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AB8TMOT 

The presented dissertation focusses on a 'particular occupational grouping, 
namely the · training and development specialists employed by large 

organisations that exist specifically as profit-making , enterprises. It 
examines the functions of a corporate training department and the related 
roles which trainers adopt in the conception and execution of their 
training tasks. 

The argument of the dissertation is that the training process is essentially 
a management process. The use of the term 'management' does not imply 

co-ordination of the work efforts of other people as in the standard 
definition of management, but rather the management of the range of 
meanings that the corporation provides to employees to persuade them 
that their most significant life experience exists within the corporation or 

an extended form of the corporation. 

Training and development practitioners are positioned and equipped to 

make resources available for the construction of such meanings. Absolute 

demands for productivity, efficiency and effectiveness are re-located in 
different discourses, which provide c:Ufferent kinds of potent~ meanings 
for the formation of a work identity. The aims and conclusions of the 
study are directed towards a historical understanding .of the consciousness 
and agency of training and development practitioners that allew them to 
internalize the conflicts which they experience in their work to make 
possible for them the reconciliation of the contradiction posed by John 
Ruskin in the nineteenth century: 

Observe you 'are put to a s~rn choice in this matter. You muat 
either mate a tool of the creature, or a man or him. You cannot 
make both. Men were not intended to work with the accuracy or 
tools, to be precise and perfect in all their actiona. Ir you will have 
that precision out or them, and make their ftnpn measure degreee 
like cog-wheels, and their arma strike cunee like aompa1111•, you 
muat inhumanize them. All the energy of their spirit.a muat be 
given to make cop and compa■■• ot thema,elvee ... On the other 
hand, if you will make a man or the working creature, you cannot 
make a tool. Let him but begin to imagiM, to *hink, to try to do 
anything worth doing; and the engine-tuned precision • loet at 
once. Out come all hia rougbneu, all bis dullneu, all bia 
incapability; shame upon shame, failure upon failure, pause after 
pause: but out comes the whole majesty of him alao .•. 

John Ruskin: The Stona ofVeni.ce 



PRELIMINARY NOTE ON 

LANGUAGE AND TERMINOLOGY 

The reader should be aware of the conventions which have been adopted 
in this study: 

1. The writer uses the pronoun of her own gender grouping 
throughout the text. All quotations have been left unchanged so 
that they reflect the pronoun preferences of the authors concerned. 

2. The terms 'corporation', 'enterprise' and 'firm' are used fairly 
interchangeably. 'Corporation' is used most frequently and in 
coltjunction with the terms 'employer' and 'employee' as these 
signal that the notion of 'incorporation' as the, social process under 
discussion pertains to individuals, rather than to the ·collectivity 
signified by the terms 'management' and 'workers'. 
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C~pterl 

THE DESIGN OF THE RESEARCH STUDY 

1. INTRODUCTION 

This ch~pter provides a conceptual map for the research study as a whole. 
It sets out the immediate contexts in which the study is located by briefly 
stating the biographical track of the researcher that provided the initial 
impetus for malting 'personal discomfo~ the focus of a research study. 
Both the reader and the researcher need to be alerted.to the danger of bias 
and distortion implicit in such an undertaldng. The second point of origin 
lies in the theoretical presuppositions that provide the basis for the stuqy. 

Training offered by business corporations to its employees constitutes the 
largest portion of non-formal adult education provisioning in most 
countries, in terms of numbers and financial resources, . yet the general 
opinion of this activity, not least as articulated by the training 
practitioners themselves, is on the whole negative. Whilst it is 
understandable that those who hold anti-capitalist world views and those 
who deify education on moral grounds should negate corporate training as 
'ideological inculcation', 'habituation to subordination' or 'behaviourist 
technicism', such explanations do not account for the negative views of 
those whose interests are served in various ways by corporate training. 
Perhaps more significant is that in spite of these negative views, 
companies are allocating more rather than less resources to training. 
What is clear is that corporate training's perfunctory treatment in. the 
literature on the labour process and on adult education, belies the 
complexity of its function and processes. 

The purpose of this research study, which will be elaborated upon in 
section three, is not to 'rescue' training from its metaphorical dilemma, 
but to answer in broad terms the question: Why ia it that everybody in the 
corporation knows that training doesn't 'work', yet they continue to 
support it as 'a good thing'? The theoretical resources and procedures 
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utilised to achieve this aim will be discussed in section four, followed by an 
' outline of the method and organization of the study. 

2. THE ORIGINS AND PRESUPPOSfflONS OF THE STUDY 

2.1 - · Origins In practice. 

After six years as a teacher at a government high school for girls, an 
occupational choice very much in line with a family tradition where 'to be 
of service' was highly valued, I ventured into the 'business environment' 
to encounter the learning world of corporate employees. The official title 
of 'trainer' seemed to me to be no different from the previous title of 
'teacher' and for a while I identified the major difference between the two 
occupations as the absence of the endless marking of scripts. 

A growing feeling of 'discomfort' with technical and developmental 
curricula based on behavioural objectives and the fact that training 
seemed to be regarded as the panacea for all organisational ailments, led 
to the beginnings of an understanding that the organisational world of 
work differed markedly from the fairly insulated 'life w~rld' of a middle­
class high· school in the southern suburbs· of Cape Town and indeed with 
many aspects of my taken-for-granted assumptions about teaching, 
learning and life in general. 

Solace was not to be found in the major occupational journals that 
focussed on the latest training technologies and took for granted a 
congruence between organisational and individual goals. What presented 
itself as a puzzling contradiction was stated in every corporate 'mission 
statement' in a way that made organisational goals synonomous with 
personal goals, as if this was a natural phenomenon not to be questioned 
or challenged. Once it became clear that the training provided by the 
corporation has the express task of increasing the 'fit' between employees 
and organisation', a curiosity about whether corporate trainers were 
aware · of the ideological dimensions of their training practices and 
whether indeed they would question this ideological function if such an 
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awareness should be, EPQ)licit, became anoth~ iuue in the gradually 
developing question regarding the 'meanings' of the training task. 

It was heartening occasionally to find similar feelings of discomfort 
declared in the literature of the field, especially as attendance of a few 
meetings of the most popular professional organisation, the Institute of 
Personnel Management aPM), did not provide a forum for mentioning or 
discussing the 'felt' conflict. 

Two well-known practitionen recently reported severe value 
confficts in their own proreuional livee. Harrison reported that he 
frequently round himaelr in eonftict between individuals'a need ror 
personal growth and development and the organization's .need Cor 
more efficient and etTective use or its resources. Papa rePQrted 
that he had stopped working directly for organizations, pre£emng 
to help individuals destroy imprisoning organization structures. 
(Huse, 1980:141-2) ;1_; 

The idiosyncratic nature of the biographical discussion so far is 
intentional, as it needs to reflect the unexpe&Ki and unmapped manner in 
which contradictions pose themselves. The consideration of a more 
extended research study was prompted by the gradual formulation of a 
hypothesis regarding the nature of the management processes which the 
trainer is asked to undertake in the corporation, but two problettis 
remained: lack of an analytical framework and a vocabulary that would 
transcend the limitations of the researcher as biographer, and lack of 
independent data that would shed light on the validity and potential for 
generalisation contained in the hypothesis that the primary function of 
corporate training is not to promote the acquisition of technical job skills, 
neither is it the direct ideological inculcation of the values of 'free 
enterprise' or the moral preparation of loyal and obedient employees, 
although it may contribute to all of these areas. Its function is to sustain 
the 'myth' of career mobility for all employees, based on meritocratic 
principles rather than seniority or years of service, that is created in the 
corporate mission statement. It achieves this function by continually 
posing 'mobility' as a possibility, whilst simultaneously acting as a 
regulatory mechanism. 

(Before concluding this· biographical section it should also be mentioned 
that, during the research period, the researcher was promoted to training 
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manager and later to the newly .. created position of regional personnel 
m,uutger. She left the 8111ploy of the commercial corporation that provided 
the initial experience of the corporate world and now works in a university 
department where she teaches a course on 'work.place learning' that 
attracts trainers from industrial and commercial corpo:rations or amaller 
firms, industry training boards, community organisations and trade 
unions.) 

2.2 Theoretical presuppositions 

The theoretical presuppositions that serve as a basis of argument, are 
already indicated in the working hypothesis· outlined in the previous 
section. As these presuppositions provide the direction for the definition 
of the aims of the study and for the formulation of appropriate analytical 
frameworks and methods, they deserve fuller treatment. 

The major presuppositions are that: 

2.2.1 work and employment in large corporations are central to the lives 
of a large proportion of the population of advanced and developing 
industrial societies; 

2.2.2 the corporation attempts to provide 'm~aning' to the lives and work 
of employees in 'self actualisation' terms rather than pure economic 
terms; 

2.2.3 the training and development function is an integral part of 

corporate life and the roles and activities of the training and 
development practitioner present adequate scope for research 
study; 

2.2.4 the material presented can be explored and analysed in ways that 
allow a range of social meanings to be defined; 

2.2.5 the most effective explanatory framework will be found at the 
intersection between an historical-structural exploration of the 
patterns of institutionalisation that gave rise to training as a 
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corporate practice, 1md current prescriptions for such practice as a 
component of general managerial·.control strategies; 

2.2.6 training occupies the terrain where labour and educational concerns 
overlap, with artisanal training providing most of the technical 
skills; 

2.2. 7 the problems of subjectivity implicit in a research study lodged 
within an autobiographical context can be partly overcome by the 
. adoption of appropriate conceptual frameworks, deriving from 
recognised intellectual traditions; 

2.2.8 although the data derived from interviews and questionnaires refer 
to local conceptualisations, the hypotheses and assumptions do not 
refer specifically to the South · African context but to the common 
condition of all training and development practitioners who work in 
a corporate environment. 

These particular presuppositions necessitate an approach that views 
training as a contextualised activity that cannot be divorced from the 
corporation as the dominant social institution within monopoly capitalism. 
Just as formal teaching cannot be explored without giving an acco~nt of 
schooling as a societal institution, corporate training needs to give an 
account of itself that promotes an awareness of its own historicity, both as 
a managerial control mechanism and as the construct of a particular 
occupational grouping that competes with other occupational groupings to 

achieve a 'niche' in the corporate power structure. Such an approach 
denudes training of its supposed functional neutrality and reveals its 
political embeddedness and agency. 

On the other hand, recognition of training's connection to the broader field 
of non-formal education locates its purposes and procedures within the 
educational realm, where they compete for legitimacy with a range of 
other institutionalised educational practices. It is this link with education 
and the body of knowledge supplied by education that cannot be 

appropriated directly by other managerial factions as a means of iniTa­
managerial competition, that strengthens training's claim to specialist 
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status within the corporation. At the. same time the framing of training as 
an educational aeti~ty leads to a questioning of its philoaophieal ratiorud~ 
and a contestation of its practices within the general field. of non-fonnal 
adult education. 

By adopting alternative conceptual frameworks from the fields of labour 
process and education that locate corporate training within a distinctive 
and often contradictory historical perspective, and by crou-referencing 
between the two frameworks, the. narrow focus of biographical 
interpretation can be overcome. Problems of subjectivity obviously 
remain, but in a sense no researcher can escape her own membership in 
society and the use of her own common-sense reasoning as an ongoing 
resource. 

3. THE AIMS OF THE STUDY 

The aims of the study are: 

3.1 to analyse the nature and meaning of the training and development 
. function as it is found in the modem C011>9ration; 

3.2 to show how training and development practitioners construct 
'meanings' which enable them to deal with the conflicting demands 
of the tasks required of them; 

3.3 to test, explore and extend the theory of adult pedagogy and by 
implication, adult learning in a particular non-formal educational 
setting; 

8.4 to make a contribution to the sociological understanding of 
corporate training practice. 

The four aims are interrelated and interdependent as they derive from a 
single rationale that is directly concerned with educational practice. 
Technical definitions. of training construct a deficit model of learning that 
poses the practice as flat or one-dimensional and turns both the learners 
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and the trainers into robot-like caricatures reminb,c,nt of a production.i 
line process devoid of human intent and Jmowledgal,ility. As one of the 
major sites of educational provisioning other than schooling, a 
phenomenon increasingly recognised by the state, the employers and the 
labour movement, corporate training deserves critical treatment. Trainers 
as cultural workers are firstly contributors .to the labour process and 
secondly, constitute particular kinds of workers who, by implication, 
provide meaning-making mechanisms to themselves and others to pose 

incorporation as the alternative to habituation. The corporation inserts 
itself into the lives of its employees in ways that go far beyond the 
economic reciprocity of the cash nexus. An employment relationship 
characterised by the two parties pursuing their own economic self­
interest, poses a fundamental opposition of interest as the basic tenet and 
depersonalises employment relations by turning them into market 
relations based on pure economic exchanges. It is now recognised that 
both parties share a common interest in the survival and growth of the 
enterprise (Burawoy, 1979:114), that finds its concrete co-ordination in 
practices of collective bargaining where workers are represented as a class 
in opposition to capital. 

At the same time corporations are increasingly recognising that denial of 
any moral content to the employment relationship provides a fragile basis 
for managerial legitimacy and the internalisation of a work ethic (Hill, 
1981:22). Recognition of a moral basis other than economic self-interest, 
does not imply that labour, and therefore the people who labour, are 
viewed as anything other than a commodity in the workplace and in the 
labour market, but neither does mere recognition ensure moral 
involvement with the corporation. Concrete co-ordination of common 
moral interest requires ideological mechanisms that attempt to 
reconstitute collective class consciousness as an individual consciousness 
that interpellates individual · employees as members of the corporate 
family in a way that drawe on traditional family relations of loyalty and 
subordination (a social relation so admired by the West in Japanese 
corporations), but simultaneously introduces the competitive 
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individualism· of the external labour market into the corporation. 
Patterns of internal mobility that promise increased material and status 
benefits for individuals become concrete manifestations of the benefit of a 
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shared moral in~, and social conflict is constituted as a. conflict 
between individuals who compete. against each other for access to mobility 
routes. This process characterises the internal relations of botJi managers 
and lower level employees and it is here that corporate training is seen to 
play a crucial role. Just as the institution of schooling must attempt• to 
resolve the contradiction between work or the demands of the market 
economy and education as the development of human capacities (Morphet, 
1983), at a· preparatory stage, corporate training must attempt to resolve 
this same contradiction within the world of·wotk. It is thus important to 
view corporate training in educational terms as it is this, frame that 
distinguishes it from other institutional arrangements th.at provide 
incentives for individual ideological incorporation. 

The first aim of the research study is to grasp as fully as is possible how 
corporate training has developed to its current form and what effect this 
form has on its function so that the nature and meaning of the training 
activity becomes clear. In order to achieve this aim, training must be 

situated within the general personnel, or as it is now called, ·the human 
resource function. Personnel is generally recognised as a managerial 
specialism th.at is in the ascendancy, but its battle to shake off historical 
perceptions of welfare paternalism from which it derives its existence, 
needs to be brought into focus. It is these welfare roots that provide the 
function with a potential for ambiguity that is now mostly utilised by 
training as a sub-component of the personnel function. Corporate training 
must also be situated with.in the wider societal activity of skill formation 
so th.at its political import, particularly in the South African context of 
'apartheid' capitalism, can be recognised. These two route$ merge in 
public and private statements about training's stated task and its capacity 
to meet the delivery demands of various actor groupings,.. in the 
corporation. Structural ce>nstraints and possibilities posed by trainjng'11 
location and formal executive authority -within the corporation must be 
considered, as they direct the form that training takes and therefore, by 

implication, its function and meaning. 

Assuming that the first aim can be reasonably achieved, it becomes 
possible to introduce the trainers as educational agents who draw on the 
discursive traditions provided by a variety of education discourses to 
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legitimate their practice and to provide direction, to their endeavours. It is . 
here that the second aim conflates into the third. The discursive 
traditions embodied in the third aim provide . the interpretative 
frameworks that are utilised ·to reach a conclusion that is not specific to 
corporate trainers as 'teachers', although it emerges from examination of 
their contextualised practice. The dilemma in which corporate trainers 
find themselves in respect of the relationship between the educator and 
the production of · knowledge, is shared by the wider field of adult 
education that is similarly characterised by professional insecurity and 
institutional marginality (Brookfield, 1988:319). It is for this reason that 
the second and third aims have been seperately stated. It is hoped that an 
exploration of the complexity and contradictory nature of educational 
practice in a focussed social setting will not only test current 
understandings of teaching and learning but also, contribute to the 
debate in critically useful ways. 

The fourth aim is an acknowledgement of the study's indebtedness to both 
the sociology of work and the sociology of occupations for providing 
analytical frameworks which make it possible to pose alternative 
arguments for the interpretation of the 'meaning of work' that go beyond 
the managerial-psychologistic interpretations (Watson, 1980:84), so 
popular in the field of human resource management. The aim therefore 
reflects an acknowledgement of the importance of sociological 
interpretations that have the capacity to intervene between individualistic 
and holistic explanations of perceived social realities and provide a third 
explanation that shows how social dispositions and action arise at the 
interplay between two sets of common sense explanations. In order to 
repay such indebtedness the study wishes to contribute to an increased 
understanding of the 'incorporation' process by working at the interface 
between private 'personal troubles of milieu' and the organisation of many 
such milieux into 'public issues' that are socially and historically located 
(Mills, 1970,:14-15). 
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4~ THE THEORETICAL FRAMEWORK 

In the preceding sections the origins and abns of the study have been 
described. It has already been indicated that the study will draw on 
alternative interpretative frameworks for analytical and explanatory 
reference. Such a statement, however, masks the problem of finding a 
vocabulary that gives voice to the araument within and· through a 
multitude of 'other' voices. The cultural relativism of the last decades of 
post-modernist discourse attacks the totality of grand narratives, 

challenges the systematic privileging of particular versions of Western 
civilisation and attempts to establish different grounds for the production . 
and organisation of knowledge. A relativistic awareneress therefore 
precludes easy appropriation of a single frame of reference and 
necessitates a conceptual and linguistic self-consciousness that is succintly 
captured by Wexler when he says that 'a truly post-modern story is 
simultaneously an exposition and a deconstruction of itself (1992:6). 

Bowers (1987:46) uses the term 'conceptual map' to describe the 
interpretative framework that. actors use to bring order and meaning to 

the external world. He refers to the influence of vocabulary and 
conceptual categories (termed 'discourse') on what il8Ues are perceived as 
problematic, what questions are appropiate to ask, and what solutions are 
considered acceptable. This point is reinforced by Giroux, from a cultural 
studies perspective, when he argues that, by making language constitutive 
of the conditions for producing meanings, new forms of knowledge become 
possible. 

Knowledge and power are reconceptualiaecl in this context by 
reaaaerting not merely the indeterminacy of language but alao the 
historical and aocial conatruction of knowledp itNlf. In this cue, 
the cultural atudias strategy or interrogation point.a to an 
evaluation or the diacipli11811S within which ·intellectual Jmowledp ia 
configured. Holding- these diaciplin• to be constructed under 
historically specific circumatanoes leads to a diacovery that aa 
these conditions have been aurpuaed the legitimacy ot dominant 
Corms of knowledge are in doubt. ThereCore eft"orta to preeene the 
diatinctiona between natural, social and human sciences and 
between the 'arts' can be viewed aa exemplam of the politics and 
historicity of the academic diaciplinas. (1992:201) 
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Waugh is more cons~ative in her exposition of tlltt poit"'modem 'mood'. 

To argue at a theoretical level that all. uaertio1,11 are the tictiona or 
incommensurable language pmea ia to deny the tact that m011t 
people do, indeed, continue to inveet in 'truth ef!'ecta'. Ir we 
continue to inveet in 'grand narrativee', euch narrativee can be 
eaid to exiet. Grand narrativee can be eeen to be ways of 
formulating fundamental human needa and their 'grandneu' ia a 
meuure of the urgency and. intenaity of the need. They are 
unlikely, therefore, to die, though they may need to be proCoundly 
transformed . (1992:9) 

It is Rorty who puts the 'language game' into a philosophical and practical 
perspective by distinguishing between an ironic and common sense 
approach to the 'fmal vocabulary' that· we use to justify our actions, beliefs 

and lives. 

I shall define an 'ironiat' u someone who fulfille three conditions: 
(1) She baa radical and continuing doubts about the final 
vocabulary ehe currently usee, because ahe bu been impreeeecl by 
other vocabulariee, vocabulari• taken u final by people or boob 
she baa encountered; (2) she :realizes that argument phrased in her 
present vocabulary can neither underwrite nor diaaolve tb.eee 
doubts; (3) inaofar u she philosophizee about her situation, she 
does not think that her vocabulary ie cloeer to reality than others, 
that it is in touch with a power not henelf. Ironiats who are 
inclined to philosophize see the choioe between vocabularies 'u 
made neither within a neutral and universal metavocabulary nor 
by an attempt to fight one's way put appearances to the real, but 
simply by playing the new otr against the old ..• 

The opposite of irony ia common Hnee. For that is the watchword 
of .those who unaelfconseioualy deecribe everything important in 
terms of the final vocabulary to which they and thoee around them 
are habituated. To be commonaeneical ia to take for granted that 
statements formulated in that final vocabulary suffioe to describe 
and judge the beliefa, actiona and livee of thoee who employ 
alternative final vocabularies. (1989:73-74) 

The problem of outlining a theoretical framework that forms the basis of 
the study proper, lies in the need to draw on the final vocabularies -of 
already . constituted discursive traditions whilst at the same time 
signalling that the vocabulary used is constructed by partially adopting 
and partially modifying the vocabulary of the writers one has read ~d the 
conversations one has had. The 'making' of a provisional 'final 
vocabulary' is by its very nature an untidy process. Ready-made 
conceptual frameworks· do not present themselves· at opportune moments 
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to solv• the 'puzzles' encountered in the data. • It ia the data itself and the 
researcher's 'gut' instinct at work while gathering and sc:rutinisi"I the 
data, that pose the analytical questions, often without a vocabulary 
available that can explain why ~ comments or issues stand out 
amongst others. What merges in the final version of the written account 
is a redescription of many other redescriptions. The 'voice' of ~e 
argument has a ring of rationality that obacures the often confusing 
conceptual leaps and back-tracks of the 'logic-in-use' that precedes the 
'reconstructed logic' (Kaplan discussed in Cuft" et al,1984:191), presented 
for public scrutiny in the final version. In this process slippage between 
discourses becomes inevitable and yet an uncritical eclecticism results in a 
'mish mash' that precludes internal coherence in the argument. as a whole. 
Oppositional discourses lose their interpretative power if they are simply 
drawn upon when it suits the moment and the argument therefore has to 
give a self-conscious account of its rationale that acknowledges shifts in 
the grounds of analysis and interpretation. 

In this instance, the writer feels most able to articulate an argument in 
her 'home language', namely in the field of adult education, but the field is 
characterised by the need to synthesise a theoretical rationale for 
pedagogical practice that incorporates a wide range of often oppositional 
sets of practices, and therefore does not hold sufficient explanatory power 
to deal with the contingencies of context-specific investigation. It is for 
this reason that the corporation as an institutionalised site of practice and 

the trainer role as a particular construction of 'adult educator' require 
frames of reference that draw on disciplines that deal specifically with 
industrial and commercial 'work'. Here there are two choices. The field of 
human resource management gives an account of itself that positions it 
squarely within orthodox management discourse. This discourse tends to 
represent management as a set of functionally necessary tasks, roles and 
processes tha.t are 'naturally' present in all forms of joint activity in order 
to co-ordinate the efficient and effective achievement of objectives whose 
origins and legitimacy are taken for granted (Knights and Willmot, 
1986:1). Whilst such a framework is useful for understanding ~ow the 
field views its own agency, what it poses as management problems and 
what resources it utilises to solve those problems, it does not explicitly 
acknowledge the 'felt' conflict that iniiially prompted the study. It also 
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provides no way of understanding why per&Q~el and training is 
considered to be 'part or management' and yet continually ~mplain that 
they do not have 'management commitment'. This lack of explanatory 
power brings the second choice into focus. 

The 'labour process' debate concentrates on the means applied by 
management to control labour. It is grounded in a Marxian conception of 
a fundamental conflict or interest between capital and labour, but takes 
Braverman's distinction between labour and labour power (1974:54), as its 
starting point, and investigates the influence of the social context within 
which labour is performed on management's ability to extract surplus 
value. Clearly then a framework that presupposes 'conflict' and 
investigates the processes of management in their historical-political 
context has more appeal in terms of its explanatory power than the r:arst 
one, but is is when labour process theory acknowledges the interactionist 
perspective on the study of occupations, attributed to Everett Hughes and 
the Chicago School and influenced by Durkheim's concern with 
occupations as the basis of 'moral order', that this framework yields an 
analytical perspective that ceases to see management as 'omniscient, 
omnipotent and monolithic' (Thompson and McHugh, _1990:156). Labour 
process theory now recognises that there are conflicts within management 
constituted by contending interest groups and that management control 
strategies are best understood as outcomes or the ideologies developed by 
occupational groupings who compete with other 'professions' to determine 
and occupy key positions within the global function of capital (Armstrong, 
1986). Such a framework allows us to see personnel management as an 
occupational grouping that is involved in its own struggle for managerial 
status and power and that draws on its own origins and history to claim 
monopoly of its practices. 

Training as a sub-specialism within the broader 'human resource' 
function, operates at the interface between its historical -development as 
part of the personnel function and its claim to specialist educational 
knowledge and expertise required for its 'teaching' task. It is here that 
the discursive traditions of the field of adult education come into play, as 
it is under the social relations or the teacher-learner interaction in the 
training room that training occupies its own 'space'. The capacity to 
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succeed or fail in its allotted task rests upon the terms and conditions that 
define and frame the educational event. 

Overlaps between the sociological and educational frames are clearly 
inevitable and indeed vital, but they inform the enquiry from different 
vantage points and allow for a distinction between the macro-and micro­

dimensions of the process of 'managing meanings'. The way in which the 
evidence is viewed and the emphasis it is given will differ in the two 

\ 

frames. Both frames provide socio-historical perspectives, but in the 
sociological framework it is the development of the personnel specialism 

within a general version of shift in managerial control strategies that 
receives attention, while the notion of trainer 'role shift' as a response to 
different organisational problems becomes the key conceptual device for a 
dynamic exploration of the trainer role. Different theories of adult 
learning and therefQre of teaching, make new sets of vocabulary available 
for discursive justification and the shift in conceptualisations of the 
trainer role can be viewed as consistent with the tr&jectory of theoretical 
discourse within the general field of adult education. In a sense it is these 
new sets of vocabulary that continually provide corporate trainers with 
'new' grounds for their claim to professional expertise that can only be 
appropriated through special training and qualifications. 

Running through both these frames are the voices of the trainers 
themselves and the argument is 'made' from the vantage point provided 
by the overlap between historically-located structural conditions and actor 
representations of their 'realities'. 

5. THE METHOD AND ORGANISATION OF THE STUDY . 

5.1 Method 

Two key problems must be addressed in a consideration of methodological 
issues. The first problem was stated at the beginning of this chapter. The 
study's biographical origins give it certain advantages in the sense that 
validation of the findings are immediate and personal. At the same time it 
has to be recognised that another researcher may make different 
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. interpretations of the same dati and therefore CC)me to different 
conclusions. This is a risk inherent :in all qualitative social research and 
one that can only be overcome by building a process of 'checks &0:d' 
balances' into the research procedure. The aecond problem is to proceed· 
methodologically in such a manner that the data provided by interviews 
and questionnaires, become part of )the problem rather than part of the 

I • 

solution. It has already been ment~oned that it wu the data itself that 
posed interesting 'puzzles', so that ~although a working hypothesis ~ 
outlined in section two, the data gathering process was by no means as 
directed and purposeful as the questions outlined· in appendices A and B 
might suggest. It would have been difficult, .at the start of the process, to 
provide a rationale for why those particular questions were posed. In 
retrospect it is possible to argue the merits of each question, but during 

i 

the interviews the researcher was ~ided by the flow of th. e conversation, 
so that certain questions no longer •med significant and others emerged. 
As a result new 'puzzles' constructed /themselves and others disappeared. 

! 

Four measures were taken to overcome both these problems. The first 
was to declare the biographical locatedness ·and to state as .fully as 
possible the presuppositions, frameworks and procedures through which 
the data will be considered. , The assumption here is that if both the 

I • 

researcher and the reader are awaife of the situation, they can use this 
I 

knowledge independently and col19rively, to exert critical pressure on 
each step of the analytical process. ! 

The second measure was to contextualise the 'case' of corporate training 
historically, through a focus on the struggles of the occupational grouping . 
for self-legitimation of their practice, in order to convince their employers 
and, in certain instances, the laqour movement they they make an 
important contribution. In this ; way both the researcher and the 

I 

interviewees cease to be individual i voices, but ~ecome representative of 
the nuances and 'differences' that are often masked by a common 
discourse. ' 

The third measure was to coll~ the data that provided actor 
interpretations of corporate training; in two stages so that the conelusions 
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reached after the first set of in~taiiona could be tested and re­
evaluated. It also provided the opportunity for new qµestions.to be posed. 

The fourth measure was to employ two alternative interpretative 
frameworks, namely sociology and education~ Both orthodox and radical 
theories of managerial· control ~ identified and utilised to provide 
alternative interpretativ~ framewortks of the macro-structural conditions, 
while different perspectives on adWt education inform the micro-social 

processes in the training room. 

Justification for these measures c~ be found in current literature on 
qualitative social research, wherei arguments about structuralist and 
interpretative accounts of social a~ion, or positivist and interactionist 
research methodologies have raged for some time. The epistemological ' 
foundations of scientific inquiry, deriving from natural science 
methodology where 'testing' leads . to deductive cauial explanations in 
absolute terms, have been extended/by.Popper's argument for falsification 
or refutation as the test of any scientific hypothesis, Kuhn's focus on the 
scientist as a member of a particul~ 'scientific community' and Polyani's 
notion of 'tacit knowledge', amongst others. The 'demise' of positivism 
and the· emergence of relativism (Pbilips, 1987), should perhaps rather be. 
viewed as a growing awareness ofjthe historicity of science, but it also 
gave rise to new arguments for ~turalistic modes of inquiry, usually 
associated with symbolic interactionism, phenomenology and 
enthonomethodology in sociology and with ethnography in anthropology. 

What has emerged is a more gen8f alised claim to 'scientific' work ~t 
stresses an ongoing and ex:pli~t relationship between empirical 
observation and the generation of cqnceptual categories and hypotheses so 
that grounded theory emerges during the research process itself (Cuff et al. 
1984; Strauss, 1987), as well as a 1139pect for both the research 'subjects' 
and the · researcher as active ~d lmowledgable 'variables' in the 
hermeneutic process of 'making m~ng' (Denzin, 1971; Giddens, 1984; 
Ely, 1991). New methodologies ~ave become available that allow for 
contextualised empirical observation of day-to-day patterns of 
institutionalised practice. 'Participant observation' is prone to problems 
of typicality or representativeness~ replicability, influences from other 

I 
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sources that have not been investigated and . the reliability of the 
observer's analysis, but it also promotee ftmbility and immediacy. 
Surveys and· questionnaires, on the other hand enable the collection of a ,. -
wide range of information in a relatively abort period that allows patterna 
to emerge,·but they provide no measure of the quality and.intensity of the· 
response and responses may be simplified or misconstrued in order to . 
detect regularities (Wilson: Open University, 1979). Depth interviews 
(Jones, 1985), follow a loosely structured pattern that_ provides 
opportunity for detailed exploration, but its aupposed 'non-directive' 
format requires the establishment of 'rapport' between interviewef and 
interviewee in order to minimise selective interpretation by both parties. 

The notion of 'triangulation' (Cuff et al, 1984; Fieldinr et al, 1986) 
reminiscent of Weber's attempts to achieve both generalisations about 
societal 'laws' and interpretative understandings of cultural action, has , 
been adopted to overcome the analytical dilemma of playing off on~ 
vantage point or set of methodologies against another. Such a. multiple 
strategy-approach may include triangulation of a number of elements: 
data, in time and space and by using a mimber of data sources; 
investigator, where more than one person examines the same situation; 
theory, where competing theories are used for alternative interpretations; 
and methodology, either as 'within-method' or 'between-method' variants 
(Fielding et al, 1986:25). 

The term 'triangulation' derives from surveying. Knowing a single 
landmark only loeatee one somewhere along the line in a direction 
from the landmark, whereaa with two lancbnarb one can take 
bearings on both and· locate oneeelf at their int.eneetion. (:23) 

Triangulation per se does not necessarily overcome the danger of 
researcher bias, or increase the reliability or validity of the information• 
gathering and interpretative prOC88S88. The argument here is that by 
choosing at least one method that is suitable for exploring the structural 
aspects of the problem and at least one method that can capture the 
essential elements of its meaning for those involved, a procesa that 
'describe[s) the detail of the foreground against the design of the 
'background' (:35) and transcends the dualism between. positivist or 
interpretative stances, can be achieved. In the final instance, .the accuracy 

17 



of any method comes from its systimuitic application and ,any theory that 
is derived from haphazard procedure, stands little chance of withstanding · 
public scrutiny. 

Triangulation puta the nmearcher in a frame of mind to regard bis 
or her own J11&terial critically, to test it, to identify ita weakneaeee, 
to identify where to teet further doing aonthing different. 'lhe 
role of triangulation is to inereue the reM&rcber'a confidence ao 
that tindinp may be better imparted to the audience and to leeeen 
recourae to the aaaertion of privilepd insight. (:24-25) 

It is the hope of this research study that the triangulation measures 
outlined earlier will succeed in validating the research process and its 
modes of inquiry, but at the same time make the argument accessible from 
different vantage points. The purpose of the study is, in the final instance, 

to provide corporate trainers, and above all the .researcher herself, with 
frameworks of understanding that transcend the 'personal problem'. If 

these frameworks are not recognisable to the 'subj~s' of research or do 
not relate to the 'actualtty' of the experience of those involved, the study 
will have failed in its purpose. 

5.2 Thedata 

The data can be grouped in three categories: 

5.2.1 Primary and secondary documents that reveal the historical 
trajectory. They include reports on meetings held by the Institute 
for Personnel Management in Britain, and newspaper clippings 
that record the public speeches made in South Africa by Mrs Isobel 
White during the 1940s and 1950s, as well as addresses delivered to 
the personnel profession. 

5.2.2 Random examples of public statements made by leading South 
African corporations, that· outline the 'vision and mission' of each 
particular workplace to employees, to share holders and to clients. 

5.2.8 Impressions conveyed by the 22 corporate trainers who were either 
interviewed or responded to questionnaires about workplace 
perceptions of training, about their organisational location and 

. 18 



formal decision-making authorities, about Uieir ~ain job 
accountabilities, their work histories, their occupational likes and 
dislikes, their work problems and their views of the status and 

mobility opportunities open to them. (See appendices A and B.) 

The data-gathering proceu was as accidental u it was planned. Many of 
the initial interviews were conducted in the Eastern Cape, to avoid the 
continuation of 'old' conversations, but a few training acquaintances and 
ex-colleagues also volunteered to be interviewed and suggested other 
trainers who could be contacted. This proved extremely helpful as 
response to a questionnaire received in the mail is notoriously poor. The 
interview sample as a whole included corporate trainers from Cape Town, 
Uitenhage, Port Elizabeth, Durban, Johannesburg and Pretoria. The 
gender groupings were equally represented and the training ,experience 

I 

ranged from 9 months to US years. All race groups were included although 
80% of the trainers were 'white', a distribution that accurately reflects the 
current conditions. 50% of the interviewees work in head office training 
departments and 50% work in regional or divisional training departments. 

It should further be mentioned that the researcher's position at a 
university department of adult education allowed her, over a period of two 
years, to test and explore many of the patterns or clusters identified in the 
original interview and _ questionnaire responses, with students on the 
courses that she teaches and with participants in shorter workshops 
conducted for a range of companies. Observations made on these 
occasions, while not presented as part of the data proper, frequently 
informed and even transformed the analysis and interpretations offered in 
the study. 

5.3 The sequence of the study 

The study will proceed in five phases. It begins with a review of the 
literature that provides the intellectual resources for the study. The 
review will outline the 'ways of thinking' that can be traced in the 
literature that takes the study of industrial and commercial work as its 
central focus and concentrates on the work of management from different 
perspectives. A second point of departure will be to review the literature 
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of adult education and to show how the field has _developed to its· current 
theoretical position. 

The second phase will locate corporate training in a historical context. It 
will trace the institutionalisation of the formal personnel function, of 
which training is a sub-set, in the modern corporation. The literature 
draws a distinction between the origins of British and American Personnel 
management, the two countries where personnel practice developed in its 
primary form. In the United States personnel departments were 
apparently created to implement the prescriptions for increasing 
productivity and morale that emanated from the applied social sciences, 
while in Britain the origin of personnel is traced to factory welfare work. 
The British path will be followed as personnel practice entered South 
Africa through the colonial connection. 

The purpose of this phase is to · separate the development of personnel 
from the development of management generally and to show how 
personnel developed a particular capacity for role ambiguity that was 
consistent with its corporate function, although it will be shown that 
current 'strategic human resource management' practices have conflated 
many of the tensions traditionally held in the role. 

In the third phase the focus of investigation will shift from the general 
personnel function to training and development as · a particular corporate. 
sub-specialism. The function of training will be located within the macro­
political context of skill formation and will be investigated through an 
exploration of actor perceptions of training that will be analysed in 
relation to its portrayal in public corporate mission statements. 
Conclusions about training's function, as related to its form and resultant 
capacity, will be reached. 

In the fourth phase the practice of training as it occurs in the training 
room will be ·examined. The role identity of trainers as educational agents 
will be explored in three ways: as it is prescribed by the current "ideology of 
the 'learning organisation'; as it is understood and articulated by the 
trainers themselves; and, as it derives from the theoretical resources 
available in the general field of adult education. This micro-analysis will 
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be linked to the preceding macro-analym .in order to show bow contextual 
explanations and actor interpretations find their inter-connection. 

The study will be drawn to conclusion by re-visiting the original aims and 
· by evaluating the significance and value ofthe interpretations offered in 
the light of current policy developments in South Africa. 
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A REVIEW OF THE LITERATURE 

1. INTRODUCTION 

This chapter seeks to locate the study in terms of the literature of the 
relevant fields of inquiry. The first area that will be briefly discussed 
derives from the sociology of knowledge, particularly as it intersects with 
the world of work. As the question of the 'meaning of work' is the central 
question that constructs the study as a whole, this framework is crucial to 
an understanding of the relationship . between individual consciousness, 
agency and institutional forms of work. 

The literature on the management of work will be discussed Crom two 
vantage points. The first frame will be provided by the labour process 
debate that is located within a wider sociology of work. The second frame 
will emerge from an exploration of the analytical and prescriptive 
orthodoxy that informs general management practice. Any depiction of 
management is clearly relative to the perspective that organises its 
representation and, while these two perspectives could be typified as being 
representative of the 'left' and the 'right' of the theoretical spectrum or, to 
use sociologically correct terms, as representing 'conflict' and 'consensus' 
models of society, the purpose of providing both perspectives is that each 
model's explanatory power finds its analytical counter position in the 
other. The data that will be presented in succeeding chapters requires a 
commentary from within the orthodoxy and a triangular analytical 
vantage point from without. 

In the final section the literature of the field of adult education will be 

discussed to show how the field articulates both conflict and consensus 
perspectives in educational terms and provides a range of theoretical 
resources for trainers as 'adult educators'. 
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2. LITERATURE ON THE SOCIOLOGY OF KNOWLEDGE 

A permanent theme in social theory concerns the relationship between 
society and the individual. The dialectical ~lationship between societal 
procesaes that shape the individual, and individual actions that create, 
reproduce and transform society, has absorbed the attention of all the 
foundational .theorists in the field, with each forging a new 'language' to 

reflect their particular orientation. Marx's emphasis on historical 
materialism, Weber's concern with understanding macro-structures and 
processes at the level of social action and meaning, and. Durkheim's 
approach of 'considering all social facts as things', remain the base of 

current contributions in the social science disciplines. 

The sociology of knowledge perspective developed in the early 1960s is 
what Karabel et a/, call 'a rather esoteric sub-discipline' (1977:51) of 
general sociology. It derived its initial status from ethnomethodological 
and phenomenological approaches that were in themselves considered to 
be marginal, and took as its territory the analysis of the social 
construction of reality and therefore 'with everything that passes for 
"knowledge" in society' (Berger & Luckman, 1967:26). 

As a critique of structural functionalism that tried to 'pt behind the 
backs' of the social actors whose conduct it seeked to understand (Giddens, 
1979:2), the sociology of knowledge approach studies social actors as 
'selves' who work in relation with others to create common meaninp. 
Schutz's phenomenological emphasis on the 'common sense' that all 
socialised beings possess is generally acknowledged as an important 
influence on Garfinkel's ethnomethodological approach, focussing on the 
methods or orderly activities through which aoeietal members produce and 

organise shared meanings (Cuff' et al, 1984:158, 159). The attention that 
is paid to micro-level interactions and the study of local sub-cultures 
rather than to larger social structures, has, however, constituted a major 
critique of this form of social action theory. 

This research study has been strongly influenced by Berger's earlier work 
on the effect of sociology of occupations on the relationship between work 
and identity formation that led to his later work on the sociological 
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analysis of consciousness in terms of the inatitutic;,nal order of modern 
society. For the sake of clarity the concepts derived from these works that 
have informed this study will be briefly discuaaed. 

Berger (1964) poses the question of the 'meanina' of work as a particularly 
modern problem which is related to specific structural and ideological 
developments in modern Western history - namely the extreme 
intensification of the division of labour occasioned by the on..going 
Industrial Revolution and the secularisation of the concept of vocatio~ 
Work is seen not only as a means of livelihood. but also as a source of self­
identification that provides the individual with a profile that is stable and 
consistent, and so recognised by others and self. 

Constant changes in the social organisation of work - brought about by the 
assembly-line principle being applied not only to the manufacturing 
process but also to numerous white-collar occupations - has brought the 
question of 'meaning' into sharp . focus, much more so than in situations 
where the worker related to the work process until the final product 
emerged. Drawing on the work of Max Weber he argues that, especially 
through the agency of Protestantism, the medieval concept of religious 
vocation was transformed into the modern concept of secular work as a 
vocation, requiring the individual's highest religious and ethical 
commitments. Seen togethei:, the structural and ideolotJical developments 
present a paradoxical situation. The structural aspect makes it unUkely 
that the individual will be able to find realisation in her work and forces 
her to look for 'self-realisation' elsewhere, resulting in identity 
confirmation in the so-called 'private' sphere outside of work. 

In a later work, Berger (1974) returna to this theme and attends to the 
'consciousness' of modernity or modernisation brought about by 
technologically produced -economic growth and its institutional 
concomitants. He presents a fascinating argument for the development of 
a modern consciousness, by drawing a distinction between the 
organisation of knowledge and the cognitive style of a particular 
consciousness (:20). He argues that the modern phenomena of 
technological production and bure~ucracy are carriers, or social bases, for 
specific structures of consciousness. Institutions of technological 

24 



produc_tion and bureaucracy, together and separately, are seen as primary 
carriers of modernisation, while institutions of mass education and mass 

1 

communication ate seen as secondary carriers. Any diffusion of structures 
of consciousness can be carried over from their original institutional · 
·carriers to other contexts (:22). What is carried over are not specific items 
of knowledge but the general cognitive style that pertains to that type of 
knowledge. Structures of 'work' consciousness are therefore carried over 
to the public and private spheres and vice versa. Categories deriving from 
the world of work and from large organisations may be oppositional or 
complementary. The essence of the argument is that the 'world of work' 
occupies a dominant position in the social life of any society, so that forms 
of knowledge organisation and cognitive styles are transferred to the 
symbolic universe as a whole. Identity or 'the manner in which 
individuals define themselves' (:73) in a particular social context, is 
therefore constituted by dichotomous 'clusters of consciousness' (:42) from 
disparate spheres of life. 

Everyday life in juat about every one of ita secton is ongoingly 
bombarded, not only with material objects and proceaa• derived 
from technological production but with cluaten of conaciouanesa 
originating with the latter. Thua many or the above-named themes 
serve aa contributions to an overarching symbolic univerae peculiar 
to modernity. It is •pecially important to underatand this, si;nce 
the· ~ority of the population is never directly in technological 
production. For better or for wone, it ia not neceeeary to be 
engaged in technological work in order to think technologically. 
(1974:42) 

Early sociology of knowledge perspectives, however, ignored the problems 
of structure, history and power and viewed knowledge or social action as 
unconstrained by these forces. The determined, organised, structured 
character of the societal pattern was not taken into account and the 
emphasis fell on the organic process through which individuals are 
socially constituted. The work of neo-Marxist conflict theorists such as 
Althusser (1971) and Bowles and Gintis (1976) introduced an historical­
structural critique of action theory and argued that social processes and 
_organisation are the result of structural organisation. The historical 
material reality of class structure determines the conditions under which 
social actors. construct social meanings to reproduce a social division of 
labour. The edu~tion system is a crucial mechanism for the reproduction 
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of social consciousness and is itself a reflection of_ capitalist class 
hegemony. 

Both these approaches to theories of social action had a marked influence 
on the sociology of education of the 1950s, which, as a branch of sociology 
that attempted to make the study of education a scientific endeavour, 
drew mainly on consensual elements of the prevailing orthodoxy of 
structural functionalism. The rise of the welfare state as a principle of 
citizenship that would counteract class stratification and the economic 
theory of human capital that brought millions of students into higher 
education renewed interest in education as an area of long-term 
investment for the future that would offer opportunities for mobility to 
individuals (Karabel et al., 1977:2-3, 10-12, 85). The technological 
functionalism of this era was countered by the conflict theorists who 
stressed the role of education in maintaining a system of structured social 
inequality and led to a 'new' approach to the sociology of education. 

