
FOR REFERENCE ONLY

FOR REFERENCE ONLY

* 

..r mv».« fWTf 3't*r

40 0607715 
1



ProQuest Number: 10183545

All rights reserved

INFORMATION TO ALL USERS 
The quality of this reproduction is dependent upon the quality of the copy submitted.

In the unlikely event that the author did not send a com p le te  manuscript 
and there are missing pages, these will be noted. Also, if material had to be removed,

a note will indicate the deletion.

uest
ProQuest 10183545

Published by ProQuest LLC(2017). Copyright of the Dissertation is held by the Author.

All rights reserved.
This work is protected against unauthorized copying under Title 17, United States C ode

Microform Edition © ProQuest LLC.

ProQuest LLC.
789 East Eisenhower Parkway 

P.O. Box 1346 
Ann Arbor, Ml 48106- 1346



AN ANALYSIS OF THE PROBLEMS ASSOCIATED WITH 

TRANSFER OF LEARNING 

RELATING TO MANAGEMENT TRAINING 

IN SOCIAL SERVICES DEPARTMENTS

by ANN-MARIE TOLLEY

Submitted to -

C N A A in partial fulfilment of the requirements for the qualification 
of M Phil

Collaborating establishment -
Norfolk County Council Social Services
Department

NOTTINGHAM POLYTECHNIC 
November 1989



Of\PkvX
T c t



PREFACE

Since their establishment in 1970, Social Services Departments have 
had to cope with a range of increasing demands and problems 
surrounding their powers and responsibilities, their relationship with 
other statutory agencies, voluntary organisations and latterly the 
private sector, and uncertainties concerning the provision of 
community care. Although this has been matched to a certain extent by 
increasing attention to the management training needs of their staff, 
personal experience as a Training Officer from 1974 indicated that 
this was patchy and often cosmetic, a feeling shared by colleagues in 
the field; there was considerable doubt about the effectiveness of the 
results of such training as there was.

This study sprang out of a very real desire to discover what could be 
learned, from the experience of other Social Services Departments and 
the literature, about how management training effectiveness could be 
improved. The identification and analysis of transfer of learning 
problems has been a necessary step in this process.

The research programme has not been without problems. For example, 
the national questionnaire, intended to provide a clearer idea of what 
management training activity meant for other Social Services 
Departments and of how the transfer of learning issue was addressed, 
in fact demonstrated that patterns of training provision were even 
more diverse than originally thought. The necessarily complex nature 
of responses was partly responsible for partial or non-completion by 
some departments and has made presentation of the results less than 
simple. The department in which research for the case-study was



undertaken was subject to major changes in training personnel and 
strategy, which meant that an intended evaluation of a specific 
programme was not possible, although some interesting insights were 
otherwise provided. In addition, the employing department, responding 
to some of the problems highlighted in the first paragraph, underwent 
a major re-organisation and necessitated two job changes for the 
author, who while retaining some direct involvement in management 
training provision, now has a wider service planning brief.

In addition to the research programme, the author has also undertaken 
some advanced studies in connection with the programme. These are as 
follows:

Research Methods: - Total time 39 hours

Topics included:

identification of research problems
planning and design of project
methods of data collection, including observation,
interviews and questionnaires
testing and processing of data
methodological problems, eg questions of objectivity, 
interpretation, ethics and other aspects of research 
philosophy



Quantitative Methods:- Total time 39 hours

Topics included:

descriptive statistics
sampling and sampling distributions
estimation
probability theory

In addition, research seminars held by the East Midlands Regional 
Management Centre and the National Association of Training Officers in 
the Personal Social Services were attended.

The following abbreviations will be used throughout the text: mt = 
management training, Dept = Department, TO = Training Officer, SSD = 
Social Services Department.

Acknowledgements are due to a number of people and organisations for 
their assistance in the preparation of this study. Dr Colin Fisher, 
(Nottingham Polytechnic) has provided continuing encouragement, 
support and guidance throughout, including help in devising the 
overall strategy of the research and discussion of models of 
management development. His own work on management training with 
Social Services Departments, Health Authorities and schools has 
provided a useful additional source of information. Thanks are due to 
Dr Nicholas Ragg (University of Surrey) for his help in devising the



national questionnaire and his guidance on qualitative research 
methods; to Dr Tony Gear (Nottingham Polytechnic) for his advice on 
collecting background information from academic sources; to Dr Roy 
Felgate for his teaching on quantitative research methods; and to 
Professor Tony Watson for his continuing encouragement and 
availability for discussion. Acknowledgements are due to my 
colleague, Michael Mills, for his collaboration in devising Part A of 
the national questionnaire and in interviewing a number of Training 
Officers and training participants from other Social Services 
Departments. In addition, thanks are due to the following for their 
co-operation in discussing the programme's theme:- Don Binsted and 
Julia Davies of the Centre for Management Learning, University of 
Lancaster; Gerry Fowler (North East London Polytechnic); Graham Parry 
(Anglian Management Centre); Joanna Kozubska (International Management 
Centre from Buckingham); John Morris; Jean Rawlence, and to Training 
Officers from Berkshire, Buckinghamshire, Enfield, Manchester, 
Derbyshire and Stockport Social Services Departments for enabling 
interviews to take place in their departments. Acknowledgements must 
also be made to all departments which responded to the national 
questionnaire, to all participants in management training activities 
who agreed to be interviewed and to the author's employing department 
- Norfolk - for time and access to interview within the department and 
for secretarial support.
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AN ANALYSIS OF THE PROBLEMS ASSOCIATED WITH TRANSFER OF LEARNING 
RELATING TO MANAGEMENT TRAINING IN SOCIAL SERVICES DEPARTMENTS

A-M TOLLEY
ABSTRACT
The purpose of this study is to investigate the nature and extent of 

transfer of learning problems relating to management training 
(mt) in Local Authority Social Services Departments (SSDs). It 
particularly focuses on the factors which enhance or inhibit the 
application of learning to work practices. The ultimate aim of 
the study is to enable the effectiveness of such mt to be 
increased by the formulation of strategies for anticipating and 
reducing the impact of potential transfer blockages.

Data has been collected by means of:
1 The circulation of a Questionnaire to all SSDs in England and 

Wales.
2 Semi-structured interviews with staff who have undergone 

management training in a particular SSD - (Dept A).
3 A number of unstructured interviews with Training Officers (TOs), 

participants and line managers in a small sample of departments 
and with some tutors of SSD mt programmes.

In addition, a review of the literature concerning
1 The purpose and methods of and trends in mt being carried out in 

SSDs; and
2 Transfer of learning problems associated with mt generally
provides, with the author's personal experience as a SSD TO and 
manager, a framework against which the data can be discussed.
In order to identify blockages to transfer within the particular 
context of this study, the nature of SSDs as organisations is also 
discussed and reference is made to the literature on mt in other human 
service organisations.
This study, then attempts to provide an analysis of how mt is 
currently provided in SSDs; of how such training is evaluated in terms 
of its effects on working practices; of what trainers and participants 
perceive to be the main blockages to effective transfer; and of how 
SSDs are building in strategies to overcome or limit such blockages.



CHAPTER 1

THE NEED FOR AN ANALYSIS OF TRANSFER OF LEARNING PROBLEMS RELATING TO 
SSD MANAGEMENT TRAINING 

1 INTRODUCTION 

1.1 Objectives

This study was initiated in order to provide an opportunity 
to reflect on and respond to concrete experience of apparent 
problems relating to mt in SSDs. This chapter will describe 
that experience both in relation to mt activities and to 
organisational issues which appear to affect or be affected 
by such activities. An outline of the historical 
development and the purposes of SSDs will provide a context 
and finally the scope of the study as a whole will be 
described.

1.2 A Trainer's Experience of the Problems of Transfer of 
Learning

Several years' experience of working in a SSD Training 
Section had demonstrated an apparent frequent failure of 
staff to carry through into their jobs practices apparently 
learned or reinforced and accepted during training courses. 
This applied both to in-house courses and to those run

1



externally to the department. It also appeared to occur 
both in relation to courses where validation was successful 
and student feedback good, and to courses which were not so 
successful in either one or both of these aspects. Training 
activity, other than in the nature of 'courses' was 
virtually non-existent. As is experienced in many 
organisations where training specialists are employed, 
managers perceived staff training as, on the whole, 'the 
business of the Training Section', to be carried out by TOs 
in 'off the job' situations. Individual feedback to TOs on 
staff performance after training events was rare. Where it 
did occur it was informal and generalised. Concern about 
lack of improved performance was surmised and instinctive. 
Whilst senior managers involved in training advisory groups 
were often critical of course designs and methods, and 
linked these issues with transfer problems, they continued 
to support existing courses by nominating staff for future 
groups and contributing to course input, and, to a more 
limited extent, offering individual tutorial input. This 
experience, shared by fellow TOs within the author's 
organisation, and by colleagues in other SSDs, is very 
largely mirrored in the account of mt in a SSD provided by 
Corfield and Penney (1983). It was felt to be something to 
be regretted, but with no easy solution in that the reasons 
for this apparent non-transfer were by no means totally 
within the control of TOs. Warren (1979) observes that:



"the mission of the training function is to bring about 
behaviour change".

Whether behaviour change is the only mission of the training 
function, or indeed whether it is always one of the missions 
of training activities will be discussed later. However, 
for training to be effective in any way, basic decisions 
about what type of outcome is needed, for whom and how this 
can best be achieved need to be resolved. The extent to 
which the TO can ensure line management involvement in 
making these crucial decisions is limited, and formal 
appraisal systems from which TOs might draw relevant 
information rarely exist within SSDs. The fact is that 
management trainers in SSDs have to work with a particular 
and complex set of variables, many of which are outside 
their control, and of which subsequent transfer of learning 
is a function. Corfield and Penney, (1983 pp 120, 121) 
report on such a situation which arose during their work on 
mt in a particular SSD:

"the shortfall in the effectiveness of transfer of 
training was particularly visible in the area of 
management and supervisory courses in which the 
department had made a considerable investment... Most 
managers accepted this was not, in itself, a failure of 
the course and that the blocks were both within 
themselves and the organisation. However, at this

3
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stage, most opted for the organisation as their choice 
of scapegoat..."

The complexity of the trainer's field is such that training 
initiatives will achieve limited success unless the 
organisation is clear about its goals and training budgets 
and manpower are sufficient to enable detailed analysis of 
those variables which affect the basis of effective learning 
transfer; ie the organisational environment, the individual 
manager and the training provided.

It may be that Warren's vision of the training function is 
too simplistic if related to management rather than manual 
work activities, for example. Are TOs and line managers 
over-rating the potential of designed training activities to 
change managers' behaviour, at least on a consistent and 
continuing basis? Is changed behaviour necessarily always a 
goal? Are they equally overlooking the acquisition of 
certain analytical or technical skills learned by individual 
students but not easily demonstrable as evidence of 
transfer? The ways in which individual students may 
assimilate learning and apply or 'store for future 
reference' may vary considerably according to the respective 
stages in their individual development as managers.



THE CONTEXT

2.1 The Problems of Managing SSDs

Central to the whole question of mt effectiveness is the
ability to identify what effective and ineffective 
management practice within the organisation actually is. As 
Palfrey (1981) has demonstrated, until the problems of 
attitudes and structure within SSDs are resolved, the design 
and effectiveness of mt are problematical. The history and 
development of SSDs is complex and has left a legetcy of 
confusion of purpose, and a wide range of structures and 
management style in SSDs today.

Prior to the implementation of the Local Authority Social 
Services Act (1970), personal social services were provided 
through separately organised Children's, Welfare and Mental 
Health Departments. The Act built on some of the
recommendations of the Seebohm Report (1968) and provided 
for the establishment of unified SSDs within local 
authorities. Intended to allow the functioning of the
generic concept of social work, as well as a more efficient
administrative system, the implementation of Seebohm through 
this re-organisation led to a rise in the internal 
complexity of structure and relationships within SSDs 
(Kakabadse 1982 p52).



In many authorities, genericism was only partially adopted, 
with specialised teams relating to the functions of the 
former Children's, Welfare and Health Departments operating 
side by side within the new departments. Since then, both 
specialist and generic models have operated simultaneously 
within some departments.

Compounded by the Local Government Act 1972, implemented in 
1974, SSDs have grown considerably both in size, complexity 
and the extent of their powers and responsibilities since 
1970. The inter-relationship of the social problems 
addressed by SSDs with issues such as unemployment, low pay, 
housing, health, social deviancy and education is 
increasingly recognised and has added to specialisation and 
complexity within SSDs and in their collaboration with other 
statutory and voluntary agencies. Problems of fragmentation 
within SSDs and of split responsibilities with external 
organisations produce confusion for managers and staff as 
well as clients, as Challis (1979 p 170) describes.

Booth (1983) identifies 5 factors which underpin the need 
for collaboration between SSDs and certain external 
agencies.

i the inter-relationship of needs of clients;

ii the complementarity of services in fulfilling such 
needs;

6



iii value for money considerations;

iv the effectiveness of services to the community as a 
whole; and

v the nationally agreed strategy of developing community 
care.

Unfortunately, while SSDs and local health services were 
being increasingly encouraged to plan joint strategies and 
work more closely together, with the added 'carro.t' of Joint 
Finance, boundary changes consequent upon the abolition of 
Area Health Authorities in the structure of the National 
Health Service in 1982 posed difficult planning problems. 
Coterminosity of boundaries produced by NHS organisational 
changes in 1974 was largely lost, and some SSDs have to 
relate to up to four or more separate Health Districts, 
which' while being within one NHS Region, may vary 
considerably in style and political orientation.

Whilst this causes problems at the strategic level, middle 
managers are faced with similar problems at the operational 
level, and with conflicting perceptions of role between the 
various professions involved, eg the Social Worker, the GP, 
the Occupational Therapist, etc. Conflict at the 
practitioner level may also arise from differences in 
professional background and practices, and in the carrying

7



out of delegated tasks emanating from higher levels which
impinge on the roles of other practitioners.

As Challis (1979, pl71) continues, there appears to be a 
paradox in the way SSDs solve this type of problem. They 
often increase organisational complexities within the 
department in order to respond to these inter-agency 
initiatives, in much the same way that a well-known computer 
company dealt with complaints about operating complexity by 
providing an additional but equally complex ‘bolt o n 1
capacity. A further paradox exists in the way in which
increasing powers and responsibilities are being placed on 
SSDs by legislation while resources are being diminished as 
a result of central government policies. The current 
dilemmas facing SSDs from community care policy 
implementation provide a vivid example of this. The 
recommendations of the Griffiths Report (1988), if indeed 
they are accepted by central government provide for a 
clearer SSD responsibility, but would need to be accompanied 
by a central financial injection if they are to prove 
workable. They will require managers and practitioners to 
become further involved in working with a range of external 
agencies in order to "buy in" some services rather than 
provide them directly.

Arising partly from varying local social needs, size and 
spread of population and priorities allocated by political 
groups where legislation may be interpreted in differing

8



ways, the size, structure and management style of SSDs vary 
enormously, as do "practice, custom and procedure" (Challis 
1979, p174).

Activities within departments may be grouped in one of three 
main ways - by client group, by function (eg residential, 
day or domiciliary care), or by geography - or by a 
combination of these. The increasing use of internal 
consultants to provide specialised advice increases the 
complexity and ambiguity of line/staff relationships.

Attention to details of the design of organisational 
structures has largely ignored the influence of the 
organisation on the individual with its possible effects on 
job satisfaction and stress. Kakabadse (1982 p 115) both 
raises the question:

'What are people learning about their work and 
organisation?'

and answers it:

'It is considered that persons within SSDs are learning 
to cope with ambiguity and contradictions. The 
contradictions arise from having people working in the 
same organisation, but under three different cultural 
umbrellas'.



Kakabadse (1982) has suggested that within SSDs, staff work 
within a Task, Role or Power culture, depending on the level 
at which they function, and that these each have differing 
and contradictory value systems. This view is largely 
echoed by the Policy, Management and Domain theory of Kouzes 
and Mico (1979). It is supported by three themes which 
appear to have emerged from the submissions made to the 
Working Party on the Role and Tasks of Social Workers 
(Barclay, 1982), namely:

1 confusion and ambiguity among Social Workers concerning 
the extent of their autonomy as professionals;

2 frustration at the complexity of structures of SSDs and 
slowness of decision making; and

3 a feeling among Social Workers that managers neither 
understood nor supported them.

Complexity and confusion exist both at the interface with 
the external environment and within individual departments. 
Because departments are large and bureaucratic, the way in 
which individuals can best function is usually addressed in 
terms of organisation design rather than in terms of 
personal interactions or as Watson (1982) points out, 
attention to organisational politics, conflict and 
irrationality. In the last few years a large number of SSDs 
have undergone major re-organisations. Departments are now

10



increasingly examining the need to 'build in' rationality 
through the adoption of common standards and values. A 
tension exists, then, between the reality of the micro 
politics of the organisation and the rational role culture 
approach to management usually presented in designed 
training activities.

The Problems of Characterising the ‘Social Services Manager1

Consequent on the historical development of SSDs and the 
range of their structures and activity is the disparity in 
academic and professional background, experience and 
attitude between managers in SSDs even within the same 
hierarchical levels. Many managers in relatively senior 
positions lack relevant basic qualifications. New entrants 
are increasingly graduates and are working alongside, or as 
subordinates to, long-serving but unqualified managers both 
in the academic and professional sense. Debate on the 
purpose and tasks of SSDs, on social work as a profession or 
semi-profession as Etzioni (1969) terms it, and the role and 
tasks of field and social care workers further colours the 
diversity of attitudes and approaches of individual 
managers. Given the usual variables of age, sex and 
personality, it is evident there is no more an 'average' 
social services manager than there is an average SSD.

11



2-3 Training the *$0013! Services Manager1

Where it is appropriate to use a training intervention to 
solve problems focused either on the organisation, 
individual managers or groups, the trainer has a further 
complexity to work with - that of mt itself. Unlike, say, 
manual work, or financial practice, there is no 'best way' 
to manage. Management problems on the whole have a variety 
of different possible contexts and solutions. The abundance 
of literature specifically on transfer issues relating to mt 
is indicative of this. Even allowing for the divergences in 
SSDs referred to above, including structure, style and 
political climate, the diversity of training strategies and 
programmes, identified through Part A of the national 
questionnaire (Appendix 2), demonstrate that trainers feel 
there is probably no 'best way1 to train SSD managers, 
although ultimate objectives of respective programmes may be 
similar or identical.

2*4 Addressing the Transfer Problem

Thus, faced with a framework of three variables in which the 
organisation and the individual/group are functions of each 
other, and training strategies at least logically a function 
of both, the TO might be excused for supposing effective 
transfer a very elusive fourth dimension. Given that many 
trainers in SSDs have themselves held only junior management 
posts, or have had no mt themselves, with resultant

12



credibility problems, the provision of effective mt in SSDs 
can appear overwhelming. Faced with this problem, the most 
obvious strategies might appear to be the use either of low- 
cost trial and error in-house exercises, or very limited use 
of well established but expensive college-based courses. 
Again, because of budget restrictions, the trial and error 
approach is rarely thoroughly evaluated and feedback is 
usually concerned with the initial reactions of students 
described by Hamblin (1974) as Level 1 evaluation rather 
than with the perceived increase in effective performance 
back in the job. Similarly, the higher cost of external 
courses often leads to evaluation based on Pass/Failure of 
course work, rather than change in work behaviour.

Where thorough evaluation of training js. carried out, 
questions about the nature of the transfer are more likely 
to be raised. Levels of transfer cannot be measured without 
asking precisely what is being transferred, in terms of 
perceived actions or attitudes of learners. Interviews 
undertaken during this research have revealed that some 
participants attending a particular course have been 
disappointed in their subsequent ability to influence senior 
managers but have found the 'tool kit' of management 
techniques extremely useful; whilst others have been pleased 
at an apparent improved capacity to manage or work with 
staff or colleagues through changes in attitude, but find 
many of the learned techniques difficult or impossible to 
apply because of the nature of their work. Thus within one

13



course the skills and attitudes being studied have varied 
potential for application depending on

1 their nature - eg simple or complex task

2 the student's background, current work, personality etc

3 the organisational environment

This raises the question of what are the best ways to help 
individual learners to learn - to what extent knowledge of 
students' individual learning styles, academic and 
experiential backgrounds and role within the organisation 
can be used by trainers, and to what effect.

AN EXAMPLE OF THE TRAINING OFFICER'S TASK (DEPT A)

3.1 Background

The TO's interest in the effectiveness of transfer is 
central to the task, by definition. To sharpen Warren's 
observation (1979), one might say

"the mission of the training function is to bring 
about" appropriate and effective "behaviour change" (or 
appropriate processes) within the working environment.



which, with developing involvement in joint planning, is 
increasingly going beyond the employing department.

The sort of problems facing many SSD TOs in the early 1980s 
can be highlighted by reference to personal experience as a 
management trainer. In taking on the specific 
responsibility for mt within a SSD, the normal concerns of 
TOs about the success or failure of transfer were heightened 
for a number of reasons:

i The impact of management performance on other staff 
groups would affect how well the professional social 
work, social service and administrative tasks of the 
department were performed.

ii Those undergoing the training, as managers, had a 
higher 'profile' within the department. Although 
individual feedback was still only of an informal 
nature, the subsequent performance of students was more 
obviously noticeable to the trainer.

iii Because of the higher costs per head and overall of mt 
compared to other in-house training, more evidence of 
improved performance was looked for.

iv The changes around 1981/2 in financial prospects for 
local government led to suggestions, in the interests 
of economy, of reducing the already 'stretched' mt



programme budget to a level which might have seriously 
reduced the impact that even the current programme was 
having.

The approach to mt in Dept A

The range of courses within the department specifically
designed as mt activities were of two main types:

i Mainly knowledge based - consisting of short one or two 
day courses on employment legislation, including health 
and safety issues, with related procedures and a 
limited opportunity to practice skills and discussion 
of 'good practice'. Less frequently, longer 2-4 day 
courses on these issues were run, providing more 
detailed information and more opportunity for group 
work and practice of skills.

ii Development and techniques based - consisting of

a a 3-day basic management course largely concerned 
with personal organisation and Time Management, 
each day followed by implementation of 'Action 
Plans'.

b a modular general management development course 
for more experienced managers, each module 
including work-based projects.



c 2-day “in-depth" courses on specific issues for 
Senior Managers and other Managers who had 
previously completed the general development 
programme.

Because of the comparatively expensive nature of, and the 
difficulty of assessing externally run courses, these were 
very rarely used. The locally run Diploma in Management 
Studies was no longer supported because of the negative 
experiences of staff who had previously taken part. This 
was partly due to its particular orientation towards 
industrial management and the perceived lack of relevance to 
managing in SSDs. Whilst not offering a nationally 
recognised qualification, the certificated general modular 
development course was seen to have currency in those Local 
Authorities where it (or variations of it) was used. Within 
the department it was seen officially as the recognised 
alternative to the DMS.

Category 1 courses were seen as an essential feature of the 
department's training programme. One reason was their role 
as a safeguard against problems likely to accrue from 
failure to follow correct procedure and ignorance of 
legislation. There was question, however, about the 
continued viability of at least the then current level of 
Category 2 Courses in the worsening financial situation. 
Even with a static or slightly expanding training budget,



the size of the continued input into mt was questioned in 
terms of its priority against basic in-house social care 
training. The relatively expensive nature of mt per head 
has already been referred to. A larger number of lower 
graded staff, for example Care Assistants in residential 
establishments, could be trained for less money. Thus 
questions increased about the value of mt in terms of 
increased departmental effectiveness and in the individual 
performance of managers.

An equally pressing issue was the negative perception of 
managers as yet untrained of the effects of the training on 
managers who had already participated. Whilst a certain 
amount of prestige was associated with Category 2 Courses, 
disturbing links were not infrequently made between poorly 
performing managers and their attendance on the courses. 
Typical comments were:

"so much for mt - X has been on the course and it 
hasn't made the slightest difference to his 
performance" and

"how is it with this programme running now for Y years, 
there is still so much bad management practice in this 
department".

Again, as Corfield and Penney (1983) discovered the failure 
was often not seen in the nature of the course itself, but
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the implication was equally worrying. If through personal 
or organisational blocks course learning could not be 
implemented there was little value in continuing to run 
courses.

A further issue, partly arising from the previous two, was a 
personal need as a TO to be satisfied that training 
initiatives for the manager were as effective as they might 
be. No national guidelines for the approach to, or 
curriculum of mt were available. In the particular 
circumstances of any one SSD, had the 'best way1 been 
discovered? Whilst there was an awareness that some 
criticisms of the departmental programme were not justified, 
and probably related to areas outside the aegis of the TO, 
there was a feeling that perhaps some of the department's 
apparent satisfaction with the programme was equally 
unjustified. Despite the difficult financial situation, a 
mt budget was still being maintained to support the 
continuation of the programme, although slightly reduced. 
During the presentation of certificates for completion of 
the management development course, direct links were still 
being made by senior managers and Members between the course 
and the apparent increased efficiency of the department, 
although level 3 evaluation relating to job behaviour had 
not been carried out and there was no direct evidence to 
link the programme with this perceived increased efficiency. 
At the same time, there was some doubt among officers that 
increased effectiveness was in evidence. It was apparent,



then that a clearer idea of the extent to which mt was 
helping managers to work more effectively and in what ways 
this process could be improved was necessary.

THE PURPOSE AND SCOPE OF THE STUDY

In addition to these particular issues being experienced within 
one department the urgent mt needs of SSDs were being discussed 
in documents issued by the Local Government Training Board (1982 
and 1983). District Health Authorities were commenting on the 
need for joint working with SSDs, and the need for joint training 
activities in their 10 Year Plans. The 1984 conference of the 
National Association of Training Officers in Personal Social 
Services was largely devoted to mt issues. It therefore appeared 
to be an appropriate time to take stock of "current wisdom", 
including the experiences and recommendations of other SSDs and 
related professional bodies, as a framework for examining the 
effectiveness and possible improvement in effectiveness of mt 
within individual SSDs.

This study then will attempt to illuminate the literature on the 
application aspect of transfer of learning problems as it 
particularly relates to the management environment of SSDs. This 
will be provided by describing how mt is currently provided 
within SSDs, by direct observation of mt activities and through 
discussion with a small sample of participants and other 
interested parties in SSD mt activities.
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This study does not attempt to redefine transfer; it is concerned 
with identifying a range of issues which appear to be of 
importance in ensuring that SSD managers are enabled to learn and 
apply learning within their work. In so doing, it indicates a 
number of areas which appear to be worthy of further research and 
suggests practical approaches to reducing current problems.

Whilst the issues surrounding the outcome of the transfer of 
learning will provide the focus for this study, the importance of 
input cannot be ignored. For this reason, a separate study is 
being conducted by a colleague entitled 'The relationship between 
the mt needs of SSDs and the programmes which are used to meet 
them1. Any data gleaned from the research of the other will be 
duly referenced.

5 SUMMARY

SSDs throughout England and Wales operate within a variety of 
contexts. There are for example differences in population size, 
political climate, budget allocation, structure and style. 
Equally, mt activities exist in a variety of forms for a variety 
of staff functional groups within these departments. Against 
this complex and often confusing background, this study aims to 
identify issues common to all SSDs or at least which frequently 
occur in SSDs, which may either inhibit or enhance transfer of 
management learning and from the variety of mt either in the form 
of courses or in other activities to highlight factors within 
programmes which affect transfer.
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The TO seeking to improve the management of SSDs, then, is faced 
with a very complex and often confusing field of work. The 
temptation exists to stay with well-tried methods, although 
results may not have been assessed and a training strategy for 
one manager or group of managers may not be helpful to another. 
The fine tuning of detail which often attaches to such ongoing 
programmes is often out of synchronisation with subsequent 
learners or is inadequate to the purpose. Full-blown development 
strategies are unlikely to thrive without a general increase in 
financial and staffing resources. As Mumford (1983) maintains, 
TOs need guidance on which processes are more suitable for 
particular individuals or particular circumstances.

The ultimate aim of the study will be to provide guidelines which 
will assist the TO in whichever local environment to increase the 
effectiveness of training managers and departmental management 
overall. The latter will have implications for the role of the 
TO within departmental management structures, and for the role of 
senior managers and individual managers in the provision and use 
of appropriate mt strategies.



CHAPTER 2

THE LITERATURE 

INTRODUCTION

This chapter reviews current knowledge and thinking contained in 
the literature about the transfer of learning with particular 
reference to mt in human service organisations. It will include 
a discussion of the nature of SSDs and the implications of 
transfer problems for mt activities in such organisations.

There is a scarcity of literature specifically concerned with mt 
in SSDs, (Palfrey, 1981). Some reference will, therefore, be 
made to practice within other related human service organisations 
as defined by Hasenfeld and English (1977) where there appear to 
be common issues likely to be applicable within SSDs.

Transfer of learning issues constitute the chief focus of the 
evaluation of training. Literature on models of mt evaluation 
will, therefore, be discussed in order to:

i give context to the transfer issue, and

ii explore more fully the implications of success or failure in 
transfer.
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This chapter will thus include a review of the literature 
concerning mt and its evaluation with a particular orientation. 
It will be directed towards human service organisations and in 
particular SSDs, and towards the specific evaluation issue of 
transfer of learning to job behaviour.

The material will be organised into four main sections:

i Context - mt in human service organisations

The nature of mt and its current application within human 
service organisations and specifically SSDs will be 
discussed.

ii The specifics of transfer of learning and the problems of 
measurement of transfer.

Blockages to learning transfer and the problems of its 
measurement will be described and some 'inhibitors' and 
'enhancers' will be identified, followed by a critique of 
some theoretical models of evaluation. Illustration will be 
given by reference to some examples of evaluation studies 
which have been undertaken, with specific reference to the 
measurement of transfer of learning to working practices.

iii The problems of managing SSDs and devising mt strategies for



The nature of SSDs as organisations and its implications for 
mt activities and subsequent transfer of learning will be 
discussed.

iv Solutions - Strategies for enhancing transfer

The extent to which transfer of learning can be enhanced by 
positive approaches and strategies will be discussed by 
reference to current thinking and practice. This will 
include suggested solutions which lie outside the specific 
scope of training courses and personnel.

This review will thus be mainly based on the concepts of mt, the 
evaluation of mt and related transfer of learning within the 
context of human service organisations. It is important that 
they should be clearly defined for the purpose of the study as a 
whole. There is no generally accepted standard definition in use 
for any of these terms, and definitions used by writers in the 
field will be discussed in the following sections. It is 
stressed here, however, that the focus in relation to all three 
terms is on maintaining or enhancing effective job behaviour.
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2 CONTEXT - MANAGEMENT TRAINING IN HUMAN SERVICE ORGANISATIONS

2.1 Definitions of mt

What is mt and what are its objectives? Even a cursory look at 
the literature shows that there is no standard definition of 
'training' acceptable to all writers in the field. Equally, a 
number of terms are in current use where training for managers is 
concerned - eg mt, development and education and manager training 
and development.

What differentiates 'training' from 'development' and 
‘education1? Although Robinson's definition of training (1981) 
lacks specific reference to job behaviour, he later writes

"If training carried out away from the job cannot be 
transferred effectively to the job it will be abortive and a 
total waste of everybody's time", (p 158)

Bennett and Reynier (1978), have shown how disappointment in 
results of 'training-type' activities can arise from a basic 
misunderstanding both of the different meanings of management 
education and training, and of the potential of mt activities per 
se. As Hamblin has discussed (1974), the definitions used by 
Hesseling (1971) and Oatey (1970) are wide enough to equally 
describe education and development. Hamblin's definition (1974) 
gives the focus to the nature of training outlined above. He 
defines training as
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"any activity which deliberately attempts to improve a 
person's skill in a job - as opposed to education, which is 
mainly concerned with personal development as opposed to 
direct job-relevance" (pp 6,7).

However, there would not appear to be necessarily a contradiction 
between personal development and direct job-relevance. Indeed, 
skills training without some measure of personal development may 
prove abortive. One reason for the sometimes confusing inter­
changeability of terms is that many organised activities include 
elements of each. Goodstein (1978) has defined management 
development as activity where

"the focus is on training the individual manager in 
developing his or her individual management skills without 
much attention to the particular organisational context in 
which these skills will be applied"

What seems to be implied here is that development is of a generic 
nature, for which attachment to particular organisational 
contexts is unnecessary. Development is often seen as training 
for a future rather than a present job; however, there are few 
examples among the courses listed by SSDs responding to the 
national questionnaire in which preparation for promotion is 
intended. This is not to say that appraisal and promotion 
opportunities are not linked to such interventions in an indirect 
and informal way.



Although ‘manager1 development might be a more accurate 
description of this process, it is worth noting the phrase
"without much attention to the particular organisational context 
in which these skills will be applied". A management training 
activity, to be effective under the terms of the definition given 
by Hamblin above, would need to consider the organisational 
context.

Others, including, Kakabadse (1982), would stress that both
personal or manager development as well as management development
involves coming to terms with and thus understanding the
organisation in which the learner-manager operates.

The Eastern, Essex and Herts Joint Training Committee for Local 
Authorities Services (1981) sets out individual definitions of 
management training, management education, manager development 
and management development. It recognises that confusion often 
arises from the blanket use of 'management development' for each 
of these terms. 'Management training' activities are described 
as

"specific training in management techniques and activities 
... the training is concerned primarily with direct 
application of learning to the job".

Whilst the first part of this definition implies that mt is about 
providing a 'tool-kit', the second part implies that this must be



related to the individual's organisational context. A tool-kit 
is of little use and possibly dangerous, if guidance on how it is 
to be used and when is not provided. However, this definition 
would appear to be most readily applicable to the bureaucratic, 
rational context of work. It says nothing about learning to cope 
with the uncertainties and ambiguities of organisational life.

If mt is to be effective, therefore, we might say in answer to 
"what is mt and what are it's objectives?" that it is a specific 
activity which attempts to maintain or improve the performance of 
managers in their jobs or in one which they are about to take on. 
The effects of mt may be improved organisational, as well as 
individual performance. Definitions apart, differentiating 
between the meanings of training, education and development is 
not the main issue; what is important is being clear about what 
particular activities or strategies are intended to produce.

When discussing transfer issues, then, the focus must be on the 
extent to which job performance in either a proactive or 'coping' 
sense is affected by training interventions.

The Growth of mt in SSDs

Attention to mt and development has increased in Local 
Authorities since the re-organisation of local government in 
1974. After a period of relative stability, the emphasis since 
then has been on change and the associated problems of managing 
change. In the past, the concern was with the development of the



individual manager and his performance on the 'off the job' 
course. More recently, attention has been shifting towards 
organisational issues. Local Authorities are now more actively 
concerned with changes in job behaviour brought about by training 
and the consequent effects on the functioning of the 
organisation. Emphasis in the early 1970's was on recruitment 
for rapidly growing services and a concentration in training 
budgets on professional qualification courses* Support for 
prestigious but expensive commercially-run management courses and 
conferences meant that little money was available for mt 'in- 
house' and that mt was provided for the few rather than the many.

Meredith and Broussine (1979) have described the events leading 
to an upsurge of interest in mt in SSDs following the Seebohm 
Report implementation of 1970 and Local Government Re­
organisation of 1974. There was increasing uncertainty and 
insecurity amongst professional staff arising from their roles in 
the newly combined departments and the recommendation of a 
generic approach to social work. The increase in size and 
bureaucracy of the newly created departments both following 
Seebohm and Local Government Re-organisation added to this 
feeling of insecurity. Mt figured low in social worker training 
activities. Initiatives had mainly come from the Local 
Government Training Board and the National Institute for Social 
Work and were concerned with running short courses and seminars 
(externally) for directors and assistant directors and a small 
number of senior social workers.



The DHSS Report of the Working Party on Manpower and Training in 
the Social Services (1976) stressed the need for appropriate mt 
for the service. A period of rapid growth and raised public 
expectation was now followed by financial restrictions and 
difficult decisions were needing to be made regarding function 
and priorities. Training opportunities were needed at all 
levels, from first line supervisors trying to balance the skills 
needed in their new management role with previous professional 
training to senior management staff to whom advanced training in 
the management, organisation and development of resources of 
their service had to be significantly provided.

