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Factors Affecting Transfer of Training in Thailand

Siriporn Yamnill
Gary N. McLean
University of Minnesota

To validate the Learning Transfer System Inventory (LTSI) (Holton et al., 1998) in Thailand, research

repeating Holton et al.'s (2000) study was conducted. The LTSI was administrated to 1,029 employees.
Exploratory factor analysis and MANOVA were used to identify factors and compare transfer systems
respectively. A factor structure almost identical to Holton et al.'s was identified. Perceived content validity

was identified as the most importantfactor. Organization type created the greatest number of differences

among variables tested.

Key words: Transfer of training, Learning Transfer System Inventory, Thailand

For more than three decades, organizations in Thailand have focused on training and development as a tool for

improving employees' job performance. About 1,439 private and public organizations in Thailand organize training

to expand and strengthen the business sector (Tirakanon, 1997). Recently, due to an economic crisis in Thailand,

many training and HRD interventions have faced constricted budgets (Na Chiangmai, 1999). Most organizations

have continued only those training programs that are really needed and can be expected to increase employees' work

performance immediately. As a result, many administrators ask to see the outcomes of training. Evaluating the

effectiveness of formal training and return on training investment are critical issues (Na Chiangmai, 1999).

According to Kirkpatrick (1967), the key criterion for evaluating training effectiveness is transfer of training.

Transfer of training is defined as the degree to which trainees apply the knowledge, skills, behaviors, and attitudes

gained in training to their jobs (Wexley & Latham, 1991). There is consensus that the acquisition of knowledge,

skills, behaviors, and attitudes in training is of little value if the new characteristics are not generalized to the job

setting or are not maintained over time (Kozlowski & Salas, 1997).

According to Holton, Bates, and Ruona (2000), transfer of training is a critical outcome of HRD. Transfer of

training is complex and involves multiple factors and influences (Baldwin & Ford, 1988; Ford & Weisbein, 1997;

Holton, Bates, & Leimbach, 1997; Holton, Bates, Ruona & Leimbach, 1998; Noe, 1986; Rouiller & Goldstein,

1993). Tannenbaum and Yukl (1992) suggested that research that defines and accurately measures factors affecting

transfer of training is important to help HRD move beyond the question of whether training works to mking why

training, works. Without controlling for the influence of the transfer system, evaluation results are likely to vary

considerably and yield erroneous conclusions about intervention outcomes (Holton, 1996).

Problem Statement

To date, most of the research on training effectiveness in Thailand has focused exclusively on Kirkpatrick's levels 1

(reaction) and 2 (learning) (Tirakanon, 1997). There has been no research identified on transfer of training in

Thailand. Sunthornvipat (1983) analyzed the evaluation of training projects in Thailand. She found that more than

80% of the organizations studied used reaction measures to evaluate their programs. Tirakanon (1997) found that

80-90% of organizations that evaluate programs after training emphasized learning and reactions. Some research

(Chue, 1993; Pahuchun, 1996; Somboonsut, 1989; Thongtip, 1998) has followed up on the application of knowledge

and job performance, but studies of the factors that positively influence transfer were not identified. Without

understanding these factors, Thai HRD professionals will continue to understand evaluation of training narrowly and

continue to make decisions based on reaction and learning level data only. According to Holton et al. (2000),

organizations wishing to enhance return on investment from training investments must understand all factors that

affect transfer of training and then intervene to eliminate factors inhibiting transfer.

A well-validated and reasonably comprehensive set of scales to measure factors in a transfer system will be a

key element in improving the organizational transfer system. Holton et al. (2000) developed the Learning Transfer

System Inventory (LTSI) to assess sixteen factors that they suggested influence transfer. To date, the LTSI has

mostly been used as a diagnostic toolparticipants complete it at the end of training interventions, and results are

used to assess the quality of the transfer climate and to indicate where changes might be made. According to Holton

et al. (2000), the LTSI was constructed from sound theory and based on a very large and extremely diverse sample.

It works well across many types of training and organizations. However, Holton et al. (2000) suggested that the
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LTSI needs to be validated in different cultures. Training evaluation in Thailand has focused mostly on influences

within the training context but has ignored other influences within the firm that affect performance outcomes from

learning. In order to move beyond the current framework, an accurate diagnostic tool is needed to assess the transfer

of training factors that affect transfer oftraining in Thailand.

Purposes and Research Questions

This study identified a set of factors that affect transfer of training in Thailand by replicating Holton et al.'s (2000)

study. The transfer system found in the Thai culture was examined across organization and training types, as well as

participant demographics. Following are the study's research questions:

1. What factors in Holton et al.'s (2000) study are identified using the LTSI translated into Thai?

2. Are there differences in Thai transfer system characteristics among different organizational types:

government, private, and state enterprise?
3. Are there differences in Thai transfer system characteristics among different training types:

professional, general, management/leadership, and computer?

4. Are there differences in Thai transfer system characteristics among demographics of participants:

gender, age, education, and work experiences?

Methodology

The methods used to validate the LTSI (Holton & Bates, 1998) in Thailand through replication are described in this

section, including population and samples, instrument, data collection process, and data analyses used.

Population

The population was employees in 552 Thai organizations (119 government organizations under the Office of

Civil Service Commission, 51 state enterprises, and 382 private organizations in the Stock Exchange of Thailand in

2000).

Samples

To ensure organizational diversity, proportionate random sampling was used to select participated

organizations. From the 30 selected organizations, 1,256 employees who had completed a training program within

the last two months were given instruments to complete. Eighty-two percent (1,029) participated.

Instrument

The LTSI (Holton & Bates, 1998) has 89 items: 68 items from the second version of the LTSI and 21 additional

items not yet tested. The 89 items measure 16 factors affecting transfer of training. The LTSI uses a scale of 1-5, 1

being "strongly disagree" and 5 being "strongly agree." The items represent two construct domains: 45 items

measure 11 constructs of factors affecting the training program attended and 23 items measure five constructs that

are not program specific but represent general factors that may influence any training program. Cross-translation

was performed and revisions made to ensure that the Thai version was equivalent to the English LTSI original.

Data Collection

The Thai LTSI was administered at one of two times. When administered at the end of a program, the person

who organized the training program distributed questionnaires to trainees during the final period and collected

completed instruments. If the LTSI was administered after training, the head of the HRD or training department

selected two training programs that had finished within the past sixty days. The LTSI was mailed directly to

trainees, and completed LTSI instruments werereturned to the HRD or training department within three weeks.

Data Analysis

Exploratory factor analysis was used to compare factors affecting transfer of training when using the LTSI. The

measure of sampling adequacy (MSA) was used to determine the appropriateness of the use of factor analysis. No
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inadequate MSA values were found. Multivariate analysis of variance (MANOVA) was used to explore differences

in Thai transfer system characteristics. Prior to these analyses, the data were examined for adherence to MANOVA

assumptions. According to Hair, Anderson, Tatham, and Black (1998), if the ratio of the largest to the smallest

group differs by more than 1.5, a test for equality of variance (the Box test) is needed. However, the Box test is not a

robust test; it is very sensitive due to many problems (Harris, 1985). In this study, MANOVA was run whenever the

Box test was statistically significant, and the results of the MANOVA were examined carefully.

Results

Results included descriptive demographic data and the results of the analyses related to the four research questions.