This interpretative approach, that also draws on the sociology of 
knowledge perspectives provided by Berger and Luckmann, focuses on the 
'black box' (Karabel et al., 1977:32) of schooling. Young calls attention to 
'certain fundamental features of the educators' worlds which are taken for 
granted, such as what counts as educational knowledge, and how it is 
made available' (1971:2). The organisation of knowledge in the school 
cuniculum, as the carrier of structural authority that reflects and 
perpetuates dominant cultural values, is also a major theme in the work of 
Pierre Bourdieu (1971, 1973) and Basil Bernstein (1971). Apple (1979), 
drawing on the work of Raymond Williams and Antonio Gramsci, views 

schools as 'agents of cultural and ideological hegemony' (1979:6) with a 
selective tradition of passing of the dominant culture as the tradition. A 
more recent development in the field is the exploration of 'resistance' by 
teachers and students against. the socially reproductive structure of 
education. Possibilities for reclaiming new forms of knowledge to 
challenge the conditions through which historical structures of domination 
and subjugation are maintained are . examined in, amongst others, the 
work of Giroux and Aronowitz (1991) and Giroux (1992). Wexler 
addresses questions of identity formation in post-structuralist terms and 
argues that what students are doing in high school can be described as 
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'becoming somebody' and that 'kids came to school with histories of value 
and with different repertoires, of social and culutural resources that they 
could use to create the value of the subject, self or identity' (1992:7). 

Returning to the ideas of Schutz, as well as Berger and Luckman, Bowers 
develops an approach to education that fosters communicative 
competence. He calls attention to what he calls the 'educational 
implications of the relativising of traditional forms of cultural authority 
that appears as an essential characteristic of modernization, with its 
emphasis on individualism, equality and, critical inquiry' and 
distinguishes between 'the "moves" in the language game of socialisation 
that empower the individual and the "moves" that limit thought to thf 
world of taken for granted belief' (1986:vii-ix). 

Giddens' theory of structuration (1979, 1984, 1990) moves the 
investigation away from formal education systems and places the post­
modern debate about a plurality of heterogeneous claims to knowledge in 
a wider global time-space context. . He investigates the 'discoptinuities' of 

. ' 
modernity and the institutional processes of modernisation (1990:1-53) 
and argues against the traditionally established dualisms in social theory, 
namely the dualism of individual and society or subject and object, and the 
dualism between conscious or unconscious modes of cognitio~ In an 
earlier work he introduces the notion of the duality of structure: 

By the duality or structure, I mean the euential recursiveness or 
social life, as constituted in social praticea. Structure entera 
simultaneously into the constitution of the agent and social 
practices, and "exist.a" in the generating moment.a or its 
constitution. (1979:5). 

The sociology of knowledge perspective can therefore be seen to continue 
to be of significance, although not under the conditions that were 
originally posed or suggested. 
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3. LITERATURE OF THE MANAGEMENT OF WORK 

3.1 The Jabour process debate 

As mentioned in the previous chapter, labour process theory, drawing 
generally on Marx's interpretation of the labour process, has received 
renewed attention in the last twenty years since the publication of Harry 
Braverman's (197 4) Labor and Monopoly Capital. It been concerned 
mainly with the progressive erosion of workers' skills through various 
mechanisms of management co-ordination and control based on Fordist 
systems of mass production that find their ideological justification in F .W. 
Taylor's 'scientific management' (Hill, 1981; Knights and Willmott, 1986; 
Thompson, 1989). The main characteristic of these types of analyses has 
been an emphasis on the institutionalisation of the separation of mental 
and manual labour that gave rise to the introduction of management as a 
distinctive and pervasive capitalist process. Subsequent interpretations of 
the relations between capitalism, work design and control have examined 
different features of this process. The humanistic ideology of 'human 
relations' and its variations that have displaced or moderated direct 
methods of supervision as a respopse to labour market conditions, has 
received consistent attention. Other contributions suggest that different 
forms of management control have evolved over time as each preceding 
form is neutralised by the characteristic form of resistance that it 
generates within the workforce (Armstrong, 1986; Rose, 1988; Thompson 
and McHugh, 1990). 

A major break in the trajectory of 'Bravermania' (Thompson, 1989:2) was 
spearheaded by Burawoy's (1979, 1985) exploration of the notion of active 
'consent' rather than 'passive' compliance generated at the point of . 
production through the game of 'making out'. 

During my ten-month stint aa a miacellaneoua machine operator, 
from June 1974 to April 1976, Harry Braverman published his 
path-breaking Labor and Mom,poly Capital. At the time it failed 
to speak to my experiences on the shopffoor, to pt at what work 
meant to me and my fellow operators. We were constructing a 
shopffoor life of ·our own that took for granted what Braverman 
bemoaned: the separation of conception and execution. Our jobs 
may have had little skill in Braverman's sense, but they involved 
ingenuity enough. They absorbed our attention and sometimes 
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even left U:B with too much autonomy. Uncertainty could be as, 
nerve-racking q it wu seductive. Objectiftcation of work, if that 
WU what we were experiencing, is very much a 11ubjecmve proceM • 
it cannot be reduced to some inexorable lawa of capitalism. We 
participated, in and 11trat.egized our own subordination. We were 
active accomplices in our own exploitation. That, and not the 
destruction of subjectivity, waa what wu so remarkable. (1985:10) 

Buraw'oy expanded the conception of production beyond its purely formal 
moment to include the ideological and political processes of production and 
thus ruptured views of an inexorable unfolding of capitalist rationality 
acting on a passive workforce (Joyce, 1987:6). His work moved the debate 
to an exploration of the consciousness and agency of both capital and 
labour based on an understanding that, in practice, interests are not given 
but are defined, organised and interpreted through interaction and 
struggle (Knights. and Willmott, 1986:5). General and unilinear analyses 
have been replaced by case-by-case contingency analysis (Thompson, 
1989:3), that takes account of different dimensions of control present in 
particular firms, the importance of specific sectoral economic contexts and 
their mediating effects on factors such as gender and labour markets. 
Management itself is seen as a potential terrain of compromise and 
consensus or conflict and coiltestation. Armstrongs (1986) analysis of the 
'cases' of accountancy and personnel management derives from the 
argument that Taylorism should be considered as one possible 

management control strategy that arose as 'the expression of the "ideology 
of engineering" at the moment when American mechanical engineers as a 
group, experienced an abrupt transition from independence to 
subordination within developing industrial hierarchies' (:23). This version 
counters the conceptualisation of Taylorism as a natural solution to the 
problem of work intensification under the increased stress of competition 
in a time of economic depression, that is usually offered by functionalist 
explanations. The role of inter-professional competition between 
managerial specialisms within the global function of management 
provides an alternative account for the generation of new control 
strategies that counteracts the notion of managerial rationality either in 
terms of its own logic or as a reaction to strategies of worker resistance. 

Thompson notes that the current thesis of 'flexible specialisation' as the 
characterising feature of post-Fordist manufacturing systems, marks a 
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return to the development ,of general versions of capitalist work 
organisation that 'challenges the ideas of de-skilling and bureaucratic 
control, even to the point of asserting the return of the craft worker' 
(1989:3), a point also taken up by Rose (i988). This alternative paradigm 

has been widely adopted by radical and liberal intellectuals and by 
management and the labour movement as posing the posaibility of 
'strategic accommodation' (Mathews, 1989) of the interests of all 
stakeholders in the labour process, despite the risk of core-periphery 
segmentation. 

'nte 'post-Fordiat' hypothesis on which these new positions are 
baaed is the n-.reet thing we have to a paradigm which can link 
widespread chanpe in fonm of production to chanpe in claaa 
relations, state forms and individual identities. It thus pursues the 
far-reaching scope of explanation and connection between 
disparate phenomena that has previously been expected of Marxist 
political economy. (Rustin, 1989:56) 

Such universalism is put into a perspective by Clegg when he argues that 
the 'modernist mix' of Fordism and bureaucracy has exhausted all areas of 
rationalisation and that the concept of 'post-modern' organisation, that 
appropriates the post-modem feature of 'de-differentiation', has been 
adopted to accommodate an understanding of some aspects of post-war 
Japanese work organisation, as well as to draw a distinction between the 
production systems of less and more advanced industrial societies. He 
cautions that ~no necessity attaches to the contours that any possible 
postmodernism might take' and that ideal-types of Fordism or post­
Fordism 'pre-judge the contexts that will shape, and be shaped by, these 
tendencies (1992:160). 

It is Thompson's observation that 'the breadth of Braverman's analysis 
ensures that it raises most of the major themes necessary to the debate: 
the impact of_ science and technology on skills; managerial strategies of 

control; relations between production and society; and the changing ~ass 
and occupational structure' (1989:7) that explains why the labour process 
debate has succeeded in, perhaps its greatest achievement. It has brought 
together industrial sociology and psychology, management and 
organisation theory, and industrial relations on reasonably common 
terrain. An inter-disciplinary framework that is characterised by different 
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emphases on .how work is or should be co-ordinated and different views on 
which aspects of the process should be taken-for-granted and which should 
be problematised, has provided a base for more detailed examination of 
the complexity and multi-dimensionality of the labour process. 

3.2 Orthoclo:r: mana1ement theory 

The writing of Peter Drucker, one of the l~ading and most .influential 
management theorists, is perhaps the best illustration of the views of 
management 'from within'. He is also one of the few contributors who 
provides a historically contextualised, though paradoxical, account of 
management as practice. 

· Management is depicted as a specific form of work that distinguishes 
capitalist societies from their antecedents. The function of profit (of which 
productivity is a concomitant requirement) rather than power is seen as 
the 'distinctive criterion and the organizing principle' (1988:18). 
Planning, organising, leading and controlling remain the four basic 
operations of management work, with the addition of self development and 
employee development (:20-21). The two main entrepreneurial functions 
of any profit-making organisation, namely marketing and innov~tion, 
leads to the fulfilment of the business enterprise's specific mission of 
economic performance for the 'sake of society' (:40), and its purpose, which 
is 'to create a customer' (:56). (Many of the current contributions to the 
orthodox management debate (Peters and Waterman, 1982; Kanter, 1985; 
Peters and Austin, 1986), similarly concentrate on aspects of 
entrepreneurship and innovation.) 

Ivery one of our institutions t.oday mets to contribute outside <Jf 
itself, to supply and satisfy nonmemben. Buaineea exists to aupply 
goods and servicee to cuetomen and economic surplus to society, 
rather than to supply jobe · to workers and manapn, or even 
dividends to shareholders. Jobe and dividends are neceeeary 
means but not ends ... 

To discharge its job, to produce economic goods and eervicee, the 
buaineu enterprise has to have impacts on people, on communitiee 
and on society. It baa to have power and authority over people, for 
example, employees, whose own ends and purpoees are not defined 
by and within the enterprise. It has to have impact on the 
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community aa a neighbour, aa the aource of jobs and tax revenue 
but aleo or waate produeta and pollutanta. And, increuingly, in 
our pluralist aociety of cqanizationa, it baa to add to ita 
fundamental concern for the quantiti• or life (economic gooda and 
services) a concern for the quality of life, for the human and eoeial 
environment of modern man and modern community. (Drucker, 
1988:40-41) 

The totalising impact of the business enterprise on all aspects of societal 
life is clear, not only in terms of consumerism but also in the realm of the 
psyche of the individual and the collectivity or community. Its authority 
and power becomes a taken-for-granted pre-requisite for its, task of , 

contributing towards the 'social good', with the profit motive relati'Vised in 
societal rather than enterprise-specific terms. W,hat is also recognised is 
that the enterprise cannot automatically assume congruence with its 
objectives by its employees and it is here that the presence and effort of 
management becomes optimal. 

'Scientific management' is acknowledged as the basic approach to the 
management of large-scale enterprises, but again Drucker is at pains to 
stress the social rather than the profit objectives of the systematic study of 
work. F. W. Taylor, depicted in the literature as a controversial and even 
crankish figure (Rose, 1988), is described as a benign 'saviour'. 

What led Taylor to his work and provided hia motivation 
throughout wu fll'llt the wire to free the worker from the burden 
of heavy -toil, deetruetive or body and IOl.11. And then it waa the 
hope to make it pouible to give the labourer a decent livelihood 
through increasing the productivity of work. (Drucker, 1988:29) 

Subsequent application of 'human relations principles', is seen as 
prompted by an understanding of the need to 'balance formal structure 
with policies that give "soul" to an organisation' (:32), without altering the 
basic features of production management. 

Organizing work according to ita own logic ia only the tint step. 
The aecond and far more important one ia making work suitable tor 
human beinp - and their logic ia radit:all;y different from the logic 
of work. Making the worker achieving impli• consideration of the 
human being u an organism having peculiar physiological and 
psychological properties, abiliti• and limitations. It impliee 
consideration of the human resource - u persona and not u thinfl, 
and u having- unlike any other resource • personality, citizenship, 
control over whether they work, how much and how well, and thus 

32 



/ 

!"'qui~l\f reeponaibility, motivation, participation, aatiafaction, 
mcent1vee and rewards, leadenhip, atatua and t\tnetion. 

Management, and management alone, can aatiafy theee 
requirement.. For worken, whether machine tenden or uecu.tive 
vice-preaidenta, muat be aatiafied through their achievement in 
work and job - that ia within the enterprise; and management ia 
the activating organ of the enterpriae. (emphasis added) (:39) 

Leavitt et al identify four phases in managerial strategy which they depcit 
as 'overlapping waves of ideas' (1988:269). Scientific management and 
participative management are described as the foundational disciplines 
with information technology, or management science, and pathfinding 
(clear mission statements) and organisation culture depicted as more 
sophisticaed and progressive versions of the former. 

Orthodox management theory itself contains no implicit assumption of a 
'passive' workforce but rather an assumption of an 'irrational' workforce 
that must be guided in their efforts towards productivity through a 
mixture of financial and status incentives and sound managerial practices. 
Failure to make worke~ productive is depicted as the failure of managers 
to effectively organise, motivate and reward their subordinates. 
Management is characterised as a functional, rational and universal 
phenomenon, and 'conflict' between numagement and workers is depicted 
as a natural phenomenon that arises 'the moment a society adopts even 
the most rudimentary division of labour' (Drucker, 19_88:177), for which 
there is no resolution. Worker resistance is posed as resistance to the 
'imposition on the worker's life of the clock that forces him or her to come 
to work at a given hour' (:181). The necessity of work that has to be done 
on schedule and in a pre-arranged sequence, makes it impossible to 
remove this restriction. 

The point that emerges here is that orthodox management theory does not 
negate the notion of 'conflict' but conceptualises conflict as arising out of 
the 'peculiarities' of human nature rather than on any other grounds. 
Any wider notion of conflict is depicted as a conflict that arises· naturally 
in bureaucratic institutions where workers are subject to rules and 
regulations. The examples of 'conflict' quoted in various works often refer 
to strikes in public institutions such as schools and hospitals as indicative 
of conflict between workers and the public interests that are served by 
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such institutions. Conflict should therefore not be seen as, particular to 

profit-making enterprises. Bureaucracy is a 'natural phenomenon' that 
characterises all aspects of modern society and conflict in the workplace is 
a universal feature of bureaucracy. 

There is general acknowledgement that a mechanism for the 
representation of workers in their dealings with management is needed. 
The trade union is portrayed as having limited scope to restrain the power 
of management. It fulfils the important function of guaranteeing 
observance of the employment contract. 

Drucker bemoans the fact that the trade union movement is experiencing 
a crisis, deriving from the 'class war' between manual workers ,and 
knowledge workers who, although not necessarily representing high skill 
or higher education, are perceived as having higher status in the 
hierarchy of occupations. He argues that 'any -1,le and ambitious 
youngster can stay in school - and may go on to, a graduate degree' 
(1988:163), and that, as a result, young workers who in previous times 
may have aspired to union leadership as a career, now move into the 
professional and managerial ranks and thus create a vacuum in the union 
which is tilled by 'weak leaders' and present problems to management .. 

The interesting point about this depiction of the trade union movement is 
that it is seeri as the appropriate vehicle to manage the interests of 
'manual' workers, with the implication that their interests are not the 
interests of management. The interests of 'knowledge' workers are, 
however,· seen as compatible with those of management. The procedural 
necessity of the trade union is recognised as being in the self-interest of 
man&gement, but its oppositional position in historical class terms is 
displaced and reconstituted as a status conflict between 'manual' and 
'knowledge' workers that arises from the 'new' division of labour. 

Increaaingly, alee>, the power that needs to be constrained, ia not 
that of the bouee or the capitalists but or the educated managerial 
middle clau or knowledge workers. They are not greatly intereeted 
in profits, but they are intereeted in power. (:164-165) 
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The assumption that modern technical systems depend increasingly on 
the rapid processing of information rather than on sheer mechanical 
power, calls into existence a 'knowledge clua' that requires continuous 
learning opportunities and acope · for advancement and greater lateral 
co~unication than the traditional hierarchical patterns can provide. 

Strategic human resource management and an increasing emphasis on 
the management of transformational change (Beckhard, 1992) a well as on 
strategies for flexible responsiveness that stimulates 'niche' marketing 
(McKinlay et al, 1992) have become key features in current debates. 

The greatest achievement of orthodox management literature as 
characterised above can be found in its capacity to conflate paradoxical 
features of the employment relationship. The provision of goods as 
commodities and the provision of goods stemming from a belief in common 
human values are posed as synonymous. Commodity markets thus 
become a normative model for all spheres. of societal relations. Technical 
innovation and entrepreneurship are posed as the sine qua non for 
progress and a concomitant rise in living standards. The social relations 
of advanced industrialised countries become the vision of less 
industrialised countries, regardless of correspondence with production and 
political systems. Above all the role of management is seen as imperative 
to the success of the overall societal enterprise. The bulk of the literature 
focuses on prescriptions to improve managerial effectiveness, frequently 
illustrated by descriptions of 'cases' of successful enterprises or practices. 
The re-organisation of work and strategies for increasing employee 
participation and motivation, emerge as the focus of organisation theorists 
and industrial psychologists and sociologists who study forms of work and 
working from a management perspective. 

Whilst this perspective avoids the analytical pitfall that characteri-. 
many radical analyses, namely that of reducing bureaucracy and efficiency 
to specific class interests (Thompson and McHugh, 1990:866), it errs in the 
reverse by presenting particular forms of bureaucracy as a functional 
inevitability that must carry the burden of any perceived 'conflict'. The 
profit motive acquires a similar inevitability and capitalist socio-technical 
systems appear as so uncontestably rational and socially advantageous 
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that alternative theorisations or practices are either deemed inconceivable 
or inappropriate. 

4. THE LITERATURE OF ADULT EDUCATION 

Rustin puts critical pressure on the current focus on education and adult 
education that illuminates the well-documented and ideological and 
markEtt links between the political, economic and educational spheres 
(Althusser, 1971; Apple, 1979) . 

... the worJd f)f flexible specialisation ia the world aa seen from the 
point .of view of some of its beneficiaries - themselves 'flexible 
specialists' such as researchers, communicators, information 
professionals and designers, whoee specific capabilities involve the 
handling and processing of information. (1989:63) 

The possessors of Bourdieu's (1973) 'cultural capital' are thus pose4 fUJ 

being proverbially in the pound seats of post-Fordist rhetoric in an era of 
increased emphasis on schools, tertiary institutions, research laboratories 
and the media as the means of 'mental' or 'cultural' production and 
reproduction or resistance. The positive emphasis given to individualism, 
modernisation and. consumption provides an explanatory framework for 
the divergent trends that are found in· the adult education literature. The, 

' 
emphasis on the· voluntary and non-formal nature of the educational 
endeavour provides both its justification and its practical conditions of 
work. 

4.1 Adult education in the United States and Britain 

The theorisation of adult education as a distinct academic field shares its 
theoretic,µ foundations with the general field of education and has 

similarly been influenced by liberal, progressivist, humanhlt, radical and 
behaviourist representations of the educational task. 

Brookfield, in his cross-cultural analysis of graduate adult education 
theory and practice in the United Stat.es and Great Britain, views 
graduate adult education as reflecting dominant political ideologies and 
prevailing cultural norms of the societies in which such programmes are 
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located. He argues that that f;hree prevailing traditions in the field as a 
whole are reflected in cunicular terms. · 

America has a largely consensual, liberal, democratic tradition 
with no real polarities of opinion or diviaiona acroea the field 
regarding what ebould be the proper outcom• of adult education. 
In Britain, by way of contraat, there is a real and fierce debate over 
the connection between adult education and collective political 
action. Thoee who view adult education in terma of individual 
cultural enhancement, and thoee who see it as contributing to the 
collective advancement of oppreued groups, poesesa fundamentally 
unresolvable beliefs about the proper function of adult educators. 
(1988:283) 

When each of these traditions are situated within the cultural-political 
context of the countries from which they emanate it becomes possible to 
see how the American culture of pragmatism and individualism within a 
liberal-democratic framework reflects 'an overwhelming acceptance of the 
capitalist ethic as the normal and natural mode of economic arrangement, 
with the values of free enterprise and entrepreneurial activity accepted 
almost as unchallenged givens' (:286) . 

... the finding that adult.a design, conduct and evaluate their own 
learning in an independent manner free of institutional control is a 
perfect enhancement to the American ethos of rugged 
individualism. (Brookfield, 1988:282) 

Britain, on the other hand, is a society of opposing political ideologies, 
which lends itself to a consideration of widely diverging ideological 
interpretations. The distribution of power on a macro-societal level 
locates conflicting class interests at the heart of the debate. The adult 
education tradition is a reflection of these class interests with liberal adult 
education emphasising the development of individual qualities of 
'intellectual discrimination, aesthetic appreciation and moral reasoning' 
(:298), while the radical tradition is 'inextricably bound up with the 
emergence of working class movements, collective organisations and 
structural forms such as trade unions, worker education and the Labour 
Party' (:282). 

These three traditions, as outlined by Brookfield, provide markers for 
assessing the literature emanating from the field as a whole. A de­
politicised notion of self-directed learning (Brookfield, 1985, 1987; 
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Knowles, 1978, 1984; .Mezirow, 1981, 1984) emerges from the Afnerican · 
. ' 

context; an equally decontextualised notion of 'personhood' (Dewey, 1966; 
Peters, 1966; Paterson, 1979) has long dominated the liberal tradition in 
both countries; while the influence of Gramaci and Freire can be traced in 
the work of more radical theorists (Thompson, 1980; Lovett, 1983; 
Youngman, 1986), who see the purpose of adult education as contesting 

the ruling hegemony and assisting the oppressed in a process of collective 
action towards societal transformation. 

The field as a whole can be described as a contested site, with claims to a 
distinctive body of knowledge and pedagogical practice being attacked as 
manifAstations of the · same middle-class values that dominate the 
education system as a whole. Such clailll8, it is argued, should rather be 
understood as attempts to combat the marginality of adult education and 
establish a professional identity for adult education practitioners. 

Keddie, for instance, arguing from a British perspective, maintains that· 
adult education's claim to a person-centred pedagogy based on then~ 
and interests of its students is an ideological claim. Adult education is 
seen as remarkably similar to primary school education in that they both 
reject. the traditional high status of subject-centred higher education and 
therefore find thelll88lves at the margins of the traditional education 
structure, where the competitive edge of individual achievement is 
blurred. Expressions of individuality occur within socially defmed lim.its 
so that 'the notion of individuality as a desirable personality goal is not 
universal, but is culture specific and tend to be found in those cultures 

where high status is obtained by competitive individual achievement' 
(1980:54), and where leisure is socially sanctioned as an appropriate area 
of individual expression outside the restrictions of the workplace. Adult 
education provision becomes more readily available and appropriate for 
certain social groups. The individualism of ad~lt education and the -
tendency of the cuniculum to reflect middle-class life-styles that is itself a 
reflection of the socio-cultural locatedness -of the providers, is· thus offered 
as an explanation of why working-clasa adults tend not to utilise the 
educational opportunities offered to them and why adult education rather 
attracts students who find confirmation of their established notions of the 
nature and purposes of education. 

38 



The vocational orientation of adult education work, that is not emphasised 
in any of the perspectives outlined above, is gaining in~easing 
prominence. Global market conditions that increase economic 
competitiveness and the emphasis placed on skill formation by poet­

Fordist methods of work organisation have resulted in what is being' called 
'the new vocationalism'. In industrialised countries representation of 
business interests at educational policy level has led to a reorientation in 
educational thinking, with renewed emphasis on basic skills acquisition. 

A study on 'Developmental Strategy in Adult Basic Education' conducted 
by the Department of Adult Education and Extra-Mural Studies of the 
University of Cape Town for the Independent Development Trust, 
indicates that there has been a significant shift in the emphasis and 
purpose given to adult literacy and basic education within the 
industrialised countries since the early 1980s. Surveys done in the United 

' 
States and Britain suggest that the functional literacy levels of workers 
are much lower than had been assumed, resulting in an interpretation of 
the economic crisis as a 'skills' crisis rather than a 'market' crisis. The 
high levels of unemployment that characterises the present global 
economic climate, make it unlikely that basic skills training will enable 
these adult education 'students' to obtain jobs, but the political 
significance, for the state, industry leaders and education providers, of 
adopting skills development as the dominant policy framework for 
education, is obvious. 

Adult literacy initiatives that talk the language of skills 
development are able to draw support while other ways of 
approaching literacy work remain marginal. In the USA workplace 
literacy draws considerable support while other forms continue to 
draw support but to a leuer degree. Federal funding ia earmarked, 
in small amounts, for such initiatives aa literacy programmes 
directed specifically at the homeless. 

In the UK ALBSU [Adult Literacy and Buie Skills Unit] treats 
vocationally-orientated literacy as the leading edge of its work 
while continuing to eupport and develop other forma, such u non­
vocational ESL [English Second Language] work. Through its 
etreu on 'basic skills', which it definea as 'the ability to read, write 
and speak in English and uae of mathematics at a level nece11aary 
to function and progress at work and in aociety in general', ALBSU 
ia able to motivate the support of state and industry leaden. 
(1992:29) 
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The impact of the .'new vocationalism' on educational policy .and f\mding 
issues introduces a new type of 'consumerism' into adult education 
initiatives. The effect of such trends on debates about the philoeophical 
purposes of adult education may serve to bring radical and functional 
versions in closer proximity, but the political agenda will no doubt be a 
key element in the debate. What is clear is that adult education can no 
longer be seen as a supposedly neutral activity that serves essentially 
humanist-democratic purposes. The notion of accountablity, that accounts 
for the appeal of behaviowist approaches to learning and teaching (Elias 
and Merriam, 1980:90) to both educational planners and providers, is 
already evident in the curricular details of the National Vocational 
Qualtications (NVQ) system in Britain (Field, 1991). Competency 
frameworks are favoured to give new credibility to a range of educational 
practices, deemed to promote greater equality of opportunity. The other 
side of the coin is that these same practices can be viewed as increasing 
stratification in population distribution. 

4.2 Adult education in South Africa 

The literature on adult education in South Africa is remarkable for its 
historical paucity rather than for its representation. Aa in other countries 
the notion of education as a continuing process arises out of perceptions 
about the inadequacy of formal educational provision. In South Africa the 
impact of racial segregation accounts for a particularly 'skewed' picture, 
with an historical account of adult education emerging that testifies to the 
struggle against the apartheid government's systematic exclusion of black 
people from educational opportunities. 

Voluntary adult education provision for urban black people is portrayed in 
Bird's (1980) account of the adult night school movement · on the 
Witwatersrand from 1920 to 1980, and Wilson's (1991) study of the work 
of the Cape Non-European Night Schools Association from 1945 to 1967. 
Hartshorne (1987) documents private sector involvement in education 
from 1960 to 1986 as initially motivated by the requirement to convert 
the country's economy from one that was primarily agricultural to an 
. industrial system. State versions of provisioning refer to the r&-training of 

40 
' I 



ex-soldiers under the Central Organisation of Technical Training (COT!') 
system, established during the · Second World War. This training 
continued until 1948 and at one stage included coloured ex-volunteers at 
Ottery in the Cape and black ex-volunteers at Milner Park in the building 
trade (HSRC/NTB, 1989:21). 

The post-apartheid reconstruction process has placed new emphasis on 
non-formal continuing education as a mech~sm for linking different 
forms of educational provision and for offering basic education to adults 
that will incorporate the so-called 'lost generation', increase skill levels in 
the workplace and promote self-employment and small-scale 
entrepreneurship to alleviate high levels of unemployment. The National 
Policy Investigation (NEPI), conducted as a project of the National 
Education Co-ordinating Committee (NECC) from 1990 to 1992, include 
research reports that deal specifically with aspects of adult education, 
adult basic education and human resources development. 

Recent entry by COSATU into the 'vocational skills training' debate and 
various state proposals on education have sparked otr a· range of 
publications that investigate the possibilities and dangers of current and 
envisaged policies for human resource development and attempt to pose 
viable alternatives. (Fanaroff, 1990; Bird, 1990, 1992; Kraak, 1992a, 
1992b). 

The question posed by Morphet and Millar (1981) about the particular 
role of continuing education captures perhaps most succintly the burden 
placed on the notion of continuing education for adults and emphasis 
found in the literature on adult education in the South African context. 

The question which confronts the theory of continuing education is: 
baa continuing education the potential for pnuinely opening up 
the channels or mobility; ol overcoming tbe historical inheritance of 
inequality, and of producing an eff'eotive system of interlinked 
provision which will -,ontribute towards the formation or an open 
society? (in Millar et al (eda), 1991:81) 

What is clear is that the role and function of adult and continuing 
education in South Africa will increasingly feature at ~he centre rather 
than at the margins of educational debate. More and more providers are 
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entering the field and prestJUr8 is mounting for standardised professional 
education and training that will regulate the field. Access to opportunities 
for advancement. state funding at various levels and tri-partite structures 
of accountability are key issues in emerging policy discussions. · 
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Chap-rs 

THE INSTITUTIONALISATION OF PERSONNEL 
IN THE CORPORA'110N: 

A SOCIO-mSTORICAL PERSPECTIVE 

1. INTRODUCTION 

In this chapter the evolution of the formal corporate personnel function -
of which training is a related but subordinated activity - will be 
investigated through a commentary on public statements and policy 

documents deriving from the developing personnel grouping. It will be 
argued that the institutionalisation of personnel and training in the 
business firm should be understood as the institutionalisation of 
ambiguity. Ambiguity is required for enactment of the 'go-between' role 
that personnel has traditionally occupied. Regulation of the employment 
relationship involves management of the inherent tensions and conflicts 
between the dictates and contraints of the n1arket, managerial control 
demands and the needs and aspirations of employees. The role ·is largely 
underwritten by procedural authority, derived from delegation of direct 
managerial authority and sustained by claims to professional and 
specialised expertise in 'human relations' and 'labour relations'. As 

personnel activity stretches across the traditional boundaries between 
management and workers and, in organisational design terms, between 
line and staff authorities, role enactment is continually contested through 
questions about organisational loyalties: 'Whose side are you on?' and 
exhortations to:· 'Leave the business of people management to line 
managers'. 

A focus on the specific historical bases of the development of personnel 
and training as a management function permits a structural analysis that 
recognises the contradictory sources of influence over personnel and 
training activity. At the same time it provides an example of the 
emergence of division of labour within management itself. Occupational 
self interest and inter-professional competition for monopoly over control 
practices are central features of the · development of managerial ideology 
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and practice, but the argument here is that the specialist personnel 
management's mediational role within the firm requires, more than any 
other area of management activity, ambiguity as a necessary condition for 
role enactment. 

The current shift from personnel management to strategic human 
resource management, (to be discussed in section 4) provides a partial 
escape from ambiguity, but only for the 'select few' and only becauae the 
inherent tensions are re-located at a lower organisational level. 

2. RADICAL PERSPECTIVES ON THE REIATIONSBIP 
BETWEEN SCIENTIFIC MANAGEMENT, BUMAN 
RELATIONS AND PERSONNEL MANAGEMENT 

To get beyond conventional perspectives it is perhaps useful to. preface 
investigation into the development of personnel by a brief discussion on 
radical interpretations given to the political economy of · 'people 
management' strategies in the South African context. This frame rejects . 
the notion of a humanitarian evolution in management strategy and thus 
provides an analytical corrective to the version of development that is 
utilised by the personnel grouping to promote their interests. 

Most writers on the topic analyse control relations from a broadly Marxist 
framework and emphasise control of the means and methods ·of production · 
as the dominant power relation within profit-making organisations (for a 
fuller discussion see Thompson and McHugh, 1990:146-150). South 
African contributions proceed along similar lines but emphasise the racial 
dimension of labour regulation. 

Bozzoli describes three different South African managerial ideological 
structures in terms of the particular contradictions and needs of the 
capitalist mode of production. Managers are seen as crucial in the 
'processes of prolitarianisation and sub-ordination of black labour' 
(1977:9) during the era of primitive accumulation revolving around the 
mining industry between the years 1886 and 1910. Militaristic, 
hierarchical and openly exploitative ways characterised the managerial 
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- function and ideology. Once the c!apitallst mode of production had been 
established in South Africa, management shifted its focus to the optimal 
utilization of a subservient, migrant and cheap labour force which gave 
rise to the South African version of scientific management in the 1910's 
and 1920's. The diversification and growth of national industry and the 
concomitant rise of an organised black working class required the 
development of 'liberal' managerial strategies. 

These three ideological forma exist 118parately, but it ahould be 
pointed out that they are separated 1-■ by chronological factors 
than by structural ones. 'Ibey do not 'evolve' from one another; the 

, idea or 'evolution' or managerial ideas f'rom crude and unrefined 
ones to subtle, refined ones ia itself ideological. What evolution 
does exist rests more in the evolving atrategiee of labour, and 
management's conaequent responses to them, than in any inherent 
tendency within capital to 'progress'. In particular it should be 
noted that 'personnel management' waa not an 'advance' and an 
'improvement' upon 'scientific management', nor did it follow 
chronologically. The two strategies evolve and are still evolving 
together. That they co-eziat and are even to some extent exprNSed 
by the same ideologists in ditrerent contexts, ia an indication, not of 
their inseparability, but or the variety or intereektrueturw which 
capital poaaeu in complex social formations such aa the South 
African one. (1977:41) 

Webster disagrees with Bozzoli's differentiation between scientific 
management and personnel management as two distinct managerial 
strategies, although he agrees with her conclusion that there is no 
chronological connection between the two. He returns to Braverman's 
original thesis when he argues that personnel management did not evolve 
chronologically out of scientific management but that it should be seen as 
a 'development of the same principles in the human field'. (1985:87) 

Fullager, in his historical overview of organisational behaviour in South 
Africa, sees the major goal of the human relations approach as the 
building of a co-operative and compliant workforce so that management­
labour conflict could be eliminated, (see also Chisholm 1983). He argues 
that this approach emphasises 'cultural' rather than individual 
differences and that this can be attributed to the fact that the apartheid 
structure of South African society encourages industrial psychologists to 
construct theories of black and white behaviour which ignore social­
political determinants. The human relations tradition in South Africa can 
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therefore be seen as a form of 'cultutail Taylqrism' which perpetuates 
racial and ethnic stereotypes.and sees increased performance as.resulting 
from cultural understanding (Fullagar in Barling (ed), 1983:15-18. See 
also Webster, 1976). 

Fullagar distinguishes between the human relations approach and a 
second humanistic approach termed human resource ~ent, which 
he sees as based on the self-actualisation assumptions of Maslow to foster 
the controlled participation of employees in organisational decision• 
making. 

The South African trend towards human resource management is viewed 
as being stimulated by many of the same pressures that initiated human 
relations. In addition it had become increasingly necessary to train Black, 
Indian and Coloured skilled labour in response to the shortage of skilled 
labour caused to a large extent by statutory racial discrimination and job 
reservation practices. The growth of the labour movem~t and its 
demands for greater participation and involvement in collective 
bargaining issues such as wages, salaries, pensions and conditions of 
work, increased the emphasis on the area of industrial relations. Within 
this context the human resources management apP.roach was posed as a 
unitary approach where industrial relations was seen as the prerogative of 

personnel and line management. A controlled form of participative 
management was introdu~ with interaction existing solely between 
management and the individual worker or small works committees which 
could hardly be seen as representative of the interests of labour. (See also 
Torres, 1991). Human resources management is thus based on the 
understanding that the goals of the individual and those of the 
organisation are compatible and that self-actualisation is necessary for 
organisational effectiveness. In summary Fullagar states: 

Humanistic approaches then, ignore the concept of zero..eum 
conflict, and perceive the organization u being capable of 
satisfying all the individuala' needs through the work situation. 
(1983:21) 

What these writers have in common is a critique of the 'rationality' of 
management strategies as an evolving and cohesive time-space 
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chronology. They retain antagonistic aocial relatione as the starting point 
and emphasise the choice of managerial strategy as governed by 

l . 
variations in the stability of labour and product markets, .as well as in 
response to collective worker resistance and pressure. In line with others 
in the general field of labour process theory, (for instance Burawoy's 
argument for the transition in forms of work organisation • 1979, 1985), 
there is an acknowledgement of the 'gradual historical tendency towards 
more consensual, integrative strategies' (Thompson and McHugh, 
1990:152). What should be noted as absent from these arguments, for the 
purposes of this study, is a separation between the development of 
personnel management as a specialist function and the development : of 
different forms of managerial control. Such a separation cannot be 
sustained indefinitely and the study will have to recognise and give an 
account of intersecting points. Tracing this route is, however, not only 
historically interesting but crucial to an understanding of personnel 
agency at an ideological and practical level. 

3. THE PERSONNEL FUNCTION IN FORMATION 

3.1 The early 'belfnnlngs: constructtns the Identity of a practice 

It is generally acknowledged that modem management techniques were 
developed primarily in America before spreading more slowly to Britain. 
South Africa's commonwealth status until the early 1960's, however, 
posits a mediated British version of American trends as the dominant 
shaping influence on local formulations of personnel theory and practice. 
Key occupational spokespersons, such as Mrs Isobel White and others who 
immigrated to South Africa from Britain, brought with them a legacy of 
occupational development that formed the basis of South African practice. 

The historical development of the personnel occupation in Britian is best 
is reflected by the major name changes of the professional association of 
personnel practitioners in Britain: from the formation of the Welfare 
Workers Association in 1913, to the Institute of Labour Management in 
1931, to the Institute of Personnel Management in 1946. If we make the 
assumption that ideas are created or advanced by interest groups to 

47 



articulate and further the interests of that particular grouping, then such 
name changes, rather than viewed as occurring ~ a matter of course 
within an ad hoc development pattern, can be understood as constitutive 
of intentional strategy on the part of the interest group under discuasion. 

Niven (1967) and Watson (1977) offer comprehensive accounts of the 
development of personnel management in Britain. Niven restricts herself 
to a fairly chronological description of the development of British 
personnel practice from 1913 to 1963, while Watson analyses the 
'fundamental tensions and contradictions that underlie capitalist society' 

and uses this framework to 'examine the ways in which personnel 
specialists play a part in maintaining a particular societal "mode of 
integration" by helping to cope with these fundamental strains' (1977:34). 
Both writers locate the emergence of personnel in the welfare movement 
of the late nineteenth and early twentieth centuries and identify the 
efforts of the first industrial entrepeneurs, state intervention during the 
two World Wars and the. emergence of the social sciences as dominant 
influences that shaped both the ideological form and practical content of 
personnel practice. The impact of these influences on the efforts of the 
new occupational grouping to achieve both professional autonomy and 
legitimate status within the business enterprise, will be examined in 
greater detail. 

8.1.1 lnduslrial u,elf'are: concern for people or concern for 
produ.ctivily1 

A personalised form of paternalism is generally posed as a distinct form of 
management control in the early stages of capitalist production. Both 
Watson and Niven attribute the industrial welfare movement to the 
efforts of a number of Quaker and other entrepreneurs, such as Seebohm 
Rowntree, Edward Cadbury and.Jesse Boot. 

The pioneering employen in the welfare movement were motivated 
to an important extent by religious thought and feelinp of 
conscience. These were men who sponeored welfare acti.,,;tiea and 
employed the first welfare worken, and they did show an 
undoubted concern for the people whom they employed. (Watson, 
1977:38) 
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Watson argues that the. benevolence of the pioneering employers should 
not be seen 88 insincerity, but should be considered in terms of the 
Weberian concept of elective a,ffini.ties, which expresses the dual aspect of 
ideas: that the individual creates or chooses them and that they fit in with 
material interests. Whilst acknowledging the hope of employers that an 
interest in the welfare of employees would curb labour unrest and 
counteract organised resistance to employer policies through the growth of 
the trade union movement, he emphasiaes the simultaneous expression of 
what are often stated 88 contradictory interests and holds that the 
'combination of religious thinking and interests in efficiency and profit' 
held by these entrepreneurs should also be considered in terms of its 
contribution towards embedding ambiguity in the attitudes of employers 
(1977:40). 

The Quaker-owned companies in the United Kingdom were by no means a 
pervasive power grouping, but their influence on the establishment of the 
personnel role was significant. Rowntrees appointed the first industrial 
welfare worker in 1896 and Seebohm Rowntree initiated the conference 
which led to the founding of the Welfare Workers Association in 1913. 

During the First World War he exerted enormous influence on state 
involvement in industrial welfare policies when he was appointed to 

establish the Welfare Department ,of the Ministry of Munitions (Niven, 
1967:21, 32-33, 41). 

Niven reiterates the fundamental contribution of the Quaker firms in 
bettering working conditions: 'their influence was out of all proportion to 

their numbers', but she argues that the efforts of the fi.rst female factory 
inspectors and welfare workers should be seen 88 a driving force with its 
own momentum and initiative. She reminds us that the 'pioneering 
employers were in trades which employed mainly women' (:28), and that 
the 're-awakening of interest in the education of women by the middle of 
the nineteenth century played an important role in preparing them for 
work in new fields' (:19). 

The motivee [for industrial betterment] were no doubt aa mixed aa 
they were at any time but philanthropy and a realiaation that 
efticienc:y paid, predominated among the employers, while concern 
f'or the individual, ic:lealiam and sound eenee were usually the 
driving fOl'CN. for the welfare workers (1967:11) 
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This distinction between t~o sets· of motives establishes differing though 
not mutually exclusive frames of meaning for the interpretation of welfare 
work by the social agents involved. At the same time two further trends 
should be noted: the extra-mural nature of welfare work and the focua of 
activity on the welfare of women and children as an emerging sub-group 
in the composition of the work force in Britain. Both these aspects are 
evident in the first formal definition of the function of social welfare 
officers provided by Seebohm Rowntree: 

Aa representatives of the directors they are expected to suggaet 
and devise improvements in the conditions of work, to initiate and 
control any extensions in social work that may be determined upon 
and to aaaist in keeping the personal element prominent in their 
relatioua with employees. Aa representatives of the employees, it 
is the duty of the social workers to be constantly in . touch with 
them, to gain their confidence, to voice any grievances they may 
have either individually or collectively, to give effect to any 
reasonable desire they may show for recreative clubs, educational 
clasaes et.c. and to give advice in matters affecting them personally. 
(quoted in Niven, 1967:23). · 

The welfare worker was constituted as an agent of management to 'keep 
the personal element prominent' but at the same time the welfare worker 
acted as a representative of the employees to management. The 
distancing of the direct employment relationship in interactive terms was 

thus achieved by the introduction of a 'go-between' role to promote 
extension of the employment relationship beyond the cash nexus. · It is, 
however, retention of the assumption of opposition of interest between 
management and worker that introduces ambiguity as a requirement of 
such role performance. 

The ideological nature of the managerial assumption that the welfare 
worker represented the interests of employees and the non-recognition of 
the representation of interests by the union movement, in the case of 
women workers particularly, is put into perspective by a report by trade 
union leader, Gertude Tuckwell, at a war-time meeting of women trade 
union delegates. 
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The conaenaua of opinion WU that, with 801118 notable aoeptiona, 
the welf'are worker found no plaoe in the pr)a' viaion of the faeton 
which go to.make a freer, healthier, and more independent lite ror 
them. She meddled and clid not undel'lltancl hir real needs, 
aeeking to impoee on them reguJationa whiah ehe thought ror their 
good, instead or realising the value ot aelt-pvernment. Some 
welfare worbra bad even been known to dieeourap trade unions 
and to argue against their memberabip. (quoted in Niven, 1967:42) 

On the other hand the testimony of a worker at Dairycoates of Hull, a tin 
box manufacturer, on the work of Miu ·Agatha Harrison, illustrates an 
employee's interpretation of the meaning of welfare work. 

In those days there was a stigma attached to the word factory girl. 
She taught WI that we counted, that· we were ot value as citizens. 
She gave WI self-confidence. (quoted in Niven, 1967:43) 

The tensions embedded in the first formulations of the official welfare role 
is perhaps best captured by the discussion at the founding conference of 
the Welfare Workers' Association in 1913, attended by employers, 
managers and welfare workers of firms which practised voluntary welfare. 
Niven summarises the proceedings from notes made by an employer, 
Charles Jacobs. 

At it.a fll'Bt seuion the conference went to the root of the. matter by 
cliacuaaing two fundamental problems then confronting the 
movement. The ftrat wu the question of whether or not the 
welfare worker should play a part in the work of the t)ictory. 
Behind tbia concem •lay the long history oC extra-mural welfare, by 
which the social work.era were engaged in aick viaiting, supervision 
or the dining room and arrangement of evening claaaee, but waa not 
admitted to the factory it.self. The ctiacuaaion abowed that there 
waa no doubt in the minds or practically everybody preeent that the 
welfare worker should in fact be in touch with the miployeee at 
their work in order to be etrective, but in this view they showed. 
themselves to be ahead of the times. 
The second problem wu that of the 'danger of sapping the 
independence and initiative or the employees by too patemal 
methods of betterment'. There ia unfortunately DO record of how far 
this discuaeion went, as Jacob only notes that 'everyone agreed 
that· the more reeponaibility · thrown on to the workers in the 
management or their clubs the better'. But it may be surmised 
that with the growing doubt.a about the paternaliatic approach and 
with the experience of a form or worb committee that some or the 
repreeentatives bad, . something more eearcbing wu aaid; on the 
other band i.t ill pouible that the id• of cooperation between 
workera and manapment wu still so revolutioury, •peaially in 
the setting of the previoW1 year's widespread and aerioua atritaa, 
that if it were voiced at all it wu left to die in ailence. (:83-84) 
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The two discussion points illustrate the unevenness of the 
institutionalisation process. Welfare may well have been equated with 
efficiency in the eyes of the employers, but the area of work designated to 
the welfare officer, as well as the tenuous nature of the executive 

authority attached to the position, entrenched its statua as, at best, a 

marginal activity which attempted to act as a buffer between direct -
employer control and individual if not collective worker resistance. 

