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Abstract

The learning of adult and continuing vocational education and training is
more likely to be effectively transferred when the learning objectives of the
program relate to the learning needs identified. Besides building up the target
behavior determined, however, for Effective Adult and Continuing Vocation-
al Education and Training, it is necessary to understand the triggers of the
behavior preventing the learning from the learning transfer. The goal of this
study consists in developing a model of Effective Adult and Continuing Vo-
cational Education and Training. Learning transfer as the behavior to bring
over the acquired behavior to both similar and new situations is effective
learning. The model to be devised will be a priori and synthetic. Essential
properties and generalizations will be established by intuitive reasoning as a
direct observation by the intellect and by deductive reasoning as act of deriv-
ing the wanted theory from a general theory. The newly developed Integrated
Model of Effective Adult and Continuing Vocational Education and Training
combines two strands of models: the model of the immunity to learn and the
model of intentional behavior. The context as appropriate environment and
the trigger as the mental state of the agent are conditions for effective learn-
ing.

Keywords

Learning Transfer, Effective Learning, Intuitive Reasoning, Deductive
Reasoning, Integrated Model

1. Introduction

The issue of securing learning transfer and enabling effective learning, respec-
tively, has aroused broad interest in adult and continuing vocational education

and training research. Haskell (2001: p. xiii) defines learning transfer as “use of
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past learning when learning something new and the application of that learning
to both similar and new situations”.

The continuing vocational education and training seem to be less efficient as
companies invested €28.6 billion in vocational education in 2010 (Roussel, 2014;
Schneider et al., 2014; Seyda & Werner, 2012) and only 10 percent of the learned
material is said to be used in the work context (Schneider et al., 2014; Schneider,
2013). An understanding of the processes that further learning transfer is, there-
fore, of fundamental interest.

The factors influencing learning transfer are the characteristics of the learner,
the design of education program and the program itself, as well as the situation
and the climate of learning transfer in the respective organization (a.o. Baldwin
& Ford, 1988; Broad & Newstrom, 1992; Lim & Nowell, 2014).

The studies referring to the learner focus on intelligence and motivation
(Broad & Newstrom, 1992). Motivation is perceived at different times, before
training, during training, and after training. While pre-training motivation sig-
nificantly interacts with transfer of training (Facteau, Dobbins, Russell, Ladd, &
Kudisch, 1995), motivation during training is associated with “the extent to
which training meets or fulfills training expectations and desires” (Yamnill &
McLean, 2001: p. 200). Post-training motivation generally results from the reac-
tion of the training, the organization commitment and extrinsic rewards (Porter
& Lawler, 1968; Tannenbaum, Mathieu, Salas, & Cannon-Bowers, 1991). The
studies that have dealt with the design of the educational program emphasize
five areas of processes when developing the education program (Lim & Nowell,
2014): the learning needs analysis (Burke & Hutchins, 2007; Caffarella, 2002),
the definition of the behavioral objectives (Wexley & Baldwin, 1986), the selec-
tion of content (Noe, 2005; Yamnill & McLean, 2005), the incorporation of prac-
tice into the learning process (Kalyuga, Chandler, Tuovinen, & Sweller, 2001;
Shore & Sechrest, 1961), and the transfer of the training plan (Broad & New-
strom, 1992). The learning needs analysis refers to assessment of the needs to be
accomplished by the education program. The behavioral objectives are to be de-
rived from the skill and knowledge gap identified in the needs analysis. In order
to facilitate the learning transfer the content has to be applicable to the setting of
practice. Learning transfer can be increased by incorporating practice into the
education process in order to establish the connection between the setting of
learning and the setting of practice. The transfer of training plan consists of ac-
tivities of learner, trainer and supervisor before, during and after the education
program (Broad & Newstrom, 1992; Burke & Hutchins, 2007; Caffarella, 2002;
Lim & Nowell, 2014; Mager, 1997; Noe, 2005; Rodriquez & Gregory, 2005).