Demographic Data

The 1,029 respondents were almost equally distributed between men and women. Most were between 31 and 40

years old (44.0%) and had graduated with a bachelor's degree (64.9%). Average work experience was 12.64 years.

Factor Constructs

Exploratory factor analysis was used to explore the factors that emerged from using the Thai LTSI. The results

of the factor analysis of both the 68- and 89-item forms are presented, along with a comparison with the results in

the U.S. The findings of specific training program scales and training in general scales are presented separately.

Items retained are those with factor loadings greater than .35; all factors had eigenvalues of 1 or more.

68-Item Form. Thirty-eight items were retained in the specific training program scales, assessing 11 factors.

The same number of factors wen: found in Holton et al. (2000). In addition, most of the items loaded on the same

factors. For example, four of the eleven factors contained the same items. The other seven factors were nearly

identical. Only two items (#1, #17) loaded on different factors. Thus, the factors in this study were labeled the same

as those in Holton et al. (2000). Six of the eleven factors exceeded the minimum reliability of at least .70. Overall,

reliabilities ranged from .58-.85, with an average alpha of .73, and the average loading on the major factor was .61

with only .01 average loading on non-major factors.

As for the training in general scales, five eigenvalues of 1 or more, accounting for 53.1% of the variance,

emerged from the factor analysis of the 23 items. These five factors corresponded to the factors in Holton et al.

(2000). Twenty-one items were retained. Three of five factors were identical to the factors found in Holton et al.

(2000), with only one item loaded on a different factor. The three factors that were identical to factors found in

Holton et al. (2000) were resistance/openness to change, performance self-efficacy, and feedback/performance

coaching. Overall, reliabilities were above the minimum level (.70), except for performance-outcome expectations

and feedback/performance-coaching factors. Reliabilities ranged from .61-.81 with the average alpha of .72. The

average loading on the major factor was .58 with a .01 average loading on non-major factors.

In conclusion, upon determining the eigenvalues of 1.00 or more, sixteen factors were extracted. Seven factors

were identical to factors found in Holton et al. (2000). Only three items loaded on different factors. Ultimately,

using a cut off for factor loadings of .35, 59 items were retained in the instrument, assessing 16 factors.

89-Item Form. The specific training program scale produced 11 factors, explaining 55.19% of the variance. Of

the 63 items in this part of the instrument, 52 items loaded .35 or higher on these eleven factors. Eleven items were

dropped because of weak factor loading. Most items loaded on each factor corresponded to the items loaded on the

factors found in Holton et al. (2000). Only 5 items were loaded on different factors. Most factors had acceptable

reliability. Only the personal capacity for transfer factor had low reliability (a---.24). The average loading on the

major factor was .60, with only a .01 average loading on non-major factors.

For the training in general scales, five factors emerged, explaining 53.65% of the variance. Of the 26 items on

the instrument, 21 loaded .35 or higher on these five factors. The five factors corresponded to the factors found in

Holton et al. (2000). Only one item loaded on a different factor. Five items were dropped because of a factor loading

of less than .35. Most factors had acceptable reliability. Overall, reliabilities ranged from .63 -.83. Only performance

outcomes expectation was below .70. The average loading on the major factor was .64, with only a .012 average

loading on non-major factors.
In conclusion, sixteen factors were extracted; five were identical to factors found in the LTSI (Holton and

Bates, 1998). Only six items had substantial loadings on different factors. The additional items were loaded on the
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expected factors. Ultimately, using a cut off for factor loadings of .35, 73 items were retained in the instrument,

assessing 16 factors.

Organizational Type Comparisons

MANOVA was used to determine if organizational type affected the results on the Thai LTSI. Government,

state enterprise, and private organizations included 366, 192, and 471 respondents, respectively. The ratio of the

largest group to the smallest was 2.45:1.
The MANOVA analysis showed strong statistical significance (Wilk's lambda = .858, F = 4.918) at the .00

level on all criteria, indicating that the transfer system characteristics differed across organizational types. Then, a

Univariate ANOVA was used to show the differences across organizational type. The results showed that eleven of

the sixteen factors were significantly different across organizational type.

Post hoc comparisons were examined for differences among pairs of organizational types. Government and state

enterprise organization comparison revealed that only four of the sixteen paired comparisons showed significant

differences. The results showed that the learner readiness, personal outcomes-positive, opportunity to use learning,

and transfer effort-performance expectation factors in state enterprise organizations were significantly higher than

those in government organizations. When comparing government and private organizations, ten of the sixteen paired

comparisons showed a significant difference. The personal outcomes-positive, personal outcomes-negative, peer

support, supervisor support, opportunity to use learning, transfer effort performance expectation, performance-

outcomes expectations, and performance self-efficacy factors in private organizations were significantly higher than

those in governmentorganizations. In contrast, supervisor sanctions and resistance/openness to change factors in

government organizations were significantly higher than those in private organizations.

When comparing state enterprises and private organizations, only four of sixteen paired comparisons showed

significant differences. Personal outcomes-positive, personal outcomes-negative, and supervisor support factors in

private organizations were significantly higher than those in state enterprise. The learner readiness factor in state

enterprises was significant higher, than in private enterprises.

Overall, the results showed that the highest number of factor differences across organizational type was between

government and private organizations.

Training Type Comparisons

Professional, general, management/leadership, and computer training included 325 (31.6%), 403 (39.2%), 195

(19.0%), and 106 (10.3%) respondents, respectively. The ratio of the largest group of trainees to the smallest was

3.8:1. MANOVA analysis revealed strongly significant differences (Wilk's Lamda = .89, F = 2.51) at the .00 level

across training type, indicating that the transfer system was significantly different across training types. In the

between subject ANOVA, eight of sixteen factors were significantly different across the training types.

The post hoc comparisons showed that respondents who received management/leadership training rated

personal outcomes-positive, training design, opportunity to use learning, and performance outcomes-expectations

significantly higher than those receiving general training or professional training. By contrast, respondents who

received general training rated perceived content validity significant higher than management/leadership training

and rated supervisor support higher than those who participated in computer training. In addition, respondents who

received computer training rated learner readiness significantly higher than did those pursuing

management/leadership training.

Demographic Group Comparisons

MANOVA was used to analyze the differences among demographic groups.

When gender was used as the independent variable, male respondents numbered 496 (48.2 %), with female

respondents, 533 (51.8%). The ratio of women to men was 1.07:1. MANOVA analysis showed statistically

significant differences (Walk's lamda = .97, F = 2.09, p = .007) on all criteria, indicating that transfer system

characteristics differed between male and female respondents. The F.test showed that only two of sixteen factors

were significantly different; however. males rated personal outcomes-positive and transfer effort performance

expectation higher than did females.
With age as the variable, the ratio of the largest group to the smallest group was 1.91:1. MANOVA analysis

showed strongly significant differences (Wilk's lamda = .93, F = 2.31) at the .00 level across age ranges. In between

subject ANOVA, three of sixteen factors were significantly different according to age: personal outcomes-positive,
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supervisor sanctions, and feedback/performance coaching. The post hoc comparisons showed that respondents aged

30 years or less rated personal outcomes-positive and feedback/performance coaching higher than did those aged 31-

40 years old and those more than 40 years old. In contrast, respondents aged 40 years or more rated supervisor
sanctions higher than their younger cohorts.