8.1.2 The slaifl from ulra-mural UHl1,fa.re lo bu-reaucralic fb""8 
of labour management inside the firm 

3.1.2.1 Shifts in modes of managerial. control 

It is necessary to digress briefly, in order to locate the shift froi;n extra­
mural welfare to participation in labour manapment as an intra-company . 
activity, within the debates about shift in forms of management control. 

Enormous expansion in industrial output in the boom years between 1880 
and 1920, led to a rapid increase in the industrial labour force both in 
America and Great Britain. Traditional forms of management· control in 

the late nineteenth century relied on a combination of direct and indirect . 
control systems: entrepeneurial or simple control where authority was 
exercised directly by the factory owner, based on personal relationships 
with the workers and foremen, although frequently sustained by legal 
coercion and harsh market conditions; delegation of responsibility. for 
production decisions, cost control, work organisation and labour direction 
to either external or internal sub-contractors around whom the 
employment relationship was constructec;l, including the recruitment of 
their own employees and supervision of the work process; and craft control 
where skilled workers were assisted by a small number of less skilled 
operators, and had the power to plan and direct immediate work 
processes. (Hill, 1981:17-21; Thompson & McHugh, 1990:51-54) 

As the size and complexity of industrial enterprises increased the 
constraints imposed by such forms of control necessitated a shift to 
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bureaucratic forms of management which would bring about a more direct 
employment relationship. 

Organisationally the crucial iaaue wu a growing gap between the 
atnictures and expertise of manapment and a more extenaive 
division of labour with its requirements for new forms or control 
and co-ordination. For capital, the aolution bad to go beyond the 
employment of more manapra, towards tranaforming the 
atnictures of managerial activity itself. (Thompson & McHugb, 
1990:55) 

An important shift was the modification of the foremen's role. In late 
nineteenth century factories foremen had tended to be salaried employees, 
responsible for supervision of less skilled work, as well as for the hiring .of 
sub-contractors and for the work they produced (Hill, 1981:19). 
Modification in the role of supervisory labour involved bre-1dng up the 
foremen's empire and redirecting traditional functions such as hiring-and­
tiring and work organisation to a centralised office, leaving to the foreman 
the narrower sphere of task supervision and discipline. 

More impersonal methods of control, notably payment-by-results, brought 
about an increased need for record-keeping in order to specify objectives 
and keep track of results, necessitating in the introduction of the 
administrative aspects of the management system. Payment through the 
office, instead of by the sub-contractor or foreman, represented a move to a 
more direct employment relationship, with earlier modes of control 
displaced by a more remote yet at the same time more rigid bureaucratic 
control structure. 

While noting the. criticism of a notion of discrete, successive modes of 
control (Thompson, 1989:152), and therefore of treating bureaucratic 
control as a distinct category, it is clear that bureaucratic forms of work 
organisation constituted a displacement of control from the factory floor to 
the central office. This shift, which coincided with an intensification of 
production before and during the First World War, had important 
implications for the development of management as an interrelated series 
of specialist activities, through which personnel management,. aa an in-· 
company activity, became a distinct area of managerial expertise. 
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3.1.2.2 Locating welfare work inside the f=tor:, 

The shift in managerial control, outlined above, can by no means be 
viewed as a uniform process that. spread systematjcally through 
industrialised countries. It waa, perhaps ironically, political preasure 
rather than 'economic rationality' that forced large scale acceptance of a 
diversified form of personnel practice. The state aa the largest employer 
during war-time, intervened in the terms and conditions of the 
employment relationship to regulate working conditions and to prevent 
industrial unrest so that co-operation from both management and labour 
would be secured. 

State intervention in Britain during the First World War took mainly two 
forms: the appointment of the Health of Munitions Workers Committee in 
1915 to advise on the control of working conditions in the vast munition 
factories, where large numbers of women were employed in routine 
operations as well as in skilled and heavy duty engineering jobs; and, the 
appointment of the Whitley Committee in 1916 to advise on employer­
worker relationships in order to curb industrial unrest and the rise of the 
shop steward movement. 

The Miscellaneous Provisions Act of 1916 empowered the Home Secretary 
to make Orders requiring provisions to be made in a factory or workshop 
for securing the welfare of workers, men as well as women. Compulsory 
welfare supervision forced the shift from voluntary to legal welfare. and 
created many new positions for welfare officers. The status and duties of 
women welfare supervisors in munition factories, as described in the 
Committee's fmal report on Industrial Health and Efficiency in 1918, 
emphasised that welfare supervisors should have recognised status with 
specified duties and should be directly responsible to the general manager. 
The Report warned that the support of employers and employed alike was 
essential, although it was not intended to interfere with the role of trade 
unions. The engagement of workers was the first duty listed, as well as 
the keeping of records from which the welfare supervisor could investigate 
the causes of absence and low output. Other responsibilities included 
advising on working conditions, discipline off the shopfloor, night 
supervision, sick visiting, feeding arrangements, housing and transit, 
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thrift and benevole~t funds and recreation. wa,are supervisors were also 
responsible for seeing that suitable instruction on technical met.hods of 
work in the factory was arrranged and for encouraging workers .to take 
advantage of them, although they did not usually do the teaching. (Niven, 
1967:44) 

The compulsory introduction of welfare officers met with a mixed 
reception. Many employers viewed their presence as an ,interference '!ith 
their rights to manage their factories as they saw tit. Niven notes that it 
was virtually impossible for welfare workers in these factories to win 
recogni~ion as an essential part of the factory staff and they usually found 
themselves relegated to extra-mural social work (1967:39). Nevertheless, 
it can be argued that state intervention forced acknowledgment of the 
welfare officer's role in formal terms and promoted explicit identification 
of welfare officers with the aims of management, in order to continue their 
task: as providers of extra-mural welfare and accept additional 
responsibilities for recruitment, selection and record-keeping. As 
discussed in the previous section, these administrative functions had 
already been centralised within the direct realm of management and, 
although many employers disbanded their welfare departments after the 
war, the allocation of administrative duties to welfare officers, secured for 
them a foothold inside the factory, which would provide the basis for the 
advancement of occupational interests. 

It should also be noted that acceptance of the Whitley Report1s 
recommendations on Industrial Councils in 1917, which led to the 
introduction of a series of interlocking joint. national and district councils 
with works committees in the factories, each representative of employers 
and of workers through their trade unions (Niven, 1967:46), introduced a 
second form of labour regulation at the collective level. The formal 
institutionalisation of two separate structures that managed fluctuations 
in the labour situation, reinforced the already ambiguous nature of 
personnel work by providing employers with a site for co-option at an 
individual level to counteract collective pressure or resistance. 

Significantly, state support for research in industrial psychology during 
World War 1, at a time when the American scientific management· 
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movement was gaining ground, (W~n, 1877.:41), provided the 
legi~ing scientific base for state intarvetion in ·the labour field. 
Burawoy (1988), provides a macro perspective when he argues that 

' ' 

Taylorism was embraced enthusiastically durina' the ftrst three decades of 
this century at a time of transition from competitive to monopoly 
capitalism., As the market became increaaingly ineft'ective as a 
mechanism for regulating relations among capitalista, between capital and 
labour and among different segments of the labour force, the state 
assumed a larger role in the organisation of these relations. 'The 
economic and the political became increaaingly intertwined' and the 
state's growing involvement in the organisation of the economy had-to be 
obscured or made acceptable to the public. The application of science to 
the labour process 'laid the basis for a new ideology in which the 
preservation of capitalist relations was presented as a technical matter 
removed from political discourse'. State intervention was legitimated, as 
'non-political because scientific'. (Burawoy, 1985:43-44) 

a.1.a The bid for profeBBional.ism 

The entry of large numbers of relatively inexperienced welfare officers to 
the field at a time when unfavourable publicity had hardened union 
attitudes and when all employers had not embraced the welfare principle 
in the first place, brought the need for the construction of a status that 
would legitimate the role on both counts. This could be achieved by 
seeking professional autonomy and claiming a body of knowledge that 
would confirm the need for welfare activity as a specialist area inside the 
factory, as well as provide it with practical content. 

The formation of the Central Association of Welfare Workers in 1917 is 
significant on .two related counts. Principles of association and training 
were established for the profession; and employers and other intereeted 
parties could only join as associate members (Niven 1967:49). These 
developments indicate an attempt to achi,eve an autonomous 'professional' 
position, but at the same time it was realised that management support 
was necessary for their work and essential for furthering their 
occupational self-interest. The definition of welfare work drawn up at the 
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third meeting of the executive committee in 1918, was therefore explicit in 
its aftiliation. 

Welfare ia that part of management which d•la with the well­
being ofthoae engaged in buaineu. (quoted in Niven, 1867:61) 1 

But if acceptance by management was one of the problems facing welfare 
workers, so was acceptance by the increasingly strong trade unions: 

He or ahe claims no right to interfere between orpniNd labour 
and the employers aa the ehoeen means of aelf-apnuion of the 
workera ....• The work of.the welfare worker ia purely administrative 
and advisory, not legislative. (:61) 

Watson argues that it is important to understand the Central Association 
of Welfare Workers as an occupational association through which 'an 
objecti.ve common interest, based at this stage on such shared problems as 
the relationship with ge~eral management, the relationship with trade 
unions and the need to establish and maintain standards of competence, 
became a subjecti,ve one with the consequent mobilisation of effort' 
(original emphasis), (1977:122). His argument is premised on the 
assumption that 'occupations do not automatically follow 
'professionalisation processes' but tend, rather, 'to follow occupational 
strategies appropriate to what they or their "spokesmen" perceive as their 
own specific interests. Such strategies use elements of "professionalism" 
as appropriate' (:128). Viewed as an occupational strategy, explicit 
identification with management and acknowledgement of procedural 
rather than executive authority, constitutes an occupational bid for an 

identity that would not threaten or undermine the basis of the 
employment relationship. 

Ealand in his exploration of the nature of a profession as 'symbol' and as 
'reality' refers to the privileged status of professions in comparison to 
other occupations. 

'Profeuionaliam' ia one of the most fundamental forms of 
legitimacy and political control which can be sought in the 
contemporary organisation of work. (in Ealand & Salaman (ec:la), 
1980:218) 
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Claiins to professionalism are usually ft-imed iii tel1D8 of the specificity of 
a given area of specialiaed knowledge and skill and its value to. society. 
Hill (1981:89-40), diacusaes the. emergence of professionalism as a 
recurrent theiµe in both British and American managerial thought, 
promoting the idea of management as a highly technical function that 
requires appropriate levels of education and training. Through the notion 
of professionalism, managers are presented, no longer as ruthlessly 
pursuing profits, but as sharing the service and social responsibility ethics 
of the traditional professions within a 'solidary CQmmunity', where conflict 
of economic interest is minimised. On these grounds personnel 
management, with its religiously-inspired humanitarian base, has a 
stronger claim to professional status than most other areas of 
management. Such 'occupational altruism', as Watson calls it in a later 
work, requires an ideological justification which is found in the general 
attributes of a profession: 'skill based on theoretical knowledge, the 
provision of education and training, the testing of member competence, 
the existence of a professional body, adherence to a code of conduct, and 
altruistic service (i.e. community orientation rather . than self interest)' 
(1980:165). It is to this end that the social sciences made a particularly 
crucial contribution, providing legitimation in the form of a body of 
knowledge as well as offering prescriptions for practice. 

3.2 Lelltimation of practice 

a.2.1 Utilising the aocial BCiences 

Claims to legitimacy through the symbol of professionalism are 
illuminated in interesting ways when one examines public statements 
made by representatives of the emerging, and as yet unorganiaed 
occupational grouping in South Africa, where personnel management 
gained prominence during the Second World War. Mrs Isobel White, the 
founder of the South African Institute of Personnel Management (in 1946), 
can be regarded as a key 'spokesperson' for the occupational grouping. 
She came to this country from Britain in 1988 and took up a position as 
research officer for the Leather Industries Research Institute at Rhodes 
University College in Grahamstown. Although her work· in South Africa 
related mainly to labour management in the footwear industry, she had 
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brought with her a legacy of injtltutibi\aliaed i)etionnel practice which 
would gradually be reproduced throughout the country. The intersection 
between the British and South African versions of personnel management 
occurred at the shift between labour and personnel management in its 
more fully diversified form. As in Britain, the occupational strategy for 
status and recognition relied on identification wi~. management. and 
claims to professionalism based on specialised knowledge and skill. The 
first public statements made in South Africa utilised the debates of the 
day to persuade industry, the occupation itself and the general public of 
its value. Training featured prominently as an illustration of practical 
use-value of certain labour practice, and as a professionalising mechanism 
that would increase the standing of the professional grouping. 

3.2.1.1 Management discourse 

Two publically recorded statements in which Mrs White addressed the 
captains of industry to argue the need for personnel management as part 
of the faotory process and as part of the management function, illustrate 
the way in which the language of science .and production was interchanged 
with the language of human relations to create an equation that would 
secure managerial acceptance of personnel work on both counts. Utilising 
the language of progress, science and production she focussed on war-time 
personnel problems. 

On all aid• we are being told by those in high authority that one of 
the direct etTecta of the present war on the Union will be an 
expansion and stimulation in every field of our industry. Our 
present industri• will undergo considerable extension and new 
industrias will be planned and •tabliahed. South Atrica ia 
stepping on the shoulden of her industrial forerunnen and will 
take every advantage of their experience of industrial evolution. 

In practice, thia new development means that sites will be choeen 
and factorias erected to meet the needs of each particular industry, 
that production and output will be carefully planned and 
controlled. Thia is all as it should be, but unlms our new 
production policy ia seconded by a no leu energetic peraonnel 
policy we are likely to be disappointed ... 

It is the aim of every. industrialist to see that the work flows 
smoothly from start to finish. He plane his 'departmenta so · that 
the product movas swiftly from one to the other till the finished 
article emerpe ready for packing and deepat.ch. To accompliah 
this he appoints various key individuals. The buyen of raw 
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materials are entrusted with die f#lli't or pro~g al auflleieney or 
all the ftiioWI /items, ao that the production may . go. forward 
unhindered by. clel&ya; ~ worb manapt- -.. to it that; .U the · 
orders proceed without.delay through the val'ioue• department;. and 
are ready for delivery when promiHd; the eal• manager orgaailee 
the distribution of these goods. But wboee job is it to ~ that 
the aaential aupply of Jabour for the the wort ahall not only be 
numerically. adequate but efficient and therefore content.eel ? 
(1941:8) 

At the same time the 'production' metaphor emphasising adequacy and 
efficiency of labour supply, was counterposed with an emphasis on the 
humanistic aspect of labour inanqement. A report in an Eaatetn Cape 
newspaper, on a special joint meeting of the South African Institute .of the 
Boot and' Shoe Industry and the Port Elizabeth Shoe Trade and Tanning 

Industry Manager's and Foremen's .Association, where Mrs White spoke 
on 'Human Problems in Management', illustrates ·the point: 

Mrs White who was received with applaW18, apote · on many 
subjects dealing with labour and the need tor a ·. new attitude 
towards labour aupply auch aa the training and following up or new 
employeee, and the neceuity or foet.ering a spirit of co-operation 
between the management and employees ....... .. 

The speaker went on to sat that production was becoming more 
and more mechanised. At one time the owner or a bWlineu could 
himself control the activities or a company and have intimate 
contact with each one or his employees, but u moat of them tn.w 
in their bW1ineea; those daya were over. Thia meant that problems 
of labour had arisen and uni.. these were thoupt out and a 
definite policy formulated, there would be conai:ant difflaultiee and 
friction. Induatry muat aJid could only function throup human 
eff'ort and it could not secure the masimum •f efficiency of that 
etTort unleaa it remembered that that effort wu human. (.Eaetem 
Province Herald, Friday, 81 October 1941) 

The intertwining of scientific management and human relations rhet.oric 
within a unitary view of .the industrial work.place, posed personnel as the 
specialised regulatory institution for the promotion of both labour 
harmony and productivity. Such legitimation served both naanaaena1 and. 
occupational interests and in that sense the two aets of interests shoulcl be 
understood as complementary, though not synonymous. 
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3.2.1.2 Personnel di.scourse 

The development of an occupational ideology found its natural expression 
in the principles embodied at a 'common sense' level in the human 
relations discourse. Reports on the first meetings of the Institute of 
Personnel Management OPM) illustrate how the ambiguity underlying the 
personnel function was projected as congruent and unproblematic. 
SpAaking at a meeting of the Port Elizabeth branch of the 1PM, Mrs White 
outlined the diff'erent areas of activity within the occupation as proof of its 
legitimate existence as a specialised management function. 

Personnel management was concerned primarily with the human 
relationships within an organisation and its aim was to enable all 
those in the organisation to make a maximum contrib~tion to the 
effective working of the undertaking. It dealt with recruitment, 
selection, training and education; with terms of employment, 
remuneration, working conditions, amenities and employee 
services. (Eastern. Province Heral.d, 28 June 1946) 

In a subsequent address to the Port Elizabeth branch of the IPM in 1955, 
Mrs White referred to the initial welfare activities and to the efforts to 
educate and convince employers of the need for expenditure on these 
activities in order to get a more efficient and contented staff. Whilst these 
activities were admirable, factory legislation had imposed standards 
which could be applied to monitor physical conditions in the factory. The 
role of personnel was changing in line with the shift in industrial 
psychology thinking, to the consideration of motivation and morale. 

Today we have moved away from the conception oCthe factory as a 
kind of hygienic cowshed where the eoWB, ir giwn every phyaical 
condition that ia conducive to content will produce an ever­
increasing volume of milk, to one where we realiae that we are 
employing human beings who react in dift'erent waya not only to 
each other but to thoee who are leading them. The Personnel 
Manapr baa therefore become much more concerned not eo much 
with the battle for staff comfort - these problems though they still 
need eome of our attention, are now covered by our factory 
legislation and our indwstrial agreements - but with the human 
relations side of his job. (1955:2) 

The distinguishing feature between the way in which personnel practice 
was posed to management and to the practitioners themselves, lies in the · 
aspects of practice that received emphasis and the language that was used 
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to frame practice in· different ways. Management was .addressed in the 
language of productivity and eftlciency, while personnel was addresaed in 

the .language of ~• individual. Both discourses were legitimated by an 
appeal to scientiflc rationality and progress that removed any semblance 
of incolJil'Uity. A shift in emphasis prompted each audience in a way was, 
perceived as ideologically acceptable. Not only did 'human relations' 
provide a theoretical base that distinguished personnel ,from the other 
components of management, but it accommodated the welfare perception 
that still clung to personnel, no longer as an instrumental act of charity 
but as a 'scientifically valid' prescription for labour regulation and control. 

8.2.2 Training as symbol 

It was training that was emphasised as opportunities arose for the 
growing profession to present itself to the general public. Training was 
promoted as a concrete practice that served a multitude of ends. In an 
article on the 'Human Side of Production', Professor T. H. Kelly argued for 
more attention to the training and education of recruits as 'the best means 
by which migrants to the towns, both European and non-European may 
adjust (sic) themselves to store and factory life in urban areas' (Natal 

Mercury, 2 June 1947). 

Addressing a meeting of the Institute of Citizenship in Cape Town, Mrs 
White stressed the need for training at all levels of industry. Training 
was portrayed as the means of constructing work in meaningful terms for 
the individual worker so as to become a worthwhile member of society, 
while contributing to industrial efficiency and inculcating moral values of 
commitment and loyalty (Cape Times, 29 October 1947). 

During an interview with a local newspaper, Mrs. White stated the 
ideological function of training more explicitly: 

One well-known footwear factor., baa recently appointed a training 
officer to devote a pod deal of his time to teaching the becinnera 
the aimpleet jobs ao that the quality or the article will be. improved 
and also to give the employee a greater pride and inter.t in the 
seemingly small and unimportant part or the whole job he is 
doing ..... . 
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The· circle ia a vicioua one and uni ... • coDHioua effort ia made to 
~reak it, _primarilf by good training ~metboda and . by promoting 
interest m the jobs, the present elownly attitude will be 
•maintained.(Evening Poet, 29 January 1953) 

Training's proximity to the labour process itself, facilitated its. claim to 

productivity improvement while simultaneously improving work attitudes 
and promoting work satisfaction. 

But training also served occupational intereata as a professionaHsing 
mechanism that enhanced the standing of the profession and attempted to 
establish a monopoly on competence in the 'human relations' area. 

In January 1944 a two-year post graduate diploma in Personnel and 
Welfare Management was introduced at Rhodes University College, which 
was recognised by the Council of the Institute of Labour Management in 
Britain ( White, 1945:144; The Star, 4 December 1945; The Cape Times, 6 
September, 1946). In 1945 Mrs.White also made recommendations in this 
regard to the Member of Parliament. for Port Elizabeth North on the 
status of employment officers appointed by the Juvenile Affairs Board. 

Alao the employment officer mwst be well acquainted witlt the 
latest work which bas been done in vocational guidance so that be 
or she can place applicants in the poets Cor which they are the moet 
suited. Thia work alao implies a thorough knowledge of industry 
and commerce, of the vacanci• available • with the remuneration 
and proepeats as well as the educational, physical, manual, 
mechanical and temperamental qualities needed tor this work. 
Therefore the qualficatione for such a profeuional officer should be 
a B.A. or M.A. degree with special qualifications in peychology and 
economics. (Reported in Assembly Debates, 12 April 1945:5240) 

It should be noted that the balance· between a theoretical grounding in 
aspects of. the social sciences and an understanding of economic and 
business principles, an argument pursued later in the debates on the shift 
to human resource management, was advocated by the profession at an 
early stage, as a precursor to a shift in occupational survival strategy. 

3.2.8 Contradiction or colaerence? 

The influence of both 'scientific management' and 'human relations' as 
modes of technical and social control has been well documented (Baritz, 
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1960; Braverman, 1974; Burawoy, 1979, 1985; Watson, 1980; Hill, 1981; 
Rose, 1988; Thompson, 1989; Thompson & McHugh, 1990). Both Taylor 
and Mayo figure prominently as creators of managerial legitimation. The 
question about whether statements (such as the ones quoted in sections 
3.2.1.1 -.3) indicate theoretical contradiction or coherence is not a 'puzzle' 
in labour process theory, where a contradiction between the interests of 
capital and labour is taken as the fundamental assumption so that, to 
quote Braverman, 

Taylor dealt with the fundamentala of the organization of the labor 
process and oC control over it. 'nle later echoola of Hugo 
Munst,erberg and Elton Mayo, and of otbens of this type, d•lt 
primarily with the adjU8tment of the worker to the production 
process. The successors to Taylor are to be found in engineering 
and work design, and in top management; the succeuons to 
Munsterberg and Mayo are to be found in Pensonnel Departments 
and schools of indU8trial psychology and sociology. (Braverman, 
1974:87) 

Acceptance of contradiction at 'relations of production' level leads to an 
interpretation of apparently contradictory theories as coherent. It is the 
assumption of coherence at the 'relations of production' level that leads to 
apparent contradiction at explanatory level. Peters & Waterman (1982:5), 
for example, pose the work of Elton Mayo and others as 'challenging' the 
ideas of both Max Weber and Frederick Taylor, and promote an argument 
for development in management theory that poses. 'human relations' and 
its derivatives as a new and more sophisticated order. What these writers 
do not explain, is why both these 'stages of development' continue to have 
appeal. 

Watson (1980) offers a persuasive explanation for the dual appeal to 
managerial thinking of 'scientific management' and the 'neo-Human 
Relations' school, inspired by A.H. Maslow's general psychological theory 
of human behaviour. He argues that both these approaches are 'quite 
openly managerially orientated' and both tend towards a 'psychologistic' 

school of thought. 

This is becaU8e they are both individualistic in emphasis, both hue 
tbemaselves on aasumptions about 'human nature' and, as a 
consequence of this, both tend not to recognise the dimemsion of 
cultural variation and the range or poeaibilities or work 
organisation and orientation implied by this. Further, they both 
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fly the banner of science to legitimate what are in effect techniques 
of manipulation rather than disinteree~ concerns with 
undentanding. (Watson, 1980:35-36) 

He labels theorists like McGregor, Likert, Argyris and others as 
'behavioural science entrepeneurs' (:38) and co11demns their consumerist 
approach: 

Like the task-eplitting scientific managen with whom they so 
paaaionately took issue, their work ia reductionist, partial, 
evangelistic and sociologically highly inadequate on the 
explanatory level, with its underplaying of structural, situational, 
cultural, political and economic factora. It ia ultimately aimpliatic 
but by a judicious mixing of aimpliatic aaaumptiona and peeudo­
acientific jargon it has made itself highly marketable. (Watson, 
1980:38) 

Such harsh treatment is partially explained by pointing out that 'our 
choice between work or~sations which are cash-reward orientated or 
self-actualising is a political or value one' and that 'it is not a scientific 
choice' (:41). 

Rose (1988) is somewhat kinder in his ireatment of, what he calls the 
'organizational psychotechnologists' (Rose, 1988:200). He argues that 
criticisms of general applications of Maslow found in the work of the 
above-mentioned theorists are based on the questionable status of the 
needs hierarchy concept, selectivity of evidence used and the 'sweeping 
generalizations' based on such evidence (:205-206). 

These writen may have repeatedly muddled their inte~entioniat 
aima and their scientific obligations, but they were always people 
whose goodwill you could pick up on your radar while they were 
atill at the railway station. They were genuinely concerned with 
the well-being of all groupe in the organization, and •pr to 
remove destructive atreuee. It is appropriate alao to endone here 
a point made aometime ago about them by David Silverman: unlike 
many organizational tbeoriats they do not view the worker aa a 
being who merely reaponda to a technological setting or formal 
organizational atructure; be or abe brinp to the workplace certain 
needa and expectations which alao atreet · behaviour in the 
workplace. In other worda, their poeition is implicitly anti­
bebaviouriatic. (original emphaaia) (Roee, 1988:206-207, with 
reference to Silverman, D., The Theory of Organizations, 1970) 
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The debate about the validity and value of various contributions will, no 
doubt, continue. The relationship between theory and practice from the 
vantage point of both the manager and the personnel specialist is not a 
direct one. Practitioners tend to treat theories as resoµrces that guide 
action while at the same time explaining and justifying action.· A 
utilitarian approach to theory promotes partial appropriation of those 
aspects of theory that embody guiding or justificatory principles. 
Combination of theories become possible when they are viewed in insular _ 
historical sequence without consideration of macro-economic and political 
dimensions, national and sectoral variations as well as internal 
organisational circumstances that shape the conditions of appropriation. 
This tendency, which has been mentioned by many of the writers quoted 
in this chapter, promotes a capacity for their use in control and 
legitimation processes that does not merely rest on the notion of what 
Thompson & McHugh call a 'plurality of competing perspectives' 
(1990:359). 

It is in the nature of theories of and for management that they give 
incomplete pictures. The perspectives and accompanying 
prescriptions only address aspects or the basic contradictions in 
capitalist work organisation. Therefore at one level both theorists 
and practitioners respond within a continuum that has Taylor's 
minimum interaction model at one end and varieties of human 
relations at the other. Employers, of course would like it both ways 

To some extent they can do this by combining theories and practice 
within the continuum ... That story of combination to deal with 
different dimensions or organisational. experience is repeated 
through every period and sector. It is, or course, the case that 
management is not only trying to deal with the contradictory 
aspects or utilising human labour. Variations in strategy reftect 
broader problems .•. But the resultant difficulties in managing the 
contradictions are similar - different routes to partial success and 
failure ... (original emphasis) (Thompson & McHugh, 1990:359) 

'Partial success and failure' aptly describes the advancement of 
occupational group interests discussed in previous sections, despite the 
shift from extra-mural welfare provision to specialist procedural 
regulation of the employment relationship. Mrs White found it necessary, 
in mid 1950, to issue a warning to occupational members: 
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Too often the Personnel Manager ia appointed without .a clear 
enough mandate from: hia Board of Directors nor ' an uaured 
enough position. Industry neither demanda of him the moat up to 
date knowledp nor gives him the facilities to acquire it. On the 
other band too many Personnel Manaprs remain in an intellectual 
backwater and are incapable of givins ~ industry the leadership 
which it ia their duty to provide. Theref'0'9 their wort becomes 
inetrective, their advice ia ignored because it ia not worth having 
and they weakly protest that they are not given the authority to 
carry out their work. (1955:8) 

This message has been repeated often and remains a recurring theme. 
(For further South African contributions see, for instance, Richardson, B. 
(1988:24) and Bhengu, J. (1993:9).) An essential difficulty has been that 
the human relations and interactive skills that have been appropriated as 
the stock-in-trade of the personnel profession, have been too 
indeterminate to provide a sufficiently distinctive basis for a claim to 
monopoly, despite the emphasis on specialised education and training. 
The expansion of their sphere of influence has occurred through 
impositions upon traditional 'line' functions, particularly in the areas of 
recruitment and selection, dismissals and general disciplinary procedures .. 
It should be recognised that the increased focus on industrial relations 
during the last twenty years has assisted the personnel profession. The 
introduction of labour legislation has provided a new rationale for their 
presence. Industrial relations as a specialised problem allows them to 
impose methods of discipline on both line management and employees and 
to emerge as procedural specialists in the legislative sphere. Armstrong 
goes so far as to suggest that the assumption of conflict that underlies a 
pluralist perspective is in their ocupational interest and they may 
therefore play a part in promoting such a perspective (1986:37). 

Competition in the race for corporate ascendancy comes mainly from the 
financial specialists, who have succeeded extremely well in promoting 
accountancy and its derivatives from back-room clerical status to being a 
key executive activity (Armstrong, 1986:29). The shift to strategic human 
resource management, which will be discussed in the next section, 
indicates the direction and form of new strategies for achieving 'board 
room' status. The industrial relations scenario in South Africa differs 
from those in Britain and the United States, as will be shown later, but it 
is clear that, in a global perspective, industrial relations and labour 
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legislation are no longer perceived as crucial areaa·ofmanagement activity 
- hence the quest for new specialist contributions. 

4. FROM PERSONNEL TO BUMAN RESOURCE 
MANAGEMENT 

4.1 Strategy as the new imperative 

The prescription offered by N aisbitt and Aburdene to corporations, who 

want to survive in the 'new information society', signals the conditions 

that have shaped the global shift from procedural personnel management 

to strategic human resource management {usually referred to as HRM). 

We are living in one of those rare times in history when the two 
crucial elements for social change are present - new values and 
economic necessity. 

You must have ooth. Neither force ia powerful enough to produce 
social change on their own. 'Ihere muat be a confluence of both 
changing values and economic necessity. And that ia precisely 
what we have now: new humanistic values and global economic 
imperatives ... 

In the new information society, human capital bas replaced dollar 
capital as the strategic resource. People and profits are inexorably 
linked. (original emphasis) (Naiabitt and Aburdene, 1986:2 & 4) 

In line with this prescription the arguments advanced in current 
American {Fombrun et al, 1984), British (Armstrong, 1987; Fowler, 1987; 
Guest, 1989; Miller, 1989; Keenoy, 1990) and South African {Horwitz, 

1988; Swanepoel 1998) contributions to the 'human resources versus 
personnel' debate generally describe human resource management as a 
'strategic market-orientated activity which ought to emanate from the 
overall business policy' {Keenoy, 1990:3), directed towards 'creating and 
sustaining competitive advantage' {Miller, 1989:51). 

Fowler explains the shift succinctly when he says: 

So perhaps what ia new about HRM is not what it ia but who is 
saying it. In a nutahell BRM represents the diacovery of personnel 
management by chief executives. (1987:3) 
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He identifies two main assumptions in HRM thinking: an assumption that 
an organisation's long•term business or corporate plan is the starting 

point for effective manpower planning, which should be concerned with 
'qualitative characteristics of the workforce' rather than the conventional 
statistical forecasting of labour demand and supply; and an assumption 
that 'current management practice is in essence adversarial and that this 
results · in a massive limitation of the contribution to an organisation's 
business performance which employees are potentially capable of ' (:3). 
These assumptions translate into two inter-related themes: 

Fimt, that every aspect of employee management must be wholly 
integrated with general business management and reinforce the 
deeired company culture. Secondly, that a dominant emphasis on 
the common interest.a of employer .and employed in the succeu of 
the businees will release a massive potential of initiative and 
commitment within the workforce. (:3) 

Proponents of the new order identify an ideological shift from pluralism to 
unitarism as a key requirement for the transition from traditional 
personnel management. Guest draws attention to the 'individualist and 
unitarist' values underpinning HRM, which provides 'a marked contrast 
to the dominant values of personnel management and more especially 
industrial relations which emphasise collective and pluralist values' 
(1989:50). Fowler, however, cautions that such totalising emphasis on a 
'mutuality' of interests based on complete identification of employees with 
the aims and values of the company, as well as the absence of any 
discussion of power in HRM literature, signal 'a blindness to the role of 
trade unions in providing a degree of balance in the exercise of economic 
authority' (1987:3). 

This argument is put into a South African perspective by Swanepoel 
(1993), in an outline of the differences between British and South African 
socio-political and economic contexts during the last thirty years. He 
argues that Britain has had relative political stability, with six legislative 
changes introduced between 1980 and 1990 aimed at reducing the 
influence of the trade union movement. Partly as a result of privatisation 
and deregulation and partly as a result of a break down in national 
bargaining arrangements, more attention is being paid to 'local 
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circumstances' and collective bargaining is becoming increasingly 
decentralised. In South Africa collective representation by trade unions is 
on the increase and the level of worker competence is generally far lower 
than in Britain. Political pressure for wealth distribution and 
organisational pressure for aftlrmative action and black advancement are 
intensifying. He therefore questions 'to what extent human resource 
practices in ~outh Africa should emulate those of the United Kingdom' 
and argues for a 'selective' and 'analytical' approach that recognises 
contextual differences (1993:23-28). 

Horwitz (1988) also criticises 'the idealization and romanticisation of 
HRM as a new found panacea to organizational problems' within a South 
African context and argues for recognition of 'a multiplicity of common 
and conflicting interests' that are present in any organisation (1988:4-8). 

The concerns voiced by academic writers do not, however, prevent popular 
advocacy to South African corporations of a recognition of 'mutuality' of 
interests, with prescriptions for practice that range from participative 
management and 'total quality' initiatives to literacy training. (Manning, 
1987, for example, offers advice for managing the future of South African 
organisations that includes, inter alia, the-corporate mission statement as 
a key strategic activity in the 'management of meaning' to create a climate 
for high performance and co-operation.) 

Watson (1980:227) offers a broader framework for interpreting the 
proposed ideological shift, in his discussion of various frames of reference. 
He poses the unitary and pluralist frames against a radical perspective of 
conflict as endemic to the basic inequalities and power differentials that 
characterise industrial capitalist society. Seen from a radical perspective 
the debate about a community or variety of interest which can be 
accommodated within a consensual framework, does not · pose a 
fundamental challenge to the status quo. 

Keenoy echoes these sentiments at action level when he concludes that the 
supposed conflict between personnel management and human resource 
management disappears 'once it is realised that they are complementary 
rather than mutually exclusive forms of practice, which may be unitary or 
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pluralistic, collaborative or conflictual, 
circumstances and strategic choice' (1990:6). 

depending both upon 
What makes personnel 

management strategic is not how policies relate to practice but whether or 
not those policies 'fit' with the strategic market..orientated thrust of the 
organisation. 

The new imperative for integration of Naisbitt's 'human capital' into the 
strategic resource base of the corporation has had a discernible effect on 
the boundary status of the personnel practitioner. These effects will be 
discussed in the next section, with reference to changes in organisational 
design. 

4.2 Issues of status and authority re-visited 

Historically the employment relationship has never been the exclusive 
responsibility of the personnel function. The tension between 
management of the human resource as a general line function or as a 
specialist personnel function, has worked itself out at the level of sub• 
group competition that translates into 'a variable mixture of three forms 
of management practice' as outlined by Keenoy: 

(1) 

(2) 

(3) 

conventional operati.onal personnel management (the 
acquisition, training, deployment, development and 
rewarding of staff together with the institutional 
management of employee relations); 

the generic responsibility of line or general managers 
for the day-to.day 'people management' activities; and 

the strategic business policy decision-making activity 
designed to ensure a coherent and integrated approach 
to the overall management of the organisation. 
(original emphasis) (1990:7) 

Personnel's authority base, located at operational level in· procedural 
discipline on both managers and employees has resulted in contestation by 
other managerial groupings that manifests itelf in a continual 
requirement for demonstration of the relevance of various personnel , 
activities to business goals. It is a contestation, as already mentioned, of 
personnel's claim to a core of specialist knowledge that imposes procedural 
restrictions on line management's day-to-day activit¥39 in the area of 
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human resource management. Current occupational strategy for status 
and advancement acknowledges the inherent weakness in personnel's 
claim and therefore argues for a shift away from the role of 'surrogate 
human resource expert' (Schuitema, 1991:36), towards involvement in the 
political sphere of strategy planning. 

In South African occupational literature such a shift finds its justification 
in the national 'change' debate and increased trade union activity. 
Slabbert (1990) reminds South African HR managers of their ideological 
belief in 'basic business concepts such as free enterprise and capitalism' 
which 'are the cornerstones of his profession and the point of departure for 
his numerous people-oriented activities', and advocates 'an aggressively 
proactive stance in protecting his (sic) company against nationalisation' by 
ensuring that 'their employees form a consolidated, dedicated, loyal and 
united force' (1990:4,5). 

Lindeque (1991) is equally unequivocal in his prescription. 

Our role as HR professionals ia definitely not to sit on one side with 
our minds politically neutral. On the contrary, our role ia to lead, 
support, facilitate and manage the transition of our organisation's 
position in the changing political environment in which we find 
ourselves. (1991:4) 

The re-location of human resource activity from the operational level . to 
the 'boardroom' is, however, a partial re-location that integrates elements 
of the function at a higher corporate level and retains conventional 
personnel management at the lower operational level. Evidence of such a 
two-tier division in organisational design terms was already _found by Joan 
Woodward in her examination of the relationship between technology and 
organisational structure in the late 1950s. 

She distinguishes between the task and element functions of management, 
with task functions directed towards specific and definable end results 
and element functions as intrinsic parts of the management process. 

Thus line-staff' organisation is baaed not on a differentiation 
between specialist skills but on an uaigmnent of roles. For 
conceptual purpoeee, the distinction between line and atatl' ie rigid 
and theoretical: 'line' defining the positions in the organisation 
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which have 1'88ponaibility and authority · in that tboee occupying 
tbem4 are· ciirec:tly accountable for end results, and 'staff' the 
poeitiona which provide aupport and aervioe to the line; tboee 
dcCUpying ataff poeitiona are not aceountable for end reeulta either 
individually or collectively. (Woodward, 1980:99) 

The distinction between line and staff authority on the basis of roles, 
rather than on the basis of knowledge and skill, prevents a polarised 
relation between line responsibility as a function of general management 
and staff responsibility as a function of specialist management. Personnel 
management, however, proved to be the function which illustrated the 
problems associated with the line-staff concept in the most axtreDle form. 
As an element function it did not fit into the new trend towards 
divisionalisation, brought about by technical changes, diversification and 
a wider range of manufactured products. In some firms large specialist 
personnel departments were split up and each product division had its 
own small group of personnel management staff, with the executive 
authority vested in the divisional line manager. Several arguments were, 
howev:er, put forward in favour of having a personnel/human resource 
department directly responsible to the chief executive: 

A very important part of the penonnel specialist's reeponaibility 
wu to brief the board on policy formulation, be bad to be near the 
the top of the hierarchy and able to talk to board members on 
almost equal terms. Another was that the peraonnel manager 
needed power and prestige · in order to mate the other manapra 
treat him with sufficient 1"88pect. In all ataft' roles there ia an 
element of control; the penonnel manapr baa to enaure that the 
labour policy laid down by the board ia implemented throughout 
the organization. It was felt that he could only do thie eflectively if 
he bad direct accass to the chief executive and oould call upon him 
to apply aanctiona. A third argument was that for top 
management the only way of indicating either to the people 
employed or to the world at larp that it· reprda poci industrial 
relationa u important was by putting the specialist raeponsible for 
personnel management high on the management ladder. 
(Woodward, 1980:117) 

The arguments advanced for personnel representation at board level, are 
reflective of the difficulties encountered by personnel in exercising 
procedural control over both managers and employees, as well as the need 
for firms to develop a positive external profile. In many firms the solution 
was found in a two-tier personnel system consisting of a high-status 
personnel executive responsible to the chief executive and concerned 
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mainly with the development of policies and procedures, and low-status 
personnel managers who were responsible to line management and who 
functioned as trouble-shooters on the ahop floor - an arrangement 
described by Woodward as "the most satisfactory arrangement in theory 
... to get the best of both worlds" (1980:118). 

While the variations in organisational design found in Woodward's 
research 'altered the whole course of debate on organizational 
universalism.' (Rose, 1988:214), it also identified forms of organisational 
structure that accommodates the advocated shift from 'low-risk tactical 
casework' focussing on individual needs and motivation to 'high-risk 

strategy' that concerns itelf with issues of organisational leadership, 
culture facilitation and the management of symbolism. (Georgiades, 

1990:14,15). At the operational level, however, the tensions between 
dictates of the market, organisational demands for employee control and 
resistance to these strategies continues. The requirement for ambiguity 
therefore remains. 

4.3 Implications for tralnlulf as a sub-set of personnel 

Training will be examined in its own terms in succeeding chapters. 

Suffice it to note that the strategic human resource management debate 
places renewed focus on training as a mechanism that will promote: · 
flexibility (Guest, 1989:49), the understanding, re-inforcement and change 

of organisational culture (Armstrong, 1987:35), the pre-empting of conflict 
(Miller, 1989:51), and, an orientation towards investment in the future 
(Keenoy, 1990:8). 

Corporate mission statements pose congruence betw~n organisational 
and employee interests as a universal 'rational' element of organisational · 
behaviour ~at provides the starting point for the 'identity' work promoted 
by these forms of training. Organisational culture as a form of control, 
however, largely ignores the notion of cultural relativism., although 
Hofstede's (1980) study of 116 000 IBM managers in 89 different national 
subsidiaries, including a group of white South African managers, 
identified marked differences in this regard. 
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It should also be noted that the promotion of trainina a, a ~screte though 
integral component · of strategic busin888 objectives (Gois, 1989:32-33; 
Adonisi, 1991:27-30), and the resulting requirement for 'the "know-how" 
to sell ways of thinking or doing to decision~makers' (Daniel, 1991:29-30), 
are manifestations of the ongoing sub-group competition for organisational 
status within the human resources division itself. ' 

5. CONCLUSION 

This chapter attempted to pose two sets of interests: general managerial 
interests and personnel's occupational interests as the dominant 
ideological frames that shaped the institutional form and function of 
personnel as a specialised corporate activity. The argument as a whole 
followed the insight, derived from labour process theory, that managerial 
strategies of control should be understood at one level, as a collection of 
relatively self-conscious specialisms which compete at group level for 
access to key positions of command, by claiming a core of specialist , 
knolwedge that is sufficiently indeterminate to prevent parts being 
routinised or detached (Armstrong, 1986, Thompson and McHugh, 1990). 

It has, however, been argued that personnel, more than any other 
managerial sub-set, requires a certain amount of ambiguity for its 
procedural regulation of the employment relationship between managers 
and workers. The British version of personnel management that informed 
South African practices, orginated in the industrial welfare era and from 
the beginning it occupied a 'go-between' role between individual workers 
and management. It struggled to shift its terrain of work from extra­
mural welfare activities directed mostly at women workers, to being able 
to exert influence over the conditions of work inside the factory. By 
creating a new means of labour administration inside the factory, the 
early practitioners found a 'niche' that advanced their occupational self­
interests, but that also provided an alternative form of labour regulation. 
They identified their own formal authority position as being 'purely 
administrative and advisory' as they could not be seen to encroach upon 
either the territory of production managers or the territory of organised 
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labour. Claims to a specialist i.rltory found ita legitimation in the 
'human relations' strand of the social sciences. 

The establishment of the first professional organisation to represent the 
interests of personnel, was portrayed as an attempt to establish 
professional autonomy. This claim was viewed not simply as a demand to 
be allowed to work according to the profession's own· conception of an 
appropriate code of ethics, but as an attempt to impose standards and 
practices on line management and thus expand the occupational 
grouping's influence base. Explicit identification with management was 
therefore interpreted, at a group level, as a strategy for occupational self­
advancement. The apparently contradictory ways in which key 
spokespersons portrayed personnel practice to managers and to fellow 
practitioners were shown to find congruence in their consistent appeal to 
the progress made in scientific thinking. The rationality of science 
provided the ideological mechanism for the merging or separation of 
managerial and occupational motives, whichever was considered 
strategically appropriate at any particular time. 

Industrial relations and labour legislation were identified as two areas 
where personnel practitioners temporarily found a core· of ~alist 
knowledge that advanced their organisational influence and power, but 
the shift to strategic human resource management and unitarism 
indicates that this area is losing its immediacy and topicality and that 
new areas of influence are being sought through participation in strategic 
planning at board room level.· The resulting two-tier structure has re­
located the requirement for ambiguity to the lower operational level, 
whilst integrating managerial and occupational interests in executive 
'general manager' status at the higher level. 

