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PART ONE
CHAPTER ONE

INTRODUCTION

"Comparative management is an interesting field ofpractice and reflection, in which one approaches a
variety ofphenomena in organization and management, in various countries, markets, institutions and
historical periods, from the perspective of the liberal arts (including social sciences, economics, law,

langt~age studies and cultural studies), with the willingness to learn constantly and to polish one's
understanding of and skills in this varietv of human behaviot~r, always based on respect and tolerance

for the convictions, attitudes and behaviour ofyour jellow inhabitants of Planet Earth. "
Vroom (1998)

1.1 INTRODUCTION

In 1995 the Dutch government, via the Dutch donor assistance programme, sponsored one of the most
expensive senior management development programme ever in the South African government. The
programmes was intended for the management forum of the South African Police Service (SAPS) and
was aimed at developing these top cops' ability to manage change and help to move the SAPS from a
force to a service. The author, as facilitator within the management development component of the
SAPS, was bewildered. Never before, in sanction-ridden South Africa, had he seen such commitment,
such competence and such vigour in one development initiative. There was a buzz surrounding the
programme and, as junior commissioned officer, the author saw this programme as the beginning of the
end for the old guard. Those policemen and women who still believed in the concept of a police force
rather than a police service, embraced the old in the face of the new while longing for the good old
days of candidate officers' courses.

The programme was based on the paradigm of the learning organisation and more specifically the work
of Peter Senge in his book The Fifth Discipline: The Art and Practice of the Learning Organization.
Academics and police practitioners from all over the world and major academic institutions in South
Africa facilitated the Leadership Development Programme ( LDP) in a modular format based on adult
learning principles. South Africa and the SAPS were ready for this new generation of managers and
leaders, police commissioners and not generals - people-centred persons from the people for the
people. The LDP also provided the management development component of the SAPS with much
needed direction and programme. Short courses and one-day seminars were eagerly revamped in order
to reflect this newly denoted direction. Almost overnight the learning organisation became the lingo in
the SAPS. Things were changing and Billy Joel's' words The winds of change are blotiving wild and
free echoed in the author's mind as the second round of the LDP, LDP II, was presented at the
University of Stellenbosch.

In 1997 there was talk of reinstating the candidate officers' course, the old guard was flourishing and
change agents were abandoning the police because of emotional burnout. What went wrong? How
could paradise, overnight, turn into purgatory? These are tough questions to answer and the solutions
most probably lie in the combination of a variety of factors - factors that range from personal and
organisational resistance and a lack of realism to a national spirit of reconciliation, which did not
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challenge the views of the old guard and allowed them to persist in their undemocratic ways. The
author sought his answer in the behaviour of top management. One aspect that they could not disclaim
was the knowledge that the LDP was too good a programme to give them this get out ofjailfree card.
The author was struggling with the question of why the SAPS did not become a learning organisation.

Earlier, in 1995, the Dutch consultant claimed that the Dutch police successfully underwent mammoth
changes and became a learning organisation. Why, if we duplicated the Dutch remedy, did it not work
in the SAPS? The purpose and scope of this research is to explain how top police managers in two
different countries (the Netherlands and South Africa) manage organisational change though
organisational learning as a management of change approach. In section two of this chapter the focus is
on the structure of this dissertation, providing a short overview of the theoretical and historical
contextualisation as well as the research report and recommendations.

1.2 STRUCTURE OF THIS DISSERTATION

This dissertation consists of five parts (see figtire 1.1). The first part is the introduction and consists of
this chapter. The second part deals with the theory, which forms the background to the research
questions and hypotheses developed (chapters two, three and four). The third part deals with the
historical contextualisation of the research (chapters five and six) and the fourth part (chapters seven,
eight and nine) focuses on the research methodology used, the research analysis and recommendations.
The fifth part of this dissertation (chapter ten) provides and overview of research undertook by the
author on service delivery in the SAPS subsequent to the completion of the research for this
dissertation and is included because it provides a 'peoples perspective' on how successful the SAPS
transformed from a force to a service - the whole purpose of the LDP.

]0



Figure 1.L Structure of this DissertaNon

Part One
Introduction

Part Two
Theoretical
Contextualisation

Part Three
Historical
Contextualisation

Part Four
Research Report 8z
Recommendations

Part Five
Current Research

Chapter One: Introduction

Chapter Two: Management of Change:
Concepts, Theory and
Applicability

Chapter Three: The Leaming
Organisation: Concepts,
Theory and Applicability

Chapter Four: Andragogics: Concepts,
Theory an Applicability

Chapter Five: The South African Police
Service (SAPS) - From a
Force to a Service:
The Role ofTop
Management

Chapter Six: The Dutch Police - From
Complexity to Singularity
7he Role ofTop
Tvlana ement

Chapter Seven: Research Methodology

Chapter Eight: Research Analysis

Chapter Nine: Recommendations

Chapter Ten: Current research on the
SAPS

1.2.1 THEORETICAL CONTEXTUALISATION

Theoretical contextualisation was achieved by dividing part two into three chapters. Chapter two deals
with the management of change, chapter three with the learning organisation and chapter five with
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andragogics or adult learning. Each chapter is subdivided into sections focusing on concepts, theory
and application. Concepts in the narrow sense refer to tenninology and definitions and in the broader
sense to the manner in which these concepts are used within an organisational context. Theory refers to
the body of knowledge available on the concepts within a specific organisational setting, and
applicability refers to the application of both concepts and theory by top management within a public
management environment.

These three chapters form an interrelated whole because of implied commonalities within them
(commonalities central to management development and change management within the South African
Police Service in the mid to late nineties). These commonalities and a need to explain their
interrelatedness with respect to becoming a learning organisation that can manage change, was the
reason behind their inclusion. In order to manage change (chapter two) one needs to realise that
organisational learning (chapter three) and individual development (chapter four) are prerequisites for
success. Organisational learning (chapter three) on the other hand should focus on constant adaptation
of the organisatíon in order to cope with an ever-changing organisational envíronment (the
management of change - chapier two). Change management is impossible without hamessing
individual development and learning (andragogics - chapter four). Individual development and learning
within an organisational context are only possible if there is a need for development (to deal with
change - chapter two) and an organisational setting that promotes individual development (a learning
organisation - chapter three). The focus of part two is thus on the overlapping areas of the three chosen
fields of theory, the area of commonality where interrelatedness is at a premium (see figure 1.2). In
each one of these chapters a paragraph relates directly to the other two chapters. As far as applicability
is concemed, reference is made to the role of top management and the influence of the public sector
environment. At the end of part two a summary is provided of the research questions and hypotheses
together with the presentation of the research questionnaire (organisational díagnostical questionnaire).

The interrelated whole of these three chapters serve to augment the purpose and scope of this research
which is to explain how top police management in two different countries (the Netherlands and South
Africa) manage organisational change though organisational learning as a management of change
approach.

12



Figure 1.2: Theoretical Contextualisation: Area of Commonality

Chapter Two:
"Management of Change:

Concepts, Theory and
Applicability

~

Chapter Four:
"Andragogics:

Applicability"
Concepts, Theory and

Area
of

Commonality

1.2.2 HISTORICAL CONTEXTUALISATION

Part three (see figure 1.1) is divided into two chapters (chapters five and six). Chapter five deals with
the SAPS and its transformation from a force to a service, and chapter six deals with the Dutch police
and its change from complexity to singularity. In both chapters, there is an additional focus on the role
of top management in the change management process.

The units of analysis for this research project are top management (the management forum in the case
of the SAPS, and the council ofchief commissioners of police in the case of the Dutch police). Part two
specifically concentrates on how the management of change, andragogics and the learning organisation
(the three focus areas from part two) affected the units of analysis. Each chapter, in order to enhance
comparison, consists of sections dealing with a prelude to change, 1994, organisational structure,
change management, the learning organisation and andragogics as well as an epilogue to change.

A prelude to change is included because it paints the background against which the 1994 changes in
both countries actually took place. As far a policing is concerned, April 1994 was for both the SAPS
and the Dutch police of great significance because of the promulgation of legislation formalising
organisational change. Organisational structure was in both the Duich police and the SAPS of central
importance and is included for this reason. The focus of this research is on the management of change,

Chapter Three:
"The Learning

Organisation: Concepts,
Theory and Applicability
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the learning organisation and andragogics and as such the inclusion of these sections was a given. The
epilogue to change is included to create a link with change as a constant phenomenon (see chapter two)
and links well with chapter nine and in the case of the SAPS facts from subsequent research (see
chapter ten).

1.2.3 RESEARCH REPORT AND RECOMMENDATIONS

It is generally accepted that good research depends on the ability of the researcher to remain objective,
present his~her views in a balanced and well-thought manner and to have the research scrutinised by
colleagues and fellow researchers. This is necessary because research does not just happen. It is an
activity for which one should plan and where one must anticipate and foresee the unforeseen. Scrutiny
of one's research is impossible if the research process and methodology are not explained and if the
research analysis is not presented in such a manner as to enhance dissection. For this reason chapters
seven and eight are included. Chapter seven (research methodology) explains the purpose of this
research, the planning that was undertaken to make it possible, as well as a description of the research
process. In chapter eight the focus shifts to the method of research analysis and a report on the findings
of the research. In chapter nine (recommendations) the research is concluded with some
recommendations and extrapolations. The chapter deals with recommendations to the Dutch police and
the SAPS on issues relatíng to the management of change in their various organisations as well as the
learning organisation and andragogics.

Part four therefore explains the purpose of this research. It also defines and delineates the research
topic. The research process is described and the research planning ( as a method to increase objectivity)
is clarified. The research report is presented in a frank and concise manner and the method of analysis
is justified against the research methodology employed. Finally, the recommendations and
extrapolations are presented against the research background.

1.2.4 THE SAPS IN 2002

The fifth part of this dissertation (chapter ten) provides and overview of research undertook by the
author on behalf of the Department of Community Safety in the Western Cape with reference to service
delivery in the SAPS. The part is included because it provides a peoples perspective on how successful
the SAPS transformed from a force to a service - the whole purpose of the LDP.

1.3 CONCLUSION

This chapter provided an overview of the dissertation. It examined everything, from ihe theoretical and
historical contextualisation to the research report and recommendations. The aim was to draw the
outlines of the pictures to be painted in chapters two to ten, pictures that will hopefully help to answer
the question that relates to why organisational learning does or does not occur within organisations and
the role of top management.

"Sure, the world rs full of trouble. But, as long as we have people undoing trouble, we have a pretty
good world. "

Helen Keller ( 1880-1968)

14



PART TWO

THEORETICAL CONTEXTUALISATION

"Neither situations norpeople can be altered by the interference of an outsider. If they are to be
altered, that alteration must come front within. "

Phyllis Bottom (1884-1963)

INTRODUCTION TO PART TWO

One of the biggest challenges of this dissertation was to provide theoretical boundaries. Decisions had
to be made on what to include and what to exclude, what to cover extensively and what not. Thoughts,
ideas, models and theories had to be integrated into a cohesive whole (model). A whole that is based on
three broad principles. Firstly, that ofcomprehensiveness - dealing with relevant theory and expanding
on it where necessary. Secondly, that of conciseness - presenting the chosen theory in an
understandable and interrelated manner, and thirdly contextualising the theory and concepts so that
applicability becomes apparent. These principles where upheld by dividing part two into three chapters
(chapter two, three and four). Each chapter is also divided into sections focusing on concepts, theory
and application. For each section research questions are developed that feeds into the mentioned
hypotheses and which is in turn aimed at the following problem statement:
. The purpose and scope of this research is to explain how top police managers in two different

countries (the Netherlands and South Africa) manage organisational change though
organisational learning as a management ofchange approach.

Chapter two deals with the management of change and the development of a theoretical base from
which to investigate the following hypotheses:
H I The value of a management oj change intervention in a public organisation depends on the

ability of top management to enhanceparticipation andpersonally support the change.
H2 The value of a rnanagement of change intervention in a public organisation depends on the

ability of top management to provide a safe zone for employees, share information and reward
success.

H3 The value of a management of change inlervention in a public organisation depends on the
ability of top management to jacilitate the learning organisation as a management of change
approach.

Chapter three deals with the learning organisation and the development of a theoretical base from
which to investigate the following hypothesis:
H4 The value of the learning organisation as an approach in managing change depends on the

ability of top management to manage learning disabilities.
1n chapter four the focus will be on andragogics or adult learning and the development of a theoretical
base from which to investigate the following hypotheses:
HS The value oj adult learning as a development approach in managing change and a learning

organisation depends on the ability of top management themselves to learn.
H6 The value of adult learning as a development approach in managing change and a learning

organisation depends on the ability ojtop management to support adult learning.
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Diagram 1: Theoretical Contextualisation of this DissertaNon
PROBLEM STATE111ENT

The putpose and scope of this research is to explain how top police managers in two different countries (the Netherlands
and South Africa) mana e or anisational change thou h organisational learnin as a mana ement ofchange a roach.

HYPOTHESES

Hl H2 H3 H4 HS Htí
(Chapter 2) ( Chapter 2) ( Chapter 2) (Chapter 3) (Chapter 4) (Chapter 4)

The value of a The value ojo The value ojo The value ojthe The value ofadult The value of adult
monogement oj management oj management oj learning learning as a learning as a

change change change in a public organisation as an development development
intervention in a intervention in o organisation approach in approach in approach in

public public depends on the managing change managing change managing change
organisotion organisalion ability ojtop depends on the and a learning and a learning

depends on the depends on the management to nbility ojtop organisation organisation
ability ojtop ability ojtop jacilitate rhe management to depends on the depends on the

management to management to learning monage learning ability of top ability of top
enhance provide a saje zone organisation as a disabilities. management management to

porticipation and jor employees, management oj themseh~es to support adult
personally support shore injormation change opproach. learn. learning.

the change. and reward
success.

RESEARCH OUESTIONS

CHAPTER 2

How do top managers see change, organisational management, organisationol change, management oj change,
personal transjormation and change jorces?
How do top managers see personal resistance and organisationol resistance to change?
How do top managers see personal responses and organisational responses to change?
How do top managers see their role in the management ojchange in public organisations?
How do top managers see their role of the IearninR orgonisation as a monagement o change technique?

CHAPTER3

How do top managers see organisationol learning?
How do top managers see the concept of a leorning organisation?
How do top managers see the laws ojrhefijth discipline and systems archetypes?
How do top managers see systems thinking andparadigms as part oja learning orgonisalion?
How do top managers see personal mastery, mental models, shared vision ond teom learning as part oja learning
organisation?
How do top managers see learning disabilities in an organisation?
How do [op managers see theír role in helping an orRanisation hccnme a leorning organisation?
How do top managers see learning disabilities in becomin,Q a learning organisation?

CHAPTER4

How do top managers see education, training, development, learning and andragogics?
How do top managers see learnerparticipation?
What do top managers regard as the reasons why learningfails?
How do top managers see evaluating adult learning?
How do top managers see the interaction between learning and change?
How do top managers see the interaction between individua! learning and organisationallearning?
What do top managers regard as reasons for organisationol leorning?
How do top managers view their role as leamers and supporters ojlearning?
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These three focus areas (chapters) form an interrelated whole because of commonalities within them.
These commonalities and a need to explain their interrelatedness in becoming a leaming organisation
that can manage change was the reason behind their inclusion in this dissertation. In order to manage
change (chapter two) one needs to realise that organisational leaming (chapter three) and individual
development (chapter four) are prerequisites for success. Organisational learning (chapter three), on the
other hand, should focus on constant adaptation of the organisation in order to cope with an ever-
changing organisational environment (the management of change - chapter two), something that is
impossible without harnessing individual development and learning (andragogics - chapter four).
Individual development and learning within an organisational context is only possible if there is a need
for development (to deal with change - chapter hvo) and an organisational setting that promotes
individual development (a learning organisation - chapter three). The focus of part two is thus on the
overlapping areas of the three chosen fields of theory, the area of commonality where interrelatedness
is at a premium.

Figure 1.2: Theoretical Contextualisation: Area of Commonality

Chapter Two:
"Management ofChange:

Concepts, Theory and
Applicability

Chapter Four:
"Andragogics:

Concepts, Theory and
Applicability"
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PART T~VO
CHAPTER TWO

MANAGEMENT OF CHANGE: CONCEPTS, THEORY
AND APPLICABILITY

"The seeds of success are sown in confusion and sprout in renewal. "
Weisbord (1987:268)

2.1 INTRODUCTION

Whilst being a commissioned officer in the police state of South Africa in the 1990s, the author has
lived change. He was acting station commander of the Groblersdal police station during the 1993-1994
metamorphosis brought about by the 'negotiated revolution ', where South African retired as an
apartheid state and woke up as a democracy. The country, its organisations and people faced mammoth
and continuous change - change that ranged from the re-engineering of the state on the one hand, to a
change in the official languages on the other. There was no model, example or past experience to use as
a point of reference. Both the ideologies behind apartheid and the armed struggle were socially
unacceptable and all South Africans had to come to terms with the words of Albert Einstein in 1951,
"No problem can be solved from the same consciousness that created it. We m:rst learn to see the world
crnew ".

Against this background the author started to study change in order to try and explain what is
happening in South Africa, the people around him and within himself In hindsight, he started with
naive enthusiasm, seeking the eternal truth or the golden rule that, if applied, will guarantee
management of change success. Journals, textbooks and professors all used models and theories to
explain something mute - this thing called change. They however all fell short of providing a golden
rule for success. Herein lay the two fundamentals of learning about, understanding and explaining
change - of which this chapter bears testimony. Firstly, change needs to be experienced, and secondly,
the complexities of change should never be oversimplified in models and theories without explaining
the simplifications. Change is, as the word indicates, Jlubber, something that is in a constant state of
flux and therefore impossible to freeze in time and generalise into a golden rule. As Pettigrew, Ferlie
and McKee (1992:6-7) state, ".., theoretically sound andpractically usefrl research on change should
involve the continuous interplay between ideas about the context of change, the process of change and
the content ojchange together with skill in regulating the relations behveen the three ".

This chapter will focus on the content or the azeas of change as well as the contexts or outer and inner
variables linked to change. In order to address the concepts, theory and applicability with regard to
change management, the structural content of this chapter will have various foci. Sections two and
three deal with terms and theories conceming change and the management of change from a broad
perspective. This broad approach is used to provide focus in sections four and five. These sections deal
with resistance to change as well as other responses to change. The specific focus on these two related
issues provides a foundation to introduce the latter part of this chapter. The focus in sections six and
seven of this chapter, as in the latter parts of chapters three' and four, shifts to the role of top
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management and public organisations in change. Section eight provides a link with chapters three and
four and deals with organisational learning and change.

Processes in change, as the cement that keeps both content and contexts together, will be discussed in
section two. The initial emphasis will be on providing a common frame of reference as far as the terms
change, management and management o~ change are concerned. The words of Mirvis and Berg
(1977:111), "Much of our contemporary thoughts and writing in the field of management, both in
theory and practice, is devoted to the subject ojchange", hold a great deal of truth, but also serve as a
warning that a common frame of reference cannot be assumed when it comes to the management of
change. The second part of this chapter is devoted to the explanation of concepts linked to management
of change. The emphasis shifts to the difference between transformation and change. The reason for
including this section is to stress that management of change is the management of both a continuous
personal process and transformation - something internal to the individual and partly controllable by
the individual - as well as an unrelenting natural process - something external to the individual. The
author is of the opinion that most papers, books and articles tend to rely excessively either on the inner
or personal part of the management of change (transformation) or on the wider issue of change as a
natural process. They fail to strike a balance between the reality of personal change (experienced very
closely by each and every individual) and natural change, which is a phenomenon that is generic to all
individuals, groups and organisations with limited personification. There is a tendency to treat all
change in a generic manner (Peltigrew, Ferlieand McKee1992:5).

The third section centres on change theories and the two pivotal rationales of discontinuous and
continuous planned change. The impetus behind this section is the summarising and reinforcing value
that it adds to section two, as well as the theoretical and conceptual base that it provides for the rest of
the chapter, thus providing a singular point of departure, a common frame of reference. Section four
looks at resistance to change and counter-responses to resistance to change that puts management into
the term management of change. Management of change does not only consist of concepts and theory,
but also entails the applicability of these concepts and theories in the real world, as defined by one of
the manifestations of change: resistance to change.

Section five deals with responses to change other than overt resistance. The emphasis here is on unseen
resistance compared to visible resistance, as dealt with in section four. Depending on one's approach
and frame of reference both resistance to change (section four) and other responses to change (section
five) can be viewed as resistance to change in general. The author is however of the opinion that to
distinguish between the two, albeit only an artificial distinction, might enhance applicability as far as
the management of change is concerned. In both cases there is a focus on counter-responses in order to
broaden practical applicability. Given the unit of analysis (top management in the South African Police
Service and the Dutch Police) the focus of section six will be the role of top management in the
management of change. Section seven is added to contextualise the management of change against the
background of public management, whereas section eight focuses on organisational learning. This
section is included not only for its value for the management of change and its applicability in the real
world, but also because of the link that it provides with chapters three and four.
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2.2 THE MANAGEMENT OF CHANGE

Cummings and Worley (1997:153), in their book Organizational Development and Change point out
that the management of change can vary in complexity. This complexity can be explained by looking at
what Drucker (1985:27) declares to be the management boom of the twentieth century and which
consists of change on various levels. At first, management became more scientific, focusing on
processes and structure, followed by decentralisation and a move from an emphasis on personnel
management to leadership. The focus was on process and structural complexity with a limited emphasis
on leadership as a tool to manage these complexities. Thereafter followed complex change linked to
management development as a core function in organisations as well as the increased use of managerial
accounting and the growing importance of marketing. The final change linked to the management
boom is that of longterm planning, re-engineering (redefining both organisational structure and
processes) and the need to build organisational capacity in order to cope with and manage change. All
of these changes sound impressive, seem to be quite complex and make sense ifone looks at it from the
modern-day perspective of change management - a complex and highly technical process. This section
will provide a common frame of reference in order to avoid misunderstandings and contradictions
when considering the management of change as a complex phenomenon. This is accomplished by
looking at the three terms change, management and management of change separately. This is done in
order to frame the complexities and particularities of each one of these change terms and explaining
them in order to provide a common point of departure for the rest of the chapter as well as the
dissertation. There is also a focus on the concept of transformation and the power of changejorces.

2.2.1 THE TERM CHANGE

Modification, alteration, shift, variation, movement, transformation, mutation, turn and fluctuation are
all synonyms for the word change. The Oxford Dictionary of Current English (1984:115) defines
change as "... alteration or substituti~:g oJ one for another ". To define the term change within the
context of the management of change, however requires more than just the provision of synonyms or
dictionary definitions. Barney and Griffin (1992:753) define organisational change as "... any
substantive modif cation to some part of an organization " . Mabey, Salaman, and Stoney ( 1998:396)
see change as signal to do things differently, with accompanying systemic repercussions. Fox, Schwella
and Wissink ( 1991:166) define change as that which threatens the status quo and which tends to
increase ambiguity and uncertainty. Moorhead and Griffin ( 1995:488) view change as any response to
the environment or an intemal need. Raubenheimer ( 1996:8) adds that change is linked to a timeframe.

2.2.1.1 THE AUTHOR'S DEFINITION OF CHANGE

For the purposes of this dissertation change is, in its simplest form, defined as a process of moving
from one status quo to another. Change, as a highly complex process, can be defined as a process of
moving from one point of flux (constant change) to another state of being that is uncertain at the very
start of the change. The process element of the definition provides for complexity. This is because
during the journey (moving from flux to another state of being), the destination becomes modified by a
variety of environmental and individual need factors both internal and external to the change process.
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2.2.2 THE TERM MANAGEMENT

Management can be defined as "... the process with and through others to achieve organizational
objectives in a changing environmen " (Kreitner 1992:8). Moorhead and Griffin (1995:44) subscribe to
the understanding that through others is linked to the idea of management being the understanding and
appreciation of human behaviour. Fox, Schwella and Wissink (1991) point to the importance of the
environment in management and the functions and skills linked to management as a prerequisite for
reaching organisational objectives. The Oxford Dictionary of Current English (1984:445) deGnes
management as "... the process oj taking charge of, control and gain one's ends ". Mintzberg
(1989:15) defines management as an action through which people are activated to collaborate in
reachíng organisational goals. For the remainder of this chapter and the dissertation management is
defined as the functions that managers perform (policy-making, planning, organising, leading and
controlling) and skills they apply (decision-making, communication, management of change, conflict
and negotiation) in order to reach organisational objectives, through the activation of individuals, in a
turbulent and changing environment.

Integrating a general term such as change with a specific term like managernent and thus referring to
the management of change provides some challenges. The reason for this is because the term change is
framed by adding the verb management, thus making change ( as a general concept) an organisation-
specific concept because of the link that is established with management.

2.2.3 THE TERM MANAGEMENT OF CHANGE

Fox, Schwella and Wissink (1991:163-173) see management of change as a skill needed in order to
manage successfully - where success is defined by the reaching of organisational objectives. In this
dissertation the author sees management of change as that which managers do in order to help the
organisation as well as individuals in the organisation to move from the status quo to a future state of
being. This definition implies looking at everything that is management or that which managers do,
from the functions that they perform (policy-making, planning, organising, leading and controlling) to
the skills they apply (decision-making, communication, management of change, conflict and
negotiation).

Mittner (1996) questions whether organisations can be changed (moved) and links his scepticism to his
differing views on transformation and change. The following paragraph will take a closer look at the
differences between transformation and change, as well as the possible effects that it might have on
management of change. The question remains whether transformation and change is one and the same
thing.

2.2.4 TRANSFORMATION AND CHANGE

Most literature on management of change at some stage refers to change and~or transformation.
However, the way in which these two terms are used differs from one author to the next. Some authors
see the two words as synonyms, while others ascribe different meanings to each term separately.

Fox, Schwella and Wissink ( 1991:173) maintain that the manager of any change process can
concentrate on individuals and~or organisational change. Belasco (1995:237) holds the view that
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change takes place on both an individual as well as an organisational level. Both these statements point
to an important indicator as far as change is concerned. Change has two elements, namely a personal
and an organisational or genera! level. The word personal is preferred to the word individual, because it
implies something that happens internally to the person. The word individual tends to be a neutral term
used by authors when they refer to a single human being as opposed to several (a group). These
elements will serve as part of the central argument in explaining the terms transformation and change
in relation to each other. Change is a process of moving from one point offlux to another state of being
that is uncertain at the start of the change process. Katz (1998:46) points to the reality that
organisations have intellectual capital. Organisational resources can, according to him be divided into
two: those including the tangible and those including the intangible or intellectual capital. Intellectual
capital is also referred to as the intellectual quality of the organisation - that part of the organisation that
comes with its individual members (Mirvis and Berg 1977:99). For the purpose of this chapter any
change in intellectual capital is viewed as transformation. Any movement in the tangible can be seen as
change. Transfonnation is a process that, according to the author, is consciously undertaken in
preparation to deal with the ongoing and natural change process. Raubenheimer ( 1996:8-9) sees
transformation as an internal process that is experienced intensely by individuals. This implies a
psychological reorientation as far as values, opinions, attitudes and beliefs are concerned. The process
of transformation is phased. The first phase is closure or breaking with the old. The second phase is the
turbulent phase, ~vhere confusion is rife because of the uncertainty about the future. The last phase is
that of a new beginning. According to Kuper ( 1997:26) helping people to transform successfully is a
prerequisite for rea!change and probably one of the most powerful change forces.

2.2.5 CHANGE FORCES

During the yeazs 1993-1994, while trying to comprehend this phenomenon called change, the
movement from a police state to an uncertain democracy, the author became intensely aware of an
unknown factor driving this change process and giving it unstoppable momentum. Moorhead and
Griffin (1995: 472) generalise when they describe the forces of change as coming from people (for the
author the political debate led by President De Klerk and Mr Mandela), technology, information (the
author became aware of the fact that more and more classified documentation became declassified)
andlor competition. Strebel (1994:30) points to three change forces. The first change force relates to
trends in the socio-political, economical, technological, competitive and organisational environment
(this correlates with the forces of change by Moorhead and Griffin). The second change force refers to
turning points in established trends as well as new trends (for example the wave of democracy and,
extremely relevant in South Africa, the fall of communism in Eastern Europe). The third force concerns
the internal change drivers consisting of organisational shifr, new managers and the employment of
change agents (during the early nineties the police appointed a change management team, and
amalgamation with all the other police forces in the homelands was high on the agenda). Kreitner
(1992:74-75) refers to nine change drivers affecting the western world. His change drivers are
extensive and include individual, organisational as well as external drivers. These drivers incorporate
the maturing population, the society as a diverse mosaic, the shifting in social roles and the whole issue
of government versus private enterprise as service providers. Also included are an information-based
economy enhanced by globalisation and the emphasis on quality of life, the restructuring of the
economy, the redefining of home and family life and renewed social activism. It can be summarised
that these change drívers or forces influence change in South Africa on three levels. First these forces
influence change on a personal level and are closely linked to transformation as a prerequisite for
change (see paragraph 2.2.4). Secondly, these change drivers can be seen as organisational change
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drivers that are internal to the organisation. In the third instance these drivers are external forces that
give change unstoppable momentum because of the sheer size and tempo associated with them.

The terms change (a process of moving from one point of flux to another uncertain state of being),
management (as the functions that managers perform and the skills they apply in order to reach
organisational objectives through the activation of individuals in a turbulent environment),
management of change (that which managers do in order to help their organisation as well as
individuals in the organisation to move from the status quo to a future state of being) and
transformation (a process conseiously undertaken by persons in preparation to deal with the ongoing
and natural change process) have been defined and a common frame of reference has been established.
The importance of conjoint terminology for the studying of the management of change is twofold. In
the first instance it provides a common frame of reference in order to explain a specific phenomenon or
a multitude of phenomena. In the second instance it helps to standardise the responses by respondents.
Reliability and validity can however not be assumed, because of the different meanings attached to
many of the words used in the field of change management. Asking the following open-ended
questions and then determining the meaning of words, given the contextual response of the individual
rather than the specific word(s) used by the individual, can extract the understanding of respondents.
One person might use the term transformation and mean change when explaining the concept change
but using the word transformation, or the other way around. Meaning will become clear by dissecting
the whole response, given the context provided by the question. The questions are:
- describe what you view as change;
- describe what you view as organisationalchange;
- how will you define change;
- to what change(s) are you exposed in your work environment;
- to what change(s) are you exposed on apersonal level;
- describe what you view as management;
- how will you define organisationalmanagement;
- describe what you view as the management of change;
- how wil) you define the management of change;
- whose responsibility is it to manage change;
- what role do you have to play in preparingyourself for change;
- what do you view as changeforces;
- what change forces impact on you on a personal level;
- what change forces impact on you on an organisational level; and
- what change forces are external to the organisation and you in person?
The above questions could be viewed as neutral because they are designed to focus on individual
perceptions linked to the terminology surrounding management of change. The word nei~tral is
preferred because the role of terminology is to set a common standard and has little or no preference
towards some sort of or specific change theory - thus rendering the questions conditional. Questions
that are contextually framed, given a specific théory, will thus not be neutral anymore, but will tend to
be value-laden. For the remainder of this chapter the emphasis will move away from concepts to
theories. In section three change theories are explained and evaluated with reference to these terms and
the background of the change forces discussed.

2.3 CHANGE THEORIES

In order to comprehend change one has to simplify it. If not, the whole concept becomes too
overwhelming to understand. Simplification takes place in order to make reality easier to digest, and
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empirical observation helps in the creation of models. Several models exist based on assumptions about
realities concerning change. The value of many of these change models does not only lie in the
phenomena which the models try to explain, but also in the assumptions that can be made about that
which is not explained. In table 2.1 a summary of some of the assumptions that prevail in most models
concerning problem-driven change (change that is initiated and driven by a problem that can not be
solved in the current status quo) and task aligned change (change that can be related to changes in work
performance and behaviour linked to performance) is presented and serves to point to the role of
assumptions in as far as explaining change is concerned. For example, on the one hand behaviour is
simplified as a function ofknowledge, attitudes and beliefs; on the other hand knowledge, attitudes and
beliefs are scen as the result ofcertain behaviour.

Table 2.1: Contrasting Assumptions about Chan2e
Coutrastin Assum tions About Chan e
Problematic Chan e Task Ali nment
Problems in behaviour are a function of Individual knowledge, attitudes, and beliefs are
individual knowledge, attitudes, and beliefs. shaped by recumng patterns of behavioural

interactions.
The primary target of renewal should be the The primary target of renewal should be
content of attitudes and ideas; actual behaviour behaviour; attitudes and ideas should be
should besecond second
Behaviour can be isolated and changed Problems in behaviour come from a circular
individually. pattern, but the effects of the organisational

system on the individual are greater than those of
the individual on the s stem.

The target for renewal should be at individual The target for renewal should be at organisational
level. level.

(Beer, Eisenstat and Spector 1990:161)

Most models on change make assumptions regarding three concerns (Kreitner 1992:488-489, Nadler
and Tushman 1989:194-204). First, there are assumptions about planned versus reactive change.
Reactive change is seen as something neither the individual, nor the group or the organisation can
prepare for. Planned change, on the other hand, is seen as change that is introduced and managed by the
individual, group or organisation (Barney and Griffin 1992:756). The second group of assumptions is
about the origin of change. These assumptions are closely linked to the debate conceming
transformation, change and change forces (see paragraph 2.2.4 - 2.2.5). One line of thought is that
change starts with transformation, and the other is that change leads to transformation (Beer, Eisenstat
and Spector 1990:159-160). The third group of assumptions concerns continuous and discontinuous
change, where discontinuous change is seen as change that takes place only every now and then with
periods of stability in between. Continuous change is built on the assumption that stability is a luxury
that belongs to the distant past. Change is perceived as constant, continuous in nature and in the very
least incremental. Brown and Brown (1994:77) point at "... the di.fj~erence between continuous and
discontinuous change. Although linked, these represent very di.fJ`'erent challenges to an organisation
trying to anticipate the future ".

The rest of this section is devoted to planned continuous and planned discontinuous change. Planned
discontinuous change takes place because of the basic issues concerning change that it accommodates
(moving from one state of being to another), and planned continuous change because of the modern-
day reality (stability is a luxury that belongs to the distant past) that ít poses. Owing to the assumptions
central to planned continuous change (stability is a luxury) and planned discontinuous change (change
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from one point to the next, with periods of stability in between, can be planned), the author believes
that the ultimate challenge in managing change is to facilitate transformation (change within the
person) and to initiate change. As Kuper (1997:28) indicates, if managers fall behind the pace of
change, they have two choices: to persist in the old or to wrench themselves out of hobitual patterns
and face change. Discontinuous changes and its surrounding assumptions are discussed in paragraph
2.3.1, and those ofcontinuous change in paragraph 2.3.2.

2.3.1 PLANNED DISCONTINUOUS CHANGE

Cummings and Worley (1997:27) point to the fact that one of the earliest fundamental models of
change was that of discontinuous planned change. Lewin (1951:21) in introducing his model of
discontinuous planned change views declares, "... change as modification of those forces keeping a
system's behaviour stable ". Lewin's central idea is that those periods of stability are followed by
periods of change - discontinuous change. Strebel (1994) states that discontinuous change can easily be
seen as reactive change, but is in fact also planned change. According to Gluckman (1995:33), a
reaction to change in order to prevent organisational decline will constitute reactive change. Lewin
(1951) differentiate between three phases in his planned discontinuous change model:
~ unfreeze (reducing the forces retaining the organisation in its position of stability);
~ move (shifting individual and organisational behaviour from where it was to where it is planned

to be); and
~ refreeze (stabilising the organisation at a new state ofequilibrium).
Kuper (1997:28) points to the fact that organisational inability to adopt to planned change will lead to "
... corporate inertia, which leads to the evolutionary equivalent of extinction ".

In commenting on planned discontinuous change Handy (l990:230), in his book The Age of Unreason,
states that discontinuous change will lead to discontinuous thinking and eventually organisational
death. Discontinuous thinking does not view the world as a system and will thus lead to seeing the
world in snapshots. As Senge (1990:68) also poses, "Systems thinking is a disciplinejor seeing wholes.
It is aframe-work for seeing interrelationships rather than things, for seeing patterns of change rather
than static snapshots ". Handy (1990:3-8) points out that the speed of change has picked up and that "
... continuous change is comfortable change ".

The model presented by Lewin regarding unfreezing, moving and refreezing is valuable in as much as
it shows that the management of change can be planned. It also provides insight into the fact that
change is a process. The model however lacks applicability in modem-day uncertainty and constant
change; refreezing is virtually impossible. In paragraph 2.3.2 the emphasis will move to the model of
planned continuous change in order to address this shortcoming.
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2.3.2 PLANNED CONTINUOUS CHANGE

Cummings and Worley (1997:29-31) provide a useful summary of what they refer to as the action
research model of change or the planned continuous change model. They see planned change as a
cyclical and constant process. Strebel (1994:34-51) also refers to this as proactive change. Belasco
(1995:28) states that planned change is a continuous process and not a destination. Proactive change
can, according to Gluckman (1995:33), be interpreted as an anticipation of change because of a desire
for organisations and individuals to change. The model of Cummings and Worley's (1997:29-31)
consists of eight stages:
. problem identification;
~ consultation;
~ data gathering and first diagnosis;
~ feedback to key role players;
. joint diagnosis with key role players;
. formulating a joint action plan;
- action; and
~ data gathering after action and starting again with potential problem identification.
Culler (1996:15-20) also mentions phases in the transformation (see paragraph 2.2.4) and renewal
process that go hand in hand with continuous change. These phases are:
. comprehending the problem or crisis, a period of turning around and the creation of a vision;
~ renewal, team learning and creativity; and
~ revitalisation, growth and open system thinking.
It can thus be concluded that planned continuous change is a process that is closely linked to and even
integrated in personal transfonnation. Separation of the two concepts of change and transformation
becomes almost impossible in continuous change. The continuous change model has applícability
because it accommodates constant change as well as the personal interaction that takes place during the
change process. It therefore focuses on both change and transformation as part of the management of
change. The model however does not accommodate possible resistance to change that might be
emanating within the change process.

Handy (1990:55) contends that most people do not like change or transformation and will have to be
forced through crisis or discontinuous events to change. Kuper (1997:29) says that organisations also
have difficulty in overcoming the tendency towards corporate inertia in all its fonns. Therefore sections
four and five will focus on resistance to change, from outward resistance to change (section four) to
hidden responses (section five). In both instances there will be a focus on individual as well as
organisational responses to change and the link that resistance (visible) and hidden responses (non-
visible, internal resistance) have with the concept of transformation.

In order to enhance a systematic approach two sections are introduced. Section 2.4 deals with
resistance to change and section 2.5 focuses on other responses to change. This division was
established along ihe lines of tangiblelvisible action ( resistance to change) and intangible action
(responses to change). Further subdivision of sections 2.4 and 2.5 was done according to personal
(paragraphs 2.4.1 and 2.5.1) and organisational responses (paragraphs 2.4.2 and 2.5.2). All the above
divisions and subdivisions have value in as far as they make the complex issues surrounding resistance
and responses to change more digestible by breaking it up into smaller pieces. It should however be
remembered that the divisions are at times artificial and, in order to comprehend the issues concerning
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resistance and responses to change, the sections and paragraphs should be viewed holistically.
Resistance, for the purposes of this dissertation, can be defined as visible action from a personal to an
organisational level directed at countering the forces of change in order to maintain the status quo and
prevent the move to a new status quo. Other responses relate to non-visible action (in a broad definition
ofresistance to change that includes intangible responses, this might also be seen as resistance).

2.4 RESISTANCE TO CHANGE

Literature concerning change and the management thereof shows an abundance of examples
conceming resistance to change. As a result of its visibility, the emotional element that it adds to
change and the high level of change failure because of resistance to change, resistance to change is
central to most literature concerning change. Hoecklin (1995:26) points to the fact that resistance can
be on both a personal and organisational level. Trompenaars and Hampden-Tumer (1997:175) indicate
that resistance on the side of organisational culture is often secondary to personal resistance. Kreitner
(1992:499) proposes that resistance can be both visible and hidden. Conner (1993:129) in his book
Managing at the Speed of Change refers to overt resistance versus covert resistance. Apart from this,
Cummings and Worley (1997:156) point to the different forms of resistance. According to them,
resistance can be on a personal, technical or cultural level. They suggest that, in order to overcome
resistance, empathy and support are vital. The whole process must be well-communicated, and
participation and involvement should be prerequisites.

2.4.1 PERSONAL RESISTANCE TO CHANGE

"A person's perception of a change .situation determines whether resistance occurs. Your frame of
rejerence is your perception of reality - the unconscious pair of eyeglasses we all use to keep a
Jluctuating world in focus ". (Conner 1993:127). We resist change, given the perceptual lenses we use.
Senge (1990:145-146) points out that individual resistance is one of the more daunting forms of
resistance. Individual resistance is closely linked to the whole concept of transformation (see paragraph
2.2.4), which is any change in intellectual capital that is linked to the person of an individual.

As manager, people developer and individual the author has experienced personal resistance to be on
three levels. These levels can be classified, given the amount of individuals involved, on a personal,
group or organisational scale. The first level is the personal level, where individual action is taken to
halt or even reverse change. This usually crystallises in openly speaking out against change, passively
not complying with initiatives linked to change and, in the most extreme, turníng to violence. In order
to succeed, the individual must have charisma as well as the ability to manage the ~vhole resistance
effort. The second level is where weak individuals will form loose alliances with other weak individuals
in order to resist change through speaking out, passive resistance andlor even violence. Owing to a lack
of leadership and charisma amongst individuals, this causes a nuisance for managers, but most of the
time it has little impact on the change process. The third level is where individuals formalise
themselves into structured and organised entities or even organisations. These interest groups also
resist change in ihe same manner as happens on the personal level. Their communal impact is however
synergistically far greater than that of any personal attempt and creates management problems of
varying complexity. Managers must use all their management functions and skills to overcome
resistance and reach organisational objectives, through the activation of relevant individuals, in a
turbulent and changing environment fraught with resistance. This third level of individual resistance
should not be confused with organisational resistance (see paragraph 2.4.2). Forming a group or
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organisation to resist change is different from situations where an established organisation is an entity
on its own, with its own personality and culture, and which resists change.

On all three of these levels there is a responsibility on the manager of the change process to respond to
the resistance to change. That is if a response is warranted, Moorhead and Griffin (1995:483) indicate
that responding to resistance against change is not always necessary. Non-action is also action. The true
challenge for a change manager is to respond correctly to individual resistance.

2.4.1.1 COUNTER-RESPONSES TO PERSONAL RESISTANCE TO CHANGE

Helping persons, groups and organisations to overcome resistance to change is a lucrative business for
consultants, management advisors and academics alike. The golden rules are:
- involve people in the change process from the outset - within the continuous change model this

implies constant involvement;
~ provide leadership, guidance and empathy; and
~ communicate, communicate and communicate.
Beer, Eisenstat and Spector (1990:159) however point out that it is important to balance managerial
efforts towards work and efforts towards aóstractions, like participation. Applying these golden rules is
of value to the change manager for several reasons:
. involving people enhances management transparency and helps to empower individuals. This

creates a feeling that management is honest and willing to let individuals take charge of their
own destiny, thus decreasing the uncertainty levels that are common when dealing with change.
This also weakens group resistance and alliances because individuals feel that they are part of
the process. Involving individuals also improves the chance of the organisation succeeding in
managing change because of the collective responsibility that it implies as well as the increased
levels of creativity that it generates;

~ providing leadership implies that the individual will be granted support. Managerial empathy is
a by-product of honest leadership; without true leadership support will tend to be artificial.
Artificiality will be picked up by individuals and will lead to resistance on a variety of levels
from personal to organised group resistance; and

. communication is of central importance in managing change and dealing with personal
resistance because it provides information and insight into and about what is happening during
the change process as well as what is changing. It also helps to clarify the role and
responsibility ofall the persons involved in the change process.

Just like persons, organisations can also resist change. In order to have a comprehensive view of
resistance to change, organisational resistance to change will be pervsed in paragraph 2.4.2. Before
moving to paragraph 2.4.2, the following questions can be used to see whether or not managers are
aware ofpersonal resistance to change in their organisations and what they are doing about it:
~ what do you see as resistance to change;
. what do you understand under personal resistance to change;
- do charismatic individuals resist change within your organisation;
~ how do charismatic individuals resist change within your organisation;
. how do you deal with this resistance;
~ do loosely affiliated individuals resist change within your organisation;
. how do loosely affiliated individtrals resist change within your organisation;
~ how do you dea! with this resistance;
. do organised groups of individuals resist change within your organisation;

28



~ how do organised groups of individuals resist change within your organisation; and
~ how do you deal with this resistance?
The above questions cannot be viewed as neutral because they are designed to focus on personal
resistance to change. The questions are contextually framed, given the concept of personal resistance to
change and as such are value-laden.

2.4.2 ORGANISATIONAL RESISTANCE TO CHANGE

Hall (1982:18-20) points to the fact that organisations as entities can vigorously resist change. The third
level of individual resistance (see paragraph 2.4.1) should not be confused with organisational
resistance. Forming a group or organisation to resist change ( personal resistance to change) is different
from situations where an organisation as entity resists change. The latter will be the focus of this
pazagraph. Conner ( 1993:18) defines organisational culture as " ... a unique set offormal and informal
ground rules jor how organizations think, how organizations behave, and what organizations assume
to be true". Organisational resistance, according to Conner ( 1993), is generated and manifested on the
three levels ofbeliefs, behaviour and assumptions and develops over time. Strebel ( 1994) indicates that
organisational resistance takes on one of four basic forms. The first is resistance due to a fixation [o
rigid organisational structures and systems. The second manifestation is linked to closed mindsets and
the third can be found in entrenched organisational cultures, values and behaviour. The final form is
resistance to change due to counter-productive change momentum (trying to reverse the change effort).

Personal resistance manifests itself in the behaviour of single individuals, loosely affiliated individuals
and formalised resistance groups and~or organisations consisting of individuals working collectively.
Their resistance is evident in the manner they speak out against, passively resist change and~or even
resort to violence. Organisational resistance is found within the behaviour of an established
organisation as entity, with its own personality and culture. It does however manifest in the behaviour
of individuals in as far as they resist change by rigidly sticking to known organisational structures and
systems that are entrenched in closed organisational mindsets and stern organisational culture, values
and behaviour. Such organisations even work to turn back the clock on change by actively supporting
counter-productive change momentum. Organisations thus act through the actions of their members. It
should however be kept in mind that, even though personal and organisational resistance were dealt
with separately in pazagraphs 2.4.1 and 2.4.2, the two phenomena are closely linked. In that sense the
distinction between the two fon;ns of resistance - as far as manifestations are concerned - is often
artificial and of little significance. The value in the distinction here lies in the fact that dealing with
resistance differs from personal to organisational level. Counter-responses to organisational resistance
are therefore discussed in the following paragraph.

2.4.2.1 COUNTER-RESPONSES TO ORGANISATIONAL RESISTANCE TO
CHANGE

Organisational resistance, just as in the case of personal resistance to change, is something that needs to
be managed as part of the management of change process (Conner 1993:189). Mabey, Salaman and
Stoney (1998:440) suggest three principles in dealing with resistance to organisational change:
. a certain level of conflict should be maintained in order to harness creative tension;
~ different opinions must be respected in order to counter group think; and
. time must be allowed for the organisation to digest and accommodate change.
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To these can be added the three golden rules of dealing with any resistance and change in general:
~ involve people from the outset and during the change process;
- provide leadership, guidance and empathy; and
~ communicate, communicate and communicate.
According to Nyati (1997:23), the solution in overcoming organisational resistance lies in finding new
ways of doing things. Resistance in one area of the organisation can be overcome by first building
momentum for the change process in an area where resistance is not so great (Senge 1990:345).
Noorderhaven (1995:99) sees the building, use and expansion of networks as the solution for mastering
organisational resistance. Ndala (1998:27) believes that the solution lies in motivation. Motivation is
not seen as tricks, but rather as knowing what is expected from the organisation as a whole as well as
every person. lt also implies informing people about their role in the whole change process. Moss
Kanter (1984:290-300) concludes that resistance can be forced out of existence by focusing on a
departure from tradition, making use of crises and employing the services of action vehicles or change
agents.

It can be concluded that organisational resistance to change has a variety ofpossible counter-responses.
The choice of specific responses will depend on the organisation itself, the ability of the change
manager and the situational specifics. Change is possible to plan, initiate and conclude successfully, if
individuals respond to the change effort. The change process will be enhanced and will gain
momentum if both persons and organisations are willing (motivation) and able (skilled) to deal with
change. The following questions can be used to determine whether or not organisational resistance is
present in an organisation and what is done concerning it:
- tivhat do you see as resistance against change;
~ what do you understand by organisationalresista~ace to change;
. are your organisational structure and systems formal and clearly defined;
. does this structure create organisational resistance;
~ do people in the organisation have a conservative attitude;
- does this conservative attitude create organisational resistance;
. how strong is your organisationalculture;
~ does this organisationalculture cause organisational resistance;
- are there powers in the organisation that try to turn back change;
. what is the inJluence of these powers on organisational resistance;
~ what form oforganisationalresislance do you experience; and
. what are you doing to overcome this resistance?
The idea behind these questions is in the first instance to determine whether or not organisational
resistance is present, and in the second instance to determine what form of organisational resistance is
present. It also will give an indication of what is done to overcome organisational resistance if it is
present in an organisation. All resistance to change is however not visible. The above questions are not
neutral, because they are designed to focus on specific issues. Furthermore, they are contextually
framed and, as such value-laden.

Even though it takes great skill and perseverance to manage resistance to change, the ultimate
challenge in the management of change is to deal with the unseen, invisible and intangible responses to
change. Section 2.5 will therefore deliberate on issues relating to other responses to change on both an
individua) and organisational level.
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2.5 OTHER RESPONSES TO CHANGE

Distinguishing between resistance to change and other responses to change is at times artificial. The
author has opted for this distinction because it enhances understanding of the broad and complex
concept of resistance to change. As Conner (1993:129) points out, issues concerning responses to
change might manifest on various levels - from over resistance to non-tangible responses. This section
deals with the non-tangible issues related to resistance to change.

2.5.1 PERSONAL RESPONSES TO CHANGE

Personal intangible responses to change, according to Conner (1993:132-140), can be called positive or
negative emotiona! responses and are no[ visible. Negative manifestation of these emotional responses
can be found in the emotions of denial, anger and depression. Positive emotional responses to change
can be found in uninformed optimism (where the individual is positive about the change, though the
extent of the change is uncertain or unknown), informed pessimism, hopeful realism and informed
optimism. This observation by Conner is valuable because it emphasises the fact that not all responses
to change are always negative. From experience the author knows that there is a tendency amongst
managers to view all responses to change as negative. Most managers not only lack the ability to
counter-respond to negative responses to change, but they also lack the skill to enhance positive
responses. The emphasis in this paragraph will be on negative responses, because this is where the link
between responses to change and resistance to change (resistance to change is in general negative) lies.

Van der Bijl (1998: 14-16) declares that during a long-term change process (applicable in continuous
change) the expectation that change is going to take place, without any realisation, has various
implications. It can lead to contempt (personal response to change), loss of momentum and, in the most
extreme, violence (personal resistance to change). Weisbord (1987:267) introduces the idea of a four-
room apartment to explain individual responses to change. The four rooms are first, contentment (the
person is happy with the status quo), followed by denial (the person does not want to admit that change
is taking place). The first two rooms lead to the third room, confusion (where the person does not know
what to do concerning the change), and finally renewal (where the person accepts change and adapts to
it).

If it is argued that personal response to change is intangible and unseen, how then can managers
identify it and counter-respond to it? Price (1997) and Handy (1990) indicate that individuals have
difficulty in dealing with change or will block it if any one of the following symptoms is present. The
symptom is only an indicator to an unseen response and not the response itself, and managers should be
on the lookout for these manifestations. Individuals having difficulty with change are:
. always passing the buck;
. not organised, focused and purposeful;
~ insecure and defensive;
~ inflexible;
~ lacking team spirit;
~ lacking imagination;
~ lacking the ability to ask others for input; and
~ focused on negative issues.
To identify individual unseen responses to change is a challenge, because it manifests itself in
symptomatic responses that might be divorced from the deeper and real responses. To do something
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about it and to counter-respond to it is a management challenge. Therefore paragraph 2.5.1.1 will focus
on possible counter-responses to individual responses to change.

2.5.1.1 COUNTER-RESPONSES TO PERSONAL RESPONSES TO CHANGE

Moss Kanter (1984:285) points to the challenge that most modern-day managers have to face:
individuals disappearing into the collective. During any change process there is a possibility that, due
to unseen responses to change, the individual can get lost in the organisation. The old cliché of
becoming just a number is true in such situations. A possible counter-response in long-term and
continuous change, according to Belasco (1995:151), is to remind people constantly of the reason for
and direction of change, thereby helping them to transfonn themselves. Katz (1994:37) says that
management must emphasise that participation is critical and must also make sure that it is clear where
participation is needed. The benefits of change should be clear, worthwhile, real and properly
communicated and support for change must be continuously mustered. Handy (1990:63-69) suggests a
few lubricants of change for the individual to survive change. He suggests something that the
individual can do in order to counter-respond to his~her responses to change. The first lubricant is
proper selfishness, looking after oneself The second lubricant is for the individual to develop a new
way of reframing reality, thereby changing his~her perception of life, change and reality. The third
suggestion by Handy is for the individual to develop the ability to accept failure without being
downhearted. "Personal growth and development can only happen when you create your own change
process " (Price 1997:26). Hamlyn's (1997:32) observation about creativity slots into the whole idea of
being proactive as suggested by Handy in his lubricants of change. Hamlyn suggests that individuals
become innovators, "Now, you can either wait for problems to preseiit themselves ... or you can go
search for them ... By fine tuning your ability to perceive needs and thert provide solutions you are
putting yourself one step ahead of change ".

Weisbord (1987:368) mentions that managers should keep in mind that loyal people do not have the
right to block change. They only have a right to means and emotional support to get new roles and to
take charge of their own future. Weisbord further suggests a managerial response to every stage of his
four-room apartments: contentment, denial, confusion, and renewal (267) (see paragraph 4.5.1). During
the stage of contentment the managerial counter-response should be to leave the individual alone - let
her~him deal with it on his or her own. In the stage of denial questions should be asked and support
given in order to help the person focus on her~his role in the change process. When the individual
enters the stage of confusion, the focus should move to the future to provide the person with a vision.
Senge (1990:155) also suggests that a future orientation will help in establishing creative tension and
get people together. During renewal the manager must offer help for the implementation of change-
related issues. It is important to remember that organisational change compared to individual change or
transformation takes longer and it is more difficult to see the results (Mittner 1996). Mirvis and Berg
(1977), like Mittner (1996) believe that the apt counter-response to individual responses to change is to
advance empowerment and participation at all levels of the organisation. They believe that
management should expand individual consciousness and recognition of choice and joster a spirit of
inquiry.

Managers should be asked the following questions in order to determine whether or not personal
responses to change are a change management challenge:
- are there individuals who are always passing the buck;
~ are there individuals who are not organised, focused andpurposejul;
~ are there individuals who are insecure and defensive;
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. are there individuals who are inflexible;
~ are there individuals who are lacking in or having no team spiriC,
~ are there individuals who are lacking imagination;
~ are there individuals who are lacking the ability to ask others for input; and
~ are there individuals who are focused on negative issues?
For each one of these questions one can also ask the manager what he~she is doing to counter-respond
to the personal response in question.

All these counter-responses sound workable and are probably just what management as well as
individuals need to do in order to overcome negative personal responses to change. Management
practitioners might however find this clinical and artificial. The reason is that this paragraph does not
fully comprehend the whole essence of management, as the functions and skills managers apply in
order to reach organisational objectives in a turbulent environment. This paragraph does not deal with
the organisational aspects of management, but only with the individual aspects of responses to change.
Managers are confronted by managerial reality as portrayed by Senge (1990:88) "Leaders who attempt
organizational change often fnd themselves unwittingly caught in balancing processes". These
balancing processes are about working out the equilibrium between individuals and organisations.
Therefore paragraph 2.5.2 and 2.5.2.1 will look at organisational responses to change and
organisatíonal counter-responses to change in order to provide this section with the necessary balance.

2.5.2 ORGANISATIONAL RESPONSES TO CHANGE

Mastenbroek (1993: I 39) sees the main organisational response to change as the unseen tension
between groups. Pascale and Athos (1983:1 16-117) break it down into what they call interdependence
between groups - interdependence that leads to responses to change because of specialised work,
organisational hierarchy and the influence that it has on communication. In the final instance Pascale
and Athos see the organisational reward system as another trigger for responses to change, where one
group might be rewarded and the next not. Swieringa and Wierdsma (1992:81-82) hold that
organisational response to change will be determined by the contradiction in terms or centraJ dilemma
of balancing between organisational survival (continuance) on the one hand, and adapting to change on
the other. If the organisation does not change, then continuity of business becomes problematic and
vice versa. Mirvis and Berg (1977:104) refer to this as over bounded (continuity-driven) and under
bounded (change-driven) systems. If the organisation is continuity driven, responses to change will
range from open resistance to hidden responses trying to secure economic survival. If the organisation
is free, change will be embraced just for the sake of change whilst losing sight of economic survival.
Organisational response will typically be to enfold any change, no matter the value of it. What seems to
be a positive response might therefore end up being a hidden negative response. There will be a lot of
organisational activity of a senseless or useless nature.

Conner (1993) offers three additional possible responses that organisations might, in general, exhibit
because ofchange. These responses are linked to the responses discussed above and are closely related
to organisational culture. In the first instance there might be a response of coexistence between the old
(not willing to change) and the new (willing to change). This will lead to organisational inaction. The
second option will be an assimilation of the dominant organisational responses. Depending on the
dominant responses there might be open resistance to change (see paragraph 2.4.2) or passive responses
if acceptance of change is dominant. The third option is where a merger between the old and the new
takes place, accommodating the strong points of both. When full organisational transformation (the
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organisation is seen as an entity with its own personality) has taken place, there will be no negative
responsesto change.