For education, f the total respondents, 158 (15.7%) had less than a bachelor's degree, 653 (64.8%) had at least a

bachelor's degree, and 197 (19.5%) had education levels beyond a bachelor's degree. The ratio of the largest group

to the smallest group was 4.13:1. MANOVA analysis showed strongly significant differences (Wilk's lamda = .88, F

= 4.17) at the .00 level across the educational levels. In between subject ANOVA, seven of sixteen factors were
significantly different across educational levels. The post hoc comparison showed significant differences in those
seven factors. Respondents with less than a bachelor's degree rated personal outcomes-positive, personal outcomes-

negative, supervisor support, perceived content validity, performance outcomes expectation, and

feedback/performance coaching higher than did respondents with higher levels of education.
For work experience, 158 (15.7%) respondents had fewer than 5 years of experience, 225 (22.3%) 5-9.99 years,

280 (27.8%) 10-15 years, and 345 (34.2%) had more than 15 years. The ratio of the largest group to the smallest

group was 2.18:1. MANOVA analysis showed strongly significant differences (Wilk's lamda = .90, F = 2.17) at the
.00 level across the number of years of work experience. In between group ANOVA, four of sixteen factors were
significantly different. The post hoc comparisons showed significant differences in three factors. Respondents who

have worked fewer than 5 years rated personal outcomes-positive higher than those who have more than 15 years on
the job, while respondents who have worked 10-15 years rated personal outcomes-positive higher than who have 5-

9.99 years of experience. In addition, respondents who have worked more than 15 years rated supervisor sanctions
higher than those who have worked 5-9.99 years and those with less than 5 years of experience. Finally, the least
experienced rated feedback/performance coaching higher than those who have worked 10-15 years and those with

more than 15 years of experience.

Conclusions

The following conclusions are drawn from this study.
1. Sixteen transfer of training factors emerged when the LTSI version 2 (Holton and Bates, 1998) was applied in a

Thai sample. Since these 16 factors corresponded to the transfer system , the transfer system developed by

Holton et al. (1998) is valid in Thailand.
2. Perceived content validity is the most important factor to explain transfer of training in Thailand. This result

also corresponded to Holton et al. (2000).
3. The Thai transfer system most varies depending on organizational type, especially between government and

private organizations. This result may be explained by differences in organizational characteristics and culture

between these two kinds of organization.
4. The validated Thai LTSI consists of 73 items, measuring 16 factors affecting transfer of training in Thailand,

divided into two sections. The first contains 52 items measuring 11 factors in specific training program scales,
and another 21 items measure five factors in training in general scales. However, this instrument has some

weaknesses, such as a disproportionate number of items across factors and low internal consistency reliability in

some factors. Therefore, this instrument needs revision and additional research.

Recommendations for Practice

The following recommendations for practice are made based on the findings and conclusions of this study.

1. Because perceived content validity is the most important factor that affects transfer of training, learners should
be assigned as full stakeholders in the design and implementation of training. Learners may be responsible for
identifying training objectives, assessing their training needs and participating in developing the training
curriculum. The relevance of knowledge, skills, and attitudes of learners to training is significant in determining

the training transfer.
2. Because transfer systems vary, particularly depending on the types of organization, HRD professionals in

organizations need to diagnose their transfer system. Then, different interventions might be needed for different

organizations to enhance transfer of training.
3. According to Holton et al. (2000), the LTSI can be used as a diagnostic tool. In addition, practitioners can use it

in different ways, such as to assess potential transfer factor problems prior to conducting major learning
interventions, to incorporate evaluation of transfer of the learning system as part of regular employee
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assessment, and to conduct needs assessment for training programs to provide skills to supervisors and trainers

that will aid transfer.

Recommendations for Research

Future research is suggested as follows.
1. Continued research to test the Thai transfer system found in this study should be done by using confirmatory

factor analysis.
2. A qualitative interview process to uncover further factors of transfer of training in Thailand should be initiated.

The richness of qualitative research is enhanced through the collection of additional data and subsequent

analysis.
3. Research on related effects of transfer of training factors on work performance after attending training should be

done to see the relationship between these two factors.
4. This study focused on the government organizations under the control of the Office of Civil Service

Commission only. If the subjects were from other government organizations that are not controlled by the
OCSC, such as the military, judicial, or police organizations that different results might occur.
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Characteristics Explaining HRD Effectiveness

A.A.M. (Ida) Wognum
Bernard P. Veldkamp
Wendy E. Ankersmit
J. Annechien van de Lagemaat
University of Twente,The Netherlands

Data from seven surveys were analyzed to identify characteristics that have an impact on the effectiveness
of HRD programs. Results indicate, that setting specific HRD objectives promotes HRD effectiveness more
than the setting of general objectives, HRD people are more positive about HRD effectiveness than

managers and personnel officers, in-company programs are less effective than individual ones, and that
programs in the field of languages are perceived as more effective that programs in the field of
management, communication, and commerce.

Keywords: Improving Training Results, Enhancing HRD Effectiveness

Managers are increasingly being made responsible for the performance results of their work organization, unit or
department. One of the means of improving performance is to develop the competencies of their employees by
means of training and other learning interventions. They will invest in such interventions - further referred to as
training, or Human Resource Development (HRD) programs - if these have added value for their company; and
work organizations are still making considerable investments in training (Van Buren, 2001). In this way they are
indicating that they expect training to produce positive effects on the achievements not only of individual employees

but also of separate departments and the entire organization. Managers, however, will certainly take a critical look at
the results of training and will only be willing to opt for those training programs that are expected to produce
positive effects. In other words, HRD will be seen more and more as an investment that should produce results
(Wognum, 1994). Research into the effectiveness of HRD has, as a result, been given a significant impetus, certainly
after it was estimated in literature that only between 10 and 20 per cent of the capital invested in HRD and learning
interventions would lead to a lasting improvement in performance (e.g. Broad, 1997).

A major part of training and HRD interventions is bought in from outside training companies. These
organizations provide training programs from which the purchasing companies expect positive effects. Training
companies therefore aim to provide programs of a high quality. The Vereniging van Trainings- en
Opleidingsinstituten in Nederland' [Association of Training and Education Institutes in the Netherlands) (Vetron) is

an association of established training companies that considers quality to be of paramount importance. In order to be
able to monitor this quality, Vetron asked the Faculty of Educational Science and Technology of the University of

Twente to conduct an evaluation on its behalf. This involves a survey being carried out of the quality of the training
companies that are affiliated to Vetron by means of a random sample of the client base of the companies concerned.
Seven surveys were carried out, during the period 1993 up to and including 1999.

Research Question

In the above section it is indicated that Vetron has had seven surveys conducted of the quality of the HRD programs
provided by its companies. The study presented in this paper relates to a further analysis of the data from all seven

surveys. On the basis of the results, Vetron aims to increase the effects and thus the effectiveness of the training they
provide, by improving characteristics that have an impact on the effects of HRD programs. This implies, that Vetron

would like to gain an insight into characteristics explaining HRD effectiveness. The research question, therefore,

runs as follows: Which characteristics explain the effectiveness of HRD programs carried out by Vetron training

companies?