Of course it must be taken into account that individual practitioners and 
clusters of practitioners would have had in those days, and today still have 
their own particular philosophical and methodological predi~itions 
which prompt particular stances. Such a reading strengthens rather than 
dilutes the argument for ambiguity, but it is a phenomenon that is found 
in every instance of social practice and it is therefore not an argument 
that explains institutionalised forms of practice. 

76 



In ·the next. chapter the corporate function of training, as a. component of 
the human resource function, will be explored. It is at this level where the 
tensions and conflicts between . market imperatives, organisational 
demands for control and the aspirations of employees work themselves out 
in ideological and practical terms, and it is here that the capacity for 
ambiguity th1;1t was historically institutionalised into the role, remains a 
key requirement. 
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Chapter4 

THE FUNC'l1ON OF TRAININGAND DEVELOPMENT 
AS A CORPORATE INSTITUTION Wl'ril ~TED ISSUES 

OF FORMAL AUTHORITY AND LOCATION 

1. INTRODUC'l1ON 

In this chapter the function and iasks of corporate training, as a sub-set of , 
the personnel function, will be investigated. It will be argued that, 
contrary to conventional.definitions, the function of training as a corporate 
institution is not to deliver efficiency/eff'ectiveness improvement. It is a 
site where individual employee identification with the corporation is 
secured and maintained. The corporate principle of 'mobility basd oi;i 
meritocracy' finds its practical co-ordination in corporate training, 
Interview data will be analysed to show the symbolic nature of training's 
function and tasks, both in terms of the form.al public corporate versions 
and as it is understood by the actors. The location and formal authority 
levels allocated to training are viewed as consistent with this task in that 
they provide a particular kind of institutional embeddedness that creates 
the conditions for task: achievement. 

2. LOCATING TRAINING IN A WIDER CONTEXT 

2.1 Tratnme as a societal Institution 

Field (1991) ascribes a treble function to vocational education and training 
and argues that, like all educational practice, it is: 

an agency of aocialiaation, (re)producing a labour force with 
appropriate skilla, knowledge and attitudea; it ia patently an 
agency of selection, offering qualiricationa which distribute the 
population between different roles. And vocational education 
sharea with the reat or the educational system the function or 
generating new knowledge and skilla, and even new frameworks or 
meaning which enable tpe inatitutiona or human activity to change 
and survive; in thia third sense it is future-orientated and even 
emancipatory. (Field, 1991:41) 
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In general terms training as a societal institution is thus viewed as having ' 
the function of selection, socialisation and 'meaning' creation. Tl-aining as 
a corporate institution has, in addition, an obvious relation to profit-driven 
economic rationality aimed at the maximisation of productivity. 
Corporate efficiency/eft'ectiveness concerns call for control mechanisms 
that have the overriding aim of ensuring that goods or services are 
produced economically, with the concomitant aim of subduing or 
transforming work:er resistance and creating a positive stance towards 
work in general and the workplace in particular. It is in this context that 
Rose's argument against a general interpretation of the function of 
vocational education and training becomes pertinent. He argues that 
patterns of industrial practices cannot be identified in the abstract but 
that such practices can be understood by 'mapping out the institutional 
geography that shapes action within the societal locality' (Rose, 1988:402). 

The way in which skills and training, that is the production and delivery 
of competence, is institutionalised, results in particular industrial 
structures and procedures, industrial relations practices and work 
attitudes so that certain types of behaviours are sustained and others 
excluded. 

What most affects the shape and complexity of control syatema, ia 
not such 'commitment', or the general willingneu to accept 
industrial discipline, but the mix of competence • real skilla not 
paper onea • available to production managers. The stock of akilla, 
training and qualifications puts strict limits on how a work prooeu 
ia deaigned, supervised and operated • 

... Training provision can thus become a battlefield in the politics of 
the work.place, but technical training ia orpniaed very ditTerently 
from one country to another; and theae training syetema are likely 
to produce within each country, conventional recipea for utilising 
the stockpile of competence and capturing a meuure of employee 
commitment. (original emphasis) (Roee, 1988:398-399) 

To illustrate this point he refers to a study of the comparison of the 
organisation of training systems in France.and West Germany undertaken 
by the Aix Group. (The work of M. Maurice, F. Sellier and J.-J. Silvestre, 
1986, discussed in Rose, 1988:398-404.) 

The study identified two different sets of institutional ' practices in 
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Germany and Fraµce, that could be regarded u proto-types for analy~s of 
the South African system. The dual system in Germany retains 
apprenticeship as the cornerstone of industrial training, with 
apprenticeship diplomas for both technical and managerial occupations 
awarded, not by · employers but by bodies independent of firms. This 
provides management and workers with a common base of technical 
culture that canies some of the prestige of craftmanship and stresses 
know-how gained from work experience. Technical competence for both 
management and workers becomes, the basis of authority and the 
qualifying factor for promotion. It also provides valid credentials for 
movement throughout industry. Psychological self-identification is with 
an occupation rather than with an employing firm. 

In France competence is created in the organisational domain. The 
limitations of general training offered by technical institutes forced· large 
employers to devise their own training programmes, slanted towards the 
particularities of the employer's product, labour process and technology 
and based on a social doctrine of each firm as a 'working family' with 
psychological identity derived from organisational membership. This has 
resulted in a narrow technical competence that has exchange value within 
the firm but workers who want to broaden their skill tend to chanp ftrms. 
As a result of the general low level of technical training, competence has to 
be organised into the labour process along Taylorist lines. The particular 
form of work organisation in French firms should therefore be seen' as a 
reflection of the defects of the training system. It is, however interesting 
that the study could not draw conclusions in terms of the desirability of 
one system over the other in economic terms. Both systems have proved 
viable in economic expansion terms for the countries in question. A 
conclusion that can be drawn though is that training's agency is directly 
related to the way in which the training system is institutionalised. 

In South Africa training. provision is shared by the state and private 
sector. The state has concerned itself mainly with the administration of 
the apprenticeship system through the Department of Manpower, 
although the Manpower Training Amendment Act, 1990 (Act no. 39 of 
1990) has provided for the devolution of responsibility for training in a 
specific industry to its accredited training board. The private sector 
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provides enterprise-specific training for employees at different levels in ... - -
the company hierarchy, specialising in middle level supervisory and 
mailagement training rather than in the provision of technical training. 
In the next section a brief outline of trends in current provisioning will be · 

given, preceded by a discusaion of the dominant definition of skill that 
determines both training policy and the features of the institutional 
division. Definitions are not value-free, and to the extent that they create 
capacities and limitations of practice, they should be viewed as political 
macro-constructs, historically located and reflecting the dominant · power 
relations in society. 

2.2 Training u lnsUtutlflnallsed 1n South Africa 

2.2.1 Definitions of training in relalion lo '•Ifill fonnalion' 

The taken-for-grantedneas of the connection between vocational training 
and the acquisition of job-related skills tends to obscure the political 
nature of skill as a labour market commodity. Critiques of state and 
private sector training policy refer to the ideological nature of skills 
training as a mechanism for creating labour harmony and overcoming 
negative worker 'attitudes', (see for instance Chisholm (1984), Schaffer 

(1984) in Millar, 1991), but leaves the technical facet of the skill definition 
largely intact. A shift in emphasis is found in current debates in 
international and South African labour process literature, with renewed 
interest in skill formation and training systems as a result of a world-wide 
market trend towards post-Fordist forms of work organisation [Mathews 
(1989), Fanarotf (1990), Kraak (1992a); Freund (1992)). It is argued that a 

high and composite level of technical skill is required to achieve the 
flexible specialisation that·the market demands. Related concepts such as 

multi-skilling, the broad-banding of skills, and democratisation of the 
workplace therefore call for a re-working of definitions of skill based on 
Fordist/l'aylorist division of labour that result in categories of 'unskilled', 
'semi-skilled' and 'skilled' workers. 

Webster and Leger (1992) enter the debate at precisely this point. They 
argue that, while there is general, if contested, agreement on the skills 
shortage in South Africa, what is often taken for granted is the definition 
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of skill ~d how skills are formed. They introduce four components to the 
skill definition rather than the two, manual dexterity and knowledge, 
used in conventional definitions. The third component relates to the social 
construction of 'skill' as a barrier that permits or restricts entry to an 
occupation: 

To speak of skills u socially constructed ia then to suggest that 
skill cannot be objectively measured; its construction ia a result of 
the relative strength of employers and employees in specific 
historical contexts. Each contut ia shaped by the organisational 
power of workers at the point of production and in the labour 
market. (Webster & Leger, 1992:54-55) 

Interpretations of the social construction of skill generally take as their 
starting point the autonomy of the traditional craft worker (Braverman 
(1974), McClelland in Joyce (1987)). In an earlier work Webster (1985), 
exploring the effect of the labour process on forms of workplace 
organisation in the foundries, argues. decisively against a general version 
of traditional craft work and points to the capability of one group, for 
example, white-dominated craft unions in South Africa, to act defensively 
to exclude outsiders and monopolise resources. This capacity derived from 
a particular social construction of 'skill' arid was upheld by legal and 
institutional mechanisms of the day. 

The fourth component referred to by Webster and Leger pertains to tacit 
skills that lie between formal knowledge and manual dexterity. It is 
informal knowledge that is acquired from peers and fellow workers. (Here 
they refer to the tacit skills of underground safety, or pit sense, that black 
miners learn informally on the job.) These tacit skills are not recognised 

formally and are seldom acknowledged in skill definitions, yet they are 
indispensable to production. 

Such a composite definition of skill, whilst not unproblematic for the 
development of measurable standards or criteria usually required to 
determine skill levels or grades, nevertheless reveals the political · 
complexity of skill as a discrete concept. It indicates how definitions of 
skill are shaped by, and in turn shape, particular socio-historical contexts 
and how stratified systems are created and reproduced at the definitional 
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stage. 
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Most of the standard deftnitions of training.for skill used by the state and 
the private sector display none of the nuancea .of Webster and Leger's 
argument and continue to emphasise technical CQDJPetence within a 
narrow and job-specific version of skill formation. An exception to this can 
be found in a definition offered by Coetzee (1992), ,a representative of the 
para-statal Development Bank of Southern Africa, in which he refers to 
skill as a description of'a worker's occupational qualifications, which are 
generally attested to in a certificate or diploma· after passing certain 
vocational tests' (1992:4). 

The following definition drawn from a textbook currently prescribed by 
many courses on Human Resources Management, illustrates the 
stratificatory nature of definitions-in-use: 

Educati.011, refen to activities aimed at developing knowledp, 
moral values and understanding. Its purpoee ia to develop the 
student intellectually and to provide him with the basis for further 
learning. Education is basic knowledge rather than applied skills, 
and it baa little or no immediate appli-.tion to a specific job. 
Basic preparatory education is received at high school, college or 
university. It is required in all walb of life and is of value 
throughout life. 

Management development, .... is more specific than education .... it 
is a proeeas whereby manaptrs pin -,.rience, skills and 
attitudea to become or remain 1uoc111ful leaders in their 
enterpriaea...... The term manapment fievelopment can refer to 
the improvement of the skills of a peraon - a manager - or it can 
refer to the amendment of the management function within the 
enterprise. 

Trai.ni.ng refers to . the use or specific means to inculcate specific 
learning; using techniques that can be identified and deaeribed. 
'111eae techniques and methods should be continually improved. 
Training is therefore a deliberate efl'ort to teach specific skills, 
knowledge, or attitudes to serve a specific purpoee •• ~ •••• the purpoee 
of training is to enable the learner to apply knowledp, skills and 
attitudea in order to achieve the objeatiff8 of the enterprise and it 
should 1Wult in the trainee's being able to do a specific job 
ef1'eatively directly or soon after training. (Gerber, Nel & Van Dyk, 
1987:184-5) 

A definition such as the one quoted above with its clear separation 
between education as an area of general cognitive development, 
development in the corporate sense as a management activity and training 
as pertaining to applied skills, knowledge and attitudes at lower levels of 
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the oqpmisational hierarchy, obscures and.· reproduces selection 
stratification,· (based largely· on categories of race) that exists at entry into 
the work.place. It creates the impression that, _by throwing in her lot with 
the- employer, the employee will receive training that will earn her a 
specific and secure place in the industrial hierarchy. The concept of 
'development' as a future-orientated activity is located at managerial 
level, well beyond the grasp of the majority of employees. Black 
advancement programmes, · which have gained currency in progressive 
firms over the last ten years, expose the reality of the lack of advancement 
opportunities available to lower-level employees while the definition of 
skill remains an expression of the classic Fordist/l'aylorist separation 
between task: conception and task: execution. It can be argued that it is 
not only the way in which work is organised but also the nature of the 
definition itself that sets up the barriers that translate into skilled, semi­
skilled and unskilled occupational levels. 

The following definition and accompanying graph provided by the 
National Training Board (1991:7) is even more direct in its stratification 
emphasis. Training is: 

the transfer or gaining of technical knowledge, related skills, 
values and attitudes in order to develop proficiency and to develop 
a pel'BOn's natural aptitudes and other abilities to improve his 
capabilities as a worker. Training which generally tabe place 
out.aide formal educational institutions, ia more · often than not 
directed towards the needa of a specific employer or group of 
employers. 

The akilla that are developed could be of a technical, human or 
conceptual nature and are ·needed to a varying degree· ·in the 
various levels of occupation from the unskilled worker up to the 
highly skilled levela of senior management. 

THE RELATIVt IMPORTANCE OF ffl'F.S OF SKILLS AT DD'FDENT DIPLOYMENT LEVELS 

Hll,lly .,,,,., ........ 
.......... 

(Complndluffl GI -r...., p.3.J 

eo-p&ull ..... 
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Stratification manifests itself as a . skill division that distinguishes 
between technical, human/interpersonal and conceptual skills. These 
areas are identified as distinct areas of skill formation that are 
appropriated at different levels of the organisational hierarchy to 'achieve 

I 

maximum efficiency and effediveness'. Such a skill division . explicitly 
makes certain types of training available to the different hierarchical 
levels, with technical training geared to fower-level employees who are the 
greatest in number. (Kraak (1992b:70-71) argues for a revised version of 
the above-mentioned graph in order to develop a 'high skill equilibrium' 
perpective.) 

In the following two sections training provision offered by the state and 
the private sector will be outlined in order to demonstrate that access to 
training remains the privilege of those who have already had access to 
formal education, with massive under-investment in training opportunity 
for so-called semi-skilled and unskilled workers. 

2.2.2 Slale provision 

The impact of 'apartheid' on all components of the South African societal 
structure is well-documented (see for instance Kallaway (1988), Gelb 
(1991), Millar et al (1991)). Training in South Africa, within a structure of 
restriction on black working class mobility, job reservation to protect jobs 
for white and later so-called coloured artisans, separate state-sponsored 
training institutions for different racial groups with entry qualifications 
well beyond the average scope of the results of Bantu education, and 
reliance on the importation of skilled labour as a substitute for 
expenditure on training (here the Mossgas Project is a good example), 
have resulted in the much-debated skills shortage (Muller (1984), Kraak 
(1989). The apprenticeship system, as a tri-partite contract between state, 
employer and apprentice, has been the backbone of technical training 
provision, dating back. to 1884 when the Natal Government· Railways 
started the first classes for apprentices in Durban (HSRC/NTB, 1989:19). 
One of the notable features of a recent series of state-sponsored 

publications on various aspects of training in South Africa {HSRC/NTB, 
1984, 1989, 1991) is the inclusion of bland historical versions of state 
involvement in training provision which focusses on a series of successive 
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commissioiµ1 and changes in legislation without explicit acknowledgement 
of the political system that was upheld and reproduced through such state 
interventions. It is left to educationalists such as Dr Ken Hartshorne to 
re-iterate the effect of Verwoerdian ideolao on the composition and skill 

distribution of the South African labour force: 

Indeed, up to 1960, private sector permptiona of education were in 
the main utilitarian and inatrumentaliat, while at the wont 
Afriean edueation waa still being criticlaecl beoauae it made people 
'unfit f~r manual work' •. In general the Verwoerdian myth of the 
two economies and bia dogmatic auertion that there wu no place 
for the black South African 'in the European oommunity above the 
level of certain forms of labour' wu not publically subecn'bed to by 
economic interests. Nevertheleu there is no question that the 
dominant viewpoint wu that the economy wu at a level at which 
limited akilla. were requued of black worbn, and that emphuis 
should not be laid on 'education' but on incbakial and vocational 
training leading to lower level akilJa. It is of IIOIDe significance that 
the term 'technical' waa not used at this time, probably becauee it 
would have sugwted a level of training and skill that wu not 
intended. The 'real' akilJa were to be provicled by white.. The tuk 
of African education waa to develop hamta of induatry and 
regularity, to produce 'good workers' who eould 'make an hon•t 
living' and know their place in both the economy and society. 
(Hartahome (1987) in Millar et al, 1991:118-119) 

Despite significant changes in labour legislation in the last 80 years, 
SALDRU (1992) reports that currently only 1~ of South Africa's work 
force is being trained in technical fields against an economic requirement 
estimate of 75%. Apprenticeship is still considered the main route to 
artisan status, but the 1983 statistics show that only 1,25% of the total 
economically active population was registered during that year, whereas 
in 1977 Germany accommodated 5,70 %, Austria 6,15., and Switzerland 
5,38% of their respective total economically active populations. 

Removal of statutory work reservation from labour legislation in ·1979 and 
the removal of racial restrictions on acceaa to the apprenticeship in ,1981, , 

resulted in a significant increase in the number of African 
apprenticeships. The statistfcs, however, show an overall decline· in the 
total number of apprentices in the latter half of the 1980s. SALDRU 
ascribes this trend to the following factors: 
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1. White-dominated artisan unions were strongly opposed to 
the indenturing of African appreliticea becauae of their 
racist political ideology. u well u the fear of black skilled 
labour providing a cheap alternative. 

2. Inferior Bantu education limited the number of Africans to 
be indentured aa apprentices. One of the requirement. wu 
that an applicant should have puaed both mathematics and 
science at the Std. 7 level (nine yean achooling). In 1986 
the number of pupila. who attained this level amounted to 
less than 25% of all pupila. 

3. The employment of apprentices wu still contingent upon 
the buaineaa cycle aa employen were loath to inveat money 

. in training during periods of receeaion. 

4. Employem were reluctant to commit themaelv• to the 
lengthy contractual obligations which accompanied the 
employment of an apprentice. (SALDRU, 1992:4) 

The last two factors imply that businesses tend to train only for their 
immediate needs, despite generous tax concessions for training during the 
1980s, which led to the establishment of many in-company training 
centres to supplement training offered by the state. The apprenticeship 
route is a declining area still premised on racial division, with white 
artisans comprising 72,6% of the total distribution and African artisans· 
comprising 5,8% (SALDRU, 1992:16), and with black apprentices being 
channelled mainly towards the building industry which is subject to 
cyclical fluctuations and offers little scope for career advancement and 
long-term security. Little 'real increase' has occurred in such occupational 
sectors as metal and engineering, electrical trades and motor· trades 
(Lundall & Kimmie, 1992:42). 

The ·paucity of technical training provision can be illustrated by reference 
to figures released by the National Manpower QlmmiMion in their 1990 
annual report. The figure for new apprentice indentures for 1990 is 9 054 
(a bre~down by population group is not provided). When this figure is 
considered in relation to the 1990 estimate of nearly 11 million (36% of the 
total population) as the economically active population of South Africa, but 
excluding the TBVC states, (National Manpower CommiMion, 
1990:27,50), then the extent of under-provision becomes apparent. 
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2.2.8 Private sector provision 

Private sector prOV1s1on has traditionally focussed mainly on the 
development of supervisory and manapment skills to provide , the 
leadership and control necesaary for a work force characterised. by a large 
low-skill component. Thia type of training foeua articulates with ~ent 
aftlrmative action policies designed to increase the number of black (used 
as a generic category for 'other than white') employees as well as the 
number of women who are appointed in supervisory and management 
positions. 

The findings of the 1989 HSRC I NTB Investigation into Skills Training in 
the RSA present a positive account of in-company training activities: 

Many large induatriea have a poeitive and dynamic manpower 
policy baaed on sound principlea and continual research. In such 
induatriea management ia dedicated to structured , training 
programmes and large sums of money are spent annually on the 
training of employees. 

It is clear that the profeeaionally trained, dedicated and 
enthuaiaatic direetor plays an important role in the training policy 
of a company and ita execution. In compani• with such staff there 
consequently are no aerioua problems in training their employees 
and the development of careen ia set as a goal for trainees. 
(Quoted in NTB/HSRC, 1991:36) 

Whilst these statements would undoubtedly apply to some South African 
companies, the generality of the finding must be questioned in terms of 
who gets access to training and what career mobility follows as a result of 
in-company ,training. An extemal information exchange survey conducted, 
by BPSA in 1989 and repeated in 1991 to ascertain current trends in the 
development of black managers and professional staff, paints a rather 

\ 
more bleak picture. It should be borne in mind that no distinction made 
between sources of recruitment, that is whether appointments were made 
internally or whether staff were recruited on the external labour market. 
(Permission was obtained from A Bowmaker;.Falconer to qu~ the 
following figures): 
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'JJ Management repraenla.lion (PalertJOn D band and abor,e) 

1989 1991 
Average black management representation in 

African 
Coloured 
Asian 
Total 

21 co's 

2,57% 
1,66% 
2,4% 

8,83 .. 
Black management representation in best company 

African 

Total blaclr mana1ement 
10,9% 
19,7., 

23 co's 

3,22% 

2,48% 
2,81% 
8,ll'JJ 

13,6% 
18,42% 

Whilst in terms of total management representation these figures show an 
increase of 1,88% in black employees at management level over 2 years, 
the overall percentages remain low and affirmative action remains a 

strategy designed to provide limited access to select individuals rather 
than a concerted attempt towards large-scale redress. These trends were 
confirmed by a pilot survey done by the Graduate School of Business of the 
University of Cape Town in 1992. The purpose of the survey was to collect 
strategic human resource development information both nationally and by 
economic sector, with a view to setting up a national human resource 
database. The training and development strategies and results of 22 
national companies who employ a total of 500 000 people' were 
investigated: 

Management (Paterson D band and above) 
African/Coloured/Asian 

Industry Sector 1 
Industry Sector 2 
Industry Sector 3 

7,0% 
4,8% 

2,2% 

Skilled and Superviso-ry (Paterson C Band) 
African/Coloured/Asian 

Industry Sector 1 
Industry Sector 2 
Industry Sector 3 
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35,6% 
35,2% 
13,6% 

Women 
8,8% 

12,9% 

2,2% 

Women 
11,8% 
47,3% 
18,3% 



13 companies could provide figurea regarding expenditure on training and 
development as a percentage of total employQl8nt costs. These figures 

ranged from 0,2% to 3,3% with an average of 1,1 %. Compared to an 
average of 6% to 10% in leading industrial nations (Van der Walt (1989) in 
Horwitz 1990:7), the under•investment in training and development by 
the private sector becomes apparent. Closer scrutiny of the statiatica for 
one industrial sector in terms of training focus, the ,iumber trained in 
each race category and the average amount spent on each trainee for the 
quarter September to December 1991, further confirms maintenance of 
the status quo rather than investment in training that would create 
mobility opportunities for workers in the categories of semi•skilled and 
unskilled. 

. 
CATEGORY WHITE BLACK COL ASIAN TOTAi. WHIT Bl.AC ..COL -

D 2322 198 35 30 21143 

C 2478 539 1232 197 4444 
SEMI-SKJU.ED 433 no - 17 14N 
APPRENTICES 0 0 0 0 0 
UNSKILLED 4983 2581 1375 ,. 

•11 
EDUCATION 109 $4 17 18 1N 
TOTAi. 10023 4028 2918 480 17419 
Note - Average Spent ii per Trainee and ii Calculaled from Total Spent and Number of TrainNI 
•TOTALSAMPLE-51195 

111' 11'11 1• 1'11 
! 5'I 1 ., . .21'1 .,. 
.:, " " 1111 

an ... 
" I " °" ""' . .,, . :~•~ ,., 2" .... :i, ~ "' ... 

57'1 :~ ~ 1 r,i 31'1 

The fmdings of both surveys indicate the false assumption in the 
NTB/HSRC investigation that there are 'no serious problems' in 
companies with structured training p~ammes, adequate training 
budgets and dedicated training staff. 

3. TRAINING IN THE CORPORATION 

Whilst statistics and definitions can only provide partial views, they 
nevertheless provide anchor points for analysis. In order to investigate 
the tension between public documents and quoted statistics and the based­
on-experi.ence views of those involved in training, a micro-analysis of the 
corporate training function was undertaken. By juxtaposing the public 
and private versions of corporate training an analytically more intriguing 
complexity becomes visible. 
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3.1 The public version 

Argyris and Schon (19a.) argue that documents such as corporate mission 
statements outline an organisation's instrumental theory of action for 
achieving its corporate objectives: 

The company's instumental theory of action is a complez system of 
norms, strategi• and uaumptions. It includes in ita scope the 
organisation's patterns of communication and control, ita ways of 
allocating resources to goals, and ita provisions for self­
maintenance - that is, for rewarding and punishing individual 
performance, for .constructing career ladders and regulating the 
rate at which individuals climb them, and for recruiting new 
members and instructing them in the ways of the organisation. 
(Argyria & Schon in Pugh (ed), 1984:358) 

They differentiate between two theories of action, namely espoused theory 
and theory-in-use: 

When someone is asked bow be would behave under certain 
circumatancm be usually gives bis •poused theory of action for 
that situation. This is the theory of action to which be gives 
allegiance and which, upon request, he communicat. to others. 
However, the theory that actually governs bis actions is bis theory­
in-use, which may or may not be compatible with bis espoused 
theory; furthermore the individual may not be aware of the 
incompatibility of the two theories. (:354) 

In Weberian terms the espoused corporate theory could be viewed as a 
cultural 'ideal type' that provides a standard against which similarities 
and differences in actual historical situations can be located. It provides a 
basis for comparison and analysis of the interpretations given by actors as 
cultural beings within the corporate milieu. 

The data that follows, illustrates the public version or espoused corporate 
theory about the training and development function. Information was 
obtained from a range of big business corporations· in South Africa. No 
distinction will be made between industry and commerce, as these 
distinctions did not become apparent in the data. (The examples were 
selected because they were made available to the researcher. There is no 
intent to identify particular corporations.) 
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Example A: 

.•• We are committed to equality of opportunity and the 
development of our people to their full potential, the development 
of local induatry·and the community with a view to the· uplifting of 

· living standards. In punuing tbeee inteneta we aim to mate a 
return on invaetment which will result in a viable company. over 
the long term and the optimization of the interest of our parent 
company ... 

Corporate goals include the following: 

... motivate all people in the ..• family by promoting a feeling of 
belonging and striving for goals that are reoopiaed as rewarding 
and worthwhile ... 

ExampleB: 

We will: 
... Foeter innovation, competence and commitment in our 
management and staff, and promote a working environment both , 
stimulating and sensitive to individual needs. 

Reward solely on the basis of performance and initiative and , 
provide opportunities for advancement according to individual 
potential and personal resolve with access to excellent skills 
training and career education ... 

Example C: 

.•• We believe that time, thought action and money should be 
devoted to ensure that all are developed to their full potential. 

We believe that training, education and job advancement 
opportunities should be. provided for all employees. For employees 
t.o play their full role in the achievement of company and peraonal 
objectives, it ia aiaential that a comprehensive and effective 
training system exists at all levels. 

Managen and employees should take joint responsibility for 
training and development and commit themeelvee to improving 
their productivity and worth to the company ..• 

ExampleD: 

... The core purpoee of Training and Development ia to ensure that 
the Company has competent employeee to .meet prwent and future 
needa. Training ia also a means of taking the Company's purpose to 
all employees and teaching the values and bebavioUl'S to which the 
Company ia committed. All employeee will undentand what their 
role ia and how it contributee to the goala of the buaineaa. They 
will be given the training neceaaary to ensure their functional 
excellence in performing that role. 
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In4iividuale 'will be trained for present and future job competence 
·provided a need aiata in the orpniiation and the individual baa 
the neo■■■ary pote~tial. Emplo,- will be considered u 
individuale with needs, rather than u memhen of groups where 
training needs are uaumed on the baaia or that membenhip. 

The responsibility for training and development ia shared amonpt 
manager, employee and trainer. Man&g91'8 and euperviaon will be 
accountable for the Training and Development of their people and 
will be actively involved in both formal and on-the-job training 
activities. lndividuale will be enoourapd to be pro&ctive in 
formulating and actioning their development plans. All partiee 
will identify and remove1 barrien to individual growth and 
development. 

The aaeeaament of needs and the measurement of reeulta will form 
part of the training proceea. Buaineu sense will determine the 
balance between the use of in-Company and utemal reeourcee in 
meeting training needs. Innovative ways of meeting training needs 
will be established so that they become part of ongoing practice. 
The organisation will be managed in such a way that training ia 
part or the ongoing work. 

Needs driven and professionally executed training will only be of 
value if the concept.a and skills taU(lht via training are consistent 
with desired work place practicee. Where there are inconsistencies 
between what ia taught in training and environmental factors auch 
u appraisal of performance, rewards, structure and management 
behaviour, these will be identified and corrected. 

Variations in emphasis can obviously be discerned, but of greater interest 
is the common set of assumptions embedded in these s~tements: 
• training and development available to all employees, 

• 

• 
• 

focus on the individual, with total identification between individual 
and corporation, 
mobility and promotion premised on individual meritocracy, 
a direct link between training/career education and opportunities 
for advancement. 

In line with human resource management thinking, these assumptions 
are underpinned by an ideology of congruence between individual and 
corporate objectives, a zero-conflict base of social relations with 
organisational mobility available to all. Regulatory aspects are framed as 

being dependent on individual potential, performance and initiative in 
relation to organisational need. The free market system, advocated by 
most corporations as an ~onomic principle, clearly guides corporate policy 

with regard to training and development. The public function of training 
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in its corporate context becomes the provision of a mechanism whereby the 
ideology for the merging of individual and corporate interests can be 
created and sustained. Training shows in concrete terms that the 
corporation cares about the well-being and development of its employees 
and that, depending only on individual aptitude and initiative, mobility is 
available to all. It is this qu~cation that reveals the features of the 
corporate labour market. Training is the site where skills can be acquired 
and developed for 'exchange' in the internal (or external) labour market. 
The pivotal concept is the notion of 'career'. Hierarchical organisation 
structures create the possibility of promotion, with concomitant salary and 
status increases. Corporations nurture and sustain an ideology of career 
mobility for the individual in order to attract and retain high-quality 
employees. The ideology of career development as a continual process is 
noticably absent in the traditional professions or trades, where access is 
obtained through a recognised qualification which certifies that the 
individual is skilled in a specific area of work. In general terms, income, 
status and psychological identification are derived from association with 
the particular profession or trade, rather than from identification with a 
particular organisation or company. The division of labour that creates 
the corporate hierarchy requires an ideological underpinning that 
presents the individual with possibilities for obtaining increased material 
and psychological benefits within the boundaries of the firm. At the same 
time the external labour market is kept in focus as an alternative site for 
career mobility. Not all ~r aspirations can be accommodated within 
the firm and recruitment from outside, which occurs as a parallel process 
to internal promotion, increases conditions of competition. Training 
derives its agency from this ideological frame. 

3.2 The private version 

In order to deconstruct the agency of corporate training we need to 
examine the other side of the 'theory of action' coin, namely the theory-in­
use as constructed by individuals inside the corporation. Argyris and 
Schon maintain that any organisation should be seen as an artifact of 
individual ·ways of representation: 
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Each member or the orpnization .conatrucf:a ~ or her own 
reprasentation, or i•ge of the theory-in-UM of the whole. That 
picture ia alwaya incomplete. The orpniation memben atrive 
continually to complete it, and to unclentand themaelvea in the 
context of the organization. They try kt deaaribe tbemaelvee and 
their performance insofar u they interact with othen. Moreover, 
othen are continually enppd. in similar inquiry. It ia this 
continual, concerted m•hing or individual imapa of self and 
othen, of one's own activity in the context of oollective interaction, 
which conatitut.ee an organization's theory-in-UH. (Argyria & 
Schon in Pugh (ed), 1984:359) 

A sample of 22 trainers from a range of corporations within commerce and 
industry were asked to give their impressions of perceptions of training at 
various organisational levels. As trainers probably have the strongest 
vested interest in the continuation of training at a practical level, it was 

presumed that they would have definite theories-in-use· about training's 
role and function. The extracts that follow have been selected to illustrate 
a range of perceptions. 

8.2.l Trainers' vieu,s of managemenlpen,eplions of training 

Question: 

• 

• 

• 

'How do you think management sees trainingf' 

'Our MD ia extremely serious about training but the production 
managers aee training u an add-on. Ir there's any disruption the 
first thing they do ia to cancel training couraee. 'niey say it's 'nice 
to have' but it's not essential.' 

'I think training is seen largely aa a neoeuary evil by a lot or 
people. Management aee it aa something that baa • to be done to 
keep the workers happy and to UH up the budget that ia available. 
I don't think there ia enough emphuia placed on training and I 
don't think the technical training ia ewr really looked at. I think 
the mere Caat that a peraon ia being trained ia good enough and the 
MD'a of compani• · with training will say that it's great. . That ia 
where it ends. It's the numbera game, the whole aocia1 profile.' 

'Some see it u a necessary evil and others recopiae it aa a totally 
positive force that baa great influence in the company and its 
people. There are some people who aay: •Ira a wute of time, let's 
just get on with our jobe, this training really cloeen't achieve much.• 
There are othera who say: "Y •, it does achieve; we must be 
concemed with our employeee and their development; we must be 
looking ahead and training them for future poeitiona, etc.• ' 
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• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 
• 

'It's something they send other people on • "not for me", but it 
vari• again. So much actually aeems to depend on the penonal 
credibility that you •v• with that manapr when you go and talk 
about a particular coune. I think I operate on penonal credibility 
quite a lot because people tend to look at the "deliverer" of the 
training rather than the training initially.' 

'Necessary in terms of their image in the market place - that this 
is a company which doee training. Exp.naive.' 

'Top management, I think, is very committed to training from the 
top down, but there is ■till a tendency amongst many buaineuee 
that ifbudgeta need to be cut, they eut training.' 

'I hope this doesn't aound too negative, but I almoat think they see 
it aa a neceuary evil. They feel that it's something that must be 
done. They have to make money available for it, they have to allow 
people time off to go on eounee and so on, but I get the impression 
that they actually resent doing it. Staff should be there to work 
and if training is internal, or if it's assignment-based or 
experienced-based then that's (me. It is almoat seen as a reward or 
a privilege: "If you are sufficiently advanced or if you have promise 
then we'll send you on training." ' 

'Management aee trainers as people who get the staff up to scratch 
as quickly as poasible without wasting management time. We're, 
just there to get people up to competency level, to produce, not 
robot■, but people with technical skills that can be uaed as quickly 
as poasible.' 

'Management sees training as essential, however, work pressures 
often delay or hamper attendance on courses.' 

'There are very few South African tirms that aee training as a 
totally poaitive force that has a great intluenoe on the company and 
ita people. Moat SA firms are not prepared to support the training 
function properly and intelligently.' 

'My impreuion is that most managers have a short-term 
perspective on training - a quick tix.' 

'We are often aeen as the department that is magically suppoaed to 
solve problems that have more often than not resulted from bad 
management practice.' 

-rraining is often used as a reward: "Yoµ have done well, now you 
can go on a training course." The way the company can give 
recognition is to send somebody on a training course.' 

'Training is viewed as getting in people's way, but needed.' 

'They'll take you round their training rooms and it's clean and 
empty. Especially compani• with overseu linb • they want to 
report on how many people have gone through training.' 
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• 

• 

'The staff who are happiest and nioet sucoeuful are managed by 
people who are totally committed to training while the managers · 
who believe it's a waste or time have diuatiatlecl and fruatratecl 
staff.' 

'It's sort of token training almoet, "You haven't given ua anything 
really relevant." Mampment, I think, ... it aa a privilege. It 
seems to be reeerved tor people who are already there anyway. The 
people who really need training are ab.op floor people, the people 
struggling to break out or the ranb and start climbing the ladder.' 

Contradictory images emerge from these comments. The contradiction is 
perhapa best captured by the phrase 'a neceuary .evil', a metaphor that 
was mentioned twice. A composite reading of the comments shows general 
rather than specific management support for training. On the positive 
side it is perceived as an investment for the future - 'we must be looking 
ahead and training them for future positions.' At the same time training 

is seen as a non-monetary reward for past performance. There is a 
marked lack of confidence in · training's capacity to engage with the 
'realities' of particular workplaces - 'training doesn't really achieve much', 
yet the occurrence of training as an event that 'keeps the workers happy' 
is tolerated and even encouraged. Policies such as the Sullivan Code can 
be traced in the 'numbers game' references, but training is also perceived 
as reflecting positively on the corporation's social profile in the external 
world. At the same time frequent references to the perceived 
expendability of tl"aining in budget or time terms, indicate a short-term 
perspective on the viability of formal corporate training, which is re­
inforced by a stated preference for job-based informal training. 

Given these contradictions what then is the task of formal training from a 
management perspective? It is understandable that there should be 
resentment towards a practice that disrupts the work routine and takes 
employees away from their jobs. If, however the perceived outcome adds 
little to current or future technical capacity to perform a job, why should 
formal training still be regarded as 'necessary'? 

Hopper (1973) offers a dated but useful functionalist explanation of the 
contradictory messages contained in management's perceptions of 
training. He points to the structural dilemma experienced by all 
industrial societies that are stratified with respect to status and econolJ).ic · 
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and political power and argues that educational systems ha~ the dual­
task of 'warming up' some candidates and 'cooling o~t' othara. The 
ambition of all candidates must be sponsoi-ed to provide the strongest pool 

of potential candidates, yet the ambition of some ,candidates must be 
regulated in order to achieve and maintain the desired stratification. A 
need therefore exists for the simultaneous provision of both experiences. 

This dilemma is found at micro-level within the corporation as a social 
entity. The task of nominating employees to training courses, found 
throughout the . survey to be a management prerogative, places ~·to 
training within the management control system. The formal authority to 
'cool out' certain individuals or levels of employees whilst engendering a 
'warming up' experience for those employees who are regarded as worthy 
of 'investment', provides the control mechanism that transforms training 
from a general societal function to a particular corporate institution. The 
stratification implications, examined earlier in definitions of training, find 
their practical expression in access control. Hourly or weekly paid 
workers at the lower levels, where having a job is considered to be 

sufficient 'warming up' are, needless to say, not the prime target for 
training. Permanently-employed salaried employees constitute the 
grouping that requires both sponsorship and regulation. A statement 
such as 'the mere fact that a person is being trained is good. enough', finds 
explanation if the management perception of training is interpreted in 
terms other than technical efficiency/effectiveness. Within a corporate 
milieu that desires and requires a productive work force and would 
therefore prefer to regard training in efticiency/eft"ectiveness terms, status 
or mobility experiences provided by training are regarded as desirab~e but 
expendable if they interfere with the exigencies of work. Gt should be 
borne in mind that more concrete 'warming up' mechanisms such as 
promotion and salary or wage increases are available to perform this 
task.) 

The other perceived task of formal training, namely to create a positive 
image, of the particular corporation in the external market place, confirms 
the general nature of the 'warming up' task. This aspect relates to a 
wider catchment area outside the conf'mes of a particular workplace. 
Constant recruitment is vital for continuity in the quest for potential 
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labour power. The combination of ~ market forces and the 
maintenance and reproduction of the features of the internal labour 
market thus create the conditions for the existence of a formal training 
function within the corporation. 

8.2.2 Trainers' r,ieu,s of employee percepliona of training 

Question: 

• 

• 

• 

• 

• 

'How do you think staff I empl.oyees see trai.ning1' 

'I don't think staff' have a very clear understanding of what 
training ia all about becawse the courses we off'er here in the plant 
for staff' people are very basic courses. They don't really help 
people learn and know their technical work better. So all that they 
see ia supervisors and· managers coming on a lot of training 
courses. They see them developing but they don't see mueh going 
for themselves really. I don't think the perception ia very good.' 

'I think that there ia a kind of dualism in their approach to 
training. I think one of the approaches ia that, yee, this ia very 
valuable stuff'. "This company is showing how important I am by 
training me; this is my development; I am going to progress with 
this training; it is uaeful · to me.• There ia a positive side to this 
training. The reverse side of the coin ia that there are a lot of 
people who think training ia a time for a break and a play and the 
company is sponsoringdrinb and eat.a and whatever, and its going 
to be fun doing this, this time. •1t actually dOe111n't have ~uch 
relevance to my job, so I'll er,joy, I'll sit through the information 
and we'll have fun afterwards.• ' 

'I think it varies. In my experience people generally come into 
training situations feeling at beet sort of neutral and at wonst quite 
resistant. Ive had managens saying: •rm very proud of the fact · 
that in 30 yeans Ive never been on a training course. Isn't it good 
that Ive managed to keep out of the clutches of the training 
people.• It's terrible if you think about it• so I.think there muat be 
some people who come to a course feeling exeited and interested 
but I think so many times they're neutral or actually quite 
negative.' 

'In this company at the moment • they don't really believe the 
organisation totally cares about them. The company hasn't made 
sufficient investment in training.' 

'I think a lot of staff' wish that they could have more training and 
there are two reaaons for that not happening. One ia the coat of 
training and the other ia the time that it tabs. And the bitter 
reality of thia company ia that it ia a small organisation and 
everybody ia very buay all day long. To remove people from the 
work environment and put · them into a claaeroom situation is 
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• 

• 

• 

• 

• 

actually a big thing, W• net done lightly. 'l'bat'a an ongoing battle, 
I wouldn't even .call it a battle, I would call it a reality.' 

'I think the majority or them see it .. a couple or days out or the 
workplace. I have a problem with that. In.maet·cuee where you 
pt nominated for a coune you don't really have a lot of choice. Ir 
your boea bu seen that there ia some kind of deficiency that needs 
to be addreued, and he'a nominated you to come on a courae, you 
can't say: "No, I'm not going.• It'• then tba trainer'• respouibility 
to make that guy u receptive to what you\'9 trying to teach aa 
pouible. The majority of people out there think it's a "jolly•.' 

'Whe!l- the staff come to training they are never quite sure. We pt 
aome of the old pro's who've been tluougb a couple of counee so 
they·are quite at home and they know what to expect. They come 
expecting to be leetured at, they expect a achool-clau room type 
week here. I think they're very surprised when they sit in a horse 
shoe, when they have to introduce themaelvee • that it ia actually 
different to school - that they work in little groupe and their ideas 
are asked - that .the trainers do not have all t.he answers. Normally 
they thorou.ghly eltjoy it - they pt involved and really participate. 
We don't have a lot of people who don't participate at all once they 
get to the training room.' 

'I think staff see training u a right, aa something they're entitled 
to, something they muat have to recognise their worth and for 
there own progreeaion On the other band, it'• something that 
doesn't really help in their jobs. I think I mentioned •rlier, I spoke 
to one engineer who whep nominated for a course, wun't too keen. 
He wu happy to go on the course juat to have a few days away,. but 
not really for the sake of the ooune. I uked him what it wu that 
made him hate going on training and he ll&id training wu okay, 
but it really never made any difference. I think pouibly that ia one 
of the problems, that. you are actually apoeing people to a lot of 
things, opening a new world to them to a depee and then they go 
back to . the workplace and nothing changes. So ·there is no 
transfer.' 

'Some people/staff expect miracles in the training room and some 
people have maybe been on too many courses where their 
mcpectations weren't met - .80 that they are I wouldn't say reluctant 
to come into the training room but they maybe know that at the 
encl they will be a little bit further down the road but not as Car as 
they actually expected..' 

'It makes me sad that 80 many people dismiss training aa:• Ag; it's 
only these funny people ·who run courses.• It just mabe me sad 
that it baa that image both from the inside and the outside.' 

A key link between the analysis attempted in the previous section and 
employee perceptions of training, is found in the statement: 'I don't think 
staff have a clear perception ,of what training is all about.' Thia opinion is 
based on the perceived discrepancy between the limited content and 
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relevance of courses offered to lower level staff and the variety of courses 
available at a higher hierarchical level. Generally a time-space -
disjunction can be traced between 'going to the tl-aining room', 'being in 
the training room' and 'taking something out of the training room' as 
three separate and distinct occurrences that are not be interpreted as a' 
continuum of either intent or outcome. The most positive version of 'going 
to the training room' is found in a mobility or status expectation that 
manifests itself as: 'This company is showing how important I am by 
training me; this is my development - I am going to progress with this 
training." Contrary to man~ent perceptions of training as a reward or 
privilege based on past performance, _ training is seen as a right or 
entitlement by those who have mobility or status expectations. 

Previous experience of formal training, entwined with memories of 
schooling, prompt defensive strategies for coping with 'being in the 
training room', ranging from 'training is time for a break and a play' so 
that 'I'll sit through the information and we'll have fun afterwards' or 
'feeling at best sort of neutral and at worst quite resistant.' These 
responses are indicative of various strategies of 'making out' as forms of 
passive compliance. Not all the comments are negative. Statements such 
as 'normally they thoroughly enjoy it - they get· involved and really 
participate' are more representative of Burawoy's notion of active 'consent' 
to the 'game' of training. All the statements, however, implicitly portray 
the training room as a 'dummy' place that has little to do with the 'real 
world'. 

'Taking something out of the training room' is portrayed as the most 
disillusioning of the three events. If training 'never really makes any 
difference' and 'it doesn't really have much relevance to my job', or even if 

it exposes 'people to a lot of things, opening up a new world to them to a 
degree' and 'then they go back to the workplace and nothing changes', 
there is very little sense of 'taking something out of the training room' 
even for those who had high expectations prior to the event. 