The Local Government Training Board initiated its Management 
Development Advisers programme of training in 1975, responding to 
the needs for mt and development following the 1974 local 
government re-organisation. However, the enthusiasm of 
individual TOs in implementing new ideas, including the LGTB 
initiative, was often thwarted by the organisations within which 
they worked. Local Authorities were slow in accepting either the 
urgency of the initiative or the suggested methods of its 
implementation. The subsequent negative change in financial 
climate had a positive effect of encouraging Local Authorities to 
review their management performance. It also affected the role 
of the TO, in needing to manage more internally run programmes 
and awakening a greater awareness in Senior Managers of their own 
responsibility for the training of their manager-subordinates, 
and for their own self-development. The LGTB consultative 
document "The Development of Chief Officers" (1982) was an
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initiative resulting from the Management Development Advisers 
project. Suggestions contained in this discussion document were 
various, giving a range of possible approaches rather than a 
fixed programme. Among them was a recommendation to increase 
breadth of experience, including secondments to other 
organisations. This attention to Chief Officer training is 
significant - echoing a general increase in awareness of the 
importance of 'starting at the top1 and getting senior management 
commitment to training initiatives.

To continue this pattern, the LGTB launched a newsletter in 1983 
which is specifically concerned with management development 
(including training issues!) It is concerned both with reporting 
its own initiatives and in reporting on other activities adopted 
by Local Authorities. The LGTB compiled a paper for the 
Association of Directors of Social Services in 1983 on mt and 
development needs of senior staff in SSDs. It suggested that 
although a lot of training activity was going on in individual 
departments, when viewed against the increasing pressures on the 
service, it was too little, often not orientated to departmental 
needs, and not shared inter-departmentally. It proposed work on 
Chief Officer development, the improvement of management 
development resources, the training of middle managers and a more 
effective sharing of information on educational institutions and 
consultants. The LGTB interim report to the DHSS (1987), on the 
Development of Senior Managers within SSDs, agreed with the 
findings of the Handy report "The Making of Managers" (1987) that 
the training and development of managers in both the private and



public sectors had been paid insufficient attention. It 
suggested that, whilst SSDs are not unique in their increasing 
complexity and pressures,

"the scale and range of their operation makes the problem 
significant" (Foreword).

The LGTB's Final Report (1988), issued following consultation, in 
the main takes forward the issues raised in the Interim Report 
and focuses on ways of implementing development activities. 
Whilst the value of management qualification courses at a 
relatively early stage in the career of the SSD manager is 
referred to, there is an emphasis on the need to focus on the 
individual and to 'fit' training to her/his particular needs.

Approaches to mt in SSDs and other human service organisations

Commitment to the training of managers has been increasing over 
the last decade in the National Health Service and other 'caring 
agencies' - human service organisations - as well as in SSDs.

The patterns of mt in the caring agencies are diverse. They meet 
the general objective set out above in the definition of mt at a 
number of different levels. The orientation of training models 
can be linked with three main variables:



1 Academic ^—  
(understands)

Skills based 
(applies learning)

2 Process ^ ^  Product based
(methods of (deals with functions)
problem-solving)

3 General Skills 4 
(generally
applicable - 
transfer 
between
organisations)

The inter-relationship of these variables is shown on the model 
below. The literature indicates that in terms of learning 
transfer effectiveness, training activities should be based in 
the shaded area, ie the need to transfer is reduced by 
generalising less.

Specific Skills 
(directly related to a 
specific organisation)
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Product based

Skills based

Process based

External (General skills)In-diouse v( specific)

There seems to be an implication here that the more incestuous 
the course membership ie confined to one organisation and 
preferably one functional group - the more effective the 
student's subsequent working practice will become. In addition 
to the learning considerations outlined above in Figure 1, the 
learner's emotional needs may also be served in this context - ie 
by group identification and support in an otherwise ambiguous and 
conf1ict-ridden environment. However, it is important to 
remember that in complex human service organisations, such as 
SSDs are, one of the manager's most important skills is 
communication not only within his own group but in liaising with 
other functional groups within and outwith the organisation. 
Although Lavan, Welsch and Full (1981) have demonstrated a need 
for differential-intervention strategies for administrators and 
professionals within organisations these strategies are discussed 
within the wider field of organisation development. They are



important to note in designing course structure and style, but 
not to the extent of running al 1-prof ess ional or all- 
administrative training events. Obviously depending on the way 
training is organised, management courses including a cross- 
section of the different functional groups and related outside 
agencies offer important opportunities for developing liaison 
ski 1 Is.

The Central Council for Education and Training in Social Work 
Working Paper 10 (1975) emphasises . the importance of shared 
training activities in its discussion of advanced training 
opportunities for qualified and experienced social workers in 
leadership functions in professional practice, administration, 
policy-making, teaching and research, as well as in general 
management;

"These studies again may focus on particular client 
groups, methods or organisational contexts, but some 
must evaluate and compare the knowledge, methods and 
skills acquired in these areas and test their 
effectiveness in relation to each other as well as to 
the practice of other professions". (p39)

It recommends that studies and tasks here should be 
undertaken in collaboration with workers in other related 
disciplines and professions.
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In this atmosphere of greater interest and awareness then, 
there are now expectations that human service organisation 
management development will include strategies for:

i the development (or training) of managers 
individually and in groups - in order to make them more 
personally effective in:

a working within existing structures and processes

b changing structures, processes and jobs including 
the development of collaborative work with related 
agencies

ii the development of the organisation in relation to its 
environment and the needs of those who work within it.

Some examples of mt programmes in Human Service 
Organisations

Kempton (1982) discusses a decline in college and 
polytechnic based courses for NHS managers, based on an 
appraisal of the services of such facilities and costs. He 
goes on to describe an experimental development programme 
for upper middle managers, run as a consortium of NHS 
training departments and the University of Birmingham's



Health Service Management Centre with support from the DHSS. 
Lasting fifteen months, the programme began and ended with 
one-week residential blocks. The first contributed to the 
manager's identification of a 'personal development plan*. 
This was followed, during the course of the next year by two 
2-day review blocks. The role of the nominator was crucial 
here. Usually the participant's senior officer, she/he was 
responsible for the encouragement, motivation and evaluation 
of the participant. To be independently assessed after its 
third run, the assessment was to include the use of a 
questionnaire on the programme's impact on the participant's 
job behaviour.

However, Davey (1983), in his examination of the role of the 
NHS Regional training departments and of District TOs, shows 
the diversity of mt methods and structures in operation. 
The several higher education centres directly sponsored by 
the DHSS to provide mt for the NHS included the Health 
Services Management Unit at Manchester Business School and 
King's Fund College, London, which had strong links with 
neighbouring health regions. They provided a variety of 
general development courses for senior managers, short 
seminars, Master's Degree courses and mt for clinicians as 
well as carrying out research programmes.

A pattern of team development training evolved in the health 
service in the 1970s, and has been described by Eskin and 
Nichol (1979). The project developed from an original brief



given to Eskin, as Director of the Unit for Continuing 
Education in the Department of Community Medicine at the 
Manchester Business School - to provide a programme of 
activities relating to the needs of community physicians and 
congruent with the skills demanded by the 1974 re­
organisation of the NHS. A management skills course was 
developed, involving one of the key concepts of health 
service re-organisation at that time - management by 
consensus. However, a criticism voiced at the end of the 
second programme was the difficulty in applying the 
associated new skills in the student's work setting. The 
idea was then evolved into an attempt at organisation 
development. Training would take place within existing 
District Management Teams rather than being provided to 
representatives working in "stranger groups". The 
importance of pre-exercise briefing, liaison with the team 
of trainers and follow-up 'in situ' is emphasised, as is the 
use of experiential learning. A similar exercise is 
described by Griffiths, Hawkes and Wainwright (1981) using a 
variety of staff groups. This approach to team development 
was seen as relying less on systems and more on "getting the 
right people together and giving them the right terms of 
reference".

More recently "Better Management, Better Health", a report 
of the NHS Training Authority (1985), has led directly to 
the development of 'Managing Health Services'. This is to 
be the foundation course of the new open learning management
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programme designed to ensure access to mt for all NHS 
managers, and is due to start early in 1990. It will be 
possible to use the developed materials in three ways:

a distance learning through the Open University
b college-based - using the materials as the basis of the

College's own courses and 
c open learning within Health Authorities

Its focus will be on "the use of learning at work to improve 
performance". The foundation course will be followed by 
advanced modules covering key areas in greater depth, and 
completion of the whole package will lead to recognised 
awards which themselves will furnish important steps towards 
formal qualification. The package was initiated by the NHS 
Training Authority and was developed by the Open University 
and the Institute of Health Services Management.

Better Management, Better Health (1985) both emphasises the 
need for flexibility in the provision of a wide range of mt 
opportunities for staff and the need to focus on the 
managers' 'real world' problems, with proactivity on the 
part of the individual in searching out learning 
experiences. It also stresses the need for clearly 
identified objectives to be set for all designed learning 
activities (p 19, 20).
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Newby and Yarlett (1983), in a Local Authority setting, 
describe a programme also aimed at improving team working, 
although not specifically aimed at groups already working 
together. The final stage of the course included the 
setting of precisely specified objectives for changing work 
performance and formal practices. The issue of transfer of 
learning was thus being recognised. The focus on 'reality1 
issues during the course enhanced transfer and discussion 
took place on the factors likely to help or hinder the 
achievement of change. A key part of the process was:

"using the new skills in order to make things happen in 
the organisation. It is an attempt to move 
participants beyond the heavenwards glance and mournful 
cry of 'Yes, but my boss won't let me' which so often 
greets proposals for change".

A number of initiatives then are taking place in the field 
of mt relating to SSDs and human service organisations 
generally which are paying particular attention to enabling 
subsequent transfer of learning by focusing on specific 
'real-time' problems being encountered by participants.

Nevertheless, however careful the TO is in designing 
training activities, establishing links between such 
activities and subsequent behaviours is a difficult 
exercise. In the first place, the measurement of management 
performance in human service organisations is in itself



difficult, in the absence of precise target-setting, and in 
'prevention'-based services. Secondly, a number of factors 
may influence performance which are outside the scope of the 
specific training activity, - primarily issues relating to 
organisational structure and climate, and personal 
circumstances of individual participants.

The following section will examine this problem in more 
detai1.

THE SPECIFICS OF TRANSFER OF LEARNING AND THE PROBLEMS OF 
MEASUREMENT 

3*1 The problems of transfer of learning

The transfer of learning, sometimes referred to as the 
transfer of training, is largely concerned with whether 
learning acquired during training is applied or indeed 
applicable to the job. Seagoe (1970) considers transfer to 
be "one of the most complex and far-reaching problems in 
learning." As Fleishman (1953) had shown, learning in the 
training situation is not always followed by a demonstration 
of learning in the workplace - job performance may even be 
decreased. Stiefel (1974) defines effective transfer of 
learning as involving

"the ability of applying knowledge which has been 
mastered and the possibility of utilising it in



organisational situations .... Positive transfer of
learning is one of the crucial areas - if not the most 
crucial one - in the whole complex of management
training" (pl3).

This link between training activities and performance at a 
job within the context of the organisation had been stressed 
earlier by Vandenput (1973)

"to understand the problem of transfer, we have to
emphasise the organisational phenomena rather than the 
learning processes occurring during the training 
itself"(p251)

From September 1983, social work courses in the United 
Kingdom have been required to assess students' capacity to 
transfer learning from one client group or practice to
another (CCETSW - Guidelines for Courses leading to the 
CQSW, 1981). Harris (1983) discusses the possibility of 
"teaching for transfer" and student learning strategies. 
His chief area of concern was that, to date, social work 
educators had retained their identification with social work 
practice at the expense of the development of an educational 
expertise. A specific strategy to ensure transfer was 
lacking but necessary.

Casey (1980), specifically addressing transfer problems for 
management development, identified two separate problems or



groups of problems. In the sense that management implies 
"whole-person" activities rather than discrete sets of 
skills, not only is there a problem of transferring course 
learning, ie from concept to application, but there is a 
need to address experience-to-experience learning. His 
conclusion was that courses were irrelevant to management 
education. However, although the term 'education' is used, 
skills development rather than knowledge acquisition (eg 
legislation updates, departmental procedure etc) is the 
subject of the discussion.

A number of issues, then, surround the discussion of 
transfer of learning. One of the issues is "What is being 
learned?" As previously referred to, mt can mean a variety 
of different activities, with a variety of expressed, or 
assumed, objectives. The more ambitious the project, the 
greater the variety of objectives, with any number of 
knowledge, skill and attitude changes and maintenance items 
figuring in the course aims. Different types and levels of 
learning may give rise to different types of transfer 
problem. Another issue is "How is transfer to be measured?" 
This relates both to the previous question - in that 
different types of learning will require more or less
sophisticated measurement techniques, - and also to the 
question of what is transfer to be measured against. The
previous performance of individual students is often not
compared with post-course performance, or if so, in a very 
general way. Has the training helped to achieve a



particular standard of performance, or has it been a minor 
source of motivation which boosts behaviour already 
previously applied by the student? A further question might 
be (and often is posed) "Has the student been allowed to, or 
is he willing to transfer learning into his job 
performance?" The whole question of the integration and 
reputation of training activities and influence or 
involvement of TOs in course follow-up is involved here. 
Transfer problems in particular organisations may not be the 
fault of the course structure or content - it may be one of 
the organisational phenomena discussed by Vandenput (p259), 
who suggests that the main areas in which transfer can be 
inhibited are as follows:

Environment - political influences, Union intervention, 
constraints from the client system etc 

Job characteristics - pressure of work, lack of
resources, unclear objectives 

Organisational structures - lack of integration,
deficient communication, 
distribution of power not 
in proportion to 
responsibility etc 

Relevance of training - training unrelated to promotion
opportunities 

People's characteristics - rigidity, unwilling to
collaborate, etc



Relation with another group - groups more often seen as
inhibitors than 
individuals

Relation with the superior - seen as more inhibiting
than relating to 
subordinates

Influence type of relation - lack of influence was by
far the most frequently 
occurring inhibitor

It nevertheless remains a problem to be acknowledged by the 
TO as well as the student, and Stiefel (1974) suggests ways 
in which the TO may anticipate and prepare students for such 
problems and to some extent alleviate them.

Often forgotten in traditional evaluation studies are 
unexpected outcomes affecting job behaviour. Information is 
sometimes given unwittingly by students asked to comment
generally on their view of the 'most useful1 and 'least
useful' elements of the course. The comments given however 
are often not followed up. It is not unknown for the 
opportunity to get on first name terms with the learned 
academic running the course to become a major motivator to 
the student in the post-course period, affecting general 
confidence as well as determination to use the skills
learned on the course. It is also not unknown for well-
designed and well-run courses to create a number of 
expectations or dissatisfactions within the student relating



to his 'back at work' situation which eventually decrease 
job satisfaction and output. In such a case, the course 
might be said to be well designed in terms of validation of 
learning objectives being achieved, but not so well designed 
in pragmatic terms. As discussed previously, the 
distinction between training and education is not always 
"clear-cut".

Hodgson and Reynolds (1981) and Handy (1971) consider the 
impact of organisation values or culture patterns on 
training programmes and their transmittance, - sometimes at 
variance with stated course objectives, - to students. 
Halpin (1979) in his study of a management skills course as 
a change strategy reports on this type of problem. Although 
the course was successful at the 'reactions' level, feedback 
included comments such as "How can we implement those skills 
when our bosses block us?" - "The company won't allow this 
to work" and "the others don't know about these skills and 
approaches". These problems were approached by the 
implementation of more 'follow-up' .in the form of action 
plans and review days. A later addition to the model found 
to be very helpful was the appointment of a post-course 
counsel lor.

Berger (1977) examines some of the important organisational 
conditions which surround an individual's participation in a 
training programme. These include:
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i organisational policy towards management development 
and training

ii attitudes of people within the organisation about the
relevance of what is learned on courses.

iii attitudes of staff towards change and innovation

iv reasons why an individual is selected to attend a 
particular programme

v the prospective participant’s attitude about the
practicality and necessity of developing his skills and

, abilities and of changing his job behaviour.

They imply that the total training process involves pre­
course preparation as well as follow-up and is strongly tied 
up with the organisational climate. Earlier research by 
Berger, Williams and Thoday, (1973) on the relationship 
between various aspects of organisational context and 
transfer of learning indicated that effective transfer of 
learning was strongly related to job autonomy and the 
formulation of specific goals and particularly, perceived 
relevancy (by the learner) of the training to the job.

Both Mant (1969) and Handy (1971) had already previously 
emphasised the importance of pre-conditions and follow-up as
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crucial to the transfer process. Handy points to another 3 
part view - the participant, the training department and the 
line manager. For training to succeed,

"it must be a co-operative effort between the three 
parties involved with a mutual understanding of their 
respective environments and a joint determination to 
ensure that the process of motivation, change and 
reinforcement of learning all work".

In order to study the training/learning process in detail, 
Mant's model of preparation, training and follow-up was 
extended to seven phases. Stage I included (before 
learning) selection, briefing and participant expectation. 
Stage 2 included course learning and expectations of 
applying the learning. Stage 3 included organisational 
support for learning and change after training and the 
extent to which the training was transferred. The 
subsequent research programme also paid attention to Handy's 
stress on relationships between interested parties and the 
problems affecting transfer of learning when values and 
beliefs are at variance. Transfer of learning was defined 
as the number of changes made by the participant in his job 
situation, in his own behaviour and in the introduction of 
new techniques apparently related to course content.



3.2 Some approaches to the evaluation of mt

In this study, the significance of the evaluation process 
and potential is as to what extent it is able to address 
identification of transfer and indicate ways of improving 
transfer success.

How can evaluation techniques illuminate the success or 
failure of training strategies in terms of transfer of 
learning?

What is meant by evaluation of training? What is its 
objective and potential in providing information abut the 
transfer of learning and how is it carried out?

Again, a number of definitions of evaluation have been used 
in the literature and they are often linked with the 
definition of validation. Although the UK Department of 
Employment (1971) gives individual definitions of each term, 
Hamblin (1974), Hesseling (1971) and Warr, Bird and Rackham 
(1970) and most of the American writers define evaluation to 
include validation. As Hamblin (1974) has shown, the 
Department of Employment definitions are at once too wide in 
relation to the potential of evaluation and too narrow in 
relation to the process of validation. One thing is clear 
as far as most writers are concerned - evaluation should not 
be seen only as a "one-off" exercise carried out after a 
training programme has finished in order to demonstrate
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'success' or 'failure'. Stufflebeam et al (1971) suggest
that

"the purpose of evaluation is not to prove but to 
improve"

However, the effects of a programme need to be assessed 
before improvement can be made. TOs are often required to 
use it for both purposes. It is seen as a process of 
control - monitoring the effects of training at one or a 
number of levels.

Hamblin's definition is not restricted by including a 
particular standard of achievement but covers the essential 
purpose of providing a means of improvement. He writes 
(1974, pp 6,7):

(evaluation is) "any attempt to obtain information 
(feedback) on the effects of a training programme, and 
to assess the value of training in the light of that 
information".

A contingency approach to evaluation has been widely held 
for a number of years. Given the objective to control and 
improve training activities, the variety of methods which 
are available can be matched to the type of training 
activity being carried out. What is clear is that 
evaluation can usefully be carried out at a number of
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levels. Warr, Bird and Rackham's CIRO method (1970) is 
still widely quoted and forms the basis of a number of 
evaluation studies. The method acknowledges the reality 
situation and looks at the setting of objectives, reaction 
and output within the particular organisational setting - 
context, input, reaction and outcome evaluation are the four 
levels described. The first two are concerned with pre­
course activity - deciding on training needs from a study of 
the organisation's operational context and then choosing 
between possible inputs to best fulfil those needs. 
Reaction and outcome evaluation are respectively concerned 
with 'in-course' and 'post-course' stages. Outcome 
evaluation is identified in turn as having three levels. 
These are i. Immediate (measurement of knowledge, skills and 
attitude) - ii Intermediate (measurement of changes in on- 
the-job performance) and Ultimate (measurement of changes in 
organisational performance). It is the Intermediate level 
which is of the chief importance in this study. Evaluation 
at both the Intermediate and Ultimate levels is 
problematical, because of the difficulty first of all of 
measuring job performance, particularly in management jobs, 
secondly because of the difficulty of 'teasing out' the 
extent to which the training activity rather than, for 
example, the attitudes of colleagues or organisational 
climate has contributed to improvement of, or possibly 
decline in, performance standards. These issues will be 
looked at in more depth in the consideration of transfer of 
learning problems.
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As Easterby-Smith (1981) outlines, the issue of 'context' in 
evaluation studies has evolved over the last fifteen years 
or so from a simple acknowledgement of

a attempts to negate the effects of context to:

b acceptance that context must be included, but where it
is seen as a set of 'givens' which determine the nature 
and content of the programme to:

c realisation that context (as value and belief systems) 
may have a major impact on the way a programme unfolds, 
and on the messages and ideas that participants take 
away with them.

Conflicting understandings of 'context' have been held by 
writers and are important to note. Warr, Bird and Rackham's 
understanding of context evaluation (1970) was concerned 
with identifying changes needed within the organisation to 
improve performance, thus providing objectives for the 
course. Thurley, Graves and Hult (1975), in their 
evaluation of a management training programme for British 
Airways use the phrase 'organisational context' to include 
factors which might affect implementation of the programme 
after its general objectives had been determined.



Hamblin (1974) has developed an evaluation model based on 
five levels of training effects - reaction, learning, job 
behaviour, organisation and ultimate. Objectives are set 
for each level according to type of training or expected 
effects and consequent training effects can be compared with 
each. It is a feedback control model, and note is made of 
possible contextual influences outside the scope of the 
training activity and of unplanned effects of training.

Burgoyne and Singh (1977) have discussed a number of 
concepts of evaluation research. They reach a number of 
conclusions:

i The Project should be clear about the level of 
consequences it is concerned with

ii It should be clear whether information is being 
generated for the 'here and now1 or for generalisations 
affecting future decisions

iii It should be clear about the level of decisions to 
which conclusions will be relevant

iv There is a need for an integrated evaluation system 
which spans from micro studies of teaching method to 
macro studies with wider implications.
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v More attention could usefully be paid to a neglected 
middle range between micro and macro studies which

would be concerned with changes in behaviour and its 
consequences.

Easterby-Smith (1981) has illustrated how, in keeping with 
the Department of Employment's definition (1971) - an 
attempt to value outcomes to organisational or 'ultimate' 
levels - the 1960s were characterised by the Cost-Benefit 
Analysis approach. The formal attempt to measure 
behavioural outcomes and assumptions about the extent of the 
contribution of the training activity to changes in 
behaviour make evaluation studies of this type suspect, 
particularly in areas such as mt where there are 
difficulties in the definition of behaviour outcomes. By 
the 1970s more attention was being paid to the process of 
training. The recognition of various outcomes characterised 
by the 'chain of consequence1 concept has been discussed by 
Hamblin (1974) and Burgoyne and Singh (1977).

As evaluation began to be looked at more realistically 
regarding its potential for minutely confirming value, 
particularly at Hamblin's three higher levels, its potential 
as a control method became the main focus. Evaluation 
became more a means of improvement for a continuing training 
process rather than proof of a terminated one. Hamblin's 
'discovery' approach to evaluation acknowledges that



evaluation changes the activity being evaluated making the 
scientific approach of Solomon (1949), and Belasco and Trice 
(1969) a very complicated one. It also acknowledges that 
knowledge of results facilitates learning so that evaluation 
can be seen as a training aid in itself.

To summarise, a bibliography on the Evaluation of Training 
with an emphasis on public management has been compiled by 
Hoyle (1983). The compiler bemoans in his introduction that 
despite the fact that a large range of books and articles on 
the necessity for and the methodology of evaluation has 
emerged since the 1950s, much of it is lightweight and 
ephemeral. Important work on the philosophy and methodology 
of evaluation is scarce. Most of the material of use to 
trainers is found in periodicals, and material published 
prior to 1965 is largely outdated.

What the literature has emphasised is the need to be clear 
about exactly what is being measured - eg Hamblin 
'reactions1 or 'job behaviour' levels - and to take account 
of extraneous influences on training outcomes. Whilst 
becoming increasingly aware of these influences, and of the 
need to get the total 'learning environment1 right, TOs all 
too frequently, albeit usually out of necessity, depend on 
completion of 'reactions' level forms almost exclusively 
concerned with 'course' activities to underpin continuation 
of training strategies of major potential use for 
organisational improvement, with little reference to the
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other end of the equation, ie the application of learning 
within the work environment, and the influence of the 
organisation on training outcomes.

THE PROBLEMS OF MANAGING IN SSDS AMD THE IMPLICATIONS FOR MT

The 1970s were a critical period for the development and 
functioning of SSDs, as outlined in Chapter 1, and the 
implications for mt activity are apparent. However, Palfrey 
(1981) has compared the large amount of material available on the 
organisation and management of SSDs with the scarcity of 
literature on related mt. He suggests that problems existing in 
the functioning of these organisations, particularly in the areas 
of attitude and structure, make effective mt problematical.

Meredith and Broussine (1979 plO) highlight the differences in 
management in local government with that in the private sector 
under three main headings:

i The concept of democracy and the sharing of the managerial
role between members and officers

ii the concept of equity and the use of formal consumer lobbies
and internal structure to enforce the concept

iii the concept of accountability to the community and resulting
dilemmas about needs and wants and values as discussed by
Nelson and Longbottom (1978)



Nelson and Longbottom discuss the difficulty of attempting to 
apply 'managerialism' - the corporate approach so persuasive in 
administrative thinking in the public services since the 
publication of the Fulton Report in 1968 - to social service 
organisations. It is difficult to assume the necessary corporate 
entity and common aims and objectives. As they point out, 
contrary to private enterprise, there are no generally accepted 
and dominant criteria by which the effectiveness of social 
services are judged. The reason for being of SSDs may be 
regarded as a responsibility owed by the more fortunate members 
of society to those who are less adequate in, coping with 
personal, social or material difficulties. By implication, the 
amount of assumed responsibility is a matter for argument based 
on opinion - needs or demands (CCETSW, 1976). Competition for 
resources tends to come from different functional groups from 
within the organisation rather than from outside. It is well 
recognised that a polarisation exists between the policy makers 
and fieldworkers about priorities and allocation of resources. 
Nelson and Longbottom (1978 p42) suggest the possibility of a 
permanent schizophrenia in SSDs in deciding between 
responsibility to individual clients and to the organisation. 
The following illustration, taken from the ACC/AMA/LACSAB/LGTB 
report 'Social Work and the Systematic Provision of Local 
Authority Social Services' (1979) shows this parallel system:



THE AUTHORITY SOCIAL WORKERS COLLECTIVELY

FUNCTIONS ^ ^  SCOPE (BOUNDARIES)

>r v

POLICIES (AIMS)^_ _ _ _ _ _ _ _ y VALUES

v V

OBJECTIVES ^  DEMANDS

RESOURCES EXPERTISE

ORGANISATION ACCOUNTABILITY
STRUCTURE

SERVICES/CLIENTS

An issue arising from this disparity of view is the role of the 
social work team leader as a manager.

"Because of the social worker's belief in professional 
autonomy, the team leader may be seen primarily as a 
professional adviser offering support", (p61).

There is evidence to suggest that female team leaders view the 
prime functions of the role differently to their male colleagues,



who appear to see their role primarily in administrative 
managerial terms. However, all face problems in having

i poor role definition

ii comparative absence of managerial training, and

iii a high volume of incoming work

Their problem is seen as one of both role conflict, as defined by 
Dessler (1976) and role ambiguity as defined by Rizzo, House and 
Lirtzman (1970). These are respectively to do with situations 
where

a an individual or group is identified with two or more 
individuals or groups that have different and incompatible 
objectives and values, and

b where there is a lack of necessary information available to 
the given organisational post

A study by SSD staff in Cheshire (1983) has highlighted the 
stress experienced by team leaders as a result of their self­
perceived failure to manage properly. The research was concerned 
with the relationship between managerial and professional work, 
the development of team leaders through their managerial roles 
and' the attainment of the development of priorities. Their role 
ambiguity and resulting stress is consistent with Cunningham and



Fahey's findings in their survey of professional staff in local 
government (1976). These showed concern by many professional 
groups when moving into managerial posts, because of a fear of 
losing professional contact and job satisfaction. The Cheshire 
study also encountered the problem of attempts by team leaders to 
adopt professional interactive skills into their management role 
rather than translating these into the management context - 
'case-working the case worker'.

In the recent departmental restructuring of Dept A Team Leader 
posts have been replaced by Team Managers. Initial information 
suggested that managerial skills were to be recognised equally 
with professional skills. Although in the event all appointees 
had social work or welfare backgrounds, not all had a 
professional social work qualification and there is a certain 
amount of confusion or concern about the suggestion that 
professional supervision might be provided by staff other than 
the Team Manager.

Ambiguity, confusion and conflict then have characterised the 
role of the manager within SSDs since their establishment in 
1970. This situation has arisen from a number of reasons, 
including the growth in size and responsibility of individual 
departments, conflict from within departments and externally 
relating to different perceptions of the purpose or scope of 
SSDs, and differing perceptions of the professional autonomy of 
social work staff.



It is apparent that mt is likely to have only a limited effect on 
improved performance, either in the proactive or 'coping' sense, 
unless the organisation and individual managers together are able 
to resolve or at least address these uncertainties.

LIMITED SOLUTIONS - SUMMARY OF CURRENT THINKING

Factors which can inhibit transfer of learning or indeed enhance 
it are numerous, as has been shown. They appear to be centred on 
three main areas:

i the individual who is being trained

eg Transfer can be inhibited by the student's attitude to
the organisation and to the training activity - his 
desire to change and his ability to change

ii the training activity

eg the training activity may be based on irrelevant
material, may employ unsuitable teaching methods or 
attempt unrealistic targets.

iii the organisational environment

eg Organisational negative factors can include the
attitudes of superiors, peers and subordinates and 
departmental structure and functioning. As discussed
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in the previous section, these are a particular problem 
for SSDs.

Exhaustive lists of transfer factors have been drawn up by 
Vandenput (1973) and Stiefel (1974). Taking these factors into 
consideration, the trainer may, in theory, build learning 
transfer strategies into his 'on-paper' training activities. In 
practice it is unlikely that transfer can ever be totally 
successful because of the variety of factors which influence 
success and the fact that the 'training activity' organiser, 
usually the departmental TO is unlikely to have sufficient 
organisational influence or knowledge tO’ totally identify or 
clear 'blockages'.

Current trends in mt appear to be linked with an effort to reduce 
the gap between the training activity and the student's work 
situation, thus lessening the problem of transfer of learning. 
Huczynski and Mumford refer to increasing interest in the concept 
of action learning or the use of real work projects as the basis 
of the learning experience. Mumford (1983), perhaps reflecting 
the later date of his article is more optimistic about a general 
acceptance of this concept. Huczynski (1978) discusses solutions 
to the situation, at least pre-1978, which are strategies 
deliberately built into the training process to enhance transfer. 
These fall into five main categories, and are based on the work 
of Miles (1959):



i A session provided during training on the theory of the 
application of learning

ii Problem-centred groups to look more closely at particular
problems and to 'rehearse' solutions

iii Situational diagnosis - looking at problems of individual 
students and working in groups at attempting solutions.

iv Intervisitation of course members to each other's work base 
to observe and assist

v Reporting session given by a previous course member to
illustrate actual transfer problems and strategies
undertaken.

Weiss, Huczynski and Lewis (1980) have since researched the
particular issue of the role of the student's line manager as 
facilitator in assisting transfer. The questionnaire used in the 
survey was based on Vandenput's paper on transfer of learning 
(1973). The role of the mentor in NHS management training 
programmes develops the idea for a need for a continuing personal 
support to achieve change.

Mumford, in his 1983 article, echoes the concern of Hoyle (1983) 
about the lack of detailed research on the effects of training 
activity, as well as commenting on a similar lack of work on how 
managers learn.
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This increasing, if belated, interest in the evaluation of 
training at the intermediate or job performance level and 
consequent interest in the nature of transfer of learning appears 
to be changing the nature of mt activities. As outlined at the 
beginning of this section in reference to transfer issues and 
main areas of concern, training activities are becoming 
increasingly centred on:

i the specific needs of the individual participant
ii an enlargement of the training process itself in emphasising 

the importance of pre-course and post-course activities
iii the organisational environment - real work-based projects 

used to bridge the gap between designed training activities 
and the job itself.



CHAPTER 3

METHODOLOGY AND METHODS 

INTRODUCTION

Previous research on the transfer of learning has centred on
three main approaches, ranging from the very specific in terms of
measurement of effects to the more qualitative and generalised.
These approaches are concerned with:

i the establishment of methods by which specific training
strategies can be measured and to some extent be quantified 
in terms of transfer of learning as discussed by, inter 
alia, Hamblin (1974).

ii the identification of classes and items of inhibitors and
enhancers to the transfer of learning process, (Vandenput, 
1973) and

iii the construction of models of management development,
characterised by a qualitative approach, and concerned with 
a range of generalisable issues as discussed by Burgoyne and 
Stuart (1977).



The focus of this study is on the ability of SSD managers to 
transfer learning into their job behaviour (Chapter l)j it is 
designed to assist SSD TOs and other interested parties to ensure 
that transfer inhibitors are recognised and eliminated as far as 
possible and that strategies and methods which enhance transfer 
are provided. For this reason, the second approach to transfer 
research referred to above has been adopted for this study. 
While the other two approaches are discussed in, and have 
contributed to the thinking in this research, they have not 
provided the main focus for the following reasons:

i Measurement, by definition, implies the use of specific 
criteria - results compared to targets - which in SSDs is 
problematic. Personal experience had already provided an 
awareness of the non-quantitative culture of SSDs with 
associated confusion about goals and standards. An
examination of the literature confirmed that this was 
generally the case. However, even if a quantitative 
evaluation had been carried out in a small sample of
departments (such a detailed approach would have been too 
time-consuming and expensive to have been applied in a 
larger number of departments), it is unlikely that such 
results could have been generalised, and thus be of
commensurate value. Whilst SSDs share common statutory
powers and responsibilities, there are enormous variations 
in terms of organisational structures and climates, sizes in 
terms of geography and staffing levels and in a variety of 
other areas, including training strategies.
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ii Whilst general models of management development have 
provided a framework for this study, a concentration on this 
area of research would not be appropriate to the objectives 
of this study in view of the continuing debate about the 
nature of management development in SSDs. This is not to 
say that research into management development in SSDs is not 
a valid topic for research activity. However, this study is 
concerned with the identification of factors which affect 
learning in whichever way this is provided. The focus of 
this research is on the development of a necessarily 
pragmatic approach to transfer of learning effectiveness 
which is required by trainers in SSDs (both specialist TOs 
and line managers engaged in staff development) who are 
typically faced by minimal mt budgets and scarce resources 
in terms of available time for the training of individual 
managers.

CHOICE OF METHOD TO ACHIEVE RESEARCH OBJECTIVES

In order to meet the objectives of this study, the research 
methods to be used needed to be appropriate to the gathering of 
information both of a factual and of a perceptual nature (Fig 1). 
They needed to be able to provide information about:

i the work of other researchers concerned with transfer of 
learning - including their approach to the problem and what 
had been discovered ie 'current wisdom'.



ii factual information about how mt was currently being carried 
out in SSDs.

iii how the issue of transfer of learning was being attended to 
in SSDs in terms of the recognition of the problem, the 
evaluation of training in terms of transfer effectiveness 
and perceived problems.

iv how training participants perceived the problem of transfer 
of learning.

v how the perceptions of participants and trainers were 
corroborated in practice.

vi what sorts of strategies and methods were being employed in 
SSDs to enhance transfer.

It was important to examine perceived problems; partly because 
they were likely to reflect actual blockages to learning and 
transfer; and also because as transfer is in itself a matter of 
personal experience, negative perceptions were in themselves 
likely to become blockages.

Four main research methods were used, namely,

i a literature search
ii a questionnaire distributed to all SSDs in England and Wales
iii individual informal, semi-structured and unstructured 

interviews with learners and TOs
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iv a case study based on - interviews with trainers and
participating managers 

- documentation provided by trainers

In addition, direct and indirect observation, over a number of 
years, of training methods and strategies, of SSDs as 
organisations and of apparent training outcomes is referred to in 
Chapter 1, and underlies the remainder of this study.

THE RESEARCH PROGRAMME

3.1 Previous and current research on the transfer of learning - 
the literature

The literature search was undertaken throughout the research 
period in order to discover what is already known or 
believed about the transfer of learning and its context, ie 
mt, SSD managers and SSDs as organisations.

It was approached in 3 ways, namely:

i the reading of, or reference to books concerned with a 
variety of issues related to the subject either 
following recommendations, library searches, or by 
following up references in other books or articles.



ii the reading of reports and other documents on issues 
related to the subject, including publications by the 
Central Council for Education and Training in Social 
Work and the Local Government Training Board, and

iii reading of and reference to articles contained in a 
variety of journals relating to management, training 
and human service organisations, including SSDs. The 
bulk of relevant literature concerned specifically with 
mt in SSDs was contained in such publications, and this 
is increasingly the case with the ever-growing interest 
in mt within local government and "the caring 
professions" as well as in industry and commerce.