Conceptual Framework

The above stated research question elaborates on research that was carried out in previous years by the University of
Twente, Faculty of Educational Science and Technology, Department of Educational Organization and Management

Copyright © 2002 A.A.M. Wognum, B. P. Veldkamp, W. E. Ankersmit, and J. A. van de Lagemaat
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(Wognum, 1999) and fits within the performance paradigm of HRD. According to Weinberger (1998), the
performance paradigm of HRD holds that the purpose of HRD is to advance the nission of the organizational
system. HRD efforts are intended to improve the capabilities of individuals working in the organization and enhance
the organizational systems in which they perform their work. The primary outcome of HRD in this context is not
just learning, but also performance at various levels (Holton, 2000). Kaplan and Norton (1996) suggest two
categories of performance measures: the so-called drivers and outcomes. Outcomes measure effectiveness relative to
core outputs of the system, sub-system, process or individual, whereas drivers measure elements of performance that
are expected to sustain or increase system, sub-system, process, or individual ability and capacity to be unique for
particular performance systems (Holton, 2000). Together, these drivers and outcomes describe the cause and effect
relationships in organizations (Kaplan & Norton, 1996), which implies that drivers should predict future outcomes.

This theory fits well into the theory of HRD effectiveness, where HRD effectiveness is conceived as the extent
to which HRD goals and objectives are achieved. (Wognum, 1999). This implies that, to define the level of
effectiveness, HRD effects can be measured at three output levels (Holton, 2000; Wognum & Lam, 2000): the
learning level (ffects on knowledge, skills and attitudes), behavior level (effects on job behavior of individual
employees) and results level (effect on the performance results of groups, departments or the company). The HRD
effectiveness theory also points to a means-goals ordering that distinguishes between the ultimate criteria and the
supportive, effectiveness-enhancing criteria. HRD effects can then be seen as ultimate criteria of HRD effectiveness,
like Kaplan and Norton's output measures. Criteria such as the HRD process itself are seen as effectiveness-
enhancing criteria (Scheerens & Bosker, 1997; Wognum, 1999), just like Kaplan and Norton's performance drivers.
They explain, to some extent, HRD effectiveness. Gaining insight into these criteria is necessary, as a means of
interpreting the effects of HRD.

Based on the above stated insights, Wognum (1999) identified the following characteristics, explaining HRD
effectiveness.

Setting HRD Goals. In organizational effectiveness thinking, goals can be seen as the major defining factors of
the effectiveness concept itself (Scheerens & Bosker, 1997). HRD goals will be developed during a strategic
planning or strategic HRD alignment process (Wognum & Mulder, 1999). The word 'strategic' emphasizes the
company perspectives and makes the link between HRD and organizational goals and objectives. Strategic
alignment concerns a dynamic and interactive process in which HRD goals and objectives are formulated as part of
an ongoing future company policy. This relates to the learning and development of individuals and groups of
employees for the benefit of both the company and themselves (e.g. Garavan, Costine and Heraty, 1995). In much of
the literature, it is assumed that the process of setting general goals and specific objectives for the organization's
HRD programs is important to enhance HRD effectiveness. Wognum found in her study on strategic HRD
alignment that this process does indeed have a positive effect on perceived HRD effectiveness (Wognum, 1999). If
strategic planning resulted in the formulation of more specific objectives, the impact on perceived effectiveness
would be even higher than in the case of general goals. It would be interesting to investigate whether setting or not
setting goals for HRD projects that have been carried out by Vetron companies has an influence on HRD
effectiveness. In the process it would be important to examine whether it is the setting of specific goals that
promotes HRD effectiveness more than the setting of general goals.

Involvement of Stakeholders. Strategic HRD alignment refers to the interrelationship between HRD
representatives and relevant company employees at strategic, tactical and operational levels of the organization, the
so-called HRD stakeholders. Each of these stakeholders or groups of stakeholders aims at particular effects with
HRD interventions. Senior managers, for example, will put the functioning of the work organization first, whereas
HRD officers are far more focused on the learning goals that the participants should have reached by the end of the
HRD activity (Wognum, 1994). This stakeholder perspective can have an influence on the assessment of the HRD
effectiveness realized. Earlier research results showed that stakeholder involvement in the strategic alignment
process has a positive impact on perceived HRD effectiveness; supervising managers and HRD officers, however,
perceive HRD effectiveness significantly higher than HRD participants do (Wognum & Lam, 2000). It is important
therefore to investigate to what extent the position of stakeholders in the Strategic alignment process (e.g. training
designer, participant, consultant) and the function they hold (e.g. director, divisional manager, HRD coordinator)
makes a difference to actual or perceived HRD effectiveness.

Form of HRD Programs. The form of an HRD program is expected to influence HRD effectiveness (Wognum,
2001a). Depending on the kinds of organizational problems involved, a specific HRD program can be tailored or
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customized for a specific company, or a standard or other 'off -the-shelf program, suitable for any company or
problem situation can be provided. The former program is mostly offered as a so-called in-company program; the

latter is an individual program, open to employees from different companies. The study by Wognum (2001a)
revealed that the perceived effectiveness of tailor-made programs was less than that of other program forms. This
result was not expected. In-company programs were expected to be more effective than standard programs, because

they are tailored to the specific situation of the company where the participants work. It would therefore be
interesting to examine whether in-company programs, such as those delivered by Vetron companies, are more
effective than individual, more standardized programs in which employees from different companies can participate.

Content Field of HRD Programs. All kinds of environmental forces affect the company, such as demographic,
social, economic, ecological, technological, and cultural. Some of these forces have a direct or indirect impact on the

company and its HRD function. The ever-increasing trend towards automation, robotics, and other advanced
computer applications, for example, has resulted in technological modifications and changes within companies.
These changes impel companies to train and develop their employees (Pettigrew, as cited in Garavan, 1991). The
HRD function is obliged to deliver HRD programs that provide these workers with the required competencies.
Environmental forces thus serve as the starting point for HRD, determining to acertain extent the content field of
HRD programs. This 'content field' is also seen as a feature that will have an impact on HRD effectiveness.
Automation programs, for instance, proved to be significantly more effective than social skills programs (Wognum,
1999). One possible explanation for this was the different nature of the knowledge and skills in each of the two
programs mentioned. It would also be interesting to examine whether differences in HRD effectiveness for
different content fields can be observed in the HRD activities carried out by Vetron companies.

Method

Sample. To investigate the research question and, more specifically, the influence of the characteristics
identified in the previous section on HRD effectiveness, a data file was used containing data from more than 3,700
questionnaires that were completed in the period from 1993 up to and including 1999 in the context of the evaluation
commissioned by Vetron. The data came from a random sample of the client base of - on average - forty training
companies that are affiliated to the Vetron. These Vetron companies satisfy a number of requirements relating to
professional competence, continuity, quality and method of working. A questionnaire was sent to this random
sample, more than 6 months after the HRD activity had been completed. On average, the response percentage was
35%. The main reason for non-response was the fact that respondents were no longer in the employ of the
organization involved, due to high turnover rates in the companies.

Data Collection. A questionnaire, which had been specially developed for the evaluation project commissioned
by Vetron (Mulder, 2000), was used for gathering the data. This questionnaire was used to determine the quality of
the performance of the HRD assignments by the commercial Vetron companies. The questionnaire contains
questions about the respondent, about characteristics of the HRD assignment, about the setting of objectives, about
the division of responsibilities, about the attribution of the results to the training company and, finally, questions
about making agreements and adhering to these (Mulder, 2000). The questionnaire measures both characteristics

that have a direct impact on HRD effectiveness and characteristics that could possibly be used as explanatory

variables.