It was .found that in~mpany training courses generally do not a~ 
certificates at the end of a course, although this used to be a requirement 
for courses registered with the Department of Manpower, before tax 

101 



concessions for approved in-site training :were amended in 1984 and made 
applicable only to the training of employees whOll8 gross in.col:ne did not 
exceed R15 000 per annum (HSRC/NTB; 1989:83-34). In July 1990, on the 
recommendation of the Margo commision, all tax concessions were 

discontinued <NTB/HSRC, 1991:280). The issuing of in-house certificates 
is now an internal matter and most companies have discontinued the 
practice. There is therefore no longer a symbolic representation of course 
attendance that offers a degree of status compensation for perceived lack 
of practical utility. 

A later more direct question about the link between formal training and 
mobility patterns revealed powerful theories-in-use about stratification 
between different levels of employees and the 'myth' of mobility for all: 

• 

• 

• 

• 

'The connection between training and a career path ia often an 
exagprated one. When promotion occurs the training record ia not 
u powerful u it's made out to be.' 

'I sometimes think training ia used u a· manipulation weapon . 
When. a person says: "Why can't I be promoted" or: "What doee it 
take for me to become a euperviaor or a senior engineer ol' project 
manager?", the aiwwer ia: "Well, you ■till have to be trained in this 
and this and this, so we'll do an appraisal on you and we'll draw up 
a training programme. So until you've done those stepe you won't 
be considered for promotion." When promotion time comes up, it's 
not that that counts - what counts ia tm actual technical 

. competence in the job which largely, and this is probably a tenible 
thing to aay, ia not dependent on the trainin, ... It's r•llY bia day­
to-day work ~nee that counts very much and then hia social 
interaetion with people and the sort of underground company 
politiea.' 

'A lot of people don't need development plans and a lot of people 
don't want them. Talking ap.in about the solid citizen - those are 
the backbone of any buain .. and the majority of them are quite 
happy wmre they are. They don't want to go anywmre else. 
People are happy because they're doinf a good job. A lot of guys 
are juat not intel'ellted. "I can do my job, I'm fine. Leave me alone. 
I don't wa~t to know about training." I'm quite happy to accept 
that. The last thing that we would want to do ia to tiy and force 
anybody to go on something that they don't want to go on. Thoee 
guya are tine and the development plan will say that they are 
happy in their job and they don't need anything - which ia 
completely honest, otherwise you're wasting time.' 

'Often it depends on the individual'• own aenae of eecurity. There 
are some mana19n who are very secure, who love training up their 
people and whoee job ia · to get someboc:ly to en.· Oft!' their job. 
They know that without somebody to tab over their job they won't 
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get promoted. The other guys who have a1moet NaCbed their limit 
within the company will sit on the job and not train anybody to 
take their place l>eaawse there is nowhere tor them to p. They feel 
inaec:ure and threatened if aomebody is trained to tab their job.' 

'A lot of companiee put people on training COUl'NB purely becauae 
they look at their recorda and they·say: "This chap hasn't been on a 
coune for a year. Let's put him on another one.• ' 

These comments are consistent with related fmdings in Finegold and 
Soakice's analysis of the failure of training in Britain: 

In thoee rmna that do train, managers tend· to treat training u an 
operating expense to be pared during economic downturns and tail 
to incorporate manpower planning into the firm1a overall 
competitive strategy. For manapra interested in career 
advancement, the training department is pnerally eeen u a low 
statue option. And for poorly qualified line manapra, training 
may be seen u a threat to their authority rather than a means of 
improving productivity. (Finegold and Soakice, 1990:27) 

Whilst the public version of training in the corporation presents a causal 
connection between training and career development, this relationship is 
not corroborated by the private version. The way in which individuals 
make sense of training is by· disjunctive interpretation of the three stages 

of training, rather than by viewing training as a continuous input­
throughput-output process favoured by traditional systems thinking, This 
disjunction severs the linkage that would secure direct causation between 
training and career mobility. 

3.2.3 Trainers' vieu,s of trade union ~lion11 on_ training 

Question: 

• 

• 

'How do you think the trade unions that represent your 
employees view training?' 

'I have very little conta~ Some people are involved in the union 
but I'm afraid I have very little contact.' 

'They see it u a means for advancement. Advancement ia a big 
iaaue with our union at the moment. They have foauasecl more on 
the. ~nical training. They would lib to aee aome sort of 
financial rewards for people having been through training but· 
definitely they see that training guaranteee advancement. · They 
would lit. to see everybody ptting a lot inore t,aining than what 
they are getting.' 
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• 

• 

• 

'We have union actbtity, it's getting '8$ronpr. I ubc:l one ahop 
steward Neently how be felt about·tra~ng from a union·point of 
view. In union affaim they pt training froQi the union, which is 
juat a short one-day courae and he feet. the company should train 
the ahop stewards on thinp lib negotiation akilla. He said that if 
they knew bow to negotia~ more· effectiftly, ··tmy wouldn't pt to 
the stap where they would have to go to the Conciliation Board. 
Why is management not prepared to teach them how to be good 

, shop etewarda? And to . quote him, be aya, "I don't know if 
management ia prepared to let ua in on the deal. I don't know 
what their prioriti• are u far u ■hop atewarda are concerned". 
The feeling there ia that they ahould be training them but they're 
not and he doesn't know why. Then I aid, "What about job.related 
training, apart from your training u a shc>p steward ? In the job 
you are doing, have you ever been trained?" He ■aid he bad been 
with the company for 12 years and said, "Job-related training, I 
don't pt any. I've been on two couraN, an on-the-job training 
coume which was a one-on-one instruction and a safety repreeent­
ativee' coume. I have had no other training in the 12 yeam I've 
been here. I can't comment on any management training because I 
haven't had any•. I then uked, "The two couraee you have been 
on, have they been any good to you?" He eaid, "No, because I had 
no opporlunity to put it into practice, so it wu no pod.• I said, 
"How do you learn your job?" And he said, •we juat l4tarn it u we 
go.• The impreeaion I got when speaking to him waa that they 
need it, they should have it, manapment isn't giving it to them 
and they don't know why. 

'The union aeea training in very poeitive terms. I wouldn't know 
what the perception was in the put because I wu't here, but I was 
talking to one of the shop atewarda a month ago and he wu saying 
the union was going' to combine workers' problea on the sbopftoor 
with community strugl•, but the moat important thing wu 
training and development. It wasn't any uae to uk the company to 
do certain thinp and to make the working conditiona better, to pay 
the people bett.er if the people weren't getting Ute training. Aa a 
result the policies regarding education in the company I think are 
very propN8ive and very forward-looking. There is somebody in 
the union council that · holds the portfolio for training · and 
development arui they really go for it. He wu telling me that the 
employers and the unions are now challenpng the state for 
people'e education and training and dewlopment.' 

'I really couldn't answer that with any kind of authority. My 
contact with the union u a group of people ia. wry limited. Our 
guya are all unionised and there's a lot of union activity. I-Ve had 
very limited contact with the 'sboppiee' Oft trai~ and that WU 
on· a specific training programme. I think the guya have got a 
fairly good perception of what we're doing. I think that they have a 
problem with the amount of training that pt■ focuaeed onto 
weekly paid guya, which ia their area of reeponaibility. And I 
would agree with them on that, becauae that's maintenance atuft'. 
The stuff' that pta done with tbON guys ia •nerally maintenance 
type training. •oK, let's mau sure the guy bewa bow to work hia 
machine.• We also do 8M but the 8M prop,lmme bu died a d•th 
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• 

here. The problem here is that the guya see 6M u being extremely 
patronising. I think it had a place 10 ~re ago. It baa no place 
now. Wflre going to be· using a sort or aemi-cuatomiaed venion or 
Juatice for .All. 

Ek aien dat one grootate unie al hoe meer begin konaentreer op 
opleic:ling u 'n atrategiaee element van die verbetering van die lot 
van hulle lede. Ongeluktig clink et tot hede was daar nog te min 
interabie van vakbonclkant. Die ambagerigte "trade unions" wu 
nor altyd apeeiti.ek daarop prig, maar in terme van "upliftment" 
clink ek wu daar nog altyd te min interabie. 

'I don't know really. I think they aee training aa a means to deYelop 
knowledge and skill - perhaps particularly u a route to promotion. 
From what I've gathered I think unions usually consider training 
to be a good thing. 

(The trainers from commercial corporations could not answer this question 
and the comments quoted above were all made by trainers from industrial 
corporations. The names of unions mentioned directly were omitted for 
the sake ofanonymity, but it should be noted that they were all COSATU­
aftlliated unions.) 

This question drew the briefest responses. It is evident that the majority 
of respondents have very little contact with shop stewards or uniQn 
members, who mostly fall into the weekly-paid category and therefore are 
not eligible for many of the training courses offered. Contact occurs on an 
ad-hoc basis and although the general feeling seems to be that the unions 
regard training as 'a good thing', there is certainly no indication that the 
trainers themselves are making any effort to lobby for training for lower­
level employees. The training offered at this level is either what is called 
'basic maintenance training' or free market propaganda, neither of which 

provides a basis for advancement. Yet is is the union that perceive the 
link between training, remuneration and mobility opportunities most 
directly and are pushing for technical training that will secure material 
benefits and advancement. 

There is generally no expression of antagonism towards trade unions, but 
rather an indication of ignorance. It is clear that there has been no direct 
negotiation between the training department and the trade union about 
training provision, except in one corporation where the company's stance 
is termed 'very progressive'. 

105 



8.2.4 Trainers' perceplions of training 

Question: 

• 

• 

• 

• 

'How do you think trainers, in general, see trai.ningF' 

'At the lut HR c:onference we were asked to paint a picture of bow 
we saw the HR function and Training in particular. Our group 
decided that we are like Cinderella, becaW1e we an always left 
with the dirty work to do, we have to smooth out funny policiee 
that are implemented, we have to briclg9 the pp between 
performance appraiaala and what actually happens ·in •rea1• life -
that kind of thing. We\-e the ones that have to explain it all away 
or make up the difference· between what the staff's perception ia 
and what ia actually happening. We have to make it palatable or 
acceptable or attractive • whatever ucuaee you have to palm out. 
We have to do a lot or •selling" or company deciaions and policies.' 

'In speaking to trainers, a lot or them ezpreee diaaatiafaction and 
frustration with the way training happens, but they don't seem· to, 
themselves, be doing anything to change it. It'• almost like, on the 
one hand, they are promoting what already aiate and they are 
entrenching it in a system. We're becoming more and more 
structured and more and more automated· in what we do. On the 
other hand there ia something deep inside WI that says it's wrong, 
it's not working but we don't know how to bring the two together.' 

'I think you pt the old-school trainer and the new-school trainer. I 
think I see a diffennce there. I think the old eebool of trainer wu 
like my ex-bou who sat in hie office, devised a course and theJl. 
preeented it for the next 20 years. That was knowledge and one 
should respect knowledge and one shouldn't say: •That's not 
necee■ary or that's not needed• becaW1e he knew that it wu 
needed. 

I think the new school or trainer us t?ying very hard to i,Jally help 
people to be more effective in their roles in some way. So rather 
than having a product which you churn people through, the trainer 
has a skill in working out what us needed to perhaps overcome the 
blockages or even enhance what ia there. The iuue becomes the 
driving force rather than •rve got a product~• ' 

'In my experience there are two diatinct groups of trainera. There's 
one group or people who think very much along the lines that we 
are here to affect the bottom line or the buaineu at the end or the 
day. I believe that us one or ~he thinp that nol>ody knows how to 
measure. There's another group who see tbemaelvee ·and their 
training department. declaring UDI and going otr. and saying: 
"Thia ia WI, we are Training and we are going to run the boat•. 
That's unfortunate because there are quite a few of tboae guys out 
there who don't see tbemaelvee u a eervice function, they · see 
tbemselvee u a line function, which I have a problem with.' 
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'I think some people eee training u just going through a ecbedule 
or counea. You nm thoee OOUl"NII because they've alwaya. been nm. 
I think other people see training u sort of the ciopbody thing in 
the organisation • if you don't make it elaewbere yea pt put into 
Personnel and if you don't make it there you pt put into Training 
because you can't do too much damage there. I see a lot of people 
very disillusioned with training. I don't know why that ia. It seems 
that they're not delivering thinp of value to their cuetomera, which 
is their manapm preeumably and the people in the organisation. 
It's an interesting point.' 

'I suppose what the training department is really doing ia making 
acceHible, knowledp and skills to the people who need it - to grow 
as an individual within their job and to sive them opportunitiee to 
develop. But just u much it's there to make sure that the 
organisation has the skills and knowledp available, so it can stay 
in business. It's incomprehensible that in the 1990's an 
organisation could survive without any new knowledge coming into 
the organisation. You have to upgrade skills and sometimes 
change skills completely in order for the buaineu to survive. 
Training is definitely empowering the individual to develop the 
skills he needs to retain hia job but at the same time it is giving the 
organisation the skills that allowa it to atay in buainMS. You have 
to balance thoee two at the same time. But within that, no one is 
forced to go on training, ita a pemonal requeet, that training is 
made available and the people who want acceu to it can have it.' 

'Ek sien opleiding as 'n diens aan die orpnisasie - om daardie 
behoeftes aan te spreek wat laities tot die orpniaasie se sub• is. 
Dit hang aC van die mense. Die masjiene bn nie werk nie. Die 
kwaliteit van die menslike hulpbron moet verhoog word. 

Ek dink daar is ongelukkig baie organiaasiee waar die opleiem nie 
werklik beaef watter bydrae hulle maak nie. Dia al asof hulle 'n 
tipe van 'n minderwaardigheidakompleb bet . teenoor produbie. 
Ek dink daar's baie ouens wat nie genoeg feite· het om die bydrae 
wat hulle maak te staar nie en nie eens bewua is daarvan dat hulle 
wel 'n bydrae maak nie.' · 

'The bottom line ia that it should improve on-the-job skilla. It 
should enable the company to improve ita bottom line. It should 
enable the P,M>ple to do their jobe better. But doipg their jobe 
better involves a whole lot of thinp. There are very specif'ic stills 
that can be measured, but more important to me is the culture and 
the attitude, because I think that if you have the attitude of people 
right and the approach is right, then all the other thinp come 
relatively easily to a pemon.' 

This composite set of responses is perhaps analytically the most intriguillJ 
as they represent trainers' sense of their own agency. The first notable 
feature is a similarity in the terms and phrases used, to the language 
employed in the formal mission statements. One explanation could be 
that the psychological risk of exposing the occupational 'I' to an unknown 
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interviewer is greater than when articulating the perceived theories-in­
use of 'other' organisational actors - hence the shift to formal 
organisational language in the portrayal of trainer perceptions. A further 
explanation lies in the emer~nce of an occupational self-interest which 
prompts two contradictory responses. On the one hand there is a 
requirement to. project a normative view of training - what should be and 
could be if all 'environmental' variables, such as 'attitudes' and 'culture', 
were positively disposed towards training. Phrases such as 'affecting the 
bottom line of the business at the end of the day' and 'empowering the 
individual to develop the skills he needs', illuminate the well~ocumented 
and, in this instance, personally-felt contradiction between the interests of 
the individual and the interests of the organisation, which translates into 
a continual need for trainers to prove the 'meaning' of their work. 'Facts 
to prove their contribution to the organisation' (translated freely from the 
Afrikaans extract), and therefore the importance of 'measurement', 
remain the elusive factors in the assessment of trainings bottom-line 
value. On the other hand, there is reference to the perceived 
powerlessness of training to 'bridge the gap' between organisational plan 
and individual experience - hence the emergence of the 'Cinderella' 
metaphor. In occupational terms this perception of powerlessness 
translates into 'dissatisfaction and frustration with the way training 

happens' or 'a lot of people very disillusioned with training', with 
concomitant low-status implications for training as an occupation. 

The second notable feature is an indication of role shift. References to two 
groups of trainers: 'old-school' and 'new-school', as well as reference to 
trainers who identify completely with the 'bottom line' and others who see 
training as a thing-in-itself, reflect a change in role expectations as they 
are understood by trainers. The notion of 'role shift' will be taken up in 
chapter five. As the data pertaining to training's organisational location 
and formal decision-making authorities offers a particular insight into the 
contradiction between espoused theories and theories-in-use relating to 
corporate training, this area will be examined in the next section. 
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4. ~G'S LOCATION AND FOR.MAL AUTHORITY 
WITHIN' THE ORGANISATION 

4.1 The orpnlsatlonal location of traluln, and development 

In the questionnaire survey directed at 10 large corporations, 
representative of commercial service and industrial manufacturing 
enterprises, divisio~isation was identifted as a common el~nt which 
manifests itself in two forms: by geographical location and· by product or 
service unit. These forms of work organisation can be represented · 
diagrammatically as follows: 

Structure 1: Locational division (4 companies): 

I Chief Executive Officer I 
Head Office 

Personnel & Training 
(P&T) 

I I 
Region 1 Region 2 Regions 

I I I 
P&T P&T P&T 

Structure 2: Product or service unit division (5 companies): 

uct 1 

I 
P&T 

Chief Executive Officer 

Head. Office +--------.. Personnel & Training 
(P&T) 

Product2 Products 

I 
P&T pl 

(A variation was found in one company where Personnel was 
divisionalised by location whereas Training. was divisionalised by 

Product/Service Unit.) 
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Both fonna of work orgaoi-.tlon are representative of Woodward's two-tier 
\ 

structure, with a further two-tier structure found in both types of head 
office personnel human resource departments: . the higher level 

1

, 

represented ·at general manager (GM) or director level and reporting 
directly to the Chief Executive Off"icer (CEO), and the lower level 
consisting of a number of specialists reporting to the head office Human 
Resource (HR) manager. A further two-tier structure was also found at 
locational and product/service divisional level with the training section 
reporting to the divisional :HR manager who in turn reported to the 
divisional/regional line manager. Titles in the training section at lower 
levels, range from training offlcers to training consultants to training 
managers, the latter often an indication of status or grading rather than 
as a line function with subordinates reporting to the position. 

4.1.l Divitlion of labour 

The distinguishing feature between the two sets of second-tier structures 
is the division of labour between head office and divisional tTaining 
departments. 

Structure 1: Locational division 

The most significant feature of the relationship between head office and 
regionaVarea training departments is a division of labour along Taylorist 
lines. Course design and control over any policy matter related to training 
are vested in the head office division, while 1"81ional/area training 
departments are responsible for the presentation of courses. and 
accompanying 11.dministration. Between them the two departments share 
the whole range of training activities in· the company, directed towards 
satisfying organisational n,eds as identified in the company's strategic 
plan (although no trainer interviewed at thia level had acceas to strategic 
information), and satisfying individual needs identitled in an annual 
needs analysis conducted through interviews with managers, supervisors 
and section heads. (Only two respondents mentioned that they discuss 
trainjng needs with individual employees.) 
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1 
The relationship emanating from this partner.iup is essentially a 'service' 
relationship. The head office ,department 'serves the needa of regional 
training departments and the direct training needs of head office staff, 
while the regional · training department 'serves the needs of the region' 
operating under the direct control of the regional manager. Branches or 
departments in the region are not encouraged to consult outside the 
organisation but are expected to approach their training department with 
regard to any training requirement. The department adviaes on the 
suitability of outside consultants or designs customised training if 
appropriate material is not available. 

There is, however, evidence of friction • in the words of one respondent: 
'My authority and decision-making limits are severely curtailed by head 
office. This is a problem, because being regional staff', I have a better idea 
of the needs of the region than does head office. Much of the training that 
needs to be done is taken out of my control and vested in the head office 
department' 

Regulation of the training market is achieved by a division of labour that 
suppresses competition between the two operational levels and maintains 
training as an intra-organisational mechanism. The two departments are 
separated geographically but they function as a unit to provi~e a 
comprehensive training service to the organisation as a whole. Directional 
control is held at the head office human resource level and operatibnal 
control is located in the senior head office or regional line position. 

Structure 2: Product/Service division 

A dift"erent division of labour characterises the relationahip between head 
office and product/service division, with no direct link between the two. 
Product/service training departments train the technical skills required by 
the particular line of business, while the head office training department 
offers a 'menu' of general awareness and skills courses, such as 
'Communications Skills', 'Self-Development', and, 'Problem.Solving and 
Decision-making' to all divisions. 
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Each division, includi,ng head office training, operates u a profit .centre 
and for each course there is a specified courae fee that is paid by the 
trainee's home unit. Product/service units have the option of utilising the 
courses otrered·· by their head office training department or of 'shopping 
around for better quality or price' in the outside market. Relationships 
are characterised by a· 'buying-selling' mode and the marketing 

component, described by one respondent as 'the road show', features 
prominently in the training officer's job deec:ription. Networking and 
consultancy are considered vital, with the latter described 88 'consciously 
networking to get busine• - it's more than the numbers game, its the 
amount of money that you are bringing in.' 

Division of labour between head office and divisional training units in 
structure 2 creates the competitive edge characteristic of a free market 
system, with direction derived from market conditions and determined by 1 · 

the company's strategic plan. It is this structural shift in the social 
relations-within-training, that introduces external market features within 
the internal training furlction itself. Internal and external competition for 
delivery of training sharpens the competitive edge and removes the , 
protection offered by internal regulation of the training market. The 
notion of the in-company trainer 88 an internal consultant who competes 
for buainess with other internal and external consultants emerges from 
this shift. 

It has already been argued that sealed-off internal labout markets contain 
mobility aspirations within the enterprise, while a combination of the 
features of both internal and external labour markets increase individu,u 
competitiveness, as well as introducing mobility opportunities outside the 
particualr enterprise. The latter· option also allows for recruitment from 
the outside which, in many instances, obviates the need for internal 
training. The variations found in structures 1 and 2 are characteristic of 
structural forms of labour regulation within the corporation as a whole. 
Trainers, as employed·· of the corporation, are therefore subject to the 
same regulation of mobility opportunities as other employees. 
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4.2 1be formal authority allocated to tnb,h,c 

4.2.1 Funclianal versu llla/f outlaorily 

The direct link . between management control and personnel (including 
training) as an in-company activity is constituted through delegated 

managerial authority. Formal organisational authority therefore relates 

to the implicit or explicit sanction granted by line management. In this 
regard Mullins notes: 

Whatever the range of reaponaibilitiea, the personnel manager 
operates by consent, by delegated authority. How much consent is 
dependent upon the attitudes of top manapment, the role which 
they see the personnel apecialista(s) u performing and formal 
organisational relationships with 'line' managers. (Mullins, 
1989:211) 

Gerber et al. (1987) distinguishes between 8 types of authority found in 

business enterprises, with authority defined as the 'right to use resources 

to accomplish goals'. 

Line authority: ... the authority vested in managers to give their 
subordinates ordera which they are expec:ted to carry out. In other 
words, line authority is the direct authority of any 
manager/supervisor over immediate subordinates .•. 

Functional authority: ... the right given to staff personnel to 
demand compliance with methods, proaeclune, policiN and timing 
of one specialiaed function of the orpniaation ..... the right to iuue 
enforeable instructions on staff mattera tbroupout the enterpriee, 
in order to fultil dutiee and rNponaibiliiiea out.aide her own 
department.... · the personnel manager's t\mctional authority givas 
him juat as much power outside bis own department as• his line 
authority givee him within the training department. Tbeee orders 
are enforcable ... 

Staff authority: ... the responsibility of acting in an advisory and 
supporting capacity towards the reat of the enterprise ... the advice 
is not enforcable. (1987:15-16) 

As this research study is interested in the authority relationships between 
training, as a sub-set of the human resource function, and the rest of the 

firm, line authority within the training department itself was not 
I 

investigated. The validity of the distinction between functional and staff 
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authori~ was tested by askiftg tlie ten questionnaire respondents to 
indicate the percentage of each kind of authority vested in·their jobs. 

Most respondents felt that functional authority is a 'theoretical concept' 
which may have some relevance for to~-level HR or personnel executives 
but does not really apply to their work situations. Even those in 
managerial positions referred to 'derived procedural authority',. which 
they described as authority that operates under sanction of the line 
manapr to whom they report. 

There was an even division between respondents in managerial (with staff 
reporting to them) and non-managerial training positions.. 50% of 
respondents worked in head office training and 50% were located in a 
region/division. 

No. of respondents Functional Authority StatT Authority 
7 0% 100% 

1 10% 90% 

1 25% 75% 

1 60% 40% 

Average: 9,5% 90,5'1o 

Out of the three respondents who reported a percentage of functional 
authority, ranging from 10% - 60%, two were the only respondents in the 
sample who work in a specialist area i.e. quality circles (10%) and 
COJllputer systems development and application (60%). The third 
respondent (25%) is a national training manager who can enforce trainb1g 
policies throughout the company (the only repondent to hold a national 
training position). Even this respondent complained that he did not have 
the authority to 'insist that employees are not taken off training 
initiatives at th~ last minute because of other work demands.' 

Functional authority, as identified in this sample, was found to be based 
on top management sanction of a 'new' intervention such as quality 
circles, or on built-in systems control. As the computer training manager 
explained: 'This authority is possible because of the strict controls on our 
computer system.' The other seven respondents are all involved in general 
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management and staff development· trainin,. They . identified staff · 
authority, with its emph~s on non-enf'orcable advice and support, u the 
dominant authority relationship existing between training the reat of the 
corporation. 

4.2.2 Areas of decision-making 

Questions posed to both interviewees and questionnaire respondents 
about the nature ot the decisions that job holders can make in the 
execution of their jobs with and without reference to anybody else revealed 
a consistent pattern. 

Independent decisions related to: 
• what training to offer based on the annual needs analysis; 
• course design and development (not in all cases); 

• 
• 
• 
• 

course methodology; 
re-working of course material; 
scheduling and cancellation of courses; 

expenditure within approved budget • 

Referred decisions related to: 
• 

• 

• 
• 
• 

nomination and withdrawal of delegates to courses (decision taken 
by line management); 
purchasing of training packages (decision taken by Head Office 
Training); 
course design (done by Head Office Training for specialist areu); 
appointment of training staff (confirmed by Head Office Training); 
any extraordinary expenditure outside approved budget or list of 
approved expenditure items (approved by regional/divisional 
manager or Head Office Training). 

Authority of non-managerial staff and even managerial staff at 
regional/product divisional level pertain.a mainly to activities related to 

training as an 'event'· in the training room, such as the research, design 
and presentation of courses. Decisions regarding who attends couraes and 
why they attend do not fall within their jurisdiction. Any procedural 
authority that they may have outside the training room is a delegated 
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authority from the regional/divisional m.anapr and may be perceived as 
personal influence rather than as delegated authority. As one respond~t 
explained: 

-rhia exact thing happened - an engineer wu due to go on a 
aupeniaory coune and he bad a problem with ma aupeniaor. This 
engineer felt that hia supeniaor did not want him promoted and 
wu holding him back. Now he waa due to p on thia supervisory 
coune. He bad been there for many ,-n and it would be the next 
step in hia development. I try to come up with a core pattern for 
everybody and in terma of hia pattern. he now needed thia 
supeniaory coune. Hie supervisor retuaed to let him go and I bad 
been working on it for about three yean. We only run the coune 
twice a year and he couldn't go for one reuon and the next time it 
was another reuon and then another reuon. 'Ibis was now the 
fourth time in about three yean and eventually I fought thia 
blockage and took it all the way to the top and aaid: •Look, thia guy 
muat go.• The supeniaor wu called in and eventually we just 
overruled the supervisor and we sent the chap on the coune. I 
intervened. there and I bad a problem with thia, I thought: • Am I 
interfering ? What's my role aa a trainer ?• I knew the individual 
engineer and I knew he needed it in terma of hia career path. I 
knew hia supervisor wu blocking him and I thought that, aa part 
of a large organisation, what chance would that guy ever have of 
breaking out from under hia auperviaor. He'd be stuck. So yea, 
what ia the role of a trainer ? 

4.3 Implications of location and formal authority 

The location of training as a discrete area of activity within the human ' 
resource function creates a gap between the world of work and the world 
of training, identified in the interview data as a conceptual distinction 
between between 'going to the training room', 'being in the training room' 
and 'taking something out of the training room.' Formal authority outside 
the training room is of an advisory nature and trainers cannot secure of 
enforce conditions of work that would promote transfer of skill 
development or 'attitude' improvement to the work.place. Activity in the 
training room, no matter how closely simulated, ~ never recreate all the 
variables in terms of job design,_ work flows, supervisory or managerial 

styles, peer co-operati_on or competition and sub-cultural forces that 
impact on work performance and attitudes. Neither can it approximate 
the external socialisation processes and class interests that each 
individual trainee brings to the training. room as a subconscious or 
conscious orientation. Any notion that a direct transfer of skill, knowledge 
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or attitude is p088ible is therefore not only highly improbable but ~ 
on the absurd. 

Whilst a linear correlation between trai~s distance from the 
workplace, its lack of enforceable authority and its ideological or symbolic 
function is consistent with Rose's argument that institutional form -
determines function, it does not provide sufflcient explanation for the 
complexity of the process in terms of the orientations of the actors 

involved and· the means available to induce compliance or involvement. 
The statements about training presented in a previous section do not, on 
the whole, describe training in completely negative terms. Training does 
fulfil a function, despite its isolated location and limited authorities, 
otherwise it would not have held its ground for so long or be so 
enthusiastically promoted in human resource management discourse. 

The authority concept utilised thus far has referred to a formal 
understanding of authority as the 'sanctioned right of the occupant of a 
role to act at his discretion' (Newman and Rowbottom,1968:22) that is, 
established by the employment contract. Since the position taken in this 
study has been that employment relationships contain oppositional 
elements, the sanc;tioning of authority in formal organisational terms is 
not necessarily reflective of the processes of negotiation that constitute 
relations-in-production. In this sense the de jun 'right to act' must be 
distinguished from the de facto 'ability to act' and the dynamic nature of 
the sanctioning process must be acknowledged in terms of its power 

dimensions. 

The next section will shift from an _ organisational design frame to 
organisational sociology where a revival of interest in the subjective 
mAAnings that organisational actors attach to work and the conditions of 
work, provide an alternative interpretative framework. 
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5. TRAINING AS ~TOR OF CULTURE 

The ideological framing of employees as. a 'resource' rather than as a 'cost' 
or 'commodity' that characterises current poat-Fordist and strategic 
human resource management discourses, have placed renewed · focus on 

corporate culture as a means of investment in cultural conditions that will 
maxiroi• the potential of the human resource. There is explicit 
NCOgDition of the benefits of emotional· engagement. Performance-related· 
remuneration is seen as a key element in transforming employee attitudes 

and is linked to individual staff development practices that encourage 
employees to perceive their performance and progress in the enterprise as 
their own responsibility. These factors are constitutive of what Thompson 
and McHugh (1990:229) call the new unmediated social relations of the 

workplace. 

Berger's (1964, 197 4) distinction between the public sphere of 'work' and 
the private sphere of home, family and leisure as sites of stable identity 
formation has now broadened to include moral incorporation into the 
corporate 'family' as a site of identity formation that extends the 
employment relationship beyond the cash nexus. It must be home in 
mind that the distinction between 'knowledge workers' and 'manual · 
workers '(in South Africa these workers would be termed 'semi-skilled' or 
'unskiUed') posed by Drucker (1988), is not articulat~ in corporate 
mission statements. Any claims of a universal shift to the values of the 
new 'information society' must be therefore be interpreted under 
conditions of ideological obfuscation. 

While the 'crisis in U.S. business and the undeniable success of Japan and 
other Asian countries in beating the Americans at their own game, playing 
with different management rules' (Hofstede, 1986:253) is usually given as 
the reason why organisational culture or 'the management of meanings' 
has gained such prominence in popular and academic management 
literature, it has also been shown that the performance of Peters and 
Waterman's 'excellent companies' cannot be attributed to organisational 
culture strategies employed by these companies and no~ by other less 
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111ccesaful companies. In this repn:l it is intareatins ~ note Sehofteld's 
analyses (The Weekly Moil, 22-28 January 1993:16-17) of mM's current 
poor business performance which he attributes to poor marketing 
decisions, with no indication of the company being saved from diaaster by 
their 'excellent' culture strategies. 

Nevertheless, one of the primary objectives of human resource 
management is to create conditions whereby the latent potential of 

employees will be realised and their commitment to the future 111ccesa of 
the enterprise will be secured. Training and develoPll18nt is seen as · a 
central feature, or what Keep (1992:335) calla the 'litmus test', of the 
translation of the new enthusiasm into organisational reality. Trainins'• 
de facto 'ability to act' or power means thus becomes a key fOCU8 area for 
investigation. 

5.1 Forms of power 

Power is generally seen, within the Weberian framework of macht as 'the 
production of intended effects' (Russell, 1986:19), through the 
manipulation of various resources at the disposal of the individual or 
group as purposive-rational actor to induce others to action (carrying out. 
directives) or to belief (normative support) that furthers the capacity for 
goal-attainment by auch actor. Resources at the diapoaal of the actor 

include personal resources such as . skill, knowledp, experience, 

personality, appearance and leadership ability; control over capital, 
financial and technical resources; and, traditional family, social, class or 
organisational connections and. affiliations that become relevant as 
sources of power. 

Hannah Arendt conceptualises power as something that potentially 
'springs up between men when they act together and vanishes the 
moment they disperse' (Arendt, 1958:200), with power viewed not as 'the 
instrumentalization of. atwther's will but [as] the formation of a common 
will in a communication directed to reaching agreement' (original 
emphasis) (Habermas on Arendt, 1986:76). Contrasted against this 
version the first definition appears rigidly teleological, and, in common­
sense terms, negative. At a superficial level coherence . can be found 

119 

\ 



· between Arendt's emphasis on collective conMl'l8US and the .unitary 

framework posed by strategic human resource manapment ideology .. 
Power that is. built up through communicative action becomes an ideal 
proto-type for desired organisational behaviour. Habarmas's observation 
that 'seriously intended agreement is an end in· itself and cannot be 
instrumentalized for other ends' (1986:77) and his criticism that Arendt 
regards 'the contract between free and equal parties with which they 
place themselves under mutual obligation' (:89) as the basis of power, 

dispel any possibility of such an interpretation. Recognition of 

structurally opposed conflicts of interests as a consequence of inequalities 
in power and resources and the resultant need for managerial control, 
brings the first definition back into focus. The problem with this 
definition is that it contains a tacit assumption that the 'receivers' of the 
power-means are passive recipients or objects of structural processes. 
Ray's (1986:292-298) distinction between a1:ting as if and believing as two 
strategies for responding to forms of control illustrate externalis"1 and 
internalised actor orientations, n~t on the basis of the perceived legitimacy 
or non-legitimacy of the power-means applied but as a purposi~e act of 
self-preservation or self-interest. Eckstein and Gurr state this more 
clearly in their discussion of compliance. 

One may comply with a directive iuued by an authority as 
illegitimate becauae compliance appears to be in one's calculated 
aelf-interaet .•• One may Cail to comply for the aame reuon. 
Legitimacy may be unquestioned but the coat of compliance may 
outweigh the benefits. (Ecbtein and Gurr, 1975:200) 

This view poses instrumentality as the rationale for action on both sides. 
Yet the current emphasis on combinationa of forms of control and 
therefore a variation in the power-means applied to induce compliance, 
indicates a Jll<>re complex process than the calculative economic rationality 
that characterises the employment relationship in classic Taylorism. 

Etzioni's model which poses individual or group compliance as a universal 
and central element of organisational structure, whilst decidedly a­
historical and a-contextual, provides a usetul framework for 
understanding the complexity of the processes of power or inducement and 

120 



compliance. For the purposes of discussion the main tenets of the model 
will be briefly outlined. 

Etzioni defines compliance as referring to 'both a· relation in which an 
actor behaves in accordance with a directive supported by another actor's 
power, and to the orientation of the subordinated actor to the power_ 
applied' (Etzione, 1969:59). Three kinds of power-means are identified as 
available to organisational representives to induce compliance in lower 
organisational participants: 

Coercive power reets on the application, or the threat of 
application, of physical sanctions ... · 

Remunerative power ia based on control over material resourcee 
and rewards ... 

Normative power rests on the allocation and manipulation of 
eymbolic rewards and deprivations through employment oC leaden, 
manipulation of mau media, allocation or eateem and prestige 
eymbole, administration of rituale and influence over the 
dietribution of 'acceptance' and 'positive reeponae'. Pure normative 
power ia based on the manipulation of eateem, prestige and 
ritualiatic symbols .•. Social power ie baaed on allocation and 
manipulation of acceptance and poeitive reeponae. (Etzione, 
1969:61-62) 

Subordinate actors orientate themselves in either a positive or negative 
way to the power applied, depending in part on whether the power-means 
is considered legitimate by the subordinated actor, and in part by its 
congruence with the line of action the actor would desire. Subordinate 
actor involvement manifests itself in three ways within a range of high to 
low intensity: 

Alienati.ve involvement designates an intense negative orientation 

Ca/.culali.ve involyement designates either a negative or positive 
orientation ... 

Moral involvement designates a positive orientation of high 
intensity ... Pure moral commitments are baaed on internalisation 
of norme and identification with authority; aocial commitment 
reets on sensitivity to preesuree of primary groupe and their 
membera ... Both pure moral and social orientationa might be 
found in the eame relationships, but u a rule, one orientation 
predominates. (:65-66) 
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The relationship between the power-meana applied and the orientation of 
' 

lower organisational participants constitutes the compliance-relationship. 
The table reproduced below, shows nine types of compliance produced by 
the combination of three kinds of power and three kinds of involvement. 

KINDS OF POWER KINDS OF INVOLVEMENT 

Allenative Calculative Monil 

Remunerative 

Normalive 

.... I ,.._ 

I t ............... 2 3 
&......: ..... , 

............... ',, 
4 --.... 5 ............... 8 

............... ..... .......... 
7 ..... , ., a ......... _ • 1 Congruent· 

........... J reladonallipa 

(reproduced in Mullins, 1989:67) 

Etzione argues that coercive remunerative and normative power_ (types 1, 
5 and 9) constitute congruent relationships whereas the other 6 positions 
are incongruent types. Incongruence occurs because organisations have 
only limited control over the powers they apply and the resultant 
involvement of lower participants. The exercise of power depends on· the 
resources the organisation can recruit and the license it is allowed in 
utilising them. Involvement depends in part on external factors, such as 
membership of the participants in other collectivities, basic value 
commitments and personality structure of the participants. All these 
factors may reduce the expected congruence of power and involvement. 
The central hypothesis is that congruent types are more effective than 
incongruent types. 

The central feature of Etzione's argument is that, whilst organisations 
employ all three kinds of power, there is a tendency towards power 
specialisation. When two kinds of power are emphasised at the same time 
over the same subject group, they tend to neutralise each other, although 
the issue is complicated by the amount of power each kind of power that is 
applied. Some organisations manage to apply two kinds of power without 
much waste through neutralisation because they aegregate the application 
of one power from that of the other (:62-64). 
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5.i Beallsatton of power . 

i,ebaa and Weigenstein (1986) show that manaaerial control systems are 

based on a combination of 'market, rules. and culture' in order to obtain. 
desired organisational behaviour. When the· 'neutralisation' concept is 
applied to corporate forms of control, it becomes clear that combinations of 
forms of control is not an ad hoc process. Application of different kinds of 
power-means in close proximity to each other can lead to incongruent 
compliance relationships. 

The corporate policy statements· presented in an earlier section utilise a 
combination of the features of cultural control, namely the promise of job 
advancement with resulting economic and status rewards for indi~duals 
with potential that rests upon identification of the individual employee 

, I 

with the goals of the company in moral terms. To this ~ent there is a 
requirement for congruence at a normative level. Moral commitment 

' ' 

generated in organisational participants is deemed to shift them from 
being employees with various low negative or positive degrees of 
calculative involvement, to being members of the corporate 'family'. High 
positive moral and social involvement fosters positive attitudes towards 
the firm and translates into labour harmony, productivity increases as 
well as innovative thinking and creativity. The notion · of access to 
trainin~ and development opportunities becomes a key signaling device, 
enabling employers to confirm to employees that they are important to the 
enterprise's future success. 

Such a strategy constitutes a form of cultural control that obscures the 
continued application of other more direct forms of control. Promises of 
opportunities for mobility or advancement are premised on the existence 
of hierarchical structures of work organisation, traditionally the hallmark 
of bureaucratic forms .of control. The minimising of uncertainty has 
consistently been advanced in organisational literature as a motif for 
bureaucratisation. Sptteialised division of labour, hierarchical lines of 
authority, and the standardisation of work procedures are key features of 
establishing parameters of · indirect bureaucratic control. Whil~ 
bureaucracy is often portrayed as 'public enemy number one', its capacity 
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to provide stable identity markers ia · often missed.. Thompson and 
McHugh make the point succintly. 

We have been talking u if auch bUl'Nucmtic work orpnieation 
o~:, favours manapment. 'l1iia ia to miaa part of the point. Many 
of it.a f•turea benefit worken, or at leut tbaiae who are long-term 
employees. Such benefit.a include mobility through internal labour 
markets, eeniority rul• governing pay and lay-oft'a, grieftDG8 
procedures, and job proteotion· and demarcation. In well-organieed 
workplaces thMe are enf'oreeci through plant-wide collective 
barpining or informal ahopffoor power. Aa part of thia proeeea 
there ia a limited movement towards poeitive . benefitla for co­
operation rather than negative sanctions: a aytem of mutually 
binding NI•, material and symbolic incentivea, and eventually the 
emerpnce of an ethos that ia impersonally oriented towards 
performance. (1990:175) 

A managerial strategy that seeks to increase the uncertainty of employees · 
by removing the $8C\lrlty of advancement based on seniority and years of 

service and replacing it with the notion of individual meritocracy that 
provides scope for the aspirations of the new upwardly mobile class of 
'knowledge workers', lays itself open to contradiction. The two forms of 
control are clearly intended to complement each other as the 'success' of 

meritocratic mobility depends on the existence of hierarchical structures 
of work organisation that provide mobility paths. Furthermore, the basis 
of any employment relationship is primarily based. on a remunerative­
calculative contract, with a normativ•moral relationship as a secondary 
and more tenuous source of control. In order to replace the certainty of 
impersonal bureaucratic structures with the uncertainty of meritocratic 
mobility that will promote individual competitiveness. the latter .must be 
posed as the dominant power relation. In this way both the economic 
nature of the employment contract in individual terms and the inherent 
conflict of interest between management and workers are obscured •. The 
certainty of bureaucratic forms of structure and control is replaced by the 
uncertainty of the realisation. of individual potential as the means of 
mobility and the notion of 
continuous training and learning is posed as the mechanism through 

which the corporation's commitment to the individual is concretely 
realised. 
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If we take this argument into training'_s sub-world which haa\ little relation 
to the world of work .and no formal authority to intervene in this world, 
the contradictions become even more evident. The perceived absence of a · 
direct link between training and career progression, precludes or restricts 
application of remunerative power so that training relies predominantly 
on normative and social power created in the training room and. mostly 
not sustainable beyond the 'event' itself. Training's location puts distance 
(in more than the geographical sense) between the social relations of the 
employer-employee relationship and the social relations c,f the trainer­
learner relationship and its lack of formal authority prevents this distance 
from being narrowed. Morphet's (1992) argument about literacy learning 
finds its reverse application in corporate training. He advances the 
position that the most successful attempts at promoting literacy occur 
when the learner role is incorporated into a powerful process of social role 
construction, for example that of conversion to Christianity in the 
Laubach method, or that of becoming a political activist in the Freirian 
method. It is exactly because the role of learner and ,the role of worker or 
corporate employee are so far apart that the 'desired' learning does not 
take place in either technical or ideological terms. A separation of roles 
across space and time when there is an expectation of immediate . 
applicability amongst the different sets of actors, prevents 'success' the 
corporation seeks. 

The actor orientations of employees as trainees that were portrayed in the 
data corroborate this argument. Trainees who are middle or higher level 
employees are, by definition, less subordinated and better remunerated 
than lower participants and may indeed display a higher degree of 
commitment towards the firm. Yet, even the middle level trainees 
identified in the survey display little pure moral involvement in their 
orientation towards training as a manifestation of company commitment 
to the individual. A degree of negative or positive calculative involvement 
remain prominent with some evidence of social commitment created 
during the training process itself, but also evidence of alienative 
involvement. In a sense the argument for neutralisation of power-means 
leads to a double-incongruence: the 'concensus of interest' aseumption 
poses organisational and individual employee motive as generally 
congruent. Current trends towards participative management strategies 

125 



tend to ignore diff'erences in levels of subordination, J>8rlormance 
obligations and monetary and status rewards and poses congruence as a 
general and universal power relation. Those who are considered upwardly 
mobile in the corporation may well have better reasons to display moral 
involvement, yet the absence of direct links between training as a form of 

personal development and tangible career progression result, in some 
cases, neither in calculative or moral compliance but rather in mild forms 
of alienative involvement that causes training to be perceived as 'time out' 
or cisn't it good that I've managed to keep out of the clutches of training'. 
Training as the supposed place where the reciprocal commitment.between 
employer and employee is concretely co-ordinated, does not have the 
capacity to deliver. Whilst the event of 'going' to the training room' may 
pose the possibility of future mobility, the emptiness of 'taking something 
out of the training room' - either in terms of practical utility or as a 'credit' 

' 
that will promote further advancement - reduces 'being in the training 
room to a 'game' that is at best enjoyable and at worst mildly irritating. 

Again we have to take into account that nobody is saying that training 
should be abolished, although it is one of the first activities to be curtailed 
during times of budget constraints. The explanation lies in training's 
capacity to pose the possibility of advancement and mobility for those who 
have no access to the training room. Regulation of access to the training 
room through stratification of the labour force, upheld by traditional skill 
definitions, entitles those who are already skilled rather than those who 
lack formal qualifications to opportunities for further training or re­
training. Nominations are controlled by managers and even if the train.-s . 
themselves should attempt to open up more opportunities (though such 
initiative is not corrobqrated by the data), they have · limited influence in 
this regard. It is therefore 'safe' to state meritocratic advancement as a 
general normative principle in the public mission statement as the safe­
guards are in place to ensure regulation of Hopper's processes of 'warming 
up' and ccooling out' 

Training also serves as a reward for those who have a record of service 
and loyalty but who are not in line for promotion. Nomination to a 
training course continues to pose the possibility that they may be 
considered for advancement and it is a token of recognition that is 
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intended to maintain the status of such employees. The game of 'making 
out' that was identified as a response to 'being in the training room' finds 
its explanation in this context. 

