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 “Knowing is not enough, we must apply 

Willing is not enough, we must do”(Goethe, J). 

The purpose of this study is to examine the factors affecting the training 

transfer of civil servants in the case of Mongolia. The following specific objectives 

were aimed at:  1) to explore the impact of the major factors (such as individual 

characteristics, training design, and work environment) on learning and the transfer of 

training; 2) to identify the relationships among the variables; 3) to explain the impact 

of individual characteristics on learning and the transfer of training through the 

moderation of the demographic factor on their relationships; and 4) to examine the 

direct and indirect causal effects among the factors. This study used a mixed methods 

approach, which included quantitative and qualitative approaches. The quantitative 

approach was conducted, as the main method, by testing six hypotheses through using 

multiple regression and path analytical approaches in order to answer the research 

questions of this study; and the qualitative approach was applied as a secondary 

method to support the results gained through the quantitative study. The qualitative 

approach was carried out by conducting in-depth interviews with 10 participants from 

different public organizations. The findings of this study were as follows:  1) 

individual characteristics, training design and work environment were significant 

predictors of learning and training transfer, depending on their relevant sub-

dimensions; 2) those three types of factors were also positively interrelated with one 

another; 3) age did not play a moderating role in the relationship between individual
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motivation and learning, or individual motivation and training transfer; 4) individual 

motivation, training objective, training content, peer support, and opportunity were 

positively and directly related to the transfer of training. Contrary to expectation, 

instructional method, feedback and supervisory support did not have direct effects on 

the transfer of training. However, indirect causal effects on the transfer of training 

were depicted from individual motivation, training objective, supervisory support, 

peer support, and opportunity to use. Amongst them, only supervisory support had a 

negative indirect effect on the transfer of training. Therefore, this study suggests that 

positive transfer could happen in conjunction with individual characteristics, training 

design and work environment, depending on their relevant sub-dimensions, as seen in 

most previous studies.  

However, based on the findings and limitations of this study, the following 

recommendations should be considered in relation to future civil servants’ training 

and the development of Mongolia. First, in order to enhance the positive transfer of 

training, training should be developed systematically and operate as a partnership 

among stakeholders such as managers, trainees, and trainers, who must work in 

partnership. Secondly, pre- and post-training evaluation is needed to look for change 

in how well the learners have mastered the skills and knowledge. Thirdly, an 

interactive approach to research is also needed to study the variety of linkages which 

have not been adequately examined in the present study. Fourthly, recurrent training 

is appropriate for civil servants and this will make practice and exercise realistic and 

work-related. Finally, public and private partnership is crucial to share good practice, 

and encourage the diffusion of innovative approaches to training and development. In 

this regard, organizations will be able to maximize their return-on-investment with 

regards to training and implement value-creating strategies through effective transfer 

of training by considering all three determinants. Strategies can be linked to practice 

by implementing value-creating strategies through the transfer of training that is a 

value-creation process of employees, and in turn, that process can produce effective 

and measurable payback for the job. Furthermore, it can create real human capital, 

whereas training transfer is a key vehicle for linking individual change to the 

requirements of the organizational system. 
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CHAPTER 1 

 

INTRODUCTION 

 

1.1  Background of the Study 

 

In a changing environment, many countries focus on human capital in order to 

build and strengthen a skilled labor pool that will allow the country to maintain a 

competitive edge in a knowledge-based economy (Wendy, 2010: 1). Further, 

organizations are making great efforts to properly adjust to the changing environment 

to enhance their competitiveness (Lim et al., 2007: 22). These rapid changes in the 

organization require the development of a more focused and coherent approach to the 

development and management of people (Kirkpatrick, 1979 quoted in Lin & Sharif, 

2009: 10).  

According to Porter (2000), firms operating in a knowledge-based economy 

become more and more dependent on the skills and knowledge of their workers 

(Vichet, 2009: 2). As the idea that work has become increasingly knowledge based 

has taken hold, investing in intangible assets – especially human capital – has been 

regarded as a core strategy for competitive advantage (e.g., Nooteboom, 2000; Bontis, 

2001; Adler & Kwon, 2002; Hand & Lev, 2003; Storberg-Walker, 2004). Therefore, 

organizations should spend more resources on training in order to improve their 

competency at work (Kelloway & Barling, 2000 quoted in Cheng & Hampson, 2008: 

327). The fundamental purpose of training is to help people develop skills and 

abilities which, when applied at work, will enhance their average job performance in 

their present job (Tziner et al., 1991). Furthermore, organizations have realized the 

importance of training as a tool in gaining a competitive edge because training 

programs are seen as an organizational investment and not as an expense (Noe, 2000). 

In today’s workplace, employees need to improve their knowledge and skills 

continuously to be able to perform their jobs, and training is one of the most important 
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and reliable human resource techniques for enhancing organizational and employee 

productivity (Bhatti & Kaur, 2010: 656). Particularly, training programs are planned 

and managed carefully to ensure that the employees that have received the training 

will be able to apply what they have learned and increase their work performance. 

Organizations and employees can achieve their goals if learning skills are transferred 

effectively to the workplace (Bhatti & Kaur, 2010: 657). Hence, the outcomes of 

training have been a critical topic of investigation in human resource development 

(Holton et al., 2003).  

In the past, training efforts have focused on ensuring learning on the part of 

trainees, and not on supporting the transfer of that learning to performance on the job. 

Today’s organizations recognize effective workforce performance as a strategic asset 

in the global competitive economy but face problems in attaining high performance. 

Therefore, both managers and human performance professionals frequently overlook 

the need to gain stakeholder involvement to support the full transfer of new skills to 

the job. Further, the collaboration of stakeholders is necessary in order to achieve high 

levels of transfer of skills to the workplace (Broad, 1997: 7). With effective 

stakeholder collaboration to support this transfer, many organizations are achieving 

the level of workforce performance that is essential to their survival and success in 

today’s competitive environment (Broad, 1997: 13). 

There are a number of trends in human resource development both private and 

public sector training programs. The most significant trend in both areas is that toward 

accountability and results. Especially, organizations want to see the results of their 

investment in training and development programs for employees (Buren, 2001; Buren 

& Erskin, 2002). Also, employee retention is a reason for investment in training 

(Phillips, 2003: 27). Keeping highly skilled and productive employees is critical to an 

organization’s overall success; many organizations invest in training in an effort to 

provide opportunities for employees, not only to develop their skills for the purpose of 

the organization, but also to develop their personal interests (Levering & Moskowitz, 

2003).  

Moreover, several studies (e.g., Becker, 1994; Ulrich, 1997; Fitz-enz, 2000; 

Carter et al., 2004; Ulrich & Brockbank, 2005) have shown that the most successful 

organizations are those that manage human capital resources in an effective and 



3 
 

 
 

efficient fashion by investing in the workforce education and development of their 

workers, encouraging workers to invest in themselves, and by providing a supportive 

learning environment (Burkett, 2010: 35-36).  

The public sector plays the particularly important function of providing public 

goods and public services, and maintaining public order. Hence, public organizations 

should pay attention to human resources development (Chang & Gang, 2010: 2). 

Without training and development, government agencies cannot maximize their use of 

human capital. With the rapid pace of globalization and technological change today, 

all organizations have to continually train their workforce to keep pace with their 

competition (Pham et al., 2010: 3).  

Mongolia is a developing country, and public organizations have been faced 

with global competition continuously to improve employees’ knowledge, skills, 

abilities, and attitudes. One of the key issues for Mongolian public organizations is 

developing and retaining its intangible resources and the Mongolian government has 

given particular attention to workplace training as a tool for improving employees’ 

job performance. For example, 449 civil servants were trained in 2010, 1068 in 2011, 

and 779 in 2012, respectively (Civil Service Council of Mongolia, 2012). 

Furthermore, these training programs covered certain topics such as local government, 

organizational development, civil service reform, human resource management, civil 

service standards, e-government, monitoring and evaluation, financial management 

and the policy making etc. 

This implies that public organizations in Mongolia require a knowledgeable 

and skillful workforce in order to compete successfully in meeting the challenges 

ahead. Therefore, developing human capital is a top priority of the Mongolian public 

sector.  

Moreover, the Mongolian government has initiated a number of reform 

strategies aimed at improving the quality of life of the citizens, and to establish 

efficient and effective management systems. According to the Civil Service Council 

(CSC) of Mongolia (2009), the effectiveness with which the new policies are 

implemented is largely dependent on the quality of civil service administration and 

the ability of its staff to operate effectively in the changed environment. Thus, the 
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reform of public administration should be built on the development of human 

resources.  

In Thailand, for example, human resource development professionals can play 

strategic roles beyond the organizational setting. According to Oranuch 

Pruetipibultham (2010: 103), human resource development professionals must ensure 

that the developmental steps burst from within, and are not imposed from outside. 

HRD professionals can help community enterprises or public or private organizations 

by having a thorough understanding of the sufficiency economy philosophy and 

working strategically to create knowledge with prudence and to promote integrity and 

ethical behavior to sustain long-term development.  

Interestingly, the sufficiency economy philosophy is better able to meet the 

challenges arising from globalization and other changes. In addition to this, the 

sufficiency economy philosophy approach goes beyond most development thinking 

by linking the search for human-centered and sustainable development with the 

cultivation of people-oriented values, a people-oriented mindset and a people-oriented 

attitude (Chirayu Isarangkun, 2012: 6).  

Sufficiency means moderation (not to be extreme and/or business should be 

expanded through its natural growth), reasonableness (accumulating knowledge and 

experience, along with analytic capability), and the need of self-immunity (which 

means having the ability to withstand shocks, and to have vision and to try to foresee 

possibilities, good and bad as a result of risk management) for sufficient protection 

from the impact arising from internal and external changes (Chirayu Isarangkun, 

2012: 7; Oranuch Pruetipibultham, 2010: 101).  

In order to successfully achieve this, the application of knowledge with due 

consideration and prudence is essential (Oranuch Pruetipibultham, 2010: 101). Based 

on this view, organizations can continuously develop human resources by avoiding 

laying off employees and considering them as an investment (Baker, 2007 quoted in 

Oranuch Pruetipibultham, 2010: 101). Because of the holistic nature of sufficiency 

economy philosophy is reflected in the creation of knowledge which puts people at 

the center of development and then develops them from the inside out (Oranuch 

Pruetipibultham, 2010: 103). 
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In this regard, the transfer of training can be considered the effective and 

continuous application, by trainees to their jobs, of the knowledge and skills gained in 

training (Broad & Newstrom, 1992). The conditions of the transfer include both the 

generalization of knowledge and skills acquired in training to the job, and the 

maintenance of that learning over time on the job. “This concern has become even 

stronger given today’s changing job requirements, the view of people as the key to 

competitive advantage, and the movement towards learning as a key mechanism for 

fully utilizing human resources” (Ford & Weissbein, 1997: 22). 

 

1.2  Statement Problems 

 

Training is the most common form of HRD, which helps organizations to 

enhance their workforce effectiveness and productivity by means of specified learning 

geared towards performance improvement. However, most training outcomes fail to 

transfer knowledge, skills, and attitudes to the job (Subedi, 2004: 592). Importantly, 

Matsebula (1996: 4 quoted in Malcolm, 1992) concluded that the learning process is 

never complete until the learned skills are finally transferred to the job. 

Mongolia has underinvested in the capacity of its civil servants, and human 

capital utilization is deficit in the public sector. The capacity building that has been 

undertaken has often not been sustained because of the turnover in senior positions, 

sometimes apparently for political rather than performance reasons. For this reason, 

the Mongolian government requires more stability in civil service employment, 

combined with a greater commitment to building the capacity of its civil servants 

(CSC of Mongolia, 2008: 67).  

According to the Civil Service Council of Mongolia (2011), the educational 

level of civil servants is classified as follows:  48.8 percent of all civil servants 

possess a graduate and higher education, including 10.8 percent having a higher 

education diploma, 31.2 percent having a bachelor degree, 5.5 percent having a 

master degree, 1.3 percent having a doctoral degree. However, 51.2 percent of all civil 

servants possess less than a high education, for example, 20.3 percent have a special 

education, 21.3 percent have completed secondary schooling, 8.5 percent have not 
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completed secondary schooling, 0.9 percent have primary education, and 0.2 percent 

are uneducated. 

Although public service needs to employ only people with a bachelor’s degree 

or a higher level of education, there are many civil servants that have just a basic or 

special secondary education and that need further training in public management. In 

fact, there is only one state funded institution training civil servants and improving 

their qualifications:  The National Academy of Governance (NAOG), however its 

capacity, the accessibility of the training and boarding facilities, and services and 

students’ vacancies are not satisfactory in terms of meeting the current needs.  

Nevertheless, the Cabinet Office of the Government and the Civil Service 

Council have annually approved NAOG’s Training and Research Action Plan in order 

to train and develop the civil servants that work in various public organizations. 

According to this Action Plan, those civil servants attend different short-term (one 

week) training programs every year. This action plan is established depending upon 

government policy, and the National Academy of Governance is sent an official letter 

under certain topics to various public organizations in terms of offering different 

training programs for their employees with needed knowledge and skills. 

In other words, the government provides funds to train civil servants during 

their four-year tenure in order to improve employees’ knowledge and skills. This 

means that the Mongolian government has spent a considerable amount of money, 

time, and effort in order to train and develop employees or civil servants with the 

needed knowledge and skills to improve their job performance, although there is lack 

of funding for training. For example, the government spent 256,9 million tugrug in 

2010, 438,4 million tugrug in 2011, and 465,5 million tugrug in 2012 for short-term 

training of civil servants. 

Many training programs have been organized for civil servants in order to 

improve their knowledge, skills and job performance. However, many complaints 

have been directed toward civil servants for their ineffectiveness and inefficiency, 

which means that most of those training programs have not achieved the desired 

results.  

The reason behind this is that training and development in Mongolia is 

focused on controlled access to courses in order to maintain administrative systems 
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rather than the learning of their organizations. This may be related to the structure of 

the public organization, which is hierarchical, bureaucratic, and centralized. Further, 

the training requiring assessment is mainly based on proposed certain topics from the 

Cabinet Office of the Government and Civil Service Council rather than investigating 

analyses of persons, tasks or the organizations. This implies that incorrect 

assumptions are made that a needs assessment is unnecessary because available 

information already specifies what an organization’s needs are. However, the National 

Academy of Governance estimates training needs based on a person analysis and 

sometime a job analysis by using surveys.  

Moreover, most evaluation research is carried out on the course itself. 

Particularly, training results are mostly measured by trainees’ reactions to the training 

program such as questionnaires asked about the trainee’s satisfaction with the training 

content and the processes which include their opinion of the instructors, training 

location, training material and so on. This implies that training evaluation in Mongolia 

is mostly focused on influences within the training context but ignores other 

influences within an organization that affect the performance outcomes of the 

learning. For example, Mamat (2001) has stressed that the effectiveness of any 

training program is not evaluated based on the participants’ performance while 

attending the training alone but the application of the knowledge and the skills learned 

during the training to the workplace. A training program is considered affective if it 

can change the attitude or behaviors of the trainees when they come back to work. 

However, the evaluation of the training effectiveness is given less consideration in 

most of the public organizations in Mongolia - it is often just assumed that training is 

effective and contributes to job performance. There is no empirical research that 

identifies the factors that affect the transfer of training of civil servants in Mongolia.  

Next, conducting a lot of training does not mean that the training programs are 

effective if there is no improvement in productivity. Consequently, in order to 

ascertain the effectiveness of training, a training evaluation is required (Rae, 1991; 

Bramley & Kitson, 1994; Cheng & Ho, 2001; Tennant, Boonkrong, & Roberts, 2002). 

The key criterion for evaluating training effectiveness is the transfer of training 

(Kirkpatrick, 1967 quoted in Yamnill, 2001: 1), which is related closely to the 
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evaluation of training in terms of application on the job (Subedi, 2004: 595). In short, 

training transfer is an aspect of training evaluation. 

According to Pham et al. (2010: 1), training effectiveness is often 

operationalized as the transfer effects of training:  the extent to which professionals 

use their newly-gained knowledge, skills and attitudes in the workplace. 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 (Yamnill, 2001: 3). 

Hence, the transfer of training is important in the public sector of Mongolia. 

Particularly, despite the considerable amount of money and resources that the 

Mongolian government spends on training, it has not determined yet to what extent 

such investment benefits the organization. For instance, several studies (e.g., Baldwin 

& Ford, 1988; Broad & Newstrom, 1992; Kozlowski & Salas, 1997; Haskell, 1998; 

Burrow & Berardinelli, 2003) have indicated that there is a strong consensus that 

training is a wasted investment if the acquisition of knowledge and skills is not 

generalized to the job and is not maintained over time. 

Although organizations have spent more money on training each year to 

improve employees’ knowledge and skills and to gain a competitive edge, most 

employees fail to apply the learned skills to their job (Casper, 2005: 6). As Ford 

(2009) has argued, trainees transfer only 20 percent of their learned skills to their 

workplace (Bhatti & Kaur, 2010: 659). On the other hand, Broad and Newstrom 

(1992) found that more than 80 percent of the knowledge and skills gained in training 

by individuals do not translate into changed job behavior because the majority of 

trainees do not transfer their knowledge immediately after training (Saks, 2002 quoted 

in Weldy, 2009: 61). Therefore, what happens after training is a more critical issue, 

one which could be the biggest challenge in training which means the transfer of the 

skills and knowledge learned in the training to the work place. 

One of the primary global trends in training is to show a return-on-investment 

(ROI) for programs (Phillips, 1999; Buren, 2001; Buren & Erskine, 2002; Willmore, 

2001). Many organizations have expressed concerns over the added value of training 

programs (Salas & Bowers, 2001; Jentsch et al., 2001 quoted in Weldy, 2009:  62). 

Specifically, there is growing pressure on public organizations to show the results of 

programs and processes including employer-sponsored training (Phillips, 2003).  
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This implies that the transfer of training is a critical factor impacting the 

return-on-investment for training, and a lack of transfer maybe one of the most 

important issues facing organizations (Holton & Baldwin, 2000 quoted in Weldy, 

2009: 62). Hence, when organizations wishing to enhance their return-on-training 

investment (Baharim, 2008: 26), they have to understand all of the factors that affect 

the  transfer of training and then intervene to eliminate the factors inhibiting this 

transfer (Holton et al., 2000 quoted in Yamnill, 2001: 3).  

Overall, evaluating the training effectiveness and return on training investment 

is critical issue, and civil servant’ training and development in Mongolia have faced 

the challenge of how to ensure the transfer of the newly acquired skills and 

knowledge to the workplace successfully. To meet these challenges, both types of 

organizations must consider the transfer of training in order to survive in today’s 

turbulent environment. For example, according to Brewer (2007: 14), first, public 

organizations spend a considerable amount of money, time, and effort in order to train 

employees with the needed knowledge and skills to improve organizational 

performance. Second, formal investments in organizational training and development 

are wasted because most of the knowledge and skills gained in training are not fully 

applied by trainees to the job.  

 

1.3  Research Objectives 

 

  This study investigates three types of factors individual characteristics, 

training design, and work environment, which determine the transfer of training and 

importance of training transfer as well. The purpose of this study is to review the 

research and theoretical approaches applicable to the analysis of training transfer, and 

this study also examines how those factors affect the training transfer of civil servants 

in the case of Mongolia.  

The following are the specific objectives of this study:  1) to explore the 

impact of major factors, such as individual characteristics, training design, and work 

environment, on learning and the transfer of training; 2) to identify the relationships 

between individual characteristic and training design, training design and work 

environment, and individual characteristic and work environment; 3) to explain the 
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impact of individual characteristic on learning and the transfer of training through the 

moderation of demographic factors on their relationships; and 4) to examine whether 

these factors (individual characteristic, training design and work environment) 

influence the transfer of training directly, indirectly or both. 

 

1.4  Research Questions 

 

The development of the research questions for this study arose in response to 

the following goals: 1) how individual characteristics, training design, and work 

environment factors affect the transfer of the training of civil servants; 2) to obtain 

important information on which transfer of training factors are strong, moderate or 

poor; and 3) having knowledge of which transfer variables are strong, moderate or 

poor may assist the researcher in proceeding with further analysis in order to explore 

the causal effects of the influential factors on the transfer of training in order to 

identify the possible linkages among them. Therefore, the following research 

questions guide the study:   

1) How well a set of factors such as individual characteristic, training design 

and work environment, is able to predict learning and the transfer of training?  

2) Are there relationships between individual characteristics and training 

design, training design and the work environment, and individual characteristics and 

the work environment? 

3) Does the demographic variable moderate the impact of the individual 

characteristic on learning and the transfer of training? 

4) What are the direct and indirect relationships between the training input 

variables, such as individual characteristics, training design and work environment, 

and the training output variable such as learning and the transfer of training?  

 

1.5  Scope of the Study 

 

This study is focused on the issue of human resource development in the 

Mongolian public sector. Specifically, the current study was conducted with the 
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training transfer of civil servants and attempts to identify the major factors affecting 

the transfer of training.  

In general, the entire public sector is too large to study. Hence, the scope of this 

research covers only administrative posts. The specific population under study 

focuses on the ministries, government agencies and municipalities by collecting data 

from administrative officers (e.g., senior officers) as cornerstone of the public sector. 

According to Civil Service Council of Mongolia (2011), there are a total of 16190 

administrative officers, which include about 1081 senior officers. 

 

1.6  Significance of the Study 

   

This study makes a number of contributions to the transfer of training 

research. First, this is the first empirical study of Mongolian public sector to 

investigate the factors affecting the transfer of the training of civil servants. This is 

particularly important in the Mongolian context, where there is a scarcity of 

contemporary research in this area. This research can enhance further research and 

practices, in this area, which will be useful for the Mongolian public sector. The 

benefit of this research is that it can serve as a guideline for HRD practitioners with 

the tools to enhance the transfer of training, and to develop training design that will 

increase the probability of effective training of civil servants. Moreover, this study has 

identified the possible determinants of training transfer, and this can help training 

designers and planners in correctly identifying training requirements for new and 

existing employees, and determining training suitability based on the influential 

factors. 

Secondly, in terms of its academic significance, this study attempts to address 

a key gap in the research and theory on the transfer of training through examining the 

key variables linked with increasing the likelihood that trainees will transfer their 

learning to the job. Hence, the findings of the research will have implications for the 

practice of HRD, which will close the gap between what is learned as a result of 

training and what is applied on the job. This may contributes to productivity and/or 

return-on-investment in training. Furthermore, this study contributes to theoretical 

development through investigating the concept of training transfer in order to fill the 
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gap in the literatures for such areas as Human Capital Theory and the Resource-Based 

View, which have received limited clarification in terms of return-on-investment and 

implementation for value creating strategy.  

 

1.7  Term Definitions 

 

Human resource development (HRD) is defined as a set of systematic and 

planned activities designed by an organization to provide its members with the 

opportunities to learn the necessary skills to meet current and future job demands 

(DeSimone et al., 2002: 3). 

Learning is defined as the extent to which trainees change their attitudes, 

improve their knowledge, and increase their skills as a result of attending training 

(Kirkpatrick, 1994: 42). 

Training is the process through which skills are developed, information is 

provided, and attributes are nurtured, in order to help individuals that work in 

organizations to become more effective and efficient in their work (Swanson & 

Holton, 2009: 226). 

Training design refers to the characteristic of the learning environment (Noe, 

2008: 169).  

Training effectiveness refers to the benefits that the company and the trainees 

receive from training. The benefits for trainees may include learning new skills or 

behavior, and benefits for the company may include increased sales and more 

satisfied customers (Noe, 2008: 196). 

Training motivation is defined as a trainee’s specific desire to learn the 

content of the training program (Noe & Schmitt, 1986). 

Transfer climate refers to the trainees’ perceptions about a wide variety of 

characteristics of the work environment that facilitate or inhibit the use of trained 

skills or behavior (Noe, 2008: 176). 

Transfer of training is defined as the degree to which trainees effectively 

apply the knowledge, skills, and attitudes gained in a training context to the job 

(Baldwin & Ford, 1988: 63). 
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1.8  Organization of the Study 

 

This study is organized into five main chapters. Chapter 1 introduces the 

study. The introduction discusses the topic through a discussion of the background 

information. This discussion is followed by a statement of the problem, the research 

objectives, research questions, the scope of the research, and the significance of the 

research and definitions of terms. Chapter 2 provides a literature reviews which is 

divided into four main sections:  a review of training, the transfer of training (as 

dependent variable), the determinants of training transfer (as the independent 

variables), the conceptual framework, followed by the hypotheses of this study. 

Chapter 3 introduces the research methodology. The research methodology part 

includes the research design, population and sampling, operational definitions and 

measurements, validity and reliability, data collection procedures, and finally, the data 

analysis procedures of this study. Chapter 4 provides the results and findings of the 

current study according to the research questions and hypotheses. Chapter 5 includes 

a discussion of the findings, conclusions, and directions for future studies. 



 

 

CHAPTER 2 

 

LITERATURE REVIEW 

 

This chapter reviews the relevant literature, which is related to the transfer of 

training and the major determinants of training transfer as well. This chapter is 

organized into four parts. The first part presents the literature reviews which include 

overview of training, transfer of training, and relevant theories. The second part 

includes the theoretical and empirical literature concerning the factors that could 

influence the transfer of training. The last two parts present the logical relationships 

between the variables, the conceptual framework, and the research hypotheses. 

  

2.1  A Review of Training and the Transfer of Training 

 

2.1.1  Overview of Training 

Training has been variously defined in the literature. The British Department 

of Employment in its Glossary of Training Terms (1971) defines training as “the 

systematic development of the attitude/knowledge/behavior pattern required by an 

individual to perform adequately a given task or job” (Zhao et al., 2004: 91).  

Training is a planned and systematic effort to modify or develop 

knowledge/skill/ attitude through the learning experience, to achieve effective 

performance in an activity or range of activities (Buckley & Caple, 1995: 13). 

Similarly, Campbell et al. (1970 quoted in Noe, 1986: 736) also defined training as a 

planned learning experience designed to bring about permanent change in an 

individual’s knowledge, attitudes, or skills. 

According to Swanson and Holton (2009: 231), training is the process of 

developing the knowledge and expertise of people. Also, training can be defined as a 

learning process in which people acquire the knowledge, skills, experience, and 

attitudes that they need in order to perform their jobs well for the achievement of 
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organizational goals (Mathis & Jackson, 1998). Moreover, Matthews et al. (2004) 

argued that training is concerned with providing an individual with the opportunity to 

learn what he/she needs in order to do their job more effectively (Gideon, 2010: 8).  

Therefore, training focuses on the acquisition of the knowledge, skills and 

attitudes needed to perform more effectively one’s current job. The role of training 

may be seen as “ensuring that the organization has the people with the correct mix of 

attributes, through providing appropriate learning opportunities and motivating people 

to learn, and thus enabling them to perform to the highest levels of quality and 

service” (Bentley, 1990: 25).  

In general, training helps the organization to fulfill its purposes and goals 

while contributing to the overall development of workers. “Training is necessary to 

help workers qualify for a job, do the job, or advance, but it is also essential for 

enhancing and transforming the job, so that the job actually adds value to the 

enterprise” (Swanson & Holton, 2009: 226). 

Thus, training can be targeted to help employees with new job-specific skills, 

improve their performance, or adjust their attitudes and behaviors (Pynes, 2009: 309). 

Further, developing a comprehensive long-range training program requires a strategic 

human resources management plan and the recognition that in today’s knowledge 

economy enabler, workforce skills are the real capital (Pynes, 2009: 310). 

The investment in people, both in developing and maintaining the appropriate 

skills, becomes a critical part of the organization’s strategy for the future. Like any 

investment, investment in training should produce an effective and measurable 

payback. Effective training enhances the knowledge, skills, attitudes and behavior of 

people and hence their performance (Tuzun, 2005: 146). 

In the past, training and development have been driven by the choice of 

courses best suited to the capabilities of the providers of the courses rather than the 

assessed business needs of an organization, its line managers, or their employees 

(Kelly, 1993; Nickols, 2005; Spitzer, 1999 quoted in Pamela, 2007: 22). The 

challenge now is to align training and development interventions with business goals, 

and to quantify those interventions in terms of the impact on business results (Pamela, 

2007: 22). 
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In a rapidly-changing global business environment in which innovation, speed, 

and efficiency are often necessary for success, organizations must constantly work to 

upgrade and enhance employees’ skills (Ford, 1997). The role and perceived 

importance of training as a means to improved performance in organizations has 

grown over time (Patterson, 2009: 3).  

Taylor (1911) initially recognized the value of training, as he developed the 

scientific principles of management in the early part of the 20th century. He assumed 

that performance could be improved by segmenting job functions into specific tasks 

and providing employees with training to do those tasks. Although employer-provided 

training can increase the effectiveness and efficiency of employees (Swanson, 1992), 

it does not guarantee improved performance for companies that invest huge amounts 

of time and money. It is the ability of workers to transfer, positively, training received 

into behaviors and skills that enhance workplace performance that often determines 

competitive advantage and validates the substantial financial investments made 

(Buren & Erskine, 2002). Therefore, the training must be manifested (Kirkpatrick, 

1967) as changed workplace behaviors that lead to improved organizational results 

(Patterson, 2009: 3). 

 

2.1.2  Transfer of Training 

Transfer of training has been well defined in the literature. Georgenson (1982: 

75) for example defined transfer as the degree to which an individual uses the 

knowledge and skills learned in the classroom on the job in an effective and 

continuous manner. Similarly, Garavaglia (1993) also defined transfer of training as 

the effective and continued application to a trainee’s job of the knowledge and skills 

gained in training. This means that transfer of training refers to trainees’ effective and 

continuous application of what they learned in the training (knowledge and skills) to 

the jobs (Noe, 2008: 169).  

Another definition, by Algranti (1988: 15), stressed that transfer of training 

refers to a process which involves both the ability to apply what has been learned and 

the possibility of using it in the workplace. Gist (1997) described transfer as the 

knowledge used after training is complete, and employees must not only practice the 

appropriate behavior in the training, but should perform the right behavior in the 
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workplace. Also, according to Gumuseli and Ergin (2002), transfer is the process of 

implementing knowledge, skills, attitudes, and other qualities acquired in the training 

program into the workplace (Weldy, 2009: 61).  

In sum, the transfer of training is defined as the degree to which trainees 

effectively apply the knowledge, skills, and attitudes gained in a training context to 

the job (Baldwin & Ford, 1988: 63). In other words, training transfer generally refers 

to the use of trained knowledge and skills on the job, as other researchers have 

pointed out (e.g., Wexley & Latham, 1991; Tannenbaum & Yulk, 1992; Ford & 

Weissbein, 1997). However, the terms “transfer of training” and “transfer of learning” 

interchangeably to refer to the application of the knowledge and skills learned in 

training to the job (Phillips & Broad, 1997: 2). 

Interestingly, Baldwin and Magjuka (1988) expressed that for transfer to 

occur, “learned behavior must be generalized to the job context and maintained over a 

period of time on the job.” Baldwin and Ford (1988) described transfer as the 

“…generalization of the skills acquired during a learning event to the work 

environment and the maintenance of the acquired skills over time.” The application of 

skills has been described as an ongoing exercise rather than a once-off task (Baharim, 

2008: 20), as Broad and Newstrom (1992) stressed that transfer of training is “the 

effective and continuous application, by trainees to their jobs, of the knowledge and 

skills gained in training both on and off the job”. This suggests that transfer may 

encompass both maintenance of behavior and its generalization to new applications 

(Broad & Newstrom, 1992). Thus, from those definitions, one can agree that there is a 

consensus that the transfer of training involves application, maintenance of newly-

learned knowledge and skills, and generalizability (Coetsee & Eiselen, 2006: 56). 

The continuity of applying new skills is crucial for the process of learning as 

well as for the transfer of such skills (Broad & Newstrom, 1992). Therefore, it is not 

enough to learn, or apply something new, but also employees should maintain the 

learning behavior. Learning behavior resembles a long-term anticipation and 

commitment to retain and utilize particular skills (Abdulfattah, 2006: 25). 

Moreover, based on Weldy’s (2009: 61) view, transfer involves a three-step 

process:  learning or mastering the information covered during a training program, 

using the new skills and knowledge on the job, and maintaining the change in 
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behavior over time. Although most definitions focus on the actual transfer from 

training to the job, training cannot be transferred unless learning occurs, and any 

benefits or gains of transfer can only be realized if the transfer is maintained over 

time. Hence, we can better understand transfer as a dynamic and complex process 

(Ford & Kraiger, 1995; Royer, 1979).  

Further, the transfer of training has been classified in terms of “near transfer” 

and “far transfer” (Laker, 1990 quoted in Subedi, 2004: 593). In short, near transfer 

occurs when trainees apply what was acquired in the training to situations very similar 

to those in which they were trained; and far transfer occurs when trainees apply the 

training to different situations from those in which they were trained (Bass & 

Vaughan, 1966 quoted in Blume et al., 2009: 3).  

In addition, the transfer of training can serve as a powerful measure of training 

effectiveness. Among the training effectiveness criteria, the most important impact is 

the transfer of training, which leads to improvements in employee and organizational 

performance (Bhatti & Kaur, 2010: 658).  

For example, the most popular approach to the evaluation of training in 

organizations today is Kirkpatrick’s (1976) framework of four levels of criteria. 

Kirkpatrick’s (1976, 1994) training evaluation model delineates four levels of training 

outcomes:  reaction, learning, behavior, and results. According to Kirkpatrick (1994: 

52), behavior is the third level in the evaluation process and is defined as the extent to 

which change in behavior has occurred because the trainee attended the training 

program (Kirkpatrick, 1994 quoted in Baharim, 2008: 21). Changed work behaviors 

as a result of training interventions indicate transfer (Mandl et al., 1991 quoted in 

Tuijnman, 1996). In other words, this level attempts to measure how much transfer of 

knowledge, skills, and attitudes occurs. Kirkpatrick (1994) stressed that it is important 

to see whether the knowledge and skills learned in the training program were 

transferred to the job (Baharim, 2008: 23). 

To conclude, there are several reasons why the transfer of training is important 

(Leberman et al., 2006), as follows:  

1) In a world in which globalization, technological advances and 

increased interdependence are required, life-long learning has become a necessity and 

transfer of learning provides the vehicle for this to occur; and organizations need to 
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reposition themselves as learning organizations to maintain high quality outcomes 

(Haskell, 2001 & Senge et al., 1994). A key prerequisite of this is the transfer of 

training. 

2) The trainee and employer want the transfer to occur, but there is a 

clear understanding that education and training are often too theoretical and 

consequently there is a failure to integrate the learning with the training in order to 

impact the job (Haskell, 2001).  

3) Improved accountability and evaluation systems have highlighted 

the importance of return-on-investment and the need to promote training programmes 

that do have an impact (Phillips, 1996; Williams et al., 2003).  

Thus, transfer of training is an essential tool for learning and managing 

knowledge in organization. Further, “transfer of training is considered to be an 

important competency for organizations to develop in order to succeed in today’s 

turbulent environment” (Rahimi et al., 2011: 213). Further, transfer of training is the 

critical key to learning (Dougherty, 2004) and developing human capital (Buhler, 

2002). Because training transfer is the first prerequisite of organizational 

sustainability and personal survival for employers and employees (e.g., Broad & 

Newstrom, 1992; Noe & Colquitt, 2002; Bresnen et al., 2003; Thompson et al., 2003; 

Broad, 2005). 

 

2.1.3  Relevant Theories  

  In this section, the theoretical base of the research is built by introducing 

different aspects of theories and how they relate to the transfer of training. However, 

it is not intended to be a full review of all theories. Rather, it briefly presents major 

influential schools which are interesting from the perspectives of training and human 

resource management. Therefore, this section aims to address the view of the 

theoretical foundations of Human Capital Theory and the Resource-Based View. 

2.1.3.1  Human Capital Theory   

Human capital theory is a well-accepted foundation of human resource 

development research and practices (Dobbs et al., 2008: 788). Human capital theory 

has been proposed by Schultz (1961) and developed extensively by Becker (1964). 

This theory is rooted in the field of economic development theory.  
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In the economic literature, human capital refers to the productive 

capabilities of people (Becker, 1964 quoted in Jackson, 1995: 7). According to 

Schultz (1993), the term human capital has been defined as a key element in 

improving a firm’s assets and employees in order to increase productive as well as to 

sustain a competitive advantage. To sustain competitiveness in the organization, 

human capital becomes an instrument used to increase productivity. Human capital 

refers to processes that relate to training, education and other professional initiatives 

in order to increase the levels of the knowledge, skills, abilities, values, and social 

assets of an employee which will lead to the employee’s satisfaction and performance, 

and eventually to firm performance (Marimuthu et al., 2009: 266). In short, human 

capital refers to the knowledge, expertise, and skill one accumulates through 

education and training.  

The concept of human capital emerged from the fact that there is no 

substitute for knowledge and learning, creativity and innovation, competencies and 

capabilities (Rastogi, 2000: 196). Such a consideration leads to a crucial point:  the 

accumulation of exceptionally-talented individuals is not enough for the organization 

there must also be a desire on the part of individuals to invest their skills and expertise 

in the organization and their position (Philip & Somboon, 2003: 5). Further “human 

capital represents the investment people make in themselves that enhance their 

economic productivity” (Olaniyan & Okemakinde, 2008: 479). 

Because skills, experience, and knowledge have economic value to 

organizations because they enable it to be productive and adaptable, thus people 

constitute the organization’s human capital (Jackson & Schuler, 1995: 7). As Becker, 

(1964: 6) stated, the most valuable of all capital is that invested in human beings. 

Human capital theory has suggested that a primary source of economic 

value in any organization resides in the collective knowledge, skills, and abilities of 

its people. As such, the cornerstone of human capital theory is to treat people as an 

asset rather than an expense, to develop skills and abilities, and to provide 

opportunities for people to maximize their contribution (Becker, 1994; Torraco & 

Swanson, 1997 quoted in Burkett, 2010: 35).  

Particularly, human capital has value in the market place, but unlike 

other assets, the potential value of human capital can be fully realized only with the 
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cooperation of the person. Therefore, “all costs related to eliciting productive 

behaviors from employees including those related to motivating, monitoring, and 

retaining them constitute human capital investment made in anticipation of future 

returns” (Flamholtz & Lacey, 1981 quoted in Jackson & Schuler, 1995: 7). 

According to this theory, organizations can use human resource 

management in a variety of ways to increase their human capital (Flamholtz & Lacey, 

1981; Cascio, 1991). “They can buy human capital in the market (e.g., by offering 

desirable compensation packages) or make it internally (e.g., by offering extensive 

training and development opportunities)” (Jackson & Schuler, 1995: 7). 

Becker considers training to be the most important investment in 

human capital (Marimuthu et al., 2009: 267) because the training raises the 

productivity of workers by imparting useful knowledge and skills, hence raising 

workers’ future income by increasing their lifetime earnings (Becker, 1994). 

Therefore, the essence of human capital theory is that people invest in 

themselves according to their own self-interest for the sake of future gains in lifetime 

earnings (Dobbs et al., 2008: 790). In other words, the human capital theory focuses 

on the idea that if management invested in training for their employees ultimately 

they would have a higher rate of return or larger return-on-investment by doing so. 

However, human capital theory has limited clarification concerning return on 

investment, which should clearly constitute a research base for theory to be 

developed.  

The return on investment for the training dollars spent is seldom 

realized due primarily to a failure to transfer the skills and knowledge from the 

training session back to the job (Anderson, 2001 quoted in Weldy, 2009: 61). As 

mentioned earlier in this study, formal investments in organizational training and 

development are wasted because most of the knowledge and skills gained in training 

are not fully applied by trainees to the job (Jay, 2009). For instance, some researchers 

(e.g., Baldwin & Ford, 1988; Broad & Newstrom, 1992; Burke & Baldwin, 1999) 

have realized that only a fraction of the skills and knowledge learned during training 

are really transferred back to the job, which means that it can determined to what 

extent such investment benefits the organization (Kontoghiorghes, 2001: 248). This is 

in accordance with Baharim’s (2008) study, which indicates that the main purpose of 
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the transfer of training is to enhance the return on investment. Transfer of training 

occurs when the knowledge learned is actually used on the job for which it was 

intended (Olsen, 1998 quoted in Cheng & Hampson, 2008: 328). However, when 

organizations wishing to enhance return on training investment, they also should 

understand the variables associated with the transfer of training so that they can 

promote those which enable transfer and intervene to limit those which inhibit 

transfer. Key to the success of training program initiatives is the extent to which 

trainees use their training on the job (Baharim, 2008: 1-2).  

Other studies (e.g., Holton 1996; Holton, Bates & Ruona, 2000) also 

have acknowledged that transfer of training must occur before learning can lead to an 

improvement in an individual’s job performance. This, in turn, represents the essence 

of return on investment of training. Hence, transfer of training to the job may be a 

critical factor impacting a return on investment for training, and that lack of transfer 

maybe one of the most important issues facing organizations (Holton & Baldwin, 

2000 quoted in Weldy, 2009: 62).  

Specifically, return on investment is an essential part of workplace 

learning, human resource development, and program evaluation in both private and 

public organizations. However, determining the return on investment of training and 

human resource development investments begins with an evaluation framework 

(Burkett, 2010: 5) because the effectiveness of training depends ultimately on whether 

the learned outcomes are used in the workplace (Salas & Cannon-Bowers, 2001 

quoted in Cheng & Hampson, 2008: 328). As Bhatti and Kaur (2012: 658) stated 

transfer of training can serve as a powerful measure of training effectiveness which 

leads to improvements in employee and organizational performance. 

This means that transfer of training is a key criterion for evaluating 

training effectiveness, as much of the human resource development evaluation 

literature which focuses on the Kirkpatrick’s (1994) four-level (reaction - 1, learning - 

2, behavior - 3 and result - 4) approach is to measure the return on investment of 

programs. The reason behind this is that trainees can react positively to the training 

and can learn something, but it does not mean they will apply the training once they 

are back on the job (Kirkpatrick, 1967 quoted in Caetano & Velada, 2007: 284). 

Therefore, job behavior (Level 3) is the attempt to measure the extent which transfer 
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of knowledge, skills, and attitudes occurs (Kirkpatrick, 1994: 52). The result is that 

level 4, where the organization can benefit, can only be achieved if the skills and 

knowledge learnt are transferred and utilized in the workplace (Eileen, 2004: 15). 

Similarly, other studies (e.g., Garvin, 1994; Goh & Richards, 1997; Buckler, 1998; 

Zairi, 1999) stressed that before organizational performance improves, the knowledge 

or skills learnt have to be transferred to the workplace. Therefore, this level (Job 

behavior) of evaluation is important in that it addresses the issue of training transfer 

(Brewer, 2007: 25).  

Moreover, based on the transferability of the acquired skills, human 

capital theory distinguishes between investments for general-usage and specific 

human capital. This distinction is important if these investments take the form of 

employer-provided training. While the returns to specific training can be realized only 

in an ongoing relationship with the training firm, general training increases the 

productivity of a worker in many firms besides those providing it (Becker, 1964 

quoted in Kessler & Lulfesmann, 2006: 2). Therefore, firms should not be interested 

in general training because they may not receive the benefit if another firm can offer 

higher wages or better conditions and thus attract generically trained workers away 

(Bolton & Houlihan, 2007: 178).  