The transfer situation and climate can be operationalized by the supervisor
support (McSherry & Taylor, 1994), the peer support (Facteau, Dobbins, Russell,
Ladd, & Kudisch, 1995), and the opportunity to perform (Clarke, 2002). In the
current study, we refer to the design of the study and focus on the learning needs
analysis while considering the learner characteristics as well: The first stage of

the design is Learning Needs Analysis (LNA) to review learning and develop-

DOI: 10.4236/psych.2019.1015127

1986 Psychology


https://doi.org/10.4236/psych.2019.1015127

K. Schneider

ment requirements. The function of LNA is to support individual, team and or-
ganizational development. Occasionally, LNA is also referred to as Training
Needs Analysis (TNA) or Training and Learning Needs Analysis (TNLA). The
learning results of an educational program are more likely to be effectively
transferred when the learning objectives of the program relate to the perfor-
mance needs determined through the needs analysis (Burke & Hutchins, 2007;
Lim & Nowell, 2014).

Although the necessity of a needs analysis is clear (Caffarella, 2002), there is
no standard way of conducting it. The existing procedures (e.g. Grant, 2002;
Mavroudi & Hadzilacos, 2013; While, Ullman, & Forbes, 2007) focus on learning
needs resulting from the missing behavior of a person required for a perfor-
mance. However, analysis of the behavior interfering with the target perfor-
mance that needs to be modified is not part of the procedures.

The learning needs do not only result from the missing behavior necessary to
cope with the target requirements but also from the behavior interfering with the
target needs respectively the intended learning. Besides acquiring new behavior,
the behavior and the components of the behavior interfering with the target
performance have to be changed, respectively. The learning transfer preventing
behavior or components of behavior need to be integrated into the architecture
of learning needs analysis. The current procedures of LNA referring to the pro-
moting and not to the hindering behavior may result from a missing theoretical
architecture for analyzing the behavior. Despite intensive research on the learn-
ing transfer (e.g. Pineda et al., 2014) we lack knowledge of how to enable effec-
tive learning through a thorough LNA consisting also of a learning transfer pre-
venting needs analysis.

The main goal of present study is the development of a model of effective
adult and continuing vocational education and training. In the sections that fol-
low, I will first describe the methodology and then develop the model.

The theoretical model as a model of the facts about universals will be a priori
and synthetic (Steiner, 1988: p. 19). It is a priori because it “... consists of state-
ments whose possible truth is necessary” (Steiner, 1988: p. 19). “An essential
property of an object is a property that it must have while an accidental property
of an object is one that it happens to have but that it could lack” (Robertson &
Atkins, 2013). Because the analysis treats of essential properties and not of the
accidentials, it can only be ascertained by reason (Steiner, 1988). The theoretical
model is synthetic, insofar as it is not a theory of form, but a model of content
characterized by essential properties and generalizations (Steiner, 1988).

This study makes important contributions to both LNA and the design of ef-
fective adult and continuing vocational education and training. First, the under-
standing surrounding the complex nature of learning needs will be expanded.
The second contribution concerns the learning transfer preventing behavior and
the immunity to learn (Kegan & Lahey, 2009) as well as the design of effective

adult and continuing vocational education and training.
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2. Methodology

The model consists of sentences expressing the invariable relations between the
properties. In order to establish the essential properties as the basic elements of
the model, I refer to the method of intuitive reasoning as a direct observation by
the intellect (Steiner, 1988). The method for the establishment of the essential
relations is deductive reasoning (Steiner, 1988). I will describe both methods in

the next section.

2.1. Intuitive Reasoning

To establish essential properties intuitive reasoning is necessary. “Essential
properties must be intuited or directly observed by the intellect” (Steiner, 1988:
p. 24). Intuition is a “direct intellectual observation of the essence of what is
given in experience” (Steiner, 1988: p. 92). It is a non-inferential form of rea-
soning and “an immediate apprehension by the intellect of the nature of objects
given as phenomena” (Steiner, 1988: p. 93). Phenomena are conceived in the
broadest sense as “of whatever appears in experience” (Steiner, 1988: p. 94). In-
tuitive reasoning is specified through phenomenology that presents the formal
patterns for intuition (Steiner, 1988: p. 24) and consists of the following six rules
(Steiner, 1988: p. 96):

“Rule 1: Focus on the object

Rule 2: Exclude the subjective

Rule 3: Exclude indirect knowledge

Rule 4: Exclude existence and the contingent

Rule 5: Strive for complete disclosure

Rule 6: Be analytic”.

