 8.9, p. 287)

Q‘?Bviif pe277




I used it for my work. Where T

failed is in making others see sense
in what I had to offer the service
then. It should be obvious that no
one could have got through in "NMotiv-~
ation Agency", ydu know. The old
adage applies here -~ a tree does not
make a forest. Before a tree can do
s0, it must reproduce its kind plenty.
This would take years. The soil of
"Motivation Agency" was not fertile
for such a reproduction. ’

I love work. I am not lazy and
malinge?ing type. Fancy the Chief
Executive meeting me saying hello to
a colleague who had been sick and had

now shown up for days, and he telling

me that I had left my office to malinger

in another officer's office.

However tough & job is I put in
extra time and clear it. This is why
some ladies thought I was more married
to my office than to my wife. They
threatened to influence my wife to
protest against it.

I used Tto enjoy being accorded
recognition but no more of that.- I am
different. I am undergoing spiritual

training -~ I am learning detachment.

Organization over-

powers personality

Loves work
Question 3.1,0.277;

table 8.8, p. 278

Loves work and
challenge
Question 3.1, ».277;

table 8.8, p. 278

Becoming detached
Question 3.1, ».277;

table 8.8, p. 278,
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I eimply do my share and best and let
the powers that are accept or reject -
that's a2ll. I have been sensitive -
very senéitive, but I am learning to
conquer this. Occasionally I succumb
tQ it when I see people being cheated.

I do not wish to be a messaiah
when I obviously know that a given
state of affairs is as rock-rigid as
to be able to break any hand which
tries to make it softer. I just do
my best, my own share and leave it at
that for them to do what they will
with it. '

I think I shﬁuld stop here. QOh,
yes, yes, I remember you want me to
talk of how I see others see me. I
am generally liked, the exceptions
being those who see my presence as a
threat to an assessment of their own
competence. They feel that my presernce
is a rival to their occupying the next
higher seat. I pity them because my

interest is elsewhere.

Dislike for pain
table 8.8., p.275;

. e e
Question 3eis FeliTs

Liked (gemerally)
table 808, P 279;

Question 3.1, D277«
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CASE 2

(Subject is from a para-statal, non-profit, management

development and training organization.Status - deputy

departmental head; top of career)

(a) THE LEARNING SITUATION

I would prefer to talk of the

course I last attended as it is the

freshest in my mind.

I% was a Trainerst

course, menagement vrainers'.

Thrilling to be in it. Participants

came from differcnt parts of the world.

This made it have some moments of

anxlety, espeecially at the initial stage.

People from different cultural back-

grounds would naturally feel enxious

about their behaviours, especially atb

the initial stages. Bven the foreign

venue itself had its

own cultural

setting too. The atmosphere got more

settled by when we had done a fortnight

of the eight weeks.
As a managemendt

fessional, I saw the

development pro-—

course as very use-

ful to my work. This was as regards

both the content and the delivery

process. Learning theories and principles

of adult education were generally effectiv-

ely presented and supported how my

Recall (to
identify coursec)
Questionlciii, 1.229;

table 805 po248

Satisfaction
(motivation -~
intrinsic)

Question l.i, p.229;

table 8.1, p. 23L.

Relevance
(table 8.1, p. 231)

Question l.i, p.229

Training technicues
ag means of rele-
vance (table 8.4,

p¢244Question Leids
p,229¢~



colleagues and I have been perform- Reflection on work
ing in management training. table 8.5, p. 248;

| An earlierltrainers' course I Question l.iii,p.229
attended had exposed me to various Comparison (to
approaches to experiential learning. express preference
It was better done in this course, of value) -
may be because, unlike the earlier fable 8.5, p. 2483
one, only experts in the field were Question lL.1i1i,p.229

called in as trainers. Apart from

this, T had attended the earlier course

without enough of trainers experience. Reflection (on

This time, I had accummulated at experience) -

least one and a half years of practical Question l.11ii,p.229
work and was better placed to appreciate teble 8.5, p. 248

more critically.

Groups were uséd and mixed with Training technigues
individual projects, having to do with as means Lo wvalued
his particular organizational roles end ~ table 8.4,
or work. Bach individual project was v.244 Question 111,

P.229.

not impvosed but chosen by the paytici~
pant. The only imposition was that it
had to b¢ an actual thing or
on in his place of work. The other

condition was that it had to be sub-

mitted on return to work for the con=~

sideration of colleagues and boss. This

gave me the opportunity of looking back Reflection

vis—-a-vis others' contribution in the Question l.iii,p,.229,

course and vis-a-vis the principles dis-— table 8.5, p. 248.
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cussed there from the books, articles,
and trainers.

In the course of all this, I
concluded that in spifte of cultural
differences that we hear of so much,
management ‘and training problems per-
haps everywhere have a lot in common.
Thereforé I congidered that all such
courses should be encouraged. |

The only problem was not having
my choice of oproject group. The one I
preferred and dealing with my type of
interest, Organizstion Behaviour, was
said to be over-subscribed, and other
alternatives were so toco. So I got
forced into the group handling
financial management and accounting.

I went into it rather half—heartedly
and woﬁdering whether I would find
worth in an area outside my proféss-
ional intereste.

However as time went on, I found
that my fearc were not entirely Jjusti-
fied. Tinancial management and
general management have much in common.
My interest was roused more and more to
the extent that I no longer regretted
being in ‘that group. I-don't teach

the subject or do accounting, but I

Insight velved =~
Question l.i, p.229
(table 8.1, p. 231

Generalization
Question l.iiji, p.229

(table 8.5, p. 248)

Digsatisfaction
(negative value)
Question l.i, ».229

table 8.1; p. 231

satisfaction (in-
trinsic/extrinsic) -
table 8.1, p. 231,

Question Ll.i, p.2.
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gained insight into how accounting
itself may be related to behaviour in
organizations. I learnt that there
was room)for accountants to be legs
rigid than they are generzally noted
to be. I could also appreciate how
the technology of the profession
could affect the personality of the
Tinance people, the accountants.

There is no way I could apply
all that I experienced in the project
grouvp. As I said I don't beach
accounting or finance. But it was
clear fhat the téaching principles
and practices in other aspects of
management could apply in finance, and
vice-versa - simulation, Ffilms,
lectures, etc,

T was intrigued by the group
approach to training in which moxre than
one trainer served as facilitators in
one and the same session. I had not
watched but heard of my colleagues who
used it. I had never tried it. ITts
effectiveness, if as well handled as
those chaps, was demonstrated beyond
doubt. It did not allow a dull moment

to creep in and cause one to get drowsye.

insight valued
Questionl.i, p.229

(table 8.1, p.231)

Relevance (focussed
and diffused) --
Question 1.1,p.229;
table 8.1, p. 231.

Training method

in terms of (rele-
vance and means

to achieve valued
end - table 8.4,

pe 244 Question 1.ii,
Pe229.




Changes in voice, switches of methods

and the fiow of in-put into in-put were

some of its features. At the same time,
participants were fully involved like
the Joint trainers themselves.

A feature that was somewhat dis-
ruptive was the presence of a Nigeria-
sponsored Asian. He claimed to be a
professor in one of our universities.
I was not the only one surprised that
such a person was a professor. He did
not show high intellectual lewel, and
his contributions were never relevant.
He seemed obsessgd with corruption in
Nigeria as it his country were holy
land, and he coatinuously butted his
pet obsession into all sessions. There
was no point challenging him as doing
so might have created more confusion.
He was already a laughing stock. T
blame the trainers who did not seem to
have called him for a private chat to
mend his ways. He was extremely
socially insensitive. If there were an
equipment to measure the quantity and
quality of learning from time to time,
the distraction he caused could be
detected. Fortunately, he was no%

puccessful in destroying anybody's will

Digsatisfaction
" Question l.1, p.229;
table 8.1, p. 231
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to learn. He did embarrass those of us
from Nigeria and wasted time for more

useful and constructive contributions.

The physical infrastructure of the Satisfaction
venue wasg o.k., being residential on a (extrinsic) -
university campus. We made friends, and | Question 1.1i,p.229;
foes; we ate together. The food being table 8.1, p. 231

foreign naturally did not satisfy me and

I found alternativesat times. I appreciated
the difficﬁlty - you can't satisfy every '
nationality or transplant Nigefian
'egusi' or ‘edikaniko' to the U.XK.
vniversity campus:

If it is possible for you to see

our records, you will easily find there Relevance valued l
the positive effects of the course -~ my Question]wi,pegzggg
report and recommendations submitted . table 8.1, p. 231 ;
i
f

and accepted DY MY DOSSeceesccoosecnssonssnas

I don't think I have more to say Satisfaction 7
except to say once more I enjoyed the (intrinsic/
' o i
course. extrinsic)

Question 1.i,p=2
(b) THE ORGANIZATIONAL SITUATION/CLI&ATE table 8.1,p. 231
I would like to remark that it
would be an exception rather than the

rule if anyone attended a course and

came back with nothing to offer. This
is so there where I work. There musi

be something wrong with the course or
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the returnee.
The Chief Executive is open to
ideas and he continually encourages
us to suggest improvements. He expects
them. Every recommendation madé when
I‘came bao& was accepted by him. He
asked us to form a committee for eéoh
major recommendation he had approved
so that we might decide how best to
carry them out. We did, appointing
members and chair-persons. ‘
However, two of the recommendations
suffered hitches and have not taken off
the ground. One of my colleagues whom
we knew as had the competence in carry-
ing them through refused to act or was
cold about takihé action. He argued in

a lengthy memo that one of %them involved

the exercise of artistic gift. The artist

did not necessarily work among a crowd
but could derive inspiration in odd
moments, even suddenly waking at night
with ideas as if those ideas woke him
up .

In confidence he explained that
he had first suggested those ideas butb
because he was not liked by the boss
and certain others, his suggestions

were ignored or brushed aside. When

Lieader open to

ideas - opposite of
unsupportive leader-
ship. Table 8.6, 1.255
Question 2.1,p.254

Unsupportive staff
(despite leader's
openness to ideas)
Question 2,i,p.254;

table 8.6, p. 255
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the séme ideas came from the favoured
group, they wereAapproved and those
members were praised for originality.
Then also was his point that although
the apparent initiators knew the truth,
they failed to refer to the fact that
the ideas had been earlier put forward.
They phonily claimed initiative and
hoped that he would do the donkey Job.
He further argued that the development
of the ideas entailed a lot of con-
versance with managerial behaviour

and 0.D. skills. The final product

was likely to bring some income to our
organization. The auﬁhorities and'
those in power with them would wish
the job done anonymously so that they
may all claim to have done the job or
claim Joint production whereas the
actual performer had toiled sleeplessly.
He wanted to be sure of acknowledgement
and share of the profit. Another
reason he gave was thalt since he wag
being acknowledged as the expert, hé
ought o have been given the free hand
to choose those he felt could dopthe
work with him. He feared the presence
of a spy of the Chief Executive, who

had nothing to offer but always wanted

All these articul-
ations expand the
fector of un-
supportive staff -
hence illustrative
statements to estab--
lish cause of
failure - table 8.7,
p. 269;5Question 2.1i,

Pe254.
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to lead and pose others' products as
his own.
It is unfortunate that those
things We recommended are still unacted
on. I know my colleague has the competence.
He would have done the work despite his
points. He would have because it is his
nature to feel guilty when he complains
and seems to be taking retaliatory action.
Well, this was my experience. I
can't think of any other things that

happened .

(c) PEZRSONAL CHARACTERISTICS

This is not an easy card to talk
about. It is not easy to talk of one's
personality, ydu know. If a person talks
well of himself, he may seem conceited.

I shall, however, do it. After all it is
a matter of take it or leave it, and one
should not pretend not to understand one-

- self at least to a considerabls extent.

I see myself as a consciencious Consciencious/
person. I am strong-willed and determined Joves work
when I am convinced about a thing to be strong-willed
done whether at work or somewhere else. Question 3.i,v.277
If I can't personally succeed in what T table 8.8, p. 279

set ouwlt ‘o do, I use subtle influences

such as diplomatic appeals and contacts.
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T know when to do what I wish to
do, unlike those who do the right things
at the wrong time. I am diplomatic and
know how to get what I want. I can be
pushfule.

I believe I am -generally liked
thbugh T sense here and there I am
ﬁhought to be over-strict in disciplin-
ing sub-ordinates. Some people think
me narrow-minded and selective of those
I move withe.

I have a feeling you wish +o
oonnect'all this to what I did with
the course I returned from. I have
explained that we made our recommend-
ations and that the boss approved but
that the whole thing was only partially
successful because of a colleague, not
ne.

I have friends here but I cannot
ve sure I trust them and they trust me.
All the same, I feel at home in the
.placeo I can fit into any situation.

As I said, 1t is not easy to talk
much about myself, but I have said all

I think necessary.

Diplomatic/prag-
matic
Question

table 8.8,p.

Liked (generally)

Question3.i,p.277;

table 8.8,p. 279.

Perception of
possible link of
personality with
learning transfer
Question 3.iisv.277

table 8.9,p. 287

Liked (generally)
Question 3.,i,n.277;

table 8.8,p. 279
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CASE 3

(Subject from an health care para-statal, non-profit,.

Is senior on Grade Level 13, reporting to head of

personnel department on Grade Level 15; directly responsible

for three mid-level staff on Grade Level 9 to 10).

(a) THE LEARNING SITUATION

I participated in ASCON's PMC
meant for mid-level managers, though
I was already a senior. T had to attend
betausge we felt that for me to be on more
senior courses I should be ex@osed to such
a course in my area of work which is
personnel.

I am glad T was on the course. Who--
ever designed it did'a good Jjob because
they did their homework well. I can hardly
think of any part of the course which was
not relevant to pers:nnel work which I do,
though some were not of immediate applic-
ation.

There was so much fun ‘too that a
casual passer-by might not have know that

serious work was going on. There was never

Recall (o
identify specific
course)

Qeloiii, p.229;
table 8.5, p.248.

Satbisfaction

(extrinsic/in
trinsic)

Qelei, p.229

table 8.1, p.231

Relevance (focussed)
Qel.i, p.229;
table 8.1, p.231

Satisfaction

a dull moment and when I came out of sessions, extrinsic/in

I hga a feeling of very fast timeeseeeenseane

/7
/

I had & lot to learn from the kind of
eﬁcellent relationships I observed among

your staff from trainers to the

trinsic) -
Qelai, p.229;
table 6.1, p.231.
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people in the FIIS Department in
charge of the course, and between
them and course participants. There
was nothing I needed which they did
not attend to. You will remember
that Withiﬂ‘a short {time we know you
by your nick-neme and it was all fun.'
I'enjoye§ myself indeed and it all
created the atmosphere you encouraged
us to help to create when you intro-
duced the entire COUrSE€seccsceccesccns
It was fascinating to undergo a
management course because the teach~
ing was different from what I expected.
I expected what we all experienced and
enjoyed in our university daySeeocecsecs
Thrilling show of erudition, gripping
lectures. It was obvious that an eﬁpert
can know his work and impart it without
much talking....You started by saying
that as practising personnel managers,
we could not be taught like students.
Rather we were there 1o reflect on our
experiences and bring one another's
experiences and small talks and exer-—
cises together to understand more.
" Precisely this was fulfilled.
It is a pity to waste money to

go abroad most of the time for what we

Satisfaction
(fntrinsic)
Question 1.1,p229
table 8.1, p. 231

Satisfaction
(intrinsic)

Question l.i, p.229;

table 8.1, p. 231

Training techniaoue
as means -

table 8.4, p. 244
Question Lely, p.229
Comparison (of
training methods)
Question l.iii,v0.229

table 8057 Pe 24—8

Training technigues
as means
Question l.ii, p.223;

table 8.4, p. 244
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have 'in this country. I made this
point to your staff, and it worried me.
I even heard some participants express
the same‘viewa Some who had gone to
other local courses run in the ovrivate
sector said they gained more from ASCON
PMC. We felt oh yes, the government
should prevent people from going out for
the better things.we have locally unless
ASCON can't cope with the demands. But
it can if it can have branches,in three
to five places centrally located in
different parts of the country like
Kaduna'or Abuja aﬁd Enugu. I and some
others said all thiss
Such eye~opening programmes are

ugseful. T gaw that we did many things
wrong and we think we are doing fine
because we don't knowe. A simple thing
as basic as Job descripition is con-
fused with schedule of duties. Imagine
my being a senior personnel officer but
had not known whet is actually done in
manpower planning. I have moved around
and T found this lack of knowledge and
skills is very common, for example, we
tended to think of manvower planning

during the preparation of estimates. We

did not see how linked it is with appoint-—

Satisfaction/relev—
ance (leads %o

suggestion about

- courses)

table 8.1, p.23Lls

Question l.i, p,229

Knowledge/skill
gained -

table 8.1,p. 231
Question 1.i,p.229
Comparison of
before - after
state of knowledge/
skill

table 8.5,p. 248

Question l.iii,p.229




ments, promotions, etc. The more
people attend the course the
DOt EET e v e oseanenerorecoacnosscas

I was ilnpressed by the un-
assuming pose of the {rainers, though
at times #‘wondered if they were not
pretendingo I knew that they know
and commeﬁded the knowledge and
skills. Their unassuming way paid
off any way since everyone then
had the opportunity to get involved.
It was all consistent with the
Director—-General's opening address
which touched on how ASCON handled
courses.

The crowning experience was The
group project which was that we should
analyze the structure and jobs in
ASCON's Administration Department.

We learnt from it not only analytical
skill but interviewing. Everyone
agreed, including your staff, thet
what we did was better than what many
consultants did with high fee.

I wish I had been of a more
senior status in my place of work, say,
the overall head. I would have iﬁposed
what ASCCON taught us on the éntira
organization.

There was an asnect which,

R ey b Ml Sl P S I Alog iy FLY

Generalization

Question l.ili, p.229;
table 8.5, p. 248
Training techniques

as means to valued
ends - table 8.4, v. 244

Question 1l.ii, p.229,

Training techniques
as means - table 8.4

P« 244 Questionl.il,p229.

Skills gained -

table 8.1, p.231
Question Ll.i, 1.229
Training techniques
(feedback) as means -
table 8.4, p. 244
Question l.ii,p.220
(Reference to

learning transfer
problem ~ power and

aunthority as factors.)
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though not condemning, called for
ASCON's attention. Everything we
did was necessary but the time of
six weeks was too short. A result
was that in some cases appetite was
whetted. I don't buy the argument
that organizations can't let their
people go for longer than six weeks.
People die and the work is done.
People in the same crganizations
g0 abroad for twelve weeks.

Can I go on to the next card?
I don't want to repeat myself if I

have not already done so.

(b) THE ORGANIZATION SITUATICN/CLIMATE

One word sums up my experience
here - ignorance or unawareness. I
found that we were quicker while in the
course to talk of action plan to which
we devoted almost a day and & half.
It is more difficult to carry out on
return to work. Though one may not say
S0 or emphasize 1t during course, one
knows and expects problems in having

what is learnt put into general use.

Disgatisfaction
Question

table 8.1, p.

Ignorance of using
trained manpovier
table 8.6, p. 255;

Question 2.1, p.254.




Surely, the course was useful.
My work cannot be the same again. I
ugsed to be as comprehensive as I
could in looking at problems. I am
even more sSo now. I often do as =a
researcher or consultant does - ask
ny co~worﬁ§rs their views and thesel
help me to bring more thought to my
work..e...}...............o.........

It is difficult to express all
the usefulness of the course. Some
usefulness is consciously known and
used; others are unconscious, for
example, I find that things I thought
I had forgotten suddenly pop up when
I am tackling problems. So what is
learnt is somewhere in the sub-
conscious coming to help as if by .
SOMEe MBZIC cveoreennssnsarsosorsssavccense
The problem is selling ideas

successfully. You know that many of

us are like politicians. We keep saying

stalff should be creative; they should
bring improvement ideas. It is
generally on lips. You mention a re-
port submitted about the course. The
‘need for a report with recommendations
was also stressed during the course.

Report - oh, yes, I wrote and

Comparison of pre
and post-course
state (to be dis-
cussed wnder
learning situation
dimension)

table 8.5, p. 248

Question 1l.iii,p.229.

Relevance of course
(diffused and
focussed) to be
discussed under
learning situation
table 6.1, p. 231

Questicon 1.i,p,.229,.

Analogy (simile)
table 8.7, pe.
Question 2,ii, p.269
Fake encouragement
for new ideasg -
table 8.6, p.255;

Question 2.1, p.254.
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submitted. What happened to it? The Indifference %o
guestion 1s on your card. It was pre- ideas -~ therefore
sumeably read by my boss and perhaps unsupportive

by someone else I don't know. It leaderghip -

came back to me with a remark, “"Seen. table 806, Po 255,
T.Y. (Thank you)", by my boss. That's Question 2.i,p.:n!

all. Nothiég followed. My boss didn't
seem to care to push the ideas abouf
job descriptions and manpower planning.
Yet, he is a great worker with a lot
of influence with the Chief Executive.
He is keen on ideas. I have beén
puzzled that he is yet to pursue

what I said. What is the meaning of
"Seen. 0.Y." Does it mean the ideas
are welcome or what?