The ideal-counter response to organisational responses to change will consequently be to enhance
organisational transformation. This implies helping the organisation to understand change and cope
wíth its consequences. This implies re-evaluating the psychological orientation of the organisation, for
example moving towards becoming a learning organisation (see section 2.8). This also entails the
fundamental challenging and facilitating of change as far as the values, opinions, attitudes and believes
of the organisation are concerned. Organisational transformation is the same as personal transformation
(see paragraph 2.2.4); the only difference is that it sees the organisation as a single entity or individual.
Against this background paragraph 2.5.2.1 consequently looks at possible counter-responses to
organisational responses to change.

2.5.2.1 COUNTER- RESPONSES TO ORGANISATIONAL RESPONSES TO
CHANGE

Conner ( 1993) states that managerial understanding of the power of organisational culture is a
prerequisite for counter-responses to hidden organisational responses to change. Culler ( 1996) is of [he
opinion that a multi-disciplinary approach focusing on strategy, training and development,
organisational development, teambuilding and maximising communication is the correct counter-
response. Mastenbroek ( 1993) holds the view that third party intervention is cardinal. Pelser and Van
Rensburg ( 1997:121) propose "... the solution to the crisis ( is a) ... revolutionary change in values
...." Senge ( 1990a:53) suggests that the leaming organisation (see chapter three) is the ideal counter-
response because "They ( the learning organisation) start to believe that it's not circumstances which are
going to determine their future, but their own choice and their otivn effort. This approach has far-
reaching implications for dealing with a turbulent environment " . Mittner (1996) looks at the state of
the organisation and says that it is easier to change and counter-respond to organisational responses if
things go well economically and the organisation is in growth. Opposing this, Gluckman ( 1995) is of
the opinion that money is not everything because the organisation can make money and still resist
change.

The debate on organisational counter-responses and the economic life cycle is not conclusive.
Therefore an open mind approach seems to be appropriate as far as this issue is concerned. One would
like to think that it is better to opt rather for small change that can produce big results if correctly
placed within the systems. Top management should think in terms of systems and processes of change
rather than snapshots. The following questions might help to indicate whether or not organisational
responses are present in an organisation. Managers can be asked:
~ what do you understand by organisational responses to change;
~ is your organisation continuity-driven;
~ is your organisation change-driven;
~ is there room for coexistence of ideas concerning change in your organisation;
- does this lead to conflict withín the organisation;
. does assimilation of one dominant idea take place in your organisation;
- does this lead to conJlict within the organisation;
. does accommodation of various ideas take place within your organisation;
~ does this lead to conJlict within the organisation; and
. what are you doing to overcome organisational responses to change?
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These questions are the last in a whole range of questions in both sections four and five that the author
suggested be asked in order to determine the state of resistance and other responses to change that
might be present in an organisation. It has been stated before that it should be remembered that the
division between resistance and other responses is at times artificial and, in order to comprehend the
issues concerning resistance and responses to change, a holistic view must be favoured. In order to help
the reader with this, a summary of sections four and five is provided in table 2.2.

Table 2.2: Resistance and Resuonses to ChanQe as well as Counter-Responses
Resistance to
Chan e

Counter-Responses to
Resistance to Chan e

Responses to Change Counter-Responses to
Res onses to Chan e

~ Rigid adherence to Allow for a certain level of Continuity driven responses; Focus on strategy and
R organisational conflict; organisational transformation;

G structure and Change-driven responses;
systems; Utilise different experiences in Advance training and

A order to counter group think; Group coexistence; development;
N Closed organisational
I mindset; Allow time for the organisation Group assimilation; Utilise organisational
S to digest and accommodafe development;
A Entrenched change; Group accommodatíon.

organisational Build teams;
T culture, values and Involve people;
I behaviour; Communicate;
~ Provideleadership,guidance
N Counter-productive and empathy; Make use of third party
A change momentum. intervention;

Communicate the change
L process. Change organisational values;

Become a learning organisation;

Initiate change in the business
rowth hase.
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Resistance to
Chan e

Counter-Responses to
Resistance to Chan e

Responses to Change Counter-Responses to
Res onses to Chan e

P 'Speaking out against Involve people during the whole Denial, anger and Remind persons of the reason for
E change; change process; depression; and direction of change;

R
S

Passive resistance Provide leadership, guidance Contempt; Enhance pariicipation;
against change and empathy;

O initiatives; Loss of momentum; Stress the benefits of the change;
11I Communicate the need for
A Resorting to violence. change. Use of violence; Allow individuals to be selfish at
L times;

Passing the buck;
Help individuals to reframe reality;

Unorganised and unfocused
behaviour; Allow individuals to accept failure;

Insecurity and defensive Facilitate creativity, proactiveness
action; and a innovation;
Inflexibility;

Provide mutual support;
Lacking in or having no
team spirir Leave each other alone;

Lacking imagination and the Develop a future orientation and
ability to ask others for offer help.
input;

Excessively focused on
ne ative issues.

personal resisUnce can be in Ihe fonn of individual resisUnce, weak alliances and organised resistance groups

To identify and respond to resistance and responses to change is both an individual (on personal and
transfotmational level) and managerial function (on all levels). If one views change as something that is
future-oriented and one of the variables that provides organisational direction, it can be argued that to
respond to resistance and responses to change is a top management function. This is because top
management is primarily involved in providing organisational direction. In section six the focus
consequently shifts towards the role of top management in the management of change. The reader
should however be cautioned not to assume that managers or top managers are excluded from resisting
and responding to change: they too can fall prey to resisting and respondíng to change.

2.6 THE ROLE OF TOP MANAGEMENT IN MANAGEMENT OF
CHANGE

All that has been said about counter-responses in paragraphs 2.4.1.1, 2.4.2.1, 2.5.1.1 and 2.5.2.1 holds
mutatis mutandis for this section on the role of top management in the management of change (see
table 2.2 for a summary). The section has been included to provide additional information on the role
of top management with specific reference to the context of this dissertation and the units of analysis.
As Gordon (1977:262) indicates, top managers play an important role, because they choose to create
the organisation that they want.

Drucker (1985) divides the role of top management as far as change is concerned into six areas.
According to him, top managers must think through the mission of the organisation in order to direct
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the change effort. Further, top management must .set a standard by setting an active example in facing
up to change. The third role of top management is to build and maintain a human organisation,
hamessing empathy and understanding. The fourth role is to establish, maintain and service all major
external relationships. This will enable the organisation to anticipate change and will thus enhance
planned continuous change. In the last instance, top management must be visible by fulfilling
ceremonial funetions and being available as stand by in the case of crisis. Moss Kanter (1984:75)
explains how organisational management has become "Accustomed to setting up controls to avoid risk,
they have forgotten how to permit experimentation ". In allowing for experimentation, top management
will create an organisational environment that is conducive to change. In being available as a safety net,
initiative and creativity will be refined - fertile soil to involve everybody in the change process. Moss
Kanter (1984:85) indicates that less innovative companies try to force change from the top down rather
than facilitating it by involving everybody. Katz (1994:37) stresses the importance of top management
to give visible support, create opportunity for participation, be sensitive, support people, share
information and provide a safety net. Gluckman (1995:34) makes an important observation about top
management when he states that top managers must not look for ego aggrandisement but must confront
uncomfortable realities. Vroom (1995:20-21) makes a plea for tact and tolerance when managers
confront uncomfortable realities and Conner (1993:129) states that successful change managers will
understand and respect the natural pattern of resistance. According to Conner, such managers will
actually reward open, honest and constructive resistance (131).

Pascale and Athos (1983) as well as Whitley (1991) believe that the three forms of reward
(remuneration, promotion and recognition) are the key to successful change management. They also
promote recognition as the most accessible form of reward that is available to top managers and which
they should use at all times. Hofineyer (1995:20) and Brand (1997:28) believe that the key to effective
change management is to start at the top. Hofineyer calls this executive change management and Brand
refers to it as solid senior management. Hofineyer argues that, in order to develop the key that can
unlock change, top managers must be aware of their own management style, and their weaknesses and
must actively develop their own change behaviour. Raubenheimer (1996:7) points out that, in order to
develop, managers are required to have thorough knowledge of the characteristics of human behaviour
and exceptional skill in creating platforms for consultation. Brand (1997:29) provides a useful
summary of the whole issue concerning the role of top managers when he says, "As the business and
political environment changes, so does the knowledge, skills and attitude required of those employees
tivho are best positioned to interpret and inJluencefuture change, namely senior managers ".

It can thus be concluded that top management does have a specific role to play in the management of
change - a role that is closely linked to their own ability to cope with change on a personal level and to
apply their skills in facilitating changes in the organisation. This basically includes the follo~ving five
actions:
~ enhancing participation;
~ supporting change efforts;~
. providing a safe zone;
~ sharing information; and
. rewarding success.

In order to determine how managers see their own role in the management of change, these facilitating
actions can be put into the following questions:
~ do you, as a manager, enhanceparticipation in change management;
~ do you, as a manager, support organisationalchange efforts;
~ do you, as a manager, provide a safe zone or safety net for your employees during change;
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~ do you, as a manager, share information relevant to the change; and
~ do you, as a manager, rewardemployees who successfully cope with change?

The next section (section seven) on public organisations and change is included in order to extend the
contextualisation of terms and concepts as well as the applicability thereof concerning the management
of change in public organisations. The author is of the opinion that top managers in a public
organisation are faced with a unique set of constraints and challenges when managing change.
Managers in general will have to focus mainly on section four and five, because it deals with
generalisations concerning change management. Top managers, because of the specific nature of top
management, will however have to focus on all the above sections (sections four, five and six).

2.7 PUBLIC ORGANISATIONS AND CHANGE

Mangham ( 1979:304) points out that change management in public organisations tends to be crises-
driven. Perrow (1986:7) is of the opinion that public organisations are in genera) very rigid and tend to
stifle the humanity of employees. This dissertation is a study of the South African Police Service and
the Dutch police. The nature of this study is therefore inclined towards the public sector or government
bureaucracy. Morgan ( 1994:13) quotes the German sociologist Max Weber on the nature of a
bureaucracy when he says, "Organizations that are designed and operated as if they were machines
are now usually called bureaucracies ". Despite this machine-like nature of any bureaucracy,
bureaucracies also need to face the challenges of change and the management of the change process.
Mirvis and Berg (1977:111-112) affirm that "... that bringing change to such an institution
(government organisation) ... is neither casual nor automatic nor easy ". This is because of the rigid
machine-like nature of most public organisations.

Mirvis and Berg (1977:191) ask the question as to how the virtues of a government bureaucracy ( speed,
precision, predictability, security and efficiency) may be maintained while preserving an adaptability to
change. How can a climate of creativity, growth, and satisfaction for the workforce be secured against
the background of what Weber in Grusky and Miller (1970:12-13) describes as a bureaucracy, "The
decisive reason jor the advance of bureaucratic organizations has ahvays been its purely technical
superiority over any other form of organization. ... Precision, speed, unambiguity, knoivledge of the
f les, discretion, unity, strict subordination, reduction ofjriction and of material and personal cost -
these are raised to the optimum point in the strictly bureaucratic administration, and especially in its
monocratic jorrn. . .. trained bureaucracy is superior on all these points ". Pettigrew, Ferlie and McKee
(1992) and Ferlie and McKee (1992:15-30) add to the complexity of this question. They indicate that
government organisations, when it comes to change, change on the presumption of:
~ incrementalism;
. reactive change management; and
- slow movement from policy to strategy.
According to Mirvis and Berg ( 1977:113) change management in public organisations is characterised
by four phenomena. Firstly, change is forced onto people via instruction to change or what is known as
change by directive. The second characteristic is that government organisations build on crises,
followed by the third, an ever-increasing effort to sustain change as part of a continuing process. The
fourth characteristic of change in public organisations is that change is undertaken without any or very
low levels of commitment from employees. Opposing the above, Mittner ( I 996:26) points to the fact
that loads of government bureaucracies survive even though they do not adapt to change or adapt very
slowly to it. Swieringa and Wierdsma (1992:139) see a public organisation as "An organization based
on two essential basic principles: e~ciency and j:~stice ". Efficiency and justice are however not the
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only skills or traits that are prerequisites for effective change management. In sections four and five
some other just as important issues were discussed. Price (1997:27) highlights one of the skills needed
in what he refers to as change creation when he says, "Change is the onlv constant occurrence in life
and to deal with it we need to invent it and create it ". Another reality that public organisations face
today is the fact that full-time employment and job security is not a given in public organisations any
more - a sharp contrast to the bureaucratic idea of job security and stability (Handy 1990:31). Goffe
and Jones (1996:147) also point out that public managers aze faced with the challenge of adjusting their
organisation to an ever-changing environment.

It will be important to establish the view of managers as far as public organisations and change are
concerned because of the manner in which they are personally involved in change. This can be
achieved by asking the following open-ended questions:
. is the public organisation that you work for exposed to constant change;
- is the survival of your public organisation linked to the adaptation to change;
. how does the public organisation adapt to change; and
- does the public organisation you work for initiate change?
These questions are also indirectly related to the ability of an organisation to become a leaming
organisation (see chapter three). Section eight of this chapter serves to create the link between the
management of change and the concept of a learning organisation.

2.8 ORGANISATIONAL LEARNING AND CHANGE

Chapter three deals with the concepts, theory and applicability of the learning organisation and chapter
four with that of andragogics. This section has a dual function. First it will focus on possible
managerial solutions to the management of change within the concept of a learning organisation, and
secondly it provides a direct link with the content of chapter three, the learning organisation, and an
indirect link with chapter four that deals with adult learning (andragogics). The author is of the opinion
that the philosophy behind the learning organisation holds the key to successful change management
because of its comprehensive approach to learning and the constant involvement of everybody in
everything that it entails. The learning organisation is in essence an organisation that provides what
Hall (1982:12) sees as a success prerequisite to organisational change - the ability to adapt because of
its learning capability. Learning organisations can, through their structuring of social life and impacts
on its members, actively participate in the change process.

Swieringa and Wierdsma (1992:33-44) mention that collective learning implies organisationa) change.
'They identify three unique relationships between organísational learning and change:
- single loop learning: change that occurs because of a change in rules, which in turn influences

organisational behaviour;
. double loop learning: change that is prompted. by insight, which in tum influences

organisational rules and behaviour; and
~ triple loop learning: change that is inspired by principles that influence insight, rules and, in

turn, organisational behaviour.
For an organisation to be effective in managing organisational learning and change, the organisation
needs to be effective in all three these spheres of learning. This implies that rules must not be so rigid
as to inhibit initiative and creativity. Insight must be developed though an organisational environment
that supports individual learning through trial and error as well as collective learning linked to mutual
dependence. In the final instance the principles of constant learning as well 'as organisational
improvement should be upheld in everyone's mindset.
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The question asked by several managers relates to the importance of or reason for organisational
learning. Swieringa and Wierdsma ( 1992) suggest four reasons why organisational learning should be
enfolded during times of change. Organisational learning saves time in the long run because problems
are approached in a collective and united manner. Organisations today aze in a state of constant change
and there is less and less time to buíld up organisational synergy. Secondly, they point out that
organisations aze more and more exposed to constant and radical change in working processes,
information management and structures. Organisational learning enhances an organisation's ability to
deal with radical change because change is evaluated and acted upon from a common frame of
reference and principles. Thirdly, organisational learning as a philosophy can easily accommodate the
rise in the level of education coupled with a rise in individualisation that occurs in modern-day
organisations and societies. The organisation does not see individual growth as a threat, but as energy
that can be used in challenging change. Organisations must at all times embrace knowledge (Hamlyn
1997:33). In contradiction, the whole issue of high-speed learning and individualisation is the fourth
fact that emphasises that individual and collective competence are becoming out of date at an
increasing rate. Organisational leaming per definition ( as will be dealt with extensively in chapter
three) helps the organisation as well as individuals to overcome this change challenge because it is
inclined towards constant learning. Tobin (1993:16) submits that learning enables change in two ways.
It firstly creates an openness to learn and helps people to recognise the need to change. Secondly, both
change and learning are closely related and learning, training andlor development should be included in
any change programme (see chapter four).

Questions to be directed at managers as far as change and the learning organisation are concerned,
could be:
~ do you believe that being a learning organisation will enhance the organisation's ability to

change;
~ how does management of change relate to the concept of a learning organisation; and
. what do you see as the relationship between change and learning?
More subject-specific questions are suggested in chapter three. The above questions only relate to the
idea of a learning organisation as a possible solution to managers - as a management of change
philosophy.

2.9 CONCLUSION

During 1993-1994 the author asked the question whether or not this monster called change could be
tamed and managed. Gaining personal growth through experience as manager and theoretical
development through three university degrees supported by several short courses, seminars and
congresses, the answers to this question are still uncertain. What is certain is that before one attempts to
manage change, one should understand the concepts and theories behind change. One should know that
change is a highly complex process of moving from one point of flux to another state of being that is
uncertain at the start of the change process. It should be made clear that the term management in the
change process has a dual human aspect: that of the manager in person as well as that of the people
being managed, both groups being peculiarly influenced by the organisational environment. Keep in
mind that the theories and models of discontinuous and continuous change are only that: models, and
therefore simplifications of reality. Also remember that the value of the discontinuous change theory
lies in the fact that it frames one important aspect of change management - that it is a process with a
start and finish. The continuous change model highlights the fact that the end or finish of any change
process introduces a new start, and participation should be central to the management of change.
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Before one can move to the practicalities of the management of change process one needs to
comprehend the concepts and theories behind change. Only then can an attempt be made to respond to
individual and organisational resistance and responses to change, that can be viewed as hidden, open or
even blatant efforts to hijack or reverse the change process. How managers respond, is highly
personalised and closely linked to one central human aspect of the management of change concept,
namely the manager in person. Any response should however include a vigilant attempt to understand
the emotions involved, an offering to support and providing a vision of the desired future state. Such
combined managerial responses to resistance will lead to revitalisation and growth. "Revitalised
growth is a time of new beginnings - and offorming nelv habits. Once begun renewal must continue,
for within success lie the seeds of new decay. Those companies that have demonstrated excellence at
revitalised growth typically have formalised ínnovation and continuous improvement" (Culler
1996:1 S).

Managerial responses to change are furiher refined and complicated by the level of management
involved as well as by the type of organisation involved. A specific emphasis has to be placed on the
role of top management as facilitators of change and the responsibility that they have in setting an apt
example. The peculiarity of public organisations in the management of change was also highlighted so
as to further mirror the complexities that managers face in the management of change. In the final
instance, this chapter emphasises the importance of organisational learning as a tool to manage change
because of the manner in which it creates openness to learn and helps people to recognise the need for
change.

Given the concepts, theory and applicability concerning the management of change the following
research questions should be asked and answered:
~ how do managers see change, organisational management, organisational change,

management of change, personal transformation and change forces (see section 2.2 for more
direct questions on these research questions);

. how do managers see personal resistance to change (see section 2.4.1.1 for more direct
questions on this research question);

~ how do managers see organisational resistance to change ( see section 2.4.2.1 for more direct
questions on this research question);

. how do managers see personal responses to change (see section 2.5.1.1 for more direct
questions on this research question);

~ how do managers see organisational responses to change (see section 2.5.2.1 for more direct
questions on this research question);

- how do top managers see their role in the management of change (see section 2.6 for more
direct questions on this research question);

- how do top managers see their role in the management of change in public organisations (see
section 2.7 for more direct questions on this research question); and

- how do top managers see their role of the learning organisation as a management of change
technique? (See section 2.8 for more direct questions on this research question).

These research questions also have direct bearing on the examination of the following hypotheses:
H1 The value of a management of change intervention in a public organisation depends on the

ability of top management to enhance participation andpersonally support the change.
H2 The value of a management of change intervention in a public organisation depends on the

ability of top management to provide a safe zone for employees, share information and reward
success.
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H3 The value of a management of change intervention in a public organisation depends on the
ability ojtop management to facilitate the learning organisation as a management of change
approach.

"... ideas help drive the collective enterprise of science jorn~ard. Still, no philosophy, no proof, no
experiment ever seems quite enough to sway the individual researcherfor whom science must first and
alwaysprovide a way of working. ... Forany one scientist the idea ojchaos could notprevail until the

method of chaos became a necessity ".
Gleick (1988:315)
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PART TWO
CHAPTER THREE

THE LEARNING ORGANISATION: CONCEPTS,
THEORY AND APPLICABILITY

"There is something paradoxical here. Organizations are not collections of individuals, yet there are
no organizations ivithout such collections. Similarly, organizational learning is not rnerely individual
learning, yet organizations learn only through the ezperience and actions of individuals. What then,

are we to make of organizational learning? What is an organization that it may learn?"
Argyris and Schon (1978:9)

3.1 INTRODUCTION

In 1995, the Dutch government sponsored the Leadership Development Programme (LDP) for top
managers in the South African Police Service (SAPS). The programme was intended to develop the
change management skills of the nineteen top commissioners in the SAPS. The philosophical point of
departure within the LDP was the learning organisation, with specific reference to the work of Peter
Senge. Given the uncertain period that South Africa faced then, this was the sign for many police
commissioned officers to buy the book by Senge The Fifth Discipline: The Art and Practice of the
Learning Organization. They saw this book as a Bible for the New South Africa and an instant recipe
for promotion and career success - something one should have in your office! Understanding or even
practising anything in the book was of little or no importance; having the book and quoting it was. The
author also received this book as a gift - it took forever to understand, yet its impact was somehow life-
changing.

The central theme in this chapter concerns the learning organisation and the emphasis it places on
challenges it poses to management innovation and the management of change. Management innovation
and constant change have been described as catalysts for industria! dominance in the late 1970s and
1980s, as was technological innovation in post-war Germany, Great Britain and the United States
(Drucker 1988:65-76). Vroom (1995:21-23) refers to the concept of the learning organisation as being
on the knife-edge of a dual movement. These two movements refer, firstly, to object-orientated
learning that relates to the gathering of information and institutionalisation. Secondly, it refers to
subject-orientated learning where individuals stand central (subject) to learning. Learning then leads to
flexibility and innovation, which in turn enhance management innovation. The learning organisation
provides a framework against which information gathering and the links that it has with change can be
accommodated in ihe same model as personal and organisational innovation and the links that it has
with learning.

In section two specific references will be made to the learning organisation, relevant terms, principles
and models. This will be done against the background of Brown and Brown's view on the learning
organisation (1994:75). They see it as "`...a liberating and empowering organisation. It requires all its
members always to be looking to do things better, and to do better things ... posing the deceptively
simple question, how well are we doing and what do we need to do to improve? " As senior lecturer at
the College for Advanced Training in the South African Police Service (SAPS) the author realised that
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the hype concerning the learning organisation in 1994-1995 led to a lot of misunderstanding and wrong
interpretation related to the terminology sunounding the learning organisation. This section therefore
has a dual purpose: firstly to standardise terminology in order to prevent misconceptualisation and
secondly to serve as a point of departure in explaining the learning organisation as well as its
applicability.

Garvin (1993:78) points out that Peter Senge popularised the learning organisation. In section three the
focus will be on the central theme of the learning organisation according to Senge, namely systems
thinking. Specific reference is made to the laws of the fifth discipline, system archetypes and systems
thinking and paradigms. A whole section is devoted to this because of the pivotal role that systems
thinking plays in the learning organisation as philosophy. The section is extensive because it isolates
concepts linked to systems thinking and develops them to such an extent as to link them to the other
disciplines in Senge's book. In section four the focal point is on the four other core disciplines of
personal mastery, mental models, shared vision and team learning. Together with systems thinking
these four disciplines form the five principles that represent the nucleus of Senge's argument for a
learning organisation.

Learning disabilities are viewed as the evil that prevents organisations from rising to the higher level of
being that is becoming a leaming organisation. In section five the whole concept of learning disabilities
is dissected and analysed according to Senge's views on learning disabilities. Also included in this
dissection and analysis are the effects of defensive routines, organisational contradictions, blockages to
learning and learning disabilities in a government organisation. This section is comprehensive because
it forms the theoretical basis for an organisational diagnostical questionnaire to be used as a research
questionnaire.

Section six deals with the applicability of the learning organisation beyond the theory and concepts
discussed. This is achieved by indicating what is important in becoming a leaming organisation, levels
of organisational learning, the role of top management and learning disabilities in becoming a learning
organisation. The rationale behind this is to provide a background for an analysis of results of the
organisational diagnostical questionnaire in chapter eight and also to provide a formal link to the
management of change (chapter two) and adult learning (chapter four).

3.2 THE I~EARNING ORGANISATION

Before the applicability of the learning organisation in modern-day organisation and management
innovation can be analysed, it is necessary to clarify the concept learning organisation. This will be
achieved by dividing the term learningorganisation into its various components. Emphasis will also be
placed on some central themes that can be linked to the overall term, thus giving it conceptual value.
The focus in the first instance will be on the terms learning and organisation followed by the different
concepts central to the learning organisation. These concepts include learning orientation,
organisationallearning, principles and models of learning as well as kinds of learning organisations.
To conclude, the critical focus will shift to the learning organisation as seen by Peter Senge. It must be
kept in mind that the learning organisation is often, in the words of Handy (1990:225), "... a vogue
term with unclear concept ". This section has as primary function the explanation of terms linked to the
leaming organisation. Keeping in mind that although not every term, according to Daft (1998:562),
linked to the learning organisation can be precisely defined, some sort of a common definition of each
is needed to provide a sound base ofreference. .
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3.2.1 THE TERM ORGANISATION

Swieringa and Wierdsma (1992:10-12), in their book Becoming a Learning Organization, indicate that
the term organisation can be used in several senses. In the first instance they refer to organisation in
the institutional sense of a concrete association of people working together. This is followed by an
instrumental explanation that views organisation in the sense of task distribution and which implies the
regulation of organisational behaviouc According to these authors, "The minimum requirement to be
able to speak ojan organization is a set of rules ". They therefore favour the instrumental explanation
where rules determine organisational behaviour. However, this implies a tacit acceptance that all
organisations consist of people working together, and who should be organised by rules or mutual
demarcations. Given this philosophical point of departure, Swieringa and Wierdsma (1992:12) use four
central themes to further conceptualise and define an organisation institutionally. According to them,
an institutional organisation will have strategy and goals as well as plans to realise these goals.
Strategy will in turn lead to structure that is division of tasks, positioning and formal relationships.
These structures will form the basis for conditions of agreement, processes and proceedings; in short
the organisation's systems. Both structure and systems have interconnectedness as a result of their
human nature. The human side of an organisation is often referred to as its culture - a combination or
the sum of individual opinions, shared values, learning and the organisational norms of inembers of the
organisation.

Perrow (1986:7-14), in his definition of the term organisation, points to membership of organisations
as critical for individual well-being and even survival. He thus argues that individuals seek out and
create organisations in order to survive. Because of this, organisations usually tend to become powerful
entities with an influence far beyond their original goal of safeguarding their individual members -
even though survival is viewed as the strongest single motivator. Mangham (1979:16) confirms this
and challenges the assumption that an organisation exists disassociated from its members and that its
goals are independent from those of the members within. According to him, the number of groups
(multiple coalitions and alliances) and individuals within an organisation define an organisation - each
acts as to further his~her own interests.

Lammers (1983:22-27) does not provide a definition of organisation, but combines the work of various
authors to highlight the elements of an organisation that he holds to be central to the term. According to
him, organisations must have purpose linked to social units that each has internal role clarification.
Organisations are also filled with rationality, are systematically co-ordinated and functional. Lammer
thus combines the two elements that the author also views as important in defining the term
organisation, for the sake of this chapter, being people and internal and external functíoning. An
organisation can consequently be defined as an entity consisting of various individuals and groups of
individuals combining their efforts to reach a common objective (at the very least survival) and who are
governed by rules that determine interaction and internal and external functioning.

3.2.2 THE TERM LEARNING

Chapter four consists of an in-depth discussion of individual learning, individual factors that influence
learning and andragogics. This section will look at learning from a more generalised perspective.
Furthermore, .this paragraph relates to the explanation of terms and concepts linked to the learning
organisation as central theme. Learning is one such term. Swieringa and Wierdsma (1992:19-23) relate
learning to a cyclical process of thinking, deciding, doing, reflecting and thinking. According to them,
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"Learning is the changing of behaviour ". This change in behaviour involves a "... fundamental shift
or movement ofmind ... " (Senge 1990:13).

Hall (1959:187-195) is of the opinion that behaviour is learned, reinforced and modified against the
background of three types of learning. Informal imitation is the earliest form of learning and reminds
one of the saying monkey see monkey do. This is an effortless and natural form of learning. Learning
via formal rewards and punishments implies a level of coercion and is therefore not as effortless as
informal learning. A third party takes responsibility for the learning of the learner. Methodical or high
learning leads to high levels of competence and develops learning potential because the self-motivated
learner stands in the middle of the learning process. In conclusion, Hall (1959:195) acknowledges that
together with these three types of learning much behaviour is also learned subconsciously and has to do
with learning orientation. Swieringa and Wierdsma (1992) refer to this as the ability to seek knowledge
through understanding and comprehension - within an organisational context they call it organisational
learning. For the purpose of this chapter learning on a personal level is thus defined as a lifelong
question-driven process where individuals gain new knowledge and insight through studying, the
transformation of experiences and the accommodation of inental concepts that stimulate the
assimilation~modification of their behaviour and actions.

3.2.3 THE TERM ORGANISATIONAL LEARNING

The term organisational learning did not fall from the sky nor does it only have one textbook
definition; the term has in fact undergone various metamorphoses. However, notwithstanding these,
one issue is central to most definitions oforganisational learning. This central issue relates to some sort
of action (or change initiative) on the one hand and organisational counter-action (or behavioural
change) on the other. The following definitions illustrate this point:
~ "Organisational learning means the process of improving actions through better knoivledge

and understanding" (Fiol and Lyles 1985:40);
~ "An entity learns if, through its processing of information, the range of its potentia! behaviours

is changed" (Huber 1991:173);
~ "Organizations are seen as learningby encoding inferences from history into routine that guide

behaviour" (Levitte and March 1988:40);
~ "Organizational learning is a process of detecting and correcting error" (Argyris 1977:117);
~ "Organizational learning occurs through shared insight, knowledge, and mental models ... and

builds on past knowledge and experience - that is on memory " (Stata 1989:64); and
~ "A learning organization is an organization skilled at creating, acquiring, and transferring

knowledge, and at modifying its behaviour to reJlect new knowledge and insight" (Garvin
1993:80).

Against this general background of organisational learning the focus shifts to Pearn, Roderick and
Mulrooney (1995:22) and what they tenn levels of organisational learning. In their book Learning
Organizations in Practice they go into detail as far as organisational learning levels are concerned. The
first level is individual learning, which is more or less the same as methodical learning (see paragraph
3.2.2). Secondly, group or team learning is where individuals learn together in small groups.
lndividuals are grouped together, given their functions and tasks within the organisation. This sets the
stage for what Pearn, Roderick and Mulrooney refer to as cross-fitnctional learning. This is the third
level of organisational learning and takes place where small groups learn from and with each other,
irrespective of their functions and tasks within the organisation. The fourth level of organisational
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learning is internal learning. The distinguishing characteristic on this level of organisational learning
is that the whole organisation focuses on and learns from current reolity - change that is taking place
during leaming.

It can henceforth be concluded, given the definitions of organisation (an entity consisting of various
individuals and groups combining their effort to reach a common objective and who are governed by
rules governing interaction and internal and external functioning) and learning (a lifelong question-
driven process where individuals gain ne~v knowledge and insight through studying, transformation of
experiences and the accommodation of inental concepts which stimulate the assimilation modification
of their behaviour and actions) that organisational learning is an enabling term. It enables the
organisation to have an outward direction, develop learning, given future possibilities and current and
historical realities, and has a long-term view for the organisation.

3.2.4 LEARNING ORGANISATION

In paragraphs 3.2.1 - 3.2.3 some terms (organisation, leaming and leaming organisation) central to the
main theme of this chapter, the learning organisation, were explained. In order to further enhance the
conceptual understanding of the learning organisation the focus will now move towards learning
principles, the INVEST model and the four kinds of learning organisations.

3.2.4.1 FIVE LEARNING PRINCIPLES OF A LEARNING ORGANISATION

Tobin (1993), in his attempt to frame the concept of the learning organisation, worked with five
learning principles. The value of these principles within this chapter is threefold. Firstly, it reinforces
most of what has been explained in paragraphs 3.2.1 - 3.2.3; secondly, it provides a solid platform to
work from for the rest of this chapter. Thirdly, apart from these contextual attributions, the principles of
Tobin also hold explanatory worth as far as the learning organisation is concerned. The five learning
principles of a leaming organisation, according to Tobin, are:
- every person in the organisation is a learner, from the top of the organisation to the bottom;
- people learn from each other - learning is not limited to structured education and formal

iraining programmes. The organisation must create formal as well as informal learning
opportunities (see chapter four);

- learning enables change. First, it enhances individual and organisational productivity, opening
the organisation up for leaming influences and helping it to recognise the need for change. In
the second instance, it forms a link between change and learning (see section eight in chapter
four). Todin (1993: I 36) states that leaming including formal education should be part of any
change effort;

- learning is continuous andforms the hallmark of any learning organisation. Structured as well
as unstructured learning opportunities are everyday phenomena in a learning organisation.
Nonaka (1991:97) explains this principle by stating that inventing new knowledge is a way of
being in a learning organisation and every person is a knowledge worker; and

- learning is an investment, not an expense, in the future. Tobin (1993:19) emphasises the
contradiction that is obvious in non-learning organisations concerning this principle when he
asks the question, "When the budget reins need to be tightened, is training the frst item to be
cut?" ~
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Gould, DiBella and Nevis ( 1993) also work with the idea of principles of a learning organisation. They,
however, view these principles as policies, structures and processes that facilitate organisational
leaming. In their analysis they deal with performance gaps or the difference between actual and target
performance. The scanning imperative is a constant appraisal of the organisation. The first principle is
involved leadership, which implies, on the one hand, hands-on management and, on the other hand
initiation, of learning by organisational leaders (see also section six in chapter four). The second
principle is that of experimental mindsets, which is a principle in leaming organisations that can be
used to examine uncharted waters. The third principle is to have a variety of skills and competencies
amongst individuals, combined with the fourth principle of a climate ojopenness, in order to enhance
freethinking and learning from each other's skills and competencies. They conclude by focusing on the
fifth principle that is the systems perspective, which entails scanning the environment to determine
future needs for continuous education.

Some authors Pearn, Roderick and Mulrooney (1995) and Brown and Brown ( 1994) progress beyond
the notion of principles of a learning organisation and enhance their ideas by simplifying reality
concerning the learning organisation and then explaining it. They use models to explain the leaming
organisation. One such model (the INVEST model) is discussed in paragraph 3.2.4.2.

3.2.4.2 THE INVEST MODEL OF A LEARNING ORGANISATION

Pearn, Roderick and Mulrooney (1995) use the INVEST model to illustrate the learning organisation.
This model is but one of many models ( Senge 1990, Swieringa and Wierdsma 1992, Tobin 1993 and
Brown and Brown 1994) and was chosen because of the value that it has in explaining the learning
organisation as a concept. Its merit lies in the fact that I-N-V-E-S-T ( which refers to making money
through returns on investments) is an easy way to remember the abbreviations of the six themes, which
Peam, Roderick and Mulrooney hold ceniral to the learning organisation. ]t must be kept in mind that
the learning organisation is about building on andlor creating a competitive advantage. It also links up
with the last principle emphasised by Gould, DiBella and Nevis (see paragraph 3.2.4.1), to invest in the
leaming organisation. Brown and Brown's 1994 model, to an extent, agrees in content with that of
Pearn, Roderick and Mulrooney.

Pearn, Roderick and Mulrooney consider the I in INVEST to stand for Inspired learners throughout the
workforce with a high drive towards self-development. The N is equated to a Nurturing culture towards
learning, where organisational values as well as displayed behaviour encourage individuals to
challenge the status quo. V stands for Vision for the future, shared vision (see paragraph 3.4.3) and the
ability to respond to opportunities because of an organisational learning attitude. The E represents
Enhanced learning which stands for processes and techniques that are put in place by the organisation
in order to enhance and encourage sustained learning amongst members. S leans towards Supportive
management ( see paragraph 3.6.2) and T stands for Transforming of structures, organisational design
and facilitating learning between organisational levels and departments in order to adapt to change.

The INVEST model of the learning organisation is a useful simplification of the central issues contained
in the learning organisation. It is however lacking as far as the finer nuances of the learning
organisation are concerned (Peam, Roderick and Mulrooney 1995:51). The reason for this is that the
term learning organisation is generic and as such leads to oversimplification. To overcome this
tendency one needs to look at the different kinds of leaming organisations.
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3.2.4.3 FOUR KINDS OF LEARNING ORGANISATIONS

In their book Learning Organizations in Practice Pearn, Roderick and Mulrooney (1995) differentiate
four kinds of learning organisations. The first of these learning organisations is the critical mass
learning organisation, which exists when only key individuals in top management are committed to
learning. The following hazards to learning characterise the critical mass learning organisation (see
also learning disabilities in section five). Employees are in general passíve and do not think. They
tolerate the status quo. Thinkers and doers are divided. Members of the organisation react negatively to
change and there are no links between the responsibility members take upon themselves in their private
lives, and their work where they do not take any responsibility.

The second kind of learning organisation is where a specially created learning environment is
dominant. This might be in the form of a learning centre or even take on the shape of formal training
and short courses, all within a specially created learning environment. The focus in such organisations
is on new technology, constant reorganisation of work practices, empowering team leaders, employee
involvement, openness and trust. There is the creation of a learning environment, although little time is
spent on the idea of a learning organisation as such. The underlying belief that a created learning
environment equates to being a learning organisation is both the strong and weak point in this kind of
learning organisation. The strong point is that it represents an active effort to promote leaming, and the
weak point that it negates the fact that organisational learning can not be isolated and made the
responsibility of one section or department within the organisation.

The third kind of learning organisation is the micro-learning organisation and this corresponds with a
specially created learning environment. It also actively encourages learning through formal
mechanisms and is fully committed towards training and development. The micro-learning organisation
does not limit training and development to learning centres, but includes the use of all the
organisational members' talents. It can neveriheless be too inwardly focused and can therefore forget
about the environment as a variable that is important to the learning organisation because of the
influence that it has on change within the organisation.

A macro-learning organisatíon (the fourth kind of learning organisation) differs from the above-
mentioned three kinds of learning organisations insofar as it constantly examines its external
environment and, because of this, the main learning focus is outwardly directed. How, when and where
learning takes place depends on the organisational environment. Swieringa and Wierdsma (1992:71)
describe this kind of learning organisation as "Essentially, learning organizations are not only capable
of learning but also of learning to learn. h7 other words, they are not only able to become competent
but also to remain competent ".

Against the framework of the four kinds of learning organisations, the lNVEST model and the learning
principles of a learning organisation, it can be concluded that the characteristic feature of a learning
organisation is "... variety, variety in people, strategy, structure, culture and systems . .. consciously
permitting contradictions and paradoxes" (Swieringa and Wierdsma 1992:77). Peter Senge's model of
the learning organisation will be introduced in the latter part of this section and will be discussed in full
in section three.
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3.2.5 SENGE ON THE LEARNING ORGANISATION

Senge (1990:14) defines the learning organisation as "... an organization that is continually expanding
its capacity to create its future ". He places the emphasis on the learning organisation as a "... too! not
j:~stfor the evolution of organizations, but for the evolution of intelligence" (Senge 1990:367) - where
evolution is directly linked to constant change. According to Senge (1990:374), the ability to
comprehend and practice the concepts that form the basis of the learning organisation will empower
individuals for the purposes ofmanaging change and the innovation of management. Senge (1990a:53)
coined the term metanoic organisation where metanoia "... is a fundamental shift ojmind within an
organisation , towards a learningorientation within an organisation ".

According to Swieringa and Wierdsma (1992:71), Senge sees development as an essential concept in
the learning organisation. Swieringa and Wierdsma (1992:125-136) point to a potential paradoxical
process between individual and collective learning (see section five in chapter four). The paradox lies
in the fact that the sum of individual learning does not equal organisational learning - organisational
learning is greater than the sum of all individual learning. However, before such paradoxes can be
examined and their influence framed as far as the applicability to the learning organisation is
concerned, one needs to look at the disciplines that, according to Senge, forms the learning
organisation. Section three will look at the central discipline of systems thinking and its related terms.
Section four will focus on the other four disciplines ofpersonal mastery, mental models, sharedvision
and team learning.

Four terms has been explained in this section. The first was organisation - an entity consisting of
various individuals and groups of individuals combining their efforts to reach a common objective and
who are governed by rules that determine interaction and ínternal and external functioning. The second
term was learning - a lifelong question-driven process where individuals gain new knowledge and
insight through studying, the transformation of experiences and the accommodation of inental concepts
that stimulate the assimilation modification of their behaviour and actions. The third term was
organisational learning - that which enables the organisation to have an outward direction, develop
learning, given future possibilities and current and historical realities, and have a long-term view for
the organisation. Organisational leaming links up with the fourth term, learning organisation, which
implies an organisation that secures its objectives by actively enhancing individual, group and
organisational development by embracing continuous learning from within the organisation as well as
from its environment.

Using these terms as a common frame of reference, one can explain the íssues related to the learning
organisation (sections three, four and five) as well as some practical implications thereof for
management (section six). It can also be used, in the second instance, to standardise the responses by
research respondents. Uniformity can however not be assumed, because of the inconsistent manner in
which some of these words are used in the field of management. Asking the following open-ended
questions and then determining the meaning of words, given the contextual response of the individual
rather than the specific word(s) used by the individual, can help to establish the understanding of
respondents.
The questions are:
~ describe what you see as learning;
~ describe what you see as organi.rationallearning;
~ how will you define learning;
~ how will you define organisational learning ;
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- how will you define a learning organisation;
- whose responsibility is it to create a learning organisation ; and
- what role do you have to play inpreparing yourself for organisational learning?
The above questions could be seen as neutral because they are designed to focus on individual
perceptions linked to the aforementioned terminology surrounding organisational learning. The word
neutral is used because the role of terminology is to set a common frame of reference and
understanding. For the remainder of this chapter the emphasis will move away from general concepts to
specific issues linked to the learning organisation as concept, model and philosophy.

3.3 THE FIFTH DISCIPLINE: SYSTEI~IS THINKING

According to Garvin (1993:78) Peter Senge popularised the learning organisation in his book The Fifh
Discipline: The Art and Practice oJ the Learning Organization. As ihe title indicates, the concept is
developed around five disciplines, of which the fifth discipline is systems thinking. Senge regards this
fifth discipline as the glue that keeps the whole concept of the learning organisation together. Stata
(1989:65) supports this view by stating that in system dynamics "... organizations are like giant
networks oj interconnected nodes ". Swieringa and Wierdsma ( 1992) construe that, within the systems
theory, systems are a construction of subsystems with its own principles and regularities. Maintaining
control in unstable systemic conditions requires exquisite balance among the system's many elements
(Weisbord 1987:163) that constantly influence each other (De Leeuw 1994:58). To develop a balanced
view of the concept of the learning organisation one should grasp the theory behind the learning
organisation. Once this is achieved, an attempt can be made to apply the concept of the learning
organisation in practice. The rest of this section as well as section four will be devoted to explaining the
disciplines concerning the learning organisation. Just as in the case of Senge's book, the point of
departure, as far as the explanation of the disciplines is concerned, will be the laws of the fifth
discipline.

3.3.1 THE LAWS OF THE FIFTH DISCIPLINE

Senge deals with the fifth discipline (systems thinking) first because of the central role that this
discipline plays in bringing the philosophy of the learning organisation together. The laws of the fifth
discipline are generalisations. Senge believes that individuals, groups and organisations need to think
systems-wise in order to understand the learning organisation. The value in generalising lies in the fact
that it links, on all levels, to the experience that individuals, groups and organisations have. Senge
(1990:57-6?) elaborates on the laws of the fifth discipline in the following manner:
- Today's problems come jrom yesterday's 'solutions'. Senge points to the fact that solutions that

merely shift problems from one part of a system or organisation to another often go undetected.
The reason for this is that the problem-solvers in the first instance are different from those who
inherit the new problem (the solution in the first instance). This law goes hand in hand with the
phenomenon of passing the buck that is rife in the management of change (see paragraph 2.S.1
in chapter two).

- The harder you push, the harder the system pushes back. The pivotal notion here is that the
more effort you expend trying to improve matters, the more effort seems to be requíred. This
phenomenon is called compensating feedback and can be linked to the collective resístance to
change within the organisation, or negative group synergy (see paragraphs 2.4.2 and 2.5.2 in
chapter two). DePree (1989:111) points to what he calls signs oj entropy that are apparent in
negative group synergy and which include a tendency towards superficiality, a dark tension
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among people, different understandings of responsibility, service and trust and the fact that
problem-makers outnumber problem-solvers.

~ Behaviour grows better before it grows tivorse. Compensation feedback usually involves a
delay, a time lag between the short-term benefit and the long-term disbenefit and accompanying
resistance (see section four in chapter two). In complex systems like organisations there are
always ways to make things look better in the short run; the down-side however is that
eventually compensating feedback kicks in and behaviour grows worse.

~ The easy way out usually leads back in. It is inherent to human nature to stick to that, which is
known to us. People find comfort in applying familiar solutions to problems, and sticking to
what they know. They push harder and harder on familiar solutions, while fundamental
problems persist or worsen and increase in complexity. According to Senge this kind of
behaviour is a reliable indicator of non-systemic solutions, and thus the absence of a learning
organisation, thinking (see section five).

~ The cure can be worse than the disease. In the long term the most corrupting consequence of
applying non-systemic solutions is the increased need for more and more symptomatic or non-
systemic solutions that only create more problems. This in turn leads to the increased use of
consultants, arbitrators, mediators and creativity groups.

. Faster is slower. According to Senge, the optimal rate of management and organisational
innovation is far less than the fastest possible rate of growth. Optimal implies the right balance
between moving forward and accommodating human and organisational particularities. Senge
(1990b:7) reminds us that, "Human beings are designedfor learning" - but at their own pace.

~ Cause and effect are not closely related in time and space. There is a fundamental mismatch
between the nature of cause and effect in complex systems and what we perceive concerning
cause and effect..Senge suggests that the first step in correcting the mismatch should be to let go
of the notion that cause and effect are close in time and space. Stata (1989:65-67) holds the
view that one of the basic characteristics of a system is delayed time between cause and effect
(see the law of behaviour grows better before it groxs worse).

~ Small changes can produce big results - but the areas oj highest leverage are often the least
obvious. Systems' thinking reveals that small, well-focused actions can produce significant and
enduring improvements. A prerequisite for this, however, is that the action should be focused
on the right place. Within the concept of systems thinking this principle is referred to as
leverage. There are no simple rules for finding high-leverage focus areas. The organisational
attitude towards learning can improve the chances of success by focusing on noticing
underlying structures rather than events as a point of departure and thinking in terms of
processes ofchange rather than snapshots (see paragraph 2.3.1 and 2.3.2 in chapter two).

. You can have your cake and eat it too - bz~t not at once. Many apparent dilemmas, such as
centralisation versus decentralisation, appear as rigid either-or choices. The reason for this is
that individuals only think of what is possible at a fixed point in time. They lack a three-
dimensional perspective of time ( past, present and future), where reflections on all three
dimensions help to facilitate learning. Instead, people tend to prefer a linear two-dimensional
view of time as only past and present with no reflection.

~ Dividing an elephant in half does not produce two small elephants. Living systems, just like
organisations, have integrity forged in synergy. Their character depends on the whole. The
whole issue of parochial organisational boundaries is explained in the words of Ballé (1994:31),
"To understand things, we take them apart and study the pieces. To improve things, we try to
improve each of the pieces individually. It is rather like trying to get a horse to run faster by
teaching each of its legs to perform a more efficient movement ".

~ There is no blame. Systems thinking assumes that there is nb outside circumstance to blame for
any problems. The supposition is that the problem and the cause of the problem are part of a
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single system. The cure to any problem lies first in the realisation that all the parts of the system
are interrelated to the whole. On the issue of wholeness Tobin (1993:21-22) points out that
comprehension is linked to thinking literacy. Thinking literacy is more than functional literacy,
which is just the ability to read and write. Thinking literacy can help the individual to overcome
system myopia (short-sightedness) by building and sustaining effective learning teams and
developing managers that are enablers (see paragraphs 3.2.5 and 3.6.2).

Closely linked to the laws of the fifth discipline is what Senge (1990:94) calls systems archetypes.
Once individuals, groups and organisations comprehend the laws of the fifth discipline, generalisation
can be more focused by shifting the emphasis to systems archetypes that are more specific phenomena
within the fifth discipline of systems thinking.

3.3.2 SYSTEMS ARCHETYPES

Compared to the laws of the fifth discipline, systems archetypes are more specific in explaining the
finer nuances of systems thinking. Senge (1990:94) defines systems archetypes in the following
manner, "... certain patterns of structure recur again and again. These systems archetypes or generic
struct:rres embody the key to learningto see structures in our personal and organizationa! lives ".

Senge (1990:95-I I51; 990b:16-18) deals with seven system archetypes. The first of these archetypes is
balancing process with delay with the central theme being time delays in moving towards goals. The
second archetype is limits to growth which is coupled with the fact that no gro~vth, apart from human
development, can be unlimited. Limits to growth help to define the parameters of a system. The third
archetype deals with shijting the burden where the emphasis is on short-term solutions with apparent
positive results. Long-term solutions are sacrificed for short-term symptomatic solutions. This leads to
what Senge calls eroding goals, or the fourth archetype. Because of constant failure due to shifting of
the burden, the only alternative that remains, is lowering organisational goals and thereby achieving
success. When individuals, groups or organisations see success as the relative advantage that they have
over each other, it leads to the fifth archetype of escalation, which is a constant battle between units or
groups within the organisation to be bigger and better. The sixth archetype is the tragedy of the
commons. This happens when individuals, groups and organisations keep intensifying their use of
available but limited resources until they all start to experience diminishing returns due to a lack of
resources. The last archetype is growth and under investment, where rapid growth approaches a limit
that can only be challenged through aggressive investment of both human and financial capital. This
has however become impossible because of the systematic influence of some of the other systems
archetypes like shifting the burden and eroding goals.

Contrasting the archetypes of growth and under-investment with that of escalation might seem like a
contradiction. This is however not the case, but has to do with what Senge terms systems thinking and
paradigms (1990b:16). Depending on the individual, group or organisation's paradigms certain
archetypes will be more dominant than others and thus allow for this apparent contradiction. Systems
thinking and paradigms are explained in paragraph 3.3.3.
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3.3.3 SYSTEMS THINKING AND PARADIGMS

In order to explain the linked concepts of systems thinking and paradigms the two terms first need to be
reviewed separately. Mangham points to the current tendency to look at organisations through the eyes
of concepts borrowed from an eclectic range of sources notably the physical and biological sciences
(1979:12). Given this, Meier ( 1985:27) sees "A system as a set oj interrelated and interdependent
elements (subsystems) functionally integrated into a working whole (system) to achieve some purpose ".
Ballé (1994:26-29) states, " ... thinking follotivs the principle of least effort . .. ". This is achieved
through tools that individuals, groups and organisations use to limit effort. The toolbox is made up of
stereotyping, analogy or metaphors and rules of thumb. This toolbox can be renamed a collection oj
paradígms. Ballé (1994:36-42) continues with this line of argument concerning systems thinking and
paradigms, taking the reader back to the origins of systems thinking. In 1867 the physicist James Clark
Maxwell first used the term systems. In the 1930s the Bell Laboratories developed it further. Ludwig
von Bertalanffy was the first author to refer to systems thinking and its basic concepts of systematic
analyses, holism and pragmatism. In the late seventies the Massachusetts Institute of Technology
(MIT) popularised the term.

Senge (19906:15-16), refemng to systems thinking and paradigms, points out the skills that future
leaders will need. The paradigms that should be dominant in a systems thinking leader is seeing
interrelationships, not things, processes and snapshots. This leader will display the abilities to move
beyond blame, distinguishing detailfrom dynamic complexity, focusing on areas of high leverage and
avoiding symptomatic solutions. These aforementioned abilities can be considered to be prerequisites
for becoming a systems thinking leader, because it implies understanding the glue that keeps the
leaming organisation together: systems thinking. Apart from these prerequisites, which are explicitly
linked to systems thinking, the other four disciplines are also important and will be dealt with in section
four. The specific focus will be on explaining the other four disciplines as well as looking at how ihe
core disciplines are linked and integrated by systems thinking.

The following questions can be used to see what an organisation's orientation towards systems
thinking, systems archetypes and paradigms are. The questions can be directed towards managers as
well as other personnel and will help in explaining the concepts ofsystems thinking to them:
~ do units in your organisation end up having to deal wíth problems that were created by solutions

to other problems;
~ does your organisation experience resistance in as far as the implemei:tation of new ideas are

concerned (see also section 2.4 in chapter two);
~ do you feel that solutions to problems oRen only suppress the real problem by addressing the

symptoms of the problem and not the problem itself;
~ are organisational problems solved in an innovative and creative manner;
~ do you feel that solutions to problems often only restate previous solutions that did not work;
~ do change programmes in the organisation allow time for indivíduals to adapt to the suggested

change;
~ are the effect of solutions to organisational problems divorced in time from the implementation

of the solution;
~ are solutions, innovation and change directed at the key areas of performance, thus influencing

the organisations via small changes directed at critical areas;
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~ are either or situations regarding choices within the organisation, given as solutions to
problems, common;

~ does the organisation have a holistic approach to problem-solving; and
. do you feel that the there is pressure within the organisation to ascribe blame when things go

wrong?
These open-ended questions are useful in explaining the concept of systems thinking to people. The
author has found that their true value does not lie in the specific answer, but in the fact that it is making
respondents aware of some obvious systemic issue in a specific organisation, helping them to
understand that systems thinking is always present in organisations. This helps to create a sound base
of knowledge and understanding from which to analyse further what is going on in an organisation with
the help of the other disciplines and learning disabilities.

3.4 THE CORE DISCIPLINES

Apart from the fifth discipline of systems thinking Senge (1990) also discusses four other disciplines in
his book, namelypersonal mastery, mental models, shared vision and team learning. These disciplines
are all related and linked in time and space by the concept of systems thinking. The focus in this section
will move beyond the original contribution of Senge and will deal with personal mastery, mental
models, shared vision and team learning from the perspective of many authors, each with a unique
contribution. Together with section three this section creates the foundation for analysing the leaming
disabilities in section five and scrutinise how to become a learning organisation in section six.

3.4.1 PERSONAL MASTERY

McCall, Lombardo and Morrison (1988: l36) stress the importance of a clear sense of self before one
can comprehend the whole concept of organisational learning. Price (1997:26) makes an apt comment
on personal mastery when he says, "If you want to lead and manage someone else you need tofirst of
all get it right in your oit~n life ... ". Covey (1993:177) professes that personal mastery is an absolute
prerequisite for management and organisational innovation because of the stability that it provides
within individuals. Tobin (1993:107) refers to personal mastery as self-management and the discipline
that personalises the concept of the learning organisation because it deals with personal growth and
learning. People with high personal mastery are therefore continually expanding their ability to create
the results in the life they want. They achieve this by continually clarifying what is important to them
and learning to see current reality more clearly. It is about learning to balance both a personal vision
and a clear picture of current reality. This leads to creative tension (tension created because of an
understanding of where one is and where one wants to be) that provides motivation and drive for high
personal mastery.

Organisations only learn through individuals who learn. Organisations should consequently foster a
climate in which personal mastery is practised in daily life and on a daily basis. This implies creating
an organisational climate in which it is safe to create vision, hence creating creative tension. In such an
organisation inquiry and commitment to the truth are the norm and challenging the status quo is not
only accepted, but expected - especially when the status quo is aflixed in paradigms and mental models
that avoid aspects ofcurrent reality and creative tension.

Asking questions on personal mastery is never easy. The following questions however proved to be
useful in practice:
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where do you want to be in five years'time;
what do you need to do in order to be where you want to be;
how important is personal growth to you;
what do you see as personal growth;
do the members ofyour organisation know where they want to be in five years' time;
do they know what they need to do in order to be where they want to be; and
how important is personal growth in your organisation?

3.4.2 MENTAL MODELS

Senge (1990b:1 1) admits that one of the objectives in his book was to target the microcosm or mental
models of organisational decision-makers and how they influence personal mastery. Senge however
adds that, "... working with mental models goes beyond revealing hidden assumptions. 'Reality', as
perceived by most people in most organizations, means pressures that must be borne, crises that must
be reacted to, and limitations that must be accepted. Leaders as teachers helppeople restructure their
views of reality to see beyond the superficial conditions and events into the underlying causes oj
problems - and therefore to see new possibilities for shaping the future "(1990b:12). Senge (1990:8)
defines mental models as "... deeply ingrained assumptions, generalisations or even pictures or
images that influence how we understand the world and how we take action ". Ballé (1994:21) states
that mental models are also theories concerning images, mindsets and theory-in-use.

On an individual level Stata (1989) proposes that behaviour influences learning. This can be linked to
what Weisbord ( 1987) considers to be the time trap of being caught between an old paradigm and a
new one. Weisbord identifies three principles that apply in such circumstances and influence behaviour
and learning (1987:367):
~ secure employment is the bedrock of viable businesses and personal identity;
~ we cannot alford to preserve the specia! status, autocratic style, or expert turf of a handful of

traditional managers at the cost of motivation, commitment, and growth jor 90 percent of the
work force; and

~ loyal people who did their best for years .. . have not earned the right to block change ... they
are owed the means to get new roles and skills and the emotional support needed to take charge
of their own futures.

Swieringa and Wierdsma ( 1992:17) summarise the above by adding that a significant part of
organisations are therefore to be found in people's minds, and it is the images of reality stored up in
these minds which determine behaviour.

According to Swieringa and Wierdsma (1992:127-132), mental models can lead to four collective
phenomena on group or organisational level. The first is collective blindness, which is blindness
towards internal and external signals that indicates a need for change, problem blindness as well as
blindness to alternative solutions. The latter includes the organisation's ability to carry out alternative
solutions. The second phenomenon is collective avoidance (where the organisation as entity or
collective avoids making decisions), followed by collective reluctance (where the organisation as a
collective makes decisions but is slow in doing so). Collective ignorance (where not knowing or
understanding leads to no or slow decision-making) that includes passing the problem on to another
groups within the organisation is the fourth phenomenon.