Rule 1, the focus on the object, refers to the contemplation, the intellectual not
sensory observation of the things themselves. “Rules 2 and 3 result in a threefold
eidetic reduction—indirect knowledge through deduction or retroduction,
theory, and tradition are excluded” (Steiner, 1988: p. 96). In order to exclude the
subjective according to rule 2 the inquirer has to ask the question about what the
object is and not about the purpose of the object. Rule 3 has the function to ex-
clude all the knowledge that is not directly given (Steiner, 1988). Through the
application of Rule 4, we will exclude all that is not essential. A high school dip-
loma, for example, is not essential to a humanistic education and should be ruled
out of it. In the twofold reduction without referring to empirical observation
with each characteristic, one asks “whether without it the example could be con-
sidered an example of the same sort of thing as before. One asks what characte-
ristics an object must have in order to be recognized as an example of a certain
kind of object” (Steiner, 1988: p. 97). One example for the twofold reduction is
reasoning about the question whether a process is education without an active
learner and educator (Steiner, 1988). Rule 5 implies the norm to see all the ele-
ments that are given in order to strive for complete disclosure. The last rule re-

fers to the description of all essentials (Steiner, 1988: pp. 94-97).
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2.2. Deductive Reasoning

A deductive reasoning refers to the process that the wanted theory is to be de-
rived from a general theory that implies not only the wanted theory, but yet
another theory (Steiner, 1988: p. 99). According to (Hempel & Oppenheim,
1948; Schneider, 2004), theory T1 implies theory T2, if the concept of the expla-
nand a T1 (A) is the generic term to the concept of the explanand a T2 (B). If the
phenomenon of education has to be explained, we can derive the wanted theory
from the general theory of action. As education is defined by social action, ac-
tion theory represents a general theory. Depending on the respective theory, the
explaining variables allow an understanding of the specific process to be ex-

plained.

3. Analysis of the Phenomenon of Learning Transfer
3.1. Analysis: Intuitive Reasoning

The intuitive reasoning has to be conducted for the phenomenon of the learning
transfer as effective learning. Steiner (1988: p. 5) has already accomplished this
for the phenomenon of learning: The essential characteristic of learning is the
“change in psychical state” (Steiner, 1988: p. 5). Steiner asks for further charac-
teristics, that the object must have in order to be recognized as an example of a
certain kind of learning. Learning “..., can either involve consciousness on the
part of the learner and so intentionality or not involve consciousness on the part
of the learner and so no intentionality...” (Steiner, 1988: p. 15). According to
Steiner learning is intended: Non-intended learning will be conceived as a phe-
nomenon in the physical and biological sense. She argues, that “..., where there
is no consciousness, there is no phenomenon in the human sense” (Steiner,
1988: p. 15). The intentionality is an essential property of learning. Besides,
learning is perceived as a process: Learning cannot be understood in the
achievement sense of effective learning (Steiner, 1988: p. 16). “The term ‘learn-
ing’ should be used without modification when the term is used to refer to
learning in the process sense” (Steiner, 1988: p. 16). “Learning in the achievement
sense adds effectiveness to learning in the process sense”. That means that the
process of learning is realized. Learning is the intentional change in psychical state.

The concept of “transfer” stems from the Latin: The Latin verb transferre
means “to bring over”. It has to be asked, which object has to be brought over
what? In case of this question, it has to be assumed that the product of learning,
a specific psychical state is the object. That is to say that the learning transfer re-
lates to the learning in the achievement sense. Hence, an essential property of
learning transfer is effectiveness.

It seems to be that the phenomenon of the learning transfer needs to be cha-
racterized by a further essential property in order to be effective. If an intention-
al change in psychical state has to be transferred, the intended change in psychi-
cal state should be brought over from the learning setting to the target context.