I felt like asking him dbut T
don't want to seem to be applying
pressure on him as if I had a personal
benefit, like, making & name for my-
self. There is a limit to which one
can go in taking advantage of good
bosses and good relatigns. It is like
& point which came out of one of our
course exercisezwhen the most liked in
our group once got wild with anger over

-an assuvnmed attack on his person. I have

.
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moved arocund and I have known of
people who suffered a lot for being
very enthusiastic over the need for
changes

Ags T was saying, people have been
expressing the need for new ideas on
the hips only. I shall illustrate.
When UdoJi came, he with his Commission
which cost the Federal Government
millions of naira, recommended the
merging of classes just as Ful?on dig
in the q.K‘, unified salary scales,
Mob&, PM, etc. That was 1972-74 and the
recommendations were accepted. But you
know how long thesge took to get im-
plemented: salaries were quick to be
implemented but not the merging of
classes, etc. PPBS had to be by pre-—
sidential imposition barely two years
ago. Till today, not all have been
put into effect, yet all were
accepted ideas. I can compare the
Udoji thing to my report in a way.
My report has a worse fate in that
it was simply marked with a
nebulous "Seen. T.Y." whereas
Udoji got at least partial implenment-
ation.

® ® & 4 & 0 8 0 8 0 600 & CE & OB C S S PO 08 ST O LSS E O B E OO

Generalization
(Heard of punishment
of others for
innovatise behaviour)
Question 2.1i,p.254;
table 8.7, p. 269
Also dislike of
pain - see

table 8.8, p. 2805

Question 3.i, p.277.

Analogy - failure
elsewhere compared
to anticipated
failure of learning
transfer -

table 8.7, pe 269;

Question 2.ii,p.254.
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People are simply not aware of the Ignorance of
need for certaiﬁ things. I think this using trained
explains why my good boss and ofhers manpower
have not acted. I don't think T would Question 2.1, p.254;
have been any different had I not been table 8.6,p. 255

exposed to your course.
I don't think I have talked for
long but this is o.k. and I would like

to go on to the last card.

(c) PERSONAL CHARACTERISTICS

This card reminds me of the person-—-
ality exercise we did in the course.
It was a simple exe?éise but interest-
ing and difficult to carry out especially
when it came to almitting to one's weak-
nesses. I have since applied it again

to myself.

However, I am a pragmatist, practical. Pragmatic
I don't believe in extremism. People Question 3.1,0.277;
around me know this and one or two table 6.8,p. 279

have remarked so.

If you think I am weak and could not

have my learning accepted, you are Perception of
wrong. I have told you what happened. possible link of
Take interviewing skills as an example. personality and
How do I get together members of the learning transfer
committee to teach them interviewing ‘Question Jeid, 0277

skills for appointments to positions. table 8.9,p. 257
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Such can be done by running an internal
course for them and this is my report....
I am afraid there is nothing to

add here.

LI T



CASE 4

(Subject is from a profit-oriented pare-statal with

wharf-related functions; is a mid~level officer on

Grade Level 9, has no subordinates, and reports to

deput head of personnel unit who is five levels above him.)

(a) THE LI.()ARNING SITUATION

Youf PHC was excellent. If I
had attended it before I went for
Master's, Naster's would have been
eagier for me. Ag it is it came after.
I had a lot of materials from the
course.

Those exercises and group work
helped me to see more quiékly than
books. When a trainer used cigarettes
to demonstrate the difference between
perception and attitude, it was emaz-

-ing and unforgettable and simple. Jith-
in three minutes what took me 1oﬁger
before to think I understood from
lectures and books was clear,

I must confess that initially I
did not like how the trainers were
doing their work. It was all boring
compared to the lecturing I was used
to in the university. I complained
that we were being treated like the

mentally unable. I was also dis-

Recall (to specify
course -

table 8.5, p. 246;
Question.l.iii,p229
Relevance (focussed
diffused)

Question 1.i,0.229;

table 8.1, p. 231

Training techniguecs
as means -~ real
life illustrations
Question 1,ii,p.229

table G.4,p. 244

Non-academic
training techniques
as meansg -

table '8.4., Pe 244

Question l.ii,v.229
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appointed that the course organizers

had not seemed strict in selecting

participants. Several of the par%icip«

ants talked as if they were from
secondary school.

The head of the department running
the course happened to be known to me
and I went to him to state my feelings.
It was the second week. He explained that
I had o appreciate that all particip-
ants did not come from the same back-
grounds and did not have the same
experiences. IPFor the first time the
whole situation was clear. I was myself
being unfair. I had assumed that every-one
held at least a bachelor's degree. He also
reminded me of what was said by the two
trainers who began the programme with A
what they called 'Climate Setting' during
which the differences were arawn between
adult learning and child. From then on,

I really got involved.

In fact, the course became so0
interesting that I wish I had not yet
complained. I began to relate what
was going on to the one-and-a-half-year

experience I had in management.

Recall of event
Question 1.iii,p223

table 8.5,p. 248

Satisfaction (ex-
trinsic) -
$able 8.1, p. 231

Question 1.i,p22?2
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. Among the things I enjoyed was
the friendship with some of the staff.
We are still friends., The same is
true of my relationship with some parti-
cipants though not as many as I would
have liked. Some.did not like me and

I did not like them.
(b) THE ORGANISATICN SITUATICN/CLIFATE

Talking of my experience in
using the course, I must confess that
my work does not cover everything we
did, but some. Therefore some were of
immediate use, for example, when I
tackle trade union matters, I really
dig for information. I sound statf
opinions and feelings so that T may
anticipate better than before likely
viewg of staff side representatives.
Iy boss has remarked on the quality
of work. |

I also work on the basic that
personnel work entails a lot of human
consideration. It has a multiplier
effect. One has to know that a delay
and a decision affect the well-Dbéing
of more than the staff. It affects

their families, dependunts and friends.

Relefence/comparison
with experience; and
Reflection - table 8.5,
P.248, Q.

Satisfaction (intrinsic}
table 8.1, p.231,
Dissatisfaction, Q.1.i,
P.229

Relevance o7
course (to be
discussed under
learning situation)
table 8.1, p.231;
Qel.i, p.229

Micro—~level
philosovhical
ébplication of
learning - with a
vhilosophical touch
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#hen I see how others, many of them,
toy with the job, I remember ASCON and
wish they could be sent there.

As I said the course covered 1oo
much to be entirely appliecd at once.
Many of what I leérnt will continue
to lie inside to be called up whenever
needed. I am confident that I can fit
into any other schedule of duties to
which I may be posted.

I surely submitted a repo?t on
the course. My boss said it was good
and that he will apply certain things
there. The report contains my impression
about content, relevance, and the
approach to training.

Come to think of it, I did not
recommend much for use. I simply
described and praised and critized the
course as too much for too short a time.
Come to think of it, I wish I had tried
to make people see how we could work
better. Not that I would have succeeded
with certainty, but may be I would have.
After all, my seniors pulb me there.

The Chief Lxecutive is a friend and a
father to me. In fact, it did not occur

to me to try.

‘Relevance of course

(to be discussed
under learning
situation)

table 8.1,p.23L

Question 1.1,p229.

Ignorance of

use of trained
manpower

Queétion 2.0,0254;

table 8.6, p. 255
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(¢) PERSONAL CHARACTERISTICS

I am dedicated to my work. I see
myself as intelligent and my lecturers
and bosses know this and say it too.

I behave freely and laugh a lot
most of t%e time. This has given some
people a wrong notion that I am not
.serious'with life. They are wrong and
will see this if they saw my work. My
boss reposes confidence in me and tells
me I have a bright future in the
corporation.

I enjoy the company of my work-
mates and they enjoy mine, but I am
more cautious than pesople think. I
have learnt from the raw deal of co-
workers against people I know.

T would like to stop now if you don't

mind.

Loves work;
intelligent/self
confident -
Question 3.i,1n.277;

table 8.8, p. 280

Generates confidence
Question 3.i, p.
Htable 8.8, p.

Likes people

and liked (generally;
Question 3.1,0.2773

table 8.8,p. 280
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CASE 5

(subject was from a non-profit-oriented para-statal with
a regulatory function ovsr transportation. Was of mid-level
rank, reporting to head of staff development department,

five grades above himj; had no. subordinates).

f

(@) THE IDARNING SITUATION

Taiking about that (MDT) course, Recall, specifying
for a start, I think the venue was course attended
alright; in fact, it was much more Question l.i1i,p2293
congenial and much more quiet .and con- table 8.5,p. 240,
ducive to learning than I pre- Satisfaction
conceived before I came there. So I (intrinsic)
think the location of the place is Question l.i, p,229g
alright. table 8.1, p. 231.

The specific venue ag8iNececesevoss
that is classrooms, I had expected at
that time something much more elabor-

ate then what I saw becsuse for most

of the time actuvally we were about 14 Dissatisfaction
or 15 of us, most of the time in just Question 1.i,p.229;
one classroom except for the few table 8.1, p. 231.

occasions when we went out into syndic-
ate groups. In that classroom, it was
kind of tight and it was classroom -
likessessrather small and I wasg
expecting to see more facilitiesmin

the classroom., It was just a bare
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classroom except for the chairs, so in
that respect, I think my expectations
were not met as far as what 1 expected.
of the facilities in that room to be.

Ag for the content of the course,
there was no doubt about it. Well, in
retrospect, having been to other similar
courses even outside the country, I
think it was Jjust as good as any other
course I have been to. About a year
after that I went to a course .in London
which was supvosed to be a very top
training of trainers course. To say the
truth, there was absolutely little or
no difference in the content of what we
did there and what we did in this sort
of place.

As far as the delivery is con-
cerned, the learning activities, and so
on, the delivery was also o.k. The
other approaches (syndicates and so on),
-the non-classroom activities I thought
could have been more than that. Apart
from the classroom, the other learning
activities we did really was Syﬁdicate
group work. I would have loved to have
seen more of the other kinds of &ethods
of training apart from syndiczte. But

I vnderstood, at that time, that we

illustrated
statements
Comparison (%o
express pre-
ference)

Question 1l.iii, 229

table 8.5, p. 248

Satigfaction
(extrinsic)
Question l.i,n229;
table 8.1, p. 231,
Dissatisfaction
Question 1.i,p.22%;

table 3.1, p. 232.
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were the first to participate on that
course at that venue because the College
has just moved on to that venue. So,
that may be the excuse for that kind of
thing, otherwise I would have loved to
see the other methods of training apart
from instructing and apart from the
syndicate work.

Of course, the delivery of the
course was o.k., I mean. The delivery
was alright; the facilitators were o.k.

I do no? think the facilitators we have

when we g0 overseas on other courses Compearison (to

are better geniuses of any difference - express 'pre-

may be the colour of their skin, that's ference!')

all. Question 1.iii,p229
When T caeme in to that course, I table 8e5,p248.

was a training officer, so, I could not

have gone to a more relevant course. Relevance (focus-—
Well, what I mean actually was that as sed)

a training officer where I worked I was table 8.1, p. 231
responsiovle also, to some extent, for Question 1.i,»n223.

some categories of staff for the identi-
fication of +training needs. I was also

responsible for execution of training as
well as for co-ordinating and administer—
ing training for some other categories...
some very senior members of the staff. So

in that sense, I identified training needs




of planning a training, of effecting it,
and also of administering training to
the different groups of staff in the
organisation. I think the training was

gquite relevant.

(b) THE ORGANISATICNAL SITUATION/CLINATE

Well, when I returned to my crgenis-
ation I did write a feport. It 1s usval,
when you go on a course like that, to
come back and tell them what heppened and
what you thought about the course. I
wrote a report to my immediate boss who
was the head of the departmentv. Frankly
speaking, I cannot tell you, I have no
idea, whether the report was useful. In
other words, as soon as I submitted the
report, as far as I know, that was the end
of it. Nobody called me to question about
it; nobody asked my opinion; nobody con-
sulted me or.said he wanted to implement
or do anything about it. As far as I was
concerned, the whole thing was fihished
ag soon as I passed the report on to my
boss. And that was that!l

Well, I did not think it was wise
for me to pregsurise him or to press him

or to teach him what to do about my report

AT Y7 R 5 o UL A ST Bl U’ oot el S~ B € o e ¥ e e L0 e Tt 10 ]

Indifference to

ideas - unsupvort-

ive leadership

Question 2.1,1.,254;

table 8.6, p. 25
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evssel kept quiet. As far as the
applying of the principles were
concerned, I had to do everything on
my OWIl. By the time you are planning
to get anything done, there is
pressure fbr you to do something

and you have to abandon your plan. In
‘the Tinal analysis, I found it was
tedious and cumbersome. It was easier
to go on doing-a lot of things as before
and there was no favourable comment as
I was.esossl eventually Tfell back into

that old way.

PERSONAL CHARACTEZRISTICS

In the organisation as I said, I
was in the training department and as far
as I think it was not easy in that de-
partment. Let me say that prior to my
entry into the departmenteccessd?d
was a small department; the person who
threw his neme around and threw hig
weight around and the person who was
solely identified with the department
was lthe head of the department, so even
when I came arouand, it was the head of
the department that was the department.
Everything went out in his name. He

alone was projectedeecees.80 I think

Overload
Question 2.1, p.254;
table 8.6, p. 255

Impvlicit denial
that personality
has to do with
learning transfer
failuvre - by
talking of
organization
Question 3.ii, p.277

table 8.9, p. 288,
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even when I came people were just doing
things.....they didn't see you as
though you did matter in that depart-
ment. People thought that anybody that
matters was the head and if they wanted
anything to be done in that department,
it was the head of the department, and
you only came into the picture if he
referred something to you or referred
gsomebody to you = it was only then that
you perceived some legitimate .power or
having some authority. Otherwise every-
thing was with the head of the department;
S0, I.really did not count very muci...all
0f USoee..l do not think we really were
perceived as anything more than small fries
in thet department. In a sense, it was a
one-man show. I don't think that I was
perceived any differently from my other
colleagues. Bubte....I had never had the
self conception that made me perceive my-
self as small, unimportant or nothing.
I did not perceive myself that way and I
realise that people perceived me. To me
I ignored iteecee.In fact I do not think
their perception was accurate. I don't
reckon with it. ‘

Anything that I thought should he
done, I put up my idea.

That was how I perceived myself.

Sees himself as

important in work
place - different-
ly from others

perception

Takes initiative
Question 3.3i,p277;

table 8.8, p. 280
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Of course as much as I can, I went out
to initiate things, despite the tradit-
ion of the department because it was |
only the head who could do, but I went
out to initiate things and of course I

often landed in trouble.

g

Takes initiative

Question 3.1,0277;
table 8.8, p. 280
PUﬂishment for
innovative
behaviour -

table 8.6, p. 255,

Question 2.1,p.254.
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CASE 6

(Subject is from & profit-oriented itravel business/

para~statal; personnel department. Was a mid-level

manager on Grade Level 12, TeSponSible‘tO Chief Ixecutive

as a personal assistant in personnel matters; also

supervising staff to four grzdes below himself).

THE LEARNING SITUATION

It was your 1981 Personnel
Management course I attended and
would like to talk about. Em..it
was a good course and..em..l think
it was{perhaps more advanced than what
I had for my Diploma in Personnel
Management. Very relevant to my work..
you know, I am a personnel man and T
am still so.

T enjoyed the exercises..em..
very useful aid to understanding and
learning more of my work. Em..T
remember one in particular, the
Prisoners! Dilemma..an eye-—opener..it
. revealed what really happens in some
of my organisation's palavers. Some
of the exercisesapart from the Prison-
ers' Dilemma I have incorporatecd
or modified in my booklet on manpower

plaming and development.

Recall

(identifies course)
Q.1l.iii, p.229;

table 3.5, p.248.
Comparison 1o

another course
Qeloiii, pa.229;

table 8.5, p.248.
Relevance - table 8.1
p.231; Q.l.i, p.229,.

Satisfaction (re-—
levance)

table 6.1, p.231,
Question 1l.i, p.229
Training technigues
as means -

Q.l.ii, p.229;
table 8.4, p.244.
Relevance (diffused) -
Qel.i, p.229;

table 8.1, p.231.
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The trouble is that...em...you
know...the exercises and other things
were very nice in the class..outside
difficult to apply.

I enjoyed myself to0...within
two weeks, friends, friends all around
including your facilitatorSe....T
still have communication with some of
ny friends,

You may be aware that I tried %o
be sponsored for another of your courses
related|to personnel..em..training
and development or MDT, you call it. I
was told it was too early: others should
be given a chance. Surely your course
is good, otherwise I would not want to

come again.

(ii) TH: ORGANISATIONAL SITUATION/CLIIATE

sure, I wrote a report highly
commending the course. Em..you see,
the report was photocovied and every
head of department was sent a copy....
No further action on all I said.

They said I am revolutionary.
They want gradual process. I can't

force them I can only recommend. .

Reference to
learning transfer
problem

" Satigfaction

(intrinsic)
Q.L.i, p.239.
table 8.1, p.231.

Satisfaction

(extrinsic/intrinsic)

Qol.i, p.229;
table 8.1, p.231

Unsupportive
leadershio (in-
difference to re-
port) -~ tabls £.6,

P«255; Qe2.1, D254

Tear of discomfort
of change.

Qe2.i, D.254;
table 8.6, p.255.
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Something like manpower planning
~ we don't do it as purposefully as we
saw and did exercises in class. When
I have my own organisation, I will do
it.

Let me tell you something else -
when I pursued the welfare of a certain
staff as seriously as a personnel man
should..em..you know... to show
staff that management is interested, I
was told I was unsurping our doctor's
function. So that's it...one ﬁan
cannot do mwch you know.

I, howevar, use the course a lot
in my lectures to our trainers in our

training school.
(1ii) PERSONAL CHARACT.RISTICS

I am confident in myself; my boss
is confident in me. I relate well with
my peers, boss and others. You can even
sée how people come in with smileS.....
‘Em..this doesn't mean..you Know.....
that I play with pcople a1l the time.
Work first, but goodness and kindness 1o
peonle too.

My boss so likes my work, you know

Perception of own
powerlessness vig-g-
vis organisation

Ilustrative statement
to explain failure -
table 8.7, p.269
Qe2eii, pe.254;

and trouble/threat

for innovative
behaviour -

table 8.6, p.255;
Qe2.1, p.254.

Self-confidence;
Generates others!
confidence in him;
liked by people{
Qe3el, pP.277;
table 8.8, p.281.
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eseele. . .he knows that I love this
job and I do. So he recommended me
for promotion within a year and a
half of my other promotion. He told
me my work quality is higher than my
grade level,

I have no important human relat-
ions troubles with anyone hereeeecsse
That's all.

In case somebody fesls my per-
sonalit? is why my report was not
acted on...em...you see...that is not
S0e..em...remember I said they say
gradual-by-gradual but, my brother, T
don't see any gradual there...it is

the same old way.

Liked by boss;
generates confidence
Question3.i, p.277;

table 6.8, p. 281

Liked by people
Question 3.i, p,277;
table 8.6, p. 287
Perception of
possible link
between personality
and learning
transfer

Question 3.ii, p.277;

table 8.9, p. 288

The following chapter discusses the protocols with

their indexed interpretations.
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CEAPTER 8

ANALYSTS AND DISCUSSION OF .THE PROTOCOLS

INTRODUCTION

Following ‘the tri-partite dimensions - organizational,
learning situation, and personal characteristics - developed
in chapters 2, 3, 4 and 5, the protocols had to be generated
per dimension as. ocbviously noticeable in the preceding
chapter. It follows that the analysis and discussion of the
protocols have to be in three dimensions, in the order in
which they appear in chapter T. It was, however, explained
in éhapter 6 that the dimensions should not be regarded as
strictly independent of one another - some articulations
in a dimension may be relevant to another. Thus if the
organizational dimension reveals something of wvalue to the
personality dimension, the piece of information is taken as

additional to the data on the latter and accordingly discussed.

1. THE LEARNING SITUATION

Tirstly, then, is the learning situation dimension, the
corresponding hypothesis of which gtates:
"Phe transfer of learning will occur if the
training-recipient perceives learning
activities as meeting the principles of

relevance and motivation to learn®.