This means that Becker’s theory separately addresses these phenomena 

and draws two main conclusions. First, employers will share the returns and the cost 

of investments in firm-specific skills with their employees. Second, in a competitive 

labour market firms will not invest in the general skills of their employees due to their 

inability to collect the returns from such investments; workers will pay the full cost of 

general training (Kessler & Lulfesmann, 2006: 2). 

Finally, human capital focuses two main components:  the individual 

and the organization. At the individual level, Collis and Montgomery (1995) pointed 

out that importance of human capital depends on the degree to which it contributes to 

the creation of a competitive advantage. Therefore, individuals need to enhance their 

competency skills in order to be competitive in their organizations. Regarding the 

second level, organization, human capital plays an important role in the strategic 

planning on how to create competitive advantages (Marimuthu et al., 2009: 268). 
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2.1.3.2  Resource-Based View 

Human capital theory gained prominence alongside other similar 

influences from the economic and strategic management literature such as Barney’s 

(1991) resource based view of the firm. This approach indicates that human capital is 

frequently assumed to contribute to a competitive advantage due to its inimitability 

based on its intangible nature. Further, investments in firm-specific human capital 

have a significant impact on learning and firm performance (Hatch & Dyer, 2004: 

1155). As Becker (1964) argued, employers will only invest in specific training, not 

general training, when labor markets are competitive (Kessler & Lulfesmann, 2006: 

1) because the general training is of equal value in many firms, whereas specific 

training is only useful in one firm (Joop & Henriette, 2007: 39).  

Particularly, the resource-based view challenges the view of business 

strategy as managers seek the best “fit” between the firm and its environment by 

emphasizing the overriding importance of factors internal to the firm (Barney, 1991 

quoted in Patthareeya, 2009: 67). This view examines competitive potential based on 

internal firm resources rather than on the basis of a firm’s products (Wernefelt, 1984 

quoted in Patthareeya, 2009: 67).  

A fundamental assumption of the resource-based view is that 

organizations can be successful if they gain and maintain a competitive advantage. 

Competitive advantage is gained by implementing a value-creating strategy that 

competitors cannot easily copy and sustain (Barney, 1991 quoted in Jackson & 

Schuler, 1995: 8). In short, firms could create and obtain sustained competitive 

advantage by creating value that is rare and impossible to imitate. 

For a competitive advantage to be gained, two conditions are needed:  

1) the resources available to competing firms must be variable among competitors, 

and 2) these resources must be immobile (i.e., not easily obtained). Further, the three 

types of resources associated with organizations are:  1) physical (technology and 

equipment), 2) human (employee’s experience and knowledge), and 3) organizational 

(structure and systems for planning) (Barney, 1991 quoted in Jackson & Schuler, 

1995: 8-9).  

These resources which contribute to a competitive advantage, are those 

which create value for the organization, are rare and difficult to imitate, and which are 



25 
 

 
 

effectively integrated within the organization. Resources can be an important source 

of competitive advantage. However, among a firm’s resources, human capital is the 

most important and critical for competitive advantage because it is the most difficult 

to imitate (Bolton & Houlihan, 2007: 178). Similarly, several studies (e.g., Barney, 

1991; Collis & Montgomery, 1995; Moingeon & Edmondson, 1996; Lee & Miller, 

1999; Collins & Porras, 2000; Fenwick, 2001; Davidson, 2002) have suggested that 

creating unique and inimitable knowledge and competencies requires organizations to 

depend largely on their human capital and to promote continuous learning and skill 

development.  

The reason behind this is that the former business strategies of 

successfully exploiting economies of scales, implementing unique technology, or 

dominating a certain geographical location no longer create a strategic advantage in 

today’s changing environment (Eustace, 2003). Because products and technologies 

can be quickly copied and reproduced, a competitive business strategy includes 

creating new, usable, unique, and inimitable knowledge and competencies (Bell, 

1973; Itami, 1987; Barney, 1991; Amit & Shoemaker, 1993; Peteraf, 1993; Black & 

Boal, 1994; Rao, 1994; Lei et al., 1996; Barney & Wright, 1998; Bontis, 2001; 

Eustace, 2003).  

Therefore, the resource-based view is also more focused on human-

centered, and a repository of knowledge and skills can be leveraged to create value in 

a way that is difficult for competitors to imitate (Vichet, 2009: 1-2). However, the 

resource-based view has no clear evidence to implement a value-creating strategy in 

order to gain a competitive advantage, which means there is still a gap in how people 

add value to their organization. This leads to a critical path to develop theory in 

future. 

Interestingly, the transfer of training derives more from a knowledge 

base (Subedi, 2004: 594), which is critical for long-term success and stability (Ipe, 

2003 quoted in Weldy, 2009: 58), as seen as a basis or primary source of competitive 

advantage (Goh, 2002: 1; Stewart, 1997 quoted in Weldy, 2009: 59). For knowledge 

to be strategic, it must be translated into competence not easily imitated by others 

(Johannessen et al., 2005). Creating this competence requires knowledge to be applied 

to tasks by persons possessing certain skills (Holton & Yamkovenko, 2008: 277). 
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Hence, “transfer of training is viewed as an important strategy for making 

improvements in organizational performance and maintaining a competitive 

advantage” (e.g., Buhler, 2002; Dougherty, 2004; Velada et al., 2007). 

For example, based on Ulrich’s point, people can add value for their 

organization when their work helps someone reach their goals. In this sense, transfer 

of training requires the participants in a training program to take action by actually 

using or applying the learned skills and knowledge to the job (Weldy, 2009: 62). 

When trainees show that they can help their organization to achieve its goal by 

applying newly acquired knowledge and skills back to the job, managers will 

welcome trainees’ contributions as directly supporting the organization’s strategic 

goal (Broad, 1997: 21). In other words, transfer of training could be the value creation 

process of employees for their organization to sustain a competitive advantage. 

To be a source of sustainable competitive advantage, human resources 

must also be rare. If competitors can easily access the same pool of talent, then that 

talent provides no advantage against competitors (Schuler & Jackson, 2006: 11). 

Therefore, translating key strategic objectives into learning initiatives needs to be 

emphasized, according to Holton and Baldwin’s (2003) perspective. Most 

importantly, transfer of training focuses on learning by requiring individuals to learn, 

retain information covered in a training program, and transfer knowledge and skills 

learned in training back to the job (Weldy, 2009: 62). It is the improvement of 

learning in a new task through the transfer of knowledge from a related task that has 

already been taught (Torrey & Shavlik, 2009: 2).  

The process of learning to learn has become critical, as the 

maintenance of competitive advantage has become increasingly dependent on 

knowledge and intellectual capital (Knowles et al., 1998). It follows that for most 

organizations to maintain a continuous competitive advantage within the current 

dynamic global business environment, it requires the development of effective 

training programs (which are more focused on the transfer of training as the skills and 

knowledge learned in one context are applied in another context, Cormier & Hagman, 

1987), designed to provide the necessary knowledge, skills, and behaviors in response 

to the changes (Lacy, 2007: 29). 
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Work competencies and capabilities require continual updates because 

of today’s rapid changes and uncertainties (Bontis, 2001; Rylander & Peppard, 2003 

quoted in Casper, 2005: 17). Therefore, effective transfer of training is a valuable 

strategy for facilitating learning at both micro and macro levels (Weldy, 2009: 59) 

because employees are required to learn continuously and further apply what they 

have learned in training to real job problems, beyond what they could show at the end 

of training (Park & Wentling, 2007: 312). Thus, organizations can attempt to gain a 

sustainable competitive advantage through its employees, who can add value to their 

organization through the effective and continuous application of newly-acquired 

knowledge and skills to the workplace successfully. 

Overall, the transfer of training is highlighted the importance of 

learning and taking action based on the acquired knowledge and making changes in 

order to improve individual and organizational performance (Weldy, 2009: 58). 

Additionally, this enhances the individual’s capacity to learn, helps groups overcome 

barriers to learning, and strives to create organizational culture that fosters learning 

(Eliufoo, 2005). Furthermore, the application of knowledge is the key pillar by which 

organizations can stand in a competitive position, and the means by which they can 

continuously expand their vision and reach the goals established by the organization 

(Alipour et al., 2011: 62). 

2.1.3.3  Conclusions of the Review 

Transfer of training contributes to a more thorough understanding in 

terms of theory development which includes human capital theory and the resource-

based view. This means that the transfer of training could be provide little evidence to 

fill the gap in these two theories which have limited clarification of return on 

investment and implementing value creating strategy.  

For example, the human capital theory has addressed management 

investment in training in order to improve the employees’ knowledge and skills where 

ultimately they would have a higher rate of return from that investment. However, 

there is no clear evidence relating to the return on their investment from training in 

terms of increased productivity. This has not yet been clarified and is still under study. 

On the other hand, the resource-based view confirmed that competitive 

potential based on internal firm resources (Wernefelt, 1984: 171), which have been 
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considered that they are as an important source of competitive advantage because a 

firm has implemented strategy by exploiting internal strengths through its resources 

(Barney, 1991: 99). In the resource-based view, the importance of human capital 

contributes to the creation of a competitive advantage (Collis & Montgomery, 1995) 

because of its inimitability based on its intangible nature (Hatch & Dyer, 2004). 

Although the resource-based view has argued that resources may be 

valuable, it does not answer when, where, and or how they can be useful (Miller & 

Shamsie, 1996; Preim & Butler, 2001 quoted in Patthareeya, 2009: 77). However, this 

approach also does not indicate clear evidence relating to value-creation process by 

using human resources in order to gain a competitive advantage for the organization. 

Based on these limitations, this study suggests that organizations can 

maximize their return on investment with regards to training and implement value-

creating strategy through effective transfer of training. Moreover, the resource-based 

view is able to link strategy into practice by implementing value creating strategy 

through the transfer of training which, as a value creation process of employees, can 

return their investment from training, and further it may create real human capital. 

The transfer of training is a key vehicle to link individual change to the requirements 

of the organizational system. 

If the knowledge gained in a training context, is not applied or 

transferred to the job, an organization cannot fully capitalize on it and make it a 

strategic resource (Holton & Yamkovenko, 2008: 277). This means that knowledge 

cannot be fully used in the organization unless it is transferred or applied to the work 

environment. Hence, this challenge in attitude toward employees has been especially 

dramatic in the public sector. To be successful, particularly in providing services to 

the public, all employees should be responsible for managing all kinds of knowledge 

that are available in the organization (Syed-Ikhsan & Rowland, 2004: 96). 

However, the public organizations are typically hierarchical and 

bureaucratic organizations that make sharing knowledge difficult (Liebowitz & Chen, 

2003: 422). Therefore, having the approach of learning and “managing knowledge 

will allow the society to prosper and increase its viability by making its people” 

(Wiig, 2002: 238) and furthermore will provide benefits and increase the citizens’ 

quality of life paradigm (Syed-Ikhsan & Rowland, 2004: 97). This could be 
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maintained through the sufficiency economy philosophy, described by his Majesty 

King Bhumibol Adulyadej of Thailand, which goes beyond the cultivation of people-

oriented values (Chirayu Isarangkun, 2012: 6). This approach indicates that the 

application of knowledge with due consideration and prudence is essential for success 

(Oranuch Pruetipibultham, 2010: 101), which is consistent with the condition of 

training transfer. Thus, transfer of training is an essential tool for learning and 

managing knowledge in the organization; and the transfer of training could be the 

most important pillar of organizational sustainability and personal survival for 

employers and employees (Broad & Newstrom, 1992; Noe & Colquitt, 2002; 

Thompson et al., 2003; Bresnen et al., 2003). 

 

2.2  Determinants of the Training Transfer 

 

“If we believe training truly makes a difference in organizational and 

individual performance, we must understand how to support transfer of training in 

organizations” (Yamnill & Mclean, 2001: 195).  

Hence, organizations should understand the variables associated with the 

transfer of training, so that they can promote those which enable transfer and 

intervene to limit those which inhibit it (Baharim, 2008: 26). Particularly, to improve 

training cost efficiencies, organizations need first to recognize the factors influencing 

learning or training transfer and assess the factors that are promoting or inhibiting 

behavioral change (Noe & Schmitt, 1986). 

Once the organizations have identified and assessed the factors influencing 

learning, they can develop strategies aimed at achieving positive transfer and 

continued application of learned skills on the job (Casper, 2005: 6-7). Particularly, the 

transfer of training involves multiple factors and it is affected by a system of 

influences (Noe & Schmitt, 1986; Baldwin & Ford, 1988; Rouiller & Goldstein, 1993; 

Cheng & Ho, 2001; Holton & Baldwin, 2003).  

For example, Baldwin and Ford (1988) critically analyzed the literature 

devoted to training transfer. They identified three types of training input factors that 

can impact training outcomes and training transfer:  1) training design, 2) the trainee’s 

characteristics, and 3) work environment factors (Ford & Weissbein, 1997: 22; Noe, 
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2008: 169). Moreover, some learning theories believe that the factors which include 

the training design, trainee’s characteristics, and work environment can affect the 

positive transfer of learning (Casper, 2005: 7). 

Thus, this chapter has reviewed the theories that are necessary to describe 

these three types of factors which determine the transfer of training by focusing more 

on Yamnill and Mclean’s (2001) study, which addresses the theories on the 

motivation to transfer, transfer design, and the transfer climate. This information may 

help us to understand why people wish to change their performance after attending a 

training program, what training design contributes to people’s ability to transfer skills 

successfully, and what kind of organizational environment supports the transfer. 

These theories are reviewed in the following section. 

 

2.2.1  Theories Supporting the Transfer of Training 

2.2.1.1  Theories on Motivation of Transfer  

Motivation to transfer was hypothesized in Holton’s (1996) model to 

connect learning with individual performance change. “Motivation to transfer can be 

described as trainees’ desire to use the knowledge and skills mastered in the training 

program on the job” (Noe & Schmitt, 1986 quoted in Yamnill & Mclean, 2001: 200). 

Theories of work motivation help to predict the behaviors that 

contribute to performance at work, as well as to clarify the motivation to transfer 

learned knowledge and skills from the classroom to the job (Handy, 2008: 24). They 

include the theories of expectancy, equity, and goal-setting, which provide a 

theoretical framework for individual characteristics, which have implications for the 

transfer of training. 

1) Expectancy theory: Vroom (1964) is a major contributor to 

the expectancy model of motivation theory. Vroom (1964: 17) defined “expectancy as 

a momentary belief concerning the likelihood that a particular act will precede a 

particular outcome.” Expectancy theory suggests that a person’s behavior is based on 

three factors:  expectancy, instrumentality, and valence (Noe, 2008: 132) as follows: 

“Expectancy is a momentary belief concerning the likelihood 

that a particular act will precede a particular outcome; satisfaction leads to 

performance” (Handy, 2008: 26). As Lawson and Shen (1998) stressed, expectancy is 
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the strength of an employee’s belief that a particular outcome will emerge, ranging 

from zero (I can’t do it) to one (I can do it). Similarly, Noe (2008: 132) stated that it is 

beliefs about the link between trying to perform a behavior and actually performing 

well. 

“Instrumentality is the person’s belief that certain actions will 

lead to other outcomes (second-level outcomes) that are desirable or will avoid 

undesirable outcomes” (Noe, 2008: 132). Therefore, it is important for employees to 

understand and internalize the connection between specific actions and specific 

outcomes and for the organization to live up to its promises (Lawson & Shen, 1998). 

This means that “instrumentality is a belief that performing a given behavior (e.g., 

attending a training program) is associated with a particular outcome” (e.g., being 

able to better perform your job) (Noe, 2008: 132).  

Based on Lawson and Shen’s (1998) study, valence is a 

person’s expected level of satisfaction from a work-related outcome, rather than the 

real value the person actually derives from the outcome (Handy, 2008: 26). In short, 

valence is the value that a person places on an outcome (e.g., how important it is to 

perform better on the job) (Noe, 2008: 132).  

From a training perspective, expectancy theory suggests that 

“learning is most likely to occur when employees believe they can learn the content of 

the program (expectancy); learning is linked to outcomes such as better job 

performance, a salary increase, or peer recognition (instrumentality); and employees 

value these outcomes” (Noe, 2008: 133). Further, Vroom’s expectancy-

instrumentality-valence model of motivation assumes that people make choices that 

maximize pleasure and minimizes pain (Handy, 2008: 26). 

2) Equity theory:  Adams (1963) is the major contributor to the 

equity model of motivation. “Equity theory is based on the simple premise that people 

want to be treated fairly. The theory defines equity as the belief that employees are 

being treated fairly in relation to others and inequity as the belief that employees are 

being treated unfairly in relation to others” (Yamnill & Mclean, 2001: 198). Hence, 

“individuals seek equity in their jobs and job satisfaction reflects the extent to which 

rewards received match the rewards the employee believes should be received” 

(Vroom, 1964 quoted in Yamnill & Mclean, 2001: 198).  
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According to Yamnill and Mclean (2001: 198), equity theory is 

based on three assumptions:  1) “people develop beliefs about what constitutes a fair 

and equitable return for the contributions they make to their jobs,” 2) “people 

compare their own returns and contributions to those of others,” and 3) “beliefs about 

unfair treatment (inequity) create tension that motivates people to reduce that tension” 

(Carrell & Dittrich, 1978; Ilgen & Klien, 1988). Therefore, in regards to motivation to 

transfer, it is important for training practitioners to understand what employees 

perceive they should receive from their work environment when they transfer the 

learned knowledge and skills (Yamnill & Mclean, 2001: 198). Particularly, it is based 

on the premise that a person will compare his/her inputs (extra work effort, skills) to 

outputs (pay, advancement and benefits). This critical ratio is then compared to 

another individual’s (other) inputs to outputs (Lawson & Shen, 1998 quoted in Handy, 

2008: 25). 

Interestingly, the relationship between motivation to transfer 

and equity theory is as follows:  if an individual feels that by attending training he/she 

is likely to gain equity in pay or other sought-after rewards, there is a greater chance 

that learning will occur, and such learning will transfer to the job (Noe, 1986: 55). 

Thus, it seems logical to focus on what employees feel they should receive from their 

jobs. 

3) Goal-setting theory: This theory suggests two cognitive 

determinants of behavior:  intentions and values. Intentions are viewed as the 

immediate precursors of human action. “The second cognitive process manifests itself 

in the choice or acceptance of intentions and subsequent commitment to those goals” 

(Locke, 1968 quoted in Yamnill & Mclean, 2001: 199). A goal is the level of 

performance that the individual is trying to accomplish; it is the object or aim of 

behavior. According to Locke (1968), goal setting, “like expectancy theory, may 

explain how and why behavior is facilitated or restrained in the pre-training, training, 

and post-training processes” (Yamnill & Mclean, 2001: 199). This implies that goals 

influence an individual’s intentions (Silberman, 2006: 49). Goal-setting theory holds 

that, once a hard task is accepted, the only logical thing to do is to try until the goal is 

achieved or until a decision is reached to lower or abandon the goal (Yamnill & 

Mclean, 2001: 199).  
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In other words, “this theory proposes that goals can mobilize 

employee effort, direct attention, increase persistence and affect the strategies 

employees use to accomplish tasks” (Silberman, 2006: 49). Particularly, goal setting 

helps participants to understand the desired result of each program and to motivate 

them to achieve these results. Additionally, goals can be discussed with their 

supervisors on the job to ensure that the employees use what they have learned during 

the training to improve their performance (Silberman, 2006: 49-50). 

In sum, these motivation theories are important to support the 

transfer of training, and to understand why individuals choose to apply their 

knowledge and skills in their workplace and how they perceive performance and 

rewards as well. 

   2.2.1.2  Theories of Training Design 

Cognitive learning may well occur, but program participants may not 

have an opportunity to practice the training in a job context or may not be taught how 

to apply their knowledge on the job. As a result, the training itself can have a direct 

influence on transfer of training (Yamnill & Mclean, 2001: 200). Thus, it is important 

to understand the theories that provide information about the conditions necessary to 

achieve positive transfer. There are three theories on the transfer of training that have 

implications for training design: identical elements theory, principle theory, and 

cognitive theory. 

1) Identical elements theory: This theory was proposed by 

Thorndike and Woodworth (1901) and predicts that transfer will occur when two 

tasks identical stimulus and response elements:  the greater the number of shared 

(identical) elements, the greater the amount of transfer. This approach to transfer is 

based on the assumption that the structure of the training task determines what is 

learned (Yamnill, 2001: 16). Particularly, transfer of training occurs when what is 

learned in the training session is identical to what the trainee has to perform on the 

job. Transfer will be maximized to the degree that the tasks, materials, equipment, and 

other characteristics of the learning environment are similar to those encountered in 

the work environment (Noe, 2008: 170-171). 

The theory of identical elements has been applied to many 

training programs, specifically those that deal with the use of equipment or that 



34 
 

 
 

involve specific procedures that must be learned. Identical theory is particularly 

relevant to making sure that near transfer occurs. Near transfer refers to trainees’ 

ability to apply learned capabilities exactly to the work situation (Noe, 2008: 172). 

According to Clark and Voogel (1985), the following recommendations would 

increase the likelihood of near transfer (Yamnill & Mclean, 2001: 201): 

(1) The more the training content and program reflect the 

workplace, the more successful is the near transfer (Baldwin & Ford, 1988). 

(2)  The greater the specificity about where and how the 

training is to be applied to the job, the more successful the near transfer (Clark & 

Voogel, 1985). 

(3)  The more overlearning of the task is encouraged, the more 

successful the near transfer (Noe, 1986). 

(4)  The more the procedural nature of the task is emphasized, 

the more successful the near transfer (Clark & Voogel, 1985). 

Therefore, the identical elements theory influences the 

acquisition of near transfer. In other words, near transfer of skills and knowledge 

refers to the replication of the previously acquired knowledge and skills in all 

identical situations, as Thorndike’s theory of “identical elements” suggests. 

According to Perkins and Salomon (1996), this theory of transfer is based on the 

belief that “previous learning facilitates new learning only to the extent that the new 

learning task contains elements identical to those in the previous task.” 

In addition, near transfer would be the objective of short-term 

skill development that can be applied immediately to improve performance in one’s 

present position (Spitzer, 1984). Near transfer would seem to be most desired when 

pursuing technical training (Laker, 1990), because technical training usually teaches 

specific behaviors and procedures applicable to the individual’s current job (Yamnill 

& Mclean, 2001: 202). 

2) Principle theory: The principle theory suggests that training 

should focus on the general principles necessary to learn a task so that the learner can 

apply them to solve problems in the transfer environment (Goldstein, 1986). This 

theory suggests “that it is possible to design training environments without too much 
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concern about their similarity to the transfer situation, so long as it is possible to 

utilize underlying principles” (Yamnill & Mclean, 2001: 201).  

Further, this theory emphasizes far transfer, which refers to the 

trainee’s ability to apply learned capabilities to the work environment, even though 

the work environment is not identical to that of the training session (Noe, 2008: 173). 

From this perspective, the following factors may influence the acquisition of far 

transfer (Yamnill & Mclean, 2001: 202):  

(1)  The better trainees understand the underlying principles, 

concepts, and assumptions of the skills and behaviors they are learning, the more 

successful is the far transfer (Goldstein, 1986). 

(2)  The more trainees practice in different contexts and use 

novelty in their practice exercises, the more successful is the far transfer (Baldwin & 

Ford, 1988; Goldstein, 1986). 

(3)  The more encouragement trainees receive during training to 

discuss and apply the training in situations of their own choosing, the more successful 

is the far transfer (Noe, 1986). 

(4)  The more encouragement trainees receive after training to 

apply the training to situations other than those for which they were trained, the more 

successful is the far transfer (Goldstein, 1986). 

Principle theory is critical to far transfer because knowledge 

can be abstracted and connected to new problems. If trainees can understand the 

principles and concepts, and if they have a chance to practice exercises and apply 

situations in training programs to their workplace, they are more likely to apply their 

newly-acquired skills and behaviors when they are faced with new challenges and 

unfamiliar problems (Yamnill & Mclean, 2001: 202). 

3)  Cognitive theory: According to this theory, the likelihood of 

transfer depends on the trainee’s ability to retrieve learned capabilities. This theory 

suggests that the likelihood of transfer is increased by providing trainees with 

meaningful material that enhances the chances that they will link what they encounter 

in the work environment to the learned capability (Noe, 2008: 173). 
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Cognitive theory is relevant to the all types of training and 

environment, and near and far transfer as well (Noe, 2008). The influence of cognitive 

theory is seen in training design that encourages trainees, as part of the program, to 

consider potential applications of the training content to their jobs. Many training 

programs include having trainees identify a work problem or situation and discuss the 

potential application of training content. Application assignments increase the 

likelihood that trainees will recall the training content and apply it to the work setting 

when they encounter the appropriate cues (problems, situations) in the environment. 

Application assignments are work problems or situations in which trainees are asked 

to apply training content to solve them. The use of application assignments in training 

helps the trainee understand the link between the learned capability and real-world 

application, which makes it easier to recall the capability when needed (Noe, 2008: 

174).  

     2.2.1.3  Theory of Transfer Climate 

Transfer climate was described by Schneider and Rentsch as a sense of 

imperative that arises from a person’s perception of his or her work environment 

(Holton et al., 1997: 97). It influences the extent to which that person can use learned 

skills on the job. Thus, when learning occurs in training, the transfer climate may 

either support or inhibit application of learning on the job (Yamnill & Mclean, 2001: 

203). 

Rouiller and Goldstein (1993) offered a conceptual framework for 

operationalizing the transfer climate construct based on Luthans and Kreitner’s (1985) 

organizational behavior modification model (Holton et al., 1997: 93). They found that 

a positive organizational transfer climate appears to be important if transfer of training 

behavior is to occur (Yamnill & Mclean, 2001: 203). Based on Rouiller and 

Goldstein’s (1993) study, transfer climate consists of two general types of workplace 

cues that include eight distinct dimensions. The first set of workplace cues as 

situational cues is remind trainees of what they have learned or provide the 

opportunity for them to use what they have learned. There are four types of situational 

cues:  goal, social, task, and self-control. The second set of workplace cues as 

consequence cues is the feedback trainees receive after they apply the knowledge, 

skills, and attitudes they gained in the training to their jobs. There are four types of 



37 
 

 
 

consequences:  positive feedback, negative feedback, punishment, and no feedback. 

The definitions of transfer climate constructs are shown in Table 2.1 as follow:  

 

Table 2.1  Definitions of Transfer Climate Constructs 

 

Characteristics/Definitions 

Situational cues. Cues that serve to remind trainees of their training or provide them with an 

opportunity to use their training once they return to their jobs. 

Goal cues. These cues serve to remind trainees to use their training when they return to their jobs:  

for example, existing managers set goals for new managers that encourage them to apply their 

training to the job. 

Social cues. These cues arise from group membership and include the behavior and influence 

processes exhibited by supervisors, peers and/or subordinates; for example, new managers who use 

their training supervise differently from the existing managers. 

Task cues. These cues concern the design and nature of the job itself; for example, equipment is 

available in this unit that allows new managers to use the skills they gained in training. 

Self-control cues. These cues concern various self-control processes that permit trainees to use 

what has been learned; for example, I was allowed to practice handling real and job-relevant 

problems. 

Consequences. As employees return to their jobs and begin applying their learned behavior, they will 

encounter consequences that will affect their further use of what they have learned. A number of 

different types of consequences exist. 

Positive feedback. In this instance, the trainees are given positive information about their use of the 

trained behavior; for example, new managers who successfully use their training will receive a 

salary increase. 

Negative feedback. Here, trainees are informed of the negative consequences of not using their 

learned behavior; for example, area managers are made aware of new managers who are not 

following operating procedures. 

Punishment. Trainees are punished for using trained behaviors; for example, more experienced 

workers ridicule the use of techniques learned in training. 

No feedback. No information is given to the trainers about the use of importance of the learned 

behavior; for example. Existing managers are too busy to note whether trainees use learned 

behavior. 

 

Source:  Holton, Bates, Seyler & Carvalho, 1997: 99. 
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   2.2.2  Research on the Transfer of Training 

  A number of studies have been used to explore the factors that affect the 

transfer of training. Specifically, the following two studies have been widely 

recognized regarding the study of the transfer of training.   

  First is Baldwin and Ford’s (1988) highly recognized review of the transfer 

problem in training research. The objective of Baldwin and Ford’s (1988) study was 

to provide a critique of the existing transfer research and to suggest directions for 

future research (Blume et al., 2010: 1068).  

  Since then, the transfer literature has expanded to address a number of the 

issues raised in that review (Ford & Weissbein, 1997). A wider array of individual 

differences and motivational variables has been studied for their impact on transfer, 

and a number of studies have examined the transfer environment for its impact on 

transfer (Blume et al., 2010: 1068). 

  However, Baldwin and Ford (1988) addressed the major empirical study of 

training transfer. They defined positive transfer of training as the degree to which 

trainees effectively apply their knowledge, skills and attitudes gained in a training 

context to their job.  

  Their definition of transfer does not allow for negative transfer to occur. 

Transfer of training is only held to exert a positive influence on subsequent 

performance, even if the influence is not generalized to other areas or maintained over 

a period of time. Transfer failure is explained as the lack of a positive relationship 

between learning outcomes and subsequent performance, rather than as a negative 

influence of learning outcomes on performance (Machin, 1999: 4). 

   According to Baldwin and Ford (1988), a comprehensive review of the 

literature classified the factors affecting transfer of training into three categories:  1) 

training inputs, including trainee characteristics, training design, and work 

environment; 2) training outputs, consisting of learning and retention; and 3) 

conditions of transfer, which focus on the generalization and maintenance of training. 

  A model of the transfer process was proposed by Baldwin and Ford (1988) 

which is depicted in Figure 2.1 as follows: 
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  From Figure 2.1, it can be seen that trainee or individual characteristics 

include ability, personality, and motivation. Training design refers to learning 

principles, learning sequencing, and learning content. The work environment involves 

support and opportunity to perform the learned knowledge, skills, and attributes at the 

job. Training outcomes pertain to the knowledge, skills, and attributes that are learned 

from the training, transferred to the job and maintained over time. Finally, the 

conditions of transfer include the generalization of the learned materials to the job 

context as well as the maintenance of the learning material over time while on the job 

(Casper, 2005: 43-44).  

  The following trainee’s characteristic, training design, and work environment 

as taining input features are seen as affecting learning and retention, which directly 

influence generalization and maintenance (Yamnill & Mclean, 2001: 196). The 

research has also proposed the direct effects of trainee characteristics and work 

environment characteristics on the conditions of transfer, regardless of how much was 

learned during the training or retained after it (Machin, 1999: 6).  

Work environment 
 Support 
 Opportunity to use 

Trainee characteristics 
 Ability 
 Personality 
 Motivation  
 

Training design 
 Principles of the 
learning 

 Sequencing 
 Training content 

Learning 
&  

Retention 

Generalization  
& 

Maintenance 

       Training inputs                        Training outputs              Conditions of transfer 

Figure 2.1  A Model of the Transfer Process 

Source:  Baldwin & Ford, 1988: 65. 
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  Secondly, another important study was conducted by Holton (1996), who 

sharply criticized Kirkpatrik’s (1959) four-level evaluation model and proposed the 

HRD Evaluation and Research Model, as a more comprehensive framework (Holton, 

2005: 37), based on research evidence in the area of learning and the transfer of 

training. This model provides a holistic approach to determining the effectiveness of 

training program and understanding the causal influences of HRD interventions 

outcomes. 

   Holton’s (1996) evaluation model of training focused on individual 

performance. Three outcome levels are hypothesized in the model: learning, 

individual performance, and organizational performance. These outcomes are defined 

as “achievement of the learning outcomes desired in an HRD intervention, change in 

individual performance as a result of learning being applied on the job, and results at 

an organizational level as a consequence of change in individual performance” 

(Holton, 1996 quoted in Yamnill, 2001: 20).  

  According to Holton’s (1996) evaluation model, learning will lead to 

individual performance change only when three primary influences, motivation to 

transfer, training climate, and training design, are at appropriate levels (Yamnill, 

2001: 21). 

   In 2000, Holton et al. developed the Learning Transfer System Inventory 

(LTSI) to evaluate the specific factors on those dimensions affecting the transfer of 

training process (Velada et al., 2007: 283). Their research was intended to expand on 

the concept of the learning transfer system and to validate an instrument that 

measured the factors in the system affecting the transfer of learning (Yamnill, 2001: 

30). The purpose of Holton et al.’s (2000) research was to develop a generalized 

instrument that could be used across a wide range of training programs and 

organizations. The LTSI was based on the theoretical framework of the HRD 

Research and Evaluation Model (Holton, 1996). The transfer system included new 

constructs, such as performance self-efficacy (Gist, 1987), expectancy related 

constructs (transfer effort-performance and performance outcomes), personal capacity 

for transfer (Ford, Quinones, Sego & Sorra, 1992), feedback/performance coaching, 

learner readiness (Knowles, Holton & Swanson, 1999), and general motivation to 

transfer (Yamnill, 2001: 31). Overall, the model specified the conceptual constructs in 
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each domain that are hypothesized to influence each of the three outcome levels such 

as the sixteen factors measured by the LTSI. 

  According to Noe and Schmitt (1986), the macro-structure of that model 

hypothesizes that HRD outcomes are a function of factors in three construct domains:  

ability, motivation, and environmental influences. Further, secondary influences are 

also included; particularly those that affect motivation to learn (Holton, 2005: 37). 

Holton and Baldwin (2003: 62-63) stressed those construct domains as follows:  

   Ability can be a barrier on the job or in the learning event. Two factors focus 

on ability to use learning on the job:  the lack of opportunity to use the learning (Ford, 

Quinones, Sego & Sorra, 1992), and a lack of personal capacity to try out the 

learning. Two other factors deal with the elements of the learning event that enable 

learners to transfer the learning (Holton & Baldwin, 2003: 62), content validity (if the 

learning content is little perceived, it is difficult for learners to understand how it 

relates to their jobs) and transfer design (it may be taught with low transfer design so 

that learners have little chance of using the knowledge in the workplace). 

  The motivation factors form the second group. Motivation has two 

components:  workers have to believe both that the expended effort will change 

performance and that changed performance will lead to valued outcomes (Facteau, 

Dobbins, Russell, Ladd & Kudisch, 1995). 

  Work environment factors form the third group. The work environment can be 

a barrier to the worker’s use of knowledge and expertise (Huczynski & Lewis, 1980; 

Mathieu, Tannenbaum & Salas, 1992; Smith-Jentsch, Jentsch, Payne, & Salas, 1996; 

Xiao, 1996). Three factors deal with the worker-supervisor relationship: feedback 

coaching about learning use, amount of support for learning use, and the extent to 

which supervisors actively oppose using new knowledge (Tziner, Haccoun & Kadish, 

1991). Two factors deal with the work group:  peer support for using new approaches 

and the extent to which the group norm is open to change (Tracey, Tannenbaum & 

Kavanaugh, 1995).  

  Secondary influences include two factors influencing motivation. Learner 

readiness addresses the need to prepare learners to participate meaningfully in training 

(Warr & Bunce, 1995), and workers also need to have high performance self-efficacy 

(Gist, 1987). 
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 2.2.3  Impact of Major Factors on the Transfer of Training 

  Although some studies have been conducted to understand the transfer of 

training process, conceptual models for understanding this process are limited. For 

example, several studies (e.g. Baldwin & Ford, 1988; Tracey et al., 1995; Holton, 

1996, 2005) have identified three main determinants of training transfer:  training 

design or enabling factors, individual factors or the trainee’s characteristics, and work 

environment or transfer climate (Velada et al., 2007: 283).  

  Similarly, other studies (e.g., Noe & Schmitt, 1986; Rouiller & Goldstein, 

1993; Cheng & Ho, 2001; Holton & Baldwin, 2003; Handy, 2008) have demonstrated 

that trainee characteristics, training design, and work environment are significant in 

supporting the transfer of training. The existing transfer research continues to fall 

within the three broad categories of the individual characteristic, training design, and 

work environment. As Subedi (2004: 591) stated the existing literature and previous 

research relating to the factors influencing the transfer of training were found to be 

subsequently classified into three main clusters:  1) trainee characteristics, 2) training 

design and delivery characteristics, and 3) organizational or workplace environment 

characteristics.  

  Thus, those three types of factors emerged from the various studies of training 

transfer. The following section discusses the research that has examined the influence 

of individual characteristics on the transfer of training. This is followed by further 

sections describing the influence of training design on the transfer of training, and the 

work environmental factors that affect the transfer of training.  

2.2.3.1  Influence of individual characteristics on the transfer of  

             training 

There are several individual characteristics that affect the training 

transfer process. Some of these characteristic include cognitive ability, the motivation 

to learn and to transfer, self-efficacy, and attitude and job involvement (e.g., Noe, 

1986; Baldwin & Ford, 1988; Tannenbaum et al., 1991; Mathieu et al., 1992; Tesluk 

et al., 1995; Colquitt et al., 2000; Velada & Caetano, 2007). This means that a variety 

of training characteristics such as ability, motivation, and attitude contribute to 

training effectiveness, which is potentially some of the most important determinants 

of training outcomes (Yamnill, 2001: 12). Most importantly, the trainee’s 
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characteristics were originally described by Baldwin and Ford (1988). They identified 

three types of individual characteristics that could influence training and transfer 

outcomes. These include the trainee’s level of ability, personality attributes, and 

motivation.  

Therefore, the impact of the trainee’s characteristics on training 

transfer is concentrated on those characteristics that can be easily influenced before, 

during, or after the training program as these offer the greatest potential for improving 

the effectiveness of training (Tannenbaum & Yukl, 1999). Of these characteristics, the 

trainee’s motivation has been found to be strongly related to both learning (e.g., Gist 

et al., 1991; Mathieu et al., 1992; Quinones, 1995) and the transfer of training (e.g., 

Baldwin & Ford, 1988; Ford et al., 1998). Moreover, another study (e.g., Ford et al., 

1998) has indicated that trainees with higher motivation are more likely to transfer the 

training to the job. Holton et al. (2000) defined performance self-efficacy as an 

individual’s general belief that he or she is able to change his or her performance 

when desired. Hence, when a trainee feels confident in his or her ability to perform, 

the more likely he or she will transfer such knowledge and skill to the job (Velade et 

al., 2007: 285). Other studies (e.g., Noe. 1986; Baldwin & Ford, 1988; Wexley & 

Latham, 1991) have also acknowledged that the transfer of training will occur when 

the trainees have the motivation or desire to use the skills in the workplace. 

Thus, the trainee’s motivation has received the most attention in the 

literature and is regarded as one of the key variables influencing the transfer of 

training (Gist, 1997; Mathieu & Martineau, 1997); additionally, it is supported by 

motivational theories (e.g., expectancy, goal setting and equity), which were 

addressed in the preceding section of this study. Thus, this study considers the 

motivational factor of individual characteristics, which is reviewed in the following 

section. 

       Motivation:  

Motivation to transfer learning can be described as the trainee’s 

desire to use the knowledge and skills that have been learned in the training 

programme on the job (Pham et al., 2010: 26). Similarly, motivation to transfer is an 

individual’s intention to use the newly-learned knowledge, skills and attributes on the 
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job, as some researchers (e.g., Noe & Schmitt, 1986; Foxon, 1997; Gregoire, Propp & 

Poertner, 1998 quoted in Casper, 2005: 47) expressed in their studies. 

The trainee’s motivation to transfer is a key variable in 

determining the level of training transfer, since in order to transfer newly learned 

knowledge and skills to the workplace, trainees first must be committed to using what 

they have learned. The higher the motivation to transfer, the more transfer will occur 

(Pham et al., 2010: 26). 

Interestingly, “trainees are likely to transfer new skills to their 

job when they:  1) are confident in using new skills, 2) are aware of work situations in 

which demonstration of the new skills is appropriate, and 3) believe that the 

knowledge and skills emphasized in the training program are helpful in solving work-

related problems and job demands” (Noe & Schmitt, 1986). Even “if trainees possess 

the skills needed to learn the training program content, performance in the program 

will be poor if motivation is low or absent” (Switzer et al., 2005: 22).  

In addition, other studies (e.g., Noe & Schmitt, 1986; Holton 

1996; Seyler et al., 1998) found that changes in behavior occur when trainees are 

motivated to use their training on the job (Kirkpatrick, 1994: 51; Baharim, 2008: 25). 

Therefore, trainees that enter training with a higher level of 

motivation complete training at a higher rate, learn more, and perform at a higher 

level than trainees with lower levels of pre-training motivation (Matheieu & Zajac, 

1990; Baldwin & Magjuka, 1991; Tennenbaum, Matheieu, Salas, & Bowers, 1991). 

For example, “you may have no problem understanding and comprehending the 

contents of textbook. But your learning may be inhibited because of your attitude 

toward the course. That is, perhaps you do not believe the course will be important for 

your career” (Noe, 2008: 102). 

In fact, if trainees are low in training motivation it may affect 

their intention to apply what they have learned on their job. The majority of studies 

(e.g., Noe and Schmitt, 1986; Baldwin et al., 1991; Tannenbaum et al., 1991; Mathieu 

et al., 1992; Facteau et al., 1995) have indicated that training motivation is related to 

training performance. Trainees with a higher level of training motivation can improve 

task performance (Quinones, 1995). Thus, training motivation is an influential factor 

affecting transfer outcome. Evidence that trainee motivation is related to transfer of 
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training was demonstrated by Facteau et al., (1995), who found that pre-training 

motivation was positively related to perceived training transfer, individuals that 

reported higher levels of motivation were more likely to indicate that they had 

benefited from the training.  

2.2.3.2  Influence of Training Design on Transfer of Training 

Training design refers to the factors built into the training program to 

increase the chances that transfer of training will occur (Noe, 2008: 170). Another 

definition refers to the degree to which training has been designed and delivered in 

such a way that provides trainees with the ability to transfer learning back to the job 

(Holton et al., 2000 quoted in Velada et al., 2007: 284). In short, training transfer 

design is the degree to which training instructions match job requirements (Russ-Eft, 

2002: 51). 

The training design factor seems to be one of the most influential 

factors affecting the transfer of training in the workplace (Lim, 2006: 89). For 

example, Velada and Caetano et al., (2007: 289) found that training design is a 

significant predictor of training transfer, and training design includes purposeful 

elements that are part of the training program to enhance the possibility of transfer 

(Barnard, 2005: 20). Moreover, Holton (1996: 14) expressed the idea that one cause 

that inhibits the transfer of training is training design. That is, “cognitive learning may 

well occur but the program participants may not have an opportunity to practice the 

training in the job context or may not be taught the manner in which to apply their 

new knowledge on the job.” This means that one cause of failure to transfer is training 

design, which perhaps does not provide for the ability to transfer learning. 

There are several sub-dimensions in training design which affect the 

transfer of training such as instructional techniques and learning principles (e.g. 