56



Weisbord (1987:279) holds the view that to change a mental model implies using a real mental
wrench. Ballé (1994:21-23) points to the value of keeping four general rules in mind when applying
such a wrench. Mental models are internally consistent; challenging them might lead to cognitive
dissonance. Apart from this, mental models tend to be stable and to resist change because of its stable
nature. He also suggests that mental models are just models, and therefore simplifications of reality.
Reality is much more complex than the mental models of individuals, groups or organisations. In the
last instance mental models can be viewed as stories that run through our minds. Ballé (1994:23) says,
"A mental model is the result of subconscious structuring of observed reality into a manageableform ".
It can be concluded that mental models are intangible, mostly stable simplifications of human thought
that inherently lead to resistance to change (see chapter two). In order to lead individuals through the
cognitive dissonance that go hand in hand with challenging these mental models (through creating
creative tension) managers must first understand these models, and secondly appeal to their worth (or
unworth) in helping the individual to survive change. "By framing how we .see the world, our mental
models determine not only how we make sense of the world, but how we take action " (Ballé 1994:24).
Senge (1990b: l4) mentions that action should go hand in hand with vision. According to him,
individuals, groups and organisations should constantly test their mental models. They should try to
foresee leaps of abstraction, because these leaps lead to assumptions, which might be wrong and
detrimental to organisational leaming. They must balance inquiry into the future with advocacy of that
which was of value in the past, and distinguish theory to be embraced from theory in use - this will help
to create creative tension. Individuals also need to recognise defensive routines that manifest in
resistance to change because it all impacts on creating and reaching shared vision.

Because of the close links that this paragraph has to resistance to change and other responses to change,
the same questions as in paragraphs 2.4.1.1, 2.4.2.1, 2.5.1.1 and 2.5.2.1 in chapter two can be used
here. The implication of this is however that the researcher must be aware of the fact that there is such
a close link and should not allow possible confusion to corrupt the research because of incorrect
interpretation of responses. This can be avoided by adding the following questions:
- is organisational action based on assumptions and generalisations about the organisation's

environment;
- is the organisation blind to change signals;
- is the organisation avoiding change;
- is the organisation reluctant and slow to respond to change; and
- is the organisation suffering from ignorance concerning change?

3.4.3 SHARED VISION

"Leading through creative tension is dijJ`'erent than solving problems. In problem solving, the energy
for change comes from attempting to get aivay from an aspect of current reality that is undesirable.
With creative tension, the energy for change comes from the vision, from what we want to create,

juxtaposed with current reality" (Senge 1990b:9). Creative tension is the difference ( tension) between
what you want to be and current reality - without vision there can be no creative tension. Senge
(1990:9) defines shared vision as "... the skills of unearthing shared pictures of the future that foster
genuine commitment and enrolment rather than compliance ". Kline and Saunders (1993:78) refer to
this aspect as the element that provides integrated wholeness to the organisation. Clemmer (1992:344)
adds that shared vision is also called imaging or visualisation. Pearn, Roderick and Mulrooney
(1995:20) mention that shared vision influences values that in turn influence objectives, behaviour,
relationships, actions and eventually outcomes.
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In order to establish shared vision that will in turn help with reaching outcomes, Senge (1990b:13-14)
points to the skills needed to create shared vision. First, individuals must have personal vision (closely
linked to personal mastery, see paragraph 3.4.1). Individuals as well as groups must be able to
communicate and ask for support during the ongoing process of creating shared vision. Shazed vision,
as product of group dynamics, must be a blend of extrinsic and intrinsic vision and must display the
ability of individuals and groups to distinguish between positive and negative vision.

Weisbord (1987:262) quotes Kurt Lewin from his 1947 book Frontiers in Group Dynamics as the first
person to make reference to group dynamics and realising the potential within group dynamics. Senge
(1990:233-270) sees group dynamics as central to both shared vision as well as team learning within a
learning organisation. Personal mastery is the most personal discipline within the philosophy of the
learning organisation, followed by mental models which include both individual as well as
organisational aspects. Shared vision brings the personal and organisational aspects together, which
form the base for co-operation and ultimately team learning. Against this background the questions
proposed in paragraph 3.4.1 and 3.4.2 can be used and supplemented by asking:
~ is there a vision for the organisation; and
. is this vision the result of an integrated effort involving all members of the organisation?

3.4.4 TEAM LEARNING

Lewin (1969) refers to the dynamics of groups at work and how participation is central to optimising
these dynamics. DePree (1989:48) maintains that, "Participation is the opportuniry and responsibility
to have a say in yourjob, to have inJluence over the management of organizationalresources based on
your own competence and your willingness to accept problem ownership". Senge (1990:10) explains
team learningas a process that starts with "... dialogue, the capacity of inembers of a team to suspend
assumptions and enter into a genuine thinking together ". Further, when shared visions are pulling the
team, "... teams are truly learning, not only are they producing extraordinary results but the
individual members aregrowing more rapidly than have occurred otherwise ".

Tobin (1993:97) maintains that, to become a successful (learning) team, the team has to go through
four stages. First, teams need to be formed to sort out their membership, roles and norms. Secondly, the
team needs to develop, practise and reinforce their team skills. The most important skill is the ability to
enhance dialogue where there is free and creative exploration of complex and subtle issues through
listening to one another and suspending personal views - seeking to understand rather than to be
understood. The third stage is the development ojmanagement skills. This implies the migration from
management of the team to team management. The final stage is self-management, the completion of
the migration process (Brown and Brown 1994:80). This implíes personal mastery.

Questions related to team learning that can be put to managers are:
. are the forming of work teams actively pursued in the organisation;
~ are team working competencies, like listening skills, adequately developed in the organisation;

and
~ does the organisation allow teams to manage themselves?

A useful summary of the core disciplines as well as systems thinking and the learning organisation as
concepts are provided by Weisbord (1987:279) when he compares what is organisations to what should
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be learning organisations. Adapting the work of Weisbord, it can be stated that it is about a situation of
moving away from the old towards the new, incorporating the whole idea of creative tension:
~ solving the problem in the process of creating the future thus challenging individual and

organisational mental models;
~ learning by helping each other learn from one another's expertise rather than giving the problem

to an expert;
~ involve everybody in order to foster team learning instead of using task forces and creativity

groups; and
~ finding a valued purpose in one's own ability (personal mastery) rather than a technique that

will help doing the do-able in due time instead ofdoing all now.
The foregoing does however not provide a recipe to achieve the ideal state for a learning organisation -
it only outlines the disciplines, some terms and the basic philosophy. The focus in section six will shift
to how to become a learning organisation after dealing with the learning disabilities in section five.

3.5 LEARNING DISABILITIES

Most modern authors on management and organisational innovation agree that there are elements that
prevent leaming. Every writer just gives it a different name: learning disabilities (Senge 1990),
defensive routines ( Putnam 1993), organisational contradictions (Katz 1996), blockages to learning
(Brown and Brown 1994), corrigible handicaps (Revans 1982), blocks to change (Handy 1990),
stiJling initiative (Moss Kanter 1989) and failure and avoidance modes (Clemmer 1992). This section
has a dual purpose. First, it is an inherent part of the theory and concepts in this chapter and, as such,
affects the applicability of the learning organisation in practice. Secondly, the purpose of this intense
discussion of various authors' views is to create a solid literature and theoretical background for the
development of the organisational diagnostical questionnaire at the end of part two.

3.5.1 SENGE ON LEARNING DISABILITIES

According to Garvin (1993:79), Senge focuses on philosophy and grand themes and makes sweeping
metaphors rather than giving details useable in practice. Garvin is of the opinion that not enough time
and attention have been given to the three critical issues of ineaning, management and measurement.
Notwithstanding this, the seven learning disabilities, according to Senge (1990), are useful in helping to
focus on why organisations do not become learning organisations. These disabilities are:
. 1 am my position. According to this learning disability, the sense of achievement because of the

position heldlattained within the organisation inhibits learning;
~ The enemy is out there. Others are blamed for individual, group or the organisation's inability,

instead of critically looking at the contribution of the specific entity to the state of affairs.
Learning cannot take place because there is no admittance for the need to learn due to the fact
that the entity is not at fault;

~ The illusion of taking charge. Because of external pressure, there is often a need to create the
illusion that the entity is in charge of a situation. Individuals, groups or organisations respond
reactively to situations, but in such a manner as to create the illusion of being proactive. Being
proactive is viewed as a desired future state and, as such, learning is inhibited;

. The fi.ration on events. Hand in hand with the illusion of taking charge is the fixation on things
that are happening in the present or that had happened in the past. In focusing on events, entities
lose sight of the gradual changes that actually influence their survival;
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The parable of the boiledfrog. Individuals, groups and organisations need to pay attention to
both subtle and dramatic changes. It is the subtle turning up of the heat that boils the frog, not
throwing it into boiling water;
The delusion of learningfrom experience. According to Senge (1990:23), "Herein lies the core
learning dilemma that confronts organizations: we learn best from experience but we never
directly experience the consegtrences of many of our most important decisions "; and
The myth of the management team. Senge(1990:24) mainiains that, "All too often, teams in
business tend to spend their time fighting for turf, avoiding anything that will make them look
bad personally, and pretending that everyone is óehind the team's collective strategy -
maintaining the appearance oj a cohesive team ". Teams fall into the habit of defending their
thoughts and actions all the time. Senge ( 1990b) also refers to this as defensive routines.

One can disagree with the statement by Garvin as far as the learning disabilities of Senge is concerned
and the link that it has with meaning and management. Garvin's argument however seems to be true as
far as measurement is concerned; Senge does not indicate how these disabilities can be measured. The
meaning of Senge's leaming disabilities within a management context can be interpreted as primarily
focusing on hierarchical disabilities and support system disabilities. There is no or limited
accountability and responsibility for actions, and a lot of action but limited evaluation of these actions
compounded by environmental blindness, resistance to change and slow learning.

3.5.2 DEFENSIVE ROUTINES

Prior to investigating the value of defensive routines, as far as preventing organisations from becoming
learning organisations is concerned, one needs to look at what defensive routines are. Defensive
routines are actions that:
~ "... prevent individuals and organizational units from experiencing embarrassment or threat;
. simultaneously prevent people from identifying and changing the causes of the embarrassment

or threat; and
~ are taken for granted as the way things work" (Putnam 1993:3).

Putnam (1993:2-4) also points out that defensive ro:~tines "... arisefrom a combination ojbehaviours
and structures that interact to produce counterproductive and often alienating situations. We have
accurate understanding only of our otivn circumstances; the result thereof is that we are often unaware
of how our behaviour is part of a larger system. In this respect, dejensive routines are like other
systems that tive find unmanageable; we only see small pieces of the puzzle and fail to realise how our
well-intended actions create and maintain counterproductive patterns ojbehaviour". The result of this
is that individuals explain what others do through assumptions made according to their own defensive
routines. Individuals conceal these routines, but act on the assumptions that they make from them.
When these defensive routines are exposed, an emotionally explosive and counterproductive situation
is eminent. Symptomatic of a non-learning organisation, these situations are bypassed by means of one
on one crisis meetings leading to short-tenn success with no lasting impact.

Putnam (1993) indicates that to be aware of dejensive routines can be of value to the organisation on
three levels. First, it can help the organisation to pace itself for change. Secondly, it brings a realisation
conceming organisational diversity and contradictions and, in the last instance it helps organisations to
be more linked on a lateral rather than on a hierarchical level. It can thus be said that dejensive routines
impact on the systemic nature of an organisation trying to become a leaming organisation,
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consequently preventing this learning metamorphosis. This phenomenon occurs because of hierarchical
disability, organisation change resistance and a lack of diverse support systems.

3.5.3 ORGANISATIONAL CONTRADICTIONS

Organisational contradictions are also factors that inhibit organisations from becomíng learning
organisations. Katz ( 1996) proposed the bulk o~ the following organisational contradictions. The list
was compiled by combining the work of Katz with that of Clemmer (1992) and Pearn, Roderick and
Mulrooney (1995).
. Decision-making at the lowes[ level. Contradiction - empowerment takes time so only the

simplest of i.ssues is delegated.
~ People are our greatest asset. Contradiction - management knows how to work with machines

and money, not people.
~ Open door policy. Contradiction - it is open, but there is no help behind it.
. Us versus them. Contradiction - the action of management indicates a pro-management

approach. What management does, is always right and what the rest does, is always wrong
because it contradicts what management wants to do.

. Performance appraisal systems. Contradiction - the idea is to provide guidance but it is done
only once a year with no or little feedback.

~ Empowering our people. Contradiction - management still makes all the important decisions
without any input from below.

. We are an a~rmative action organisation. Contradiction - as long as it does not have any effect
on the organisation, most organisations are window-dressing and affirmative action only
concerns tokenism.

It can be concluded that organisational contradictions cover a wide range of management aspects. The
most significant of these are many of the things viewed as modem-day management fashion, yet it
covers issues related to human resource management, empowerment and decision-making.

3.5.4 BLOCKAGES TO LEARNING

Brown and Brown ( 1994) use the term blockages to learning. In this paragraph the term will be used in
a collective manner to combine the work of five authors. Revans ( 1982) refers to corrigible handicaps,
Handy ( 1990) calls it blocks to change, Moss Kanter ( 1989) comments on that which stiJles initiative
and Clemmer (1992) points to failure and avoidance modes. The core of every author's contribution is
summarised after the direct citation of the specific author's work in order to make it manageable and to
simplify incorporation into the organisational diagnostical questionnaire.

Revens ( 1982) refers to four corrigible handicaps:
~ the idealisation ofpast experience;
~ the charismatic inJluence ofother successful managers;
~ the impulsion to instant activity; and
. the belittlement of subordinates.
Revans refers to activity-based and hierarchical learning disabilities as blockages that prevent an
organisation from becoming a learning organisation. He links it to a lack of a future orientation and
adds that a strong but negative leader can easily downplay organisational learning.
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Handy (1990) also places emphasis on management and leadership and cites blocks to change as
elements that inhibit the metamorphosis to a leaming organisation:
~ The 'they'syndrome, encourages the idea that problems can be left to someone else;
~ jutility~humility - the norm that it is acceptable to shatter someone's self-confidence;
~ the theft of purposes - the attitude to disallow other people's goals and not negotiate around

your own; and
~ the missingforgiveness - records every mistake, and uses it to threaten and gain power.
Handy points to two main blockages, the first being that of accountability and responsibility, and the
second having to do with individual and managerial selfishness.

Moss Kanter (1989) also identifies selfishness as a block to organisational transformation and adds to it
the idea of human resource management inability. The author ascribes to ten rules for stifling initiative:
~ regard any new idea from below with suspicion - because it's new, und because it's jrom

below;
~ insist that people who need your approval to act first go through several other levels of

management to get their signatures;
~ ask departments or individuals to challenge and criticise each other's proposals. (That saves

you the job ofdeciding; you just pick the survivor);
~ express your criticism jreely, and withhold praise. Let them know they can befired at any time

(That keeps people on their toes);
~ treat identifrcation ofproblems as signs offailure, to discourage people from letting you know

when something in their area isn't working;
~ control everything carefully. Make sure that people count everything that can be counted,

frequently;
~ make decisions to reorganise or change policies in secret, and spring them on people

unexpectedly. (That also keeps people on their toes);
~ make sure that requests for informalion are fully justified, and that it is not given out to

managers freely. (You don't want data to fall into the wrong hands);
~ assign to lower-level managers, in the name of delegation and participation, responsibility for

figuring out how to cut óack, lay ojr move around, or otherwise implement threatening
decisions you have made. And get them to do it quickly; and

~ above all, never forget that you, the higher-ups, already know everything important about this
business.

Apart from selfishness and human resource management failure, Moss Kanter also identifies
hierarchical constraints, lack of andlor over accountability and responsibility and control related issues
as blocks to organisational learning. Token participation, a lack of management transparency, poor
andlor no leadership and information starvation also contribute to poor organisational growth (in the
sense of becoming a learning organisation) and thus transfonnation.

Clemmer (1992) points to failure and avoidance modes as possible explanations for organisational
deficiency. Failure and avoidance modes are closely related to defensive routines (see paragraph 3.5.2)
and consist of the following:
~ 1 think, therejore I am. Many executives have fallen into the abyss that separates good

intentions and bold declarations from concrete action;
- Let's pretend. Speeches, memos, newsletters, etcetera create the elusion that things are

happening. This is a particularly contemptuous way for managers to avoid making real changes;
- Now I understand. There is a world of difference between knowing and doing. Understanding

the road to be travelled is not the joumey; it is only the preparation;
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~ No one's home. Unless and until managers appoint navigators who can co-ordinate and
facilitate to help individuals, groups and organisations make the journey, organisations will not
get far;

~ Let's skip the hard stuff. Clarifying values and developing skills are hard for many teams to
come to grips with. Yet, it forms the foundation for healthy organisational interaction;

~ Buddy, can you spare a dime? Learning is not free, especially in the beginning;
~ Snatching defeat from the jaws of victory. According to Clemmer ( 1992:356), "Just as the

results start to come in at the end of the initial launch phase, the old highly threatened culture
wi11 mount a formidable campaign to halt or reverse the process' ;

~ Hurry up - and do it wrong "; and
. Hurry up - before 1 get bored.
Adding to what Clemmer says, Lewin ( 1947) points out that individuals as well as groups are more
likely to support change and modify their behaviour if the solution is part of a process that they were
involved in. Clemmer points to weak support systems, an apathy towards learning and poor leadership
as well as budgetary constraints as blockages to learning. His main arguments however focus on
activity-based learning disabilities.

Clemmer (1992), in referring to blockages to learning, points to what he calls new organisational
paradigms. See table 3.1 for a summary of Clemmer's paradigms. He makes a comparison between the
traditional (just being an organisation) and the new paradigm (being a learning organisation).

Table 3.1: New Organisational ParadiQms
Traditional Paradi ms New Paradi ms
Management is the brains; employees are The expert in a job is (or must become)
the hands. the erson doin the 'ob.
Management directs, plans and controls Management supports frontline teams
dail o erations. that run dail o eratíons
Management's job is to solve operational Management ensures teams have the
problems. skills, tools, information, and support to

solve o erational roblems.
Organisational performance is the Organisational performance depends on
cumulative effect of individual its systems, processes, and structure.

erformance.
Errors are caught and con-ected by Errors are prevented by everyone during
specialists during or after production or each step of the entire internal and
delive . external customer-su lier chain.
Crisp decision-making is the mark of a Building team ownership slows decision-
good leader making, but dramatically improves

im lementation.
Objectives, standards, measurements, and Starting from the outside in, customers
appraisals start at the top and cascade set the priorities and measure
down the or anisation. effectiveness.
Accountability rests with "the chain of Roles and responsibilities for managing
command" within each separate cross-functional processes are
functional ou . established.

Clemmer (1992:84-85)
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Table 3.1 provides a concise explanation of the metamorphosis that the propagators of the learning
organisation would like organisations to move through. In section 3.5.5 the focus will shift to learning
disabilities in public organisations.

3.5.5 LEARNING DISABILITIES IN A PUBLIC ORGANISATION

When Weber (1947) used the words government bureaucracy, his intention was to describe large
government organisations that use formalisation and centralisation to enhance organisational
efficiency. For the purpose of this paragraph, as well as ~vithin the context of the title of this
dissertation, the emphasis will be on public organisations or government bureaucracies. Brown and
Brown (1994:76) say, "The learning organisation has embraced ... continuous improvement ... It is as
applicable to the public and voluntary sectors as to the world of business". Esman (1991:31) defines
public organisations as "... hierarchical structures of authority with explicit divisions oj labour,
formal rules governing flows ojwork and information, and specifc provisions for interaction with the
public". Swieringa and Wierdsma (1992: l39) point out, "In the twentieth century, ... the western world
has succeeded in developing aform of organization which has brought with it an unprecedented degree
ofaffluence, both in scope and in range ... (and) job security ... It is called bureaucracy".

Pearn, Roderick and Mulrooney (1995:193-194) declare the following to be characteristics of a public
organisation in as far as leaming disabilities are concerned. First, public organisations are low on
inspired learners because they do not encourage challenging attitudes, questioning, or examination of
organisational performance. These organisations negate the constant principle that guarantees inspired
learning ( Endenburg 1998:16). Secondly, public organisations are high on nurturing a culture of
stability, risk-aversion and behavioural slowness. The third characteristic of a public organisation is the
fact that it is, in general, low on vision, or the vision is obscured and only known by a few. In the forth
instance, public organisations are low on enhanced learning and focus on tactical rather than strategic
ability with a narrow focus, not broad vision. The fifth characteristic of a public organisation is the fact
that it tends to be low on supportive managers and is preoccupied with procedures, not outcomes or
results. Public organisations are low on initiative and innovation, which are exacerbated by the distance
from the customers. In the final instance public organisations are low on transforming structures and
have segmented layers of management, driven by self-perpetuating activities. Given the above, the
comment by Caiden (1996:115) seems to be apt when dealing with learning disabilities in government
bureaucracies: "Some organizations are so inert, so bureaupathologic, so corrupt that shock treatment
administered from the outside is the only possible remedy. ... (they) just do not possess the
administrative and managerial talent and capability to turn themselves around. Reactionary
bureaucrats and institutionalised vested interests have to be threatened, forced, and beaten to
submission by superior political powers ".

Lewin (1947:153) is of the opinion that "Today, more than ever before, democracy depend.s upon the
development of e~cient forms of democratic social management and upon the spreading of the skill in
such management to the common man ". In order to realise this, Lewin was of the opinion that
managers, individuals as well as organisations should leam. He came to this conclusion years before
the learning organisation as concept was introduced to organisational theory. Terry (1996:2-7)
professes that management development in public organisations are neglected and even conspicuously
absent. Van Amersvoort (1998:10-14) pleads for the simplification of public organisations to facilitate
a move towards becoming learning organisations. He argues for participation, coaching programmes,
constant reflection on the past as well as the future and re-education that will help public organisations
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to deal with unpredictable situations. Perrow (1986:3-4) states that, if this does not happen, the gap
between being a learning organisation and becoming a learning organisation will be too big for public
organisations to bridge because change is too rapid.

Becoming a leaming organisation is however hampered by various learning disabilities. These
disabilities can be found in the work of Senge (1990), Putnam (1993), Katz (1996), Brown and Brown
(1994), Revans (1982), Handy (1990), Moss Kanter (1989) and Clemmer (1992) and deal with the
following leaming disabilities, which should form the basis for questions to be asked of managers (for
specific questions see the organisational diagnostic questionnaire at the end ofpart two):
. support system issues;
. accountability and responsibility issues;
. activity-based issues;
. environmental issues;
. training and development issues;
. hierarchical issues;
~ change issues;
. management and management transparency issues;
- leadership issues;
. human resource management issues;
. control-related issues;
. participation, empowerment and shared decision-making issues;
. information issues; and
. financial issues.

3.6 BECOMING A LEARNING ORGANISATION

Garvin (1993:78) makes a valid comment when he points out that "... discussions of learning
organizations have often been reverential and utopian, filled lvith near mystical terminology. Paradise
they would have you believe, is just around the corner". After examining the concepts and theory
behind the learning organisation, the challenge is to apply the concepts and theory in the process of
becoming a learning organisation. Swieringa and Wíerdsma (1992:79) state that "... change has
become the rule" and, in order to enhance managerial and organisational innovation, adaptation to
change is central in becoming a learning organisation (see section eight in chapter two). This section
will deal with three concepts concerning becoming a learning organisation: firstly, the levels of
organisational learning, secondly, the role of top management and in the third instance the role of
learning disabilities in becoming a learning organisation.

3.6.1 LEVELS OF ORGANISATIONAL LEARNING

Pearn, Roderick and Mulrooney (1995:35) use a two-dimensional model to rate the levels of
organisational learning. They first examine the extent to which the general environment (including
structure and culture) enhances, supports and sustains the leaming of all the members of the
organisation. Secondly, they focus on the extent to which the workforce is confident, motivated and
competent to learn. Swieringa and Wierdsma (1992:17) see the relationship between rules, insight and
principles as governing the levels of organisational learning - principles concerning what we are. or
wish to be and insight into what we know and understand, and rules on the issue of what must and may
be done. Tobin ( 1993:28) sees the determinants of the levels oforganisational learning as:
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~ the extent to which the organisational vision accommodates growth. The question here is
whether or not the vision is pulling the organisation to strive towards learning;

~ the commitment of each member of the organisation. Without proper and unconditional
commitment to self-development (see paragraph 4.2.3 in chapter four) the organisation will be
unable to reach any satisfactory level of learning;

~ the levels of constancy and coherency within the organisation. Constancy and coherency
facilitate group learning - learning in which individuals learn from each other. Group learning is
a sub-component of organisational learning;

- the comprehensiveness of the organisation, its members and teams. The more comprehensive an
organisation, the more opporiunity is created for individual learning from each other, groups
and the organisation as a whole and vice versa;

~ the confidence of the members of the organisation in their own ability. If the members of the
organisation are confident, they will not be afraid of challenging their own mental models and
thus limiting organisational learning; and

~ the level of communication within the organisation. Without communication there is little scope
for individuals, groups or the organisation to share knowledge and experience and thus
enhancing learning.

Swieringa and Wierdsma ( 1992:9) submit that the level of organisational leaming can be linked to
organisational behaviour and define organisational behaviour as "... the collective elements and
patterns in the behaviour of people working in an organization". They also point to the fact that
management has an important role to play in the levels oforganisational learning within organisations.

3.6.2 THE ROLE OF TOP MANAGEMENT

"Everybody talks about leadership today and one often gets the feeling that leadership is better than
management and that it is exclusive ". (Price 1997:26). In this statement Price extracts the essence of
the debate concerning leadership and management. Part of the problem, in this debate, is however that
the two terms aze often used as synonyms. The traditional distinctions between functional activities
(management) and the moving of people (leadership) are becoming more eroded. Ly discussing the
issue of becoming a leaming organisation, the focus will be the management of people. It will however
be a broad focus to include some traditional managerial functions closely related to people. The
reasoning behind this is that most authors on the learning organisation view leadership combined with
management as essential in becoming a learning organisation. As stated in paragraph 3.2.1 managers
must provide strategy and structure (management) and also create organisational culture (leadership).
Apart from providing strategy, structure and culture, the role of top management in becoming a
learning organisation is:
~ "leaders must take a role in developing, expressing, and defending civility and values " (DePree

1989:21);
~ leaders must employ help from all the members of the organisation "... it is simply no longer

possiblejoranyone to figure it al1 out at the top " Senge (1990b:7);
~ leaders must establish networks that can improve top management's ability to influence people

(Quinn 1992:439);
~ "Senior executives must ensure that they position the company well to deal with the exlernal

environment " (Pennington 1998:20);
. according to Senge (1990a:53), the first responsibility of top management is to create an

environment conducive to learning;
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- "... (to) cultivate the art oj open, attentive listening. Managers must be open to criticism "
(Garvin 1993:87);

- management must plan, choose and direct initial actions (Swieringa and Wierdsma 1992:80-
81);

- leadership from top management is a critical success factor because it directly affects
persuasion, support, advice and motivation from top management (Swieringa and Wierdsma
1992:82-83). The same authors (1992:83) cite that "The transition of an organízation to a
learning organization does not so much require management as leadership,- direct personal
influencing ofpeople ";

- Naschold (1996:5-7) indicates that top management must overcome the deficiencies of
incrementalism and rooting reform in institutional frameworks;

- Bennis (1997: l 57-161) refers to the role of management as social architects that must reform
organisations, create opportunities of renewal in the organisation and create an organisation that
will embrace change; and

- managers must foster interdependence and learn from each other (Daft 1998:564).

It can be concluded that top managers have a pivotal role to play in helping any organisation becoming
a learning organisation. They must integrate environmental factors (internal as well as external) into
organisational strategy. They must adapt organisational struct:ire to cope with a strategy of openness
and organisational learning and they must foster learning by involving, supporting and informing every
person involved in the metamorphosis. In the final instance the must take personal responsibility for
providing leadership in uncertain and difficult times by employing networks and activating initial
actions.

In order to see how managers view their role in leading an organisation on the path of becoming a
learning organisation the following questions can be asked:
- do you as a manager e.rpress organisationalvalues;
- do you as a manager employ help from all the members of the organisation;
- do you as a manager establish networks of influence with in your organisation;
- do you as a manager align the organisation to its environment;
- do you as a manager create a learning environment;
- do you as a manager listen to your employees;
- do you as a manager initiate change;
- do you as a manager influence people directly and on a personal level;
- do you as a manager stick to institutional frameworks;
- do you as a manager create opportunities for people; and
- do you as a manager foster an environment of learningfrom each other?

Lewin (1969) aptly summarises the role of top management in changing a system. Top management
must look at the environment, work together, create elbowroom, help others to learn from each other,
allow for group decision-making, give boundaries, but no solutions and realise that the same solutions
do not work for everyone. In section 3.6.3 the focal point will be on learning disabilities in becoming a
learning organisation.
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3.6.3 LEARNING DISABILITIES IN BECOMING A LEARNING
ORGANISATION

To conclude this section, reference will be made to learning disabilities that are inherent to
organisations that are in the process of becoming learning organisations. The distinction from section
five is that the organisation has already chosen the route of becoming a learning organisation, thereby
overcoming most of the learning disabilities mentioned in section five. In section five the focus was on
"... (in) organizations that learn, members must develop a shared understanding of how local
rationality's (sic) interact to create organizational incongruities. Insight into each other's perspective
reduces the escalations that so often reinforce counterproductive patterns" (Putnam 1993:1). The
focus in this paragraph is on that which happens after reaching insight "... benefits accruing jrom
planning are not just the objectives and strategies that emerge, but the learning that occurs during the
planningprocess " (DeGeus 1988:70-74).

There are two learning disabilities central at this stage of becoming a learning organisation. Stata
(1989:68) points to the first one as a resistance to adding additíonal staff (stafi` being defined in the
broadest possible sense). Learning implies becoming aware of shortcomings - shortcomings that more
often than not imply the appointment of additional staff (consultants, board members or even contract
workers) to overcome them. Appointing additional human capital has a cost implication that
organisations want to avoid. They forget to see the long-term advantage of being a dynamic learning
organisation, and tend to focus on the short-term cost of additional staff Pennington (1998:21) points
to the second disability in becoming a learning organisation. It occurs where top managers talk about
the corporate concrete or the middle management mire (rubber layer) that prevents organisational
transformation. This sort of talk is a symptom of top management's lack of ability to get the basics
concerning becoming a leaming organisation right. Top management is failing to take up the
responsibility of integrating environmental factors into organisational strategy and adapts
organisational structure to cope with this strategy (see section six in chapter two). They do not involve,
support and inform people and fail to take personal responsibility for providing leadership.

Possible questions that can be asked of managers in order to determine whether or not these two
learning disabilities are present in an organisation are:
. do you believe that it is important to employ professional help (consultants and contract

workers) if you want to become a learning organisation;
. do you view human capital investment as an avoidable expense in becoming a learning

organisation;
~ do you experience resistance to change from your middle management; and
~ what is the importance of middle management in helping your organisation in becoming a

learning organisation?

3.7 CONCLUSION

The learning organisation is a late twentieth century invention that is aimed at management and
organisational innovation, giving back to organisations what Vroom (1995:22) describes as work
satisfaction, work enjoyment and work challenges. The learning organisation is more than just theory
and concepts and holds value as far as applicability is concerned in all manners of organisations. It thus
has generic applicability. In order to meet the challenges posed by the leaming organisation there are
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two prerequisites. First novices, pioneers and old timers need to understand the basic concepts
surrounding the leaming organisation, the concepts relate to learning, learning together and seeing the
world in different shades of colour and not in black and white. Secondly, there needs to be
comprehension of the theories linked to the learning organisation, the theory of systems thinking as the
glue that keeps a learning organisation together and that which provides organisational learning
perspective. The notion of understanding learning disabilities and the role that it plays in the process of
forming a shared vision and challenging mental models must be comprehended and the responsibility
of fostering team learning and becoming master of one's self promoted. Learning capability is not
about learning the principles of accounting, marketíng or management (see chapter four). It means
enhancing the capacity of organisation and of each individual to do things they were unable to do
previously and to cope in a proactive manner with organisational change.

Given the concepts, theory and applicability concerning the learning organisation, the following
research questions should be asked and answered:
- how do top managers view learning and organisational learning ( see section 3.2 for more

direct questions on this research question);
- how do top managers view the concept of a learning organisation (see section 3.2 for more

direct questions on this research question);
- how do top managers view the lativs of the fifth discipline (see section 3.3.3 for more direct

questions on this research question);
- how do top managers view the systems archetypes ( see section 3.3.3 for more direct questions

on this research question);
- how do top managers view systems thinking and paradigms (see section 3.3.3 for more direct

questions on this research question);
- how do top managers view personal mastery as part of a learning organisation (see section

3.4.1 for more direct questions on this research question);
- how do top managers view menta! models as part of a learning organisation ( see section 3.4.2

for more direct questions on this research question);
- how do top managers view shared vision as part of a learning organisation (see section 3.4.3

for more direct questions on this research question);
- how do top managers view team learning as part ofa learning organisation (see section 3.4.4

for more direct questions on this research question);
- how do top managers view learning disabilities in an organisation (see the organisational

diagnostical questionnaire at the end of part three for direct questions on this research question);
- how do top managers view their role in helping an organisation become a learni~:g

organisation ( see section 3.6.2 for more direct questions on this research question); and
- how do top managers view learning disabilities in becoming a learning organisation (see

section 3.6.3 for more direct questions on this research question).
These research questions also have direct bearing on the examination ofthe following hypothesis:
H4 The value of the learning organisation as an approach in managing change depends on the
ability of top management to manage learning disabilities.

"Technical knowledge, in short, can be both taught and learned in the simplest meanings of these
words. On the other hand, practicalknowledge can neither be taught nor learned, but only imparted

and acquired. It exists only in practice, and the only way to acquire it is by apprenticeship to a master
- not because the master can teach it (he cannot), but because it can be acquired only by continuous

contact with one who is perpetuallypractising it".
McKevitt and Lawton (1996:9)
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PART TWO
CHAPTER FOUR

ANDRAGOGICS: CONCEPTS, THEORY AND
APPLICABILITY

"Routinized competence clearly does not dictate any attention to consideration thatfalls outside of the
scope of the routine; in fact, it should make possible higher levels of attention to such considerations.

But the wider the range of situations subsumed by the routines and the better the routinized
performance, the fewer reminders there arethat something beside routinized competence might on

occasion be useful or even essentia! to survive. "
Winter (1985:1 11)

4.1 INTRODUCTION

In order to address the concepts, theory and applicability with regards to andragogics, this chapter will
in seetions two and three deal with terms and theories concerning andragogics from a broad
perspective. This broad approach is used to provide a background focus in sections, four and five.
These sections deal with change and adult learning as well as the learning organisation and
organisational learning. The specific focus on these two related issues from chapters two and three
provide a sound foundation to introduce the latter part of this chapter where the application, like in
chapters two and three, is on the role of top management and public organisations as far as andragogics
is concerned.

Section two seeks to clarify the terms related to and easily confused when dealing with how people
learn. The term education will serve as a point of departure, followed by the terms training,
development, learning and andragogics. In conclusion, the emphasis will shift to formal and informal
learning as well as the role of inemory. The importance of clarifying terminology lies in the
observation by Rothwell and Sredl (1992:46-55), who point out that learning is multidisciplinary and
encompasses economics, psychology, communication, education, humanities, political science,
sociology and management. Dealing with so many sciences at one time can easily lead to mystification
and confusion if not properly defined. Section three will further serve to enhance the meaning of these
terms by looking at adult learning theories, specifically the issues central to adult learning, namely
internalisation and participation. Problem-based learning, why learning fails and evaluating adult
learning will compose the last part of this section and is included because of the value and
understanding that it adds to the learning theories.

Mintzberg (1983:3) holds the view that most theorists study learning from the outside "... which
leaves their theories in mid-air". In order to avoid this, sections four and five will focus on learning
from within two contextual as well as conceptual backgrounds. Section four will look at change and
adult leaming, and section five will place the emphasis on the learning organisation. Organisational
learning will be examined more thoroughly by including models of organisational learning and a
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specific focus on the OADI model ( Observe, Assess, Design and Implement). Section five is concluded
by discussing why organisational learning fails. This is performed in order to enhance the practical use
of the models of organisational learning.

In keeping with the empirical field of this dissertation, section six focuses on the role of top
management in andragogics. This is done by looking first at the top manager as a learner and secondly
at the top manager as the supporter of learning. This dualism is important in order to explain the role of
top managers as learners on the one hand, and initiators, supporters and facilitators of learning on the
other. The one without the other is a contradiction in terms and therefore the reason for the dualism.
The chapter is concluded with a broad overview of public organisations and adult learning. The
emphasis is placed on the most common problem in public organisations and adult learning: the fact
that training and learning are viewed as one and the same thing.

4.2 ANDRAGOGICS

Defining terminology is often any scientist's nightmare and an extreme challenge. In order to define
andragogics, and setting a standard of reference for the rest of this chapter a dual process will be used.
First, the terminology central to and surrounding andragogics will be defined in order to form a solid
base from which andragogics can be described in both the narrow and broad sense. These terms will be
used to establish the parameters of andragogics. Secondly, the term andragogics will be outlined as it is
seen in contrast to pedagogy.

It must be kept in mind that defining ihe terms in the rest of this section is foiled with extreme
difficulty because of four characteristics central to the science of leaming:
~ it is a dynamic science where new things are always changing and developing;
- it is a science that relies on more than one source of subject matter;
. it is an emerging science; and
. it forms part of another dynamic and rapidly growing field, that of human resource

management.
The words of Handy (1990:59), "Mankind, 1 am sure, is born to learn ". capture the essence ofnot only
mankind as far as learning is concerned, but also of the dynamics surrounding the science of learning.
Johnson and Johnson (1991:232) view learning and the science of learning as ever-changing. Against
thís background the tertns education, training, development, learning and finally andragogics will be
clarified, explained and defined.

4.2.1 THE TERM EDUCATION

The Oxford Dictionary of Current English (1984:233) defines education as "... development of
character or mental powers ". This can be perceived as a narrow definition of education because of the
emphasis that it places on the internal human processes of inental powers. Swieringa and Wierdsma
(1992:28-30) confirm that education in the narrow sense is about help with thinking. They expand on
this view and point to the fact that nobody can do your learning for you; the most they can do is to help
with learning, and this is what they refer to as education. It is obvious that by including the role of
others in the definition of education, a broader character is given to education. This inclusion leaves
one with a broader definition of education as a process of developing character or mental powers with
the facilitated help of others. Rothwell and Sredl (1992:5-6) emphasise that it is a process focused on
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change in knowledge. Swieringa and Wierdsma (1992:29) also point out that the interaction between
the narrow and broad definitions of education traditionally divided education into three categories:
- education in the narrow sense;
- training; and
- individual forming or development.

Paragraph 4.2.2 will focus on training and paragraph 4.2.3 will emphasise on forming or development.
It must however be kept in mind that individuals learn at different speeds which adds processes and
structure to education (Endenburg 1998:29-32).

4.2.2 THE TERM TRAINING

The Oxford Dictionary of Current English (1984:799) defines training as "... bringing a person, child
or animal to a desired state ofstandard of ej~ciency by instruction and practise ". Gijselaers (1996:1 S)
and Malan and Du Toit ( 1991:41) use the term training within this context when they refer to it as
harnessing automation through instruction. Swieringa and Wierdsma (1992:30) describe training as
helping others to do their work, thus also highlighting the role of a third party in the training process: a
role of telling, instructing, and directing and, in the extreme, commanding. They refer to training as
learning without knowledge and insight, whereas Rothwell and Sredl ( 1992:4) present training to be a
planned process.

For the purpose of this work, training can be defined as a process planned and executed by a third party
in order to achieve desired behaviour in individuals through instruction and practise without knowledge
and insight as a necessary by-product of the process. It should however be noted that within
management jargon the word training is often used to reflect something quite different from this
definition. It more often than not refers to what can be defined as development. In order to assist with
the understanding of the term training, development will be defined in paragraph 4.2.3. Therefore
specific reference will also be made in section seven to the contradiction in terms that is easily created
in especially public organisations, when it comes to the application of training versus learning.

4.2.3 THE TERM DEVELOPMENT

The Oxford Dictionary of Current English (1984:200) defines development as "... the gradual
unfolding, growth and evolution to a stage of advancement ". Rothwell and Sredl (1992:6) capture the
essences of this definition as far as modern-day learning science is concerned. They refer to
development as not directly work-related (compared to training) but as a fundamental change in
attitudes andlor values. Sims and Lorenzi (1992:11) ascribe this change in attitude andlor values to a
change in paradigms or patterns of thought, which is enhanced by individual reflection or fonning
(Swieringa and Wierdsma 1992:30). Brookfield (1985:46) says that adult education or development "
... is distinguished jrom adult training, in which a set of previously defined skills, knowledge and
behaviour are transmitted to trainees in a manner defined by the trainer. "

Development can thus be defined as a highly personal process of growth to a higher level of
understanding as a result of the individual's ability to question and evaluate his or her own paradigms
which centre around the attitudes and values that the individual holds. The main difference between
training and development is thus twofold. In the first instance development has to do with attitudes and
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values as opposed to training that is based on instruction, where knowledge and insight is not
accommodated in the equation. Secondly, training is driven externally to the individual, as opposed to
development, which is driven from within the individual. The question that no~v remains, is how does
learning equate to the two terms of training and development? Paragraph 4.2.4 will provide a
condensed overview of the term learning against the definitions already provided for training and
development.

4.2.4 THE TERM LEARNING

The Oxford Dictionary of Current English (1984:416) defines learning as "... profound knowledge got
by studying ". Stata (1989:64) takes this definition further by defining learning as "... a process where
individuals gain new knowledge and insight and thereby modifying their behaviour and actions ".
Swieringa and Wierdsma (1992:29) as well as Engelbrecht and Engelbrecht (1996:13) place the
emphasis on the changing of behavíour. The dictionary definition is therefore refined to include the
outcome of studying: a change in behaviour. Argyris and Schon (1978:12) state that learning only takes
place when new knowledge is translated into different behaviour. Kolb (1984:21) admits that
knowledge is created through the transformation of experiences, whereas Handy (1990:58) sees
learning as a question-driven process. Kim (1993:38) might be on the right track when he points out
that the term learning, the meaning of which varies widely by context, should "... (be) increasing once
capacity to take effective action ". Piaget (1970:150) describes learning as a dual process of interaction
between the accommodation ofinental concepts and the assimilation of experience into existing mental
models or knowledge.

Before a coupled definition of learning can be provided, an overview of the context of learning as
described by Mink, Owen and Mink (1993:137) is supplied. This will help in outlining the term
learning, because it provides a contextual background to learning and summarises empirical facts
concerning leaming. Mink, Owen and Mink regard the contextual factors that influence learning as the
following:
. learning is lifelong;
~ for leaming to be permanent and effective, it must be needs-based;
~ learning increases understanding best when it is problem-centred;
~ learning is enhanced if it is of ineaning to the individual;
~ learning is internalised if it is applicable to the learner's life;
~ effective learning deals with past experience;
~ adults prefer learning that increase their independenee; and
~ learning is enhanced if it taps the experience ojthe learner.

Learning is therefore defined as a lifelong questíon-driven process where individuals gain new
knowledge and insight through studying, transformation of experiences and the accommodation of
mental concepts, which stimulate the assimilation and modification of their behaviour and actions. It is
clear from this definition and the definition of development (a personal process of growth to a higher
level of understanding as a result of the individual's ability to question and evaluate his or her own
paradigms which centre around the attitudes and values that the individual holds) that there is very little
difference between leaming and development. Development can be seen as an unconscious process of
coming to understanding, and learning as a conscious process of gaining knowledge because of its
studying nature. Development has to do with the why of acquiring knowledge and understanding.
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Learning has to do with the how of acquiring knowledge of understanding. This association between
the two concepts makes learning and development inseparable and central to andragogical processes.

4.2.5 THE TERM ANDRAGOGICS

Kramlinger and Huberty (1990:44) point to the fact that one should "Think of andragogy as the
essential ... principal of any learning activity. It's like the head of the Trojan horse ". Newstrom and
Lengnick-Hall (1991:44) define andragogy as "... the art and science of teaching adults". They base
this definition on the following six assumptions concerning adults and learning:
. adults are self-directing and in charge;
~ they a reservoir of experíence;
. they to learn as ajunctíon of their developmental stage;
- adults are problem-and task-oríented;
~ they view learning as life-centred and leaming as such must fit into their careers; and
~ adults are intrinsically motivated to learn.

Contrary to andragogics or the science of adult leatning is the science of pedagogics. Mink, Owen and
Mink (1993:134) view pedagogics and andragogics from opposing sides. Firstly, in pedagogics the
learner is dependent on others to learn, as opposed to andragogics where the learner is independent.
Secondly, pedagogics views the role of an experienced instructor as pivotal. In andragogics adults bring
their own useful experience to the learning process. In the third instance, pedagogics sees the instructor
as the creator of a learning environment. Ly andragogics the learner generates the learner context, given
his or her personal needs (Tobin 1993:166). In the fourth instance, pedagogics deals with specific
subject matter compared to andragogics, which deals with the learning need of the adult. Finally, in
pedagogics motivation is mostly external, as compared to the predominant internal motivation in
andragogics.

Given the definitions of training (a process planned and executed by a third party in order to achieve
desired behaviour in individuals through instruction and practise, without knowledge and insight as a
by-product of the process) and learning (a life-long question-driven process where individuals gain
new knowledge and insight through studying, transformation of experiences and the accommodation of
mental concepts which stimulate the assimilation modification of their behaviour and actions),
pedagogics is closely linked to training and andragogics closely linked to learníng. According to
Newstrom and Lengnick-Hall (1991:43-44) the pedagogic paradigm is transferred from school onto
trainers and managers alike and leads to a situation where adult learners are viewed as immature and
unmotivated homogeneous persons with little initiative.

Thus, when dealing with adults in the learning process, managers must keep the following in mind.
First, they need to create a climate of equality and mutual respect; adults will then learn from each
other. Secondly, managers must determine the expectations of the learner in the learning process and
must challenge the learner accordingly. This will empower the learner to take control of his or her own
learning destiny. In the third instance, managers must involve the learners in the planning process; this
will help the leamer as far as self-motivation is concemed. Finally, managers must acknowledge the
value of the learner's own experience. This will facilitate experiential learning and will also enhance
internalisation. The role of management in adult learning cannot be fully realised without also looking
at formal and informal learning. Therefore the emphasis will shift to these two terms in paragraph
4.2.5.1.

74



4.2.5.1 FORMAL AND INFORMAL LEARNING

Charoux (1990:70) points to the important fact that leaming can be both formal and informal. Formal
learning relates to the studying component of leaming and can take on various forms, from university
degrees to workshops and seminars. Informal learning is more closely linked to development.
Swieringa and Wierdsma (1992:89) submit that the most common form of formal learning is
organisational in-house courses. Swieringa and Wierdsma (1992:30-32) further point out that
interventions tend to be formalised on three levels. Defining these levels will help with the distinction
between formal and informal learning as well as learning in the broad sense and development:
. content of formal programmes is structured with definite learning objectives in mind;
~ formal programmes are usually linked to procedures, from registration and application to

examination and certification; and
~ process in formal programmes is usually littered with time-scales, benchmarks and definite

starts and finishes.

Whether or not a programme is formal or informal one thing is always certain in both cases: an attempt
is made to influence, change or direct memory. In paragraph 4.2.5.2 the role of inemory in adult
learning will be evaluated.

4.2.5.2 THE ROLE OF MEMORY

According to Stata (1989:64), memory forms the background of the learning frame of reference,
because it is directly linked to past knowledge, namely that which the learner can remember from
previous learning. It can be viewed as the hard drive of the individual where information and
experience are stored. Kim (1993:39) and Postman (1976:24) make a distinction between leaming and
memory, because memory is a function of that which the learner actually remembers. Acquired
knowledge is seen as memory, where memory is the retention of that which has been learned. Meier
(1985:22) takes the analysis further by refening to assembly line thinking as training and not learning,
because active memory is of no importance. Action is determined by practised behaviour, and not by
memory. Opposed to this is linear thinking where action is a function of active memory - individuals
are allowed to think. Moorman and Miner (1998: 701) indicate that there are currently active efforts to
improve learning methods in order to enhance memory.

From own experience as facilitator, lecturer, tutor and people developer, the author knows that
terminology concerning learning is extremely confusing to managers. It is therefore essential to
establish a common frame of reference when interviewing and questioning managers on issues relating
to learning. The following questions have proven useful to determine the meaning that managers attach
to terminology related to learning. Meaning and understanding must be framed, given the contextual
response on each question. The questions are:
~ describe the term education;
. who is responsible for education in your organisation;
- what role does management play in education within your organisation;
~ what is the impact of education in your organisation;
- describe the term training;
~ who is responsible for training in your organisation;
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what role does management play in training within your organisation;
what is the impact of traíning in your organisation;
describe the term development
who is responsible for development in your organisation;
what role does management play in development within your organisation;
what is the impact of development in your organisation;
describe the term learníng;
who is responsíble for learning in your organisation;
what role does management play in learning within your organisation;
what is the impact of learning in your organisation; and
what role does memory play in learning?

The terms central to adult learning have been defined and framed in section two. Section three will
serve to enhance the meaning of these terms further by looking at adult learning theories, learner
internalisation and learner participation. Problem-based learning, why learning fails and evaluating
adult learning will conclude section four and is included because of the value and understanding that it
adds to the learning theories and the terms discussed.

4.3 ADULT LEARNING THEORIES

As senior lecturer in a paramilitary organisation, the author was in a constant battle of words over how
development should be executed. The South African Police Service is caught in a paradigm of training;
learning does not feature high in the corporate philosophy. Within the organisation the debate
concerning training methodology is more often than not purely theoretical with little application value.
In this section theory is presented in a manner that enhances dialogue rather than debate, and at the
same time provides a frame of reference from where change management and organisational learning
can be assessed. In order to achieve this Zinn's approach to overcoming the problem of saying one
thing and doing something else is of value (1991:42-45). He suggests that any theoretical analysis
should in the first place provide a foundation for judgement. Secondly, there should be a separation of
issues that are worthwhile and those that are trivial. Thirdly, use must be made of an approach or
method of critical thinking. Fourthly, there should be an enhancement of vision and personal meaning,
and in the fifth case there should be assistance in preventing cognitive dissonance. In the sixth case -
and with specific reference to learning - provision must be made for insight into teaching relationships,
and in the seventh example explanations relating to the work and training should be provided. In the
final instance, any theory must help with the ability of evaluators to ask better questions and must also
help both critics and supporters ofa specific theory to become more self-directed.

In order to enhance dialogue, this section focuses on what different theories suggest as far as learner
internalisation, leamer participation, problem-based learning, learning failure and the evaluation of
adult learning are concerned. Kramlinger and Huberty (1990:42) indicate that three approaches to
learning are relevant in all adult learning theories:
- behaviourism - theories based on reinforcement and reward of desired behaviour;
- humanism - theories dominated by ideas about reflection on personal experience as a learning

technique; and
- cognitivism - seen as an academic approach where learning occurs through logically presented

information.
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To fully expound the difference between the above three approaches and their value for adult learning,
the emphasis will move to learner internalisation ín paragraph 4.3.1 and learner participation in
paragraph 4.3.2.

4.3.1 LEARNER INTERNALISATION

In order to analyse the theory concerning learner internalisation, there needs to be a clear definition of
the concept of learner internalisation. Learner internalisation is closely linked to memory (see
paragraph 4.2.5.2), which is that what the learner can remember from previous learning. Tobin's four
stages of learning (1993:156-161) are valuable in order to further understand the concept of learner
internalisation. The value is two-fold and lies in the fact that the content of that which is remembered,
is called ~visdom. This links the learning process to value added memory or wisdom and the fact that
learning is viewed as a transformational process. The process starts with data gathering against set
learning objectives, followed by the transformation of data into information. Information is then
converted into knowledge, which in turn generates wisdom. Kruger and Muller (1995) as well as
Klietsch (1989) indicate that if the original learning objective was aimed at the levels of knowledge,
insight and application of the learner's wisdom, internalisation is optimised.

Johnson and Johnson ( 1991) assert that experiential learning is the key to learner internalisation. They
base their assertion on the fact that experiential learning accommodates attitudes," values and
perceptions in an attempt to change behaviour and is based on the believe that self-discovery is
essential in learning. They further explain that learning is more effective if active, cognitive-based and
use information in order to come to new understandings. They provide balance in their theory by
pointing to the fact that it takes more than experience to generate knowledge and that change will be
short-lived if not reinforced by a change in attitude, values and perceptions. In their theory they also
indicate the importance of a supportive environment and that internalisation is easier in groups than
individually.

Meier (1985) holds that Jlows in thinking enhance internalisation. He sustains the view that all
individuals learn best when presented with a uniform learning experience and that competition fosters
learning. His theory is based on the assumption that only rational and analytical mind states enable
learning and that the aim of teaching should be to impart a piece of knowledge to a learner. The
comparison of Meier's theory to that of Johnson and Johnson points to the classic difference between
leaming and training or andragogy and pedagogy (see paragraphs 4.2.3, 4.2.4 and 4.2.5). Both theories
however hold value in as far as learner intemalisation is concerned. The value of Meier's approach is
that it acknowledges the fact that internalisation can only take place if one can get the leamer to think.
The value of Johnson and Johnson's theory lies in how they view the act of challenging the learner to
think - drawing on experiences personal to the leamer. If one integrates this with the ideas surrounding
memory, wisdom and the use of information, it can be concluded that learner intemalisation will be
optimal if one can get the learner to think about injormation relevant to his frame of reference or
experience. This can only be achieved if there is learner participation. Therefore the focus in paragraph
4.3.2 will be on theories concerning learner participation and how they link with learner internalisation.
The central question that should thus be asked of managers is through which process learning impacts
and contributes to a change in behaviour of individuals.
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4.3.2 LEARNER PARTICIPATION

Newstrom and Lengnick-Hall (1991:43-44) pose that learner internalisation will be optimal if the
learning process can adapt to the different needs of learners and also involves the learner in the whole
learning process. This implies involvement not only in the learning process in the narrow sense of
actual learning, but also in the broad sense that includes planning and evaluation. Handy (1990:57-63)
indicates that there must be active participation during the whole wheel of learning. This includes
starting with the questioning of the core problem, developing theories and models, to address the
problem and testing the theories and models as well as reflection on the test results. Participation at all
levels will help to mould behaviour (Davies 1996:35). Robinson (1994:146-147) and Fenton (1995:22-
23) see participation as an accommodation of individual forces and organisational forces. The first is
the need of the learner to be part of his or her education, personal growth, needs, goals and social role,
and the latter the organisation's role to create an institutional climate, structure and organisational goals
for learning.

It can be concluded that participation will not only enhance internalisation, but will also increase
learner motivation if correctly managed. Internalisation will be improved because the individual is
involved during all the stages and can therefore add contextual value to the learning process.
Motivation will be higher because the individual's learning needs are accommodated into the
organisation's needs through organisational forces at play. Dialogue, as a process whereby people learn
to think together, not just in the sense of analysing a shared problem or creating shared knowledge but
in the sense of occupying a collective sensibility, is harnessed if participation is coherent.

In order to determine the comprehension of managers conceming learner participation the following
questions can be asked:
~ what should the involvement of learners be in setting learning objectives; and
~ what does you organisation do to enhance learner participation in the learning process?
One theory concerning adult learning, which accommodates both learner intemalisation and
participation, is problem-based leaming or solution-based learning (Cheren 1990:275). This will be
discussed in paragraph 4.3.3.

4.3.3 PROBLEM-BASED LEARNING

Gijselaers (1996:13-17) defines problem-based learning as "... a process in which the learner actively
constructs knowledge". He bases the definition of problem-based learning on three fundamental
principles:
~ learning is a constructive not a receptive process;
. knowing about knowing (metacognition) affects learning and self-monitoring skills; and
~ social and contextual factors influence learning.
These fundamental princíples are further explained by Barrows (1996:6-7) when he points to the
characteristics of problem-based learning. Both the principles and characteristics are presented in a
checklist format in order to facilitate comparison with the basic ideas that have been presented and
conclusions formed concerning learner internalisation (see paragraph 4.3.1) and learner participation
(see paragraph 4.3.2). These characteristics are:
~ learning is learner-centred;
~ learning occurs best in small groups; ~
. lecturers are facilitators or guides;
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- problems form the stimulus for learning;
~ problems are the vehicle for the development of clinical problem-solving skills; and
- new knowledge is acquired through self-directed learning.
Against this background one can add that problem-based learning is an educational philosophy that
accommodates multi-disciplinary integration and assumes that knowledge is not static, but dynamic
(Gijselaers 1995:39-4 l). Meier (1985:23) refers to this as geodesic learningor learning where there are
many paths to learning something.

Problem-based learning is an adult learning theory concerning memory, wisdom and the use of
information relevant to the learning process and it suggests how to get the learners to think about
information relevant to their frame of reference or experience. This is achieved by making the learner
responsible for his or her own learning with extremely high learner participation. Motivation is high
because the individual's learning needs are addressed and dialogue is harnessed because of coherent
group participation. This sound almost too good to be true, if adult learning is so simple why then does
leaming fail? In paragraph 4.3.4 possible reasons for the failure of adult learning are proposed and
critically evaluated against the background of the content presented concerning problem-based
learning, learner internalisation and learner participation.

4.3.4 WHY LEARNING FAILS

Why does learning fail? Klietsch (1989:53) provides a useful classification of possible reasons why
learning fails. His approach is however generalistic and of little value if not further explained and
enhanced with and by examples. He suggests three reasons why learning fails. The first is social order
dynamics, the second is linked to learning objecttves and the third to the personification of training.