The guestions associated with this hypothesis, the

answersg to which are to be looked for in the protocols, are
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What is it that a trainee, the would-be.
re«eﬁﬁrant, values in a course? - that

is, the valued ends perceived by the
re—-entrant. The question arises because

if nothing valuable to work is experienced,
the idea of learning transfer woﬁld be out

of place,

Is the training-recipient aware of the means
by which the valued ends have been achieved?
(This question is important because we would
expect a person who claims that he has
valued something to be able to tell us how
that something came about, especially where
the situation, like a learning situation,
is a conscious, purposeful environment of
activities. Thus, if a trainee/re-entrant
tells us that he valued course relevance,
part of his shearing with us the reality of
the consciousness of relevance is his in-
dicating his awareness of the means by

which that end was achieved,)

By what experiential or consciousness
processes does he establish an end as
valueds; and an element, as a means to
that end? (This is a relevant question
because it helps us to avoid a 'prima

facie' acceptance of a person's mere
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assertion that he valued something. If,

for example, & trainee evaluated s course

as of relevance (valued end), and his
articulation of protocols indicated that

he exercised reflection (& process of
experience or consciousness), then the
ability of a course to rouse that reflection
would be a credit o it, thus re-inforcing the
factuality of the valued end, and thus helping
to exculpate the learning situvetion from being

responsible for the non-transfer of learning.

The following examination of the dimension of +the
learning situation and its place in learning transfer problems

follows the pattern of the preceding questions.

(d) THE VALUED ENDS OF COURSES AS PERCIEIVED
BY THE RE-ENTRANTS

A perusal of the index column of the protocols on the
learning situations shows that the following elements

(Table 8.1) comprise the valued ends of courses:




d)

~231-

TABLE 8.1: THE VALUED ENDS OF COURSES

CASE -1

CASE 2

CASE 3

CASE 4

SASE 5

GASE 6

l'relevance

(focussed)

relevance

(diffuse )

knowledge/
skills

insight

Satisfac—
tion
(extrin-
sic)
Satis-
faction
(intrin-
sic)

dissatis-—
faction

negatively
valued

relevance

(focussed)

knowledge/
skills

insight

Satisfac~
tion

(extrin-
sic)
Satig-—
faction
(intrin-
sig)

digssatis—
‘faction

relevance

(focussed)

relevance

(diffusec)

knowledge/
skills

Satigsfac—
tion

(extrin-
sic)
Satig—~
faction
(intrin-

sic)

digsatig-—
faction

relevance

(focussed)

relevance

|
(diffuse.)) !

Satisfac-—
tion

(extrin-—
sic)
Satis—
faction
(intrin-
sic)

(focussed)

Satisfac—
tion

(extrin-
sic)

Gissatis-
faction

I
relevance !relevance

;
‘(focussed)

relevance

(diffuse’.)

knowledge

Satisfac—~
tion.

(extrin-
sic)

(2)(b) RELEVANCE (FOCUSSED AND DITFFUSE)

Pirstly, then, all re-entrants value the element of

relevance perceived in their courses. Relevance ig focussed

when it has to do with applicability to current work. It

is diffuse when not of immediate applicability to current

work bul to a visualised future or elgsewhere oultside thne

on~going work situation.
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Focussed relevance is indicated when the Case 1 re-
entrant describes the course as filling "the gap in
general career preparation because 1t had to do directly
with my work" and providing a "joint disucssion of familiar
problems". The re-entrant's association of relevance not
only with the reality of organizational problems but also
with career development is interesting, for it is a pointer
to an underlying point that if relevance helps in his work,
it could enhance his growth or advancement within his
chosen carser. It would therefore be reasonable to infer
that the course being evaluated by the Case 1 re-entrant
has a transferable value - hence relevance (focussed) <o
current work and career.

The Case 1 re-entrant also indicates diffuse relevance
as a velued end. To illustrate, he evaluates the course
as making for a better appreciation of "administrative
work not within my schedule of duties" and being geared to
the public service operations as a whole. Underlying this
information can be inferred the expectation that those
course aspects which are not of immediate application will
somewhere, some day, be applied or be helpful in some
manner.

In Case 2, only focussed relevance is articulated,
that is, relevance of both course content and course
methods. Unlike in Case 1, to whom relevance is in
terms of course content, in Case 2, it is both content
and methods - a difference arising from the vocational

difference of both. The re-entrant in Case 2 is a trainer
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himsélf; the re-entrant in Case 1 ig a public service
manager. An obvious implication here is that relevance
is also a function of the nature of participants’ professions.,

In Case 3, relevance is again inferradble as both
focussed and diffuse. This is a fact made explicit by the
re-entrant's statement, "I can hardly think of any part of
the course which was not relevant to personnel work which
T do, though some were not of immediste relevance'.

Later, the focussed aspect of relevance is made specific by
his pointing out that there was something worth learning
from the excellent relationships among trainers and

between them and trainees; and that if he had the power,

he would impose what he learnt on his organization. Besides,
manpower planning as 'taught' enables the trainee to find
the shortcomings in the process as practised in his organi-
sation and elsewhere of his work experience.

The trainee in Case 4 articulates focussed and
diffused relevance. TFocussed relevance can be illustrated
with the observation that, though initially not satisfied
with the training methods, the tréinee's negative evalua-
tion gives way to the positive as he begins to appreciate
andragogic approaches and relate learning activities to his
work experience. The diffusedness of relevance is, however,
clear from his perceiving how easy his Master's degree work
would have been had the attended course pre—-cated it. This
is a clear case of a valued end which does not have transfer
value since the transfer location is in the past.ionetheless,

focussed relevance indicates elements transferable to worke

AN i Y,
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As regards the Case 5 trainee, his emphasis is en-
tirely on focussed relevance and he makes one understand
that, as a tréiner himself, he could not have attended g
more relevant course than the particular one he is talking
about. '

With %eSpeot to the trainee in Cage 6, the perceived
relevance is noteable from his relating the attended course
to his peréonnel work. When he reveals that he wished to
undergo another personnel-related course run by the same
institution, it is difficult to attribute this interest to
only intrinsic satisfaction: tHe interest is relevance -
based since, if one remembers that he is a personnel
functionary, he connects the intended second course with
personnel work. It is the relevance of, and trainers'
effectiveness in handling, courses which encourage the
desire for a second institutional experience. This point
is, in fact, made explicit by the re-entrant.

However, there is an indication that relevance is
also diffuse in this case. The immediate work of the
former trainee in his back-home organization is personnel,
not the publiéa ion of a booklet on manpower planning.

He however finds the course attended as containing elements
of value included in the booklet. It is in this sense of
- application to an area outside current work that relevance

mey be referred to as diffuse.

THE ACQUISITICH CF KNOJLEDGI/SKILLS/INSIGHT

In Case 1, knowledge and =kill are impliciflvand
¥ o P 4
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explicitly articulated as valued ends - implicit in that
they are inferrable from the facts of focussed and diffuse
relevance menfioned in the foregoing section. They are
also explicit in that the course is perceived to have
helped awareness of work methods as distinet from
"intuitive# operation. That knowledge with skill is a
yalued end also emerges from the fact that the trainee,
refleotingvon his work, feels like going to re-do what

he had done before. Among the pre-course weaknesses the
trainee becomes aware of as a result of exposure to the
course is his discovery that the application of smooth
hvman relations irrespective of situation does not achieve
desired results. The knowledge valued is, therefore,

that the style of human relations should be contingent on
circumstance. Presumably, this knowledge will influence
his human relations skills.

In Case 2, the value attached to knowledge and skill
is articulated with the trainee's now learning of group
'teaching' methods which he can adopt as a trainer him-
self. The element of knowledge with skill as a valued
end is emphasised with his descrivtion of the methods g4s
"effective beyond doubt". "Changes in voices, switches of
methods", "the flow of input intoAinput“, and participant
involvement at the same time that the trziners are using
the methods -~ all emphasize the valued ends of knowledge
.and skillf '

Case 3 trainee's acquisition of knowiledge and skills
as valued ends is made explicit by his comparing what he

knew before and after the course, Tor example, the import-
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tance of, and how to do, job analysis as well as the need
for a properly done manpower planning. There is, furthermore,
in Case 3, the specific mention of the acquisition of the
knowledge and skills of analysis and interviewing.

As regards Case 4, knowledge (not necessarily with
skills) is shown to be a valued end by implication. The
régret that the course did not pre-~date the trainee's
Master's programme to make that programme easy imnlieg that
the course has had the value of imparted knowledge. |
Though +this knowledge is not necessarily relevant to work
if one should look at it in tgrms of the already completed
Master's degree, it is valued since the trainee later per-
ceives ilts valuable connection with current work.

With reference to Case 5, there is no explicit articul-~
ation of knowledge and skills as valued ends unlegs, by
inference, one considers that the trainee's attachment of
value to relevance embodies knowledge.

Concerning Case 6, knowledge (not necessarily with
skill) is implied as a valued end when the trainec states
that learning activities are “"very useful aid to under-
standing and learning more of my work." Here, as else-
where, knowledge and relevance go together: insight is here
involved in knowledge.

It will be observed that the title of this sub-
gection includes 'insight' (written beside 'knowledge/
skill'). It may sound tautologous to sevarate 'insight!
from 'knowledge' since knowledge may be as thorough and
as involving the understanding of beneath-surface inter-

relationships of aspects of phenomena as to be. referred to
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as in;ight, a term meaning "penetration® and "discernment"
(The University English Dictionary). -

The disoernﬁent of relevance of course to work,
through reflection, implies an aéquisition of knowledge
and insight concerning work. In that case, insight is a
valued end implied in knowledge and common to all the cases.
However, we may also use 'insight' to refer fo discernment
of situations outside a trainee's immediate work, In Case 1,
this insight is a valued end expressed in terms of the
appreciation of the course coverage of "the public service
as a whole" and empathy with victims of negative motiva—
tion (railway men, teachers and nurses). The style of
articulating this insight indicates it as a wvalued end,
there being a touch of bitterness in the expression,
"fat-salaried and fat-allowanced politicians" who seem not
to care about the wofkers' conditions.

In Case 2, 'insight' as 'discernment' comes outbt from
the trainee's discovery that despite the heterogeneous
cultural backgrounds of course particivants, management
problems are common. In the other cases, 'insight' in this
beyond-immediate-work discernment does notl come out so
clearly beside the general association of the concept
(of insight) with relevance, focussed and diffuse’, as

already mentioned.

SATISTACTION/DISSATISFACTION

tSatisfaction' refers to contentment or motivation

derived from being on a course, that is, that which makes
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for continued psychological presence, rather then mere
physical, in the learning situation. It can be extrinsic
and/or intrinsic. Extrinsic aspect pertains to attached

value because of perceived applicability to work situation,

while intrinsic has to do with perceived value of interest

in a course 'per se' akin to Maslow (1954) and Herzberg's

TR LT R

(1959) conéept of work itself being a motivator. Though
extrinsic satisfaction is of more direct relevance %o
learning transfer , intrinsic satisfaction has fto be seen
as valuable since it does play a part in a trainee's per-

ception of those meanings by which he stays on to derive

extrinsic satisfaction.

s lah

Vi

In Case 1, the trainee's description of the course
with such words as ‘magic’', 'fantastic', ‘'commend' and

texcitement' suggeststhe valued end of satisfaction with

BT TYREASY (%

the contents and processes of learning, related to trans-

ferability of learning to the work situation or the gene- g
ration of empathy with worksrs elsewhere. Extrinsic %
rather than intrinsic value of satisfaction is, however, %
4

the emphasis underlying Case 1. %
Case 2 contains both aspects of satisfaction. Z

f

Specifically, the articulations, "it was thrilling to be

. 3

in it (the course)" and "the course (was) very related to

my work", indicate explicitly extrinsic value. Yet, there #

is something about the adjective, 'thrilling', which also

suggests intrinsic worth. The adjective is immediately
succeeded by the statement that particioents converged fronm

various parts of the world and, thus, from heterogeneous

K
R
1
4



cultbural environments. Anxiety is therefore experienced
before the atmosphere of learning settles. The intrinsic
sotisfaction that is embedded in 'thrilling' lies in a
sort of dialectic process - thesis (thrilling) vPlends
with anti-thesis (anxiety, discomfort) to yield intrinsic
satisfaotﬁﬁn (synthesis). At first sight, this dialectic
process may seem of no value to the question of learning
transfer.‘On second thought, it is wvaluable since, as
earlier stated, intrinsic value helps extrinsic as the
desire to stay on to reap the extrinsic value is energised
by the intrinsic.

In Case 3, extrinsic satisfaction is implied in the
perceived relevance of the course to work, as well as the
valued ends of knowliedge and insight. It is explicit in
the trainee's articulation, "There was nothing I needed
which they did not attend to, including comfort." The
intrinsic satisfaction derives from the course particip-
ation itself as may be noted from contentment indicated
. in the refercence to participants and trainers by their
first and nick-names. However, both types oi satisfaction
are inseparable because the trainee points out that there
was somebthing useful to learn from the very interactions
of people. So satisfying is experience that the trainee
loses awareness of passing time.

Extrinsic satisfaction as regards Case 4 is implied
in the perception of relevance of course to work. In-
trinsic is more explicit from tﬁé traineets reference to
enjoying friendship during tho course.

The Case Y trainee has extrinsic satisfaction only
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as we find that he sees every learning event with the eye-
glasses of a trainer which he is. "When I came on fhat
course, I was a training officer. I could not have gone
for a mdre relevant course." An essence of his presence is
to compare the course to others of his experience and evalu-
ate which satisfies him in terms of relevance to hisg
professional work. Relevance is where his satisfection lies.

Case 6 trainee displays both extrinsic and intrinsic
satisfaction in explicit terms. When he says that he enjoyed
the course exercises, it is in relation to his work (extrinsic).
When he says that he enjoyed "friends, friends all around,
including facilitators....I still communicate with some of
my friends", it is intrinsic satisfaction as a velued end,
since'while this.factor helps psychological presence in
the learning situation, it does not by itself relate directly to
learning transfer.

There is, however, the other side of satisfaction,
that is, dissatisfaction - this time, as a negabively wvalued
end which, by its nature,if it had predominated in the
learning situations could have deétracted from the perception
of transferable value of courses. Dissatisfaction can quickly

be illustrated with the following examples (Table 8.2):
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TABLE 8.2 : ILLUSTRATION OF NEGATIVELY VALUED ENDS OF COURSE

CASE - EXANPLES OF DISSATISFACTION
1 { Some lectures are not sound enough; time-table
congested,

2 Being placed in a project group not of total relevence
to own work; the presence of a deviant embarrassing

Nigerians.

3 Congested time-table (six weeks for what should take
 v1onger).

4 f Initial dissatisfaction with andragogic training
methods (and participant mix) . |

5 Honotony of training methods (instruction and

syndicate group; pedagogic classroom arrangement).

6 E(No dissatisfaction indicated).

Although the method used in this study differs from the
methods (positivist) of earlier gtudies, with the exception of
Bﬁrgoyne (1974, op.cit.), the valued ends articulated by the
"six re-entrants essentially tally with findings in those
earlier studies. In relating those studies to the present one,
one has to note that it is reasonable to interpret satisfaction,

knowledge/skills/insight, and relevance as inter-related.

This point will be clear if it is agreed that all of them do
constitute the motivation to learn in order Lo obtain the

transferable. Desides, relevance and satisfaction or motivation
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can ‘be said to embrace the valued endg of knowledge,
skills and insight. ‘

To emphasize the similarities between earlier studies
and this one as regards what course participants value
about courses, two examples of such studies in the same
general theme of management training and development are
placed side by side with this study - Table 8.,3. The
apparent differences among the findings are mainly in
semantic specifics.

As already pointed out, all the valued ends revolve
around ‘relevance' and motivation'. However, the question
is, "Is a trainee/re-entrant aware of the means by which
these valued ends have been achieved? This gquestion has
been étated, eariier on, as important because 2 claim
to valued ends can be a mere assertion unless, inter
alia, it is demonstrated that the claim-articulator
is aware of the‘means to those ends, particularly in a
gituation of conscious and purposeful activities, such

as learning.
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TABLE 8.3 : A COMPARISON OF VALUED ENDS IN EARLIER STUDIES
AND THIS STUDY

Baumgartel, Sullivan and . -
Dunn (1978, op.cit.) Burgoyne (1974) This study

Programme not too diffi- satisfaction satisfaction
cult for participants to (extrinsic eand (extrinsic and
follow: well organised intrinsic) intrinsic)

Learned specific techni-
gques of value to present

skills skills;
jobs useful inter-personal relevance
and social relations skills
Gained improved decision- ability to take knowledge/
making and problem-—solv- overall view of skills/insight
ing; gained more analy- problems; gene-
tical and logical way of ral reasoning _
viewing |work problems; and problem-— !
received help in solving solving ability
specific management pro-
blems faced at bthe time
Gained a helpful new knowledge (such
approach or philosophy as empathy with

others' plight
as regards vic-
tims of motiv~

ation)
Emphasis on areas of useful work, relevance
great practical wvalue carser and per- generally
soncl develop- (case 1 re-
ment; helped fers also to
aspirations . relevance of
and career fit course to

career)
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ENDS OF CCURSES

AWARENESS OF THE NMEANS FOR ACHIEVING THE VALUED

From the protocols desling with the learning situations,

we have ample evidence of re-entrants' awareness of the

means for

Table 8.4

.

TABLE 8.4 :

achieving their articulated valued ends.

is built from those means-associated protocols.

MEANS FOR ACHIEVING VALUED ENDS OF CQOURSES

CASE 1L CASE 2 CASE 3 &ASL 4 CASE 5 [CASE 6
Training Training Train- Real Train- Train-—-
techni- y techni- ing - life ing ing
ques ’ ques - techni- illus-— techni- | tech-
~experient- experient— fques - ex— ! trations{ques - niques
ial/andrag- 1 ial Jandrag~!periential instruct- experi-
ogic - indiv-~ ogic j-trainé andragogic Non- ion - ential
idual projects;i ee -~ chosenfunassuming | academic| group exer-
-group pro- gprojects;— behaviour methods | method cises
jects 3~ invol- | group pro- | of train-
vemnent of jects;- ers:
learners in trainers' | group pro-
learning ' aroup | jects;
activities é teaching feedback
~real life { method to confirm
illustrations | correct

% behaviour | i

1

In case 1, the trainee so appreciates that the various

treining methods or techniques help the attainment of valued

ends that he compares his earlier experienced 'acadenmic’

and pedagogic techniques te those of adults used in the

course he has attended, and urges academics to adapt or adops

the latter for greater effectiveness than before.
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Concerning Case 2, there is aiso a link between an-
dragogic methods and the valued ends of course. A uﬁique
articulation of the trainee in this case is the information
that projects are chosen by trainees rather than by trainers
(as normally the practice in pedagogic situvations). Even
when over-subscription compels him to belong to a project
group which he had not considered relevant to his professional
iine, he soon perceives its relevance to an applicable ex-
tent. Thus, valued insight that financial management does
not significantly differ from other managements is attri-
buted to participation in an initially unwanted project group..

As a trainer, moreover, the Case 2 trainee values not
only the relevant content of learning but also the processes
of training. He tells us explicitly that one of the means of
achieving these valued ends is group teaching methods.

Case 3 reveals two additional instrumentzalities of
valued ends - the “"unassuming pose" of trainers and feed-
back by which the 'correct' responses (likely to he
transferred) are made known to the trainee.

Case 4 trainee discloses the connection between his
valued end of relevance and the tfainers' use of real life
illustrations (cigarettes) to illuminate concepts. Although
the Cése 5 re-entrant complains of the monotony of training
methods (instruction and syndicate group), he perceives
that these methods are 'o.k.' for the achievement of the
valued ends of relevance and satisfaction. Finaily, in Case 6,
understahding/knowledge and relevence are all related o

course exercises as a means for achieving them.




~PAH~

In all cases, there iz no doubt about the trainecs!
awareness that whatever is valued in terms of learning
transferability is a function of mainly training technigues
or methods. Even the mere participatioﬁ in courses, that is,
participant involvement in learning activities, is experienced
as instrumental to at least the intrinsic aspect of satis-
faction which helps trainees' psychological presence to
apprecigte valued ends.

The perception and relation of valued ends to means is
an issue of the establishment of causal relations. Copi
(196.1) has explained that without the determination of
causal relatione, it is doubtfﬁl if man would be able to
know what happens to him and his environment in order to
become a master of it and of himself. It is a basic axiom
in the study of phenomena that events, valued ends, or
effects do not just happen but occur only under '‘necessary’
and 'sufficient! conditions.

Copi (ibid) fFfurther explains that there is, however,

a difference between 'necessary' and 'sufficient' conditions.

A necessary condition for an event to occur is the circuamstance
in the absence of which it cannot manifest. Oxygen has to

be present for combustion to take place, but, though a
.necessary condition, it is not a sufficisnt one. The suffiéient
condition is the high temperature appliea to the combustible
phenomenon in the presence of oxygine.