Alvarez et al., 2004); self-management and relapse prevention strategies (e.g. Wexley 

& Nemeroff, 1975; Tziner et al., 1991) and goal setting (e.g. Gist et al., 1990). 

Another major study by Baldwin and Ford (1988) indicated that training design 

involves principles of learning, and sequencing and training content. In addition, Noe 

(2008) also suggested that training design refers to the characteristics of the learning 

environment, which includes meaningful material, opportunities to practice, feedback, 

and learning objectives. 
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Although a variety of training design characteristics (amongst them 

training content has been more focused) which affect the transfer of training has been 

suggested in the literature (e.g., Baldwin & Ford, 1988; Yamnill & Mclean, 2001; 

Holton & Baldwin, 2003; Noe, 2008), empirical investigation of the effects of goal 

setting, feedback, and instructional methods on the transfer of training is quite limited.  

Thus, this study attempts to address these characteristics through 

exploring other studies (e.g., Wexley & Nemeroff, 1975; Reber & Wallin, 1984; 

Baldwin & Ford, 1988; Garavaglia, 1993; Lim, 2009) that have found that both 

feedback and goal setting produced higher levels of skill transfer to the work setting 

than did either approach separately. Further, the transfer of training also seems to be 

maximized when various instructional methods, such as application examples, the use 

of analogies, and computer simulations, are employed during the training experience. 

However, prior to improving the transfer of training, effective training design should 

be developed based on such complex factors which will increase the likelihood of 

training transfer.  

1) Training Objective  

The training objective refers to the purpose and expected 

outcome of training activities (Noe, 2008: 139). For learning to occur, trainees must 

understand the objectives of the training program (Noe, 2008: 258). In other words, 

employees learn best when they understand the objective of the training program. 

Having trainees monitor such goals after training through the 

use of checklists leads to better application of training (Wexley & Nemeroff, 1975; 

quoted in Russ-Eft, 2002: 57). Trainees that were assigned goals after a management 

development program were significantly better at applying their learning (Wexley & 

Nemeroff, 1975). In this regard, we may recall the discussion of goal setting theory. 

As mentioned earlier, goal setting may explain how and why behavior is facilitated in 

the pre-training, training, and post-training processes. Goal-setting theory holds that, 

“once a hard task is accepted, the only logical thing to do is to try until the goal is 

achieved or until a decision is reached to lower or abandon the goal” (Locke, 1968; 

quoted in (Yamnill & Mclean, 2001: 199). 

In general, training objectives are based on the training needs 

analysis, which helps employees to understand why they need training and what they 
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need to learn (Noe, 2008: 139). Objectives are also useful for identifying the types of 

training outcomes that should be measured to evaluate a training program’s 

effectiveness. Particularly, good training objectives provide a clear idea of what the 

trainees are expected to do at the end of the training. It can also describe the 

conditions under which performance of the objective is expected to occur (Noe, 2008: 

140). For example, Baldwin and Ford (1988: 69) recognized that goal setting and 

feedback have been used to increase the motivation of the trainee to transfer skills 

learned in training. Hence, without a suitable objective, it is impossible to properly 

evaluate a course or training program. 

2) Training content 

The content is the material that is covered in the training. 

Training objectives are used to determine what content is needed (Greg & Kenneth, 

2011: 349), and the training content refers to what the trainees were actually taught 

during the program (Lim et al., 2007: 28). The content of any training program is 

intuitively important as a factor in effective learning and in transferring that learning 

to job performance (Lim et al., 2007: 24). Therefore, the content of the training 

influences the training transfer (Nikandrou et al., 2009) because the task-related 

content directly affects the trainees’ learning performance (Lim et al., 2007). 

“Trainees are more likely to transfer the training content to the 

work context when they perceive that the training program was designed and 

delivered in such way that maximizes the trainee’s ability to transfer the training to 

the job” (Holton, 1996; 2005). Consequently, “when trainees have previous 

knowledge and practice on how to apply the newly learned knowledge and skills to 

the job and when training instructions are congruent with job requirements, an 

increased likelihood of transfer should exist” (Velada et al., 2007: 284).  

Moreover, Thorndike and Woodworth (1901) argued that the 

transfer can be maximized if training has more identical elements. Transfer is 

maximized when a variety of relevant training stimuli are employed (Ellis, 1965); 

hence, the greater the positive transfer, the more similar are the stimulus materials 

(Yam, 1931). Another factor influencing training design is principle theory. This 

theory suggests that training should focus on the general principles necessary to learn 

a task so that the learner may apply them to solve problems in the transfer 
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environment (Goldstein, 1986 quoted in Yamnill, 2001: 16). With regards to general 

principles, McGhee and Thayer (1961) argued that “transfer is facilitated when 

trainees are taught not just applicable skills, but also the general rules and theoretical 

principles that underline the training content” (Bhatti & Kaur, 2010: 659).  

The work relatedness of a training program is evaluated by 

reviewing the content of the program, and using the evaluation results in redesigning 

the training program to be more aligned with actual work practices. Therefore, 

organizations could enhance trainee motivation levels to improve learning 

performance (Ford & Wroten, 1984). To be successful, a training program should be 

accomplished (or administered) in a similar environment to actual work surroundings 

and conditions; and further, the more common the factors between the training and 

work environments, the more enhanced the job performance becomes after training 

(Bramley, 1991). When trainees recognize that the content was practical, they will 

apply the knowledge and skills from the training to their real work (Lim et al., 2007: 

24).  

Overall, training content should be meaningful, and trainees 

should have the opportunity to practice and receive feedback. Further, the closer at 

which the training content and environment prepare trainees for use of the learning 

outcomes on the job, the greater is the likelihood that transfer will occur (Noe, 2008: 

258). Thus, the relevance of instructional content (Salmon & Perkins, 1989) is an 

important and necessary component of transfer. The higher the perceived relevance 

and utility of the training program content especially for adult learners the more 

highly motivated they will be to master that content (Knowles, 1980; Merriam & 

Caffarella, 1991). Similarly, expectancy theory (Vroom, 1964) suggests that trainees 

that perceive training content accurately to reflect job requirements and to be useful in 

reaching desired job goals will be more motivated to learn and transfer that training 

(Yamnill, 2001: 16-17).  

3) Instructional method and technique 

Once it has been determined that training is needed, training 

objectives have been written, and the training content has been developed, the next 

step is to develop an overall strategy or approach for delivering the training (Tim, 
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1993: 113). The training method is how the training content is organized and 

structured for the learner (Greg & Kenneth, 2011: 351). 

In this regard, Lim and Morris (2006: 90) stressed that much of 

the research on instructional methods has suggested that the transfer of training seems 

to be maximized:  1) when there is greater similarity in stimuli and responses between 

training and the transfer environment (Holding, 1965), 2) when over-learning occurs 

during the training process (Hagman & Rose, 1983), and 3) when various 

instructional methods, such as application examples, the use of analogies, and 

computer simulations, are employed during the training experience (Garavaglia, 

1993). 

In using a specific training method, the trainer may also employ 

a variety of techniques to enhance the effectiveness of the learning process.  The 

selection and use of training methods and techniques in the training process serve two 

important purposes:  1) they provide and ensure a means for the trainee to learn the 

specific training content you have identified; 2) they help keep the trainee interested 

and involved in the training so that learning is enhanced (Tim, 1993: 116). 

Interestingly, Noe (2008: 235) suggested that the traditional 

training methods be organized into three broad categories: presentation methods, 

hands-on method, and group building methods. First, a lecture or instructor 

presentation is the most common training method used, but it may not be the most 

effective. Instructor presentations are typically formal presentations of information by 

the trainer so that the trainees can listen, observe, and understand the concept, 

principle, or procedure being presented. It generally incorporates lecture technique 

with a variety of communication tools, such as printed materials, slides, video, 

exhibits, board and computer (Tim, 1993: 118). In short, presentation methods (such 

as a lecture) are effective for efficiently communicating information (knowledge) to a 

large number of trainees. However, presentation methods need to be supplemented 

with opportunities for the trainees to practice, discuss, and receive feedback to 

facilitate learning (Noe, 2008: 260). Secondly, group building methods are unique 

because they focus on the individual as well as team learning (e.g., improving group 

processes) (Noe, 2008: 258). Group building methods such as team training, action 

learning, and adventure learning focus on helping teams to increase the skills needed 
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for effective teamwork (e.g., self-awareness, conflict resolution, coordination). 

Group-building techniques may include the use of presentation methods as well as 

exercise, during which team members interact and communicate with each other 

(Noe, 2008: 260). Thirdly, hands-on methods get the trainee directly involved in the 

learning. Hands-on methods are ideal for developing skills and behaviors. This 

method may include on-the-job training, simulations, self-directed learning, business 

games, case studies, role plays and behavior modeling. These methods can be 

expensive to develop but incorporate the conditions needed for learning and transfer 

of training to occur (Noe, 2008: 260). For example, comparing the presentation 

methods to the hands-on methods illustrates that most hands-on methods provide a 

better learning environment and transfer of training than do the presentation methods 

(Noe, 2008: 258). However, for each method, a high, medium or low rating is 

provided for the transfer of training. Therefore, if possible, the trainer may want to 

use several different methods within a single training program to capitalize on the 

different strengths of each method for facilitating learning and transfer (Noe, 2008: 

260). Table 2.2 compares training methods, as follows:  

 

Table 2.2  Comparison of Training Methods 

 

Traditional methods  Components  Transfer of training 

1) Presentation  Lecture Low 

2) Hands-on On-the-job training High 

 Self-directed Medium 

 Simulation High 

 Case study Medium 

 Business games Medium 

 Role play Medium 

 Behavior modeling High 

3) Group building  Team training High 

 Action learning High 

 

Source:  Noe, 2008:  259. 
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4) Feedback  

Feedback or evaluation is information about how well people 

are meeting the training objectives. To be effective, feedback should focus on specific 

behaviors and be provided as soon as possible after the trainees’ behavior (Noe, 2008: 

145).  

The purpose of the daily evaluation is to gain feedback that can 

be used immediately to reinforce, develop, or correct performance. It should be 

simple, easy to complete, and quick to do. Instructors like to feed the results of daily 

evaluations back to participants as it encourages them to take responsibility for the 

results (Nadler & Nadler, 1992: 138).  

Hence, the trainee must have guidance and feedback:  training 

must include providing feedback to trainees so that they know how well they are 

learning and so they know when they have mastered a skill (Tim, 1993: 88). 

Importantly, Michel and Lyons et al., (2007: 289) found a significant relationship 

between feedback and transfer of training. 

Moreover, Alleger et al. (1997) distinguished the reaction 

measure into two categories:  1) affective reaction (general satisfaction with the 

training), and 2) utility reaction (utility of the training content for the work situation). 

This means that if the trainee perceives the content of the training is similar to the 

actual job, the reaction of the trainee (utility reaction) would be positive. They (1997) 

found that utility reaction was more strongly related to transfer than was affective 

reaction (Bhatti & Kaur, 2010). 

Further, reaction data reveal what the target population thinks 

of the program, the participants’ reactions to and satisfaction with the training 

program and the trainer. It may also measure another dimension:  the participants’ 

planned actions as a result of the training, i.e., how the participants will implement a 

new requirement, program, or process, or how they will use their new capabilities. 

The process of developing planned actions enhances the transfer of the training to the 

work setting (Phillips & Stone, 2002: 4). In short, reaction is also focused on the how 

the application might occur. 

Based on Kirkpatrick’s (1975) evaluation model, the first level 

or reaction is important to ensure that participants are pleased with the training and to 
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see its potential for application on the job. However, level-1 results are not 

appropriate indicators of trainer performance; level-2 and level-3 results are much 

more appropriate indicators of this. Because a level-1 evaluation asks participants 

only for their reactions to the training, making decisions based only on level-1 data 

can be unwise. Also, such data can be useful in identifying trends, pinpointing 

problems in program design, and making improvements in program delivery and 

timing. It can also be useful in helping participants to think about how they will use 

what they have learned when they return to the work setting. Even if a level-3 

evaluation is planned for later, information can be collected with a level-1 instrument 

to identify barriers to the transfer of training to the job (Phillips & Stone, 2002: 74). 

Overall, the first requirement is the learner’s need to be 

satisfied. This becomes translated into learning, which in turn is transferred to the job. 

Evaluation measures must be undertaken, before, during, after the learning, by the 

learner and by the trainer (Simmonds, 2003: 174). As mentioned above, both 

feedback and goal setting produce higher levels of skill transfer to the work setting 

than do either approach separately (Reber & Wallin, 1984).  

  2.2.3.3  Influence of Work Environment on Transfer of Training 

Organizational climate refers to the trainees’ perception of the 

environmental favorability and what he/she expects to encounter in the work setting 

that influences motivation to transfer (Seyler et al., 1998: 5). A number of studies 

(e.g. Baldwin & Ford, 1988; Rouiller & Goldstein, 1993; Tracey et al., 1995; Lance et 

al., 2002) have shown that environmental factors are important for understanding the 

transfer of the training process. A good example of these work environment factors is 

provided by Rouillier and Goldstein (1993), as mentioned earlier; they defined 

transfer climate as consisting of two categories:  situational cues and consequences. 

Situational cues consist of things such as manager goals, peer support, equipment 

availability, and opportunity to practice trained skills. Consequences consist of 

punishment, as well as positive and negative feedback from both managers and peers 

when trainees attempt to apply the skills they learned in the training (Blume et al., 

2010).  

In other words, transfer climate refers to trainees’ perceptions about a 

wide variety of characteristics of the work environment that facilitate or inhibit the 
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use of the trained skills or behavior. These characteristics include manager and peer 

support, opportunity to use the skills, and consequences of using the learned 

capabilities (Noe, 2008: 176). Other studies (e.g., Baldwin & Ford, 1988; Tracey et 

al., 1995; Seyler et al., 1998; Holton et al., 2000; Tracey & Tews, 2005) have also 

pointed out similar indicators of transfer climate, including performance feedback, 

peer support, supervisor support and supervisor sanctions.  

Although the success of training primarily relies on the program design 

itself, maximum training effectiveness cannot be achieved without subjective factors 

such as organizational support (Lim et al., 2007: 26). This means that when 

employees perceive that the organizational climate is supportive, they are more likely 

to apply their new knowledge to the work environment (Raquel & Antonio et al., 

2007: 285). Similarly, Rouiller and Goldstein (1993) stated that a positive 

organizational climate is important in order for transfer of training to occur. Noe 

(1986) also found that trainees cannot fully apply it to the workplace if there is not 

enough support or the surroundings are not conducive for such application. 

Thus, work environmental factors are important for understanding the 

transfer of training processes (e.g. Baldwin & Ford, 1988; Rouiller & Goldstein, 

1993; Tracey et al., 1995; Lance et al., 2002). When learning occurs in the training, 

the transfer climate may either support or inhibit the application of the learning to the 

job (Mathieu et al., 1992). Therefore, this study was conducted on the supervisory 

support, peer support, and opportunity to use dimensions of the work environment, as 

Holton and Bates et al. (2007: 391) argued that the favorability of the transfer climate 

is contingent on peer support, supervisory support, and the availability of resources to 

the apply new knowledge and skills.  

1) Supervisory Support  

Supervisory support refers to the degree to which the trainees’ 

managers:  a) emphasize the importance of attending training programs and b) stress 

the application of training content to the job (Noe, 2008: 178). Similarly, Holton and 

Baldwin (2003: 66) indicated that supervisory support is the extent to which 

supervisors support and reinforce the use of training on the job, as Holton et al. 

(2000), have suggested. Another perspective is that supervisory support refers to the 

situations in which supervisors provide reinforcement for the use of learning on the 
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job. This includes working with trainees to set goals to use learning, giving trainees 

assistance, providing a model of the trained behaviors, and offering positive 

reinforcement for the use of skills (Darlene, 2002). In examining the influence of the 

work environment on the transfer of training, supervisory support is considered a key 

environmental variable. For example, Baldwin and Ford (1988) insisted that senior 

management support has a direct impact on training effectiveness and application rate. 

Also, Taylor (1992) found a positive correlation between ratings of support from 

immediate supervisors and training outcomes (Russ-Eft, 2002: 48). 

Therefore, it can be seen that supervisory support is a 

significant factor in the transfer process as previous studies (e.g., Huczynski & Lewis, 

1980; Yamnill, 2001; Clarke, 2002; Lim & Johnson, 2002) have highlighted. 

Particularly, supervisory support has made a significant contribution to the 

explanation of variance in self-reported transfer behavior (Xiao, 1996 quoted in 

Yamnill, 2001). If trainees do not believe their supervisor will support training 

transfer, they will tend to believe that the training will have limited job utility and thus 

may not be motivated prior to training (Switzer et al., 2005: 23). 

Overall, although there is some contradictory evidence (e.g. 

Russell et al., 1985), the dominant literature (e.g. Noe, 1986; Brinkerhoff & 

Montesino, 1995; Bates et al., 2000; Colquitt et al., 2000; Tracey & Tews, 2005) 

suggests that when trainees perceive that their supervisors support the application of 

newly-developed knowledge and skills, they are more likely to transfer these 

competencies back to the job. 

2) Peer Support  

Holton and Baldwin (2003: 66) defined peer support as the 

extent to which peers reinforce and support the use of learning on the job. This 

indicator was described by Holton et al. (1997), who indicated that peers provide 

reinforcement for trainees’ use of learning on the job. This includes helping trainees 

set goals to use the training, giving trainees some assistance, and offering positive 

feedback for the use of skills (Russ-Eft, 2002: 49). 

Based on previous studies (e.g., Baldwin & Ford, 1988; Tracey 

et al., 1995; Yamnill, 2001), the employees’ application of new skills is contingent 

upon the influences of other people, particularly co-workers as peers, rather than the 
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abilities or capabilities of trainees (Yaghi, 2006: 8). Another study (Xiao, 1996) 

addressed that the role of co-workers in transfer of learning. The research reports a 

significant relationship between peer support and the application of new knowledge. 

Similarly, Noe (1986) argued that knowledge interaction between co-workers and 

trainees has a great impact on the work-site application rate. 

In addition, the transfer of training can be enhanced vie a 

support network among the trainees. A support network is a group of two or more 

trainees that agree to meet and discuss their progress in learned capabilities on the job. 

Trainees can share successful experiences in using the training content on the job 

(Noe, 2008: 181). Further, there are improvements in the transfer when openness is a 

dominant feature of the organizational culture, because opposing change can prevent 

employees from initiating change in their areas of expertise (Bates et al., 2000 quoted 

in Yaghi, 2006: 49-50).  

3) Opportunity to Use  

Opportunity to use is the extent to which trainees are provided 

with or obtain resources and tasks on the job, enabling them to use the training on the 

job (Holton & Baldwin, 2003: 67). Similarly, opportunity to perform refers to the 

extent to which trainees are provided with or obtain work experiences relevant to the 

tasks for which they were trained. Trainees are provided with the resources and tasks 

that allow them to use the trained skills on the job. This includes needed time and 

resources to use the training (Clarke, 2002: 150). 

Although most research has evaluated training success by 

measuring the amount of learning that has occurred by the end of a training program, 

Baldwin and Ford (1988) suggested the study of the opportunity to apply trained skills 

on the job. Interestingly, Fendrich et al. (1988) also found that the lack of opportunity 

to perform tasks results in low performance; trainees receive different opportunities to 

transfer, and the various transfer opportunities may affect transfer outcomes. If 

organizations provide more practical experience for trainees to apply their newly-

acquired skills and knowledge, work performance is likely to be improved. Thus, 

opportunity to transfer is proposed to be related to transfer outcomes (Cheng & Ho, 

1998: 311). 
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Moreover, Seyler et al. (1998) found meaningful relationships 

between a range of organizational variables, including opportunity to use and the 

transfer of training. Also, the opportunity to use training was highlighted as a key 

variable influencing transfer by Lim and Johnson, leading them to conclude that the 

second key factor in learning transfer is the opportunity for trainees to apply what 

they have learned to their jobs. Without a strong match between the training content 

and the trainees’ work roles, it is unlikely that transfer will occur (Clarke, 2002: 46). 

In addition, some studies (e.g., Quinones, Ford, Sego & Smith, 1992) have suggested 

that supervisory and peer support is related to these opportunities to perform trained 

tasks. This means that the importance of supervisory support for training appears in 

the provision of opportunities to perform the skills learned during the training (Russ-

Eft, 2001). 

Current study has also been conducted following additional variables, 

such as learning that is a mediating variable in Baldwin and Ford’s (1988) study, and 

the trainee’s age, which a moderator variable in this research. These variables are 

presented in the following section.  

     Learning as a Mediating Variable: 

Learning is defined as the specific knowledge and skills to be 

developed and/or acquired by training participants (Phillips & Stone, 2002: 38). 

Another definition is described by Kirkpatrick (1994: 42): learning is the extent to 

which trainees change their attitudes, improve their knowledge, and increase their 

skills as a result of attending training. Also, Noe (2008: 125) defined learning as a 

relatively permanent change in human capabilities that is not a result of growth 

processes. 

Generally, learning refers to the participant’s development or change 

with respect to the content covered by training. This usually involves skill 

development, motivational change and knowledge acquisition (Wexley & Latham, 

1981). Further, learning is usually assessed immediately after the training program 

through content tests (e.g., Gilbert, Campbell & Oliver, 1963) and/or questionnaires 

completed by the participants (e.g., Belasco & Trice, 1969). Learning is important in 

evaluating the success of training programs in terms of whether the participants 

acquired the desired knowledge or skills (Phillips & Stone, 2002: 86). Based on 
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Kirkpatrick’s (1994) perspective, evaluating learning is essential because no change 

in behavior (as with level 3, which can measure how much transfer of knowledge, 

skills, and attitudes occurs in Baharim, 2008: 24) can be expected unless learning 

objectives have been accomplished (Kirkpatrick 1994: 43). This means that learning 

could lead to behavior change and without learning no change in behavior will occur 

(Kirkpatrick, 1994). Hence, training cannot be transferred unless learning has 

occurred (Weldy, 2009: 61). It is critical to make sure that learning occurs and that it 

is transferred to the job (Phillips & Stone, 2002: 89). 

New skills or concepts must be developed before behavior changes can 

be realized in job performance (Kirkpatrick, 1967). Learning involves skill 

development, motivational change, and knowledge/awareness acquisition (Wexley & 

Latham, 1981). Additionally, learning is directly affected by involvement of 

individuals in training (Gay, 1987: 40). Thus, successful learning is needed before the 

increased knowledge can be transferred to the job (Delahaye, 2005: 365). This means 

the learning is a driver of training transfer (e.g., Baldwin & Ford, 1988; Holton, 1996; 

Blume et al., 2010). Further, the positive relationship between learning and training 

transfer has been illustrated in some studies (e.g., Ford et al., 1998; Allinger et al., 

1997; Blume et al., 2000; Colquitt et al., 2000). Most importantly, Baldwin and Ford 

(1988: 65) found that training outcomes of learning and retention are seen as having 

direct effects on conditions of transfer. That is, for trained skills to transfer, training 

material must be learned and retained (Kirkpatrick, 1967). In turn, learning is viewed 

as directly affected by training input variables such as training design, trainees’ 

characteristics, and work environment characteristics. Therefore, these training inputs 

have an indirect effect on transfer through learning. 

   Age (as moderator): 

Individual characteristics such as age, gender, and educational 

background have been explored by various studies (e.g., Cheng & Ho, 2001; 

Robertson, Kulik & Pepper, 2001; Van Der Klink & Streumer, 2002) in order to 

determine whether these characteristics affect overall training effectiveness, with 

mixed results (Ling, 2007: 6). For example, Bowers et al. (1995) addressed several 

demographic variables in their model of the determinants of training effectiveness. 

Despite a severe restriction in range, they found that age accounted for a small but 
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significant amount of unique variance in a number of training outcome variables such 

as training performance (Machin, 1999: 24). Moreover, Yaghi (2006: 58) found the 

influence of personal characteristics on learning transfer. Particularly, age could 

indicate levels of maturation or cognitive competency to in comprehending new 

knowledge, or physical capacity in applying new abilities, skills, knowledge, and 

experiences at work. Acceptance of change could be relevant to educational level, 

where the educated are more likely to gain more knowledge, and retain and apply it. 

In short, demographic factors could determine the differences among trainees and 

influence their various levels of interaction with training. 

According to Noe (2008: 138), there is biological evidence that certain 

mental capacities decrease from age 20 to age 70. However, with age comes 

experience, which can compensate for the loss of memory and mental quickness. 

Trainers should consider generational differences in designing learning 

environments. The potential for generational differences to affect learning suggests 

that trainers need to be aware of the trainee’s age before the session so they can try to 

create a learning environment and develop materials that meet his or her preferences. 

The influence of age on performance in training revealed that self-placed training had 

the largest influence on training performance of trainees over 40 years of age (Noe, 

2008: 139). 

 

2.3  Conceptual Framework 

 

This study has addressed the most important indicators of training transfer that 

have been quoted in the literature. Based on the literature reviews, this study proposes 

a research framework by adapting Baldwin and Ford’s (1988) Model of Transfer 

Process.  

The conceptual framework of this study is presented in Figure 2.2 as follows:    
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This framework consists of two endogenous variables, learning and transfer of 

training and three types of exogenous variables, which include individual 

characteristics, training design, and work environment. For this study, the researcher 

added some sub-dimensions (such as training objective, instructional method, and 

feedback which had not been studied by Baldwin & Ford, 1988) in the training design 

factor. Further, the support variable under work environment was also divided into 

supervisor and peer support. Regarding individual characteristics, only one sub-

indicator, individual motivation, was chosen for the current study because the 

literature has found the motivational factor is to be the most effective in terms of 

studying the transfer of training. 

The model suggests that these three types of factors affect learning and the 

transfer of training as well. For example, the individual characteristics (motivation), 

training design (training objective, training content, instructional method, and 
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feedback) and work environment (supervisor support, peer support and opportunity to 

use) factors have direct effects on the transfer of training. At the same time, these 

three types of factors also have indirect effects on the transfer of training through 

learning. This means that learning has a direct effect on the transfer of training. In 

turn, learning is directly affected by individual characteristics, training design, and the 

work environment.  

According to Baldwin and Ford (1988), a trainee’s characteristics and work-

environment are viewed to have direct effects on transfer, regardless of initial learning 

during the training program or retention of the training material. For example, they 

(1988: 65) stressed that well-learned skills may not be maintained on the job due to 

lack of motivation or a lack of supervisory support.  

As mentioned earlier, training design is one cause that inhibits the transfer of 

training (Holton, 1996). Cognitive learning may well occur, but program participants 

may not have an opportunity to practice the training in a job context or may not be 

taught how to apply their knowledge on the job. For this reason the training (or 

training design) itself may have a direct influence on the transfer of training (Yamnill 

& Mclean, 2001: 200); however, it was not studied by Baldwin and Ford (1988). 

Moreover, they have not examined the relationships among those factors, such as 

individual characteristics, training design, or work environment. Hence, this study 

also investigates these relationships, which are depicted in the research framework, 

among those influential input factors. 

In addition, the conceptual framework shows the demographic variable of age 

as being likely to moderate the relationships between individual motivation and 

learning, and individual motivation and transfer of training as well.  

 

2.4  Research Hypotheses 

 

The objective of this study is to answer the several research questions that 

have been posed by researcher at the beginning of the research. From those research 

questions and the proposed conceptual framework of this study, the following 

hypotheses will be tested:  
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Hypothesis 1: The individual characteristics, training design, and work environment 

factors are positive significant predictors of learning and the transfer of 

training. 

Hypothesis 2: Age is likely to moderate the impact of individual characteristics on 

the learning and transfer of training. 

Hypothesis 3: There are positive relationships between the individual characteristics 

and training design, training design and the work environment, and 

individual characteristics and the work environment factors. 

Hypothesis 4: The individual characteristics, training design, and work environment 

factors have positive direct effects on learning and the transfer of 

training. 

Hypothesis 5: Learning has a positive direct effect on the transfer of training. 

Hypothesis 6: The individual characteristics, training design, and work environment 

factors have positive indirect effects on the transfer of training through 

learning. 

In sum, based on the theoretical relationship of all factors in the conceptual 

framework, altogether six main hypotheses are developed in the current study. 

Further, this study concerns whether each sub-indicator (dimension) influences the 

transfer of training directly, indirectly through learning, or both. 



 

 

CHAPTER 3 

 

RESEARCH METHODOLOGY 

 

This study is focused on the training transfer of civil servants in the case of 

Mongolia. The main objective of this study is to explore the major factors, such as 

individual characteristics, training design, and work environment, which determine 

the transfer of training.   

This chapter is divided into six major parts:  1) research design, 2) population 

and sampling, 3) operational definitions and measurements, 4) validity and reliability, 

5) data collection procedures, and 6) data analysis procedures. 

 

3.1  Research Design 

 

  In this study, quantitative methodology was applied as the main method, with 

qualitative methodology used as a secondary method to support the results gained 

through the quantitative study. According to Creswell and Clark (2007), the purpose 

of using a mixed-methods research design is to provide a better understanding of a 

research problem or issue than either research approach alone. Specifically, 

qualitative data are used to assist in explaining and interpreting quantitative findings, 

particularly those that may be unexpected. 

Thus, quantitative analysis was mainly used in the current study; however, the 

qualitative technique was adopted for explanation of the research results. The use of 

both techniques provided more valid and reliable information for data analysis 

according to the hypotheses of the current study.  

Unit of analysis: One of the most important ideas in a research is the unit of 

analysis. In any study involving people, the individual is commonly thought of as the 

unit of analysis because we study people. However, the unit of analysis and the 
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corresponding sample size are determined by the way in which the study is conducted. 

For instance, the unit of analysis of this study was at the individual.  

 

3.2  Population and Sampling 

 

Population: The target population identified in the current study was drawn 

from administrative officers (e.g., senior officer) that work in public organizations, 

which include the Ministry, Government Agencies and Municipalities located in 

Mongolia. According to the Civil Service Council of Mongolia (2011), the total 

number of administrative officers (16190) totaled about 1081 occupying senior 

officers in public organizations. The study included 16 ministries, 28 government 

agencies under the Deputy Premier of Mongolia, and 22 municipalities. 

For the current study, the population was 1081 senior officers, representing a 

population of 16190 administrative officers. 

Sampling: The selection of a representative sample was an important step in 

conducting this study. As mentioned in the preceding section, the research study 

included both quantitative and qualitative methods. Therefore, the selection of the 

sample was carried out in two steps:  first was the selection of the sample for the 

survey questionnaires and then the selection of the samples for the in-depth, semi-

structured interview. 

  For the quantitative method, the sample population in the current study was 

drawn from senior officers that work in various ministries, government agencies and 

municipalities of Mongolia. However, because of limitations in resources and time, 

this study could not survey all of the senior officers in the targeted population. Hence, 

the research sample was randomly selected from public organizations, about 300 

senior officers, to represent the population, based on Yamane’s (1967) formula as 

follows:  

=
N

1+N()
 

Yamane (1967) created a simplified formula to calculate sample size. This 

formula is used to calculate the sample size with a 95% confidence level, which is the 
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most appropriate estimation. From this formulation, where ‘n’ is the sample size, ‘N’ 

is the population size, and ‘e = 0.05’ is the level of precision (Yamane, 1967: 886). 

For the qualitative method, the purpose of the in-depth interviews was to 

obtain data to assist the researcher in focusing on the issues which required in-depth 

investigation. In this case, the total of sample was ten respondents. These individuals 

were chosen on the basis of their involvement and knowledge about the training 

and/or human resource management. 

This study employed semi-structured interviews of the relevant 3 supervisors, 

2 senior officers, and 5 experts from targeted public organizations. Also, the 

researcher organized small focus group discussions among those five experts in order 

to gather information from different sources that have knowledge about training and 

human resource management (see Appendix A for the respondents who interviewed 

by the researcher and that were involved in the small focus group discussion). 

 

3.3  Operational Definitions and Measurements 

 

This section deals with operationalizing the endogenous (as dependent) and 

exogenous (as independent) variables. According to Fisher and Foreit (2002), 

operational definitions serve two essential purposes:  a) they establish the rules and 

procedures that the research investigator will use to measure the key variables of the 

study, and b) they provide unambiguous meaning to terms that otherwise might be 

interpreted in different ways. 

The main dependent variable in this study was determined by the transfer of 

training, while the independent variables were individual characteristics (individual 

motivation), training design (training objective, training content, instructional method 

and feedback), work environment (supervisory support, peer support, and opportunity 

to use), and learning (as mediating variable). Moreover, this study also included the 

moderating variable of age. 

In this study, eight scales of measures for the dependent and independent 

variables were used in the survey. However, the instruments were chosen keeping two 

key criteria in mind:  1) that they met reasonable validity and reliability standards, and 

2) that they were not short and were practical to administer in terms of the amount of 
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time required to complete them. However, all of the instruments met the above two 

criteria. 

The instrument design used a Likert scale, ranging from “1=very strongly 

disagree” to “8=very strongly agree”, which was designed to measure the constructs 

under study. Further, the respondents were asked to circle the rating that corresponded 

to how strongly they agreed or disagreed with the statements.  

 

3.3.1  Dependent Variable  

Transfer of training is defined as the degree to which trainees apply the 

knowledge, skills, behaviors and attitudes gained in the training to their jobs (Wexley 

& Latham, 1991). Similarly, Subedi (2004: 591) defined transfer of training as the 

extent of the retention and application of the knowledge, skills, and attitudes from the 

training environment to the workplace environment. This means that transfer of 

training is the degree to which trainees effectively apply the learning from the training 

context to the job.  

According to Blume et al. (2009: 4), transfer consists of two major 

dimensions: 1) generalization as the extent to which the knowledge and skills 

acquired in a learning setting are applied to different settings, people, and/or situations 

from those trained, and 2) maintenance as the extent to which the changes that result 

from the learning experience persist over time. Also, Noe (2008: 169) suggested that 

transfer of training includes both the generalization of training to the job and the 

maintenance of learned material. Generalization refers to the trainee’s ability to apply 

the learned capabilities (verbal knowledge, motor skills, etc.) to on the job work 

problems and situations that are similar but not identical to those problems and 

situations encountered in the learning environment. Further, maintenance refers to the 

process of continuing to use the newly-acquired capabilities over time. As Baldwin 

and Ford (1988: 64) stated, it is necessary “for transfer to have occurred, learned 

behavior must be generalized to the job context and maintained over a period of time 

on the job.” 

Therefore, the transfer of training in this study was measured using the 

following indicators:  1) application of job-specific proficiency, 2) repeating and 

maintaining application, and 3) generalizing for far transfer (Holton & Baldwin, 2003: 
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11). As Phillips and Stone (2002: 64) stressed, the transfer of training is focused on 

the use of skills, the frequency of skill use, and identifying barriers. 

According to Holton and Baldwin (2003: 11), the application for job-specific 

proficiency, which represents the traditional notion of near transfer and that is the 

application of learned material to the learner’s immediate job and for the tasks at 

which the learning was targeted. Additionally, it represents proficiency, not just 

attempts at application. Learning transfer does not stop here, even though common 

uses of the term imply that it does. The second dimension then represents the next 

step, repeating and maintaining the learned performance. That is, the desired outcome 

is not just a limited use of what is learned but the continuing use of the learning on the 

job. Finally, the last dimension represents the generalization of learning for 

application to tasks or jobs not originally anticipated by the training, but related in a 

way that allows the learning effects to multiply. 

In addition, evaluating learning behavior can be done by using surveys or 

through interviewing one (or more) of the trainees, their immediate supervisor, their 

subordinates and others that are knowledgeable about their behavior (Kirkpatrick, 

1994: 55). However, in this study, some questionnaire items were adopted from Lim 

et al. (2007: 29), who emphasized that trainees’ achievement of transfer refers to how 

well the trainees applied what they learned in the training to their job tasks. They used 

examples of the questions:  “I feel I am using what I learned from the training in my 

daily work” and “My job performance has improved since completing the training 

program.”  

 

3.3.2  Independent Variables 

In this study, the independent variables were mainly measured with items from 

the LTSI model (Holton et al., 1998) and others’ studies (e.g., Yamnill, 2001; 

Baldwin & Holton, 2003). The LTSI model is a transfer of training scale developed 

by Holton and Bates (1998). The constructs of the LTSI were established based on 

Holton’s (1996) evaluation conceptual model.  

1) Training motivation is described as a trainee’s specific desire to 

learn the content of the training program (Noe & Schmitt, 1986). Holton and Baldwin 

(2003: 63) stated that motivation has two components:  workers have to believe both 
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that the expended effort will change performance and that changed performance will 

lead to valued outcomes (Facteau & Dobbins et al., 1995). Interestingly, Mathieu and 

Martineau (1997) described how training motivation has been variously 

conceptualized using 1) direct summative measures, usually collected via the 

transparent self-rating of the trainee’s level of motivation; 2) self-efficacy measures 

that reflect the individual’s self-perceptions of trainability; and 3) expectancy-

instrumentality-valence measures based on Vroom’s (1964) theory.  

Therefore, the individual motivation is direct measures of transfer-

related motivation (motivation to transfer), and two measures were drawn from 

Vroom’s expectancy theory (transfer effort-performance expectations and 

performance-outcome expectations) in order to assess transfer-related expectations.\ 

Motivation to transfer learning is the direction, intensity and 

persistence of effort toward utilizing in a work setting the skills and knowledge 

learned in training (Holton & Baldwin, 2003: 74). 

Motivation to transfer measures the extent to which individuals are 

motivated to use the learning in their work (Holton et al., 1998 quoted in Yamnill, 

2001) and therefore plan to use the new skills and knowledge which will help them 

perform more effectively on the job (Holton et al., 2007: 393). This includes the 

degree to which individuals feel better able to perform, plan to use the new skills and 

knowledge, and believe new skills will help them to more effectively perform on the 

job (Holton et al., 1998 quoted in Yamnill, 2001: 7; Holton & Baldwin, 2003: 74). 

Transfer effort-performance expectations are the expectations that 

effort devoted to transferring learning will lead to changes in job performance (Holton 

& Baldwin, 2003: 67). Transfer effort performance expectations measure the extent to 

which individuals believe that applying the new skills and knowledge learned will 

improve their performance (Holton et al., 2007: 393). Moreover, Yamnill (2001 

quoted in Holton et al., 1998) indicated that it is the extent to which individuals 

believe that applying the skills and knowledge learned in the training will improve 

their performance. This includes whether an individual believes that investing effort 

in utilizing the new skills has made a difference in the past or will affect future 

productivity and effectiveness (Holton et al., 1998 quoted in Yamnill, 2001: 7). 
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Performance-outcome expectations are the expectations that changes in 

job performance will lead to valued outcomes (Holton & Baldwin, 2003: 67). The 

performance–outcomes expectations scale assesses the extent to which employees 

believe that applying the new knowledge learned in training will lead to some kind of 

recognition that is valuable and meaningful to them (Holton et al., 2007: 393). Based 

on Yamnill’s (2001) study, this is the extent to which individuals believe that the 

application of the skills and knowledge learned in the training will lead to recognition 

that they value. This includes the extent to which organizations demonstrate the link 

between development, performance, and recognition, clearly articulating performance 

expectations, recognizing individuals when they do well, rewarding them for effective 

and improved performance, and creating an environment in which individuals feel 

good about performing well (Yamnill, 2001: 7). 

2) Training objective refers to the purpose and expected outcome of 

training activities (Noe, 2008: 139). According to Noe (2008: 140), a training 

objective has three main components as follows:  First, it is a statement of what the 

employee is expected to do (performance or outcome). This refers to what the trainee 

will be able to do when the training is finished and it should be observable and 

measurable in order to be appropriate for training purposes. Secondly, it is a statement 

of the quality or level of performance that is acceptable (criterion). This refers to the 

performance level or quality expected to be achieved at the end of the training, and/or 

the qualities by which the performance can be judged. Finally, it is a statement of the 

conditions under which the trainee is expected to perform the desired outcome 

(conditions). Trainees are expected to perform under specified conditions within the 

objective, such as time limitations, weather, or possibly poor facilities. 

Therefore, good training objectives should cover a clear idea of what 

the trainees are expected to do at the end of the training (Noe, 2008: 140). 

Particularly, the results desired should be realistic, given the resources and time likely 

to be allocated for training, and objectives should be stated clearly concerning what 

positive things will occur to the organization if training achieves its desired result. 

3) Training content is the material that is covered in the training (Greg 

& Kenneth, 2011: 349). The training content refers to what the trainees were actually 

taught during the program (Lim et al., 2007: 28). Holton et al. (1998), defined 
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perceived content validity as the extent to which the trainee’s judge training content to 

accurately reflect job requirements (Yamnill, 2001: 8). In other words, what is taught 

in the training closely matches the participants’ job requirements. In this study, 

training content was measured by asking the trainees about the training they received 

for particular job-related tasks. Their responses indicated whether the training content 

helped them perform these tasks. 

According to Holton et al. (1998), this factor addresses the degree to 

which the skills and knowledge taught are similar to performance expectations, as 

well as what the individual needed to perform more effectively. It also addresses the 

issue concerning the extent to which the instructional methods, aids, and equipment 

used in the training were similar to those used in the individual’s work environment 

(Yamnill, 2001: 8). In addition, Noe (2008: 141) suggested that some useful 

techniques for convincing trainees that the training program content is meaningful 

include:  

(1)  Showing how the training relates to the company’s goals 

and strategy. 

(2)  Showing how trainees can use the training content ideas at 

work. 

(3)  Discussing examples or cases that remind the trainees of 

the good and poor work they have seen. 

(4)  Repeating the application of ideas in different contexts. 

(5)  Presenting evidence of the effectiveness of knowledge, 

skills, and behaviors. 

(6)  Showing how the conditions that trainees face in the 

training are similar to those on the job. 

(7)  Providing practice or application activities that can be used 

on the job. 

(8)  Providing hard copies or electronic access to well-

organized materials so that trainees can refer to them on the job or use them to teach 

others. 

(9)  Allowing trainees to choose their practice strategy and 

how they want the training content presented. 
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4) Instructional method is a strategy or tactic that one uses to deliver 

the content so that the trainees will achieve the objectives. The use of a variety 

training methods and techniques not only increases the interest of the trainees but also 

the programme effectiveness. It also encourages active participation by the audience 

(Tim, 1993: 113). According to Tim (1993: 117), there are eight most-commonly 

methods, which are lecture, group discussion, demonstration, reading, exercises, case 

study, role play, and study tour. 

5) Feedback or training evaluation provides a way to understand the 

investments that the training produces and provides the information needed to 

improve the training (Noe, 2008: 198). A training program should be evaluated in 

order, one, to identify the program’s strengths and weaknesses. This includes 

determining if the program is meeting the learning objectives, if the quality of the 

learning environment is satisfactory, and if transfer of training to the job occurring. 

Two, it should also be evaluated in order to assess whether the content, organization 

and administration of the program including the schedule, accommodations, trainers, 

and materials contribute to learning and the use of the training content on the job, 

Three, it should determine the financial benefits and costs of the program (Noe, 2008: 

199). 