The initial research was done through the use of a database. 
Although this proved to be of some value, it was by no means 
able to provide an exhaustive resume of current literature. 
In addition, because mt is a growing interest, many 
developments are not yet "written up" and much of the 
journal literature consists of a consolidation of current 
practice or a repetition of ideal but unlikely solutions to 
problems.

3.2 Current mt practices in SSDs and their approach to the 
transfer of learning - the questionnaire

A questionnaire, to be completed by SSD TOs or "those 
responsible for mt", was designed in order to obtain
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information about how mt is carried out in SSDs, for whom, 
howl outcomes are evaluated and how TOs perceive problems
Iassociated with the transfer of learning. The three parts
I .of the questionnaire were designed respectively by:
| •

I
At- the author in conjunction with the second researcherinIi who is investigating the input stage of mt in SSDs.

I the second researcher, individually 
■I the author, individually

i t
The author and the second researcher had decided to combine
Itheir questions into one document partly because of common 

a|eas of interest and partly to obviate any need for
duplication of responses required by those asked to complete
IIt|e! questionnaire.
11

Part A was concerned with obtaining an overview of how mt isscarried out in SSDs, by whom, for whom, to what purpose and 
at what cost. Part B was designed by the second researcher 
arid will not therefore be described here. Part C was 
designed to discover to what extent SSD trainers are aware 
of the effect of mt strategies, what they see as the main 
inhibitors of transfer and what strategies if any are used 
to lovercome such inhibitors. The content of Parts A and C 
of the questionnaire are provided in the Appendix.

The questionnaire was circulated together with a covering 
memorandum (Appendix 1) to all 116 SSDs in England and



Wales. Thirty-five (30.17%) completed questionnaires were 
returned, a reminder having been sent out 6 weeks after the 
first circulation. However, in addition to these completed 
questionnaires, a further 16 (13.79%) responses were 
received either in the form of letters or telephone call, in 
some cases providing detailed descriptions of their approach 
to mt. A summary of these responses is given in Appendix 4. 
There are a number of possible reasons why the completion 
rate of the questionnaire was not higher, eg

i the pressure of work of TOs, referred to several times 
in responses received and a likely reality, both from 
personal experience and the average number of TOs 
employed by SSDs compared to overall staffing levels.

ii the fact that the questionnaire was not initially 
referred to the Research Committee of the Association 
of Directors of Social Services. This point was raised 
by one respondent who did not complete the 
questionnaire, and may have been the reason for non­
completion by others. The' researchers were aware of 
this recommended procedure; they chose not to follow it 
for two reasons. The chief reason was timing - it was 
a lengthy process in terms of awaiting meetings of the 
Committee and, having reached a meeting, may have been 
deferred, thus holding back vital information which was 
required before other parts of the programme could be 
implemented. The second reason was that it was felt to



be unnecessary to approach the research at such a 
level; SSD TOs have their own 'professional' 
associations and a positive response would emanate from 
that network if it was to emanate at all.

iii the complexity and length of the questionnaire may have 
led to delays which in turn led to non-completion. The 
problem of making time to complete the questionnaire 
particularly where there was a lack of basic data on, 
for example, numbers of courses and individuals 
undergoing training, was referred to by some 
respondents completing the questionnaire, as well as by 
those responding only by letter or telephone call.

iv respondents completing the questionnaire and 
respondents replying by letter refer to major strategic 
developments either of an organisational nature, or 
concerning training, making it very difficult if not 
impossible to respond to the questionnaire at that 
time. It became clear that large numbers of SSDs had 
recently, were currently, or were about to re-organise 
their structures.

The questionnaire was designed in the knowledge that mt in 
SSDs follows a wide variety of patterns. Whilst some 
respondents found the format difficult to follow in 
describing their approach to training, in most cases lack of 
easily accessible data and sheer pressure of work seem to



have been the chief cause of problems in completion. Both 
researchers were established SSD TOs and members of TO 
groups; questions centred on issues which covered the whole 
training process - identification of need, purpose, course 
design, resource provision, levels of training, evaluation, 
and transfer - and which had proved significant in their 
personal experiences and those of fellow trainers. The 
questionnaire was also piloted in two SSDs before national 
circulation. No changes in the format were deemed necessary 
at that stage. However, there were examples in completed 
questionnaires of a misunderstanding of some questions and 
ambiguity in some responses. These are referred to in the 
context of the general overview of the research in Chapter 
4. To summarise, these mainly concern confusion in 
terminology (eg ‘Chief Executives Department* referred to in 
Question A1 is obviously not always the base for Central 
Training Departments in other Local Authorities); and 
differences in what activities are perceived as 'management 
training courses' (eg some respondents have itemised 'Action 
Learning' as 'activity other than training courses' whilst 
others have listed Action Learning as a training programme).

However, despite the limitations discussed above, the 
questionnaire response produced a detailed overview of the 
sorts of approaches a variety of SSDs were making to mt and 
of what TOs perceive as significant issues relating to 
problems of transfer. It also provided the basis for making 
choices about follow-up interviews in a number of SSDs and



the sorts of issues to be raised in the later interviews 
with individual learners.

3.3 Study of the perceptions of individual learners - Dept A

A study was undertaken in Dept A in order to understand how 
individual learners perceive problems in transfer and to 
discover what sorts of training methods and strategies they 
find most helpful. The study consisted of two parts; an 
analysis of preferred learning styles and an analysis of 
individual experiences of the training process.

Permission to carry out the research in Department A was 
sought from the Department's Senior Management Group; this 
was granted, with only the proviso that Divisional Managers 
(who were members of the Group) were notified in advance of 
which of their staff were to be approached, so that the 
Department's agreement to the research could be made known 
to them.

All managers who had been part of any one of two management 
development course groups and two short industrial relations 
management courses were asked to complete the Learning 
Styles Questionnaire (LSQ) designed by Honey and Mumford 
(1986) and to indicate whether they would be willing to be 
interviewed to discuss their experience of the particular 
course in which they had participated.
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The purpose of completing the LSQ was to establish

i whether there was any major variation from that of 
Honey and Mumford1s "Average British Manager" as 
recorded in The Manual of Learning Styles (1986), which 
might indicate preferred learning styles of the SSD 
manager.

ii what variations there were between the learning styles 
of managers attending any one course which would have 
implications for group mix and choice of training 
methods.

The Honey and Mumford LSQ was chosen in preference to Kolb's
Learning Style Inventory (1984) for two main reasons:

i It was possible, having used the former, to afterwards 
compare results with English norms, and thus set them 
in the context of the more familiar managerial culture.

ii The language and format of the Honey and Mumford LSQ 
was felt to be more 'user friendly', at least to the 
wide cross-section of SSD managers who were to be 
interviewed. Both LSQs had previously been used by the 
researcher, and this had proved to be the case.

Of the 58 managers circulated, 27 (46%) both completed the
LSQ and participated in an individual interview. A further
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respondent, although interviewed, did not complete the LSQ, 
and yet another respondent was in the event unable to 
participate in the interview because of prolonged absence 
from work, but completed the LSQ.

Respondents were asked to comment on their LSQ results at 
the beginning of their respective interview. The majority 
felt the result was in keeping with their expectations, but 
several suggested that in a social rather than a working 
context, in which they had been completed, results may have 
been different. The variation of results according to 
context has been illustrated by Talbot (1985); some 
respondents had been a little worried by this realisation 
whilst completing the LSQ, and this should perhaps be 
referred to specifically in future trials.

Whilst the completion rate and results were useful in this 
exercise in exploring the range of issues affecting transfer 
and some possible indications of main trends among the 
different functional groups, the sample in itself as a 
reflection on learning preferences of SSD managers overall 
is obviously a very small one.

The interviews carried out in Department A were designed to 
provide information about the range and type of problems 
associated with the transfer of learning throughout the 
training process and beyond. Using Mant and Handy's 
approach to the training process and training relationships,



an interview schedule was designed (Appendix 6) to follow 
Mant's 3 stage approach (1969), developed by Handy (1971) 
into 7 particular facets, ie

1 Selection, briefing and participant expectation
2 Course learning and expectations of applying the

learning
3 Organisational support for learning and change after

training and the extent to which learning was 
transferred.

The parts played by the Learner, the Training department and 
the Line Manager were the main focus throughout. Whilst any 
one of the four courses categorised above was the main 
subject of discussion with each individual, experiences of 
other courses and their organisational context were also 
discussed as appropriate, sometimes reinforcing experiences 
and sometimes providing a point of contrast. An open 
question at the end of the interview on any aspect of mt or 
transfer issues the respondent wished to discuss allowed 
both reinforcement of earlier discussion points and a 
widening of scope, raising other issues, eg the isolation 
felt by administrative staff in SSD structures and the 
reluctance of some care staff to act at a managerial level. 
However, this widening of the discussion did not always take 
place at the end of the interview; interviews were conducted 
in a relatively informal way, the schedule providing a



checklist but not necessarily followed in the set order or 
in the set wording of the interview schedule.

Interviews with TOs and individual learners in other SSDs

Interviews with TOs and individual learners in other SSDs 
were carried out in three stages, for three different 
purposes:

i Initial interviews in Dept B with TOs and students 
provided an opportunity to test out initial ideas about 
transfer problems in a department having an unusually 
large training resource.

ii This was followed up approximately one year later to 
provide material for the case study on Action Learning 
discussed in Chapter 4. It was again possible to 
interview participants (although not the same 
individuals as interviewed the previous year) as well 
as TOs, and one of the programme's Tutors.

iii The following year, following collation of the results 
of the Questionnaire, 4 SSDs were followed up to gain 
further information. The 4 Departments in question 
used a variety of approaches and TOs were interested in 
the research. Dept B was also again followed up at 
this time, although a response to the Questionnaire had 
not been made. The reason for the lack of a response



was that there had been major changes in personnel 
(both the former Principal TO and the TO chiefly 
concerned with the Action Learning programme had since 
left the department) and it was felt that a sufficient 
amount was already known about the department's 
approach to training from previous visits. The 
researchers were able to again interview students in 
Dept B and also students in Dept C f one of the other 4 
departments visited. A brief meeting was arranged with 
tutors of the Dept B Action Learning programme, and 
separate interviews were arranged with a senior member 
of staff of another educational establishment largely 
concerned with Action Learning initiatives, and senior 
members of staff of yet another educational 
establishment involved in mt programmes and research.

The interview schedule used in Dept A was not used for 
any of the above interviews. They were all of an 
informal nature and were undertaken in conjunction with 
the other researcher. Like the national questionnaire 
they provided a means of 'mapping' the SSD mt scene, 
and a useful point of comparison with the results of 
the more detailed research of individual perceptions of 
transfer issues carried out in Dept A and through the 
1iterature.



3.5 Strategies and methods for the enhancement of transfer

Information about specific approaches to transfer 
enhancement was obtained through the national questionnaire, 
through interviews with trainers and students in other 
departments, and from the literature.

THE EFFECTIVENESS AND LIMITATIONS OF THE RESEARCH

This study then has not attempted to precisely measure transfer 
effectiveness of particular training strategies or methods. The 
measurement of transfer at the application rather than the 
learning stage is extremely problematic anyway; outcomes are very 
much affected by the organisational context as Vandenput (1973) 
has shown, and extremely sophisticated measurement techniques are 
needed to elicit an objective evaluation. In the context of
SSDs, problems of this sort are exacerbated by the absence of 
clearly defined objectives either for the individual or the 
organisation against which change would need to be measured. 
What this study has set out to identify are the range of factors
which the chief 'actors’ in the training process - the individual
learners - experience, or are responsible for, in the total 
learning/application process. The generality of these 
'experienced problems' is tested by comparison with the practices 
and perceptions of TOs and SSDs as organisations as elicited 
through the Questionnaire and informal interviews, by comparison 
with the literature, and by comparison with the acquired



a

knowledge and insight - ‘the connoisseurship1 (Eisner 1979) - of 
the researcher.

Eisner expresses concern that the so-called scientific approaches 
to educational evaluation provide a concrete but limited 
feedback, because of inherent problems of measurement; also that 
the outcomes of such approaches are too restrictive, in ignoring 
external influences on the educational process and outcomes other 
than those specifically contained within initial objectives. 
Research on Learning Styles has demonstrated the need to focus on 
the individual learner in terms of how the individual best 
learns, how this in itself can be affected by differing external 
circumstances, and the individual's approach to putting learning 
into practice (Mumford, 1986). A deliberately wide canvas has, 
therefore, been chosen in order to illustrate the need for a 
contingency approach to transfer problems.

Had there been in existence a common management learning 
development plan within SSDs; had systematic appraisal of SSD 
managers been more widespread; and were the tasks of managers 
within SSDs more homogeneous than they actually are, an in-depth 
measurement of transfer effectiveness within a particular 
department would have been a useful basis for forecasting and 
explaining transfer problems in other areas. However, the fact 
is, a wide variety of mt practices operate between departments.
Whilst individual SSDs may evaluate the effectiveness of their v?
particular approaches within the specific context of their 
organisation this study attempts to analyse the range of factors
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which may be inhibiting the effectiveness of these approaches; as 
such their recognition becomes an evaluation tool in helping to 
clarify whether changes are needed in the training method - in 
the attitudes of 'interested parties' - ie the Learner, the 
Manager, the TO - or in the organisation climate.

Given more time and financial resources, unlimited access to a 
wide cross-section of SSD managers, the means to become familiar 
with unofficial structures and personal networks within those 
departments, and the time and co-operation of participant 
managers, it may have been possible to combine the research 
undertaken with several in depth, measured evaluations of 
particular approaches to mt in order to consolidate findings 
about the range of transfer problems and the extent of their 
respective influences on outcomes, using a combination of 
measurement techniques as discussed by Hamblin (1974). For 
example, some precise descriptions of how pressure of work, or 
apparent pressure of work of SSD managers affects both the 
learning and the application stages of training may have been 
possible, or the involvement or otherwise of line managers and 
the subsequent effects on transfer following particular training 
activities. These issues could perhaps provide the theme for 
future research projects.

Although, as discussed above, there were some reasons for the 
comparatively low response rate to the Questionnaire which were 
not directly linked to its design, its complexity certainly in 
terms of length may have contributed to this, and with hindsight



some questions were perhaps not clearly enough presented, either 
in the terms used or in the way the question is framed. For 
example, in Section A, question 2 does not make clear whether 
option (b) - (Internal/External trainers) - means departmental 
TOs and external agents working in conjunction or whether one or 
other is used for respective courses. Question 1 might have been 
more simply construed by asking 1) whether all mt for SSD 
managers is organised by the SSD and 2) if not, which other 
department is involved. In Section C it is possible that 
question 6 has been taken to refer specifically to job behaviour 
evaluation rather than evaluation of any type, as intended. The 
reasons for combining the questions of both researchers into one 
document have been referred to above. The resultant format 
whilst providing a detailed survey of mt practice in responding 
departments, may have, through sheer size and requirements in 
terms of numerical data, prevented a higher response rate.

SUMMARY

To summarise, this research is concerned with specifics in terms 
of identifiable transfer factors, and is of a qualitative rather 
than of a quantitative nature.

In presenting this approach to research, certain assumptions have 
been made:

i That perceived problems are real or at least the perception 
has an effect on transfer, eg pressure of work may be an
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internal rather than an external reality but unless some 
positive intervention takes place transfer will continue to 
be affected.

ii That the problems experienced by participants in a few 
departments are likely to affect participants elsewhere, 
despite differences in approaches to mt and organisational 
climate between SSDs.

iii That the factual and perceptual responses from TOs 
completing the Questionnaire are likely to reflect trends in 
non-responding departments.

It is for this reason that the responses of individual 
participants, which while emanating from a wide variety of 
individual managers, represent only three departments, have been 
triangulated with both the perceptual and factual responses of 
TOs emanating from interviews and the national questionnaire 
representing a much higher number of departments and with 
pertinent references to the literature. In this way, the study 
has been able to:

1 Consolidate previous research, and explore its relevance to 
this study.

2 Indicate a number of areas which might provide a useful 
basis for further in-depth research.



CHAPTER 4

RESULTS OF THE RESEARCH - PART I 

INTRODUCTION

The review of the literature on the transfer of learning - 
particularly where it relates to practical application - and 
personal experience as a TO indicate the importance of attending 
to the effects of the whole learning environment in which 
managers have to operate rather than restricting research to the 
content and methods of training courses. Indeed, the increasing 
use of the term 'training programme' rather than training course 
indicates that TOs are either more aware or more able to do 
something about training as a continuing process rather than a 
one-off classroom activity or set of activities. However, even 
concentration on training programmes would not have been adequate 
for this study for two reasons:

i Like management development, management education, etc, 
'training programme' can mean different things to different 
people. In some cases it is obviously a synonym for 
'course'; in others a course with pre-course and post-course 
briefings; in others still it can mean a whole' package of 
learning activities, some taking place in on-the-job 
situations.



ii However much on-the-job learning takes place within a 
training programme, if it is recognised as a 'training 
programme' as such this may affect transfer in a particular 
way. Once the recognised 'programme' is completed, the 
individual may revert to previous levels of performance.

In order to research what helps or hinders learning to get 
through to the 'real-time' job situation, the whole learning 
environment with its constituent parts, including the post­
training working environment, needs to be looked at.

The individual learner has become the main focus of 
literature on transfer, rather than teaching methods, with 
increasing attention paid to the learner's organisational 
environment and its implications for job behaviour. Sets of 
training and organisational factors which influence 
application of learning have been proposed (Vandenput, 1973 
and Stiefel, 1974); the job of the TO is to ensure the 
optimum conjunction of positive influences for the learner. 
Some are largely within the TO's control, such as choice of 
venue for off-the-job training courses, tutors, course 
design and methods. Other important, often crucially
important, issues like selection of learners for particular 
training events (or training events for particular
learners!), the training 'culture' of the learners' place of
work and resources for the reinforcement of training much 
less so. These are areas in which the line manager could or

89

— i.iy'r —  ■ ■ ■ -■■■- - Ut ': ■■ - til ■ £  ill ~ -ai



should exert important influence and control. Whilst the TO 
may seek to at least influence situations in order to
provide optimum transfer - for example in promoting self- 
development strategies for managers - the political and 
financial realities of the organisation usually demand 
compromise (Mumford 1983).

Whilst individual and organisational factors are becoming 
central to training strategies, the training input itself 
cannot, of course, be ignored. Davies' model of the systems 
approach to training (1971) illustrates the need to
integrate the individual parts.

As Berger comments (1977 pi1)

"to optimise the transfer of learning, the worlds of
the organisation, the individual and the training
programme must be integrated. To achieve integration 
it is essential for one or all of the interested 
parties to manage the interface between these worlds".

The management trainer has a particular problem to overcome 
in ensuring applied learning, in that training can rarely 
supply right or wrong answers to management problems. Much 
management training, by its very nature, has to be 
conceptual. It is not possible through training courses to 
prepare managers for every eventuality. Whilst this is not



confined to management issues in SSDs, there are additional 
exacerbating factors, such.as:

1 lack of any preparatory training in management - social
workers are often promoted to Team Leader level with no 
previous training in management at all.

2 The nature of management in SSDs means that junior
managers are often virtually unsupervised on management 
issues, partly due to the professional/managerial 
ambiguity of the Team Leader's role.

3 The concentration on social work professionalism even
for middle managers, often conflicts with the need for 
managerial approaches to, for example, staff 
management.

Because of these and other issues, learners often approach 
mt purely as a means of minimising failure or maximising 
success, thus starting with a very woolly perception of what 
they are likely to achieve.

The TO, then, needs to be aware of the whole learning 
system. Using Davies1 model (1971) as a starting point, 
results of this research are discussed in the following 
three main sections:
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1 an overview of the research - current trends in mt in 
SSDs and perceptions of individuals who have undergone 
such training;

2 a case study of a mt strategy undertaken by a 
particular SSD presented as an illustration of such 
trends; and

3 the identification of factors affecting transfer in SSD 
mt and their inter-relationship (Chapter 5).

RESULTS OF THE QUESTIONNAIRE

2.1 Part A - The range of mt activities

The results of Part A of the national questionnaire relating
to general provision of mt and Part C relating to transfer
of learning associated with mt, are tabulated in Appendix 2
and Appendix 3.
Of the 35 SSDs which completed the national questionnaire, 
the majority are directly involved in running in-house mt 
(94.28%). In 91.43%, the Local Authority Chief Executive's 
Department or equivalent also has some involvement in 
organising mt. In one case, the Social Services Training 
Section is responsible to the Central Training Section for 
mt carried out within the SSD In addition 11 SSDs (31.43%) 
are recorded as at least sometimes running mt in combination 
with a central department.



Whilst it has not been possible to establish a preferred 
pattern of provision, the variety of programmes being 
enormous - both in terms of subject matter, purpose and 
length, the majority of programmes include a mixture of 
management development activities and short skills/knowledge 
based courses, such as 'Staff Selection' and 'Time 
Management'. The numbers of different mt activities run by 
individual departments range from 1 to 8+, with an average 
of 4 for each department. Teaching time ranges from 4 hours 
to 25 days for courses run in-house, with an average of 
3-5 days for short courses. Longer term qualification 
courses are also used, such as the CSS (Management Option), 
MSc courses in Social Services Management and the National 
Institute for Social Work 3-month sandwich course. However, 
18 (51.43%) departments use no award-bearing courses at all, 
and one department has not replied to this question. 'Time- 
off' in addition to attendance at planned events is very 
rare. Of the courses listed, only 9 (25.71%) include 
additional time for study. Replacement of staff on training 
is equally rare. Of the four cases cited (11.43%), two 
referred to the CSS Management option - CSS students are 
replaced as a matter of course - one is a course 
specifically funded by the DHSS and in the fourth some key 
residential staff only are replaced.

Whilst there is reference to training activities for staff 
at a wide range of levels from AP2 to Chief Officer level, 
the bulk of activity appears to be centred on Team Leaders



(or Senior Social Workers) and Officers-in-Charge of
Residential and Day Care establishments. Interestingly,
this latter group were identified in the recent LGTB report 
on training in SSDs (1986) as being largely professionally 
unqualified. In practice, many such staff are carrying out 
such duties with very little either professional or 
managerial training. Identified mt needs often have to wait 
so that the basic professional training in the form of the 
two-year CSS Course can be undertaken first, although in 
theory and for the purposes of NJC conditions, nursing
qualifications are acceptable for Officer-in-Charge posts. 
However, the CSS does include a 2-week Managerial Option 
which students may choose to undertake and which seconding 
departments may or may not require them to undertake.
Whilst 2 weeks of mt may be more than some Senior Managers 
in SSDs have done in their entire career, from responses 
given, it may be that this provision has been overlooked in 
some cases in completing the questionnaire, either because 
respondents feel its effect is minimal, because most 
students choose other options or through a misunderstanding 
of the question.

Demonstrating the need to reach changing personnel in 
management posts, new appointments and the sheer number of 
staff in management posts in SSDs, most activities listed 
are repeated annually or at 6-monthly intervals. Responses 
to the question concerning training activities other than 
through courses illustrated the previously referred to



confusion of terminology in mt. One respondent "did not 
understand the question", 7 did not respond to the question 
at all and two recorded NIL non-course activities. One 
responded "not applicable", - why is not clear. Whilst the 
most frequently mentioned non-course based strategy is the 
use of special projects, Action Learning is mentioned by 2 
respondents, although other respondents (including one of 
the 2 respondents mentioned here) had included this in their 
list of courses in answer to Question 3. While a small 
number refer to the use of placements, with a further one 
considering this possibility, mention is also made of the 
CSS Special Option Placement, and again it is not clear 
whether this indicates that only one example within the 
sample exists of CSS management placements, or whether 
respondents have overlooked the use of appropriate 
management placements within the CSS as part of their 
strategy. Bell, L; Devine, K; and Lane, S; 1987 confirm 
that SSDs make little use of methods other than courses for 
developing managers.

Concerning the adequacy of resources to meet required mt 
activities, the overwhelming response (82.86%) was that 
resources were inadequate and in one case it was thought too 
early to assess. This is perhaps predictable, where 
questionnaires have been completed by the Officer 
responsible for mt within each Department, also bearing in 
mind that detailed analyses of mt needs are a rarity, and an 
answer to this question might well be "how long is a piece
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of string?". However, a number of respondents specifically 
refer to the unmet needs of residential and first-time 
managers. One has identified that only 25% of the
Department's managers have had any mt at all and two have
estimated annual shortfalls in financial terms of £10,000 
and £7,000 respectively, (1984 prices). The way in which mt 
budget heads were arrived at varies considerably. For 
example, in one SSD, "calculation is too firm a term - an 
agreed sum is approved through discussion with Head of 
Operations, Director and TO". In another, the Budget
represents "the sum remaining after certain other priority 
allocations are made". Twenty-two departments (62.86%) had 
no specific budget head for mt, although two qualified their 
response by stating 'not explicitly' implying a pragmatic 
approach to apportioning out scarce resources.

The shortfall in provision of mt is reflected in the 
response to how attendance at courses is affected. 
Competition for places scored ahead both of "Geography" - 
often a real problem in shire counties - and "time off",
again a problem in most SSDs with increasing workloads and 
falling resources. Concerning perceived main purposes of 
the training provided, there is some correlation in the way 
in which respondents understood staff to view mt and what mt 
was aimed at. 105 (72%) of the 146 courses referred to were 
aimed at improvement in existing jobs. [This is an
approximate figure - in some cases course titles are not 
given but the number of courses is, although even here it is
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sometimes not clear whether this number refers to different 
courses or several of the same type. In other cases it is 
suggested that more than one course is run, but the number 
is not given. For the purpose of these results the total 
number of courses refers to both those referred to by name, 
and where a specific number of courses is referred to, that 
number. Where the number of courses is not given, only one 
course is counted into the total.] In 30 (20.5%) this was 
the ONLY aim. 81 (55%) aimed at effectiveness in changing 
roles at same level, in 11 (7.5%) this was the only aim. By 
contrast only 23 (16%) aimed at preparation for promotion, 
in only 5 (3%) the only aim. Responding to how mt is seen 
in the organisation, in terms of its most important 
attributes the highest score was given to "relevant to job",
(139 out of a possible 175). Importance for promotion 
scored lowest (98), after "as a priority for staff" and "of 
high status".

Concerning the management of mt courses, only 25 (17%) of 
the 146 courses listed are managed by Central training 
staff. A further 19 (13%) of the courses are managed by 
Central Training staff in consultation or jointly with SSD 
training staff. Some college-based courses, including post 
graduate studies, are run entirely by the college concerned.

97
m



To summarise then:

i Mt programmes in SSDs are difficult to characterise in 
terms of subject matter, length, frequency or methods.

ii However, the majority of SSDs are directly involved in 
running their own programmes and usually in also having 
access to centrally run programmes or courses.

iii The majority of departmental programmes include a 
mixture of activities ranging from short 
skills/knowledge based courses to longer management 
development activities.

iv Staff undergoing mt are rarely 'replaced' at their 
work-place.

v Study time is rarely made available for attendance at 
even the longer-term development programmes.

vi The bulk of current activity appears to be centred on 
'junior' management levels - eg Team Leaders/Social 
Workers and Officers-in-Charge of residential and day 
care establishments. There would appear to be little 
provision of preparatory training for those not yet in 
management posts.



vii Training activities are largely seen mainly as 
attendance at courses.

viii Resources for mt are almost universally seen as 
inadequate to meet perceived need.

Part C - Transfer of Learning Issues

Part C of the questionnaire was concerned with the extent to
which SSDs evaluate mt in terms of transfer of learning to
job behaviour ie to discover

i to what extent SSDs were aware of the effectiveness of 
transfer

ii how SSDs measure transfer of learning

iii whether the perceptions of TOs about blockages to 
transfer accorded with current thinking in the 
literature (and student feedback arising from 
interviews)

iv to discover whether SSDs use specific strategies to 
enhance transfer.

Eight of the 35 SSDs responding either did not evaluate mt 
at all or did so only occasionally (22.8%). Lack of
sufficient resources was the chief reason given for not



evaluating. Another respondent mentioned that the 
respective County (Central) mt programme is not evaluated 
"because managers are satisfied with apparent results”. 
However, the remaining departments either always, or 
usually, evaluate and presumably have more than anecdotal 
evidence of transfer effectiveness. Self-appraisal and 
appraisal by line manager are the most commonly used methods 
(each recorded by 17 departments, 14 (40%) of these using 
both methods). However, of the 26 departments which do 
evaluate at least sometimes, only 15 (42.86%) evaluate at 
job behaviour level, and 5 of these qualify this response in 
someway, eg 'sometimes', 'occasionally', 'crudely'.

Asked to identify factors which chiefly inhibit transfer, 28 
of the 35 departments (80%) refer to lack of departmental 
reinforcement, followed by uninvolvement of line manager 
(60%) and negative organisation climate (48.57%). Other 
factors listed include one reference to the nature of the 
training, one to sheer pressure of work and one to 'language 
used'. Presumably, the latter means that learners have 
difficulty with management jargon or possibly resent the use 
of industrial methods as approaches to social care 
situations. Eales suggests (1987) "what is not in doubt is 
that management has become bedevilled with a language that 
very few understand - especially managers".

Thirty-two of the 35 Departments do take specific steps to 
enhance transfer. The most commonly used method is use of



work-based projects (28 or 80%). Alternative approaches 
listed in the questionnaire - pre and post-course briefings, 
specific course input on transfer issues, and specific 
involvement of the line manager are all recorded, scores 
ranging between 13 (37%) - specific input and 23 (65.71%) - 
pre-course briefing.

Little formal feedback to departmental management on staff 
performance during training or to TOs about staff 
performance back at work is recorded, - only 8 Departments 
(22.86%) and 5 Departments (14.28%) respectively.

Open questions sought comment on mt in general and 
specifically on transfer issues. Responses are tabulated in 
Appendix 2, but key issues raised were as follows:

i Increasing attention is being given to mt although a
wide divergency exists between Departments in the 
extent to which mt strategies have been developed. In 
some, work in this area was only just beginning. In 
another department, 16 different mt courses had been
run in one year, although it was rarely a "pure"
training activity, and was usually linked with a social 
work practice area, policy development or area of 
change.



A shift towards in-house provision rather than use of 
external courses is widely recorded, although this was 
often not proving easy to achieve.

Lack of a clear set of organisational values and
objectives and

Lack of systematic efforts to support first-time
managers were identified as blocks.

The need to focus on the individual and on specific
tasks was emphasised*

“most mt should relate to the tasks required on the job 
and to the personality of the manager". (Dept Z)

Other issues raised included:

The lack of formal appraisal systems 
The inappropriate selection of students 
The conflict of professional social work issues
with management tasks
The tremendous variety of needs of SSD managers - 
requiring different approaches to learning 
The importance of a supportive, learning- 
orientated organisation climate.



PARTICIPANT INTERVIEWS IN DEPARTMENT A

3*1 Learning Styles

Of the 56 managers in Department (A) who were requested to 
complete the Honey and Mumford LSQ and to take part in an 
interview, 29 (51.78%) agreed to be interviewed (but one 
was, in the event, unable to take part) and 28 completed the 
LSQ. The results of the LSQ, while representing 50% of the 
managers contacted, reflect only a small sample where SSD 
managers generally are concerned. They do, however, provide 
an interesting comparison with the scores of the average 
British manager recorded by Honey and Mumford (1986 p75), 
being similar in overall pattern, but slightly lower. Mean 
scores of this sample were:

Activist Reflector Theorist Pragmatist

8 12.96 12.3 13.1
compared to

9.3 13.6 12.5 13.7

which were the mean scores of a national survey of 
British managers.

When questioned during the subsequent interview about their 
LSQ results, the majority were not surprised at their 
scores. However, a number stressed that their responses
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were based on predicted reactions in a particular working 
environment and would have been different if based on a 
purely 'social' situation or a different environment.

Individual Interviews

As described in Chapter 3, interviews carried out in 
Department A were structured to elicit information on the 
experience and perceptions of students against a background 
of the 3-phase training process of Mant (1969) and Handy 
(1971) - pre-conditions, the training programme and course 
follow-up. (Appendix 6)

Section A of the interview schedule concerned the period
leading up to course attendance. How willing were these
managers to attend the course and how prepared were they for
it?

For both Category 1 and Category 2 courses, (ref Chapter 1) 
the variety between students in background experience, 
current role and level was wide. Whilst 10 of the 16
students attending the knowledge orientated Category 1 
courses felt the course came 'about about the right time', 
only 4 of the 12 students attending the much longer 
development course thought so. Only about half the students 
had been approached directly by their line managers about 
their need to attend the course. All 16 students of 
Category 1 courses, but only 7 of the 12 students on the



Category 2 courses, had wished to attend the course at the 
time of application. A range of reasons concerning the 
latter are given including: pressures of work, the fact that 
the course was residential, and doubts about its 
effectiveness.

Of the total 28 interviewed, only one had been set specific 
goals by their line manager. Otherwise, it was assumed that 
line managers were in agreement with objectives stated on 
course broadsheets and programmes. Whilst no student had 
felt the line manager had tried to discourage attendance, 
support at this stage was in the main of an informal, 
general and very limited nature.

Section B was concerned with student's experience of the 
designed training activities, ie the courses themselves.

For both Category courses, a substantial number (7/16 and 
4/12 respectively) thought the length of the course too 
short to cover the necessary input. Nearly all students 
found the content to be what they had expected. 
Reservations expressed included:

lack of guidance on Departmental philosophy and 
procedures
lack of time for skills development - lack of 
depth
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lack of relevance of material to a particular 
staff group

Whilst 11 of the 16 Category 1 respondents felt that the 
course content on staff selection was most closely allied to 
their current tasks, issues relating to staff appointments 
gained the highest score (6) of those sessions which were 
felt to be the most useful.

Participating in training with a colleague, either from the 
same establishment or with whom the respondent had regular 
contact within the Department, had little effect other than 
'reassurance' for Category 1 respondents (one refers to the 
benefits of being able to discuss things with somebody 
sharing a similar work setting), but had some significance 
for respondents in this position on Category 2 courses. 
This was mainly concerned with being able to share further 
discussion on certain issues and in enabling and enhancing 
continued professional contact. This perhaps indicates the 
advantages of developing a shared management 'language' 
(Eales 1987).

Apart from 1 or 2 isolated cases, there was little overall 
departmental support recorded, although 6 of the 12 Category 
2 respondents felt they had received some support from their 
line manager, other than just release from work. Eleven 
students overall felt that attempts had been made to enhance 
transfer by relating course content to jobs. Methods
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identified were role-play, case studies and specific 
orientation of one course to Homes for the Elderly (this 
last fact being seen in negative terms by 4 students whose 
work was not in this area). Other enhancers were course 
assignments and an extended work-based project, the 
allocation of Project Supervisors, techniques of particular 
lecturers and orientation of material to local government.

Part D of the interview was related to follow-up and general 
comments on mt and transfer problems.

Seven of the 16 Category 1 course students could recall no 
follow-up with their line manager at all. For the rest this 
mainly centred on general, informal questions from the line 
manager. No respondents could recall either formal or
informal follow-up meetings with line managers concerning 
Category 2 courses specifically to talk about the course or 
future training needs. Follow-up mainly centred on 
completion of their extended projects. Ten of the 12
respondents had needed to pursue themselves the completion 
of the project (by asking for support), or, after 
completion, needed to ensure that it was heard or read in a 
wider context than the course playback session for 
acceptance or further action.

Whilst 26 of the 28 interviewees felt they had learned
something, what was actually learned and to what extent
varied widely according to individual responses, perhaps



reflecting the different starting points in terms of 
individual tasks, abilities and needs of individual 
students. Whilst a number of specific behavioural changes 
were mentioned, some common changes were:

i taking a more structured approach to staff issues, such
as recruitment and selection, and disciplinary matters

ii better management of time and ability to prioritise
iii greater confidence

Three of the 12 students of Category 2 courses recorded 
changes in their style of handling meetings, although one 
was relaxing his style and another emphasising the need for 
greater control. Reasons for not changing behaviour were 
lack of relevance of the course to the actual work being 
done by the respondent in one case, and the fact that 
nothing in the course or since had indicated a need to 
change behaviour. Lack of time and resources was mentioned 
by 3 Category 2 respondents and lack of autonomy to be able
to change and lack of confidence in interpersonal areas were
also mentioned.