Measurement of HRD Effectiveness. The effectiveness of an HRD program is often not immediately
measurable, which is why in this study the indicator developed in the context of the Vetron evaluation was used to

measure HRD effectiveness (Mulder, van Ginkel & Nijhof, 1994). This Aggregated Impact Indicator (AII) is
calculated from the total satisfaction about the assignment, the realization of expectations, the adjusted effect score,

the nuking of agreements and the extent to which these are adhered to, and satisfaction with the implementation of
the program. The adjusted effect score is calculated from the extent to which the objectives of the HRD assignment
have been realized. In the process, adjustments are made to reflect the importance of the objectives, the extent to

which the training company was responsible for achieving these objectives and the extent to which the respondent
attributes the attainment of the objectives to the training company. A weighting factor was awarded to each of the
characteristics of the effectiveness indicator, based on the results of a Lisrel analysis (Mulder, s.a.). The reliability

and validity of this measure was tested by Mulder c.s. as sufficient (1994). Finally, we would like to remark that the

AII does not thus measure actual HRD effectiveness but its effectiveness as perceived by the respondents.
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One of the characteristics by which the All is calculated is the realization of expectations. Approximately a
third of the respondents had not completed this question. There are different ways of dealing with missing values.

Firstly, the decision can be made to use only complete cases, which means that the data from incomplete cases are
not taken into consideration. Secondly, it can be decided to use the incomplete cases, and to complete them by
imputation, meaning that a particular value is filled out instead of the missing values. The usual value for this is the

random average (Little & Rubin, 1987). In this survey too, in order to be able to use the data from those respondents
who had not stated to what degree their expectations had been realized, the average score for the realization of
expectations was calculated and entered.

Predictive Variables. In the questionnaire for the evaluation commissioned by Vetron, several questions were
also included relating to specific characteristics that have an influence on HRD effectiveness; the so-called
predictive variables . This study examines whether a number of these variables can explain the differences in the All

scores of the participants. To this end it will study whether there are significant differences between groups of
participants when one of these variables is conditioned. On the basis of what is described in the 'conceptual
framework' section, the impact of the following factors on the All score is examined:

Setting Training Goals. The study examines whether the setting or not setting of objectives for the HRD
assignments has an impact on HRD effectiveness. The expectation is that setting objectives will have a positive
impact on HRD effectiveness. The setting of specific objectives is expected to promote HRD effectiveness more

than the setting of general objectives.

Involvement of Stakeholders. Another factor that will be examined in the study is the involvement of
stakeholders in the HRD assignment. The position of respondents and the functions that they hold are expected to
make a difference as regards actual or perceived HRD effectiveness. The questionnaire identifies the following
positions: contractor, purchaser, adviser, co-developer, internal organizer/coordinator, participant, and the residual
category 'other'. The respondent has the opportunity to indicate more than one position. As far as the function of the
respondents is concerned, ten different categories of function are mentioned in the questionnaire, namely:
director/works manager, line/departmental /divisional manager, head of personnel (sector/division), personnel

officer, head of the HRD department, HRD officer, HRD coordinator within the HRD department,
teacher/instructor/trainer, internal adviser, and external adviser. If the function of the respondent does not come

under any of these categories, the respondent could fill out his function in the residual category 'other'.

Form of HRD Programs. In this study a distinction is made between in-company programs and individual

programs. In-company programs are those that are specially made for a particular company, in which only
employees from that company participate. In the case of an individual program, individual employees from different
companies take part. The expectation is that in-company programs will be more effective, because they are tailored

to the specific situation of the company where the participant works.

Content Field of HRD Programs. The field to which the program relates makes a difference to HRD
effectiveness (Wognum, 1999). The questionnaire identifies ten different HRD fields, namely: languages,
management, communication, commerce, employee participation, marketing, technology, automation, HRD theory,
and other fields. It is thus expected that there will be a difference in HRD effectiveness between these fields.

Preparation of the Data. Before the analyses were conducted, the data file was adjusted on a number of points
in order to be able to answer the research question. In the case of the question about the function of the respondent,

it emerged that many people had indicated in the category 'other' that they were a member of the works council. For
this reason, a separate function category, 'member of the works council' was added. Something similar occurred
with the question about the content field of HRD. There proved to be many programs with the combination of

management and communication; the combination of communication and commerce also occurred frequently. For
this reason these combinations were added as extra categories. Based on the data received about the position of
stakeholders, the respondents were divided into four groups according to the stage in which they had been involved

in the HRD assignment. The first group consists of respondents who were only involved in the preliminary stages of
the program: contractors, purchasers and advisers. The second group comprises respondents who were only involved
in the actual implementation of the HRD assignment. This includes co-developers, internal organizers/coordinators

and participants. The third group consists of respondents who were involved in both the preliminary stages and the
actual implementation. The fourth group is made up of the remaining respondents, of whom it is not known in which

stage of the HRD assignment they were involved. Phillips (1997) states that those people who were closely involved
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in the implementation of the program are inclined to attribute all the changes or improvements in the participant's

behavior to the program itself. People who are further removed from this are also able in their assessment of the
program to take into consideration other factors that influence these changes or improvements. On the basis of this,
those who were involved only in the actual implementation of the HRD assignment are expected to give a more
positive assessment of HRD effectiveness than the rest.

Data Analysis. The data were analyzed with SPSS. The Independent Samples T-test was used to establish the
difference between individual and in-company programs and the difference between setting or not setting goals in

advance.
A One-way ANOVA was used to see if there was a difference between those who were only involved in the

preliminary stages, those who were involved in both the preliminary stages and the actual implementation of the

HRD assignment, those who were only involved in the actual implementation of the HRD assignment, and those of
whom it is not known in which part of the HRD process they were involved. This also applies to the difference
between the function of the respondents, the difference between the fields of HRD and the difference in the extent to

which goals were set.
If significant differences between the groups were found in the analysis of variance, a Post Hoc analysis was

conducted using the Bonferroni procedure to see which groups differed significantly from the others. This procedure

compares the average of each group with every other group by means of a T-test.
All the analyses were conducted with a p-value of .05.

Results

The results of this study show which of the characteristics impact on the All -score of the participants.

Setting HRD Goals. The AII-scores of the programs that set HRD goals are higher (M. = 65.4, 52.= 12.8) than
the All-scores of programs for which no objectives were set in advance 1211 = 62.2, ag = 14.0). The Independent
Samples T-test indicates that this difference is significant, 1(2742) = -3.01, g < .003.

Also investigated was whether the setting of general or more specific objectives has an impact on the AII-
score. The results of the One-way ANOVA show that there is a significant difference, L(4, 2496) = 32.851, g < .00.
In order to check to what degree of objective setting the All-score differs, a Post Hoc analysis was conducted using
the Bonferroni procedure. The results of this are shown in Table 1.

In Table 1 the All-score of the type of objective from the first 'column is compared with the All-score of the
type of objective from the first row. The value that is shown in the table is the Mean Difference (MD). This MD was
calculated by subtracting the average of the AII-score of the type of objective in the first column from the average of
the AII-score of the type of objective in the first row. The significant differences from this column are marked with

an asterisk.