4.3.4.1 SOCIAL ORDER DYNAMICS

Rothwell and Sredl (1992:167) view the following as social order dynamics or factors that influence
individual performance pertaining to learning. First, there is the individual self, followed by the role
that the individual plays in society and in the organisation. The latter is again influenced by dominant
coalitions, work groups, organisational processes, organisational structures, friendships and training
groups. tnteraction in and between any of these factors might influence learning and cause it to fail.
Garavan (1996:20-25) suggests that training fails because it does not recognise different cultures and
because of the emphasis that it places on evaluation against a single universal norm. There are few if
any strategic and structural linkages in such universal learning processes. Stata (1989:70) indicates
poor communication and weak teamwork. Questions to be posed to managers on this issue are closely
related the whole debate of one best way, and are:
. what is the influence oforganisational structure on the learning process;
~ what is the influence ofgroup selection on the leaming process;
. what is the influence ofculture on the learning process; and
~ what is the influence ofdiversity on the learning process?
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4.3.4.2 LEARNING OBJECTIVES

A lack off, unclear or subjective leaming objectives cause learning to fail ( Malan and Du Toit 1991:42-
44). The explanation for this is linked to the fact that adults find it virtually impossible to learn if they
can not see the value of that which is to be leamed. Learning objectives are cardinal in providing such
value and direction. Sims and Lorenzi (1992:44-52) point out that learning objectives help to reinforce
leaming in a positive sense if they are clear, and in a negative sense if unclear. Tobin (1993:162-166)
and Stata ( 1989:70) also state that if there are no or unclear learning objectives, the learning focus will
be non-specific and without context. The pivotal question here is thus whether or not individuals in the
learning process understand the reason and need for learning to take place.

4.3.4.3 PERSONIFICATION OF TRAINING

Training is per definition not personified, and because of this, it has been argued in section two that the
focus should be on development and learning. Rothwell and Sredl (1992:167) however realise that
there is a tendency to fall back onto training whenever learning has failed and as such they see
personification of training as a reason why traíning fails. Personification is only possible in a learning
process and it is thus a contradiction in terms if one refers to the personification of training. Garavan
(1996:20-25) sees the incompetence of line managers to personalise training as a reason why leaming
fails, as well as the fact that training is more often than not at the cutting edge of modern-day
technology. Tobin (1993:162-166) sees a lack of access to resources, a lack of permission to leam and
a lack of permission to apply that which has been learned, as the three main reasons for the failure in
leaming. Malan and Du Toit (1991:42-44) pose that personification and thereby learning is impossible
if the level ofcompetence (outcome) after a specific learning intervention is unclear.

It can be concluded that learning in general fails because of a lack of contextualisation and
personification. That implies incomprehensible learning objectives. This happens because there is still a
tendency towards training rather than learning. Determining whether learning has failed, can only be
done objectively once adult learning has been evaluated. How to evaluate adult learning is the focal
point of paragraph 4.3.5.

4.3.5 EVALUATING ADULT LEARNING

Carlisle and Henrie (1993:47-51) suggest the use of an organisational impact grid to evaluate adult
learning given its context, impact and results. Kim (1993:46) states that evaluation should focus on
incomplete learning cycles because, if the learning cycle is incomplete, codification and therefore
learning, does not take place. King and Roth (1983:287) submit that evaluation should focus on the
impact of learning - return on investment for both the individual and organisation. Evaluation must
look at efficiency (doing things concerning learning right) and effectiveness (learning the right things).
Rothwell and Sredl (1992:224) provide a useful overview of the pressure that is currently starting to
develop in the field of human resource management and that will in future definitely influence human
resource management evaluation. These forces will also influence the evaluation of adult learning,
because adult leaming fall under human resource development, which is in turn part of human resource
management. In the first case it is directed towards an íncreasing burden on the capacity to measure
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performance, and this in turn comes from the premise that you cannot manage what you cannot
measure. The second force is an increased load on the evaluation of adult learning to demonstrate the
value to and impact of leaming on the organisation. The third force has to do with measuring the ability
to cope with accelerated change in an uncertain and diverse environment. Learning programmes will in
the fourth instance have to deal with the force of having to prove that they generate a higher level of
judgement and flexibility amongst learners and, in the fifth instance, increase the individual's ability to
function in systems. In the last instance evaluation of adult learning should keep in mind the role of
globalisation and the change from loyalty towards ihe organisation to merit as a perfonnance indicator.

Brethower and Rummer (1976:196-204) make an interesting observation when it comes to the
evaluation of learning. They submit that most people do not agree on the what or even the why of
evaluation, so how can they agree on the how? They propose a general systems model of evaluation in
order to overcome this. Evaluation must, according to them as well as Buckley and Caple (1990:46-53),
focus on and evaluate the eight areas of the learning process. These areas include:
- inputs from both the trainers and trainees;
. processing of the actual content and method of transformation of the learning content;
. the outputs (the result of the intervention);
. how leamers are received into the system after the learning intervention;
- the mission or stated goal of the receiving system and how learning links to it;
~ evaluation of accomplishment of the learning objectives;
. quality and quantity of the outputs; and
~ feedback from all the parties involved in the learning process.
According to Price (1997:27), there are measurement indicators that can be used to enhance evaluation
of adult learning and which slot into the general systems model of evaluation. First, there needs to be
an understanding of and an encouragement of others, being careful not to manipulate. Secondly, there
must be an emphasis on the development of self-worth and ownership, building trust and respect. It
might seem that these indicators are a far cry from the actual evaluation of adult learning, but it has
value in as far as it says something about the attitude that any evaluator should have. Sims and Lorenzi
(1992:36) declare that one should look at behaviour when evaluating adult learning; having an open
attitude is therefore important. Behaviour after a leaming intervention should be observed, measured
and described.

Adult learning can be evaluated. How it is done, is a function of personal preference and methodology.
The author suggests a comprehensive evaluating system that evaluates the whole learning process from
initiation to the outcomes of learning. The systems evaluation model does lend itself for use, given this
suggestion, and is sound as far as methodology is concerned. Personal preference can be made more
objective by constantly keeping the idea of return on investment for both the learner and the
organisation in mind whilst evaluating learners, trainers and organisational parts.

Three questions can be put to managers in order to detennine their focus as far as the issue of
evaluation of adult learning is concerned:
~ do your organisation evaluate the results of a learning intervention;
~ how do your organisation evaluate the results ofa learning intervention; and
- are the results of the above-mentioned evaluation used to improve future leaming interventions?

4.4 CHANGE AND ADULT LEARNING

81



In chapter two change was defined as a highly complex process of moving from one point of flux to
anoiher state of being that is uncertain at the start of the change process. It has also been suggested that
learning should play a central role in dealing with change. "Education has as a central focus an intent
to ejfect change - whether that change be an increase in knowledge, the acquisition or improvement of
a skill, or a change in the attitude or behaviour" ( Zinn 1991:41). Leaming can thus not only facilitate
change, but can also create change (McCall, Lombardo and Morrison 1988:131).

What is expected of learning in the change process? At the very least learning should help the
individual deal with feelings of anger, sadness, excitement and being scared (Mink, Owen and Mink
1993:136). In the most extreme it must anticipate and even initiate change. Between these extremes
there lies a whole array of roles and functions that learning has to provide for in order to help change
succeed. Mink, Owen and Mink (1993:210-212) point out that an essential ingredient to success in
organisational, group, and individual change is responsiveness. Responsiveness to change stimuli refers
to the capacity of the organisation, group and~or individual's ability to receive knowledge and
internalise it within the context of change - in short, learn. Knowles (1990:99) maintains that the
quality of learning within the change process is a function of the total environment. Human (1991:99)
declares that the perceptual lenses of personal beliefs and attitudes (which can be influenced through
learning) influence the environment.

Change is responsive to leaming if learning initiates the change - learning consequently fulfils the role
of change agent. Learning can however also be a response to change. This dualism poses a rhetoric
question: what determines the direction of learning within the change process? Zinn (1991:41) states
that the direction of leaming and education is determined by the needs for both the individual and the
larger society, which is often the need to respond to change. Kramlinger and Huberty (1990:45) are
more systematic in their explanation and ascribe the four learning styles as directional vehicles of
learning in change. The first is purely theoretical and is determined by that which must change. The
second sees the direction of learning as a pragmatic response to how change must be dealt with. The
third is reflective in nature and deals with the reasons behind the change and therefore learning. The
fourth leaming style is the activist style or the attitude of just do it. Gooler (1990:308-317) holds that
technology is the biggest link between change and the direction of learning. Learning is supposed to
facilitate the accessing of technological sources, thereby helping to organise information about
technology and providing the skill to deal with technology. Learning should, according to Jentz and
Wofford (1979:6-10), develop the ability of the individual to critically examine practice and
assumptions. It must enable the learner to make sense of change and must help the individual to
translate it into new behaviour and become proactive as far as change is concerned.

A discussion of change and adult learning will not be complete without examining the role of trainers
(the role of top management is discussed in paragraph 4.6.2). McCall, Lombardo and Morrison
(1988:155) explain the role of trainers as four-fold. In the first instance trainers must explain the why
behind learning and how it links with and will help in dealing with change. Secondly, trainers must
balance the need to learn and the need to change by not putting too much pressure on learners. Thirdly,
trainers must provide feedback concerning progress as well as an interpretation of change, and finally,
trainers must provide opportunities for growth by encouraging people. According to Sims and Lorenzi
(1992:141) it must be remembered that trainers must facilitate interaction on three levels: personal,
group and environmental. Rothwell and Sredl (1992:161) point out that managers and trainers must be
change agents and initiators of learning. Sims and Lorenzi add to this when they say "In the decade of
the 1990's we are moving from managing control to leadership ojacceleratedchange " (1992: l 1).
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Change and learning are two sides of the same coin. Learning can often lead to change, but can also be
a tool to survive change. This leads to a unique dualism where change and learning become a function
of each other. Which was first: the chicken or the egg? It is a relevant question when it comes to
explaining the interaction between change and leaming. Both learning and change can be directional
for each other and they rely on active support from managers and trainers alike. Introducing trainers
and managers into the learning equation creates the question of how organisations (represented by
managers and trainers) cope with adult learning. In section five the focus will shift to the leaming
organisation, organisational learning and adult learning, thus linking the content of chapter five with
this chapter and answering the question of how organisational and adult learning interface.

4.5 THE LEARNING ORGANISATION, ORGANISATIONAL
LEARNING AND ADULT LEARNING

Kim points out that various theories on organisational learning are merely an adaptation of individual
learning theories, "Clearly, an organization learns through its individual members and, therefore is
ajfected directly or indirectly by individual learning" (1993:42). Opposing Kim, Stata (1989:64) says
that organisational learning entails new insights and modified behaviour that are different from
individual learning. According to Stata, organisational leaming takes place through shared insight and
is thus only as fast as the slowest link in the organisation (1989:66). He further holds that change is
blocked if not everybody ( all major decision-makers) learns at the same time and therefore builds on
past knowledge, i.e. memory. According to him, organisational memory depends on institutional
mechanisms such as policies and organisational strategies, and not on individuals. Given the content of
chapter three and the theories of adult learning in section three of this chapter, this statement by Stata
will be critically analysed. The analysis will be done by looking at some models of organisational
learning, the OADI model of organisational learning and why organisational learning fails.

4.5.1 MODELS OF ORGANISATIONAL LEARNING

This paragraph is not a comprehensive summary of organisational learning models, but a selective
summary in order to analyse the relationship between organisational learning and adult learning. The
learning organisation, as described in chapter three, as far as concepts, theory and applicability are
concemed, has direct links to this paragraph. The learning organisation is more than just theory and
concepts; it holds value as far as applicability and adult learning are concerned. Novices, pioneers and
old-timers need to understand the basics concepts concerning the learning organisation. The basic
concepts are as follows: learning, learning together and seeing the world in different colours not only in
black and white. There needs to be comprehension of the fact that systems (see section three in chapter
three) are the glue that keep things together and give perspective to the learning organisation.

Whiteley ( 1991:105) asks the question whether individuals and organisations should learn. According
to him, if both the individual and the organisation do not know what to do, it is a learning problem for
both. He thereby links individual and organisational learning. If the vision of the organisation is
unclear, Whiteley regards it as an individual training problem not linked to organisational learning,
because the individual wi11 not be directed by the vision in hislher learning process. He also points out
that if individuals lack skills, it is an individual and not an organisational learning challenge. According
to him, typical organisational problems are resource-related and have to do with the motivation of
individuals. Whiteley seems to support the notion that organisational and adult learning is separate
from each other with little or no correlation. March and Olsen (1975:147-167) view organisational
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learning as a synergetic summation of individual learning, organisational action or audience learning
and super-situational or environmental response learning. They therefore see learning as taking place
under ambiguity and at various levels of the organisation at the same time. Learning forms one big
circle with constant interaction between individual, organisational and environmental learning.
Environmental-driven learning is typical in an open organisation where not only the individual and the
organisation learn from the environment, but the environment also responds to individuals and
organisations. Daft and Weick ( 1984:286) see these environmental drivers as scanning or data
collection, interpretation and adding meaning to data and consequently organisational and individual
learning. March and Olson (1975) perceive adult learning and organisational learning to be separate
processes (just like Whiteley), but develop their line of thought to include the close link that is,
according to them, present between the two.

It is obvious that the missing link between organisational learning and individual learning is difficult to
define if there is a perception of either too rigid separation or too full integration between the two. To
identify an explicit process through which individual learning is retained by the organisation even if the
individual leaves is difficult. It can however be done if organisational learning is seen as contextual
learning between individual and environmental influences. The OADI model is an attempt by Kim
(1993:37-50) to do just this. He introduced this model in his article "The Link behveen Individual and
OrganisationalLearning ".

4.5.2 THE OADI MODEL

Kim built on Senge's model of the learning organisation (see chapter three) to develop the OADI
(Observe, Assess, Design and Implement) model. According to Senge (1990:14) the learning
organisation is "... an organization that is continually expanding its capacity to create its future. " He
places an emphasis on the learning organisation as a "... tool not just for the evolution of
organizations, but for the evolution oj intelligence ". Here evolution is directly linked to constant
change (Senge 1990:367). According to Senge (1990:374), the ability to comprehend and practice the
concepts that form the basis of the learning organisation will empower individuals and managers to
learn for the purposes of managing change. Kim (1993:37) points out that the acronym OAD! stands for
the interaction between Observe, Assess, Design and Implement as far as individual and organisational
learning is concerned. Observe and implement form the operational part of the model, as opposed to
assess and design, which form the conceptual part of the model. Only learning individuals can execute
conceptual actions (assess and design) whereas any individual can execute operational actions (observe
and implement) in a motorised manner. According to Kim the link between individual learning and
organisational learning lies in:
. the importance of inental models or frameworks and routines that influence learning and

determine how learning takes place (see paragraph 3.4.2 in chapter three). Senge (1990:8)
defines mental models as "... deeply ingrained assumptions, generalisations or even pictures
or images that inJluence how we understand the ivorld and how we take action ". Ballé
(1994:21) states that mental models are also theories concerning images, mindsets and theory-
in-use. Organisations learn through the mental models of individuals;

. the importance of shared mental models. Mental models are relevant as both individual and
organisational generalisations and impact on the organisation because of these generalisations.
Organisational memory generated under the same mental models as that of the individual, will
remain as, memory in the organisation. This will hold true even if the individual leaves the
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organisation, because the generating force of the learning or mental model remains and thus
makes organisational memory useful; and

. interaction with the environment. Both individuals and organisations are constantly interacting
with their environment and respond accordingly. McCall, Lombardo and Morrison (1988:1159-
160) contend that learning organisations where the concept of interaction between all its parts
and the environment is practised, will feature a strong corporate identity and a willingness to
take risks. It will also foster a supportive culture and will tend to pool corporate resources for
the sake of learning and managing change. They see the above as a prerequisite for successful
organisational learning. Learning individuals also enhance a corporate family culture of
learning (Trompenaars and Hampden-Turner 1997:163).

1t can thus be concluded that individual and organisational learning are closely related, but separate
processes. Individual learning is a life-long question-driven process where individuals gain new
knowledge and insight through studying, transformation of experiences and the accommodation of
mental concepts that stimulate the assimilation and modification of their behaviour and actions.
Organisational learning is an enabling term. It enables the organisation to have an outward direction,
and to develop leaming, given future possibilities, and it has a long-term vision for the organisation.
Individual leaming will enhance organisational learning and organisational learning will enhance
individual learning. Individual learning can however take place without organisational learning. It is
doubtful if organisational learning can take place without at least some level of individual learning. It
should however be kept in mind that organisations are a combination of individuals and not all
individuals need to be learning-orientated for organisational learning to take place. In paragraph 4.5.3
reasons for organisational learning failure are put under the magnifying glass.

4.5.3 WHY ORGANISATIONAL LEARNING FAILS

The natural response will be to claim that organisational learning fails because of learning disabilities
andlor the absence of a shared mental model concerning leaming between individuals and the
organisation. This is in line with the OADI model as presented in paragraph 4.5.2, but there are
additional reasons why organisational learning fails. Closely linked to the idea of inental models as a
reason for failure is what Newstrom and Lengnick-Hall (1991:45) present as paradigm rigidity which is
a by-product of pedagogy. It occurs where trainers and managers are so set in their pedagogic ways that
they become rigidly stuck in outdated learning (training) approaches. Hofstede (1991:66) points out
that organisational learning fails because training packages have been developed based almost
exclusively on one cultural assumption. Malan and Du Toit (1991:40) ascribe the failure of learning or
the inability of managers and trainers to conciliate the theory of a learning organisation with the reality
of practice. T1~is can be attributed to the lack of a coherent training and overall corporate strategy to
induce organisational learning (Buckley and Caple 1990:2).

If there is a corporate strategy, the reason for failure can often be found within the implementation of
that strategy. This is because of a difference between the strategy and the actual implementation of that
strategy (Drucker 1980:133). Mink, Owen and Mink (1993:130) associate failure purely with a lack of
support from top management. MintZberg (1989:337) is of the opinion that the tremendous pressure on
managers to be superficial, facilitates organisational learning failure and because success is not
measured against whether or not personal and organisational mental model integration took place. He
also says that organisations tend to over organise and thus stifle creativity and initiative, characteristics
that favour organisational leaming.
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Adonisi (1991:29) blames the failure of organisational learning solely on training practitioners.
According to him they are not involved in strategic planning and fail to be informed about value chains
(links that explain how organisations adapt to individual mental models). They are also, according to
Adonisi, delineated from the competencies needed to facilitate development, learning and change, and
training programmes do not foster organisational synergy. Tobin (1993:166-167) blames the lack of an
environment conducive to learning as a reason for organisational learning failure. According to him
leadership, a managerial focus on organísational literacy and the building of sustained and effective
learning teams create a learning environment. Kim (1993:46) points to incomplete learning cycles as a
reason for failure in organisational leatning. He describes three learning situations that negatively affect
org an i sati on al I earn i n g:
~ situational learning (i.e. learning which does not impact on mental models because

contextualisation never took place);
~ fragmented learning (i.e. leaming where there is no link between individual mental models and

organisational mental models); and
. opportunistic leaming (i.e. learning which take place in times of change and which forces the

individual to learn outside the frame ofreference provided by the organisational mental model).

It is important to point out that learning disabilities (see chapter three, section five) in general do not
cause organisational learning to fail. It prevents an organisation from becoming a learning organisation
which only helps to set the scene for organisational learning. A secondary spin-off from the learning
disabilities might be to cause learning to fail. This paragraph focuses on issues that primarily cause
organisational learning to fail. The abovementioned grounds for organisational learning failure can be
summarised under three headings. First, factors that can be linked to management, their commitment,
attitude and ability to manage both change and learning (see chapter two, section six as well as section
six of this chapter). Secondly, there are factors that can be linked to trainers and their inability to
become process facilitators and leamers themselves. Finally general environmental factors can be
blamed as reasons why organisational leaming fail. This includes all factors that are extemal to the
organisation and which do not fall within the sphere of influence of individuals, managers or trainers
within the organisation. It can also be concluded that individual learning and organisational learning
are not the same thing, although they are closely linked. Organisational learning and individual learning
have an interchanging effect on each other through shared mental models. The difference between the
two can be seen by comparing reasons for organisational leaming to fail (managerial factors, trainers
and general environmental factors) with reasons why individual learning fails (social order dynamics,
learning objectives and personification of training, see paragraph 4.3.4). In section six the emphasis
will move to the role of top management in learning, looking at both managers as learners and
managers as supporters of leaming. As indicated in this section, management has a central role to play
in the success of organisational learning. Miles (1978:555), for example, equates organisatíonal
learning with the actions of a group of individuals such as top management.

Questions relevant to the issue of why organisational leaming fails, should be linked to three variables.
The first variable relates to the support of management conceming individual as well as organisational
learning. The secondly question concerns the ability of facilitators to facilitate individual and
organisational learning and, finally, one needs to look at environmental factors that might inhibit
organisational learning. Section 4.6 will focus on one of these variables and will therefore look at the
role of top management in andragogics.

86



4.6 THE ROLE OF TOP MANAGEI~IENT IN ANDRAGOGICS

"Clearly, there is no shortage of bad theory in our field " - an interesting comment by Mintzberg
(1989:87) on the role of top management. To discuss the role of top management in andragogics is not
easy, but was achieved by looking at it from two different perspectives. First, one needs to look at the
role of top manager as learners and secondly, one needs to examine their role as supporters of learning.
Managers are only human and this approach was chosen to emphasise that fact. Combining these two
perspectives will help to create a situation in which the words of Jentz and Wofford (1979:4)
concerning the central experience of managers might become true "... coming to recognize and use the
experience ofnot knowing as a resource rather than a liability ".

4.6.1 TOP MANAGEMENT AS LEARNERS

The father of andragogics, Malcolm Knowles, developed the science of andragogics so that it could be
used in management development. He attempted to place the emphasis on adult leaming, compared to
training that (up until the early 1970s) was seen as the only way to develop managers. Laferla
(1998:25-27) points out that managers exposed to training fail to hamess their own potential and that of
their subordinates because they fail to learn and develop when exposed to training. He also indicates
that "Contrary to popular belief, most managers do not fail because they lack financial acumen,
marketing knowledge or management skills. ... the most common reason for management failure is an
excessive ego drive characterisedby misplaced ambition that is narcissistic and selfserving ".

Brand (1997:30) holds the view that managers who want to succeed must be development-orientated.
They must:
~ be really committed to a personal development programme;
. foster and develop a culture of learning, not only for themselves but throughout their

organisation; and
~ continuously review their development needs.
Sims and Lorenzi ( 1992:148) declare that this is impossible in traditional training systems because
there is no change in attitudes, just a forced change in behaviour because of practised behaviour
reinforced through training. They suggest a goal directed development programme for top managers,
which is based on observation of one's self through role-play. Self-observation and reflection will
enforce a change in attitude, which will enhance a modification of behaviour. Social reinforcement and
the fact that learning goals have been reached will serve as secondary reinforcers. The author is ofthe
opinion that such an approach will lead to what Bandura ( 1986:168) calls self-eJ~cacy, which is defined
as "... a set of beliefs about one's own ability to organize and execute courses of action required to
attain designated types ofperformance ". Two aspects are of importance for top managers as learners.
First, they must believe in themselves, and secondly, their personal belief must be realistic, given the
manager's ability, level of empowerment and level of personal mastery. Charoux (1990:108) sees this
as the opposite of sheer incompetence. Mintzberg (1989:81-83) is of the opinion that the criteria for
formal learning programmes, at top management 1eve1, should be two-fold. This will enhance the idea
behind self-efficacy. The first criterion is self-selection, and the second criteria should be the hard
numbers of performance, which should include the manager's track record as far as [he support of
learning is concerned. Managers are not only learners, but they also have an important role to play in
support of learning in the organisation. When it comes to learning, they therefore have a dual role.
First, they should be committed to their own learning, and secondly they must actively support the
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leaming of all individuals in the organisation. If managers do not comply with these dual roles, they
have become redundant to the organisation.

4.6.2 TOP MANAGEMENT AS SUPPORTERS OF LEARNING

"Supporting learning is an important task in an organization striving to achieve a high level of
performance" (Mink, Owen and Mink 1993:130). This statement by Mink, Owen and Mink is
supported by empirical research by McCall, Lombardo and Morrison (1988:125) who subscribe to the
importance of the boss in supporting learning. Mintzberg ( 1983:4) points to the importance of the
power that top managers have in supporting learning when he says "Power is def:ned . .. as the
capacity to eJfect (or affect) organizational outcomes ". Culler (1996:20) stresses that, for any
programme to be successful, top managers must participate in and support the programme. What form
managerial support should take, differs in intensity and content. Hofstede (1980:94-99) sees the
intensity of management involvement as a battle between the two forces of status ( in the organisation)
versus overall equality (between members of the organisation).

Before focusing on what top management can do to support learning, one should consider the status
quo concerning support of leaming in most organisations. Garavan (1996:18) holds that top managers
in general are:
~ not systematically supporting development;
~ too busy for any form of human resource development;
~ regardlearning as a luxury;
~ regardlearning as a cost with little or no return on investment;
~ unaware of learning because it is not marketed by trainers; and
~ consider training to be focused on the bottom end of management with little or no emphasis on

top management development.
These traditional views can be examined by asking questions directly related to each one of the
outlooks. For example, managers can be asked how they support development. From their answer one
can determine ifsuch support is constant and systematic or just ad hoc.

Peam, Roderick and Mulrooney (1995:127-155) suggest nine ways through which top management can
support learning. First, learning contracts can be used to commit both learners and managers to the
learning process. Secondly, managers can become mentors to leamers. A third possible manner of
learning support can be through shadowing Jearning, where learners learn through shadowing
managers or colleagues. Fourthly, self-directed learning can be used to help individuals take the
initiative for their own development. In the fifth instance, managers can actively help individuals to
understand the process of development and learning. In the sixth instance, managers can support the
personal development plans of individuals. In the seventh instance, networks and learning communities
where mutual learning is fostered, can be developed. In the eighth instance, top management can
support leaming logs and the writing up of significant leaming experiences. Finally, learning
accomplishment audits can be used by top management to enhance placement and promotion of
personnel.

Charoux (1990:108) suggests coaching as a manner through which top management can support
learning. Coaching should only be used if the learner lacks knowledge, makes mistakes and needs
advice. Characteristics of coaching as top management intervention are that it should be subordinate-
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specific, performance-focused and informal. Management can also outsource learning in order to
ensure high quality and accelerated development (Maree 1998:18-20; Human 1991:220-230).

Top management has a decisive role to play in adult learning. Firstly, they need to realise tha[ they too
are learners and that two aspects will determine their success. On the one hand they will learn by their
own learning ability and on the other hand by the manager's ability to induce learning amongst the
individuals in the organisation. It is held that managerial success in the context of andragogics is a
function of the manager's ability to learn and his or her ability to support the learning of others. This
conclusion holds true for organisational learning and adult learning in all organisations, including
government organisations. Public organisations do however have some unique features when it
concems adult learning. These features will be discussed in section seven.

4.7 PUBLIC ORGANISATIONS AND ADULT LEARNING

McCall, Lombardo and Morrison (1988:149) summarise what happens if private sector management
fails, "We aren't worried about management development. We buy and sell companies. If
management's no good, tive sell it ". It is however not so easy when it comes to government
organisations, because there are legal, administrative and political restraints that prevent a purely
economic solution. Public organisations thus have a higher than average burden of increasing their
competitive advantage through learning and development programmes (Adonisi 1991:27-28). Public
organisations also have a high moral responsibility to address discrimination via development
programmes set at uplifting employee minorities~majorities and enhancing affirmative action (Brook
1991:80-84). McCall, Lombardo and Morrison (1988:154) also point out that government organisations
in general do not have a culture that support learning in any form.

Smith (1990:13-21) suggests that the uniqueness of government organisations lies in the context in
which it exists. The institutional context influences learning in as far as content of subject matter is
linked to its institutional context, which is in turn influenced by organisational culture. Against this
background Maree (1998:18-20) proposes outsourcing as an option to overcome strict organisational
culture and groupthink. Public organisations, must according to Maree, focus on ~vhatever its core
business is and out-source learning interventions. Outsourcing can help to break the predicament public
organisations often find themselves in: bridging the gap between management and personnel through
help management to focus on their core business ( that of management).

Cheren (1990:276) affirms that public organisations are stranded in training with a pedagogic approach
to learning, and that managers and trainers as well as learners will have to be retrained in the theory of
andragogy. He states that self-motivation should initiate the essence of public organisation learning.
This idea is further developed in paragraph 4.7.1, where training and learning in public organisations is
the focal point. So far, it can be concluded that public organisations do have some unique features that
might influence the general application of the concepts and theories that have been discussed so far- If
the premises of organisational learning hold peculiarities for certain public organisations, these
peculiarities will be dealt with in the normal flow of organisational adaptation and behavioural change.
Learning will thus help managers and individuals alike in dealing with the constraints of a public
organisation.

89



4.7.1 TRAINING VERSUS LEARNING

Imel (1991:393) points to the fact that public organisation training is disabling leamers by preparing
them for a future already past. Handy (1990:62-63) states that the attitude towards learning should not
be that of studying or training. It should focus on thinking and personal growth, something that can not
be tested in an exam but in the manner in which experience is applied in life. Developing leadership
ultimately relates to what a person does with his or her opportunities and abilities (McCall, Lombardo
and Morrison 1988:12 I). The question is whether or not this can be achieved in public organisations.
The answer to this debate lies in the difference between training and learning in a public organisation
(section two provides a full discussion regarding the difference between training and learning in
general).

The author suggests that public organisations should change their general attitude towards learning
from a pedagogics based training philosophy to adult learning and development. This suggestion is
based on a generalisation that all public organisations aze still fixed in a pedagogic mental model, a
generalisation, which the author realises, might be an oversimplification. The basics of this
generalisation however still hold true for the bulk of public organisations and are based on observations
made by Knowles, Imel and Cheren as well as personal experíence (in the South African context). Imel
(1991:395) states that public organisations are exposed to constant social, demographic and
technological changes, changes from which traditional training cannot prepare the leamer. Knowles
(1990:116) points to two variables that affect the learner. The first is the leamer's ability and the
second the complexity of the challenge. According to him, training is low in the accommodation of
both these variables. Learning and development are however high in accommodation of both variables
and can also adapt to a continuum on which different things change in complexity at different times.
Cheren (1990:273) agrees with Knowles and points out that learning can accommodate different
learning styles as well as pay attention to different priorities in distinct learners.

4.8 CONCLUSION

Andragogics: concepts, theory and applicability. What is the value of this chapter for the author,
managers and individuals as far as personal development and learning is concerned? Smith (1990)
indicates that there is value in learning about how to learn. Extending one's knowledge about the
processes linked to learning is self-empowering, generates thinking and develops character and mental
powers. This is achieved primarily through personal development (a process of growth to a higher level
of understanding as a result of tl-~e individual's ability to question and evaluate his own paradigms) and
learning (a life-long question-driven process where individuals gain new knowledge and insight
through studying, transformation of experiences and the accommodation of inental concepts which
stimulates the assimilation and modification of their behaviour). Andragogics - the art and science of
adult learning - is used to combine both development and learning through linear thinking where action
is a function of active memory and individuals are allowed to think. If one integrates this with memory,
wisdom and the use of injormation, it can be concluded that learner internalisation will be optimal if
one can get the learner to think about information relevant to his frame of reference or experience.
Participation will not only enhance intemalisation, but will also increase learner motivation. Problem-
based learning is one such adult learning theory that uses memory, wisdom and the use of information
and suggests a problem-based approach to get the learners to think about information relevant to their
frame of reference or experience. By doing this, it makes use of contextualisation and personification
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to enhance learning and guazantee success. Success can be evaluated through a system that evaluates
the whole leaming process from initiation to the outcomes of the learning process.

Change and leaming are two sides of the same coin. Learning can ofren lead to change, but can also be
a tool to anticipate and prepare for change and survive it. This leads to a unique dualism where change
and learning become a function of each other. Both learning and change can be directional for each
other and both rely on active support from managers and trainers alike in order to succeed. The
question then arises: how do individual and organisational learning link to each other, and is there any
value for the process of change management in establishing such a link? The link between
organisational leaming and individual learning is difficult to define if there is a perception of either too
rigid separation or too full integration between the two. It can be concluded that individual and
organisational leaming are closely related but separate processes with the main difference in the
respective reasons for failure.

Organisational leaming failure can be ascribed to three factors. First are the factors that can be linked to
trainers and their inability to become process facilitators and learners themselves. Secondly, general
environmental factors can be blamed as reasons why organisational leaming fails. Finally, factors exist
that can be linked to management: their commitment, attitude and ability to manage both change and
learning. Managers are not only learners, but they also have an important role to play in the support of
learning in the organisation. When it comes to learning, they therefore have a dual role: first, to be
committed to their own leaming, and secondly to actively support the leaming of all individuals in the
organisation. This also holds true for public organisation managers. Public organisations are stranded in
a pedagogic approach to learning and managers. Trainers as well as learners will have to be retrained
in the theory and practise of andragogy. It is suggested that public organisations should change their
general attitude towards learning from a pedagogics - based training philosophy to adult leaming and
development.

Given the concepts, theory and applicability concerning andragogics the following research questions
should be asked and answered:
~ how do top managers see education (see section 4.2 for more direct questions on this research

question);
~ how do top managers see training (see section 4.2 for more direct questions on this research

question);
. how do top managers see development (see section 4.2 for more direct questions on this

reseazch question);
~ how do top managers see learning (see section 4.2 for more direct questions on this research

question);
~ how do top managers see andragogics (see section 4.2 for more direct questions on issues

closely related to this research question);
. how do top managers see learnerparticipation (see paragraph 4.3.2 for more direct questions

on this research question);
~ what do top managers see as the reasons why learningjails (see paragraph 4.3.4 for more direct

questions on this research question);
~ how do top managers see evaluating adult learning (see paragraph 4.3.5 for more direct

questions on this reseazch question);
- how do top managers see the interaction between learning and change;
~ how do top managers see the interaction between individual learning and organisational

learning;
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- what do top managers see as reasons for organisational learning failure (see paragraph 4.5.3
for the variables that should be considered when answering this research question);

~ how do top managers see their role as Iearners; and
~ how do top managers see their role as supporters of learning (see paragraph 4.6.2 for more

direct questions on this research question)?
These research questions also have direct bearing on the examination of the following hypotheses:
HS The value of adult learning as a development approach in managing change and a learning

organisation depends on the ability ojtop management themselves to learn.
H6 The value of adult learning as a development approach in managing change and a learning

organisation depends on the ability ojtop management to support adult learning.

"Indeed in a rapidly changing worldfaced with severe global problems, the ability ojcitizens to learn
about the environment, poverty, hunger, peace, and other social issues is crucial. Most futurists agree

that any successful path to a positive humanfuture will require extraordinary changes in the
knowledge, understanding, attitudes, and behaviour ofpeople of all ages and in all walks of life."

Tough (1990:289)
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PART TWO

THEORETICAL CONTEXTUALISATION

"Nothing is morepowerful than an individual acting out of his conscience, thus helping to bring the
collective conscience to life. "
Norman Cousins ( 1915-1990)

SUMMARY OF PART TWO

Staying within the three broad principles of comprehensiveness, conciseness and contextualisation,
chapters two, three and four focused the present research on certain key performance areas when it
comes to the management of change within a learning organisation approach. Dealing with the
concepts, theory and applicability concerning the management of change, the learning organisation and
andragogics and the areas ofcommonality that they have (see figure 1.2).

Figure 1.2: Theoretical Contextualisation: Area of Commonality

Chapter Two:
"Management ofChange:

Concepts, Theory and
Applicability

Chapter Four:
"Andragogics:

Concepts, Theory and
Applicability"

Theory and Applicability
Organisation: Concepts,

Chapter Three:
"The Learning
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Diagram 1: Theoretical Contextualisation of this Dissertation
PROBLEht STATEI`1ENT

The purpose and scope of this research is to explain how top police managers in two different countries (the Netherlands
and South Africa) mana e or anisational change though or anisational learning as a mana ement of chan e a roach.

H1'POTHESES

H1 H2 HJ H4 HS H6
(Chapter 2) (Chapter 2) (Chapter 2) (Chapter 3) (Chapter 4) (Chapter 4)

The value oja The value oja The volue oja The value ojthe The value ofadult The value of aduh
monagemem oj management oJ monagement of learning leaming as a leaming as a

change change change in n public organisation as an development development
intervention in a intervention in a organisation opproaeh in approach in approaeh in

public publlc depends on the manoging change managing change managing change
organisation organisation ability ojtop depends on the and a learning and a learning

depends on the depends on the management to obility ojtop organisation organisation
ability ojtop ability ojtop fi7cilitate the management to depends on the depends on the

management to management to leorning manage learning ability of top ability of top
enhance provide a saje zone organisotion as a disnbilities. management management to

participation and joremployees, management oj themselves to support adult
personally supporr share injormation chnnRe appmach. leam. learning.

the ehange. and reward
success.

RI?SE:1IiCH OUESTIONS

CHAPTER 2

How do top managers see chonge, organisational management, organisationa! change, management oJ change,
personal transjormotion and ehangejorces?
How do top managers see personalresistance and organisntional resistance to change?
How do top rnanagers see personalresponses and organisational responses to ehange?
How do top managers see their role in the managernent ojchange in public organisations?
How do top managers see their role of the learning organisotion as a managen:ent ofchange technique?

CHAPTER 3

How do top managers see organisationol learning?
How do top managers see the concept of a learning organisation?
How do top managers see the laws ojthe fifth discipline and systems archerypes?
How do top managers see systems thinking and paradigms as part oja learning organisation?
How do top managers see persona! mostery, mental models, shared vision and team learning as part oja learning
organisation?
How do top managers see learning disobilities in an organisation?
How do top rnanacen see thr~ir r~rf~~ in helping an organisatfon become a learning organisation?
How do tup manngers see lem niii~ ;lisabilities in beeominl{ a learning organisation?-

CHAPTER 4

How do top managers see education, training, development, learning and andragogics?
How do top managers see learnerparticipation?
What do top managers regard as the reasons why learníngjails?
How do top managers see evaluating adult learning?
How do top managers see the inreraction between learning and change?
How do top managers see the interaction between individual lenrning and organisationallearning?
What do top managers regard as reasons for organisationa!learning? -
How do top managers view their role as learners and supporters ojlearning?
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The qualitative data gathered during the semi-structure interviews were combined with some further
data collected by means of an organisational diagnostical questionnaire included at the end of this
summary. The questionnaire dealt with fourteen learning disabilitieslissues (see also section 5.5). Every
learning disability was examined by making use of three questions. The questions were spread through
the 42-question questionnaire. As a general rule there was a direct relationship between the question
and the response provided - the higher the score, the more apparent the learning disability. There were
however some inverse relationship questions as welL The issues and the questions related to them are:
Support system issues
Questions 1, 15, 29 - all with an inverse relationship to support systems issues.
Accountability and responsibility issues
Questions 2, 16, 30.
Activity-based issues
Questions 3, 17, 31 - question 31 has an inverse relationship to activity-based issues.
Environmental issues
Questions 4, 18, 32 - questions 18 and 32 have an inverse relationship to environmental issues.
Training and development issues
Questions 5, 19, 33 - all with an inverse relationship to training and development issues.
Hierarchica! issues
Questions 6, 20, 34.
Change issues
Questions 7, 21, 35.
Management and management transparency issues
Questions 8, 22, 36 - question 36 has an inverse relationship to management and management
transparency issues.
Leadership issues
Questions 9, 23, 37 - question 37 has an inverse relationship to leadership issues.
Human resource management issues
Questions 10; 24; 38 - all with an inverse relationship to human resource management issues.
Control-elated issues
Questions 11,25,39 - question 39 has an inverse relationship to control-elated issues.
Participation, empowerment and shareddecision-making issues
Questions 12, 26, 40 - question 26 has an inverse relationship to participation, empowerment and
shared decision-making issues.
Injormation issues
Questions 13, 27, 41 - questions 27 and 41 have an inverse relationship to information issues.
Financial issues
Questions 14, 28, 42 - question 42 has an inverse relationship to financial issues.
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ORGANISATIONAL DIAGNOSTIC QUESTIONNAIRE

This organisational diagnostic questionnaire aims at gathering information concerning learning

dispositions in a learning organisation. As such, the information gathered will be used to indicate which

organisational aspects enhance organisational learning and which aspects impede such learning. The

questionnaire focuses on organisational elements and has no bearing on individuals - as such,

anonymity is fully guaranteed. The questionnaire consists of 42 short questions and focuses on the

respondent's opinion concerning certain organisational aspects. Because of this, there aze no wrong or

right answers. The questionnaire will take approximately 15 minutes to complete. The respondent is

asked to choose between seven possible responses to each question. To avoid any misunderstanding the

following question serves as an example.

Choose between the seven stated responses and indicate your choice by marking a X in the relevant [].

I strongly disagree [ 1] I agree to an extent [ 5]

I disagree [ 2] I agree [ 6]

I disagree to an extent [ 3] 1 strongly agree [ 7]

I have mixed feelings [ 4]

People are held accountable for their actions [I] [2] [3] [4] [5] [6] [~]

An apt response will be to form an opinion on the question and then mark the relevant [] which

corresponds with your opinion, with a X. For example:

People are held accountable for their actions [1] [2] [3] [4] [5] [6] [~]

Your honest effort is appreciated and feedback on the research results will be given to you in person.

The data gathered will be used in a comparative study on the Dutch police and the South Aftican Police

Service.
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ORGANISATIONAL DIAGNOSTIC QUESTIONNAIRE

Choose between the seven stated responses and indicate your choice by marking a X in the relevant [].

I strongly disagree [ 1 J
I disagree [ 2 J
I disagree to an extent [ 3]
I have mixed feelings [ 4]

1
In my opinion having an open door in the
police also implies having an open mind
2
In my opinion problems in the police can
always be left to someone else
3
In my opinion the police keep themselves
busy with senseless activities
4
In my opinion the police tend to focus all
their actions on singular, non-repetitive
events
5
In my opinion training courses in the
police represent the newest trends in
policing
6
In my opinion, the higher someone's
position in the police, the more rigid that
person becomes
7
In my opinion the police make use of
speeches, memos, newsletters and other
forms ofcommunication in order to create
the illusion that they are doing something
8
In my opinion police managers believe
that they know everything that is important
concerning policing
9
In my opinion the police believe that fast
decision-making is the mark of good
leadership
10
In my opinion the police have a supportive
human resource management component
in place

I agree to an extent [ 5]
I agree [ 6 ]
I strongly agree [ 7 ]

[1] [2] [3] [4] [5] [6l [~]

[1] [2] [3l [4] [Sl [6] [~]

[1] [2) [3] [4) [5] [6) [~]

[1] [2) [3) [4] [5) [6] [~]

[lJ [2] [3] [4) [Sl [6J [~]

[1] [2] [3] [4J [SJ [6l [~)

[lJ [2J [3J [4] [SJ [6J [~)

[lJ [2] [3] [4) [5) [6] [~]

[1] [2] [3J [4] [5] [6] [~]

[lJ [2J [3J [4] [SJ [6J [~J
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I strongly disagree [ 1 ]
I disagree [ 2 ]
I disagree to an extent [ 3]
I have mixed feelings [ 4]

11
In my opinion the police count
everything that can be counted
12
In my opinion the police make decisions
to reorganise and change policies in secret,
and impose them on people unexpectedly
13
In my opinion information concerning
management issues is hazd to come by
14
In my opinion organisational learning is
constrained by a lack offunds
15
In my opinion the police have systems in
place that provide guidance to its personnel
16
In my opinion, if things go wrong in the
police somebody~something outside the
police always gets blamed
17
In my opinion the police feel that they
must do something in every situation
18
In my opinion decisions are made after
broad consultation with all the relevant
stakeholders
19
In my opinion management
development courses in the police represent
the newest trends in management
20
In my opinion police managers insist
that people who need their approval to
act, first have to go through several
other levels of management
21
In my opinion the police take things for
granted the way they aze
22
In my opinion police managers believe
that they are the brains, and employees are
the hands of the police organisation

I agree to an extent [ 5]
I agree [ 6 ]
I strongly agree [ 7 ]

[1] [2l [3] [4] [5] [6] [~]

[I] [2] [3] [4] [5] [6] [~]

[1] [2] [3] [4] [5] [6] [~]

[I] [2] [3] [4] [5] [6] [~]

[1] [2] [3l [4] [5] [6l [~]

[1] [2] [3] [4] [S] [6] [~]

[1] [Z] [3] [4] [5] [6] [~]

[1] [2] [3] [4] [5] [6] [~]
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I strongly disagree [ 1 ]
I disagree [ 2 ]
I disagree to an extent [ 3]
I have mixed feelings [ 4]

23
In my opinion the police lack sound
leadership
24
In my opinion the police provide
personnel with career planning
25
In my opinion the police spend too
much money on control mechanisms
26
In my opinion the police believe
in decision-making at the lowest level
27
In my opinion the police manage their
information well
28
In my opinion innovation in the police is
stifled by budgetary constraints
29
In my opinion the police have a variety of
support systems in place
30
In my opinion infighting amongst groups
in the police is common practice
31
In my opinion the police focus on
outcomes
32
In my opinion the police respond to
small changes in their environment
33
In my opinion the police reward
creativity and initiative, even if it
implies doing things differently from
the prescribed rules
34
In my opinion the police are an
organisation that emphasises formal
channels ofcommunication
35
In my opinion police culture prevents
organisational change

I agree to an extent [ 5]
I agree [ 6 ]
I strongly agree [ 7 ]

[l] [2] [3] [4] [5] [6] [7]

[1] [2] [3] [4] [5] [6] [7]

[1] [2] [3] [4] [5) [6] [~]

[1] [2] [3] [4] [5] [6] [7]

[ 1 ] [2] [3] [4] [5] [6] [7]

[ 1 ] [2] [3] [4] [5] [6] [7]

[ 1 ] [2] [3] [4J [5] [6] [7]

[ I ] [2] [3) [4] [5] [6] [~]

[I] [2] [3l [4] [Sl [6] [~]

[ 1 ] [2] [3] [4] [5] [6] [7]

[1] [2] [3] [4] [5] [6] [7]

[1] [2] [3] [4] [5] [6] [7]

[1] [2] ~3] [4] [5] [6] [7]

99



I strongly disagree [ 1 ]
I disagree [ 2 ]
I disagree to an extent [ 3]
I have mixed feelings [ 4]

36
In my opinion organisational values
within the police are clear
37
In my opinion the police actively
develop leaders
38
In my opinion the police provides clear
job descriptions for each and every one of
its employees
39
In my opinion the police focus too
little on the control function
40
In my opinion police managers regard any
new idea from below with suspicion
4I
In my opinion information in general is
readily available
42
In my opinion the police have enough
funds to initiate change

I agree to an extent [ 5]
I agree [ 6 ]
I strongly agree [ 7 ]

[1] [2] [3] [4] [5] [6] [7]

[1] [2l [3] [4] [5] [6l [~l

[1] [2] [3] [4] [5l [6] [~]

[I] [2] [3l [4] [5] [6l [7]

[1] [2] [3] [4] [5] [6] [7]

[1] [2] [3] [4] [5] [6] [~]

[I] [2] [3] [4] [5] [6] [7]

100



PART THREE

HISTORICAL CONTEXTUALISATION

"The evil, if it is evil at all, lives in the routine ways in which people throughout the system collude in
maintaining a dysfunctional status qtto. Changing the status quo will always require more than simply

changing the person of the authority figure. "
Heifetz ( 1994:238)

INTRODUCTION TO PART THREE

The purpose and scope of this research is to explain how top police managers in two different countries
(the Netherlands and South Africa) manage organisational change though organisational learning as a
management of change approach. Part three is designed to provide a historical overview of the two
police forces mentioned. Part three is divided into two chapters (chapters five and six). Chapter five
deals with the South African Police Service (SAPS): From a Force to a Service - the Role of Top
Management, and chapter six deals with the Dutch police: From Complexity to Singularity - the Role
of Top Management.

The unit of analysis for this research is top management within the two aforementioned police forces
with a specific focus on how the management of change, andragogics and the leaming organisation (the
three focus areas from pari two) impacted on the unit of analysis. Each chapter consists of the
following sections:
~ Introduction;
- Prelude to Change;
~ 1994;
~ Organisational Structure;
. Change Management, the Learning Organisation and Andragogics;
. Epilogue to Change; and
~ Conclusion.
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PART THREE
CHAPTER FIVE

THE SOUTH AFRICAN POLICE SERVICE (SAPS):

FROM A FORCE TO A SERVICE - THE ROLE OF

TOP MANAGEMENT

"There are legitimate voices saying that South Africa needs profound and significant social change,
and they doubt whether organizations as they have traditionally operated are going to be instruments
of that change. Organizations have to have a larger sense ofptirpose to serve all their stakeholders,
not just the shareholders. Ijthis were to happen, then a lot of the reasoni~tg behind nationalisation

might disappear, the real issue is responsibility to shareholders and stakeholders alike. "
Senge (1990a:51)

5.1 INTRODUCTION

When I started school in 1976, the South African Police working in the townships were gunning down
children not much older than myself at schools that where a stone's throw away from the `whites-only'
school I attended. The demonstrations were condemned on television and portrayed as black on black
violence with one group wearing white and the other wearing red. A simple battle of colour - red and
white. I can still remember an interview with one of the white-wearing warlords; the contents did not
make much sense to the mind of a six-year-old, but the image of a battle weary, blood-stained
individual was burned into my memory forever. Nothing was ever reported about the role of the police
during that time. In 1987, the year that I finished high school, 1 became part of a simple battle of colour
- black and white. It all centred around a black athlete that was invited to attend a track and field
meeting at a white school. A lot was reported about the political implications of such a radical step and
the meeting had ihe eyes of the world fixed on it. Nothing happened, even thought a doomsday
scenario was predicted. No mention was made of the huge police presence at the school that day.
Nobody died, nobody was injured or arrested, but that day I realised the enormous power of ihe South
African Police as well as the manner in which they intimidate by their sheer presence alone. At the time
of writing this I was a commissioned oflicer in the South African Police Service (SAPS) and one of its
biggest critics with no fear of being arrested, detained or killed. What has changed?

The socio-political change in South Africa necessitated a new vision for the police in South Africa - a
vision that included the creation of a safe and secure environment for all the people of the rainbow
nation. According to Fivaz (1996:1), "The South African Police Service is thus undergoing aprocess of
fundamental change which is the direct outcome of the socio-political transformation in the country ".
An analysis of the constitutional requirements of policing in South Africa enhances the need for
change. Changes linked to this vision include changing the nature and style of policing, the police
culture, structures and management style. It also includes policies and practises within the police that
have remnants of re-invention andlor reorganisation commonly used in business in the eighties and
early nineties. This chapter is aimed at documenting some of those changes with a focus on change that
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relates to the management of change in the spheres of the learning organisation and andragogics. This
chapter has one single point of departure, namely "... policing in modern South Africa is a product or
its past, contemporary policing needs to be put in a historical conte.rt . .. "(Brewer 1994:I). A historical
context is provided in sections two and three with section four providing a general background on the
organisational structure of the SAPS as well as its culture. Section six provides the contemporary
context with section five having both a historical and a contemporary element.

The historical contextual nature of this chapter is refined in sections two and three, with section two
highlighting the factors that lead to the moment of legislative change in April 1994. Section three
focuses on the year 1994 as a Rubicon year not only for South Africa, but also for the SAPS. This
section also includes an overview of the first draft document (the green paper) that determined the
direction of the SAPS. The reason for including it is for the value it adds in giving a historical
perspective of the SAPS (as viewed from 2000) as well as a principled framework in addressing
training, development, general policing and policy-making. Section four focuses on the structure of the
SAPS and is included for the dual purpose of explaining the complex structure of the SAPS (a result of
the 1994 change) as well as providing a link with the historical context of this chapter. In order to link
the contents of this chapter to that of chapter two which examines the responses to change, this section
also looks at the organisational culture of the SAPS.

Section five provides contemporary value to this chapter by viewing the SAPS from a perspective of
managing change, the learning organisation and andragogics. This section looks at the manner in which
the SAPS is applying the theoretical issues discussed in chapters two, three and four. As a point of
departure a general overview is provided of training in the SAPS. A comprehensive overview of
management training in the SAPS and a specific and focused critique of top management development
and the Leadership Development Programme (LDP) follow.

During the whole discussion the underlying distinction will be the concept of managing change. No
historic and contemporary analysis would be complete without looking at the future - the game has to
be played on the playing field that has been created by forces that are both historical and variable.
Section six is included to do exactly this and also to provide some critical analysis of what is currently
happening in the SAPS, given what has happened over the past six or seven years. The section however
also provides for the making ofsome predictions concerning the future direction of the SAPS. This can
be linked to the conclusions and recommendations made in chapter nine. The question however still
remains whether or not future generations will still understand the following South African police
~oke ~ It is said that in the late eighties a crocodile escaped from the Pretoria zoo. A massive manhunt
- or shall one say croc-hunt - was launched, involving all the security agencies of the South African
government. The crocodile was quickly 'apprehended' but due to poor communication the police was
never informed. A young police constable, eager to impress, took the initiative later that same
afternoon. He caught a large lizard and beat it into confessing that it was a crocodile ...

5.2 PRELUDE TO CHANGE

In 1913 the South African Police (SAP) was formed by the amalgamation and unification of
independent rural and city police forces from all over the Union of South Africa (a British Union).
From 1948 onward, the ideology of apartheid was actively practised within the Union of South Africa.
With the establishment of independence on the 315` of May 1961 the Republic of South Africa accepted
this ideology as govemment policy, which again divided this united police force into separate forces.
This separation was done in accordance with the independent states and self-governing areas within the
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Republic. The result was eleven independent and separate police forces. Brewer (1994:285) observes
that these apartheid forces were not financially independent from the South African government.

Unification was on the agenda once again after the first democratic election in South Africa during
April 1994. On the 27~ of April 1994 the Interim Constitution, 1993 (Act 200 of 1993) came into
effect. The Interim Constitution spearheaded the democratisation of South Africa as well as the
amalgamation of the eleven police forces. According to the Interim Constitution the role of a united
police service for South Africa was and still is (according to the Constitution, 1996 (Act I08 of 1996)
to:
- uphold the Constitution of the Republic of South Africa;
- implement the policy of the government of National Unity as far as safety and security are

concerned;
- prevent, combat and investigate crime;
~ maintain public order;
~ protect and secure the inhabitants of South Africa;
- protect and secure the property of all the inhabitants ofSouth Africa; and
- to uphold and enforce the law.
In order for the above to realise, the basic public governance principles of the separation of powers,
checks and balances and division of authority must be present. This can be achieved by realising that
two things needed to happen in the various police forces in South Africa. First, they needed to be
amalgamated into one police force (recreating that which had already existed in 1913) or what is
known today as the South African Police Service (SAPS). Secondly, and far more challenging, the
SAPS needed and still needs to enhance its legitimacy and credibility. The Consultative Business
Movement National Team (1993:51-52) indicated six main impediments present in the whole of the
South African Public Sector, including the police, affecting the improvement of legitimacy and
credibility:
. a hierorchical organisational structure that inhibits creativity and productivity;
- an autocratic management style that fosters an attitude of survival rather than one of initiative

amongst employees;
. attitudes and value systems that are based on discrimination and perceptions thereby creating

distrust;
~ organisations are filled with fear ojthe unknown and therefore struggle to embrace change;
- low levels of communication and constant information retention lead to limited transparency;

and
~ there is a serious lack in the level and quality of training and educalion.
Identifying these impediments was aimed at helping the police transform from a force to a service.
These impediments also applied to the informal policing structures outside the official police.

Uncertainty concerning the future role of Self-Defence Units ( SDU) and Self-Protection Units (SPU)
further burdened change. SDU and SPU were unlegislated policing structures in the townships. They
where symptomatic of the lack of trust in official policing structures and created the problem of a
militarised black youth for the New South Africa ( Shaw 1995:41). The other aspect to consider was the
white dominated legislated police force (SAP) with the main purpose of fighting The Black Danger
(Brogden and Shearing 1993:44). The SAP was the epitome of Calvinist Christian Nationalism and
Afrikanerdom dominated by figurative charge events ( parade ceremonies, inspiring speeches, and
essays in the police journal). African police members took their cue from the actions of their white
commanders with no respect for human rights.
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From this heritage, it can therefore be concluded that the police in South Africa were and still are a
microcosm of South Africa, faced with the incorporation of various ideologies and managing the
change that springs from such incorporations. It has to deal with both extremes of Calvinist Christian
Nationalism Afrikanerdom and radicalised Communism. It has to incorporate the securocratic views of
the 'broederbond' (a secret Afrikaner brotherhood) and the freedom 6ghter attitude of the African
National Congress. These impediments can to an extent be overcome by the physical restructuring of
the SAPS (see section four), the Bill of Rights that forms the backbone of the Interim Constitution, as
well as the Constitution and an affirmative action programmes addressing equality issues. The whole
idea of respect for human rights as the focus of the policy used to change the SAPS from a force to a
service was first described in the Minister of Safety and Security's Draft Policy Doc:~ment (1994),
generally known as the Green Paper. This document is discussed in paragraph 5.4.1 as part of the
explanation of what happened in South Africa with special reference to the police in 1994. Before this
discussion the focus will however be on the year 1994.

5.3 1994

South Africa's first democratic elections took place on the 27`~ of April 1994, initiating fundamental
change for the whole country as well as the sub-continent. Change is defined in its most simplest fonn
as a process of moving from one status quo to another and as a complex process of moving from one
point of flux to another state of being that is uncertain at the start of the change. The process element of
the definition provides for complexity. This is because during the journey (moving from flux to another
state of being) the destination becomes modified by a variety of environmental and need factors, both
internal and extemal to the change. South Africa as well as the police underwent extremely complex
changes in 1994 - change that, according to Brewer ( 1994:321-322) all started with the historical
speech by South Africa's former president, Mr De Klerk, during the opening of Parliament in February
1990. In his speech - Manifesto for a new South Africa - he initiated the move away from a securocratic
South Africa, and by implication the police, to a democratic South Africa.