Most instructor or class evaluations include items related to the 

trainer’s preparation, delivery, ability to lead a discussion, organization of the training 

materials and content, use of visual aids, presentation style, ability and willingness to 

answer questions, and the ability to stimulate trainees’ interest in the course (Noe, 

2008: 204). 

6) Supervisory support is the extent to which supervisors and managers 

support and reinforce use of the training on the job (Holton & Baldwin, 2003: 66). 

This includes “managers’ involvement in clarifying performance expectations after 

training, identifying opportunities to apply new skills and knowledge, setting realistic 

goals based on training, working with individuals on problems encountered while 

applying new skills, and providing feedback when individuals successfully apply new 

abilities” (Holton & Bates, 1998 quoted in Yamnill, 2001: 8; Holton & Baldwin, 

2003: 66). According to Holton et al. (1998), the survey items tapping support ask 
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whether supervisors provided the opportunity to adopt what the trainees had learned 

to the job, and whether they had been guided on how to adopt them. 

7) Peer support is the extent to which peers reinforce and support the 

use of learning on the job (Yamnill, 2001: 8; Holton & Baldwin, 2003: 66). This 

includes the degree to which peers mutually identify and implement opportunities to 

apply the skills and knowledge learned in the training, encourage the use of or expect 

the application of the new skills, display patience with the difficulties associated with 

applying the new skills, or demonstrate appreciation for the use of the new skills 

(Holton & Baldwin, 2003: 75). 

8) Opportunity to use learning is the extent to which trainees are 

provided with or obtain resources and tasks on the job enabling them to use the skills 

taught in the training (Holton & Baldwin, 2003: 67). This includes an organization 

providing individuals with opportunities to apply the new skills, the resources needed 

to use the new skills (equipment, information, materials, supplies), and adequate 

financial and human resources (Holton & Bates, 1998 quoted in Yamnill, 2001: 8). 

 

3.3.3  Mediating Variable as Learning 

  As mentioned earlier in this study, learning is defined as the extent to which 

trainees change their attitudes, improve their knowledge, and increase their skills as a 

result of attending training (Kirkpatrick, 1994: 42). The objectives of learning are the 

acquisition of skills and the selection of skills (Phillips & Stone, 2002: 64). Therefore, 

learning can be a measure of knowledge acquisition, skills improvement, or attitude 

change (Velada & Caetano, 2007: 287). In other words, learning involves skill 

development, motivational change, and knowledge/awareness acquisition (Wexley & 

Latham, 1981).  

  For the current study, learning was defined as the trainee’s perception of the 

effects of the training on his/her acquisition of new insights, as Lim et al., (2007: 29) 

stressed that learning achievement encompasses the degree to which the trainees learn 

and improve through the training program in terms of knowledge, skills, and attitude 

for the job task. Particularly, the learning process consists of acquiring knowledge, 

acquiring knowledge for use, and building performance capability through practice 

(Holton & Baldwin, 2003: 10). The items measure the trainees’ perception of their 
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own achievement, for example, based on Lee’s (1995) research items, with such 

questions as “I have learned new techniques/methods through this program” and “I 

believe that I have learned better than the others.” 

 

  3.3.4  Moderator Variable 

The current study also emphasizes one moderating variable, age, which 

addresses approximate age by asking the participants to round up their age in years 

(for example, my age is … years). 

Eventually, operational definitions and measurements of this study are 

provided in the following Table 3.1 as follows:  

 

Table 3.1  Operational Definitions and Measurements 

 

Characteristics Definitions and Measurements 

Variable: Motivation 

Definition: Training motivation is described as a trainee’s specific desire to learn the 

content of the training program (Noe & Schmitt, 1986). 

Indicators: 1) Motivation to transfer learning (Holton et al., 1998). 

2) Transfer effort-performance expectation (Vroom, 1964). 

3) Performance-outcome expectation (Vroom, 1964). 

Sources: Mathieu & Martineau, 1997; Holton & Baldwin, 2003. 

Items: 1) I believe that training will help me work better. 

2) When I complete training, I want to apply what I learned in my work 

immediately. 

3) I believe that doing so will affect future productivity and effectiveness. 

 4) I believe that applying knowledge gained from training will help me be 

evaluating with higher a job performance. 

5) I believe the application of knowledge and skills learned will lead to 

personal recognition that my value. 

6) I may get some benefits such as increased salary and reward if I can 

successfully apply what I have learned in training to the job. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Learning 

Definition: Learning is defined as the extent to which trainees change their attitudes, 

improve their knowledge and increase their skills as a result of attending 

training (Kirkpatrick, 1994). 

Indicators: Learning involves skill development, motivational change, and 

knowledge /awareness acquisition (Wexley & Latham, 1981). 

Sources: Velada et al., 2007. 

Items: 52) I have learned the needed new knowledge and skills better than 

others from training. 

53) I am confident that my knowledge and skills, which related to my job 

requirements, have improved since training was completed. 

54) I am satisfied with the level of skills I developed during training. 

55) I have no doubt in my ability to transfer to the job new skills that I 

have learned. 

56) I am confident I can overcome obstacles that prohibit the application 

of new knowledge and skills in my work. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Training objective 

Definition: The objective refers to the purpose and expected outcome of training 

activities (Noe, 2008). 

Indicators: 1) A statement of what the employee is expected to do (performance or 

outcome). 

2) A statement of the quality or level of performance that is acceptable 

(criterion). 

3) A statement of the conditions under which the trainee is expected to 

perform the desired outcome (conditions).  

Sources: Holton & Baldwin, 2003; Noe, 2008. 

Items: 7) I feel that training objective can meet with my learning needs which I 

needed. 

8) From the training objective, I understand who should be trained. 

9) Training objective can indicate what knowledge, skills and ability are 

necessary. 

10) The expected outcomes of training are clear at the beginning of the 

training. 

11) From the training objective, I understand what I am supposed to do 

when I return to my job. 

12) From the training objective, I know what capability (as level of 

performance) is acceptable at the end of training program. 

13) I feel that training objective is formulated able to perform learned 

things under specified conditions (such as at night, tools and equipment 

failure, and an angry customer etc) which related to my job. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Training content 

Definition: The content is the material that is covered in training (Greg & Kenneth, 

2011) 

Indicators: This includes the degree to which skills and knowledge taught are similar 

to performance expectations, what the individual needed to perform more 

effectively, and the extent to which instructional methods and equipment 

used in training are similar to those in an individual’s work environment. 

Sources: Holton & Bates, 1998; Holton & Baldwin, 2003. 

Items: 14) Situation is used to teach in training is similar to situation I have face 

in work. 

15) What is instructed in training is comparable to what I need to 

perform in my job requirement. 

16) Learning is designed how the knowledge and skills to be applied to 

the job. 

17) Instructional content is covered lots of examples and exercises which 

show me how I could use my learning on the job. 

18) Instructional content is provided that how to develop good work 

habits, so I would remember what I was taught. 

19) During training, I have chance to more practice examples and 

assignments on the different context. 

20) During training, I do practice that using the skills to me taught over 

and over. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Instructional method 

Definition: A training method is a strategy or tactic that you use to deliver the 

content so that the trainees will achieve the objectives (Tim, 1993). 

Indicators: There are a variety of training methods such as lecture, group discussion, 

reading, exercises, case study, role play and study tours.  

Sources: Tim, 1993. 

Items: 21) Instructors orally present new information to us by using training 

aids such as computer (power point slide), slide projector, video 

equipment, and flip chart. 

22) Instructors lead the group of trainees in discussing a topic. 

23) Instructors give us written material to be read that presents new 

information. 

24) Instructors give us assignments to be completed related to the topic 

of the training activity. 

25) Instructors provide us information about a situation and directed 

them to comes a decision or solve a problem concerning the situation. 

26) We well-act out a real life situation in an instructional setting. 

27) We have the opportunity to observe and interact with the problem 

being solved or skill being learned. 

28) Instructors use hands-on practical method (e.g., case study, role plays 

and stimulations) which requires us to be actively involved in learning. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Feedback 

Definition: It refers to information about how well people are meeting the training 

objectives (Noe, 2008). 

Indicators: Most instructor or class evaluations include items related to the trainer’s 

preparation, delivery, ability to lead a discussion, organization of the 

training materials and content, use of visual aids, presentation style, 

ability and willingness to answer questions, and ability to stimulate 

trainees’ interest in the course (Noe, 2008). 

Sources: Tim, 1993; Noe, 2008. 

Items: 29) Instructors evaluate my level of satisfaction to the training at the end 

of the session by asking how effective that session at building my skills 

is. 

30) At the end of course, instructors ask about whether the objectives of 

the course appropriate for the intended participants. 

31) At the end of course, instructors ask about whether the order of 

session topics and activities make sense to me. 

32) Instructors occasionally use questions and quizzes to me in order to 

test my new learning such as knowledge, skills, and attitudes. 

33) At the end of course, instructors ask about whether examples and 

illustrations help me to understand the material of the session. 

34) After training, my organization or supervisor (client) makes 

suggestions to revising or improving the curriculum for instructors or 

trainers based on my learning which gained in during training. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Supervisory support 

Definition: The extent to which supervisors support and reinforce use of training on 

the job (Hoton & Baldwin, 2003). 

Indicators: This includes managers’ involvement in clarifying performance 

expectations after training, identifying opportunities to apply new skills 

and knowledge, setting realistic goals based on training, working with 

individuals on problems encountered while applying new skills, and 

providing feedback when individuals successfully apply new abilities. 

Sources: Holton & Bates, 1998; Holton & Baldwin, 2003. 

Items: 35) My supervisor pays attention to the things I learn from training. 

36) My supervisor discusses about the topic and the classes with me, 

when I am attending in training program. 

37) My supervisor meets with me to discuss how to apply new learning 

back to the job. 

38) My supervisor works with me on problems encountered while 

applying new learning. 

39) My supervisor recognizes me when I successfully apply my learning. 

40) My supervisor pays no attention to how I do my jobs. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Peer support 

Definition: The extent to which peers reinforce and support use of learning on the 

job (Holton & Baldwin, 2003). 

Indicators: This includes the degree to which peers mutually identify opportunities 

to apply skills and knowledge learned in training, encourage the use of or 

expect the application of new skills, display patience with difficulties 

associated with applying new skills, or demonstrate appreciation for the 

use of new skills. 

Sources: Holton & Bates, 1998; Holton & Baldwin, 2003. 

Items: 41) My co-workers encourage me to learn new knowledge and skills 

from training program. 

42) My colleagues discuss about the topic and the classes with me, when 

I am attending in training program. 

43) My colleagues mutually identify and implement opportunities to 

apply new knowledge and skills. 

44) My colleagues admire me when I use new knowledge and skills 

gained in training. 

45) My colleagues display tolerance with difficulties associated with 

applying new learning. 

46) My co-workers generally prefer to use existing methods, rather than 

try new methods learned in training. 

47) Experienced workers in my group refuse me when I use new learning 

on the job. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Opportunity to use 

Definition: The extent to which trainees are provided with or obtain resources and 

tasks on the job enabling them to use training on the job (Holton & 

Baldwin, 2003). 

Indicators: This includes an organization providing individuals with opportunities to 

apply new skills, resources needed to use new skills (equipment, 

information, materials, supplies), and adequate financial and human 

resources. 

Sources: Holton & Bates, 1998; Holton & Baldwin, 2003. 

Items: 48) At work, I have access to enough resources (equipment, information, 

materials, funds and supplies) to support me to apply my knowledge and 

skills that I acquired in training back to the job. 

49) Our current staffing level of knowledge and skills is adequate for me 

to use my new learning to the job. 

50) My workload allows me to try the new things I have learned. 

51) It is difficult to obtain materials and supplies that I need to apply 

skills and knowledge learned in training back to the job. 
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Table 3.1  (Continued) 

 

Characteristics Definitions and Measurements 

Variable: Transfer of training 

Definition: 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). 

Indicators: 1) Application for job-specific proficiency.  

2) Repeating and maintaining application.  

3) Generalizing for far transfer (Holton & Baldwin, 2003). 

Sources: Yamnill, 2001; Holton & Baldwin, 2003; Blume et al., 2009. 

Items: 57) I apply what is instructed in training is comparable to what I need to 

perform in my job task. 

58) I better perform my job by using my new learning under certain 

conditions, that I face in training is similar to those on the job, which 

occur with my job situation. 

59) I have set specific goals for maintaining the skills which I learned. 

60) There is too much happening at work right now for me to try to use 

new knowledge and skills learned in training. 

61) I use what I learned from the training in my daily work activities. 

62) I have moderator understanding (as main principle of the knowledge) 

that how I will transfer to the job what I have learned from training. 

63) I often talk to others about how to improve my job performance by 

using new knowledge and skills learned in training. 

64) I look for opportunities to use the new knowledge and skills which I 

learned to the different situations. 

65) I try to apply my new learning on the different context of my work 

environment. 
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3.4  Validity and Reliability 

 

In the current study, the validity and reliability of the survey were tested in 

order to ensure that the study yielded consistent and repeatable results (reliability), 

and that the items in the survey measured what they needed to measure (validity).  

 

3.4.1  Validity of the Study 

 According to Babbie (2004: 143), the validity of the research instrument is a 

term that describes the words and structure that accurately reflect the concept it is 

intended to measure. In this regard, content validity and construct validity were 

important to the current study.  

Content validity is a rational judgment by the researcher, not a numerical 

evaluation. It refers to whether the scales contain items that are adequate to measure 

what they are intended to measure (Laohavichien, 2004: 101). Therefore, the scales 

must be tested for content validity before any further validation is undertaken, as 

according to Ahire et al. (1996).  

For the current study, a pilot test was conducted to establish the content 

validity of the instrument. Exploratory factor analysis was planned to be conducted to 

further test validity.  

First of all, content validity was addressed before the actual survey was 

administered. In the current study, there were two versions of the questionnaire:  one 

was in English and the other in Mongolia, where the native language is Mongolia. The 

English questionnaire was viewed by the adviser of this study at the National Institute 

of Development Administration in Bangkok, Thailand. However, all of the 

measurement items were selected from the existing literature after an exhaustive 

review and the advisor’s comments about the review of the items, which were 

considered and built into the survey instrument as well. The proposed research survey 

instrument replicates the survey instrument used in a previous study; some level of 

content validity exists. Further, the advisor’s comments were used to revise the items 

as necessary, such as reducing items and clarifying the meaning of the questions. 

Sixty-eight items remained for the 7-point scales in the initial English version. 
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After the English version was finalized, the questionnaire was translated into 

the Mongolian official language by the researcher. After completing the translation, 

Mongolian version was viewed by three experts that were academicians and 

practitioner at the National Academy of Governance and Civil Service Council, which 

is located in Mongolia (see Appendix B for information on the academicians and 

practitioner that viewed questionnaire of this study). In other words, the group of 

three experts that are academicians and a practitioner of public organizations were 

asked to review the survey instrument and they submitted suggestions for 

improvement. These improvements included eliminating a duplicate question, 

clarifying instructions for answering the questions, and re-wordings of some of the 

items as well. Their comments were further used to revise the items as necessary and 

the Mongolian version of the questionnaire maintained 65 items.  

The scales were also reviewed by academicians and the practitioner who work 

in public organizations of Mongolia. Initially, the academicians and practitioner 

supported the same scale measurement as in the English version. They said that 

although a small range of the options (for example 1-5) could be given to participants, 

but it is limited in terms of choosing the range of options regarding the use of 

continuous variables. According to Witte and Witte (2009), continuous variables have 

no gaps in the values (e.g., age), and the data from the Likert scales and continuous 

(e.g. 1-10) rating scales are quantitative. Initially, the questionnaire used a continuous 

7-point Likert-scale, which ranged from strongly disagree to strongly agree (1 = 

strongly disagree, 2 = disagree, 3 = slightly disagree, 4 = neutral, 5 = slightly agree, 6 

= agree, 7 = strongly agree). 

 

3.4.2  Pretest of the Survey 

In addition, the pre-testing of the questionnaires was also considered as a 

validity and reliability measurement. Vogt (1999: 214) and Babbie (2004: 256) 

emphasized that testing the questionnaire against errors is important before 

administering the entire sample.  

Therefore, after finalizing the translated version of the questionnaire, pre-

testing the questionnaire was the next stage in the current study. The purpose of the 

pretest was to determine any errors in the survey form, to assess the survey flow, 
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refine the questions, and to determine the appropriate length of the questionnaire. For 

example, the randomly-selected respondents were asked to identify vagueness in 

wording, misunderstood or misleading items, and the time spent in completing the 

questionnaire. 

For this study, the researcher needed to pretest the instrument after it was 

translated in order to evaluate the errors of the survey and survey delivery. After 

revising the instrument on the recommendation of the Mongolian experts, the pretest 

was carried out.  

According to Rea and Parker (1997), the sample size of the pretest is generally 

in the range of forty to fifty respondents. In the preliminary test, the researcher 

distributed 30 questionnaires to a randomly-selected group of respondents (such as 

senior and executive officers) that worked in various ministries, government agencies 

and municipalities of Mongolia. Those 30 respondents with different demographics 

from public organizations were asked individually to complete the instrument. The 

purpose was to notice how long it took them to complete the instrument and to 

identify any items that were unclear. 

Then, the researcher obtained the feedback from the participants from the 

preliminary test concerning the study administration and the instrument. In other 

words, after the 30 respondents completed the questionnaire, the researcher reviewed 

their comments. Some of the recommendations were reducing the number of items in 

the questionnaire and correcting some typing mistakes. After the pretest, the same 

experts also viewed the questionnaires the next time and recommended a few 

modifications, such as clarification of the meaning of the words and changing the 

range of the scales. Then, the researcher made a few modifications in the 

questionnaire in order to ensure item validity. These modifications helped the final 

Mongolian version of the questionnaires of the current study and 65 items were still 

maintained (a copy of the Mongolian questionnaire is shown in Appendix C and its 

English version is shown in Appendix D). Cutting some of the items out was not 

considered to be appropriate because the purpose of this study was to explore the 

factors affecting the transfer of the training of civil servants that work in Mongolia. 
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Regarding the comment about the length of the questionnaire, all of them 

spent no more than twenty five minutes in answering all of the questions. Therefore, 

the length of the questionnaire was not considered to be major problem.  

For the range of scales, after the pre-test and the experts’ comments, the 

researcher also observed that the majority of respondents circled middle of the seven 

point scales as 4. This was not appropriate for the instrument design of this survey. 

For example, the experts suggested some modifications on the scale measurements, 

which assist to avoid that failure. And, the questionnaire used a continuous 8-point 

Likert-scale, which ranged from very strongly disagree to very strongly agree (1 = 

very strongly disagree, 2 = strongly disagree, 3 = disagree, 4 = slightly disagree, 5 = 

slightly agree, 6 = agree, 7 = strongly agree, 8 = very strongly agree), for each item. 

 

3.4.3  Reliability of the Study 

After checking the content validity of the instrument, the instrument was 

reviewed for reliability. According to Babbie (2004) and Mueller (1986), reliability is 

the quality of measurement and the tool used to investigate a phenomenon, which 

yields the same results if replicated using the same data or research design. Thus, the 

reliability of an instrument is important because it determines the confidence of the 

researchers, and in their design and application.  

In the current study, the internal consistency reliability of the survey 

instrument was assessed by calculating Cronbach’s alpha. The alpha provides a 

coefficient to estimate the consistency of scores of an instrument and can be 

considered an adequate index of the inter-item consistency reliability of independent 

and dependent variables (Sekaran, 1992 quoted in Burkett, 2010: 82). 

In other words, Cronbach’s alpha measures the internal consistency of a single 

factor by the level of correlation between the indicator variables that describe the 

factor. This method is based on the assumption that the variables measuring the same 

construct should be highly correlated with one another. If the reliability coefficient is 

above .90, it is regarded as highly reliable. If it is between .79 and .89, it is regarded 

as moderately reliable (Brog & Gall, 1989 quoted in Yamnill, 2001). For this study, 

the acceptable reliability level should be above .7 in order to accept the results of the 

distributed questionnaire, as Pallant’s (2007) suggested. 
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3.4.4  Construct Validity 

After the pretest and content validity were completed, the researcher checked 

construct validity. Construct validity refers to whether an item measures the construct 

that it is designed to measure. Factor analysis is one of the most widely used methods 

to check construct validity (Laohavichien, 2004: 101).    

Once the reliability of the pretest scales was determined, the construct validity 

of the survey instrument was examined. Factor analysis was intended to examine the 

construct validity on the pretest scale. However, a factor analysis is a large sample 

procedure. The minimally-adequate sample size is 100 (Hatcher, 1994). Pallant (2007: 

185) also expressed the notion that the overall sample size should be 150+ and that 

there should be a ratio of at least five cases for each of the variables. Hence, the 

pretest sample size was not large enough to do factor analysis so factor analysis was 

not carried out for the pretest. Therefore, the researcher conducted a factor analysis 

after the actual survey was employed in the entire sample in order to test the construct 

validity of the current study. 

In this study, the construct validity was evaluated by using Exploratory Factor 

Analysis (with Principal Component extraction and Varimax rotation), which is a 

technique used to ensure that the set of items represented a single construct. 

According to Pedhazur and Schmelkin (1991), a factor analysis is the most useful or 

valuable tool to study the internal structure of a set of items.  

According to Hair et al. (1987: 249), factor loadings greater than .30 are 

considered significant. Loadings greater than .40 are considered more important, and 

if loadings are greater than .50, they are considered very significant (Hair et al., 1987 

quoted in Laohavichien, 2004). However, Paul and Vogt (2007) stressed that factor 

loadings less than .40 are usually considered too small to be important. Therefore, in 

this study, only items that had a factor loading above .50 were retained in the 

construct of variables.  
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3.5  Data Collection Procedures 

 

After completion of the validity and pretesting, the data collection procedure 

was carried out. The current study was primarily based on the quantitative method 

through the questionnaire survey used for data collection. The quantitative method 

was employed to examine the major factors affecting the transfer of training of civil 

servants that work in various public organizations of Mongolia. In order to gain depth 

of understanding of the factors that can affect transfer of training, the qualitative 

method was used to confirm those research results. This part of the study was carried 

out by in-depth interviewing (semi-structured) individuals in order to assist in 

explaining and interpreting the quantitative findings, particularly those that were 

unexpected. 

 

3.5.1  Quantitative research  

The first primary source of gathering the data for current study was the 

questionnaire survey research method. The questionnaire was designed based on the 

variables defined in the research. In other words, the researcher designed the 

questionnaire based on empirical studies of various scholars found in the literature 

review. 

The objective of any questionnaire is to gather the data and information on the 

current situation and practices, and to make inquiries regarding existing attitudes and 

opinions on the subject under investigation (Siriphattrasophon, 2008: 98). According 

to Warwick and Liniger (1975), the questionnaire is one of the test tools for collecting 

systemic answers for the variety of questions and problems inherent to a specific 

object.  

In this study, the questionnaire was employed in order to describe the 

respondents’ characteristics, to test the hypotheses, and to explain the causal 

relationships. The questionnaire was constructed and developed based on the relevant 

information from the literature, and questionnaire used a Likert-scale which ranked 

the items from 1 to 8. However, this scale measurement was tested in order to identify 

which ranking points were appropriate for the current study before being distributed 

to the actual respondents. 
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  The questionnaire had three main parts. The first part of the questionnaire was 

concerned with collecting the demographic data of each participant in the current 

study. The second part covered the civil servants’ opinions and perceptions toward 

three types of factors:  individual characteristics (individual motivation), training 

design (training objective, training content, instructional method and feedback), and 

work environment (supervisory support, peer support, and opportunity to use), which 

affect learning and the transfer of training. Third part included the civil servants’ 

opinions and perceptions towards mediating the variable of learning and the main 

dependent variable of training transfer as well.  

 

Administration of the survey questionnaire 

After the questionnaire was finalized in its Mongolian form, the actual survey 

was distributed to 300 senior officers (respondents) that work in various ministries, 

government agencies, and municipalities of Mongolia. 

In general, the researcher distributed three hundred questionnaires, using the 

same approach, to the respondents in two different periods. From the 300 

questionnaires that were distributed, the researcher collected 291 questionnaires 

(response rate was 291/300=97%). After cleaning all of the data, the researcher 

excluded questionnaires that were unanswered. The final sample size of valid cases 

was 285 (response rate was 285/300=95%) and the response rate was relatively high 

in this study. Babbie (2004: 261) stressed that a 50 percent response rate is acceptable, 

and 70 percent is very good. The high response rate reduces the chances of bias or 

lack of representativeness. 

Initially, the researcher’s intended training target was recurrent training which 

could exhibit strong transfer of training in the case of Mongolian civil servants. 

Unfortunately, the researcher could not find recurrent training in beginning of the data 

collection period. Hence, this limitation led to the researcher’s training target divided 

into two different categories as one-time training, organized once a year and recurrent 

training carried out twice. In this context, questionnaire survey was also administrated 

in two ways. 

1) One-time training:  In this case, the researcher conducted one-time 

training programs held by the National Academy of Governance of Mongolia. The 
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reason for selecting this type of training is that the Cabinet Office of the Government 

and Civil Service Council of Mongolia annually approves the NAOG’s Training and 

Research Action Plan. Based on this Training and Research Action Plan, civil 

servants work in various public organizations and, attend different training programs 

every year. Further, the extent of the training period is mostly one week. For the 

current study, the researcher focused on the NAOG’s Training and Research Action 

Plan of 2012.  

The first phase of the data collection was conducted between 8th 

October, 2012 and 14th November, 2012. For the Ministry and Government Agency, 

the researcher sent questionnaires to the human resource managers of each 

organization by himself and via email. For the local municipality, the researcher asked 

help from manager of the National Academy of Governance, who works in 13 local 

municipalities of Mongolia. There was cooperation agreement between the National 

Academy of Governance and 21 local municipalities. Based on this relationship, the 

researcher sent questionnaires to those managers, via email and post, in order to 

gather data from the targeted respondents that worked in the local municipality. Those 

people helped to gather data from the targeted respondents for the current study, and 

they chose training programs that had been most recently organized or that were 

convenient for them to distribute questionnaires to. 

The number of questionnaires was completed among various 

organizations depending on the number of trainees that already attended the training 

program in 2012 at the NAOG. However, the average was seven questionnaires per 

organization, for a total of 168 questionnaires.  

The questionnaires were sent to 168 participants that had already 

attended different training programs at the NAOG and that had worked in various 

public organizations which included 6 ministries, 5 government agencies and 13 

municipalities. A total 161 were returned and 157 questionnaires were valid. The 

response rate was 93% in the first phase. 

2) Recurrent training:  End of the year in 2012, Mongolian government 

to organize training for “Result-Based Monitoring and Evaluation” and “Civil Service 

Standard” for senior officers, who worked in various ministries, government agencies 
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and municipalities (local and central). These trainings were intended to be organized 

in two different periods by involving the same officers.  

First, the “Result-Based Monitoring and Evaluation” training program 

was carried out from 12th November to 30th November, 2012. At the same time, the 

first “Civil Service Standard” training program was also organized at the NAOG. The 

extent of these training periods was one week for each organization, and a total of 132 

civil servants that worked in ministry, government agency and municipality, attended 

these recurrent training programs.  

The second “Result-Based Monitoring and Evaluation” and “Civil 

Service Standard” training programs were employed from 7th January to 25th January, 

2013 at the NAOG. These two training programs had the same extent of training 

period as before, same participants attended these two training programs the next 

time. 

Each training program has a course description, learning objectives, 

targeted audience, topics and so on, and each training program has a course evaluation 

at the end of the course as well. Two training programs are required per organization. 

In this regard, the researcher had a chance to collect data from recurrent training 

programs intended for mostly senior officers. The researcher first requested 

permission to collect the data from trainees at the end of the training; the researcher 

collected the email addresses and phone numbers of each person. Also, the manager 

of the short-term training program that worked at the NAOG provided a registration 

list of participants. This data collection process was carried out from 4th March, 2013 

to 28th March, 2013. From the 132 questionnaires distributed by the researcher and via 

email, the researcher collected 130 questionnaires and 128 questionnaires were valid 

(response rate was 128/132=96%). 

 

3.5.2  Qualitative research 

The secondary primary source of gathering the data for this research is the 

semi-structured interview. The objective of this interview was to obtain data with 

more details and insights from the individual interviews to supplement and explain the 

results from the quantitative analysis.  
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In the current study, ten individuals, five experts, three supervisors and two 

senior officers, were chosen on the basis of their involvement in and knowledge about 

training and development, and/or human resource management. For example, 

amongst the five experts, Mr. D.Baigal had the top-ranking position in terms of the 

public sector’s human resource management, and training and development in 

Mongolia. He is Head of the Training Division in the School of Public Affairs at the 

NAOG and his background is human resource management. Especially, he has plenty 

of experience, knowledge and skills about training and development. Another expert 

was Mr. Ya.Byambasuren, who is the director of the Short-Term Training Institute at 

the NAOG. He is the main person that has power to implement and organize short-

time training for the civil servants that work in various public organizations, which 

include ministries, government agencies, municipalities, and others. Two experts were 

selected from the Department of Public Administration at the NAOG. They were Mr. 

N.Bold (head of the department) and Ms. S.Narmandakh (professor in the 

department), who have valuable knowledge, skills and good experiences about 

training and development. Mr. B.Baatarsaikhan is another expert and is a senior 

officer of the Civil Service Council of Mongolia. His position is a key part of the 

organization, which means that he is responsible for managing recruitment process of 

civil service. He also has wide experience and knowledge about the training of civil 

servants and human resource management. 

Moreover, the researcher interviewed three supervisors that were randomly 

selected:  Mr. B.Amarbayasgalan (Head of Monitoring and Evaluation Department, 

the Ministry of Construction and Urban Development), Ms. D.Sunjid (Head of 

Monitoring and Evaluation Department, the Ministry of Justice), and Ms. 

D.Munkhchuluun (Head of the Monitoring and Evaluation Department, the Ministry 

of Population Development and Social Welfare). They are related to the second phase 

of the data collection process of this study. Also, two senior officers were involved 

with the interview questions. They were Mr. T.Enkhbayar (the Ministry of Culture 

and Sports, Tourism) and Ms. B.Enkhduulal (the Ministry of Foreign Affairs), who 

work in the same organization as some of the respondents. 

The interview questions were open-ended in order to encourage interviewees 

to articulate in-depth viewpoints widely and freely on the particular issues (Appendix 
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E shows the interview questions and their purpose). The interview questions did not 

follow a numerical sequence in the interview form. The sequence and number of 

inquiries were changed and adapted during the interview depending on the 

convenience of the interviews. All interviews were conducted in the Mongolian 

language, and each interview covered around 25-30 minutes. Additionally, these 

interviews took place at the respondents’ workplaces. The selected interviewees were 

asked a list of questions through face-to-face interview by the researcher at the 

targeted workplaces. The researcher also conducted interviews scheduled at a 

mutually-agreeable and convenient time and date.  

At the start of each interview, the researcher introduced himself and briefly 

reviewed the interview form, and described the study. Moreover, permission was 

asked to record each interview. Further, the researcher took notes during each 

interview.  

Finally, the researcher organized small focus group discussions among the five 

experts in order to gather information from different sources persons that had 

knowledge about training and human resource management at the National Academy 

of Governance of Mongolia. This small focus group discussion covered around one 

hour. At the beginning of the focus group discussion, the researcher briefly introduced 

his study and the results of the pretest. After the introduction, the experts provided 

some comments about problems, solutions and other relevant information of the 

study. 

 

3.6  Data Analysis Procedures 

 

After completion of the data collection, the data were entered into a computer 

by using SPSS (Statistical Package for the Social Sciences) for windows.  

   

  3.6.1  Quantitative Research 

 The statistical analysis was designed to empirically test the hypotheses. In the 

current study, SPSS version 16 for Windows was used for all quantitative data 

analyses. Primarily, the researcher checked the assumptions of the multivariate 
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statistic such as multicollinearity, outliers, and normality in this research analysis, 

before the data were used and to test the hypotheses. 

The statistical procedure or data analysis included the descriptive statistics of 

the data, reliability estimation, factor analysis, multiple regression analysis and path 

analysis. 

1) Descriptive statistics: The descriptive statistics were summarized in 

order to provide a basic understanding of the sample profile and/or general 

demographic characteristics of the sample included was the number of participants 

that took the survey, the range of scores, and the means and standard deviations for all 

of the items.  

2) Validity and reliability: In order to achieve validity, this study 

investigated content and construct validity. For content validity, the researcher 

emphasized careful examination of the literature and measures used in previous 

research and expert interviews. Also, the pretest was conducted to help ensure that 

only relevant items were included in the final instrument.  

For construct validity, factor analysis was conducted with the research 

analysis to ensure that the set of items represented a single construct. According to 

Pedhazur and Schmelkin (1991: 66), factor analysis is the most useful or valuable tool 

to study the internal structure of a set of items or indicators. For the purposes of this 

study, it was decided to consider only factor loadings ≥ 0.5. The principal component 

analysis method was used for the extraction of factors and the Varimax procedure was 

used for rotation. 

On the other hand, in order to measure reliability, the raw data were 

entered into the computer and SPSS for windows was applied. Reliability is a 

necessary condition of validity, and reliability is used to check the homogeneity of 

items measuring a variable or the extent to which item scores are free from “errors of 

measurement” (Pedhazur & Schmelkin, 1991: 82). 

The reliability of the measuring instrument was tested for internal 

consistency by using Cronbanch’s Alpha Coefficient. Cronbach’s alpha or alpha 

coefficient is the most often used technique in estimating internal-consistency 

reliability. A high value of alpha (over than 0.7) supports high reliability. For the 

current study, the reliability of the Likert scales for the measurement of individual 
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motivation, training objective, training content, instructional method, training 

feedback, supervisory support, peer support, opportunity to use, learning and the 

transfer of training was, estimated by using Cronbach’s alpha technique. 

3) Hypothesis testing: The statistical procedure included multiple 

regression and path analysis. Multiple regression analysis was used to test the 

research hypotheses from one to three in order to identify:  1) how well a set of 

variables was able to predict learning and a transfer of training; 2) whether a 

demographic variable was likely to moderate the impact of individual characteristics 

on the learning and transfer of training; and 3) whether there were any relationships 

between individual characteristics and training design, training design and work 

environment, and individual characteristics and work environment. 

Moreover, a path analytic approach was also used to depict the direct, 

indirect or both effects hypothesized in the study and to test the hypothesized causal 

paths between variables. The researcher used a path analysis with stepwise technique 

which is computer based as the choice of predictive variables is carried out by an 

automatic procedure. And, this method shows only significant variables. 

In this study, the research hypotheses from four to six, which were 

tested by using a path analysis in order to examine direct and indirect relationships 

between training input variables such as individual characteristics, training design and 

work environment, and the transfer of training. 

The following Table 3.2 shows the hypotheses and statistical methods 

of this study as follows:  

 

Table 3.2  Hypotheses and Statistical Methods 

 

Hypotheses Methods 

Hypothesis 1: The individual characteristics, training design, and 

work environment factors are positive significant predictors of 

learning and the transfer of training. 

Multiple 

regression 
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Table 3.2  (Continued) 

 

Hypotheses Methods 

Hypothesis 2: Age is likely to moderate the impact of individual 

characteristics on learning and the transfer of training. 

Multiple 

regression 

Hypothesis 3: There are positive relationships among the 

individual characteristics and training design, training design and 

work environment, and individual characteristics and work 

environmental factors. 

Multiple 

regression 

Hypothesis 4: The individual characteristics, training design, and 

work environment factors have positive direct effects on learning 

and the transfer of training. 

Path analysis 

Hypothesis 5: Learning has a positive direct effect on the transfer 

of training. 

Path analysis 

Hypothesis 6: The individual characteristics, training design, and 

work environment factors have positive indirect effects on the 

transfer of training through learning. 

Path analysis 

 

3.6.2  Qualitative Research 

  According to Burkett (2010: 88 quoted in Creswell, 2003; Merriam, 1998), 

data collection and data analysis should be a simultaneous process for the qualitative 

approach. In this study, after completing the interviews, specific research design steps 

were used to conduct the data analysis and to move more deeply into an 

understanding and interpretation of the data. These steps included:  1) organizing and 

preparing the data for analysis; 2) listening to records and reading all of the data to 

obtain a general sense of the information and its overall meaning; and 3) beginning 

the detailed analysis, which is the process of identifying points of view and/or ideas. 

These are the attributes of the participants’ experiences that are seen as relevant to the 

research objectives and hypotheses. The next chapter presents the results and findings 

of the data analysis. 



 

 

CHAPTER 4 

 

RESULTS AND FINDINGS 

 

This chapter presents personal data on the target groups and the results 

according to the research hypotheses in order to show the overall characteristics of the 

sample groups represented by the data obtained from the questionnaires and 

interviews.  

One important point is that the analysis is based on the quantitative data from 

the 285 returned (and valid) questionnaires out of 300 distributed to the targeted 

respondents. However, some of the responses contained some missing data. For 

instance, some responses included missing data on some questionnaire items and had 

complete data on other items. Although some responses contained missing data, they 

were still included in the statistical analysis. The response rate was estimated at 95% 

total number of valid responses (285) divided by total number of invitations (300) 

multiplied by 100 [(285/300) x 100 = 95%]. 

The analysis is supported by the qualitative data gained from interviewing 10 

respondents for the in-depth analysis in order to clarify information obtained from the 

quantitative study. Such a method of study enabled the researcher to obtain detailed 

information in response to the research assumptions. 

In general, this chapter includes the following three sections:  1) description of 

the characteristics of the participants, 2) validity and reliability test, and 3) research 

results according to the research hypotheses. 

 

4.1  Description of Characteristics of Respondents 

 

This part of the study provides the main characteristics of the respondents 

surveyed in order to provide the general perspective. The general characteristics of the 

respondents are summarized and presented in this section. These include age, gender, 
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education, years in present position, and years at present organization. Further, the 

findings in this section are summarized according to the main relevant issues of the 

study, illustrated by distribution of percentages, minimum, maximum, mean score and 

standard deviation. 

 
Results of Descriptive Statistics  

A demographic analysis analyzes specific data relating to the selected group of 

population in order to ascertain the distribution of the data. The details of the 

demographic analysis are presented in Table 4.1 as follows:  

 

Table 4.1  Profile of the Respondents 

 

Characteristic  Number  Percent % 

Age <=30 121  42.5% 

 31-40 117  41.1% 

 41-50 37  13.0% 

 >=51 10  3.5% 

 Total 285  100.0% 

Gender Female 161  56.5% 

 Male  124  43.5% 

 Total 285  100.0% 

Education Diploma 7  2.5% 

 Bachelor 189  66.3% 

 Master 84  29.5% 

 Doctor 5  1.8% 

 Total 285  100.0% 

Type of organization Ministry 74  26.0% 

 Government Agency 91  31.9% 

 Municipality 120  42.1% 

 Total 285  100.0% 
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Table 4.1  (Continued) 

 

Characteristic  Number  Percent % 

Working experience <=10 years 231  81.1% 

 11-20 years 44  15.4% 

 >=21 years 10  3.5% 

 Total 285  100.0% 

Position <=5 years 230  80.7% 

 6-10 years 39  13.7% 

 11-15 years 12  4.2% 

 16-20 years 2  0.7% 

 >=21 years 2  0.7% 

 Total 285  100.0% 

Characteristic  Year  

Age Minimum 21  

 Maximum 59   

 Mean 33  

Work experience  Minimum 1  

 Maximum 35  

 Mean 6  

Position  Minimum 1  

 Maximum 35  

 Mean 3  

 

Among the 285 participants, the sample is made up of 56.5 percent females 

and 43.5 percent males. In other words, most of the respondents are female as 

compared to male officers. The relatively low percentage of male officers in the 

sample could indicate that there might be middle-level officers that are female in the 

civil service systems of Mongolia.  

The wording of the age question is “How old are you?,” which aims to obtain 

the actual age in number of years. There were respondents between 21 and 59 years of 
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age, and the average age of the respondents was about 33 years. However, the 

majority of the respondents were less than 30 years of age, which means that young 

(42.5%) people dominated the civil service of Mongolia. For example, the age of 

respondents was also classified into four groups. The results show that 42.5% of the 

respondents were less than 30 years old, 41.1% were between 31 and 40 years, 13.0% 

between 41 and 50, and 3.5% of the respondents were over than 51 years of age. In 

general, majority of the respondents are less than 40 years old. 

For education, 2.5% of the participants held a diploma; 66.3% held bachelor’s 

degree; 29.5% held a master’s degree; and a few participants (1.8%) held a doctoral 

degree. Amongst the 285 respondents, most (66.3%) were bachelor-degree holders. 

The result implies that most of the respondents were young in age less than 30 years; 

hence, they may have not yet have a master’s degree. This could be the reason that the 

bachelor-degree holders dominate the public sector of Mongolia. 

Regarding the type of organization, 26% of the participants work in a ministry, 

31.9% of the participants work in government agency, and 42.1% of the participants 

work in municipality. In other words, the participants’ organizations were categorized 

into three types of public organizations:  ministry, government agency, and 

municipality, and the majority of the participants (42.1%) were employed in a 

municipality.  

With respect to work experience, which ranged from 1 to 35 years, the average 

length of experience working in an organization was 6 years. Most of the participants 

(81.1%) indicated that they had worked for their current organizations for less than 10 

years. Fifteen point four percent (15.4%) of all participants had spent 11 to 20 years in 

the same organization. The number of employees that worked for longer than 21 years 

was low. Only, 3.5% of the respondents worked in their organization for over 21 

years.  

  Moreover, most respondents (80.7%) have been in their current position for 5 

years or less, while about 13.7 percent have been in the current position from 6 to 10 

years. Further, 4.2 percent of the respondents have been in the current position from 

11 to 15 years, and about 0.7 percent of the respondents have been in their current 

position from 16 to 20 years, the same as the group over 21 years.  
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In addition, this study presents the descriptive statistics of all variables, which 

include individual motivation, training objective, training content, instructional 

method, feedback, supervisory support, and peer support, opportunity to use, learning 

and transfer of training as well. Generally, the results of the descriptive statistics show 

extent of how strongly the participants agree or disagree with each statement from 

“1=very strongly disagree” to “8=very strongly agree.”  

The descriptive statistics were used to show the distribution of the mean score 

(which was calculated using the average score depending on the number of items for 

each variable) for each variable, which is considered below. 

The mean score for the slightly agree level is presented from individual 

motivation with 6 items (mean score = 5.7433), training objective with 7 items (mean 

score = 5.2300), learning with 5 items (mean score = 5.5620), and transfer of training 

with 9 items (mean score = 5.1578).  

By contrast, most of the respondents estimated slightly disagree with mean 

scores of training content (mean score = 4.9028; 7 items), instructional method (mean 

score = 4.6800; 8 items), training feedback (mean score = 4.6533; 6 items), 

supervisory support (mean score = 4.4033; 6 items), peer support (mean score = 

4.7628; 7 items) and opportunity to use (mean score = 4.5025; 4 items).  