Table 1. Post Hoc analysis (Mean Differences) of the types of objectives affecting the All scores.
Very general General Neither general nor

specific
Specific Very specific

Very general
General
Neither general / nor specific
Specific
Very specific

-2.83
-

-2.45
38

-5.97*
-3.14*
-3.52*

-13.98*
-11.15*
-11.53*
- 8.01*
-

g < .05.

It can be deduced from Table 1 that the average All-scores for the programs for which the objectives that were
set are very general, general or neither general/nor specific are significantly lower than the average All-scores for

programs for which the objectives are specific or very specific. It is striking that the average AII-scores also differ
significantly for programs in which the objectives that were set are specific and the programs in which the objectives

that were set are very specific (MD=-- 8.01, p<0.000).

Involvement of Stakeholders. The results of the One-way ANOVA showed that there is a significant difference
between the different stages of involvement, E(3, 2742) = 3.080, 12 < .026. In order to check in which stages the
effectiveness indicator differs, a Post Hoc analysis was conducted using the Bonferroni procedure. The results of

this are shown in Table 2.
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Table 2. Post Hoc analysis (Mean Differences) of stage of involvement affecting the All scores.
Preliminary stages Training program Both Unknown

Preliminary stages -
Training program
Both
Unknown

.713
-

.002
-.711

5.36
4.65
5.36
-

g <.05.

Table 2 shows that those who were only involved in the preliminary stages are more positive about HRD

effectiveness than are those of whom it is not known in which stage of the training process they were involved (NID

= -5.36). This difference in average All -score is significant ti < .025). Those who were involved in the entire

training process also assessed HRD effectiveness more positively than did those of whom it is not known in which

stage of the training process they were involved ()D = -5.36). This difference too is significant (11 < .024).

Subsequently, a one-way ANOVA analysis shows that there is a significant difference between the respondents

when grouped on the basis of function f(11, 2727) = 6.401, g < .00. In order to check for which functions the

average All -score differs significantly, a Post Hoc analysis was conducted using the Bonferroni procedure. Only the

columns with significant results are shown in Table 3.
From Table 3 it can be deduced that the average All -score for the function of director/works manager is

significantly lower than the average All -score for the head of the HRD department MD = -5.4, p<0.000), the HRD

officer QS12 = -4.67, p<.000) and the HRD coordinator within the HRD department (MD = -5.07, p<.008). Other

siginifant differences were found between at one side the line manager, the personnel officer, and the category

others, and on the other side the head of the HRD department, HRD officer, and HRD coordinator. The second

group has significantly higher AII-scores, which imply far more positive perceptions of HRD interventions.

Table 3. Post Hoc analysis (Mean Differences) ofthe type of junctions affecting All scores.
Head HRD dept. HRD officer HRD coordinator Other

Director -5.40* -4.67* -5.07* -1.15

Line manager -5.75* -5.03* -5.43* -1.51

Head of personnel -4.59* -3.86* -4.26 -.34

Personnel officer -4.54* -3.84* -4.22 -30

Head HRD dept. - .73 .33 4.24*

HRD officer
-.40 332*

HRD coordinator
3.92

Teacher
2.39

Internal advisor
1.68

External advisor
1.28

Other
-

Member works counsil

< .05.

Form of HRD programs. The mean and the standard deviation for both groups were calculated to investigate

whether there is a difference between the group of students who received an in-company program and those who

received an individual program. The AII-score for in-company programs (j21 = 65.11, Q = 12.99) is lower than the

AII-score for individual programs ((y1 = 66.35, = 14.95). The Independent Samples T-test, however, indicated

that this difference is not significant, 1(2413) = -1.644, n < .10.

Content field of HRD Programs. It was investigated whether there is also a difference in the average AII-score

between the different content fields of HRD. The One-way ANOVA analysis reveals that here too there is a

significant difference, L(11, 2734) = 4.836, a < .00. In order to check for which fields of HRD the average AII-

score differs, a Post Hoc analysis was conducted using the Bonferroni procedure. Only the column with significant

results are shown in Table 4.
From Table 4 it can be deduced that programs in the field of languages are found to be significantly more

effective than programs in the fields of management (MP = 5.81, p<.000), communication (MD = 4.16, p<.003),

commerce (NW = 6.66, p<.000), participation in decision-making (MP = 6.99, p<.000), management and

communication QM = 6.32, p<.017) and programs from the residual category 'other' (M,11 = 5.89, p<.000).
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Conclusion and Discussion

The goal of this study was to gain a greater insight into characteristics that explain, or influence, HRD effectiveness.
Firstly, the influence of setting or not setting objectives in advance was studied. Here it was expected that setting

objectives in advance would have a positive influence on the AII-score. At the same time, the setting of specific
objectives was expected to lead to a higher All-score than the setting of general objectives. The results of the
analysis correspond with these expectations.

Table 4. Post Hoc analysis (Mean Dfferences) of the types of content fields affecting All scores.
Languages

Languages -

Management 5.81*

Communication 4.16
Commerce 6.66'
Marketing 7.25

Technology 4.74
Automation 9.49

HRD Theory 4.82
Participation in decision making 6.99'
Other 5.89'
Management & Communication 6.32'
Management & Commerce 1.51

< .05.

Another characteristic examined in the study was the involvement of stakeholders in the HRD assignment. It

was expected here that those who were involved only in the actual implementation of the HRD assignment would

give a more positive assessment of HRD effectiveness than would the other people involved. The results indicate
that respondents who were involved only in the preliminary stages of the program were more positive about HRD

effectiveness than were those of whom it was not known in which stages of the training process they had been
involved. The respondents who were involved both in the preliminary stages and in the program itself also gave a

more positive assessment of HRD effectiveness than did those of whom it was not known in which stages of the

training process they were involved. It is striking that no significant differences were found with the respondents

who had been involved only in the program itself. This is probably due to the relatively small size of this group of

respondents. A follow-up study in which more respondents from his group are involved may well produce

significant results.
The function of the respondent was also considered, and here it was expected that there would be a difference in

All-scores between the function categories distinguished, due to the different perspectives of those involved. Those

who are directly involved in the programs will look mainly at the program itself, how it progressed and whether the

learning objectives of the program were attained. Those who are not directly involved in the programs will look

more at the effect of the program on the functioning of the participants. The results reveal that respondents who are

directly involved in the programs, such as HRD officers, heads of HRD departments and HRD coordinators within