This speech was preceded by a time where the police in South Africa, in the words of Mufamadi
(1995:3), "... were increasingly utilised to enforce unacceptable laws and to quell political opposition
by force. They became the symbol of oppression for many communities ". The police also utilised an
artificial public relations approach WfiAM (Win the Hearts And Minds of people) during this period
whilst simultaneously killing or injuring more than 9771 people over the ten-year period before this
historic speech (Brewer 1994:293-301). After February 1990 and with the inception of the Interim
Constitution the police tried to redefine their role given the above-stated background. Fivaz (1996b:1)
states that the policies, practices and stnictures of the past were problematic and had to be reviewed.
The Dutch report (Zakelijke Verslag van de Adviesactiviteiten in Zuid-Afrika met betrekking tot de
Nieuwe Opzet van Management-development en Training: Periode 6 Februari tot 1 April 1995 gericht
tot Ministerie van Buitelandse Zaken) provides a fitting summary of what was taking place everywhere
in the SAPS in 1994. It was a year for seeking both direction and purpose. The central question still
remained concerning what the role of the SAPS should be. According to the report, three issues were
addressed:
. changing from a law and order culture to community policing;
~ moving from a hierarchical military organisation to a service organisation; and
. transforming from a top down organisation to a public service directed organisation.
Hence there was talk about changing attitudes and behaviour in a period when South African
organisations were uncomfortable with change (Jackson 1993:33). Within the SAPS there was
resistance to change based on the fact that the lower echelon of white police comes from the
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community most threatened by black oppression (Brewer 1994:317-318). Resistance was further
aggravated by the alienation of inembers from each other and from the public by the initiation of the
Truth and Reconciliation hearings. These coincided with the implementation of personnel and
operational policies different from known practices. Brewer (1994:318) is also of the opinion that sheer
incompetence lead to police resistance to change.

1994 was a painful year for most police personnel: the police did not change from a control functionary
of one specific political philosophy of a single political party to protecting the democratic values of the
Interim Constitution in one day. Giving life to the police credo of 'Servamus et Servimus' (we protect
and we serve) is a long process. It was physically painful because most police officers worked from the
beginning of March 1994 until the end of May 1994 without a break in order to facilitate the first
democratic elections in South Africa. They had the task of taking South Africa through a peaceful
transition and were often paying for it with their own blood. The author personally worked twelve-hour
shifts non-stop for three months. It was emotionally painful because of all the changes and the
uncertainty that went hand in hand with such change. The role of the police was being redefined on a
daily basis: age-old procedures and Standing Orders provided little or no operational direction.
Operational police members were caught between the unacceptable old and the undefined new. Coming
from a culture of do as you are told, confused police members where left not knowing what to do and
receiving no clear instruction on what to do either. When the ministry finally gave some directional
indication, it came in the form of a Draft Policy Document (1994), generally known as the Green
Paper. This document is discussed in paragraph 5.3.1 against the background of the sum of what
happened in the SAPS in 1994.

5.3.1 GREEN PAPER ON POLICING

Fivaz ( I 996:6-11) affirms that change in the SAPS was done via a three-phase programme. First,
rationalisation was achieved by improving the effective administration of the SAPS as a single
organisation. Secondly, physical amalgamation and standardisation of and between the various forces
were addressed and, in the final instance, there was a focus on change and transformation. This
programme was viewed as a dynamic and relatively short-term process. This viewpoint can be
described as a contradiction given the extent and complexity of the change that was undertaken:
enveloping all the facets of a huge and composite organisation. Credit should however be given to
National Commissioner Fivaz for at least trying to bring the SAPS in line with the principles of the
Green Paper via this three-phased approach.

The Green Paper can be referred to as a principled document, because it primarily petitions principles
of what should be the philosophy behind policing in South Africa as well as managing the SAPS. This
was in contrast to the traditional pre-1994 documents which prescribed both the how to do and what to
do. According to the Draft White Paper on Safety and Security (1998:2) all initiatives in the post-1994
period were aimed at "... rehabilitating the police to ensure they became protectors of our
communities; and secondly, to mobilise our people to participate in the provision of sajety and
security ". The thirteen principles in the Green Paper are:
. democratic control over the police service;
~ accountability of the police service;
. community consultation and involvement;
~ police service and community development;
. quality of service;
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. a changed police style;

. a professional policing approach;
- a national police service;
~ changing the nature of the police organisation;
~ acknowledge the role of the police unions;
. cost-effective policing;
. equality; and
- the minimum use of force.
The practical implementation of these principles impacted on the structure of the SAPS. Together with
the Interim Constitution as well as the Police Service Act, 1995 (Act 68 of 1995) the Green Paper
provided a framework for restructuring policing in South Africa. Restructuring occurred on both a
philosophical as well as a physical ( structural) level. In section two and three some mention was made
of the philosophical changes. In section four the focus will be primarily on the physical structure of the
SAPS.

5.4 ORGANISATIONAL STRUCTURE OF THE SOUTH AFRICAN
POLICE SERVICE (SAPS)

The SAPS underwent extensive structural changes in the mid-nineties. The result of these changes is
evaluated against the fact that the SAPS can in any terms be viewed as a large organisation with
roughly between 120 000 and 12S 000 members functioning within an extremely complex
organisational structure. For a prelude to these changes see section two. Schdrf (1993:8) points out that,
because of this, it is of vital importance to make sure that changes reach ground level. If this does not
happen, accountable policing cannot be guaranteed. Apart from this, the structure of the SAPS is also
top-heavy on both operational and management levels. On the operational level this is illustrated by the
fact that there are 61 127 sergeants (the second ranldorganisational level of the SAPS) and 9 234
inspectors (the third ranklorganisational level of the SAPS) compared to only 18 178 constables (the
first rank~organisational level of the SAPS) - a case of too many generals and too few constables. On
managerial level top-heaviness is reflected in the fact that there are in the first instance 12 623 officers
(junior to top management) and in the second instance seven managerial levels (ranks) compared to
only three operational levelslranks (see table 5.1). Table 5.1 is included to point out one of the other
structural problems within the SAPS - the fact that its management is not representative of the country's
population. Apart from its trained members ihe SAPS has approximately 15 000 civilian employees.

Table 5.1: Number of Commissioned Officers: SAPS
R4NK WIIITE ASIAN COLOURED BLACK TOTAL

DATE OF STATISTICS i l March
1998

11 Atarch
1998

11 March
1998

I l March
1998

11 March
1998

CAPTAIN 5289 660 41S 2091 84SS
SUPT.~ASS.DIR. 2143 144 65 4I8 2770
SRSUPT.~DEPT.DIR 711 44 32 l86 973
DIRECTORIMANAGER 24S 10 8 S6 319
ASST.COMb11CHIEF DIR S9 2 4 19 84
DIVISIONAL COMM IS 2 1 2 20
NAT.COMT~UDIRECTOR
GENERAL

1 1 0 0 2

TOTAL 8463 863 525 2772 12623
(De Vries and Helberg 1998:14)
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Apart from the way in which the SAPS personnel are structured on organisational level, the
organisation is divided into nine provincial components and one national head office. Section 205(1)
of The Constitution of the Republic of South Africa, 1996 (Act 108 Of I 996) states that South Africa has
a single national police force. According to Fivaz (1996:4), this stipulation requires that head ofTce
(national level) develops policies, sets standards and provides a common focus, while the provinces are
responsible for operational implementation, execution and institutionalised quality service delivery and
a community focus. The SAPS has a national component with a National Commissioner, a Chief
Executive Officer and four Deputy National Commissioners supported by the Divisional
Commissioners responsible for crime prevention and response services, detective services, human
resource management (since January 1999 this division is split up into personnel, training and career
management), management services and support services. On provincial level the national divísions
each has a head representative and is overseen by a Provincial Commissioner. The National
Commissioner, his Deputies and Divisional Commissioners as well as the nine Provincíal
Commissioners are the SAPS part of the unit of analysis of this dissertation and are generally referred
to as the management forum (see figure 5.1). The nine provinces are:
~ Northem Province (Limpopo);
~ Mpumalanga;
. KwaZulu-Natal;
- Eastern Cape;
. North West;
. Gauteng;
. Free State;
. Western Cape; and
. Northern Cape.

Civilian control over the SAPS is provided for in Section 208 of the Constitution and manifests itself in
the form of the Secretary for Safety and Security. The Secretary functions under the Minister of Safety
and Security (on national level) and forms one of the three structural legs of the Ministry (the National
Commissioner and Chief Executive Officer are the other two legs). They scrutinise the actions of the
SAPS and also control the Independent Complaints Commission, which investigates police action.
These structures are also repeated on provincial level under the auspices of the Member of the
Executive Council (MEC) or provincial 'minister' for Safety and Security.

It can thus be stated that the SAPS is a large, relatively young, national organisation with complexity in
its structure due to hierarchical differentiation that is top-heavy on both the operational and managerial
levels. Complexíty is increased by provisional divisionalisation and the geographical size of South
Africa, as well as the pressure placed on the SAPS to be representative of the population of the country.
As a result of the tradition of violence in the former police agencies that were amalgamated into the
SAPS (see section two) and the fact that the police in general were totally discredited, it is under
extremely strict political control in thé form of the Secretary. Brogden and Shearing (1993:41-42)
directly link police violence to traditional structural issues. These issues are linked to ru]es and policies
formally governing the police (coming from top management and politicians) as well as the normative
expectations of the rank and file members given these rules and policies. In order to comprehend this
influence, it is important also to look at the culture of the SAPS and how that culture influenced this
new structure of the SAPS.

"Shoot first and ask questions later, tit~as the general police approach " ( Brewer 1994:271). This
sentence says it all and, in order to change this attitude, structural change had to be made to break up
'evil' alliances and undemocratic structures like the former security branch and the riot control unit.
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According to the official report, Change Management in the South African Police Service, Towords a
Learning Organisationfor the Police Service, one of the ultimate challenges within the transformation
of the police from a foree (linked to oppression and a police state) to a service (linked to transparency
and a human rights culture in a democracy) is to change organisational structure, culture, attitude and
behaviour. It can consequently be said that the present structure of the SAPS typifies a form that
optimises political control and accountability. There was a need for the organisation to move away
from a closed organisation towards a more open service provider. Management had to rethink their
autocratic ways and substitute it with democratic management in order to enhance transparency. The
police also needed to be demilitarised with greater public control and accountability.

This implies moving away from a police role and po~ver approach towards a police duty and personal
approach, accommodating a multitude of cultures rather than cloning one monoculture. It also implies
shifting the police role from combating crime to a police duty to prevent and manage crime. The SAPS
also needed to be more community-orientated and less organisation-orientated. In order to achieve this,
the SAPS needs to become a learning organisation and should focus on the development of its
personnel.

Figure 5.1: Structure of the 1~lanagement Forum of the SAPS (1998)
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5.5 CHANGE MANAGEMENT IN THE SOUTH AFRICAN POLICE
SERVICE (SAPS), THE LEARNING ORGANISATION AND
ANDRAGOGICS

The question that remains, is: What was the role of change management, the learning organisation and
andragogics, with specific reference to top management, in the post-1994 period, in the SAPS? Fivaz
(1996:18) points out that the SAPS made use of various strategic transformation themes of which two
will be highlighted. First of all there was a need to transform the SAPS into a projessional and eJJ"ective
organisation as far as service delivery was concerned. The second was a transformation theme to
develop a person-centred human resource management system. As far as training was concerned, Fivaz
(1996:23) indicates that the main thrust was towards:
~ human rights education;
~ leadership development;
~ basic project management; and
~ in-service and field training.
This approach, according to Veldsman (1995:36), does however remind one of a one-off fix. The
reasons for this are that, even though these training themes were priorities on paper, it never received
the necessary budgetary backing, thereby only remaining lip-service on the side of top management.
Fivaz (1996:12) viewed human resource development and training as part of the transformation
process, but never made it a financial priority (Botha 1998). Training became a priority because of the
Multinational Implementation Team (MIT) who, on request of the South African government,
investigated training in the SAPS. The MIT was a multidisciplinary team consisting of practitioners
from various nationalities including Kenya, the Netherlands, USA, Zimbabwe and Ireland as well as
some local academics and practitioners. They only had an advisory function. Even though they gave
useful advice on training and development priorities, they had no control function and were thus
deemed powerless to effect the implementations of their own recommendations. Against this
background training, management development and top management development will be discussed in
paragraphs 5.5.1, 5.5.1.1 and 5.5.1.2.

5.5.1 TRAINING IN THE SOUTH AFRICAN POLICE SERVICE (SAPS)

In order to comprehend what was going on as far as training was concemed in the SAPS in the post-
1994 period, it is important to refer to one other committee. This committee was known as The
International Training Committee, and their report ~vas published under the title Training in the South
African Police Service, the committee was given the task of evaluating all aspects of training in the
SAPS in order to get training to such a standard as to build trust, respect and accountability (1994:2-5).
The committee's function was to look at organisational as well as.structural issues related to training.
Included in this function, as indicated by Botha (1998), was the concept that training also had to
comply with civilian oversight and political direction that was initiated at ministerial level. T'he training
section or subcomponent in the SAPS was simultaneously exposed to various committees, internal
budget controls that were contradictions of listed priorities, ministerial directives and structural
reorganisation. According to a report by Dutch advisors (Verslag van de Adviesactiviteiten in Zuid-
Afrika met betrekking tot de Nieuwe Opzet van Management-development en Training.~ Periode 6
Februari tot I April 1995 gericht tot Instittrutshureau LSOP) training had a dual focus of expanding
demilitarisation and facilitating integration. This is in line with what Brogden and Shearing (1993:166-
173) suggest as core concept in democratic policing.
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Du Preez and Prinsloo (1993b:50) point to the challenges that are posed to police training in the new
South Africa. According to them, these challenges have specific bearing on basic training. The author
is of the opinion that most of it also applies in general to management development as a subcomponent
of training. In the first instance they regard training as lacking in discipline. Within management
development, self-discipline is definitely amiss in the sense that learners still want to be trained
(training can be defined as a process planned and executed by a third party in order to achieve desired
behaviour in individuals through instruction and practise, without knowledge and insight as a by-
product of the process - see chapter four) and do not take responsibility for their own development
(development is a highly personal process of growth to a higher level of understanding as a result of the
individual's ability to question and evaluate his or her own paradigms, and which centres around the
attitudes and values that the individual holds - see chapter four). Du Preez and Prinsloo in the second
instance point to the fact that training does not pose a challenge to learners to think. On a third level
training is too theoretical and, on a fourth level, police role clarification does not receive enough
attention according to them. Their final complaint lies in the fact that too little attention is paid to
leadership and management development. In paragraph 5.5.1.1 specific contextual attention will be
given to this last point, namely management development, and in paragraph 5.5.1.2 the emphasis will
shift to the role and development of top management in the training context.

5.5.1.1 MANAGEMENT DEVELOPMENT

Murray ( 1998:27-28) aptly describes management development in the pre-1994 period when he states,
"The traditiona! approach to police management assumed that there should be a clear distinction
between o~cers ('gentlemen) and non-commissioned officers ('the men). This approach created the
distinction by ensuring that all officers command a certain body of knowledge which is not readily
accessible to the rest of the personnel in the orgar~isation ". In a learning organisation, which supports
the value of shared knowledge, teamwork and participation in problem-solving and management, this
legacy contradicts the concept of management development. Yet, as late as 1998, some members of top
management spearheaded by Commissioner Chetty, insisted on the reinstatement of an officers' course
consistent with this traditional approach. Contrary to 'Chetryism' (the name given to this regressive line
of thought by facilitators involved in management development), most people linked to management
development support the report Training in the South African Police Service: A Report of an
Investigation Submitted by the International Training Committee, December 1994, which concluded
that, "Management courses should be delivered in arT environment conducive to critical rejlection and
debate, which is distinct from the normal police environment. It is fi~rther recommended that such
courses be conducted together with other public managers (from dijferent sectors of the public service)
and specifically with managers jrom the criminal justíce system " (1994:12). In this report (Training in
the South African Police Service) it is also stated that training should be a lifelong experience; thus
bridging the gap between training in the narrow sense and development ( 1994:4). In line with this
Botha ( 1998) says that, in his brief when appointed as acting head: management development of the
SAPS on 1 June 1995, it was made clear that he had to rethink management development on three
levels:
- content;
~ context; and
- methodology.
This implies both a new direction for management development as well as new principles concerning
the delivery of management development programmes. The result is that management development in
the SAPS is based on the contingency and situational management models influenced by the open
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systems approach. Roberg and Kuykendall (1990:48) define this approach as one in which managers
develop "... solutions contingent upon problem variables ... with an emphasis on systematic and
objective analysis of problems confronting the organisation ". This indicates that managers must be
able to think for themselves. This idea is in line with the broad concept of personal development and as
such should enhance the management of change. Tabor, Klipin and Carstens (1998:3-4) in their report
to the Danish government, "research Project on Management Development in the South African Police
Service ", however point to the fact that management development in the police is still short-term
demand-driven and lacks day-to-day management. These factors offset the positivism linked to the new
direction taken by management development in the SAPS. It is difficult to reach long-term coherency if
one is focused on short-term fire fighting.

Against this background the ministry stopped all management development in 1995 in order to provide
some time for a rethink of management development along the lines of content, context and
methodology. An attempt was made by directors Prinsloo and Schenk to continue with the old officers'
course, thereby contradicting this ministerial directive. This regressive action was stopped by an
`internal revolution' at the hands of a small group of pro-change facilitators in the SAPS together with
Dutch advisors supported by individuals at the ministry. During this period it also became clear that
there were limited initiative amongst management trainers, apathy, frustration and resistance to change
(Verslag van de Adviesactiviteiten in Zuid-Afrika met betrekking tot de Nieuwe Opzet van
Management-development en Training, 1995). This situation came about partly because management
development was at the beginning of this process and of little or no priority to top management. Murray
(1998:18) declares that even though mention was made of management development as a police
prioríty, inadequate provision was made for investment in management development, which would
yield operational success in the long term. The drastic reduction of staff for management development
supported this and also limited the pace and quality of redefining content, context and methodology.
All of the aforementioned was compounded by the fact that two individuals, namely Ettienne Marais,
of the Change Management Team and Ab Buitenhuis of the MIT and a Dutch consultant, created the
vision for management development extemally. The personnel of management development were
never included in this process. Commissioner Fivaz, who had been the chairperson of the Technical
Team on Training, then became the National Commissioner and, even though he had first hand
knowledge, training under him fragmented and became uncoordinated (Botha 1998). Stumke (1996:15)
also indicates the importance of strategic management development for sustainable transformation and
change. He points to the fact that management development in the SAPS has failed to produce suitable
and effective managers because of its emphasis on training and not development. Management
development was also fragmented and over-reliant on donor assistance (Danish, Dutch, Swedish,
Business Against Crime) in order to fund ad hoc development programmes. There was little or no
coordination within management development (Tabor, Klipin and Carstens 1998:6) and attempts to
outsource development were hampered by unclear tender procedures and lack of an administrative
component within management development (Tabor, Klipin and Carstens 1998:58).

According to the report by Dutch advisors ( Verslag van de Adviesactiviteiten in Zuid-Afrika met
betrekking tot de Nieuwe Opzet van Management-development en Training, 1995) management
development in the SAPS had to face five challenges:
. pushing the proposedplan on top management level (thus ensuring commitment and money);
. persuasion of the trainers and institutions involved ( therefore managing change in the micro-

environment of management development). The Change Management Team saw change in
attítude as a training problem, not a change management one;

- advice with reference to new curricula (hence establishing credibility and creating momentum
as far as redefining content, context and methodology is concerned);
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- establishing a new management vision as well as structure on lower levels; and
. overcome the management void created by the fact that the whole process was managed by

three academics (Chris Botha, Ettienne Marais and Jeanine Rauch) who were all good
academics with little or no management experience.

The first management development initiative of note as far as the SAPS was concemed and where these
challenges were partly overcome, was the Leadership Development Programme (LDP) (Botha 1998).
The programme addressed content (the philosophy of the learning organisation), context (the
management of change) and methodology (interactive learning) and was supposed to start a process of
change throughout management development via a system of cascading. The LDP is discussed in full
in paragraph 5.5.1.2.

5.5.1.2 TOP MANAGEMENT DEVELOPMENT: THE LEADERSHIP
DEVELOPMENT PROGRAMME (LDP)

A central govemment document which has influenced thinking with regard to management
development and training in the public service and hence the SAPS, is the Draft White Paper on the
Transformation of lhe Public Service. The White Paper( 1995:22) states that, "The public service has a
need for managers who not only should have organisational and technical skills, but also the
leadership and vision to innovate policies. Thus, loyalty to the government of the day should ~rot
preclude creativity and visionary thinking on the part ofpublic service managers ". The attempt by the
SAPS to develop such managers was spearheaded by the Leadership Development Programme (LDP).
This programme was a leadership development intervention aimed at developing change management
skills amongst the members of the management forum ( top management). The whole management
forum ( the national commissioner, four deputy national commissioners, five divisional heads and nine
provincial commissioners) was involved in the LDP. The Dutch govemment with its Donor Assistance
Programme covered the cost of the LDP and it was the direct result of a proposal made in the report to
the Dutch Minister of Home Affairs (Zakelijke Verslag van de Adviesactiviteiten in Zuid-Afrika met
betrekking tot de Nieuwe Opzet van Management-development en Training: Periode 6 Februari tot 1
April 1995 gericht tot Ministerie van Buitelandse Zaken). This programme was the first of its kind in
the SAPS because of the manner in which the skills of various academics ( outside the police) were
combined in it, as well as the manner in which the programme was presented outside a police
environment. In his annual report Fivaz (1996:27-28) mentioned that the programme was completed,
but he made no mention of whether it was successful or not. He also made mention of plans for basic
management training (not development) and station commander training, but he said nothing about
further top, senior and middle management development. Notwithstanding this, the LDP did provide
the management development section of the SAPS with valuable experience as far as redefining
content, context and methodology was concerned. The value of the programme rested in the fact that
change management was given priority regarding context together with adult learning techniques as far
as methodology was concerned.
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5.5.1.2.1 The Change Management Approach behind the LDP

In the Dutch report (Zakelijke Verslag van de Adviesactiviteiten in Zuid-Afrika met betrekking tot de
Nieuive Opzet van Management-development en Training) it is pointed out that the Minister of Safety
and Security requested Dutch assistance. The assistance was requested for the development of the top
thirty commissioners to help change their attitude towards change (consequently it was only nineteen
commissioners). Minister Mufamadi's request was in line with the observation by Brand (1997:29) on
the role of top management and change, " as the business and political environment changes, so does
the knowledge, skills and attitude required of those employees who are best positioned to interpret and
injluence future change, namely senior managers ". Top and senior management thus has a specific role
to play in the management of change. This includes enhancing participation, supporting change efforts,
providing a safe zone, sharing information and rewarding success. It was therefore clear from the initial
request that the LDP was intended as a change management programme. The manner in which the LDP
was presented by academics and practitioners from various universities - including international
universities - and police organisations also slotted in with the traditional police culture where it is
expected of top managers to have higher education (Du Preez and Prinsloo 1993b:68). In so doing the
old (managers or commanders must have superior knowledge) and the new (moving from training
towards personal development) were combined in a unique manner to facilitate the management of
change in an optimal manner.

The academic base for the LDP also lent itself to the philosophy that top managers are supposed to lead
the way when it comes to managing change. The academic content of the LDP was based on the work
of Peter Senge The Fífth Discipline: The Art and Practice of the Learning Organization. It was chosen
for various reasons but, according to Botha (1998)' mainly because it helps top managers to integrate
environmental factors (internal as well as external) into organisational strategy. It provides skills for
top managers that will help them to adapt organisational structure to cope with a strategy of openness,
transparency and organisational leaming. The learning organisation also stresses the importance of the
top manager to take personal responsibility for providing leadership in uncertain and difficult times by
employing networks and activating initial actions. The academic content of the LDP is discussed in
paragraph 5.5.1.2.2.

5.5.1.2.2 Academic Content and Learning Methodology

Tobin (1993:16) submits that leaming enables change in two ways. In the first instance it creates an
openness to leam and helps people to recognise the need to change. Secondly, both change and learning
are closely related and learning, training and~or development should be included in any change
programme. According to a report submitted by the International Training Committee in December
1994, Training in the South African Police Ser-vice the content of any training programme must take
notice of:
~ the large social transition in South Africa;
~ the importance of human rights; and
~ the critical change from a force to a service.
The approach by Tobin as a general development philosophy and the caution expressed by the
International Training Committee lead to the leaming organisation being the central theme of the LDP.
In doing this, the programme developers chose the axiom of life-long leaming for management
development in the SAPS. Utilising this concept to bridge the gap between life-long learning
(development) and single training interventions (training), integration of education, training and
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development compared to the separation of education, training and development (Engelbrecht and
Engelbrecht 1996:13). An obvious attempt was made to consider leaming from the learner's point of
view and to facilitate active learning as suggested by the Human Science Research Council (1995:12)
in its opinion paper on the National Qualification Framework.

The LDP was developed to be presented in a modular format and consisted of five modules, each
paying attention to one of the disciplines of the learning organisation (see chapter three for a full
discussion of each of these disciplines):
~ personal mastery,-
. mental models;
~ sharedvision;
- team learning; and
~ systems thinking.
The programme extended over a three-month period with five three-day sessions, each dealing with a
discipline. Other secondary themes were the laws of the learning organisation (see paragraph 3.3.1 in
chapter three) and learning disabilities (see paragraph 3.5.1 in chapter three). The methodology of
presentation was selected to accommodate the principles of adult leaming or andragogics (see chapter
four for a full discussion of the art and science of teaching adults, i.e. andragogics). This
methodological approach was based on the following assumptions concerning the top managers
involved:
~ they are selJ-directing and in charge of their own development;
. they hold a reservoir oJ experience and only need a common forum to share their knowledge

with each other;
~ they need to learn as afunction of their developmental stage, moving into top management;
~ they are problem-and task-oriented;
. they view leaming as life-centred and learning as such must fit into their careers; and
~ they are intrinsically motivated to leam.

It might sound as if the LDP was as close to perfection as possible. This was not the case. The
programme itself as well as its legacy to management development presented some problems. The LDP
was extremely expensive as far as cost and time concerned (opportunity cost). The time pressure on the
participants in addition to the pressure created by them being away from their offices were
counterproductive as far as the learning process was concerned. The participants often lacked focus
because of these extemalities (Botha 1998). The LDP, as the flagship of management development in
the new South Africa, created some enigmas for management development. First, it created the elusion
that interactive training, group sessions and critical discussions could be equated to adult learning.
Secondly, it fabricated the illusion (in the minds of many police members) that the learning
organisation is an eternal truth, the only truth. Finally it inferred that management development must be
expensive and delivered by non-police facilitators in order to be of any value. The saddest legacy of the
LDP is however not its cost or effect on management development, but the fact that it appeazs not to
have impacted on the participants. In a letter to the management forum, Botha (1998) asked them what
their needs were (after completion of the LDP) as far as programmes of personal development were
concerned. Under the auspices of continuous development (the most central them of the learning
organisation) small conferences or colloquiums were suggested because it would address the two
biggest problems of the LDP, namely cost and time. No response was received from any of the
members of the management forum. This presents one with the question of whether or not change and
development were viewed as one-off occurrences. The implication here is that the LDP was viewed as
'nice to have at the time that it was presented' or even worse, something that had to be 'endured in
order to please the politicians'. This indicates to a violation of the central philosophy behind the LDP
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as a programme - to initiate personal development on a continual basis. To put this issue into
perspective, an epilogue to change is discussed in section 5.6.

5.6 EPILOGUE TO CHANGE

Brogden and Shearing (1993:175-176) in 1993 said that policing in South Africa had to undergo a
seven-fold metamorphosis. In order to contextualise the following discussion on an epilogue to change,
these metamorphoses will be used as a point of depariure and benchmarks:
. the focus should shift from the police to policing;
- policing should be regarded as a product of an interrelated network;
. policing should be located in civil society;
. police should be defined specifically not as all-purpose problem-solvers (role clarification);
- the problem-solving role of the police should be defined around their capacity as bearers of

force;
. force should be seen as one option amongst many to keep the peace; and
. constitutional restraints should apply.
The typical response of the SAPS to these issues was to create committees. According to Fivaz
(1996:3 I) the following committees~working groupslcommissions were put in place in 1996:
. Independent Complaints Directorate;
- Community Policing Forums (on local, provincial and national level);
. National Policing Forum;
. Ministerial Committee;
. Executive Committee of the Minister of Safety and Security and the nine MECs; and
. the Secretariat made up of civilian employees.
Little or no reference is made to the work done by these committees and one is left ~vith the feeling that
committees are fonning part of an illusion that something is being done as far as policing in South
Africa is concerned. The old adage of a 'committee' comes to mind: committees collect minutes and
waste hours. The real value of these committees however, lies not in the fact that it points to one of the
learning disabilities, the illusion of taking charge (see paragraph 3.5.1 in chapter three), but that it in
fact shows that the SAPS is still faced with constant change. They are still in the process of moving
from one state of being (pre-1994) to another. It seems as if consistent change has been accepted as a
permanent variable and a management challenge that can only be addressed through broad consultation
via the fonnation of committees.

The implication of constant change as far as management development is concerned is uncertain, but
one thing is sure and that is that managers in the SAPS, in general, are incapable of managing. Du
Preez and Prinsloo (1994:74-77) point to the fact that six of the eight highest ranked problems in the
SAPS can be linked directly to poor management. Kroes, Margolis and Hurrell (1974:145) indicated
that, because of a lack of management support, stress levels of the police were unacceptable. Koortzen
(1996:61) and Kiley (1997:135), to a lesser extent, point out that this fact ís still evident in the SAPS. It
can therefore be concluded that the SAPS is currently within the epílogue of the changes of 1994 and in
the prelude of many more changes to come, slowly but surely realising that change is a constant
variable that needs invariable management attention. Management development is also exposed to
constant change coming from two sources. The first is direct change advancing from the broader police
environment and which impacts on every unit, section and sub-section within the SAPS. The second is
indirect change or change that is channelled through management development, because of the role that
it plays in preparing managers in the SAPS to deal with change. Looking at the Draft Whrte Paper on
Sajety and Securiry (1998) and possible trends in policing in the year 2003, one can in all probability

116



best observe the constant nature of change in the SAPS. In section 2.6. I the focus is on the Draft White
Paper on Safety and Security.

5.6.1 DRAFT WHITE PAPER ON POLICING - CHANGE IN 1998

Keeping in mind the 1993 benchmarks of Brogden and Shearing (1993:175-176) for policing in South
Africa (the seven-fold metamorphosis) and adding to it Cawthra's pre-requisites for becoming a service
organisation, one has a good idea of what should be addressed in official policy documents. Cawthra
(1993:163) focuses on the following:
~ policing should focus on pro-active actions;
~ forming partnerships with the community;
~ depoliticising both the organisation as well as its functions;
~ moving from a paramilitary organisation to a service organisation;
. exercising cost-effective management;
. maintaining professional standards; and
~ extending the manner in which cost is recovered for services rendered to other departments.
Apart from the above, when looking at the Draft White Paper on Safety and Security (1998), one
should also keep in mind the observation made by Shaw (1995:34), "High crime rates seem to
translate into political issues when politicians choose to make it one. ... rísing crime is placed on the
agenda less by a concerned citizenry than by politicians ". The Draft White Paper is an official
government document. h is also a draft document thus indicating the importance of the consultation
that still needs to take place and the fact that nothing is set in stone any more (because of constant
change). The Draft White Paper is also a continuation of the principles of the Green Paper (see
paragraph 5.4.1) and should hence not be viewed in isolation. The emphasis has however now shifted
towards the improvement of service delivery (Draft White Paper 1998:2). A suitable point of departure
in discussing the principles in the Draft White Paper within the context of change management can be
found in the following extract from the Draft White Paper (1998:2), "We have come a long way in
meeting our initial objectives. We have created a single police service from eleven separate police
forces and have succeeded in laying the foundation for making this police service accocentable and
community-orientated. This was achieved by amongst other things, the demilitarisation of the rank
structure of the neiv police service and the appointment of skilled civilíans into key positions in this
service. We have also established functioning mechanisms of civilian oversight and channels for
community participation".

The objectives of the Drajt White Paper (1998) are to emphasise sirategic priorities in dealing with
crime, clarify the roles and responsibilities of various role players and highlight the role of the
Department of Safety and Security within the constitutional guidelines. This is accomplished by:
. confronting crime in democratic South Africa. Spending substantial time on changing the police

environment;
- law enforcement in a democracy. Spending time, money and human resources in order to

improve crime investigation, active visible policing and service to victims of crime;
~ ensuring effective crime prevention;
~ insti[utionalreform on national level to enhance accountability and service delivery; and
- institutional rejorm at provincial and local level to improve decentralisation of policing to the

lowest possible level.
It can be concluded that the Draft White Paper is less of a principled paper that the Green Paper and
that it provides answers to some of the what and holv questions so often asked in a changing
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environment. The idea is that the Draft White Paper (1998:21) should be fully operational by the year
2003. The author has taken the liberty of sketching some issues that will most probably be considered
relevant in the year 2003 as part of this epilogue of current change or as prelude to constant future
change. The emphasis will be on broad policing topics and specific human resource management
issues.

5.6.2 2003

This paragraph is a synopsis of issues that might be relevant in the year 2003 as far as the SAPS is
concerned. It is based on mental conceptualisations by the author. Its worth should be measured against
its plausibility on the one hand and possible future value on the other. It is based purely on observations
made conceming the SAPS's specific environment, direction in policing and modem management. The
inclusion of these issues is to indicate that change is constant in modern-day law enforcement and it is
not an exhaustive list. As far as broad policing issues are concerned, the following observations can be
made:
. the real level of crime in South Africa will increase. With the opening of Parliament in January

1995, President Mandela said, "The situation cannot be tolerated in which our country
continues to be engulfed by the crime wave which includes murder, crimes against women and
children, drug traffrcking, armed robbery, fraud and theft ". Given the instability in the region
(Southern Africa, specifically Angola, Lesotho, Zimbabwe and Mozambique) and South
Africa's relative stability, the number of illegal immigrants as well as refugees will increase
beyond a level that can be accommodated by the South African economy. This will lead to a
rise in the real level of crime;

. regional policing (Southern Africa) will become more of a reality, placing the bulk of the
burden of policing the region on the SAPS and its resources; and

. organised crime, given the aforementioned two issues, will spiral out of control, always being
one step ahead of the SAPS and its budget constrained resources and constitutional `rules'.

As far as the broader human resource management issues are concerned the following seems eminent:
- black empowerment groups will become more powerful and will be in most if not all top and

senior management positions in the SAPS by 2003. The doomsday scenario that is predicted to
go hand in hand with this possibility will not realise because what black managers lack in
managerial skills (that is if you assume that white managers have any) is compensated for by
their inherent ability to be more people-centred. The concept of Ubuntu ( I am because you are)
wil) become more prominent in the organisation;

. most members of the police will still be uncomfortable with change and will experience change
negatively, which will lead to high siress levels and a feeling of incompetence amongst
employees;

~ the observation by Du Preez and Prinsloo's ( 1994:66) that only a small number of police
members see the SAPS as a career, will still hold true. This can be seen as the combined effect
ofbeing constantly exposed to danger, high levels of stress, uncertainty and low salaries; and

~ management development ( the author's pet project) will be diluted to an administrative office,
inviting tenders and co-ordinating outsourced activities from all over the country. This will be
the direct result of the lack of vision and leadership within the training component and the
inability of its trainers to stay abreast with new technology. An example of this is the provision
of simple facility such as an e-mail address being virtually impossible and not deemed to be of
any importance. .
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5.7 CONCLUSION

"The SAP was formed on 1 April 1913 and, in the contezt of the following eight decades, this was an
inauspicious date; and it proved to be eight decades of bad luckfor the majority of the population - an
April Fool's day that lasted a life-span " (Brewer 1994:332). The ultimate challenges within the
transformation of the police since the 27~ of April 1994 was to move from a force (linked to
oppression and a police state, the 1913 scenario) to a service (linked to transparency and a human rights
culture in a democracy, the post-1994 situation). This included optimising political control and public
accountability. The SAPS had to transform from a closed organisation to a more open service provider.
Autocratic ways had to be rethought and substituted with democratic management in order to enhance
transparency. The police also needed to be demilitarised with greater public control and accountability.
This implied moving away from a police role and power approach towards a police duty and personal
approach, accommodating a multitude of cultures rather than cloning a monoculture of an untouchable
police organisation. It also pointed to the shifiing of [he police role from combating crime to a police
duty to prevent and manage crime.

This chapter is aimed at documenting some of these changes with an emphasis towards change that
relates to the management of change in the spheres of the leaming organisation and andragogics. Its
point of departure is that policing in modern South Africa is a product of its past and, in order to
discuss contemporary policing, one needs to view these issues within their historical context. The
SAPS is faced with the incorporation of various ideologies as well as managing the change that springs
from such incorporation. It has to deal with both the extremes of Calvinist Christian Nationalism and
Afrikanerdom as well as radicalised Communism, against the background of the Bill of Rights, which
forms the backbone of the Interim Constitution, as well as that of the Constitutíon, the Green Paper
and Draft White Paper on Sajety and Security. Even though it all started in 1990, 1994 was the most
painful year for the majority of police personnel. The police did not change from a contro) functionary
of one specific political philosophy of a single political party into protecting the democratic values of
the Interim Constitution in one day. The role of the police was redefined on a daily basis and age-old
procedures and Standing Orders provided little or no operational direction. The Green Paper was the
first document to provide police oflicers with any direction. This Paper and its implementation
impacted on the structure of the SAPS. Together with the Interim Constitution and the Police Service
Act, the Green Paper provided a framework for restructuring policing in South Africa. In considering
this, it can be concluded that the SAPS is a large relatively young, national organisation with
complexity in its structure due to hierarchical differentiation and a complexity that is increased by
provisional divisionalisation and the geographical size of South Africa.

The training component of the SAPS was and is still exposed to constant change. The first management
development initiative of consideration was the Leadership Development Programme (LDP). This
programme addressed content (the philosophy of the learning organisation), context (the management
of change) and methodology (interactive learning) and started a process of change throughout
management development. The LDP provided the management development section of the SAPS with
valuable experiences as far as redefining content, context and methodology were concerned. The value
rested in the fact that change management was given a priority as far as context was concerned as well
as adult learning techniques in as far as methodology was concerned. However, the LDP as the flagship
of management developmentt also created some enigmas. First it created the illusion that interactive
training, group sessions and critical discussion can be equated to adult leaming. Secondly, it fabricated
the illusion (in the minds of many police members) that the leaming organisation is the only 'truth' as
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far as management of change is concerned. Finally, it inferred that management development must be
expensive and delivered by non-police facilitators in order to be of any value. The saddest legacy of the
LDP is however not its cost or effect on management development, but the fact that it appears not to
have impacted on the participants. This leaves one with the question of whether or not change was
viewed as a one-ofToccasion, thus implying that the LDP was viewed as `nice to hove at the time that it
was presented' or, even worse, something that had to be 'endured in order to please the politicians'.
This points to a violation of the central philosophy behind the LDP as a programme to initiate personal
development on a continual basis and also to improve the manner in which one generically deals with
change.

"The biggest challenge in transforming the police is to change the culture of the jorce through new
methods ofjormal training, civilian input, re-education, a new style ofmanagement and the

inculcation ofdemocratic attitudes. "
Cawthra (1993:163)
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PART THREE
CHAPTER SIX

THE DUTCH POLICE: FROM COMPLEXITY TO

SINGULARITY - THE ROLE OF TOP MANAGEMENT

"De politie bestel wemelt van spaniaingen, 'countervailingforces', 'checks and balances' en
ingebouwde tegenstellingen: bestuur enjustitie; preventie en repressie; centralisatie en

decentralisatie; gemeente en Rijkspolitie ordehandhaving en hulpverlening; reguliere en bijzondere
taken. Dat is altijd zo geweest en zal altijdzo blijven ".

Rosenthal (1987:230-231)

6.1 INTRODUCTION

Family legend has it that the author's great grandfather ended up in South Africa because he was on the
run from the Dutch police. Until 1994, when the Dutch police became involved, as advisors, in the
transformation process within the South African Police Service (SAPS), this was the only mention ever
made of the Dutch police to the author. Today the writer has good friends within the Dutch police, has
been exposed to the 'charm' of the alien police and has studied and documented some of the changes
within the structure, locus of control and management of the Dutch police. The Dutch police have
become a home away from home for the author and an interesting subject of study. As organisation, it
is fraught with contradictions and full of enticing phenomena. In writing this chapter the author kept
the following echo of Doorenbal ( 1994:1) in his booklet The Police in the Netherlands, in mind, and "
...(this book) ... does not attempt to give the history of the Dutch police service, but seeks to portray it
as it is today, to describe its organisation a~Td structure, its working methods and its duties and
powers ".

This chapter will provide a brief description of the Dutch police, given the consultative structure and
co-operative frameworks. Specific attention is devoted to changes as well as training within the police.
The aim is to document some of these changes with a focus towards change that relates to the
management of change in the spheres of the learning organisation and andragogics. The single point of
departure for this chapter is that policing in The Netherlands is a product of its rich and diverse past
and challenging future. A historical context is provided in sections two and three with section four
providing general background of the organisational structure of the Dutch police as well as its culture.
Section six is preparing the contemporary context with section five having both historical and
contemporary elements.

The historical nature of this chapter is clarified in sections two and three, with section two centring on
that which had lead to the moment of legislative change in April 1994 when the new Police Act, 1993
came into force, as well as an overview of the Van Traa-report (1996), which shocked the policing
fraternity to the bone. This section depicts the start of a process of change as defined in chapter two of
moving from one point of flux to another state of being that is uncertain at ~the start of the change.
Section three focuses on the year 1994 in which all the proposed changes in the structure and control of
the police were finalised and implemented. This section also includes an overview of one of the unique
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features of the Dutch police, namely a management dualism, which directs the police through
democratic and accountable management. The reason for including this concerns the value it has as a
historical perspective on the Dutch police, as well as being a principled management framework in
addressing training, development, general policing and policy-making. Section four focuses on the
structure of the police and is included for the dual purpose of explaining the structure of the Dutch
police - from complexity to singularity - as well as providing a link with the historical context of this
chapter. In order to link the content of this chapter to chapter two and the responses to change
discussed in chapter two, this section also looks at the organisational culture of the police. The role of
the Dutch Police Institute as an overseeing body is also explained and provides the necessary link with
section five.

Section five provides contemporary value to this chapter by viewing the Dutch police from a
perspective of managing change, the learning organisation and andragogics. This section looks at the
manner in which the police are applying the theoretical issues discussed in chapters two, three and four.
As a point of departure a general overview of training in the Dutch police is provided. A
comprehensive overview of management training in the police with a specific and focused critique of
senior management development is also supplied.

During the whole discussion the underlying motivation will be the concept of managing change. No
historic and contemporary analysis will be complete without looking at the future. Section six is
included to do exactly this and also to provide some critical analysis of what ís currently happening in
the Dutch police, given that which happened over the past six or seven years. This section does
however also provide for some predictions to be made concerning the future direction of the Dutch
police. This can be linked to the conclusions and recommendations made in chapter nine.

6.2 PRELUDE TO CHANGE

The word police comes from the Greek word politeia which means to take care of the city. Israel
(1995:680) points out that as early as 1690 city police in the Dutch city of Amsterdam were well
organised and consisted of more that 300 armed citizens. Dikkers (1998) states that policing rested in
the hands of the local authorities or cities until 1795 when Napoleon Bonaparte invaded the
Netherlands. During the French occupation from 1795 to 1814 Bonaparte started to structure policing
on a national basis. Titles like the Hoofdojficier van Justitie' ( loosely translated as 'chief o~cer of
justice' or the public prosecutor) are lasting remnants of the French system. Bonaparte's intervention
left the Dutch people with a twofold system of policing: city police and national police forces that
operated separately from each other but with the common goal of 'Vigilant ut Quiescant' ( they keep
watch so that others can sleep). Only in 1994 did this all change when the Dutch police were
restructured as a consequence of the Políce Act, 1993. Municipal policing was abandoned and replaced
by twenty-five regional police forces and one national police service. Doorenbal (1994:2) explains this
restructuring as "In recent years the Dutch police service has undergone radical change ". These
changes were on two levels. The first had to do with the reorganisation of the municipal and national
police forces into a single organisation. The second was a philosophical change focusing on the crime
prevention role of the police as well as its pro-active duties.

Cachet et al. (1994:20-24) point out that the social political climate in the Netherlands changed, in the
eighties, with an increase in criminality as well as pressure from society on the police to act against this
rise in criminality. The effectiveness of municipal policing was on the agenda and questioned on a
daily basis. Cachet et a1. (1994:24-25) focus on the fact that scarcity rapidly became a policing reality-
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fighting more crime with less resources. Cachet et al. (1996:33-34) indicate that the whole issue of
reorganising the police, which had been discussed since 1945, now became a pressing issue. It became
part of the political agenda. In the report Project Maatschappelijk Functioneren Politie:
Achtergrondstudie III (1995) the question ~vas asked if the role of the police is merely to ensure safety
and securi[y or whether or not the police also had a symbolic role to secure stability and order. This
report questioned the public's perception of the police and concluded that different people see the
police in different ways. The increase in crime policing, the lack of money as well as an increase in
complexity of functions related to the roles as expected by the broader society thus became a more
pressing issue.

The crime prevention function of the police as well as its pro-active duties are more accurately
reflected within legislation. According to Section 6 of the Police Act, 1993 as summarised by the Dutch
Police Institute (1999) the police are generally responsible for:
~ daily policing including visible policing as a preventative measure;
- giving advice in respect of crime preventative civilian action;
. managing of traffic problems;
- simple detective work;
. rendering of help to members of the public when they have become victíms of crime; and
~ managing law and order and implementing legislation.
Specific specialised police duties include:
~ specialised detective work;
. criminal intelligence~information management;
~ alien policing; and
- operational support to general police functions.
For these police duties to actualise the basic public governance principles of the separation of powers,
checks and balances and division of authority must be present. The 1994 changes in the Dutch police
were aimed at achieving exactly this (see section three). According to the 1996 Van Traa-report (Inzake
Opsporing, Enquêtecommissie Opsporingmethoden) this did not realise in the Dutch police as far as
specialised police duties were concerned, especially when refemng to the investigation of organised
crime. Van Traa (1996:5-11) points out that both authority and trust in the police need to be restored.
The Van Traa inquiry is discussed in paragraph 6.2.1 and should be evaluated against the background
of the responsibilities of the police and the changes in the Dutch police since the beginning of the
nineties. Rosenthal, Muller, and Bruinsman (1998) affirm that change in the Dutch police can be
considered to be a constant.

6.2.1 THE VAN TRAA INQUIRY

Van Steenderen (1993:7-9) reports on the complexities in the relationship between the police and the
`Openbaar Ministerie' (office of the public prosecutor - OM). With the reorganísation of the police
OM gained influence in both the management and control of the police. It was called 'medebestuurder'
or co-management (Van Steenderen 1993:10). He also points to the disproportional growth in
organised crime during the late eighties and early nineties that put immense pressure on both the police
and OM. Against this background, 6 December 1994 was an ominous day for the Dutch police. It was
the day on which the 'Enquëtecommissie Inzake Opsporingmethoden' or in short the Van Traa inquiry
into police methodology in the investigation of organised crime was launched under the chairmanship
of Mr. M van Traa. Vroom, Wagenaar and Hobbelen (1997:62) point out that this was a very traumatic
inquiry for the police in general, as well as for most individuals involved in crime investigation. It had
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radical implications as far as rules within the police, personal relationships, investigative behaviour,
control and perceptions were concerned.

The main focus of the inquiries resied on the fact that the police, via its `Interregionaal
Rechercheteam ' (interregional detective teams or IRT), were involved in the illegal trade of one
hundred tons of soft drugs (Van Traa 1996:146). (See section four for more detail on the regional
structure of the Dutch police.) The ethics behind police action was questioned with specific reference to
the Delta method (Van Traa 1996:425). The Delta method implied the following:
. free access into and out of the Netherlands was granted to large quantities of drugs in operations

planned to expose organised crime networks;
. civilian (independent of police control) informants were used to infiltrate organised drug

cartels;
. these civilians had full retention of criminal profits;
~ the police facilitated the above-mentioned criminal activities from their position as bearers of

state authority; and
. use of criminal money in operatíons.

The `Openbaar Ministerie' (office of the public prosecutor) as part of the Ministry of Justice in
principle directs `geeft leiding aan' ( manage and direct) all crime investigation services within the
Dutch police and as such the Van Traa inquiry also focused on them (Van Traa 1996:445-447). It was
concluded that the 440 public prosecutors were not enough and had little or no real involvement and
control over the investigation of crime. They had almost no grasp on the setting of priorities when it
came to the investigation of crime and their authority was limited. In considering the role of
'korpsleiding en korpsbeheerders' (management) in the police, the Van Traa report (1996:448-449)
pointed to three issues as far as management on the side of the police was concerned:
- senior management within the police had little or no crime investigation experience and poor

relationships with the members of the `Openbaar Ministerie ;
. the control funetion was lacking as far as methodology was concemed (how does one control

police functions?); and
. democratic control was almost non-existent.
The changes that came about within management development because of this observation are
discussed in section five. As a result of the Van Traa inquiry the detective service within the Dutch
police was largely restructured. Their numbers were drastically reduced from almost 15 000 to 1 500
detectives (Buitenhuis 1998). This reduction in the numbers of the detective corps was not only a
consequence of the Van Traa inquiry but was also part of the restructuring that was initiated in the late
eighties and early nineties and which reached a peak in 1994. The philosophy behind this restructuring
was to put more `blue on the street'. The idea was to shift the focus to crime prevention and pro-active
police duties by moving police personnel from civilian dress into police uniform.

6.3 1994

The title of this chapter is The Dutch Police: From Complexity to Singularity - The role of Top
Management. It deals with the changes that have taken place in the police since the late eighties and
early nineties and which culminated in the promulgation of the Police Act, 1993 on the 15` of April
1994. It was a move to improve the quality and efficiency of service delivery by preventing further
fragmentation and a shift in focus from the investigation of crime to the prevention of it (Strooper
1994:13; Doorenbal 1994:2). This change process was, according to Strooper (1994:15), unique
because there was renewal in the sense ihat the organisational structure of the police was simplified
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(see section four) and the locus of control clarified while operational practices were retained.
Simplicity was thus reached through a dual process. The tirst was simplifying the structure of the
police and the second, and more significant, was the manner in which the locus of control over the
police was established.

Authority to control the actions of the police concerning general políce duties lies with the chief of
police and the mayor of the biggest city or provincial capital city in the region. These duties include
daily policing including visible policing as a preventative measure; giving advice in respect of crime
preventative civilian action; managing of traffic problems; simple detective work; rendering help to
members of the public when they have become victims of crime; managing law and order and
implementing legislation. On the other hand the authority to control specific specialised police duties
lies with the Ministry of Justice and specifically the 'Openbaar Ministerie' (office of the public
prosecutor - OM). These duties relate to specialised detective work; criminal intelligencelinformation
management alien policing; and operational support to general police duties. The day-to-day
management of the police remains in the hands of the top management echelons of the particular
regional police force. Management in this context implies dealing with both of the aforementioned
authoritative figureheads (the mayor and Ministry of Justice via his representative in the form of the
OM) as well as the 'men in blue'. Police managers thus have a joint role. On the one hand they are part
of the policy-making process, standard setting and control authority and, on the other hand, they are the
operational managers of the men and women in blue. Since 1998 police managers are under the final
control of the Ministry of the Interior. Previously they were under the final control of both the Ministry
of Justice and the Ministry of the lnterior.

Rosenthal, Muller, 8c Bruinsman, (1998:53) indicate that the police act is a complex organisational act.
The success of the police in the implementation of the police act is based on personal relationships,
with the implication that when the personal relationships within the organisation get disturbed, the
applicability of the act becomes limited. Independence ( in as far as operational decision-making is
concerned) and unity of control (in order to enhance accountability) then becomes a contradiction in
terms. Cachet et al. (1996:48) indicate that this issue was cause for some intense debating in the Dutch
parliament. Albert ( 1994:30) in his report De Ongelijkzijdige Driehoek: Onderlinge Betrekkingen
Tussen Lokaal Bestuur, Openbare Ministerie en Politie argues for the need to have greater co-
ordination between the role players defined within the police act. Albert (1994:143-151) sees the
following as potential problems within the police act:
~ different views as to the value of having a management dualism, thereby leading to conflict

between the chief of police on the one hand and the mayor and OM on the other;
. difficulty in the flow of exchangeable injormation or the lack thereof;
~ lack ofmanagement capacity within OM;
. lack ofreal control by OM overpolice functions; and
~ limited time to develop co-operation.

Strooper (1994:17-18) points out that apart from the above legislative controls the control over the
police comes from four sources. The role of these sources must be evaluated against the task of the
police. According to Section 2 of the Police Act, 1993 "The task of the police is to maintain the legal
order and provide assistance to any who may require it, in subordination to the competent authority
and in accordance with prevailing legal rules ". The controlling measures are:
. preventative control - rules concerning the application of police authority in compliance with

the police role ofensuring public order and the rendering of assistance;
. representative control - the manner in which complaints against the police are dealt with;
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~ social control - by means of colloquial influence and contact with the community via the press,
radio and television; and

- political control - with specific reference to the control by the organs of organs ( the mayor and
Ministry of Justice). The mayor in turn is controlled via the 'gemeenteraad' or community
council and the police via the 'Staten-Generaal ' or council of the state under the Ministry of the
Interior.

In the late eighties and early nineties the Dutch police were, according to Dikkers (1998), faced with a
three-fold challenge. The first was that co-operation between the various forces was limited, resulting
in fragmented and ineffective crime prevention and combating. Secondly, policing was expensive
because of duplication in the various forces, which negatively affected the economics of scale. Thirdly,
no combined effort existed to fight organised crime, which was organised and active throughout The
Netherlands and beyond its borders. This challenge was addressed by restructuring the Dutch police
into a single organisation with 26 forces (25 regional forces and a national force) with the introduction
of the Police Act, 1993 on the IS' of April 1994 (see section four). The question of who is responsible
for what was also addressed. Role clarification between police management, the mayors and the public
prosecutors was carried out. This lead to what is generally considered as the police management
dualism which will be discussed in paragraph 6.3. I. The content of this analysis should be borne in
mind as it fonns an integral part of the discussion on the Dutch police management dualism in
paragraph 6.3.1.

6.3.1 THE DUTCH POLICE MANAGEMENT DUALISM

Strooper ( 1994:8-10) points to the fact that the best way to guarantee democratic and accountable
policing is to apply the age-old democratic principle of separation of poivers also referred to as the
trias politica. Within a policing context this implies the separation between management of the police
(the executive authority) and the rest of the judicial process ( the judicial authority). The Dutch police
management dualism is an attempt to honour this democratic principle. It needs however to be stressed
that, in theory, separation of powers is a viable option. On paper powers can be separated, but in
practice it becomes more problematic. To realise the separation of powers ín practice it is more
pragmatic to refer to the distinction between powers rather than the rigid separation thereof. This holds
tnae especially in the police environment where the Executive and the Judiciary are in constant
interaction because of the nature of the police role of the maintenance of law and order, by bringing
perpetrators before the courts. Rosenthal, Muller and Bruinsman ( 1998:22-25) say that democratic
control~accountability is still limited in the Dutch police because of the interconnectedness of authority
on the one side and control on the other side.

The Dutch police management dualism (in the 25 police regions and its various districts) basically
operates as follows. The mayor of the largest municipality (of the police region in question) or
provincial capital in the region shares formal command of the police with the chief public prosecutor of
that region. The mayor takes responsibility for managing public order policing and the public
prosecutor takes responsibility for the management of the crime investigation process. The day-to-day
running of the police or the operational management is the duty of the chief of police in that region.
Major decisions and policy directions for a region comes from the 'driehoeksoverleg' (a tri-partheid co-
operation alliance including the mayor, public prosecutor and chief of police for the region - three
people, thereby creating a triangle or 'driehoek~. This process is referred to as a management dualism
because, depending on the kind of police action in question, the accountable persons (mayor or public
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prosecutor) will differ, while the responsible police officer might be one and the same person.
According to Strooper (1994:11), this management dualism guarantees six basic principles, which in
turn enhances democracy and accountability in govemance. These principles are:
- fair play - government is not above the law and is at all times accountable on various levels;
- thoroughness - police actions are checked and double-checked through a dual system of checks

and balances;
- balanced action - the responsibility for police action is shared by both the Executive and the

Judiciary;
~ equality - the relationship between the mayor, public prosecutor and ihe chief of police is in

principle an equal relationship with respect for each other's area of responsibility;
. surety of objectiviry - having separation of powers guarantees objectivity because decision-

making is not centralised with one individual; and
. legal surety and consistency of action - actions are constantly 'tested' within the management

dualism and the police are at all times subordinate to some other authority.

Moor, Bakker, 8c Brummelkamp (1998:100) point to the following factors restraining the management
dualism in the Dutch police:
. within OM there exists a high level ofpersonnel rotation when compared to the police;
- OM tends to jocus on the professional part (legal work) of their function and has little or no

inclination towards management control;
. the police remains the main provider of information used in management decision-making and

thus have an unbalancedpower position; and
~ because OM is understaffed, there is little time to manage.
OM is however not the only problematic pariner in the management dualism. Rosenthal, Muller and
Bruinsman (1998:18) point to the important role that the chief of police has to play in the management
dualism. They indicate that a good working relationship is necessary between all the role players,
especially between the chief of police and the mayor. Beumer, Oude Hengel and Hogenhuis (1998:10)
reaffirm the view taken by Rosenthal, Muller and Bruinsman when referring to what happened in the
region Rotterdam-Rijnmond. They ascribe the whole breakdown of the relationship beriveen the mayor
and the chief of police to personal conflict and contextual issues like the aftermath of the Van Traa
inquiry linking management results to individual accountability, role clarification, active career and
leadership development in ihe police and constant and complex change in the policing environment. In
the report Evaluatie Politiewet 1993: Diepte Onderzoek (1998) it is pointed out that apart from
contextual issues that impact on policing, the informal relationships within the 'driehoeksoverleg'seem
crucial to good police management. Van Veldhuizen (1994:22) suggests constant contact between the
three role players in the 'driehoeksoverleg'. Constant contact will enhance the concept of control and
will help to shorten the distance between the control functionaries (Gooren 1995:46; Langenberg and
Schelberg-van Gils 1994:43). The partnership comprises all three role players, and therefore it is not a
whole if one role player is not part of the partnership (Pop 1994:49).