In giving general ratings to courses in terms of subsequent 
improved work performance, 16 (57.14%) rated effectiveness 
in the middle range between 'partly effective' and 'quite 
effective' (2 - 4). Suggested improvements to the courses 
were very varied and in some cases contradictory to comments 
made elsewhere in the interview. One constantly returning
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theme is lack of time, both for presentation of sessions for 
discussion, for skills development, and to 'think' - 
particularly in the application period back at work.

'Time' also figures highly in transfer enhancers and 
inhibitors perceived by interviewees concerning mt 
generally. Lack of time to implement learning within the 
work setting is the highest recorded inhibitor for both 
groups.

There was some problem in the ability of students to respond 
to the question concerning possible techniques to transfer 
learning. Certain strategies were suggested by the 
interviewer and, of these, problem-centred groups to 
rehearse solutions and intervisitation of course 
participants, were the most readily agreed with. The list 
of suggested techniques was that proposed by Huczynski 
(1978), based on the work of Miles (1959).

Comments made by respondents about mt in general and on 
transfer issues will be discussed in the next chapter. 
However, some key issues, which echo those contained in the 
literature, were:

1 The need for senior managers to specify the role and 
tasks of middle managers

2 Uncertainty about which management styles were 
acceptable within the department



The 'fit' between training and departmental practice 
The need for a flexible approach to mt options, ie
meeting individual needs
The need for better links between training and
departmental planning
The role of qualification courses in allowing adequate 
time to fully explore relevant issues and as motivators 
The need for greater Social Services and Local
Authority orientation in content
The appropriate mixing of staff functional groups in
training activities
The timing and length of courses and use of study-days
to enhance learning
The need for staff appraisal
The importance of the tutor as 'missionary'.



PART 2 - MANAGEMENT TRAINING IN A SOCIAL SERVICES DEPARTMENT - A CASE

STUDY 

1 INTRODUCTION

The purpose of this case-study is to describe an example of how 
transfer of learning is approached in theory and in practice by 
trainers, participants and 'other interested parties' and to 
follow through as far as possible the effects of these approaches 
on training outcomes. It has been compiled through the use of 
available documentation and interviews with relevant personnel 
and from a background of personal experience as a SSD TO.

The example chosen is based on a particular type of mt activity 
carried out in a large metropolitan SSD in the North. This 
department was chosen for a number of reasons, specifically:

1 a wide range of mt activity was being carried out in the
department, indicating high levels of expertise in this 
area.

2 it was known that the department had recently embarked on a
mt programme largely designed to overcome transfer problems, 
ie Action Centred Learning.

3 access to TOs, tutors and course participants had been
offered.
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4 links were apparently available with the locally based
University business school, staff of which were involved in 
the Action Learning programme, and which, it was presumed, 
would be well equipped to evaluate the programme.

The facilities outlined above for undertaking this research were 
offered by one of the department's TOs who was mainly involved in 
management and administrative staff training. He was previously 
personally known through partnership in a project for which he 
was seconded by the Lqcal Government Training Board. An initial 
programme of interviews were requested, with as follows:

i TOs involved in mt and in particular the Action Centred
Learning programme.

ii Managers involved in the setting of objectives and at the 
receiver end of mt.

iii Relevant staff at the business school, particularly those
involved in the 'partnership' training with the department.

Two further visits were made, and interviews were also carried 
out with staff who had attended or were attending an Action 
Learning programme. The first visit took place in June 1983, the 
second in September 1984, the third in August 1986. In the 
event, information obtained was at the same time limited and 
enlightening, - enlightening for the reason that problems in
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obtaining information certainly during the first two visits 
appeared to have implications for the programme's transfer of 
learning outcomes.

1.2 The Department

The Department serves a large urban population (estimated 
498,000 in 1979) and employs approximately 5,000 staff 
including manual workers, working to a budget of £36,000,000 
in 1980/81. As a SSD, a wide range of service is carried 
out - for families and children, for people with mental and 
physical handicap and mental illness and for elderly people. 
The department, at the time the research began, was managed 
through six Area Directors based at Area Offices and the 
Areas were themselves grouped into three Districts, each 
coterminous with Health Authority Districts and each with a 
Manager of Residential Services and Domiciliary Services. 
In addition to these centres of management were the Head 
Office, the Staff Training Centre and a large number of 
residential and day care establishments for various client 
groups throughout the department's area. This was, 
therefore, a large and complex organisation, with both 
professionally qualified and unqualified staff working in a 
variety of client group specialisms and administration.

The Training Section was large in comparison to others in 
SSDs even considering the size of the department. The 
section was headed by a Principal TO responsible to the
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Assistant Director for Administration and Management. A 
programme of training activities was established on an 
annual basis, in consultation with Training Advisory Groups 
which represented various staff groups within the 
department. The programme for 1982/3 lists training 
events, of which fourteen ( %) were specifically aimed at
managers, - in the main, Officers-in-Charge of residential 
establishments and Senior Social Workers.

Mention was made separately of the Action Learning 
programme, as a 'rolling' programme "over the next two years 
but probably longer," presumably depending on evaluation. 
Enquiries for this programme were directed to the Principal 
TO, unlike the previously mentioned management courses - for 
which enquiries were to go to other less senior TOs - which 
appear to be of a more conventional nature. The management 
courses listed cover eight different subject areas and 
outcomes are briefly but succinctly described. The Action 
Learning programmes' outcomes are less clearly stated. 
Description is geared to ‘process' rather than to outcome. 
That is, the four chosen project topics are identified as 
brief titles, and would 'last' for about 6 months. Results 
likely at the end of that period are not indicated.

ACTION-CENTRED LEARNING - TRANSFERRED LEARNING BY DEFINITION?

Action-Centred Learning is a term which has been used to describe 
a variety of training situations, all of which focus on the



concept of 'learning by doing' - with the implication 'doing 
things that managers generally have to do'. It is classically 
associated with Reg Revans who began to develop his ideas in the 
1940s, based on the model of groups of managers either from the 
same organisation or from different organisations coming together 
periodically to work on real organisational problems. A number 
of different models exist, and the programme to be examined here 
might more distinctly be referred to as a Joint Development 
Activity (JDA) or as Project-Based Management Development, as 
defined by Huczynski (1983)

"A JDA consists of the establishment of a link between the 
senior management of a firm, and the members of the business 
school who together act as a steering group to guide the 
project group of managers. In a JDA, one works on a real 
organisational issue which is the main vehicle for learning
  The underlying theory of JDAs is linked with the
concept of 'resourceful managers' (those who are self­
developed) and development functions within organisations 
(those concerned with developing new patterns of activity, 
adapting existing ones)" (ppl59/160).

Project-based Management Development, as described by Ashton 
(1974) shares the same philosophical school as the JDA and Action 
Learning. Unlike JDA it relies on internal facilitator resources 
rather than working with an educational institution.



Of the various models of action learning currently known, the 
information sheets purely about the project's philosophy, 
produced for the author's inspection by the host department, are 
copies of Revan's writing or refer directly to it. Three such 
examples were given, as follows:

i 'Action Learning: A Definition' - which was used in a
memorandum called 'Action Learning and the Developing
Countries' prepared by Revans in 1974 for the Council for
Technical Education and Training in Overseas Countries.

ii 'The Nature of Action Learning' - Revans, Management
Education and Development, 10, 1979 and

iii 'The Art of Action Learning' a review from the Financial 
Times, 9.7.2, for Revans' "The Origins and Growth of Action 
Learning"

It is not known whether these writings were circulated to any 
extent within the department. Certainly the latter was issued 
almost a year after the discussions on the possible use of Action 
Learning in the department had begun. They appear to be rather 
for the information of the organisers, to be used in preparing 
departmental documents, talks etc, than for the consumers.

A further article, headed "Action Centred Management 
Development", goes beyond the general philosophy into structure 
and the use of facilitators and tutors. As in Joint Development



Activities, there is emphasis on self-development, but the 
article equally emphasises the importance of the 'catalyst* or 
facilitator, which is not a strong factor in Revans' writings. 
The writer of this article is anonymous.

While not referring specifically to 'transfer of learning1, there 
are implications for what managers need to learn and how they 
learn. What appears to emerge is that the transfer takes place 
during and within the programme.

In (i) Revans describes Action Learning as "a means of 
development, intellectual, emotional or physical that requires 
its subject, through responsible involvement in some real, 
complex and stressful problem, to achieve intended change 
sufficient to improve his observable behaviour henceforth in the 
problem field."

He goes on to write that learning is achieved not so much by 
acquaintance with new knowledge or technical art conveyed by a 
teacher (although this is not ruled out) but by the re­
interpretation of the subject's existing knowledge - it demands 
real-time and, therefore, observable commitment. Similarity to 
the Coverdale approach is apparent (Huczynski, 1983 p86). This 
is also suggested by Revans. The transfer is seen to take place 
(or not) within the programme itself.

In (ii), the difficulty of defining Action Learning precisely is 
emphasised. He links this with one of the central themes of
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Action Learning philosophy - "verbal exchanges are themselves 
extremely poor at communication". The implication is that 
however well constructed the 'traditional1 course in content, and 
the quality of the tutor, transfer is necessarily difficult. 
This accords with Casey (1980) in that the traditional course 
approach creates its own problems for following through concept 
acquisition to application and does not address the equally 
important problem of experience-to-experience transfer.

The communication problem is emphasised in (iii). Both the case- 
study and job rotation approach to management development are 
seen as less than effective. The former because of the lack of 
any possibility of 'real' failure. The latter because it often 
offers no ‘challenge1 unless a specific project is built-in 
together with opportunities to learn from communication with 
other managers. The importance of clear, open communication 
within the organisation and relations within the task group are 
stressed. These are important Coverdale concepts and are also 
among the transfer-enhancing factors developed by Vandenput
(1973).

The fourth article, "Action Centred Management Development" 
starts with the assertion that "managers can develop only when 
they take the initiative themselves.11 Whilst strongly linked 
with the Revans approach - "Revans comes the nearest to having 
positive suggestions to make" - the two main thrusts of the paper 
emphasise a) the need to focus on the individual manager and his 
boss and b) the role of the facilitator or 'catalyst' in the



development process, as action teacher-come-management 
consultant.

THE PROGRAMME

3.1 Development of the Programme

The first available departmental documentation is headed 
'Senior Training' and is dated 23 July 1981. The name of 
the author does not recur either in later documentation or 
interviews carried out in 1983/4 and is presumed to be a 
leading member of the Case Work Training Advisory Group. 
This Group set the programme going by deciding to base 
training for Seniors on Action Learning and by the above 
date had approached the local business school for help in 
setting up a programme. A second copy of this document had 
been amended by taking out reference to the Training 
Advisory Group as decision-maker at the beginning and any 
reference to the author at the end. Why this was done is 
not clear, but the effect given is that this decision is now 
a general one, applicable to the department as a whole.

A Steering Group was set up with the purpose of "initiating 
a project and steering it through its lifespan". This seems 
to indicate a steering group newly set up for each project. 
In fact, the same group took responsibility for initiating 
all projects. Members of the Group were nominated by the 
Assistant Director (Administration and Management) after



consultation with senior officers of the department. The 
Group comprised the Principal TO, one other TO, five 
Principal Officers from the Casework Division, one Principal 
Officer from the Domiciliary Service and two Principal 
Officers from the Residential Service. A number of meetings 
took place with a Senior Tutor and her boss. The purpose of 
this meeting was to assess and decide projects, nominate 
participants and consider the resources available for an 
Action Learning programme to begin in June 1982. Further 
action was needed to confirm the above considerations. 
However, it was decided to begin the programme on 16/17 
June. The Steering Group were to be present on the 
afternoon of 16 June, and a special lunch on the 16th at the 
business school was to be arranged, which, it was 'hoped1, 
Senior Management of the department would attend, to join 
the two business school staff.

A meeting, including at least one Divisional Director and 
the TO member of the Steering Group, was held in the first 
week of May. A memorandum, dated 10 May was sent by the 
Divisional Director to the said TO indicating strong 
disagreement with current proposals about the implementation 
of Action Learning. This mainly centred on the ownership 
and choice of projects. Two days later a meeting of Area 
Directors, including Principal Assistants was attended by 
the Assistant Directors responsible for the Steering Group 
who expressed her views about the programme. Again, some 
disagreement apparently took place, as shown by a note



circulated to those attending, giving a consensus of views 
expressed at the meeting. The conclusion was that further 
progress could not be made until the Assistant Director had 
a further meeting with the senior tutor of the business 
school. However, it was also agreed that the first meeting 
of the programme in June should still go ahead "even if the 
way forward is unclear" as "discussions with the business 
school began in September 1981". As previously shown, 
discussions had begun at least by July of that year.

An undated document initiated obviously between 6 May and 16 
June entitled "Report on Proposals for the Action Learning 
Programme" updates official events to date and confirms that 
of 28 proposals 7 projects had been finally selected and 
that participants will be sent formal letters of invitation 
to undertake projects. It also confirms that the programme 
will begin on 16 June.

A document entitled "Joint Meeting with Participants, 
Clients and other interested officers" provides information 
for the initial two day meeting of the programme on 16/17 
June. The meeting was held in the evening at the business 
school and included a dinner. No mention is made of the 
attendance on the afternoon of the 16th of the Steering 
Group or whether the proposed lunch with tutors at the 
business school was attended by the department's Senior 
Managers. The second day was left flexible, to be used as 
felt most appropriate at the time. This document confirms
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that seven projects had been selected and that the overall 
number of participants would be 23 (later amended in writing 
to 21).

3.2 Progress of the Programme

Handwritten notes on the original schedule of the seven 
selected projects indicate that Projects 1/2 and 3/4 had 
begun on 13 July and Project 5 started on 15 July. A sheet 
headed "Action Learning Programme Stage 1 - August 1982 to 
March 1983" lists Project Groups 1 - 4 ,  confirming 
participants (course students) and clients ('owners' of the 
project). From the later documents it is apparent that at 
least two other groups were involved in Stage 1, groups 
meeting jointly occasionally as Action Learning Sets. It is 
also apparent from previous documents that course 
participants had already been switched from their original 
project groupings. How, or why this was done is not known, 
except that at least some of the participants were unhappy 
about the switch. It is also known that the switch took 
place after the initial meeting in June.

'Progress Notes', dated 18 October 1982 describe the main 
issues raised by participants and the 'course tutor' 
regarding expected learning outcomes. The author of these 
notes (apparently a course facilitator) then describes 
meetings held on 27/28 September (project start), 12 October 
- which seems to have been largely to discuss an area of
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discord between participants and the 'client' - and a joint 
meeting of project groups on 14 October.

Remaining documentation relates to work of the 'Quality of 
Care1 project group.

The Approach to the Transfer of Learning

Not all training course activities are necessarily expected 
by their organisers, or even by participants, to have a 
direct relationship to changed behaviour at work, as Hamblin
(1974) points out:

"People are sent on courses as a perk, and the 
objective is that they should enjoy themselves. 
Although this is not really training in terms of 
Hesseling's definition ...., it may still be a 
perfectly legitimate objective, and it is important 
that it should be recognised as such".

Whilst not referring specifically to the issue of transfer 
of learning, documentation of this programme talks about 
change within the organisation and the particular units 
associated with projects. It appears to be largely 
concerned with what Hamblin (1974) would describe as Level 4 
effects of training (Organisation level). By implication, 
and also by some direct references, Level 3 - job behaviour 
effects on managers participating in the programme are also



raised, albeit in a rather general way. As noted earlier, 
the programme is described in the training handbook as a
'process' rather than a specific set of management job
objectives in terms of individual skills.

In order to review all dimensions of the approach to
transfer, the following headings can be used, grouped in
three main categories which follow Handy's approach to 
transfer among others (1971):

i Pre-Programme Period

a Stated job-related objectives of trainers/tutors

b Stated job-related objectives of participants

c Stated job-related objectives owned by other
interested parties - ie Casework Training Advisory 
Group, Senior Managers from other functions of the 
Department, etc

ii Programme Period

a Stated job objectives and related course
experience from the point of view of
tutors/trainers



b Stated job objectives and related course
experience from the point of view of participants

c Stated job objectives and related course
experience from the point of view of other 
interested parties

ii i Post-Programme Period

a Participation in or preparation for post-programme
work experience by tutors/trainers

b Participants' perception of relation of training
to work activity and ability to make changes

c "Other interested parties" participation in or
preparation for post-programme work experience.

3-3.1 Pre-Programme Period

The first available document apparently drawn up by a member 
of the department's Training Section has a promising title 
if one is looking for some indication of the purpose of the 
programme in terms of improving managers' performances. It 
is entitled "Report of Proposals for Action Learning 
Programme". However, the process is again emphasised rather 
than the content or purpose, although it states that one of 
the tasks of the Steering Group is "to support/encourage



participants in their self-development as potent ia 1 
managers".

It gives no indication of what a 'self-developed manager' 
should be able to do, should know or should feel. Neither 
does it indicate what form the support/encouragement should 
take. One of the criteria for projects is that they should 
be work-related "with the aim of improving the service 
provided by the department". Whether the project should be 
work-related to the individuals taking part, or to the work 
of the organisation as a whole is not clear. A second 
criteria is that projects should "cross boundaries of work, 
and so develop multi-disciplinary approaches to problems". 
Although focusing on management development across the 
organisation, there are obvious indications that managers 
will develop skills in liaising and co-ordinating across 
functional boundaries.

The attached information on proposed project groups gives 
objectives for the project and project membership. There is 
no indication of expected learning outcomes for individual 
managers or groups of managers.



3.3.2 Programme Period

Notes apparently drawn up by the convener of the first 
meeting of participants at the business school on 16 June go 
slightly further than this by stating that the programme is 
"training aimed at developing management potential".

"The results of action learning may not be immediately 
apparent". The crucial learning process in Action Learning 
was "being able to ask discriminating questions. For these 
reasons projects are therefore real world problems". She 
suggested that there were three priorities in the objectives 
to be achieved:

i The project achievement
ii Management development
iii Organisational development

It might be assumed that as this is only a summary of the
meeting, individual expectations were referred to in the
presentation made at the time. However, in the absence of 
any detailed objective setting or 'standards of achievement1 
being set out elsewhere in the documentation, it is unlikely 
that participants were given more indication about possible 
effects in their own job or transfer issues. Indeed, when 
one participant was interviewed later, she stated that she
was unaware that the programme was a mt exercise at all
until she was someway through the programme.



The author of this document comments on the work of the set 
advisors involved, - two staff of the business school and 
himself. He confesses "I was pretty unsure to start with 
about the role of Set Advisor, and certainly at the last 
meeting at (the school) I was very much feeling my way". 
The main tasks carried out at the meetings in September and 
October appear to have been ‘troubleshooting1, - negotiating 
between the group and the client - and helping groups to 
pull ideas together.

Dispute appears to centre mainly on the management of the 
programme rather than on the philosophy of Action Learning. 
Examples of this concern the 'clients' role and ownership of 
the problem and on selection and appointment of students to 
project groups. Whilst some students are happy to be in a 
group looking at work not specifically related to their own 
job, others are concerned that, in view of the time 
commitment, which is considerably longer than they had 
envisaged, they would prefer to have worked on an area in 
which they had more day to day involvement.

Thus, the programme itself (ie the lifespan of a project) 
concentrates input and discussion on the project and its 
achievement rather than the individual participant as a 
'manager in training'. Group meetings were not, apparently, 
minuted. The only documentation available which describes 
the content of the programme is that outlined above. Again,
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as mentioned earlier, at least one participant was unaware *
until quite late in the programme, that she was being 
trained or developed. There is no evidence available on 
specific involvement of line managers.

No specific input is recorded on attempts to facilitate or §
enhance transfer of learning for individual participants 
during the course of the programme. It might be that course 
organisers would subscribe to the view that 'Action Learning 
is transferred learning by definition'. If so, then the
question arises 'Can transfer be improved (or indeed

$decreased) by specific additional activities appended to or
integrated into the Action Learning programme?1

3-3.3 Post-Programme Period

A further visit to the Department took place in August 1986. 
In trying to contact the Principal TO to discuss the 
National Questionnaire and the possibility of a third visit, 
the writer was informed that the PTO in post (but never met 
by the writer) at the time of the previous visits had since 
left, as also had one of the TOs principally involved in the 
Action Learning programme. However, the new PTO expressed 
interest in the projects and a visit was duly arranged.

A group interview took place with the PTO and two TOs, one 
of whom had been interviewed previously. Individual visits 
were arranged for the following day with three managers who
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had participated in the Action Learning programme and two 
other managers who had been associated with the programme - 
one as a line manager of a participant and one as a member 
of the steering group.

During the previous visit to the Department, it became clear 
from discussions with TOs, that the Action Learning 
programme was to be halted, if not finished altogether. 
Again, the situation was unclear - the then Principal TO, 
who was finally responsible for the programme, was not 
available at the time of the visit, and indeed had also been 
absent during the first visit. TOs interviewed had only a 
limited knowledge of the programme's future. The main 
problem appears to have been one of policy with regard to 
use of private mt consultants. Whether this was so or not, 
the programme was to be evaluated. During the second visit, 
the management development consultant concerned with the 
Action Learning programmes had also agreed to meet the 
researchers and a discussion took place on the purpose of 
Action Learning and its application.

THE PROGRAMME IN RETROSPECT

4.1 Discussion with TOs and Tutors

It is against this background then that the third visit took 
place. Some fundamental changes had been made in the 
management of the training function. A departmental re-
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organisation was imminent. Departmental philosophy and 
policy objectives were to be reviewed by the Department's 
Management Team, and training input in the future was to be 
explicitly a part of Departmental strategies. One TO 
described a management development programme for Homes 
Managers to be run in conjunction with a local polytechnic, 
which is also described later by one of the participants in 
the Action Learning programme. It had previously been 
largely a 'knowledge based' course, but was now based on an 
Action set model. Participants were taking real problems 
which were to be worked on, with guidance and knowledge 
input to be provided where appropriate. Interestingly, the 
Action Learning concept was also to be used as a model in 
local community development.

A further meeting took place this time on SSD premises with 
the management development consultant referred to earlier, 
together with his colleague with whom he had worked on the 
programme. Perceptions on the potential of Action Learning, 
its scope and limitations were shared and a list of goals 
compiled by participants at the start of the programme was 
made available to researchers. Unfortunately it was not 
possible to obtain a corresponding list of what participants 
thought they had achieved at the end of the programme. It 
appeared that the programme had not after all been 
evaluated.



Although the interview schedule used in Department A was not 
used here, the key issues relating to transfer were 
nevertheless covered as far as possible in the time 
available. The results of the interviews with participants 
are summarised and commented upon in the following section.

4-2 The Participants' Perception

4.2.1 Preparation for the Programme

Some confusion was experienced by all three participants who 
were interviewed, at least initially about the purpose of 
their participation in Action Learning. Ms H was not 
informed about Action Learning at all in advance, merely 
that she was “on it". She did not expect however by the 
time the first meeting took place that she would be looking 
at the needs of the specialist Mental Handicap Teams. In 
the event, she was informed that she would be doing 
something not job-related. Mr B had been impressed at the 
first meeting about the potential of the programme. 
However, this only seemed to increase his disappointment 
when, at the next meeting he was told that the model 
described at the previous meeting would not be used, ie it 
would be done within Social Services, not extra- 
departmental 1 y. Mr R revealed that the participants "all 
turned up on the day not really knowing much about it" 
although he was in a more difficult position, having been a 
late nomination and having missed possibly two briefing



sessions. As mentioned earlier, Mr R had been nominated to 
attend in order to ensure the participation of a senior 
administrative officer. Having "crossed the path" of course 
organisers when this point was being discussed, he appeared 
to fit the bill very well. He had been involved in no 
training activities during the previous 12 years of his 
employment in the Department. Mrs H was unsure why she was 
nominated:

"I think I was sent on it because I was a Senior Homes 
Manager .... I expected to get a knowledge of 
techniques, but didn't get it".

Mr B's previous experience concerning management training 
meant that his initial expectations were not high:

"I've been in the job a long time, you get put on too 
many management courses. Sometimes we include some of 
our managers or speakers who can't lecture very well".

Having had expectations increased to a high level following 
the initial presentation "when presented and sold to us", 
his disappointment was that much more increased when at the 
following meeting confidence in the organisation began to 
crumble. "They then said 'we don't know much about Action 
Learning, but....' - that destroyed it for me!"



4.2.2 The content of the programme

As discussed earlier, one of Mrs H's expectations of the 
programme - the acquisition of knowledge of techniques - was 
not satisfied. It was the only mt she had received, and "a 
bit of knowledge beforehand would have been useful". The 
programme came at the right time for her - an interesting 
comment in view of her admitted previous lack of mt. The 
key to this is probably the fact that now that the 
department is going through a major re-organisation, the 
Action Learning programme had proved useful in helping her 
to work together with others in solving problems. Her 
perceptions of the group she worked with on the programme 
was that "ours was the most successful group I think". The 
participation in the programme was however a "tremendous 
burden".

Mr B, in contrast, had been, in his judgement, on "too many 
management courses". His perception of the programme was 
that it had been "extremely expensive" and its purpose "to 
demonstrate that the Department had managers with a 
sophisticated management training package". His perception 
of the status of the project was that it "wasn't being 
looked at seriously". During the interview, the importance 
to him of training relating to work with Health Service 
Managers was contrasted with the lack of relevance of the 
Action Learning Programme, in terms of job applicability.



Mr R's perception of the course management was that the 
"people running the course were deliberately not guiding
you, it dawned on us later that this was a technique --  a
little more guidance initially would have been helpful". 
During the programmes, the problem of communication within 
the Department was highlighted. More knowledge of the 
system was gained, although having worked in the Department 
for 12 years, he already knew a lot. On the whole though, 
he felt Action Learning "is nothing to do with knowledge, it 
is to do with obtaining skills". In Mr R ‘s case the project 
achieved a recognisable end result, providing the basis of a 
booklet finished by the Director and widely circulated.

4.2.3 Post-Course Assessment

Mrs H felt she had "gained a lot". This appeared to be 
centred on work in collaboration with others in problem 
solution and approaches to problem-solving generally. 
However, there was some disappointment in not being able to 
pick up management techniques. She was now associated with 
a new Polytechnic-based course for Officers-in-Charge of 
residential establishments. The previous 'model' had been a 
knowledge based course, with a mixed staff group. The new 
course was restricted solely to Officers-in-Charge of 
residential establishments, using elements of Action 
Learning philosophy. That is, participants bring 'real' 
problems to the course, forming the material for strategies 
and techniques to be learned as appropriate. Again, she saw
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the chief benefit of this course as an improved ability at 
problem-solving.

Mr B's assessment was predictably, that he "didn't get 
anything as a middle manager out of the course". Again he 
contrasted the programme with a new course for Hospital 
personnel, taught in 3/4 day blocks, relating to Griffiths 
management. "Can discuss your OWN problems with the Tutor 
and Line Manager".

Mr R thought the result "wasn't mind-blowing .... there's no 
revolution in my workplace". Again the benefits mainly 
centred on the new way of looking at problems and confidence 
to look at and question procedures. This had had some real 
applicability currently. "The Admin Management is under 
review at the moment - I've been able to throw up 
arguments". Concerning the impetus to change, there was not 
much impact here as there are constraints in the nature of 
his work to making changes and a lack of necessary resources 
particularly relating to staff development* However, "it 
helped to show managers you can free yourself from a certain 
amount of red tape to manage your own section". Some 
caution was also shown here, however; "there was always 
somebody around to pull strings - now of course we don't 
have that", although he thought that, with sufficient 
confidence, he might be able to achieve more than 
previously. In general, he felt that, if asked immediately 
after the course, he would have said it had little value at



all. A year later he was aware of approaching problems 
differently, "but only slightly".

SUMMARY

At the time of the final interview, the programme had yet to be 
evaluated, no details of the method of evaluation were available, 
and no plans had been made to continue the programme.

The perceived benefits of the programme were of a somewhat 
general nature, albeit potentially valuable to the organisation. 
They included:

i the process of Action Learning as a way of working had 
'caught on1, both on a personal level - 'help in how to 
work with other people' - and organisationally - in becoming 
an intrinsic part of new community development initiatives

ii confidence-building for the individual participant

iii the value of the project itself in achieving completion

iv greater awareness of problems of departmental communication

v acquiring new approaches to problem-solving

The perceived problems of the programme were mainly concerned 
with lack of clarity of purpose and problems in organisation; ie:



i lack of briefing of participants in terms of reasons for 
their nomination to attend and individual goals and 
expectations

ii confusion about allocation to project groups

iii lack of ‘faith’ in the organisers of the programme - linked
to problems of organisation and apparent inconsistencies 
about the scope of the programme and their abilities to 
manage it, and in the 'status' of the projects

iv lack of clarity about the role of the 'client'

v inadequate briefing of set advisers

vi lack of relevance to individual jobs

vii lack of scope for changing practices in the work setting

Overall, the effects on individual job performance appear to be 
relatively small. However, the benefits listed are difficult to 
quantify. Whilst the benefits may prove, at least in time, 
greater than participants perceived, elimination of the problems 
listed might be expected to have increased the effectiveness of 
the outcome both in the short and the long-term.



CHAPTER 5

THE IDENTIFICATION AND ANALYSIS OF TRANSFER OF LEARNING FACTORS 

INTRODUCTION

Chapter 4 has argued the need to examine transfer issues in 
relation to the individual learner and her/his learning 
environment; has provided an overview at what mt in SSDs 
currently consists of; and has summarised individual learners' 
and TOs1 perceptions of problems related to mt transfer problems 
in general. Part 2 provided an illustrative example of a mt 
initiative in a SSD.

This chapter will be concerned with providing a taxonomy of the 
factors which enable, enhance or inhibit transfer, as perceived 
by individual learners, TOs and line managers; an analysis of how 
these factors work together in affecting outcomes; and a 
discussion of the implications for the way in which mt is carried 
out in SSDs.

If transfer is to be seen in terms of the individual learner, the 
TO needs to see the learning environment as the individual does,



i a learner with preferred ways of gaining knowledge and 
acquiring skills;

ii a worker fulfilling a particular role within a given 
organisation; and

iii a person with a unique set of personal characteristics, 
rather than a ‘manager1 or a 'social worker1.

By focusing on these three dimensions of the individual, it is 
possible to begin to integrate ‘the worlds of the organisation, 
the individual and the training programme' as recommended by 
Berger (1977).

As discussed in the introductory chapter, managers in SSDs are 
not easily typified. They fulfil, even at similar hierarchical 
levels, a wide variety of roles, are trained (or are not trained) 
at a professional level in a number of different ways, and come 
from a wide range of academic and experiential backgrounds, as 
well as exhibiting the usual range of individual personal 
characteristics. As Robinson (1981) states:

‘people do not come in convenient packages, responding to 
situations in similar ways. They are individuals, and have 
to be handled on a one-off basis with due regard to all the 
circumstances1.

Although a manager may possess optimum learning abilities and a 
role within the organisation which encourages or allows transfer 
to be implemented, the will to change working routines, adopt new
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approaches to viewing the manager's role and maintaining such 
changes is again largely down to the individual. As Webster 
(1967) maintains:

'Energy, like intelligence, is unevenly distributed among 
the population, as is perseverance and the will and capacity 
to succeed.1

The importance of personality factors in identifying effective 
managerial performance is discussed in literature on managerial 
competencies (Burgoyne, J and Stuart, R, 1976). The overview 
suggested some contradictions both between respective 
interviewees and within individual interviews regarding 
perceptions of which factors were inhibitors and which were 
enhancers of transfer. A closer look shows these not to be 
contradictions, or even different perceptions of the same 
situation, but rather consistent perceptions about different 
situations. Particular factors may be either inhibitors or 
enhancers depending on the particular individual experiencing 
them in varying circumstances. For this reason, despite the 
complex and often confusing task of TOs in SSDs and the 
temptation or indeed the need to compromise in designing learning 
activities, training activities must be designed to take into 
consideration a whole range of variables which affect the 
individual manager.

It is clear that, for application of learning to take place, the 
manager must:
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i be able to make such application, ie to have learned and 
understood.

ii be wining to apply learning ie to initiate change, with or
without positive encouragement from the line manager, peers |
or subordinates. In authoritarian organisations, whether or 
not the individual is willing to co-operate, change back at |
the work base may be enforced; SSDs are characteristically 
not of this type, partly through pre-occupation with the .r§
need for 'professional' staff to take responsibility for 
their personal development and approach to working 
practices. However, even in the most authoritarian |

<5environments, the extent of 'willingness' may still affect j
\v j

the quality of change, and, particularly where personal ^
"4power networks are strong, whether indeed there is any f
Ichange at all.

iii be enabled to apply learning ie to occupy a post or position 
within the authority where application is appropriate and 
possible through the extent of the autonomy the individual 
possesses, or through the support and encouragement of the 
line manager.

To use a well-worn phrase, the learner must be 'ready, willing |)iand able', to assimilate and apply learning as appropriate. The
key to successful transfer lies within the variables relating to M,
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three facets of the individual manager, ie the Learner, the 
Worker and the Person.

Whilst it may be possible and indeed useful to review any one of 
these dimensions as separate in-depth investigations, as 
Vandenput (1973) has done in relation to organisational factors 
affecting transfer, this study is concerned with looking at the 
whole range of factors that TOs need to recognise, understand and 
take account of in designing and carrying out training strategies 
and activities. Trainers are dealing with individuals who 
respond to and integrate within their individuality aspects of 
all three of these dimensions. The TO sees the individual 
operating in the cut and thrust of contingency training as it 
operates in most, if not all, SSDs today, and needs to be able to 
understand the effects of their integration.

2 IDENTIFICATION OF TRANSFER FACTORS

2.1 The Key Variables

Factors which inhibit or enhance transfer of learning will, in 
the first place, be drawn from perceptions of individual learners 
interviewed in Department A during the research, and will be 
grouped according to a list of key variables as perceived through 
experience as a TO in a SSD, as recorded in the literature and as 
perceived by individual learners. As Thompson (1983) discusses 
in his article on management development in the NHS, there has 
been a tendency to underestimate the importance of individual
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learners' perceptions of their learning problems. These factors 
will then be compared to transfer factors and variables 
identified by TOs completing the questionnaire, and to those 
identified by students and TOs interviewed in other departments.

The overview and case study provided in Chapter 4 will then 
provide the basis for discussion of how these factors are related 
to current mt practice in SSDs.

The key variables associated with each of the three individual
dimensions would appear to be as follows:*

I The Learner Intellect - ability to assimilate learning
quickly and effectively

Learning Style - preferred methods of 
acquiring skills and knowledge

Academic background - previous educational 
levels of attainment.

Previous experience - relevance and 
contribution of previous work and training 
towards giving confidence and making sense of 
new learning.

* Organisation and training variables have been largely drawn
from Vandenput's research (1973).
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Relevance of training - extent of 
relationship between training and purpose and 
content of job; appropriateness of 
application of learning to the job.

Rewards of training - link with promotion or 
status within the organisation etc.

Credibility of training - Perceptions of 
others and the individual about 
effectiveness/value of the training.

II) The Person Personalitv - Assertiveness, confidence,
relationships with others etc.

Energy - Motivation (self), health etc.

Age - May affect acceptance of new ideas, 
etc.

Sex - May affect perception of role and 
preferred style of managing.

Social Environment - Extent of involvement 
with organisations/activities outside the 
work environment, domestic pressures etc.
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Job Characteristics - the ways in which the 
individual's own job enables or blocks 
transfer taking place - eg overload of work, 
or ambiguity between professional/management 
aspects.

People's characteristics - Extent to which 
other workers support the individual by 
allowing/encouraging change to take place.

Relationships - Linked to the previous 
variable, Vandenput (1973) has identified a 
number of possible relationship factors eg 
influence upon (or from) line manager, 
collaboration (in a team), collaboration 
between organisational units etc.

Organisation structure - Ease of 
communication, extent of autonomy etc.

The Environment - Pressures from outside the 
organisation, eg new legislation, negative 
public image, etc.

Pol icy - Handling of and attitudes to staff, 
communication about goals and strategies etc.

Values - Perceived organisational values.



Autonomy - The individual's ability to 
participate in decision making etc.

Finance - Complexity of procedures and 
scarcity.

Individual learners in Department A, when specifically asked 
to comment on transfer problems indicated that the factors 
listed in Appendix 7 are important to the eventual success 
or failure of application. Factors are numbered according 
to the number of times mentioned. A number of issues are 
expressed only as variables, whilst others are specifically 
mentioned as enhancers or inhibitors.

Major issues appear to be

Relevance of training to the job - appropriateness of 
content (5)/Relevance to job (4)/Discussion 
opportunities on current working practices(l), and 
Lack of time - to implement change/volume, pressure of 
work (8)/lack of 'time to think' (1).