» <«

The prefix “trans” “reflects the idea of transport or passage between two situa-

DOI: 10.4236/psych.2019.1015127

1989 Psychology


https://doi.org/10.4236/psych.2019.1015127

K. Schneider

tions” (Roussel, 2014: p. 52) and means that the learner wants to realize the
changed psychical state not only in the learning setting as the source situation,
but in other settings, the target situations, as well. The phenomenon of the
learning transfer is an intentional change in psychical state manifested under

specific conditions and not in a single behavioral act.

3.2. Analysis: Deductive Reasoning

Model of intentional stable behavior to explain learning transfer

In order to derive the theory wanted from a general theory it is required to
identify the generic term to the explananda of the learning transfer. Besides, the
essential relations between the properties will be established with the aid of the
theory.

The generic term to the concept of the learning transfer as the acquired
psychic state brought over to specific contexts is the intentional relatively stable
behavior. The intuitive reasoning of the learning transfer has led to the conclu-
sion that the learning transfer is an intentional change in psychical state mani-
fested under specific conditions.

The general theory to which will be referred to is the model developed by
Splitter (2010). According to Laurence Splitter (2010) the relevant intentional
behavior can be captured in terms of the following formula:

(A)C>(T~>B)

(A) represents the conditionality of intentional behavior. The relation >
stands for a form of subjunctive implication. From a logical point of view a sub-
junctive implication is a proposition that consists of two further propositions
with the sentential connective “if-than”. (B) consists of the actual observed rela-
tively stable intended behavior: the environment or the context (C) stands for
the conditions that are relevant in the specific case (Splitter, 2010). The causal
trigger (T) is a condition “whose descriptions are an essential component of the
explanation of the action in question” (Splitter, 2010: p. 222). (T) is a place
holder for the mental state of the agent realizing the conditional (Splitter, 2010).
Under certain background conditions, such as a learning climate encouraging
curiosity, the intentional behavior X will transpire. “T captures those values, at-
titudes, traits, beliefs, needs, interests, desires, and intentions whose descriptions
are an essential component of the explanation of the action in questions” (Split-
ter, 2010: p. 222). These interrelated elements are summarized as dispositions
(Splitter, 2010). “The central place of dispositions as the triggers of our inten-
tional and relatively stable behavior is preserved by and represented in the lan-
guage we use to describe or refer to 1) the relevant behavior, 2) the men-
tal/emotional elements that trigger the behavior, and 3) the underlying condi-
tionals in which the triggers—along with appropriate background condi-
tions—function as antecedent and the behavior functions as consequent” (Split-
ter, 2010: p. 224). According to Perkins, Jay and Tishman (1993: p. 4) the dispo-

sition is constituted of the ability, the inclination and the sensitivity: “ability
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concerns the basic capacity to carry out the behavior. Inclination concerns the
motivation or impulse to engage in the behavior. Sensitivity concerns likelihood
of noticing occasions to engage in the behavior” (Perkins, Tishman, Richhart,
Donis, & Andrade, 2000: pp. 272-273).

Multifaceted essential relations between the triggers and the intentional beha-
vior of the learning transfer can be established based on this model. The inten-
tionality that characterizes the learning transfer is a “type-level term” (Splitter,
2010: p. 214). Splitter sorts events into token or type status: token events refer to
concrete, first-level one-off events (e.g. my intention to do exercise right now)
and type events are higher level, abstract events or states (e.g. my general inten-
tion to do exercise when I am stressed). My general intention to manifest the
behavior X in situation Y as a change in psychical state has a type status. The
triggers are recurring and the behavior is not manifested in a single behavioral
act. Also, the conditions operate at a higher level of abstraction.