With regarding the transfer of training, the respondents answered statements to 

measure application of newly-acquired knowledge and skills to the job context. 

According to the results, the extent of agreement indicated that the majority of 

participants (28.4%) slightly agreed which means they poorly transfer their 

knowledge and skills to the job, 25.6% of participants moderately agreed and 17.2% 

of participants strongly agreed. In turn, the extent of disagreement indicated that 

17.2% of the participants slightly disagreed, 8.2% moderately disagreed, 2% strongly 

disagreed, and 0.9% of the participants very strongly disagreed.  

Table 4.2 shows the extent to which the respondents disagreed or agreed 

regarding with transfer of training. 
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Table 4.2  The Extent to Agree or Disagree for Transfer of Training 

 

Level of the extent Percent % 

1 = Very strongly disagree 0.9% 

2 = Strongly disagree 2% 

3 = Disagree 8.2% 

4 = Slightly disagree 17.2% 

5 = Slightly agree 28.4% 

6 = Agree 25.6% 

7 = Strongly agree 17.2% 

8 = Very strongly agree - 

 

4.2  Validity and Reliability Test 

 

This section provides a detailed explanation of how the validity and reliability 

of the data collection instrument were established. Reliability was analyzed with 

respect to internal consistency. Cronbach’s alpha coefficient was used to estimate 

internal-consistency. Additionally, the construct validity of each construct was 

evaluated by using exploratory factor analysis. Factor loading estimated the validity 

of the items used to assess a given construct and it helped in determining which of the 

items meaningfully correlated with the examined factor. 

 

4.2.1  Estimates of Reliability 

A reliability estimate for each of the item sets was conducted using the data 

from the first phase or pretest. The instrument’s reliability was determined based on 

the 30 participants in the pilot study, and the reliability of each variable was measured 

by using a Cronbach alpha coefficient as an indicator. There were 65 total items in the 

survey:  6 questions measuring the individual characteristics, 28 questions measuring 

training design, 17 questions measuring work environment, 5 questions measuring 

learning and 9 questions measuring transfer of training.  

Table 4.3 shows the corresponding questionnaire item number and 

corresponding Cronbach alpha coefficients.  
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Table 4.3  Results from Reliability Test for Each Variable 

 

Variables Sample questions Items/ 
question no. 

Cronbach’s 
Alpha 

1) The individual 

characteristic 

 Q1 – Q6  Alpha = .860 

1.1) The individual 

motivation 

When I complete training, I 
want to apply what I learned 
in my work immediately. 

Q1 – Q6  Alpha = .860 

2) Training design   Q7 – Q34  Alpha = .952 

2.1) Training objective I feel that training objective 
can meet with my learning 
needs which I needed. 

Q7 – Q13  Alpha = .906 

2.2) Training content Situation is used to teach in 
training is similar to situation 
I have face in work. 

Q14 – Q20  Alpha = .899 

2.3) Instructional method We well-act out a real life 
situation in an instructional 
setting. 

Q21 – Q28  Alpha = .913 

2.4) Feedback  Instructors ask about whether 
the order of session topics 
and activities make sense to 
me. 

Q29 – Q34  Alpha = .904 

3) Work environment   Q35 – Q51  Alpha = .941 

3.1) Supervisory support My supervisor pays attention 
to the things I learn from 
training. 

Q35 – Q40  Alpha = .940 

3.2) Peer support My colleagues discuss about 
the topic and the classes with 
me, when I am attending in 
training program. 

Q41 – Q47  Alpha = .907 

3.3) Use of opportunity My workload allows me to 
try the new things I have 
learned. 

Q48 – Q51  Alpha = .860 

4) Learning I have learned the needed 
new knowledge and skills 
better than others from 
training. 

Q52 – Q56  Alpha = .913 

5) Transfer of training I use what I learned from the 
training in my daily work 
activities. 

Q57 – Q65  Alpha = .935 
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According to Table 4.3, the reliability of the scales of all 65 items was 

satisfactory, as indicated by a Cronbach alpha value of .935 (transfer of training), .913 

(learning), .860 (individual motivation), .906 (training objective), .899 (training 

content), .913 (instructional method), .904 (feedback), .940 (supervisory support), 

.907 (peer support), and .860 (use of opportunity). Their values exceeded the 

recommended value of .7, indicating adequate internal consistency. Specifically, 

transfer of training, learning, training objective, training method, feedback, 

supervisory support, peer support were suggested very good reliability, because of the 

value above 0.9 is preferable. 

In sum, the Cronbach alpha reliability estimate for the transfer of training 

items was .935; for learning items was .913; for individual characteristic items was 

.860; for training design items was .952; and for work environment items was .941, all 

exhibited good reliability. 

 

4.2.2  Results of the Factor Analysis 

As the method for examining the construct validity of the measurement scale, 

Exploratory Factor Analysis with Principal Component extraction and Varimax 

rotation was employed in the current study.  The goal of varimax rotation is to 

simplify the factors by maximizing the variance of the loadings within factors, across 

variables (Tabachnick, 2007). In other words, it attempts to minimize the number of 

variables that have high loading on each factor.  

Factor analysis was conducted for each of the variable under study in order to 

test the validity of the survey. For the transfer of training, there were altogether nine 

items constructed that measured it. The factor analysis used principle component 

extraction, and varimax rotation of all items was undertaken; no item was deleted.  

Regarding the influential factors, there were 56 items constructed to measure 

factors that affected the transfer of training. The results from the factor analysis of all 

items were formed into four components, consisting of eight sub-indicators. For all of 

the factors, no item was deleted and the items were validated by the factor analysis in 

previous research, for example by Holton et al. (2000), as noted earlier in this study. 

In addition, one form of reliability, internal consistency, was relevant in 

judging construct validity (Graham & Lilly, 1984). The construct validity and 
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reliability of these measurement scales were employed to ensure the appropriateness 

of the study. The details of the measurement of each variable are described in Table 

4.4 as follows:  

 

Table 4.4  Results from Factor Analysis for Each Variable 

 

Variables Items/questi
on no. 

Factor 
loading 

Alpha 
coefficient 

1)Individual characteristic   Alpha = .860 
1.1) Individual motivation Q4-4 .876 Alpha = .860 
 Q3-3 .863  
 Q2-2 .844  
 Q5-5 .815  
 Q1-1 .798  
 Q6-6 .559  

2) Training design   Alpha = .952 
2.1) Training objective Q5-11 .875 Alpha = .906 
 Q3-9 .846  
 Q1-7 .801  
 Q6-12 .797  
 Q4-10 .794  
 Q7-13 .763  
 Q2-8 .748  

2.2) Training content Q5-18 .854 Alpha = .899 
 Q3-16 .849  
 Q4-17 .847  
 Q2-15 .784  
 Q6-19 .783  
 Q7-20 .747  
 Q1-14 .740  

2.3) Instructional method Q1-21 .876 Alpha = .913 
 Q6-26 .866  
 Q5-25 .836  
 Q8-28 .824  
 Q7-27 .803  
 Q4-24 .725  
 Q3-23 .696  
 Q2-22 .671  

2.4) Feedback  Q3-31 .872 Alpha = .904 
 Q5-33 .869  
 Q2-30 .842  
 Q1-29 .815  
 Q6-34 .794  
 Q4-32 .749  
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Table 4.4  (Continued) 

 

Variables Items/questi
on no. 

Factor 
loading 

Alpha 
coefficient 

3) Work environment   Alpha = .941 
3.1) Supervisory support Q4-38 .901 Alpha = .940 
 Q3-37 .898  
 Q6-40 .885  
 Q5-39 .883  
 Q2-36 .876  
 Q1-35 .821  

3.2) Peer support Q6-46 .931 Alpha = .907 
 Q4-44 .926  
 Q7-47 .920  
 Q2-42 .804  
 Q5-45 .782  
 Q1-41 .779  
 Q3-43 .613  
3.3) Use of opportunity Q4-51 .931 Alpha = .860 
 Q1-48 .927  
 Q2-49 .761  
 Q3-50 .729  
4) Learning Q4-55 .891 Alpha = .913 
 Q2-53 .890  
 Q3-54 .883  
 Q5-56 .874  
 Q1-52 .773  
5) Transfer of training Q5-61 .843 Alpha = .935 
 Q3-59 .841  
 Q8-64 .827  
 Q9-65 .815  
 Q7-63 .811  
 Q1-57 .809  
 Q4-60 .801  
 Q6-62 .790  
 Q2-58 .780  

 

As mentioned above, an exploratory factor analysis with principal component 

extraction and varimax rotation was performed. The Kaiser-Meyer-Oklin (KMO) 

value was 0.905, which was higher than the recommended minimum of 0.6 (Kaiser, 

1974), and Bartlett’s significant value was .000 (p < .05). According to Andersen and 

Herbertsson (2003), the KMO test of sampling adequacy and Bartlett’s Test of 

Sphericity, are usually conducted to determine if the sample has met the appropriate 
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requirements for the factor analysis. Thus, factor analysis was appropriate for the 

current study.  

As a result of the factor analysis, the first component/factor explained 66.1% 

of the variance of the transfer of the training variable. All nine transfer of training 

items were loaded as one component. The second component explained 74.5% of the 

variance of the learning variable. All five items of learning were loaded under a single 

component. Other components contributed in different ways such as instructional 

method at 62.5%, training content at 64.2%, training objective at 64.7%, training 

feedback at 67.9%, supervisory support at 77.0%, peer support at 68.7%, opportunity 

to use at 70.8%, and individual motivation at 63.9%.  

According to Table 4.4, the component matrix shows the factor loadings of 

each variable, which contained all together 65 items for the ten components, and most 

of the items loaded quite strong (above .7) for all components. Particularly, the 

supervisory support component was composed of 6 items, with a very strong factor 

loading (above .8). Fifteen other items in both components of peer support and 

instructional method were quite strong, and their loadings were above 0.6. 

Additionally, the individual motivation component was comprised of 6 remaining 

items and its loading was also strong (above .5). All of the variances fit well with their 

component, as was also seen in Holton et al.’s (2000) study.  

Table 4.4 also shows the internal consistency of each variable. With the 

transfer of training, the reliability of the scales of all nine items was satisfactory, as 

indicated by a Cronbach alpha value of .935. For the determinants of training transfer, 

the alpha reliability of the factors extracted was highly satisfactory, as indicated by a 

Cronbach alpha value of .860 (individual characteristic), .952 (training design), .941 

(work environment), and .913 (learning).  

 

4.3  Hypothesis Testing 

 

  The objective of this section is to test the proposed model in order to answer 

the research questions. There are six main hypotheses in the current study. Depending 

on the research questions, the statistical procedure included multiple regression and 

path analysis for testing the hypotheses as follows.  
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  First, multiple regression analysis was used to test the research hypotheses 

from one to three in order to identify 1) how well the set of variables was able to 

predict learning and the transfer of training; 2) whether the demographic variable, as 

age, was likely to moderate the impact of individual characteristics on learning and 

the transfer of training; 3) if there were any relationships between individual 

characteristics and training design, training design and work environment, and 

individual characteristics and work environment.  

  Secondly, research hypotheses from four to six were tested by using path 

analysis in order to examine what the direct and indirect relationships were between 

the training input variables, such as individual characteristics, training design and 

work environment, and transfer of training. 

Prior to the study, all hypotheses, which means from one to six, were tested 

based on the entire sample size (as 285 cases) in order to respond to the research 

questions. After that, a statistical procedure was carried out in two different ways 

according to the two targeted training cases, which included one-time training and 

recurrent training. 

In other words, the researcher wanted to examine these two different training 

cases by testing hypotheses 1, 4, 5 and 6 based on their different sample sizes 157 

cases (one-time training) and 128 cases (recurrent training) in order to identify the 

most effective training program for the transfer of training.  

 

4.3.1  Results of the Statistical Analysis’ Procedure for the Entire Case 

  As stated earlier, the researcher was interested in understanding how each sub-

indicator (as sub-dimension) related to the dependent variable; namely, transfer of 

training. Therefore, the researcher conducted a regression analysis at the sub-

dimension level. 

At the beginning of the analysis, the assumptions of the multiple regression, 

such as multicollinearity, outliers, and normality, were examined by the researcher. 

Prior to the multiple regression, evaluation of multicollinearity was first examined, 

followed by the hypothesis testing. Multicollinearity means that independent variables 

are highly correlated and this makes it difficult to determine the contribution of each 

independent variable because the impact is mixed. Particularly, multicollinearity 
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exists when the independent variables are highly correlated, for example, r = .90 and 

above (Pallant, 2007: 149). Similarly, Hair et al. (1995), expressed the idea that a 

correlation among the independent variables of 0.90 and above indicates substantial 

multicollinearity. 

4.3.1.1  Results of Multiple Regression Analysis 

The descriptive statistics of all independent variables are presented, 

including mean, standard deviation, and minimum and maximum values. 

Additionally, the raw data were analyzed for outliers and normality. The results 

indicated one outlier, which was removed. A histogram was created for all of the 

variables, and the distribution of all variables were shown normality. 

Furthermore, the analysis of the correlation coefficients among all 

independent variables was carried out. The aim was to find whether any 

multicollinearity problem existed. The analysis revealed that the multicollinearity 

assumption in this case was not violated, with all Tolerance values not less than 0.10 

and the VIF value of the all variables not above 10. 

There were relationships for each sub-indicator in affecting the transfer 

of training, which included individual motivation, training objective, training content, 

instructional method, training feedback, supervisory support, peer support, 

opportunity to use, and learning, which presented Pearson Correlation values of 

(.551), (.610), (.621), (.419), (.418), (.425), (.551), (.469) and (.741), respectively. 

These results means that they are correlated substantially with the transfer of training 

and all variables are positively associated with the transfer of training. 

A summary of the descriptive statistics and the correlation matrix for 

the constructs in the model is presented in Table 4.5 as follows:  
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Table 4.5  Summary of Descriptive Statistic and Correlation Matrix for Entire Case 
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Transfer ---          

Motivation .551 ---         

Objective .610 .609 ---        

Content .621 .561 .767 ---       

Method .419 .327 .444 .538 ---      

Feedback .418 .357 .503 .584 .667 ---     

Supervisor .425 .340 .418 .484 .449 .489 ---    

Peer .551 .437 .428 .480 .371 .377 .694 ---   

Opportunity .469 .295 .411 .428 .343 .387 .487 .500 ---  

Learning .741 .619 .584 .513 .329 .376 .303 .466 .399 --- 

Mean. 5.1462  5.7433  5.1965  4.882  4.6276  4.6228  4.3766  4.7434  4.4912  5.5537 

S.D. 1.09343  1.01730  1.13614  1.1966  1.39470  1.41246  1.63756  1.44732  1.33296  1.06247 

Min. 1  1  1  1  1  1  1  1  1  1 

Max. 7  7  7  7  7  7  7  7  7  7 

 

Hypothesis 1: The individual characteristics, training design, and work 

environment factors are positive significant predictors of learning and the transfer of 

training. This hypothesis was divided into two sub-sections as follows: 

H1.1: The individual characteristics, training design, and work 

environment factors are positive significant predictors of learning. As the regression 

results indicate, individual motivation (Beta = .352, p = .000), training objective (Beta 

= .256, p = .000), supervisory support (Beta = -.196, p = .003), peer support (Beta = 

.239, p = .000) and opportunity to use (Beta = .139, p = .009) had a significant 

relationship with learning. Amongst the eight sub-indicators, individual motivation 

with a Beta value = .352, was the strongest and most significant predictor of learning. 

However, training content (Beta = -.013, p = .857), 

instructional method (Beta = .006, p = .921) and training feedback (Beta = -.074, p = 

.239) were not significant predictors of learning. The results of testing hypothesis 1.1 

are displayed in Table 4.6 as follows:  
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Table 4.6  Summary of Multiple Regression Analysis for Learning:  Entire Case 

 

Variables B Std. Error Beta t Sig. 

(Constant) 1.133 .278 --- 4.072 .000 

Individual_Motivation --- .067 .352 5.501 .000* 

Training_Objective --- .066 .256 3.609 .000* 

Training_Content --- .066 -.013 -.180 .857 

Instructional_Method --- .045 .006 .099 .921 

Feedback --- .047 .074 1.180 .239 

Supervisory_Support --- .042 -.196 -3.023 .003* 

Peer_Support --- .047 .239 3.747 .000* 

Opportunity_to_use --- .042 .139 2.629 .009* 

Adjusted R2 .491 

Sig. F Change .000 

Sig. value                                                                                                      *p < .05 

Dependent variable:  Learning 

 

The results from Table 4.6 show that individual characteristics 

and work environment were significant predictors of learning. However, there was a 

problem with the training design factor, which included training objective, training 

content, and instructional method and feedback. Amongst them, only training 

objective had a significant correlation with learning, but the others (training content, 

instructional method and feedback) did not significantly predict learning. Overall, this 

hypothesis partially supported the current study, a those factors explained 49.1 

percent of the variance in learning. 

H1.2: The individual characteristics, training design, and work 

environment factors are positive significant predictors of the transfer of training. 

There were five predictors individual motivation (p = .022), training objective (p = 

.006), training content (p = .006), peer support (p = .000), and opportunity to use (p = 

.002), which had a statistically-significant correlation with the transfer of training. A 

summary of the regression coefficients shows individual motivation at .142, training 

objective at .190, training content at .199, peer support at .263, and opportunity to use 
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at.156. However, instructional method (p = .192), training feedback (p = .805) and 

supervisory support (p = .099) did not significantly predict the transfer of training. 

Based on the standardized Beta coefficients, the strongest 

predictor was peer support (beta = .263) and the weakest was training feedback (beta 

= -.015). Two predictors feedback and supervisory support had a negative 

insignificant correlation with the transfer of training. Table 4.7 contains a summary of 

the multiple regression analysis. 

 

Table 4.7  Summary of Multiple Regression Analysis for Transfer of Training:  Entire 

Case 

 

Variables B Std. Error Beta t Sig. 

(Constant) .768 .276 --- 2.779 .006 

Individual_Motivation --- .066 .142 2.300 .022* 

Training_Objective --- .066 .190 2.774 .006* 

Training_Content --- .065 .199 2.782 .006* 

Instructional_Method --- .045 .075 1.308 .192 

Feedback --- .047 -.015 -.247 .805 

Supervisory_Support --- .042 -.103 -1.653 .099 

Peer_Support --- .046 .263 4.283 .000* 

Opportunity_to_use --- .042 .156 3.071 .002* 

Adjusted R2 .524 

Sig. F Change .000 

Sig. value                                                                                                      *p < .05 

Dependent variable:  Transfer of training 

 

To conclude, individual characteristics significantly influenced 

the transfer of training, but the training design and work environment factors 

indicated a partial significant relationship with the transfer of training. For example, 

amongst the training design dimensions, only two sub-indicators significantly and 

positively predicted the transfer of training:  training objective (beta = .190) and 

training content (beta = .199) had similar strengths in predicting the transfer of 

training, and their significant values were at the same level at p = 0.006.  
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Regarding work environment, only supervisory support was not 

a significant (p = .099) predictor of the transfer of training. Two other sub-indicators, 

peer support (p = .000) and opportunity to use (p = .002) were found to be statistically 

significant predictors of the transfer of training. This implies that the data partly 

supported this hypothesis, and approximately 52.4 percent of the variance of the 

transfer of training was accounted for by those factors. 

Hypothesis 2: Age is likely to moderate the impact of individual 

characteristics on learning and the transfer of training as well.  

The literature confirms that one of the critical factors of training 

transfer is individual motivation. However, there is no empirical study that examines 

the effect of age on the relationship between individual motivation and learning, and 

individual motivation and transfer of training; hence this hypothesis. This hypothesis 

was tested by including a moderator term (age) in the regression analysis. Regression 

analysis used the multiplicative variable, which means that age is multiplied by 

individual motivation as the interaction between two variables.  

The result of the regression analysis indicated that the coefficient 

associated with the interaction term was not significant (p > .05). In other words, the 

respondents’ age did not statistically significant affect the relationships between 

individual motivation and learning (Beta = .019, p = .734), or individual motivation 

and the transfer of training (Beta = .060, p = .260).  

In sum, the result implies that the respondents’ age did not play a 

moderating role in the relationship between individual motivation and learning, or 

individual motivation and transfer of training either. Therefore, this hypothesis was 

not supported in the current study. 

Hypothesis 3: There are positive relationships among the individual 

characteristics and training design, training design and work environment, and 

individual characteristics and work environment factors.  

A correlation coefficient was used to see whether there were 

relationships among the three types of factors. The correlations of all variables with 

individual motivation ranged from .295 to .609. For example, individual motivation 

was correlated with the following variables:  training objective (r = .609), training 

content (r = .561), instructional method (r = .327), training feedback (r = .357), 
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supervisors’ support (r = .340), peer support (r = .437), and opportunity to use (r = 

.295). Training objective (r = .609) and training content (r = .561) were reasonably 

strongly correlated with individual motivation. However, individual motivation was 

correlated at a very low level with only opportunity to use as r = .295 which was not 

preferable, because as Pallant (2007: 155) suggested a correlation should be above 

0.3.  

On the other hand, the result indicates that the sub-indicators in 

training design were substantially correlated with the work environment sub-

indicators. For example, the relationships among these factors ranged from r = .343 to 

r = .489, depending on their association. There was a relatively high correlation 

between supervisory support and training feedback, as the r = .489. On the other hand, 

instructional method only moderately correlated with opportunity to use, with r = 

.343.  

A summary of the correlation matrix for each sub-indicator is 

displayed in Table 4.8 as follows:  

 

Table 4.8  Summary of the Correlation Matrix for Each Sub-Indicator:  Entire Case 
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Individual_Motivation ---        

Training_Objective .609 ---       

Training_Content .561 .767 ---      

Instructional_Method .327 .444 .538 ---     

Feedback .357 .503 .584 .667 ---    

Supervisory_Support .340 .418 .484 .449 .489 ---   

Peer_Support .437 .428 .480 .371 .377 .694 ---  

Opportunity_to_use .295 .411 .428 .343 .387 .487 .500 --- 

 

In general, the result concludes that there was positive correlation 

among individual characteristics, and training design and work environment 

depending on their sub-dimensions. This means that there is some degree of 
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association among these three types of factors. For example, training design was 

strongly correlated with work environment and individual characteristics with r = .605 

and r = .545. On the hand, individual characteristics were moderately correlated with 

work environment with r = .425. Therefore, the results of the analysis indicated that 

hypothesis 3 was supported in current study.  

The results of the correlation matrix for the set of factors are shown in 

Table 4.9 as follows:  

 

Table 4.9  The Correlation Matrix for Set of Factors:  Entire Case 
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Training design ---   

Work environment .605 ---  

Trainee characteristic .545 .425 --- 

 

Finally, based on the theoretical insights described earlier in this study, 

the originally hypothesized model was tested using multiple regression analysis in 

order to investigate the first phase of this study.  

Therefore, the results of the multiple regression analyses show the final 

model, which was to answer research questions 1 to 3 by testing hypotheses 1 to 3. 

Further, the results of the final model partially confirmed the first three hypotheses in 

this study.  

Figure 4.1 shows the overall results of the multiple regression analyses 

for the first three hypotheses as follows:  
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Figure 4.1 indicates that the individual characteristics and work 

environment factors significantly predicted learning. However, amongst the sub-

dimensions in training design, only the training objective was a significant predictor 

of learning. The other sub-indicators in training design were found not to be 

statistically-significant predictors of learning.  

On the other hand, transfer of training was significantly predicted by 

individual motivation, training objective, training content, peer support, and 

opportunity to use. This reveals that amongst the sub-dimensions in the training 

design, only two sub-indicators training objective and training content had a 

Significant p < .05 

Non significant p > .05 
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Figure 4.1  Model for Results of Multiple Regression Analyses: Entire Case 
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statistically-significant correlation with the transfer of training. Moreover, two sub-

dimensions out of three in work environment (as peer support and opportunity to use) 

also significantly predicted the transfer of training. 

In sum, individual characteristics, training design, and work 

environment, depending on their relevant sub-indicators, explained 49.1 percent of the 

variance in learning and 52.4 percent of the variance in the transfer of training. 

Moreover, the results also indicated that the respondents’ age was not likely to 

moderate the relationship between individual motivation and learning, or individual 

motivation and the transfer of training because the coefficient associated with the 

interaction term was not significant. If trainees are motivated to learn or transfer their 

knowledge to the job, their age will not affect that relationship.  

Finally, this study found that there was a relatively high degree of 

correlation among individual characteristics, training design, and work environment 

factors. This means that these three types of factors were interrelated with one another 

depending on their relevant sub-dimensions.  

4.3.1.2  Results of the Path Analysis 

Based on the originally-hypothesized model was composed of paths 

leading from three types of factors (which include eight sub-indicators) toward 

learning and the transfer of training. One path is depicted from learning toward the 

transfer of training. This means that there are eight exogenous variables individual 

motivation, training objective, training content, instructional method, feedback, 

supervisory support, peer support, and opportunity to use and two endogenous 

variables learning and the transfer of training. The main dependent variable of this 

study is transfer of training.  

For hypotheses four to six, the path analysis is indicated the findings, 

where the independent variables explain the dependent variable, directly and 

indirectly, through the intervening variable after the results of the multiple 

regressions. In order to test these hypotheses, a path analysis with stepwise technique 

was done to identify the ideal paths that have a significant effect on finding the 

relationship between different possible paths.  
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Hypothesis 4: The individual characteristics, training design, and work 

environment factors have positive direct effects on learning and the transfer of 

training. There are two sub-hypotheses as follows:  

H4.1: The individual characteristics, training design, and work 

environment factors have positive direct effects on learning. According to the 

analyzed results as shown in Table 4.3.1.2.1, learning is directly affected by 

individual motivation (Beta = .365, p = .000), training objective (Beta = .273, p = 

.000), supervisory support (Beta = -.168, p = .006), peer support (Beta = .234, p = 

.000), and opportunity to use (Beta = .144, p = .005). Amongst them, only supervisory 

support had a negative direct effect on learning.  

Moreover, training content, instructional method and feedback 

were removed from the model because their effects were not statistically significant 

with values of p = .800, p = .440 and p = .166. Table 4.10 includes summary of the 

path analysis for learning. 

 

Table 4.10  Summary of Path Analysis for Learning:  Entire Case 

 

Variables B Beta Sig. 

(Constant) 1.183 --- --- 

Individual_Motivation --- .365 .000* 

Training_Objective --- .273 .000* 

Training_Content --- --- --- 

Instructional_Method --- --- --- 

Feedback --- --- --- 

Supervisory_Support --- -.168 .006* 

Peer_Support --- .234 .000* 

Opportunity_to_use --- .144 .005* 

Dependent variable:  Learning. 

Adjusted R2 = .492 (49.2 %), *p < .05 

 

In general, this hypothesis was partially accepted in this study 

because the individual characteristics and work environment factors have direct 

effects on learning. However, one of work environmental sub-dimensions, 
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supervisory support, has a negative direct effect on learning. Moreover, amongst the 

sub-dimensions in the training design, only training objective had a positive direct 

effect on learning and those sub-indicators accounted for 49.2 percent of the variance 

in learning. 

H4.2: The individual characteristics, training design, and work 

environment factors have positive direct effects on the transfer of training. The results 

of the path analysis indicated that individual motivation (Beta = .181, p = .001), 

training objective (Beta = .186, p = .007), training content (Beta = .212, p = .002), 

peer support (Beta = .222, p = .000), and opportunity to use (Beta = .137, p = .006) 

had positive direct effects on the transfer of training, with an R square value equal to 

.523, which means that these sub-indicators accounted for 52.3 percent of the variance 

in the transfer of training. However, instructional method, training feedback, and 

supervisory support were excluded from the model. This means that there was not 

statistically-significant correlation with the transfer of training. The results are 

displayed in Table 4.11 as follows:  

 

Table 4.11  Summary of Path Analysis for Transfer of Training:  Entire Case 

 

Variables B Beta Sig. 

(Constant) .851 --- --- 

Individual_Motivation --- .181 .001* 

Training_Objective --- .186 .007* 

Training_Content --- .212 .002* 

Instructional_Method --- --- --- 

Feedback --- --- --- 

Supervisory_Support --- --- --- 

Peer_Support --- .222 .000* 

Opportunity_to_use --- .137 .006* 

Dependent variable:  Transfer of training. 

Adjusted R2 = .523 (52.3 %), *p < .05 

 

In sum, hypothesis 4.2 was also partially supported in the 

current study. According to the results of the path analysis, five sub-indicators had 
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positive direct effects on the transfer of training. Peer support had the strongest a 

positive direct effect on the transfer of training and the weakest was opportunity to 

use. However, instructional method and feedback in training design and supervisory 

support in the work environment, were not seen to directly influence the transfer of 

training. This means that their values were not significant; hence, they were removed 

from the model of this study.  

Hypothesis 5: Learning has a positive direct effect on the transfer of 

training. The mediating variable of this study was learning, which was found to be 

significantly and positively related to the transfer of training (Beta = .741, p = .000) as 

anticipated in this hypothesis. This means that learning had a positive direct effect on 

the transfer of training. Learning explained 54.8 percent of the variance in the transfer 

of training. Thus, this hypothesis was accepted in the current study. The results of the 

analysis are presented in Table 4.12 as follows:  

 

Table 4.12  Summary of Path Analysis for Mediating Variable:  Entire Case 

 

Variables Equation 2 

 B Beta Sig. 

(Constant) .910 --- --- 

Learning --- .741 .000* 

Dependent variable:  Transfer of training. 

Adjusted R2 = .548 (54.8 %), *p < .05 

 

Hypothesis 6: The individual characteristics, training design, and work 

environment factors have positive indirect effects on the transfer of training through 

learning.  

The results of the path analysis showed that five out of eight sub-

indicators had indirect effects on the transfer of training through learning. For 

example, based on the path coefficient, individual motivation with a value of .270 

(.365 x .741), training objective with value of .202 (.273 x .741), peer support with a 

value of .173 (.234 x .741), and opportunity to use with a value of .106 (.144 x .741) 

were positive, and supervisory support with a value of -.124 (-.168 x .741) was 
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negative, which indirectly influences the transfer of training through learning with a 

value of 0.741. As mentioned above, the direct effects of those sub-indicators on 

learning were .365, .273, .234, .144 and -.168, respectively. 

In sum, the result of the analysis showed that although the indirect 

effects of individual characteristics and work environment on the transfer of training 

were confirmed in this study, as anticipated in this hypothesis, the negative indirect 

influence of supervisory support in the work environment was not consistent with this 

hypothesis. Moreover, only one sub-indicator, the training objective in the training 

design, had a positive indirect effect on the transfer of training through learning, but 

other sub-indicators were not statistically-significant correlation with the dependent 

variable. Overall, individual motivation had the strongest a positive indirect effect on 

the transfer of training, and the weakest was opportunity to use. Thus, this hypothesis 

was partially supported in the current study. 

Table 4.13 shows that a comparison was made in terms of the direct 

and indirect effects of the transfer of training as follows:  

 

Table 4.13  Direct and Indirect Effect Coefficients for Path Model:  Entire Case 

 

Dependent variable  Independent variables 
Causal effects 

Direct Indirect Total 

Transfer of training Individual_Motivation .181 .270 .451 

 Training_Objective .186 .202 .388 

 Training_Content .212 --- .212 

 Instructional_Method --- --- --- 

 Feedback --- --- --- 

 Supervisory_Support --- -.124 -.124 

 Peer_Support .222 .173 .395 

 Opportunity_to_use .137 .106 .243 

 

According to Table 4.13, at the same time, both direct and indirect 

effects on the transfer of training were estimated from individual motivation, training 

objective, peer support, and opportunity to use. Thus, their total effects on the transfer 
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of training accounted for individual motivation at 0.451(0.181 + 0.270), training 

objective at 0.388 (0.186 + 0.202), peer support at 0.395 (0.222 + .0173), and 

opportunity to use at 0.243 (0.137 + 0.106). This shows that individual motivation had 

the strongest total effect on the transfer of training, as Bates and Holton (1999) 

reported:  employees’ belief that having the motivation to learn and applying new 

knowledge influences the transfer of training directly and indirectly. 

Interestingly, the training content of the training design had a positive 

direct effect on the transfer of training rather than indirectly influencing the transfer 

process. Hence, its total effect on the transfer of training was 0.212 (.212 + 0). 

Similarly, supervisory support in the work environment had only a negative indirect 

effect on the transfer of training, which means that supervisor support did not directly 

influence the transfer of training, and its total effect was -0.124, which comes from 0 

+ (-0.124). 

Finally, the results of the path analysis partially confirmed findings 

that three types of factors had partly direct and indirect effects on the transfer of 

training, depending on their sub-dimensions. For the path analysis, some of the factors 

were removed if their effects were not statistically significant. The effect estimates for 

the remainder of the proposed paths were significant (p < .05) and were retained in the 

final model.  

The final model of this study, with estimates of the effect of each path, 

is shown in Figure 4.2. This figure indicates that the individual characteristics, 

training design and work environmental factors had partial direct and indirect effects 

on the transfer of training. For example, individual motivation, training objective, 

peer support, and opportunity to use had positive direct and indirect effects on the 

transfer of training. Their indirect effects were mediated by learning, with a path 

coefficient of .741. However, instructional method and training feedback did have 

both effects on the transfer of training.  

Moreover, training content did not have an indirect effect on the 

transfer of training through learning because training content did not significantly 

influence the learning. Hence, training content had a positive only direct effect on the 

transfer of training. Also, supervisory support did not have a statistically-significant 

effect on the transfer of training. This means that supervisory support was not directly 
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related to the transfer of training. However, learning was negatively and directly 

affected by supervisory support. This implies that supervisory support had a negative 

indirect effect on transfer of training. 

In Figure 4.2, it can be seen that only the significant predictors were 

selected for the structural model. The statistical significance of the path coefficients 

and the relative strengths of the direct and indirect effects are presented as follows:  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

According to the six main hypotheses of this study, the researcher 

presents a summary of all the findings obtained from the above statistical procedures, 

which include multiple regression and the path analytical approach. The findings of 

all hypothesis testing are summarized in Table 4.14 as follows:  
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Figure 4.2  Model for Results of Path Analyses: Entire Case 
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Table 4.14  Summary of Hypotheses Findings 

 

Hypotheses Methods 

Hypothesis 1: The individual characteristics, training design, and 

work environment factors are positive significant predictors of 

learning and the transfer of training. 

Partially 

supported 

H1.1: The individual characteristics, training design, and work 

environment factors are positive significant predictors of 

learning. 

Partially 

supported 

H1.2: The individual characteristics, training design, and work 

environment factors are positive significant predictors of the 

transfer of training. 

Partially 

supported 

Hypothesis 2: Age is likely to moderate the impact of individual 

characteristics on the learning and the transfer of training. 

Not 

supported 

Hypothesis 3: There are positive relationships among individual 

characteristics and training design, training design and work 

environment, and individual characteristics and work environment 

factors. 

Supported 

Hypothesis 4: The individual characteristics, training design, and 

work environment factors have positive direct effects on learning and 

the transfer of training. 

Partially 

supported 

H4.1: The individual characteristics, training design, and work 

environment factors have positive direct effects on learning. 

Partially 

supported 

H4.2: The individual characteristics, training design, and work 

environment factors have positive direct effects on the transfer 

of training. 

Partially 

supported 

Hypothesis 5: Learning has a positive direct effect on the transfer of 

training. 

Supported 

Hypothesis 6: The individual characteristic, training design, and work 

environment factors have positive indirect effects on the transfer of 

training through learning. 

Partially 

supported 

 



124 
 

 
 

4.3.2  Results of Recurrent and One-Time Training 

The analysis of the correlation coefficients among all independent variables 

was carried out in order to know whether any multicollinearity problems existed. The 

results of the analysis indicated that there was not a violation of the multicollinearity 

assumption.  

4.3.2.1  Results of Multiple Regression 

Hypothesis 1: The individual characteristics, training design, and work 

environment factors are positive significant predictors of learning and the transfer of 

training. There are two sub-hypotheses as follows: 

H1.1: The individual characteristics, training design, and work 

environment factors are positive significant predictors of learning. For the first case, 

recurrent training, the findings indicate that learning was significantly and positively 

correlated with motivation in individual characteristics (Beta = .376, p = .000), 

training objective in training design (Beta = .220, p = .040), and peer support (Beta = 

.211, p = .017) and opportunity to use (Beta = .243, p = .001) in work environment.  

By contrast, training content (Beta = -.090, p = .430), 

instructional method (Beta = -.021, p = .818), feedback (Beta = .166, p = .056), and 

supervisory support (Beta = -.136, p = .131) were not statistically-significant 

predictors of learning. The results imply that individual motivation made the strongest 

contribution to learning, and instructional method was the weakest predictor of 

learning. 

In the second case, one-time training, the eight sub-indicators 

were tested by multiple regression analysis. Only four sub-indicators were 

significantly related to the learning and two of them were components of the work 

environment. The other two were the components of training design and individual 

characteristics. In other words, the first two sub-indicators supervisory support (Beta 

= -.239, p = .012) and peer support (Beta = .239, p = .011) were significant predictors 

of learning. However, supervisory support negatively and significantly predicted 

learning. Further, training objective is another one component of training design 

which was positively and significantly associated with learning at the value of Beta = 

.269 and p = .006. The remaining one was individual motivation, which also had a 
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positive significant correlation with learning and its value was presented as Beta = 

.359 and p = .000. 

Interestingly, learning was not significantly associated with the 

training content (Beta = .035, p = .725), instructional method (Beta = .041, p = .622), 

feedback (Beta = .006, p = .944) or opportunity to use (Beta = .069, p = .368). Based 

on the Beta coefficient, individual motivation was the strongest predictor of learning 

and the weakest predictor was training feedback.  

The compared results of the multiple regression analyses are 

exhibited in Table 4.15 as follows:  

 

Table 4.15  The Compared Results of Multiple Regression Analyses for Learning 

 

Variables 
Recurrent training One-time training 

B Beta Sig. B Beta Sig. 

(Constant) 1.037 --- --- 1.125 --- --- 

Individual_Motivation --- .376  .000* --- .359  .000** 

Training_Objective --- .220  .040* --- .269  .006** 

Training_Content --- -.090  .430 --- .035  .725 

Instructional_Method --- -.021  .818 --- .041  .622 

Feedback --- .166  .056 --- .006  .944 

Supervisory_Support --- -.136  .131 --- -.239  .012** 

Peer_Support --- .211  .017* --- .239  .011** 

Opportunity_to_use --- .243  .001* --- .069  .368 

Dependent variable:  

Learning 

Adjusted R2 = .580 (58%) Adjusted R2 = .402 (40.2%) 

Sig. F Change = .000 Sig. F Change = .000 

Sig. *p < .05 Sig. **p < .05 

 

In sum, this hypothesis was partially accepted in two different 

training cases. Also, the independent variables explained 58 percent of the variance in 

learning for recurrent training, and 40.2 percent of the variance in learning for one-

time training. 

H1.2: The individual characteristics, training design, and work 

environment factors are positive significant predictors of the transfer of training. For 
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the first case or recurrent training, eight sub-indicators were also tested in order to test 

this hypothesis. The result showed that only four sub-indicators positively and 

significantly predicted the transfer of training:  individual motivation (Beta = .199, p 

= .014), training content (Beta = .238, p = .040), peer support (Beta = .246, p = .007), 

and opportunity to use (Beta = .169, p = .027).  

However, the transfer of training did not have a significant 

correlation with training objective (Beta = .011, p = .916), instructional method (Beta 

= .061, p = .505), feedback (Beta = .072, p = .411), or supervisory support (Beta = -

.002, p = .983). According to the Beta coefficient, peer support was the strongest 

predictor and supervisory support was the weakest predictor of the transfer of 

training. 

The second case, one-time training, indicated that the estimated 

beta value of training objective was .307 (p = .001), that is, higher than the estimated 

beta values of individual motivation (Beta = .185, p = .013), supervisory support 

(Beta = -.229, p = .008), peer support (Beta = .297, p = .001), and opportunity to use 

(Beta = .176, p = .013). This difference was significant at the .05 level. Only 

supervisory support had a negative significant correlation with the transfer of training. 

However, training content (Beta = .153, p = .097), instructional method (Beta = .106, 

p = .168), and training feedback (Beta = -.088, p = .300) were not significant 

predictors of the transfer of training because their significant values are at the level of 

p > .05. Table 4.16 compares the results of the multiple regression analyses as 

follows:  
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Table 4.16  The Compared Results of Multiple Regression Analyses for Transfer of 

Training 

 

Variables 
Recurrent training One-time training 

B Beta Sig. B Beta Sig. 

(Constant) .846 --- --- .589 --- --- 

Individual_Motivation --- .199  .014* --- .185  .013** 

Training_Objective --- .011  .916 --- .307  .001** 

Training_Content --- .238  .040* --- .153  .097 

Instructional_Method --- .061  .505 --- .106  .168 

Feedback --- .072  .411 --- -.088  .300 

Supervisory_Support --- -.002  .983 --- -.229  .008** 

Peer_Support --- .246  .007* --- .297  .001** 

Opportunity_to_use --- .169  .027* --- .176  .013** 

Dependent variable:  

Transfer of training 

Adjusted R2 = .564 (56.4%) Adjusted R2 = .494 (49.4%) 

Sig. F Change = .000 Sig. F Change = .000 

Sig. *p < .05 Sig. **p < .05 

 

In sum, this hypothesis was also partially accepted in recurrent 

and one-time training cases. And, results indicate that recurrent training its Adjusted 

R square value is .564, which means that the predictors accounted for 56.4% of the 

variance in the transfer of training. By contrast, this value was reduced to 49.4% 

(Adjusted R square = .494) of the variance in the transfer of training for one-time 

training. Therefore, the recurrent training measures explained an additional 7% of the 

variance in the transfer of training.  

The proposed model is depicted in Figure 4.3 which shows the 

final models for recurrent and one-time training based on the compared results of the 

multiple regression analyses as follows:  
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According to Figure 4.3, recurrent training indicates that transfer of 

training was positively and significantly predicted by four sub-indicators:  individual 

motivation, training content, peer support, and opportunity to use. By contrast, the 

one-time training suggested that individual characteristics and work environment 

factors made a significant contribution to the transfer of training. However, the sub-

dimensions of training design did not show sufficient result, which means that the 

transfer of training was significantly predicted only by one sub-indicator, training 

objective. 
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                     Significant p < .05                                        Non significant p > .05 

Figure 4.3  Models for Recurrent and One-Time Training Based on Compared Results 

of Multiple Regression Analyses 
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For learning, recurrent training revealed that individual motivation, 

training objective, peer support and opportunity to use positively and significantly 

predicted learning. In total, four sub-indicators were significant predictors of learning. 

Similarly, same numbers of sub-indicators were also significant predictors of learning 

in the case of one-time training. Those were individual motivation, training objective, 

supervisory support, and peer support. 