8. CONCLUSION 

Whilst the argument presented in this chapter has attempted to show that 
function is not pre-determined but results from patterns of 
institutionalisation that construct the form of practice, it has also argued 
for a complex interpretation of this process. At one level the data shows 
that corporate training cannot fulfil its narrowly stated technical function 
of engendering skill formation that promotes improved 'efficiency and 
effectiveness' in the workplace. Training as an activity is not an 
integrated feature of day-to-day work.place routine, neither can training, 
as a discrete organisational function that operates under 'staff' authority 
relationships of support and advice, · enforce its 'teaching' by formal 
means. 

At another level the function of training was identified as providing the 
means of identity creation that fosters individual incorporation in moral 
terms. The evidence of mobility premised on individual achievement in 
the training room, is however, lacking. Positive or negative cal,culative 
involvement as well as mild forms of alienative involvement are more 
prominent than the positive moral involvement implied by the notion of 
congruence between the goals of the organisation and the individual. 
'Enculturation', if it occurs, is and remains a training room process as it is 
promoted under the social relations of the trainer-learner interaction and 
not under the social relations of the employer-employee relationship. 

The expectation·of opportunities for advancement, however, remains as a 
feature of the formal employment relationship, both in materia1 and 
psychological terms. Employers and employees and, not least, trainers 
retain their assumptions about the transformative capacity of training. 
Trainers, as agents of management, must strive to achieve lasting changes 
in the behaviour and disposition of trainees. 
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In the next chapter, training room. activity will be posed as ~uca,onal 
practice in order to introduce an educational dimension to the ~ves 
utiliaad thus far. It has already been mentioned that trainers au.en,t to 
stake their claim to occupational autonomy through the appropriatio* of a 
specialist core of 'educational' knowledge that is sufficiently indeterminate 
to prevent parts from being detached and appropriated by other 
managerial sub-groups. The indications are, however, that this 
traditional 'teaching' role is being usurped by none other than the 
manager as 'leader'. Included in the specifications for the role of the 
manager in the new 'learning organisation' is a prominent 'teacher' sub­
role. The notion of 'role shift' that was identified in the data will be 
explored in educational terms and the institutionalised capacity for 
ambiguity, that was the focus of chapter three, will emerge as an 
internalised mechanism for the resolution of contradiction. 
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Chapter I 

CORPORATE TB.AININGAS.EDUCA11ONAL PRACl'ICE 

1. INTRODUCTION 

The previous chapter showed that in buainesa corporations, aa lites of 
cultural production and reproduction work, a universalised and a­
contextual organisational narrative provides the mastw fram.~. for the 
construction of a 'coll8ensus' ideology. It was also identified that one of 

the places where this happens, is the corponlte training room. Like in 
other educational sites it is the institutionalised social relations of the 
trainer-learner interaction that provide the conditions for cultural identity 
work. Current corporate emphasis on 'diversity', the competitive nature 
of corporate individualism and, the globalisation of corporate activity 
through increased and expanded international markets, requires a 
universal corporate identity that is appropriated in individual term.. 
Cultural 'meaning making' work as a mode of managerial control 
therefore operates in the realm of the individual worker and manager as 
employee of the corporation. 

It is in this ~ntext that this chapter poses trainini . u. a form of 
educational activity. The aim is. to place the focus on the trainer as a 
particular kind of cultural agent who has the task of reconciling any 
conflict between employer and individual employee and convincing the 
employee that, since the corporation offers opportunities for advancement . 
and selt-fulfilment, it is in the employee's best interest to identify with the 
corporation. It has already been shown that trainers have ·little formal 
authority outside the training room and that they are separated from the 
world of work. The legitimation provided by theories of adult education 
and the interactive proceasas in the training room itself, are re80\U'C88 at 
the disposal of the trainer to achieve this task. The concept of 
corporations as 'learning organisations' that is being advocated in 
strategic human resource management literature, hu resulted in a 
definite ahift in the trainer role that hu implications. for task· achievement 
as well as for the profiles that trainers construct for themselves. 
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2. TBAINBB ~ AS APEBSONAL CONSTRUcr 
WITIUN TSE CONT&I.T 01' TD CORPORATION AS 
'LEARNING ORGANISATION' 

2.1 i The new corporate po11D.d 

Pedlar et al (1988:6-7) offer a concise general history of~ training 
and development that rests on a progression of organisational problems 
and aolutions. Skills shortage is seen as the key problem durhlg the 1950& 

with systematic training posed as the aolution. This caused a new 
problem in the 1960s and 70s, namely poor transfer of training or the gap 
between skill development on a training course and improved job 

performance. The solution was found in the location of the skill 
development process within workplace taaka, which gave rise to the 
methodologies of action learning and self-directed learning, underpinned 
by an organiaational ideology of 'self-developmenr. The problem of the 
19808 emerged as constraints posed by organisational hierarchy and 

bureaucracy so that organisations became 'straightjackets frustratm, the 
self-development efforts of individual members and failing to capitalise 
upon their potential'. The 'learning organisation', posed as the aolution of 
the 1990s, is one 'in which learning and working is posed as synonomous', 
with a collapse of hierachical terminology such aa 'bosses, subordinates 
and workers' and replaced by organisational relationships of collegiality 
and companionship. The 'learning organisation' practices a self­
development approach to individual learning combined with the aim of_ 
organisational transformation and displays the following features: 

(1) baa a climate in which individual members are encouraged 
to leam and to develop their full potential ... 

(2) extends this leaming culture to include ouatom.-,., 
suppliers and other significant stakekbolders wherever 
poeaible ... 

(3) mat.ea Human Reeource Development strategy central to 
Buaineea Policy .•. 

(4) a continoua proceaa of organiaational transformation which­
barn8ltl!lee the fruits of individual learning to. make 
fundamental cbanpe in assumptions, goals, norms and 
operating procedures on the buia of an internal drive to 
aelf-clirection and not simply reectively to extenial 
pl'NSuree. (Pecller et al, 1988:4-5) 
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The organis,ational adaptibility and innovation required by poat-Fordist 
market conditions has given rise to a spate I of prescriptions for 

transforming organisations so that the generation of new ideas will give 
them a 'competitive edge'in the market place. Peter Senge's (1990) book 
The Fi~h Discipline:. The Art and Practice of the Leaming Organ,iaation is 

one the most popular in this category. It is not 10 much a technical 
prescription as a cultural prescription, in the same vein as Peters and 
Waterman's In Search of &cellence in the early eighties. Culture 
formation is equated with an organisational leadership role that differs 
from that of the charismatic decision-maker. In the words ofSenge: 

Leaden a.re designers, t;eaebem and atewa:rcla. Theee rolea require 
new akilla: the ability to build shared vision, to bring to the surface 
and challenge prevailing mental models, and to Coeter more 
ayatemic patterns or thinking. In ahori, lea.den in learning 
organiaationa are reeponaible for building organizations where 
people are continually expanding their eapabiliii• to shape their 
future - that ie, leaden are reaponabile for learning. (1990:9) 

The emphasis on 'mind' as the new battleground for organisational control 
is unmistakable. According to Senge (:9-12), the learni111 organisation is 
based on the notion of a 'creative tension' between 'our vision' and 'our 
current reality'. Learning organisations, as constituted by individuals and 
groups, learn how to use the energy created by such tension to move their 
reality towards their vision. The process through which this shift occurs 
is called 'surfacing and restructuring mental models'. The leader's first 
role is that of designer. There. are three design tasks: designing 'the 
governing ideas of purpose, vision, and core values by which people will 

live'; desisning 'the policies, strategies, and structures that translate 
guiding ideas into business decisions' as a• collaborative craftitll pl"QC888 
that 'fosters strategic thinking'; and, thirdly, designing 'effective learning 
processes' such as scenario analysis and group planning. The second 
leadership role emerges at this point: the leader as teacher. The teaching 
process involves both 'd~ reality' and 'helping people achieve more 
accurate, more insightful, and more empowering views of reality'. The 
process is not perceived as teaching people the 'correct' view of reality but 
rather as facilitating a process that helps everyone, including the leader, 
to challenge their assumptions about the ways in which they perceive 
problems, identify courses of action and make choices. 
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Stewardship is viewed as the subtlest of leadership roles as it involves the 
'matter of attitude'. A leader's 'sense of peraonal purpose and 
commitment to the organization's larger miasion' will unleash 'people's 

natural impulse to learn ... when they are engapd in an endeavour they 
consider worthy of their fullest commitment'. Furthermore, the leader 
should 'see himself as a servant before seeing himself as a leader' (:13). 

The contradictions contained in the language of the 'learning orpnisation' 
are self-evident. The drive towards systems .thinking and· behavioural 

change, draws primarily on the diacursive traditions of behaviourism, but 
the vocabulary of humanism emphasises individual human poten,tial and 
a desire for ~If-actualisation. At the same time a progreasive-liberal 
problem-solving stance is adopted that invites cognitive activity and the 

'challenging of mental models'. 

Such eclecticism obscures the relationship between the conditions or 
nature of knowledge construction and the teacher-facilitator role and 
invokes Youngman's (1986) criticism of Freirean practice, albeit in a 
different setting. The leader as 'designer' sets the outer boundaries for 
organisational problem-solving and for the 'cognitive rules' that would be 
considered legitimate. The leader as 'teacher' helps ·people to achieve · 
more accurate and empowering views of reality, with the implication that 
the leader already knows what the vision for the desired future is. The· 
leader as 'steward' displays an aura of humility that obscures the 
hierarchical · authority that underpins the leadership role so that the 

grounds for the production and organisation of knowledge are retained 
within the hegemonic domain. Challenge is discouraged by posing 

'failure' in individual and personal terms. Notions of deficiency or 
inadequacy are deemed to be personal learning deficiencies which seem. to 
have no relation to organisational context. ConseJlSWI is the 'ideal' 
outcome, although differences of opinion are tolerated and even active]y 
encouraged as components of the learning process. 

It is ironic that a process which sees as its aim the challenging of tacit 
assumptions, should have Ute capacity to obscure the very asaumptiona on 
which the process is based. Questions that may relativise and challenge . 
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the nature and purpose of organisational goals in philosophical term(I are 
effectively screened out. - An already-formulated vision of a desired future 

is placed at the centre of a process that is intended to generate new 

learning and foster strategic thinking through acenario analysis and group 
problem-solving. A progressivist view of organisational problem-posing 
and problem-solving, such as the one outlined above, does not entertain 
any notion of individual or collective resistance, neither does the 
assumption of 'an internal drive to self-direction' attend to the procesises 
of self-identification that are required to accommodate the continual 
uncertainty implicit in the idea of organisations constantly transforming 
themselves. 

The disparity between the leader-employee interactions advocated above 
and the reality of day-to-day corporate activities brings formal training 
into the picture. Organisational leaders (chief executive officers) often 

enter into a few well-publicised group problem-posing and problem-solving 
sessions with senior and middle management and then commission these 
managers or the training department to continue or sustain the process at 
lower organisational levels. Here, however, the grounds for knowledge 
production are not underpinned by hierarchical authority. Wh•n the 
trainer becomes 'surrogate leader' under delegated managerial authority 
in the training room, she cannot automatically draw on a hierarchical 
authority base and her version of the corporation's vision lacks the 
authenticity provided by the chief executive s leader. In order to 

understand the 'surrogate' training room process it is firstly necessary to 
understand who the trainers are and how they construct their corporate 
identities. 

2.2 Who are the trainers? 

2.2.1 Biographical profiles 

A distinct set of common patterns emerged from the field survey. (See 
appendix A and B for interview and questionnaire questions.) These 
patterns will be outlined to serve as an indication of the way in which 
trainers are likely to take up their subject positions. 
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Educational qualifications 

Corporate ,trainers are mostly graduates· with degrees in the Arts and 
Social Sciences. English, Psychology, Industrial Psychology and 
Industrial Sociology are the most common m&Jors. A ~gnificant number of 
trainers hold further qualifications in Psychology and/or Industrial 
Psychology at Honours or · Masters level. A post-graduate diploma in 

Human ~source Management has sometimes been obtained subsequent 
to entering the HR field. 

Responses to the SABPP/ESKOM 'generic competency model' (Appendix 
B), indicate that industrial psychology (80% of respondents) is regarded as 
the most important knowledge base in the social sciences, followed by 
industrial sociology (40%) and industrial or labour law (20%). In the 
business science section 80% of respondents identified business 
management as the most important knowledge base, followed by 
accounting (50%), statistics (40%), computer systems (40%) and economics 
(30%). 

Industrial psychology and business management are regarded as the two 
main conceptual pillars for future training practice, with knowledge of 
accounting emerging as the third pillar. This finding is in line with the 
shift towards strategic management and indicates that trainers do not 
regard their formal qualifications as sufficient to promote mobility. It is 
knowledge of business or financial management that secures a transfer 
into line management where there are more promotional opportunities, or 
that enables the shift from operational to strategic human reeource 
management. 

Previous work histories 

Previous work histories revealed two patterns: a shift from school teaching 
to training; or, a first job in personnel with a subsequent move to training. 
Not one of the people interviewed had envisaged training as a career. The 
most common expression used to describe their entry into training was 'by 
default and circumstance'. 25% of respondents had previous work 

I 

experience in their companies before moving to training. It was 
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particularly noticable that respondents had only a vague idea of what 
training entailed before they· entered the trainer role. Statements such as 
'I knew it had · to do with developing people' or 1 thought training was 

about helping people be better people. I didn't really think of it as 'helping 
them to do their job better', indicate a general humanistic orientation as 
the common factor. 

In-service development and skills base 

In-house training courses that helped interviewees to develop as trainers, 
centred mostly around practical instruction techniques, including 
interpersonal facilitation, and a variety of training packages focussing on 
supervisory or management development and organisation development 
for which trainers were 'leader-trained' and certificated by external 
consultants. 

The skills base identified in the SABPP/ESKOM questionnaire revealed 
interesting future-orientated trends. All the managerial skills were well­
supported, with 'communicating' and 'change management' getting 10()'1, 

support, followed by 'planning', 'marketing and promotion', 'negotiating' 
and 'reporting' (all 90%). Only 'monitoring' (60%) was leas well supported. 
'Consulting' as a functional skill got 100% support followed by 'group 
process' (80%). 'Research methodology' and 'systems design' were the 
least popular and each drew only 40% support. 

Clearly ·strategic management involvement and consulting are seen as the 
directions of the future, with 'people involvement' remaining high. 
Current or anticipated 'output areas' identified in the next section, remain 
largely in the realm current training activity, namely individual 
'performance development' and 'inter- or intra-group functioning'. 
Involvement in 'industrial relations structures', 'trade union relations' 
and 'collective · bargaining' were mostly excluded, but 'recruitment', 
'selection' and especially 'career management' were identified in the 
'deployment' section. 'HR policies and procedures' and 'employee 
assistance programmes' were popular choices in the 'adrnirustration' 
section. All the values outlined in the final section of the questionnaire 
were fully supported by all respondents. 
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Again there is an indication that trainers hope to extend their area of 

work by imposing on traditional areas of personnel activity, such as 

~itment, selection and career management which are activities that 

occur before and after the training room process itself. They also see 

themselves as becoming more involved in the operational area, acting as 

consultants in the areas of communication and change management and 
fulfilling a more definite management role. 

Career aspirations 

It was in the discussion of mobility patterns that a gender distinction 

arose, not as a split between the opinions given by gender groupings, but 

as a perception that training as a 'stepping stone' into. line management or 

higher HR positions is an option more often available to men than to 

women. Respondents from both gender groupings felt that young mobile 

men tend to do a stint in training u part of their development plan .and 
then move on to general line management or to labour relations as the 

highest 'status' position in the human resource Department. There was 

also reference to the 'new breed' of professionals that see training as a 

career, with mobility opportunities arising from the current focus on 

strategic human resource management. As one respondent phrased it -

'You no longer have to go into the "line" to get into the boardroom.' 

Significantly many trainers had not really considered career implications. 

They mentioned that they had got into training by 'coincidence' and that 

they initially tended to see it as an 'in-between' stage where they now stay 

because they like various aspects of the job. Many of them do not want to 

branch into. personnel so they tend to be promoted from training officer to 

training manager and remain at that level. Training was often described 

as a 'dead-end', where 'hard core' trainers willingly remain because they 

are interested in the educational dimension, or where executives near 

retirement are 'put out to pasture'. 

The ·experience of belonging to a professional organisation such as the 

Institute for Personnel Management UPM) or the South African Society 

for Training and Development (SASTD), was consistently described 
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negatively , - as a 'self-marketing exercise' rather than as a forum for 
critical discussion. Notions of being part of a national or international 
profeasional body of practitioners were sometimes described in the 
normative sense, but immediately refuted by reference to negative 
experiences. 

The over-riding conclusion here is that trainers tend to operate 
individually, both within the firm and within the wider training. 
community. Personal internal and external networks are formed over 
time, but professional organisations are mostly regarded as a platform for 
those who have mobility aspirations. A conception of trainers as a 
cohesive occupational grouping that constitutes a 'moral community' in 
the Durkheimian sense, or engenders solidarity and collective bargaining 
power was conspicuously absent. 

Personal likes and dislikes 

'Interaction' with almost all employees and managers and 'helping people 
to learn and unlock their potential' emerged as key factors that provide job 
satisfaction. The autonomy trainers have in the training room and the 
space to be creative in the design of learning tasks and materials were 
also mentioned. Exposure to people and ideas inside and out.side the 
organisation ~e seen to be part of the job of 'keeping up to date', but 
were also described as promoting mobility and general personal growth. 

Having to present and re-present pre-packaged courses and having to 'sell' 
training and continually try to 'prove our contribution' emerged as major 
dislikes. Course preparation and administration, described as 'paper 
work', were seen as tedious. The dislike of compiling month-end reports 
that are used to monitor trainings activities, was mentioned frequently. 

It is evident from their likes and dislikes that trainers compensate for the 
perceived lack of promotional opportunities by appropriating for 
themselves a freedom from 'drudgery' and an occupational autonomy that 
allows them to be 'individuals' within the corporation. 
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Major job challenges 

The most noticable aspect of the views, on the challenges of t!,.e training 

job, was the emphasis on training's problematic relations with the firm: 
establishing needs and meeting identified training needs while the need 
still exists, evaluation of the transfer of learning from the .training room to 
the workplace, the promotion or facilitation of organisational change, 
proving the impact of training and obtaining commitment from line 
m8liagers. Only 11 % of respondents identifted problems inside the 
training room: the difficulty of training packapd courses 'by the book', 
and the difficulty of working with a diverse group of 'course delegates'. 

Perceptions of the job 

Trainers perceptions of tension or conflict between the individual and the 
organisation were probed by posing the two in binary opposition and 
asking respondents to make a forced choice and explain the reasons for 
their choice. The 55% : 45% split in favour of 'productivity improvement' 
rather than 'personal development' as the stated purpose of training, 
suggests ambivalent rather than oppositional interpretations. The 
reasons for choosing 'personal development' centred mostly around 
'holistic growth' that instil 'ability and desire to achieve organisational 
goals'. In some instances productivity was seen to be the realm of line 
management. The notion of 'empowerment' leading to 'alignment' was 
also present. 

The privilege of getting to know each employee and the satisfaction 
derived from 'seeing them grow in knowledge and skills' was another 
reason for choosing 'personal development'. Only one respondent was 

adamant that she didn't 'care much about organisational goals'. The 
respondents who chose 'increased productivity', on· the other hand, all . 
mentioned 'personal development' as either a or the route to improved 
work performance. 

Surface perceptions of congruence or even equalisation (personal 
development· = increased productivity) suggested by these statements, 
were made more complex by descriptions of the 'lived experience' of the 
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training role. Although a few people acknowledaecf trainina's ideological 
function in creating 'a balance', or the trainer as 'bridge between the 
individual and the company' or as a 'buffer between the two' or as 
'mediating between ·those two ~tions', there was unanimous and strong 
disapproval of what was termed the 'hypocrisy', 'dishonesty' or 'patronage' 
of courses such as BM and the Free Market Foundation's JUBtice · for All, 
that . explicitly promote the ideology of free market capitalism. Their 
conftct management was not, however, considered to have similar 
ideological overtones. 

What became obvious was that, while trainers do not necessarily 
publically acknowledge a 'person-organisation' dualism, they experience 
this conflict in personal terms: 'You play games - you play the 
organisation's objectives against the individual's objectives .. I can't live 
with that', or 'I can handle the conflict, I. presume - but I hate recognising 

that training is being used', or ' We've got to go out there and we've got to 

market ourselves and we've got to manipulate the customer at the same 
time'. 

The mechanism for conflict resolution is found in the notion of 'personal 
credibility'. Whilst their sensibilities are offended by what they term the 
'explicit ideological manipulation' of the counes mentioned above, and 
they generally hold a convicti9n that 'ideology is not our role really', they 
see themselves· as having an ability to act and influence that derives from 
'personality and credibility on an individual basis.' The instrumental 
nature of such 'credibility' was explicitly acknowledged in some instances 
and deacribed as a 'subtle way' to obtain line management commitment 
and influence decision making. These respondanta generally viewed 
strategic human resource management positively and identified 'a good 
network' as essential. 

A reverse and more cynical interpretation of instrumentality was also 
offered: 'one uses personal credibility all the time and I think that is why 
we are used nine.times out often - we make it personal,' or 'managers try 
to make their management problem my training problem so that their 
failute becomes my failure', or, 'training is used all the time for a variety of 
reasons and I. just hope that, at the end of the day, the staff member who 

189 



is in the middle of:aJl'M .,...QUt better- than bet4. ore', or 'I am used as a 
kind of watc:hciot thai'~ m.anapment' to doing for ataff and prompts 

staff' to doing for tl\-,.i~ ·out I think more and more that training 
tends to narrow rather.~ broade~· people.' 

A third version of 'personal cr~ility' placed high value on integrity and . 
moral stance: 'Hopefully the organisationa that I have been able to work 
in and my influence as a. person - as part of that organisation - h-,. made 
people think about what the organisation offers.' Interpretations of the 
trainer as embodying company values were often accompanied by 'having 
an excessive personal sense of responsibility.' 

The fourth version was noticable for its naive optimism. These 
respondents believed that, despite their complaints about having, 'very 
little power', they could 'try and marry the two expectations and make it 
worthwhile for people to give their time, effort and brains towards the 
organisation, by actually making sure that they do something· that they 
enjoy doing and that they are well equipped to do', or 'we keep stressing 
individual responsibility - if you want to be better at your job, learn new 
things and you will be better.' 

2.2 Trainer identity 

The 'common sense' understanding of trainer identity that emerges from 
the composite biographical profile shows that trainers strongly identify 
with the ambiguity of the 'go-between' role. They portray theDl88lves as_ 
individuals who have the task of managing 'conflict'. Their educational 
qualifications are of a general kind and the orientation deriving from this 
clearly leads to 'text book' versions of people managBment. Their bigpat 

disadvantage is that they mostly lack direct work experience so that their 
advice and prescriptions are often regarded as, what one respondent 
termed 'pie-in-the-sky'. Lack of work experience also accounts for the 
'generic' nature of the ·training that they offer, and for their preference for 
consultancy in the areas of communication and change management. 

Their mobility expectations clearly indicate that they aspire to 'proper' 
management status and that they view qualiftcations in the business 
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regulates the tension between optimistic and pessimi~b: versions of 
'mobility' and continually poses the 'possibility' of congruence between 
corporation and 'self'. 

What these stances have in common is the internalisation of historical 
conflict and its re-constitution in personal terms. Once the conflict has 
been 'personalised' constraints imposed by corporate hierarchy, forms of 
work organisation and mobility regulation disappear and are replaced by 
inter-personal or inter.group interpretations of conflict. Such a reading of 
conflict turns trainers into specialists, by virtue of their educational 
qualifications in the social sciences. 

At a corporate level the implications of the personalised version of conflict 
that trainers construct for themselves and reproduce in their training 
room practice, is significant. Regulation through external 'rules and 
procedure' is dislodged from the realm of bureaucratic control and 
reconstituted as internal self-regulation, constituted by forms of cultural 
identity work. 

The potentially totalising impact of 'culture' as the new form of control is, 
however, undermined by the relations-in-production of the very practices 
that promote incorporation. Constraints may 'disappear' ideologically, but 
they do not ·disappear in the specificity of activity and practice. The quest 
for 'credibility' is also embedded in the 'relations-in-production' in the 
training room. Here lack of ·work experience prevents trainers from 
_contextualising the 'procedural' models that they offer, resulting in 
complaints from trainees . that training lacks 'relevance' and 'practical 
application'. 'Personal credibility' is therefore not only perceived as the 
mechanism that will allow trainers to ove,come the lack of -formal 
authority that constrains their influence on areas, pertaining to training, 
that falls outside their jurisdiction, such as nomination to courses and 
conditions of work organisation that do not support the skills learnt in the 
training room. It is ·also perceived as reinforcing the training process 
itsel£ It is here that the notion of 'role shift' becomes pertinent. Trainers 
have shifted from being called 'instructors' to becoming 'facilitators' of 
both · interpersonal communication and strategic· thinldng processes, 

drawing on the vocabulary provided by education discourse for 
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aciences as essential for advancement. On the other hand their portrayal 
of career aspirations indicate a, marked absence of mobility opportunities 
which, at one level may be ascribed to the fact that their entry into 
training was mostly coincidental. On the other hand it is clear that there 
is no recognised career path that links training directly to other areas of 

human resource management or line management. The trainers who are 
promoted were mostly portrayed as young upwardly mobile me~ who 
enter and leave training as part of a planned career track. Their 
enthusiasm for strategic human resource management indicates that this 
is seen as a new area that offers possibilities for advancement. This route 
is however, not considered to be without problems. Whilst they are 
trainers they can fulfil their vision of themselves as 'helping people', 
utilising the ambiguity of the role to perform a 'balancing act'. Stronger 
identification with the goals of the organisation is required for the 
strategu: management of the human resource. By equating personal 
development with increased productivity, they attempt to self-regulate the 
conflict that they experience daily so that a situation of oppositional 
interests need not be consciously encountered. The mechanism though 
which such conflict cart be resolved is viewed as a personal trait or 
characteristic, namely personal credibility. While it is obvious that they 
lack a strong base of expertise. that is considered to have specialist value 
in corporate terms, their insistence on 'personal credibility' is an 
indication of more than lack of expertise and reflect the strain induced by 
the 'mediating' role. 

Calculative and naive stances conflate the tension between organisation 

and 'self'. Cynical stances reflect a pessimism or resignation that is 
representative of those trainers, significantly women, who have retreated 
from the mobility 'myth' and construct training as an end in itself. The 
'gam~' is recognised and these trainers try to 'make out' as best they can. 
It is in the innate stance that identity construction finds its most 
problematic expression. Respondants in this category displayed, on the 
one hand a keen strategic understanding of corporate practice and their 
own role, yet on the other hand they appropriate 'failure' in personal 
terms. These train.era understand the tension and acknowledge the 'game' 

but they keep on believing that they can make the diff'erence, through who 
they are and through their practice. Ironically it is this stance that 
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legitimation of each new role. At. a surface level these roles seem clearly 
incompatible, but an exploration of the .identity req1lU'elDAitnta contained in 

corpor~ versions of these roles will show that it is poaaible for trainers to 
make such shifts without having to reconstruct their 8elUle of 'self' or the 
purpose of their practice significantly. While the vocubulary utilised in 

each role position derives from a clearly distinguishable discursive 
tradition in education theory that has its own particular philosophical 

rationale, such distinctions are overcome by an eclectic appropriation of 
elements of each tradition. 

3. TRAINER IDEN'ITrY IN ROLE TERMS 

. 3.1 Towards developing praxis 

The notion of educational pra.ctice implies a sense of activity on the part of 
the educators and the learners. Consciously performed intentional 
activity, in turn implies a theoretical dimension characterised by ways of 
thinking through which practitioners make sense of their practice. Carr 
makes the point that: 

... to engage in an educational practice always preeuppoeee a 
theoretical scheme that ie, at one and the aame time, constitutive 
of this practice and the means for undentanding the educational 
practices-or others. (CalT, 1986:178) 

Giddens's (1979, 1984) emphasis on the knowledgeability of social agents 
and his distinction between practical and discursive consciousness on the 
one hand, and unconscious motives on the other, illuminates the 
complexity of the relationship between theory and practice. 

All human beings are knowledgeable acton. That ia to aay all 
social actors know a great deal about the conditions and 
consequences of what they do in their day-to-day lives. Such 
knowledge ia not wholly propositional in cbaract.er, not ia it 
incidental to their activitiee. Knowledgeability embedded in 
practical consciouanees exhibita an eztraordinary complaity ... 
Acton are aJao ordinarily able diacunively to deecribe what they 
do and their reuons for doing it. However, for the moat part these 
f'acultiee are geared to the Oow or day-to-day conduct. The 
rationalisation or conduct becomes the diaaumive oft"ering of 
reuons only if individuals are asked by othen why they acted aa 
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they did .•• The knowledgeability of human actora is always 
bounded on the one band by the unconacioua and on the other by 
unacltnowledpd conditions/unintended conaequencee of action. 
(Giddens, 1984:281-282) 

These briefly-identified arguments dispel notions of a linear relationship 
between theory and practice. A theoretical sbnce that has internal 
consistency presupposes the existence of a clearly articulated 
philosophical rationale. Practitioners, however, often construct the 
discursive justification for their work in idiosyncratic· ways. A number of 
options are available to the practitioner. The practitioner may 
appropriate theory from the available literature and attempt to construct 
a theoretically consistent framework for application in practice, or she . 
may search for a formally recognised theoretical position that provides the 
philosophical base and vocabulary to describe that which is already 
presel)t in her practice. Both attempts may strive towards creating a 
discursive consciousness that will strengthen the relationship between 
theory and practice. There may also be the 'meta' -dimension of 
'theorising about theory', both as an attempt to understand the origins 
and constraints of a particular theoretical stance and as a basis for the 
evaluation of one's own theoretical stance and those of others. Tennant, in 
his discussion of psychology as foundation discipline in adult education, 
argues for instance that 'a critical understanding of a range of 

1 

psychological "world views" is preferable to a blind faith in a single one. 
This does not mean that adult educators should adopt a chameleon-like 
character, shifting colours as the environmental circumstances dictate - it 
only means that they should be aware of their "world view" and 
understand its limitations in the context of the alternatives available' 
(19~:159). Millar is sterner in his prescription for critical engagement. 

It ia not sufficient for the 'critically reflective practitioner' to be 
taught ■imply to work within one or other of theee ayatems of 
thought; nor ia · it sufficient to encourage him or her to' draw 
eclectically on attractive components of different ayatema. The tint 
approach would leave uncontested the legitimacy of the form of 
practice that bu achieved dominance; the second would 
undereetimate both the internal coherence and the oppo■itional 
nature of the forms of practice, a■ reflecting competing social 
intereet■ and commitments. What does seem neceeaary ... ia for 
each learner to engage with each form of practice in such a way 
that it■ preeeure and internal logic are clearly felt and it■ 
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aaeumptiona analyaed and ueeeaed. Thia may well contribute to 
increued effectiveneu 'within' one form of practice, but it will no 
lonpr be pouible to aee the form aa given or unproblematic 
(original emphasis) (1991:3) 

The problem with both these prescriptions is that they view the 
practitioner as a kind of critical 'free agent' within the market logic of 
choice. She can choose to stay within a particular 'world view' or she can 
choose to appropriate 'attractive components of different systems'. What 
is missing is recognition that pressures emanating from particular 
institutionalised sites of practice connect with individual (or collective) 
historical-cultural consciousnesses to promote what Youngman (1986:140-
145) calls 'naive' or 'sophisticated' eclecticism. In the trainer's case it is 

the form and content of practice that largely determines the formal 
theoretical stance. 

3.2 The trainer as instructor 

Before the advent of 'organisational transformation' and prior to that, the 
brief cult status of 'organisation development' employees were viewed as 
workers in the technical rather than in the cultural sense. Training, 
whether given informally on-the-job or systematically in the training 
room, referred to technical instruction. The conditions of the instructional 
event as a social interaction and the relationship between the instructor 
role and the construction of knowledge were, however, profoundly affected 
by the change in cultural and time-space. dimensions when instruction 
moved from the workplace into the training room . 

. Technical instruction in the workplace was traditionally located in the 
domain of the craft worker. Skill, as expressed through craft practice, was 

regarded as the 'property' of the craftsperson and was acquired through a 
long period of apprenticeship. McClelland quotes from the Birmingham 
Wire Weavers' Rules of 1869 to illustrate this point. 

Considering that the trade by which we live ia our property, bought 
by certain yean of servitude, which givee to us a vested right, and 
that we have sole and exclusive claim on it, u all will have who 
purchase it by the same means. (1987:190) 
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The artisanal culture was by its very nature a collective culture, 
constituted as such by the need to protect and regulate the trade. 
Artisans held the knowledge of their trade as an integral part of their 
craft identity and the learning of technical skills was therefore a process of 
social identity construction whereby the collective knowledge of the trade 
was passed on through time and collective learning experience during a 
lengthy apprenticeship period. McClelland again illustrates this point ., 

well by quoting from a document of the Boilermakers' Society when its 
members were contemplating the threat of an influx of unapprenticed 
labour in the early 1870s. 

Who trains, instructs and qualifies .•• lade to become thorough 
workers in the· trade - doee the muter? No; the instruction these 
lade receive comes from the men; and when a man has spent years 
in acquiring a perfect knowledge of his trade, such acquisition 
becomes bia own personal capital as much as the gold or silver he 
carries in his pocket. (1987:191) 

The social phase of life in the workshop initiated the beginner into the 
cognitive and interactive customs and traditions of the trade so that an 
integrated version of the artisanal 'self" was established within the 
protection of the collective bargaining identity. McClelland makes the 
interesting observation that the moral aspects of identity formation were 
not neglected. 'It was thought possible to construct a world of "reciprocity" 
pivoted on a morally regulated exchange of labour against capital' (:195), 

based on the notion of rights and obligations that bound both employers 
and workers. (While writing this section I happened to have a 
conversation with the last person to be apprenticed as a piano builder in 
South Africa before the process was mechanised. He emphasised the 
problem-posing nature of apprenticeship instruction.· He called manual 
piano construction an 'occult' trade, in that knowledge was hidden in the 
head and hands of the artisan and the apprentice had to experiment, 
make mistakes and gradually construct a body of knowledge which was 
then owned in profoundly personal and idiosyncratic ways. In those days 
an artisan could, for instance, tell by looking at at the inside of a piano, 
who had built the instrument.) 

Whilst there is a tendency to idealise the craft relationa of yore, the 
difference between the craft workshop as a site of social identity 
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construction and the mechanistic aldrninistering of technical training as 
'deficit' or 'gap' elimination · that dominates later training practices, is 
beyond dispute. The following definition illustrates the point. 

(Training isl the organized procedure by which people acquin 
knowledge and or skills for a definite purpoae. When there ia a 
difference or pp between actual performance and what ia needed 
(the standard), productivity suff'ers. 

Training can reduce it not elimimate thia pp. It doee so by 
chaDlfflg the behaviour or individuals • by lfflDg them whatever 
specific items or knowledge, skill or attitude they need to perform 
up to that standard. (Craig, 1976:1-2) 

The dominance of behaviourist language is immediately noticable, but 
even more striking, for the purposes of this argument, is the distance and 

impersonality that characterises the relation between trainer and trainee. 
Between them stands a normative work standard, not held by the trainer 
88 'property' in identity terms, but determined by 'scientific' methods of 
time and motion study. at is this normative determination of work 
standards and ethics that was removed from the control of the artisan 
during the bureaucratisation phase discussed earlier.) 

Standardisation can only be achieved by removing all semblances of 
human intervention, thereby establishing standards of productivity as 
abstract and unchallengable entities that direct and control action. 
Instruction in the training room, is no longer dependent on intimate craft 
knowledge and the identity-creating process becomes a 'dummy' process 
that is characterised by adherence to design procedure. The trainer as 
instructor constructs a 'procedural' identity that is almost e~tirely reliant 
on steps of course design based on externally derived end-point 
competencies. The actions and interpretations of the instructor is 
regulated by the design in the same way as those of the trainee are 
regulated. The tasks of illustrating the desired behaviours or acting as a 
role-model are rapidly being taken over by videod presentations or pre­
recorded simulation exercises. Knowledge is thus located as axternal to 
both trainer and trainee and 'procedural obedience' is inculcated in both 
parties as the route to task achievement in the tl'aining room and, 
especially for lower level participants, in the workplace itself. Procedural 
deviance invites the risk of the instructor being exposed 88 'not knowing' 
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or 'not being able to do', whilst the learner is charged with 'not having 
learnt' or even worse 'not having the ability to learn in appropriate ways'. 

This phenomenon is even more noticable in the training of supervisory 
and management development courses where the 'technicalisation' of the 
'development' concept has become a distinctive feature. A • managerial 

task, for instance 'delegating work to sub-ordinates' · is broken up into a 
series of behavioural steps and a positive performance is demonstrated 
through a videod (often American) presentation. The trainee is then 
handed a flash card so that she can have the 'steps' at hand, while 
familiarising herself with the contextual information provided about a pre­
given or self-scripted role play or, as it is often termed, skills practice. 
Feedback by fellow-trainees and the trainer focus on how closely the 'role 
player' has followed the steps and used the words/phrases suggested in the 
work book. at must be born in mind that most 'management' trainers do 
not perform a managerial function in corporate hierarchy terms and again 
draw on a pre-given task). Instructor practice can again be described as 
procedural administration and regulation. The corresponding social 

identity requires an 'adherence to pre-defined rules' as its dominant 
quality and selection of. the best available technology to promote the 
transmission of knowledge and skill becomes the hall mark of instructor 
success. 

3.3 The trainer as facilitator 

8.8.l Facililating personal groUllh 

At this point is is useful to examine . the qualities considered by Carl 
Rogers to be essential characteristics of a facilitator 

' ••• realneea or genuineneu. When the facilitator ia a real person, 
being what she ia, entering into a relationship with the learner 
without presenting a front or a facade, she ia much more likely to 
be effective ..• Thus she is a person to her atudente, not a faeeleu 
embodiment of a curricular requirement nor a sterile tube through 
which knowledge is passed from one generation to the next . 

.•• prizing, acceptance and truat. It is a caring for the learner, but a 
non~poeseesive caring ... a belief that this other person is somehow 
fundamentally trustworthy ... prizing of the learner u an imperfect 
human being with many feelings, many potentialitiee. 
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... empathetic underetanding ... When the teacher ha the ability to 
underetand the student's reactions tiom the inside, baa a aenaitiw 
awareneu or the way the prooeu of education and learning eeema 
to be to the ~tudent, then again the likelihood or signiftcant 
learning is increased. (1983:121-125) 

The ~ppeal that 'pure' facilitation holds for corporate trainers lies in its 
underplaying of content and technical detail. Facilitators need ~ot fear 
that they are going to be 'caught out' by their lack of workplace 
experience. As long as they are caring, trusting, understanding 'real' 
people they promote 'significant learning'. The introduction of an 
interpretative paradigm that focuses predominantly on personal feelings 
and experiences establishes a person-to-person relationship that locates 
the source of individual problems away from the corporation towards the 
trainee/learner's 'life' situation. As in conventional therapy, the basis for 
interpreting feelings of anger, mistrust and bitterness is found in 
childhood family, peer and community relations. The particularity of, 
emotions evoked by historical and current workplace relations is regarded 
as expressions of past repression rather than as grounds for conflict and 
resistance. Class, race and gender conflict between management and 
employees as experienced on the shoptloor is thus displaced and 
reconstituted as inter-personal conflict between people. 

But there are two problems. The first one applies to both facilitator and 
learners. The instrumental focus of the corporation requires a distinction 
between personal and work-related development. Corporate educational 
assistance schemes, for instance, offer financial support for courses of 
study that pertain to an employee's current work situation or career 
development plan, but not for general intellectual or practical 
development that is termed 'nice to know'. Marsiek, in her prescription 
for a 'new paradigm' of workplace learning acknowledges this separation 
and argues that 'while learning must acknowledge the legitimacy of self­
reflection and personal growth, the organization cannot take on the role of 
therapist' (1988:196). The second problem lies in the identity work 
already done by trainers as instructors. Here, it has been argued, the 
'personal' element is conspicuously absent. An identity construct that 
calls for 'realness as a person' requires a radical transformation in the 
identity construct of the trainer. 
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The solution to both thea,e problems comes from Knowles'a construction of 
the andragogical educator that draws. on both the behaviourist and 
humanist traditions. His work has been enthusiastically embraced by 
many trainers and was often mentioned by interviewees when they 
explained the 'new breed' of trainer. Closer examination of Knowles', 
'andragogical model of HRD' explains this enthusiasm. 

In his popular book, The Adult Learner A Neglected Specia (1978). 
Knowles addresses the question of application of 'theories of learning and 
teaching to human resources development' presents the reader with an 
astounding array of choices. The practitioner may choose to ignore theory 
which Knowles thinks is an 'unrealistic' approach, or the practitioner may 
select one theory and apply it consistently. Knowles makes it clear that a 
theory which does not 'fit your management's philosophy' or is not 
congruent 'with the organization's long-range developmental goals' (:~00-
101) would be inappropriate. The practitioner has a third alternative in 
that she can select one theory for training and another for education. 
Knowles recognises the contradiction implicit in this choice and therefore 
suggests a continuum of learning teaching situations from which the 
practitioner will select a model that is 'uniquely appropriate for particular 
kinds of learning' (:105). The risk of the individual learner being 

'dehumanised' by such an approach can be counteracted by presenting the 
different learning-teaching models as (sic) 'optional steps up the ladder of 
self-development' so that the learner 'chooses them for this purpoae', with 
provision 'made in each situation for the development of learning skills 
that will prepare him for the next level' (:106). 

The fourth option permits the practitioner to 'drop the education of 
individuals in favor of organisation development' (:106), a shift that 
Knowles acknowledges in his own approach. Finally there is the option 
that· underlies the andragogical model, namely 'incorporating features of 
various prevaiHng theories that make sense to me' (:108), or what 
Youngman refers to as 'sophisticated eclecticism'. The andragogical model 
is described as a 'unified model [that] can incorporate principles and ' 
technologies from various theories and still maintain its own int,egrity' 

(:108). It is posed, against a pedagogical content model, as being apJTJCas 
model. Its power and attraction lies in its preseriptiona for practice. 
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The andragogical teacher (Cacilitator, consultant, chanp agent) 
prepa:ree in advance ·a 11et of proceduree for involvinr tbe J.earnen 
(and other rel~t partiee) in a proceu involving tbeee elements: 
(1) eetablishing a clilnate conducive for learning; (2) creating a 
mechanism for mutual planning; (3) diagnoeing the needs for 
learning; (4) formulating progam objective. (which w content) that 
will satisfy these needs; (6) deeigning a pattern of learning 
experiencee; (6) conducting these learning a;periencea with 
suitable techniques and materiala; and (7) evaluating the learning 
outcomee and rediagnoeing learning needs. (:108-109) 

The sequence suggested is almost identical to Davies's (1971) 
behaviouristic sequence for 'managing learning', except that 'task 
analysis' as the first step in the planning process is replaced by ~oint 
needs diagnosis' in Knowles' model. The creation of an interpersonal 
climate of caring, trust, mutuality and openness that promotes honest· and 
objective feedback and risk-taking, re-inforced by an organisational 
climate that rewards learning in material and status terms rather than 
regarding learning as intrinsically self-motivating, is, however, the 
distinctive hallmark of the andragogical approach. Knowles could not 
spell out the hegemonic intent of andragogical practice more clearly than 
when he says: 

In my own andragogical model, climate setting is probably the 
moet crucial proceu in the whole proceea of HRD. If the climate is 
not really conducive to learning, if it doeen't convey that an 
organization valuea human beinp u ita moet valuable uaet and 
their development u its moet productive inveatment, then all the 
other elements in the proceu are jeopardized. (:114) 

Knowles' facilitator does· not leave questions such as 'What do you want to 
learn? What things puzzle you? What are you curious about? What 
issues concern you? What problems do you wish to solve?' {Rogers, 
1983:136) to the discretion of the trainee or learner. The humanist./ 
behaviourist facilitator 'helps each student to diagnose the gap between 
~s aspiration and his present level of performance', 'helps the students 
identify the life problems they experience because of gaps in their personal 
equipment ' and 'involves the students in a mutual process of formulating 
learning objectives in which the needs of the students, of the institution, of 
the teacher, of the subject matter and of the society are taken into account' 
(1978:77, 78). Given Knowles' earlier admonition. regarding 'flt' or 
'congruence' with organisational management philosophy and goals, it 
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does not require any imagin11tion to predict the outcome of conflict 
between the various needs mentioned. 

In identity construct terms the 'procedural' requirement of the instructor 
role remains largely intact, with the addition of humanist elements that 
are in keeping with a 'wanting to help people' ideology held by many 
individuals. The language of learner-directedness, personal growth and 

self-actualisation· introduces a pseudo-democracy into training practice 
that enters the trainer vocabulary and re-inforces the promise of the 
corporate mission statement. No acknowledgement is given to the 
political economy of the training situation and the notion of ~oint needs 
diagnosis' that precedes ~oint planning, design and evaluation' eft'ectively 
obscures the direction given to the process by the trainer as a 
representative of the corporation and its goals. 

In occupational self-interest terms the appeal of 'andragogy' as a specialist 
body of knowledge for a grouping that is losing ground to the common­
sense wisdom of 'leadership', is obvious. To be an andragogical facilitator 
requires only marginal 'humanistic' adaptation of the instructor identity 
so that 'procedure' becomes 'process'. The 'new' vocabulary, however, has 
a mystifying capacity that reaffirms the notion of specialist knowledge and 
expertise. 