Other important areas appear to be

i For the Learner

the learning environment/course venue/compatibility of 
groups
methods of teaching, learning 
personality and capacity of the tutor 
reinforcement of learning

ii For the Worker

organisation climate/support from line manager and 
peers/unclear goals
negative examples set by senior managers and other 
managers within the organisation.

i i i For the Person

only two factors emerge, one a function of the other, 
ie personality and lack of confidence.

The 28 interviewees reported a total of 76 transfer factors 
(representing 39 different factors) in response to this specific 
question. However, the interviews in Department A as a whole 
elicited 344 factors either implicitly or explicitly stated, as 
affecting some part of the learning/application process 
(representing 98 different issues). These are summarised and



grouped in relation to the Learner, the Worker and the Person 
(Appendix 8). 'Main Category1 headings are those referred to at 
the beginning of this chapter as 'Key Variables'. 'Variables’ 
are those specifically mentioned by interviewees.

The major issues referred to above are confirmed by the result of 
this second exercise. There are 44 references (12.8% of total) 
to the relevance of the training to the individual's job; 29 
references (8.4% of total) to lack of time either at the learning 
stage, or at the application stage; and 21 references (6.1% of 
the total) to group compatibility at the learning stage. With 
regard to Learning Style, the extent to which courses are 
learner-based, with plenty of opportunity for discussion and time 
to reflect and practice skills, is important. The personality as 
well as the capacity of the tutor is important to the credibility 
of the training, one reference being made to the value of ‘the 
tutor as missionary'.

With regard to the organisation and working environment, 
interestingly almost all factors were seen as negative, in 
blocking or failing to support the individual's development. 
They would appear to correspond to Herzberg's 'Hygiene1 factors 
or 'Dissatisfiers', which centred on the working environment, 
whilst the 'Learning environment' factors emerge more frequently 
as 'Motivators' (1966). Unfortunately one of Herzberg's 
identified prime sources of motivation ie the job itself, appears 
not to achieve its full potential for many managers in that they 
are 'frustrated social workers', and perceived pressure of work



appears as one of the SSD manager's main inhibitors to job 
achievement. However, there is by no means universal agreement 
about inhibitors and enhancers, reflecting experiences of 
different training events and differing personal perceptions.

A recent national survey of social workers' morale (Davies 1988) 
showed that, whilst 91% of social workers enjoyed their work with 
clients, 31% had "no pride in working for their SSD and more than 
half thought their efforts and expertise were undermined. Some 
70% thought that "ordinary people" did not respect them. The 
conclusion of the survey was that structures of SSDs needed to 
ensure an identity of purpose between management and staff. The 
re-organisation of Department A in 1988 had been aimed at 
achieving that goal. It should be remembered that direct work 
with clients which is such an important satisfier for social 
workers largely disappears from the workload on promotion to 1st 
line management.

Of the 14 references to the individual as a person, again only 
negative factors are identified, with lack of 
confidence/assertiveness as a main issue. Whilst the problem of 
women in management is not referred to, the fact that 60.7% of 
the interviewees were female may be significant. Whilst only one 
reference is made to the ‘professional/managerial1 dilemma, this 
may be related to the problem of 'unclear goals' referred to 
elsewhere.
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2.2 The TO's Perception

How far are the above perceptions of individual learners matched 
by TOs in SSDs? Perhaps predictably, learning and teaching 
methods, and course content issues figure less highly in the TO 
responses to the specific questionnaire item on transfer 
inhibitors. However, it should be noted that, as this item 
refers specifically to transfer inhibitors. it is in keeping with 
the perceptions of individual learners that TOs should highlight 
organisational factors here. Their highest recorded factor - 
'lack of departmental reinforcement' (28 or 80%) is recorded only 
once in the interviews with participants, but is perhaps related 
to other issues like 'unclear goals', and 'lack of information 
about policy' recorded elsewhere. The second most recorded 
factor - 'uninvolvement of line manager' (60%), and the third - 
'organisation climate1 (48.57%) both figure, the second quite 
highly, as an inhibitor in the interviews with participants.
Among the three items mentioned by questionnaire respondents in 
addition to those provided in the checklist, 'sheer pressure of 
work' echoes the single chief inhibitor of transfer arising from 
the interviews.

%
Of the specifically adopted enhancers of application, TOs record j

m

“the use of work-based projects" as the most often used (28 or j

80%). This corresponds to the use of assignments or projects to . j
tie learning to the job, recorded frequently as an enhancer for 
interviewees. Specifically adopted enhancers of application 
perceived by interviewees have not been recorded in the above
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analysis, because it was put as a "what if" rather than a "how 
does" question, based on the ideas of Huczynski (1978) et al and 
in most cases not actually experienced by interviewees. However, 
of the checklist of items suggested (ref Chapter 2,) the most 
frequently prioritised were:

Intervisitation; use of problem-centred groups; and 
involvement of line manager/project supervisor, the latter 
corresponding to the second most recorded potential 
inhibitor of the TOs, ie uninvolvement of the line manager.

Whilst the pre-course briefing and post-course follow-up meetings 
recorded by TOs are raised only marginally by interviewees, 
references to the involvement of the line manager, preparation 
for training and the need for follow-up figure elsewhere in the 
interviews. Issues relating to transfer of learning raised in 
the open questions contained in the questionnaire (Section A12 
and CIO) are almost universally echoed by issues raised in the 
interviews.

In order to compare the perceptions of individual learners in 
Department A with those of interested parties elsewhere, they are 
correlated in Appendix 9 with a summary of:

i TO responses contained in the questionnaire,
ii results of interviews with TOs and line managers in other 

Departments, and



iii with the results of interviews with course participants in 
other Departments.

In comparing these lists of factors, it will be seen that the 
majority of factors raised by TOs and participants from other 
Departments are recorded by participants of Department A. 
Reinforced by current thinking contained in the literature 
(Chapter 2), it would appear reasonable to assume that these 
lists embody all key problem areas associated with transfer of 
learning in SSD mt.

THE INTERACTION OF TRANSFER VARIABLES 

Introduction

It is apparent from even a cursory glance at these summaries, 
that, whilst it is useful to focus on specific transfer factors 
from the point of view of the Learner, the Worker and the Person, 
and in addition to group these factors under a series of ‘Main 
Category1 headings, most factors are interrelated and are derived 
from or have implications for areas other than the variable under 
which they are listed.

For example, "lack of preparation of staff for training", whilst 
being an indicator of mismatch between the individual's career 
progression and timing of the course, may also be an indicator of 
'uninvolvement of line manager1. "Preconceived doubts about the 
effectiveness of the course" may arise from a general



organisational attitude to 'the status of training'. That is, in 
attempting to remedy or prevent inhibitors arising in one area of 
the integrated Training/Individual/Organisation scenario, changes 
will need to be brought about, or may naturally follow, in other 
areas. The TO's problem is that his/her ability to influence and 
bring about a more positive transfer may be restricted purely to 
certain areas of the Learner's world. The individual learners 
similarly, or even more so, lack this overall control of the 
learning environment. The motivational skills of the line 
manager, the policies and leadership of Senior Management and the 
resource provision of the Politicians are also needed to enable 
the total integration of positive transfer factors.

It is apparent that mt in SSDs is prevented from reaching optimum 
effectiveness by a wide range of blockages and constraints to the 
transfer of learning, both in the learning and application 
stages. Whilst most, if not all, of these potential inhibitors 
to transfer may apply to mt in other organisations, both public 
and private, production or service orientated, this section will 
seek to describe their origins and effects within the context of 
SSDs. These factors will be discussed initially as individual 
functions of the 'Main Category' headings used in the tabulation; 
they will then be described in the context of the total training 
process to demonstrate the effects of their inter-relationships.



3.2 The Learner

3.2.1 Relevance of training to the individual1s .job

That perceived relevance of training content to the job is 
important to both individuals and to TOs is apparent from the 
large number of times it is referred to, in a number of ways, by 
respondents and interviewees. Both groups refer to this issue 
more frequently as an enhancer of transfer than in a negative 
sense, ie the lack of relevance as an inhibitor; in the case of 
TOs very much more frequently. This may be because this is an 
area that TOs can influence to a large degree, and the frequent 
references to use of work-based projects referred to by 
respondents, the increasing use of action learning and related 
techniques and the acknowledgement within the literature that, 
despite common issues within management it is accepted that the 
more specific the learning material, the higher the chance of it 
being implemented at work lend support to the likelihood that 
course developers are aware of the importance of relevancy and 
are designing relevancy into current training strategies. The 
assessment of individual need is mainly seen as a problem area to 
Department A interviewees, where no systematic appraisal policy 
or practice applies, and it is recorded only once as an enhancer 
from other student interviews. It is seen equally as both a 
problem area and a potential enhancer by TOs. Again, there is 
evidence from respondents to Section B of the questionnaire 
(collated by the other researcher) that the introduction of 
informal and formal appraisal systems is increasing in SSDs;



whilst only 6 of the 35 departments completing the questionnaire 
use staff appraisal systems, two of these had only just 
introduced the system, and a further two were seriously looking 
into the possibility. However, where such systems exist, perhaps 
because they are in the embryonic stages, they tend to omit 
either the lower or higher ends of the management scale, and may
as yet cover only one or two functional groups.

Lack of control over certain basic managerial issues, such as 
development of subordinates in terms of promotion and financial 
policies is seen by all three parties as an inhibitor. Learning 
cannot be applied because the practices it concerns are:

i either at too high a level or
ii are perceived to be issues over which SSD managers at all 

levels have little control.

In the former case, mt courses concerning management roles and 
functions often include managers at different levels - the range 
of many can be seen in Appendix 2) - and some issues will of 
necessity be of 'macro' dimension and are perceived as of little 
other than theoretical interest to first-line managers. In the 
latter, because of the existence of specialist personnel and 
financial departments within local authorities and the frequent 
conflict between Political direction and professional attitudes 
to service delivery there are important areas of the SSD 
manager's role in which she/he has of necessity to play a 
reactive rather than a proactive part. There is a relationship



here with two other inhibitors identified by Department A 
Interviewees, These were 'lack of interpersonal skills training’ 
and ‘lack of management 'enabling' knowledge and skills'. 
Interviewees felt that both could help to overcome these 
restraining factors, by either helping individuals to reach the 
limits of their ability to contribute, or even in helping them to 
manipulate situations. This is echoed by interviewees from other 
departments who cite understanding of financial and technical 
matters, help in collaborating with Health Authorities, man 
management and supervision as areas inadequately covered in 
current mt designs. We thus have two attitudes to this 
characteristic of management in SSDs - on one hand, the inclusion 
of such content, as being outside the manager's control is not 
only redundant but an area of frustration and, therefore, a 
likely blockage to learning; on the other hand, a better 
understanding of these areas and development of specific skills 
is seen as a way of minimising these perceived blockages.

Relevance thus appears to be perceived at 4 different levels:

I at the specific job level (ie Team Leader, Officer-in- 
Charge, Administrator, etc within a specific SSD);

II concerned with the specific organisation (ie a particular 
SSD with its particular history, structure and climate);

III concerned with SSD's generally, (ie relating to this 
particular form of 'Human Service Organisation' which shares



with others of its kind similar or identical goals but not 
necessarily similar structures); and;

IV concerned with SSDs in the wider political context of 
relationship between Local Authorities and Central 
Government.

Managers in SSDs may need to relate training to one or more of 
these levels, depending on the particular task they currently 
have responsibility for, or on other personal characteristics. 
It is interesting to note in this context that, whilst overall 
Learning Style Questionnaire results for the sample carried out 
in Department A closely matched those of 'the Average British 
Manager', (Honey and Mumford 1986), Team Leaders tended to the 
more Pragmatic, whilst Residential and Day Care Managers tended 
to be more 'Reflective'. This may partly account for the 
preference the latter have for single function learning groups 
(Level I), compared to Team Leaders, who found sharing learning 
with a number of functional groups interesting and useful (Levels 
II or III).

3.2.2 Previous Experience

Because of the necessarily sporadic nature of recruitment or 
promotion to managerial posts, the arrangement of training in the 
sense of designed learning events to coincide with the needs of 
groups of managers or potential managers is a virtual 
impossibility. Inevitably some participants, particularly those



undergoing management development rather than knowledge based 
courses, found their training to have come too early to be
properly prepared or to be able to contribute and assimilate 
effectively. This problem is not specifically referred to by
TOs, although pre-course briefings and other 'preparatory' 
activities involving the student are seen as important. There is 
also reference by participants to training coming too late, or 
later than desired. Transfer of new learning becomes more 
difficult if work routines and habits are already formed. In a 
more general way, the inappropriateness of timing and lack of 
preparation contribute to the problem of motivating and gaining 
the commitment of managers who are often expected to undertake 
study and project work in their own time for no other reward 
than, possibly, more confidence in their work or increased social 
contact with colleagues. As we have seen, status or credibility, 
potentially important rewards, do not always attach to these
courses.

That attending courses at the most opportune time is a difficulty 
experienced in other SSDs is supported by the fact that 
attendance at courses is affected chiefly by “competition for
places", indicating an inadequacy of supply compared to demand.

It would appear then that, with regard to timing and preparation 
for training, attention needs to be paid, regarding the learner,



i the need for at least some useful experience as a manager
before embarking on management development-type activities;

ii appropriate preparation, in terms of, for example pre-
reading and basic skills input before involvement in 'Action 
Learning' projects and,

iii very importantly, commitment on the part of the learner
which can be enhanced by the preceding activities and by 
specific involvement of the line manager, to ensure as far 
as possible, that the training is taken at least at a
reasonably opportune time. It should not be overlooked that 
recent promotion, where appropriate, can be a useful
motivator but needs careful handling if such motivation is 
to continue.

3.2.3 Learning Style

Questionnaire respondents referred to the problem of offering 
learning methods to meet the variety of needs of SSD managers. 
This is particularly difficult in the case of courses which cross 
functional groups - those, for example which include Residential 
and Day Care managers with Social Work Team Leaders - and the 
importance of Learning Styles is listed in Appendix 9. Although 
Questionnaire respondents were not specifically asked to comment 
on 'Learning Styles' per se, they were asked to comment on the 
importance of course methods as being a potential source of 
transfer inhibitors and on the use of specific methods as



enhancers. Course method is recorded less frequently than either 
'lack of departmental reinforcement1f 'organisation climate1 or 
‘lack of involvement of line manager' by respondents. However, 
'the use of work-based projects' indicating a preference for 
action rather than conceptualisation, ranks highest as an 
enhancer of transfer. Whilst a number of different learning 
methods are identified by both course participants and TOs in 
Appendices 8 and 9 as either inhibitors or enhancers and by 
implication preferred or less preferred ways of learning, the 
following points would appear to be important:

i For the Learner, direct participation in discussion relating 
to specific work issues, or learning about problems facing 
other managers within the Department, is preferred to 
didactic teaching, or situations which are not sufficiently 
learner-based, although there are exceptions to this, for 
particular circumstances.

Experiential learning and role play figure highly as 
enhancers, as does the opportunity to learn 'on the job' by 
being secure enough to make mistakes. In contrast, an 
apparent difficulty attaches to the use of ‘games' in being 
either too complex or purely inappropriate for participants 
to gain understanding from them. From personal experience, 
this often relates to an apparent remoteness of many games 
to what participants see as the reality of human service 
organisations, ie they are too industrially based; are of 
too 'macro' a level, even when relating directly to SSDs for



many participants to feel a relevance; or, given the limited 
time available on most SSD management courses, the actual 
complexity of some games means that some participants find 
understanding the rules the chief problem, rather than the 
actual process of the game.

The enhancers listed by interviewed TOs and reinforced by 
the questionnaire respondents appear to support this 
learning orientation. The suggestion that the tutor should 
visit the work bases of learners made by a Residential 
Worker in Department A, apparently happens in at least one 
Department elsewhere.

As referred to above, the availability of time appears to be 
of major importance to the Learner, both during and after 
training. With regard to the 'assimilation of learning1 
stage, typically the period of the designed training course, 
lack of time to adequately reflect on content and relate it 
to the job is seen as an important inhibitor, both by
participants and TOs, with 11 insufficient depth of content" 
perhaps reflecting "lack of time to train adequately" in the 
latter case. Time to think is perhaps even more important 
at this stage, in that job pressures mean that there is
little scope for delaying such reflective activity to the 
return to the work-base. The references to lack of 'depth 
of training' and inputs on particular issues such as man
management, and the fact that to one respondent Action 
Learning was a 'tremendous burden', appear to equally relate
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to lack of adequate time to train. The shortfall in 
resources for mt has already been referred to. It should 
also be noted that virtually no departments replace staff 
when they are undertaking mt and again virtually no 
department allots, at least officially, any private study 
time. It may be uncommon even in business circles to allow 
managers private study time in addition to release for 
training. However, there are several important differences 
to consider:

a in the latter case, mt of any length is largely related
to qualification training, eg DMS, so that personal 
commitment to study outside working hours is enhanced.

b it is estimated that women in the SW profession
outnumber men by 3:2 and family responsibilities may
seriously inhibit private study outside work hours

c because of local authority financial constraints and
political accountability, mt in SSDs is often carried 
out "on a shoe-string" with less than adequate learning 
environments which to some learners is a demotivator, 
and

d stress is a particular danger in SSDs particularly for
Team Leaders as Kakabadse (1982 pl60-163))
demonstrates. This again is likely to affect the scope 
for already highly pressured managers to impinge on the



domestic environment by engaging in private study at 
home.

iii Whilst the Learning Styles Questionnaire survey carried out 
in Department A consisted of quite a small sample and is 
therefore not necessarily representative on a national 
basis, the results do reflect to some extent preferences of 
different functional groups for learning group mix, as 
indicated earlier. A similar survey with a sample of 50, 
carried out informally in another SSD (Dept GG) with 
professional staff indicated an emphasis on the reflective 
mode. The large number of references made by interviewees 
in Department A to the need for thinking time accounting in 
large part for the favourable perception of residential 
courses, appears to reinforce the idea that the reflective 
mode is indeed a common preference for SSD managers.

3.2.4 Credibility of Training

In a recent journal article (Bell, L; Devine, K and Lane, S; 
1987), referring to a report from the Local Government Training 
Board on management training in SSDs, the authors state:-

"Clearly this unsystematic hit-and-miss approach to 
developing managers cannot and should not be allowed to 
continue".



If Departments do not take training seriously, it would hardly be 
surprising if at least some participants shared this view. This 
is not to say that the concept of training is not valued; it may 
be that given the current financial and manpower constraints 
within local authorities, and SSDs in particular, senior managers 
have responded by setting the training priority at too low a 
level. Similarly, given the lack of adequate resources, the 
content and presentation of mt is often less than ideal, and thus 
the credibility of actual programmes rather than mt per se is 
adversely affected. Interviewees in Department A and in other 
SSDs commented on a number of issues relating to the importance 
of credibility, ie with regard to the training itself, its status 
arising from links with prestigious educational establishments or 
more immediately, through perceived active support of senior 
managers and with regard to the perceived personal 
characteristics of 'leaders' of the training, ie TOs and tutors. 
Whilst lack of capacity on the part of the tutor constitutes 
(quite obviously) an inhibitor, the tutor's personality, where 
positive, is seen as an enhancer by interviewees and is also 
referred to by a TO.

It is not clear from this research whether the increasing 
tendency of SSDs to run in-house rather than support external mt 
will mean a greater reliance on Departmental staff to act as 
tutors; if so, it may help to improve the relevancy of content 
and thus increase credibility by enabling better transfer of 
learning.. However, given that personality issues are important, 
such tutors would need to be carefully chosen. For example in an



organisation where distrust between senior and first-line 
managers is high the involvement of a senior manager in a 
tutoring role may be an important inhibitor to open discussion, 
which to many managers is a crucial part of the learning process. 
Similarly, the perceived role and status of the TO within the 
organisation will increasingly be an important consideration.

3*2.5 Other 'Learning1 Issues

In addition to the factors discussed above, a number of other 
factors are identified by participants and TOs and can be 
compared, including the need to match the conceptual levels of 
training to the intellect and varied academic background of SSD 
managers, the use of personal tutorials, and the appropriate use 
of qualification courses. The importance of refresher or follow- 
up training is particularly stressed by a number of participants 
and TOs; having examined the problem of scarce resources, which 
limits even a minimal level of basic mt, it is important that the 
need to reinforce learning is not overlooked. 'Development other 
than through courses', 'Self-development' and the use of mentors 
is referred to by TOs. Questionnaire respondents refer to 'Team 
Building' as a useful development activity other than designed 
courses. There is little reference to 'formal coaching', and in 
the experience of Department A interviewees even 'informal' 
coaching was rare. 'Uninvolvement of line manager' was the 
second most important inhibitor to transfer referred to by TOs in 
the Questionnaire, and it would seem that this is a vital area 
for improvement.
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3.3 The Worker

3.3.1 Job Characteristics

Assuming that relevant learning has taken place, the individual's 
working environment will begin to influence the extent to which 
that learning is reinforced and applied. Whilst the TO has less 
control over this stage of the process - depending on factors 
such as the status of training and the TO within the organisation 
and her/his own personality and capacity - it is important that 
difficulties be anticipated or highlighted so that future 
training strategies can be suitably designed. Perhaps the most 
immediate variable is the character of the individual's actual 
job. Whilst job autonomy can assist transfer by providing the 
potential opportunity for immediate application (assuming the 
training was relevant to the job), pressures in terms of lack of 
time or in levels of stress often lead to delayed and therefore 
less effective transfer. Role ambiguity is strongly linked both 
to the role of Team Leaders and Managers of Residential and Day 
Care services, the two most common groups currently catered for 
in mt, as indicated earlier. It is also one of the major causes 
of stress among SSD managers. It is not, however, an issue that 
can be resolved simply by managerial directives; personal 
attitudes to such ambiguity are also important.



3.3.2 People's Characteristics

Linked to the nature of the individual's job are the 
characteristics of the people both within and relating to the 
organisation with whom the individual interacts. The line 
manager is specifically referred to by participants and TOs as an 
inhibitor of transfer. This takes a number of forms, including a 
failure to take an interest in the individual's development, poor 
supervision, failure to reinforce departmental policy and the 
active blocking of transfer. The poor supervision may be linked 
to the apparent general paucity of formal (or even informal) 
coaching discussed above possibly in turn due to a lack of 
training - two interviewees in Department A suggested adult 
learning interested them but they felt inadequate to tutor 
subordinates. The fault may also lie elsewhere, with individuals 
themselves. Again, where distrust prevails, the individual 
learners may themselves inhibit the possibility of supervision 
taking place, and, as one TO suggests, "managers do not 
acknowledge their problems". Peers and subordinate staff also 
appear as potential inhibitors and enhancers of transfer, either 
in a negative way by discouraging change and setting low 
standards of performance or by positive encouragement and 
support.

These effects operate not only in the immediate workplace, but in 
the wider environment. SSD managers are increasingly having to 
work closely with staff both across individual departments, in 
areas such as services planning, but also with other statutory



and voluntary agencies. Problems here are less easy to control, 
albeit usually less important. However, a number of
questionnaire respondents refer to the positive use of team 
building strategies, which may prove useful in overcoming some of 
these work-based blockages.

3.3.3 The Organisation

Any discussion of the characteristics of personal interactions 
within organisations needs to be set within the organisational 
context(s) to which they belong. As Kakabadse (1982 pi) states

"organisations are powerful determinants of people's 
attitudes to work and their behaviour at work".

Organisational issues figure highly as transfer inhibitors both 
in the perceptions of participants and TOs. These appear to 
cover four main areas,

i Lack of clarity about organisational and individual goals, 
characterised by poor communication and an apparent 
reluctance to define "good management"

ii A perceived 'neglect' of some functional groups, with a 
resultant problem of low morale. A neglect of Residential 
and Administrative staff has been mentioned. It should be 
remembered that whilst managers of residential and day-care 
establishments figure relatively highly in the provision of



mt currently being provided, the professional training of 
such staff is abysmally inadequate as demonstrated by a 
recent LGTB report (1986)

iii Lack of staff development policies and often low status of 
training responsibilities within the organisation, and

iv As previously discussed, a lack of financial and manpower 
resources.

The organisational problems of SSD's were discussed in Chapter 1. 
The results of this research indicate that there is an ever 
increasing awareness at least among TOs that these problems need 
to be tackled or acknowledged before successful mt can be 
implemented. However, the continuing pressures in terms of 
bombardment (eg Child Abuse referrals, expected involvement in 
the changes to the Social Security system and implementation of 
the Disabled Persons Act 1986) and in the possible changes in the 
range of responsibility of SSDs resulting from the 
recommendations of the Griffiths Report indicate that these 
problems are likely to continue at least into the 1990s.

The Person

Among the relatively few references to personal blockages to 
transfer, lack of confidence or assertiveness appear to be of 
most importance to participants. In this context it is perhaps 
significant that women constituted 60.7% of those interviewed.



It is not altogether clear, from such a small sample whether sex 
differential is significant, as it should also be noted that
46.8% of those interviewed were in the so-called 'neglected' 
areas of Residential Care and Administration. Emotional blocks 
in managing people, eg disciplinary matters are perhaps to be 
expected in an organisation seeking the personal betterment of 
individuals, and may relate to another problem raised under a 
different heading, ie the dilemma between adopting the 
professional social work or the managerial role. Whilst not
altogether confined to SSDs, the problem of gaining career 
advancement only at the expense of relinquishing the role which 
initially attracted the individual to work in the organisation - 
ie interaction with clients - is a major problem. Maybe one of 
the chief problems in SSD mt is that managers find it difficult 
to be enthusiastic about their jobs, however much they may accept 
its importance at an intellectual level. This perhaps explains 
the importance of 'the tutor as missionary' and 'the enthusiastic 
line manager'.

The number of identified factors here was minimal, although the 
reasons given for preferring non-residential courses were often 
to do with home commitments. Similarly, pressure of work and 
work overload no doubt have implications for the domestic and 
social environments of the individual. However, other than the 
individual's attitude to the job, the wider environment of home

and leisure pursuits, and personal attributes such as age and
health, need to be considered.



SUMMARY

This chapter has identified, from the perceptions of participants 
and TOs a wide range of potential problems associated with the 
transfer of learning in SSD mt programmes. Whilst it cannot be 
assumed that samples taken are representative at a national 
level, the literature, both concerning mt in SSDs and in general, 
indicates that the problems identified by this research are 
certainly very widespread, and constitute the main problem areas 
currently facing TOs in SSDs.

Organisational issues appear to be a major area of concern; they 
appear far more as inhibitors than they do as enhancers, a 
situation echoed in Vandenput's study of industrial companies. 
As have been shown in this research, these organisational issues 
are also strongly related to issues which in the tabulation have 
been associated with ‘the Learner1. The introduction of 
systematic appraisal systems to ensure training is geared to 
individual and organisational needs is rarely within the remit of 
the TO. The commitment by line managers to participate in and 
support the learning of their subordinates is also often a 
function of the organisation climate. Whilst there appears to be 
a move towards introducing such appraisal systems, they are as 
yet in the minority. The level and quality of training provided 
is also dependant on financial and manpower resources which 
within SSDs are increasingly under pressure. The LGTB survey on 
Manpower and Qualifications within SSDs (1986) demonstrated that



the majority of SSDs allocate less than 6% of their training 
budgets to mt - this in a service where management posts (from 
1st line upwards) average JGQ% of staffing populations, and where 
the development of expertise is usually not a cheap option.

With regard to the provision of training, attention to individual 
needs would appear to be crucial; this should include appropriate 
needs identification; close involvement with the line manager; 
and attention to preferred learning styles of participants. This 
should not only apply to strategies aimed at improving the
individual manager's performance in existing or future jobs. 
Where the aim is mt or development, the role of individuals in 
achieving corporate aims still would seem to require this sort of 
perspective in order to maximise outcomes. Whilst preferred 
learning styles appear to be centred on experiential activities 
including role-play, and discussion opportunities the attention 
to individual needs is still necessary. Opportunity for 
discussion appears to be consistent with the above average
'reflective' scorings; but role-play activities, less so. It may 
be that reflectors, however, do gain from role-play activities, 
if they are in an observing role. The Activist, on the other 
hand, may find value from discussion where able either to take a 
prominent part in discussions or take responsibility for feedback 
to the group as a whole. These seem to be areas in which the TO 
has scope to increase effectiveness of training and subsequent 
transfer. Perhaps the biggest problem here however, is the lack 
of adequate resources to enable this sort of attention to detail.
Whilst an increasing use of in-house training and development may



increase the relevance and may eventually, through the emergence 
of similarly trained teams and networks improve transfer success, 
the work level of TOs is likely to be increased; partly through 
sheer force of numbers being trained and therefore the required 
number of programmes, partly through increased expectations of 
those who have undergone this level of training. Unless, as the 
LGTB survey would seem to suggest, more financial resources, 
including adequate staffing is made available for mt, such 
development is likely to prove abortive. To what extent, 
however, can the problems currently associated with mt in SSDs be 
overcome and how can they be tackled?

The final chapter will suggest an approach to the anticipation of 
transfer problems which can be related to the varying approaches 
to mt in SSDs; assess the relevance of transfer strategies; and 
discuss the roles of 'interested parties' in enhancing transfer. 
It is clear that responsibility for the successful outcome of mt 
can no longer be left, by default, to the specialist trainer. 
All 'interested parties' must work together in optimising the 
management of SSDs by contributing appropriately to the mt 
process.



CHAPTER 6

THE OPTIMISATION OF MT STRATEGIES AND METHODS IN SSDS

INTRODUCTION

The stated objective of this study has been to provide an 
analysis of the problems relating to transfer of learning in the 
context of mt in SSDs. A wide range of factors which appear to 
inhibit or enhance transfer has been identified in Chapter 5 and 
the effects of their inter-relationships have been discussed. 
These factors were seen to relate to one of three facets of the 
individual's experience - ie the individual as Learner, Worker or 
Person. In another sense, these three facets might be reduced to 
two; the Learner/Person facets are both Individual-specific 
whilst the Worker facet is concerned with role and directly 
relates to the particular organisation in which he/she operates. 
This division between the factors would correspond to the 
Organisation and Individual elements of the integrated model 
described by Berger (1977) as being necessary for effective 
transfer - ie the Individual, the Organisation and the Training, 
and to the vision of the "learning company" suggested by Pedler 
and Burgoyne (1988).

This foregoing analysis will now be used to formulate a practical 
approach to the anticipation and minimisation of potential 
transfer problems by



i providing a discussion of the limitations of designed mt in 
helping managers to learn

ii describing the stages needed to be reached in the transfer 
process before sustained change in or maintenance of job 
behaviour can be achieved

iii constructing a model to describe the inter-relationship 
between the main factor groupings relating to the Individual 
and the Organisation as an aid to anticipating the problems 
likely to affect transfer in differing environments and 
circumstances

iv discussing the respective roles of the interested parties in 
the provision of mt

This chapter will also review some common approaches to mt and 
respective related transfer problems and will also review some 
methods of building-in transfer strategies to mt activities. It
will also suggest some areas for further research which have 
arisen from this study.

Depending as it does on such a wide range of factors, the
majority of which are beyond the direct control of the TO, who in 
practice is generally expected to take the major responsibility 
for training interventions in organisations, the transfer of
learning in mt is likely to remain a continuing problem for SSDs 
which continue to rely on traditional "unintegrated" approaches. 
Even where reality is built into the ‘off the job' course 
(Binsted and Stuart, 1980) or more rarely where training, or
'learning' intervention takes place on the job, factors such as



personal capabilities and characteristics, 'falling off1 of 
learning, and job pressures can interfere with success at the 
time of, or following, the intervention. However, a recognition 
of such problems by all of the 'interested parties' - ie chiefly 
the individual, the trainer, the line manager and senior 
management - can, where followed by positive action, help to 
reduce such problems. Equally a recognition of factors which 
enhance transfer can enable the maximisation of training 
outcomes.

The variations between SSDs in terms of size, structure and 
organisational climate have been emphasised, as has the 
difficulty of typifying Social Services managers. These 
guidelines will therefore be formulated in such a way that they 
will have relevance in all SSD settings - through a recognition 
of characteristics which are common to all SSDs; through a 
recognition of problems which face all SSD managers, but with a 
recognition that all learning interventions must be focused on 
the individual and that strategies must be suitably matched to 
individual circumstances - management training 'horses for 
courses'. In a similar way, the research on managerial 
competencies, whilst generally recognising the need for a 
contingency approach, nevertheless sets out to encompass the 
whole range of situations in which Managers are expected to 
perform (Burgoyne and Stuart, 1976).



The purpose then, of these guidelines, will be to enable the 
optimisation of SSD training strategies by providing a general 
framework for the consideration of possible transfer problems, 
against which the individual characteristics of the particular 
organisation and training participants can be considered.

2 THE ANTICIPATION OF TRANSFER OF LEARNING PROBLEMS

2*1 The Need to Anticipate

The evaluation of training activities cannot assist participants 
unless it is carried out during the period in which the activity 
is taking place; otherwise there is no scope, except in a later 
intervention, for overcoming identified problems or for effecting 
some improvement in the quality of the training input. In the 
case of activities which are repeated for substantial numbers of 
staff, post course evaluation may be used to improve the 
experiences of later participants. However, the foregoing 
analysis has highlighted the importance of relating training to 
individual needs. Thus, even though participants may be 
occupying similar posts within the same organisation, the 
individual experiences and needs of one group may be less than 
helpful in informing the design of training for subsequent 
groups.

For some types of activity - eg short, 2/3 day courses, which 
form a substantial part of the mt currently offered in SSDs 
(Appendix 2) - there is little scope for evaluation except after
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the event. It is, therefore, vital that the TO is aware of the 
potential problems of transfer of learning so that the 
minimisation of such problems can be built into the training
design, and so that any necessary adjustments to the designed
programme can be made appropriately and speedily during the 
training activity. In attempting to ensure that managers are
enabled to learn in the most effective and efficient way, the TO 
needs to ask

i is a designed learning activity the only or the best way for 
the required learning to take place?

ii if so, what sort of transfer problems are likely to occur in 
terms of the individual participant and the organisation?

2.2 The Limitations and Scope of Designed Learning Activities

One question, for example, which the TO needs to address at first 
base is whether a designed learning activity is the most
appropriate answer to the specific performance shortfall. Whilst 
this study is specifically concerned with maximising such 
designed activities, the importance of other sources of managers' 
learning must be recognised. Burgoyne and Stuart (1976) have 
shown that designed learning activities are by no means the most 
important contributor to managerial effectiveness, and that 
direct experience on the job is of greater overall significance 
and influence on the manager's developing behaviours. They also 
suggest that certain important areas of managerial skills are
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much less likely to be enhanced by participation in designed
events than they are by other influences such as doing the job,
life experience and parental influence. These points are 
important for three reasons, ie

i in a climate of scarce resources, TOs should
concentrate their training interventions on those areas 
for which designed activities are most effective, eg 
acquisition of technical knowledge, practising skills 
in a "safe" environment, etc

ii in any integrated system, external influences relating
to the Individual and the Organisation should be looked 
upon as potential enhancers of transfer effectiveness 
by being linked to designed activities, for example, in 
relation to the growing emphasis on self-development.

iii the extent to which individual SSDs are effective 
"learning environments" needs to be paid careful 
attention

2.3 Critical Stages in the Transfer of Learning Process

The suggestion made in Chapter 1 that SSD TOs may view effective 
transfer of learning relating to mt as a very elusive ‘fourth 
dimension1, is supported by the nature of the Key Issues 
discussed at the end of Chapter 4 (Part 1). Many of these 
factors are outside the control of TOs, and even to some extent
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outside the control of Chief Officers. Chapter 5 has 
demonstrated the range and number of potential transfer 
inhibitors and how evaluation of training is inhibited not only 
by the difficulties of measuring the wide variety of influences 
on training outcomes, but also by the inter-relationship of such 
factors. For example 'the identification of training needs' 
will be less than effectively done where there is 'uninvolvement 
of the line manager'. The latter may, in turn, depend on the 
status and priority accorded to training within the organisation. 
Similarly, whilst the learning and working environment may be 
adequate to prevent dissatisfaction in, or problems for, the 
learner, incompatibility between the individual's Learning Style 
and course methods may fail to create the motivation necessary to 
positively implement learning against a pressurised workload, be 
it real or only perceived as such.

As suggested earlier, whilst this study concerns designed 
learning activities, it should be remembered that managers are 
continually learning from other sources, principally their own 
working experience. This learning may enhance that obtained from 
course attendance, but if learning "on the job" is negative, this 
can also inhibit the effects of training.

It may be useful therefore to establish common patterns of inter­
relationships in order to uncover the root causes of transfer 
inhibition. In solving, or diminishing such root causes, a host 
of 'symptoms' or derivative problems may be eradicated. Even if 
root causes cannot be eliminated, an understanding of their



nature may still enable a more effective 'treatment' of the 
symptoms.