The way, Splitter (2010: p. 214) understands intentionality “... is, fundamen-
tally, semantic or linguistic”. Splitter (2010) does not conceive the mental state
as the triggers of the stable intentional behavior as entities, as only physical enti-
ties in contrast to mental ones exist. “... there are no ‘law like’ connections or
regularities between kinds or types of mental states and events (belief, desire, in-
tention, and the like) and the kinds or types of physical events and states that we
like to associate with them...” (Splitter, 2010: p. 213). Splitter (2010) argues in the
following way: a specific mental token event (e.g. my desire to do exercise) can be
seen as the cause of a token physical event (e.g. my running). However, Splitter
(2010: p. 214) does not reduce the causal explanation to purely physical terms. “...
explanations and the meanings of mental terms such as ‘desire’ are intentional. As
type-level terms, they do not refer to or describe actual entities outside the lan-
guage”. That is to say that a mental type-level term such as intentionality only re-
fers to the language. This understanding of intentionality as fundamentally seman-
tic gives LNA jointly conducted by the learner and the teacher an important place
in adult education and vocational education and training (VET).

The learning transfer as relatively stable and broad realized intentional behavior
does not refer to concrete, first-level one-off events (e.g. my manifested intentional
behavior x right now), but to type events as the higher level, abstract events or
states (e.g. my general manifested intentional behavior x when facing situation of
type y). The formula asserts the twofold conditionality meaning that the broad
realized intended behavioral acts are triggered by recurring mental states (condi-
tion 1), that are manifested under a certain type of condition (condition 2). When
we make a claim about the learning transfer, it is a conditional statement of the
form: “If the person is subject to condition C, it will behave thus and so” (Splitter,
2010). Splitter (2010: p. 222) points out, that “... the conditional formula under-
pinning dispositional behavior still holds for intentional action”.

The model of the stable realized intentional behavior is the general theory that

explains learning transfer. According to Splitter (2010: p. 224), this model
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should explain a lack of action in a given situation: “Students can undertake the
often complex task of determining the reasons behind a lack of action in a given
situation—for example, they may not know how to act, they may not want to
act, they may not see the point of acting or realize the opportunity to act, and so
on. A common strategy here will be to ‘work backward’ from behavior (whether
actual or imagined, their own or that of others) to uncover the underlying trig-
gers”. Based on the conditional formula, the lack of action in a specific context
has to be explained backwards.

Model of constructive developmental theory to explain a lack of learning
transfer

For explaining the triggers of a lack of the intended learning behavior in a
given situation, we refer to “Constructive-Developmental Theory” that derives
its name from the premise that the way we construct meaning can explain a
change or an immunity to change (Kegan & Lahey, 2009).

This model consists of three dimensions that explain the immunity to change
(Kegan & Lahey, 2009: p. 56): The change-prevention system, the feeling system
and the knowing system.

These systems interact in their impact on the learning processes and on the
processes hindering to manifest the intended learning behavior, respectively:

* By the change-prevention system, the first dimension, challenging aspira-
tions are thwarted. (vgl. Kegan & Lahey, 2009) “...we are actively preventing
the very change we wish to make” (Kegan & Lahey, 2009: p. 56). This system
refers to the behavior that works against the goals.

* The feeling system as the second dimension has the function to control and
manage persisting fears of a person. Fears have hidden commitments as their
consequence that can compete with the visible commitments. Depending on
strength of fear it can prevent a person from accomplishing his goals. Com-
mitments typically evoke strong sense of intention.

* The knowing system, the third dimension, preserves the epistemological
balance in order to maintain the way of knowing the world and ourselves
(Kegan & Lahey, 2009). The way a person knows can be characterized by a
specific subject-object relationship (Kegan, 2001, 2000): The subject is in
which one is involved, with which one identifies, and one experiences as
oneself. The object, in contrast, refers to what a person reflects and he can
change. If a person’s way of knowing changes, a transformation occurs: the
subject becomes an object. Becoming aware of one's own self is a reflexive
process that comes about when the individual makes himself his own object
(Kegan, 2001, 2000; Schneider, 2010). The transformation from experience to
experienced makes clear the objectivation process of becoming aware of one’s
own self: “Experience is the moment of life in the present ...; the experienced
is the moment that emerges therein of reflexivity, as the ‘I know that I think’
that knows about the ‘me’ in the ‘T’. Experience constitutes the experienced as