"The police are thus subjected to the competent authority. But who or lvhat is that exactly? Injact i[ is
dualistic, and depends on the circumstances" (Doorenbal 1994:5). This dualism involves management
and control as well as authority. The mayor and the public prosecutor make up the management and
control dualism. The authoritative dualism lies in the maintenance of public order originating from the
mayor and the law enforcement from the public prosecutor. To further enhance the concept of
democratic accountability both Dikkers (1998) and Buitenhuis (1998) stress that the mayor and public
prosecutor are respectively accountable to the Minister of the Interior, and the town~city council and the
Minister of Justice. This accountability to the Minister of the Interior takes the form of hierarchical
accountability via twelve Queen's Commissioners who have a monitoring function and to the Minister
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of Justice through five Attorney Generals who also have a monitoring function and the 'Openbaar
Ministerie' who has a controlling function. There is constant consultation between the two ministers in
order to further the concept of `kennen en gekend worden ' (to be acknowledged and to acknowledge
each other's responsibility). The Minister of the Interior manages the whole process at arms length with
the mayors and the Minister of Justice having the final control. All of these actions occur amidst a
background referred to by Cachet et al. as 'politiek-bestuurlijke inbedding' (1994:211-213). This
implies:
~ factual input by all the relevant parties;
~ within an interactive process;
. emphasising e~ciency and efjectiveness; and
~ accommodation of the local character.
This management dualism is a result of changes proposed for the Dutch police since the late eighties
and early nineties and which came into being on the IS` of April 1994. The changes proposed had
bearing on the management of the police: management dualism as well as the structure of the police. In
section four the focus shifts to the structure of the Dutch police.

6.4 ORGANISATIONAL STRUCTURE OF THE DUTCH POLICE

The restructuring of the Dutch police was completed on the 1s1 April 1994 with the promulgation of the
Police Act, 1993. With this reorganisation 40 000 police officers between the ranks of candidate,
sergeant, agent, chief agent, brigadier, inspector, chief inspector, commissioner and chief commissioner
were reorganised into 25 regional forces and one national police force. Doorenbal (1994:2) affirms that
148 municipal police forces under the control of their respective mayors and one national police force
under the control of the Minister of Justice serving the smaller municipalities were amalgamated into
one police force. Today the Dutch police are a single organisation with 26 forces (25 regional forces
and one national force). These 26 forces are:
~ the national police - Korps Landelijke Politiediensten (KLPD);
~ Groningen;
. Friesland;
~ Drenthe;
. IJsselland;
~ Twente;
- North and East Gelderland;
. Central Gelderland;
- South Gelderland;
~ Utrecht;
- Northern North Holland;
~ Zaanstreek-Waterland;
. Kennemerland;
. Amsterdam-Amstelland;
~ Gooi and Vecht region;
~ Haaglanden;
~ Central Holland;
~ Rotterdam-Rijnmond;
~ Southern South Holland;
~ Zeeland;
. Central and Western Brabant;
~ North Brabant;
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. South East Brabant;
~ North Limburg;
~ South Limburg; and
~ Flevoland.

According to Doorenbal these regional police forces are responsible for (see also section two) routine
police surveillance, investigative work, crime prevention, traffic duties, environmental monitoring,
implementation of special legislation and special branches (1994:9).

The physical restructuring of the police as well as the application of the management dualism resulted
in change becoming a constant phenomenon within the organisation (Gooren 1995:137). This
influenced the culture of the Dutch police organisation and led to fear amongst many of the police
officers (Langenberg and Schelberg-van Gils 1994:82). The circular Een Politie-Organisatie in
Beweging: 1985-1992 (1990) refers to change within the police as being about redefining norms and
objectives which in turn implies a process of innovation, structuring, integration and innovation anew.
The Van Traa-report (1997:29) also stresses this fact. Vroom, Wagenaar and Hobbelen ( I 997:1 1)
points to the manner in which the role of the police is influenced and complicated by environmental
factors like science, the expectations of the public, local authorities, the press and police management.
According to Vroom, Wagenaar and Hobbelen (1998:1219), pressure on the public prosecutors and the
police to act against crime is extremely high. They stress that the detectives are especially vulnerable
because of this, and that it can be seen in the dominant police culture. The current Dutch police culture
can be observed in the way the police:
~ actively pursue professionalism;
~ strive towards transparency;
. vigorously promote organisational control; and
. control individual police officers.
The Dutch police are thus aggressively striving to enhance its culture and to promote the principles of
democratic control and accountability, which are direct results of the restructuring of the Dutch police
and the Van Traa inquiry. The restructuring of the police did not only improve their overall efficiency
but also improved accountability. It did however leave some problems as far as co-ordination and
centralised policymaking were concerned. In order to overcome this aspect, the Dutch Police Institute
was formed in 1996. In paragraph 6.4.1 the focus will be on the Dutch Police Institute.

6.4.1 DUTCH POLICE INSTITUTE (NPI)

The Dutch Police Institute ('Nederlands Politie Instituut' - NPI)) was formed on the I5~ of luly 1996 to
fulfil a variety ofco-ordinating functions. These functions include:
~ responsibility for the standardisation of policing across.the country;
. the non-operational co-operation between the various forces;
~ looking after the interests of the police in general;
. providing an internal information centre for the various police forces and related organisations;
~ fulfilling the role of discussion partner of the cabinet as far as policing issues are concerned; and
. being a point of reference for partners of the police.

In fulfilling these functions, the NPI is actively involved in the management of change in the Dutch
police, co-ordinating and initiating change and providing guidance and advice. Change management in
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the Dutch police, the learning organisation and andragogics are discussed in section five (paragraph
6.5) and this will be done against the historic contextual background provided in sections two to four.

6.5 CHANGE MANAGEMENT IN THE DUTCH POLICE, THE
LEARNING ORGANISATION AND ANDRAGOGICS

Vroom, Wagenaar and Hobbelen (1997:48) in describing the prerequisites to cultural renewal in the
Dutch police touch on some of the main issues that have change or are still in the process ofchange and
learning within the police. The presentation of their views should not be seen as providing the reader
with a single list of changes in the Dutch police. It should rather be considered a point of departure to
serve as an instrument of focus. It is included for its value as a summary of what is happening in the
Dutch police, given the context provided in sections two to four. According to these authors, the first
change aspect that has to take place is renewal within the políce organisation's rank and file, with the
emphasis being to provide space for personal development. They also point to the dangers of over-
control via bureaucratic measures during this renewal process. Secondly, they are of the opinion that
co-ordination between the law enforcement role players (criminal justice chain) must improve, but with
acknowledgement of each role player's unique contribution and accountability sphere. Strooper
(1994:7) refers to this as acknowledgement of each other's executive authority and power within the
criminal justice chain. Finally they conclude that there needs to be a balance of activity between central
control and decentralised uniqueness, effectiveness and efficiency, passion for the work and public
scrutiny and leaming from mistakes. They thus admit that the destination of the change process - ifone
views change as a highly complex process of moving from one point of flux to another state of being
that is uncertain at the star[ of the change - is unsure and influenced by a variety of variables. Only a
learning attitude will enable the organisation in this case the Dutch police - to have an outward
direction, develop people, given future possibilities, and have a long-term view for the organisation and
its role within the criminal justice chain. It all amounts to the most basic principle, the central question
stressed in the Van Traa-report (1996:418) namely a police service where there is "... geen
bevoegdheid zonder verannvoordelijkheid, geen veranhvoordelijkheid zonder verantwoording" (no
authority without responsibility, no responsibility without accountability).

This section will look at the management of change in the Dutch police with a focus towards the role of
training andlor development as well as the National Police Selection and Training Institute (LSOP -
see paragraph 6.5.1). Gooren (1995:89-90) points out that the majority of police officers in the Dutch
police still view change as something that happens every now and then - the concept of unfreeze-
move-refreeze - compared to the idea that change is an ever-present reality in any modern-day
organisation. The role of top management, with specific reference to their development as change
managers, will also be placed under the looking glass. This will add contemporary value to the
historical context that was provided in sections two to four and is aimed at the Dutch police unit of
analysis within ihe sphere of this research: top management.

6.5.1 NATIONAL POLICE SELECTION AND TRAINING INSTITUTE (LSOP)

The National Police Selection and Training Institute (LSOP), established in 1992, oversee and
coordinate the various levels of police training in the Dutch police. LSOP is the Dutch acronym for the
National Police Selection and Training Institute (Landelijk Selectie- en Opleidingsinstituut Politie) and
is used because it is generally known under this acronym in both the South African Police Service
(SAPS) and the Dutch police. The LSOP is under the control of the Minister of the Interior and has
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more or less the same function as the NPI (see paragraph 6.4.1) with reference to broad police training
and selection issues in The Netherlands. The LSOP co-ordinates, sets the standards and provides advice
as faz as training and recruitment within the Dutch police are concerned. The focus in this paragraph is
on the role that the LSOP plays within the training environment with specific reference to management
development.

As faz as training is concerned, the LSOP controls the five National Training Centres for basic training.
The Netherlands Police Academy is situated in three different venues, the Detective Training School,
Police Traffic Institute and the Public Order and Security Training School. As far as management
development is concerned, an interesting development is currently taking place (Dikkers 1998). Police
forces must use their allocated training budgets as they see fit, given the guidelines provided by the
LSOP. They do however not need to use the training facilities or services províded by the various
training institutes within the police. Police training has become a supply-and-demand driven entity that
must compete with all the other training institutes in The Netherlands (universitíes, colleges, etc).
Training (within the LSOP) is thus managed as an economic entity that must make money along the
basic prínciples of supply and demand and centralisation to increase economics of scale (Dikkers
1998). This is all executed against the background of what Doorenbal (1994:17) views as an important
part of the Dutch police culture when it comes to the management of change and the role of training,
"Training is an important means of guaranteeing the quality of 1he police service ". According to
IJzerman (1999) this implies the restructuring of the LSOP, training of police trainers, strategic
alliances with training partners and changing management development. In paragraph 6.5.1.1 the focus
is on management development.

6.5.1.1 MANAGEMENT DEVELOPMENT

The Dutch police believe in developing their potential managers from a young age and as such
management development for junior officers is therefore one of three directions of basic training
presented at the Netherlands Police Academy (NPA). The Junior Officers' Training School and the
Central Training Institute cater for the development of middle management, whereas the Police Study
Centre used to provide development for top and senior management. The word 'used' is chosen
because top and senior management development is not the sole responsibility of the Police Study
Centre any more but a responsibility that is contracted out to other institutions more often today than
three or four years ago. This has come as a result of centralisation, co-ordination by the LSOP and the
economic principles of supply and demand for this function (top and senior management development).
The LSOP controls all management development within the Dutch police by setting standards and co-
ordinating the actions of the various institutes, centres and schools. This was achieved by grouping
together since 1997 all the aforementioned institutes, centres and schools under the auspices of The
Netherlands Police Academy (NPA).

At the NPA police candidates can do courses in management over a period of 2-4 years (depending on
their prior qualifications). They can choose between four types of courses and three study
routesldirections. The NPI and LSOP have also set up a programme of positive discrimination within
the NPA so as to further the development of women and minorities within the management echelons of
the Dutch police. Junior and middle management development is still in the hands of the LSOP via the
NPA. The same does however not hold true for top and senior management development, which is
outsourced (Buitenhuis 1998).
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6.5.1.2 TOP MANAGEMENT DEVELOPMENT

Prior to 1997 the Police Study Centre (PSC) was considered the centre of excellence as far as top
management development was concerned (Buitenhuis 1998; Dikkers 1998). Top management
development was facilitated via conferences (both national and international), courses and short
courses ( dealing with change, leadership, motivation and project management, etc), seminars for senior
police officers addressing contemporary management issues and the provision of advice by means of a
professional consultation service. However, this all came at a price, a price that was not always
economically justifiable. Other institutions were able to deliver the same programmes ( in content) at a
lower price, and more and more police regions opted for this cheaper alternative. The core problem, as
far as the Police Study Centre (PSC) was concerned, was that their programme content was not police-
specific enough. Top management development is quite generic in nature and as such this was the one
area where the police training institutions experienced competition. Universities, like the Free
University of Amsterdam, Erasmus University, the University of Leiden, University of Twente and
Nijmegen Catholic Universíty, became involved in top and senior management development and police
management development in general by offering degrees, diplomas, certificates and conferences. Sorne
of the regional forces even opted for international courses in England and Australia. A further problem
was that there was no capacity to discount the uniqueness of the PSC into financial terms. The PSC
provides a special learning environment, which accommodates the unique culture of top management
in the police. This environment becomes a 'sa.fe' place where managers from all over the country can
come together and learn from each other in a neutral police environment. It is, according to Dikkers
(1998), ironic that it was during these meetings that top managers moved their paradigm from police
only training to the outsourcing of training.

The PSC allowed managers the freedom to think', capabilities, which ultimately lead to the end of the
PSC, as it, were known up to 1997. The PSC propagated the concept of a learning organisation.
Because of the process of learning, they themselves became redundant and had to adapt to change. The
PSC does not consider itself a singularity any more (which is in line with formal policy; it is now part
of the NPA) neither does it see itself as part of the NPA. As a consequence of this the PSC is now
facilitating courses for top and senior managers of police forces from other countries and performing
consultation work for the police. Their development role within the Dutch police top management has
thus become, for all practical purposes, null and void. The responsibility of top management
development being the task of a single organisation is something of the past. It should however be
stated that, within the policy plan for the Dutch police 1999-2002 (Beleidsplan: Nederlandse Politie
1999-2002) (1998:61-62), a national management development policy for top management is still seen
as a critical success factor in the management of change within the Dutch police.

6.5.1.2.1 Police Top Management Development: Philosophy, Content and
Methodology

Both Dikkers (1998) and Buitenhuis (1998) agree that top and senior management development in the
late eighties and early nineties regarded the concept of change management as an enabling skill, which
was a necessity for any top manager in the Dutch police, given the enormous change that the police
was going through (Vrakking 8c Vermaat 1989:35). According to them change management is still on
the leaming agenda of all managers in the police, including top management. The reorganisation of the
Dutch police as a process was more tedious and more time-consuming than expected (Cachet et al.
1996:159). This resulted in a need to focus on change management in order to assure that the
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reorganisation did not lose momentum. Issues that needed to be addressed in fonnal programmes
ranged from human resource management, changing organisational culture and dealing with resistance
to change (Sturing en Toetsing van Politiële Rechtshondhaving 1995:13- I S) to a change in work
attitude (IJzerman 1999).

The report Politie-Ondenvijs in de Markt (1992:19-20) reflects upon the accessing of police training
for non-police organisations, the dynamics of the change process as well as the importance of
management development and training in managing the process of change. Vrakking 8i Vermaat
(1989:19) point to the importance of increasing the efficiency of service rendering, quality of service
rendering, effectiveness of service rendering and flexibility of service rendering within police training
and management development. Dragt (1997:94-95) supports the idea of active management
development as a `noodzakelijkheid' (necessity) in the management of change as well as learning. It
must be kept in mind that the reorganisation of ihe Dutch police lead to what is generally referred to as
a solidarity break amongst policemen (Project Maatschappelijk Functioneren Politie:
Achtergrondstudie I, 1995). These solidarity breaks within the organisation lead to the focus being
shifted towards change management. The brake occurred on three levels:
~ horizontally - new people working together;
~ vertically - 'my boss is not my boss any more'; and
. laterally - between managers.
The PSC (De Logica van Vandaag in het Licht van Morgen: Een Onderzoek naar de Politie Functie in
het jaar2002 1994:23-25) points to the fact that police managers in general needed to be more flexible,
and to have a problem-solving attitude. They also needed to be more creative and client-orientated as
well as more professional. The report also indicates that management development should be more
future-orientated, thus preparing managers to:
. live with uncertainty;
. generate new tasks aimed at managing change and enhancing leaming;
. appreciate current reality;
- initiate change and improve and clarify the role of the políce. Stoutjesdijk, Straver and IJzerman

(1997:173-174) point to the importance of the police (and police managemenQ in providing the
stimulus for change; and

- enhance their own ability to maintain a legitimate management base. Van Ewijk (1997:25) refers
to this as the gap between management being sensitive to the political and public opinion on the
one hand and the policeman (the police opinion) on the other.

In order to address these issues holistically Broer (1997:51) suggests that the police focus on planning,
organising, co-ordination, delegation and the evaluation of the aforementioned four issues. Feuth
(1997:67) supplements this idea by suggesting an open system approach and indicates how this will
further the management of change in the police and how it will enhance organisational learning.

Tobin (1993:16) submits that learning enables change in two ways. It first creates an openness to learn
and helps people to recognise the need to change. Secondly, both change and learning are closely
related and learning, training and~or developmen[ should be included ín any change programme. Even
though the learning organisation was never a central philosophy in any Dutch police management
development course, the underlying principle of the learning organisation was evident. This principle
signified learning as an enabling activity that never stops and which is most effective within an
organisational context (Dikkers 1998). Van Loon (1998:143) explains how action learning and
mentorship programmes have become part of management development in the Dutch police - all in
order to promote organisational leaming. New initiatives between the police and business are also
aimed at optimising management development and organisational learning (IJzerman 1999).
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6.6 EPILOGUE TO CHANGE

According to Strooper (1994:7), the Dutch police is a reflection of the problems within the Dutch
society. This statement holds true for most police forces the world over and points to the Dutch police
operating within a dynamic environment. The idea that modem-day organisations are exposed to
constant change applies to the Dutch police as well. This issue becomes more evident if one considers
the seven areas of research, emphasised by the NPI in their report on research in the police (Politie en
Wetenskap, 1998). The seven areas of research are:
. looking at an integrated security policy;
~ investigating ongoing violence;
- evaluating ever-changing information and communication technology;
~ assessing policing in multicultural societies;
~ reviewing police organisation and locus of control;
. furthering internationalisation; and
~ investigating integrity-related issues.
It is thus clear that the Dutch police are exposed to ever-changing variables within its environment and
as such they will always be in some sort of change. To be under the impression that the big year of
change was 1994, would have been misguided; it was an important year, but the changes were not more
noteworthy than any of the changes that are sti11 to come for the Dutch police. These changes might not
be known right now. To emphasise this aspect one only needs to look at everything that changed in
1998.

6.6.1 CHANGE IN 1998

The Van Traa-report emphasised three issues that needed urgent review within the police (1996:419-
420). According to the report, the first issue had to do with the norms and values within the police. The
inquiry found that there were problems with the norms and values in as far as the police were not
policed. The second íssue was related to organisational and co-ordination problems within the police as
well as the broader criminal justice chain. Finally, the Van Traa-report indicated that there was an
authority crisis within the Dutch police. Vroom, Wagenaar and Hobbelen (1998:1219), refemng to the
dynamics in the police, indicate that the police are on the brink of bureaucratic overkill. According to
these authors this can be contributed directly to the Van Traa inquiry, which criticised the police as far
as control was concemed. In a matter of years the Dutch police, due to pressures from the environment,
went from too little control to bureaucratic overkill. In 1998 many of the changes that were suggested
in the Van Traa report were formalised into legislation and policy documents (Beleidsplan:
Nederlandse Politie 1999-2002 1998:45-5 I) that profoundly influenced the police. The biggest change
was the reduction of the control function of OM in as far as the police were concerned (sections 28 and
29 of the Police Act). Van der Vijver also points out that change as a constant and dynamic process
started to impact on the role of the police in society (1998:12). In paragraph 6.6.2 the focus will be on
possible changes that the Dutch police will have to face in the year 2003.

6.6.2 2003

It is suggested that medium-term planning should not cover a period longer than two to three years. The
author has taking the liberty of sketching some issues that will most probably be considered relevant in

134



the year 2003 as part of the epilogue to current change or as a prelude to constant change. The
emphasis will be on broader policing topics and specific human resource management issues. This
paragraph can be viewed as a synopsis of issues that might be relevant in the year 2003 as far as the
Dutch police are concerned. It is based on mental conceptualisations by the author and information
gained during the interview process. Its worth should be measured against its plausibility on the one
hand and possible future value on the other. It is based purely on observations made concerning the
Dutch police's specific environment, its direction in policing and modern management. It is not an
exhaustive list; the inclusion of these issues being merely to indicate that change is a constant in
modern-day law enforcement. As far as the broader policing issues are concerned, the following issues
might be relevant:
~ The European Union (EU) can perhaps be considered one of the major achievements in

modern-day governance. It however also comes with radical implications as far as policing is
concerned. The Dutch police, the Netherlands being part of the EU, will be faced at bare
minimum with co-ordination problems between itself and police forces from other member
states. It might even be exposed to mergers and Euro-region police forces. The Police will most
probably be facing much more challenging issues - varying issues ihat will range from EU and
world organised crime syndicates to massive influxes of illegal immigrants.

- Doorenbal (1994:2) says the "... makeup oj the police increasingly rejlects the makeup of
society". The whole issue of representative policing will become of increasing importance
within the Dutch police. Second and third generation immigrants will, in increasing numbers,
join the police, thus making the police more representative of the community and a more
diverse organisation. This diversity will increase management complexity within the police and
will bringlcreate challenging management problems for the police manager.

- Senseless violence within the Dutch society will increase over the years to come. This will be a
direct result of the Dutch society becoming more diverse and young people looking for an
identity within gangs. The Dutch police will tend to deal with this as a crime problem and not as
a social problem and will in the short to medium term seek to police senseless violence by
increasing the size of the police and restricting the liberty of individuals (e.g. pubs will be
forced to close earlier and certain late night trains will be discontinued).

. Organised crime, with the opening up of EU borders and the free movement of people, will
become an increasing challenge. Creativity on the side of the police to fght organised crime
will also be stretched to the limit. The Van Traa inquiry and its negative spin-offs on morale
within the detective and special branches of the police will be felt, because initiative and
creativity will be hampered out of fear of another inquiry. Police discretion will be replaced by
bureaucratic restrictions.

As far as broad human resource management issues are concemed, the following seems eminent:
- Currently the Dutch police have a system of lateral entry. This will disappear in the coming

years because of a greater emphasis on a professional police force. It will be argued that
professionalism can best be served by taking a police official and advancing her~his career from
recruit to commissioner in the same organisation and professional culture.

~ The possibility exist that something like the PSC prior to 1997 will re-emerge ( see paragraph
6.5.1.2). There will be a need amongst top and senior management in the Dutch police for a
place of free thinking and for a venue where they can reaffinn their own identity, given the
pressures of the EU and other police agencies.

~ One of the short-tenn solutions that the police use to increase the amount of visible police
. officers - the employment of police surveillance officials - will become a management

nightmare because of the two aforementioned issues. First these officials will start to argue that
they have a vested right to be employed by the police. Secondly, the fact that a compromise has
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been reached with their recruitment (they need not comply to the high standards set for police
officials) and training (they underwent limited training) will start to impact on the professional
image of the police where it is most visible: on the street.

6.7 CONCLUSION

When the author first started to study the Dutch police system, the idea of a management dualism
sounded like a contradiction in terms. It took months to fathom it out, because the concept is as unique
to Dutch society as tulips and dikes. It all has to do with that which is generally known and referred to
in the Netherlands as the polder model - a unique model of constantly seeking consensus as a first
position as well as a position on which to fall back on, something that is truly difficult to understand if
one has not observed it in action. Within the 'driehoeksoverleg' all the role players work towards
consensus in the management and control of the Dutch police. Seeking consensus is an implied
disposition that is not to be compromised at any time.

The changes that the Dutch police underwent in the early nineties were aimed at optimising this
democratic principal (consensus seeking) thus enhancing both political control and public
accountability. A spin-off was a more efficient and effective police service that optimised economics of
scale. The Dutch police were forced to transform from a variety of segmented and closed organisations
to a more open, integrated police service provider. The emphasis moved from reactive policing to basic
police care based on democratic management in order to enhance transparency, public control and
accountability. This chapter is aimed at documenting some of these changes with an emphasis towards
change that relates to the management of change in the spheres of the learning organisation and
andragogics. The point of departure will be that policing in the Netherlands is a product of Dutch
history and, in order to discuss contemporary policing, one needs to put it within a historical context.

The manner, in which the amalgamation and reorganisation of the Dutch police were managed, was
extremely methodical and calculated. The process started with debates in parliament in the late eighties
and gained momentum with the appointment of the acting chiefs of police in the 26 police regions (25
regional and one national police force) in the early nineties. These changes where completed with the
promulgation of the new police act on 1 April 1994. During this process and thereafter the role and
function of the police have constantly been redefined and ihe Dutch police is now at a point where they
are slowly realising that change is a modern-day reality that will be with them for ever. The greatest
shock (and thus implied change) that the Dutch police had to deal with during this period was the Van
Traa inquiry. The allegations ofcorruption, maladministration and the lack of control that accompanied
this inquiry harmed the professional image of the police in the Netherlands as well as in the rest of
Europe. The training component of the Dutch police under the auspices of the LSOP had to help the
organisation deal with change while being exposed to constant change themseh~es. The management
development function of the LSOP was outsourced to some extent with programmes being delivered by
institutions other than the police. The police also had to comply with the standards set by the LSOP.
Throughout the nineties one of the central themes in management development was the management of
change.

"The best ofal( things is to learn. Money can be lost or stolen, health and strength may fail, but what
you have committed to your mind is yozers forever. "

Louis L'Amour (1988)
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PART THREE

HISTORICAL CONTEXTUALISATION

"There is nopast that we can bring back by longingfor it. There is only an eternally netiv now that
builds and creates itseljout of the best as the past withdraws. "

Von Goethe (1832)

SUMMARY OF PART THREE

If one considers the period January 1990 to December 1999 (the latter date was selected as a result of it
being the last day of the research component of this study), the SAPS and the Dutch police can be
compared on a variety of levels ranging from change processes and the management of change to the
size of the organisation (In the case of the SAPS the change was however much more fundamental than
in the case of the Dutch police. In South Africa there was a shift from a police state to a democracy.).
Taking into account the content of chapters two and three the Dutch police and the SAPS have the
following commonalities:

Their Nature ofB:~siness
Both the Dutch police and the SAPS are tasked with creating a safe and secure environment for their
people by the prevention of and investigating into committed crime. The SAPS, however still have
their main focus on the investigation of crime whereas the Dutch police puts a high premium on the
prevention of crime or basic police care.

Size of the organisations
The SAPS is, in comparison to most organisations, a very large organisation with 120 000 members
serving a community of roughly 43 million people. The Dutch police (all 26 police forces) total about
42 000 police officials serving a community of I S million people. The ratio police officials to 1000
members of the community in both countries is about 2.8~1000. It must however be kept in mind that
South Africa is almost fifteen times the geographical size of the Netherlands.

Centralisation vs. decentralisation
The SAPS is a strong, centralised organisation with provincial divisionalisation. Even though SAPS
provincial commissioners have a lot of autonomy, the SAPS budget is administered from head office,
thus centralising the largest single resource available to the provinces. The Dutch police consist of 25
independent regional police forces and one national force, thus totalling 26, thai obtain the budgets
allocated to them via central government. How they utilise their budgets are however ( in principle) up
to them.

Nature of Change and Reorganisation
Both the Dutch police and the SAPS underwent vast reorganisation in the nineties. In the Netherlands
hundreds of municipal police forces and one national police force were reorganised into 26 independent
police agencies, in the name of effectiveness and efficiency. In South Africa, in an attempt to undo the
remnants of apartheid, twelve police forces were centralised into one police agency. In both countries
change was however received with high levels of stress, depression, early retirements and negativity
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amongst personnel. This is most probably still one of the biggest challenges for commissioners in both
countries: having to facilitate constant new changes without losing too many officials to stress,
depression, early retirements and negativity.

Tirneframefor Change and Reorganisation
Ironically, the official dates for the reorganisation in both police forces were scheduled very close to
each other. In the Netherlands it was 1 April 1994 and in South Africa, it was 27 April 1994.

Accountability
In both police agencies there is a high premium on police accountability. In the Dutch police this is
achieved by harnessing the concept of separation of powers via what is generally referred to as the
management dualism. The SAPS is exposed to a system where there is both a secretariat (with an
independent complaints directorate) overseeing functional police activities as well as a CEO who
oversees financial activities and spending.

Management Development
Management Development (MD), in theory and on paper, is a priority with both the SAPS and the
Dutch police. The Dutch police, however, view MD only as part of a greater picture, namely that of
career development and they are also open to the concept of outsourcing MD. In the SAPS MD is still
an ad hoc activity with little or no impact on the career development of individuals.
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PART FOUR

RESEARCH REPORT AND RECOMMENDATIONS

"There are two ways of ineeting difficulties: you alter the difficcrlties, oryou alteryoirrselfto meet
them. "

Bottom (1963)

INTRODUCTION TO PART FOUR

The Price Waterhouse Change Integration Team (1996:241) indicates how important it is to have
balanced judgement as a researcher, to maintain objectivity and have one's research scrutinised by
colleagues and fellow researchers. Van der Krogt (1984:95-97) also states that we need to work
through the confusion created by the use of differing terminology. He also points out that research does
not take place in a vacuum, and in researching organisations one needs to realise that organisations as
such, are just tools, used by individuals to reach their goals. Against this background one must agree
with Emory and Cooper (1991:15-17) when they explain what they see as good research. They argue
that in the first instance good research must find its origin in a clear purpose and a well-defined,
delineated and unambiguous research topic. Secondly, the research process needs thorough description.
They thirdly argue ihat proper research planning can increase objectivity. Fourthly, the research report
needs to be frank and to the point. In the fifth instance, the method of analysis should fit the research
methodology followed. Thereafter any conclusions and extrapolations should be justi6able from the
research and, finally, the researcher's experience in the field of research needs to be established.
Chapter seven (research methodology) explains the purpose of this research, the planning that was
undertaken to make it possible as well as a description of the research process. In chapter eight the
focus shifts to the method of research analysis and a report on the findings of the research. In chapter
nine (recommendations) the research is concluded with some recommendations and extrapolations.
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PART FOUR
CHAPTER SEVEN

RESEARCH METHODOLOGY

"Simplicity is the most dij~cult thing to secure in this world; it is the last limit of experience and the
last effort ofgenius. "
George Sand (1876)

7.1 INTRODUCTION

For many students research methodology is a big nightmare, mainly because of the terminology. This is
not because of the content or subject matter of the subject but because for some unexplainable reason
methodologists believe in speaking Martian. Methodologist use unknown terms to explain simple
relationships and tend to overstate the obvious. Fortunately, as students mature, so does their respect
for methodologists. They still use complicated words ( maybe `linguistic capturing' is a better terrn to
use) to explain a simple relationship (or shall one say 'causal interrelatedness ~ while stating the
obvious, but these researchers have an extremely important role within meaningful science.
Methodologist draw researchers into discussion, dialogue and debate (in their tertninology 'our
common frame ojreference ~, they facilitate the sharing of thoughts on a variety of issues, ranging from
the simplest ( as a point of departure) to the most complex in nature - in short, meaningful science.
They help us to retain simplicity amongst extreme complexity.

The first section of this chapter looks at the research for this dissertation and focuses on the purpose
and scope of the research as well as the timeframe thereof The research questions as well as the
hypotheses are highlighted and the unit ofanalysis is defined. The second part of the chapter relates the
research methodology, and especially how data was collected by means of semi-structured interviews
and an organisational diagnostical questionnaire. The final part of this chapter highlights the challenges
of this comparative research project. It considers how reflection sessions were utilised in order to
counter ethical dilemmas and optimise the results of the research.

7.2 THE RESEARCH

The work of Price (1972) in his book, Handhook of Organizational Measurement, on measurement
preferences in organisational research served as a point of departure in deciding on the structure and
process of this research. Price (1972:5-7) indicates how important it is to make use of simple as well as
multiple measurements. According to him, this enhances validity and reliability and helps to formulate
precise concepts and research ideas. The use of both these instruments contributes to possible
publication and the ultimate collegial review. This research is mainly qualitative in nature and makes
use of uni-variant as well as multi-variant methods (both qualitative and quantitative measurement
instruments) in order to argue its qualitative findings. The purpose and scope of this research are
discussed in the following paragraph.

140



7.2.1 RESEARCH PURPOSE AND SCOPE

Since the beginning of the author's studies more than a decade ago, he had an interest in how
governments operate. As time passed, this interest became increasingly focused on a less documented
topic: how police management influences society. Van der Poel (1982) echoes the author's position
when he says that not much is really known about the police and the manner in which they are
managed. The ultimate purpose of this research is to contribute to this limited body of knowledge,
trying to answer part of the how of police management while looking at the management of change,
organisational learning and andragogics. Ramondt (1996:152-155) reminds us of the fact that
organisational development is linked to organisational learning and adaptation to change. He also
indicates that, in order to do research on the topic of organisational leaming and change management,
one must discount the influence of the environment on the organisation and focus on the role of
toplsenior management, seeing that they have the power to change the organisation.

The purpose and scope of this research is therefore to explain how top police management in two
different countries (the Netherlands and South Africa) manage organisational change though
organisational learning as a management of change approach. The purpose and scope is however
further refined by the timeframe of the research, which is discussed in pazagraph 7.2. l. l.

7.2.1.1 TIMEFRAME FOR RESEARCH

Judd (1991:175) refers to the fact that research on change is about what has happened as well as
looking at what is about to or can happen. Dealing with change because of the fact that it has no clear
start and in most cases an unclear finish ( change can be defined as a highly complex process of moving
from one point of flux to another state of being that is uncertain at the very start of the change) is
difficult. Setting a timeframe for research on change is just as difficult and for the same reason. The
timeframe for this research is the period between the beginning of the nineties ( when people seriously
started to debate the reorganisation of the two police forces under examination) and the 3151 of
December 1999. The start date was picked because it was a period in the South African Police Service
(SAPS) when many new top managers were appointed in the management forum of the SAPS in order
to facilitated change. The role of top management in the management of change is central to this whole
study and, as such, the author considered it an appropriate cut-off point for this research. The end date
is artificial. Considering the research questions in paragraph 7.2.2, the role of top management in this
study becomes clearer.

7.2.2 PROBLEM STATEMENT, RESEARCH QUESTIONS á HYPOTHESES

"Research is a systematic inquiry aimed at providing information to solve problems" (Emory and
Cooper 1991:14). It is also a process that starts with asking questions in order to identify problems in
need of solving. Judd (1991:173-174) adds to this that research questions can stem from theoretical
research investigation aimed at providing theoretically predicted relationships. The research questions
for this research were compiled after the theoretical investigation of three bodies of knowledge (see
chapters two, three and four) and relating those bodies of knowledge to each other. Dealing with the
concepts, theory and applicability conceming the management of change (chapter two), the learning
organisation (chapter three) and andragogics (chapter four). See diagram 1 for a detailed breakdown of
the problem statement, hypotheses and research questions.
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Diagram 1: Theoretical Contextualisation oí this Dissertation
PROBLEM STATEAIENT

The purpose and scope of this research is to explain how top police managers in two different countries (the Netherlands
and South Africa) manage organisational change though or anisational learning as a management of chan e a roach.

}It'POTI~ESES

HI H2 H3 H4 HS H6
(Chapter 2) ( Chapter 2) (Chapter 2) (Chapter 3) (Chapter 4) (Chapter 4)

The value oja The value oja The value oja The value ofthe The value of adult The value of adult
monagement oj managemertt oj management oj learning leaming as a learning as a

change change chanRe in a public organisation as an development development
intervention in a intervention in a organisation opproach in approach in approach in

public public depends on the managing change managing change managing change
organisation organisation ability ojtop depends on the and a learning and a learning

depends on the depends on the monagement to ability of top organisation organisation
ability ojtop ability ojtop jacilitate the management to depends on the depends on the

management to management to learning monoge leorning ability of top ability of top
enhance provide a safe zone organisation as o di.rabilities. management management to

participation and jor employees, management oj themselves to support adult
personally support shore injormation chon,~e approach. learn. learning.

the change. and reward
success.

RESEARCH OUES'TIONS

cH,~wrER z

How do top managers see change, organisationa! monagement, organisatiorml change, management oj change,
personal transjormation and changejorces?
How do top managers see personal resistonce and orgonisationol resistance to change?
How do top managers see personal responses and orgonLcotinnol responses to change?
How do top managcrs see their role in the mana,gement o(change in public organisations?
How do top managers see their role of the leanring orgnnisation as a manngement ojchange techniyue?

CH:1tr1ER3

How do top managers see organisational leorning?
How do top managers see the concept of a leorning orgonisation?
How do top managers see the laws ojthe fijth discipline and s~stems archetypes?
How do top managers see systems thinking ond paradigms as part oja learning organisotion?
How do top managers see persona! mastery, mental models, shored vision and teom learning as part oja learning
organisation?
How do top managers see leorning disabilities in an organisation?
How do top manaerr. see tfreir role in hclping an organisation become a learning organisation?
How do top man rei~n scc lenrrring disabilities in becoming a learning organisation? -

CHAPTER 4

How do top managers see education, troining, development, learning and andragogics?
How do top managers see learnerparticipation?
What do top managers regard as the reasons why learningjails?
How do top managers see evaluating adult learning?
How do top managers see the interaction between learning and change?
How do top managers see the interoction between individual learning and organisationalleorning?
What do top managers regard as reasons for organisational leorning?
How do top managers view their role as learners and supporters o~learning?
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7.2.3 UNIT OF ANALYSIS

The units of analysis for this comparative study are the 22 commissioners (three additional divisional
commissioners were appointed by late 1999, thus making it 22 and not 19) comprising the top
management structure of the SAPS and the 26 chief commissioners of police in the Dutch police. The
reasons for selecting this unit of analysis are fourfold. First, the author is of the opinion that top
management has a pivotal role to play in the management of change and the facilitation of a learning
organisation. Secondly, in order to contribute to the body of knowledge concerning the management of
the police little research has been done on the role of top management. Thirdly, the unit of analysis
comprises a small number of high impact individuals on both the organisation and the political
nonnative level (Daemen and Thomassen 1984:154-I58), thus optimising research results because of a
high response rate (Kirkpatrick 1996:58; Holvast 1982:101). As can be seen in table 7.1, the response
rate was high. In concentrating on small units of analysis, it was fourthly also possible to establish a
report with the unit of analysis and develop a trust relationship with them, thus hopefully overcoming
what Yukl sees as a problem with researching leaders namely reductionism (1981:288).

Table 7.1 Response Rates of Units of Analvsis
Unit Individuals Questionnaires

Received
Interviewed (no

uestionnaire)
Response Rate

SAPS 22 15 1 16 (730~0
Dutch Police 26 21 - 21 (810~0)

7.3 RESEARCH NIETHODOLOGY

Schuyt ( 1982:28) explains how researchers in social sciences are exposed to extreme difficulties
because of the focus of their research, namely human behaviour. Turner (1988) adds that qualitative
research in social sciences is challenging because of the time factor. He argues that to do good
qualitative research, researchers need to build trust, look, listen and record everything they see and this
takes time. In order to optimise the data gathering part of the research the researcher must make use of
suitable research methodology - methodology that will be determined by the kind of data needed, the
timeframe and resources available (Buchanan and Huczynski 1997:33). For the purpose of this
deductive research, data was collected in a variety of ways in order to maximise validity. Data
collection is reviewed in the following paragraph.

7.3.1 DATA COLLECTION

Data was collected from a variety of sources. The first source focused on literature, ranging from
textbooks, covering theories and models, to official documents and legislation (see chapters two, three,
four, five and six). Information and data gathered by these means were used to develop research
questions and hypotheses that were further analysed by means of semi-structured interviews and an
organisational diagnostical questionnaire. The second source was semi-structured interviews with the
units of analysis as well as individuals peripheral to the unit of analysis and who were knowledgeable
on police management. The third source of infonnation was data gathered through an organisational
diagnostical questionnaire. In chapter ten some additional information on research in the SAPS is
provided.
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7.3.2 SEMI-STRUCTURED INTERVIEWS

Lawrence (1988:27-29) explains that the nature of the information and data required will determine the
content of the interview as well as the persons interviewed. In order to collect data on the role of top
management in the management of change process, interviews ( in total 49) were conducted with:
~ chief commissioners ( and commissioners) of police in both South African and the Netherlands;
. other police personnel dealing with issues related to andragogics (specifically management
development) and change management;
~ academics in the field of policing and private management consultants to the police;
~ police union ofiicials; and
~ institutions peripheral to the police.
The structure of the interviews is discussed in paragraph 7.3.2. I.

7.3.2.1 STRUCTURE AND TIMING

The semi-structuredness of the interviews varied from interview to interview. As data was collected, so
did the need for small changes in the structure of the interviews arise. The focus was however always
the same - the role of top police management in the management of change and how the concept of the
learning organisation affects this. As far as the chief commissioners (and commissioners) ofboth police
forces were concerned, the main focus was on how they perceived their own role in change
management and how organisational learning disabilities impacted on them fulfilling their perceived
role. Data gathered in this manner was also substantiated by means of an organisational diagnostical
questionnaire (see paragraph 7.3.3). Pre-test validation was virtually impossible because of the small
size of the units of analysis. The questionnaire helped to validate the interview data and the interview
data helped to validate the questionnaire.

Interviews with other police personnel dealing with issues related to andragogics (specifically
management development) and change management were aimed at gathering specific data on the
change management process as well as on management development. It also served as a good
preparation platform for the interviews with the various chief commissioners (and commissioners) of
the police forces. In general, these interviews were conducted before any of the interviews with the
commissioners.

Academics in the field of policing and private management consultants to the police were as a general
rule interviewed after the interviews with the police personnel. The main idea behind these interviews
was to gather further data on the change management process as well as to get a third opinion on data
gathered from the first two groups of respondents interviewed. Interviews with police unions as well as
interviews with individuals within institutions peripheral to the police also helped to validate data
collected from the first two groups of people interviewed.

It has to be noted that not all the interviews were conducted in this order because of the availability of
individual respondents. As a general rule the author tried to adhere to the principal of first collecting
data from the unit of analysis (the commissioners), then from other police personnel and thereafter
from individuals with a vested interest in the police but peripheral to the police organisations as such.
Reflection sessions were also used to verify col lected data (see paragraph 7.4.1).
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7.3.2.2 QUESTIONS

Questions were formulated during the theoretical development of ihe research questions and
hypotheses in chapters two, three and four. Not all the questions were always used (because of time
constraints); questions asked varied according to the amount of time available and the level of trust and
report generated within the first few minutes of an interview. The central theme however always
focused on the role of top management in the management of change, andragogics and the learning
organisation.

7.3.2.3 INTERVIEW LANGUAGE AND TRANSLATION

Interviews were conducted in three different languages: Dutch, English and Afrikaans. The interview
reports were then translated and transcribed into written English by the author, from cassette recordings
made during interviews (with the help from Dutch colleagues to clarify certain Dutch words). Thirteen
years ofpersonal experience in the field of policing also helped to contextualise some words and terms
used within a police-specific context.

7.3.2.4 INTERVIEW PROCEDURES

As a rule, a letter of introduction was used to gain access to the individuals interviewed. Where the
interviewee was known to the author and where interviews were organised by other persons previously
interviewed ( referrals), no leiter of introduction was used. Interviewees were, with one exception,
accessible to the author and eager to talk about what they do and how they see organisational learning,
management development and change management. Interviews usually began with some
demographical questions to put the interviewee at ease and after that more structured questions were
asked on specific issues related to management development, organisational learning and change
management. The author got the impression that, because he was 'one of us' ( a policeman to the
policeman, a consultant to the consultants and an academic to the academics) he was perceived to have
a high level of credibility and was trusted, especially by the policeman interviewed in the Netherlands.
Some individuals were so keen to share their experiences that the author only had to ask one or two
questions and could then listen for two hours. This opportunist approach, even though it deviated from
the planned semi-structured interview, provided the author with useful data and was always linked
backed to the planned questions. Because the author was at the time of the study a member of the SAPS
himself, interviews conducted within the SAPS were at times more difficult and to an extent artificial.

Reflection sessions, see paragraph 7.4.1, were used to counter possible bias in these interviews. The
whole interview procedure (from the letter of introduction to telephonic confirmation of the interview
and to the interview itself) was aimed at establishing what Buchanan, Bobby and McCalman (1988:13)
see as central to a good interview - establishing an effective relationship with the interviewee. In
paragraph 7.3.3 the focus is on data gathered through an organisational diagnostical questionnaire.

7.3.3 ORGANISATIONAL DIAGNOSTICAL QUESTIONNAIRE
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In preparing for this research, the words of Buchanan and Huczynski (1997:18) often came to mind, as
these authors comment on the concern that social science is not considered science because of
problems with observation and measurement, generalisation problems and cause and effect
relationships. To strengthen this research and overcome these issues, an organisational diagnostical
questionnaire was added to the qualitative research process.

7.3.3.1 STRUCTURE AND QUESTIONS

The questionnaire was used to gather data on fourteen organisational learning disabilities (see the
summary of part two for a copy of the questionnaire and a full discussion of the questions). The issues
on which data were gathered were:
. support system issues (Questions 1, 15, 29);
~ accountability and responsibility issues (Questions 2, 16, 30);
~ activity-based issues (Questions 3, l7, 31);
~ environmental issues (Questions 4, 18, 32);
~ training and development issues (Questions 5, 19, 33);
- hierarchical issues (Questions 6, 20, 34);
- change issues (Questions 7, 21, 35);
. management and management transparency issues (Questions 8, 22, 36);
- leadership issues (Questions 9, 23, 37);
~ human resource management issues (Questions 10, 24, 38);
~ control-related issues (Questions 1 1, 25, 39);
~ participation, empowerment and shared decision-making issues (Questions 12, 26, 40);
. information issues (Questions 13,27, 41); and
~ financial issues (Questions 14, 28, 42).
No demographical questions were asked because demographic information on the units of analysis was
obtained through semi-structured interviews and other sources.

The questionnaire was only used to gather data from the units of analysis. Due to the small size of the
units of analysis Tomngton's suggestion of always having a pilot study in order to increase
standardisation ( 1991:89) was impossible. The first five commissioners who completed the
questionnaire were, however, asked to comment on whether they encountered problems with
understanding the questions. Two words were changed as a result of their input. In question 6 one's
was replaced with someone's and in question 17 feels that it was replaced with feel that they. Apart
from these two small adjustments the same questionnaire was used throughout the data gathering
process. The questionnaires of these five commissioners were also compared (as was the case with all
the questionnaires) with the data they supplied during the semi-structured interviews and the
correlation was found to be high. The questionnaire was therefore considered to be valid, in the words
of Neale ( 1980:39), who makes the point that, "A test is valid to the degree that it measures what it
purports to measure" - in this case the presence of leaming disabilities in the police organisation.
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7.3.3.2 QUESTIONNAIRE LANGUAGE

The questionnaire was composed in English and none of the respondents had any problems with the
chosen language. The English spoken by Dutch commissioners was good and, as far as South Africans
were concerned there were no difficulties, as English is the language ofbusiness in South Africa.

7.3.3.3 QUESTIONNAIRE DISTRIBUTION PROCEDURES

Emory and Cooper (1991:189) point out that when it comes to the distribution of questionnaires, one
needs to keep the practicalities of " ... economy, convenience and interpretabilit}~. " in mind. Because
of [his the manner of distribution varied between the two countries.

Due to the geographical size of South Africa and because some commissioners were willing to
complete the questionnaire, but did not have time for an interview, the questionnaire was distributed
via registered post to the whole unit of analysis. In the Dutch case questionnaires were distributed by
hand (on the day of the interview) to every commissioner who was willing to grant an interview.
Questionnaires were also posted to those commissioners who were too busy for an interview. Tab1e 7.1
gives an indication of the response rate amongst the units of analysis. In paragraph 7.4 specific research
challenges to this research are discussed.

7.4 RESEARCH CHALLENGES

The research challenges linked to this dissertation were threefold. The first challenge was to remain
neutral in order to reflect objectively on data gathered. Making use ofreflection sessions (see paragraph
7.4.1) enhanced neutrality. The second challenge was dealing with ethical issues stemming from the
data gathering process (see paragraph 7.4.2) and the third issue related to challenges linked to the
research (see paragraph 7.4.3). All these issue are closely related to the fact that the author had to
establish his own legitimacy in order to be an effective researcher.

7.4.1 REFLECTION SESSIONS

One of the first questions put to the author by his supervisors was, "How will you know that what you
hear during you interviews, read in your literature studies and observe concerning the police forces
that you intend to study, is fact and not fiction? " In short the issue focused on how the author as
policeman himself would remain neutral (having that neutrality that would hopefully prevent liimself
from looking at data in a biased manner) in a study looking at highly emotional issues, like personal
development and the management of change. Different measures where put in place to obtain the
necessary neutrality.

One such measure was to cross-validate data from the semi-structured interviews with data gathered by
means of the organisational diagnostical questionnaire (see paragraph 7.3.3). The second measure to
enhance neutrality was ihe use of reflection sessions. The author used people knowledgeable in the
field of policing as soundboards at regular intervals. It provided an opportunity to summarise the
observations and refine the research methodology. These reflection sessions varied in intensity and at
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times were nothing more that an informal chat while at other times it had parallels with focus groups.
The dynamics of these sessions also differed between the two countries.

South AJrica
In South Africa sessions were held with retired commissioners, academics from two of the country's
leading universities (University of Stellenbosch and University of the Witwatersrand), incumbent
commissioners just below the political normative level of the unit of analysís and police oíficers in the
lower ranks with exceptional academic records. Sessions were also conducted with Dutch police
officers that had worked in South Africa for a period of time (see chapter five for more on the Dutch
donor assistance programme) and that was knowledgeable on the South African Police Service (SAPS).
Dutch civil servants (involved in the criminal justice chain in the Netherlands) that visited South Africa
under the auspices of the Dutch School for Public Management were also used during reflection
sessions. At the end of the study, a combined session was held with the author's two study leaders,
Professor Vroom (University of Maastricht) and Professor Schwella (University of Stellenbosch).

The Netherlands
In the Netherlands reflection sessions were held with two forrner chief commissioners of police,
students from the Dutch School for Public Management and academics from four Dutch universities.
Management development experts within the Dutch police were also used as soundboards, as well as
chief inspectors from some of the regions. Second, third and fourth interviews were also conducted
with some of the incumbent chief commissioners of police. Two Dutch students working under the
author's supervision also completed research on the police (one examining the Dutch police and one
examining the SAPS) during the research period. An interesting phenomenon was the number of Dutch
police personnel (in total six officers) that requested interviews with the author during his stay in the
Netherlands. They wanted to make use of the author as a soundboard on issues ranging from research
for their own studies to prepare themselves for job interviews. These sessions were used to reflect on
research for this dissertation.

Closely linked to these reflection sessions as well as the whole research process are ethical issues. For
example, how does one deal with sensitive data shared in confidentiality? Ethical issues were one of
the challenges to this research and the matter is dealt with in the following paragraph.

7.4.2 ETHICAL ISSUES

One of the phrases most used by interviewees was "I shouldn't really tell you this, but ... ". Thereafter
they often shared their personal frustrations, anger and at times confidential information with ihe
author. Barnes (1982:301-302) points to the importance of honesty and respect for one's respondents
while undertaking research. Linked to this is the fact that, at the outset of gathering data anonymity
must be guaranteed, even though it should be made clear to the respondents that the purpose of the data
gathering is to publish the research (Bom and Nollen 1998:230). At times all of this proved to be an
ethical nightmare. In order to comply with high ethical research standards and to address challenges
linked to research ethics, the following principles were at all times adhered to:
. the author was the sole decision-maker on issues related to the research scope, depth and
content. Even though financial assistance was received from the Stichting Studiejonds voor
Ztiida~rikaanse Studenten they had no, and did not expect to have any say in the research. The author
also decided to take study leave for the duration of his research in ihe Netherlands. On his return to
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South Africa he resigned from the SAPS. His research was privately funded and never officially
sanctioned or controlled by the SAPS;
. whenever personal or emotional issues came to play, for example a respondent venting anger
towards a specific individual, an attempt was made to get to the problem behind the specific action of
the individual which lead to the anger expressed by the respondent. It might have been, for example, a
systemic problem that personified itself within individual action. As researcher, the author was
interested in the systemic problem and not in the individual detail;
~ the gathering of confidential informationldata was never the intention of this research; it was
not an intelligence exercise, but a critical look at change management and adult and organisational
leaming. Confidential information had only value in as far as it gave the researcher insight into certain
of these issues. Information beyond this level was interesting, but of little or no value as research data;
~ reflection sessions (see paragraph 7.4.1) were used to sensitise the author to possible
perceptions~biases in his data interpretation or what Rothwell and Sredl call experimental bias
( I 992:444); and
~ the ultimate purpose of this research remained to contribute to the body of knowledge on police
management and as such it will be published for public scrutiny and critique.

In applying the aforementioned principles, the researcher learnt one valuable lesson. The perception as
to that what is ethical and what is not ethical, is a personal issue and is linked to the researcher and the
research undertaken. The fact that one is doing research in two different countries adds to the
complexity of the entire ethical dilemma, but it does not distract from the basic ethical principles. The
challenges in doing the specific research are discussed in paragraph 7.4.3.

7.4.3 CHALLENGES RELEVANT TO THE CASE STUDIES

Lawrence (1988:96) on the topic of comparative research states, "For this enterprise of comparative
managemenl steers an uneasy course behveen the challenge of relating observed behaviour to inferred
values on the one hand, and shu111ing national stereotypes on the other". For the purpose of this study
the research (similar in both countries but not strictly comparative research) challenges prevailed not as
much in national stereotyping as in the following issues:
- as far as time was concerned, it was impossible to be in two places at once. The result was that
research was done in South Africa for a period of almost one year. The author then resided in the
Netherlands for one year, returned to South Africa for four months and retumed to the Netherlands for
another two months of research. The research was then completed in South Africa over an eight-month
period. In total the research took just over three years to complete. The challenge concerning this time
issue was to stay abreast with what was happening in both countries;
. one issue which remains a challenge in comparative research is language. The research was
conducted in three languages, Dutch, English and Afrikaans, while only English was used to document
the research. This implies that some data had to be translated into English. ln order to ensure that there
was no data regression because of translation, all the interviews were recorded and Dutch colleagues
helped with the translation of difficult Dutch words and complicated Dutch phrases. The author is
bilingual as far as English and Afrikaans are concerned and handled all the Afrikaans translations
personal ly;
~ closely linked to the language issue are factors related to national stereotypiitg. Stereotyping
was an issue right at the onset of the study. However, as the use ofreflection sessions increased and the
Dutch society became better known, these stereotypes faded. Suggestions by Lawrence (1988:16-22)
were followed on how to orientate one when performing research in foreign countries. In the first
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instance as much background information on the Netherlands as well as the Dutch police was gathered.
Secondly, orientation discussions were held with police practitioners and finally the Dutch society was
observed by physically living in the Netherlands, reading Dutch newspapers, watching Dutch television
news and having children attending Dutch schools;
~ as far as police-related issues were concerned, the challenge existed in understanding the two
organisations, their structure, accountability and responsibility mechanisms (see the summary of part
three for more information on police-related issues). The challenge remained that, in principle, the core
business of police management is the same. How this is however realised in a democratic society,
varies between the organisations and their societies and thus between the two countries;
~ the last challenge as far as the research was concerned, related to standardising the research.
Price (1972) argues that standardisation is extremely important because it enhances the value of the
final comparison. Standardisation was achieved by using a standardised organisational diagnostical
questionnaire as well as by using the same questions in the semi-structured interviews.

Emory and Cooper (1991:179-190) explain that sound research is characterised by its validity,
reliability and practical application. By keeping these research challenges in mind as well as by
accommodating ethical issues and making use of reflection sessions against the background of sound
research methodology, the author worked towards this ideal.

7.5 CONCLUSION

This chapter explained the research methodology used in this study. With the onset of the research, the
author worked towards achieving, amongst others, two principles. The first principle can be observed
in the statement by Neale (1980:9), "The requirement ofscience ... can be met only ifpropositions and
ideas are e.xpressed in a clearand precise way ". The second principle can be perceived by grasping the
assertion by Stinchcombe as quoted by Price (1972:194), "Social theorisls should prefer to be wrong
lhan misunderstood. Being mistrnderstood shotivs sloppy theoretical work". This research project was
undertaken against these self-imposed standards. It implied a huge research challenge: researching
something that is never constant (change and the management thereoQ in an environment full ofhuman
enigmas and in two different societies.

The research challenges for this dissertation were met by first of all defining the purpose of the
research, which is to contribute to the body of knowledge linked to police management. Secondly it
was establishing the scope of the research, which was framed by focusing on the role of top
management in the management of change, andragogics and the leaming organisation. Finally there
was the challenge of conducting the research within a timeframe spanning from the beginning of the
nineties to 31 December 1999. Research questions were formulated against the purpose and scope of
the research by means of an extensive review of relevant literature. The unit of analysis in the Dutch
case was the 26 chief commissioners of police and, in the South African case, the 22 commissioners
making up the management forum of the SAPS.
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For the purpose of this research primary as well as secondary data were collected from three sources.
The first data source was literature, newspapers, official documentation, circulars and legislation. The
second data source was semi-structured interviews, and the third data source was an organisational
diagnostical questionnaire. Gathering and interpreting the data were done while keeping three research
challenges in mind. The first challenge was to optimise the researcher's neutrality by employing
reflection groups. The second challenge was linked to ethical issues surrounding the research, and the
third challenge was directly related to the two case studies. ln chapter eight the focus will be on the
analysis ofresearch data.

"Mistakes areafact of life. It is the response to error that counts ".
Nikki Giovanni(1999)
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PART FOUR
CHAPTER EIGHT

RESEARCH ANALYSIS

"Concepts are the human mind 's x~ay of simplifying the world. "
De Bono ( I 998:285)

81 INTRODUCTION

The focus in chapter seven was on the research methodology used in the gathering of data for this
research. In this chapter the focal point is on the analysis of the data that was gathered. This is achieved
by keeping in mind that the first data source (literature research, ranging from textbooks covering
theories and models to official documents and legislation) was used to formulate research questions and
hypotheses that were analysed by means of the second (semi-structured interviews) and third
(organisational diagnostical questionnaire) data sources. Qualitative and quantitative data are thus
combined in this analysis.

In the first section data from the second and third data sources are combined in order to enhance
applicability. The fourteen learning disabilities (see chapter three) are used to augment the structural
presentation of this combined data. The quantitative data gathered by means of the organisational
diagnostical questionnaire is presented by first looking at frequency followed by locality. This analysis
route is preferred because it optimises measurement, where measurement is defined in the words of
Price (1972:3) as "... the assignment of number,s to data according to a set of rules ". Qualitative data
gathered by means of semi-structured interviews is presented in such a manner as to reinforce,
contradict or, as in most cases, explain the quantitative data.