4.3.2.2  Results of the Path Analysis 

A path analysis was employed with stepwise technique by using SPSS 

version 16. This approach was used to depict the direct, indirect or both effects 

hypothesized in the current study. The result of the path analysis indicated that the 

effect estimates for the remainder of the proposed paths were significant and should 

be retained in the final model. Additionally, some factors were removed if their 

effects were not statistically significant. 

Hypothesis 4: The individual characteristics, training design, and work 

environment factors have positive direct effects on learning and the transfer of 

training as well. There are two sub-hypotheses as follows:  

H4.1: The individual characteristic, training design, and work 

environment factors have positive direct effects on learning. In order to test this 

hypothesis, learning was the dependent variable and individual motivation, training 

objective, training content, instructional method, feedback, supervisory support, peer 

support and opportunity to use were the independent variables for both training cases. 

The results of the recurrent training showed four sub-indicators:  

individual motivation (Beta = .374, p = .000), training objective (Beta = .220, p = 

.008), peer support (Beta = .147, p = .049), and opportunity to use (Beta = .219, p = 

.003), which had positive direct effects on learning. The others (training content, 

instructional method, feedback and supervisory support) did not have a significant (p 

> .05) correlation with learning; hence, they were removed from the model. 

By contrast, one-time training showed different results from 

those of the recurrent training case. The results indicated that learning was directly 

and positively affected by only two sub-indicators:  individual motivation (beta = 

.397; p = .000) and training objective (beta = .310; p = .000). This implies that the 

sub-dimensions of work environment did not show any significant evidence in 
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relation to learning. Further, some sub-dimensions in training design, such as training 

content, instructional method, and feedback also did not demonstrate a significant 

relationship with learning. This means that they did not have direct effects on 

learning.  

Table 4.17 presents that the compared results of the path 

analyses for learning as follows:   

 

Table 4.17  The Compared Results of Path Analyses for Learning 

 

Variables 
Recurrent training One-time training 

B Beta Sig. B Beta Sig. 

(Constant) 1.086 --- --- 1.359 --- --- 

Individual_Motivation --- .374 .000* --- .397 .000** 

Training_Objective --- .220 .008* --- .310 .000** 

Training_Content --- --- --- --- --- --- 

Instructional_Method --- --- --- --- --- --- 

Feedback --- --- --- --- --- --- 

Supervisory_Support --- --- --- --- --- --- 

Peer_Support --- .147 .049* --- --- --- 

Opportunity_to_use --- .219 .003* --- --- --- 

 
Dependent variable:  Learning. 

Adjusted R2 = .573 (57.3 %),  

*p < .05 

Dependent variable:  

Learning. 

Adjusted R2 = .384 (38.4 %), 

**p < .05 

 

In sum, individual motivation, training objective, peer support 

and opportunity to use explained 57.3 percent of the variance in learning. This is a 

relatively high percent of the variance accounting for recurrent training. However, the 

one-time training indicated that individual motivation and training objective 

accounted for 38.4 percent of the variance in learning. Overall, this hypothesis was 

partially supported in the current study. 

H4.2:  The individual characteristics, training design, and work 

environment factors have positive direct effects on the transfer of training. According 
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to the results of recurrent training, individual motivation (Beta = .206, p = .007), 

training content (Beta = .321, p = .000), peer support (Beta = .263, p = .001), and 

opportunity to use (Beta = .172, p = .020) had positive direct effects on the transfer of 

training. This implies that a positive direct effect was estimated from individual 

characteristics, as anticipated in this hypothesis. Furthermore, training design and 

work environment had partial direct effects on the transfer of training depending on 

their sub-dimensions. For example, training objective, instructional method, feedback, 

and supervisory support did not have significant effects on the dependent variable, at 

p > .05; therefore, they were removed from the model of this study. In sum, four out 

of eight sub-indicators had positive direct effects on the transfer of training, and the 

strongest direct effect was training content (Beta = 0.321) and the weakest was 

opportunity to use (Beta = 0.172).  

By contrast, the results of the one-time training showed 

substantial direct effects of individual characteristics and work environment on the 

transfer of training. Amongst the sub-dimensions in both sets of factors, only 

supervisory support in the work environment had a negative direct correlation with 

transfer of training at the value of the path coefficient = -.230 and p = .006. However, 

the others had a positive direct relationship with the transfer of training and their 

coefficient values were 0.188 (individual motivation, p = .011), 0.401 (training 

objective, p = .000), 0.328 (peer support, p = .000), and 0.184 (opportunity to use, p = 

.008). Interestingly, only one sub-indicator, training objective (beta = 0.401 and p = 

.000) in training design, had the strongest positive direct effect on the transfer of 

training. However, the other sub-indicators in training design were not statistically 

significant and or had a positive relationship with the dependent variable; hence, they 

were excluded from the model of this study. Those were training content, instructional 

method, and feedback. 

A summary of the compared results of the path analyses is 

presented can be seen in Table 4.18. 
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Table 4.18  The Compared Results of Path Analyses for the Transfer of Training 

 

Variables 
Recurrent training One-time training 

B Beta Sig. B Beta Sig. 

(Constant) .895 --- --- .667 --- --- 

Individual_Motivation --- .206  .007* --- .188  .011** 

Training_Objective --- ---  --- --- .401  .000** 

Training_Content --- .321  .000* --- --- --- 

Instructional_Method --- ---  --- --- --- --- 

Feedback --- ---  --- --- --- --- 

Supervisory_Support --- ---  --- --- -.230 .006** 

Peer_Support --- .263  .001* --- .328 .000** 

Opportunity_to_use --- .172  .020* --- .184 .008** 

 Dependent variable:  Transfer of 

training 

Adjusted R2 = .571 (57.1 %),  

*p < .05 

Dependent variable:  Transfer 

of training 

Adjusted R2 = .487 (48.7 %), 

**p < .05 

 

To conclude, this hypothesis was partially accepted in the 

current study, and the direct effects of the four sub-indicators explained 57.1 percent 

of the variance in the transfer of training for recurrent training. This is quite a 

respectable result. On the other hand, the five sub-indicators showed significant direct 

effects on transfer of training; however, they accounted for 48.7 percent of the 

variance in transfer of training for one-time training.  

Hypothesis 5: Learning has a positive direct effect on the transfer of 

training. From the results, direct effects were estimated by path coefficients for both 

training cases. For example, the result for recurrent training showed a positive direct 

effect of learning on the transfer of training and its coefficient value was .791. By 

contrast, for one-time training, transfer of training was positively and directly affected 

by learning, with a value of .691. However, significant values of both training cases 

were at the same level of p = .000. 

Thus, this hypothesis was supported for both training cases. Further, 

learning accounted for 62.3 percent (for recurrent training) and 47.5 percent (for one-
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time training) of the variances in the transfer of training. This means that recurrent 

training had as higher variance in the transfer of training than variance in the 

dependent variable of one-time training. Hence, recurrent training revealed quite a 

respectable result for this study. 

The compared results of the path analyses for the mediating variables 

are presented in Table 4.19 as follows:  

 

Table 4.19  The Compared Results of Path Analyses for Mediating Variable 

 

Variables 
Recurrent training One-time training 

B Beta Sig. B Beta Sig. 

(Constant) .567 --- --- 1.274 --- --- 

Learning --- .791 .000* --- .691 .000** 

 
Dependent variable: Transfer of training. 

Adjusted R2 = .623 (62.3 %), *p < .05 

Dependent variable: Transfer of 

training. 

Adjusted R2 = .475 (47.5 %), **p < .05 

 

Hypothesis 6: The individual characteristics, training design, and work 

environment factors have positive indirect effects on the transfer of training through 

learning. For recurrent training, the result showed that positive indirect effects 

involving individual motivation was .295 (.374 x .791), training objective was .174 

(.220 x .791), peer support was .116 (.147 x .791), and opportunity to use was .173 

(.219 x .791) on the transfer of training through learning, with a path coefficient of 

.791. This means that those sub-indicators had positive direct effects on learning and 

their coefficient values were presented from .374, .220, .147 and .219, respectively as 

mentioned earlier in this study. By contrast, the results of the one-time training 

indicated that only two sub-indicators positively and indirectly correlated with the 

transfer of training. In other words, the estimations of indirect effects on the transfer 

of training were drawn from individual motivation at .274 (.397 x .691) and training 

objective at .214 (.310 x .691) because learning was directly predicted by only the two 

sub-dimensions in the preceding section. Table 4.20 compares the direct and indirect 

effects of the two training cases. 
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Table 4.20  Direct and Indirect Effect Coefficients for Path Models of Both Cases 

 

Dependent 

variable 
Independent variables 

Recurrent training One-time training 

Causal effects Causal effects 

Direct Indirect Total Direct Indirect Total 

Transfer of 

training 

Individual_Motivation .206 .295 .501 .188 .274 .462 

Training_Objective --- .174 .174 .401 .214 .615 

Training_Content .321 --- .321 --- --- --- 

Instructional_Method --- --- --- --- --- --- 

Feedback --- --- --- --- --- --- 

Supervisory_Support --- --- --- -.230 --- -.230 

Peer_Support .263 .116 .379 .328 --- .328 

Opportunity_to_use .172 .173 .345 .184 --- .184 

 

In sum, hypothesis 6 was partially supported in the current study. The 

reason behind this was that the results showed that only individual characteristics had 

a positive indirect effect on the transfer of training for both training cases. However, 

the training design and work environment factors had positive partial indirect effects 

on the transfer of training, depending on their sub-dimensions. In both cases, the 

strongest indirect effect was estimated to be individual motivation.  

Further, the total effects on the transfer of training are presented for 

individual motivation at .501 (.206 + .295), training objective at .174 (0 + .174), 

training content at .321 (.321 + 0), peer support at .379 (.263 + .116), and opportunity 

to use at .345 (.172 + .173), in the recurrent training case. Such effects also accounted 

for individual motivation at .462 (.188 + .274), training objective at .615 (.401 + 

.214), supervisory support at -.230 (-.230 + 0), peer support at .328 (.328 + 0), and 

opportunity to use at .184 (.184 + 0) for the one-time training case. Interestingly, the 

strongest total effect on transfer of training was expected to be individual motivation 

in the recurrent training case and the training objective in the one-time training case. 

Finally, this study provided comparison models of the recurrent and 

one-time training, as depicted in Figure 4.4. The evaluation of the proposed model for 

recurrent training and transfer of training was directly and indirectly affected by the 

three sub-indicators individual motivation, peer support and opportunity to use. 
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However, training objective had only an indirect effect on the transfer of training 

through learning, while training content also had only direct effect on this variable. 

By contrast, based on the model of one-time training, only two sub-indicators 

individual motivation and training objective had indirect effects on the transfer of 

training through learning. However, direct effects on the transfer of training were seen 

with individual motivation, training objective, supervisory support, peer support, and 

opportunity to use. Figure 4.4 shows final models of the recurrent and one-time 

training, which include only the path coefficients found to be significant at the level 

of p < .05 as follows:  
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Figure 4.4  Models for Recurrent and One-Time Training Based on Compared Results 

of Path Analyses 
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4.3.3  Results of the Qualitative Analysis 

  The interview data were organized by the researcher. A total 10 individuals 

were purposively invited to participate in the interview of this study, and face-to-face 

interviews were used for five respondents. Five other respondents attended the small 

focus group discussion, which was organized by the researcher at the National 

Academy of Governance, Mongolia. The following interview questions were asked by 

researcher in this study:  

1) What do you think about the transfer of training? 

2) Do civil servants transfer their newly acquired knowledge and skills 

back to the job or not? What do you think? 

3) From your experience, would you describe the factors that influence 

the transfer of training? 

4) What factor do you think has the most effective on the transfer of 

training? 

5) What is the reason for one factor being the most effective on the 

transfer of training? 

6) What have been the biggest barriers to the transfer of training? 

7) What are the future research and development needs in the field of 

training transfer? 

8) Is there anything else you would like to share about your 

experience? 

The content analysis was included counting the frequency with which an idea 

or theme was repeated. A variety of ideas emerged due to the broad range of 

experience represented by each respondent. Hence, groups were established based on 

the interview questions and/or essential link among ideas as evidenced by words or 

phrases that clearly conveyed the same meaning.  

4.3.3.1  Perceptions about the transfer of training 

Mr. Baigal, Head of Training Division at the NAOG, said that the 

process of training transfer for us I think really helpful to show the results of the 

training. Particularly, the transfer of training can change individuals’ attitudes, which 

is very important. Further, it leads performance improvement of employees and 

employers as well. Also, Mr. Bold, Head of the Public Administration Department at 
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the NAOG, had the same opinion about the transfer of training which is one criterion 

of training evaluation. It really shows the effectiveness of the training program, 

according to him. 

Similarly, Mr. Byambasuren (Director of the Short-term Training 

Institute at the NAOG) mentioned that learning transfer was the most critical concept 

in teaching. If a learned behavior or skill does not transfer to the job context, then the 

instruction has failed, he indicated. As a result, we should consider the effectiveness 

of the instruction. His point was supported by professor Narmandakh (in the 

Department of Public Administration at the NAOG), who said that in order to achieve 

success with a particular training solution, the participants must demonstrate 

improved performance on the job. Therefore, the individuals should apply the 

knowledge or skills that they acquired during the training to job performance.  

4.3.3.2  Utility of newly-acquired knowledge and skills in the job 

context  

Some respondents mentioned more or less the similar thing that we 

actually do not clearly see any evidence of trainees applying their newly learned 

knowledge and skills to the job contex even if it is difficult to observe and evaluate. 

According to the experiences of Mr. Enkhbayar (Senior Officer at the 

Ministry of Culture and Sports, Tourism), Ms. Sunjid (Head of the Monitoring and 

Evaluation Department, Ministry Justice) and Mr. Amarbayasgalan (Head of the 

Monitoring and Evaluation Department, the Ministry of Construction and Urban 

Development), generally people are not familiar with the application of the 

knowledge and skills to the work environment, perhaps for two reasons. One is that 

trainees themselves lack the ability and have no motivation to transfer learning. 

Another one could be the training design itself, which means that the training program 

may not include proper application examples or training content that closely match 

their job requirements. Similarly, Mr. Baigal (Head of the Training Division at the 

NAOG) and Mr. Bold (Head of the Public Administration Department at the NAOG) 

pointed out that participants seem to understand the training content and materials, but 

some of them do not change their behavior on the job. When this happens, 

investments in training are wasted. Perhaps, it is because of the training design itself, 

in some cases, that involves more theoretical learning rather than practical situations. 
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Further, the training material or content does not cover many application assignments 

or examples of how the knowledge and skills are to be applied to the job context. Mr. 

Baigal and professor Narmandakh also said that trainees themselves have no ability to 

use the learning, which is another reason. 

Other respondents suggested other motives, for example, suggesting 

that some people may apply their newly-acquired knowledge and skills to the job in 

some ways. Those respondents were Mr. Baatarsaikhan (Senior Officer at the Civil 

Service Council), Mr. Byambasuren (Director of the Short-term Training Institute, 

NAOG), Ms. Munkhchuluun (Head of the Monitoring and Evaluation Department, 

the Ministry of Population Development and Social Welfare) and Ms. Enkhduulal 

(Senior Officer at the Ministry of Foreign Affairs). 

For example, Ms. Munkhchuluun and Mr. Baatarsaikhan said more or 

less same thing that they know that some of their people, attended training related to 

their job, and tried to use their new knowledge and skills in their job activities. This is 

an important step to show their good performance. Similarly, Ms. Enkhduulal 

mentioned that the application of learned knowledge and skills depends upon the 

person that has the motivation to learn or transfer, and the training design itself, which 

includes whether it has applicable training content and/or effective instructional 

methods. For example, Ms. Enkhduulal observed that one of her colleagues had good 

performance results on her job because she told that she learned some needed 

knowledge from the training, which was very useful for her job activities. 

Interestingly, Mr. Byambasuren spoke about the top level officers that 

have higher motivation to apply their knowledge back to the job than executive or 

middle senior officers. According to his point, they would like to improve their career 

by doing new things in terms of politics. Also, they are the main decision-maker in 

some contexts. In this sense, he said that top-level officers try to apply the newly-

acquired knowledge and skills to the job context through forcing employees to work 

effectively for the policy. This means that employees should follow their own 

operating procedures. In such a case, they support their employees by attending 

training, which could bring them a good benefit. 

However, Mr. Byambasuren explained about middle- or bottom-level 

officers that have little motivation to transfer their new knowledge to the job. There 
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are many barriers in their work environment such as rules, regulations, over workload, 

pressure from supervisor, and political reasons. Further, they are also not the main 

decision-makers in their organization. Hence, the application of new knowledge and 

skills is considered only to a small degree by the officers at middle and bottom levels. 

His reason is that middle- and bottom-level officers (involved in different parties from 

those at the top level) prefer to stay their position because political situations could 

influence their present position in terms of turnover, rather than doing new things that 

might change the attitude of some people in different ways. They have different 

perspectives depending on their experience and knowledge. However, they may 

implement the process of the transfer of learning in some cases. Therefore, the work 

environment could be another reason that motivates people to use their learning. 

4.3.3.3  Success and failure factors of the transfer of training 

Based on this point, all respondents had similar ideas about the factors 

which affect the transfer of training. These points were already obtained from the 

literature. According to them, the major indicators of training transfer include 

participants’ motivation to learn or to transfer knowledge, the training itself, and 

subjective factors which include supervisor and peer support.  

For example, Ms. Narmandakh, Mr. Baigal, Ms. Enkhduulal, Ms. 

Sunjid, Mr. Amarbayasgalan and Mr. Enkhbayar mentioned that for any training, 

participants’ motivation is an important factor. Without motivation, participants may 

not use the learning in their job. Also, other respondents (e.g., Mr. Baigal, Mr. 

Baatarsaikhan, Ms. Enkhduulal, Ms. Munkhchuluun, Mr. Byambasuren, Mr. 

Enkhbayar and Mr. Bold) said that another important factor is training design, which 

is the most important factor, according to them. Their point resembled the idea that 

training design contains the training objective, the content, the instructional method, 

and the evaluation system. Particularly, the training design can provide information 

about how to learn and apply the new learning to the job; therefore, it is a critical 

factor. According to Mr. Byambasuren, Mr. Baatarsaikhan, Ms. Narmandakh, Mr. 

Baigal, Mr. Bold and Enkhduulal, the work environment is also a critical predictor of 

training transfer. They said that if there is no possibility to use the learning and no 

support from workmates, it is difficult to transfer the newly-acquired knowledge back 

to the job. Particularly, Mr. Bold, Mr. Byambasuren, Mr. Baigal, Ms. Enkhduulal and 
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Ms. Munkhchuluun mentioned the same thing that trainees’ attempts to transfer are 

more likely to succeed when they have discussed the course content and material with 

their boss prior to the start of the training.  

In general, all of the respondents’ perceptions were similar in terms of 

the predictor variables of training transfer. However, some respondents said that the 

training design could be the most important factor in the effective transfer of training. 

Particularly, Mr. Baigal, Mr. Bold, Mr. Baatarsaikhan, Ms. Munkhchuluun and Ms. 

Enkhduulal mentioned more or less the same thing that what is learned inside one 

classroom about a certain subject should aid in the attainment of related goals in their 

job context, and beyond that it should lead the participants’ improved job 

performance. Because of this, they provide training for civil servants today; however, 

it is different in reality. For example, based on Mr. Baigal’s, Mr. Enkhbayar’s and Mr. 

Amarbayasgalan’s points, in some cases, short-term training programs for civil 

servants are mainly focused on theoretical learning rather than practical and 

applicable situations. This implies that learning may well occur, but that the 

participants may not be taught in a manner with which their new knowledge can be 

applied to the job. In this view, Ms. Sunjid said that training design does not include 

how to use the learning on the job in terms of job performance improvement. Further, 

the training content is not similar to the job condition in some cases. Mr. Baigal and 

Mr. Bold supported Ms. Sunjid’s point, for example saying that any training program 

basically depends on the training design itself, which includes training objectives, 

content, administrative of training, evaluation and so on. If the training design can fit 

the trainees’ needs and their job requirements, it can lead to good performance. 

Further, they pointed out that, the training design is obviously the most important 

factor affecting training transfer; however, the real situation is different in the system, 

according to them. Thus, questions need to be raised about how the training can be 

designed to encourage learning and transfer. 

Moreover, Ms. Munkhchuluun, Mr. Baigal, Ms. Enkhduulal and Mr. 

Byambasuren also expressed a similar point of view, saying that the primary factor in 

training design is related to the training content. The training content is the basic 

criterion that assists in the success and effectiveness of training transfer. They further 

suggested that the training objective is the element that supports the learning process 



141 
 

 
 

and eventually training transfer, and that the proper assessment and instructional 

method of the training are especially critical to learning and the transfer of training. 

Moreover, Mr. Baatarsaikhan mentioned that if our government is responsible for 

civil servants’ training programs, it would not waste time or money. According to 

him, we should begin by developing an appropriate instructional design that will 

greatly increase the chances of training success. This is a critical point of our system 

in today, he suggested.  

However, Mr. Byambasuren suggested interesting motives that 

although the success of learning principally relies on the program design itself, 

training effectiveness cannot be achieved without a supportive work environment.  

In addition, three out of all of the respondents (Ms. Narmandakh, Ms. 

Sunjid and Mr. Amarbayasgalan) mentioned the participants’ motivation, which is 

also according to them the most effective factor in training transfer. Their point 

resembled the idea that training design should be built based on training needs, which 

can determine the training objective. According to them, conducting a training needs 

assessment is a critical activity for the training, which means that training objective 

will possibly meet the job requirements and the employees’ motivation to learn. For 

example, Ms. Narmandakh and Ms. Sunjid said much the same thing that to be 

effective and efficient, all training programs must start with a needs assessment that 

may determine what training is needed for employees or whether employees have 

interest in attending the training. Their point was also supported by other respondents, 

who mentioned that before any actual training occurs, the who, what, when, where, 

why and how of the training must be determined. Training programs can even target a 

problem where there seems to be no solution.  

4.3.3.4  Biggest barriers to implementing the transfer of training 

According to Mr. Byambasuren and Mr. Baigal, the issue of training 

transfer comes up recently in the public sector. The public organization is 

bureaucratic and hierarchical which may affect the process of training transfer. For 

example, Mr. Byambasuren, Mr. Baatarsaikhan, Mr. Bold, and Enkhduulal suggested 

similar motives for barriers saying that barriers mainly come from the work 

environment such as pressure from workmates, over workloads and no facilities. 

Particularly, supervisors that are experienced generally prefer to use existing methods 
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rather than try the new methods learned in training. Based on Mr. Byambasuren’s and 

Mr. Baigal’s points, some employees get pressure from supervisors from the over-

workload during training courses and the supervisor gives negative feedback to 

employees that do not follow his or her operating procedures; this means that political 

reasons may affect their present position. Moreover, those respondents also indicated 

that top-level officers are mostly busy noting whether employees use the learned 

knowledge on the job and they mainly do not discuss the course process or its content 

with participants.  

Some respondents also said that another barrier could be budgetary 

provisions for civil servants’ training and development. For example, Mr. 

Baatarsaikhan, Mr. Amarbayasgalan, Mr. Baigal, Mr. Byambasuren and Ms. Bold 

mentioned that the processes involved in training are not properly followed because of 

the costs associated with them. Particularly, Mr. Enkhbayar, Mr. Amarbayasgalan and 

Ms. Sunjid observed that training in Mongolia is not as planned and systematic as 

they would have wanted it to be. In this view, Mr. Baigal and Mr. Byambasuren 

expressed the idea that budgetary provisions for training are often below expectations. 

Hence, trainers and designers surely cannot take advantage of the opportunities to 

develop and/or implement transferable or effective training program with successful 

delivery systems. For example, some respondents (e.g., Mr. Amarbayasgalan, Ms. 

Sunjid and Mr. Enkhbayar) said that training content mostly covers general concepts 

of certain topics and uses instructor presentation methods, which may not be the most 

effective method. There is also very little feedback, Mr. Baigal pointed out that if 

individuals successfully learn the training material, it will not likely be transferred to 

the job if they are not given the opportunity to perform the skills during the training.  

4.3.3.5  Perceptions of future trend to improve the transfer of training 

In general, the respondents suggested that when planning learning 

activities for a transfer process, planners and designers should consider the 

implications of the major predictors such as motivation and training design, which 

includes objectives, content, instructional technique, and organizational climate. 

According to them, we can make the learning meaningful by considering the 

influence of those predictor variables. For example, Mr. Baigal mentioned that 

looking towards the future, if we could just figure out how to do it better and more 
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effectively, that would be a great benefit obviously. Mr. Baigal think we can figure 

out how to do this in way that focuses more on learning transfer. Process of training 

transfer is able to show what people are doing, why they are doing it, and how they 

are doing it. According to him, the process of positive learning transfer can truly 

improve training effectiveness, which is aligned with organizational goal. Therefore, 

we need to understand factors associated with transfer of training. 

Other respondents (e.g., Mr. Amarbayasgalan, Mr. Baatarsaikhan, Mr. 

Byambasuren, and Mr. Enkhbayar) pointed out that to be an effective training 

program for civil servants, particularly for short-term, we need to establish good 

training designs which covers practice in repeating the application of ideas in different 

contexts, the problems which the trainees face in the training that are similar to those 

on the job, training tasks should match the job requirements and participants’ needs, 

and so on. Their points were supported by others in a similar way, for example, prior 

to improving the transfer of training, we also should consider the training design, 

which includes clear objectives (that should closely match job requirements), good 

training content with suitable instructional methods that require interaction, practice, 

and meaningful materials, which include application activities, guidelines to use the 

training content ideas at work, how the training relates to job tasks, and so on. 

Moreover, some respondents’ opinions concerned the relationships 

among the predictor variables, which is also important for understanding the success 

or failure factors of training transfer. They may have interrelationships with one 

another. For example, respondents (e.g., Mr. Baigal, Ms. Narmandakh, Ms. Sunjid, 

Ms. Enkhduulal and Ms. Munkhchuluun) had more or less similar perceptions, that 

training design is established depending on training needs, which shows how to 

design the training program more effectively. If training needs and objective are 

suitable for the job requirements, then top level may gives positive support to the 

trainees. This can lead to the effective transfer of training. Thus, training program 

designers should consider a holistic approach to establishing effective training design 

which involves the trainees’ characteristics, the nature of the work environment and 

appropriate training design itself. Interestingly, Mr. Baigal, Mr. Byambasuren, and 

Mr. Bold said that when we want to see good results from the training, we need to 

focus more on specific training as recurrent training (maybe two weeks), which is 
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more effective in terms of transferring knowledge. They said, for example, that now 

they are doing some training modules which focus more on practical situations and 

the learning-by-doing approach for civil servants in order to improve training 

effectiveness and employees’ job performance. They indicated that government 

always spends money on developing the skills and knowledge of employees, but there 

is often no improvement in job performance. 

In addition, Ms. Narmandakh and Mr. Bold mentioned that although 

they lack of financial resources, they need to do more research on the training and 

development of civil servants in order to improve training effectiveness. Meanwhile, 

Ms. Narmandakh also recommended that it is necessary to try to find other research 

related to your research in order to obtain important information about civil servants’ 

training according to what you want. She said that, for example, there was already 

some research on the motivation of civil servants in 2005 and the training needs of 

civil servants in 2007. She suggested that this may assist with the research. 

The following chapter presents a discussion of the findings surrounding the 

research questions and integrates the quantitative and qualitative analysis to draw 

conclusions, discuss implications, and make recommendations for further research 

and practice. 



 

 

CHAPTER 5 

 

DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 

 

  This chapter consists of three sections. The first section discusses the findings 

of the study concerning the quantitative and qualitative data of the proposed model for 

measuring the transfer of training, together with the theoretical view. The next section 

presents the conclusions of the overall study, and the last section provides suggestions 

for further study. 

 

5.1  Discussion 

 

  In this study, the four main research questions were proposed to explore the 

individual characteristics, training design, and work environment factors which affect 

the training transfer of civil servants in Mongolia. As mentioned at the beginning of 

the study, the main research questions were:  1) How well a set of variables, such as 

individual characteristics, training design and work environment, is able to predict 

learning and the training transfer; 2) Are there relationships between individual 

characteristics and training design, training design and work environment, and 

individual characteristics and work environment; 3) Does the demographic variable 

(age) moderate the impact of individual characteristics on learning and the transfer of 

training; and 4) What are the direct and indirect relationships between training input 

variables, such as individual characteristics, training design, and work environment, 

and the transfer of training?  

These four questions were described by the six main research hypotheses. The 

results of the study demonstrate the importance of individual characteristics, training 

design, and work environment on learning and the transfer of training. These results 

are discussed more fully in the following section. 
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5.1.1  Hypothesis 1 

Hypothesis 1: The individual characteristics, training design, and work 

environment factors are positive significant predictors of learning and the transfer of 

training. This hypothesis was partially accepted in the current study. Some sub-

indicators of the training design and work environment factors had a statistically 

significant influence on learning and the transfer of training. 

  For the entire case of this study, for example, the regression results revealed 

five sub-indicators individual motivation, training objective, supervisory support, peer 

support, and opportunity to use that were significantly correlated with learning. 

Amongst them, individual motivation was the strongest significant predictor of 

learning, but others moderately and significantly influenced the learning process. For 

example, Vroom (1964) suggests that learning is most likely to occur when 

employees believe that they can learn the content of the program (Noe, 2008: 133). 

This means that if trainees have a higher degree of willingness and desire to enter a 

learning situation, they would have a greater degree of learning, as stated by Casper 

(2005: 142) in study.  

Moreover, the literature also suggests that trainee’s motivation is one of the 

key variables influencing the transfer of training (Gist, 1997; Mathieu & Martineau, 

1997). Particularly, participants that have a greater intention to use the newly-learned 

knowledge and skills on the job reported a greater degree of learning transfer (Casper, 

2005: 141). This study indicates that the transfer of training was positively and 

significantly predicted by individual motivation. Such a result suggests that when 

trainees believe in their capabilities to transfer learning, they are more likely to 

perceive that they can transfer the training to the work context, as Pham et al. (2010: 

26) insisted that the higher motivation to transfer, the more transfer will occur. Hence, 

individual characteristics are a significant predictor of learning and the transfer of 

training. 

Secondly, the sub-indicator of training design, training objective, was 

positively and significantly correlated with learning and the transfer of training. Based 

on Noe’s (2008) point, for learning to occur, trainees must understand the objectives 

of the training program because the training objective is based on the training needs 

analysis which helps employees understand why they need training and what they 
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need to learn (Noe, 2008: 139). Importantly, some researchers (e.g., Peters et al., 

1982; O’Connor et al., 1984) also advocated that task constraints could be 

demotivating for an individual to transfer learning to the job. This means that the 

greater the presence of task support, the more likely that learning transfer will take 

place (Casper, 2005: 149). According to goal setting theory, goal setting helps 

participants to understand the desired results of each program and motivates them to 

achieve these results (Silberman, 2006: 49) in terms of what the trainees are expected 

to do at the end of the training (Noe, 2008: 140). Further, goals can be discussed with 

their supervisors on the job to ensure that the employees use what they have learned 

during the training to improve their performance (Silberman, 2006: 50).  

Interestingly, another sub-indicator in training design, training content, was 

significantly associated with only the transfer of training. This means that learning 

had an insignificant relationship with training content. This result may contradict 

other studies; however, such a result indicates that task-related training content may 

significantly predict the transfer of training as the concept of identical element theory 

(Thorndike & Woodworth, 1901) suggests that is, predicted transfer will occur when 

two tasks have identical stimuli. In other words, transfer of training occurs when what 

is learned in the training session is identical to what the trainee has to perform on the 

job.  

In the literature, according to Lim et al. (2007: 24), the content of any training 

program is important as a factor in effective learning and in transferring that learning 

to job performance. However, the results of this study were a little unlike previous 

study, which revealed that training content is not a significant predictor of learning. In 

other words, training content is poorly and negatively correlated with learning; 

however it is not significant effect on learning. This is consistent with the results of 

the qualitative analysis, which indicated that training design is focused more 

theoretical learning rather than practical situations. Furthermore, training material or 

content does not cover many of the application assignments or examples concerning 

how knowledge and skills are to be applied to the job context. On the other hand, 

perhaps, it shows that training materials and content were developed for civil servants 

without appropriate assessment of training needs. This means that how training 

objective and training materials were developed. This is true in some cases of training 
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and development for civil servants. Consequently, this may requires proper 

assessment, which suggests that training needs should be done exactly according to 

what the trainees are lacking, for instance what skills are needed and what attitudes 

need to be changed regarding work performance.  

By considering the results of the interviews, training objective was the first 

priority in terms of learning before the development of the actual training design, 

which includes training content, instructional method, feedback, and so on. For 

example, the respondents mentioned that training objective was the first element that 

supported the learning process and eventually training transfer. Although the training 

content was the basic criteria on, which assisted with the success of the transfer of 

training, before any actual training occurs, we need to determine the who, what, when, 

where, why, and how of training. If training objective can fit with the trainees’ needs, 

it can lead to proper training content and good performance. For this reason, 

respondents may have focused more on the training objective than the training content 

for learning. The reason could be that the training objective as underpin to develop the 

training materials. For example, the results of this study demonstrated that the 

relationship between training objective and learning was higher (r = .584) than the 

relationship between training content and learning (r = .513). However, the main 

objective was the transfer of training, which was more strongly correlated with 

training content (r = .621) than training objective (r = .601).  

Moreover, two other sub-indicators instructional method and feedback did not 

have a significant influence on learning or the transfer of training. This means that 

they were poorly associated with learning and the transfer of training; however, there 

was no significant relationship among them. This has implications concerning how 

the training content was delivered and how much feedback the trainees had during 

and after the training. This result is unlike that found in the literature, which suggested 

that the transfer of training is maximized when various instructional methods, such as 

application examples and computer simulations, are employed during the training 

experience (Garavaglia, 1993 quoted in Lim & Morris, 2006: 90). Further, instructors 

like to feed the results of daily evaluations back to the participants, as it encourages 

them to take responsibility for the results (Nadler & Nadler, 1992: 138). 
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According to the results of the interview, the respondents indicated that most 

training programs are conducted using the instructor presentation method, which may 

not be the most effective method; there is very little feedback for the participants. 

This is also practically true in the Mongolian civil service system. For example, the 

interviewed respondents said that budgetary provisions for training are often below 

expectations. Hence, trainers and designers surely cannot take advantage of the 

opportunities to develop and/or implement transferable or effective training programs 

with the successful delivery system. According to them, if individuals successfully 

learn the training material, it will not likely transfer to the job if they are not given the 

chance to perform the skills during the training. Therefore, proper assessment and 

instructional techniques in training are especially critical to learning and the transfer 

of training. That is why the instructional method and feedback are not a significantly 

influence on learning or the transfer of training. 

According to Noe (2008: 260), the presentation method (as lecture) is effective 

for efficiently communicating information to a large number of trainees. However, the 

presentation method needs to be supplemented by opportunities for the trainees to 

practice, discuss, and receive feedback to facilitate learning. As Casper (2005: 149) 

stressed, trainees that have a higher degree of proper tools and equipment available 

reported a greater degree of transfer of learning. Further, Tim (1993) also expressed 

the idea that training must include providing feedback to trainees so that they know 

how well they are learning and so they know when they have mastered a skill. 

Interestingly, Alleger et al. (1997) found that the utility reaction (utility of the training 

content) was more strongly related to transfer than was the affective reaction (general 

satisfaction). Therefore, there is a demand to further explore instructional methods, 

and feedback in the future. 

In sum, the results of this study indicate that training design made a partial 

significant contribution to learning and the transfer of training.  

Thirdly, the finding of this study indicates that the sub-indicators in the work 

environment peer support and opportunity to use positively and significantly predicted 

learning and the transfer of training. This result is in accordance with previous 

research. Particularly, some studies (e.g., Bahn, 1973; Marx, 1982; Goldstein, 1986; 

Baldwin & Ford, 1988) suggested that there is a positive relationship between peer 
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support and perceived degree of transfer of learning. This means that trainees that 

have a higher degree of peer support reported a greater degree of transfer of learning. 

Peer support has been shown to increase the likelihood of learning transfer (Casper, 

2005: 148). Similarly, Xiao (1996) found a significant relationship between peer 

support and the application of new knowledge. Other studies (e.g., Leifer & 

Newstrom, 1980; Wexley & Latham, 1981; Georgenson, 1982; Baldwin & Ford, 

1988) also found that there was a positive relationship between opportunities to 

perform and perceived degree of transfer of learning. This implies that the greater the 

opportunity to apply the training immediately on the job, the more likely it is that the 

trainee will initiate the transfer (Casper, 2005: 150). Therefore, the opportunities to 

apply and facilities at the work places also play their parts ensuring successful 

training transfer, as Fendrich et al. (1988) stressed, that trainees receive different 

opportunities to transfer, and the various transfer opportunities may affect transfer 

outcomes. 

Moreover, Yamnill and Mclean (2001: 203) expressed the notion that when 

learning occurs in the training, the transfer climate may either support or inhibit the 

application of the learning on the job. However, a positive organizational transfer 

climate appears to be important if the transfer of training behavior is to occur.  

However, unlike other constructs, supervisor’s support did not have a 

significant a relationship with the transfer of training, but rather it negatively and 

significantly influenced the learning. This means that supervisory support was 

negatively and significantly associated with learning, but it had insignificant, poor 

correlation with the transfer of training. From this result, the significant relationship 

between supervisory support and learning was supported, as seen in previous research 

(e.g., Baldwin & Ford, 1988; Holton & Baldwin, 2003; Noe, 2008); however, it is 

important to note the insignificant effect of supervisory support on the transfer of 

training, which was not consistent with previous studies. For example, several 

researchers (e.g., Huczynski, 1983; Rouiller, 1989; Broad & Newstrom, 1992; 

Richey, 1992) have asserted that the individual’s perception of supervisory support is 

the most important social support influence on the transfer process, and other studies 

(e.g., Noe, 1986; Baldwin & Ford, 1988; Holton et al, 2000; Colquitt et al., 2000; 

Tracey & Tews, 2005; Holton & Bates et al, 2007) have suggested that when trainees 
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perceive that their supervisors support the application of newly developed knowledge 

and skills, they are more likely to transfer these competencies back to the job. For 

example, Casper (2005: 147) found that there was a positive relationship between 

supervisory support and the perceived degree of training transfer. Further, supervisory 

support made a significant contribution to the explanation of variance in transfer 

behavior (Xiao, 1996 quoted in Yamnill, 2001: 19).  

Meanwhile, the interviewed respondents mentioned that the issue of training 

transfer had come up recently in the public sector. The public organization is 

bureaucratic and hierarchical which may affect the process of training transfer. 

According to them, for example, some employees get pressure from supervisors as 

over workload during the training course and the supervisor gives negative feedback 

to employees that are not following his or her operating procedures; this means that 

political reasons may have affected their present position. Perhaps they support their 

employees that are following his or her operating procedures in attending the training, 

which could bring good benefit for them. Actually, this has happened in the 

Mongolian public sector. For example, some of top-level officers do not allow 

employees to attend training programs and they also put pressure on participants that 

are attending the training for example in terms of over workload during the training. 

Moreover, the respondents said that top-level officers are mostly busy noting whether 

employees use the learned knowledge on the job, and they mainly do not discuss the 

course process or its content with participants. That is why there was an insignificant, 

poor correlation between supervisory support and transfer process, and supervisory 

support was negatively correlated with learning in Mongolian system.  

Indeed, support from supervisors should be a significant predictor of training 

transfer. As Casper (2005: 147) indicated, learning transfer is enhanced when 

supervisors have discussions with the learners before, during, and after the training. 

However, this is not in accordance with our case. Perhaps supervisors may have 

experienced difficulty talking with participants about how to integrate the new 

learning in their job context, thus explaining the insignificant relationship given to 

this particular factor. 

In sum, the work environment factor also demonstrated a partial, significant a 

relationship with learning and the transfer of training. 
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To conclude, several studies (e.g., Noe & Schmitt, 1986; Baldwin & Ford, 

1988; Rouiller & Goldstein, 1993; Holton & Baldwin, 2003) have demonstrated that 

the trainee’s characteristics, training design, and work environment factors are 

significant in supporting the transfer of training. However, the current study only 

partially supported this hypothesis, indicating that the individual characteristics, 

training design, and work environment factors had a partial, significant relationship 

with learning and the transfer of training, depending on their sub-indicators.  

Interestingly, individual motivation (Beta = .352) had the strongest significant 

correlation with learning, however peer support (Beta = .263) had another strongest 

significant influence on the transfer of training. This implies that peer support had 

more influence on the transfer of training than did the supervisor, as Carole (1988) 

expressed that the key individuals that influenced learning were the participants’ peers 

and that support for innovations from work colleagues was important in applying new 

ideas. Overall, both learning and the transfer of training were significantly predicted 

by same numbers of the sub-indicators, and the predictors explained 49.1 percent of 

the variance in learning and 52.4 percent of the variance in the transfer of training.  

In addition, the second phase of current study was also conducted with the 

results of the recurrent and one-time training cases in order to know which training 

case was more effective for the transfer of training. 

The findings indicated that individual motivation, training content, peer 

support, and opportunity to use were significantly related to the transfer of training in 

the case of recurrent training. By contrast, the finding from the one-time training 

showed that the individual characteristics and work environment factors significantly 

predicted the transfer of training; however, only one sub-indicator in training design, 

the training objective, had a significant correlation with the transfer of training. 

On the other hand, in the case of recurrent training, the transfer of training did 

not show a significant correlation with the training objective, instructional method, 

feedback, or supervisory support, and the one-time training indicated that training 

content, instructional method, and feedback were not significant predictors of training 

transfer. This implies that these factors have a poor correlation with the transfer of 

training. 



153 
 

 
 

In sum, the result of the recurrent training revealed that four sub-indicators are 

significant and had a positive correlation with the transfer of training. By contrast, the 

one-time training indicated five significant predictors of training transfer. With 

regarding the transfer of training, it can be seen that the percentage of recurrent 

training was 56.4; however, the percentage of one-time training was reduced to 49.4 

percent of the variance in the transfer of training. This means that the predictors are 

accounted for an extra 7 percent of the variance in the transfer of training in the case 

of recurrent training. This may be related to their nature of the training and the extent 

of the periods. Hence, the result of this study suggests that recurrent training could 

significantly improve the transfer of training.  

 

  5.1.2  Hypothesis 2 

Hypothesis 2: Age is likely to moderate the impact of individual 

characteristics on learning and the transfer of training.  

This study is revealed that the respondents’ age did not have a statistically-

significant effect on the relationship between individual motivation and learning, or 

individual motivation and transfer of training. Therefore, the current study did not 

support this hypothesis, which shows that the coefficient associated with the 

interaction term was not significant (p > .05). This finding is unlike that found in 

Yaghi (2006), where age could indicate the levels of cognitive competency in 

comprehending new knowledge or the physical capacity in applying new knowledge 

at work. Hence, employees’ age could determine their motivation to learn. 