In the context of establishing transfer-related valued
ends of a course, the course content may be regerded as a
necessary condition for ends to be perceived as manifest;

training methods may be regarded as a sufficient condition.
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In other words, and where we are dealing with adults who
have, presumably, cone to learn, no matter how sound a
course content may be, the 'transmital' method is still
a 'must' for the valued ends to be appreciated. From the
analysis of protocols, it is safe to state that both
necessary and sufficient conditions have been met. Therefore,
left to the learning situation, as so far acceptable, the
transfer of learning to the work place should ve expected.
However, the re-entrants' establishment of cause—effect
relations is interesting from another relevant angle - that
of indicating how scientific the layman can be and, therefore,
how his articulated experiences may be relied on ag a descript-
ion of reality. Indeed, one of the principles of a phenomen-
ology~based analysis is that the layman can be as much a
scientist as the sciéntist, and vice versa (Bannister and
Pransella, 1980). "It is the business of the scientist to
search for causes...genuine scientific knowledge is always
a knowledge of causes" (Kneale, 1949, p.47). The re—entrants
have, precisely, been demonsitrated to achieve this.
While the foregoing discussion helps one to begin to
decide whether the failure to transfer leerning lies in
the learning situation, it is still necessery to answer
the third question posed early in this dimension, that is
"By what experiential and consciocusness processesg does a
trainee/re—entrant establish an end as valued, and an element
as a means to the end?" It was argued that the relevence and
importance of this question is that it helps one to avoid a
'prima facie' acceptance of mere assertions. It is a

question that helps to deepen analysis to the root level of
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behaviour, using articulated evaluations of a course.

(1ii) THE EXPERISNTIAL PROCRSSES OF ESTARLISHING VALUED
ERDS AND CAUSALITY BETWEEN IIBANS AND ENDS

The protocolé on the dimension of the learning situation
réveal evidence of the re-entrants' proéesses of experience
or consciousness foi1 recognising the valued ends of courses
~as well as establishing means - ends relationships. From the
articulations of the protocols and indexed interpretations,

Tavle 8.5 has been constructed.

TABLE. 8.5 : EXPERIENTIAL/CONSCICUSNESS PROCESSES OF
RLCOGVIQING VALUED ENDS AND MBANS-ENDS
RELATTONBHIPS

|

{CASE 4 CASE

CASE 1 §CAs« 2 EASL 3 CASE 6

!

-
recalling irecalling {recalling recalling irecalling |recalling
g

pea

|

{ .
reflecting reflecting;ireflecting|reflecting reflectingreflecting

comparing ?comparing comparing | comparing |comparing

l

generaliSm‘generalis~
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RECALLING

'Recall' is “the form of remembering in which the subject
demonstrates retention by repeating what was earlier lesrnt"
or experienced (Hilgard, 1962, p.630). It involves a mental
looking back throusgh, so to say, the door of memory which is

according to de Bono (1969, p.41), "what is left behind when
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something habpens." When a memory is powerful, "it requires
no effort of interpretation at all. This is because the
memory actually recreates the event which caused itn (de Bono,
ibide, pe4d2).

A stimulus, such as the researcher's qugstion that a
former traﬁnee should 'think aloud' of a course he attended,
serves as a trigger or an opener of-the door of memory store.
Since memory may retain a anumber of courses and the stimulus
requires responscs pertaining to only & course, the re-
spondent has to carry out a scanning to identify or specify
the particular course of his infarest and experience. In
other words, there is a selective process in cases of more
than one course. The stimulating guestion, the surveying
of memory store, and the identification, specification and
selection of a course for articula%ion have the effect of
pinning down the respondent to particularities.

At first sight, giving space here 1o 'recalling!' may
seem out of place since recalling does not seem to offer
data related to learning transfer problem. It seems more
relevant to a stbtudy of 'consciousness' or 'experience!
as a subject 'per se'. If, however, one considers that
recell with its sub-processes pins down the articulsator
to a specific event, the relevance of considering 'recall!
here becomes clear since a concentration on a selected
specific would tend to assure us that the person involved
-in an experience knows what he is.talking about - the
reality of his consciousness - and wishes his listener
to know of 1t too. In that case, recall of specifics is

a re-entrant's response of telling us, "The particular cource
9 P
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T am talking about was real and what T am telling you
about it is real." Not only are a1l the protocols -
dependent on recall but also their very beginnings
achieve the specificity which is important to scientists.
Fach set of protocols begins with "The course I wish to

talk abou? i8eseso"(0r expressions of identical meaning) .

REFLECTiNG

By this process of consciousness or experience, attention
is turned to lived experiences and "the experiences are
apprehended, distinguished, brought into relief...marked
out from one another" (Schutz, 1972, p.%l). There is protocol
evidence that this process was taking place while learning
activities were being experienced - that is, imaging the
work situation and perceiving it in the light of on-going
activities and ideas generated in the learning situation.
Tn Case 1, the trainee says, "I was thinking of my work,
my workmates and the public service as a whole..." He also
feels like going to redo what he_did wrongly. In Case 3,
the trainee, reflecting on his work, finds that group
teaching methods are adoptable or adaptable to his perform-
ance needs., The Case 3 re-entrant states, "I can hardly
think of any part of the course which was not relevant
to the personnel work which I do..." As regards Case 4,
the re-entrant confesses, "I began to relate what was
going on to my one-and-a-half-year management experience.!
These eﬁamples are enouzh and sﬁow that the courses

satisfied Dinsted and Stuart's (1979, cp.cit.) principle

/




of bringing the work situation to the learning situation
to design reality into programmes.

Perhaps wifhout the reflective process, the transfer of
learning would be impossible fof, how would it be possible

if there is no reflection to determine areas of applicability?

COMPARING

The process of comparing involves the juxbaposition
of evaluable objectse. Therefore, the just-discussed ‘reflecting!
is iteself a comparative activity - between current experience
(course) and past (work situation). Comparing however has

other functions in the articulations, for example,

(a) comparing a course to another course to make
a preferential choice, for example, the case
L rewentragt prefers the andragogy of his
course to the pedagogy of other courses of
his experience; the Case 2 re-entrant
prefers the methods of the course he is
evaluating to those of an earlier course he
had attended; in Case 5, comparison of
local and foreign courseé yields no choice
other than to assess local courses as '0.k.!

in transfer value;

(b) differentiation between pre-course and post~-
course state of knowledge/skills/insight.
This activity is akin to experimental
groun treatment compared to & control

group, the difference being attributed to




e LT

the experinmental treatment. Burgoyne

(1974, op.cit.) brings out this point

in his analysis and discussion of the
- Judgement processes in students' evalua-
tions of management programmes. Exemples

a?e the new levels of understanding human
delations and of insight into othef
employees' motivation crisis (Case 1)

and the better appreciation of job descript-

ion and manpower planning (Case 3);

(c) telescoping the work situation %o the learning
sitvation or vice versa, such as when, in Case
l, the trainee says that he was thinking of
his work, workmates and the public service as
a whole. The close comnection between reflecting
and comparing is such that the earlier examples
given of the former can go for the latter. As in
the former, we can also étate that perhaps without
the process of comparing, the manager may have
nothing to take home. This is because as
de Bono (1969, op.cit.) has explained, learning
involves retention without which apvlication

is unlikely.

GENERALISING

To emphasise thé value he perceives in hisg course,
the Case 2 re-entrant concludes "Therefore 21l such courses
should be encouraged." 'Generalisation' is an inductive

process involving quantification, such as, the use of
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rgll' to conclude arguments from premises. Generalisation,
according to Cohen and Nagel (1934, op.cit., p.277),
is the essence of inductive reasoning, "the passage from
a statement true of particular instances to those true
of all possible insbances in a certain class". Copi (1961,
P.361) st%tes the same idea about 'generalisation' when
he says tﬁat "the method of arriving at general or universal
propositions from the particular fécts of experience is
called 'inductive generalisabion.' *

Beside the Case 2 generalisation referred to already,
Case 3 presents another example. "The more people attend
the course, the better." Undeflying the two cases of
generalisation is the impressiveness and impactl of courses
in terms of valued ends and the means for their being
attained.

In all the cases, the experiential processes of recalling,
reflecting, comparing and generalising clearly add weight
to all the data to be comsidered in a conclusion as regards
whether or not learning trensfor problem is rooted in
learning situvations. That conclusion is +that the vroblem lies
elsewhere, fqr, all the re-entrants agree that their courses
had transferable elements. It is, then, logical to vrocesd
to look at the remaining two dimensions of protocols, beginning

with organisational climate or situation.

2 THE ORGANISATIONAL SITUATION OR CLIMATE

In connection with this diménsion, the related hypothesis

has to be recalled,that
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'The transfer of learning will occur if a
re-entrant positively perceives and assegsses
those factors which, to him, constitute his

organisation's climate.!

The same hypothesis may be conversely stated to the same

effect if 'not' is inserted before 'occur', and if ‘positively"
is replaced with 'negatively'. The hypothesis helps the rais-—
ing of two questions to be answered from the intervretations

of the related protocols -

2 (1) Wwhat climatic characteristics are attributed

by the re-entrant to his organisation?

2 (ii) how does he establish causal relations between
his perceived climaté s and his failure to

transfer learning?

(i) PERCEIVED CLIMATIC CHARACTIRISTICS

The index column of the protocols helps in the
construction of Table 8.6 to indicate the organisational
factors which re-entrants perceive and experience as

dampening learning transfer effort.
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TABLE 8.6 : PERCEIViED ORGANISATIONAL INHIBITORS OF
LEARNING TRANSPFER

CASE 1 CASE 2 CASE 3 CASE 4 CASE 9 CASE 6
Posting
outside
Agency
from
which
course
was
attended
Taking
over from
an unmann-
ed table i
Overload ) Overload :
Unsuppoxrt- | Unsupport-|TFake - tindiffer- Unsupport- ;
ive leader~ ive staff {encour- ence to ive leader~
ship and agenent report on lshiv (in ]
staff | of innov- course difference i
! ative be- to report) |
i haviour ;
. H i
Lmphasis on ‘Defensive | Punish- Punishment
threat, obed- behaviour % ment for for innov-
ience and of re- innovat- ative be-
conformity entrant ive be- haviour
; (perhaps due haviour (threat
i to implicit defensive | implied)
: threat  ness
: perceived) (therefore
: threat) ! ]
Fear of ' Tear of
discomfort . discomfort
likely fron likely
applied ~ from appl=
new ideas | ied new
% ideas
. i
Ignorance/ | Ignorance/ {Ignor— Nobody
unaware - unaware - ance seems to
ness of the ness of unaware—-expecy
need to use the need ness change
ideasg from - tto use of the after a
trained ideas from ‘need course
personnel trained ‘t0 use
personnel jideas
from
trained
person-
nel
'
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(a) POSTING OULSIDE THE AGENCY FROM WHICH COURSE WAS ATT.ANDED:

Since the re-entrant (Case 1) wented the vosting to an ’
agency other than that from which he set out for his course,
and since he made effort to transfer learning to where he
was posted, this factor cannot be said +o ha&e been a serious
stumbling bleck. It can, nevertheless, be discussed as a
matter of possible interest in learning transfer. It is
of interest because one could consider that the re-entrant's
tale of woe might have been different had he returned to his
original organisation.

Thelpost~laave and post-training posting of public
servants is not unusual in the civil services of Nigeria.

It, however, entails working with unfamiliar people beside
the chance meeting of previously known colleagues, as it
happened in the re-entrant's case. In the circumstbance,

acclimatisation time may be necessary before learning

transfer could be attemvted. Time may also be necessary
for the older staff to get familiar with the new member.
Tdeally, time should not be all that relevant since, ideally
people shouvld be mature enough to absorb new members. Bion
(1961, P.25) mentions "“the capacity to absorb new members"
as a quality of healthy groups.

This reference to the capacity to absorb new membhers
is important since the re-entrant, despite his desire o
80 to the particular agency, would not have been posted
there had the agency not asked for staff to be sent to
it. Posting is always preceded by a request. Therefore, the

subsequent presence of the re-entrant in the agency of his




posting can be described asg a matter of mutual need.

There is no doubt that the policy and practice of
postings‘in Nigeria has been known to create certain men-
power problems, for example, a person who may feel motivated
where he is may be forced out to where his expertise is
claimed to be needed. Refusal of posting is punishable
with dismissal. Another disadventage of postings is said
to be that people may not mature on what they are doing
before they are sent elsewhere. These are some of the
grounds of the 'Udoji! Commission (1974} and Adebayo's
(1981) %ritioism of the practice. To these criticisms should
be added that, whether the initiative for posting comes
from en officer or the exigencies of service, the practice
prevents a re-entrant from applying learning in the very
organisation from which he was sponsored for a course.

This is not to say that the re-entran’ is no longer
a re~entrant. In the Nigerian context, the civil service
of any state or of the federal level is seen as one 1argé
'system' in the 'sub-systems' of which certain civil
servants may be rotated. Therefore the concept of 're-
gntry‘ is seen in terms of either the return to a pre-
treining agency or any other considered appropriate by the
authorities.

However, and as has been stated, posting is here
discussed as an issue of possible interest in learning
transfer. It did not constitute a’problem to the Case 1
re~entrant, among other reasons, because his personnel work
in the agency was related to his training . Besides, even

if he had belonged to the agency prior %o his course,




he would still not have found learning transfer easy.
This, as we shall see, is because to old and new gstaff,
the particular work environment was essentially the same -

antagonism toward innovative behaviour.

(b) TAKING OVER FROM AN UNMANNLD TABLE

This factor refers to the re—entrant's (Case 1)
not meeting his predecessor in person, who might have
put him through the operational style of the organisation.
Although the re-entrant, according to him, still 'bubbled!’
with enthusiasm to transfer learning,and does not verceive
a problem in taking over from an wmanned table 'per sefi,
one oogld still, as in the case of posting, discuss the
factor by way of general interest. The interest arises
from the fact that it meant that more time would be recuired
to master the specifics of the schedule of duties instead
of embarking on immediate suggesting of new ideas from
the learning situation. Secondly, taking over from an un-
manned table underlines a factor which emerges later -
the factor of unsupportive leaderéhip and staff, for,
one would expect that in the absence of a predecessor,
the Chief Executive and/or other older staff ought to

have helped the re-entrant.

(¢) OViRLOAD
This factor refers to having so much work that time
cannot be reasonably allocated to learning transfer efforte.

It occurs in cases 1 and 5. If one goes by the Case 1 re-
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entrant's articulation that he continued to 'bubble' with
new ideas and, in fact, he diad proceed to submit his ideas,
one cbuld say that this factor is not a serious hingrance
to Case 1's transfer effort. In Case 5, however, it is
one ol the serious inhibitors experienced. "By the fime
you are plenning to get anything done, there.is pressure
for you to do something and you have to abandon your plan.®
It has been demonstrated in researches that overload
problem arises because an ihdividual, as an information

processor, has a limit to which he can process and use

data. Too much information could make its recipient prioritise

work, deﬁegating some, postponing or pushing aside other
aspects. In the circumstance, the transfer of learning mey
assume a lesser importance than other behaviours directed

at satisfying the pressures Ffrom above (Katz and Kahn, 196G6).
fleiss, Huczynski and Lewis (1980) have also Found that over-
load is among the top 4 variables of 37 to which 48 respond-

ents reacted in a study of learning transfer-restrainers.

(d) UNSUPPORTIVE LEADERSHIP AND STAFP; INDIFFERENCE TO
RLPORTS ON COURSES; PFAKE ZCOQURAGINGNT O INNOVATIV:
BEHAVIQOUR

The idea here is that learning transfer fails 4o ocecur

if a re-entrant perceives or experiences that formal leaders

and co-workers do not support him. In Case 1, unsupportiveness

menifests in the Chief Executive's dressing down the re-
entrant for submitting ideas which depart from established

and more comfortable practices. There is also the mutual
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suspicion among staff. In Caszse 2, wunsupportive staff

is exemplified by the refusal of a.'significant oTher!

(an expert in the field of the new idea) to work on the
learning-imported idea. In Case 3, the re-entrant perceives
that the organisational suthorities pey mere lip service g
innovative behaviour. In Cases 4 and 6, the re-entrants
receive no feedback on, but indifference to,'the reports
they submitted on their courses.

As fegards the perception of fake encouragement of
innovative behaviour, it is the same as what Gibb, 1964(v),
has referred to as 'strategy' in organisational pseudo-
democratic practice. It is that an organisational leader

I

may make' up his mind about the solution to a problem but
invites subordinates to an apparently democratic discussicn.
He merely cancels out each contributor's ideas, manipulating
views toward his. Once subordirates discover the fakeness
of participativeness, especially when it is found to be a
consistent pattern of leadership behaviour, their own re-
action is a sneering or light-hearted treatment of particin-
ation in problem-solving. Gibb. (ibid) has demonstrated thet
strategy or pseudo-democracy also encouvrages defensive
communication beside stiffling creative behaviour (of whick
learning transfer is an aspect).

Leadership indifference is as effective as pseudo-
democracy in not being helpful 1o the transfer of learning.
It is synonymous with a lack of meaningful and dynamic
commitment to training, a commitmgnt which is not to bhe
displayed by only sending staff on courses but also by

actively seeking their application of, and diffusing, the
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fruits of learning on re-entry. Knowles (1970) lists
commitment among the elements which promote the actualisation

of the benefits of learning.

(e) EMPHASIS ON THREAT, OBEDIENCE AND CONFORLITY.
CPUNISHKENT FOR INKOVATIV.E BiHAVIGUR)

t is particularly in Case 1 that threat and the demand
for obedience and conformity are shown to be destructive to
learning transfer. ihen the Chairman warns the re~entrant
not to take advantage of coming from bthe same area as the
Chief Executive, the language dommunicating the 'messasge!
not only has a ring of threat but also belrays social
insensitivity (not caring about the feelings of the re-
entrant). Threat is also loaded into the pervasive fault-—
finding behaviours of.the Chief Executive and a Commissioner.

Naturally interwoven with threat in that particular
organisation is the demand for obedience. The re-entrant
is advised by a co-subordinate, "Just do your work as
they want and you are o.k." The same stress on obedience
and conformity underlies the Chief Executive's avoiding
to draw the Chairmen's (his superior's) attention to
decision errors. He refers to him as "the owner" of the
organisation, whose "word is law". If a public service
organisation could thus become a property of a private
individual employed to serve like others, there is no doubt
about the cultic extent to which conformity and obedience
are carried to surround a personality.

In Case 3, the articulation of expérience does not

provide a direct evidence of emphasis on threat, conformity
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and obedience. The available evidence may be regarded as
circumstantial or implicit, for, we note the re-entrant's
defensive avoidance of exerting some pressure on his boss
to help to bring about an active consideration of the
report he wrote and submitted on the course he returned
from. Defensiveness is always founded on the consciousness
of there being a threat factor at least to some exmtent.

In fact, the re-entrant does téll us of not wishing to
suffer like persons who elsewhere had suffered for pressing
for organisational changes.

In Case 5, defensiveness has a clearer assoclation
than in Case 3. Pirstly, the obedience-demanding and
initiative—-crushing cult of personality witnessed in Case 1
shows itself in Cése 5 though not with the same devastating
impact. The devartmental head is described as the be-all-tnd-
end~all, with the 'small fries' (subordinates) only coming into
issues when asked to. Secondly, we hear from the re-entrant at
the tail-end of his artioulation that he often ran into trouble
for acting outside the norms of the departmental head.

In Case 6, there is also an évidence that conformity is
expected. The re-entrant discloses thal his ideas are per-
ceived by his superiors as revolutionary. He is further
scolded for enthusiasm over staff welfare beyond normal
practice. However, in terms of bthe inhibitive effects of
auwthoritarian demands, the case 6 re-entrant is placed
better than the otherss he discloses that he ié appreciated
by his boss for hard and high-quality verformance.