a form of consciousness” (Witsch, 2008: p. 54). The process of objectivation
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is about the externalization of the subject: In externalization, the making ex-
ternal of the internal occurs, in that for the person the externalized part of
reality becomes the object (Schneider, 2010). While the person creates objects
a loss of subject occurs that leads to self-definition, to a qualitative shift—to a
new “pair of spectacles” through which one regards the world (Kegan, 2001;
2000; Schneider, 2010). The way of knowing the world, of our mental devel-
opment, reflects also the way of managing a fundamental anxiety (Kegan &
Lahey, 2009). The content of this system will be called “big assumptions”.
“They are not currently viewed as ‘assumptions’ at all. Rather, they are un-
critically taken as true. They may be true, and they may not be, but as long as
we simply assume they are true, we are blind even to the question itself”
(Kegan & Lahey, 2009: p. 58).

According to the dimensions of immunity to change learning transfer and
learning transfer preventing behavior are multidimensional and interrelated
phenomena. This is manifested for example in the interrelation that the hidden
commitments (HC) resulting from the big assumptions (BA) may interfere the

learning transfer (B,).

4. Results and Discussions

The intentional change of the psychical state is closely connected to the immun-
ity to learn. It is not sufficient to only model the described triggers as the expla-
nation of the learning transfer, the changed behavior, but it is also necessary to
understand the explained triggers of preventing the learning transfer in order to
explain effective learning. “... we are less interested in making these behaviors
go away, and more interested in how they can lead us to a picture of the real
challenge” (Kegan & Lahey, 2009: p. 35). To explain effective learning we inte-
grate both presented models because the model of Splitter meets the conditio-
nality of stable intentional behavior and the model of Kegan and Lahey (2009)
explains the hidden competing commitments preventing learning transfer. The
big assumptions can explain hidden commitments of a person preventing the
learning transfer. Referring to Wadsworth and Ford (1983), these self-related
commitments differ above all in the extent of their complexity and in their tem-
poral orientation. While imagoes, possible selves and life goals are general and
complex goal constructs that are located on an abstract level and possess the
character of higher-level goals personal strivings are likewise mid-level goals and
are the relatively lasting behavioral modes typical of a person. The higher-level
goals are oriented to the long term, can act across time and contexts and give ac-
tion stability and consistency (Ford & Nichols, 1987). Personal strivings do not
end with actions (Schneider, 2011) and render subordinate goals functionally
equivalent for the individual (Emmons, 1989). Striving is a “... unifying con-
struct; it unites what may be phenotypically different goals or actions around a
common quality or theme” (Emmons, 1989: p. 92). Based on the examples Ke-

gan and Lahey (2009) present for the hidden commitments it can be concluded
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that these commitments are located on a mid-level or even high-level depending
on the mental development. Hidden commitments represent the way persistent
anxiety is managed (Kegan & Lahey, 2009). An example for such a hidden com-
mitment presented by Kegan and Lahey (2009: p. 58) is “be the hero”. These
commitments gave an answer to the question why a person does persist with the
behavior that keeps him from getting what he wants (Kegan & Lahey, 2009). The
behavior preventing the learning transfer is indeed not intentional in terms of
the learning transfer goals, but it serves as shown other important personal pur-
poses such as managing persistent anxiety. “An intention is a conscious or pre-
conscious formulation about some future behaviour or outcome the person will
attempt to perform or achieve” (Deci & Ryan, 1991: p. 247). Hidden commit-
ments can be regarded as preconscious and intentional.

This analysis makes it clear that the goals of effective learning might be in
competition with other self-related goals, the hidden commitments, that are val-
ue-laden (Splitter, 2010) automatized higher-level goals. “To have a value... is to
care to the point of commitment, but to do so mindfully and reflectively...”
(Splitter, 2010: p. 216).