The transfer of learning, in the full sense of the term, does not 
consist of a single, one-off, 'event' or even one continuous 
process; there are a number of critical points in the 
learning/transfer process which must be positively responded to 
before transfer to job behaviour is achieved, or maintained. 
These critical points are:

1 The assimilation of learned knowledge and skills
2 The understanding of the relevance of learned knowledge and

skills to the job
3 The decision to apply learning to the job
4 The application of learning to the job
5 The continuation of application to the job

Whilst these 'critical points' are listed in logical order, this 
order may not always be followed systematically. For example, 
point 3 may follow before points 1 and 2 are fully completed. 
However, the omission of any one of these points will prevent 
effective transfer taking place and will, therefore, have impact 
on all other points.

These points are centred on the responses and actions of the 
individual learner; they nevertheless imply involvement of other 
participants in the training process. This can be demonstrated 
more clearly by providing an outline of what factors contribute



to these five 'critical points'. In trying to predict the 
possible areas of transfer failure in any given training 
activity, a hierarchy of factors begins to emerge, based on this 
framework. Transfer failure or inhibition then can occur at a 
number of stages for the individual learner.

The following model demonstrates these critical stages in the 
transfer process, how transfer can be blocked at any one of these 
stages, and, as is the more frequent occurrence, how transfer can 
be followed through, but in a limited way, because of the impact 
of transfer inhibitors:-

The Organisation: 
its Culture and 
Beliefs

Initial Learning Fails to learn

Relates to the job Fails to relate to job

Decides to apply Decides not to apply

Applies Unable to apply

Continues to apply Fails to maintain 
application

Limited transfer

Impact of new learning Impact of new learning



It is clear from this model that it is vital to predict, as far 
as possible, the chief problem areas and to establish criteria 
for measurement of transfer at each of these stages in order to 
ensure transfer interventions either during or after training are 
appropriate. It would, for example, be less than useful to 
attend to the application component, if initial learning has not 
taken place. It will be impossible for the student to relate 
learning to the job. Until the student has been able to relate 
learning to the job, she/he will be unable to apply (or may apply 
the wrong thing). A looped system is needed to ensure that 
stages in the transfer process are dealt with incrementally.

The inter-relationship of transfer factors relating respectively 
to the Individual and the Organisation has been discussed in 
Chapter 5. It would suggest that some distinction needs to be 
made between the origins of particular blockages in using the 
above model. It is crucial that factors relating to the 
Individual and the Organisation are in phase, as the following 
figure illustrates:

Figure 2 I
organisation 
climate

Unhelpful

Negative

The Organisation 
and its culture or Learner/Person ) or

Positive, sustained transfer
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The TO will need to be aware of the possible factors at each 
stage which are inhibiting or blocking transfer and their origins 
so that the necessary adjustments may be made to achieve the 
highest possible 'score' of enhancing factors relating to the
Individual and the Organisation in order to enable the transfer 
process to progress. Where certain inhibitors have been 
predicted and are likely not to be within the TO's power to 
either change directly or by negotiation (eg lack of financial 
resources, time, negative personality of line manager), limited 
transfer may be all that can be expected. However, where this is 
known, participants can be suitably prepared; if they are not 
prepared for this, disillusionment may set in, followed by a lack 
of credibility in the training and a negative climate for future 
participants.

It is necessary, therefore, with each of these five possible
points of transfer failure, to identify and describe the 
potential causal factors, some of which are internal to the
Learner, - ie personal blockages - and others external, - eg a 
failure to provide the necessary supports by trainers, line 
managers or senior managers/Members representing the 
organisation. This 'hierarchy of factors' is illustrated below 
in Figure 3. It will be noted that these factors are, in fact, 
some of the transfer inhibitors identified in Chapter 5. By 
associating them with specific stages in the transfer process
their inter-relationship is more clearly seen, and strategies for 
dealing with them can more easily be designed.
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Failure of Initial Learning

Lack of motivation/receptivity on part of individual

1 lack of preparation
ii personal pressures
iii poor credibility of training

Lack of adequate intellect

i inappropriate selection for training activity
ii inappropriate recruitment selection

Inadequacy of training method/content

i failure to meet individual needs
ii lack of time/resources
iii inappropriate learning intervention
iv compromised learning goals
v complexity of content



r.

• i
I
‘III Inability to relate learning to .job §
1
;SLack of conceptual ability |

5§i inappropriate selection for the training programme ?
ii inappropriate learning method 

Irrelevance of content

i irrelevant subject area
ii inappropriate level
iii line manager's/individual's perception of job incompatible

with that of the Organisation

Failure of training intervention to assist transfer

i method wrong
ii insufficient time
iii transfer problems not recognised

III Decision not to apply 

Irrelevant to job

i irrelevant subject matter, perceived or otherwise
ii inappropriate level
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Not seen as priority

i by individual
ii by line manager
iii by peers/other managers

Unable to apply

Blocked by line manager/subordinates/peers 

Inadequate implementation abilities

i lack of training to provide the "know-how"
ii inappropriate personality eg ‘non-assertive1

Lack of resources

i time
ii staffing
iii finance/materials

Lack of adequate opportunity in the job

i pressure of work
ii nature of the job, eg lack of autonomy



V Failure to maintain transfer

'Teething trouble' associated with changes in practice not dealt 
with

i by the individual
ii by the line manager/TO

Lack of recognition for improved performance 

Failure to overcome previous behaviour patterns

i Training provided too late
ii Job easier if practices do not change

Sporadic scope for application - learning forgotten 

i lack of 'refresher'/reinforcement methods 

Conflicting organisation standards/values

Figure 3 does not provide an exhaustive list of causal factors 
but illustrates the sort of thinking process the TO needs to 
follow to ensure as far as possible that transfer blockages are 
anticipated and dealt with appropriately. Such a framework can
be used to inform training designs and also to form a basis of
pre- and post-course discussion between the TO, the individual 
learner and the line manager.



Figure 4 below presents this schedule diagramatically but is not 
exhaustive. It illustrates, however, the need to probe the
linking of causal factors and so to discover the means of 
limiting their impact.

F i g u r e  4

A p p r o p r i a t e /  
A d e q u a t e

I n i t i a l  L e a r n i n g

R e l a t e s  t o  J o b

A s s e s s m e n t  of  N e e d  
M a t c h i n g  L e a r n i n g  to 
T r a i n i n g  P r e p a r a t i o n /  
M o t i v a t i o n

*-
P O T E N T I A L  

^ E N H A N C E R S  
f o r  u s e  a s  
a p p r o p r  i a t e

eg

I n a p p r o  p r 1 a t e / 
I n a d e q u a t e

IF a l l s  to  L e a r n
L a c k  of m o t i v a t  1 o n / r e c e p t i v i t y  
I n a d e q u a t e  i n t e l l e c t  
I n a p p r o p r i a t e  t r a i n i n g  m e t h o d

F a i l s  to r e l a t e
e g  L a c k  of c o n c e p t u a l  a b i l i t y

I r r e l e v a n t  c o n t e n t  P O T E N T I A L
C o m p l e x i t y  of  c o n t e n t  I N H I B I T O R S
F a i l u r e  of  m e t h o d  t o  a s s i s t  N e e d i n g
t r a i n i n g  s o l u t i o n

D e c i d e s  to  A p p l y D e c i d e s  n o t  to a p p l y  
eg  I r r e l e v a n t  to  j o b

N o t  s e e n  as  a p r i o r i t y
N o t  m o n i t o r e d  by  l i n e  m a n a g e r

A p p l i e s U n a b l e  to A p p l y  
e g  B l o c k e d  b y  l i n e  m a n a g e r / p e e r s /  

s u b o r d i n a t e s
I n a d e q u a t e  i m p l e m e n t a t i o n  
ability
L a c k  of  r e s o u r c e s  
L a c k  of  o p p o r t u n i t y

C o n t i n u e s  t o  A p p l y
L i m i t e d  t r a n s f e r

I m p a c t  o f  N e w  L e a r n i n g

F a i l s  to  m a i n t a i n  a p p l i c a t i o n  
eg  ' T e e t h i n g  t r o u b l e s '  of c h a n g e  n o t  

d e a l t  w i t h  
L a c k  of r e c o g n i t i o n  
F a i l u r e  to o v e r c o m e  p r e v i o u s  
b e h a v i o u r  p a t t e r n s  
S p o r a d i c  s c o p e  f o r  a p p l i c a t i o n  
C o n f l i c t i n g  o r g a n i s a t i o n a l  
s t a n d a r d  e t c

I m p a c t  of N e w  L e a r n i n g

190



It is c l e a r  t h a t  a n u m b e r  of f a c t o r s  w h i c h  a f f e c t  t h e  I n i t i a l  
L e a r n i n g ,  T r a i n i n g  a n d  f o l l o w - u p  s t a g e s  p r e c e d e ,  o r  f o l l o w  a n d  
a r e  e x t e r n a l  t o  t h e  l e a r n i n g  p r o c e s s .  F o r  e x a m p l e ,  
' i n a p p r o p r i a t e  s e l e c t i o n ' ,  ' l a c k  of  p r e p a r a t i o n ' ,  a n d  ' l a c k  of 
m o t i v a t i o n '  ( w h i c h  m a y  o c c u r  w i t h i n  o r  w i t h o u t  t h e  l e a r n i n g  
e n v i r o n m e n t ) .  F i g u r e  1 t h e r e f o r e  n e e d s  t o  be a m e n d e d  t h u s :

F i g u r e  5

P R E - C O N D I T I O N S  
S e l e c t i o n / B r i e f i n g /  
P a r t i c i p a n t  E x p e c t a t i o n

A p p r o p r  l a t e  

I n i t i a l  L e a r n i n g

A s s e s s m e n t  of  N e e d  
S e l e c t i o n  
P r e p a r a t i o n / M o t i v a t i o n

R e l a t e s  t o  J o b

D e c i d e s  t o  a p p l y

A p p l  ies

C o n t i n u e s  to  a p p l y
L i m i t e d  t r a n s f e r

I n a p p r o p r i a t e  

F a i l  s L o  L e a r n

T R A I N I N G  P R O C E S S  
C o u r s e  l e a r n i n g /  
E x p e c t a t i o n s  of 
a p p l y i n g  t h e  L e a r n i n g

F O L L O W - U P  
O r g a n i s a t i o n a l  s u p p o r t  
f o r  l e a r n i n g  c h a n g e /  
e x t e n t  of t r a n s f e r

'
FaTls to relate to .iob

~~^ecTde not to apply

Unable to apply

Fails ,o ma1nta 1 n

I m p a c t  of  N e w  L e a r n i n g

a p p l  i c a t i o n

I m p a c t  of  N e w  L e a r n i n g
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This now accords with the Handy (1971) 7 stage approach to the 
learning/transfer process described in Chapter 2, and emphasises 
the importance of correlating Organisational and Individual 
issues.

Relationship of the Critical Stages in the Transfer process to 
the Organisational Environment

The ways in which the Individual and Organisational groups of 
factors relate to each other can be illustrated by the following 
model:
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2.4.1 Purpose and description of the model

This model allows for a range of exhibiting characteristics
pertaining to 1) the Individual and 2) the Organisation in which 
the Individual works, to be compared, thus illustrating the whole
range of possible learning ‘scenarios' which may occur in SSDs.
The model shows a number of possible incongruencies between the 
'Learner/Person' and the 'Learning Environment' - ie the 
Organisation. For example, the Organisation may provide a 
multitude of 'ad hoc' learning activities, but without
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clarification of goals and individual roles the Learner is unable 
to properly relate learning to the job or apply it appropriately. 
However, if the Individual is sufficiently motivated they may 
develop adequately within their respective job but perhaps 
"outgrow" the department in a developmental sense and even be 
seen as disruptive. Similarly where the Individual is not 
applying learning in what appears to be an effective learning 
environment, it may be the fault of training interventions or 
personal inadequacy on the part of the manager.

The diagonal line links 4 critical points in the transfer process 
(decides to apply and application of learning being combined 
here) with four key organisational factors and illustrates how 
particular Learning Styles fit those four scenarios - eg Where 
goals and roles and clarified, learning can be understood in such 
a way as to relate it to the job, which fits the Theorist mode. 
However, where the Individual is given the opportunity to apply 
learning and in fact does so, the Pragmatist mode can be 
employed. As far as Learning Styles are concerned, therefore, 
their inclusion in this model is used to illustrate certain 
scenarios where particular Learning Styles can be used to 
advantage rather than a full range of possibilities. It also 
assumes a hierarchy in which Styles are incremental, ie the 
'Sustained Learner' is likely to be able to use all 4 styles. It 
is to be emphasised, however, that this is a generalisation. It 
should be remembered, that in reality an Individual may, eg be 
activity-orientated with low reflective orientation. In which 
case, action taken may be unhelpful or negative.
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Point C illustrates a scenario where the Individual as the self­
sustained learner can, by personal motivation, within an 
organisation which encourages managers to learn from all possible 
sources, make the most of the managers’ principal source of 
learning - the job itself.

The six level model of organisational maturity discussed by 
Pedler and Burgoyne (1988) provides a similar set of scenarios
moving towards the integrated ‘learning company1.

- Implications for differing approaches to mt

In relating to this model some approaches to mt in SSDs 
identified within this study, the following issues emerge:

a Personnel running the Action Learning programme described in 
the case-study were confident that point 1d 1 had been 
reached with regard to the ‘individual as worker’ axis, ie 
that there was opportunity for participants to apply 
learning, in that they were providing a learning by doing 
experience in which real organisational issues were being 
tackled. However, it was apparent that point *c 1 - "clarify
goals and roles" - had not been well achieved. This no
doubt partly accounted for the fact that there was some 
concern among participants that learning was not related to 
the job, or was of only marginal use. In this case not only

1

1
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job roles and aims but the training programme itself lacked 
clarification.

b The issue of 'perceived' relevance or irrelevance also
emerges here. Within a large organisation different 
functional groups may develop different perceptions of the 
organisation's goals and general climate. It also raises 
the question of levels of relevance discussed in Chapter 4. 
Macro organisational issues or issues relating to 1 other 
parts' of the organisation will often be seen as of limited 
relevance to some individuals.

c Those individuals with a limited range of Learning Styles
will gain less out of certain scenarios than those who have 
acquired the full range. Point 'C1, reached by the self­
sustained learner in a 'learning' orientated organisation, 
will not be reached by some because of this limited range, 
although versatility of style is what is needed to advance 
in the 'higher order' management competencies.

d Much of the mt described in the Questionnaire response
appears to relate to threshold or low-level competencies. 
It may achieve its goals very well, but the actual extent of 
improved managerial effectiveness may appear to be or 
actually be minimal and be less than expected by 
participants and their managers. The need to clarify 
expectations of training is, therefore, important in 
building up or maintaining mt credibility.
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Roles and Responsibilities for Learning

The model illustrates individual and organisational factors by 
relating these to the person who both experiences and acts (or 
does not act) on designed learning. However, the model also 
allows for discussion of the part to be played by other 
'interested parties' in the training process.

To further explore the Handy model, - the 7 stage approach to 
transfer strategy of preparation, learning and follow-up, - the 
roles of interested parties in the training process need to be 
allocated. Thus the specific tasks of the Learner, the TO and 
the Line Manager can be negotiated and defined at the outset and 
subsequent adjustments made as appropriate. In this way, "the 
worlds of the individual the training and the organisation" can 
begin to be integrated.

Each 'critical stage' in the transfer process needs to be looked 
at in detail, so that appropriate task allocation can be made. 
This should include in addition to strategies for overcoming 
problems, strategies for building-in enhancers.

Ideally, then, one or all of ‘the interested parties' should take 
responsibility for ensuring that transfer inhibitors and 
blockages which are known to be widespread in the field of mt in 
SSDs are anticipated and that 'avoiding action' is planned as far



as possible. In discussing the sort of tasks that the respective 
'interested parties' might be allocated, it is suggested that

i "the worlds of the individual, the training and the 
organisation" be described in terms of what they each 
consist of, so that the ways in which they can be 
integrated can be fully explored, and

ii the chief approaches to mt in SSDs currently being used 
be described in terms of their particular implications 
for transfer effectiveness, including strategies for 
specifically bui1 ding-in transfer enhancers.

2*5.1 The Individual, the Training and the Organisation

In order to carry out the training function effectively, it is 
necessary to have:

i Knowledge of training needs, in the light of clearly 
identified organisation goals and roles

ii The expertise to design suitable training strategies and 
programmes

iii Adequate resources in terms of manpower and finance.

In view of the current crisis in funding for SSDs, it is even 
more important that the best possible use is made of those who



participate in or contribute to the training process. Who are 
the 'actors', what are their roles, who directs and who produces?

2.5.2 The Individual

Training strategies are becoming increasingly learner rather than 
teaching-focused (Mumford 1983); this implies an acknowledgement 
of the Learner as an individual, whether or not the main
objective of a given training activity is manager or management 
development. As previously discussed, managers in SSDs cannot be 
easily typified, as academic and experiential backgrounds differ 
widely, even within functional groups, and there is a diversity 
of views about the purpose and scope of SSDs, and, by
implication, the purpose and scope of workers and managers in 
SSDs. It was suggested in Chapter 5, that it is useful to think 
of the individual manager as respectively a Learner, Worker and 
Person. In terms of the individual's needs and contribution as
i) a Learner and ii) Worker, current trends in work and training
seem to indicate that:

i Individuals will be expected to take on an increasing 
responsibility for their own self-development, in 
conjunction with the guidance and experience of line 
managers and TOs.

ii In a professionally orientated organisation such as SSD are, 
managers will become 'enablers' of professional intervention



by negotiating and clarifying boundaries and interfaces with 
external voluntary, private and statutory organisations.

Whilst it may be assumed that personal characteristics will 
remain individually constant, but as diverse as ever, 
effectiveness as a manager is likely to depend increasingly on 
the personal characteristics necessary to negotiate both within 
and outwith the organisation, and thus on personal influencing 
abilities coupled with the confidence necessary to gain access 
to, maintain and control scarce resources.

The foregoing research has indicated that currently, SSD managers 
take a somewhat reactive role both in respect of their own 
training and development and in respect of that of their 
subordinates. Whilst a number of interviewees took 
responsibility for making applications for training courses, 
there were few examples of them asking for specific training 
opportunities except as a reaction to published information about 
pre-arranged and usually pre-designed events. SSD managers are 
expected to have a reasonable working knowledge about training 
needs identification and methods in that they are normally 
responsible for ensuring that their staff are adequately trained. 
With respect to their own needs, then, it is suggested that they 
should be actively involved in:

a the identification of their own training needs.



b the acquisition of learning, through self-development or 
through taking on an increased responsibility for their 
access to training activities.

c the development of their learning by actively seeking 
suitable opportunities for transfer and reinforcement of 
learning.

It is suggested that the individual has a vital part to play in 
each of these areas. The individual probably has as much 
knowledge of her/his capabilities and training needs as anyone; 
greater involvement in planning is likely to increase motivation 
and commitment, which are the two areas over which the other 
'actors' have least control.

It should not be forgotten that the world of the individual goes 
beyond the individual's role within the organisation. Domestic 
and social commitments and circumstances may constitute a greater 
or lesser priority to the individual. Pressures and difficulties 
arising from either will have implications for the individual's 
behaviour at work.

2.5.3 The Training

The term 'Training* as applied to mt was discussed and defined in 
Chapter 2. It was suggested that it was a word often used 
indiscriminately with manager and management development and 
education; that the term itself was of less importance than the



'thing' which it described. In the context of this study, the 
'thing' consists of all strategies and methods which are 
consciously employed to either maintain or improve, against a 
given measure (usually qualitative in nature) the performance of 
SSD managers in their jobs. The training 'world' is somewhat 
insecure in that training is rarely seen as a priority in SSDs, 
there is still much debate about what management in SSDs should 
consist of, and resources are typically scarce. It is peopled, 
usually, by 'specialist' TOs; their role is often ill-defined 
both internally and in relation to centralised training 
personnel, as is the status of training within the organisation. 
Historically established principally to ensure professional 
training in social work, their role is becoming increasingly 
involved in organisation development. In allowing for the 
developing roles of the individual and the line manager in the 
training process, it is suggested that the TO should be able to 
offer special skills and play a part in:

i identifying the training needs both of individual managers 
and of functional groups, so that common needs can be 
catered for,

ii the preparation of staff for training by means of, as 
appropriate, pre-reading and pre-training (to ensure common 
standards for groups engaged in prolonged programmes) and 
through ensuring that the expectations of individuals and 
line managers are well-informed,



iii obviously, the design of programmes, the matching of methods 
to learning styles and through methods such as assignments 
or Action Plans ensuring that initial learning and relation 
to the job has been successful. Increasingly, the TO may be 
called on to provide specialist advice and guidance to 
managers who take responsibility for their own self­
development,

iv through the learning experience, ensuring the motivation 
necessary for a positive decision to be made concerning 
application, and

v through follow-up and negotiation where necessary, to ensure 
application is possible within the working environment.

2*5.4 The Organisation

SSDs as organisations have been discussed elsewhere in this 
study. Some common characteristics which act as constraints upon 
the training/transfer process are:

i unclear goals and philosophies

ii conflict between the Power, Role and Task cultures of 
hierarchical groups.

iii a confusion between 'professional' and managerial



iv a lack of resources

v the low priority accorded to training

The organisation is nevertheless the context in which the 
manager has to operate. As such, it is the means of 
enabling the individual to function in her/his chosen 
profession, although even here, there is a problem. 
Managers in SSDs often bemoan the fact that they are not 
enabled to function as Social Workers or direct service- 
providers unless they forego promotion opportunities.

What is apparent from this research is that SSDs as 
organisations embrace a number of variables which are vital 
determinants of the individual's performance. The scope of 
the organisation for enabling learning and transfer to take 
place, through the agency of its 'population' includes:

a the clarification of organisational and individual
goals and acceptable standards.

b the role of the line manager in motivation and support.

c the role of peers and subordinates in supporting or
enabling development.



d the commitment of senior management to the adequate
training of its managers.

e the role of senior management in developing a
supportive and training-orientated organisation 
culture.

f Member support and resource allocation to support
training initiatives.

Whilst the above descriptions provide general dimensions of 
the Individual, Training and Organisation 'Worlds', a
detailed content of each is needed at the training design 
stage, when suitable interventions and role allocation is 
being negotiated. Responsibility for "the management of the 
interface" is as important a role as any. The TO's role 
here is two-fold. In enabling integration of the individual 
within the organisation, the TO provides professional 
expertise in needs identification, training strategy and 
practical re-inforcement, and also acts as "departmental 
advocate" for the establishment of a learning-orientated 
environment.
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DEVELOPING TRANSFER STRATEGIES

Hatching transfer strategies to mt activities

If training is to have impact, through its participants, on the 
functioning of the organisation, then plans for enabling and 
enhancing transfer must form a part of the overall strategy for 
and the subsequent designs of training activities.

Figure 3 has provided a brief checklist of potential inhibitors 
and enhancers for training interactions in general, based on the 
experience and response of the individual learner. Learner 
focused attention to transfer is vital and is expressed as a 
major theme in this study. However, one method of enhancing 
transfer, referred to in Chapter 2, is the building-in of 
transfer strategies into training events (Huczynski; 1978 Miles, 
1959), as explicit group-based activities rather than 
individually ‘tailored1 solutions to individual problems. By 
addressing problems as 'variables' such activities have the 
advantage over the individual approach (albeit the latter is 
nevertheless necessary) of enabling individual and common 
problems to be 'shared'; the acknowledgement of such problems 
within the group can lead to greater 'group supportiveness' and 
in turn greater confidence and commitment on the part of the 
individual; it may also ensure the necessary "know how" to 
achieve implementation, the lack of which sometimes prevents 
application. This issue raises two related questions:



i Are the various current approaches to mt subject to 
particular problems of transfer?

ii What scope is there for 1bui1ding-in' particular transfer 
strategies to overcome such design-related problems?

3.2 The relationship between types of mt and particular transfer 
problems

The question of what mt in SSDs should consist of is a complex 
one, and beyond the scope of this study. The issues surrounding 
it are referred to in Chapter 2 and curriculum design is the 
subject being investigated by the co-researcher referred to in 
Chapters 1 and 3. However, evidence of what mt in SSDs currently 
consists of has been elicited by means of this study. In order 
to discover whether there are particular transfer problems 
relating to particular types of or approaches to mt, it is 
necessary first of all to establish what these approaches consist 
of, or if indeed they can be classified at all. Further, in what 
ways can they be classified - for example, by purpose, method or 
duration?

Fisher (1987) has argued that within the context of schools 
management, two main themes in relation to mt (development) 
emerge, - one a 'tool kit1 approach to enable rational action, 
the other organisationally - focused, enabling managers to cope 
with the ambiguity and stress of organisational reality. Whilst 
the causes of ambiguity in the education environment may differ 
from those experienced in SSDs, these themes offer a valid basis
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for further classification of mt activity currently provided 
within, or for, SSDs. They provide the underlying purposes of 
mt. The Category 1 and 2 courses which provided the basis for 
research in Dept A may loosely be described respectively as:

1) Tool kit
2) Mixture of tool kit and coping skills

Methods of mt can be discussed in terms of overall approach and 
training techniques. In terms of overall approach, Huczynski
(1986) has identified a very large number of possible approaches 
to mt. Whilst all such approaches might be potential methods of 
mt in SSDs, for the purposes of this study it is more useful to 
ascertain, from the total courses listed in Appendix 2, what 
appear to be the most common approaches currently being used in 
SSDs. Whilst even here there is great variety in specific 
subject matter, duration and number of hours, four main 
approaches appear to emerge; ranging from the micro to the macro 
in scope (Burgoyne, J G and Singh, R 1977):

i The imparting of a unified, limited range of specific skills 
and/or knowledge - typified by short 2/3 day courses on, eg 
‘Selection Interviewing1 'Health and Safety at Work' etc 
usually with a substantial element of knowledge impartation 
and usually linked with the practice of the specific 
organisation.



ii External individual development - education and training 
aimed at the individual manager - eg CMS/DMS, higher degrees 
and Open University programmes, again comprising a 
substantial element of knowledge impartation, but over a 
longer period of time than i). Because these are not run 
'in-house1, and are often industrially based the 'level of 
specificity' (Chapter 5) is quite low.

iii Management Development programmes - typified by a series of 
modules on the management role and management techniques - 
ranging from relatively short, basic courses to longer term 
15 - 20 day programmes on the full gamut of relevant 
techniques, often associated with work-based projects. As 
well as the learning of techniques and gaining of factual 
information, project work and discussion largely relates to 
the specific organisation environment (levels II and III of 
specificity, Chapter 5).

iv Action-based Learning - the focus here is on the 
achievement, through group effort, of projects which are, or 
are perceived as 'real', and in the context of current use 
in SSDs, usually focused on the specific department, ('level 
of specificity' II). There is usually very little, if any, 
taught input.

Within each of these categories, subdivisions can be made to 
allow for variables in, for example, immediate purpose, types of 
teaching/learning methods, target groups, student selection and
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assessment procedures. At the same time, Appendix 2, also 
provides evidence of an intermixing of such approaches - for 
example Action Learning sets preceded by short knowledge/skill 
inputs and opportunities for those undergoing external 
development courses to meet in groups within the department to 
further explore such learning. This intermixing of approaches 
may be evidence of attempts to overcome the transfer blockages 
associated with specific types of mt and, in a few cases, this 
has been confirmed by interviews with TOs.

The duration of mt can be viewed in two ways -

a the total 'training contact' - ie total hours of designed
training intervention and time spent on specific projects or 
discussion associated with the training, and

b the overall period during which the 'designed' training -
both on and off-the-job - takes place.

Both have implications for the individual's ability to learn and 
to retain learning. The significance of the duration (in 
whichever sense) of any training intervention is obviously linked 
with the characteristics of the learning objective. A one-day 
course on 'Stress Management' may have far more impact in its own 
terms than a three-day course on the whole gamut of Employment 
Legislation knowledge and skills. Equally, a 10-day 
'Introduction to Management' programme including a work related 
project which is fed back at the end of the course may be more



effective in producing 'the resourceful manager' than a year-long 
Action Learning project. So in looking at transfer problems 
associated with the duration of training interventions, the 
purpose and subject matter of the training needs to be considered 
also.

The TO then, in designing a specific training intervention, needs 
to be able to identify the particular transfer 'risks' associated 
with such an intervention. Having first of all identified who 
needs training for what, and in what sort of ways such 
individuals can best be trained, transfer considerations will 
need to influence at that stage how such training should be 
designed. However, it is becoming clear that, short of the 
provision of individual programmes for each learner - which in 
the current financial climate is unlikely to be an available 
option - where training is concerned, one can't please all the 
learners all of the time. Within the inevitable compromise 
situation, the TO needs to be able to finely match the optimum 
transfer enhancing method with the optimum limitation of transfer 
inhibitors. However, by beginning to take responsibility for 
self-development, the individual can assist in minimising the 
problems associated with compromised training.

Designing transfer strategies into learning events

In order, then, to optimise mt interventions in terms of 
transfer effectiveness, opportunities for enhancing transfer 
should be explored as well as attempting to systematically attend



to overcoming transfer problems. It was suggested in Chapter 5 
that the transfer enhancers identified by participants were 
largely concerned with the training intervention itself, whilst 
transfer problems mainly related to organisational factors. 
Huczynski (1978) has suggested that specific interventions which 
draw the attention of participants to the nature of the transfer 
of learning and the sort of problems associated with it can be 
built into training programmes in order to reduce the potential 
problems which would naturally arise in the training intervention 
itself. With regard to the role of the TO, it is obviously 
within the context of the designed training intervention that 
she/he has the most direct influence and access to resources.

The five strategies discussed by Huczynski and referred to in 
Chapter 2 are all related to the designed training intervention, 
although, as also indicated in Chapter 2, he has since 
researched, with Weiss and Lewis, the role of the line manager in 
facilitating transfer (1980). It may be, then, that specific 
transfer enhancers could be built into the pre-training and post­
training periods, thus maintaining the transfer theme in an 
explicit way throughout the learning/transfer process. Transfer 
as an explicit issue would then be shared with the organisation 
as represented by the line manager.

The format and extent of such designed transfer strategies may 
vary according to the type of training intervention concerned. 
In some cases (eg process management, work-based projects) they 
may not be necessary. However, the potential use of such



'facilitators' adds to the TO's transfer 'tool kit'. The chief 
restraining factor to the increased use of such strategies is 
probably that of resources. Where training resources both in 
terms of finance and manpower are severely limited, the 
'building-in' of perceived 'extra-time' into training events of 
what the organisation may see as extraneous to the specific 
training theme may not be encouraged. This may equally apply to 
the below-the-line costs of an increased involvement of the line 
manager or the establishment of a mentoring system, as being 
developed by the NHS and referred to by one SSD responding by 
letter to the national Questionnaire.

SUMMARY

The problems of transfer of learning can be related to a number 
of critical stages, all of which contribute to the ultimate 
effectiveness of such transfer.

Using data obtained as a result of this study, it is possible to 
anticipate, for specific training interventions and participants 
the key potential areas of transfer failure or blockage likely to 
be encountered in mt in SSDs. The extent to which TOs in SSDs 
are enabled to focus on the predicted transfer problems of 
individual participants will be reflected in the overall extent 
to which such problems can be minimised.

Strategies for overcoming transfer problems and for enhancing the 
effectiveness of transfer which may include specific content on



the transfer of learning as an explicit issue can be used to 
inform the design of training programmes. All such training 
designs, including specific transfer inputs, should integrate and 
clarify the roles of the Learner, the Trainer and the other 
interested parties who constitute and give effect to the 
organisation, and who influence the extent to which SSDs are 
adequate learning environments.

CONCLUSION

This study has, by reference to the literature on mt and current 
practice in SSD mt, identified a wide range of factors which 
inhibit effective transfer of learning. These have been 
tabulated and summarised in Chapter 5. The research undertaken 
has demonstrated a high level of correlation between issues 
arising in current practice and those referred to in the 
literature. The significance of the organisation in respect of 
mt in SSDs is highlighted by the fact that the majority of 
identified transfer inhibitors were associated with the 
individual as worker - ie the organisational context. Similarly, 
the need to focus attention on the needs of the individual 
learner emerges from both sources as a key issue. The recurrence 
of certain themes arising from interviews with participants and 
'other interested parties' and from the literature appear to show 
that the root causes of this array of inhibitors centre on the 
following mainly organisational issues:



Lack of clear goal-setting at both strategic and operational 
levels
Ambiguity of the manager's role in SSDs 
Professional/managerial role conflict 
Conflict arising from the mixed cultures of the SSD 
organisation
Lack of adequate resources to match identified needs 
Low priority accorded to mt activities

These, together with the approaches to the enhancement of 
transfer discussed previously, suggest a number of areas which 
would benefit from further research, including the following:

The role of the TO in the integration of learning with 
organisational practices and values.
A comparison of the outcome of training supported by 
specific transfer strategies with training which assumes 
transfer will be followed through.
The priority and status of mt within SSDs
The importance of real or perceived pressure of work on
transfer for SSD Managers
The impact of functional group mix in training on transfer 
outcome.

However, whilst the TO may point to the problems of eg an 
unhelpful organisation climate, role conflict and role ambiguity 
of SSD managers, or lack of training resources and status, this 
brings solutions no further forward unless the attention of all



those who contribute to, or hold the resources of, the training 
process can be engaged. Without concrete evidence and 
suggestions about how such problems can begin to be tackled, the 
TO may be accused of using a language which means little to 
Social Services Managers and is less than helpful.

Another important area for further research would be the 
identification of the most important competencies required by SSD 
managers. Research on the achievement of competencies has shown 
(Burgoyne and Stuart 1976) that designed learning activities - ie 
mt per se - are not the most important contribution to managerial 
learning. TOs, then, need to ensure that the expectations of the 
outcomes of mt, however well designed these may be, are 
realistic; further, that the organisation is demonstrably a 
learning environment in which managers can learn the range of 
knowledge, skills and understanding required in whichever ways 
are most effective to them.

The development and management of community care services and how 
SSDs are themselves to be managed in the future are the subject 
of continuing debate, which will no doubt continue beyond the 
implementation (or otherwise) of the 1988 Griffiths Report. What 
is apparent here is that the ability of managers to adapt rapidly 
to change and learn new skills is becoming increasingly 
important, whilst resources within SSDs continue to be scarce. 
It will be crucial for not only the TO and individual managers, 
but other interested parties - ie peers, Line Managers, Senior 
Management and Members - to equally recognise their roles and



responsibilities for ensuring that the most important resource of 
the SSD - its manpower - is effectively managed, and effectively 
manages. In contributing to the building of a Learning 
Environment, they must ensure that those areas of learning and 
development for which designed activities are most effective are 
freed as far as possible from the range of transfer inhibitors 
identified in this study.