An'environment which a person perceives as beyond his

ability to control cannot, according to expectancy theory of
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motivation (Vroom, 1964; and Porter and Lawler, 1968)
be performance-éncouraging even where the potential
performer experiences an attraction toward performance.
Such environments may be described as characterised. by
the principles underlying McGregor's (1960 ) Theory X -
that man is lazy, uvnself-disciplined, and requires policing
to perform. Whe:e these principles are indiscriminately
applied, particularly those workers, who can perform without
being compelled or being constantly made to know that they
are subordinates, may be alienated. The Case 1 re-entrant,
enthusiastic about innovative behaviour and liking extrinsic
recognition for performance, is clearly not the type to
whom a discerning leadership should apply Theory X view
of maﬁ. Therefore there is a leadership failure to diagnose
individual situstion' in order to apply principles on
contingency or situational bhasis, as Schein (1970) suggests.
The setting in which conformity, obsdience and threat
are pervasive, thousgh a business organisation, indicates
the repressive features which Etzioni (1961) uses to typify
corrective institutions, like, asylums and concentration
camps as 'coercive-alienative'. These features are really.
Theory X and mechanistic features in licGregor's (1960, op.cit.)
and Burns and Stalker's (1961) studies. Their being verceived
and experienced by organisational members as prevalent would
be certain to alienate them rather then integrate them with
the work organisation as Argyris (1964) demonstrates.
To describe one of the charécteristics of alienation,
one may borrow from March and Simon (1958) their term,

'gatisficing' - in this case doing just enough’ to get by.
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Thus, the re-entrant in Case 1 is admonished by a co-worker,
"Just do as you are told and you are o.k.". Initiative is
thereby being killed since satisficing would preclude the
transfer of learning: it is safer not to take risks which
may be involved in trying new ideas. Satisficing may also
partly account for the mere gubmissions of course reports
without further re-entrant effort to have action taken on
recommendations of new ideas - as in Cases 3, 5 and 6.
Another characlteristic of coercive-alienative environ-—
ments is that, depending on the versonalities involved,
subordinates' behaviours may follow any or a combination
of overtly manifested frustration, for example, fixation,
pairing, dependency, fight/flight or aggressiveness/with-
drawal (Bion, 1961, ope.cit.; J.4.0.. Brown, 1954). In Case 3,
the re-entrant does not try learning transfer beyond sub-
mitting a report on his course partly because he knows of
persons who suffered for their innovative behaviour. In (Case
2, the re-entrant says he did not consider it his plsce to
pressurise his boss. iater, he informs us that he ran into
trouble for performing outside established mode., The Case 6
re-entrant also does virtually nothing beside a display of
enthusiasm over staff welfare for which he is scolded.
These 'do nothing' behaviours may be indications of flight.
In Case 1, behaviour, rather than be directed further
at learning transfer, manifests as aggressiveness (referring
in this case, to hostility): loss of resvect for the leader-—
ship, for exumple, banging the bess' door as he leaves for
where he is 'banished'; loss of respect for colleagues;

keeping records of questionable decisions with which to




embarass the leadership if any occasion arose for using
such records.

These hostile behaviours, which are really coping
mechanisms in frustration, in turn achieve further punish-
ments for the re-entrant, in the forms of loss of pfomotion
and loss of sound health (hypér ~tension). Thus a vicious

{
cycle of dause - effect develops between him and the suthorities.

The health (hyper-~tension) préblem, attrivbuted to raw deals
for innovative effort, indicates an intense anxielty generated
in the re-entrant. To explain the vossible effects of such
emotional intensity, Sperling (1982, pp.219-220) differentiates
shades of anxiety. Normal fear nig a response to threatening
stimuli in the immediate present" while "neurotic fear is
called anxiety.... Anxiety can be mild or intense, and occasional
or continuwous."It is intensily combined with continuousness
which nay make anxiety menifest as a health pmblem. High blood
pressure indicates that the re-entrant has been through intense
anxiety which, according to Vernon (1969), arises from frust-
ration which agsressiveness, hostility or fight may reflect.

A final note on the climate of threat - the point that
particularly in Case 1 does one find colleagues without mutual
support in an.‘impOSSible' atmosphere. The re-—entrant, though
new in the agency, is left unaided in getting to grips with
operational specifics: he is, accérding to him, misied by an
acquaintance into a shallow memorandum submission. There is
no evidence of g direct relationship between staff unsuvport-—
iveness and negative climate until we are told by the re-
entrant that he himself later learnt that his colleagues

feared that, if they had given him unpalatable information
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about the work situation, he might 'back-bite'., Thus,
minimal communication and distrust are shown here to
characterise alienative-coercive type of climate (G. Lippit,
1969) . They also help the stifling of innovative or creative
behaviour (Gibb, 1964(a); Argyris, 1973). This statement has
to be emphasised when it is reﬁembered that mutual support
and warmthy expressed through helpful communication or
interaction, have been shown to helé innovativeness (Litwin

and Stringer, 1968).

(.,f) FEAR OF DISCOMPORT LIKELY TO ARISE FROM APPLIED NZW IDEAS

This factor emerges from fﬁo cases, 1 and 6. A co-worker
of the Case 1 re-~entrant does not support the new idea of
performance appraisal (open) because, to him, it would
encourage homicide by persons who would openly know how
. hegatively their performances have been evaluated. In Case

6, the re-entrant reports being described as a revolutionary

as evolutionary changes are preferred. In both cases, therefore,

ideas are turned down becauvuse they are perceived as punishing
some how. Harvey (1975) and Ends and Page (1977) have in
their studies explained thet people do not resigt change
but whatever they may assess as not in accord with their
self-interests. This, therefore, throws light on the re-

Jective behaviours experienced by the two re-—entrants.

(&) IGNORANCE OR UNAWARENESS (ANMONG ORGANTSATIONAL LEADIRS
AND MENBERS) OF THE NEED T0 USE IDZAS FROM TRATNED
PERSONNEL

This factor is articulated in four of the six protocols
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on the organisational dimension. In effect, what the re-
entrant in Case 1 says is that his suffering for being
innovative would not have happened had.other people,

egpecially the leaders, appreciated the importance of

training as a source of ideas and practices for performance

improvement. This point may be said to underlie the failure

of the other re-entrants ~ Cases 3, 4, and 5. For learning
transfer failure to be thus explained by re-entrants is
fascinating in some respecis:

* the irony that the training policy and heavy
financial provisions of Nigerian governments
fo% training seem to mean nothing to perhaps
many leaders in the management of the public
.service;

* as stated in Chapter 1, people who deliver
key-note addresses to course participants always
take the initiative to talk of the importance
of the application of learning, or are asked to
talk about it. Could it be that even top public
servants are not equally aware of what these
luminaries care to talk about?;

* if ignorance or unawareness is how the affected
training-recipients explain their failure to
transfer learning, then studies like the
present one must take the factor into priority
consideration when suggesting possible solutions.
Indeed, it is important and rather peculiar
because 1n none of the literature or earlier

empirical studies surveyed has the foctor of




RbLced e Subpte T S

~268~

ignorance or awareness been come across;

* it could be that bthe problem is not a matter
of ignorance but of indifference as voiced by -
Cases 5 and 6 re-entrants, but since in at least
one case (Case 1), the attribution to ignorance
is based on the re-entrant's conscious check of
the backgrounds of his tormentors, the factor

cannot be ignored.

Thus far, the discussion has centred on the actual
variables which re-entrants experienced as learning transfen -
stifling. Since it is through the consciousness or experience
of the subjects that we get at these factors, it is necessary
to examine how they establish in their consciousness the
causal relationships between the varisbles and their failure

to transfer learning.

(ii) THE CONSCIOUSNESS PROCESSES OF RE-ENTRANT'S ESTABLISHINNT.

OF CAUSAL RELATIONSHIPS BETWZEN CLIMATIC PACTORS AND
LEARNING TRANSFER FAILURE.

Going through the protocols on the organizational
dimension and the indexed interpretations accompanying
the units of the protocols, one finds the following (Table
8.7) as expressive of causal connections between organisational

variablesperceived and transfer failure:
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TABLE 8.7 : ELEMENTS OF HOW LINKS ARE ESTABLISHED BETVEEN
PERCEIVED FACTORS AND TRANSFER FAILURE
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CASE 1. CASE 2 . CASE 3 CASE 4 lCASE 5 CASE ©
anaiogy : analogy

illust=- illust- illust- illust- illust-
rated rated rated rated rated
statementssstate- state- " state- state-
dramatic ments ments g ments ments
irony

innuendos

onomatopoeas

generalis—; .generalisT ; §

ation | _'ation | f ;
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ANATLOGY

In Case 1, analogy is more metaphoric than similic,
that is, such words as 'like' and 'as' which indicate
comparison are eliminated so that, for example, instead of
saying that a fighter was 'like' a lion, one could asy that
the fighter '‘was a lion'. It has to be noted that though
analogies compare only resemblances as Cohen and Nagel
(1934, op.cit.) have explained, when an analogy supvresses
those adverbs ('like', 'asg') which make it similic, the
metaphoric impact of a communication is greater. Therefore,
for the re-entrant to refer to himself as Israelites suffer-

ing in Egypt (analogy as metaphor) generates a resounding
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impression of his punishing experience on re-entry. Analogy
is therefore a clear means of establishing perceived organis-
ational factors as cause of the non-transfer of learning.

In Case 3, the analogising (this time, similic) process
is the comparison of lip service to innovative behaviow
on the one{hand and political behaviour (of fake campaign
promises) on the other. In effect, the re-entrant says

- :

that the non-transfer of learning is due to the organis-
ational factor of management deceit or pretence. A second
analogy used in Case 3 to achieve the same effect is the
transference of the failure of innovation (Udo ji) elsewhere
to the probable failure of learning transfer effort if mede.

This latter analogy will later be shown to exemplify generalic-

ation process also.

INNUENDO

This satirical figure of speech is peculiar to only
Case 1 and is exemplified by the trage-comic reference
'liotivation Orgenisation! when it is not motivating to the
re—entrant. The effect of innuendo is that by creating a
contrast between the hilarious designation of the organisctic:n
and what actually goes on within the organisation we ar: il
to attribute non-transfer of learning to unconducive orgonic-

ational variasbles.

DRAMATIC TRONY (noted in Shakespearean plays):

This figure of speech is again unigue to Case l. The
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postings officer who sends the confident re~entrant expects
problems for the enthusiastic re=entrant who only sees where

he is going as a challenge to prove his competence and as an
opportunity to earn extrinsic recoznition for his new ideas.
His zZealous expectation is dashed and the events draw us

back to r%call the cognition or vre-cognition of the postings
offioer,lénd thus agree with the re-entrant that organisational

variables explain the non-transfer of learning.

ONOMATOPOEA OR ECHOISM

By this figure of speech, a sound is uvsed to convey
meanings and images of 'reality'. The Case 1 re-entrant's
echoing expression, "boom", reminds one of a bomb or s
thunder. By describing the descent of punishment on the
re—entrant, this onomatovnoea or echoism establishes that
the non-transfer of learning 1s attributable to organisational

variables (leadership behaviour in this instance).

ILLUSTRATED STATEMENTS

A..means by which a person shows that his information
is reliable isgs following a statement with illustrative
examples, that is, providing specifics to avoid haziness
or doubt. If we regard the research question as a sort of
statement in a respondent's mind, then all pvrotocols are
illustrative specifics. Zven if this is not so regarded,
there is still evidence of illustrative statements in the
protooolé tper se'. ‘

In Case 2, statements on’thc bleckage of learning

transfer are clarified with anaccownt of the subversion
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by a bignificant other'. In Case 4, the confession that
learning trensfer does hot occuf is illustrated with the
statement that the idea of using trained manpower did not
occur to anyone. Therefore, illustration helps our seeing
the factor of pervasive ignorance as an organisational

factor inhibiting learning transfer.

GENERALISATION

In the context of this present discussion, 'generalis-—
ation' is of interest from the psychological rather than
from the logical perspective.'The latter perspective appeared
in the earlier analysis and discussion of the dimension of
the learning situation. Hilgard (1962, op.cit. p.620)
defines psychological ‘'generalisation' as "the principle
that once a conditioned response has been established to a
given stimulus, other similer stimuli will also evoke that
response™. Bobbit et al. (1978, pp.1l0% and 502) define it
as "the overall expansion of the definition of the conditioned
gstimulus on the part of the learner....The concept of
generalisation is best thought of as a substitution of a
new conditioned stimulus, resulting in a similar response
on the part of the learner." Both definitions of 'generalis-
ation' simply mean the transfer of a behaviour contingent
on an experienced situation to another situation perceived
as reminiscent of the earlier one.

In Case 1, the re—entrant articulates thalt after he
was posted to another government agency in which he per-—

ceived a more performance - conducive climate, he did not
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attempt learning transfer. Although he does not definitely
explain this behaviour, it is reasonable to say that his
not engaging in learning transfer is conditiomed by his
earlier painful experiences. The point of similarity between
the earlier and later organisations is that both are work
environments. In.other words, the Case 1 re-entrant confirms
Church's (1963) finding that an effect of a punishing
experience is for the affected individual to take avoidance
action, even though the noxious stimulus is absent.

In Case 3, generalisation assumes a somewhat different
type of basis, but to the same effect as in Case 1. Here
it is not the re-entrant who ﬂas experienced performance
failure earlier, but the 'Udoji' commissioners, as well as
others "who suffered a lot for being very enthusiastic over
the need for changes." In other words, we do not have to
experience pain personally to feel pain, and to carry the
effect to other situations. The behaviour of the re-entrant
thus confirms a finding of Milgram (1970). In that study
of obedience to authority, he (Milgram) asked research
associates to pretend to be under intense pain Ffrom electric
shocks while strapped to a chair. Subjects, not directly
receiving the shocks, exhibited fear, distress and trembling.
Therefore, by substitution or generalisation process, it
becomes possible for the Case 3 re-entrant, who has learnt
of painful rewards elsewhere for innovative behaviour,
to fail to press hard for the transfer of learning.

THE PROCESS OF RECALL.

Although the process of recall has to do with the giving
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of information to a researcher rather than itself as a
datum for analysis, the grounds for discussing it were
gtated in the learning situation dimension, that is,
essentially that it pins the respondent down to specifics
of experienced reality. In connection with the organis-—
ational dimension of this study, there is such a vividness
of recall of events that one should not gloss over it as an
importanf manner of securing research deta. Why should
recall be so vivid? An answer is the behavioural effects
of unfinished or uncompleted tasks, in these cases, un-
finished‘or interrupted learnirg transfer due to perceived
organisa%ional clinatic variables.

In his study (1952), Eriksen explains that (vivid)
recall is associated with the level of intensity of emotions

involved in given situations, and that it is particularly

possible when a person can assign cauvsality of task in-
completion to external varisbles. This conclusion is similar
to Alper's (1952, 1946) ~ that there is a tendency to recall
events better when incompleteness of, or failure to carry
out, a task is perceived as due, not to the performer's
self, but to outside factors. Nurray (1962) points out

that when a task is completed, the tensions associated with
its objectives are released, whereas tensions are piled

up to stimulate recall of incompleteness. For re-—entrants

to recall their experienced failures to transfer learning

igs thus understandable.

(4ii) AN ADDIVTONAL NOTE ON RE~uNTRANTS' BXPERIENCES ORF
ORGANATIONAL INHIBITORS

It will be found that the general type of the public
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service organisation to which a re-entrant belongs is
indicated at the beginning of each set of protocols -

that is, para-statal (profit or ﬁon~pforit) and service
agency (ministry or extra-ministerial Cepartment). One

may have expected that particularly profit-oriented
organisations would be more enthusiastic to éonsider ideas
from learning situations because of the need to seek pnofit-
enhancing processes. Since the failure to transfer learning
cuts across all the organisations, the disposition of
organisational authorities and members to try new ideas

cannot be said to depend on organisational type.

- SUMEIARY O FPINDINGS ON ORGANISATIONAL CLIMATIC
FACTORS EXPERIENCED AS HINDERING LEARNING TRANSFER

The analysis of protocols on orgenisational dimension
of this study has revealed that re-entrants used the
consciousness processes of recall, illustrated statements,
psychological generalisation, and figures of speech, such
as, analogy (metaphor and simile), drematic irony and
innuendo, to establish causal connections between organisational
variables and the failure to transfer leerning, It has alsq
been indicated that the failure to transfer learning or the
dispositién to adopt or adapt new ideas is not a function
of organisational type. Essentially, the following factors
operated in the consciousness of re-enbrants to inhibit
learning transfer:

(a) overload
(b) indifference of organisational leaders:
ungupportive leadership and staff.

(c) emphasis on threat, obedience and conformity;
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(d) fear of discomFfordt 1ikely.to arise from
applied ideas;

(e) general ignorance or unawareness among
leaders and others of the need to ubilise

ideas from trained personnel.

The f%ctor of taking over from an unmenned table

without any help from colleagues, experienced in Case .

H

can be subsumed in (b) above. The factor of posting out

of the agency from which course was attended, also in

Case 1, may be regarded as peripheral (so also the unmanncd

table) since the affected re-entrant seems not to have viewe:

it as a deterence to learning transfer.

Finally, factors (b) to (d) are the ones likely to
arise in Theory X and mechanistic philosophy of man.
There is therefore sense in grouping them as 'prevalence
of Theory X practices and behaviours in organisations.'

There now remains to be examined the third dimension
of this study - the personlaity factors - before this

Chapter is wrapped up in the light of the hypotheses.

3e THE PERSONAL CHARACTZRISTICS DIMENSICN

It will be recalled that it was stated toward the end
of Chapter 6 that the three dimensions of this study could
not be neatly demarcated from one another. Thus, it is

possible to infer personality characteristics from some

_parts of the accounts of learning. situwations and organisati
experiences, for example, in the second paragraph of Case 1

recording on organisational climate, the re-entrant discloses
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that he likes recognition by others; in Case 3, we meet

a personality that is defensive over pressing a bosé to

help to push learning-imported ideas. However, the

advantage of having a question on personality is not only

to ensure depth in data-generation but also to put learning
transfer problems in a more varied and more comprehensive,
yet clear, backgrounds than known and cited previous studies.
In any case, personality data from those dimensions other
than the dimension of personal characteristics a@re included
in the discussion that will soon follow.

In analysing and discussing the data on the personality
dimension reference has to be made to the related hypothesisg,
that is, that

the transfer.of learning will occur if the re-entrant

perceives his personality as characterised by such

traits as self-confidence, belief in the idea of
progress, positive human relations, and power (and
having auvthority) in the work situation.
The converse form of the hypothesis would be to the same
effect (if we preferred to insert 'not' before tocecur!,
and 'does not perceive' instead of 'perceives!'.

The hypothesis helps to generate two questions on a

likely connection between re-entrant's versonal character-

istics and learning transfer failure:

3 (i) What personal characteristics are inferable from

the protocols?

s

3 (ii) Does the re-entrant himself perceive a possible
conhection between his personal characteristics

and his failure 4o transfer learning?

e e M o Sy Sty e i PR

. —




w78

(1)

BY RE-ENTRANTS

PERSONAL CHARACTEZRISTICS AS ARTICULATED

The re-~entrants disclose the following about themselves

in the context of their work situations (Table 8.8):

TABLE 8.8:{PERSONAL CHARACT SRISTICS OF RE~ENTRANTS(7ITH

EXPLANATORY EXALIPLES)

CASE CHARACTURISTICS

EXAMPLES FRON PROTOCOLS

1 Loves work

gelf-~confident
(love for

challenge)
Used to like ex—
trinsic recogni-
tion; now learn-

ing to be detached

Dislike for pain

not malingering; puts in extra
time to clear work even at the
expense of being with family;

is motivated by works opts for

posting to an organisation

people wish to avoid.

inflvence of spiritual studies
brings avout effort to be de-
tached from praise or blame;

does his best and leaves The

authorities to accept or rejcct

his ideas; does not care about
human relations (whether he is

liked or not)

does not wish to be a saviour
in an environment too rigid for

change; messiahs suffer.

R T

it
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TABLE 8.8 (contd.)

CABE . CHARACT ZRISTICS

EXALNPLES TROLK PROTOCOLS

Liked by veople

(generally)

2 Loves work/con-

sciencious

j Strong-willed (self-

confident)

Diplomatic

Pragmatic

(Generally) liked

by people

3 Pragmatic

(stated as a statement of
‘fact' but qualified with
 the infofmation that he is
 seen as a threat by some

people)

(stated as 'fact')

determined on action once

)

i B . .
-convinced action is proper.
E )

iuses subtle strategies to
achieve influence if direct
japproach is unlikely %o

| .

{succeed

i
{ behaviour is tuned to
situation, that is, situation
is snalysed to determine
practical style of be-
haviour.

feels at home in work

sitvation; is trusted by
some and trusts some.
behaviovr devends on
situation; and workmates

are aware of these analytic

and pragmatic characteristics.
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PABLE 8.8 (contd.)

CASE CHARACTERISTICS ) BEXANPLES FROM PROTOCOLS

Dislike for pain having known of punished inno-
vative behaviour elsewhere,
does not wish to press home

the transfer of learning

4 Loves work 1 (stated as 'fact')
Intelligent (self- bossegs and lecturers have ex-
confident ) - pressed  their awareness of

this characteristic; he zlso

describes himself as

intelligent.
Generally liked; . characteristic noticed by
(pleasant) © {others; is liked by boss;

- says that he enjoys company

i and his company is enjoyed

} by others.
H
é
Generates confidence boss expresses confidence in

him and tells him-of his
bright future in the work
place.

5 Takes initiative )(stated as 'Tact')

(self-confident)
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TABLE 8.8 : (contd.)

CASE CHARACTIRISTICS EXANPLES PROK PROTCCOLS
6 Self-confident  (stated as 'Tact!)
Generates confidence invites the researcher to
!(liked by people) observe the behaviour of people

in his office; hoss likes his

work and gives him feedback

on his high-guality work.