Additionally, Carole (1988) found that older learners had more difficulty developing 

and applying interpersonal skills. Older people were more likely to develop and apply 

other skills, such as negotiation skills, in the workplace. 

The results of this hypothesis revealed that the respondent’s age did not play a 

key role in the relationship among those factors. Therefore, trainees of different ages 

may behave similarly when faced with similar issues, such as learning and/or 

applying new knowledge to the job. This means that the participants, who were of 

different ages, behaved the same concerning learning and the transfer of training that 

they implemented. That is why the relationships among those factors were not 
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dependent upon the respondents’ age. However, this finding contradicts the results of 

other studies, and therefore more research is needed in the future. 

 

  5.1.3  Hypothesis 3 

Hypothesis 3: There are positive relationships among the individual 

characteristics and training design, training design and work environment, and 

individual characteristics and work environment factors. According to this hypothesis, 

the results of the correlation analysis showed substantial relationships among the 

individual characteristics, training design, and work environment factors. Therefore, 

this hypothesis was supported in the current study.  

For example, the component of individual characteristics, individual 

motivation, had the strongest correlation with training objective (component of 

training design) with r = 0.609. Further, amongst the components of work 

environment, peer support was strongly correlated with individual motivation at r = 

0.437. Similarly, the strongest relationship was also between training feedback 

(component of training design) and supervisor support (component of work 

environment) at r = 0.489. Overall, training design was more highly correlated with 

work environment (r = 0.605) than individual characteristics (r = 0.545), and 

individual characteristics was also substantially associated with the work environment 

(r = 0.425).  

According to Greg and Kenneth (2011: 340), if training is required, a needs 

assessment (a process determining what training to offer and who should be trained) 

is first used, and then an essential output of the assessment process should be a list of 

training objectives. Similarly, the interviewed respondents also suggested that the 

training objective was established based on training needs. Therefore, a needs 

assessment can identify who needs training and what characteristics of those 

individuals will influence the effectiveness of training.  

Then, the learning objectives are used to determine the content and methods 

used in the training (Greg & Kenneth, 2011: 348). However, trainees that perceive 

that the training content accurately reflects the job requirements and is useful in 

reaching the desired job goals will be more motivated to learn and transfer that 

training (Vroom, 1964; Yamnill, 2001). Moreover, there are some reasons why 
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employees may not perform effectively, including unclear expectations and lack of 

necessary support in the work environment. For example, Greg and Kenneth (2011: 

342) stated that the work environment can determine whether certain types of training 

would be useful for employees and for the organization as a whole. Hence, the 

characteristics of the work environment may indicate how much supervisor and/or 

peer support is needed for employees/colleagues in attending the training and using 

what they have learned in the training in the job. Also, Facteau et al. (1995) found a 

strong relationship between supervisory support and pre-training motivation. 

In addition, Baldwin and Ford (1988) and Ford and Weissbein (1997) found 

that the trainee’s characteristics and the transfer environment interact in the 

application of the knowledge and skills brought to the job. Therefore, if the transfer 

environment is favorable and the trainee possesses the necessary characteristics, he or 

she is likely to be more motivated to transfer training to the job.  

To conclude based on findings of this hypothesis, three types of factors 

individual characteristics, training design, and work environment were seen to be, 

interconnected with one another, depending on their sub-dimensions, as Saprin (2003) 

stressed that the trainee’s characteristics, training design, and work environments are 

interrelated. Thus, the transfer of training would not yield any desired effects if only 

one of the factors is focused on.  

 

  5.1.4  Hypothesis 4 

Hypothesis 4: The individual characteristics, training design, and work 

environment factors have positive direct effects on learning and the transfer of 

training. According to the findings, this hypothesis was partially supported in the 

current study.  

For the entire case of this study, the results of the path analyses were 

consistent with the results of the multiple regression analyses. The finding of the path 

analysis showed that four sub-indicators individual motivation, training objective, 

peer support, and opportunity to use produced positive direct effects on learning and 

the transfer of training. In general, this is in accordance with Baldwin and Ford 

(1988), who found that the trainee’s characteristics (e.g., motivation), training design 
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(e.g., content), and work environment (e.g., support and opportunity to use) factors 

had direct effects on learning.  

According to Baldwin and Ford (1988), the trainee’s characteristics and work-

environment were viewed to have direct effects on the transfer of training. Similarly, 

Machin’s (1999) research found a direct effect of the trainee’s characteristics and 

work environment characteristics on the conditions of transfer. This implies that the 

transfer of training is directly affected by only the trainee’s characteristics and work 

environment factors. Hence, training design does not directly influence the transfer of 

training. 

However, the current study indicates that two sub-indicators in training design 

have positive direct effects on transfer of training. This finding is different from that 

of pervious study, for example, in Baldwin and Ford (1988), the training objective had 

a positive direct effect on learning and the transfer of training in the current study. 

This was revealed in the different sub-indicators in the training design of Baldwin and 

Ford’s (1988) study. Further, training objective may be a key indicator of learning and 

the transfer of training. As the interviewed respondents mentioned, the training 

objective is the first element that supports the learning process and eventually training 

transfer. This was also supported by Locke’s (1968) goal-setting theory, which 

indicates that goal setting may explain how and why behavior is facilitated in the pre-

training, training, and post-training processes.  

Interestingly, another sub-indicator in training design, training content, had a 

positive direct effect only on the transfer of training. This was also different from 

Baldwin and Ford’s (1988) study, which indicated that training content has a positive 

direct effect only on learning. However, the results of this study were consistent with 

Holton’s (1996: 14), which found that “cognitive learning may well occur but the 

program participants may not have an opportunity to practice the training in the job 

context or may not be taught the manner in which to apply their new knowledge on 

the job.” This means that training content could have a direct effect on the transfer of 

training. For example, other studies (e.g., Lim et al., 2007; Noe, 2008; Nikandrou et 

al., 2009) also suggested that the closer the training content prepares trainees for use 

of learning outcomes on the job, the greater is the likelihood that transfer will occur. 

Similarly, Velada et al. (2007) stressed that when trainees have previous knowledge 
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and practice on how to apply the newly-learned knowledge and skills to the job and 

when training instructions are congruent with job requirements, here is an increased 

likelihood that transfer should exist. 

Moreover, the interview results also indicated that training design was the 

most effective factor in improving the transfer of training. Especially, the training 

content should contain problems that trainees face on the job, and training tasks 

should match the job requirements and participants’ needs. According to the results of 

the interviews, the primary factor in the training design was related to the training 

content, which was the basic criterion that assisted in the success of training transfer. 

Another important factor was the work environment, which had three sub-

indicators. Amongst them, supervisory support appeared to have a negative direct 

effect only on learning in the current study, as the result of the multiple regression 

analysis suggested. This finding was theoretically partially consistent with others’ 

perspectives (e.g., Baldwin & Ford, 1988; Rouiller & Goldstein, 1993). According to 

Baldwin and Ford (1988), the direct effect of supervisory support on learning was 

supported; however, it is important to understand that when learning occurs in 

training, the work environment factor may have either a supporting or inhibiting 

influence, as Rouiller and Goldstein’s (1993) study suggested. By considering the 

results of the interviews, the barrier mainly came from the work environment, 

particularly the supervisor. Therefore, the supervisor may have both positive and 

negative effects on learning. However, the results of the present study were not 

consistent with Baldwin and Ford’s (1988) approach in that supervisory support 

directly affected the transfer of training. This means that support from supervisors 

does not directly affect the transfer of training, but rather it directly and negatively 

affects the learning. Interestingly, the one-time training results indicate that 

supervisory support had a negative significant relationship with the transfer of 

training. This clearly leads to the discussion of the next phase. 

  In sum, the results revealed that when direct effects are considered, the first 

prioritized attention should be given to improving learning and the transfer of 

training. This is to be achieved by individuals that have high motivation to learn or 

transfer, clear training objectives, appropriate training content, a supportive work 

environment which includes peers, supervisors and opportunity to use. Further, the 
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direct effect of the contributions from the variables however varied; individual 

motivation had the highest direct effect of learning (.365), and in turn, the transfer of 

training had the strongest direct effect from peer support (.222) as a result of the 

multiple regression analysis. Further, the total direct effects were computed at 49.2 

percent for learning and 52.3 percent of the total effect of the transfer of training. 

In addition, the findings from the path analysis technique on the recurrent 

training data yielded some differences from the one-time training in terms of the 

direct effect among the variables. These results were partially congruent with Baldwin 

and Ford’s (1988) study regarding the transfer of training process. 

This was followed by the results of the recurrent training, as a positive direct 

effect was found from four sub-indicators:  individual motivation, training objective, 

peer support and opportunity to use for learning. However, in the case of the one-time 

training, only two sub-indicators individual motivation and training objective 

appeared to have positive direct effects on learning. Amongst them, individual 

motivation showed the strongest positive direct effect on learning for both training 

cases. This implies that the trainee’s characteristics were the fundamental criterion 

that supported effective learning. 

Moreover, with respect to the differences in the transfer of training, recurrent 

training was found to have positive direct effects from individual motivation, training 

content, peer support, and opportunity to use, as the four sub-indicators in total. By 

contrast, five sub-indicators (individual motivation, training objective, supervisory 

support, peer support and opportunity to use) had direct effects on the transfer of 

training in the case of the one-time training. Amongst these five sub-indicators, only 

supervisory support negatively and directly influenced the transfer of training, as what 

Casper (2005: 148) stressed, that supervisory support was negatively related to 

learning transfer. This result differs from the entire case of the current study, as 

supervisory support did not directly affect the transfer of training, but it had a direct 

effect on learning. 

In sum, these results are partially accordance with Baldwin and Ford’s (1988) 

approach. There was a main difference in training design and work environment 

factors. This could indicate that the causal effect of each sub-indicator on the transfer 

of training may depend on the nature of the training and the setting in which it is 
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developed that had been organized in Mongolia. According to Baldwin and Ford 

(1988), training design assesses how applicable the training is to the job, and 

positively influences the transfer of training; however, the work environment which is 

generally considered a significant explanatory factor in relation to the transfer of 

training.  

From the findings of both training cases, training content had the strongest 

direct effect on the transfer of training in the case of recurrent training with a path 

coefficient of 0.321, and the transfer of training had the strongest positive direct effect 

from training objective (path coefficient was 0.401) in the second case, the one-time 

training. Further, a comparison of the variance between the two training cases 

revealed 57.1 percent of the variance in the transfer of training for recurrent training, 

and 48.7 percent of the variance in the transfer of training for one-time training. 

However, the recurrent training measures explained an additional 8.4 percent of the 

variance in the transfer of training. This is quite a respectable result for the current 

study.  

 

  5.1.5  Hypothesis 5 

Hypothesis 5: Learning has a positive direct effect on the transfer of training. 

The result of testing this hypothesis was supported by the literature, as Baldwin and 

Ford (1988) found that learning and retention are seen to have a positive direct effect 

on the conditions of transfer. Similarly, learning could directly lead to behavior 

change, and without learning, no change in behavior will occur (Kirkpatrick, 1994).  

Moreover, the results of the recurrent and one-time training also supported this 

hypothesis, which showed that learning had a positive direct effect on the transfer of 

training, as Weldy (2009) expressed that training cannot be transferred unless learning 

has occurred. Learning accounted for 62.3 percent of the variance in the transfer of 

training for recurrent training, and 47.5 percent of the variance in the dependent 

variable for one-time training as well. This indicated that recurrent training had a 

higher variance in the transfer of training than one-time training.  

In sum, the finding of this study showed that civil servants perceive that 

evaluating learning is essential because no change in behavior, as Baharim’s (2008) 

study suggested; therefore, the support for this hypothesis suggests that the level of 
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learning has a significant role in the transfer of training. Further, the result means that 

the transfer of training is channeled through learning, thus demonstrating the 

mediating role of learning which is consistent with Baldwin and Ford’s (1988) study. 

 

  5.1.6  Hypothesis 6 

Hypothesis 6: The individual characteristics, training design, and work 

environment factors have positive indirect effects on the transfer of training through 

learning. From the findings, this study also found partial consistent results with 

previous studies; hence, this hypothesis was partially supported.  

For the entire case of this study, the finding of the path analysis showed that 

the indirect effects on the transfer of training were expressed by individual motivation 

(the component of individual characteristics), training objective (component of 

training design), supervisory support, peer support, and opportunity to use 

(components of work environment) through learning. Further, this result is partially in 

accordance with Baldwin and Ford’s (1988: 65) study, which indicated that training 

outcomes (learning and retention) are viewed as directly affected by the three training 

inputs of training design, trainees’ characteristics and work environment 

characteristics. These three training inputs, therefore, have an indirect effect on 

transfer through their impact on training outcomes. 

  However, this study showed a little unlike findings from previous studies, 

such as that of Baldwin and Ford (1988). For example, only training objective in 

training design had a positive indirect effect on the transfer of training through 

learning, and other sub-indicators of training design were not indirectly correlated 

with the transfer of training. This result is consistent with the results of the interviews, 

as mentioned earlier, which indicates that the training objective is the first step that 

supports the learning process and eventually training transfer. Hence, success in the 

transfer of training could depend upon the training objective, determined by the 

assessment of training needs. However, training content, instructional method, and 

feedback were not seen to indirectly influence the transfer of training because these 

factors did not show any significant effect on learning. This is also perhaps related to 

the nature of training and the setting in which it is developed, such as what training 
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materials are used for the participants or what instructional methods and assessments 

are employed in the training.  

Moreover, amongst the sub-indicators of work environment, only supervisory 

support had a negative indirect effect, and the other two sub-indicators had positive 

indirect effects on the transfer of training. This implies that senior officers may have 

some difficulties with their supervisors in terms of applying newly-acquired 

knowledge to the job, as Holton and Bates et al.’s (1997) study indicated, which 

found that the work environment can be a barrier to the worker’s use of knowledge 

and expertise. In other words, a negative indirect effect of supervisory support on the 

transfer of training is related to the learning process. This means that initially the 

supervisor gives negative feedback to employees in terms of learning, as found  in the 

interviews, because they may have an over workload, are busy or have political 

reasons, which in turn may possibly leads to an insignificant relationship with the 

transfer of training. That is why supervisory support has a negative indirect effect on 

the transfer of training as what (2005: 148) stressed, that supervisory support is 

negatively related to learning transfer. 

In addition, the indirect path coefficient of individual motivation on the 

transfer of training was 0.270 (.741 x .365). This showed that there was a stronger 

indirect effect of individual motivation on the transfer of training than the indirect 

effects of other sub-indicators. In turn, the direct effect of individual motivation on 

the transfer of training was 0.181, and thus its total effect (the effect coefficient) on 

the transfer of training was 0.451 (.270 + .181). This implies that if trainees believe 

that they can successfully apply what they have learnt, it will positively affect their 

task performance and capacity building. The result supports the findings of some 

previous studies (e.g., Gist, 1997; Mathieu & Martineau, 1997), that the trainee’s 

motivation has received the most attention in the literature and is regarded as one of 

the key variables influencing the transfer of training. 

In sum, substantial indirect effects on transfer of training were estimated from 

the individual characteristics and work environmental factors; however, only one sub-

dimension in work environment, supervisory support, negatively and indirectly 

influenced the transfer of training. However, the training design factor did not provide 
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a sufficient indirect effect on the transfer of training because only one sub-dimension 

in training design, training objective, had a positive indirect effect on this variable.  

The second interpretation of the study’s findings concerned two different 

training cases recurrent and one-time training. The results also partially supported the 

perspective of Baldwin and Ford (1988). For recurrent training, this result indicates 

that individual motivation, training objective, peer support and opportunity to use 

have positive indirect effects on the transfer of training through learning, with a value 

of 0.791; and strongest indirect effect on the transfer of training was estimated from 

individual motivation through learning, as in the entire case. However, training 

content, instructional method, feedback, and supervisory support did not have indirect 

effects on the transfer of training because they were not directly correlated with 

learning. This may relate to how the training designers planned and designed the 

recurrent training course for civil servants in the case of Mongolia. 

By contrast, the results of the one-time training found only two positive 

indirect effects on the transfer of training from individual motivation and training 

objective through learning with a value of 0.691. This implies that when a training 

course is planned and designed, especially for one week, training designers or 

planners emphasize more the objective/topic of the training or just the learning 

process that is established based on certain proposed topics of learning and the 

trainees’ motivation to learn or attend the training rather than whether learners will 

apply the learned knowledge to the job after the training. This is also true in some 

cases of training for civil servants in Mongolia. For example, for learning, a training 

needs assessment is often determined by incorrect assumptions; that is, there is 

information already available that specifies what the organization’s needs are, rather 

than exploring analyses of persons, job requirements and organization. This may lead 

to the insignificant effects of other sub-indicators which are components of training 

design (training content, instructional method, and feedback) and work environment 

(supervisor support, peer support, and opportunity to use) on learning for one-time 

training, whereas these sub-indicators were not indirectly correlated with the transfer 

of training through learning. 

In sum, the results of the two different training cases partially supported this 

hypothesis, which means that individual characteristics positively and indirectly 
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influenced the transfer of training for both cases. However, in both cases, training 

design had an inadequate indirect effect on the transfer of training because only one 

sub-dimension, the training objective, showed a positive indirect effect on the transfer 

of training. Another factor was the work environment, which did not show an indirect 

influence to the transfer of training in the case of one-time training, but it showed a 

partial indirect effect, of two out of three sub-indicators, on the transfer of training in 

the recurrent training case.  

Overall, according to the findings from the quantitative and qualitative 

analyses, this study found that the individual characteristics, training design, and work 

environment factors were essential in improving the transfer of training. For example, 

the findings from the quantitative analysis suggested that individual characteristics 

and work environment were critical factors affecting the training transfer of civil 

servants. Particularly, individual motivation and peer support played the most 

important role in the transfer of training. However, the findings of the quantitative 

analysis also suggested that training design is an important factor in increasing the 

chances that transfer of training will occur, as Yamnill and Mclean (2001: 200) 

stressed that training design itself can have a direct influence on the transfer of 

training. For example, the result of the quantitative analysis revealed that the training 

objective and training content had positive direct effects on the transfer of training, 

which means that they are major indicators of this variable. This implies that the 

primary factor in training design is related to the training objective and content, which 

are basic criteria for improving the transfer of training.  

Similarly, the findings of the qualitative approach were consistent with results 

of quantitative analysis in terms of factors influencing the transfer of training. 

However, the qualitative finding indicated that an appropriate instructional design 

greatly increases the chances of training success. This means that training design is 

one of the most influential factors affecting the transfer of training in the workplace, 

as Lim’s (2006) study suggested. Also, the findings of the qualitative analysis were 

supported by other researchers (e.g., Barnard, 2005; Velada & Caetano et al., 2007), 

which stressed more or less in a similar way that training design includes purposeful 

elements that are part of the training program to enhance the possibility of training 

transfer. For example, learning objective and training content are basic elements to 
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assist the effectiveness of training transfer; however proper assessment and 

appropriate instructional method are also critical to the transfer of training. 

Thus, this study suggests that the positive transfer of training could happen in 

conjunction with individual characteristics, training design, and work environment, 

depending on their different sub-dimensions, as seen in most of the previous studies.  

However, amongst these three types of factors, the causes that inhibit the 

transfer of training are the training design and work environment factors. Based on the 

findings of both analyses, although the success of learning primarily relies on the 

program design itself, however training effectiveness cannot be achieved without a 

supportive work environment. For example, as mentioned earlier, Holton (1996: 14) 

expressed the idea that one cause that inhibits the transfer of training is training 

design. That is, “cognitive learning may well occur but the program participants may 

not have an opportunity to practice the training in the job context or may not be taught 

the manner in which to apply their new knowledge on the job.” This means that one 

cause of the failure to transfer is the training design, which perhaps does not provide 

for the ability to transfer learning. The results of the interviews also indicated that 

budgetary provisions for training are often below expectation. Hence, trainers and 

designers cannot take advantage of the opportunities to develop and/or implement 

effective training programs with a successful delivery system. 

Moreover, the findings of this study indicated that one barrier stems from the 

work environment, particularly the supervisor. For example, the reader is reminded of 

the interviewed respondents, who mentioned that in some cases, employees receive 

pressure from supervisors in terms of an over workload during the training course and 

the supervisor provides negative feedback to employees that do not follow his or her 

operating procedures; this means that political reasons may affect the workers’  

present position. Also, supervisors mainly do not discuss the learning process and 

course content with the participants. Additionally, the findings of the quantitative 

approach were also indicated a negative significant correlation between supervisory 

support and the transfer of training. 

Therefore, training designers and planners in Mongolia should pay attention to 

the training design itself rather than the personality of the trainees. In other words, 

trainings should be designed to maintain relevance to the employee’s work, regardless 
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of his or her professional or personal status. As Yaghi (2006: 188) stressed, bridging 

the perceptual and practical gaps between training content and trainees’ expectations 

could be crucial for the success of training. On the other hand, we need to consider the 

management, which can provide trainees with the psychological and social support 

they need (e.g., supervisor support and peer support), because this type of support 

facilitates transfer and makes it easier for employees to change the way in which they 

perform their daily duties (Yaghi, 2006: 189). 

 

5.2  Conclusions 

 

This study represents the theoretical and/or empirical research regarding 

factors affecting the training transfer of civil servants in the case of Mongolia. As 

expected, this study revealed the importance of the factors and their impact on the 

transfer of training, and enhanced our understanding of training transfer in the case of 

the public sector. 

  The objectives of this study were four-groups:  first, to explore the impact of 

the major factors, such as individual characteristics, training design, and work 

environment, on learning and the transfer of training; secondly, to identify the 

relationships between individual characteristics and training design, training design 

and work environment, and individual characteristics and work environment; thirdly, 

to explain the impact of individual characteristics on learning and the transfer of 

training through the moderation of the demographic factor on their relationships; and 

finally, to examine whether those factors, such as individual characteristics, training 

design, and work environment, influence the transfer of training directly, indirectly, or 

both. Six main hypotheses were tested and/or addressed by linking the quantitative 

and qualitative data collection and the analysis.  

For the entire case of this study, the research has fulfilled the four objectives 

as specified by testing the six hypotheses. The applications of the multivariate 

statistical techniques of the standard multiple regression and path analysis allowed for 

the exertion of the predictors of training transfer and the causal relationships among 

the variables proposed in the model of this study. The explanations given are based on 
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the review of the literature in addition to an analysis of the quantitative and qualitative 

data to support the findings. 

In terms of testing hypotheses, both the direct and indirect, or mediating, 

relationships among the variables involved in the study were examined. The overall 

findings of the study suggest that hypotheses 1, 4 and 6 were partially accepted, and 

hypotheses 3 and 5 were supported in this study; however hypothesis 2 was not 

supported, which means that age is not likely to moderate the relationships among the 

variables.  

The model of the current study provides substantial power for the transfer of 

training. Overall the findings of the multiple regression indicated that individual 

motivation (sub-dimension of individual characteristics), training objective and 

training content (sub-dimensions of training design), and peer support and opportunity 

to use (sub-dimensions of work environment), were significant predictors of training 

transfer. Further, individual characteristics, training design, and work environment 

were also interrelated with one another, depending on their sub-dimensions. 

However, these results did not suggest the partitioning of the correlation 

coefficient into direct and indirect effects giving the relative importance of each of the 

causal factors. Hence, the current study identified the causal direct and indirect 

connections among the factors towards the transfer of training. In other words, this 

study aimed to investigate, in detain, the results of the analysis by using path analysis. 

The results of the path analytical model indicated that both the direct and 

indirect effects of individual motivation, training objective, peer support and 

opportunity to use on the transfer of training were positive. This means that 

employees’ perception of the success in the transfer of training depended upon the 

sub-indicators of individual characteristics, training design, and work environment. 

However, this is partially consistent with literatures because the sub-dimension in 

work environment, supervisor’s support, had a negative indirect effect on training 

transfer, which means that there was not a direct relationship between them. Further, 

training content also did not have an indirect effect on the transfer of training through 

learning; however, it had only a direct effect on this variable.   

Amongst all of the sub-indicators proposed in the model, peer support was the 

strongest significant predictor of training transfer, which means that peer support had 
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also the strongest positive direct effect on the transfer of training. Similarly, 

individual motivation also had the strongest positive indirect influence on the transfer 

of training. This means that individual motivation and peer support played the most 

prominent role in the transfer of training. 

The strength of this study is that it allows researcher to examine the results of 

two different training cases by using two different statistical methods. In comparison 

between recurrent and one-time training, a difference in the relationship among the 

variables was found. The major difference was found in training design, for example 

the strongest direct effects on the transfer of training were estimated from training 

content in recurrent training, and training objective in one-time training; however, 

individual motivation had the strongest indirect effect on the transfer of training 

through learning for both cases.  

By evaluating the direct effect on the transfer of training, four significant sub-

indicators accounted for 57.1 percent of the variance in the transfer of training for 

recurrent training, while five significant sub-indicators accounted for 48.7 percent of 

the variance in the transfer of training for one-time training. This means that recurrent 

training explained an additional 8.4 percent of the variance in the transfer of training. 

This is a quite respectable result. 

In general, based on the findings, one may conclude that the transfer of 

training would have a better chance of becoming successful when employees have 

high motivation to learn and transfer (as with expectancy theory), when transferable 

training design is developed (as cognitive theory includes near and far transfers), and 

when organization provides supportive work environment (as with transfer climate) as 

seen in other studies (e.g., Baldwin & Ford, 1988; Holton & Bates et al. 1997; 

Yamnill & Mclean, 2001; Noe, 2008). In short, what can also be inferred from the 

findings of this study is that training transfer is not only dependent on any exclusive 

factors, but rather a set of factors as a system. It seems that the high performance 

transfer of training not only acts as a prime motivating force for learning and transfer, 

but also training design should be transferable and participative organization where 

the employees not only are encouraged to learn and apply new knowledge and skills, 

but are recognized for doing so as well.  
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Further, in order to enhance the transfer of training, organizations should 

design training that provides trainees with the ability to transfer learning, reinforces 

the trainee’s beliefs in his or her ability to transfer, ensures that the training content is 

retained over time and provides appropriate feedback regarding employee job 

performance following the training activities (Velada & Caetano et al., 2007: 282). 

However, while some of these relationships, such as those between the set of 

three factors and training transfer have been researched in the past, some other 

relationships, such as those between training design and transfer of training, have not 

been researched sufficiently. More importantly, the direct and indirect effects of 

training design (which includes training objective, instructional method and feedback) 

on the transfer of training, as well as the relationships among individual 

characteristics, training design, and work environment, have not been examined at all. 

In this context, the study’s findings are significant. 

Overall, this study suggests that positive transfer can occur in conjunction with 

individual characteristics, training design, and the work environment depending on 

their sub-dimensions. With regard to previous research, the results of this study tend 

to support the perspectives for example of Baldwin and Ford (1988), Noe and Schmitt 

(1986), Holton and Baldwin (2003), Tracey et al. (1995), Rouiller and Goldstein 

(1993), Holton and Bates et al. (1997), and Yamnill and Mclean (2001); for instance 

the notion that the success of training transfer depends upon a supportive work 

environment, effective training design, and individual characteristics.  

 

5.3  Theoretical and Practical Implications of the Study 

 

The results from this study have potentially important implications for future 

research and practice. In general, the results argue for examining all aspects of the 

major influential factors when conducting research on the transfer of training. Hence, 

this study provides empirical evidence for the theoretical models (e.g. Baldwin & 

Ford, 1988; Holton and Bates et al., 1997; Holton, 1996, 2005), suggesting that the 

transfer of training is impacted by individual characteristics, training design, and work 

environment. However, future research should reexamine these three types of factors 



169 
 

 
 

with their various sub-indicators in order to determine if the combined factors provide 

better prediction of training transfer.  

  The present study extends Baldwin and Ford’s (1988) work by demonstrating 

empirically that for training to be transferred, the training content should be retained 

over time. Further, the results of this study also reinforce the role of training 

objectives (e.g. Locke, 1968; Yamnill & G.Mclean, 2001; Noe, 2008), training 

content (e.g., Baldwin & Ford, 1998; Holton & Baldwin, 2003), the motivational 

factor (e.g. Baldwin & Ford, 1988; Foxon, 1997;  Casper, 2005; Noe, 2008; Pham et 

al., 2010), and the work environmental factor such as the supervisor’s support, peer 

support, and opportunity to use (e.g. Baldwin & Ford, 1988; Rouiller & Goldstein, 

1993; Holton & Bates et al., 1997; Cheng & Ho, 1998; Noe, 2008) on the explanation 

of training transfer. As others (e.g. Noe & Schmitt, 1986; Baldwin & Ford, 1988; 

Rouiller & Goldstein, 1993; Holton & Baldwin, 2003) have demonstrated, the 

trainee’s characteristic, training design, and work environment are significant in 

supporting the transfer of training. 

However, the results of this study are little unlike some studies (e.g. 

Brinkerholff & Montesino, 1995; Bates et al., 2000) and this indicates that 

supervisory support is not a critical variable in the transfer of training. Additionally, 

the results regarding the hypothesis predicted that supervisory support did not directly 

influence the transfer of training. However, supervisory interventions could have an 

indirect impact on the transfer of training through learning. Moreover, some findings 

of this study also did not support the theoretical literature (e.g., Nadler & Nadler, 

1992; Garavaglia, 1993; Wentling, 1993; Raquel & Antonio, 2007; Noe, 2008; Bhatti 

& Kaur, 2010), which found that the transfer of training seemed to be maximized by 

various instructional methods and training feedback. This is a clear path for future 

research. 

Moreover, the study provides some useful insights into how different sub-

indicators affect learning and the transfer of training for human resource development 

practitioners. Specifically, the current study has added information to the existing 

knowledge of transfer research by examining the effects of major factors, which have 

some different sub-indicators from previous studies, on the transfer of training. 
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Finally, regarding the theoretical implications, the results from this study 

provided little evidence for the development of human capital theory and resource-

based view. For example, this study found critical relationships between the 

supporting theories of input variables such as expectancy theory, cognitive theory and 

the transfer climate approach (e.g., Thorndike & Woodworth, 1901; Vroom, 1964; 

Locke, 1968; Goldstein, 1986; Noe, 2008), human capital theory (Schultz, 1961; 

Becker, 1964) and resource-based view (Barney, 1991) through investigating the 

concept of training transfer (e.g., Baldwin & Ford, 1988; Wexley & Latham 1991; 

Broad & Newstrom, 1992; Tannenbaum & Yulk 1992; Ford & Weissbein 1997; 

Yamnill & Mclean, 2001; Holton & Baldwin, 2003; Coetsee & Eiselen, 2006; Noe, 

2008; Weldy, 2009). 

Therefore, this study suggests that organizations can maximize their return-on-

investment (HCT) with regards to training and development, and implement value-

creating strategies (RBV) by considering the transfer of training with all of its 

determinants, such as individual characteristics (as in expectancy theory), training 

design (as in cognitive theory, which includes the identical element and principle 

theory), and the work environment (as with transfer climate). 

First, organizations can improve the transfer of training by ensuring that 

trainees believe that they have the capabilities to successfully learn the new material 

and utilize their new knowledge and skills on the job, as expectancy theory (Vroom, 

1964) indicates that expectancy is a momentary belief concerning the likelihood that a 

particular act will precede a particular outcome; satisfaction leads to performance 

(Handy, 2008). Hence, this can be improved by: 1) showing trainees that other 

employees that have received the training have successfully improved their job 

performance, 2) providing trainees with the opportunity to experience mastery of the 

training material in the training environment, and 3) modeling the appropriate 

behaviors so that trainees can conceptualize how the knowledge and skills can be 

utilized outside of the training context (Raquel & Antonio et al., 2007).  

Secondly, the influence of cognitive theory is seen in training design where 

trainees are encouraged, as part of the program, to consider the potential applications 

of the training content to their jobs, which is relevant to the near and far transfers. 

Therefore, transferable training design is needed in order to improve positive the 
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transfer of training. This will help to establish effective training design, as well as 

ensure that trainees have the ability to 1) learn the training material and 2) utilize the 

knowledge and skills acquired during training on the job. Moreover, goal setting 

theory (Locke, 1968) has also made contributions that ensure the development of 

training design to the transfer of training. This may explain how and why the behavior 

is facilitated in the pre-training, training, and post-training processes (Yamnill & 

Mclean, 2001).  

Thirdly, it is important for organization to create environments that support the 

transfer of newly-acquired knowledge and skills to the work environment, as Rouiller 

and Goldstein, (1993) stressed that the transfer climate is a sense of the imperative 

that arises from a person’s perception of his or her work environment (Holton et al., 

1997). It influences the extent to which that person can use the learned skills on the 

job. According to Yamnill and Mclean (2001), when learning occurs in the training, 

the transfer climate may either support or inhibit the application of learning on the 

job. Therefore, trainees should feel that they will receive the support and feedback 

necessary regarding their performance from the organization, supervisor, and co-

workers in order to effectively transfer the training. One way this can be 

accomplished is by creating a climate in which all employees perceive that the 

training is an important aspect of the organizational life, one that will help them 

become productive members of the organization (Baldwin & Ford, 1988; Tracey et 

al., 1995). 

Finally, the importance of the training transfer is that it requires the 

participants in a training program to take action by actually using or applying the 

learned skills and knowledge to the job, and individuals to learn and retain the 

information (Weldy, 2009: 62). This indicates the view that the human element is the 

key to a competitive advantage and the movement towards learning is a key 

mechanism for fully-utilizing human resources (Ford & Weissbein, 1997).  

Thus, the transfer of training can enhance the return-on-investment from 

training because it is the essence of return-on-investment of training as suggested in 

some studies (e.g., Holton, 1996; Holton, Bates & Ruona, 2000; Holton & Baldwin, 

2000; Shahril, 2008; Weldy, 2009). On the other hand, creating competence requires 

that the knowledge be applied to tasks by persons possessing certain skills (e.g., 
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Holton & Yamkovenko, 2008). Therefore, the transfer of training could be a 

prerequisite to filling the gap in human capital theory and resource-based view 

through making improvements in individual and further, organizational performance. 

Moreover, the resource-based view is able to link strategy with practice by 

implementing value-creating strategies through the transfer of training which is a 

value-creation process of the employees, and in turn, that process can return their 

investment from training; further, it may to create real human capital, because the 

training transfer is a core vehicle for linking individual change to the requirements of 

the organizational system. 

 

5.4  Limitations of the Study 

 

Some limitations of this study should be noted. The first limitation is that 

transfer of training was measured by self-reports in the form of a questionnaire rather 

than actual behavior, and this may have influenced the pattern of results. However, in 

addition to the above-mentioned argument for using self-report performance ratings, 

utilizing specific items and confidential surveys might have enhanced the accuracy of 

the self-report data, as pervious research (e.g. Yamnill & Mclean, 2001; Baldwin & 

Holton, 2003) has used similar self-report measures of training transfer. Moreover, in 

this study, eight ranges of options were given to the participants in terms of measuring 

each variable, which was different from previous studies (e.g., Yamnill, 2001; Holton 

& Baldwin, 2003). This could have influenced the pattern of results; however this 

may be related to the cultural difference among countries, as the Mongolian experts 

suggested. Hence, future research studies should reexamine the determinants of 

training transfer by using other data sources, data collection methods, and data 

analyses.  

Second, a limited amount of research has examined civil servants’ training and 

development in Mongolia. The result of this study on the effect of training design 

indicates that training objectives and training content have been quite forceful in the 

transfer of training. However, instructional method and feedback did not have an 

explicitly-measured essential notion of training transfer. Moreover, in the case of 

measuring work environment, indicators such as supervisor support, peer support, and 
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opportunity to use seemed to be convenient measures for the evaluation of training 

transfer. However, the findings indicate that supervisory support had a negative 

indirect influence on the transfer of training rather than a direct effect on this variable. 

Therefore, this is a clear path for future research, which needs to identify and 

operationalize the variables that significantly facilitate or inhibit transfer. 

Another limitation of the study was that the researcher faced a little obstacle in 

collecting the information during the first phase of the research because the 

Mongolian local government election period influenced the data collection process. 

However, luckily, the researcher had carried out the data collection by conducting it 

with some relevant officers within the time necessary.  

 

5.5  Recommendations 

 

  The findings from this study and the limitations listed above provide some 

paths to briefly consider future research and practice.  

First, the findings of the study (specifically hypotheses 1, 4 and 6) suggest that 

individual characteristics, training design, and work environment play important roles 

in training transfer. However, based on the limitations of this study, some sub-

dimensions in training design and the work environment did not clearly measure the 

transfer of training. For example, although training objective and training content in 

training design produced significant contributions to training transfer, instructional 

method and feedback in training design were not significantly related to learning or to 

the transfer of training. Moreover, supervisory support in the work environment also 

had a negative association with learning and the transfer of training. Therefore, in 

order to achieve greater positive transfer of training, training should be developed 

according to two principles:  systematic design and development, and partnerships 

among trainer, employee and manager. In this regard, the following recommendations 

should be considered in future civil servants’ training and development in the case of 

Mongolia. 

For individual characteristics, the motivational factor is essential in the 

success of learning and the transfer of training. Particularly, the success of training 

programs depends in part on whether the individual is motivated to participate, learn, 
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and use what is learned to improve performance (Silberman, 2006: 49). However, 

trainees fail to use the learned skills on the job may be rooted in motivation. 

Therefore, training programs should be designed in ways to ensure that offering 

incentives such as holding training programs in attractive locations, offering paid time 

off from work to attend, designing a program that is interesting and enjoyable, 

providing proof that the program is effective, and making the success of the program 

a prerequisite for promotion, and other desirable outcomes, takes place. This may 

motivate employees to attend the training, and to learn and apply what they have 

learned to the job. Moreover, trainees should understand that if participants view the 

application of their new skills or knowledge as input in their exchange with an 

employer, their organization may provide them with certain outcomes in return as a 

reward for good performance. However, as equity theory suggests, equal treatment is 

needed to motivate employees to continue their present performance and behavior 

patterns. 

The next important factor is an appropriate instructional design, which will 

greatly increase the chances for training success. Especially, training design should 

include purposeful elements that are part of the training program to enhance the 

possibility of training transfer. Therefore, a systematic process is needed for designing 

and developing training in order to improve learning and training transfer.  

For example, civil servants’ training in Mongolia does not properly conduct a 

training needs assessment because needs assessment is a money- and time-consuming 

process and incorrect assumptions are made that available information already 

specifies what an organization’s needs are. According to Werner and DeSimone 

(2009: 131), if limited resources available are spent on programs that do not solve the 

organization’s problems, the effort is a failure and the resources are wasted. Plus, the 

original problems still demand solutions. This implies a gap between what an 

organization expects to happen and what will actually occur.  

Therefore, it is necessary to start from the first step of the training process, 

which is a needs assessment. In general, a needs assessment includes three different 

levels of analyses:  1) an organization analysis where in the organization training is 

needed and under what conditions it will occur; 2) a task analysis what must be done 

to perform a job; and 3) a person analysis who needs to be trained and what kind of 
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training they need. However, training is intended to serve specific areas of an 

organization, and limited resources (e.g., budget) are available in the case of 

Mongolia; hence it is necessary to prioritize training needs.  

Once the assessment phase has been completed, it is important to translate the 

issues identified in that phase into clear objectives. As Noe (2008: 139) noted training 

objectives are based on a training needs analysis, which helps employees understand 

why they need training and what they need to learn. Interestingly, Stewart and Brown 

(2011: 421) stressed that people work on tasks longer when they have specific goals 

that encourage them to be more persistent. Hence, learning objective should be 

application oriented as what participants will need to do on the job, and specify 

learning tasks rather than general objectives. However, goals should be achievable 

and linking them with compensation is needed to provide rewards for people that 

achieve the goals.  

Further, training objectives are used to determine what training content or 

material is needed. The training content is the basic criterion that assists in the success 

of the training transfer. However, some researchers (e.g., Vroom, 1964; Yamnill, 

2001) have expressed the idea that the training content should accurately reflect the 

job requirements and be useful in reaching the desired job goals in terms of effective 

learning and transfer of training. Therefore, the training content had better focus on 

doing a few important things very well rather than covering all possible topics. 

Further, the training content or material should also cover the application of 

assignments in the training, which will help the trainees understand the link between 

the learned capability and real-world application. For example, training content 

should include exercise that practice to repeat the application of ideas in different 

context and problems which trainees face in training are similar to those on the job.  

For example, based on Steward and Brown’s (2011) perspective, we can offer 

general rules that provide knowledge that is flexible enough to be applied in a variety 

of situations. This will better prepare trainees for uncertainty. Also, training should 

directly address situations in which trainees may have difficulty applying the trained 

skills. For example, programs should generally have the trainees do the following:  1) 

select a skill from the training and set a specific goal for that skill; 2) write out the 

positive and negative consequences of using the new skills; 3) prepare strategies for 
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dealing with these situations. In sum, a strategic approach is needed to develop 

training materials which include near and far transfer, because they complement one 

another as today and tomorrow. However, to be effective, care should be taken to 

leave enough time to both design and develop all of the necessary materials. 

After the training content (or materials) has been developed, the next step is 

the instruction and delivery of the training program. Although the instructor’s 

presentation is the most common training method, passive training can be a useful 

way to delivery knowledge-based content; however this is limited in that this method 

cannot help trainees gain skills. For example, some researchers (e.g., Noe, 2008; 

Steward & Brown, 2011) have suggested that, to develop skills, learners need more 

active training methods, such as discussion, case analysis, role playing, and 

simulation and behavior modeling. Hence, the instructor presentation method should 

be supplemented by hands-on methods (e.g., case study, role play, discussion and 

simulation), which will get the trainee directly involved in the learning and in 

developing skills and behaviors.  

Finally, evaluation is information about how well people are meeting the 

training objectives. Particularly, civil servants’ training evaluations in Mongolia are 

mainly conducted after the training has been completed and the training results are 

measured by the trainees’ reactions to the course itself. Although feedback should be 

provided as soon as possible after the trainees’ behavior (Noe, 2008: 145), daily 

evaluation is needed to gain feedback that instructors can use immediately to 

reinforce, develop, or correct performance. As Nadler and Nadler (1992: 138) have 

stated, instructors like to feed the results of daily evaluations back to participants as it 

encourages them to take responsibility for the results. For example, instructors should 

provide immediate individual behavioral feedback during practice exercises and build 

a structure for practice so that learners can give one another feedback, and assess 

utility of the training materials for the work situation. This may anticipate barriers to 

the transfer of training and reveal how application might occur in the job context, 

which means that process of developing planned actions enhances the transfer of 

training.  

Another important factor was the work environment in this study. Therefore, 

what can the organization do to foster training transfer before, during, and after the 
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training? Considering some researchers’ (e.g., Steward & Brown, 2011) perspectives, 

before training, managers can build transfer into employees’ performance standards, 

offer rewards to trainees that demonstrate transfer, involve employees in planning 

training, brief trainees on the importance of training, send co-workers to trainings 

together, and encourage trainees to attend and actively participate in all training 

sessions. This means that when managers work in partnership with trainers and 

trainees, transfer is much more likely to occur. Moreover, particularly in the public 

sector, managers can work with employees based on a behavioral contract, which 

would include specific statements about how the employee will use the newly-

acquired knowledge and skills on the job and how the supervisor will support those 

efforts.  