In the second section of this chapter the hypotheses (as emergent hypotheses) are revisited against the
setting created by the research analysis in the first section. This section also serves as an introduction to
chapter nine where recommendations are made concerning the management of change, andragogics
and the learning organisation within a police management environment.

8.2 RESEARCH ANALYSIS

Bulmer (1988:313) points to the fact that different levels of data analysis are possible and that choosing
the correct level is imperative to useful analysis. For the purpose of this research the level of analysis
was determined by a keenness to keep it, in the words of De Bono (1998:1), simple and by employing
the following three principles:
~ as a first principle qualitative and quantitative data were combined. This was done in order to

increase the construct validity of the research with specific reference to the organisational
diagnostical questionnaire where Neale views construct validity as the comparison of the
relationship between the results (the questionnaire data) and other observations made (data from
the semi-structured interviews) (1980:40-42). This was done in order that deductions made in
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chapter nine would comply to the position by Emory and Cooper that deductions must be both
true and valid (internal validity - to measure what it purports to measure) and it must agree with
the real world (extemal validity) (1991:43);

. as a second principle the quantitative data analysis was limited to estimations and some
inferences. The researcher did not look at probability because, of the size of the population.
Because of this there ~vas also no item and factor analysis done for the questionnaire, and
content validity was not an issue, because there was no sample (Neale 1980:39); and

. as a final principle the qualitative data gathered by means of semi-structured interviews was not
quantified, because of the number of categories of people interviewed (chief commissioners and
commissioners of police, other police personnel, academics, police union officials and
personnel involved in institutions peripheral to the police).

8.2.1 ISSUE ANALYSIS - DIAGNOSTIC QUESTIONNAIRE

The issue analysis was done while keeping the following concerns in mind with relation to both the
organisational diagnostical questionnaire and the semi-structured interviews. Concerning the
organisational questionnaire, ihe following general concerns were accommodated:
. the questionnaire dealt with fourteen leaming disabilities~issues. Every learning disability was

examined by making use of three questions. The questions were spread through the 42-question
questionnaire. As a general rule there was a direct relationship between the question and the
response provided - the higher the score the more apparent the leaming disability. There were,
however, some inverse relationship questions. For the purpose of this research analysis the
inverse relationships were discounted before the analysis was done;

. the questionnaire was directed at top managers in the Dutch police and the SAPS and as such
responses represent their perspectives of learning disabilities in their organisations;

. an ordinal scale was used with a number value defined in terms of word content. The scale was
reproduced on every page of the questionnaire;

. in the Dutch case there was one respondent who, almost wilhout exception, had a contradicting
view to those of his colleagues;

. a stem and leave diagram was created to gain insight into the distribution of (within specific
questions as well as within the sets of questions pertaining to a specific issue) cross-product
ratios (Tukey 1977). The reason for choosing this road rather than statistical inference was
because complete responses were not received from all the respondents described in the units of
analysis;

. cross-product ratios were, as far as possible, used to refine the scores further. An empirical
estimated median and a two by two table were constructed from the resulting counts. Cross-
product ratios were calculated and the log odds determined. The log odds provided an
indication as to the degree to which the two response groups (the Dutch police and the SAPS)
differed from each other. A positive value (which was present in every instance) indicated that
in the Dutch case the Dutch tend, on average, to have lower scores that South Africans. The
questionnaire was thus "... reliable to the degree that it supplies consistent results " (Emory
and Cooper 1991:185); and

~ a stem and leave diagram was created to determine the focus in as far as correlations were
concerned (Tukey 1977). Because of the small size of the population and to prevent falling into
the curse oJ dimensionality, only extreme correlations are explained. The distribution of the
correlation coefficients of the Dutch sample differs substantially from the distribution of the
correlation coefficients associated with the South African case. Within each sample the
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correlation ccefficients are related, but this does not affect the comparison by means of a back-
to-back stem and leaf diagram. These two empirical distributions dif3'er from each other in the
sense that the correlations in the case of the Dutch sample is much more clustered than in the
South African case and there are only a few negative correlations present in the sample. T1~e
South African sample resulted in a distribution of which the median value is much smaller than
the median of the Dutch set of correlations. The shape of the empirical distribution of the
correlations calculated from the South African sample is much more platykurtic than the Dutch
sample. Both tails in the case of the Dutch empirical distribution are extremely short in
comparison to the SA distribution. The tail to the negative correlations in the Dutch sample is
short and not important for our discussion, which will concentrate on the extremes of the
empirical distributions only when the correlations deviate from zero (no relationship). For the
Dutch sample the two correlations representing the largest and second lazgest positive
correlations are discussed, while for the South African sample the two correlations representing
the largest and second largest positive correlations as well as three negative correlations are
discussed in detail. As mentioned before, no negative correlations will be examined for the
Dutch sample.

Keeping the aforementioned in mind each one of the questions discussed started with reference being
made to the log odds. As a general rule further analysis was only conducted in cases where bimodality
was apparent and~or where significantlinteresting correlations branched from the stem and leave
diagram.

Concerning the semi-structured interviews, the following general concerns were kept in mind:
~ the equivalence error was minimised, because only one researcher conducted all the interviews

and reflection sessions were used to enhance neutrality;
- because of the researcher's commitment as employee of the SAPS at the time of the research,

the semi-structured interviews and the interpretation of the data related thereto have some links
with action research;

. the interviews were conducted amongst a variety of people with an interest in the field of police
management and not just with the units of analysis; and

. the research is in essence qualitative with support from data gathered by means of quantitative
research methods.

Against this background data related to each issue is presented (paragraphs 8.2.1.1 to 8.2.1.14) by first
refemng to matters regarding frequency and locality and then relating that to learning disabilities.

8.2.1.1 SUPPORT SYSTEM ISSUES

Question 1: In my opinion having an open door in the police also implies having an open mind
(inverse relationship).
The log odds for question 1 are 6.07 with 29 of the 36 respondents providing a response in the bottom
scales (scales 1 and 2). There were no responses in the neutral scale (scale 4) or in the extreme scales
(scales 6 and 7).

Ques[ion IS: In my opinion the police have systems in place that provide guidance to its personnel
(inverse relationship).
The log odds for question I S are 4.49 with 27 of the 36 respondents providing a response in the bottom
scales (scales 1-3). In the Dutch case there was no response in scale 1 while in the South African case
there were no extreme responses in scales 6 and 7.
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Question 29: In my opinion the police have a variety of support systems in place (inverse
relationship).
The log odds for question 29 are 3.50 with 24 of the 36 respondents providing a response in the bottom
scales (scales 2 and 3). Nine respondents opted for a neutral score (scale 4) while no extreme scales
(scales I and 7) were indicated.

As far as the whole issue of support systems is concerned, it seems that no major learning disability is
apparent, with the average Dutch response at 8.9 and the average South African response at 7.7.

It should, however, be pointed out that the police unions especially, are not in agreement with top
management on this issue. In the case of the SAPS, support systems are available (accessible) to the
higher echelons of management but not to people at grass-roots level. Police unions in the Netherlands
believe that issues related to support systems contribute to a negative work environment because it is
ad hoc by nature and often depersonalise people into being seen as numbers.

8.2.1.2 ACCOUNTABILITY AND RESPONSIBILITY ISSUES

Question 2: 1n my opinion problems in the police can always be left to someone else.
The log odds for question 2 are 4.36 with 28 of the 36 respondents providing a response in the bottom
scales (scales 1-3). In the Dutch case responses were spread over all the scales but scale 7, whereas in
the South African case there were no responses beyond the neutral scale (scale 4).

Question 16: In my opinion, if things go wrong in the police somebodylsomething outside the police
always gets blamed.
The log odds for question 16 are 4.16 with 27 of the 36 respondents providing a response in the bottom
scales (scales 1-3). There were no responses in the extreme scales (scales 6 and 7).

Question 30: In my opinion infighting amongst groups in the police is common practice.
The log odds for question 30 are 5.73 ~vith a bimodal distribution (scales 2 and 5) of responses in both
the Dutch and the South African case (see table 8. I). Bimodality in the South African case is small with
a definite preference towards scales 5 and 6(9 of the respondents opted for one of these responses).

Table 8.1: Bimodality with resvect to Ouestion 30
1 2 3 4 5 6 Total

Dutch
Police

1 7 3 3 6 1 21

SAPS - 3 1 2 6 3 I S
Total 1 10 4 5 12 4 36

In the South African case bimodality can be explained by what many respondents referred to as
professional jealousy. In the SAPS promotions and gratifications are not a given any more and, with
affirmative action programmes in place and performance agreements entered into with personnel, the
workplace has become extremely competitive.

In the Dutch case it seems to be a big region rather than a small region issue with the big regions seeing
infighting as a more prevalent problem. It is suggested that, if you want to further your career in the
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Dutch police, you need to work and perform in one of the bigger regions; therefore the competition and
infighting in these regions are more apparent. The bimodality can also be attributed to the ripple effect
of the Van Traa inquiry that forced policemen to turn against each other. In both instances there is also
an active effort from the side of central government to "retake" control of the police. In the Dutch case
this effort is spearheaded by strict financial controls imposed on the police by the office of minister
Peper as well as a national effort to redefine and clarify the role of the police. In the South African case
building more and more checks and balances into the system and emphasising the importance of both
ethical and professional behaviour made it possible to achieve this.

Notwithstanding these phenomena, it seems that, as far as the whole issue of accountability and
responsibility is concerned, the two countries agree that it is not a major leaming disability with the
average Dutch response at 8.8 and the average South Afncan response at 8.7.

8.2.1.3 ACTIVITY-BASED ISSUES

Question 3: In my opinion the police keep themselves busy with senseless activities.
The log odds for question 3 are 5.73 with 25 of the 36 respondents providing a response in the bottom
scales (scales 1-3). In the Dutch case there were no responses in scale 6 and in the South African
instance there were no responses in scales 6 and 7.

Question 17: In my opinion the police feel that they must do something in every situation.
The log odds for question 17 are 5.68 with 24 of the 36 respondents providing a response in the top
scales (scales 5-7). ln the South African case there were no responses in the extreme scale (scale 1)
with only five respondents, for both groups, indicating the neutral scale (scale 4). Within the theory ofa
learning organisation always doing something is seen as a learning disability, because it implies action
just for the sake of action. In the police service doing something is seen as good. From interviews
conducted with police personnel it was clear that doing something in every situation stems from the
fact that most of them view being in the police as a calling to serve; therefore to do something.

Question 31: In my opinion the police focus on outcomes (inverse relationship).
The log odds for question 31 are 4.36 and a bimodal distribution (see table 8.2) is apparent in the Dutch
case (scales 3 and 5). The South African responses lean towards scales 2 and 3 with 9 out of I S
respondents opting for it.

Table 8.2: Bimodalit (the Dutch case with res ect to Question 31
7

31 8

This bimodality can most probably be explained by the adoption of the Dutch Quality Price Model (an
ISO 9000 quality standard) by the Dutch police. Some regions are more advanced in the
implementation of the plan and view the constant measurement of outcomes as something positive that
enhances police management. Other regions are however not so fortunate and still experience
resistance to the implementation and acceptance of the plan.

It seems that both countries, as far as the whole issue of activity-based actions are concerned, view
these actions as being present (not necessarily as learning disabilities) with the average Dutch response
1 1.6 and that of South Africa 11.5. This can be conMbuted to police culture (the must-do syndrome)

2
2

3
6

4
3

5 6
1 1

Total
21
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and in the Dutch case the Dutch Quality Price Model. One can add to this the fact that in both countries
the police are going through a role clarification process. The Dutch police are trying to define their role
within the red (fire brigade), blue (police) and white (ambulance services) emergency services and the
SAPS is trying to move away from the widely perceived role of the police being social service provider
as well as law enforcer to that ofbeing provider of a safety and security service.

In [he South African case there is a 300~o correlation between activity-based issues and financial issues.
This can be contributed to the fact that money in the SAPS is often allocated to registered
programmes~projects with the result that registering programmes is seen as a means to get a bigger
portion of the budget. Doing something or creating the impression that you are doing something ,
therefore guarantees to an extent more money. In a period of govemment (that of president Mbeki)
where delivery in the government sector is at a premium, one can expect this correlation to increase. In
the Dutch case there is no obvious correlation (40~0) between activity-based and financial issues. With
the initiative of minister Peper to fund special national priority programmes and especially the small
regions seeing this as an opportunity to increase their budgets, this correlation might increase in years
to come. Such a positive correlation (in the case of both countries) does not necessarily imply a
learning disability if actions are aimed at the core function of the police and are well-planned and
executed. If programmes~projects are however primarily aimed at increasing the size of the allocated
budget organisational learning might be impaired.

8.2.1.4 ENVIRONMENTAL ISSUES

Question 4: In my opinion the police tend to focus all their actions on singular, non-repetitive events.
The log odds for question 4 are 3.06 with 25 of the 36 respondents providing a response in the bottom
scales (scales 1-3). Bimodal distribution ( scales 2 and 5) ofresponses is apparent in the Dutch case (see
table 8.3).

Table 8.3: Bimodalit (the Dutch case
1

4 3 2 -

This bimodality can most probably be explained by the fact that in the Netherlands policing is
evaluated according to the manner in which they handle single high-exposure events like, for example,
a big soccer match. This creates a situation where the focus, more often than not, becomes short-term.
This whole situation is aggravated by ihe fact that most of the respondents feel that there is too little
direction coming from central government on the role of the police with the subsequent result that the
police become a political toy to score points with in the short term. The bimodality results because
some commissioners have strong opinions on strategic matters (the long term) while others prefer to
focus on the hands-on issues of day-to-day policing. Some respondents expressed the opinion that
political pressure on the one hand and community needs on the other often puts the police in a
contradicting situation. The SAPS as a centralised police service, with Pretoria providing strategic
policy direction and leaving operational policy issues to the provinces, does not suffer the same fate as
their Dutch counterparts.

Question I8: In my opinion decisions are made after broad consultation with all the relevant stake-
holders (inverse relationship).

2 3
5 4

4 5
6

with res ect to Question 4
6 7

1
Total
21

157



The log odds for question 18 are 4.9 with 15 of the 36 respondents providing a response in the bottom
scales (scales 2 and 3). Eleven respondents provided a neutral response (scale 4). In general the
responses are centralised with only 3 responses in scales I and 2 and only 4 responses in scales 6 and 7.
It was expected that the Dutch with their national culture ofconsultation would be more opinionated on
this issue. They however provided a central response with 16 out of 21 respondents opting for scales
3,4 and 5. This might be attributed to the fact that not all Dutch commissioners felt included in the
broad consultation process themselves as well as the tighter controls that are on the police after the Van
Traa inquiry.

Question 32: In my opinion the police respond to small changes in their environment (inverse
relationship).
The log odds for question 32 are 4.31. The Dutch has a bimodal distribution (see table 8.4) on scales 5
and 3 while the South African response is bimodal (see table 8.4) on scales 2 and 5. In the South
African case there are no extreme responses (scales 1,6 and 7).

Table 8.4: Bimodali with res ect to Question 32
2 3 4 5 6 7 Total

Dutch
Police

2 5 2 8 3 I 21

SAPS 8 1 2 4 - - 15
Total 10 6 4 12 3 1 36

This bimodality can most probably be explained by the fact that there is a national culture of
consultation in the Netherlands. Consultation is a wonderful tool, but it has one major drawback: it
takes time. Individuals interviewed created the impression that the consultation process conceming
policing issues is easily prolonged with the result that small changes in the police seldom happen. On
any given management issue a chief commissioner of police needs to consult with at least five interest
groups ranging from mainstream political parties to police unions. As one respondent replied to a
question on the consultation process, "a lot is said but very little gets done ". It must however also be
pointed out (and this explains the bimodality) that in some regions, both big and small, interest groups
actively pursue change.

In the South African case the apparent bimodality can most probably be attributed to the fact that in
some provinces the police are better equipped (as far as leadership, manpower and logistical resources
are concerned) to adapt to change. This is because in some provinces toplsenior management has
changed hands three to four times within a period of five years, they are understaffed and staff lacks the
basic skills to adapt to change and, because of apariheid policies, some provinces are lacking basic
resources like reliable transport and communication systems.

The average Dutch response was 11.6 and that of South Africa 9.

8.2.1.5 TRAINING AND DEVELOPMENT ISSUES

Question 5: In my opinion training courses in the police represent the newest trends in policing
(inverse relationship).
The log odds for question 5 are 3.46 with the Dutch responses centralised around scales 3, 4 and 5(18
out of 21 responses) with bimodality (see table 8.5) on scales 3 and 5. The reason for this bimodality is
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most probably the same as for the bimodality in questions 19. The Dutch also did not indicate any of
the extreme scales (scales I, 2 and 7). The South African responses lean towards the lower scales, with
12 out of 15 respondents opting for a scale in this bracket (scales 1, 2 and 3). The rest of the South
African respondents opted for the neutral option of scale 4.

Question 19: In my opinion management development courses in the police represent the newest
trends in management (inverse relationship).
The log odds for question 19 are 4.13 with 22 of the respondents providing a response in the bottom
scales (scales 1-3). Neutrality in the South African case is relatively high with four responses, and
bimodality in the Dutch case is once more (see figure 8.5) on scales 3(9 responses) and 5(6
responses).

Table 8.5: Bimodality (the Dutch case) with respect to Question 5 and 19
2 3 4 5 6 Total

5 - 8 4 6 3 21
19 3 9 1 6 2 21

This bimodality can be explained by two factors, the first of which is that most of the chief
commissioners of police have lost faith in the ability of the LSOP (see chapter six) to deliver as far as
training is concerned. They do, however, want to afford the newly appointed head of the LSOP (a
former chief commissioner of police) a last chance to remedy this situation and some respondents were
of the opinion that things are already improving. The second factor that might contribute to this state of
affairs is the fact that some of the regions (the medium-sized to large-sized regions) are now
outsourcing their training and development needs. Bimodality was thus created by one group of
commissioners who are slightly negative towards the LSOP, (that is why the bimodality lies on scale 3)
but loyal to a former colleague and those who are taking responsibility for training in their own regions
by outsourcing training and development. The impression was also created that in some regions police
personnel tend to be a bii "backw~ard " and training and personal development are not priorities.

As far as the SAPS are concerned, an interesting contradiction was observed relating to this issue.
Commissioners were highly negative during interviews about the training division and their inability to
deliver high quality, up-to-date training in bulk, yet to the question relating to this very issue, they
opted for a more positive response. In the SAPS there are some quality training and development
delivered, most of which is done via donor assistance, but the impact of these courses and programmes
are doubtful if compared to the massive training need in the SAPS. Training also seems to be low on
the list of budget priorities.

Question 33: In my opinion the police reward creativity and initiative, even if it implies doing things
differently from the prescribed rules (inverse relationship).
The log odds for question 33 are 5.17 with a bimodal distribution in both the South African and Dutch
case (see table 8.6).
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Table 8.6: Bimodalitv with resnect to Ouestion 33
1 2 3 4 5 6 Total

Dutch
Police

- 3 8 2 5 3 21

SAPS 1 2 3 1 4 4 15
Total 1 5 I1 3 9 7 36

In general, this bimodality can most probably be explained by the fact that the police are known to be
conservative and prone to risk aversion. In the Dutch case this is magnified by the impact of the Van
Traa inquiry, and in the case of the SAPS the Truth and Reconciliation hearings reaffirm the fact that
the police should always stick to the rule of law and that "creativiry" in problem-solving is not
acceptable. Added to this the SAPS are now under civilian control (the Secretariat of Safety and
Security) and their actions are open to scrutiny by the Independent Complaints Directorate.

In the South African case there is a relatively high positive correlation of 36"~o between training and
development and control-related issues. This can be contributed to the fact that there is confusion in the
SAPS concerning the role of the training division. During the apartheid regime training was aimed at
changing the hearts and minds of police personnel through forced conformation to rules and
regulations, in other words hard discipline. It must be kept in mind that the bulk of policeman and
women today underwent basic training during that time. In the mid-nineties training had to facilitate
change and drill sergeants became facilitators and 'change agents' overnight. There is currently a move
to reintroduce 'discipline' into the SAPS and the chosen vehicle seems to be the training and
development division. Training is thus seen as an extension of the control function. In the Dutch case
there is only a 140~o correlation between training and development and control-related issues. This
correlation does not warrant any further discussion.

In the Dutch case there is a positive correlation of 650~o between training and development and
participation, empowerment and shared decision-making issues. This can be contributed to the fact that
in the Dutch police training and development (with all its shortcomings as far as national co-ordination
is concerned) is viewed as an empowering activity. Dutch police personnel are actively developed in
order to take responsibility and to make decisions. There were some reservations expressed on this
issue as far as women and minorities in the Dutch police are concerned.

ln the South African case there is only an 80~o correlation between training and development and
participation, empowerment and shared decision-making issues. This correlation, though worrying
because development should imply increasing the ability to partake in decision-making, will not be
discussed further in this chapter (see chapter nine for a further discussion).

The average Dutch response was 11.8 and that of South Africa 9.4. The whole issue of training and
development (according to data from the organisational diagnostical questionnaire) thus seems to be a
learning disability in the Dutch case. This finding can however not be substantiated by data gathered
via semi-structured interviews.
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8.2.1.6 HIERARCHICAL ISSUES

Question 6: In my opinion, the higher someone's position in the police, the more rigid that person
becomes.
The log odds for question 6 are 5.55 with 31 of the 36 respondents providing a response in scales 1-4.
One needs to note, however, that this question had direct bearing on how the units of analysis viewed
themselves (they are right at the top of the organisation). A response other than the one received would
have been surprising.

Question 20: In my opinion police managers insist that people, who need their approval to act, first
have to go through several other levels of management.
The log odds for question 20 are 5.68 wiih the Dutch respondents leaning towards responses in scales 2
and 3 with no responses in any of the extreme scales (scales 1 and 7). In the South African case
respondents leaned towards scales 5 and 6 with no responses in any of the extreme scales (scales 1 and
7). This learning disability in the South African case can be directly contributed to the fact that the
SAPS is a multi-layered organisation (I1 levels) with centralised decision-making. In comparison to
this, some of the Dutch police regions have only four organisational levels.

Question 34: In my opinion the police are an organisation that emphasises formal channels of
communication.
The log odds for question 34 are 5.39 with 26 of the 36 respondents providing a response ín scales 5-7.
In a learning organisation formalisation, be it via rules and regulations or through formalised structures
and communication systems, often hampers creativity and initiative resulting in poorllow
organisational learning. For this reason a high response as in this case can be viewed as an indication of
an apparent learning disability.

The researcher got the impression that hierarchical rigidity is seen as a virtue of a good organisation
and something that should be actively developed because it enhances order. Too much rigidity however
stifles creativity and innovation and can thus be seen as a leaming disability while at the same time
managers can see it as something good. The average South African response was 12.6 and in the Dutch
case it was 10.6. Both averages are however extremely high and an indication that hierarchical issues
do hamper organisational learning in both countries.

In the South African case there ís a negative correlation of 270~o between hierarchical and human
resource management issues. If this diagram were compiled with data from police unions one might
have been able to attribute this phenomenon to the fact that they view Human Resource Management
(HRM) as a luxury only available to management and from which the average police person is
excluded because of hierarchical constraints. Against the background of the data source (the
management forum) the researcher can however not substantiate such a conclusion and as such, the
phenomenon remains unexplained.

In the Dutch case there is a positive correlation of 340~o between hierarchical and human resource
management issues. This can be contributed to the fact that ( as far as top management is concerned)
there is an active effort aimed at providing sound personnel support to members. Top management in
the Dutch police view themselves to be approachable and open-minded, (see also the discussion related
to support systems issues - paragraph 8.2.1.1.) As far as Dutch correlations are concerned, it must also
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be pointed out that a correlation of 340~o is not exceptional in a case where there are some correlations
as high as 650~0 (see paragraph 8.2.1.5).

8.2.1.7 CHANGE ISSUES

Question 7: In my opinion the police make use of speeches, memos, newsletters and other forms of
communication in order to create the illusion that they are doing something.
The log odds for question 7 are 3.5 with 30 of the 36 respondents providing a response in scales 1-3
and only 6 responses in scales 5-7. There were no neutral responses.

Question 21: ln my opinion the police take things for granted the way they are.
The log odds for question 21 are 4.13 with 11 out of the 15 South African respondents providing a
response in scales 1-3. In the Dutch case the preference was also towards scales 1-3 with 11 out of 21
respondents providing a response in scales 1-3. The Dutch also had a high affinity towards the neutral
scale with seven respondents opting for the neutral response (scale 4).

Question 35: In my opinion police culture prevents organisational change.
The log odds for question 35 are 5.07 with 23 out of the 36 respondents responding in the upper halfof
the scale (scales 5-7).

The average Dutch response was 10.4 and the average South African response 9.4. It can thus be
suggested that issues related to change and the management of change impact on the two countries as a
learning disability. It seems as if police culture (the resistance to change) is definitely the biggest
contributor to this state of affairs. It is also interesting that in the Dutch case some of the chief
commissioners of police have been in the position of chief commissioner since 1990. They had, in their
own words, 'ample time' to influence police culture, yet seem to lack the ability to really change it.
Some of the newly appointed commissioners in both South Africa and the Netherlands were of the
opinion that they inherited a situation that they did not co-create, with the result that change is currently
managed as it happens on an ad hoc basis and not as part ofa strategic priority.

8.2.1.8 MANAGEMENT AND MANAGEMENT TRANSPARENCY ISSUES

Question 8: In my opinion police managers believe that they know everything that is important
concerning policing.
The log odds for question 8 are 4.81 with 22 out of the 36 respondents responding in the upper half of
the scale (scales 5-7).

Question 22: In my opinion police managers believe that they are the brains and employees are the
hands of the police organisation.
The log odds for question 22 are 5.42 with a slight bimodal distribution in both the Dutch and South
African cases (see table 8.6).
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Table 8.7: Bimodalitv with respect to Ouestion 22
1 2 3 4 5 6 7 Total

Dutch
Police

6 6 3 - 2 3 1 21

SAPS 1 4 4 1 2 3 - I S
Total 7 10 7 1 4 6 1 36

This slight bimodality can most probably be explained by looking at the individual management style
of top managers. In some cases it was apparent from interviews that certain managers believe that they
know best. They see their superior knowledge as the very reason for them being appointed as top
managers.

Question 3b. In my opinion organisational values within the police are clear (inverse relationship).
The log odds for question 36 are 3.85 with 30 out of the 36 respondents providing a centralised
response around scales 3, 4 and 5. There was only one response in the extreme scales 1 and 7. It thus
seems as if the units of analysis opted for a neutral position which can be contributed to the fact that
organisational values are not something which is considered on a daily basis, but rather something
which is tacitly linked to the organisation's culture, something that is only considered when the
organisation is faced with extreme challenges (for example in the Dutch case the Van Traa inquiry).
Most of the interviewed commissioners were clear on the vision and mission of their organisations, but
had little to say about the principles and values behind it. The impression was created that both the
Dutch police (especially in the smaller regions) and SAPS suffer from official inbreeding where values
are assumed and rewards are weighted to the level and extent of individual assimilation of these values.
Proponents of this idea base their assumption on the fact that there is little transparency in the
appointment of top police officers in both the Dutch police and SAPS.

The average Dutch response was 12. The average South African response was 11.6. It can thus be
suggested that issues related to management and management transparency affect the two countries as a
leaming disability. There are also obvious links between management and leadership issues (paragraph
8.2.1.9) in both.

1n both the South African and the Dutch cases there are high positive relationships, 620~o and 64oro
respectively, between management and management transparency and leadership issues. In the South
African case this correlation can most probably be explained by the fact that top management realises
that success depends on both management and leadership ability. Realising the importance of both
management and leadership however does not imply compliance. Not a single person interviewed
(other than members of the management forum themselves) regarded any person in the management
forum as a leader. Words like 'manager' and `administrator' were often used, but 'leader' never.

The Dutch sample however fills the scale better, and if it were not for one renegade response the
correlation would have been substantially higher. This can be attributed to the fact that most chief
commissioners of police see their own role and function as that of both manager and leader. The
researcher is of the opinion that the Dutch work more actively towards management transparency and
providing their organisations with vision. This can most probably be ascribed to the dual fact that on
the one hand they operate in an environment that has had a stable democracy for more that 50 years,
and on the other lead within relatively smaller organisations. ~
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8.2.1.9 LEADERSHIP ISSUES

Question 9: 1n my opinion the police believe ihat fast decision-making is the mark of good
leadership.
The log odds for question 9 are 4.09 with 13 out of the 21 Dutch respondents opting for the top scales
of 5-7. In the South African case the preference were towards scales 2 and 3(9 out of the 15
respondents). The researcher was brought under the impression that decision-making is seen as a top
management (and even ministerial) imperative in the case of South Africa, whereas in the Netherlands
attempts are made to develop decision-making as a leadership trait from grass-roots level on. Within
the context of a learning organisation decision-making is seen as an activity to enable others to learn -
fast decision-making does not necessarily imply good decision-making, just as slow decision-making
does not imply bad decision-making.

Question 23: In my opinion the police lack sound leadership.
The log odds for question 23 are 5.73 with a slight bimodal distribution in the Dutch case (see table
8.8). In the South African case responses were evenly spread between scales 2, 3, 4 and 5.

Table 8.8: Bimodalit (the Dutch case) with res ect to Question 23
1 2 3 4 5 6 7 Total

23 2 9 2 2 4 1 1 21

This bimodality can be explained by the fact that most commissioners who were interviewed saw
middle management development and a lack of sound leadership at this management level as one of the
biggest challenges faced by the Dutch police. The bimodality is a result of the fact that some regions
actively develop leaders and leadership as a strategic priority while others have no programmes at all.
Those who agree with the statement, as a general rule had no contingency plans in place to develop
leadership in their regions.

Question 37: In my opinion the police actively develop leaders (inverse relationship).
The log odds for question 37 are 4.91 with 18 out of the 36 respondents providing a response in scales
2 and 3. There were no responses in the extreme scales of I and 7 and a big neutral response (8
responses) in scale 4.

The average Dutch response was I 1.8 and than of South Africa I l.l. It can thus be suggested that
issues related to leadership affect the two countries as a learning disability and are closely related to
management issues (see paragraph 8.2.1.8). In both counties the police suffer from greying and
subsequently a lack of new leaders entering the organisation. In the Dutch case this is compounded by
the fact that the police are competing with the private and semi-private sectors for managers and
leaders alike. It has become almost a common practice for promising young police managers to leave
the police to work in the private sector.
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8.2.1.10 HUMAN RESOURCE MANAGEMENT ISSUES

Question 10: In my opinion the police have a supportive human resource management component in
place (inverse relationship).
The log odds for question 10 are 4.65 with all the Dutch responses evenly spread over scales 2, 3, 4 and
5. In the South African case bimodal distribution (see table 8.9) occurs with five responses in scale 2
and 6 responses in scales 5 and 6.

Table 8.9: Bimodali the South African case with res ect to Question 10
6

2 410

The fact that the SAPS has divided the one human resource management divisional head post into three
separate posts might serve as some indication of the fact that there is not agreement within the
management forum on the efficiency of the human resource management component. The bimodality
can most probably be explained by looking at the fact that provincial commissioners are more critical
than head office commissioners of the actions of head office of which the human resource management
component is part. Unions are also fast in pointing out that the SAPS does not have a policy regarding
promotion, career development or training.

Question 24: In my opinion the police provide personnel with career planning (inverse relationship).
The log odds for question 24 are 4.61 with 26 of the 36 respondents providing a response in the scales
2-4 (10 in the neutral scale 4). There were no responses in the extreme scales (scales 1 and 7) and five
Dutch commissioners indicated a learning disability by opting for scale 5.

Question 38: In my opinion the police provide clear job descriptions for each and every one of its
employees (inverse relationship).
The log odds for question 38 are 3.86 with 21 out of the 36 respondents providing a response in the
bottom scales (scales 1-3). There were no South African responses in scales 4, 6 and 7 and five Dutch
commissioners opted for a neutral response (scale 4). In the Netherlands providing clear job
descriptions is seen as a necessary prerequisite for job maturity and most commissioners were proud of
the fact that they have job descriptions in place.

The average Dutch response was 11 and than of South Africa 10. l. It can thus be suggested that issues
related to human resource management have learning disability effects on the SAPS and the Dutch
police. In the South African case there also seems to be a significant level of correlation (270~0) between
this issue and change-related issues ( see paragraph 8.2.1.7). The researcher got the impression that in
both the Netherlands and in South Africa the police, during and after the reorganisation, had to
accommodate redundant personnel. The result was that structure often preceded strategy creating
`parking places' for these redundant personnel. These parking places were often in the HRM and other
staff components leaving these components overstaffed with under-qualified, unmotivated and
incompetent personnel.

1
1

2
5

3 4
1

5
2

Total
15
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8.2.1.11 CONTROL-RELATED ISSUES

Question ]1: In my opinion the police count everything that can be counted.
The log odds for question I 1 are 4.65 with an even spread of responses in the Dutch case over the
whole spectrum from scale one to scale seven. In the South African case 13 out the 15 responses are in
scales 2-4 with no responses in the extreme scales (scales 1 and 7).

Question 25: In my opinion the police spend too much money on control mechanisms.
The log odds for question 25 are 4.65 with the Dutch respondents (as in the case with question 11)
displaying a wider dispersion to that of the South Africans. The South African respondents were more
centralised (scales 3, 4 and 5) and in general provided lower responses.

Question 39: In my opinion the police focus too little on the control function (inverse relationship).
The log odds for question 39 are 4.81 with both the Dutch and South African responses centralised in
scales 3, 4 and 5. This centralisation in the South African case can most probably be contributed to the
fact that there is still an old school present in the SAPS management forum that believes that all the
problems in the police can be rectified by increasing control and 'restoring discípline'. The new line of
thought in the SAPS is however to focus on key performance areas and on controlling perfonnance
indicators rather than having control just for the sake of control. The result of these opposing views can
be seen in the centralisation (scales 3 and 5) of responses and the high level of neutrality (6 responses
in scale 4). In the Dutch case interviews indicated that there is an over-reliance on control procedures
and processes and an under-measurement of results (see paragraph 8.2.1.3). When this is compared
with the South African scenario, it is clear that there is an over-reliance on the completion of forms and
an under-measurement of real results.

Another interesting phenomenon is that there is a significant correlation (360~0) between how the South
Africans see the control issues in relation to issues regarding training and development ( see paragraph
8.2.1.5).

The average Dutch response was 11.8 and that of South Africa 1 1.2. It can thus be suggested that issues
related to control have affects on the two countries in as far as learning disability is concerned.

8.2.1.12 PARTICIPATION, EMPOWERMENT AND SHARED DECISION-
MAKING ISSUES

Question I2: In my opinion the police make decisions to reorganise and change policies in secret, and
impose them on people unexpectedly.
The log odds for question 12 are 6.06 with 33 of the 36 respondents providing a response in the bottom
half of the scale (scales 1-3). There were no Dutch responses in scales 4-7 and no South African
responses in scales 6 and 7. In the Dutch case perhaps more than in the South African case this can be
contributed to strong unionism aimed at collaborative management. In the South African case thís is
not yet happening, even though both management and the unions are slowly changing their attitudes
towards each other.
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Question 26: In my opinion the police believe in decision-making at the lowest level (inverse
relationship).
The log odds for question 26 are 5.12 with strong centralisation in the Dutch case (scales 3, 4 and 5)
and a bimodal distribution (see table 8.10) in the South African case.

Table 8.10: Bimodalit (the South African case with respect to Question 26
1 6

26 1

This bimodality can be explained by once more referring to the old and the new school of thought
within the management forum. One group (still generals, not commissioners) believes in the fact that
they have superior knowledge and will make things happen - to quote a person who was interviewed,
"We know what is best ". On the other hand we have commissioners who are doing their best to be
more transparent and involve people in decision-making. The first group is hampered by constitutional
prescription and the second group by the reality of a big organisation that is decentralised all over the
country. The result is a slight bimodal distribution on scales 3 and 5.

Question 40: In my opinion police managers regard any new idea from below with suspicion.
The log odds for question 40 are 4.99 with 24 out of the 36 respondents providing a response in the
lower scales (scales 1-3) and a relatively high neutral response (5 respondents). There were no
responses in the extreme scale (scale 7).

The average Dutch response was 8 and that of South Africa 9.8. It can thus be suggested that issues
related to participation, empowerment and shared decision-making are not learning disabilities in the
Dutch case, but most probably learning disabilities in the South African case.

In the Dutch case the correlation between issues related to participation, empowerment and shared
decision-making and training and development issues ( see paragraph 8.2.1.5) is 650~0.

8.2.1.13 INFORMATION ISSUES

Question 13: In my opinion information concerning management issues is hard to come by.
The log odds for question 13 are 5.72 with 27 out of the 36 respondents providing a response in the
lower scales (scales 1-3).

Question 27: In my opinion the police manage their information wel( (inverse relationship).
The log odds for question 27 are 4.63 with 24 out of the 36 respondents providing a response in the
upper half of ihe scale (scales 5-7). A slight bimodal distribution (see figure 8.11) was apparent in the
South African case. In both countries this distribution was confirmed during interviews.

Table 8.1 1: Bimodalit the South African case with res ect to Question 27
4 5 6

1 1 4 -27

This bimodality can be explained by the fact that in the SAPS the manner, in which information is
managed, differs between provinces. The reason for this is that technology is not on the same standard
in all the provinces. Some 'poorer' provinces still use hand systems compared to the high-tech used by
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some of the more affluent provinces. In the Dutch case the problem seems to be information overload.
Managers have a lot of information available, but the impression was created that information is of
little use because there is simply too much of it. The Dutch also have a problem with the fact that
human knowledge (skills and know-how) is not managed sufficiently. If a person goes on pension,
resigns or book off sick, hislher knowledge is quite often lost to the Dutch police. The SAPS still
struggles with the fundamentals of information management and knowledge management does not
even seem to be on the agenda.

Question 41: In my opinion information in general is readily available (inverse relationship).
The log odds for question 41 are 4.36 with an even distribution of responses from scales 2-6.

The average Dutch response was 12 and that of South Africa 11.1. With supporting data coming from
the semi-structured interviews, it can be concluded that information management issues are definitely
one of the biggest contributors to poor organisational learning in both countries. The result is that,
especially in the Dutch case, the wheel is often reinvented in different regions. Both countries suffer
from an inability to share best practices amongst different police regions and provinces.

8.2.1.14 FINANCIAL ISSUES

Question 14: In my opinion organisational leaming is constrained by a lack of funds.
The log odds for question 14 are 6.3 with 15 out of the 21 Dutch respondents opting for a response in
scales 1-3 and no responses in scales 6 and 7. In the South African case 13 out of the 15 respondents
provided a response in the scales 5-7.

Question 28: In my opinion innovation in the police is stifled by budgetary constraints.
The log odds for question 28 are 6.02 with 13 out of the 15 South African respondents providing a
response in the scales 5-7. A slight bimodal distribution (see table 8.12) is apparent in the Dutch case
and can be explained by the fact that some of the smaller regions in the Netherlands have dire financial
difficulties.

Table 8.12: Bimodalit the Dutch case with res ect to uestion 28
1 Z 3 5

228

Question 42: In my opinion the police have enough funds to initiate change ( inverse relationship).
The log odds for question 42 are 6.77 with 12 out of the 15 South African respondents providing a
response in the scales 5-7, and 16 out of21 Dutch respondents providing a response in the scales 1-3.

The Dutch average was 9.4 and that of South Africa (16.6). If it were not for some of the smaller
regions in the Netherlands experiencing some financial difficulty, ihe difference would have been
bigger. It is also interesting to note that the correlation, in the South African case, between financial
issues and activity-based issues (see paragraph 8.2.1.3) is significant at 30o~a.
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8.2.2 ISSUE ANALYSIS - SEMI-STRUCTURED INTERVIEWS

Apart from the information form the semi-structured interviews include in the above analysis of the
organisational diagnostic questionnaire additional information from the semi-structured interviews are
presented in paragraphs 8.2.2.1 to 8.2.2.3. [n all the instances information is presented separately for
the SAPS and the Dutch Police.

8.2.2.1 CHANGE MANAGEMENT

The following research questions were used during the semi-structured interviews with regard to
change management:
~ How do managers see change, organisational management, organisational change,

management of change, personal transjormation and changeforces;
~ How do managers seepersonal resistance to change;
~ How do managers see organisationalresistance to change;
~ How do managers see personal responses to change;
. How do managers see organisationalresponses to change;
. How do top managers see their role in the management of change;
~ How do top managers see their role in the management of change in public organi.rations; and
~ How do top managers see their role of the learning organisation as a management of change

technique?
These research questions supported H1, H2 and H3:
H 1 The value of a management of change intervention in a public organisation depends on the

ability of top management to enhanceparticipation andpersonally support the change.
H2 The value of a management of change intervention in a public organisation depends on the

ability of top management to provide a safe zone for employees, share information and reward
success.

H3 The value of a management of change intervention in a public organisation depends on the
ability of top management to facilitate the learning organisation as a management of change
approach.

8.2.2.1.1 The SAPS

Within the SAPS the general feeling was that change is something that `happens' and management can
do little to manage change - some of the newly appointed commissioners was of the opinion that they
inherited the status quo and that there was little they could do about it ( also see paragraph 8.2.1.7).
According to most interviewees change management, in the mid-nineties, were the responsibility of
special change management forms - it (change management) was "... taken out of our hands. " Some
interviewees was of the opinion that change management was the responsibility of the ministry (see
chapter five) and they considered it to be a political' issue, something they had ". .. very little control
over. " There were some commissioners who considered change management to be a top management
responsibility and key performance area - "If we do not manage change actively who will? We cannot
leave it to the politicians or the unions. It 's our job andpart of our operational responsibility. "
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All individuals interviewed were of the opinion that resistance to change in the SAPS is apparent. Most
interviewees attributed it to the increase in union activity within the SAPS - unionisation and resistance
to change were almost seen as synonyms. As sated by one commissioner "... without unions there tivill
be no resistance against change, unions are there to resist everything we try to do. " Within the SAPS
context it was apparent that resistance is more organised. There was little mention of personal
resistance (apart form some individuals always passing the buck), and when mentioned ít was
attributed to personality - "... some people has always been trouble makers and will remain trouble
makers, they do not resist change they just make trouble" - rather that resistance as such.

The impression was created that collectively the SAPS does little to manage resistance to change, what
they do were usually linked to formal mass communication initiatives, the application of HR policies
and procedures and negotiations in the bargaining council. The following phrases were used:
~ "If is not my responsibility ";
~ "Ask them (referring to head office) what they are doing ";
~ "People onlyfocus on negative things in the SAPS";
~ "What can 1do - my hands are tied"; and
. "We have a policy to deal with that. "

8.2.2.1.2 The Dutch Police

Within the Dutch police it was clear, from most chief commissioners, that change management is a top
management responsibility. One chief commissioner even went as far as to say "1'm change
n:anagement in my region, it is my sole responsibility. " When ever there was a contradicting view to
this generalist acceptance of the responsibility to manage change it came from one of the small regions
and it was linked to the fact that they felt they had little real say in what happens in their region with
The Hague "... dominating what 1 do. "

Resistance to change in the Dutch police is present throughout all the regions. It is the opinion of most
interviewees that resistance is more ofren that not personal and a result of people accommodated in
'parking places' after the 1994 reorganisation. 'Parkingplaces' is a term used to refer to individuals
who was kept on in various regions even thought there was no real work for them to do - they were
parked until they go on pension. Some commissioners also attributed resistance to what they referred to
as the weak middle management - blocking contact between top management and junior personnel.
Little mention was made of unions and their role in resisting change or organising resistance to change.

Chief commissioners in the Dutch police was, as a general rule, comfortable with taking responsibility
with regard to the management of change. Most of them viewed change as an ongoing process and
expressed the need to actively manage change. Resistance to change is a problem in the Dutch police
(also see paragraph 8.2.1.70). Commissioners tend to take individual responsibility for change
management in their respective regions and change management initiatives are often base on extremely
personal interventions e.g. visiting each police station two to three times a year. The following or
similar phrases were often used during interviews:
~ "We need to actively mange change - it is manageable ";
~ "Change is constant and we need to prepare our people for it. We need to talk about change

that will only happen once we are on pension - we need to prepare them ";
~ "We actively involve people in change management "; and
~ "1 am the change agent for this region. 1 knotiv where 1 rvant to take the region ar:d 1 need to

inform my personnel. "
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8.2.2.2 THE LEARNING ORGANISATION

Paragraph 8.2.1 deals in depth with learning disabilities. This paragraph only serves to augment some
issues pertaining to organisational learning. The following research questions were used during the
semi-structured interviews:
~ How do top managers view learning and organisational learning;
~ How do top managers view the concept ofa learning organisation;
. How do top managers view the laws ojthe fifth discipline;
. How do top managers view the systems archetypes;
~ How do top managers view systems thinking and paradigms;
~ How do top managers viewpersonal mastery aspart ofa learning organisation;
~ How do top managers view mental models aspart ofa learning organisation;
- How do top managers view shared vision as part ofa learning organisation;
~ How do top managers view team learning as part ofa learning organisation;
~ How do top managers view learning disabilities in an organisation;
~ How do top managers view their role in helping an organisation become a learning

organisation; and
~ How do top managers view learning disabilities in becoming a learning organisation.
These research questions supported H4:
H4 The value of the learning organisation as an approach in managing change depends on the
ability of top management to manage learning disabilities.

8.2.2.2.1 The SAPS

Interviewees within the SAPS coniext were well versed on the theory of organisational learning. The
following statements were made:
~ "We do learn in the SAPS, the successes we have in crime investigation proofs thi.s ";
- "... do sendpeople on training all the tíme' ;
~ "Our vision is to make SA safe ';
The impression was created that organisational learning is a corporate responsibility. Head office is
supposed to provide training, a vision, manage knowledge and provide a learning environment. As in
the case with change management little personal responsibility was take to enhance organisational
learning within the SAPS by interviewed commissioners. Some interviewees were of the opinion that
the SAPS is to big an organisation to learn, the result - a "bureaucratic monster" where personal
development is of little importance.

8.2.2.2.2 The Dutch Police

Within the Dutch police responses pertaining to organisational learning were at times substantially
different (see paragraph 8.2.1.1 - 8.2.1.14 for bimodality within the Dutch responses). As a general rule
the bigger regions felt more in control of organisational learning. The impression was created that
organisational learning is the sum of both individual learning and development and the organisations
ability to manage knowledge. The following are some of the statements made:
~ "... we need to be a learning organísation to survíve Europe ";
~ "If I can go on pension a~id my people say that I created an learning organisalion in this

regioir, 1 was a success ';
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- "As long as Peper keeps on interfering we will never become a learning organisation. We must
create a learning organisation here not in The Hague ";

- "Knoivledge management and organisational learning is a criticalprioriry in this region. We
must do more with less and the only manner in tivhich we can do that is by working smarter";

- "ljeel that people are looking at me jor a vision -! need to share my vision with them' ; and
- "Van Traaforced us to become a learning organisation, ive can not make the same mistakes. "

8.2.2.3 ANDRAGOGICS

The following research questions were used during the interviews:
- How do top managers see education;
- How do top managers see training;
- How do top managers see development;
- How do top managers see learning;
- How do top managers see andragogics;
- How do top managers see learnerparticipation;
- What do top managers see as the reasons why learningjails;
- How do top managers see evaluating adulllearning;
- How do top managers see the interaction between learning and change;
- How do top managers see the interaction between individual learning and organisational

learning;
- What do top managers see as reasons for organisationallearningfailure;
- How do top managers see their role as learners; and
- How do top managers see their role as s:~pporters ojlearning?
These research questions support HS and H6:
HS The value of adult learning as a development approach in managing change and a learning

organisation depends on the ability of top management themselves to learn.
H6 The value oj adult learning as a development approach in managing change and a learning

organisation depends on the ability of top management to support adult learning.

8.2.2.3.1 The SAPS

"The SAPS is a catch 22 - we know that we need to focus on developing people, the need for basic
skills are hotivever so big that we must train rather than develop. " This statement summarise the mood
amongst SAPS commissioners. The feeling was expressed that if 20 000 of your officials cannot read
or write and almost half of them (60 000) cannot drive how can you spend money on expensive
development programmes. With respect to all the research questions pertaining to andragogics there
was this dualism - on the one hand the realisation that development is important and on the other the
pressing need to provide people with basic skills. In theory there was support for adult learning but in
practise time, money and the inability of the training department to deliver in bulk was often quoted as
reasons why adult learning cannot work (also see paragraph 8.2.1.5). The following is some of the
statements made:
- "! need 3 000 people to be able to read by the end of the year, 1 cannot aJj"ord to send my

mangers on coursesfor sir weeks at a time' ;
- "! do not know who is supposed to train my people '; and
- "Sometimes ! feel that training is a niee-to-have. "
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8.2.2.3.2 The Dutch Police

As a general rule Dutch chief commissioners of police were positive about development within their
respective regions. Some of them had reservations about the role and usefulness of the LSOP (also see
paragraph 8.2.1.5). Most interviewees consider personal development (including their own) as central
to building strong organisations. This is best illustrated in the statement "We need to crate the
opportunity for individuals to develop, but they need to take responsibility for their own development. "
Learning failure, when and where it occurred, was ascribed to factors such as the inability of the LSOP
to deliver and linking development to individual needs to development programmes.

8.4 REVISITING THE HYPOTHESES

H 1 The value of a management of change intervention in a public organisation depends on the
ability of top management to enhance participation andpersonally support the change.

This hypothesis is to a certain extent true in both the Dutch and the South African case. Organisational
size does however influence the effectiveness of top management in such a situation. In order to
enhance participation it helps if top management can actually get down to grass-roots level. This helps
to reinforce the fact that they personally support the initiated change. Consistency of management also
seems to be a contributing factor to the truth behind this hypothesis. In both the Dutch and the South
African case top managers who have been around for a while (and who embraces change) seems to be
more effective in fostering support for change and become part of the change process themselves, than
newly appointed ones.

H2 The val:ee of a management of change intervention in a public organisation depends on the
ability ojtop management to provide a safe zone for employees, share informatioi: and reward
success.

This hypothesis is to a certain extent true, in principle, in both the Dutch and the South African case. In
both countries top management however suffers from three constraints in respect to this issue. In the
first instance, providing a safe zone for employees is often hampered by political oversight and control.
Secondly, the flow of information is difficult (for different reasons) in both countries. In South Africa
there is a lack of useful information (especially on policy issues) and the physical flow of information
is often hampered by geographical and technological shortcomings. In the Dutch case there appears to
be a problem with information overload. Finally, reward systems seem to be skew in both countries. In
the SAPS personnel are basically rewarded by means ofpromotions and appointments - none of which
is clear in as far as organisational policy is concerned. The link between embracing change and being
rewarded is also uncertain. In the case of the Dutch police certainty regarding the reward systems
available to top management is higher that in the South African case. The link between being rewarded
and embracing change is however not apparent in the Dutch case.

H3 The value of management of change intervention in a public organisation depends on the ability
of top management to facilitate the learning organisation as a management of change
approach.

If one wants to detennine the truth of this hypothesis, one needs to look at the scope and extent of the
word facilitate. Facilitate in the narrow sense of the word would imply that top management would
have to physically facilitate processes related to the learning organisation and the management of
change. If this were the case, the hypothesis would be false. Facilitate in the broader sense of the word
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would imply symbolically supporting the idea of the learning organisation as a management of change
approach and empowering people to facilitate such a process. The first such implication has direct
bearing on the leadership ability of top managers, and the second implication relates to top
management's managerial ability. From such a broad perspective the hypothesis is true.

H4 The value of the learning organisation as a approach in managing change depends on the
ability of top management to manage learningdisabilities.

This hypothesis is true in both the Dutch and the South African case. Learning disabilities per
definition prevent organisational learning. The fourteen learning disabilities discussed in this
dissertation (see paragraph 8.2.1.1 - 8.2.1.14) vary in content, extent and intensity, but have two
common denominators. Firstly, they prevent organisational learning from taking place and secondly,
they are all systemic or structural in nature. The implication as far as systemic learning disabilities (for
example environmental issues) are concerned, is that their greatest impact on the organisation is at the
political normative level or at the top management level. Top management can thus directly influence
and even manipulate these learning disabilities to decrease their impact on the organisation's learning
ability. As far as structural learning disabilities (for example hierarchical issues) are concerned, their
impact is spread throughout the organisation. Addressing these dysfunctionalities however falls under
the direct ambit of top police management; this is what they must manage as far as their internal
management funetion is concemed. The presence of any one of these learning disabilities in any
organisation thus reflects directly on the managernent capacity of top management because they have
the power and authority to address these issues.

HS The value of adult learning as a development approach in managing change and a learning
organisation depends on the ability of top management themselves to learn; and

H6 The value of adult learning as a development approach in managing ehange and a learning
organisation depends on the ability oJtop management to support adult learning.

These hypotheses are to a certain extent true in both the Dutch and the South African case. In the
Netherlands, with some exceptions, there is a definite learning attitude amongst the top managers. This
attitude is personified on two levels. Firstly, in most regions the chief commissioners of police actively
develop themselves by furthering their formal studies, attending conferences, writing books and articles
and taking up the role of coach and mentor for some of the junior managers. Secondly, training and
development is a budgetary priority in most of the police regions. Some regions spend up to l00~0 of
their annual budget on training and on average one in every 36 police persons is involved in delivering
training and development interventions. The positive spin-off of the above top management attitude is
that adult learning is seen as an organisational priority. Symbolic support for development is mustered
in top management's own learning attitude and financial support because of the fact that development
is a budgetary priority. The Dutch example thus points to the truth of the above hypotheses. As far as
the SAPS is concerned, there is a limited learning attitude amongst top managers, and training and
development is a low budgetary priority. The result of this is that learning and self-development is not
at a premium in the SAPS. Top management does not lead by example and the SAPS as an
organisation does not have a learning attitude. This negative relationship (the relationship is assumed)
between the attitude of management and the resulting lack of adult learning in the organisation might
also reaffirm the truth of the stated hypotheses.

8.5 CONCLUSION

Looking at two organisations, the one within a stable democratic westem environment and the other in
a newly formed African democracy, was never an easy task. This research was however made possible
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because of the systematic dissemination of the two organisations, given a common frame of reference.

This commonality was found in the cutting point of three bodies of knowledge: management of change,

the learning organisation and andragogics.

In this chapter the data relating to the Dutch police and the SAPS was presented by looking at the

fourteen issues that prevent organisational learning. Qualitative and quantitative data were assimilated

and presented in a systematic manner to evaluate the state of affairs relating to these issues in both

countries critically. It can be concluded from this analysis and comparison that both the SAPS and the

Dutch police are today struggling with the solutions of yesterday where people were accommodated

within organisational structures at the cost of strategic positioning of the organisation. The SAPS,

perhaps more than the Dutch police, has a problem wiih personnel who have been promoted and

appointed in positions for which they do not have the management or leadership competence. In

addition to this the Dutch police as well as the SAPS have a critical shortage of competent middle

managers (see chapter nine for recommendations stemming from this analysis).

"That some way of doing things has survived over time does not mean that it is the best way or the

simplest way. It may only mean that no one has yet tried tofind a better way ".
De Bono (1998:115)
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PART FOUR
CHAPTER NINE

RECOMMENDATIONS

"... this new sort of management development will focus on the roles, skills, and tools for leadership
in learning organisations".

Senge(19906:22)

9.1 INTRODUCTION

The greatest management challenge for police managers in the 21S` century is to develop extraordinary
organisations by optimising the ability and directing the needs of average people. The challenge is to
increase professionalism in an unstable and in most cases prescriptive environment. Life-long
employment will become the exception rather than the rule and organisational learning will become a
necessity. The police will have to move away from what Swieringa and Wierdsma (1992:64) called the
`unlearning organisation'. This phrase refers to the type of organisation where rules dictate free and
creative thinking and where reorganisation is focused on processes and structures rather that changing
individual behaviour. This also includes organisations where collective learning is viewed as a fallacy
and classic education or indoctrination is prefen ed to management and leadership development. Police
managers need to consider the unlikely, if not the absurd. They need to change their views on
employment, lateral entry, time management, professionalism, individualised development, reward and
remuneration systems and midlife re-training. They need to create learning organisations that thrive on
change by encouraging experimentation, clearly communicating both successes and failures throughout
the organisation and facilitate learning from within as well as from outside the organisation. Police
managers of the 2151 century need to reward learning and must be able to manage organisational
knowledge. They need to set the example and become designers rather than managers. They must
strategise, teach, coach, listen, be humble and accessible while signalling change by using new
language and being role models.

Against this general background it can be stated that both the Dutch police and the South African
Police Service (SAPS) are at a turning point. In both countries there is a need to balance the vertical
(structure, formalisation and political control) and the horizontal (the community's needs). The wants
and aspirations of the politicians and the needs of the community must be met in an effort to provide
safety and security to everybody. Managers will be expected to get in touch again with what is
happening at grass-roots level while, through consultation, defining norms and setting quality
standards. The police managers of the 21n century will have to handle a new management dualism:
centralised political control and oversight and extreme decentralising in as far as service delivery is
concemed. Professionalism will thus be at a premium with centralised control and decentralised
execution.

The police manager of tomorrow will also have to realise how important partnerships are in enhancing
the ability to deliver service. This will have to take place in an environment where people are becoming
more individualised in a society that is becoming more global. Assimilation and integration will
become out-dated and multi-culturalism will become the new management reality. Uniqueness will be

176



tolerated and diversity will be viewed as strength. They will have to realise that it is people that move
other people, not processes or stnactures, and they as managers must have a future perspective in order
to facilitate such movement. The management focus will have to shifl from making policies to
implementing it. Responsibility and accountability will become management realities while the police
move from a culture of ineeting to a culture of doing. It will be expected of managers to add value to
processes they have never been exposed to before and the community will start to direct the police
more and the police the community less in an effort to increase the level of community safety. It is all
about what Senge (1990a:53) recognised in 1990, "New leadership skills will be rc:quired which move
away jrom the 'old dogma ' of managing, planning and controlling where leaders learnt to be
articulate advocates and decisive decision makers. Increasingly, leaders are confronting the 'new
dogma ' of vision, values and mental models ".