8.8.2 FaDililating critical thinldng 

The notion of learni'fl6 as 'the key tradable commodity of an organisation' 
(Garrat quoted in Pedler et al,, 1988:6) poses the education and adult 
education literature that emphasises 'critical thinking' as the 
interpretative frame against which the role of 'trainer as facilitator of 

thinking' must be examined. Prescriptions for mediational teaching have 
been clearly stated in the work of Jerome Bruner (1967, 1974), Meyers 

(1986) and to a lesser extent in Lev Vygotsky's (1962, 1978) writing 
through which the concept 'zone of proximal development' has enjoyed 
considerable discussion. 

Bruner sees instruction as 'an effort to assist and to shape [co_gnitive] 
growth' (1966:1), characterised by dialogue between learner and teacher. 
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The teacher acts as instigator of processes of inquiry and utilises problem- · 
solving techniques that · derive from the discipline that is being studied. 
The learners with their own personal needs, purposes, cultural 
experiences and individual differences become the focal· point of 
educational concern. The . teacher's task is not just to develop those 
interests already present in the learner, but to arouse interest in those 
things deemed to be educationally desirable. 

Both Bruner (1966, 1974) and Meyers (1986) are firm in their conviction 
that critical thinking, often conceived of as logic or general problem­
solving ability, cannot be taught as a general skill, but that it is located 
within the particularity of the discipline itself. 

'nlere is nothing more central to a discipline than its way of 
thinking. There is nothing more important in its teaching than to 
provide the child the earliest opPQrtunity to learn that way of 
thinking - the forms of connection, tlw attitudes, bopee, jokes and 
frustrations that go with it. In a word, the bat introduction to a 
subject is the subject itself. At the very ftnt breath, the young 
learner should, we think, be given the chance to.Hive problems, to 
conjecture, to quarrel as these things are done at the heart of the 
discipline. (Bruner, 1974:446) 

Meyers puts the problem succintly when he argues for a variety of 
approaches to teach critical thinking to adults. Each teacher will have her 
own definition of critical thinking and it is this definition that· will 

determine her intellectual stance, All teacliing should conunence at a 
common starting point of attempting to make explicit a 'perspective or 
framework for disciplinary analysis' (1986:6). 

What emerges from these prescriptions is the concept of the teacher as an 
intellectual 'self' who has been initiated, albeit ·idiosyncratical1y, into the ' 
ways of thinking' of the discipline. Teaching is the business of making 
both the epistemological rules of the given discipline and the teacher's 
idiosyncratic appropriation of such rules explicit, io tb:at students' enquiry 
is not directed at 'gue•ng' what is in the teacher's head. In this. sense 
the teacher and the learner and the 'body of knowledge' are in a constant 
prdCes8 of interaction so that, for Bruner, 'discovering how to make 
something comprehensible ... is only a continuation of making something 

153 

, t 



\ 

comprehensible to ourselves in ihe first place - that understanding and 
aiding others to understand are both of a piece' (1966:88). 

It is here that Vygotsky's argument that learning is aocially mediated and 
that 'the internalisation of socially roote4 and historically developed 
activities is the distinguishing feature of human psychology' (1978:57) 

finds its connecting point. The 'zone of proximal development' 
presupposes activity by the teacher to· 'show them [the learners] various 
ways of dealing with the problem' (:86) but imitation sh~d not be eeen as 

a mechanical process as ' a person can only imitate that which is within 
her developmental level' (:88). It is perhaps Vygotsky's assertions that 
'human learning presupposes a specific social nature and a process by 
which children grow into the intellectual life of those around them; (:88) 

and that 'the only "good" learning is that which is in advance of 
development' (:89) that establishes the crucial connection between the 
learner, the 'world' of problems to be solved, and the teacher as 

developmental and cultural mediational agent. 

These prescriptions for the facilitation of cognitive thinking present 
obvious problems to trainers as 'facilitators of thinking'. The assumption 
that teachers are holders of a body of knowledge in a subject discipline 
runs completely against the identity profile constructed from the 
biographical ~ormation. It is here that lack of work experience that 
would at least constitute an experiential base of, expertise emerges as a 
crucial deficiency. The 'procedural identity' of the trainer as 'instructor' 
or as 'facilitator of personal growth' allows the procedural presentation of 
the topic under discussion, but does not meet the pedagogic requirements 
stated by Bruner, Meyers and Vygotsky. If we turn to the literature on 
adult education, and especially to the work of Mezirow on 'perspective 
transformation' and Brookfield on 'self-directed learning' the prognosis 
appears equally bleak. 

Mezirow argues that 'it is only in late adolescence· and in adulthood that a 
person can come to · recognize being caught in his/her own history and 
reliving it' (1981:11). He defines the self-directed learner in the following 

manner. 
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A self-clirect_ed l•rner bu accaaa · to alternatiw. penpectivee for 
undenta~cling hia or ,her situation and tor .. &mng meaning "ncl 
c:iirection to hia or her life, bu uquirec:I unamvity anci oompetenee 
in aocial interaction and bu· the. skills an4 compet.enci• required 
to muter the productive tub aaaociated with controlling and 
manipulating the environment. (1981:21) 

'Access to alternative perspectives' is posed as the key condition for the 
'understanding' that constitutes perspective transformation. It is exactly · 
this issue that poses a serious problem for the trainer as 'facilitator of 
critical thinking'. As the earner of organisational norms and goals the 
trainer is obliged to put forward one perspective only, even though the 
conclusion about cynical and innate stances sugpsts that she might 
personally hold different views. This dilemma does not, however, 
necessarily prevent access to the vocabulary of 'critical thinking'. Both 
Mezirow (1981:21) and Brookfield (1985:15) employ a vocabulary that 
includes 'words' familiar to behaviourists, humanists and cognitve 
theorists. Their prescriptions for self-directed learning therefore have 
wide appeal. The generality of such application de-politises its 
transformative potential, but at the same time allows a surface 
appropriation of its vocubulary. Brookfield's discussion of the potential for 
critical thinking in the corporate environment illustrates how the concept 
is used to reinforce rather than to challenge the ruling hegemony. He 
enthuses about the posaibilities for critical thinking inherent in 
managerial and executive learning in both corporations and worker 
collectives, but then he paradoxically illustrates this process by referring 
to the development of the Apple Macintosh computer where 'team 
members working on the Macintosh were housed in separate premises, 
relieved of all strictures regarding patterns of attention; they worked as a 
democratic group, with no hierarchy of authority or "typical" pattern of 
working' (:139-140). The privileged elitism of such conditions of work 
seems to escape him completely and he blithely assumes that the 
introQuction of 'quality circles' and more 'horisontal' channels of 

communication advocated by the 'Japanese style of management', will 
promote 'creativity of thought' and 'leaps of imagination that take 
. companies beyond currently accepted modes of production' (:139) (See also 
Marsick (1987) for examples of similarly enthusiastic versions of the 
potential for reflectivity and critical reflectivity in organisational 
learning). 
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Field takes issue with the notion of 'critical thinking' as a distinctive 'way 
of knowing' that is separated from Habermas' other two learning d(IDlains, 
namely the technical and practical areas of cognitive inter.est (Mezirow, 
1981:4). Whilst joining Mezirow and Brookfield in eondt1mning 
behaviouristic approaches for• their lack of attention to contexts, he &rg\les 
that by posing competency-led curricula baaed on behaviouristic 
psychology as appropriate for lower-level organisational participants, 
subordination is reproduced. The lower organisational participants are 
excluded from 'any development of the kinds of qualities needed to take 

decisions and manage enterprises, even within the impoverished and 
limited frameworks of relative powerlessness in which most managers are 
given the illusion that they rule' (1991:49). Within this framework Field, 
questions Mezirow's implicit acceptance of such sub-ordination and asb: 
'Why assume that perspective transformation and technical learning can 
not substantially overlap? They are only separate when the purpose of 
technical ~earning is circumscribed by the need for labour to be 
subordinate to the demand of the enterprise'(:50). 

Field's challenge is particularly pertinent to the wider field of industrial 
training. In terms of the argument advanced so far it is, however, clear 
that the notion of 'learner autonomy' in its ideal or pure sense is not 
applicable in the corporate context where the learner is also an employee. 

Managerial learning undoubtedly calls for ways of thinking that gives the 
individual the capacity to pose alternative scenarios, ask creative 
questions and entertain ambiguity or contextual complexity, but the 
realities of bureaucratic forms of work organisation, hierarchical· lines of 
authority and the boundaries imposed by organisational goals, place 
severe limits on the amount of 'cognitive autonomy' that can be 
entertained at either the higher or lower organisational levels. 

The trainer as 'facilitator of critical thinking' can therefore retain the 
procedural identity th.at characterises other forms of the trainer role. This 
type of training focuses on general procedures of 'strategic thinking', 
'effective decision-making, 'creative problem-solving' and 
'entrepreneurial risk-taking' (Brookfield, 1987:189), that differs very little 
from the •technical prescriptions implicit in the 'instructor' role. 

''. 
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It is, however, evident that the procedural identity that runs through all 
the variations of the trainer role is not sufficient to transform the trainer­
learner interaction into something that is recognised by all parties as 
'adding value' in the work context. The quest for 'personal credibility' 
enters the training room as an attempt to extend the authority . of 
'procedure' in ways that will sustain the learning process more powerfully 
and allow it to be transferred to the workplace. 

THE POLITICS OF AUTHORITY IN THE TRAINING ROOM 

4.1 The tension between 'In authority' and 'an authority' 

The isstJ8 at stake here is the grounds of'entitlement' to authority. One 
cannot explore the concept of authority without referring to Weber's (1924) 
three forms of authority: traditional authority, legal rational authority 
and charismatic authority, and linking those concepts to Peters' (1966) · 
distinction between being 'in authority' and being 'an authority' in an 
educational sit~tion. It is too easy to avoid the question of 'entitlement' 
by simply posing cognitive, political and charismatic authority as the 
three kinds of authorities that facilitators exercise (Heron, 1991). 

The crucial points, made by Peters (1966:246) that authority 'always pre­

supposes the notion of something that is right . or correct', and that 
authority 'thus pre-supposes some sort of normative order that has to be 
promulgated, maintained and perpetuated' (:238) moves any discussion of 
authority into the philosophical realm of morality as a normative code that 
simultaneously raises the question of legitimacy .. Peters phrases this · 
point succintly when he says, 'Where there is an appeal to a special person 
as a source, originator, interpreter, or enforcer of rules the term 
"authority" is properly used' (:289). When authority is accorded to an 
individual (or group) as the holder of an 'office• or as the holder of 
specialist wisdom, knowledge or expertise, the question that emerges for 
the recipient of the authority-means, is, 'What right has this person or 
group to proclaim what is right?' 
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Weber argues that the validity of authority cltitna may be based on three 
grounds: 'rational grounds - resting on the belief in the "legality" of 
patterns of normative rules and the right of those elevated to authority 
under such rules to issue comp,ands Oegal authority); traditional grounds 
- resting on an established belief in the sanctity of immemorial traditions 
and the legitimacy of the status of those exercising authority under them 
(traditional authority); or finally, charismatic grounds - resting on 
devotion to · the specific and exceptional sanctity, heroism or exemplary -
character of an individual person, and of the normative patterns or order 
revealed or ordained by him (charismatic authorityY, (Weber, 1990:S)., He 
makes the point that in the case of legal authority, obedience is owed to 
the legally established impersonal. order. Thus the typical person in 
authority occupies 'an office' and the person who obeys authority does so 
'only in his capacity as "member" of the corporate group and what he 
obeys is only "the law"' (:5). In the case of traditional authority, obedience 
is owed to the person who occupies the traditionally sanctioned position of 
authority and this person is bound by the tradition on which the sanction 
is based, so that obedience 'is a matter of personal loyaJ.ty within the area 
of accustomed obligations' (emphasis added) (:3). Charismatic authority is 
obeyed by virtue of the individual's 'personal trust in him [the charismatic 
leader] and his revelation' (:4). The relationship is characterised by.belief 

rather than by loyalty. 

Peters argues that teaching as an institutionalised practice embodies two 
types of authority. The teacher is 'in' authority by virtue of 'the necessity 
of preserving conditions of order which are necessary conditions of its 
[task] performance' (1966:263). Here the teacher derives entitlement from 
being a representative of a particular institution. She draws on the 
impersonal normative value sytem of the institution to maintain order. 

Stenhouse (1983:148) makes the additional point that this type of 
authority is heavily reinforced by the teacher's position as 'internal 
examiner'. It is also this type of authority, conceptualised at the micro­
level in the classroom, that Heron terms 'political' authority, where 'the 
facilitator takes decisions that affect the whole content and process of 
learning' (1991:1). 
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The teacher as 'an' authority derives entitlement ftoin her knowledge.in a 
particular subject or field. Peters points ,out that such entitlement ia also 
impersonal in that its appeals to validity of 'truth' claims are directed to 
the epistemological rationality of the sphere of knowledge, rather than to 
the person so that 'in the end nothing depends upon the appeal to 
particular men' (:251). 

As the teacher can no longer rely on traditional forms of being 'in' 
authority, 'he has to demonstrate that he is an authority on something' 
(:256). Teaching in this sense, if it is to be distinguished from 
indoctrination, 'involves the passing on of knowledge, skills or modes of 
conduct in such a way that the learner is brought to understand and 
evaluate the underlying rationale for what is presented to him' (:261). 
This prescription for teaching corresponds to the advocacy of Bruner and 
Meyers outlined earlier. It also corresponds to Heron's notion of 
'cognitive' authority. 

Stenhouse accepts Peters' two types of authority, reinforced by personal 
charisma, as converging in the teacher. He takes the prescription, for the 
achievement of learner autonomy or self-directed learning in the 
classroom further by identifying both the 'logic of the task' and the 
'psychology of groups' as areas where the rationale has to be made 
explicit. 

If a teacher handles his authority uneelrconacioualy as a matter or 
personal habit, he usually induces a relatively pusive dependency 
relationship. Students are reluctant t.o participate and amdoua to 
interpret the rules or the situation. Ir he doee not make the 
conventions ~licit, hie students can interpret them only by 
observing the tutor. Their task ia to study hie behaviour in order 
t.o underatand the situation in which they are plaoed. Unleu they 
can develop from observation consistent theoriea about what he ia 
up t.o, hie authority will appear amitrary. (1983:149) 

The final point that has to be made in this section that is of direct 
importance to our investigation of 'personal credibility', is Peters' 
argument that it is in Weber's concept of 'charismatic' authority that 'two 
notions which have here been distinguished, that of being an authority in 
some sphere which is of concern to a group ... and that of personal 
characteristics which enable people to exercise actual authority in the 
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sphere of social control, which may inchtde some kind of peraonal 
magnetism' (1966:245-246), are . conflated. The appeal of such an 
interpretation « 'charismatic' authority is that personal characteristics 
can compensate for lack of subject knowledge and vice versa. As the two 
are fused together, they are no longer separately distinguishable so that 
one beeomes the other. Perhaps more importantly, the grounds of 
entitlement or validation shift, in the f1rst instance, from the impersonal 
appeal to procedural rules as embodied by the teacher, to a trust or belief 
in the teacher as person. But then again, entitlement to charismatic 
authority is not solely dependent on personal qualities, and the claims to 
knowledge 'authority' or more instrumental versions of 'expertise', 
remain. Entitlement to 'charismatic' authority in the field of educational 
activity must satisfy the rationalisation of authority on both counts. 

4.2 From authority to credlblllty 

The case of the corporate trainer has emerged as the paradox between 
'procedure' - as the common identity denominator required by particular 
forms of practice, be they couched in behaviourist, humanist or cognitive 
terms - and 'personal credibility' as the identity requirement perceived by 
trainers themselves to be crucial to what they see as their mediatory or 
'balancing' role. It is the frameworks provided by Weber and Peters that 
allow us to see that the quest for 'credibility' ia in fact a qu• for 
'authority'. What trainers call 'personal credibility' can be termed 
'charismatic authority', but a simple linguistic substitution does not 
provide the explanatory power that is required in this instance. 

The central authority problem for trainers is the weakness of both their 
'in' authority and 'an' authority positions. They represent the corporation 
through delegat.ed 'management' authority which is always subordinate to 
direct management authority, so that • their grounds for entitlement ia 

always a more diluted version of impersonal legal-rational authority. The 
prescription for needs analysis or needs diagnosis as the starting point of 

the training process, can be seen as an attempt to strengthen their 'in' 
authority position in the classroom. A direct link between the corporate 
strategic plan and the direction and content of training, or at least a 
mandate from individual employees as 'learners', would legitimate 
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training practice in different •a.ya. This tends not to happen. The 
'generic' nature of developmental training derives its direction and 
content from that which is pushed onto the market by external training 
'consultancies, rather than from any direct link with specific corporate 
plans. Needs analysis that consists of discussions with supervisors and 
managers on nominations to pre-designed courses constitutes 'order­
taking' rather than a process of negotiation that confers legitimacy. It is 
therefore the ideology rather than the practice of needs identification that 
is utilised to strengthen 'in' authority positions. It shoul(J also be noted 
that the role of 'internal examiner' mentioned by Stenhouse, is present in 
the 'task' not in the trainer. Competency-based courses base assessment 
of competent achievement on the pre-given nature of the task in a way 
that reinforces both trainee and trainer subordination to the task. The 
notion of individual trainer judgement is understandably absent, given the 
trainer's weakness as 'an' authority, which should be examined in greater 
detail. 

The Social and Business Sciences, indicated in the SABPP/ESKOM 
questionnaire as the areas of knowledge that pertain to human resource 
practitioners do not constitute an exclusive 'body of knowledge'. General 
management practice draws on these same disciplines for theoretical 
justification and direction, · having the advantage that managers build up 
expertise through their attempts to apply these principles to practice. 
Whilst managers may not be 'authorities' in the academic sense, they 
certainly have more claim to being 'experts' than trainers who, according 
to the profile, rarely have direct work experience. Trainers' expertise lies 
in their being procedural authorities. The point can be illustrated by 
referring to any one of the management development courses mentioned 
earlier by Brookfield. Trainers will, for instance instruct trainees (in thie 
case, managers) in 'strategic thinking' or 'entrepeneurial risk taking' 
without ever having 'been involved in corporate strategic planning or, as 
salaried employees, in entrepreneurial practice. Common-sense defense of 
lack of direct experience is usually phrased as 'one doesn't have to be an 
excellent tennis player to be a tennis coach'. The reverse argument is also 
valid, namely that 'authorities on subjects z are not necessarily . good 
teachers'. The issue at stake here, namely entitlement and justification of 
authority, however, demands an authority base tha~ can be recognised by 
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' 
both teacher and learners. In a pedagogic situation where the notion of 
'authority' is characterised by an appeal to a 'person' as the originator, 
interpreter or enforcer of both institutional and epietemological rules, it is 
not sufficient merely to be 'in' authority. Even bureaucrats who are 'office 
bearers' of authority are still, according to Weber, 'in need of apecialised 

knowledge, though it is usually of an empirical character, developed by 
experience rather than by formal training' (1990:10). 

It is the weakness of the trainer's position as 'an' authority that leads to a 
'tecbofoal' pedagogy. This weakness is, however, implicitly recognised 
and compensation is attempted through the establishment of_ 'charismatic 
authority' that will obscure 'an' authority weaknesses and foreground 
'personal characteristics'. This kind of authority is also viewed as the 
solution to 'in' authority problems or challenges outside the training room 
at the interface with the world of work. 

Unless the issue of authority can be resolved in ways that are perceived as 
credible by both the learners and the trainer, the training pr~ be it 
technical, developmental or cognitive instruction, will never have the 
capacity to extend beyond the walls of the training room and training will 
remain a 'dummy' process. It must be borne in mind that in-house 
training does not carry formal accreditation. The ways in which students 
in schools and tertiary institutions put up 'poor' teaching and what they 
perceive as illegitimate authority because they want to pass the 
examination, does not apply here. It· is also not a situation of voluntary 
attendance that characterises many other non-formal educational 
situations. Learnersiattend in-house training courses because they are 
sent by their managers. It interferes with their daily work routine and 
they often worry about work that is falling behind while they are in the 
training room. They do have an expectation that they are going to learn 
. something that they can apply in. their work situations and if they do not 
perceive the trainer as having 'credibility' of some kind, they feel that they 

are wasting their time. 

Those trainers• who are perceived to have charismatic authority obviously 
fare better at their task than those who are perceived to lack both work 
experience and technical know-how, even if it is just because, through 
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their charisma, they create an enjoyable atmoep~ere. But more than that, 
. they stand a. chance -of convincing the trainees that the· conflict of interest 

' . 
between organisational goals and personal aspirations can be resolved. It 

· is this that trainers understand instinctively when they talk about 
'personal credibility'. 

I. CONCLUSION 

In this chapter training has been examined as an educational activity. 
The trainer and the 'identity-making' processes of the trainer .in personal 
and role terms have been the focus of di8CUS8ion. What has emerged is 
that the conditions of corporate training allow trainers to shift between 
versions of the trainer role, without having. to-reconstruct their formal 
identity substantially. The language of 'andragogy', . though widely 
criticised in academic literature, provides them with a specialist 
vocabulary that confirms their position as 'learning' specialists and 
compensates for feelings of inadequacy that arise from lack of work 
experience. 

Their personal construction of identity, however, reveals that they 
perceive their procedural identity as inadequate to the task of resolving 
the conflict between organisation and individual in ideological terms. 
They see 'personal credibility' as the quality that allows them to convince 
their learners of the corporation's commitment to its employees. Training 
and trainers as people of 'integrity' are offered as symbolic demonstrations 
of such commitment. It is evident that they experience value conflict in 
personal terms, as indeed they must when they take on the task of 
presenting themselves and their practice as symbols of corporation 
commitment, particularly when their own mobility opportunities are 
limited. and they have little authority or power to influence the contexts 
within which they and the trainees work. 

What remains in the final chapter is to outline the new developments that 
will affect corporate training and to speculate about the potential for 
transformation that these developments might contain. The study will be 
concluded by considering whether the data offered and the arguments 
advanced have achieved the aims as they were originally stated. 
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Chapter8 

. THE FUTURE OF CORPORATJ!: TRAINING? 

1. INTRODUCTION 

In this fmal chapter two current developments that may affect the future 
and status of corporate training will be examined. The first one is the 
impact of information technology on the corporation's ability to make 
direct links between training and career development. The second refers 
specifically to the South African context and pertains to the pressure 
being applied by COSATU, the largest trade union body, to secure training 
opportunities for workers. The final section will refer to the aims stated in 
chapter one to determine whether these aims have been achieved. 

2. BUMAN RESOURCE DEVELOPMENT IN THE 80s AND 
BEYOND 

The American Society for Training and Development (ASTD) has produced 
two comprehensive sets of documents (1983 and 1989) that provide 
guidelines for the construction of human resource development practice. 
(The South African version was developed by ESKOM and distributed by 
the South African Board for Personnel Practice (SABPP) in 1990.) 

The aim of these. documents - which start with strategic analysis of 
'future forces' that will impact on human resource management and then 
offer prescriptions for trainer competency - can -be interpreted in two 
ways. On the one hand they attempt to raise the status and esteem of 
human resource practice, and on the other hand, they offer a framework 
for the advancement of ocupational self-interest. 

The forces that are identified in the 1989 document as affecting human 
I 

resource development work reflect the impact of globalisation on all 
aspects of managerial thinking: 

I 
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1. Increased preuure and capacity to meaeure wortf'orce 
productivity, performan•, dOBt-etTectivenelii~ and efficiency 

2. lncreued preuure to deD).Onstrate the value, impact, 
quality and practicality or HRD aervicee 

3. Accelerated rate or change and more uncertain busineu 
environment 

4. Increued emphaaia on customer service and apectation or 
quality products and aervicee from the workplace 

5. lncreued sophistication and variety or toola, technologias, 
method&, theories and choices in HRD 

6. Increased diveraity (demographics, values, experience) at all 
levels or the workforce 

7. Increased expectations for higher levels or judgement and 
flexibility in worker contribution (specifically, for more 
creativity, risk taking, adaptation to change and teamwork) 

8. Increased uae of syt.ema approachas that integrate HRD 
systems and technology in the workplace 

9. Business strategies that concentrate more on human 
resources and require strategic HRD actions 

10. Cbanpd empbaais in organizations from loyalty to merit, 
accountability, performance, and relevant skills 

11. Globalization or business; increased and expanded 
intemational markets, joint ventures, overseas ownerahipe 
and competition 

12. Increaaed need for commitment, meaningful work,· and 
participation on the job by a larger proportion of the 
workforce 

13. Increased use of tlatter, more tlmble organization designs; 
smaller self-contained· work groups; and reduced atatT. 
(McLapn, 1989:13-14) 

What is significant is that the forecast, resulting from a survey of 800 
peer-nominated American HRD practitioners, no longw reflects the 
traditional personnel concern with 'human relations'. The language of 
production management has been adopted in its entirety and the link 
between business strategy and the human resource predominates. The 
· 19.83 study made mention of, for instance, 'greater concern for the whole 
person (physical, emotional, spiritual) (McLagan et al, 1983:16) and 
included a whole section on the sociological trends that would affect the 
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work.place. The South ~can version follows its American counterpart 
closely but differs in its emphasis on the pressure emanating from the 
labour movement for participation in decision-making. It further 
acknowledges the pressure to develop a 'skilled, flexible and' responsive 
work-force' and the need to 'acquire/retain skilled manpower' (SABPP, 
1990:2). 

Scrutiny of the American document in its entirety reveals the impact of 
advances in technology on the capacity of human resource development to 
promote people as a 'strategic resource' and to strengthen their claim of 
making a measurable 'bottom line' contribution. Training and 
development, organisation development and career development are 
identified as the three areas that take 'development' as their primary 
focus - but they are closely linked to organisation or job design, human 
resource planning, performance management systems and HR research . 
and information sytems that will provide the mechanism for the 
integration of 'development' of the human resource with the business plan 
and the day-to-day activities of the corporation (ASTD, 1989:6) .. 
Sophisticated information systems provide the key link between long-term 
organisational planning, career and performance management systems, 
and individual training and development plans. It is worth quoting the 
introductory paragraph to illustrate the point. 

Aa the 21at century moves closer, organizational leaden are 
becoming more aware of the competitive advantap that 
competent, committed people bring to the workplace. The value of 
people's judpment, creativity and thinking baa inareaaed beeauae 
the ratio of knowledp work to manual work ia up, and continues to 
rise as technology takee over more and more routine and 
dangerous t.asb. Meanwhile, competition and communications 
technology accelerate the rate of change. And caatomers demand 
low prices, high quality, relevant innovation and good service. 

At the same time workers' expectations are rising. In developed 
nations this takes the form of people'a drive for fulfillment and 
influence through work. In both developed and leas developed 
nations, pressure seems to be mounting to increue worken' share 
in proeperity and decision making. Tbanb to advanced 
information technology, people around the globe have greater 
accees to television and other media that 1'9'ftNll world living 
standards. When people know what iii pouible, their aspirations 
are heightened and this affects how they view their work and it.a 
place in their lives. (1989:1) 
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Information technology becomes the key . device to· promote 'global 
incorporation' both inside and outside the corpor~tion but more than,that, 

'it becomes the master frame for the conceptualisation and control · of 

~dgement, ~eativity and thinking' as a human activity. What Rosen et 
al (1992), call the 'ideational eontrol' of shared n,eaning systems is thus 
made possible by computer-based technology. Whereas a system of 

explicit rules under bureaucracy is primarily an indirect form of control, 
ideational control is an invisible control in that the operation of control 
systems is not readily perceived. The rationality of technology promotes 
standardised behaviour and because the rules are not visible, compliance 
is often unconscious. That which is fundamentally political comes to be 
perceived as natural and neutral so that consent is given and contestation 
is diffused. 

The possibility of 'being noticed' through the use of computerised 
performance management systems that facilitates the 'tracking' process 
and makes it possible to implement individual performance appraisal 
systems throughout the organisation, strengthens the notion of merit 
rather than loyalty or long service as the basis for advancement and · 
mobility. Computerised training records provide information at the time 
of performance appraisal so that indiviudal development plans can be 
negotiated. Computerised career planning systems keep information 
about individual career plans and conftrms to the individual employee 
that the organisation 'cares' about her. Consent to the values and goals of 

the organisation may therefore be more readily given. It is information 
technology that enables the advocates of human resource management to 
claim that they can offer an integrated· 'performance management system' 
to 'assure that individual and organisational m,als are linked and that 
what individuals do every day supports the organizational goal' (ASTD, 
1989:6). 

These documents reflect the ideology of human resource management as a 
pervasive system of ideas. Companies and practitioners appropriate these 
ideas and the vocabulary enters the formal mission statements, · 
irrespective of whether the company has access to such sophisticated 
computer systems. What strategic human resource management 
discourse therefore allows companies to do, ia to pose the possibility. of 
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meritocratic advancement without neceaaarily having the corr~nding 
forms of work organisation of technology. 

These documents also indicate. clearly how the emphasis on 'learning' has 
impacted on the training role. The 1988 Modlllil for Emel!,en.ce oumn. 
fifteen training and development roles, with 'instructor' described aa 'the 
role of presenting information and directing ~ctured learning 
experiences 80 that individuals learn', and 'group facilitator' as 'the role of 
managi~ group discussions and group proceaa 80 that individuals learn 
and group members feel the experience is positive' (1983:16). The 1989 
Models for HRD reduces the number of roles to eleven, with 
instructor/facilitator collapsed into one role. The .description of this role is 
. simply a combination of the previous two descriptions, but signiftcantly 
omits any mention of the 'individual learning' or 'feeling'. The role of 
'transfer agent' as 'helping individuals apply learning after the learning 
experience' (1983:16) is al80 dropped in favour of the role of 'orpnization 
change agent' as 'the role of influencing and supporting changes in · 
organization behavior' (1989:49). Other changes refer to the expansion 
and merging of previously identified roles. 

The implication of these role changes is that, incraasingly, individual 
learning and organisational learning is being posed as synonymous. This 
trend is confirmed by the 1989 document's emphasis on organisation 
development and career development with less focus on individual 
training and development. Career development which waa included under 
'training and development' in the 1983 version by reference to 'current 
and future jobs' (1983:12), becomes a distinctive development area aimed 
at 'assuring an alignment of individual career planning and orpnizaiion 
career-management processes to achieve an optimal match of individual 
and organizational needs' (1989:6). HR research and information systems 

is al80 included as a new area to assure 'an HR information base' (:6). The 
doeument lists 7 4 'key outputs' associated with HRD work, each with its 
accompanying 'quality requirements' (:16-38). 'Facilitation' is mentioned 
in three of the output areas as pertaining to 'structured learning events', 
'group discussions' and 'media-based learning events' (:29-30). Two of the 
most contentious (in this writer's view) output areas refer to 'resolved 
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conflicts for an organization or groups' (:23), and pose 'individuals with 
new knowledge, skills and attitudes' (:81) as an output area. 

Another new inclusion is a consideration of thirteen ethical isaues. Here 
'balancing organizational and individual · needs and interests', 'avoiding 
conflicts of interest', and 'using power appropriately' (:40-41) are 
noticable. They indicate that the organisation and the individual are still, 
almost surprisingly, viewed as separate entities. Whilst 'resolving 
conflict' is an output area, 'avoiding conflict' is paradoxically an ethical 
requirement. (Later (:42) there is reference to 'significant and potentially 
damaging trade-offs between individual and organizational needs'.) It is 
also unusual for the issue of 'power' to be explicitly mentioned. 

The study lists 35 competencies (:43-45) as areas of knowledge and skill 
that 'will enable people to do HRD work in a future characterised by new 
organizational challenges and by changes in the workforce and HRD tools 
and products' (:43). These competencies are grouped by content category, 
namely 'technical competencies' that refer to functional knowledge and 
skills; 'business competencies' that have a strong management, economics 
or administration base; 'interpersonal competencies' that require 
communicative ability; and 'intellectual competencies' that are knowledge 
and skills related to thinking and prooessing of information. The 
description of the last category already ,ive an indication of the type of 
skills required here, namely: data reduction; information search; 
intellectual versatility, which is described as 'recognizing, exploring and 
using a broad range of ideas and practices, thinking logically and 
creatively without undue influence from personal biases (emphasis added); 
model building; observing; self-knowledge which refers to 'knowing one's 
own personal values, needs, interests, style and competencies and their 
effect on others'; and visioning (:45). The inclusion of 'intellectual 
competency' as a distinct grouping with its paradoxical emphasis on 
objective, computer-type thinking processes as well as subjective, 
psychologistic 'self-knowledge' provides perhaps the best illustration of 
the form or type of 'thinking' that the organisation requires at the 
individual level. This mechanistic approach is reinforced by the inclusion 
of 'adult learning understanding' as a 'technical competency' (sic), 
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described as 'knowing how. adults. acquire and uae knowledge, skills 
attitudes; understanding individual differences in learning' (:43) 

It is clear that the status of training and development in the corporation 
will depend to a large extent on its ability to prove to both managers and 
lower level employees that it makes a contribution to the 'bottom line'. 
Information technology will be a crucial mechanism to achieve the 
integration of individual training and development, paths into a wider 
systems of both performance and career management. 

3. THE SOUTH AFRICAN SCENARIO 

The most significant development that is likely to affect the future of 
corporate training and development in South Africa is the pressure being 

exerted by COSATU for industrial restructuring and integrt1ted human 
resource policies. The principles that. were endorsed by COSATU at ·the 
National Congress in July 1991 reflect the range of these proposals: 

• 

• 

• 

• 

Human reeource development musl be linked to planned 
economic reetructuring and active labour market policies. 

Trade unions have a central role to play in humiln reeource 
development. Thia role need.a to be acknowledpd in all 
forums reftecting on present and future human Nl!IOUrc& 

policy. 

Trade unions have a duty to addren the effect.a of past 
diacrimination on human reeource development, including 
where poor &9neral education act.a aa an obstacle . to akill 
development. Both overt and covert diacrimination and 
aff"umative action atrat.egi• developed ... 

There must be clear articulation betwwen formal education, 
an industrial training a;y9tem and other education and 
training ayetema. 

A future national training policy need.a to include the following: 

• 
• 

• 

All workers to be included in the ayetem . 

Training opportuniti• should be continuous for all worbra, 
i.e. throughout their working lives. 

Training should ensure employment security . 
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• 

• 

• 

• 

• 

• 

• 

Training should be linked. to broad aldlla a.,nc1a det.ermined 
at induatry level, ud tM aoquiaition or akilla must ne 
Jinked to pay inereaaea. Moat probably tbaae link.ape could 
be beet given etTect through industry akill-buecl grading 
syat.ems. 

Training should provide all workens with a career path 
moving from broad and general skilla to specialisation. 

Training should be modular and competency hued within a 
national int.egrated framework. 

Training modules should allow workens to progress to 
national standards whilat obtaining particular workplace 
skills. 

There mU8t be provision for recognition of prior learning 
skilla, whether these were gained formally or informally. 

Paid time off should apply to both training and general 
education where this will allow advancement to higher level 
skills. 

The training of trainers must be. a central part of the syatem 
and must allow a career path for trainers. (extracted from 
COSATU, 1991,:17-18). 

The emphasis on training and development as the mechanism that will 
provide a 'high skill' workforce is clear. Although these proposals have 
been more fully analysed from various perspectives elsewhere (see for 
instance Kraak, 1992a), it is their impact on current corporate training 

activity that will be briefly discussed. 

It must firstly be noted that COSATU represents workers in industry. 
Whilst this seems to be an obvious statement, it is important to bear in, 
mind that many of the large corporations in South Africa fall in the 
commercial sector. They will no doubt be affected by national trends and 
policies, but they do not form part of the system of industry training 
boards where tri-partite representation will be given practical effect. As 
there are very few South African companies that employ the 'high-tech' 

computerised systems that char~ post-Fordist production systems 
in advanced industrialised countries, the South African concept of 
Drucker's 'knowledge workers' tends to refer to clerical workers in the 
commercial sector in for instance, banks and insurance companies. The 
schooling system has traditionally provided the 'three R's' required as a 
basis for clerical work and these companies recruit only matriculants or 
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people with tertiary education. . Th~ notion of general basic education is · 
therefore not one that is considered applicable. . The point is is that there 

I . 

will be uneven acceptance and implementation. of the COSATU proposals 
even if they are implemented at national policy level. What is significant, 
however, is that these proposals place a high emphasis on technical 

training within a far broader conception of the knowledge. base that 
underpins technical skills. If this. version of 'skill' is adopted in South 
Africa, it will change not only the direction and content of training 
systems, but also the skills profile of trainers, not only in industry but also 
in commerce. 

The profession has long realised the need to regulate and protect its 
tenitory and in 1982 the South African Board for Personnel Practice 
(SABPP) was established to set standards for the profession. While this 
body has no legislative authority, it provides a national system of 
professional registration that is actively promoted by the Institute for 
Personnel Management 0PM). Its management activities include the 
following: 

• 

• 
• 
• 

• 

[providing] the framework for accreditation of curricula of 
tertiary institutions 

guidelines for practical training of candidate·practitionem 

ethical norms of profeaaional conduct 

methods for attaining competencies . required for 
registration 

evaluation of attainment of standards. (SABPP News, 1992) 

If the COSATU proposals and the SABPP activities are interpreted in 
coqjunction, it is clear that what is envisaged for the future is a national 
system of standards and of provision, that will pertain to both trainers 
and trainees. Whilst such a policy may pose a threat to practitioners who 
have traditionally functioned outside national systems of regulation, it 
poses the distinct possibility that the status of training and the status of 
training practitioners will be enhanced. A nationally-recognised and 
compulsory professional qualification will establish a specialist status, 
reinforced by external accreditation, that will proinote the development of 

a recognised career path for trainers. What will have to be guarded 
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against, how~er, is that the present stratification that places technical 
training at the bottom of the training si.tus ladder and industrial 
relations training at the top, is not reproduced in tormal terms. The same 
emphasis on multiple entry and exit points that is envisaged for a national 
training system needs to apply to the professionalisation of trainers. 

The pressure that is starting to be applied ~m the shopfloor for access to 
training will undoubtedly increase the emphasis on training, so that 
Rose's prediction of training becoming the political battlefield of the 
workplace will be realised in South Africa in th~ 1990a. Whether this 
battle will increase the 'real competence' that will transform forms of 
work design and organisation, will depend to a large extent on the 
capacity of the trade unions to enter into the training debate not only at a 
policy level but at a practical cunicular level, as it is here that the 
political battle for hegemony will finally be won or lost. (The writer was, 
for instance, told about a firm that agreed to provide training to 
retrenched workers after extensive negotiations between management and 
the union. When the training department was informed that they had to . 
provide three days of training to shopfloor workers, they scurried around 
frantically and, in the end, offered courses· on 'time management' and 

'inter-personal relations'.) 

Whether 'mobility' remains a corporate myth or translates into a reality 
that is within the reach· of all levels of workers and not only of those who 
have already had the benefit of education and training, is the challenge 
that faces industrial training in general and corporate training in 
particular, in the future. Accreditation that is recognised outside the 
particular workplace and establishes technical competence as the basis of 
authority and the requirement for promotion for both managers and 
workers, will be the key to such transformation. 

AIMS RE-VISITED 

The study has seeked to provide an interpretative ~ework that extends 
beyond the narrow conceptualisations of corporate trainin1 and the 
activities of trainers usually found in the literature. It has attempted to 
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explore human agency not as voluntary action, but as constituted through 
structure as both the 'medium and the ,outcome of the reproduetion of 
practices' so that structure can be seen to simultaneously enter into 'the 
constitution of the apnt and social practices' in the 'generating moments' 
of their constitution (Giddens, 1979:5). In doing so, a wide range of issues 
have been addressed and some areas have inevitably not received the · 
attention that they deserve. It is hoped, however, that the study has 

succeeded in its aim of analysing the meaning of corporate training 
beyond its technical moment so. that the political and ideological nature of 
'meritocratic mobility' becomes apparent. 

Corporate trainers and the meanings that they construct to cope with the 
ambiguity of their position and task have been the main focus of the study. 
The strain of the 'go-between' role is at its moat forceful in the concrete 
practices of social interaction in the training room. Trainers may well 
draw on the impersonal authority of rules and procedures,· but in the final 
instance they have to give an account of themselves and of their practices 
in personal terms. A sociological analysis of the 'incorporation' process as 
it applyies to trainers as employees (just as it applies to all other corporate 
employees), extends a static understanding of trainers as 'agents of 
management' and reveals the value conflicts implicit in their educational 

. roles, task and functions. It is this understanding that will hopefully 
make a useful contribution to the debate about adult education as a 
'contested practice'. It offers an explanation of a particular 
institutionalised form of practice that can no longw be relegated to 
behaviourist technicism. Its contribution to the achievement ot the 
'flexible specialisation' required for restructuring the economy in South 
Africa (and elsewhere), and therefore its impact on educational systems in 
general, is crucial. 

-In the rmal instance the reader will have to make her own judgement on 
the contribution that the study as a whole makes to the understanding of 
corporate training activity as a site of educational practice. 

- 174 



BIBLIOORAPBY 

Adoniai, M. (1991) 4Training as a corporate strategy', 1PM Journal,, September, 
pp. 27-30. . 

Althuaaer, L. (1971) 'Ideology and Ideological State Apparatuses' in B. R. Cosin 
(ed) (1972). 

Apple, M. W. (1979) ldeolog:, and Curriculum, Routledp & Kagan Paul Ltd, 
London. 

Arendt, H. (1968) The Human Conditi.on, University of Chicago Preu, Chicago. 

Argyria, C. and Schon, D. A. (1984) 'Organisational Learning', iii D. S. Pugh (ed) 
(1984). 

Armstrong, M. (1987) 'Human Resource Management: a case of the emperor's 
new clothes?", Personnel Management, August, pp. 31-35. 

Armstrong, P. (1986) 'Management control Strategiea and Inter-Profeaaional 
competition: the Cues of Accountancy and Personnel Management', in D. 
Knights and H. Willmott (eds). 

Aronowitz, S. and Giroux H. A. (1991) Postmodern Education, University of 
Minneaota Press, Minneapolis. 

Asaembly Debates (1945) 'Debate between ~ Minister of Labour and Member of 
Parliament for Port Elizabeth North, Mr Johnaon', 12 April. p. 6240 

Barling, J. (eel) (1988) Behaviour in Organizaziona, McGraw-Hill Book Company, 
Johanneaburg. 

Beckhard, R. (1992) 'A mod.el for the executive management of transformational 
change', in G. Salaman (ed). 

Berger, P. and Lucltmann, T. (1967) The Soci.al Conatru.ction of Reality, Penguin 
Boob, Harmondaworth, Middlesex. 

Berpr, P. L. (eel) (1964) TM Human Shape of Won\, The MacMillan Company, 
New York. 

Berger, P. L., Berger, B. and Kellner, H. (1974) The Homelaa Mind, P•nguin 
Boob, Harmondaworth, Middlesex. 

Bernstein, B. (1971) 'Oq the Classification and Framing of Educational 
Knowledge' in M. F. D. Young (ed). 

Bhengu, J. (1993) 'Perceptions of HR', People Dynam.ica, January, p. 9. 

Bird, A. (1980) 'The Adult Night School Movement for Blacb on the 
Witwatersrand 1920-1980' in P. !Callaway (ed) (1983). 

175 

' . . . ~, ~ ·-;,. .. _,.,_ '"" 



Bird, A. (1990) 'NUMSA'a vocational training project', South African Labour 
Bulldm, vol. lo, no. 1, June, pp. 11-16.19,no 

Bird, A. (1992) 'COSATU uniona. take initiative in training', South African 
Labour Bulletin., vol. 16, no. 6, July/August. pp. 46-61. 

Blank, W. E. (1982) Han.dbook for Developing Competen.cy-BaHd 'l'rain.ing 
Programs, Prentice-Hall, New Jeney. 

Bourdieu, P. (1971) 'Syatema of Education and Syatema of Thought' in M. F. D. 
Young(ed). 

Bourc:lieu, P. (1973) 'Cultural Reproduction and Social Reproduction', in R. Brown 
(ed). 

Bowen, C. A. (1984) The Promise of Theory, Teachers College Preu, New York 
and London. 

Bowen, C. A. (1987) Elem.en.ts ofa Post-Liberal Theory of Education, Teachen 
College Preea, New York and London. 

Bowles, S. and Gintia, H. (1976) Schooling in Capita/.ist America, Buie Boob, 
New York. 

Bozzoli, B. (1977) 'Manaprialiam and the Mode of Production in South Africa', 
South. African Labour Bulletin, vol.3, no.8, October, pp. 6-49. 

Braverman, H. (197 4) Labor and Monopoly Capital, Monthly Review Preea, New 
York. 

Brookfield, S. (1985) 'Self-directed learning: a critical review of research', in S. 
Brookfield (ed). 

Brookfield, S. (ed) (1985) Self-directed learning: From theory to practice, Jouey­
Baaa, San Franciaco. 

Brookfield, S. (1987) Developing Critical Thinkers, Joeaey-Baaa, San Franciaco. 

Brookfield, S. (ed) (1988) Training Educators of Ad.ul.ta, Routledge, London. 

Brown, R. (ed) (1973) Knowledge, Education and Cultural Change. Papen in the 
Sociology of Education, Tavistock Publications, London. 

Bruner, J. S. (1966) Toward a Theory of Insttuction, Harvard Univenity Presa, 
Cambridge, Maaaachuaetta. 

Bnmer, J.·s. (1974) Beyond the Information Given, Georp Allen & Unwin Ltd, 
London. 

Burawoy, M. (1979) Manufacturing Consent: Changa in the Labor Proce• under 
Monopoly Capitalism, The Univenity of Chicago Presa~ Chicago and London. 

Burowoy, M. (1985) The Politics of Production, Veno, London. 