HRD departments, are more positive about HRD effectiveness than are respondents who are not directly involved in

programs, such as directors/works managers, line/departmental/divisional managers, heads of personnel, personnel

officers and respondents from the category 'other'. This is in line with the result, found by Wognum (1999),
indicating that HRD officers are more positive about the effects of HRD programs than other stakeholders. On the

other hand, no significant differences were found with the group of respondents who were involved only in the
program itself. This is probably due to the relatively small size of this group of respondents. A follow-up study in

which more respondents from this group are involved may well produce significant differences.
Further, the form of the HRD program was examined. It was expected that in-company programs would be

more effective than individual ones. The results, however, reveal that this is not the case: individual programs prove

to be more effective than in-company programs. This corresponds with the results found by Wognum (2001a). The

differences in the All-score are - although close to significance - not significant. It would therefore be advisable to

carry out this study using a random sample with a higher percentage of individual programs. In the study presented

here six times as many in-company programs were involved as individual programs.
Finally, the field to which the programs relate was examined; here there was expected to be a difference in AII-

score between the different fields, mainly because of the differences in the knowledge and skills to be acquired. The

results reveal that there are indeed differences. Programs in the field of languages appear to be perceived as more

effective than programs in the fields of management, communication, commerce, employee participation,
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management and communication and programs from the residual category 'other'. This is probably due to the fact
that the content of language programs is more concrete and more directly applicable than those of the other types of

programs. One striking result is that both communication programs and commerce programs were found to be less
effective than language programs, but that this was not the case in a combination of these programs. A possible
explanation for this is that in this study there were fewer programs in the field of the combination of communication

and commerce than programs in the individual fields.
The results of this study provided us with some more insights into characteristics that are able to enhance HRD

effectiveness. Based on this, it is now possible to further fill out the HRD effectiveness model as depicted in earlier

papers (Wognum, 2001b) with the predictor variables found.
In this study, T-tests and One-way ANOVAs were applied to assess the effect of the individual explaining

variables separately. As a result, it is possible to draw conclusions as to whether or not they influence the All-scores.
However, all these variables are treated as if they were independent, and no second-order effects were taken into
account. In our study this might not be the case, so further research is needed. In general, when a design consists of
more than two dependent variables, a MANOVA study is conducted to gain more insight into the relations between
the variables and the AII-score. Conducting a MANOVA will therefore be the next step in our research project.
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Expanding the Transfer of Training Domain of Structured On-the-Job Training
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Many researchers and practitioners in human resource development (HRD) field presumed there was a

close match between structured on-the-job training (OJT) and the actual task on the job, but structured

OJT has not been researched in depth in the far transfer of training. Thus, this paper proposes that

structured OJT can be used not only in near transfer of training but also in far transfer of training. Yet how

to design structured OJT programs to achieve far transfer, especially when the task is relatively unknown,

remains an issue for future HRD research and development.

Keywords: Transfer of Training, On-the-Job Training, Planned Job Training

Transfer of training continues to be an area of major interest among human resource development (HRD) scholars

and practitioners. Underlying the concerns about training costs is the fundamental organizational need to ensure that

trainees will be able to use what was learned during the training back on their jobs. Bassi, Gallagher, and Schroer

(1996) state that employers express concerns about their training expenditures. In the authors' study, private sector

employers spent $25.2 billion on direct costs associated with training, while private employers' indirect training

costs (wages, salaries, and fringe benefits) are estimated to be $27.1 billion. Comparable estimates of federal

government agencies' expenditures on direct and indirect costs for training civilian government employees are $1.2

billion and $1.8 billion, respectively. Adding the estimates in these two sectors together indicates employers have

spent $26.4 billion on direct costs and$28.9 billion on indirect costs for training in 1995, bringing the total to $55.3

billion.
While there has been much attention paid to the transfer of training in general, how the topic relates to

structured on-the-job training (OJT) has received little attention, if any. Many researchers have simply presumed that

since there was a close match between the training and the task, transfer of training was not a particular issue of

concern (Jacobs & Jones, 1995). However, upon closer examination, it has been generally assumed that structured

on-the-job training has been used to achieve near transfer of training situations only. This viewing of structured on-

the-job training implies that transfer of the training has been restricted within the application of the types of tasks

and in the setting prescribed by the training. An important issue here, and one that has received little attention in the

HRD literature is the extent that training in one domain may generalize to a different or unintended context.

This paper proposes that structured on-the-job training (OJT) can be used in both near and far transfer of training

situations; it consists of three parts. The first part discusses transfer of training, focusing on near and far transfer.

The second part discusses the transfer of training domain of structured OJT. The final part discusses implications

related to far transfer of training and structured OJT.

Near Transfer Versus Far Transfer of Training

Transfer of training refers to the extent to which individuals can apply what was learned in one situation to another

situation (Baldwin & Ford, 1988; Holton, Bates, Seyler & Carvalho, 1997). Transfer of training involves applying

the task to contexts other than those used in the training setting. Trainers expect the trainee to learn the new

behaviors and use them back on the job. The literature suggests that the extent to which transfer of training occurs

depends on several sets of variables. For instance, Baldwin and Ford (1988) proposed a framework that identified

the variables in the training design (principles of learning, the sequencing of training material, and the job relevance

of the training content), the trainee characteristics (ability or skill, motivation, and personality), and the work

environment characteristics (supervisory; constraints and opportunities to practice learned material on the job).

Copyright C 2002 Chan Lee, Jin Hyuk Kim and Ronald L. Jacobs
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As Figure 1 shows, the greatest importance in determining the transfer of training is the relative match between the

training setting and the work setting (Jacobs & Jones, 1995). That is, the principle states that the greater the
similarity between the two settings, the greater likelihood the transfer of training will occur. The training setting

should have the same critical features, including the physical attributes, the various work-related cues, and social
settings that will be encountered later on in the actual work setting. Some of these features might be deduced to their

simplest forms with the expectation that the training can focus on these alone, with the elimination of extraneous
information. However, the extent to which the match exists, and by extension, the extent to which transfer of
training occurs depends in part on the nature of the work and the expected training outcomes.

Transfer of training can be categorized in several ways. For example, Royer (1979) identified some bi-polar
transfer of training classifications, such as lateral and vertical, specific and non-specific, literal and figural, and near

and far dimensions. Royer (1979) emphasized viewing those various constructs on a continuum rather than two

distinct phenomena. As shown in Figure Z near and far transfer of training can be compared in terms of the
relationship between the work task and emphasis of training design. Near transfer requires a close match between

training and task content, a close match between the training and task outcomes, and emphasis on specific concepts

and skills. In contrast, far transfer requires an approximate match between training and task content, and an
approximate match between training and task outcomes, and emphasis on general concepts and skills .

The characteristics of near transfer suggest trainees should apply known sets of knowledge and skills. For

example, after an employee learns the repair procedures for a Hyundai engine, they repair only that one particular
Hyundai engine once they are back on the job. Far transfer, on the other hand, is akin to having trainees learn more
general concepts and principles, which might be applied to a wider set of contexts than those necessarily presented
in the training setting. For example, an employee might learn to repair a Hyundai engine, but for far transfer to occur,

the trainee would be able to transfer what was learned about engines in general during training to an array of other

engines, such as Chrysler, Ford, or Honda. Far transfer suggests by learning the fundamental aspects of something

along with specific skills, there is a greater chance for applying that information to more than one setting later on.
Thus, the greater similarity between the training and working settings suggests relatively near transfer of training.

Less similarity suggests the need for far transfer.
The concepts of near and far transfer of training are frequently discussed relative to training objectives, transfer

theory, and learning requirements. In terms of the training objectives, the distinction between the types of transfer is

related to types of skills transferred (Clark & Voogel, 1985). Clark and Voogel (1985) distinguished between
procedural learning objectives, in which concrete and practical knowledge of relatively simple routines are included,

such as something that can be learned as a step-by-step sequence of behaviors and a declarative learning objective,

in which concepts and principles have formal properties. Procedural types of training objectives tend to involve near

transfer while declarative training objectives are more likely to contribute to far transfer.