Liked by people i invites researcher to observe
(smooth human re- - : the behaviour of people to-
§
. ! i . . . .
lations) cward pim in his offices; his

i
“"boss likes him.
i

LOVES WORK/CONSCIENCIQUS

Love for work appears in Cases 1 and 4 as well as in
Case 2 where 'conscienciousness' (hard working) can be
equated with it. According to Fear (1973), these characteris-

tiecs refer to

- doing ﬁore then actually required or
expected in order ‘to satisfy one's own
standard; |

~ not letting things slide;

- putting in extra time to meet, or to exceed,

set targets.

The characteristics also suggest intrinsic mobtivation

by work itself, in which case performance is simply a function
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of the need for achievement rather than of such needs as
power and gffiliation discussed in the work of Litwin and
Stringer (1968). Since love for work and conscienciousness
indicate‘some merging of the individual with his work, they
also suggest that the re-entrants in Cases 1, 2 and 4

are experiencing the self-actualisation of Maslow (1954)
and McGregor's (1960) Theory Y view of man.

The question is whether self-actualising tendencies
would necegsarily he related to the transfer of learning
in Cases 1, 2 and 4. They do not, as Katz and Kahn (1966
op.cit.) have argued. Thoroughness, love for work and
conscienciousness may, in fact, bring about excessively
concentrated enjoyment of a little quantity of work without
a concérn for diffusing learning.

In any case, we ccannot say thet the characteristics
articulated discouraged learning transfer since the re-
entrants themselves have given adequate evidence that their
personalities have nothing to do with learning transfer

failure.

SELF-CONTIDENCE/GEN ZRATES CONFIDENCE/STRONG=#ILLED/INTELLIGENT/
INITIATIVE

These terms are taken together because in some re-entrants,
self-confidence appears to be gqualified with those other
characteristics listed after it.

'Self-confidence' refers to one's trust in one's own
ability to achieve objectives. In Chapter 4, it goes with
self-esteem, according to Rosenberg (1965). Johnson (1974,

also cited in Chapter 4) associates self-confidence with
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dynamism, aggressiveness, high-task orientation and a person's
perception of positive relationship with at least some
features of his organisation. At first sight, self-~
confidence would seem likely to help a person who wishes o
diffuse, and press for the implementation of, ideas from &
learning sitvation. But does it

In Case 1, self-confidence is indicated by the re-
entrant's zeal to accept the challenge of working in a
dreaded organisation. In Case 2, for the re—entrant to be
determined on action, once convinced that an ection is proper,
is a mark of 'strong will' or "tough-mindedness', which is
a qualiéy of self-confidence. Self-confidence, strong will
and tough-mindedness are, among other things, describable
as agressiveness, asgertiveness, achievement-orientedness,
manipulativeness, rish—taking and dynamism (Eysenclk and
Wilson, 1975, cited in Chapter 4).

In Case 4, self~-confidence is suggested by the Facts
that the re-entrant himgelf describes himself asg "intelligent!
and buttresses this descriplion with the information that his
bosses and lecturers articulated the same characteristic of
him. The case 6 re-entrant refers to himself as self-confident
by assertion. In Case 5, self-confidence is suggested by
'initiative', used by the re-entrant to describe himsslf,

In none of these cases has the quality of self-confidence
and its associated characteristics helped in the achievement
of learning transfer. In each case, if we bring the organis-—
ational dimension of this study to bear on this discussion,
the characterisiics, which seem, at first sight, lo relate
positively to learning transfer, are swamped by perceived

organisational factors.
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As regards a re-entrant' generation of others' confidence
in him (Cases 4 and 6), the fate of this characterigtic in

the transfer of learning is the same as that of self-confidence.

DETACHMENT/DISTIKE FOR PAIN

'Detachment' refers to the quality of being vninfluenced
by'surroun$ings or others!' opiniénso In Case 1, the re-entrant
says that he has developed, and is aeveloping, indifference
to whether his work, done to the best of his ability, is
accepted or rejected by others or his suveriors. This is also
his attitude to humain.relations. It is revealing to note
that this particular re—entran% had looked forward to
challenge and recognition before he suffered for his innovation
effort. Therefore, though he attributes detachment to spiritual
training, it is reasonable to link it with the earlie-: pain
suffered, so that it is a result of helplessness in a world
which he describes as "too rigid for change" - hence his
dislike for pain, There is here a psychological inconsistency:
the claim that he is detached or indifferent being side by
side with the feeling of pain. To feel pain is no longer a
sign of mystic detachmente.

A detachéd person may no longer likely be interested in
improvemental change oxr whether his world is deteriorating-
or not. On the other hand, it is the interested and dynamic
person who can intervene to change his environment (Sorel,
19693 Berlin, 1954) as noted in the literature survey.

. However, before detachment and dislike for pain are associated
with non-transfer of learning, it is necessary to bear in

mind that these were not the original traits of the re-—entrant.
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It is imposed Dby organisational experience. Therefore,
even in this case, organisational variables, rather than
personal characteristics, are accountable for the non-
transfer of learning.

The same is true of Case 3 in which the re-entrant
indicates his dislike for pein. It is due to‘punishment

and failure imposed elsewhere by organisational authorities.

LIKED BY PEOPLE

For a person to perceive that he is liked by people
(generally) and to have definite evidence of being liked
by workﬁates and/or boss implies his having a quality that
attracts others. Attraction is an element of charisma which
Katz and Kahn (1966, ope.cit.), Blau (1964) and French and
Raven (1959) have analysed as a source of influence on
people. Being liked Dby people is thus a resource which a
re-entrant who has it may use to achieve learning transfer.
The subjunctive, 'may', is because not everyone who perceives
b ing liked may use it as an influence weapon.

In Cases 1, 2, 4 and 6, however, and in tthose cases
where it goes with a re-entrant's generation of others!
confidence in him, it does not help learning transfer.
Re-entrants again perceive organisational environment to

be stronger than personal characteristics.

DIPLOMATIC/PRAGMATIC .

The characteristic, 'diplomatic!', refers to the art

of, and skill in, dealing with people so that business is
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smoothly accomplished. In Case 2, this cheracteristic is
articulated, that is, the re-entrant's information that
he uses subtle strategies to achieve influence if direct
approach is unlikely to succeed. This personal 'gift!.
notwithstanding, the re-entrant fails to carry along
the colleague and expert in the field of the new ideas.
| As regards 'pragmatism! this is understood as the
practical direction of behaviour to suit situations. To
be able to exercise pragmatism, one has to be snalytic
of the situation. It is, therefore, difficult to dig-
tinguish between it and 'diplomacy’ or 'diplomaticness'.
Pragmatic characteristic is articulated by Cases 2 and 3
re—entrants, neither of whom achieves the 'business' of
learning “transfer. Thus, diplomaticness and being pragmatic
do not succeed against the 'power! of organisational factors
to inhibit learning transfer.

However, the final issue to be cleared on the versonality
dimension is whether the renentranfs themselves perceive that,
though personality factors are shown not +o account for the
non-transfer of learning, a causal link is possible between
them (that is, between persconality and learning transfer
failure) just as they (the re-entrants) have been demonstrated
as being aware of a causal relationship between organisational
variables and non-transfer of learning, and between the

valued ends of courses and the means for achieving them.

(ii) DOES THE RE-ZNTRANT PERCEIVE A POSSIBLE CAUSAL LITK
BETWLEN PuRSONAL CHARACTARISTICS AKD FAILURS TO TRANSEFSR

LEARNTNG?

Phe importance of identifying personal characteristics




is always in connection with scmething, in this cage, with
whether the failure to transfer learning can be attributed
correctly to a re-entrant himself. The attribution may be
by & scientist, a researcher, or the re-entrant himself, or
all of them. Since one of the reasons for the use of pro-
tocol analysis method is that the layman can be as scientific
as a scienkist, and that all information is within his
stream of consciousness, it would ﬁe meaningful to this
study to concenitrate on whether or not the re~entrant himseldf
perceives a causal connection between his personal character-
istics and learning transfer failure.

Table 8.9 indicates the ré-entrant's perception of

a possible linke

TABLE 8.9 : RE-INTRANTS' PERCEPTIONS OF POSSIBLE LINK BiTWEEN
PERSONALITY AND LEARNING TRANSFIR FATILURE

CASE EVIDENCE OF PERCEPTION OF LINK

x "T think with this card, I see clearly what you are
really after in this interview. You indirectly wish
to find out 1f my personélity has to do with my not
using what I learnt."

2 "I have a feeling you wish to connect all this with
the course I reburned from." '

3 . "If you think that I am weak and could not have ny
learning accepted, you are wrong."

4 (no direct and explicit articulation of percepbion:

evidence is implicit). Implicit denial of link between

‘his personality and transfer failure.




CASE : EVIDENCE OF PERCEPTION OF LINK
5 - . (when the personality question is asked, he simply

gives an account of his experience of organisational
factors of leadership behaviour as inimical to
learning transfer) — implicit denial that his
personality accounted for non~tranéfer of learning.

6 "In case somebody feels my personality is why my
report was not acted of....Cm...you see...that is
not 80....I sald they say gradvel-by-gradual but,
my brother, I don't see any gradual there.. it is
the same old way."

The fact that the re-entrants in Cases 1-3 and 6 explicitly

state that their failure to transfer learning is due to
organisational variables rather than to themselves indicates
clearly that they do perceive that it is possible for personal
characteristics to cause learning transfer failure. The very
fact, then, that they deny personal responsibility for the
failure means that they comvrehend where the failure lies -
the climate of their organisations,

As regards the re-entrants in Cases 4 and 5, it should
be noted that though the research question stimulates the
articulation of protocols concecrning versonality, they simply
respond by atiributing learning transfer failure to organisat-—
ional factors. Iniother words, they indirectly tell us that
the failure to transfer learning has nothing to do with their
own personal characteristics. They are, therefore, implicitly
aware of a possible comnection of personality and learning

transfer failure.
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Concerning all the articulations on the personality
dimension, there may be a discussion point or controversy
gs to whether it would be easy for an individual to accept
responsibilify for a failure, if he were responsible for it.
In other words, it may be easier for a person to atitribute
a failure ﬁo factors outside himself. To resolve the
reliabiliﬁ% problem, we have to consider a rémentrant‘s
total articulations on the three dimensions. On this basis,
it can be argued that the experiential accounts (containing
considerable evidence that each re-entrant neither made
unsupported assertions nor failed to carry within his stream
of consciousness causal relations) leave us with hegrdly an
option beside accepting the articulations on personalitye.

It may be contended that this problem of reliability arises
from the phenomenological method used. But, then, it has

to be noted that the method has been consisztently employed,
and that hardly any other method may be fool-proof. IF
reliability is here doubted, at least it remsins difficult
to state conclusively that the erticulations on versonal

characteristics are unreliable.

SUMIARY OF GHAPTZR 8 and CONCLUSION

{1th the tripartite research model of the learning
situation, the organisational situation or climate, and
personality characteristics, six re-entrants' articulations

of their learning transfer experiences have been aralysed

. and discussed.

Related to the learning situation was the hypothesis

that the transfer of learning would occur if training-
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recipients perceived that the principles of relevance and
motivation to learn were satisfied. The analysis of the
aosociated protocols showed tThat the various courses contained
transfer-worthy elements -~ relevance, kﬁowledge, skills and
insights -~ begide both extrinsic and intrinsic satisfactions.
Although there was some dissatisfaction in some cases, this
negative intrusion was no where as significant as to be
detractive. Training recipients also showed awareness of
the means -~ andragogic training methods - used to achieve
the transfer worthy and valued ends. Therefore, lefﬁ to
the learning situation alone, one would predict that learning
transfer would occur in the 'béek home' environment. The
prediction does not, however, meterialise.

The hypothesis on the personality dimension was that
the transfer of learning would occur if a re-entrant perceived
himself as self-confident, motivated, having the power or
authority to influence, not rigidly conformity-oriented,
and generating positive human relations. The analysis of
the related protocols demonstrated that re-entrants generally
had these qualities that could help learning transfer effort,
for example, self confidence, love for work, generation
of others' confidence in themselves, intelligence and
initiativee Yet, they fail to transfer learning, so that the
hypothesis was disproved. |

Rather; +the hypothesis which indicated that learning
transfer would not occur if re-entrants negatively perceived
the climates of their organisations was supported. Their

bxperiencdes included the prevalence of Theory X or coercive-

D il

s g s




~291 -

alienative conditions, overloadland general ignorance of
leaders and co~-workers of the need to utilise possibly
practical, new ideas from trained personnel. Re-entrants
also illustrated these perceptions with specific events,

and employed such figures of speech as innuendo, onomatopoesa
and analogy to associate their failure to transfer learning
with theiL perceived negative orgaenisational variables.

‘We may, therefore, conclude with Schein (1964, p.499):

"The lament that we no longer have strong
individvalists who are willing to try something
new is a fallacy based on incorreect diagnosis.
Strong individuels have alweys gained a certain
amount of their strength from the suovport of
others, hence the organisational problem is
how 1o create conditions which make vossible
the nurturing of new ideas, attitudes, and
approaches. If organisations lack innovators,
it may be that the climate of organisations
and its methods of management do not foster
innovation, not that its hﬁman resources are

inadequate.”

It follows that any model that may be suggested for
resolving learning transfer problems must be geared to
helping re-entrants to cope with likely~to-be-perceived or
Cexperienced.. negative climate. The emergence of such a
model is the focus of the next and final chapter of

this studye.
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CHAPTER O

RESOLVING LEARNING TRANSFER PROBLELS

INTRODUCTICN TO CHAPTER 9

The preceding chapter analysed the protocols related to
each of the three dimensions of this study, namely, the
learning situation, the organisational situafion or climate,
and personal characteristics dimension. The analysis with
discussion established thalt the non-transfer of learning
has its roots, neither in learning situstions nor in re-
entrants!' personal characteristics, but in the variables
of organisational climate as experienced by the affected re-
entrants,

In, however, searching for a model likely to help to
resolve the perceived problem factors, one may be confronted
with a question, namély, "Since consciousness or experience
ig subjective in view of the phenomenological perspective
of the study, would it not be contrary to phenomenology
for a 'subjective other' to provide a model expected to
influence problem-solving behaviours?" What, in eifect,
such questions are stating is that to project an objectively
existant model is inconsistent with the studying of reality
from the subjective standpoint.

The guegstion betrays a misunde:standing of phenomeno-
logical approach. Firstly, phenomenology does not deny
the existence of the objective world. What it says is
that th_ough objective phenomena exist, we cannot understand
it outside our consciousness or experience. Since, however,
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experience is unique, people do not identically perceive

the same object. In spite of this ideosyncracy, human beinrss
as human have-a common possession - consciousness - throurh
which the unique percentions of phenomena can be shared.
Two (or mofe) streams of unique consciousness can be runnirn-
simultaneously (Kohak, 1978; Schutz, 1972) to interflow
through the common gift of experience - hence, the reality
of intersubjectivity and social relations. Chapter 6 is
recalled as explaining all this.

Therefore, if re-entrants couvld, as they have done in

Chapter 7, share their learning transfer problems with othcr

persons like a researcher, it follows that the latter coulc
meaningfully suggest to, and share with, the former a modecl i
likely to be experienced as helping resolving the exvericnc
problems in the future, if not now. It would also be left to

individual interpretations and acceptance outside the immeil .. =

St

ly affected re-entrants to consider the model.

To consider a model at all, however, we must remind

e
T i

ourselves of the main findings of the protocol analysis,
and then see whether models may bé realistically borrowed
from, say, sociological and political disciplines. wWe must
also evaluate at least some existing models in the specii::
area of learning transfer itself. It has, further, to te

borne in mind that the transfer of learning, especially

on the macro-level in which the problems are essentially

embedded, is an organisational change process. Therefore,
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of an organisation.

To remind the reader, the féllowing are the organis-
ational factqrs which showed in re-entrants' consciousness
ag learning transfer-inhibitive:

-~ Overload
~ Indifference of organisational leaders;
vasupportive leadership and Sfaff;
; - Emphasis on threat,.obedience and conformity
- Fear of discomfort (of new ideas implementution)
—~ General unavareness of vcople of the
need to utilise ideas from trained

.

personnel .

The middle three factors may be s2id to suggest pervasive
Theory X. The factor of posting a re-entrant out of the
agoﬁoy from which he set out for a course as well as his
taking over from an unmanned table may be regarded as
peripherel, though these factors will be given consideration.
But, firstly, what of existing.models which, perhaps, like
all models may be broadly categorised ag evolutionary and

revolutionary?

(A) EVOLUTICNARY AND ROVOLUTICHARY HCDELS

Though it may not always be easy To draw a neat line
between types of change, two broaa tyoves are usually identi-
fied, quantitative (evolutionary) and gualitative (revolution-
ary). The reference here to the difficulty of neatly demar-—
cating between quantitative and qualitative change is because
an evolutionary change may finally build uwo into a revoluibion,

and a revolution may tail off into an evelution (Garner, 1977)
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It is, however, agreed thet change is evolutionary when

it is voluntary, peacefvl or gradual; revolutionary when
suddenly effected with force and involving an alteration

in the locus of power (Vago, 1980). The question is whether
a re-entrant, perceiving the above~highlighted organisationsl
inhibitors, should opt for revolutionzary or evolutibnary
change stratesgies. To answer this question, it is necessary
to restate the contents of revolutionary and evolutionary
changes and use them as a framework for looking at specific
models,

Evolutionary change consists of many small shifts in
behavioqﬁs and attitudes of a diversity of groups or people
as a reéult of intervention, conflict end negoliation.

It entials the alteration of the awareness of people that
there is something requiring change in past and existing
state. With time, the numbsr of such peovle increases.

Conceptually, it assumes a lriple phase (fig.9.l) before

a revolution, as Garner (1977 op.cibt., p.403) states:

FIG.9.1 : THE INCRIASING POPULATICT OF FZOPLE IN THE
AWARENESS OF THE NEEZD FOR CHANGE (Garner,
1977, p.403)
Percentage of
population that

has undergone
change

1009

TINE

Phase T Phase IT Phase IIT
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In Phase I, the numberdf people whose consciousness
has altered to recognise the need for change is small.
In phase II, the number of people holding the new view
increases because of the intervention of certsain circum-
stances, such as econonic problems and government weaknesses
as in theroase of China's movement toward Narxism. The
increased population of Warxists team up with the earlier
set of Mariists to cry out and begin a restructuring of
soclety. By vphase III, virtuwally every person heas become
Marxist (Garner, 1977, ibid.) A revolution Ffollows. The
same evolutionary processes from few persons' dissaffection
in an organisation may end in massg strike. It may be posgsible
for the response of sensitive authorities to be such that
change is made as environmental needs are experienced %o
require; in which case a revolution may be avoided, and
evolution be the change process.

Willer and Zollschan's (1964) processes of change are
similar to Garner's (1977, op.cit.). They refer to the
first phase as the stage of latency when involvement and
commitment to change is in few heads and few cautious
activiats. Thére follows the manifest stage when nore
people become aware of the need for change, and thatb changé
is looming in the environment. Fiﬁally is the organised
stage when so many people have becomec so committed to change
that proponents or leaders actuslly organise people and
themselves into open action. .

The processes, as presented, are conceptual. In reality,
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each phase flows into the other, so that fixing neat
boundaries among action periods'is conveniently arbitrary.
The flow of events may not be uniform since change leaders
may at times-doubt the ripeness of time. However, the
conceptualisation acceptably represents reality, therefore
suggesting~to a potential transferer of learning a rational
planning %nd phasing of action, and whether he could sustain
an evolution while stopping short of revolution, or whether
he could build up a general awareness of the need for change
(adoption of learning - inspired ideas) end follow up with
a revolutionary bang.

This inference of possible apvroaches to learning
transfer shouvld not be seen as oubside The usval way manegers
adopt to usher in change. The revolutionary process, evwlving
from evolutionary process, does take place in the managerial
world, for example, from the grumbling of one or two employees,
more people may be influenced to become aware of organisational
conditions perceived as unsatisfactory and reQuiring change.
The support of individuals and groups whose consciousness hasg
been thus influenced sets the stage of solidarity, and the
climate is rive for precipitate action, such as trade unions
effect (Garner, 1977, ov.cit.).

In connection with the process of precipitate action,
one may also think of certain other revolutions which occur
on higher socic-political levels. In fact, in chapter 2,
it was argued that politics should not be associated with
only those higner levels but also with behaviour in organis-
ations. Therefore, the potential transferer of learning

who perceives inhibitive organisational factors may borrow
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strategles from behaviours on the higher levels, for
example, coup or pronunciamento.

A coup is a sudden action effected to obtain power
or a desired end (Oxford Advanced Learner's Dictionary).
Tuttwak (1968) distinguishes between a coup and a
pronunciamento whereby change plotters build up internal
support, agree on action, pre-share the probable rewards
of actidn among themselves, move in to unseat the existing
order, and proclaim a new direction. The distinction is
insignificant since the two processes have the same effect.
The argument is whether it is possible for a re-entrant to
influence colleagues, build up support, and so discredit
formal organisational leaders that higher authorities could
either force them to accept new ideas or to leave and be
replaced by those who have the new ideas or who suppord
them? Revolution may here sound destructive, but as Harvey
(1975) has pointed out, it is, for examnple, a myth for
Organisation Development practitioners to insist always
on team building where team destruction could provide a cure.