Bynner, J. and Stribley K. M. (eda) (1978) Social Research: pri.ncipla and 
procedures, Longman, in asaociation with 'Ihe Open Univenity Preu, London. 

176 



Carr, W. (1986) -rheoriee of Theory and Practiee', Jou.mal of Phi.loaophy of 
Education., vol. 20, no. 2, pp.177-186. · 

Chiabolm, L. (1983) 'Reciefining' skill: black education in South Africa in the 
1980a', in C. Millar et al (eda) 1991). 

Clea, S. R. (1992) 'Modernist and postmodernist organization', in G. Salaman 
(ed). 

Coetzee, D. (1992) 'An Integrative Approach in Analyaing and Priontiaing Skilled 
Human Reeouree Requirement.a in South. Africa', Paper preNnted at Conference 
on Economic Growth and Human Development, UCT, September. 

COSATU, (Human Reeourcae Committee) 'Diacuuion Paper on Human 
Reeourcae Development for the Commonwealth Expert Group Meeting, April 
1991.' 

Coein, B. R. Ced) (1972) Education: Structure and Society, Penguin Boob in 
ueociation with The Open University Preu, Harmondaworth, Middleeex. 

Craig, R.L. (ed) (1976) Training and Development Handboolc, second edition, 
McGraw-Hill Book Company, New York. 

Cuff', E.C. and Payne G. C. F. (eds) (1984) Perapectivea in. Sociology, aeoond 
edition, George Allen & Unwin, London. 

Daniel, R. (1991) 'Selling Training into Your Organisation', 1PM Journal, 
August, pp.29-30. 

Daviee, I. K. (1971) The Management of Learning, McGraw-Hill, London. 

Denzin, N. K. (1971) -rhe logic of naturalistic inquiry' in J. Brynner et al (eds) 
(1978). 

Department or Adult Education and Extra-Mural Studi•, University of Cape 
Town (1992) 'Developmental Strategy in Adult Buie Edueation', A study 
conducted for the Independent Development Truat, November. 

Dewey, J. (1966) Democrac,y an.cl Education., paperback edition, The Free Presa, 
New York. 

Drucker, P. F. (1988) Management, paperback edition, Heinemann Profeeeional 
Publishing Ltd, London. 

Ecbtein, H. & Gurr, T .B. (1975) Pattem11 of Authority: A Structural Baaia for 
Political Inquiry, John Wiley & Sona Inc, New York. 

Elias, J. L. and Merriam S. (1980) Philoaopl,,ical Foundation. of Adult Education., 
Robert E. Krieger Publishing Company, Malabar, Florida. · 

Ely, M. (1991) Doing Qualitative Research: Circlu within. Circlea, The Falmer 
Presa, London. 

Ealand, G. (1980) 'Profeuiona and proCMaionaliam' in G. Ealand et al (eds). 

177 



) 

P.land, G. &11d Salaman, G. (1980) 2'Ae Polltica of Won\ and Oodu.pations, 
University of Torontio Preu, Torontio and-Buffalo. 

Etsione, A. (eel) (1969) A Sociolop:al Iwad.r on Compla Organizations, eecond 
edition, Holt, Rinehart and Wmation Inc., New York. 

FanarotT, B. (1990)· -rile Changing Labour Proceu and the SA Economy. 
Implicatione for Workers and for Training', Acldreu to CRIC-CIC Forum, 6 July. 

Field, J. (1991) 'Competency and the Pedagogy of Labour', Stu.cli.ea in tl,,e 
Education of Adulta, vol. 28, no. 1, April, pp. 41-62. 

Fielding, N. G. and Fielding, J. L. (1986) Linlt,ing Data, Sage Publications, 
Newbury Park, California. 

Finegold, D. and Soekice, D. -rile failure of training in Britain: analysis and 
prescription', in D. Gleeson (ed). 

Fombrun, C., Tichy, N. M. and Devanna M. A. (1984) Straugic Human Resource 
Man.agement, John Wiley, New York. 

Fowler, A. (1987) 'When chief executives discover HRM', Personnel Management, 
January, p. 3. 

Freund, B. (1992) 'A New Industrial Revolution? Technological Change and the 
Implications for South African Labour', Social Dynamica, vol. 18, no. 1, June, pp. 
1-19. 

Gelb, S. (eel) (1991) South Afri,ca'a Economic Crisis, David Philip, Cape Town. 

Georgiades, N. (1990) 'A strategic future for personnel', 1PM Journal, July, pp. 
13-15. 

Gerber, P. D., Nel, P. S., Van Dyk, P. S. (1987), Human Resourcu Management, 
Southern Boot Publishers, Johannesburg. 

Giddens, A. (1979) Central Probkma in &cial Theory, The Macmillan Preu, 
London. 

Giddens, A. (1984) The Constituti.on of &ciety, Polity Preu, Cambridge. 
I • 

Giddens, Ar (1990) The Socia/. Conaequencea of Modernity. Stanford University 
Pren, Stanford, California. 

Giroux, H. A- (1992) 'Reaiating Difference: Cultural Studies and the Discourse of 
Critical Peda...,,, in L. Groaaberg et al (eds). 

I 

Gleeson, D. (ed) (1990) Trai.ni.ng and its Altern.ativa, Open University Preas, 
Buckingham. 

Goia, E. (1989) 'Training: integral part of strategic buaineea objectivea', Human 
Resource Man,a,gement, January, pp. 32-33. 

Grouberg, .L., Nelson, C. and Treichler, P. A. (eds) (1992) Cultural ~•, 
Routledge, New York. 

178 



Gueet, D. (1989) 'Personnel and HRM: can you t.ell the ditTerence?•, Peraonnel 
Mlll'Ull/81Mnt, January, pp. 48-51. · 

Habermaa, J. (1986) 'Hannah Arendt's Communications Concept of Power', in S. 
Luba (ed). 

Hartshorne, K. (1987) 'Private sector involvement in education 1960-1986', in C. 
Millar et al (eds) (1991). 

Heron, J. (1991) -rhe politica of tacilitation • balancinc facilitat.or authority and 
learner aut.onomy', Keynot.e Adch-.a at Conference on Empowering through 
Experiential Leaming, University of Surrey, 18-18 July. 

Hill, S. (1981) Competition and Control at Work, Heinemann, London. 

Homtede, G. (1980) 'Motivation, Leadership and Organization: Do American 
Theories Apply Abroad?', Organizational Dynamics, vol. 9, no. 1, pp. 42""63. 

Hofistede, G. (1986) 'Editorial: The Usefulness of the •organizational Culture• 
Concept', Journal o(Ma.1UJ6ement Studies, vol. 23, no. 3, May, pp. 253-257. 

Hopper, E. (1973) 'Educational Syat.ems and Selected comequencea of Patt.ems of 
Mobility and Non-Mobility in Industrial Societies', in R. Brown (ed). 

Horwitz, F. M. (1988) 'Personnel management or human reaource management -
Euphemism or new Paradigm', 1PM Journal, vol.6, no. 12, May, pp. 4-8. 

Horwitz, F. M. (1990) 'Productivity Improvement and the development of Human 
Resources', 1PM JournoJ., April, pp. 4-13. 

Human Sciences Research Council/National Training Board (HSRC/NTB) (1984) 
TM HSBC INTB Investigation in.to the traini"6 of artiaans in the RSA, HSRC, 
Pret.oria. 

Human Sciencee Research Council/National Training Board (HSRC/NTB) (1989) 
The HSBC I NTB ln.veatiption into SlciU. Trai.ni1&6 in the RSA, HSRC, Pretoria. 

Hunter, A. P., Ashley, M. J., Millar C. J. (eda) (1983)Education, Curriculum And 
Development, The Centre for Continuing Education, University of the 
Witwat.ersrand and the Department of Education, University of Cape Town. 

Huse, E. F. (1980) Organization Development and Ch.anp, eecond edition, West 
Publishing Company, St. Paul, Minnesota. 

Huit.on, B. (ed) (1992) Adult Bmc Education in &uth Africa, Oxford University 
Presa, Cape Town. · 

Jones, S. (1985) 'Depth Interviewing', in R. Walker (ed). 

Joyce, P. (ed) (1987) The Jl'u,tori.cal Meanings of Work, Cambridge University 
Presa. 

Kallaway, P. (ed) (1983) Education and Apartheid, Ravan Presa, Johannesburg. 

Kant.er, R. M. (1985) The Chante Maaten, Unwin Paperbacb, London. 

179 



Karabel, J. and Halsey, A. H. (1977) 'Educational Reeearch: A Review and 
Interpretation' in J. Karabel et al (eds). 

Karabel, J. and Halsey, A. H. (eds) (1977) Power and Id«Jlogy in Education, 
Oxford University Preu, New York. 

Kaddie, N. (1980) 'Adult education: an ideology of individualism' in J. L. 
Thompson (ed). · 

Keenoy, T. (1990) 'BRM: A Cue of the Wolf in Sheep's clothing'!', Pert1tJruwl 
Review, vol. 19, no. 2, pp. 3-9. 

Keep, E. (1992) 'Corporate training strategies: the vital component?' in G. 
Salaman (ed). 

Knights, D. and Willmot, H. (eds) (1986) Managing the Labour Process, Gower 
Publishing Company Ltd, Aldershot. 

Knowles, M. S. (1978) The Adult Learner: A Neglected Species, second edtition, 
Gulf Publishing Company, Houston. 

Knowles, M.S. and Associates (1984) Arulra6og;y in Action, Jouey-Baae, San 
Franeieco. 

Kraak, A (1989) 'Skill Shortages in South Africa', Perspectives in Education, 
vol.11, no.I, Spring, pp. 19-36. 

Kraak, A. (1992a) 'Human Resources Development and Organised Labour', in G. 
Mou and I. Obery (eds) (1992). 

Kraak, A. (1992b) 'A Broad or Narrow Curriculum? The Dangers of Current 
State and Employer Approaches to Education and Training in South Africa', 
Reeearch commissioned by NEPI Human Reeourcee Research Group in draft 
form,May. 

Kuhn, T. S. (1970) The Structure of Scienti,fic Revolutions, second edition, The 
University of Chicago Prees, Chicago. 

Leavitt, H. J. and Bahrami, H. (1988) Managerial Psych,ology Managi,n,g 
Behaviour in Organizati.ona, fifth edition, The University of Chicago Preas, 
Chicago and London. 

Lebaa, M. and Weipnatein, J. (1986) 'Manapment Control: The Roi• of Rules, 
Marketa and Culture', Journal.of Management Studiea, vol. 23, no.· 3, May, pp. 
259-272. 

Lindeque, G. (1991) 'HR challenges in a future South Africa', Human &aource 
Management, May, pp. 4-11. 

Lovett, T., Clark, C. and Kilmurray, A. (1983) Adult education and comm.unity 
action, Croom Helm, London. 

Lube, S. (ed) (1986) Power, Basil Blackwell Ltd, Oxford. 

180 



Lundall, P. and Kimmie, z. (1992) 'Ap~ticeehip training and artisan 
emi:,loymei,t: cha~ numbers but maintaining •job rwervation•', Sou.th. 
African, Labour B n, vol.16, no. 6, July/August, pp. 40-46. 

~' B. (1973) Popper, Collins, London. 

Maller, J. (1989) 'Employee Share Ownership: Co-option or Co-operation?', in G. 
Moee and I~ Obery (eds) (1989). 

Manning, A. D. (1987) Communicating for Cl&ange: A Guide to Managing the 
Future of Sou.th. African Organisatu,1111, Juta & Co Ltd, Cape Town. 

Manick, V. J. (1988) 'Learning in the Workplace: The Cue for Reftectivity and 
Critical Reflectivity', Adult Education Quart.rly, vol. 38, no. 4, Summer, pp. 187-
198. 

Mareick, V. J. (eel) (1987) Leami.ng in the Workplace, Croom Helm, London. 

Mathews, .i;. (1989) Tools of Change, Pluto Press, Sydney. 

McClelland, K. (1987) -rime to work, time to live: eome aapecta of work and the 
re-formation of claaa in Britain, 1850-1880', in P. Joyce (ed). 

McKinlay, A. and Starkey, K. (1992) 'Competitive strategies and organizational 
chanp' in G. Salaman (ed). 

McLagan, P. A. (1989) Models for HRD Practi.ce, American Society for Training . 
and Development, Alexandria. 

Mcleapn, P.A. and Bedrick, D. (1983) 'Modela for Ezcellence: The Reeulte of the 
ASTD Tra~ing and Development Competency Study', Training and Development 
Jou.mo},, Jqne, pp. 10-17. 

Meyers, C . .(1986) Tea.ching Stu.dents to Think Critically, Joeaey-Baaa Publiehere, 
SanFrancieco. 

Mezirow, J. (1981) 'A Critical theory of Adult Learning and Education', Adult 
Education, vol. 32, no. 1, Fall, pp. 3-24. 

Mezirow, J. (1984) 'Principles of Good Practice in Continuing Edueation' in S. 
Brooldleld (eel) (1988). 

Millar, C. J. (1991) 'Critical Reflection for Educators of Adult.a: Getting a Grip on 
the Script. :for Profeuional Action', Jou.ma/, of Conti.nuing Edu.cation, vol. 13, no. 
1, pp. 15-23. 

Millar, C., Raynham S-A., Schatrer, A. (eds) (1991) Breaking the Fonnal. Frame, 
Readings i$ Sou.th. African Edu.cation in the Eiglwa, Oxf'ol'd · University Press, 
Cape Town. 

Miller, P. (1989) 'Strategic HRM: what it ie and what it isn't', PeraonMl 
Manapmen.t, February, pp.46-51. 

MilJa, C.W. (1970) The Sociological Imagination, Penguin, Harmondaworth, 
Middlesex. 

181 



Morphet, A. R. and Millar, C. J. (1981) -rile role or continuing education in the 
South African context', in C. Millar et al (eda) (1991). 

Morphet, T~ (1983) -rile World of Work: It.a Impact on Curriculum Planning', in 
A:P. Hunter et al (eds). 

Morphet, Ti (1992) 'Introduction to the problelDII in adult learning', in B. Hutton 
(eel). . 

' 
Mou G. ahd Obery, I. (eda) (1989) South African. Reuiew 6, Ravan Presa, 
Jobanneaburg. 

Mou, G. •nd Obery, I. (eds) (1992) South African, Review 6, Raftll Presa, 
Johannesburg. 

Muller, J. (1984) 'Much ado:'manpower cruds' and educational policy reform in 
South Atnca', in C. Millar et al (eds) (1991). 

Mullins, L. J. (1989) Management and Organi.aational Behaviour, second edition, 
Pitman, LoJ!l.don. 

Naiabitt, J .. and Aburdene P. (1986) Re-in.venti.ng the Corporati.on, Mac:donald & 
Co, London & Sydney. 

National Manpower Commission (1990) Annual Report, RP49/1991, Government 
Printer, ~toria. 

National T$ining Board/Human Sciences Reaearch Council (NTB/HSRC) (1991) 
TM. NTB I HSBC lnveatigation into a National Traini"6 Straugy for the RSA, 
BSRC, Pretoria. 

Newman, A. D. and Rowbottom, R. W. (1968) Organization Analysis, Heinemann 
Educational Boob Ltd, London. 

Paterson, R. W. K. (1979) Values, education and the adult, Routledp & Kepn 
Paul Ltd, Undon. 

Pedler, M., Boydell, T. and Burgoyne, J. (1988) 81.'owarda the Learning Company', 
Working Paper no. 3, T1TJMform, May. 

Peters, R. S. (1966) Ethica and Education, George Allan & Unwin Ltd, London. 

Peters, T. and Austin, N. (1986) A PC111Bion for E:ccelknce, paperback edition:, 
Fontana/Collim, Glasgow. 

Peters, T. J. and Waterman, R.H. (1982) In Search of E:&cellence: Z.uona from 
America'• Beat-Run Companies, Harper & Bow, New York. 

Phillipe, D. C. (1987) Philosophy, Science an,d Social lnqui,T.)', Pergamon Preas, 
Ozrord. 

Polyani, M. (1964) PeT'IIOnal Knowledge, Harper & Row, New York. 
-~ 

Pugh, D.S. • (ed) (1984) Organization.· TheoT.)', second edition, Penguin Boob, 
Harmondaworth, Middleaex. 

182 



I ' 

Pup, D.S. (ed) (1!$0) Organization Theory, new edition, Penguin Boob, 
Harmondaworth, Middlesex. .. . 

Ray, C. A. (1986) 'Corporate Culture: The Lut Frontier of Control?', Journal of 
Ma.na,geme,it Stucliee, vol. 23, no. 3, May, pp. 287-297. 

Ricbardaon, B. (1988) 'Human Resource Manapment: Doea it have a Corporate 
Role?', Human RaoUl't» Management, Manh, pp. 24-29. 

Bogen, C. (1983) Freedom To Learn for the 80'•, Chari• E. Menill Publishing 
Company, Columbus. · 

Rorty, R. (1989) Conti:ngency, irony, and eolidarity, Cambridp Univenity Preu, 
Cambridge. 

Rose, M. (1988) Industrial Beluwiour, second edition, Penguin Boob, 
Harmonda1J0rth, Middlesex. 

Rosen, M. and Baroudi, J. (1992) 'Computer-Baaed Technology And The 
Emergence Of New Forms of Managerial Control', in A. Sturdy ff al (eda). 

Ruaaell, B. (1986)-rhe Forms of Power', in S. Lukes (ed). 

Rusten, M. (1989) -rhe Politics of Poet-Fordiam: or, The Troul1le with •New 
Times• ',New Le~ Review, no.175, May/June, pp. 54-77. 

SA BP P News (1992) 'Profeaaional standards for practitionen', November. 

Salaman, G. (ed) (1992) Human R.aouree Strategiee, Sage Publication in 
aaaociation with The Open Univenity, London. 

Schaffer, A. (1984) 'Rethinking the educational meeaape in standard industrial 
training practice', in C. Millar ff al (eda), (1991). 

Schuitema, E. (1991) 'rhe HR departement and the surrogate management 
problem', Human Reeource Management, July, pp. 36-37. 

Senp, P. M. (1990) -rile Leader's New Work: Building Leaming Organizations', 
SloanMan,a,gement Review, vol. 32, no. 17, Fall, pp. 7-22. 

Slabbert, A. (1990) 'HR Management: bulwark against nationalisation', Human 
Reeouree ~rnent, May, pp. 4-9. 

South African Board for Pel'l!IOnnel · Practice (SABPP) (1990) Generic C~ 
Model for Human Reeource Practitionera, Human Reeourcee Group, ESKOM, 
Johannesburg. 

South African Labour Development Reeearch Unit (SALDRU) (1992) Indwtrial 
Training: Artisan and Apprenticahip Statiatica 1969-1989, Univenity of Cape 
Town. 

Strauae, A,. L. (1987) Qualitative analysis for eocial scientists, Cambridge 
Univel'l!lity Presa, Cambridge. . 

Sturdy, A., Knight.a, D. and Willmot H. (eda) (1992) SlciU and Consent, Routledp, 
London and New York. 

183 



I 
I 

Swanepoel~ . B. (1993) 'HR Management the South African Way', People 
Dynamic,,, January, pp. 23-28. 

Tennant, M. (1988) Psychology and Adult Learning, Routledp, London and New 
York. 

Thompson, J. L. (ed) (1980) Adult Education for a Change, Hutchinson, London. 
' 

Thompson, P. (1989) The Nature of Worlc, aecond edition, MacMillan, London. 

Thompson, P. and McHugh, D. (1990) Worlc Orgcrniaati.ona, MacMillan, London. 

Vygotak:y, L. S. (1962) Thought and Language, Wtley, New York. 

Vygotak:y, L. S. (1978) Mind in Society, Harvard University Preas, Cambridge. 

Walker, R. (ed) (1985) Applied Qualitative Research, Gower Publishing Company 
Ltd, Aldershot. 

Watson, T. J. (1977) The Pert1on.n.el Managert1, Routledge & Kegan, London. 

Watson, T. J. (1980) Sociology, Worlc and Industry, Routledge & Kegan, London. 

Waugh, P. (ed) (1992) Postmodern.ism, Ec:lward Arnold, London. 

Webater, E. (1986) Cast in a Racial Mould: Labour Process and Trade Unionism 
in the Foundries, Ravan Presa, Johannesburg. 

Webster, E. C. ud Leger, J.P. (1992) 'Reconceptualiaing Skills Formation in 
South Africa', Pert1pectiws in Education, vol. 18, no. 2, Winter, pp. 63-67. 

Wexler, P. •<1992) Becoming Somebody: Toward a Social Psychology of School, 
The Falmer Preas, London. 

White, I. H. B. (1941) Person.n.el Problem.a in War-time, Leather Industries 
Research Institute, Rhodes University College. 

White, I. H. B. (1945) 'Personnel Management in South Africa', Labour 
Manapmeist, Journal of the Institute of Personnel Management, December 1944 
- January 1946, pp. 143-146. 

White, I. H, B. (1965) -rile Effect of the Changing Social and Economic Situation 
on the Tra~g and Experience Demanclecl or the Personnel Manapr', Addreea 
deliwred to a one-day conference or the Port Elizabeth Branch of the Institute or 
Pemonnel Management, 9 August. 

Wilson, D. M. (1991) Agai.nat the Odds: The Stmule of the Cape African. Night 
Schools 1946 to 1967, The Centre for African Studies in conjunction with the 
Department or Adult Education and Extra-Mural Studies, Univeraity or Cape 
Town. 

Wilson, M. et al, Coume Team: Open Univeraity (1979) Variety in Social Science 
Reaearch., The Open Univeraity Preu, Milton Keynes. 

184 



Woodward, J. (1980) Induatrial Organisation: 'I'MOry an.cl Prat:ti.ce, second 
edition, Oxford University Presa. 

Young, M. F. D. (ed) (1971) Knowledge an.cl Control, Collier MacMillan, London. 

Youngman, F. (1986) Adult Education an.cl Socialist Peda//ogy, Croom Helm,· 
London. 

riEWSPAPER ARTICLES 

Cape Times (1946) 'Institute of Personnel Management', 6 September 1946. 

Cape Times (1947) 'Worker's Status in the Community: Individuality and Mass 
Production', 29 October. 

Eastern Province Herald (1941) 'Some Problems of Management: Labour 
Conditions in Factories', 31 October. 

Eastern Province Herald (1946) 'Attitude of Public: Aptitude Teets in Industry', 
28June. 

Evening Post (1953) 'Expert's view on efficiency• Mrs It D. White', 29 January. 

Natal. Mercury (1947) 4The Human Side of Production', Prof T. H. Kelly, 2 June. 

The Star (1945) 'Management of Factory Personnel: Propoeal to form Institute in 
City' 4 December. 

The W-Zy Mail (1993) 'Rearranging the deck chain on the Big Blue', 
J.8chofield, 22-28 January. 

185 



Arl'.l!i.NDIX·A 

PROVISIONAL INTERVIEW QUFSl'IONS 

1. How did you get into the training field? Please sketch your full wort history briefly. 

2 Can you remember what picture you had of training at the beginning and has that 

picture changed over the years? 

3. What appeals to you most about training now? 

4. Is there anything that you dislike about training? 

S. Do you or have you ever belonged to any professional organisations and what do you 

see as their value? 

6. Do you view training as a career in itself or is it a stepping stone to somewhere else? 

7. How do you see the role of the training department in your organisation? 

8~ How do you think management sees training? 

9. How do you think employees see training? 

10. How do you think the trade union see training? 

11. How do you think trainers in general see training? 

12. It has been argued that there is an inevitable conflict between people's pe1SOoal 

aspirations and the organisation's goals. How would you respond to this statement? 

13. Is there a direct link between training and advancement in terms of a personal 

development plan for each employee? 

14. Is there anything else that you would like to mention? 
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APPENDIX B . 

18 September 1991 

Dear 

1HESIS QUES110NNAIRE 

For the last couple of years I have been working on a dissertation in fulfilment of an 
\\, 

MPhil degree in Adult Education. The provisional title is: Vaine conflicts implicit jn the 
roles, taw and functions of tpigiu, and 4evelgprnnt practitioners in corporatiops, 

The area of investigation .is in a. sense biographical as the concerns first arose· as "gut 

feelings" during 9 years of work practice. My search for explanations for some of these 

concerns lead to formal study and now it is important to widen the investigation beyond · 

personal experience. 

This is where I need your help. Would you please complete the attached questionnaire 

in writing and return it to mo as soon as possible. It is always easier to approach people · 

where there is some personal connection as the response to a survey form received in 

the post is usually poor. In addition, would you please hand a copy of the questionnaire 

to one of your colleagues and ask them to do the same. At this stage I am not trying 

to do a national survey. A random sample will be. sufficient. 

The questionnaire consists of three parts. The first section deals with your personal 
profile as a trainer, the second section asks questions about the fo~ parameters of 



your job and the third section asks you to share your own perctl)tions abgut your job 

No person or organisation will be identified by name as the aim of the sample is to draw 

a general picture of perceptions about training practice. 

I hope that you will find it interesting to ponder on these questions and I thank you for 

your time and co-operation. 

Yours sincerely 

JEANNE GAMBLE 



I 

QUESTIONNAIRE 

SEC'l1QN t : PERSONAL PROFILE 

(1) NAME: 

(2) YEARS OF TRAINING EXPERIENCE : 

(3) NUMBER OF TRAINING JOBS : 

(4) FORMAL EDUCATIONAL QUALIFICATIONS : 

(5) TRAINING COURSES ATTENDED WlilCH HEIJ>ED YOU TO DEVELOP 

AS A TRAINER : 

(6) PACKAGED TRAINING COURSES FOR WHICH YOUR WERE LEADER 

1RAINED, El'IHER EXTERNALLY OR INTERNALLY : 



. 
(7) BRIEF WORK IIlSTORY : from first job until current position including time 

... 

period ·in each, job. Include all jobs even · though they may not have been in 

training 

SECTION 2 : YOUR ,lOB 

(1) EMPLOYER : 

(2) CURRENT JOB TI1LE : 

I' 



(3) PURPOSE OF JOB : 

(4) ORGANISATION CHART: Please draw the boxes from the chief executive' 

down to training. Indicate the main departmental divisons so that training's 

hierarchical position in relation to other departments and sections within HR 

becomes clear 



(5) KEY ACCOUNTABillTIES : List IN ORDER OF IMPORTANCE the key 

areas of accountability held within the job, ie. those that are not delegated , 

Attach a weighting to each key area by allocating a percentage (to total 100% 

overall) that indicates the time spent on each area. 

( 6) TRAINER COMPETENCY : Consult the 4 lists given in Appendix A and circle 

the numbers of those items which would be requirements for your current job. 

The purpose of this question is to build up a picture of the competencies which 

apply to your training job with relation to the wider Human Resource field. 

EXPLANATORY NOTE: THE GENERIC COMPETENCY MODEL FOR HUMAN 

RESOURCE PRACll'IIONERS was published by the SA 

BOARD FOR PERSONNEL PRACllCE in January 1990. 

Ex'n<ACT: • "Human Resource jobs and the meaninp of Human Resource job titles 

are very diverse. For this reason our model does not present job 

descriptions or attempt to desabe individual jobs. Instead it presents lists 

of Human Resource application/ experience areas and their associated 

outputs, as well as Human Resource education requirements (knowledge 

areas) and training requirements (skills). These lists can be used as menus 
, 

from which to select outputs and comptetencies pertinent to specific jobs 

and individuals' unique needs." (p 3) 



(7) Atrm:ORITY : Read the following definitioD$ of authority which _refer to the 
; ' 

relation between training md the rest of the enterprise.. Indicate in the boxes 
below the percentage of each kind. of authority which· is vested in your job. (to 

total 100% eg. if your job holds only staff authority you would indicate 100% in 

box2) 

FUNCTIONAL AU1HORITY (Megginson, 1982:42) The right given to staff 

personnel to demand compliance with methods, procedures, policies and timing 

of one specialised function of the organisatiQn. The right to issue enforcable 

instructions on staff matters throughout the enterprise, in order to fulfil duties 

and respoDSI'bilities outside his/her own department. Functional authority gives 

the practitioner just as much power outside his/her own department as line 

authority gives him/her within the training department. These orders are 

enforcable. 

STAFF AU1HORITY (Mathis & Jackson, 1983:26) The respoDSt"bility of acting 

in an advisory and supporting capacity towards the rest of the enterprise. This 

advice is not enforcable. 

FUNCTIONAL AU1HORITY D 

STAFF AU1HORITY D 

(8) RESPONSmllJTY AND DECISION MAKING AUIBORITY : . 

8.1 List the 3 most· important decisions which you may take in the execution of your 

training job without referring to anybody else. 

1. 



2. , 

3. 

8.2 Are there decisions pertaining to training which you cannot make as part of your 

job ? If so, what are these decisions and who makes them ? 

1. 

2. 

3. 

8.3 Do you have staff reporting to you so that you are responsible for the normal 

supervisory /management functions, eg. performance appraisal, selection etc, as 

part of your job ? 

YES NO 

D D 



9. PERFORMANCE MEASUREMENT : What end results serve as the basis for 
' ' 

measuring your job performance ( eg. feed-back received from other departments, 

accuracy and timeliness of work submitted etc.) 

1. 

' 2. 

3. 

(10) MAJOR CHAILENGES : What is the most dif.ficult part of the job and what 

makes it difficult ? 



SECTJQN 3 ;YOUR PERCEfflQN QF YOUR JOB 

(1) How do you see the role of the training department in the organisation - what 

role does it play ? 

(2) If you had to make a forced choice between the following two stated purposes 

of training which one would you choose and why ? 

INCREASED PRODUCTIVITY or PE~SONAL DEVELOP:MENT 

WHY? 

, 



(3) What appeals to you most about your training job ? 

( 4) What do you dislike most about the work that you do in training ? 

(S) What power or influence do you think the training and development specialist 

generally has in o.-ganisations ? 



( 6) Are there any major conflicts or areas where such conflicts readily occur in your 

relationships with other departments or functions ? 

(7) The following statements were made by a sample of trainers during a previous 

set of interviews. Please read the questions and the responses. Indicate whether 

any of these responses are in line with your own perceptions by placing a tick 

next to the relevant statement(s ). Add you own comments of clarification. 

7.1 

• 
• 
• 
• 
• 
• 
• 

QUESTION : How do you think management sees tnaining ? 

They say it's 'nice to have' but it's not essential." 

As a necessary evil 

Something that has to be done to keep the workers happy 

As a totally posiµve force that has great influence on the company and its people 

It's something they send other people on - "not for me" 

Necessary - in terms of their image in the market place 

V~ry committed to tTaining from the top down, but if budgets need to be cut, they· 

cut training 

It is almost seen as a reward for good performance or a privilege 

YOUR COMMENT: 



7.2 QUESTION :How do you think trainers, in &eneral, see tniniDI ? 

• We are like Cinderella, because we are always.' left with the dirty work to do -

we have to bridge the gap between performance appraisals and what actually • 

happens in 'real' life 

• 
• 

• 

• 
• 

We have to do a lot of 'selling' of company decisions and policies 

We're becoming more and more s~ctured and more and more automated in 

what we do. There is something deep inside us that says it's wrong, it's not 

working but we don't kn.ow how to bring the two together 

The new school of trainer is trying very hard to really help people to be more 

effective in their roles in some way 

Some trainers see training u just going through a schedule of courses 

I see a lot of trainers very disillusioned with training 

YOUR COMMENT: 

7:J QUESTION: How do you think staff/employees see training ? 

• 

• 

• 

• 
• 

All they see is supervisors and rnanag.,rs coming on a lot of training courses . 

They see them developing but they don't see much going for themselves 

This company is showing how important I am by training me; this is my 

development; I am going to progress with this • · 

In my experience people generally come into training ~tuations feeling at best 

sort of neutral and at worst quite resistant 

I think the majority of them see it as a couple of days out of the workplace 

Normally they thoroughly enjoy it - they get involved and really participate 



• I think staff see training as a right, as something they're entitled to, something 

they must have to recognise their worth and for there own progression On the 

other hand, it's something that doesn't really help in their jobs 

YOUR CO:MMENT: 

(8) How do you see the future of the training function in your organisation ? 
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APPENPIXA , 

]HE · GENERIC CQMPETENCY MODEL fQB HUMAN B2$0URCE 
PRACJ U 10NEB,S 

PLEASE REMEMBER TiiAT 1HESE USTS COVER THE WHOLE HUMAN 

RESOURCE SPECTRUM. WE ARE TRYlNG TO IDENTIFY raosE IT.EMS 

WHICH APPLY TO TRAINING AND TO YOUR CURRENT JOB IN 

PARTICULAR. ONLY SELECT THOSE ITEMS nl.AT RELATE TO YOUR JOB. 

1. KNOWLEDGE BASE : 

When we talk about knowledge we answer the questions "What education base 

do training and development practitioners require ?" and "What knowledge will 

enable people to do training and development work in a future characterised by 

new organisational challenges, work force changes and new training tools and 

products?" 

EDUCATION 

KNOWLEDGI! BASE 

• SOCIAL SCIENCES 

1. lnduatrial Pqchology 
Knowledge of theories and approach• regarding human and behavioural processes in 
work organilalonl; knowledge of appropriate· methodologies 1D investigate problems of 
h.uman exisllllice and dMopment in organisations. 

2. ' lndullltal SoclolDgy 
Knowledge of tteortes and approaches regarding group and social processes in work 
orp,iaations; knowledge of social research to Investigate social phenomena in work 
organisatlonl. ' ' 

3. lndullltlllLaw/1 .... Law 
Knowledge of natloftal/local legillatlon,and legal n1quirements 1hat govern the acqujaition, 
management and diepoal of Human· Resources in work organilations. itlnuesJ 



• BUSINESS SCIENCES 

4. Business Management 
Knowledge of the key business processes that enable an organisation to function in 
a specified product/service/market context This includes the key processes of finance. 
pr~uctlon, personnel and marketing. 

5. Economics 
Knowledge of the various approaches/theories/schools of thought on how economic 
sy$temS function and their corresponding policy implications. 

6. Accounting 
Knowteclge of the quantitative/monetary techniques for fiscal decision-making, planning 
and control, evaluation of performance and preparation of relevant financial reports for 
variOus stakeholders. 

7. Slatldcs 
" Knowledge of the techniques for scanning, synthesising and drawing conclusions from 

Hi.Iman Resource data. 
8. Computer Systems 

Knowledge of the functions. features and potential applications of electronic systems for 
the delivery and management of Human Resource information. 



2. SKILLS BASE 
' ~ 

When we talk about skills we answer the questions "What training base do 
I 

training and development practitioners require r ,and "What skills will enable 

people to do training and development work in a future characterised by new 

organisational challenges, work force changes and new training tools and 

products?" 

TRAINING 

SKILLS BASE 

• FUNCTIONAL 

1. Reaearch Methodology: Selecting. developing and using experimental, statistical and 
dam collectlon 18chniques and methodologies for a scientific enquiry. 

2. Mwurement Collecting. processing, synthesizing and drawing conclusions from 
data. 

3. Aa111ffl811t Selecting. devek>ping and using methods/techniques for appraising 
competencies. personality characteristics and job requirements. 

4. S,-rna Dlllgn: Conceptualleing and developing systemic frameworks for Human 
Resource management, processes, procedures and practices. 

s. Group Proc111: Utilising group dynamics theory tc facilitate task and maintenance 
behavi01Jr, and optimise group outputs. · 

6. Mentoring:. Counselling individuals with a view to career development and 
performance improvement. 

7. Comulllng: Anatysing and diagnosing situations. and advising individuals/groups 
on appropria1e courses of action. 

• MANAGERIAL 
a. Leadership: Helping individuals/ groups with task accomplishment by setting 

direction and gearing people towards achieving objectives by motivating and 
inspiring them. 

9. Planning: Formulating and priorillling ob;ec1ivea. and syatematJcally ICheduling the 
steps tc be followed tor their accomplishment within ,given time frames and rasource 
limits. . 

1 o. ludg11llng: Alloca1lng flnanclal and non•ftnancial resources required to achieve given 
business ot,;ect1WI within a specHled period. . 

11. Comml.ncallng: Conveying 'tWbally/ln writing the content and intent of a message 
in a manner underllandable to the recipient/a. 

12. Mlll'IC9llng and P1umalan: Politloning ·the function and Ila products and services 
. tc meet custaner needs and gain maxJmum cwstaner support 

13. NagD11l1q: Reaching an agreement with another party/parties while electively 
nllll Hinting your party's special lntlnst In the ...... 

14. Change .......-= Utilieing tlehniquea and procases to faciUt,aa adaptation to, 
and acceptanCe of, technological. structural. social and Olher organleatlonal change. 

15. Manlodng: Utilising conlrOI systems to monitor deviations from plans. 

16. R1pGtng: Analysing a situation and giving an oral/written account of the findings 
10 the recipient/I In contonnance. with agreed parameters. 



3. EXPERIENTAL BASE : 

Training and development practitioners deliver outputs across a broad range of 

application areas - on an employee, group and organisational level. 

APPLICATION 

EXPERIENTIAL BASE 

• EMPLOYEE LEVEL 

o Deployment 
1. Recruitment 

Designing activities to attract job candidates with the right qualifications and 
characteristics to accomplish the work. 

2. Selection: . 
Matching candidates to job requirements in order to select the most suitable 
person to be placed in a specific position. 

· 3. Career Management 
Matching individual competencies and preferences with the needs of the 
organisation in order to develop realistic career goals and strategies. 

4. Termination: 
Dealing with employee separation, including the formulation of separation 

. · decisions and separation counselling. 
5. Retirement Planning: 

Administering retirement benefit schemes and providing retirement planning 
programmes. 

o AdminJatratlon 
6. HR Policies: 

Formulating documents which set out managerial directives regarding Human 
Resource practices in the organisation. 

7.HRProcedlns: 
Formulating documents which set out the manner in which . Human Resource 
policies are to be implemented and controlled. 

a· Job Evaluation: 
Comparing jobs according to formal and systematic procedures to determine 
their relative contribution value within 1he organisation. 

9. Compenlallon Management 
Developing. implementi~, monitoring and continually updating extrinsic reward 
systems. . 

10. EmployNAaistance ~ 
Main1aining and enhancing the psycho-social well-being and quality of work 
life of employees. · 

11. 0ccupatlonal Health: 
Maimaining and enhancing the physicaJ and mental health of employees in 
the workplace. (Continues) 



APPUCAflON 

EXPERIENTIAL BASE 

12. IR Ag,...,.,11: 
Formulating documents which set out agreements reached between employer 
and employee groups tegardtng reward systems. condHIQnS of employment and 
ottw matllrs of mutual interest. . . 

13. Dlaclplnllly P1aoecture: 
Developing, mplementing and maintaining formal confltd resolution procedures 
fer dealing with situations in which an employee is CCJnsidered to be In breach 
of contract. 

14. Grtevance Pnx:edure: 
DeveloPlng. implementing and maintaining formal conflict reaowtlon procedures 
fer dealing with situaUona in .. which an employee feels agrieved by an omission/ 
commillion on 1he organisation's part. · 

15. Accoinmod .... and l'...ang: 
Developing and managing facilities/schemes designed to provide housing. and 
meals for employees. 

18. Recntatlan: 
OevelOping and managing schemes designed to provide .recreational facilities 
fer employees. 

o P91fannanca DeNlopment 

17. Course·Dellgn: 
Designing and implementing. courses and programmes to meet the training and 
devetopmen1al needs of identified target groups. 

1 a lnductlon/Orientallon: 
Designing and lmptementing info~on and ortenlatlon programmes for new 
em~ with 1he purpoee of intllgrallng them effecthety into ht organisation. 

19. On-job Trailing: 
Utilising on-lite training Interventions to develop employee Job performance. 

20. Ol·Job T....._ . 
Utllising off..lill training Interventions to develop employee job performance. 

21. Ptll'D'IIIIIIIC.A111111111111t 
Measuring emptoyee performance against agreed criteria In order to identify 
training and development needs, determine rewards o~ 111f!l11 po1llntial. 

22. 0 .. opman1 C......alng: I 

Helping 1tNt lndMdual to formulate an action plan aimed at meeting ldentffled 
long-term dlMltopment needs. 

23. Job Advanclllledl: 
Deeigning and lmpiementing stlatagies and aystama aimed at ellmlnatlng 
disadvantllgeS and allowing employees to deYek>p to the maximum of lleir 
poteltti& 

24. Educ ..... Ai11l1llllra: 
Managing programmes·designed to assist employees in the acquisition of formal 
educattonal quallftcattona. (Continues) 



APPLICATION 

EXPERIENTIAL BASE 

• · GROUP LiEVEL 

0 

0 

' . 

Intra.group Functioning 
25~ Team Development 

Utilising group dynamics technology to facilitate team building and enhance 
group development 

26. :Conflict Management . . 
Diagnosing the nature of conflict and selecting/implementing appropriate 
resolution techniques. 

27~ Partidpatlon: 
Developing and implementing programmes designed to increase employee 
participation in the activities and decision processes of the organisation. 

Inter.group Functioning 
28. ·Matrix Management 

Facilitating the performance of inter-disciplinary teams and non-hierarchically 
structured workgroups. 

. 29. Cross-cultural Environments: 
Managing the assimilation process in multicultural environments and ensuring 
culture-sensitive/non-discriminatory practices.-

30. Industrial Relations SlructunlS: 
Formulating structures to facilitate constructive employer-employee relation­
ships and enhance employer-employee communication. 

31. Trade Union Relatlonlhips: 
Establishing effective working relationships and open communication channels 
with representative Trade Unions. 

32. Colectlve Bargaining: 
Facilitating negotiations between management and employee representatives 
concerning rewards. conditions of employment and other matters of mutual 
interest in the bargaining unit (Continues) 



{; 

~P~TION 

EXPERIENTIAL BASE 

· • ORGANISATIONAL LEVEL 

0 Corporate..., 
33. Bulin■• Pl111111ing: 

. Guiding management teams through processes designed to clarify the 
organisatton'S·milsion. objectives and Stlategies. 

34_ . ....,..,. .... 
Determining the snort-. medium- and long-term manpower resourcing 
requirements of the organisation, and fonnula1lng plans 10 meet these. 

35. Succ•lion Planning: ' 
Determining the short-, medium- and long-term key executive/managerial 
resourcing requirements of the organisation, and formulating ptans to meet 
these. . 

0 Corpora• SIIUclln 
36. Organlldlm ·Dellgn: 

Determining rotes·and relationships in the organisation and designing structures 
to facilitate effectiye organisational functioning at the various levels; Le. 
COtJ)OI- dlvilional. depar1mentaJ and unit 

37. JobDellgn: 
Determining job content. r•ponsibillties and relationships (including job 
enlargement and job enrichment) to facili1ate organisational performance and 
enhance job •tisfaction. 

38. R.....,._ Utlllllllo..: 
Managing available human. financiat. physical and systems resources to 
optimise output. 

0 Corpolale FIA'IClallilag 
39. Co.polall Valull: 

Defining the organisation's core values. converting these into behavioural norms 
and gaining commitment to their expression in the organisation's day to day 
activities. i 

40. EmployN Mollvdan: 
DevelOping and implementing integrated programm. designed to enhance 
employee commilrMnt and ·raise employee morale. 

41. Oppa,tunly lq11181atlan: 
Ensuring equally of. tn.etlnent and ctevetopment opponuntty,. and prohibiting 
any disCrimindon baled on race. reHgion. nationm origin. sex and age. 

42. Hum11n·llaoun:eSu1111,-: 
089ig,dng reNllrCh melhodology and survev Instruments 10 oblain feedback 
on employee auitudes and opinions reganlng organilation-reteV811t illU8S. 



4. BEHAVIOURAL BASE 

Values determine the style or way in which we approach th~ challenges an~ 

opportunities in our field of work. People observe practitioners at work and draw 

conclusions about their values and style. They make the assumption that our · 

values are congruent with our behaviour. 

I VAWES 

* BEHAVIOURAL BASE 

o~ PROF!SSIONAL 
1. Systemic: Thinking: Seeing the big picture; taking account of multiple influences 

. and implications when making decisions. . 
2. Mwunmant Orientallan: Measuring wherever possible - and in qualitative 

· and quantitative terms - the impact of one's actions and interventions. . 
3. Objectlvlly: Managing one's personal biases at beth cognitive and interpersonal 

levets. 
4. Judgement Using insight based on experience to reach a considered . 

conclusion. 
5. Innovation: Exercising one's creative faculties In exploiting .opportunities and 

solving problems. 

6. Aaerllvenes1I: Expressing a firm viewpoint and/or taking definite action without 
losing perspective. 

.7. Ac:ountability: Accepting responsibility for the consequences of one's own 
decisions and actions: 

8. Integrity: Being honest and behaving in an ethical manner. 
9. Conftdenttalty: Respecting "e premise that information furnished in confidence 

must be treated with extreme circumspection. 
10. Flexiblllty: Sensing when adaptation is required and being able and willing to 

adjust to changing situations. 

o INTER-PERSONAL 
11. Respedlulness: Showing consideration and tolerance. for the needs, opinions 

and values of others. 
12. Recognillon: Reinforcing positive behaviour by acknowledging the accom­

plishments of others. 
13. Responaivenea: Ascertaining customers' needs and concerns and being willing 

1D act on them.. 
14. Empowel'llllllt Helping custcmers to . acquire the sldHs needed to implement 

Human Resource management practices competently. 
15. Consultdan: Advising and guiding customers on possible interventions ra1her 

than imposing courses of action·~" them. • 

o MANAGERIAL 
16. eu.tamer· Focus: Ascertaining the needs and requirements of customers and 

, striving to meet 1hem. . 

17. Qually Foam: Being ori~ to doing the right thing right the first time. 
18. Coat FoCIII: P1'0Yiding cost-effective. value-for-money products and services 

within budgetary cohltlaims. 
19. A ... Focus: Gearing all! activities towards the achievement ·of Outputs that 

will support the objedlves of the business and contribute to its 1'91ults. 

I • 