During training, the manager should monitor their capability and progress 

once the staff has attended the training. The findings from this study also suggest that 

trainees’ attempt to transfer is more likely to succeed when they have discussed 

course content and materials with their boss during the training. As Noe (1986) stated, 

the more encouragement that trainees receive during the training to discuss and apply 

the training in situations of their own choosing, the more successful the far transfer 

will be. Therefore, managers and even co-workers should discuss the course content 

and the possibility of applying the new knowledge and skills learned in training to the 

job context with their employees and/or colleagues, and to describe a few work 

situations that might contribute to transfer enhancement activity. Further, managers 

also can provide useful feedback indicating whether employees are meeting or failing 

to meet expectations.  

After the training, the manager and trainee should work together to ensure 

transfer, and manager can use certain techniques, including giving positive 

reinforcement for using the trained skills, arranging for practice sessions, and 

publicizing successes in the use of the trained skills. Moreover, managers should set 

appropriate consequences, which means rewarding effective performance. Managers 

might also consider reducing job pressures in the first few days that trainees are back 

from training to allow the trainees time to test out their new knowledge and skills. In 

this sense, the manager can set clear expectations about what employees should do 

and not do on the job. One other important action is that the manager should provide 
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an opportunity for trainees to use their skills and knowledge from training as soon as 

possible after the training is over. For example, managers should create opportunities 

for employees to refresh their knowledge and skills so that they not lost, such as 

providing necessary support in the form of equipment, supplies, and other resources. 

To conclude, practice for ensuring learning and transfer should operate 

training as a partnership among stakeholders, which means that managers, employees 

and trainers must work in partnership. For example, a partnership between trainers 

and trainees is critical because trainers cannot determine employees’ knowledge and 

skill levels without their help. Moreover, without the support of management, trainers 

are unlikely to be able to change the actual behavior of trainees on the job. In 

addition, trainers can influence trainees’ job performance by working with their 

managers to ensure that employees have the individual capacity and the required 

knowledge and skill to do the job.  

Secondly, from the findings of hypothesis 5, it was seen that civil servants 

perceive that evaluating learning is essential for the transfer of training. Therefore, to 

provide greater certainty about whether the training was effective, evaluators can test 

employees by using a quiz or case study both at the beginning and at the end of 

training in order to look for how well they have mastered a skill or the knowledge. 

Particularly, this level of evaluation plays a significant role in the transfer of training 

because learning can directly lead to behavioral change. This can measure how 

participants will implement a new requirement/process or how they will use their new 

capabilities in the job context. 

Thirdly, the conclusions from the findings of two different training cases are 

important as they provide critical points regarding the transfer of training. Further, the 

results of recurrent training explained the higher variance in the transfer of training 

than with the one-time training. Therefore, in order to achieve positive transfer of 

training, recurrent training is more appropriate for Mongolian civil servants, as 

suggested by the interview respondents, who recommended that recurrent training 

(perhaps two weeks) is more effective in terms of transferring knowledge. However, 

the process of recurrent training can consist of three main parts and the total extent of 

the period could be two weeks. For example, there may be a certain training gap 

period (as break) which will allows participant to practice their new knowledge and 
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skills in their job context, for example, between the first and last week of the learning 

process. In other words, this type of training could make practice exercises as realistic 

and work-related as possible, and provide frequent opportunities to discuss lessons 

learned. For example, Figure 5.1 shows an example of the recurrent training sequence 

as follows:  

  

Part 1    Part 2    Part 3 

Learning in 

classroom  

(first week) 

 Application 

assignments and 

exercises 

(learning by doing in 

work environment) 

  Learning in 

classroom  

(last week) 

 

 

 

 

Fourthly, based on hypotheses 2 and 3, an interactive approach to research is 

also needed to begin testing for matches among the individual characteristics, training 

design, and work environment factors and their impact on the transfer of training. 

Therefore, future research should take into account a variety of factors and linkages 

which have not been adequately examined, and the suggestions given in this study 

will help with further efforts in examining the transfer of training from a broader and 

more dynamic perspective. 

Fifthly, the training and development of civil servants in Mongolia are 

centered on controlled access to courses in order to maintain administrative systems 

rather than learning their organizations. This means that operational function, training 

as activity, is concerned in Mongolia rather than business need as training is system. 

Hence, it is necessary to focus more on strategic human resource management, which 

is concerned with the development and implementation of people strategies and being 

concerned with direct contributions to the achievement of organizational goals. This 

implies that personnel activities will result ultimately in achieving organizational 

success.  

Figure 5.1  Sequence of Recurrent Training Process 
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However, public and private partnership is needed in order to develop 

effective training for civil servants. This collaboration may allow opportunities to 

share good practice, enhance the transfer of training, and encourage the diffusion of 

innovative approaches to training and development. For example, some researchers 

(e.g., Kunda et al., 2002; Wenger, 1998) stressed that network organizational forms 

have provided greater opportunities for the sharing of knowledge, skills, and 

innovative practice.  

Finally, based on theoretical implications and findings of this study following 

model is also recommended for future studies as follow:  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

According to Figure 5.2, findings of this study indicated that individual 

characteristics, training design, and work environment were positively interrelated 

one another, which means that the transfer of training would not give any desired 

effects if only one of the factors is focused upon. Moreover, these three types of 

factors were also significantly influenced the transfer of training depending upon their 

relevant sub-dimensions. For example, with regarding the transfer of training, a 

positive significant correlation was drawn from individual motivation, training 

objective, training content, peer support and opportunity to use. However, supervisory 

support in work environment was a negatively correlated with the transfer of training. 

Individual 
characteristics 
 Motivation 

Training design 
 Objective 
 Content 

Work environment 
 Supervisor 
 Peer 
 Opportunity to use 

Return-on-
investment 

 

Value creation 

Positive 
transfer of 
training 

Figure 5.2  Recommended Model for Future Studies 
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Although, previous studies (e.g., Rouiller & Goldstein, 1993; Yamnill & Mclean, 

2001) have stressed work environment factors may either significantly facilitate or 

inhibit the transfer of training; however, positive and supportive work environment is 

crucial for effective transfer of training of civil servants in Mongolia.  

Therefore, positive transfer of training could happen in conjunction with 1) 

high motivation to transfer, 2) specific learning objective that encourage people to be 

more persist, 3) the application of assignments oriented training content, which helps 

the trainees to understand the link between the learned capability and real-world 

application, 4) partnerships among stakeholders, such as trainee, trainer, and manager 

or co-worker, and 5) providing necessary support in the form of equipment, supplies 

and other resources for trainees to refresh their knowledge and skills. 

Furthermore, importance of positive the transfer of training reflects two 

actions:  1) the participants in a training program to take action by continuously 

applying the learned skills and knowledge to the job (Weldy, 2009); and 2) 

improvement of learning in a new task through the transfer of knowledge from a 

related task that has already been taught (Torrey & Shavlik, 2009). This indicates 

view of human action is the key to competitive advantage and the movement towards 

learning as a key mechanism for fully utilizing human resources (Ford & Weissbein, 

1997). In other words, view of human element focuses on two components:  1) 

individual level that is individuals need to enhance their competency skills in order to 

be competitive in their organization (Collis & Montgomery, 1995); and 2) 

organizational level that is individuals play important role in the strategic planning on 

how to create competitive advantage (Marimuthu et al., 2009). 

In this regard, organizations can maximize their return-on-investment with 

regards to training and implement value-creating strategies through positive the 

transfer of training by considering all three determinants. Strategies can be linked to 

practice by implementing value-creating strategies through the transfer of training that 

is a value-creation process of employees, and in turn, that process can produce 

effective and measurable payback for the job, further it may create real human capital. 

This implies that return-on-investment and value-creation process are complemented 

one another. Whereas, the transfer of training is a key vehicle for linking individual 

change to the requirements of the organizational system. 
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 FINAL MONGOLIAN VERSION OF QUESTIONNAIRE 

 

ТӨРИЙН АЛБАН ХААГЧДААС АВАХ САНАЛ АСУУЛГА 

 

Таны амар амгаланг айлтгая! 

Удирдлагын Академийн судалгааны багаас “Төрийн албан хаагчид 

сургалтаар эзэмшсэн мэдлэг, ур чадвараа ажилдаа ашиглах явцад нөлөөлж буй 

хүчин зүйлсийн шинжилгээ” сэдэвт судалгааны ажлыг хийж байгаа болно. 

Иймд та энэхүү судалгаанд идэвхтэй оролцоно уу. 

Та асуулт бүрийг уншаад тохирох хариултад харгалзах тоог дугуйлах 

буюу үлдээсэн зайд хариултаа бичнэ үү. 

1. Таны нас:  ________ 

2. Таны хүйс:  

   1. Эрэгтэй       

2. Эмэгтэй 

3. Таны боловсрол:  

  1. Бүрэн дунд        

  2. Дипломын боловсрол     

3. Бакалавр 

4. Магистр  

5. Доктор  

4. Та ямар байгууллагад ажилладаг вэ? 

1. Яам    

2. Агентлаг    

3. Нийслэл, орон нутгийн байгууллага (ИТХ, ЗДТГ, ЗД-ын харьяа 

агентлаг) 

5. Та энэ байгууллагадаа хэдэн жил ажиллаж байна вэ? ________ 

6. Та одоогийн албан тушаалд хэдэн жил ажиллаж байна вэ? ________



ТӨРИЙН АЛБАН ХААГЧДААС АВАХ САНАЛ АСУУЛГА 
 

Та хамгийн ойрын үед өөрийн хамрагдсан богино хугацааны сургалтын 

талаар эргэцүүлэн бодож асуулт тус бүрт 1-ээс 8 хүртэлх оноогоор (1 – оноо нь  

огтхон ч санал нийлэхгүй, 8 – оноо нь маш их санал нийлнэ) үнэлгээ өгнө үү. 

 

Огтхон ч 
санал 

нийлэхгүй 

            Маш их 
санал 
нийлнэ 

1  2  3  4  5  6  7  8 
 

1.  ХУВИЙН ШИНЖ ЧАНАР 

Таны суралцах идэвхийг дараах түвшингээр үнэлбэл ямар байна гэж Та үзэж 

байна вэ?  

No. Асуултууд Үнэлгээний түвшин  

1.  Би сургалтанд хамрагдсанаар илүү сайн 

ажиллаж чадна гэдэгтээ итгэдэг. 

1 2 3 4 5 6 7 8 

2.  Би сургалтын дараа өөрийнхөө сурч мэдсэн 

зүйлээ ажилдаа түргэн ашиглахыг хүсдэг. 

1 2 3 4 5 6 7 8 

3.  Сурсан мэдлэг, ур чадвараа ажилдаа ашиглах нь 

миний ажлын үр дүн болон цаашдын бүтээмжид 

сайнаар нөлөөлнө гэдэгт би итгэдэг. 

1 2 3 4 5 6 7 8 

4.  Сурсан мэдлэг, ур чадвараа ажилдаа ашиглах нь 

миний  ажлын  гүйцэтгэлийн  үнэлгээг 

сайжруулна гэдэгт би итгэдэг. 

1 2 3 4 5 6 7 8 

5.  Сурсан мэдлэг, ур чадвараа ажилдаа ашиглах нь 

миний бусдад танигдах хувийн үнэлэмжийг 

маань өсгөнө гэдэгт би итгэдэг. 

1 2 3 4 5 6 7 8 

6.  Сурсан мэдлэг, ур чадвараа ажилдаа амжилттай 

нэвтрүүлж чадвал нэмэгдэл цалин хөлс, 

урамшуулал авах боломжтой гэдэгт би итгэдэг. 

1 2 3 4 5 6 7 8 
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2. СУРГАЛТЫН ХӨТӨЛБӨР, ТӨЛӨВЛӨГӨӨ 

Та хамрагдсан сургалтынхаа хөтөлбөр, төлөвлөгөөний талаар үнэлбэл ямар 

байна гэж Та үзэж байна вэ?  

2.1  Сургалтын зорилго, зорилт:  

No Асуултууд Үнэлгээний түвшин 

7.  Сургалтын зорилго миний суралцах хэрэгцээ 

шаардлагад нийцдэг. 

1 2 3 4 5 6 7 8 

8.  Сургалтын зорилго нь тухайн сургалтанд ямар 

албан тушаалтан хамрагдах ёстойг илэрхийлсэн 

байдаг. 

1 2 3 4 5 6 7 8 

9.  Сургалтын зорилго нь ямар мэдлэг, ур чадварыг 

суралцагчдад эзэмшүүлэх шаардлагатай байгааг 

илэрхийлж чаддаг. 

1 2 3 4 5 6 7 8 

10. Сургалтын зорилго нь тухайн сургалтын хүлээгдэж 

буй үр дүнг тодорхой тусгасан байдаг. 

1 2 3 4 5 6 7 8 

11. Сургалтын зорилго нь сургалт дууссаны дараа 

ажилдаа юуг хэрэгжүүлэх талаар ерөнхий 

төсөөллийг илэрхийлсэн байдаг.  

1 2 3 4 5 6 7 8 

12. Сургалтын зорилго нь суралцагчдын тухайн 

чиглэлийн мэдлэг, ур чадвар ямар түвшинд хүрсэн 

байх ёстойг тусгасан байдаг.  

1 2 3 4 5 6 7 8 

13. Сургалтын зорилго нь сургалтаар олгох мэдлэг, ур 

чадварыг тодорхой нэг ажлын онцлог, нөхцөл 

байдалд (жишээ нь:  ажлын бус цаг, техник 

хэрэгслийн доголдолтой үе, хөдөө орон нутагт гэх 

мэт) тохируулан ашиглахыг илэрхийлсэн байдаг. 

1 2 3 4 5 6 7 8 
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2.2  Сургалтын агуулга:  

No. Асуултууд Үнэлгээний түвшин  

14. Сургалтын орчин болон миний ажлын орчин 

нөхцөл хоорондоо төстэй байдаг. 

1 2 3 4 5 6 7 8 

15. Сургалтаар судалж буй зүйлс маань миний 

ажлын хэрэгцээ, шаардлагад нийцсэн байдаг. 

1 2 3 4 5 6 7 8 

16. Сургалтын агуулга ба хөтөлбөрт мэдлэг, ур 

чадвараа ажилдаа хэрхэн ашиглах арга замыг 

тусгасан байдаг. 

1 2 3 4 5 6 7 8 

17. Сургалтын агуулга ба хөтөлбөр нь мэдлэг, ур 

чадварыг ажилдаа ашиглах дадал зуршил олгох 

үүднээс олон жишээ, дасгалыг агуулсан байдаг. 

1 2 3 4 5 6 7 8 

18. Сургалтын агуулга ба хөтөлбөр нь зөв ажлын 

дадал, зуршил бий болгохыг зорьсон байдаг нь 

миний сурсан зүйлсийг мартуулдаггүй. 

1 2 3 4 5 6 7 8 

19. Суралцагчид сургалтын явцад ажлын янз бүрийн 

орчин нөхцөлд олон төрлийн дасгал, жишээн 

дээр ажиллаж, практик дадлага хийх боломж их 

байдаг. 

1 2 3 4 5 6 7 8 

20. Суралцагчид сургалтын явцад судалж буй 

зүйлсээ бататгах үүднээс тодорхой нэг сэдвийн 

хүрээнд дахин дахин дасгал ажиллаж, практик 

хийдэг. 

1 2 3 4 5 6 7 8 

2.3  Сургалтын арга, техник:  

No Асуултууд Үнэлгээний түвшин 

21. Сургагч багш нар сургалтын техник хэрэгслийг 

ашиглан хичээлээ лекц хэлбэрээр заадаг. 

1 2 3 4 5 6 7 8 

22. Сургагч багш нар тодорхой сэдвүүдийн хүрээнд 

суралцагчдыг багаар ажиллуулах, хэлэлцүүлэг хийх 

хэлбэрээр хичээлээ явуулдаг. 

1 2 3 4 5 6 7 8 
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23. Сургагч багш нар сургалтын явцад тухайн сэдэвтэй 

холбогдох унших материалуудыг тарааж өгдөг. 

1 2 3 4 5 6 7 8 

24. Сургагч багш нар сургалтын явцад суралцагчдад 

тухайн сэдэвтэй холбоотой даалгавар өгч, түүний 

хэрэгжилтийг шалгадаг. 

1 2 3 4 5 6 7 8 

25. Сургагч багш нар сургалтын явцад суралцагчдыг 

тухайн сэдэвтэй холбоотой кейс болон дасгал дээр 

ажиллуулдаг. 

1 2 3 4 5 6 7 8 

26. Сургагч багш нар суралцагчдыг тухайн сэдэвтэй 

холбоотой бодит амьдралын дүрд тоглуулах 

хэлбэрээр хичээлийг сонирхолтой явуулдаг. 

1 2 3 4 5 6 7 8 

27. Сургагч багш нар суралцагчдад тодорхой нэг 

байгууллагын үйл ажиллагаатай танилцах, тэдэнтэй 

санал бодлоо солилцох боломж олгодог. 

1 2 3 4 5 6 7 8 

28. Сургагч багш нар суралцагчдыг хичээлд идэвхитэй 

оролцуулах зорилгоор илүү их практикийн аргууд 

(кейс болон дасгал ажил хийлгэх, дүрд тоглох, 

байгууллагын үйл ажиллагаатай танилцах, багаар 

ажиллах гэх мэт)-ыг ашигладаг. 

1 2 3 4 5 6 7 8 

2.4  Сургалтын үнэлгээ ба буцах холбоо:  

No Асуултууд Үнэлгээний түвшин 

29. Сургалтыг зохион байгуулагч тал сургалтын төгсгөлд 

тухайн сургалт хэр үр дүнтэй болсон эсэх талаар 

ерөнхий үнэлгээ хийх үүднээс суралцагчдын санаа 

бодлыг асуудаг. 

1 2 3 4 5 6 7 8 

30. Сургалт зохион байгуулагч тал сургалтын төгсгөлд 

сургалтын зорилго, зорилт тухайн суралцагчдын 

хэрэгцээ, шаардлагад нийцсэн эсэх талаар асуулга 

авдаг. 

1 2 3 4 5 6 7 8 

31. Сургалт зохион байгуулагч тал сургалтын төгсгөлд 1 2 3 4 5 6 7 8 



201 
 

 
 

сургалтаар судалсан сэдэв болон сургалтын үйл 

ажиллагаа нь суралцагчдад үр ашигтай мэдлэг, 

мэдээлэл өгч чадсан эсэх талаар тодруулдаг. 

32. Багш суралцагчдын эзэмшсэн мэдлэг, ур чадварын 

түвшинг тогтоох зорилгоор сургалтын явц болон 

төгсгөлд асуулт асуух, тест бөглүүлэх хэлбэрээр 

үнэлгээ хийдэг.  

1 2 3 4 5 6 7 8 

33. Багш сургалтын төгсгөлд сургалтын явцад ашигласан 

жишээ, дасгал болон тайлбарууд нь тухайн сэдэвтэй 

холбоотой материалуудыг ойлгоход тус дөхөм үзүүлж 

чадсан эсэх талаар тодруулдаг. 

1 2 3 4 5 6 7 8 

34. Сургалтын дараа манай байгууллагын удирдлага 

миний сурсан мэдлэг, ур чадвар дээр үндэслэн, 

шаардлагатай бол сургалтын агуулга, хөтөлбөрийн 

талаар тодорхой санал, зөвлөмжийг тухайн сургагч 

байгууллагад хүргүүлдэг. 

1 2 3 4 5 6 7 8 

 

3.  АЖЛЫН ОРЧИН 

Та өөрийнхөө ажлын орчин, нөхцөл байдалд ямар түвшингийн үнэлгээ өгч 

байна вэ? 

3.1  Удирдлагын дэмжлэг:  

No. Асуултууд Үнэлгээний түвшин  

35. Манай дарга миний хамрагдаж буй сургалтад 

анхаарал хандуулдаг. 

1 2 3 4 5 6 7 8 

36. Манай дарга сургалтын явц болон сургалтаар 

судалж буй сэдвийн талаар надтай ярилцдаг. 

1 2 3 4 5 6 7 8 

37. Манай дарга миний суралцаж буй мэдлэг, ур 

чадварыг ажилдаа буюу байгууллагынхаа үйл 

ажиллагаанд хэрхэн ашиглах талаар надтай 

ярилцдаг. 

1 2 3 4 5 6 7 8 

38. Манай дарга миний сурсан мэдлэг, ур чадварыг 1 2 3 4 5 6 7 8 
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ажилдаа  буюу  байгууллагынхаа  үйл 

ажиллагаанд ашиглахад тулгарч буй саад, 

бэрхшээлүүдийг шийдвэрлэх талаар надтай 

хамтарч ажилладаг. 

39. Намайг эзэмшсэн мэдлэг, ур чадвараа ажилдаа 

амжилттай ашиглахад манай дарга талархалтай 

ханддаг.  

1 2 3 4 5 6 7 8 

40. Манай дарга намайг эзэмшсэн мэдлэг, ур 

чадвараа ажилдаа хэрхэн ашиглаж байгаа эсэх 

талаар огтхон ч анхаардаггүй. 

1 2 3 4 5 6 7 8 

3.2  Хамт олны дэмжлэг:  

No. Асуултууд Үнэлгээний түвшин  

41. Манай хамт олон намайг сургалтад хамрагдаж 

шинэ мэдлэг, мэдээлэл олж авахад үргэлж 

дэмжиж, урамшуулдаг. 

1 2 3 4 5 6 7 8 

42. Манай хамт олон сургалтын явц болон 

сургалтаар судалж буй сэдвийн талаар надтай 

ярилцдаг. 

1 2 3 4 5 6 7 8 

43. Манай хамт олон миний суралцаж буй мэдлэг, 

ур чадварыг ажилдаа буюу байгууллагынхаа үйл 

ажиллагаанд хэрхэн ашиглах талаар надтай 

хамтарч ажилладаг бөгөөд, түүнийг хэрэгжүүлэх 

боломжуудыг эрж хайдаг. 

1 2 3 4 5 6 7 8 

44. Намайг сурсан мэдлэг, ур чадвараа ажилдаа 

амжилттай ашиглахад манай хамт олон сэтгэл 

хангалуун байдаг. 

1 2 3 4 5 6 7 8 

45. Намайг сурсан мэдлэг, ур чадвараа ажилдаа 

буюу  байгууллагынхаа  үйл  ажиллагаанд 

ашиглахад тулгарч буй саад, бэрхшээлүүдийг 

шийдвэрлэх  талаар манай хамт олон надтай 

1 2 3 4 5 6 7 8 
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хамтарч ажилладаг. 

46. Манай хамт олон шинэ арга барилаар 

ажиллахаас илүүтэйгээр хуучин арга барилаа 

илүүд үздэг. 

1 2 3 4 5 6 7 8 

47. Манай байгууллагын ахмад, туршлагатай 

ажиллагсад намайг сурсан мэдлэг, ур чадвараа 

ажилдаа  буюу  байгууллагынхаа  үйл 

ажиллагаанд ашиглахад дургүй байдаг. 

1 2 3 4 5 6 7 8 

3.3  Мэдлэг, ур чадвараа ажилдаа ашиглах нөхцөл боломж:  

No. Асуултууд Үнэлгээний түвшин  

48. Сурсан мэдлэг, ур чадвараа ажилдаа ашиглахад 

шаардагдах нөөц, материал (төсөв, санхүү, 

техник хэрэгсэл гэх мэт) манай байгууллагад 

хангалттай байдаг.  

1 2 3 4 5 6 7 8 

49. Би сурсан мэдлэг, ур чадвараа ажилдаа буюу 

байгууллагынхаа үйл ажиллагаанд ашиглахад 

хамтран ажиллагсадын мэдлэг, ур чадварын 

түвшин түүнд нийцэхүйц байдаг.  

1 2 3 4 5 6 7 8 

50. Би сурсан мэдлэг, ур чадвараа ажилдаа 

ашиглахад миний ажлын ачаалал болон цагийн 

багтаамж боломжийн байдаг. 

1 2 3 4 5 6 7 8 

51. Миний хувьд сурсан мэдлэг, ур чадвараа 

ажилдаа  ашиглахад  шаардлагатай  нөөц, 

материалыг олж авахад бэрхшээлтэй байдаг. 

1 2 3 4 5 6 7 8 

 

  



204 
 

 
 

4.  ЭЗЭМШСЭН МЭДЛЭГ, УР ЧАДВАР 

Та сургалтад хамрагдсанаар өөрийнхөө мэдлэг, ур чадварыг ямар түвшинд 

үнэлэх вэ?  

No Асуултууд Үнэлгээний түвшин 

52. Би сургалтаар заагдсан шинэ мэдлэг, ур чадварыг 

бусдаас илүү сурсан гэдэгтээ итгэлтэй байдаг. 

1 2 3 4 5 6 7 8 

53. Сургалтад  хамрагдсанаар  миний  ажилд 

шаардлагатай мэдлэг, ур чадвар маань дээшилсэн 

гэдэгт би итгэдэг. 

1 2 3 4 5 6 7 8 

54. Сургалтад хамрагдсанаар миний мэдлэг, ур 

чадварын ерөнхий түвшин дээшилсэнд би сэтгэл 

хангалуун байдаг. 

1 2 3 4 5 6 7 8 

55. Би сурсан мэдлэг, ур чадвараа ажилдаа ашиглаж 

чадна гэдэгтээ эргэлзэхгүй байна. 

1 2 3 4 5 6 7 8 

56. Би сурсан мэдлэг, ур чадвараа ажилдаа ашиглах 

явцад тулгарсан саад, бэрхшээлийг даван туулж 

чаддаг. 

1 2 3 4 5 6 7 8 

 

5.  ЭЗЭМШСЭН МЭДЛЭГ, УР ЧАДВАРАА АЖИЛДАА НЭВТРҮҮЛЖ БУЙ 

БАЙДАЛ 

Та сургалтаар олж авсан мэдлэг, ур чадвараа ажилдаа хэрхэн нэвтрүүлж, 

түүнийг хэрэгжүүлж байгаа байдлаа дараах түвшингээр үнэлбэл ямар байна гэж 

Та үзэж байна вэ?  

No Асуултууд Үнэлгээний түвшин 

57. Би сурсан шинэ мэдлэг, ур чадвараа ажилдаа 

ашигладаг бөгөөд энэхүү мэдлэг, ур чадвар маань 

миний ажлын хэрэгцээ шаардлагад нийцсэн байдаг.  

1 2 3 4 5 6 7 8 

58. Би сургалтаар олж авсан мэдлэг, ур чадвараа 

тодорхой нэг ажлын онцлог, нөхцөл байдалд 

тохируулан илүү сайн ашиглаж чаддаг. Учир нь би 

сургалтын явцад түүнтэй төстэй орчин нөхцөлд 

1 2 3 4 5 6 7 8 
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ажиллаж байсан. 

59. Би сурсан мэдлэг, ур чадвараа ажилдаа ашиглах 

үүднээс түүнийг чиглүүлэн удирдах тодорхой 

зорилго, зорилтуудыг өмнөө тавьж ажилладаг.  

1 2 3 4 5 6 7 8 

60. Миний ажлын орчин нөхцөлд сурсан шинэ мэдлэг, 

ур чадварыг ашиглаж, түүнийг нэвтрүүлэх хэрэгцээ, 

шаардлага их гардаг. 

1 2 3 4 5 6 7 8 

61. Би сургалтаар олж авсан шинэ мэдлэг, ур чадвараа 

өөрийнхөө өдөр тутмын ажилд ашигладаг.  

1 2 3 4 5 6 7 8 

62. Би сурсан мэдлэг, ур чадвараа ажилдаа хэрхэн 

ашиглах  талаар  үндсэн  ойлголт,  түүнийг 

хэрэгжүүлэх зарчмуудыг мэддэг. 

1 2 3 4 5 6 7 8 

63. Би сурсан мэдлэг, ур чадвараа ашиглан ажлынхаа үр 

дүн, үр нөлөөг сайжруулах арга замын талаар 

бусадтай ихэвчлэн ярилцдаг. 

1 2 3 4 5 6 7 8 

64. Би сурсан мэдлэг, ур чадвараа ажлын өөр өөр орчин 

нөхцөлд хэрхэн ашиглах боломжуудыг судлаж, эрж 

хайдаг. 

1 2 3 4 5 6 7 8 

65. Би сурсан мэдлэг, ур чадвараа ажлын янз бүрийн 

орчин нөхцөлд ашиглах зорилгоор практик 

оролдлого хийдэг. 

1 2 3 4 5 6 7 8 

 

ЭНЭХҮҮ СУДАЛГААНД ӨӨРИЙН ХУВЬ НЭМРЭЭ ОРУУЛЖ,  

БИДЭНТЭЙ ХАМТРАН АЖИЛЛАСАНД ТАНЬ  

 

ТАНД БАЯРЛАЛАА!



APPENDIX D 

  

FINAL ENGLISH VERSION OF QUESTIONNAIRE 

 

SURVEY QUESTIONNAIRE 

 
“Factors Affecting the Training Transfer of Civil Servants in Mongolia” 

 

Introduction: This questionnaire is part of research undertaken in a doctoral degree 

program in Development Administration at the National Institute of Development 

Administration (NIDA), Bangkok, Thailand. 

The main purpose of this research is to examine the trainee characteristic, 

training design, and work environmental factors determining the transfer of training of 

civil servants in Mongolia. This is very important because it can provide valuable 

information on factors that can influence the transfer of training of civil servants who 

are working in Mongolian public sector. For that purpose, researcher would like to 

invite you to take part in this research. And, all information is for research purposes 

and will be treated as private and confidential, hence it will not be revealed on any 

circumstances. 

Definition: Transfer of training is defined as the degree to which effective and 

continuous application, by trainees to their jobs, of the knowledge and skills gained in 

training (Broad & Newstrom, 1992). In other words, transfer of training refers to 

trainees’ effectively and continually applying knowledge and skills gained in training 

(as what they learned in training) back to the jobs. 

Instructions: In total, there are 9 pages (including this page). Please answer all 

questions with honesty and truthful. 

1) This questionnaire consists of three parts. Part 1 is demographical 

information while part 2 and part 3 have 65 questions related to the influential factors 

and transfer of training. 
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2) The time needed to answer all statements is about 25 minutes or less than 

that. 

3) There is no right or wrong answer. Participant only has to provide a suitable 

rating on each statement. The rating starts from 1 (very strongly disagree) to 8 (very 

strongly agree). 

If you have any question, contact me at Tumee0215@gmail.com. Mobile:  

976-98029957. 

Your corporation is highly appreciated. Thank you. 

Yours truly, 

Tumentsogtoo Tumendemberel (Ph.D candidate in Development Administration at 

the National Institute of Development Administration, Bangkok, Thailand). 

 

PART 1 BACKGROUND (DEMOGRAPHIC) INFORMATION 

Please take a moment to answer the following questions (Please mark with symbol (√) 

to the related information).  

1. What is your gender? 

   ___ Male          ___ Female 

2. How old are you? _____ 

3. What is your educational level? 

  ___ High school or below      ___ Master 

  ___ Diploma/certificate      ___ Ph.D 

  ___ Bachelor          

4. In which area do you work? 

___ Municipality (Central and Local)   

___ Government agency   

___ Ministry 

5. How long have you held your current position? ________ 

6. How long have you worked with your present employer? ________ 
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PART 2 INFLUENTIAL FACTORS 

Please read statements carefully and indicate to what extents do you agree or disagree 

with these statements according to the following scale:  

1 = very strongly disagree, 2 = strongly disagree, 3 = disagree 4 = slightly disagree,  

5 = slightly agree, 6 = agree, 7 = strongly agree, 8 = very strongly agree. 

To make your selection, please circle only one number (1, 2, 3, 4, 5, 6, 7 or 8) to the 

right of each item that most closely reflects your opinion about training. 

Please consider items by thinking of a training program that you have recently 

completed. 

 

Section 1 Individual motivation 

The following statements describe individual motivation you may feel. Please indicate 

that what extent do you agree or disagree concerning with each statements. 

No. Questions Extent   

1.  I believe that training will help me work better.  1 2 3 4 5 6 7 8 

2.  When I complete training, I want to apply what I 

learned in my work immediately. 

1 2 3 4 5 6 7 8 

3.  I believe that doing so will affect future productivity 

and effectiveness. 

1 2 3 4 5 6 7 8 

4.  I believe that applying knowledge gained from 

training will help me be evaluating with higher a job 

performance. 

1 2 3 4 5 6 7 8 

5.  I believe the application of knowledge and skills 

learned will lead to personal recognition that my 

value. 

1 2 3 4 5 6 7 8 

6.  I may get some benefits such as increased salary 

and reward if I can successfully apply what I have 

learned in training to the job. 

1 2 3 4 5 6 7 8 
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Section 2 Training design 

The following statements describe training design you may feel. Please indicate that 

what extent do you agree or disagree concerning with each statements. 

2.1  Objective:  

No Questions Extent   

7.  I feel that training objective can meet with my learning 

needs which I needed. 

1 2 3 4 5 6 7 8 

8.  From the training objective, I understand who should be 

trained. 

1 2 3 4 5 6 7 8 

9.  Training objective can indicate what knowledge, skills 

and ability are necessary. 

1 2 3 4 5 6 7 8 

10. The expected outcomes of training are clear at the 

beginning of the training. 

1 2 3 4 5 6 7 8 

11. From the training objective, I understand what I am 

supposed to do when I return to my job. 

1 2 3 4 5 6 7 8 

12. From the training objective, I know what capability (as 

level of performance) is acceptable at the end of training 

program. 

1 2 3 4 5 6 7 8 

13. I feel that training objective is formulated able to perform 

learned things under specified conditions (such as at 

night, tools and equipment failure, and an angry customer 

etc) which related to my job. 

1 2 3 4 5 6 7 8 

2.2  Content:  

No. Questions Extent   

14. Situation is used to teach in training is similar to 

situation I have face in work. 

1 2 3 4 5 6 7 8 

15. What is instructed in training is comparable to what 

I need to perform in my job requirement. 

1 2 3 4 5 6 7 8 

16. Learning is designed how the knowledge and skills 

to be applied to the job. 

1 2 3 4 5 6 7 8 
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17. Instructional content is covered lots of examples 

and exercises which show me how I could use my 

learning on the job. 

1 2 3 4 5 6 7 8 

18. Instructional content is provided that how to 

develop good work habits, so I would remember 

what I was taught. 

1 2 3 4 5 6 7 8 

19. During training, I have chance to more practice 

examples and assignments on the different context. 

1 2 3 4 5 6 7 8 

20. During training, I do practice that using the skills to 

me taught over and over. 

1 2 3 4 5 6 7 8 

2.3  Instructional method and technology:  

No Questions Extent   

21. Instructors orally present new information to us by using 

training aids such as computer (power point slide), slide 

projector, video equipment, and flip chart. 

1 2 3 4 5 6 7 8 

22. Instructors lead the group of trainees in discussing a topic. 1 2 3 4 5 6 7 8 

23. Instructors give us written material to be read that presents 

new information. 

1 2 3 4 5 6 7 8 

24. Instructors give us assignments to be completed related to 

the topic of the training activity. 

1 2 3 4 5 6 7 8 

25. Instructors provide us information about a situation and 

directed them to comes a decision or solve a problem 

concerning the situation. 

1 2 3 4 5 6 7 8 

26. We well-act out a real life situation in an instructional 

setting. 

1 2 3 4 5 6 7 8 

27. We have the opportunity to observe and interact with the 

problem being solved or skill being learned. 

1 2 3 4 5 6 7 8 

28. Instructors use hands-on practical method (e.g., case 

study, role plays and stimulations) which requires us to be 

actively involved in learning. 

1 2 3 4 5 6 7 8 
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2.4  Feedback:  

No Questions Extent   

29. Instructors evaluate my level of satisfaction to the training 

at the end of the session by asking how effective that 

session at building my skills is. 

1 2 3 4 5 6 7 8 

30. At the end of course, instructors ask about whether the 

objectives of the course appropriate for the intended 

participants. 

1 2 3 4 5 6 7 8 

31. At the end of course, instructors ask about whether the 

order of session topics and activities make sense to me. 

1 2 3 4 5 6 7 8 

32. Instructors occasionally use questions and quizzes to me 

in order to test my new learning such as knowledge, skills, 

and attitudes. 

1 2 3 4 5 6 7 8 

33. At the end of course, instructors ask about whether 

examples and illustrations help me to understand the 

material of the session. 

1 2 3 4 5 6 7 8 

34. After training, my organization or supervisor (client) 

makes suggestions to revising or improving the curriculum 

for instructors or trainers based on my learning which 

gained in during training. 

1 2 3 4 5 6 7 8 

 

Section 3 Work environment 

Each statement below describes an aspect of the work environment which may 

determine how effectively you are able to use the skills learned during training to the 

job in your organization. Please indicate whether you agree or disagree with each 

statement. 

3.1  Supervisory support:  

No. Questions Extent   

35. My supervisor pays attention to the things I learn 

from training. 

1 2 3 4 5 6 7 8 

36. My supervisor discusses about the topic and the 1 2 3 4 5 6 7 8 
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classes with me, when I am attending in training 

program. 

37. My supervisor meets with me to discuss how to 

apply new learning back to the job. 

1 2 3 4 5 6 7 8 

38. My supervisor works with me on problems 

encountered while applying new learning. 

1 2 3 4 5 6 7 8 

39. My supervisor recognizes me when I successfully 

apply my learning. 

1 2 3 4 5 6 7 8 

40. My supervisor pays no attention to how I do my 

jobs. 

1 2 3 4 5 6 7 8 

3.2  Peer support:  

No. Questions Extent   

41. My co-workers encourage me to learn new 

knowledge and skills from training program. 

1 2 3 4 5 6 7 8 

42. My colleagues discuss about the topic and the 

classes with me, when I am attending in training 

program. 

1 2 3 4 5 6 7 8 

43. My colleagues mutually identify and implement 

opportunities to apply new knowledge and skills. 

1 2 3 4 5 6 7 8 

44. My colleagues admire me when I use new 

knowledge and skills gained in training. 

1 2 3 4 5 6 7 8 

45. My colleagues display tolerance with difficulties 

associated with applying new learning. 

1 2 3 4 5 6 7 8 

46. My co-workers generally prefer to use existing 

methods, rather than try new methods learned in 

training. 

1 2 3 4 5 6 7 8 

47. Experienced workers in my group refuse me when I 

use new learning on the job. 

1 2 3 4 5 6 7 8 
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3.3  Opportunity to use:  

No. Questions Extent   

48. At work, I have access to enough resources 

(equipment, information, materials, funds and 

supplies) to support me to apply my knowledge and 

skills that I acquired in training back to the job. 

1 2 3 4 5 6 7 8 

49. Our current staffing level of knowledge and skills is 

adequate for me to use my new learning to the job. 

1 2 3 4 5 6 7 8 

50. My workload allows me to try the new things I have 

learned. 

1 2 3 4 5 6 7 8 

51. It is difficult to obtain materials and supplies that I 

need to apply skills and knowledge learned in 

training back to the job. 

1 2 3 4 5 6 7 8 

Section 4 Learning 

The following statements are designed to assess your learning outcomes from your 

last training which you may feel. Please indicate that what extent do you agree or 

disagree concerning with each statements. 

No Questions Extent   

52. I have learned the needed new knowledge and skills better 

than others from training. 

1 2 3 4 5 6 7 8 

53. I am confident that my knowledge and skills, which 

related to my job requirements, have improved since 

training was completed. 

1 2 3 4 5 6 7 8 

54. I am satisfied with the level of skills I developed during 

training. 

1 2 3 4 5 6 7 8 

55. I have no doubt in my ability to transfer to the job new 

skills that I have learned. 

1 2 3 4 5 6 7 8 

56. I am confident I can overcome obstacles that prohibit the 

application of new knowledge and skills in my work. 

1 2 3 4 5 6 7 8 
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PART 3 TRANSFER OF TRAINING 

Please read statements carefully and indicate to what extents do you agree or disagree 

with these statements according to the following scale:  

1 = very strongly disagree, 2 = strongly disagree, 3 = disagree 4 = slightly disagree, 5 

= slightly agree, 6 = agree, 7 = strongly agree, 8 = very strongly agree. 

To make your selection, please circle only one number (1, 2, 3, 4, 5, 6, 7 or 8) to the 

right of each item that most closely reflects your opinion about training. 

Please consider items by thinking of a training program that you have recently 

completed. 

 

The following statements are designed to assess your transfer of training which may 

determine how effectively you are using the knowledge and skills learned in training 

back to the job. Please indicate that what extent do you agree or disagree concerning 

with each statements. 

No Questions Extent   

57. I apply what is instructed in training is comparable to what 

I need to perform in my job task. 

1 2 3 4 5 6 7 8 

58. I better perform my job by using my new learning under 

certain conditions, that I face in training is similar to those 

on the job, which occur with my job situation. 

1 2 3 4 5 6 7 8 

59. I have set specific goals for maintaining the skills which I 

learned. 

1 2 3 4 5 6 7 8 

60. There is too much happening at work right now for me to 

try to use new knowledge and skills learned in training. 

1 2 3 4 5 6 7 8 

61. I use what I learned from the training in my daily work 

activities. 

1 2 3 4 5 6 7 8 

62. I have moderator understanding (as main principle of the 

knowledge) that how I will transfer to the job what I have 

learned from training. 

1 2 3 4 5 6 7 8 

63. I often talk to others about how to improve my job 

performance by using new knowledge and skills learned in 

1 2 3 4 5 6 7 8 
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training. 

64. I look for opportunities to use the new knowledge and 

skills which I learned to the different situations. 

1 2 3 4 5 6 7 8 

65. I try to apply my new learning on the different context of 

my work environment. 

1 2 3 4 5 6 7 8 

 

Thank you for your time and effort that are contributed to this survey. 



APPENDIX E 

 

INTERVIEW QUESTIONS AND THEIR PURPOSE 

 

Interview questions Purpose 

1. What do you think about the transfer of 

training? 

1. To know about concepts and 

understanding of transfer of training. 

2. Do civil servants transfer their new 

knowledge back to the job or not? What 

do you think about it? 

2. To determine degree of utility of 

training transfer. 

3. From your experience, would you 

describe the factors that influence the 

transfer of training? 

3. To know perceived success factors or 

enablers to compare to factors quoted in 

literature review. 

4. What factor do you think has the most 

effective on the transfer of training? 

4. To identify most influential factors 

which affect the transfer of training. 

5. What is the reason for one factor being 

the most effective on the transfer of 

training? 

5. To determine reason of most influential 

factor to affect transfer of training. 

6. What have been the biggest barriers to 

the transfer of training? 

6. To know barrier for the transfer of 

training 

7. What are the future research and 

development needs in the field of training 

transfer? 

7. To describe future approaches to 

consider in terms of training transfer. 

8. Is there anything else you would like to 

share about your experience? 

8. Open-ended question to ask for any 

additional information. 
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