However, this revolutionary-strategy, which may occur
to some people as a way out of the inhibitive organisational
variables, cannot succeed as a generally applicable model.
This is because while it may be appliceble to eliminate
the variable of antagonistic Theory X leadership behaviour,
it cannot be defensibly applicd %o the variables of un-
supportive staff and failure of people to see the need *o
utilise the ideas of trained manvower. A coup or a pro-

nunciamento is directed at power holders, not the masses.
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Besides, these revolutionary processes are also- un-—
likely to succeed where there are frequent staff postings
as in ministries and extra-ministerial departments. Such
changes imply that the re-entrant has to start afresh to
rebuild support base. Support base does not mean evefy
gréup or organisational member: it means, as Pettigrew
(1976) has pointed out, support of significant members.

The support base is necessary because, for particularly a
revolutionary change to occur, there must be, ‘'inter aliar',
an exigency, a feeling of unease (with current condition)

in ‘the pFoponent and a collectivity; a menifest interest
group, that is, a collectivity of incumbents whose interests
are common or who share the same or similar ideas; and an
organised group, that is, an interest group organised to
take an action (Willer and Zollschan, 1964, op.cite)e.

As already hinted, the processes involved may have
problems because of the practice of gtaff postings in
ministries. They may be better applied in some parastatals
where people tend to make careers within thelr professional
groups within specific locations. However, whether in a
ministry or a parastatal, such as those from which the
data were obbtained for this study, a revoiuﬁionary strategy

may, in. fact, not work because of the rather long time it

- takes to lead change from its phase of latency through

manifest, organised and action stages. The time involved
may also not suit any re-entrant .who considers that speed
is necessary for contribution toward socio-economic develop~

ment in sn under-developed country or for organisational

b v b
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survival.

One more rather revolutionary sirategy which ﬁay
occur to people as workable is what, from Kelman (1961)
may be labelled as 'compliance' model, by which a change
proponent, such as a re—entrant, alters the beliefs and
behaviours or performances of others, using his authority
status. Learning-imported ideas may therefore be accepted
and tried because the compliants fear some punishment or
expect some reward (though their private opinions may
be opposed to the new ideas). However, the data presented
in chapter 7 and analysed in chapter 8 suggest that a
compliance-based model may not work because none of the
re—-entrants sees himself or igs geen to be in compliance-
generéting positions in his organisation. The following
veragraph illustrates this statement.

The re-entrant in Case 1 is clearly a subordinate
without influence. In Case 2, the re-entrant is not in
a position to compel his colleague to comply with the
chief executive's directive that ideas from learning be
implemented. In Case 3, the re-entrant discloses that he
is a very senior officer, yet he later states how he
would have imposed his learning on his total organisation .
had he been at the top. In Case 4, we meet a re-entrant
with only a year and a half of management experience,
petted by others, and obviously not in a position to use
a compliance~based model. Case 5 re-entrant discloses how
he with his workmates are seen as 'small fries! by peonle
and their boss who is the 'be all and end all' of the
department. In Case 6, the re-entrant is a subordinate

whose submission is ignored by departmental heads.
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Even if the re-entrants were in compliance-inducing
positiong, sueccess of learning transfer may still not be
assured. Kelman (1961, ibid.) has pointed out that
compliance~based change lasts only as long as the compliance-
generator ¢aintains his authoritarian presence; and that
even if thgt authority~holder had identification-~attracting
dharisma; change may last for only as long as his charismatic
gqualities are perceived.

Since the re-—entrants with their perceived organisational
inhibitors do not seem likely to succeed with revolutionary
models of learning transfer, we shouvld turn to evolutionary
models of change 1o examine their possible practicality to

the re-~entrants.

EVOLUTICNARY MODELS

The models referred to as evolutionary are those which
may usher in Jlearning transfer in such a manner that change
may not be felt as Jjolting. Such models may assume the form
of an appeal for managers to be open to new ideas. They may
be directed at orgenisational 'dominent coalition' who,
cence convinced of the need for change, could influence
lesger status members to go along with change proposals.
They may simply be based on the belief that if the head of a
work unit is favourably disposed toward change proposals,
acceptance and execution by other unit members follow.

It should be stated that spece is not going to be
devoted to gencral evolutionafy and organisation-oriented
models, such as those of Milo (1971l); Shepard (1967);

Hage and Aiken (1970); Wilson (1966); and Zaltman, Duncan
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and Holbeck (1973); R. Lippit, et. al. (1958); Argyris
(1970); Beckhard (1959) and Kahneman and Schild (1966Yi
This is so because it will be time and space~consuming
to go into whet is to be merely shown as inappropriate.
As will be noted from the model o be later suggested,
there is, however, something which a re-entrant and other
managers méy learn from these models. For example, they
are designed to involve all, or the 'dominant coalition!',
ﬁho are affected by change so as to reduce resistance
and to gain commitment.

However, they are based on the understanding that

the internal organisational suthorities are aware of
the need for change and seek the intervention of external
consultants, which a re-entrant is not. This being the
case, and since some of the re-entrants articulated that

there was a general organisational ignorance or unavarenaso

9]

of the need to utilise the ideas of re-entrants, the models

6]

14

may be left out.

As regards models which are addressed to internal
consultants, and such models in fact include those for
exbernal consultants, the one suggested by Pettigrew (1976)

readily occurs to the mind. He refers to it as 'a political

approach'. In it, he suggests that the internal change agent

should initiate and maintain contact with various but
significent people in the organisation to win their supvori.
He should also influence the members of any other unit
engaged in functions which may overlayp into those of the

-

internal change agent's unit. This is to aveid duplicaticn
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of effort as well as clear off the likelihood of sabotage

by such a unit because of deleterious inter-group competition
such as analysed by Sherif and Sherif (1953), or the mani-
festation of negative organisational politics discussed in
Chapter 2. Pettigrew further suggests that since an internal
change agent controls a lot of information about the internal
and eﬁiernal organisational dynamics, he could use the

power of expertise to influence Tavourable attitudes to

his proposals.

The various elements of influence in Pettigrew's offer
are likely ‘o be valuable to re—entrants, but not to ths
re~entraﬁts whose articulations are analysed and discussed
in chapter 8. In intensely mechanistic and coercive-alienative
organisations perceived in Case 1, in an organisation in which
a significant colleague {Case 2) stifles learning transfer
because of his perceived Theory X treatment of himself, and
in Case 5 where the boss is the department and the depariment
is the boss, while others gre 'small fries', <Tthe atmosphere
does not exist for Pettigrew's suggested relationships to
be practicalised. Besides, none of the re-entrants enjoy
the position of the internal consultants to whom Pettigrew's
xeoommendations may apply. To drive this point home, it has
to be noted that that writer states, "Ilost internal consvliant’
hgve work contacts across departmental boundaries within their
own organisation and between that organisation and relevant
others...As such they are potentially able to influgnce the
resource allocation process in their organisation through a
process of collecting, filtering and reformulating informatbion.’

The re-entrants of all analysed cases are not incumbents of

|
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such strategic positions.

The models so far considered so that their possible
value to the re-entrant may be noted are outside the
specific subject of learning transfer. What then, of those
models directly dealing with the issue in the light of
perceived inhibitive orgenisational variables? We have
to recall those authorities cited in Chapter 2, to answer

this question. They may be classified as follows:

(2) ' 'Pulpit model -~ Baumgartel and Jeanpierre (1972);
Katz and Kahn (1966).°
(b) Leadership model - VWeiss, Huczynski and Lewis

(1980); and stiefel (1974).

(a) "Pulpit’ model:

Baumgartel and Jeanpierre's (1972) model of learning
trensfer is here cdubbed 'pulpit' because, on finding that
the problem lies essentially in the organisational dimension
they state what amounts to sermonising - that managements
or organisations should be receptlve to learning-imported
ideas. The assumption, therefore, seems to be that sermons
will succeed. However, it is agreed that, generally, appealing
statements rarely succeed to change attitudes and behaviour
(Goldstein and Sorcher, 1974). Therefore, the Theory X
variables perceived as learning transfer-~inhibitive in the
analysed cases, beside Case 4 the emphasis of which is
organisational leadership and memberg' ignorance, are
not likely to be resolved by the use of any pulpit model.

As regards Katz and Kahn (1966, op.cit.) they simply draw

attention to the problem of learning transfer and suggest
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no. possible solution - as if only doing so would suffice.
It is thus difficult to classify Katz and Kahn, differently.

from Baumgartel and Jeanpierre.

(b) Leadership-based model:

It will be recalled that Stiefel (1974, op.cite),
in Chapter 2, suggests that learning transfer could be
helped if supervisors discussed a re-entrant's outcomes
of training. A valuable lesson from this model is the
need to have people or a group that monitors the effects
of training, a point also stressed by Knowles (1970).

The sameg practice is the main line of thinking of Weiss,
Huczynski and Lewisg (1980, op.cite). This idea has also

been noted to be a suggested way oulbt in a number of
management development and training courses of this writer's
experience. The model of leadership action 2lso seems
supported by the various theories of leadership referred

to in Chapter 2, that is, the leadership that considers

the need of the learning-inspired re-entrant, group needs
and organisational objectives. Such models are by implication,
or explicitly, cognisant of the influence of the leader or
the 'dominant coalition' in the attainment of organisational
PUTPOSE .

In the sense that a re-entrant does not push ideas
forcibly down the throats of organisational members, butb
depends on the commiitment of some people (leaders) in
the work place, a leadership-based model is evolutbionary

or quantitative and, thus, may reduce resistance. In the
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sense that there are less influential people outside

the 'dominent coalition' or who are not formal leaders,
the pushing through of new ideas ‘through leadership in-
fluences may amount to coercion, a revolutionary Theory X
behaviour.

The risk of alienation as a result of perceived
authoritarianism is one of the recognised bases of the
Human Relations Movement. D.S. Brown (1980) has pointed
out that subordinates can find excuses for non-performance,
can influence others against a new idea, and can purposcly
fail in performance to discredit an introduvced practice.

As far back as the thirties, states Brown, menagerial

power has been observed to be declining; and the violation
of authority has become accepted as a matbter of fact.

An evidence of this observation is in Case 2 of the analysed
protocols. There, although the Chief Executive, open to
ideas; gives the directive for learning-imported ideas to

be implemented, the unsupportiveness of a subordinate stifles
an’ aspect of the implementation. In fact, one of the sub-
ordinates reasons for failure to act is thatb he, as an expert
in the subject matter, was not allowed an opportunity of
playing a part in the determination of the staff to work
with him on the idea,

If a re—-entrant and his boss, rélying on the latter's
influence cnly, do not first gain the commitment of othdrs,
they may also commit the error of assuming that the ' jargon'
of the imported ideas is understaﬁdable to all. Havelock
(1970) states that the not-unfamiliar communication differentisel

between encoder and decoder may be here involvwd. Lloreover,
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since not many individuals may have perceived the new
ideas as necessary in the first instance, but did not

see themselves in the dominant position to impose or
exXpress their objections, they may develop subtle and
thwartive mechanisms, such as notv volunteering the feedbaci
necessary for evaluating the phase-~by-phase processes of
implementation. Yet, feedbaclk is a 'sine gua non' of the
success and determination of idea relevance since, through
1t, may experienced problems during implementation be
grappled with (Stufflebsum, 1967; Gross, et.al., 197L).

A fgilure to involve more than the superior may
also mean a loss of an opportunity for more perceptions
to be brought to bear on learning-imported ideas. It is
not unusuval to find work unit members deriving pleasure
from the failure of vproposals at a stage of implementcotion.
Coe and Barnhill (1967) pcint out that at the propaganda
phase of an innovation, few elements of the change may be
as dezzling to 1ts proponents as to distort their verception:s.
The unforeseen later crops up to ruin innovation effort.

It 1s often the case that those who either were not consultcd
or had not really welcomed it then have an open or covert
day of laughter.

The criticism of a leadership-based model does not
mean that the model is entirely unworkable. If the
recipients of leadership influence identify with leaders,
and if they conform because of thé reward power and
authority of leaders, the model may work. Whether the

change so brought about is relatively ephemeral or long-
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lasting is another question. The point being made here,
though, is that, although lead:rship is a neoessary-
condition for learning transfer, it mey not be a sufficient
condition. Wote should be made that & leadership-based model
also assumes (i) that the leader is aware of the need to
utilise the ideas of re-—entrants; and (ii) that other

staff may be unsupportive of ideas uynless influenced by the
leader. Bub only in Case 2 of the protocols is the assumption
(i) satisfied. In the other cases, there is a general un-
awareness of the need to ubtilise +trained personnelt!s ideas

if need be, and there are also the factcrs of unsupportive
staff and unsupportive leadership as well as the prevalence
of perceived and resented mechanistic conditions. Even in
Case 2 where the leader is aware of the need to consider and
to apply usable ideas from learning, effort is torvedoed

by a significant subordinate who perceives a Theory X element
in the work situation. Therefore a leadership model cannot
work in any of the cases, and, in fact, Failed 1o work in
Case 2.

It is, so far, demonstrated {hat neither those models
lebelled here-as revolutionary (qualitative) nor those
referred to as evolutionary (quantitative) cen really meet
the learning transfer inhibitors articulated by the re-
entrants of this study. There is therefcre the need for
another model to be suggested, though the model is also

classifiable as evolutionary.

(¢) A Mutual Expectations
Learning Transfer Model - lielt

Tor one to appreciate the relevancs of this model,

B .
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(i) one has to recall the inhibitive organisational
factors, which may again be stated ag maiﬁly
overload, prevalence of Theory X and coercive -
alienative conditions, and general unawareness
of people of the need to use learning-imported
ideas;

(ii) +the operation of the model has to be described,
including how it may help to eliminate the
problems; and

(iii) +the concepts and theory or theories underlying

the model have to be, explained.

The search is for a model that may clear all of the
problems rather than our having to design a model for each
of them. A 'good' model is one that can be adopted or
adapted to clear a number of problems: otherwise, we would
tend to have 'billions' of models in the face of countless
behavioural problems in organisations.

Certain articulations of the re-entrants themselves
suggest a possible, workable model. Cases 1, 3, 4 and 5,
that is, four cases out of six, réfer to the general awareness
of people of the need to utilise re-entrents' ideas. An
implication is that if awarehess is roused, learning transfer
may become easier. How may awareness be roused? An answer
is suggested by one of the oharacteristics (statéd in
Chapter 2) of bureaucracy - the tendency to refer to rules
and regulations. If awarcness is written into organisational
conditions of service such as in the handbook called
'Civil Service Rules', it would becouwe mandatory. One

b

more rule will not hurt bureaucracy
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A DESCRIPIICHN OF MELT AND IT3 OPEZRATION

(see fig., 9.2)

PIG. 942 ¢ A MUTUAL EXPECTATYICES LEARNING TRANSPFLR
VODEL ( MELT) THS FAIN PHASES
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Fig.9:2 depicts the model in its three phases:
1. The pre-~training phase within the

prospective trainee's organisation

R

~
1
o

'the training/covrse phase (the learning
situation); and
3. The post-training/course phase (re-entry)
within the organisation.
The three vphases have a seven-gtage sub~vhases of activities

depicted in fig.9.3.
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: THE SZVEN SUB-PHASIZS OF IELT

Stage/Sub-phase
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Why the interlocking cirecles are used will become

obvious when the concepts of 'mutuality" and its associated

concepts are later discussed. It will, however, help

clarification if the model is linearly vpresented, provided

that it is borne in mind that since the seventh sub-phase

provides for a review or an appraisal of the results of

|

learning transfer, the model is also cyclic. Teble 9.1

i's accordingly explanatory.

TABLE 9.1

DETAIL OF MELT

PHASE ; SUB-PHAS.AS/STAGSS ACTIVITISS
: ;
. T Prospective trainee-boss |Discussion of hope
interactions ennd expectations
1 : (and fears)
Pre—~training ! from the coming
(in organis-— course
ation) IT Prospective trainee-boss
workmates interactions j
: (including represent- : (O
atives, 1f not all
menbers, of work-
related units)
o JITT Trainee/part;n;pants, §(a) Tr@inge, like
TRATNTNG/ ; tralners/faoll}tators and with
IBARNING and fellow-trainees others during

(to which
trainee brings
the hopes,
expectations,
etc. discussed
in phase 1)

s e

(b)

(e)

ing,expregses
and discusses |
hopes, expect-
ations (and
fears) about
the course

Course/Learn—
ing activit-
ies take
place

Action plan
iscussed
with tralners
and fellow-
participants
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TABLE 9.1 (contd.)

PHASE SUB~PHASE/STAGES ACTIVITIES
IV Trainee ‘'interacts' with| Writes report on
himself course, embodyin:

new lideas relevunt
to organisation.

f V Re-entrant-boss-inter- Presents report
actions (copies already
made) .

Discusses with bogss
3 fixing date of
s eneral meeting
¥ t"'- ni g. ©
%g:weﬁzif? ?i with workmates
oreanisation and others. Dis-
’ : tribution of
VI Re-entrant, boss, work- | report to all.
mates, representatives : ) . R
or gll related work Report as working

-~ _ paper. Ideas
ni xmbers : )
unit members meet considered. Action

plan on ideas.

VIT Review/appraisal of Appraisal of

effects of ideas ifleas and sction
talten., Results
so Tfar noted.

The activities connected with each phase and sub-
phase are so self-explanatory that few remarks are necessary.
Firstly, the inclusion of members of work-related units
(if such units exist) in stages II, VI a2nd VII may involve:
(a) small units‘within the same department;
(b) more than one department.
The question is whether the resultant meeting may not be
of too large a group for effective interactions. While it
may be admitted that discussions may be more wieldy in
smaller groups, the largeness of'a group should not he seen

a8 & serious problem. Sub-commitices may be used to discuss

e
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hopes and expectations from a course with a spokesperson
of each zub-committee, reflecting the views of others,
and a common list of points drawn up for the edification
of all concerned, including the prospective trainee.

At stage VI,-the centre stage is taken essentially
by’the re—entrant while others listen, recalling the high-
lights of the report (with recommendations) earlier dis-
tributed (see aotivitiés at stage V). Clarification points
are sought if necessary, and sub-committees could discuss
how far the new ideas proposed are workable. In the total
group discussion and drawing up’of é comnon list, action
is agreed with a review (stage VII) date fixed.

It may be contended that this model cannot work in
the ceses of re-enirants posted out, after a course, to
another department or agency, as often happens. Ideally
a re-entrant should be a re—entrant in the specific organis-—
ation from which he set out for a course. A slight modific-—
ation of the model couvld work in the circumstance. If itis
agreed, as earlier suggested, that a rule on learning transfer
should be added to the existing puﬁlio gervice rules on
conditions of service, a sub-vprovision could be made that
some time after bthe re-entrant haes settled down in his
department of posting,.usually on the same Job as in his
pre-posting department, he should submit his new ideas to
his new boss for a similar processing seen in the model,

This would be practicable particuvlarly where there is a
functional identity or similarity between the re—entrant's

former place of work and the agency of his posting, for

ot
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example, personnel work in the civil services has essentially
the same underlying policy and practices. If there is g
differencé, and even if no difference existed, arrsngement
could also be made for the re-entrent to have time-off to
visit his former organisation to sell his ideas, following
thé patterAs set by the suggested model. If, however, a
leaf is borrowed from the United States Public ILaw 85-507,
approved by the 85th Congress on Tth July, 1958, it becomes
mandatory for a re-entrant to work for some time in his
original organisation before movement elsewhere.

’

CONCEPTS AND THEORZTICAL FOUNDATIONS OF LELT
THE CONCEPT OF 'MULUAL (LUTUALITY)

The term 'mutuality' here refers Lo interdependence
of perceptions, attitudes, and behaviours of two or more
people in the work situation. It is the reciovrocity of
these processes which, as an associgte of integration (below)
makes the model an integrative and a mutual model of learninzg

transfer.
THE CONCEPT O INTIGRATICH

The concept of *mutuality' implies'integrativeness'.
MELT ig an integrative model in more than one sense. Firstly,
by bringing together the prospective trainee, his boss,

work-group and related work-group members, it integrates

- them, for the concept of 'integration' means a binding

together for performances toward a common purpose. Integrative

effect is also achieved by the fact that various perceptions,

hopes and anticipations are brought together to hear on &
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future event, the coming course. This is not to say;that
the problems in the transfer of learning are attributed

to the léarning sitvation, but to demonstrate that by its
futuristic element, courses become bound or related to

all those expected directly and indirectly to benefit

from them. Bearing in mind the activities in the pre-course
phase, the learner is likely to concentrabte more on the
course. He expects favourable attitudes from all and
sundry in the back-home dimension. The integration which
precedes a course continues as a re-entry process, and the
activities are congruent with Argyris's (1964) idea of
integrating the individual and his organisation as much as

possibie.