The following formula captures the perspective of explaining effective learn-

ing which is eo ipso intentional:
(A) C> [(Tgy > Te) > Byl

C = Condition

B, = Learning transfer (Effective learning)

Ty, = Trigger big assumptions

T = Trigger commitments

(A) represents the conditionality of effective learning triggered by the mental
states. As, according to Splitter (2010: p. 214), the meanings of mental terms are
intentional, we focus here on the big assumptions and the commitments con-
sisting of the hidden and non-hidden commitments, being characterized by in-
tentionality, that result from the big assumptions. Threefold conditionality cha-
racterizes the effective learning as the formula shows. The environment or the
context (C) stands for the conditions that are relevant in the specific case and
underlines that learning is to be categorized as a higher-order action.

Learning characterized by consciousness and intentionality is a specific hu-
man phenomenon that will be defined as psychic development, as a formation of
mental structures (Steiner, 1988). In the achievement sense, learning will be
called “effective learning” (Steiner, 1988).

To summarize the results of the current study, learning transfer can be un-
derstood as bringing over intentionally the acquired psychic state to both similar
and new situations. As for the learning needs analysis, we could theoretically
show, that it does not only refer to a performance or knowledge gap determined
and stated through the use of a needs analysis, but also to the psychical state
preventing the change, because the intentional change of the psychical state is

strongly connected to preventing the change. There is behavior that works
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against the learning transfer that keeps the learner from manifesting learning
transfer. Therefore, learning transfer and the behavior preventing the learning
transfer need to be analyzed in an integrative way. Both the triggers of learning
transfer and of the behavior preventing the learning transfer are to be unders-

tood in order to secure effective learning.

5. Conclusion

The developed model consists of the conditionality of learning transfer. The en-
vironment or the context stands for the conditions that are relevant in the spe-
cific case. The trigger of the learning transfer is a placeholder for the mental state
of the agent, which refers following Splitter (2010) to intentionality. Integrating
the immunity to change model of Kegan and Lahey (2009) within Splitter’s
model of intentional stable behavior, we suggest a framework for conceptualiz-
ing the mental state as the commitments being a consequence of big assump-
tions. We sorted the commitments into non-hidden and hidden commitments:
some commitments are instrumental to target behavior, here to the learning
transfer, some serve other personal purposes and prevent a person here from
accomplishing target goals, here learning transfer goals. The analysis for beha-
vior preventing the learning transfer has the aim “to ‘work backward’ from be-
havior ... to uncover the underlying triggers” (Splitter, 2010: p. 24). As a high-
er-order action, the behavior preventing the learning transfer is conditional as
well.

This model of learning transfer makes it clear that the objective-impeding
mental structures, which are in competition with the sought mental structures,
assume a central role in effective learning (Kegan & Lahey, 2009; Splitter, 2010).

The question of why a person stubbornly holds on to a certain behavior, al-
though it complicates or prevents achievement of learning objective, is explained
by the triggers that are manifested in specific types of situations. Together with
the trainer, the coach or the adult educator, the learner explains backwards the
lack of action in the specific contexts and the behavior preventing the learning
transfer that a person retains although it does not serve the objective. If a person
realizes that there is incoherence between his objectives, personal obligations
and major assumptions, then he is capable of reflecting on it, questioning it and
changing. A change in the major assumptions brings about a reduction in fears
on the feeling level.

The newly developed Integrated Model of Effective Adult and Continuing
Vocational Education and Training combines two theoretical strands: the pers-
pective of “Constructive-Developmental Theory” from which the immunity to
learn is explained and a semantic or linguistic perspective of intentionality from
which intentional behavior can be understood. The innovative way of modeling
learning transfer within an integrated model as effective learning lays a founda-
tion for systematically promoting learning transfer and offers a theoretical basis

for achieving a deeper understanding of effective learning and the process for
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developing a methodology of LNA. The processes of planning, implementation,
delivery and evaluation of an education program repeat themselves cyclically,
(Schneider, 2013) with continuously explaining learning transfer, identifying
learning needs and exploring resulting learning objectives and methods until ef-
fective learning or learning transfer has been completed.

The major limitation of the model is the simplification of reality that cannot

replace the individual reality of the learner.
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