REFERENCES

ACC/AMA/LACSAB/LGTB: Social Services Study Group (June 1979)
"Social Work and the Systematic Provision of Local Authority Social 
Services"

ASHTON D (1974) "Project Based Management Development" Education and 
Training July/August pp 203-5

BARCLAY REPORT (1982) "Social Workers, Their Role and Tasks", London, 
Bedford Square Press

BELASCO, J A and TRICE, H M (1969) "The Assessment of Change in Training 
and Therapy" New York, McGraw-Hill

BELL, L; Devine, K; and Lane, S (1987)"How managers are made" Social 
Services Insight 25 September 1987

BENNETT, R D and Reynier, P(1978) "The Education Experience" Management 
Today May 1978 pp 19-26

BERGER, M (1977) 'Training and the Organisational Context1 Journal of 
European Industrial Training 1, 2

BERGER, WILLIAMS and THODEY (1973) "Evaluation of Management Training" 
unpublished report, Birkbeck College



BOOTH, T (1983) "Collaboration and the Social Division of Planning" from 
Research Highlights No 7 - Collaboration and Conflict: Working with Others
edit J Lishman, University of Aberdeen Dept of Social Work, pp 10, 11

BURGOYNE, J G and SINGH, R (1977) "Evaluation of Training and Education", 
JEIT 1, 1

BURGOYNE, J G and STUART, R (1976) "The Nature, Use and Acquisition of 
Managerial Skills and other Attributes", Personnel Review, Vol 5, No 4, pp 
19-29

BURGOYNE, J G and STUART R (1977) "Implicit Learning Theories as 
Determinants of the Effect of Management Development Programmes" Personnel 
Review Vol 6 No 2

CASEY, D (1980) "Transfer of Learning - There Are Two Separate Problems" 
from Advances in Management Education, edit John Beck and Charles Fox, John 
Wiley & Sons Ltd, pp 303-321

CENTRAL COUNCIL FOR EDUCATION AND TRAINING IN SOCIAL WORK (CCETSW) (1975) 
"Paper 10: Education and Training for Social Work" p 39

CCETSW (1981) Paper 15:1, "Guidelines for Courses Leading to the 
Certificate of Qualification in Social Work" (Rev. ed.) London

CCETSW (1976) Paper 13: "Values in Social Work"



CHALLIS, L (1979) "Personal Social Services", from "The Consumer’s Guide to 
Local Government" edit Martin Minogue, for the National Consumer Council, 
Macmillan, London

CORFIELD, K and PENNEY, M (1983) "Action Learning in the Social Services" 
from 'Action Learning in Practice1, edit Pedlar, M, Gower

CUNNINGHAM, I and FAHEY, U (1976) "Administrators and Professionals in 
Local Government" - Local Government Studies October 1976

DAVEY, W (1983) "A Choice of Courses" Health and Social Services Journal, 
24.3.83

DAVIES, I K (1971) "The Management of Learning", London McGraw-Hill, p 13

DAVIES, J; STEELE, T and CURTIS, C (1983) "One Job Two Hats", Health and 
Social Services Journal, 27.1.83

DAVIES, M (1988) "The Summer of '88", Community Care 13.10.88

DHSS, (1976) "Report of the Working Party on Manpower and Training for the 
Social Services", pp 99-101, HMSO

DESSLER, G (1976) "Organisation Theory: Integrating Structure and 
Behaviour" 2nd edit., Prentice-Hal1, p 417

EALES, R (1987) Column in The Independent, 13.3.87



EASTERBY-SMITH, M (1981) "The Evaluation of Management Education and
Development: An Overview", Personnel Review, Vol 10, No 2, pp28-36

EASTERN, ESSEX AND HERTFORDSHIRE JOINT TRAINING COMMITTEE FOR LOCAL 
AUTHORITY SERVICES (1981) "Management Development: A Practical Approach" (p 
16)

EISNER, E W (1979) "The Use of Qualitative Forms of Evaluation for
Improving Educational Practice" Educational Evaluation and Policy Analysis
Nov-Dee, Vol 1, No 6, p 13

ESKIN, F and NICHOL, B (1979) "Team Development in the National Health
Service", from Change Agents at Work, edit R Ottaway Assoc Business Press

ETZIONI, A (1969) "The Semi-professions and the Organisation: Teachers, 
Nurses, Social Workers" New York Free Press

FISHER, C M (1987) "Teachers, Schools and Manager Development" The
International Journal of Educational Management Vol 1 No 1, pp 5-11

FLEISHMAN, E A (1953) "Leadership Climate, Human Relations Training and
Supervisory Behaviour" Personnel Psychology 2(4) pp 419-425

GOODSTEIN, L D (1978) "Consulting with Human Service Systems", Addison-
Wesley publishing Company, p48

GRIFFITHS (1988) "Community Care: Agenda for Action" Report to the



Secretary of State for Social Services by Sir Roy Griffiths, HMSO 
GRIFFITHS, P HAWKES, R and WAINWRIGHT D (1981) "Towards Working Together" 
Health and Social Service Journal 5.6.81

HALPIN, (1979), "Management Skills Courses as a Change Strategy", R N 
Ottaway, ed Change Agents at Work. Assoc Business Press

HAMBLIN, A C (1974) "Evaluation and Control of Training" McGraw-Hill

HANDY, C (April 1987) "The Making of Managers": Report of the Working Group 
chaired by Charles Handy, MSC/NEDC/BIM

HARRIS, R J (1983) "Social Work Education and the Transfer of Learning" 
Association of Teachers in Social Work Education, Vol 3, No 2

HASENFELD, Y and ENGLISH, R A (1977), eds, "Human Service Organisations" 
Ann Arbor The University of Michigan Press, p 1

HERZBERG, F (1966) "Work and the Nature of Man", Cleveland, Ohio: World
Publishing

HESSELING, P G M  (1971) "Evaluation of Management Training in some European 
Countries", from "Clinical Psychology in Industrial Management and 
Organisations - Progress in Clinical Psychology No 9 edit L E Abt and B E
Reiss - Grijne and Stratton, 1971 pp 91-105

222

■1

HANDY, C (1971) "Exploding the Management Education Myth", European .4IBusiness, No 29 %



HODGSON, V E and REYNOLDS, P M (1981) "The hidden experience of learning 
events - illusions of involvement" Personnel Review Vol 10, No 1, pp 26-29

HONEY, P and MUMFORD, A (1986) "The Manual of Learning Styles", Peter Honey

HOYLE, A R (1983) "The Evaluation of Training - a public management 
perspective" Commonwealth Secretariat, London

HUCZYNSKI, A (1978) "Approaches to the Problems of Learning Transfer" JEIT 
1, 1978 pp 26-9

HUCZYNSKI, A (1983) "Encyclopaedia of Management Development Methods", 
Gower

KAKABADSE, A (1982) ‘Culture of the Social Services' Gower

KEMPTON, G (1982) "Trial Run for Training" Health and Social Service 
Journal 15.7.82

KOLB, D A (1984) Experiential Learning Prentice-Hall

KOUZES, J M and MICO, P R (1979) "Domain Theory: An Introduction to 
Organisational Behaviour in Human Service Organisations" The Journal of 
Applied Behavioural Science Vol 15, No 4, pp 449-469

LAVAN, H; WELSCH, H P and FULL, J M (1981) "A Contingency Approach to 
Organisation Development Based on Differentiated Roles" Group and



Organisation Studies Vol 6, Pt 2, pp 176-185

LOCAL GOVERNMENT TRAINING BOARD (LGTB)/INSTITUTE OF LOCAL GOVERNMENT 
STUDIES (1982) "The Development of Chief Officers"

LGTB (1983) "Management Training and Development Needs of Senior Staff in 
SSDs"

LGTB (1986) "Survey on Manpower and Qualifications within SSDs in England 
and Wales and Social Work Departments in Scotland, p52

LGTB (1987) "Development of Senior Managers within SSDs" - Interim Report

LGTB (1988) "Development Needs of Senior Managers in SSDs"

MANT, A (1969) "The Experienced Manager: A Major Resource" BIM London

MEREDITH, G and BROUSSINE, M (1979) "Management Development in a Social 
Services Department, JEIT 3(7)

MILES, M B (1959) "Learning to Work in Groups: A Programme Guide for 
Educational Leaders" Bureau of Publications, Teachers College, Columbia 
University New York

MUMFORD, A (1983) "Emphasis on the Learner; A New Approach" Leadership and 
Organisation Development Journal Vol 4 No 1 pp 17-19

NHS TRAINING AUTHORITY (1986) "Better Management, Better Health"



NELSON, E G and LONGBOTTOM, D A (1978) "Planning for Effectiveness in the 
Social Services - An Appraisal of the Corporate Approach" Local Government 
Studies October 1978

NEWBY, I and YARLETT, P (1983) "Training Team Members to Be More Effective" 
Municipal Journal 25.3.83

OATEY, M (1970) "The Economics of Training with Respect to the Firm" 
British Journal of Industrial Relations 8(1) pp 1-21

PALFREY, C F (1981) "Management Training Needs in Social Services 
Departments", Social Policy and Administration 15/2 pp 125-35

PEDLAR, and BURGOYNE (1988) "Envisioning the Learning Company", from 
applying self development in organisations, Pedlar, Burgoyne, Boydell, 
Prentice-Hal1

RIZZO, J; HOUSE, R J and LIRTZMAN, S I (June 1970) "Role Conflict and 
Ambiguity in Complex Organisations" Administrative Science Quarterly Vol 15 
pp 150-63

ROBINSON, K R (1981) "A Handbook of Training Management", Kogan Page, p 158

SEAGOE, M V (1970) "The Learning Process and School Practice", Scranton, 
Pennsylvania, Chandler

SOLOMON, R L (1949) "An Extension of Control Group Design" Psychological



Bulletin 46 pp 137-50
STIEFEL, R T (1974) "Learning Transfer Strategies in Management Training" 
European Training 3,1

STUART, R and BINSTED, D (1979 and 1980) "Designing Reality into Management 
Learning Events, Parts I, II and III Personnel Review Vol 8, Nos 3 & 4, 
1979 and Vol 9 No 1, 1980

STUFFLEBEAM D I; Foley, W J; Gephart, WJ; Guba, E G; Hammond, R I; Merriman 
H 0; Provus, M M; (1971), "Educational Evaluation and Decision Making", F E 
Peacock Publishers Inc, Ithaca, Illinois.

TALBOT, R (1985) "Situational Influences on Learning Styles" ICT Nov/Dec 
1985, pp 19-27

THOMPSON, D (1983) "Perception, Power and Responsibility in Management 
Development: A Study of the Implications for Change in the NHS" Management 
Education and Development Vol 14 Pt 3

THURLEY, GRAVES, and HULT (1975)

UK DEPT OF EMPLOYMENT (1971) "Glossary of Training Terms", London, HMSO

VANDENPUT, M A E  (1973) "The Transfer of Training - Some Organisational 
Variables" European Training Vol 2, No 3 pp 251-262

WARR, P; BIRD, M and RACKHAM, N (1970) "Evaluation of Management Training" 
Gower Press



WARREN, M W (1979) "Training for Results" 2nd edition, Addison-Wesley, pp 
8-16

WATSON, T J (1982) "Group Ideologies and Organisational Change" Journal of 
Management Studies 19, 3, pp 260-275

WEBSTER, E (1967) "How to Get the Better of Business"

WEISS, E; HUCZYNSKI, A A; and LEWIS, J W (1980) "The Superior's Role in 
Learning Transfer" JEIT Vol 4, No 4, pp 17-20



APPENDIX 1

NATIONAL QUESTIONNAIRE 

PARTS A AND C AND 

COVERING MEMORANDUM



Mr. M. Mills
Principal Training Officer,
Norfolk Social Services Department 
Tel: Norwich (0603) 611122 Ext. 5026

Mrs. A. Tolley
Assistant Joint Care Planning 
Officer,
Norfolk Social Services Dept. 
Tel. (0603) 611122 Ext.5020

Date as postmark

Dear Colleague

MANAGEMENT TRAINING IN SOCIAL SERVICES DEPARTMENTS

There has been a significant increase in attention to management training and 
development in local authorities since the re-organisation of Local Government in 
1974. In addition to individual initiatives, the Local Government Training Board, 
as you will know, evolved a management development advisers programme in 1975. A 
more recent project was the initial report to the Association of Directors of Social 
Services in 1983 on the subject of the management training and development needs of 
senior staff in Social Services Departments.

Despite this increasing activity, literature on management training in Social 
Services Departments is scarce. Little systematic research has been carried out 
into its effectiveness.

We have both had 13 years experience with Norfolk Social Services Department, and 
have been involved in the design and management of the Authority’s Management 
Training Programme. We are now researching into the curriculum planning and 
effectiveness of this and similar programmes and are trying to ascertain general 
patterns of management training activities in other Social Services Departments. We 
would, therefore, be extremely grateful for your co-operation in achieving this 
Objective. May we ask you to complete the survey form attached and return it to us 
Ln the enclosed prepaid envelope.
The amount of detail reflects the large number of management training models in 
iommon use. We hope you find the information gained interesting and worthwhile.

tf you have any queries about the survey or would like any further information,
please telephone us at either number listed above.

fe should be grateful if you would return your completed questionnaire to us by
February 28th 1986, owing to the time scale of the study.

fours sincerely,

lichael Mills Ann-Marie Tolley

i
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M. F. MILLS and A-M. TOLLEY
SURVEY ON MANAGEMENT TRAINING IN SOCIAL SERVICES DEPARTMENTS 

Definition: Management Training1

Throughout the questionnaire the phrase ’management training’ is used. In your 
responses we would like you to adopt the following definition of the phrase, based 
on Hamblin’s definition of training

’any activity which deliberately attempts to improve a person’s skill in a job 
of a managerial nature’

It may be therefore that you will discuss activities which your organisation 
describes as ’management development’, or ’manager education’ if they fit the above 
definition.

All data will be guaranteed confidentiality, so please be as frank as possible in 
your answers. Please clarify practice, in cases where this differs from policy.

Now please continue and complete the questionnaire. Please write N/A against any 
item which is not applicable to you.
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INFORMATION COLLECTION - 
RESEARCH PROJECT ON MANAGEMENT TRAINING IN SOCIAL SERVICES DEPARTMENTS 

(please attach continuation sheets if necessary)

All information collected will be treated confidentially and only used for the 
purposes of this research under the Directorship of Dr. Colin Fisher, Department of 
Management Studies, Trent Polytechnic.

A 1. Is Management Training arranged in your Authority by

a) Chief Executive’s Department.
b) Social Services Department.
c) Any other Department.

d) Combination of Departments
If c) or d) please specify. Please tick as

appropriate

2. Are Management Courses run by: -
a) Internal Trainers
b) Internal/external trainers j

c) External trainers — — — —
These items refer to the management of the Course.

3. (i) What is the length of the Courses and the number of students involved
(if more than one type of course please show seperately).

TITLE TEACHING
HOURS

STODENTS ON COURSE STUDENTS FROM YOUR 
SOCIAL SERVICES DEPT.

Course 1.
Course 2.
Course 3.

Course 4.

Course 5.

Course 6.



What level of staff are these courses a) advertised for (include spinal points 
APT & G staff salary scale) b) accepted at

Course 1. 
Course 2. 
Course 3. 

Course 4. 
Course 5. 

Course 6.

a) b)

(ii) Over how many days are the Courses spread?

Course 1.   days

Course 2.   days
Course 3.   days

Course 4.   days

Course 5.    days
Course 6.     days

(iii) How are the days spread e.g. consecutively, in blocks (if so what length) 
weekly, monthly.

Course 1.______________________________________
Course 2.______________________________________

Course 3._____________________________________
Course 4. ____________________________________

Course 5._____________________________________

Course 6.



(iv) (a) How much additional time is expected for reading and assignments? (b) 
How much of this time is granted as leave from work?

(a)
Course I. j

(b)

Course 2.
Course 3.

Course 4.
Course 5.
Course 6.

(v) Are staff attending these courses 'replaced' in their place of work 
whilst attending the course?

Course 1. YES/NO*

Course 2. YES/NO

Course 3. YES/NO
Course 4. YES/NO
Course 5. YES/NO
Course 6. YES/NO * Please delete as appropriate

(vi) How frequently are these courses run?
Every month 6 months ' Annually Over 1 year

4. Please list any other Management Development activities other than Training 
Courses:- Details

PLACEMENTS_____________________________________________

SPECIAL PROJECTS________________________________________
FORMAL COACHING__________ _______________________________

OTHER (please specify)  ____________________________



In your organisation, are Management training courses seen as in­

Important to promotion
Not
1

very
2 3 4

very
5

As a priority for staff 1 2 3 4 5
Of high status 1 2 3 4 5
Relevant to job 1 2 3 4 5

appropriate
Indicate below if you feel that any staff groups feel differently about this:~

In your opinion, to what extent is attendance of courses affected by:-

Very much Very Little
a) Geography 1 2  3 4 5

b) Time off 1 2  3 4 5

c) Competition for places 1 2  3 4 5

Do existing resources allow you to provide sufficient Management Training 
opportunities?

YES/NO
If NO please indicate area and extent of shortfall.

Is the training programme aimed at:
Please tick as appropriate

Course Number
Improvement in existing jobs

Contributing to effectiveness in 
changing role at the same level.
Preparation for promotion

Other (please specify)

Are the Courses AWARD BEARING

1. 2. 3. 4. 5.

(a) SOME (b) ALL (c) NONE 
If the answer is (a) or (b):-

AWAKDING AGENCY
Are the awards:-

Certificate
Diploma
Degree

LOCAL AUTHORITY UN IVERSITY / OOLLEG E

Please tick as appropriate and indicate which course you are referring to (i.e. 
Course 1, 2, 3, 4, 5, or 6). Please specify educational institutions.



How are Courses managed?
If a Committee, give membership by job title 
If more than one system please describe all models.
Course
1
2
3
4
5
6

Do you have a budget head for Management Training
YES/NO

If YES,

a) How is this calculated ?
Please give brief particulars:-

b) What % of your total training budget does this represent?

Are there any issues or concerns that you would like to raise about management 
training in Social Services Departments. Please make your comments in the 
space below:-
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b)

CURRICULUM PLANNING

a) Is a staff appraisal system carried out for Managerial staff. YES/NO 
If YES, (i) What is the frequency:- 6 months

1 year 
over 1 year

(ii) Are objectives set

(please tick as appropriate)

YES/NO
(iii) For what spinal points are assessments carried out (APT & C 

staff salary scale) __________________________________

(iv) Does this cover the full range of staff in Managerial 
positions YES/NO

If no appraisal system exists how are Management Training needs identified 
- please specify

How are identified training needs communicated to the course organisers 
(If by group or committee show designation of members)

Are training needs related to Course Curriculum by:-
Course - 1. 2. 3. 4. 5. 6.

a) Matching to existing courses.
b) Designing new courses.

c) A combination
What is the designation of the employer’s repres entative res porn3 ible for the

Are they 1st Tier 
2nd Tier 
3rd Tier 
4th Tier 
5th Tier

Who do they report to:-
are they 1st Tier 

2nd Tier 
3rd Tier 
4th Tier 
5th Tier



How are the Courses managed Course

a) By person or section 
(please specify designation)

b) By Employers Committee 
(please give designation)

c) Joint Management Commitee
(as for Certificate in Social Service)

d) By academic Institution
(i) Including employer representative
(ii) Excluding employer representative 

How are courses funded. Course •

a) By contract for course

b) By ’In House’ labour
c) Individual sessional payments

d) Fee per student
e) Other (please specify)

1. 2. 3. 4. 5.

I. 2 . 3. 4. 5.

TRMSFER OF LEARNING 

Def initions

Within the context of this questionnaire the following terms are defined as:- 
evaluation of training:- "any attempt to obtain information (feedback) on the 
effects of a training programme, and to assess the value of the training in the 
light of that information". (Hamblin, 1970)

job-behaviour level

the third level of evaluation of training as discussed by Hamblin, (1974) which 
refers to the application of learning acquired during training on the job.

1. Are management training activities in your department evaluated

a) occasionally

b) usually
c) always

d) never



If d) is this because

a) you are unconvinced of evaluation methods
b) you are satisfied with apparent results
c) you lack sufficient resources
d) certain activities are especially difficult to evaluate
e) other (please specify)

If management training is evaluated, does this involve.
Cours e - 1.

a)
b) 
<0
d)
e)
f)

Training Officer 
Student
Student's Line Manager 
Lecturer
Other (please specify)
Combinations of above (please specify)

2. 4 . 5. 6.

Is evaluation carried out at the job behaviour level?
YES/NO

Are there certain activities for which job behaviour level would not be 
evaluated

YES/NO
If yes, please specify.

What methods of job behaviour evaluation are used?
a) None

b) Self appraisal

c) Appraisal by line manager

d) Activity sampling
e) Critical Incident Technique

f) Other (please specify)

Is evaluation carried out

a) during the course

b) immediately following

c) within 6 months
d) within one year

e) combinations of the above

f) other



7. : ‘̂at'factoiB do you feel Inhibit transfer of learning, particularly in relation
to Social Services Departments.

Irrelevance of course content 

Course method 
Role ambiguity

Lack of departmental reinforcement 
Uninvolvement of line manager 

Organisation climate 
Other (please specify)

Are specific steps taken to enhance transfer
YES/NO

If yes, do you use - Work based projects
Pre-course briefings 
Post-course follow-up meetings 

Specific course input on transfer issues 

Specific involvement of line manager 

Other (please specify)
a) Is there any formal feedback to Departmental management on staff 

performance during training ?
YES/NO

If yes, please specify how this is carried out.

b) Is there any formal feedback to Training Officers on staff performance at 
work after training ?

YES/NO
If yes, please specify how this is carried out.

10. Are there any other transfer of learning issues which you feel are important?
Would you like to expand on any of the above responses? If so, please note here 
or over page:-

SSC 17/2



APPENDIX 2

RESULTS OF NATIONAL QUESTIONNAIRE 

- PART A (AND C10)
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~-Is the ~raining progra~me aimed at: 