THE CONCEPT OF 'EXPE&TATIONS‘

'Expectations' here refers to a set of beshaviours or
performence standard looked forward to as achievable or to
be achieved by an individual or a number of individuals,
the standards being related to competence, available time
and resources. Because gtandards are usuwally set as & basis
of performance evaluation, it can be a »erceived element of
organisational climate. lMoreover, since expectations are,
in the sense of MELT, expressed in the relationship between
a prospective trainee and others, the concept of 'expectations!
logically connects with the concepts of 'integration' and
‘mutuality'. .

MELT therefere helps an obviation of unsupportive and
indifferent leadership and workmates, as well as of unawarcness

of the need to utilise re—entrants' ideas. It demonstrates
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that the very expectations of learning transfer in which

the boss, others and the re—entrant are involved in
expressing can be seen as having the same effect as

their being ready for change and asking for change if change
is assessed by all as improvemental and workable within
available %esources.

In his explanation of 'resistance to change'; Huse
(1980) points out that a boss and others do not resist
change if they have specifically asked for it, and that
a change proposer is working for a boss and others if
they requested proposals. Huse (ibid. pp.11l8-119), drawing

attention to the need for collective involvement, states,

YA proposed change usually affects more than one
persons it affects the entire work unit and
existing work groups within the unit. Group
opposition is usuvally more than the sum total
of the individual oppositions, since the
behaviour of work groups is not identical to
that of the individuals., There is strength
in numbers. In addition, the imvact of proposed
changes.in the groun is usually greater than the

~impact of the change on any one individual."

It will further be recalled that, beside the factor of
ignorance and unawareness, the perceived factors stifling

learning transfer behaviour are coercive-alienative,

" that it, undemocratic or Theory X practices. Bennis (1977)

has pointed out that one of the problems which create despalr

in many is how to erect a democratic edifice on bureaucratic

i 3 v e st
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foundations. The concepts of integration, mutuelity and
expectations, built into LMELT, could resolve this problem.
Thig ought to be clear from +the various‘processes of the
model.

There are empirical and laboratory-—-type evidenqes
to indicate that the suggested model can help in resolving
the learning transfer inhibitors that have emerged fronm
the analysed protocols. Firstly, the Hawthorn studies |
reported by Madge (1962, pp. 162-209). The mutual expectations
set by the observed members of a group of employees for
themselves were met by members even in conditions purposely
creatediby external observers to lower or to increase pro-
ductivity.

The achievement effect of exvectations is also inferable
from the 'demand characteristics' that surfaced in Orne's
(1962) experiment to establish one of the ways in which
biases may creep into social psychological researches.
Subtle cues were given to subjects on how the experimenter
wished them to respond. They did as if they wished to vlieese
or satisfy the experimenter. An implication of this study
is that if a prospective trainee is given a cue explicitly
or, at least, implicitly, that he is expected to suggest
useful new ideas on re-entry, and that the ideas would
receive consideration, he is likely to find work climate
encouraging to the transfer of learning. A possible effect
is that he will also be motivated to be attentive in the
learning situation in order to garner as much of applicable

ideas as possible. Thus, the cue of expectations can have
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_0f superior managers is their ability to create high, thour:

the benefit not only of making 81l in the work situation
expect learning trensfer but also of integrating learning
activities with work situation.

Rosenthal (1966) has confirmed a resul+t akin to Orne's
though not in the context of démonstratimg research souvrces
of biage. H{s result has become tagged as “Roéenthal effects”~
On carrying out their study in an educational setting, the
same Rosenthal and Jacobson (13968) found that high performance
characterised those students whose teachers were given cucs
of expected high standard, but not those students whose
teachers served as control grodps. Thus has 1t got established
that expectations tend to be self-fulfilling prophecies.

The renentrént, because of existing expectations, would
fulfil the expectations of learning transfsr while others
in the work place would fulfil the expectation of co-operatvic:.

Livingston (1969) has also analysed the effects of
expectations onr an insurance company workers, bank and
other business ingtitutions. It was consistently demonstrated
that employecs to whom high expectation is communicated so
recognise themselves as highly regarded, appreciated,
and set apart»from low or noun-verformers, that they strive
to meet the expectations . Livingston concluded that what
a manager expects of his subordinafes and the way they
see ﬁhat he treats them largely determine their achievemen®

and conseguent career progress, A unique characteristic
attainable, performance expectations which subordinates
see as worth fulfilling. On the other hand, less effectlive

managers fail to develop similar expectations and, conseguen:-
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the productivity of their subordinates suffers. Generally
subordinates, more often than not, appear to do what they
believe is expected of them. |

Ends and Page (1977), however, point out that the way
expectations are communicated matters in their being fulfilled.
They suggest that for a high probability of attainmentd,
eXpectatiJns have to be mutuvally negotiated by all concerned;
expressed in clearly understood terms and in writing too;
and assessed by those concerned as not beyond achievement
capability (within available means or resources). Although
one need not insist on written expectations, it is generally
recognised that expectations pfoduoe highest in an atmosphere
of mutual confidence.

The message is clear for this study, namely, that a
pre-course exigtence of expectations can help the transferer
of learning, especially if learning transfer is a rule in
conditions of service. Once the model is applied and the
condition of mandatory transfer exists, even the factor
of overload will be meznsged in such a manner that there
is time Ffor the application of the model.

It will be recalled that a condition stated as likely
to help the practicalisation of the model is the need for
the transfer of learning to become one of the provisions
of public service conditions of service as stipulated in
'Civil Service Rules.! The importance and the amount of
public money reposed on training and development (sce
. Chapter 1) are too great, and the disappointed hope
that learning will be transferred too great also, for
the initiative in innovative behaviour to be entirely

left to the whims of organisational leadership and membership.
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It has also been argued in this chapber that one more
bureaucratic set of rules on training will not hurt
bureaucracy. The provision of mendatory transfer of
learning in blue-printed conditions of service would
imply that if a re-entrant has no ideas to offer, he
has to demonstrate during the re-entry interactions why
he has néthing to offer.

This provision amounts to a Theory X policing of
training 'a la' McGregor (1960). It is also a borrowing
from Burns and Stalker's (196L) concept of mechanistic
organisations, equatable with Theory X. Therefore one of
the theoretical foundations of MELT is Theory X. Initiative,
now taken away from individual re~entrants and from the whins
of organisational members and leaders, really belongs to the
higher, sceondary order in Maslow's (19%4) hierarchy of
needs and McGregor's (1960) Theory Y concept of achievement
motivation. Therefore the transfer of learning, which could
be a matter of initiative on the part of individual. re-
entrants and/or leaders and membefs, becomes partly a
function of Theort X 'side of enterpriset.

Yet, IMoLT cannot be said to be solely derived from a
Theory X type of motivation theory. The very interactions
involved in the model indicate the salt of McGregor's
Theory Y and Burns and Stalker's (1961, op.cit.) organismic
orientation of management practigces (which aré'democratic).
They provide a setting in which the re--entrant, unencumbered
by those perceived inhibitive climatic Tactors, may prove

that he is an innovator with something to offer for verform:ince




=
8
H

s S S e L T AR e e e R 0 AT e it T L U
b o A A SR S DR TG Aot et 2w A ST o ol S LN Ul i Al e DR A AR s ke S

AL S o et SUERIIE A, st

~322-

improvement. Taking the centre stage on re-eniry, he
bathes in a kind of limelight that should be motivating.
Bffectively put into practice, KELT satisfies Naslow's
(1965) Eupsychian Nanagement by which leadership and
followership are healthily distributive.

The model is thus based on a blending of both Theory X
and Theory Y lines of thinking. It may, because of the Theory

X aspect, be contended that anxiety could be generated in the

trainee/re—~entrant on whether or not his ideas may be ridiculed.

This possibility simply means that the application of the model
requires a climate devoid of sarcasm in the cases of ideas not
considered realistic. It also implies that the re-entrant him-
self has 1to ®e thoroughly analyticel in suggesting ideas.
Therefore the model is associated with creative anxiety or
texsion which, according to Pisher's (1874) study of group
dynamics, is necessary for effectiveness. Total absence of
anxiety or tension may detract from a group's goal and task-
meintenance capability. Thus, MZLT is also associatable with
group dynamics.

There is also, finally, the obvious theory of expect-

ations which requires no elaboration as it is the wvery

heart of the model as already demonstrated.

There are other attributes of MELT which should Dbe
stated in passing since those attributes do not point to
the exact factors analysed from the protocols. These are
that ‘

(a) since the medel requires pre~course

interactions of all concerned, there is
a compulsion for all to have a close look

al the contents of courses and a more
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systematic identification of those who

should go for training;
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(b) it is likely to have a universal appeal

where 'democracy' is a societal value;

(¢) if the discrepancy in learning transfer
were shown to lie in individual re-entrant's
personal characteristics, the Theory X side
of the model would force (modify) the re-—
entrant to attempt learning transfer. The
model can therefore be applied Lo more than

lone dimension of learning transfer difficulties.

(iii) SUMMARY OF CHAPTER 9

This chapter examines possible learning transfer

models from which a re-entrant may select to clear the é
organisational factors which have emerged from the protocol
analysis and discussion in Chevter 8. Those models which

the writer has classified as revolutionary or qualitative'
(such as coup, pronunciamento and compliance) are shown

to be inapplicable, being essentially outside the re-entrant's
éompetencec As regards those models classified as evolutionary
or quantitative, some, such as various Organisation Development
models and Petltigrew's (1976) political model, are also shown
to be inapplicable though they contain some elements, like,
group involvement, of value 1o the model later suggested.
'"Pulpit' models are demonstrated to be too 'laissez faire!

to be of practical usefulness. The closest to what is
considered useful to learning transfer is the Weiss, Huczynskil

and Lewis (1980) and Stiefel (1974) leadership-bascd model.
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However, by nol giving equal weight to subordinates’
involvement, it leaves & posszible gap through which
unsupportive or unconsulted organisation members may
sabotage transfer effort. MELT; by involving all related
work membe#s, is suggested finally as filling’the 2ap,
provided -the transfer of learning is made mandatory in

conditions of service.
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SUGGESTED INTERESTS FOR FURTHER STUDIES

Although the use of three dimensions in this sfﬁdy
is intended to be as comprehensive as possible while it
is borne in mind that too much need no®t be done in e study,
the study cannot claim to have given the final word on
learning trensfer. It is at least necessary for liigerians
to see whether the findings here can be confirmed elsewhere
in the country, may be by concentrating on the private sector
organisations which are expected to grab fast any learning
likely to enhance profit. If there is a difference, then
we shall have had more information to try understending the
nature of public bureaucracics vis-a-vis private.

The model, MELT, suggested here could also be a research
theme,lthat is, an inguiry into its efficacy in those¢ organis-
ations where it is applied. The value of such an exercise
would be to confirm the model as an effectiveness and profit-
enhancing instrument.

It may have been observed that this is & study of
learning treansfer problem at re-entry stage, but with the
re~entrant asked to regress to the learning situation. It
would be interesting to devart from this angle to study the
problemn at the learning situvation stage, that is, analyse
what factors are in the minds of prospective re-entrants
prior to re-entry on whether or not learning should be
transferred. The findings could be useful by themselves
or could be revealingly compared to those from the organisation-
al (re-entry) situation angle, such as the present study.

sSuch a study may also use the phenomenclogical per-—

spective. It may be contended that the perspective, dealing
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with lived experiences, cannot avply to 2 yet-to-be-

lived situvation. A reply is that, by imagination, we

do live the future. Thus, as illustrated in Shakespeare's
tJulius Caesar', cowards die meny times before their death.

Case 4 of the protocols hints at a possible research
interest. The re-entrant there hed the least management
experience of the six cases stﬁdiedJ He revezled that
he had onl§ one and a half years of practical management
experience. He was also the least aﬁpreciative of training
techniques or a late starter in appreciating their purpose
within their adult context. It is likely to be revealing
if the attitudes of more experienced trainees to ‘btechniques
are compered to those of the léss experienced. Such a study
could be valuable in the determination of who are to go on
training,

Another line of research may be to look for where lesrning
transfer succeeded and to identify why. The phenomenologiczl
perspective can be employed in such a study. Pindings could
be compared to those of this study, with the obvious or
implied mesgage for organisational nansgers to adapt or
adopt the transfer - conducive practices of the more positively
perceived organisations.

Finally,-there are issues of interest, not all that
directly related to learning transfer, but hinted as of
possible research value. This is in connection with Zaleznik's
(1970) analysis of politics in organisational life. That
authority shows how coalitions and constituencies could
'organise out' individuvals. He triggers off in the writer's

mind whether afbgonism toward innovation could be related
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to coalition hangovers from external environments of
organisations, especially those set in multi-ethnic
surroundings like Nigeria. A possible revealing research
subject could be "Bthno-political Behaviour in Orgenisationz.n

i
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NOTES

The references in the drematic poem are to (i)

Culbert, S.A. (1974), The Orzanisetion Trap and How

to get out of it, New York: Basic Books; (ii) Bion,

W.R. (1961), Exveriences in Grouns, New York: Basic .

Books; and (iii) Argyris, C. (1973), Intervention Theory

and lethod, NWew York : Addison~iesley.

From Federal Government Estimates of 1979, 1980, 1981;
1982 figure is from ASCON's records (file of memos in

the office of the Chief Acdountant, ASCON, Topo, Badagry).

Other authorities who have considered the levels of evalua-

tion of training include Kirkpatrick (1967), Warr, Bird
and Rackham (1970) and Hemblin (1974). Kirkpatrick
highlights four levels - reactions, learning, job be-
haviour and results. Warr, Bird and Rackham's equivalent
of these are reactions, immediate, intermediate and
vltimate. Hambliﬁ, however, recognises five levels -
reactions, learning, Jjob behaviour, organisation and
ultimate. His distinction is thaﬁ organisaticonal evalu-
ation has to do with the effects lraining has on perform-
ance beyond en individuzsl traines, for example, whether
leadership training has led to reduced subordinates’
absenteeism. On the other hand, ultimate level evaluation
pertains to the effect of training on the set objectives
of an organisation. Some authorities consider Hamblin's
organisation and wltimate levels simply as ultimate

or organisation, thus having four instead of five levels.

Fig. 2.1, taken from Whitelaw (1972), is clearly a

ST TR
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synthesis of the evaluation levels recognised
by the auvuthorities referred to in the first

statement of this note.
(a) Perception (exemples of other definitions):
MacKay, D.I.. is shown to state that an organisation's

adaptive updating of itself to match environmental

pressures 1s perceplion. Here is a systems view

of organisations as having biological qualities.
Using Action Theory or Symbolic Interactionism

to criticise this view is beyond our concern. It

is enough to say that this definition is confusing
for we can perceive without necessarily taking
action. Taking action means that the object of
action or behaviour has been evaluated, not merely
perceived. KacKay's definition is confusing or mis-
leading in that he embodies three different, though
often related, components of behaviour -- perception
attitude and behaviour or action itself. See this
definition p.36 of Locket, M. and Spear R. (eds.

1980), Organisationsas Systems, NMilton EKeynes:

The Open Univ. Press. Another unclecar definition

~

is G.M. lead's in Reck, A., ed. (1964), George

Herbert Mead : Selected ﬂritings, Indianavolis:

Bobbg-Merril, pr.l25--129.

He sees perception as anative response to a problem
situation. That Fead's definition is nol clear is
brought outbt by his definition of attitude as the

~

beginnings of acts. Since percention itself can be

S\

geen as also the beginning of zcts, the distinction
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from attituvde is nebulous. Although in this

study, a distinction between both is recognised,
both are interchangesably used to avoid a continuous
repetition of either or both together in the text.
As regards ‘tattitude', that definition adopted in
this sfudy is built up from (a) Thurston (1928)

who defines 'attitude! as "the intensity of positive
or negative affect for or against a psychological
object", (b) Krech, D. and Crutchfield, R.3.

(1948) who define it as "an enduring organisation
of motivational, emotional, perceptual and
cognitive érocess with respect to some aspect of
the individuwal's world", and (c¢) Rokeach, M.

who defines it as "a relatively enduring organis-
ation of beliefs arcund an object or situation
predisposing one tolrespond in some preferential

menner® (all in Sills, D.L., 1966 , International

Eneyclopedia of the Social Sciences, pp.450-457.)

some writers, who conceatrate on the learning
sitvation, do not specifically tell us that they
are interested in the transfer of learning. Rether
they seem to be interested only in naking training
effective. The question is 'traeining effectivenéss
for what purpose?' It 1s reasonable o say that
particularly in the context of adult and practising
trainees, the underlying purpose is the transfer of

learning. -
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It may sound an uvnusval organisational change process

to state the likelihood that leaders who are irresponsive

to ideas can be removed by higher authorities and their

places taken by the more responsive or the proponents of

the new ideas. It is vnusuval but it does occur. In

Nigeria, very highly placed public servants, particularly

under the military, were posted to other Jobs,
weightless assignments. Several were forced to
earlier than they intended. In the literature,

practice of such staff movement is referred to

or given
retire
the

as the

'Replacement Approach' to organisational change - sce Huse,

E.F. (1980), Organisation Develorment and Change, St. Paul,

Minnesota: West Publishing Co., pp.27-28,

7. The following quickly nresents the change processces deg-
eribed by the cited authorities, though the argument of
this writer is that they are not for re-enirants.

Process of Innovation
Milo Shepard Hage and Aiken
(1971) (1967, p.470) (1970, p.113)
l. Conceptuzlisation l. Idea generation 1. ivaluetion
2. Tentative Adoption 2. Adoption 2. Initiation
3. Resource Getting 3. Implementation 3. Implementation
4. Implementation 4. Routinisation

Institutionalisation .
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Wilson 1966 Zaltman, Duncan and Holbek
L. Conception of the l. Initistion stage
Change ' 1. Knowledga-awareness
2. Provosing of change substage
3. Adoption and Implement- 2. Formation of attitudes
ation | toward Tle innovation
substage

S 3.'Decision substage
2 IX. Implenentation stage
1. Initial implementation
substage
2. Continued-sustained

implementation substace
L (=]

Summary of organisation-oriented models of the innovation

process : from p.62 Zaltman, et 21.(1973)

Lippit et al Argyris Beckhard Xalnemann and 3
(1958, »p.91-125) (1970, pp.12-(19%59 pp. Schild
31 15~19) (1966, v.73)

l. Diagnhosis of le Generation l.Initial 1. Determine whose

problem ' of valid coniact behaviour is %o

2. Assessment of data within by client  be chanszed
client systems client system 2. Deternining wi ..
motivation and system 2.Defining groups and
capacity %o 2. Generation the pro- individuals
change of free and blem and are likely

3. Assesshenﬁ of informed ' establish-~ play roles =4
change agent's choice on ing the re- resistance o
motivation and part of oygan_lationship change

P, processcs
esources igational

et et




Lippittet al Argyris Beéxhard Kehnemann zr :
(1958) ppe (1970)pp. ~ (1959) pp. S. Schild
L-12o 16-31 15-19 (1966, .73)
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4.5electing members in  3.Plenning 3.Deternine <on
appropriate affairs of First each key porc-.
objectives orgenis-— action step - what are +n:

o Choosing ation 4 JAssessment determinents of
appropriate  3.jelping of effeets his ressonze
helping role client to change

5.Replanning
4. Determine
e . . E« . R
6. Establishing ysten and re-estab-
. structure o
i 31 e menber . . ~
and meintain S lishing +the

personal in-

ing of re- develop - relation—

lationship internal ship fluence in

with the commitment change tarsot

client system to change systemn
process 5.Determine for

7. Recognising,

‘ qs eath indivicu~i
guiding the

in systen wnit
phases of y
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- The efficacy of rules in a public bureavcracy is
noteable in the introduction and use of PPBS in
Nigeria . This technique (of zero~based accounting or
budgeting was recommended by the Udoji Commission
(Fulton equivalent) in 1974: it was accepted by
the Nigerién governments. The Admiﬁistrative staff
College of Nigerie immediately moved into. the action
of showing public servants how to do it. PPBS, however,
remained unadopted vntil the Pfesident‘s directive,
which became a budgetary reguilation, compelled
compliance from 1981, that is, seven years after the
practice was formally accepted under the military.
Whether PPBS is being implemented with expertise or
‘not is outside the gquestion. That it is being effected
ig the reality. It would thus appear that, whether a
public service organisation has an authoritarian or
democratic culture, an effect of regulations or rules
is a cross—culbtural harmonisation. This is not to say
that complisnce behaviour would necessarily be seen
as having a causal link with rules; rather it is
to say that behaviour can be rule-following (Ryan,
1970) because just as a society or culiturzl group
may evolve behavioural rules over time and people
obey them, so a public serviece with its servants

may do.
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