In terms of transfer theory, the literature has focused on two kinds of transfer of training theories. For example,

Goldstein (1993) describes two transfer theories necessary for explaining near and far transfer: the identical-
elements and principles theories. The identical elements theory suggests that the transfer of training occur when

what is being acquired during the training is identical to what the trainee performs on the actual context. According

to the theories, transfer will be maximized to the extent to which the tasks, equipment, tools, and environment at the

training setting are similar to those encountered at the actual work setting. In contrast, the transfer-through-principle

theory proposes that the general principles necessary to learn a task should be emphasized to solve the problems in

the transfer task. Regarding designing training environment, this theory is not highly concerned with similarity
between the training setting and the actual work setting. Therefore, near transfer enables trainees to meet the
relatively known predictable conditions of their job and apply their knowledge and skills, while in far transfer, the

trainees are expected to learn concepts and principles to deal with situations not always encountered during the

training.
Finally, research suggests that near and far transfer of training requires different learning requirements. The

requirements for near transfer depend mostly on the similarity between the training and the task. However, achieving

far transfer of training requires additional considerations. Laker (1990) states far transfer depends on whether the

training includes information about the assumptions undeflying the skills and behaviors they are learning. In

addition, a number of studies have suggested that the more trainees practice in different contexts and use novelty in

their practice exercises, the more effective the far transfer (Ellis, 1965; Goldstein, 1986; Baldwin & Ford, 1988).

Clark and Voogel (1985) stress the importance of incorporating a variety of situations and problems in order to

develop and apply skills.
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Structured OJT and Transfer of Training

On-the-job training refers to a form of training that occurs at the workplace during the performance of a job rather
than in a classroom setting (Jacobs & Jones, 1995; Rothwell & Kazanas, 1994). OJT is the most widely used method

of delivering training to a novice employee by an experienced employee today, and is one of the most important
components of learning in the workplace (Jacobs, 1999; Rothwell & Kazanas, 1990). Despite its frequency of use,
most OJT is unfortunately informal or unstructured in nature, and therefore has received serious criticism for often
being haphazard, incomplete, and unpredictable (Jacobs, 1990; Jacobs & Jones, 1995; Rothwell & Kazanas, 1994).
Structured OJT has recently emerged as a subject of interest in the HRD field. In contrast to informal or unstructured

OJT, structured OJT uses a planned approach to the training (Jacobs & Jones, 1995). Structured OJT is generally
referred to as a planned process conducted by an experienced employee for the purpose of providing the knowledge

and skills to perform tasks to a novice employee at or near the workplace.
When there is a greater match between training setting and job setting, then trainees can transfer what they have

acquired to the job more successfully. Structured OJT has been perceived as an effective training approach in part

because of its potential to achieve transfer of training. It is one of the benefits of structured OJT that trainees have
much more possibility for transfer than classroom training (Jacobs & Jones, 1995). Since structured OJT is
conducted near or at the job setting, trainees are available to use the same equip ment, tools, and environment they

use to perform their actual tasks. Structured OJT enables trainees to practice the task during training because the task

is similar in both training and transfer. Because of the inherent association between structured OJT and the feature of
transfer, it is commonly believed by managers and HRD professionals that structured OJT should only be used in

near transfer of training situations.
Figure 3 presents how structured OJT differs by the nature of the task established or varying and near or far

type of transfer of training. The figure also shows examples of these dimensions. The classifications between near
and far transfer and established and varying tasks provide an approach to the transfer of training domain of
structured OJT. The established and varying classification provides a complementary dimension to near and far
transfer. While the near and far transfer is a classification about the conditions under which training and transfer
tasks are performed, the established and varying task is a classification about the nature of the tasks themselves.
Established tasks involve the specific procedural training content and sequence. In contrast, varying tasks involve
the complexity of general information in training content and sequence. The combination of a near or far type of
transfer and the established or varying tasks can provide a means of characterizing transfer of tasks on structured

OJT.
Established tasks and near transfer of training (ex. 1, Figure 3) have characterized most structured OJT

programs. In this instance, the training focuses on units of work in which the content and sequence are fixed so that
the trainee is expected to perform closely matching job tasks. Established tasks and far transfer (ex. 2) focuses on

units of work in which the content and sequence are fixed, but the trainee is expected to perform across a set of
related tasks. In this example, the training focuses more on having trainees tam re liable principles that govern

relationships amo ng variables. This combination should attract most attention from organization managers since far

transfer would seemingly reduce the amount of training early on.
The combination of having varying tasks and near transfer (ex. 3) suggests that the training focuses on units of

work in which the content and sequence are changeable, for the purpose of performing closely matching job tasks.

At first glance, how to achieve such a combination might appear illogical, but it points to situations where training is

provided for complex, constantly changing work situations.
Finally, in considering varying tasks and far transfer (ex. 4), the training focuses on units of work in which the

content and sequence are changeable to perform a set of related job tasks. In the far transfer and varying task
training provides broad principles, often drawn from the underlying structure of the task. This broad base can be
transferred in more than one task situation. Given these combinations, it becomes necessary to present a level of

transfer, which focuses more on general principles and concepts, followed by embedding of suitable training
objectives and content for the desired level of transfer.

Discussion

This paper proposes that structured OJT can be used for both near and far transfer of training. Several issues
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determine whether structured OJT can actually be used for far transfer. First, to achieve far transfer, structured OJT

should be considered as a system such that the training inputs, training process, training outputs, and organizational

context are considered. Even though it may be believed that training outcomes from far transfer are less predictable,

using the systems view to implement structured OJT would enhance the possibility for the most effective training

outcomes.
Second, a structured OJT program is viewed as an investment from which the organization can expect a return

(Jacobs & Jones, 1995). When an organization needs principle -focused training to apply to multiple job issues or

when training workforce in a broader perspective, for example in a nation, is needed, structured OJT used in far

transfer would be a cost-effective approach. Integrating the principle into structured OJT can achieve job outcomes

in both near transfer and enhance the potential far transfer.
Third, Versloot and De Jong (1994) and De Jong (1991) propose forms of structured OJT that possess varying

levels of structuring and include on-site practice, on-site instruction, and on-site study. In certain circumstances it

can be better to structure less, than to structure too extensively (De Jong, 1991; Versloot & De Jong, 1994).
Regarding this issue, less structured formation could be appropriate for far transfer of structured OJT.

Fourth, Lohman (2001) indicates that structured OJT might be used for both deductive and inductive training
strategies. Inductive training strategies seem more appropriate for far transfer of structured OJT. It requires trainees

to become critical thinkers, effective problem solvers, and independent learners, drills that enable them to
continuously learn and improve their performance instead of receiving information from the trainer.

Finally, to achieve successful far transfer, trainees can be encouraged to discuss and apply the training in a context

they choose. When trainees participate in the program design, the training would be expected to have a closer match

between the employee's interests and the organizational needs. This approach might enable trainees to better meet

current and future organizational needs.
Transfer of training is one of the primary concerns for managers and HRD professionals. Although structured

OJT is now widely used as an effective training method, it has been used within a limited domain of near transfer of

training. This paper sought to explore the transfer of training domain of structured OJT to include far transfer.
Further research and experience are required to further examine the various issues related to designing structured

OJT for far transfer of training.
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Figure I. Potentiality of Transfer of Training Based on the Relative Match (Source: Based on Jacobs & Jones, 1995,

p. 36.)
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Figure 2. Comparing Near and Far Transfer of Training (Source: Kim & Lee, 2001, p. 445.
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Figure 3. Comparing Types of Tasks and Transfer of Training (Source: Kim & Lee, 2001, p. 448.
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