.• t:....::<""' 

~~~:;;. 

.,'":~~::::z~~--~sl/' ~ 
I ~ ~: '··,•~ ·~;.~/ ··"/"'" m tho """" """"' ' 

jnot : 

!given 

I 
i -: 
: not 
bven 

-i 

i . 
j Training Section and Director 1 

i Social Services 

.Personnel Dept. (L.A.) 

:+Respond_! LGTB in collab. 
i ing to f 

J staff 

with Centro,\ 1"0 

1demanrls 

'

for opporL 
tuni ty ! 

- I + " i University 

NISW 
i - i + 

+ + 1- Agency /Crllege Jt'1C 

.,. i 
! 
I ! 

R ; -

- + - -

-1- ... -Q +' 

+ i- l-
! 

+ + -

-1- - + -
... + ..j- -

+ -1- - -

-1- -l- - -

:Mgt Committee (composed_ of 
;dept Training Officer 

College Cttee with .cepresent. 
from County Personnel 

College Cttee with represent. 
from Social Services 

; Pn~~;~~~ b\j Ch.U.f 
i htCM.ht~.e's l).tpr. iA 

· \,0-.i<,ol". w\ \h c.olle~Q.. 

i 
I 
jPrU.....oJJ~ bj ~ftnGl~ol'TO I( SSD) "'liaison WtthCd"'1LI 

I I 
I I 
! I 

A 2.: q 

Q 

<>"'>' 

•'I 
.,.~~)' 

.. ;-~~ .. /' 
~O)"b~,/ • 

3. .;;Y level of Students ;}};~- l~ 
+'Z~¥' ~%;/htrE_I.Lm~ .. l9!_~I.s~ ...:"!~: "--/ ><· 

<:)~' Course Title 
lfo.at Teaching 
a·ti•c ~ ~tr;;-l ~ '<)"'/ In vi ted 

i 
1 Management of ~lental Health 

Service 

. , ~------r . . 
30 !5 days irn11ocks tz.;.fti I APT & C 

I i ! I 
I Going Local 

! 

i 
j Supervisory Management 

,j Introduction to Sup. Man. 

4Vo.nous .Stl'l~\.e dl\.U wdk.s'r-ops , 
l j ' 
! 

J Management Development Skills 
! 

I 
MSC Social Services Mgt 

NISV/ Sandwich Cse,lSoaO.I Silwvite. 
>'Y\c.l't'~12..1n£1\\:' 

! CSS Special Option on Mgt 

Management & Supervision 

i c.M.S. 

N.E. B. S:S. 

lnrrodtA~hen ~ man~~r 
1\t=ne. rio.flo..~e.Jl'\.U\r 

Sl!..!euh~ lAruvr{wLn~ 
v~sl{lr&~-hoY! c.J ft~e.h:n1s 

Hea.tth cwl SoJ.t~ 

il [ddlt liOM.jei s Cow5e. 

~« liOJ\t\jUfl.ffit (ou.rse. 

I 1 

! 1 

12 

24 

i24 
! 

il5 days 
i 
! 

:20 days 
i 
)so days 

:140 

1180 

80 

!3o 
12.. 

it& 
I 
i 18 

I 
112. 

130 
lr,o~5 
I YfDfGC 

I 
I 

f 2 days ~o~: are one-off :6/12 ; 

~eeeral courses 

~4 days 

;4 days 

5 

10 II 

j a:e' on rolling 
! anual 
l '· 'P1gramme 

':;~ 

2 ~ S~bloclcs 

12/12 i 

501/2.+ 

Po3/r 

Accepted 1 
t Est.need J Tiaeallowed .. _ 

Pi & C 
I 
~7/27 
I 

' '25 

No i 

' ! r_ .. 
! Not speci~ None J~~b;~~~ t~i~~ie day workshops, app 

tied l 16 different ones about 25% attendan 
Work related projects \Social Services 
are used which are 
regarded as being part 
of the job and not j 
"homework" i 
' I 

I 

I 
known Not known l) 

Some None 

Some None 

Some None 

) b . . :) These courses have een 1n use 1n 

·)but a trickle of staff have used s 
:)courses in the past. 

)Courses 2 & 3 - about 36-40 on spi 
i)· 
i) 
:) 
j) 
!) 

) ' 
;)*·r{f ck~fl~ Specltd OphC>o' o~ c.ss 
i; 

key residential staff are rer 

;2-5 /I b ! No ; 2./)hour 5 None. 

; 
I I> 

II 

" 
~ 

iuph II 

'311& 

4/SI-.:w~ 

Nli... 

Lt/5hou.l~ 

\othoUfS 
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g Is the training progr.amme aimed at: 

'<. 

.,~q. 

'""'~~ ...... 
;J .:...~ 

~~f~~~~;~~-~~l{ ... ":. """" 
i/ i 

managed 1 

+ ! - IN/ A 

i 

+· 

+ - - ! -

1 I 

PeroonnP.l Dept 

SSD Staff Development Section 

JMC reps from Agencies & 
Colleges 

+ + Integra-: t< Do not understand question» 
1 tion of ; 

c.kpt,Mngemt 
style & 

aims 

+I -

+ -

A2:fD 

~r 
.1.:,. 

Course Title 

I MSc and M A in Social Services 
i Planning 

:OMS 

I 
Staff Supervision 

Action Learning Sets 

Management Trends 

Mgt trng on Mental Health Act : 
and A.S.W. 

Middle Management 

Snr Mgt Development 

CSS Special Option 

[Harrow] Management Course 

II II 

II III 

"'C!·_at Tt:a:dting :---- Pattern 
a tue Hours ~t1on--l --

,.y-
.::,~/ Level of Students 

"'"" ln~ited -. ~c;e~ed 

~O;l' 

-~~"£v,~;., -""- c,,,,L 
' Est .need ! Ti•e allow~CI 

,-· f---i 

joay re- Joay releas( Weekly 
:lease x ,over 2 yrs! 
[2 days I 
i I 
JOay 11 ~eekly 

jz/12 r " ' •boo. 

l 
! 

l2/12 I 34~ above 

p4 + 

i 

34 + 

I 

k· 
!' 

5; 

I No Assign~ent~ Minimal 
: 1 even1ng 
' per week 

No 

;Release i j 

:6 days ;6 days j1 day/3days/2 days 6/12 Aim is Manage~s 
at all grades ! 

l5/15 No Project in; All of it 
' Supervision I I 

\, i 1: • 
i'2 day j6 days f2 d~y monthly 
:~.morith I ., · 
;:> aay j5 days block 

jblock ! 1· . 
I ' I 
i3 day !3 days ,3 day I:Jlock fZ/12 I 

12/12 

6/12 

iblock 1 1 I ' ' I I ! i j l 
I I : I 
!96 112 days !Monthly p/12 
' !Q•Jer 1 yr I j 

i 
I 

I 
J300 

I 
!. 
I 
:126 

i 
1126 

I · I 

! l I 
!1 day 11 day ! ? 

I [!10 consec weeks) I I 
j2 days pw -:Prac.hGt-- J i2112 

1 
. . 

1
. JO consec wks I 1 

I I l : 
i i · .- · · ! I 
JlB days [1 day per fort- 12+/lZ 

I night 
I 

l 
18 days J2 or 3 day blocks i j. 

l i 
1

105 + 16~ days il ·wk blocks + 

,8 hrs /2~ day projects 
iprojec.t i 
I I 
j i 

i 
! 

Managers ~4 + il4/28 

Managers at 134 + .15/15 
all levels j I 

I ' 
Team Leaders ITeam ; 

Leaders & 12/12 
tiv Mgrs. 

Admin/Field/R~sid 115 
staff in line i mngmnt 
& have staff in L.M. 
to them 

PO 4 + 
I 
i 
I 
i 

)2/12 

Res/0 Care St~ff who !s [X.yr 
are line Mgrs I 

All levels All ) /24/24 
'levels*), 

)' 
): 
): 

)/24/24 
)i 
)! 
)l24/24 
I 
I 
I 

· No Project 
work 

No I None 

All of it 

No 1~. day : All of it 
prereading 

: No None 

No IN/ A 

Yes 110 hrs pl. 
week 

: By I Approx 1 
Deputt hour per 
i.e. 1 session 
No I 
addnl 
re-
place 
ment 

! . 

Mostly 
carried out 
at work j 

I 
Expected to 
be done in; 
work time 

i 
overnigtt 
time (~/ 

given at I 
of course 

Sample of 6 mgt. training 
courses across a range 

Students qualifying for C 
Management Positions 

Officer in Charge to 
Controller 
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SECTION A
A7 Do existing resources aLLow you to provide sufficient mt opportunities? 

if no. indicate area and extent of shortfall.

A NO Many residential managers (over 200) who will have to wait.

J

B YES

C NO

D NO N/A

E NO Courses 2, 3, 4 and 6 need to be more frequent and catering for
more of our staff.

F NO Time, money and relief staffing.

G YES

H NO Trg Officers' time - if more available, there would be a resulting
shortfall in finance.

I NO

J NO Dept is looking to localise its area teams and services. Present
resources have not allowed for this development - shortfall approx £10,000,

K YES

L NO Other MD opportunities not seen as important.

M NO Money and staff.

N NO Could do with more resources of time and money.

0 YES

P NO No first-line training in any systematic basis 2) No imparting of
specific management skiLLs 3)No preparation for corporate role.

Q NO Relief of staff in sufficient numbers is a problem.

R NO Access to CMS falls far short of demand.

S N0(Yes No external day release for DMS etc
In House)



T NO Need more project/practice reLated tasks for Middle Management
Course of Personnel Dept

U YES

V NO Residential staff still involved in basic training and resources
concentrated on this. Time and Finance.

W NO Not enough commitment to an i nteqrated approach.

X YES

Y NO Number of staff who wish to attend courses is so great that
foLLow up courses are inhibited by staff and time available 
(ie Training Staff). Still giving staff their 
"first taste" course.

Z NO Could do with £7,000 more in Budget - but also could do with more
explicit backing by Snr Mgt to regard this as a priority.

AA NO Succession training eg Snr Social Workers, Deputy Managers 20+

BB NO Currently assessing it.

CC NO

DD NO The whole spectrum of mgt training. Only 25% of aLl managers have
any management training.

EE NO Majority of people and management have been offered no form of mgt
trai ni ng.

FF NO Advanced / degree level.

GG NO Too early to tell.

HH YES (in Mental Handicap Field only).

II NO The money to draw up a full programme and see it through with aLL
management staff. Major shortfall - Senior Management Training.
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SECTIONS A12 AND CIO

OPEN QUESTIONS ON "OTHER ISSUES" RELATING TO 
MANAGEMENT TRAINING IN SSDs 

AND TO TRANSFER OF LEARNING (SUMMARISED)
DEPT
CODE

D

F Lack of follow-through into work situation. Much input like 
"sand through a sieve".

J Formal, off-site management courses now less favoured. 
Preference to concentrate on small groups of staff, existing 
teams or line management relationships (form of organisational 
development). This hampered by clear set of organisational 
values: lack of systematic support to first-line managers: 
relative neglect of residential units; failure of most 
authorities to adopt staff development review policy. Interested 
in distance learning development and preparation of potential 
managers.

L This year diverted much of training budget to training in-house
rather than seconding. Idea of management development 
opportunities in addition to courses not widely seen!

M
N "Very early days in development of our management programme".
0 Need to make management training normal part of expectations made

at particular job level. Present permissive recruitment for most



courses only attracts the less needy. (Re-transfer) main problem 
is lack of formal controls in on-going supervision/recruitment. 
Group-based pro.iects more objective and followed-up - not always 
on an individual basis once course experience over and Training 
Section requirements met. Management Training rarely a "pure” 
training activity - usually linked with a social work practice 
area, policy development or area of change.
Is obviously a neglected area, not from lack of desire, but from 
culture in SSDs which concentrates on service provision and up­
dating to meet new professional demands.

Training Section attempting to develop a co-ordinated management 
development package. Problems are:
1 Senior Managers acknowledge their managers are poor and 

poorly trained, but seem unclear on what they expect from a 
good manager.

2 External courses (DMS, MAs, etc) cover wider context
adequately, but do not turn out a totally well equipped
package.

3 Managers do not acknowledge their problems/unaware of their 
weaknesses.

4 Packs/books of limited use in sorting out the trainer's 
task. Currently working on enhancement of transfer 
strategies.

Dilemma between general management re all (LA) Departments and 
management as it applies to social work. Important for managers 
to see "common skills11 required in management, yet this gives the
opportunity for them to duck issues as not relevant to their
situation. Importance of work-based pro.iects and task-centred 
learning.
Even with total backing of Senior Management, difficult to devise 
programme to suit variety of needs in SSDs. Different learning 
styles. Tried to push 'learn to think and question' and 
'theoretical frameworks', but for some staff was disastrous 
because of difficulty of transfer. Now doing work pro.iects with 
staff from similar .jobs. Managers of residential and day care 
settings found transfer difficult: many untrained, and found
this learning type hard. Training aimed at a departmental 
identity and relationships.



V Very few short courses in the NW specifically tailored for SSDs. 
An appraisal system would assist identification of needs and 
feedback on performance.

W Training has to face issue of 'powerlessness1. Where management
workloads are such that training time cannot be spared, serious 
doubt on individual's and institution's ability to manage and 
prioritise.

X Final responsibility for CMS/NEBSS with Central Personnel -
Departmentally, constant discussion and formal/informal feedback 
takes place.

Y When initiated 4/5 years ago, overwhelmed by demand/support for
management training. Staff crying out for more, particularly SW 
Team Leaders and Residential Care Managers. Usually left to 
individuals to discover management aspect themselves and in my 
opinion, borne out by observation, SSD staff are poor managers. 
Transfer vastly improved if organisational climate right. Our
management development programme suffered in early days when 
first participants returned to unhelpful environment.

Z Most Manager's training should relate to .job tasks and to
personality of the Manager - and spread over period of time. 
Centralised pre-arranged curricula on block courses less lasting. 
Block study on specific skills useful, eg 
Recruitment/Negotiating. Enthusiastic line manager/Senior 
Management support vital.

AA In running a management development programme for first time,
number of issues raised:
lack of pre-course appraisal - 'sacred cow' of professionalism by 
SW trained managers - Learning styles - differing backgrounds, 
academic levels - Need for basic management skills/knowledge
before developing the 'person/manager* - Management commitment -
time - supervision - honesty about reason for being nominated.
Re-transfer - benefits from group learning process on Course 1 
MDP - shared learning, appreciation of each other's roles, etc 
enhance skills greatly, but not easily measurable.

BB Insufficient range of suitable courses available.
CC Management training here not specifically targeted; has to

compete with heavily pressured training budget (£95,000 in all). 
No transfer evaluation (only 'consumer evaluation'), so danger of 
wasting money/time on some management training. Some courses 
have 'feedback' or 'recall' day, but does not amount to transfer 
evaluation.

P2: 35



DD Attempting to develop a management training strategy. Likely to
be .job-focused, and to use trainers who train others.

EE -
FF -
GG - But details of management courses organised through Central

Training emphasise responsibility for self-development and 
training other than courses and need for current courses to be 
explored in greater depth and be 'even more1 related to work 
problems.

HH (Relates only to management training in mental handicap
services). Following 5-day block courses, localised inter-agency 
management training programmes planned - concerned with real 
problems re-developing/managing mental handicap services.

II Making management training a key priority supported by Senior
Management in ACTION terms - belief by managers that management 
role is their key role - tunnel vision that all management 
training must be professionally focused. Need for line managers 
to accept role re training, appraise staff, re-inforce 
departmental policy/procedures.

C:MC2/VML/MISC/AXA12C10.NTS



APPENDIX 3

RESULTS OF NATIONAL QUESTIONNAIRE 

- PART C
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-a fD < o
CD < fD •■o3  OJ fD 3
<  C r fD Q l—j. O OJ 3 — h
i/ i * o c r r +O 3 o~s fD O3 — h  OJ
r+ r+ c rO  OJ t/>t Q  c r O r +  OfD — h OJ SZc + cr Q . — ■
= r 3 fD CLfD <"+ 3 ~h3 <■+■ o _

3 DOOJ O
O ' t Q __i3 OJ _i.OJ c r 3

3 fD
3fD 3s'— ** OJOJ 3

c r OJOJ t Qc r fD

CT 05fD O s
~a sz
r+ 3  '<00O  fDo  •■•'.5
ClfD

DO

Co

45*
8)

CT)

'"J ̂

Oo

A3  s 4

, . ^  ; | 9



S E C T I O N  C

I s  e v a l u a t i o n  c a r r i e d  o u t  a t  t h e 4 A r e  t h e r e  c e r t a i n  a c t i v i t i e s
j o b  b e h a v i o u r  

D e p t  C o d e

l e v e l ? f o r  w h i c h  j o b  b e h a v i o u r  
w o u l d  n o t  b e  e v a l u a t e d ?

a y e s y e s  ( l i n e  m a n a g e r  c o m m e n t s  
o n  o n - t h e - j o b  w o r k )

b n o t  a n s w e r e d  ( n o
e v a l u a t i o n  b e i n g  d o n e ) n o t  a n s w e r e d

c n o t  a n s w e r e d n o t  a n s w e r e d
d no no
e y e s no
f no y e s  ( n o t  s p e c i f i e d )
g y e s  - s o m e t i m e s no
h y e s n o t  a n s w e r e d
i y e s n o t  a n s w e r e d
j y e s  - b u t  c r u d e l y n o t  a n s w e r e d
k y e s no
1 no no
m no n o t  a n s w e r e d
n n / a n / a ( c o u r s e s  n o t  y e t  

c o m p  l e t e d )
0 y e s no
P n / a n / a
q y e s  - b u t  v e r y  r a r e l y no
r no n o t  a n s w e r e d
s no - b u t  s h o u l d  be "
t y e s y e s  - d e v .  of  S n r  M a n a g e m e n t

( y e s )  - a c t i v e l y  
e n c o u r a g e d  
o c c a s i o n a l l y  
no
n o t  a n s w e r e d
y e s
y e s

- n o t  u n t i l  t h e y  a r e  a b l e  to 
d e v e l o p  s y s t e m s  of m a i n t a i n i n g  
s e l f / o r g a n i s a t i o n a l  
e f f e c t i v e n e s s  
y e s  - 1 S t r e s s  '

no
n o t  a n s w e r e d  
n o t  a n s w e r e d  
no
n o t  a n s w e r e d

aa 
bb 
cc 
dd 
ee 
f f
g g

hh
1 i

p/gen6/mal/appndxd.tbl

y e s
no

y e s  - p r o f e s s i o n a l  
no

n o t  a n s w e r e d  ( e v a l u a t i o n  n o t  d o n e )  
no ( n o t  s y s t e m a t i c a l l y )  n o t  a n s w e r e d  
no
y e s
n o t  a n s w e r e d  
no
y e s ,  s o m e t i m e s

n / a
y e s  ( n o t  s p e c i f i e d )  
n o t  a n s w e r e d  
n o t  a n s w e r e d  
n o t  a n s w e r e d



Re- Home 
Care Managers, an 

assessment 
centre 

activity 
was 

conducted 
prior 

to 
course 

- 
the 

results form 
the 

basis of 
TO, Supervisor, 

Home 
Care Manager 

review 
sessions

CD O

CL -H
CU CU

inon on
oCD CU< D

CU -s_1.c CD
CU CLrt-CD O
CL £3rt-CL£3 cr-s CD—J.rt-33 StQ CDCD-h =3O— iO.i oo £3s ~si t/3c CD■a

CU33CL
—bO—i
oS|
£3"O

oooCUm
o=3CU

Oc+
CD<CU
£3CU
rt-
CDQ-
CUrt-
rtrr— I.on

+

CO n> cn

CD CU s:v.̂v..̂ 333>+ CU o  z: •—1>v_-• -s o-J. =5 2r+ CD m= i ■3Z n 333O on cr Ort- _|v_ OCo*a 1—1o =s -a oin o ~a -nin + cr -i. "3—J. v_■» CL CU C_icr CD o—i 33 on COCD rt- CDC3L COrt- mO -h Cr 3S3
"— *< 3>CU <C33 O  —■ i—im rt- —*• O3* n zr rs C3CD *»»_>■ CD CD 70~s -5 3 mcr - CU <3CD • a 33 5=>O Qj r~CU CD tQ C3£3 CU CD >(/I m s -HCD CD J—*4o33 CL in cl 33!O v_-» -a -—CD 3>CD O 3> 30< -L O mCU -h rt-—i t< — t—c= < ooCU —i. mrt* rt- o—I. *< *-oo33 CD CO>•»—<* CUCrCD -a—j. ■33 _f.tQ 33

c33Q.
CD-S
rt-CU7TCD=3
rt-O
O£3
33Os_I
CDQ -

tQCD

CQ

—4.—1.—1.
Ooo _1.rt- 3— £3O — -■33 CUrt-OO CDCD Clrt-to So—V-3T3 7TCDCD y>-s ort-tQ"3 <O —4.£3 rt-X3 C<

CL—i>toO£3toonMilo33onV-*

como
o
o

A3s 6

k‘k'.~ >1:



V"' ;•••’ ;?57*

C O00 7=> M s: cc

G OO3CDrt-
3fDto

— 1 G O 70 XD - a o m

t— 1 zz zz3 +- h > >O-53 — sCU m— -j <CD
3 cO CUrt- C ++ + _i. + 1S o3 3— i. c rrt- c: 3 r;rt- rt* CD oCD < o3 3 CD c-— ■ O 3 3rt- GOa CDH H — i CU 003  + — !» -f- + 3 +3 3 300 7 C _i. Oc CD CD rt-X J C L C LfD3 co O CD< fl) 3 r +__i» rt- r+
If) hi lit * ■ w O— i. 00 OO - h 33  + CU X )O » n 1rt- CDO ct*3 CD

- j. C L
— il* <
rt-O
rt- + + +3
CU
»—J a3
— i.3U D
« <CDrt-

=5-hO
“ S3Cu

CU

n

fD

A 3 s  7

•- K f* wj* ’ 'J. FlSiZi ;* r>l;* \ W*V.'' !■ .!■“*■' !a vJ "3-A ,/•’ -•I'-'"' •;!>



MC2/MISC/VML/APNDIX5.NTS

i ' . ' V  , -  ,-'1

cd -n  m  a  o
cd ~n m  a  o

2 Z + CU §
2 Z r z D=> r-N0 m
> r + 1 <&> f'S1 CU =5 ...-1 Df3 O cr3 CO r t- cu0 S rt-
rt- CD CD •—1.3 < OCD CD + a> + 3 C r |< CL __j
cu cr 3 3— i cu —1. CDcr c+ X <CU CD r + CDr + cx< s= 3CD 3
CL Q> CD cr+ 3
CU O CL s?
rt- rt* —+1 CD+ r r + 3 0 %rt- ■ wi * rt-3* CO CU
—<• 7C
CO — 1 CDCD 3 ,3s
•—1 <CD CD
< —1CD

A3s 8

CD

'ill



o  2 : s: r~ c_. i—i r x o T i m o o

o o
r+  r ++ + +0> fu0  3 3

O  to 00£= s o s :
3  CD 3  CD
00 3  3
CD CD CD
00 CL CL

3Or+ + + +
OO3•O
CD
r +
CDC L

CO > CD GO
m
o

I—!
= CL &> 1—1 o

2 ! •*—-‘•Vw*'1 oo 2
O

+ OJ s ;  o m o
CD ’w ' -J . c < '
< r +  3 >
CD 3 "  -J . r ~ 4*
.—i —■• 3 <3 ■ #
C 3  CQ 3>
CD —1 f-''
r+ O  c+ h—i
■>■■11 3  T " O
O CD CD 2 :
3

O o
c r -j- C r CD O >
CD *w» £L C X>
»_i. 3  3 X> •r‘5*
3 to H-H

CO CD m
o

O *?7
cd CD C r o
3 cz
3 — j
—i. O  w • * v,
CD O  3
CL O 3  3  

C r CD
O -»• CL
C 3  _ i.
c+ CD CD 

r+  r + :S
r+ - i .  CD
O O  ■——< 

3  t < ■||
O 00
£= - h Jjt*
3

Cl
O  O  
- h  — * #
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SECTION C
«

C7 WHAT FACTORS DO YOU FEEL INHIBIT TRANSFER OF LEARNING PARTICULARLY IN RELATION TO
SSDs?

IRR Irrelevance of course content CM Course method RA Role ambiguity D. Re Lack 
of Departmental reinforcement
Un LM Uninvolvement of Line Manager 0 CL Organisation climate 0 Other

IRR_______ CM________ RA________ DRe_______ Un LM 0 CL O Comments

A + + + +
B +
C + + + +
0 +
E + +
F + + +
6 + + +

Sometimes - not everything works 
H + +
I + + +
J + + +
K + + +
L + +
M + + + + + +
N + +
0 + + +

Nature of training Transfer known to be 
difficult in emotive situation on the 
job.

P +

Q + + + + +
Sheer pressure of work on individuals

R + +

S + + + + + + “All are too frequent"

T + + + "All these would be so in part
and in the case of same people"

U + + + Language used,
level of concept-
real isati on has been inhibiting for

V + + + + some staff

W + + +
X Not answered
Y + (see CIO)
Z + + + + +
(This applies when staff attend some external courses where "models" taught not relevant directly to 
“on the job" tasks)

AA + + + + + +
BB +
CC + + +
DO + +
EE + + + +
FF + +
GG Not answered
HH + + +
II + + + +



.1SECTION C J
8 Are specific steps taken to enhance transfer? If yes,

do you use work-based projects (WPr) Pre-Course briefing (PCBr)
Post-Course follow-up Meetings (PCFH) Specific course Input 
on transfer Issues (Sin) Specific Involvenent of L Manager (SLHan).
Other (please specify).

4'
Y E S / N O  WPr PC Br P CFM Sin S L Ma n OTHE R

3%
A

NO

D NO

+ r ar e

G - + + + + s o m e t i m e s

H YES + +

I YES + + + + +

J YES + o c c a s 1 o n  + o c c a s 1 o n  +

a l ly  a lly

K YES + + + + +

L + + + + + w 1t h r e g a r d  to I n ­

tr a i n i n g  in the SSD

N + + +

0 YES + + + + + 1 n v o l v e m e n t  1n

Q - + + + +

R YES + + + +

S + + + + s o m e t i m e s

T - + + +

U YES + + +

A3; 13



Y E S / N O  WPr PC Br PC FM Sin S L M a n  O T HE R

V YES

W YES 

X YES

Y YES

+ o c c a s 1 o n  + o c c a s i o n  

a l l y a l l y

+
+ likely

to s t ar t

+ o c c a s i o n

al ly

+ o n g o i n g  +

+ + 1 n d 1 r e c t l y

+ o n g o i n g  +

AA YES + + + +

NB T h e s e  step s o n l y r e l a t e  to c o u r s e s  1+4 (MOPr) 

BB YE S  + +

CC

DD

EE -

FF YES +

GG n o t

HH - +

II YE S +

( T r y i ng  to) 
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SECTION C

C9 a) IS THERE AND FORMAL FEEDBACK TO DEPARTMENTAL MANAGEMENT ON STAFF PERFORMANCE DURING TRAINING? 
IF VES PLEASE SPECIFY

b) IS THERE ANY FORMAL FEEDBACK TO T.O.s ON STAFF PERFORMANCE AT WORK AFTER TRAINING?
IF YES PLEASE SPECIFY

a) b)
A NO NO
B NO NO
C NO NO
D NO - NO
E NO NO
F NO NO
G YES Report to Departmental Management where NO

appropriate
H NO NO
I YES Not specified NO
J YES Annual reports to Departmental Management YES

Team
K NO YES
L NO NO
M NO NO
N NO NO
0 Generally NO but YES by special arrangement YES

Sometimes they share the course Group action 
plans often used for ordinary work

Course evaluation forms

Formal Evaluation 3 months after course

By formal report - line manager completes 
section of evaluation form

NO
NO

NO or rarely
YES Continuous assessment in CSS. Departmental 

Management Team discussion of the course

NO
YES

NO
NO
NO

T.O. seeks out from individuals and 
line managers

or rarely

YES by tutors referring to group situations 
relevant to the learning

NO (TO = Tutor)

NO
NO
NO
NO
NO Not formalised, but TO puts this on the 

agenda every so often

NO
NO
NO
NO
NO except where there is an enthusiastic 

line manager

AA YES Feedback to Departmental Management Team
BB YES Report to Divisional Head
CC Not answered
DD NO
EE NO
FF NO
GG Not answered 
HH NO 
II NO

NO
NO
NO
YES but in only 1 or 2 areas so far
NO
NO
Not answered 
Not answered
NO in general. Questionnaires in some 

ci rcumstances
F \ G B ' t f V K \ T A B L B C 9 . T A B A3s 15



APPENDIX 4

SUMMARY OF ADDITIONAL MATERIAL RESULTING 

FROM NATIONAL QUESTIONNAIRE
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APPENDIX 5 

LEARNING STYLES QUESTIONNAIRE 

(HONEY AND MUMFORD)



LEARNING STYLES QUESTIONNAIRE
This questionnaire is designed to find out your preferred learning style(s). Over the years you 
have probably developed learning ‘ habits’ that help you benefit more from some experiences than 
from others. Since you are probably unaware of this, this questionnaire will help you pinpoint 
your learning preferences so that you are in a better position to select learning experiences that 
suit your style.

There is no time limit to this questionnaire. It will probably take you 10-15 minutes. The 
accuracy of the results depends on how honest you can be. There are no right or wrong answers. If 
you agree more than you disagree with a statement put a tick by it( \ / ). If  you disagree more than 
you agree put a cross by it (X). Be sure to mark each item with either a tick or cross.

I believe that formal procedures and policies cramp people’s style.

5. I have a reputation for having a n o  nonsense, ‘call a spade a spade’ style.

I often find that actions based on ‘ gut feel’ are as sound as those based on care 
and analysis.

I like to do the sort of work where I have time to ‘leave no stone untumec 

I regularly question people about their basic assumptions.

W hat matters most is whether something works in practice.

□  10. I actively seek out new experiences.

□ i .

□ 2.

n 3.

□ 4.

□ 5.

□ 6.

□ 7.

□ 8.

a 9.

□ 10.

a 11.

□ 12.

□ 13.

□ 14.

□ 15.

o 16.

□ 17.

□ 18.

□ 19.

3.§

it in practice.
vS.

I am keen on self discipline such as watching my diet, taking regular exercise, sticking to a 
fixed routine, etc.

□  13. I take pride in doing a thorough job.

I get on best with logical, analytical people and less well with spontaneous, ‘irrational’ 
people.

I take care over the interpretation of data available to me and avoid jumping to 
conclusions.

I don’t like ’loose-ends’ and prefer to fit things into a coherent pattern.

I accept and stick to laid down procedures and policies so long as I regard them as an 
efficient way of getting the job done.

Q -20.' I like to relate my actions to a general principle.

□  -21. In discussions I like to get straight to the point

□  22. I tend to have distant, rather formal relationships with people at work.

O  23. I thrive on the challenge of tackling something new and different

□  24. -I enjoy fun-loving, spontaneous people.

□  25. I pay meticulous attention to detail before coming to a conclusion.

□  26. I find it difficult to come up with wild, off-the-top-of-the-he ad ideas.

5  27. I don’t believe in wasting time by ‘beating around the bush’.

□  28. I am careful not to jum p to conclusions too quickly. A I



Cl 29. I prefer to have as many sources of information as possible -  the more data to mull over 
the better.

□  30. Flippant people who don’t take things seriously enough usually irritate me.

□  31. I listen to other people's point of view before putting my own forward.

□  32. I tend to be open about how I’m feeling.

□  33. In discussions I enjoy watching the manoeuvrings of the other participants.

□  34. I prefer to respond to events on a spontaneous, flexible basis rather than plan things out in
advance.

□  35. I tend to be attracted to techniques such as network analysis, flow charts, branching
programmes, contingency planning, etc.

□  36. It worries me if I have to rush out a piece of work to meet a tight deadline.

D  37. I tend to judge people’s ideas on their practical merits.

□  38. Quiet, thoughtful people tend to make me feel uneasy.

□  '39. I often get irritated by people who want to rush headlong into things.

□  40. It is more important to enjoy the present moment than to think about the past or future.

□  41. I think that decisions based on a thorough analysis of all the information are sounder than
those based on intuitioa

□  42. I tend to be a perfectionist

□  43. In discussions I usually pitch in with lots of off-the-top-of-the-head ideas.

□  44. In meetings I. put forward practical realistic ideas.

Q  45. More often than no t rules are there to be broken.

Q  46. I prefer to stand back from a situation and consider all the perspectives.

□  47. I can often see inconsistencies and weaknesses in other people’s arguments.

□  48. On balance I talk more than I listen.

□  49. I can often see better, more practical ways to get things done.

□  '50. I think written reports should be short, punchy and to the point 

D  '51. I believe that rational, logical thinking should win the day.

□  *32. I tend to discuss specific things with people rather than engaging in ‘small talk’.

□  53. I like people who have both feet firmly on the ground.

0 /5 4 .  In discussions I get impatient with irrelevancies and ‘red herrings’.

CJ.o5 ,  If I have a report to write I tend to produce lots of drafts before settling on the final 
version.

□  56.- I am keen to try things out to see if the)’ work in practice.

□  57. I am keen to reach answers via a logical approach.

□  58. I enjoy being the one that talks a lo t

□  59. In discussions I often find I am the realist, keeping people to the point and avoiding * cloud
nine’ speculations. .

P  60. I like to ponder many alternatives before making up my mind.

Ejf 61. In discussions with people I often find I am the most dispassionate and objective.

□  62. In discussions I’m more likely to adopt a ‘low profile’ than to take the lead and do most of
the talking.

Q  63. I like to be able to relate current actions to a longer term bigger picture,



□  64. W hen things go wrong I am happy to shrug it off and ‘put it down to experience’.

□  65. I tend to reject wild, off-the-top-off-the-head ideas as being impractical,

n  66. It's best to ‘look before you leap’.

□  67. On balance I do the listening rather than the talking.

C  68. I teno to be tough on people who find it difficult to adopt a logical approach.

□  69. M ost times I believe the end justifies the means.

□  70. I don’t mind hurting people’s feelings so long as the job gets done.

□  71. I find the formality of having specific objectives and plans stifling.

□  72. I’m usually the ‘life and soul’ of the party.

□  '73. I do whatever is expedient to get the job done.

n  74. I quickly get bored with methodical, detailed work.

□  75. I am keen on exploring the basic assumptions, principles and theories underpinning
things and events.

□  76. I’m always interested to find out what other people think.

□  77. I like meetings to be run on methodical lines, sticking to laid down agenda, etc.

□  78. I steer clear of subjective or ambiguous topics.

□  79. I enjoy the drama and excitement of a crisis situation.

□  80. People often find me insensitive to their feelings.



APPENDIX 6

INTERVIEW SCHEDULE (DEPARTMENT A)



MANAGEMENT TRAINING IN SOCIAL SERVICES DEPARTMENTS

INTERVIEW SCHEDULE

In 4 Sections: A - D

SECTION A: - will be to introduce the session without
being too specific (to avoid feeding the 
answers) - and report back to them the 
result of their Learning Styles 
Questionnaire, see if they agree with the 
analysis etc.



3:2

1;;T

Background

B 1. When was course attended, over what period of time

(I will know this ...anyway - but can just ’■check this out as a 
relaxer)

(Maybe something here on age/experience, previous management 
training of interviewee)

2. How did you find out that the course was running ?

(for my use) Broadsheet
Line Manager 
Training Officer/Rep.
Colleague 
Other

3. Was the application made J
'k

on your initiative 
line manager’s initiative 
Training (DeTAG rep’s initiative) §

4 a) Did you wllsh to attend initially ?

If not, why not ? If yes - why ?

b) Did you wish to attend at time of application ?

If not, why not ? If yes - what had changed your mind ? i



c) Why did you attend 7

Whether or not you wished to attend the course, when you started 
what did you hope to achieve f

Can you remember in detail what you wanted to achieve ? 
[was this actually stated in course objectives 7]

What did your line manager hope you would achieve ? 

[Please specify goals set by your line manager]

(Did you know what your line manager wanted you to achieve ?)

a) Did your line manager encourage you to attend the course ? 

If so, how?

b) If not, was his/her position indifferent/negative •

Why did your line manager not encourage your attendance ?

(Do you know why he did not ?)

A6s 3



Period of the Course

1. What was the overall length of the course ? (from introductory 
session until final session)

2. How many days were involved in

a) formalised training
b) project supervision/private study

(a) Was. the course residential or non-residential ?

(b) ~Bid this provide any special problems or opportunities for you ?

3*. Was the course a) too long, b) too short, c) about right ? If a) or
b) what adverse result(s) did this have for you or other course 
members ?

4. Was the course content what you expected from reading advance 
information ? If not, how did it differ ?

5. Can you remember content of sessions you found most useful at the 
time ? If so, what was it ?



■■■..» ■ ■» "■ «■ -,v' », .'j,--i.   i*-. «,• r, ■'•.•j ■ ■»,

6. Gan you remember content of sessions you found least useful at the 
time ? If so, what was it ?

7. Can you remember which sessions you found most enjoyable Z If so, 
what were they and why were they enjoyable

8. Can you remember which sessions you found least enjoyable ? If so, 
what were they and why were they not enjoyable ?

9- Did any other member of your Unit, Section attend the same course 
? If so, did this have any special effect for you ?

10. Did any other member of the department with whom you have regular 
professional contact attend the course ? If so, did this have any 
special effect for you ?

11. Which aspects of the course content were most closely allied to your
(a) (then) current work in the department ?
(b) present work in the Department ?

A6s 5
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12. What support did you get from your line manager during the course in 
relation to the course ? Formal/informal

13. What support in relation to the course did you get from departmental 
staff other than your line manager ?

14- What opportunities if any did course tutors/training officers/others 
make to enhance transfer of the course content ?

D. Post-course period

1. Were there any formal attempts after the course to follow-up 
learning and its application in your job ?

If so, please describe e.g. coaching with line manager
team meetings

Prompt - when did this first occur 
was it repeated•
did this apply to all course members 
was it successful

2. Do you feel that you learnt anything .useful, applicable in your job, 
during the course ?

AGs 6



Have you changed your job behaviour in any way as a result of the 
course ? If yes, please describe how you have changed behaviour.

Was it difficult tS change job behaviour ? If so, why ?

If you have not changed job behaviour in any way, why not ?

Were there occasions when you feel you could have changed job 
behaviour but did not? If so, why not ?

Please describe a specific incident in which you are aware that you 
have behaved differently in your job as a result of attending the 
course.

[when - how long after the course]

What exactly happened during this incident i How did'"' the problem 
present itself to you, and what did you do ?



' - '' i ¥•? » • -i t' .. v '

9. Suppose this incident had happened before you went on the course - 
in what way do you think your behaviour would have been different ?

10. How is it that the training has had this effect on you ?

11. Gan you think of any other areas in which your behaviour has changed 
as a result of what you learnt on the course ?

12. How effective overall has the course been in improving your 
performance at work - Very, qui/te, partly effective, not very

13. Gan you suggest Improvements in content

14. There are suggested factors which enhance or inhibit trhnsfer of' 
learning - which do you feel are the most important

environment
job characteristics Vandenput
organisational structures

etc., etc., other (please specify)

A6s 3
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£■15. These are suggested techniques of improving transfer, which do you 
feel would be most useful ?

1. Session on theory of application of 
(give a learning during course
typed sheet 2. Problem centred groups to rehearse solutions
of this to 3. Situational diagnosis
interviewee) 4. Intervisitation of course members

5. Reporting session by previous course member

^Huczynski, based on Miles

16. Is there anything further you would like to say about your 
experiences in Social Services Departments relating to management 
training and its level of effectiveness ?

AMT/CB SSM 13/15 
21st November, 1985



APPENDIX 7

TRANSFER FACTORS SPECIFICALLY REFERRED TO 

BY PARTICIPANT INTERVIEWEES IN DEPARTMENT
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APPENDIX 8 

FULL RANGE OF POTENTIAL TRANSFER

FACTORS ELICITED FROM PARTICIPANT INTERVIEWEES

IN DEPARTMENT A
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APPENDIX 8

MAIN CATEGORY

Relevance of training bo 
individual1 a job

Previous experience
- Timing in relation to 

career - preparation for 
training

Learning Style

INHIBITORS

Absence/inadequacy of assessment 
of individual needs (5)
Not immediately applicable to job (1)

Inadequately related to the job (3) 
Inadequately related to SSDs (6)

Issues at too high a level to 
understand or implement (2)
Issues outside control (e.g.
Manpower Planning or Promotion 
of staff (4)
Lack of inter-personal skills 
training (3)
Lack of management "enabling" 
knowledge/skills training (4)
Training too soon after appointment 
(7)

Training too long after appointment 
(’2 )

Training coinciding with work 
problems (e.g. appointment of new 
line manager) (2)

Lack of preparation of staff for 
training (in-attention to 
motivation, commitment; lack of 
pre-reading) (7)
Not sufficiently learner-based - 
(bad handling of questions etc) (5)

Too didactic (5)

Inappropriate use of games (2)
Complexity of some games (2)
Inappropriate use of audio visual 
aids (1)
Ineffective learning plans (3)
Lack of time to relate content 
to jobs (2)
Lack of time to reflect/discuss 
during learning sessions (9)
Lack of time for private study (6)
Lack of time to train adequately (1)

Lack of theoretical input (1)

Overall length of training too 
long to maintain impact (3)
Content too'superficial/generalised 

(9)
Content too intensive (1)
Modular design too disruptive to 
job (1)
Ineffective 'back-up1 to learning 
(packaging of handouts etc) (4)

ENHAMCERS VARIABLES

Involvement of line manager in 
training process (2)
Identification of training needs by 
line manager (1)
Directly relevant to job (11)
Use of assignments/projects to 'tie' 
to job (12)
Specific to the working environment/ 
organisation (2)
In-house training (as a common 
learning experience (4))

Input on dealing with stress (1)

Timing in relation 
Plenty of Management experience to appointment in
before engaging in management post (2)
development (1)
Motivation increased as result 
of promotion (1)

Provision of pre-reading (1)

Opportunities for discussion/ 
learning from others/ 
questioning (9)
Instructive approach in some 
areas (3)
Participation of learners (1)
Experiential learning (10) Teaching methods (1)
Role-play opportunities (4)

Appropriate use of a-v aids (1)

Use of tutorials (3)

Varied use of learning methods (1)
Allowed to learn 'on the job' by 
making mistakes (3)
Gaining concrete 'on the job' 
experience (1)
Feedback sessions (2)

Time allowed for private study Appropriateness of
^  content (1)

Modular design allows time to 
reflect (1)



Credibility of Training 

- Group Corapatability

- Learning environment

- Reinforcement of 
Learning

Intellect

Academic Background 

Rewards of training

Job Characteristics

People's characteristics

The Organisation 

- Organisation Structure

Communication/Climate

Tutor's lack of breadth of knowledge 
(e.g. inability to adequately 
answer questions
Tutor's presentation style (4)
Personality of tutor (1)

Credibility of 
the course (3)

Enthusiastic personal style 
of tutor (the'tutor as 
missionary')(2)

Capacity/credibility of 
tutor (2)

Personality/personal style 
of individual tutors (5)

Credibility of the training 
(2 )

Too wide a representation of 
jobs (5)
Previous knowledge of other 
participants can be unhelpful 
(pre-conceived ideas etc) (2)

Mixed management levels (2)
Problem of in-house training - 
inhibitions raised (1)
Inappropriate course venue (1)

Residential courses where the 
residential element is non­
mandatory (disruptive) (1)

Lack of on-going development 
(re Senior Managers) (1)
Lack of follow-up in more 
detail (1)

Compatability of learning 
group (2)

Range of functional groups 
helps to widen outlook (1)
Previous knowledge of other 
participants (useful in 
discussing application etc. 

(1)

Conducive learning environment Choice of course venue
(1)

Residential course (e.g. enables 
discussion time, making 
contacts, concentrates the mind,
'gels'group, time to reflect)(11)
Reinforcement of learning (Action 
plans, evaluation etc.) (2)
Follow-up in specific detail (1)
Refresher Training (5)
Appropriate intellectual level 

(1)
Inappropriate academic level (1)

Award bearing courses (1) 
(motivates and enables more 
depth)

T H E  W O R K E R
Pressures of the job/lack of time 

(15)
Lack of opportunity to implement 
change (4)
Lack of authority to implement (1)
Unstimulating work environment (2)
Dilemma of professional/managerial 
split (1)

Line Manager blocks change (3)
Colleagues block change (3)
Negative example of other 
Managers (3)
Negative peer support (2)
People's inability to change (2)

Opportunity for immediate 
application (2)

Supportive line manager (1)
Support from subordinates (1)
Enhanced performance perceived 
in others who have trained (1)
Interest from other people (1)

Rigid divide between Admin.and 
Professional

Isolation resulting from organisation 
(e.g. Admin.Staff) structure (1)

Unclear goals (7)
Acceptable management styles unclear (1)
Lack of information about department 
procedures/policy (4)
Departmental environment (3)
(lack of communication, development 
etc)
Lack of department reinforcement 
(application allowed to "drop off")

(2)

Constraining or enabling 
Organisation structure (2)

Organisation climate 'crucial'

Clear procedural information 
about 'people' management etc.(2)
Continuous support from the 
environment (1)

z-iV



MAIN CATEGORI INHIBITORS ENHANCERS VARIABLES

Climate continued 

- Constraints 

The Environment

Personality

Values

Relating to others

Extent oP external 
activities

Age

Status of training (1)
Administrators feel undervalued (1)
Inferiority complex of Admin. Staff (2)
Lack of finance (2)
Lack of Manpower (1)
Lack of job movement between departments 
and internally mean staff often 'over­
trained' (1)
Mismatch between course and organisations 
wider environment (1)

T H E  P E R S O N
Lack of confidence (5) Increase of confidence through "Transfer factors

training (2) depend on the person"(l)
Lack of assertiveness (3)
Lack of perseverance in pursuing goals (1)
Impatience in following procedure (2)
Ascendance of emotions in 'people 
management' (1)

Self-interest in approach to problem 
solving (2)
Lack of interest in managerial as 
opposed to professional role (1)

Use of instinct in 
dealing with people (2)

Personal pressures on time
(1) Political activity (1)
(2) Domestic (2)

Decreasing power of concentration in 
relation to age (1)
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QUESTIONNAIRE RESPONSES (SECTIONS A12, & C )
AND INTERVIEWS WITH TRAINING OFFICERS & LINE MANAGERS. INTERVIEWS WITH PARTICIPANTS IN OTHER DEPARTMENTS

Variables Inhibitors

Lack of appraisal/assess­
ment of individual needs(3 
Managers unaware of their 
weaknesses (1 ).
Need for Managers to 
accept appraisal 
responsibilities -(1 ).

Problems of involving 
line manager, particular ly­
re - external courses(1)

Courses relating to 
Personnel,’ Financial con­
straints, etc, outside 
control (1)

Irrelevance of course 
content (10).

Variables Inhibitors

Appraisal/proper assess­
men t  qT  need (5)

Involvement of line manager 
in assessment of need (1) 
Specific input of line 
manager to course process 
[17/21]
Involvement of line 
manager in the course 
process (*l)

Specifically tailored to 
SSDs, or SW practice areas
(2)
Specific to the organisa­
tion/dept. strategy, etc
(3)
Specifically related to 
jobs (7)
Use of work-based projects 
[27/28J
Use of work-based projects
W)

Enhancers

Appraisal system

Lack of involvement of 
line manager (1)

Lack of control over 
certain manag. issues 
(eg statut. regula­
tions , "training up" for 
promotion, etc) (2 )

Work-based project 
(relating to H.A. 
collaboration)(1)
Use of 'real' work- 
based problems (1 )

Commitment of 
participants

Learning styles 
important

Appropriate 
selection of 
Students for 
Action 
Learning

Course method [8]

Pre-Course briefing [21-3] 
Pre-course meeting to dis­
cuss the appropriateness 
of content (1).
Basic skills input needed 
before A.L.groups or dev. 
of the 1person-manager'(2 )
Involvement of students 
in planning (1)

Use of Action Sets for 
individuals to work on 
their part. problems(2 ) 
Group learning phocess 
helps (transfer) (1 )
Tutor visits to work- 
base (1)
Use of personal devfelopl 
ment tutors (mentors)(2 )

Lack of preparation for 
course (3 )
Inappropriate timing for 
trg (1)
• Knowledge input before 
A.L. would have been 
useful (1)

A.L."a tremendous burden" A.L. helped to learn 
(1) to work together in
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Opportunity to discuss 
problems with tutor/ 
line manager (1 ).

Lack of time to train 
adequately (3 )
Insufficient depth of 
content (2 )

Learning opportunities on 
the job (1)
Development other than 
through 'courses' (2 ) 
Self-development (1)
Person/Task/Culture 
focussed (1 )
'Person' focussed (1) 
Matching training to the 
environment (1)
Specific input on trans­
fer [12]
Extended over a period of 
time (1)
Built-in' study time (2) 
Provision of feedback from 
tutors to participants(1)

More input needed on 
"financial/technical" 
(issues) (1 )
More time needed on 
Vman management'(1) 
Input needed on 'Super­
vision (1)
Input needed on collabe. 
orative work with H.A. Mghb
Lack of depth of trg(1)

Powerlessness of Trg 
Officers (1)

Charismatic tutor (1)
High credibility of 
quality of training 
within dept. (1 )
'Ownership"of trg by Dept 
Mg/Team - 'top-led' trg 
(3)
High status of T.O. role 
in Dept (1)
Snr.mgt commitment tp.- 
training (3 )
Involving staff from similar 
jobs in work-based projects ( 
Appropriate selection of groups 
for training . ( )
Work with existing .teams (2) 
Development/trg of line mgrs/ 
staff in tandem (2 )
Importance of making informal 
contacts (1).

Capacity of tutors (1) 
Course leader's impact on 
credibility of trg (1)

A.L. projects not taken 
seriously by Snr Mgt (1)

Credibility from links 
with prestigious edu­

cational institution(1 )

Informal contacts made 
which are useful(1)

'Numbers in square brackets refer to responses to
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APPENDIX 9

CORRELATION OF PERCEPTIONS OF TRANSFER FACTORS 

OF INTERVIEWEES IN DEPARTMENT A WITH FACTORS 

ELICITED FROM TOS, LINE MANAGERS AND PARTICIPANTS

FROM OTHER SSDS
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Variables

Organisation
Climate

Inhibitors enhancers variauj.es xnnx U.L ours

Problem of finding 
suitable venues (2)

Residential courses give 
more time to assimilate . 
(1 )

Lack of follow-through 
relating course to job(2)

Post course follow-up 
meeting [19/21] 
Importance of follow- 
through to the job (2)
Need for constant 
refreshers (re-know­
ledge inputs) (1)

Post-course review of 
project work (1)

Language used and concept 
realization difficultt 
for some (1)
Variety in academic 
background (1)
Residential/Day Care 
Staff with no previous 
training find transfer 
difficult (1)

Increasing attention to 
mgt qualifications re - 
promotion (3)
Development of special 
interests through quali­
fication trg (1 )

Poor supervision (3) 
Lack of reinforcement 
of dep policy by line 
mgrs (1)
Pressure of work on 
individuals (1)

Supervision seen as a ■ 
negative process (1)
Lack of time to implement 
change (1)

Role ambiguity [11]
Dilemma of professional/ 
managerial split (5)
Managers do not acknow- Enthusiastic line manager ( ). Lack of interest of the
ledge their problems (1) line manager
Lack of interest shown to 
participants re-enter­
ing the work-base (1)

Organization Climate[l8] Snr Mgt commitment to the
Neglect of Residential 
staff (1)
Lack of clear organisa­
tional values (1)

importance of the manager­
ial role
Identification of dept 
philosophy, policy, 
objectives by Snr mgt(1)

Lack of clear expectations Clear definitions of what 
of managers (1) "a good manager" is by

Snr Mgt (1)
Lack of systematic support 
to first-line managers 
(1 )
Lack of staff development 
policy (1)
Lack of dept reinforce­
ment [28]
Lack of dept reinforce­
ment (1)
Organisational concept of 
'training' too narrow' (2)
Unsupportive environment 
(1 )
Lack of information about 
Dept and L.A. procedures 
( 1  )
Lack of resources for 
trg (i|)
Lack of staff 'cover' to 
allow others to be trained 
(2)
Lack of financial resources 
for training (2)
Inadequacy of m.t. in SSDs(1)

Problems of communication 
within the dept (1)

Unclear expectations of 
managerial role (1)

Lack of resources to--, 
enhance the staff devt- 
elop. process (1) ol

cr-
C

The Person Emotional blocks re some Trg should relate to the
mgl tasks (eg. disciplin-: personality of the manager (1). 
ary interventions) (1)

Provision of 
'confidence1' through 
training (3).