This chapter is aimed at making some practical recommendations to both the Dutch police and the
SAPS in as far as some of the general issues mentioned above are concerned. The recommendations
will be presented in three sections, each relating to one of the ihemes of this dissertation. Paragraph 9.2
deals with issues relating to the management of change while paragraph 9.3 focuses on learning
organisation issues, and paragraph 9.4 on andragogics. In each one of these paragraphs there will be
some general recommendations that apply to both countries as well as some specific recommendations
applying to either the Dutch police or the SAPS. The recommendations are made given the research
that was undertaken (49 interviews and 278 pieces literature studied).

9.2 NIANAGEMENT OF CHANGE: BEYOND 2000

Police managers in both the Dutch police and the SAPS must realise that change is here to stay. The
most relevant changes within the police management environment for the 21" century will be the
escalating politicisation of policing. Policing will increasingly be influenced by the values and the
ideologies of the state, and the allocation of resources will become a direct reflection of the (national)
policing priorities in both countries.

Handy (1990:10-11) argues that in situations of such major change one can expect organisations to
change structure, organisational direction and standards as well as managers. Some individuals and
groups will embrace change and work towards becoming what Sims and Lorenzi (1992:42-45) term
'organisational citizens' while others will strive towards regression and the reinforcement of the old
culture through the establishment of clubs, formal training programmes and pressure groups. Moss
Kanter (1984:69-92) regards this as 'roadblocks to managerial enterprise' and states that management
will try to avoid risk by excessive use of control mechanisms and by creating departmental fortresses
where top management dictates.

In the case of the SAPS, as far as the line function is concemed, this can be seen in the way in.which
power is still centralised in the hands of white managers through the control of specialised units. In the
case of the Dutch police this is evident in the manner in which the office of the public prosecutor is
moving towards establishing a separate investigative capacity under its direct control and outside the
current police structures. As far as staff functionaries are concerned, Argyris (1991:7) makes an
interesting observation. He says that professional units within organisations often become the biggest
obstacle in the management of change. This is because the direction, in which they perceive the
organisation to be moving, is often not the right direction for the organisation as a whole.
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If one works towards best practice and not one best way as far as practical issues relating to change
management in both the SAPS and the Dutch police are concerned, the following recommendations can
be made:
. Managing change implies that police management must fulfil a dual role - that of both manager

and leader. As leaders police managers must - as poJiticians, partners and coaches - deal with
the people side of change; the soft issues of helping people to cope, getting their commitment
and involvement, and directing them in as far as personal development is concerned. As police
managers they must provide the police with knowledge, while at the same time they must
bridge the gap between political and operational policy, and focus on change and organisational
development.

~ Change implies stress. The level of stress can be significantly reduced if management is clear
on the direction that they want the organisation to take - provide the organisation with an
articulated vision.

~ Change affects both the line and the staff functions of the organisation. There is however a
tendency on the side of the staff function to first position themselves and then provide
assistance to the line function. This phenomenon often relates to internal consultants who have
preferential positions within the organisation and access to information. This is apparent in both
the Dutch police and the SAPS and as a result the core function (line function) of the
organisation suffers while the non-core function is seen to benefit. This creates a 'them and us'
situation that is to the detriment of good change management.

~ Change should generally not be forced with rules, regulations and legislation, because it implies
low levels of personnel involvement and builds rigidity into the system. If you want to change
something tomorrow, you first need to rewrite today's rules. It will be of more use for police
leaders to drive change through a system of common values and beliefs. To force change with
sets of rules and regulations only implies administration or at the most management. To manage
change the police need both good management and leadership. Police managers must realise
that the exerted political pressure to reform police organisation take place at a pace faster than
what most police personnel can manage. This results in a tendency to overly rely on artificial
changes, such as the rewriting of rules, regulations and legislation.

. Police managers must start to admit that they are also at times scared of change and that they
too suffer from uncertainty and the stress associated with it. This will keep them from closing
rank, which in turn suggests the implied promulgation of stagnation. Remember that police
members listen at what management says and do what managers do.

. Police managers as change agents must refrain from change for the sake of change. Often
change is seen as the final discourse, something to do or embrace when everything else has
failed. Managers must break with the `must do' part of the police culture. In some situations it is
better to do nothing than to do the wrong thing. Police managers must learn to cope with the
contradiction that exists within the arena of police management where there might be more that
one truth. They must rather look for best practises than for one best way.

~ Police organisations in both South Africa and the Netherlands must beware of utilising interim
managers (change agents) to force change. Such managers might suffer credibility problems
because they do not understand the organisation and its culture, and changes initiated by them
might suffer from a lack of legitimacy. As they suffer from organisational commitment, these
managers might just destroy the organisation and not save it (in the Dutch case the LSOP is a
good example of an organisation that lost its competitive edge because of a perceived
uncommitted interim manager).

. Police managers should realise that there exists a generation called the 'tlventy- something's'.
These individuals want more responsibility, a greater say in what happens to ihe organisations
they work for and they command individuality and personal respect. They are the leaders and
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managers of tomorrow, and to disregard them as young, wilful and passionate - in short as the

`Young Turks' will be to the detriment of the organisation in the long term.

Keeping the above generalisations in mind, the author would recommend that the Dutch police

specifically address the following issues as far as the management ofchanges is concerned:

. The council of chief commissioners of police should place more focus on issues relating to

strategic positioning both within the political domain of the Netherlands as well as within

Europe. Less attention should be given to day-to-day infighting over who is getting what part of

the budget. The challenge is no longer the reorganisation or the implementation of the

reorganisation; it is to strive to~vards unity in a strategic direction while at the same time

promulgating strength in diversity.
~ The author is of the opinion that too much time and energy are spent on measurement, with the

result that the administrative components of most of the regions in the Netherlands are growing

at a rate that exceeds the growth within the line function (blue on the street). As far as the

management of change is concerned, this might lead to a situation where administrative reforms

are preferred to fundamental organisational realignment aimed at improving service to the

community.
~ The Dutch police, within the realm of change management, are faced with a number of serious

structural problems. First, there is a greying problem, which drains the financial resources of

most regions. Secondly, there is union pressure on the police to under-utilise the lower scales of

employment (scales 2, 3 and 4) with resulting budgetary pressures on new recruitment. Thirdly,

it seems as if the Dutch police are fixed on rules and procedures, which in turns hampers

creativity.
~ The author came under the impression that the Dutch police are becoming exceedingly reliant

on equipment and in ihe process are sacrificing good policing - mediocrity is compensated for

by superior equipment, resulting in the detectives for one not being sure about either their role

nor their future in the Dutch police. The impression is created that the bobby on the street as the

embodiment of a safe environment will soon be replaced with cameras and other surveillance

and IT equipment.

Not disregarding the mammoth change that has already taken place within the SAPS and while keeping

the aforementioned generalisations in mind, the author would recommend that the SAPS specifically

address the following issues as far as the management of change is concerned:
~ Start to think and talk about future changes. The SAPS, is developing a blind spot for change.

There is a level of organisational inertia and stagnation. It appears as if everybody is content

with what has been achieved until now and is presently in a state of denial. The SAPS also

seems to favour artificial changes like reorganising the top structure of the organisation rather

than talk about regionalisation (in the South African as well as Southern African context) and is

working towards collaborative management with the unions.
~ Managers in the SAPS also seriously need to consider flattening the structure of the

organisation. Having to facilitate change on eleven different levels is close to impossible.

Promoting people as a practice andlor as a result of union pressure is also unacceptable in an

organisation where financial resources are stretched to the limit.
~ The SAPS also tends to make íssues (be it policing, organisational or change-related) the

responsibility of one single unit, task team, special operations team, work group or committee.

Thereby they are creating the organisational elusion ihat it is the sole responsibility of that

specific group of people to make the specific issue worklhappen. The idea of collective

responsibility as a management of change philosophy needs more fostering within the SAPS.
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There needs to be more lateral thinking and more dialogue and less linear argumentation and
debate.
The SAPS also needs to abort the notion that there is one best way in modern-day policing.
Efforts should rather be aimed at looking for best practices. Pressing issues at management
forum meetings should be the managing of complex policing problems, exchanging and sharing
management expertise on some kind of national forum and the conservation of such intellectual
capital. Whether one has the neatest police station is of little importance if one cannot manage
your information and intellectual capital.
The most important short to medium-term change management challenge for the SAPS is
considering the infusion of new blood into the organisation. The SAPS is ageing at an alarming
rate. There is no use for management knowledge if there are no possible recipients of that
knowledge.

When it comes to the management of change in both the Dutch police and the SAPS, the central theme
is most probably to dispose of some of the rules and organisational rigidity. Rules tend to isolate
creativity and innovation in the organisatíon, which in turn hamper organisational as well as individual
adaptation to change. Rules or the sound justifiable principles behind them, like respect for human
rights, should be built into people by promoting professionalism and a common goal. There also needs
to be a drive to empower individuals through personal development in an organisation receptive to
organisational learning. In paragraph 9.3 the focus is on organisational learning, and in paragraph 9.4
the recommendations will focus on issues linked to adult learning and development.

9.3 THE LEARNING ORGANISATION: PHILOSOPHICAL
REALITIES

The appeal of the learning organisation as a management of change approach lies in the fact that there
are four fundamental principles on which it is based. In the first instance the learning organisation
provides a sound justification for change. Secondly, the leaming organisation works on the premise that
the involvement of everybody in a change process is a prerequisite for success. Thirdly, the concept of
the learning organisation has a sound foundation in organisational and individual development, and,
finally it points to the importance of managers and leaders having respect for the needs and wants of all
individuals in the organisation. The learning organisation thus creates an environment where living out
a vision becomes possible because of broad organisational involvement and commitment and both
thoughts and actions become more f]exible. It implies that an organisation will become dynamic and
venture onto the path that constantly searches for ways to improve the organisation through
environmental scanning both within and outside the organisation.

One however also needs to point out that the learning organisation might imply some paradoxes.
Learning organisations, because of the level of organisational commitment might enhance collective
blindness where problems are ignored, because it does not fit into the paradigm which is apparent in the
organisation at that given time. This in turn might also lead to collective avoidance or inertia where
issues are not receiving the necessary attention because of organisational reluctance or even ignorance.
Modern-day police organisations that adhere to the following generalised recommendations as far as
practical issues within a learning organisation are concerned, might avoid these paradoxes:
. Venturing on the path of creating a learning organisation should imply full personal

commitment by police management. Great care should be taken not to fall back onto old
practices if the going gets tough. Police managers might even consider asking their junior
colleagues how, according to them, they are performing. It has to be remembered that
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organisational learning implies that everybody in the organisation can still learn and can learn

from everybody else in the organisation. [f a manager fosters true organisational learning, such

a feedback session should not be a problem to managers or their colleagues. If management

embraces learning, so will the whole of the organisation.
. As both manager and leader one should take care in creating creative tension within the

organisation by talking and living a future vision for the organisation as well as by being

realistic about current constraints. You need to create an environment where people can grow

through challenges, knowing that failure will lead to a learning moment and not to penalisation
or default. Managers should also get personally involved in the development of personnel. In a

learning organisation this becomes a fundamental function of management at all levels.
~ Leaming should not be viewed as an ad hoc activity. A culture of learning should be cultivated

by managing organisational knowledge and utilising knowledgeable individuals (even

pensioners) as coaches and mentors. Organisational leaming thus implies an activity that is

structured and planned.
- Systems of gradual development should be in place for all members of the police organisation.

Career development and having a career plan should not only be available to the elected few.

~ Bamers to learning, such as a negative organisational culture, must be actively managed. No

tolerance should be shown to individuals who are hampering organisational learning. If a
monoculture is to be promoted within the organisation, let it be a culture of learning.

As far as organisational learning is concerned, it could be recommended that the Dutch police

specífically address the following seven issues:
. There still remains a great deal of hurt in the organisation in the aftermath of the Van Traa

inquiry. Remember that the ability of individuals to learn is largely determined by their past as

well as by the compromises they made in the past. People within the organisation were hurt by

doing what they thought to be right - they improvised and were creative (abilities you need to

foster in a learning organisation) and got hurt.
- The Dutch police need to be more open to the idea of lateral entry into the management

echelons of the organisation. The Rotterdam experience should not deter the Dutch police from

such exercises in future.
. The Dutch police need to have a safe haven were free and critical thinking is propagated and

facilitated and where managers (especially middle and senior managers) can proverbially let

their hair down. There is a need for neutral ground where everybody is in principal equal, and

where creativity and initiative are rewarded by peer recognition.
. Managers need to realise that they will often talk about and even initiate change that will not

necessarily be realised during their careers. As a leader one needs to accept the fact that you are

often ahead of your time (and followers). The challenge as far as the learning organisation is

concerned, is not to get despondent and give up on a process and path worth pursuing. It might

be a long and lonely walk and one might not even reap the rewards of your own efforts. You
have to find enough reward in the fact that you are developing the organisation as well as the

people within it - becoming a learning organisation is a long process.
- The Dutch police need to increase the level of mobility within the organisation. If one wants

individuals to develop through a system of horizontal job enrichment, you also need to make it

possible and affordable for them to move between jobs within one region as well as within the

Netherlands as a whole.
. Financial parity between the larger and smaller regions will have to be established, be it by

means of national grants from the Ministry of the Interior or as a result of the re-regionalisation

of the Dutch police. It is extremely difficult to facilitate organisational learning - specifically
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personal development - in a situation where the organisation is constantly fighting to survive
financially.
As a general rule, the Dutch police deal with their personnel in an impersonal manner. This
impersonal approach will have to be reversed before organisational learning can take place.
Dealing with people as numbers or mute entities does not foster an organisational learning
environment of mutual trust and dependence.

The SAPS as organisation still has far to go in becoming a leaming organisation and as such the
following elementary recommendations can be made:
~ The SAPS needs to become more flexible and sensitive to its environment. The organisation has

to come to terms with the fact that it operates in an open system and that environmental
responsiveness should be a given, not just a nice tool to have. Sensitivity to the environment is
often difficult in a centralised organisation and decentralising issues, such as policy, should be a
national priority.

~ South Africa as a nation as well as the SAPS should develop a culture of learning. The SAPS
can start to change their organisational culture by promoting a culture of reading. The ability to
read makes knowledge accessible. Once knowledge is accessible, individuals can be
empowered by further development.

. The SAPS must not fall into the trap of overspecialisation. Overspecialisation leads to the
centralisation of expertíse, which in turn disenables organisational learning. Coupled to this, the
SAPS also needs to increase horizontal movement within the organisation.

- The SAPS must infuse management fluency into the organisation. In order to achieve this, a
comprehensive management development as well as a lateral entry programme should be
actively pursued. The SAPS, in general, just does not have the managers to take it on the path of
becoming a leaming organisation. If appropriate measures are put in place right now, the
organisation might start to reap the benefit in the medium to long term.

One of the factors on which organisational learning is dependent on is the ability of individuals within
the organisation to leam. In paragraph 9.4 the recommendations will focus on issues relating to
andragogics or the science of adult learning. As Fit-r.-enz (1984:181) correctly points out, development
is more than training, and personal development forms the backbone of organisational growth.

9.4 ANDRAGOGICS: BEYOND MEDIOCRITY

On the theoretical side adult learning is filled with scientific jargon. On a practical level adult learning
is considered by many as expensive and of a passing nature: just another human resource management
fad. Not disregarding the aforementioned, what policing in both South Africa and the Netherlands need
is impact-directed development. Planned development programmes that slot in with the strategic
direction of the organisation are necessary; not just the ad hoc, feel good programmes that are aimed at
trouble-shooting immediate shortcomings within the organisation. Impact-directed programmes should
address, as a point of departure, the lack of knowledge built up within the organisation, access to
resource, permission for individuals to learn and agreement to apply, that which has been learnt. Once
these principles have been established, one can start to look at programme content and delivery
methodology. When training and development is approached in such a professional manner and
considered an organisational priority and, not just as a place where the organisation can dump its `dead
wood', the problem with development as stated by King and Roth (1983:287), "Trainers do not
automaticalFy enjoy a highly credíble role in the business and industry environment" will diminish.
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In both the SAPS and the Dutch police there exist a variety of management development programmes,
yet in both countries top managers feel that there is a middle management void. Could it be that middle

managers are so abysmally incompetent or is it that development in a learning organisation needs to be
learner-centred, team-based, goal-driven, multidimensional and focused on the whole person? The

police need to discard teaching and embrace learning. Teaching is often preferred because it is
inexpensive compared to custom-made development programmes and because most of our senior

managers today come from a 'talk-and-chalk' background. Positive reinforcement is more effective

than sanctioning, images better than words and showing better than telling. Tobin (1993:41-50)

suggests that learning in learning organisations might fail because of information overload and a lack

of time to leam - this happens when learning is perceived as a one-off and not as part of a continuous
programme. He also proposes that learning might fail because too many individuals are put through

these programmes with too little individual attention: at the end of the day it amounts to financial
concems. He also states that delivery methodology is as important as the programme content. Adult

learning is a science; the ability to bring about such learning cannot be left to ill-equipped and

unqualified individuals.

Within a policing context, the aforementioned issues can be made more tangible by focussing on the

following general recommendations relating to andragogics:
- Devclopment should be seen as a life-long process and something that individuals as well as

organisations ought to commit themselves to on a continuous basis. This includes senior

managers in the police. If you have reached the top position in the organisation it does not mean
that development and personal growth cease. The responsibility to propagate personal

development increases as one ascends the corporate ladder. One needs to take responsibility for
creating development opportunities for others as well as for oneself.

. Management development on middle to top management level should focus less on
management techniques and more on developing the ability of managerslleaders to scan and
become more aware of the internal as well as the external organisational environments that they

are exposed to.
. Andragogics and management development should form an essential part of the career plan of

every person in the organisation. The organisation has a responsibility to provide development
opportunities for every individual, but the individual should also take responsibility to utilise
such opportunities. This must be done bearing in mind ihat every individual is a synergetic
product of herlhis ability on the one hand and her~his environment on the other. Development
programmes should be aimed at optimising both ability and environmental impact. This entails
true capacity building.

As far as the Dutch police are concerned as regards adult learning issues, the author would like to
suggest the following:
~ The LSOP, just as the Dutch police in general, needs to define its role as far as training and

development is concerned. As far as training is concerned, the author came under the
impression that ihe LSOP is on the right track. However, when it comes to management
development, the same cannot be said. The LSOP should have only one combined function,
namely that of process facilitator in order to establish standards. The LSOP must provide
management development with a broad vision covering all aspects and levels of management
development and then outsource delivery;

- The LSOP needs to become the 27`~ region in the Dutch police and it should discard the image

that the LSOP are only an extension of the Ministry of the ]nterior. The act governing the LSOP
also needs revising in the light of the current police act, which was promulgated years after the
act governing the LSOP.
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~ As a result of budgetary constraints in some regions training and development is seen as a nice
tool to have, and very little is done to actively develop future managers and better police
personnel. Training and development should be important enough as national priority so that
smaller regions do not have to suffer from this constraint.

~ Regions, and specifically top management, should take responsibility for development in their
regions. In a learning organisation it is a management function of top management to see to
management as well as to broad personnel development.

~ The Dutch police are perfectly poised to optimally utilise IT in development programmes as
well as the concepts of inentoring and coaching.

~ Trainerslfacilitators in the Dutch police are stagnating. Some of the trainers in management
development have been around for the best part of 25 years. In order to be a cutting edge
facilitator of adult learning, the author believes that facilitators should be rotated to keep them
abreast of what is happening at grass-roots level, as well as to give them the opportunity (in the
spirit of organisational learning) to move horizontally within the organisation.

As far as the SAPS is concemed the following recommendations will suffice:
~ Top management in the SAPS does not appear to embrace the idea or life-long learning and as

such, by their example, hamper organisational learning. In order to soften the impact of their
own ignorance in as far as this issue is concerned, they attempt to shift the burden of providing
training and development to the training division. Having a training division does not guarantee
development; it only artificially shifts the burden. Top management must individually and
collectively take responsibility for development within the SAPS.

~ The training division should get an infusion of new blood. How can the organisation expect to
develop competence when the people that are supposed to facilitate learning and change are
neither competent as managers or facilitators nor believe in change?

. In general, as far as management development is concerned, the SAPS must realise that they do
not have the management abilíty or the academic and facilitation expertise to cope with the
current demand in the SAPS. The functions of the management development component should
be reduced to that of tender and contract administrator: outsourcing should be actively pursued.
If this does not happen, the SAPS stands to revert to the apartheid type old school and mass
general indoctrination in the form of officers' courses. It is, in comparison with individual
development programmes, cheap, guarantees no organisational learning, and promotes
stagnation and apathy.

- The SAPS should finalise their policies in as far as career development, study bursaries and
promotions are concerned and in these policies indicate the importance of individual
development on all levels, from becoming merely literate to receiving a PhD. Police officers in
South Africa must realise that they need to take responsibility for their own future, but this can
only happen if the organisations are clear on what they expect from their personnel and what
they are willing to offer them in the process.

. The SAPS needs to generate dialogue ón a variety of issues ranging from improving
management development to HIV~AIDS and affirmative action. Perhaps the time has come to
start some sort of national colloquium.

"Nothing splendid has ever been achieved except by those who dared to believe that something inside
them was superior to cira~mstances ".

Bruce Barton (1967)
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PART FIVE
CHAPTER TEN

CURRENT RESEARCH ON THE SAPS

"Simplicity is the most difficult thing to secure in this world; it is the last limit of experience and the
last effort ojgenius. "
George Sand (1876)

10.1 INTRODUCTION

This dissertation has a very specific focus - to explain how top police managers in two different
countries (the Netherlands and South Africa) manage organisational change though organisational
learning as a management of change approach. One of the questions often asked by individuals
involved in the process was how does the community perceive these two organisations with regard to
their ability to change. This was especially relevant in the South African context.

As senior manager at PricewaterhouseCoopers and centre of excellence leader for the criminal justice
cluster in South Africa the author has been actively involved in two such regional studies:
- The November 2001 Exit Poll; and
. The March~April 2002 Victims of Crime Survey.

The Department of Community Safety in the Westem Cape (one of ihe nine provinces in South Africa
- see chapter five) has proved itself as a national trendsetter with respect to initiatives aimed at the
enhancement of police effectiveness with regard to service delivery and civilian oversight. Both
surveys were aimed at informing the police and the public on crime, crime trends, the effects of crime
on society and the ability of ihe police to provide a professional service. The Department is of the
opinion that little can be done without information and against this background a Community Safety
Information Centre (CSIC) was established in 2001. The CSIC is an online database with service
delivery by the SAPS regarding crime, crime trends and the translation of such information into useful
management information amongst its objectives. These reportslsurveys are a significant part of the base
information used by the CSIC to provide integrated management information for the Department and
the SAPS and is supported by other data sets like the Service Delivery Improvement Programme
(SDIP) reports by ihe SAPS and official crime statistics. This survey forms part of the strategy of the
Minister for Community Safety in the Westem Cape of "Making the Break: Towards People
Orientated Policing" and will add value to Vuk'zenzele the initiative aimed at enhancing South
Africans patriotic response in order to shape their future.

These surveys and the finding relevant to the scope of this research will be presented to augment the
top management analysis in this dissertation. ln section two an overview will be provided of the Exit
Poll and in section three the focus will be on the Victims ofCrime Survey.
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10.2 NOVEMBER 2001 EXIT POLL

The pursuit of excellence and the desire to be "best of the best " has long been one of the key
competitive objectives of successful commercial organisations. In recent years, however, police
services all over the world have also realised the benefits of objective external comparison and
analysis, or benchmarking, as a way of ensuring continuous service improvement. Benchmarking is an
external focus on internal activities, functions or operations in order to identify improvements or areas
of service that may benefit from further, more detailed, investigation.

The Exit poll report consists of three parts; the first part was an overview of the survey context and
research approach, the second part was the presentation of findings and the analysis of data on a macro
level (the Western Cape as province being a composite of the four regions - Boland, Southern Cape,
East and West Metropole) and the third part being the presentation of findings and the analysis of data
on a micro level [each one of the 162 Community Service Centres (CSC) individually]. The report
totalled 694 pages.

10.2.1 Aim of the Survey

The survey aimed to:
. Conduct the first comprehensive and all-inclusive CSC service delivery survey in South Africa;
- Collect information to feed into SAPS management initiatives, e.g. the Service Delivery

Improvement Programme (SDIP);
~ Examine the level of CSC service at every CSC in the Western Cape;
. Compare service delivery between CSCs;
~ Set a benchmark for future surveys; and
- Provide the Department and SAPS management with a comprehensive, easy to understand and

user-friendly report on the survey findings.

In order to achieve this 3339 members of the public were interviewed over a nine-day period in
November 2001. Asking questions on Reasons for visiting the CSC; Service waiting time; Facilities;
Treating people with respect; Serving people in their language of preference; Environmental safety;
Trust in the SAPS; Willingness to help; Case sensitivity; Service satisfaction; Case satisfaction;
Thoughts on the SAPS; Suggested changes; Where to complain; and Knowledge of Community Police
Forums (CPFs).

10.2.2 Methodology

The type of information needed by the Department, as well as instructions in the tender brief,
prescribed the questionnaire technique. It makes replication possible with the benefit of longitudinal
surveys that could show tendencies over time (benchmarking). In order to limit the influence of
possible leading questions, the questionnaire was designed with both closed as well as open-ended
questions. The use of a patented P-Index made it possible to incorporate qualitative responses with
quantitative attributes. All satisfaction measurements in this survey were made with the aid of this
instrument. Because of the nature of the study, the timeslots of the survey were treated as a purposive
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sample. It was decided to conduct interviews on those days and times that most people visited CSCs
according to the experience of SAPS personnel.

10.2.3 Research Findings

With regard to issues, which one might be able to link to organisational learning and change
management the survey revealed that the actual experience of respondents with regard to service
delivery at the l62 CSCs in the Western Cape is largely positive. Although some negative elements,
which need to be addressed, were observed with respect to individual CSCs. In the mid nineties service
delivery by the SAP and newly formed SAPS (see chapter five) were experienced by most to be poor.
It thus seems as if the SAPS has learned as an organisation to provide better service. There is however
still a tendency towards not trusting members of the SAPS and the police are perceived as being
unwilling to help. With regard to suggested change issues pertaining to improving the attitude and
service orientation of inembers (the SAPS is still perceived as being to forcerul ~ was high on the list.

In this survey, the semantograph was used to detennine the active perceptions regarding the CSC that
the respondent just visited. It seems that in the Western Cape, good service outstrips the connotation of
bad service ( measured by the semantograph). This shows that except for the Southern Cape,
predominantly negative perceptions exist, but when the same respondents' experiences were measured,
a general positive measurement was received. This means that the negative inclination is merely a
perception ( the 'baggage' which the respondent carries) that is not based on experience. The public still
has deeply rooted negative perceptions towards the SAPS and in the mind of many the transition from a
force to a service has not gone full circle. The two open-ended questions, asking the respondents "what
come to their minds first when they think of the CSC ", and "what they would like to change if they were
in a position to change a~rything", revealed some of these negative perceptions. This did not
correspond with the responses when they were asked to evaluate the service they just received. This
means that the SAPS still has to deal with perceptions that were not based upon first hand experience,
but rather hístoric perceptions.

10.3 THE NIARCH~APRIL 2002 VICTIn~iS OF CRINIE SURVEY

The Victims ofCrime Survey report consists of ihree parts; the first part was an overview of the survey
context and research approach, the second part was the presentation of findings and the analysis of data
on a macro level (the Western Cape as province being a composite of the four regions - Boland,
Southem Cape, East and West Metropole) and the third part being the presentation of 6ndings and the
analysis of data on a micro level (each one of the 138 police stations individually). The report totalled
694 pages.

10.3.1 Aim of the Survey

The survey aimed to:
~ Conduct the first ever comprehensive and province wide Household Victim Survey in South

Africa;
- Collect infonnation to feed into the CSIC database; .
- Determine citizens' perceptions of policing, police effectiveness and service delivery;
~ Report on the nature, pattems and extent ofcrime in the Province and four police;
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- Report on crime per police station in the Western Cape;
~ Collect information on the victimisation of children by asking respondents about the

experiences of children in households; and
~ Provide the Department and SAPS management with a comprehensive, easy to understand and

user-friendly report on the survey findings.

In order to achieve this 4480 members of the public were intervíewed (at their homes) over a six-week
period in MarchlApril 2002. Asking questions on Social Economic Status (SES) of households,
Measures of protection against crimelvictimisation, Knowledge of Community Police Forums (CPFs),
Actual experience of crime per household for the period January 2001 till March 2002 (looking at
home burglary, theft of vehicle, hijacking of vehicle, theft from the respondent, theft from any child in
the household, robbery from the respondent, robbery from any child in the household, assault of
respondent, assault of any child in the household, murder, abduction of any child in the household, rape
and sexual assault of the respondent and rape and sexual assault of any child in the household),
Experience of multiple victimisation, Experience of aggressionlviolence in the household, Community
cohesion, Perceptions towards safety, Perception of crime trends, Police service delivery and visibility;
and Gangs and drugs.

10.3.2 Methodology

The type of information needed by the Department, as well as instructions in the tender brief,
prescribed the questionnaire technique. It makes replication possible with the benefit of longitudinal
surveys that could show tendencies over time. In order to limit the influence of possible leading
questions, the questionnaire was designed with both closed as well as open-ended questions. The
questionnaire was broadly based on questionnaires previously used in victim surveys in South Africa
(The 1998 ISS report on Crime in Cape Town and the 1998 Statistics South Africa Victims of Crime
Survey) with Western Cape modifications and adaptations to enhance the focus on child victimisation,
police service delivery, community cohesion, experience of aggressionlviolence in households and
gangs and drugs. .

10.3.3 Research Findings

The following research findings are relevant to this dissertation in that it deals with service delivery
issues by the SAPS:
. Almost two thirds (65"~0) of the respondents felt that the SAPS is reducing crime in the Western

Cape;
~ In situations where the effectiveness of the police to fight crime is questioned police corruption

and a lack of resources is the main reason for police ineffectiveness;
~ The main reasons for the underreporting ofcrime is that the crime was not considered important

enough to report followed by the fact that the SAPS can not be trusted;
. In cases where crime were reported to the SAPS service by the police were generally good; and
. There was a clear indication that people who were visited by detectives after reporting the crime

were considerably more satisfied by the service that received than those who hear nothing from
the SAPS once the crime was reported.
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10.4 CONCLUSION

The main reason for the LDP (see chapter five) was to develop change managers~agents amongst the
management board of the SAPS. It can be argued that the SAPS had to change from an undemocratic
police force where service was reserved for an elected few to service for all driven by democratic
principles. This dissertation focussed on the role of top management. This chapter is included to
provide some insight into service delivery by the SAPS. At no stage was the focus of the surveys on
management within the SAPS or on the role of the management board.

The surveys does however provide some insight into the level of success the SAPS has had in
transforming form an elitist racial force to a democratic police services - the change management role
of the management board. From the surveys hvo issues is apparent. In the first instance there is proof
that the police is providing a broad service to society and as a general rule service is at an acceptable
level. In the second instance it is clear from the surveys that the SAPS still need to change its public
image - thought actual service is rated as acceptable the perception by most people are that ihe SAPS
can not be trusted, is often corrupt and is under resourced.

"Neither situations nor people can be altered by the interference of an outsider. !f lhey are to be
altered, that alleration must come from within. "

Phyllis Bottom ( 1884-1963)

189



BIBLIOGRAPHY
Adonisi, b4. 1991, "Training as a Corporate Strategy", IPtilJournol, September 1991, 27-30.

Albert, H. 1994, De Ongelijkzijdige Driehoek: Onderlinge Betrekkingen Tussen Lokaal Bestuur, Openbare Ministerie en
Politie, Gouda Quint Publishers: Amhem.

Argyris, C. 8r Schon, D. 1978, Organizational Learning. A Theory ojAction Perspective, Addison-Wesley Publishers:
Massachuseits.

Argyris, C. 1977, "Double Loop Leaming in Organizations", HarvardBusiness Review, SeptemberlOctober 1977, 107-1 19.

Argyris, C. 1991, "Teaching Smart People How to Learn", Horvard Business Review, MaylJune 1991, 5-15.

Ballé, B. 1994, Systems Thinking, McGraw-Hill Publishers: London.

Bandura, A. 1986, Social Foundations oj Thought and Action: A Social Cognitive 77reory, Prentice-Hall Publishers:
Englewood Cliffs.

Barnes, J.A. 1982, "Ethische en Politieke Compromissen in Sociaal Onderscek", in Bouw, C. Bovenkerk, F. Bruin, K. 8r
Brunt, L. 1982, Hoe Weet je Dat? Wegen van Socioal Onderzoek, De Arbeiderspers: Amsterdam.

Barney, J.B. á Griffin, R.W. 1992, The Monagement ojOrganízalions, Houghton Mifflin Company: Boston.

Barrows, H.S. 1996, "Problem-Based Leaming in Medicine and Beyond: A Brief Overview", in Wilkenson, L. 8c
Gijselaers, W. (eds.), 1996, BringingProblem-Based Learning to Higher Education, Jossey-Bass Publishers: San Francisco.

Beer, M. Eisenstat, R.A. á Spector, B. 1990, "Why Change Programs don't Produce Change", HarvardBusiness Review,
NovemberlDecember 1990, 158-166.

Belasco, J.A. 1995, Teaching the Elephant to Dance, Random House Publishers: London.

Beleidsplan: Nederlandse Politie 1999-1002, 1998, Ministeries van Binnelandse Zake en Justitie.

Bennis, W. 1997, "Leiding geven aan Leiders", in Gibson, R. 1997, Rethinking the Future, Nicholas Brealey Publishing:
London.

Beumer, R.J. Oude Hengel, B.J.A. R Hogenhuis, P.P.H. 1998, Leermomenten: Een EvaluatiejOnderzoek naarProblemen
Rond de Korpschejvan het Politiekorps Roaerdam-Rijnmond, Ministerie van Binnenlandse Zaken: De Haag.

Bless, C. 8c Higson-Smith, C. 1995, Fundamentols oj Socia! Reseorch Methods: An Ajrican Perspective, Juta and
Company: Kenwyn.

Borghouts, H.C.J.L. d'Hondt, E.M. 8c Kastelein, J. (eds.), 1997, Met die Politie Ajgesproken, Koninklijke Vermande
Publishers: Lelystad.

Born, I.B.G. 8c Nollen, M.I.W.T. 1998, Kwaliteir van de Personele Functie: de Onhrikke(ing van een Meetinstrument,
Ph.D. Dissertation Catholic University ofBrabant: Tilburg.

Bottom, P. 1963. American Writer, http:~w~~~w.quotes.bottom.phyliss.html.

Brand, C. 1997, "Leadership Essential for a Rapidly Changing Environment", Management Todav, October 1997, 28-30.

Brethower, K.S. á Rummer, G.A. 1976, "Evaluating Training", in Baired, L. Schneier, C.E. á Laired, D. editors, 1976,
Training and Developing Sourcebook, HRD Press: Amherst.

Brewer, J.D. 1994, Black ond Blue - Policing in South Ajrico, Clarendon Press: Oxford.

Broer, 1997, "Het Besturen van Politieorganisaties", in Borghouts, H.C.J.L. d'Hondt, E.M. 8c Kastelein, J. (eds.), 1997, Met
die Polirie Ajgesproken, Koninklijke Vermande Publishers: Lelystad.

Brogden, M. 8r Shearing, C. 1993, Policingjora New South Ajrica, Routledge Publishers: New York.

Brook, l. 1991, "The Attitudes of White Civil Servants to the Upward Occupational Mobility of Africans and So-Called
Coloureds", in Human, L. (ed.), 1991, Education á Development Managers jor a Changing South Ajrica, Juta and
Company: Kenwyn.

Brookfield, S. 1985, "A Critical Definition of Adult Education", Adult Education Quarterly, Fall of 1985, Number I,
Volume 36, p44-49.

Brown, R. á Brown, M. 1994, Empoirered! A Practical Guide !o Leadership in the Liberated Organisalion, Nieholas
Brealey Publishing: London.

Brynard, P.A. 8c Hanekom, S.X. 1997, Introduction to Research in Public Administration and Related Academic
Disciplines, Van Schaik Publishers: Pretoria.

190



Buchanan, B. á Huczynski, H. 1997, OrganizationalBehaviour, Prentice Hall Publishers: Hemel Hempstead.

Buchanan, D. Bobby, D. á McCalman, J. 1988, "Getting In, Getting On, Getting Out, and Getting Back", in Bryman, A.
(ed.), 1988, Doing Research in Organizations, Routledge Publishers: New York.

Buckley, R. 8c Caple, J. 1990, The Theory and Practice of Training, Kogan Page Publishers: London.

Bulmer, M. 1988, "Some Reflections Upon Research in Organisations", in Bryman, A. editor, l988, Doing Research in
Organizations, Routledge Publishers: New York.

Burton, B. 1967, American Marketing Expert, httpawww.quotes.burton.bruce.html.

Cachet, A. 8z Rosenthal, U. (eds.), 1992, Reorgonisatie von de Politie: Een Tussenbalans, Gouda Quint Publishers:
Arnhem.

Cachet, A. Muller, E.R. Van der Torre, E.J. Verberk, M.P. Van Sluis, A. 8c Wolberink, M.M.E. 1994, Politiebestel in
Verandering, Gouda Quint Publishers: Amhem.

Cachet, A. Van Sluis, A. Wolberink, M. Jansonius, P. Bezuyen, M. á Rosenthal, U. 1996, Ambities en Prestoties in
Hollands Midden: De Reorganisatie in Beeld Gebracht, Crisis Onder~oek Team: Rijksuniversiteit Leidenl Erasmus
Universiteit Rotterdam.

Caiden, G.E. 1996, "Administrative Reform", in Baker, R. (ed.), 1996, Comparative Public Manogement, PRAEGER:
London.

Carlisle, K.E. 8c Henrie, E. 1993, "Are you doing High Impact HR?" Training and Development, Volume 47(8), August
1993,47-53.

Cawthra, G. 1993, Policing South Ajrica, David Philip Publishers: Claremont.

Change Manogement in the South AJrican PoliceService, Towards a Learning Organisationfor the Police Service, Offieial
Report, 14 October 1994.

Charoux, E. 1990, Coaching á The Black Manager, luta and Company: Kenwyn.

Cheren, M. 1990, "Promotíng Active Leaming in the Workplace", in Smith, R.M. (ed.), 1990, Leorning to Learn Across the
Life Span, Jossey-Bass Publishers: Oxford.

Clemmer, J. 1992, Firing on all Cylinders, Business One Irwin: Illinois.

Collins Concise Dictionary, 1988, William Collins Sons á Company: London.

Conner, D.R. 1993, Management at the Speed oJChange, Villard Books: New York.

Consultative Business Management National Team, 1993, Managing Change, Raman Press: Bedfordview.

Cousins, N. 1990, American Writer, httpawww.quotes.cousins.norman.html.

Covey, S.R. 1993, The Seven Habits of Highly Effective People, Simon 8c Highly: London.

Cozijnsen, A.1. 8t Vrakking W.J. 1995, Ontwerp en Invoering: Strategieen voor Organisatieverandering, Samsom
Bedrijfslnformatie: Den Haag.

Culler, A.C. 1996, "Renewal: Principles, Processes and Techniques", HRM, April 1996, I 5-20.

Cummings, T.H. á Worley, C.G. 1997, OrganizationalDevelopment and Change, South-Western College Publishing: New
York.

Daemen, H.H.F.M. 8c Thomassen, l.l.A. 1984, "Effecten van Overheidsbeleid op het Politieke Systeem", in Blommestein,
H.J. Bressers, J.Th.A. 8c Hoogerwerf, A. (eds.), 1984, Handboek Beleidsevaluatie, Samsom Publishers: Alphen aan den
Rijn.

Daft, R.L. á Weick, K.E. 1984, "Toward a Model of Organizations as Interpretation Systems", Academy oJManagement
Review, Volume 9, 1984, 284-295.

Daft, R.L. 1998, Organizarion Theory and Design, South West College Publishers: Cincinnati.

Davies, P. 1996, Your Total Image, Judy Paitkus Publishers: London.

De Bono, E. 1998, Simplicity, Penguin Books: London.
De Leeuw, A.C.I. 1994, Besturen van Veranderingsprocessen, Van Gorcum Printers: Assen.
De Logica van Vandaag in het Licht van Morgen: Een Onderzoek naar de Politie Funetie in het jaar 2002, 1994, Police
Study Centre, Warensveld.

191



De Vries, LD. 8c Helberg, H.A. 1998, "Scenarios: A Broken Clutch Future or Forward in 5`" Gear. Implications for the
Constable in the SAPS", Paper delivered on 2S May 1998 at an intemal SAPS conference.

DeGeus, A.P. 1988, "Planning as Learning", Hurvard Business Review, MarchlApril 1988, 70-74.

DePr~ee, M. 1989, Leadership is an Art, Doubleday: New York.

Dikkers, J. 1996, "The Leaming Organization", PRAETOR , March 1996, 3-S.

Doomebal, R. 1994, The Police in the Netherlands, Chevalier Printers: Amsterdam.

Drajt White Paper on Sajety and Security, 1998, Official South African Govemment Document, Govemment Printers:
Pretoria.

Drajt White Paper on the Transjormation oj the Public Service, 1995, Official South African Govetnment Document,
Govemment Printers: Pretoria.

Dragt, R. 1997, "Managementdevelopment Gebaseerd op Bedrijfsvergelijkingen", in Borghouts, H.C.J.L. d'Hondt, E.M. 8c
Kastelein, J. (eds.), 1997, Met die Politie Ajgesproken, Koninklijke Vermande Publishers: Lelystad.

Drucker, P.F. I980, Management in Turbulent Times, Harper Br Row Publishers: New York.

Drucker, P.F. 1985, Management ~ Tasks, Responsibilities, Practices, Harper 8r Row Publishers: New York.

Drucker, P.F. 1988, "Management and the World's Work", Harvard Business Review, SeptemberlOctober 1988, 65-76.

Du Preez, G.T. 8r Prinsloo, J.H. 1993a, "Die Beroepsbeeld van die Suid-Afrikaanse Polisie", ACTA Criminologica, 1994,
Volume 7(1), 61-78.

Du Preez, G.T. 8c Prinsloo, 1.H. 19936, "Die Interne Beeld van die Suid-Afrikaanse Polisie: Die Behoefte aan Voortgesette
Navorsing", ACTA Criminologica, 1993, Volume 6(1), 40-54.

Een Politie-Organisatie in Beweging: 1985-1992, 1990, Information brochure for the Rijkspolitie District Amsterdam.

Einstein, A. 1951. American Scientist, http:~www.quotes.einstein.albert.html.

Emory, C.W. 8c Cooper, D.R. 1991, Business Research Methods, Irwin Publishers: New York.

Endenburg, G. 1998, "Kennis, Mocht en Overmacht", Rede ambt aanvaarding hoogleraar Maastricht Universiteit.

Engelbrecht, T. 8c Engelbrecht, E. 1996, "Education, Training and Development: An Integrated Approach for the SAPS?"
PRAETOR, April 1996, 12-13.

Esman, M.J. 1991, Management Dimensions ojDevelopmenr, Kumarian Press: West Hartford.

Evaluatie Politiewet 1993: Diepte Ondercoek, 1998, Universitair Consortium Politie-onderzoek, VUGA Publishers: 's-
Gravenhage.

Fenton, B. 1995, "Talking to Leam", People D}~namics, February I99S, 21-25.
Feuth, R.W.J. 1997, "Naar Een Passende Optiek: Voorwaarde voor een Lerende en Vernieuwende Politieorganisatie," in
Borghouts, H.C.J.L. d'Hondt, E.M. 8: Kastelein, J. editors, 1997, Met die Politie Ajgesproken, Koninklijke Vermande
Publishers: Lelystad.

Fiol, C.M. 8c Lyles, M.A. 1985, "Organizational Leaming", Academy ojManagement Review, October 1985: p38-47.

Fitz-enz, J. 1984, How to Measure Human Resource Management, MacGraw-Hill Publishers: New York.

Fivaz, J.G. 1996, Stotus Report ~ Transjormation ojthe South Ajrican Police Service, Report by the National Commissioner.

Fivaz, J.G. 19966, Transjormation Guidelines: South Ajrican Police Service, SAPS internal communication document dated
20 February 1996, reference 2I111.

Fox, W. Schwella, E. 8c Wissink, H. 1991, Public Management, Juta and Company: Kenwyn.

Frost, R. 1927, "Two Roads Diverged in a Yellow Wood", in Allison, A.W. Barrows, H. Blake, C.R. Carr, A.J. Eastman,
A.M. á English, H.M. 1970, The Norton Anthology ojPoetry, Norton and Company Publishers: London.

Garavan, T.N. 1996, "Strategic Human Resource Development", Journal ojEuropean Industrial Training, Volume lS(1),
1996,17-29.

Garvin, D.A. 1993, "Building a Leaming Organization", Harvard Business Review, JulylAugust 1993, 78-91.

Gijselaers, W. 1995, "Perspectives on Problem-Based Leaming", in Gijselaers, W. Tempelaar, P. 8z Keizer P. (eds.), 1995,
Educational Innovation in Economics and Business Administration, Kluwer: Dordrecht.

192



Gijselaers, W. 1996, "Connecting Problem-Based Practice with Educational Theory", in Wilkenson, L. 8c Gijselaers, W.
(eds.), 1996, Bringing Problem-Based Leorning to Nigher Education, Jossey-Bass Publishers: San Francisco.

Giovanni, N. 1999, American Pcet, http:Iwww.quotes.Giovanni.nikki.html.

Gleick, J. 1988, Chaos: Making a New Science, Viking Books: New York.

Gluckman, S. 1995, "Corporate Life Cycles: Age Appropriate Solutions", Productivity SA, January~F'ebruary 1995, p32-34.

Goffe, R. á Jones, G. 1996, "What Holds the Modem Company Together?" Harvard Business Review,
November~December 1996, 133-148.

Gooler, D.D. 1990, "Changing the Way We Live and Learn in the Information Age", in Smith, R.M. (ed.), 1990, Learning
to Learn Across the Lije Span, Jossey-Bass Publishers: Oxford.

Gooren, B.C. De Zwaan. 1995, De Organisatie na de Reorganisatie.- Verslag van een Onderzoek naor de Bestuurlijke en
Organisatorische Condities in het Nieuwe Politiebestel: Derde Deelrapport, NA Printers: Tilburg.

Gordon, G. 1977, Leader EJjective Training, Bantam Books: New York.

Gould, l. DiBe11a, A. 8t Nevis, E. 1993, "Organizations as Learning Systems ", The Systems Thinker, Volume 4, Number 8,
1-4.

Grusky, O. 8t Miller, G.A. 1970, The Sociolog~ ojOrganizntions: Basic Studies, The Free Press: New York.

Hall, E.T. 1959, The Silent Language, Doubleday and Company: New York.

Hall, E.T. 1982, Orgonizations: Structure and Process, Prentice-Hall Publishers: Englewood Cliffs.

Hamlyn, ]. 1997, "Creative Change Management: A Blueprint for Successful Living Based on Creativity", CareerSuccess,
Volume 10(3), 1997, 32-33.

Handy, C. 1990, The Age oj Unreason, Arrow Books: London.

Heifetz, R.A. 1994, Leadership k~ithout EasyAnswers, Harvard University Press: Cambridge.

Hersey, P. á Blanchard, K. 1988, Management ojOrganizationol Behaviour. Utilizing Humon Resources, Prentice-Hall
Intemational: Englewood Cliffs.

Hoecklin, L. 1995, Managing Cultural Dijjerences, Addison Wesley Publishers: New York.

Hofineyer, G. 1995, "Start at the Top: The Key to Effective Change Management", Accountancy SA, June 1995, 20-21.

Hofstede, G.H. 198Q Culture's Conseguences: Internotional DijJerences and Work-Related Valucr, SAGE Publications:
London.

Hofstede, G.H. 1991, Cultures and Organizations: Sojtx~are ojtheMind, McGraw-Hill IntemationaL London.

Holvast, l. "Sociaal Onderzcek en de Bescherming van het Indivídu", in Bouw, C. Bovenkerk, F. Bruin, K. 8c Brunt, L.
1982, Hoe Weet je Dat? Wegen van Sociaal Onderzoek, De Arbeiderspers: Amsterdam.

Huber, G.P. 1991, "Organizational Leaming: The Contributing Processes and the Literatures", Organizationa! Science,
Febmary 1991.

.uman Science Research Council (HSRC), 1995, Woys ojSeeing the Nationa! Quolification Framework, HSRC: Pretoria.

Human, L. (ed.), 1991, Education ~ Development Monagersjor a Chonging South Africa, luta and Company: Kenwyn.

Human, P. 1991, "Managerial Beliefs and Attitudes and Change in South Africa", in Human, L. (ed.), 1991, Education ác
Development Managersjor a Changing South Ajrica, Juta and Company: Kenwyn.

Imel, S. 1991, "Perspectives on the Future", in Galbraith, M.W. (ed.), 1991, Adult Learning Methods, Krieger Publishing
Company: Malabar. ,

Internal Memorandum of the South African Police Service: A Continuous Leadership Development Programme, 17 January
1996.

Israel, J.I. 1995, The Dutch Republic, Its Rise, Greatness, and Fa111477-1806, Clarendon Press: Oxford.

Ivancevich, J.M. 8c Ivíatteson, M.T. 1996, Organizationa!Behaviour and Monagement, Irwin Press: Chigago.

Jackson, D. 1993, "Organizational Culture within the South African Context", People D}~namics, August 1993, p31-40.

Jentz, B.C. 8c Wofford, J.W. 1979, Leadership and Learning, McGraw-Híll Book Company: New York.

Johnson, D.W. 8c Johnson F.P. 1991, Joining Together: Group Theory and Group Ski!!s, Prentice-Hall Publishers:
Englewood Cliffs.

193



Judd, C.M. 1991, Research Methods in Social Relations, Saunders College Publishing: Orlando.

Katz, M. 1994, "Change - The Human side", People Dynamics, August 1994, 37.

Katz, M. 1996, "Don't just say it - do it!", People Dynamics, October 1996, 45.

Katz, M 1998, "Intellectual Capital", People Dynamics, February 1998, 46.

Keller, H. 1968, American Author and Lecturer, httpawww.quotes.keller.helen.html.

Kiley, J.D. 1997, The Ejj-ects of Organizational Change in a Public Sector Organization, MA Thesis, University of South
Africa.

Kim, D.H. 1993, "The Link between Individual and Organizational Leaming", Sloan Monagement Review, Fall 1993, 37-
50.

King, W.M. á Roth, R.A. 1983, "Impact Directed Training", in Baired, L. Schneier, C.E. á Laired, D. (eds.), 1983,
Training and Developing Sourceóook, HRD Press: Amherst.

Kirkpatrick, D.L. 1996, Evaluating Training Programs: The Four Levels, Berrett-Koehler Publishers: San Francisco.

Klietsch, R.G. 1989, "The Active Case Study: Design and Learning Perfortnance Factors", South African JournalofHigher
Learning, Volume 3, number l, 1989, p48-73.

Kline, P. 8t Saunders, B. 1993, Ten Steps to a Learning Organization, Great Ocean Publishers: Arlinton.

Knowles, M.S. 1987, "Enhancing HRD with Contract Leaming", Training and Development, Volume 41(3), March 1987,
62-63.

Knowles, M.S. 1990, The Adult Learner a Neglected Species, Gulf Publishing Company: Houston.

Kolb, D.A. 1984, Experiential Learning.~ Ezperience as the Source ojLearning and Development, Prentice-Hall Publishers:
New Jersey.

Koortzen, P. 1996, "Die Dimensionaliteit van Polisie-stressors", ACTA Criminofogico, 1996, Volume 9(2), 55-63.

Kramlinger, T. á Huberty, T. 1990, "Behaviorism Versus Humanism", Training and Decelopment, Volume 44(IZ),
December 1990, 41-45.

Kreitner, R. 1992, Managemenr, Houghton Mifflin Company: Boston.

Kroes, W.M. Margolis, B.L. 8r. Hurrell, J.J. 1974, "Job Stress in the Policè', Journal of Police Science and Administration,
Volume 2(2), 145-155.

Kruger, R.A. á Muller, E.C.C. 1995, Lesson Structure cg Teaching Success, Perskor Book Printers: Johannesburg.

Kuper, L. 1997, "Evolution, Habitat Tracking and Overcoming", People Dynamics, luly 1997, 26-29.

L'Amour, L. 1988, American Author, http:~www.quotes.Iouis.l'amouchtml.

Laferla, R. 1998, "Why Managers Fail", People Dynamics, April 1998, 25-29.

Laird, D. 1985, Approaches to Training andDevelopment, Addison-Wesley Publishing: Massachusetts.

Lammers, C.J. 1983, Organisaties Vergelijkenderwijs, Spectrum: Utrecht.

Langenberg, P.J. 8c Schelberg-van Gils, M.M.Z. (eds.), 1994, Bunde! Burgemeestersconjerenties, Landelijk Projectbureau
Reorganisatie Politie: Den Haag.

l.awrence, P. 1988, "In Another Country", in Bryman, A. (ed.), 1988, Doing Research in Organizations, Routledge
Publishers: New York.

Levitt, B. 8r March, J.G. 1998, "Organizational Leaming", American Review of Sociology, Volume 14, 1998, 39-54.

Lewin, K. 1947, Frontiers in Group Dynamics, Harper and Row Publishers: New York.

Lewin, K. 1951, Field Theory in Social Science, Harper and Row Publishers: New York.

Lewin, K. 1969, Lewin's PracticalTheories, Harper and Row Publishers: New York.

Mabey, C. Salaman, G. 8c Stoney, J. 1998, Human Resource Management, Blackwell Publishers: Oxford.

Malan, S.P.T. 8c Du Toit, P.H. 1991, Suksesvolle Onderrig, Academica: Pretoria.

Mangham, I. 1979, The Politics ofOrganisational Change, Assocíated Business Press: London.

Marais, E. 1995, "The Management ofChange within Police Organisations - The Case of the South African Police Service",
PRAETOR, June 1995, t t-1 S.

I94



March, J.G. 8r Olsen, l.P. 1975, "The Uncertainty of the Past: Organisational Leaming under Ambiguity", European
JournalojPolitical Research, Volume 3, 1975, 147-171.

Maree, I. 1998, "Outsourcing Opening a Wide Range of Expertise", People Dynamics, April 1998, 18-22.

Mastenbrcek, W.E.G. 1993, ConJlict Management and OrganizationalDevelopment, John Wiley 8r Sons: New York.

McCall, M.W. Lombardo, M.M. 8t Morrison, A.M. 1988, The Lessons ojExperience, Lexington Books: Toronto.

McKeachie, W.l. 1994, Teaching Tips, D.C. Heath and Company: Lexington.

McKevitt, D. 8c Lawton, A. 1996, Puhlíc Sector Monagement, SAGE Publications: London.
Meier, D. 1985, "New Age Learning: From Linear to Geodesic", Troining and Development Journal,Volume 39 (5), 22-32.

Miles, R.E. 1978, "Organizational Strategy , Structure, and Process", Acodemy ojMonagement Review, Volume 3, 1978,
546-563.

Minister of Safety and Securiry, 1994, Drajt Policy Document (Green Paper).

Mink, O.G. Owen, K.Q. 8c Mink, B.P. 1993, Developing High-Performance People, Addison Wesley Publishing Company:
Massachusetts.

Mintzberg, H. 1983, PowerIn and Around Organizations, Prentice-Hall Publishers: Englewood Cliffs.

Mintzberg, H. 1989, Mintzberg on Management: Inside our Strange World ojOrganizations, The Free Press: New York.

Mirvis, P.H. 8t Berg, D.N. 1977, Failures in Organization Development and Change, John Wiley 8c Sons: New York.

Mittner, M. 1996, "Ubuntu en die Wéreld se Beste", Finansies en Tegniek, December 1996, 26.

Moor, L.G. Bakker, I. 8r Brummelkamp, G. 1998, Evaluatie Politieticet 1993: Breedte Ondenoek, Instituut voor Toegepaste
Sociale Wetenschappen (ITS) Nijmegen, VUGA Publishers: 's-Gravenhage.

Moorhead, G. 8c Griffin, R.W. 1995, Organizationol Behaviour, Houghton Mifflin Company: Boston.

Moorman, C. 8c Miner, A.S. 1998, "Organizational Improvisation and Organizational Memory", Academy ojLearning
Revieiv, Volume 23, Number 4 1998, 698-723.

Morgan, G. 1994, Images ojOrganizations, SAGE Publications: London.

Moss Kanter, R. 1984, The Change Mosters, Simon and Schuster. London.

Moss Kanter, R. 1989, if~hen Giants Learn to Dance, Simon and Schuster: London.

Mouton, J. á Marais, H.C. 1985, Basic Concepts in the Methodology ojthe Sociol Sciences, HSRC: Pretoria.

Mouton, J. 1996, Understanding Social Research, J.L. van Schaik Publishers: Pretoria.

Mufamadi, S. 1995, Minister oj Sajety and Security-~ Draft Policy Document Change, Unpublished htinisterial Policy
Document.

Murray, C.B. 1998, The Meaning and Jmpact ojthe Workshops jor Acceding Managers of the SAPS jor a Selected Group oj
Participants,MA Ed Thesis, University of the Witwatersrand.

Nadler, D.A. 8c Tushman, M.L. 1989, "Organizational Frame Bending: Principles for Managing Reorientation," Academyoj
Management Erecutive, August 1989, 194-204.

Naschold, F. 1996, New Frontiers in Public Sector Monagement, Walter de Gruyter 8c Company: Berlin.

Ndala, R. 1998, "Change", Productivity SA, MarchlApril 1998, 27-28.

Neale,l.M. 1980, Science and Behaviour, Prentice Hall Publishers: Englewood Cliffs.

Nederlandse Politie Instituut (NPI), 1999, Official Police Web-Site, (httpalwww.politie.nl).

Newstrom, J.W. 8c Lengnick-Hall, M.L. 1991, "One Size Dces Not Fit All", Training and Development, Volume 45(b),
August 1991, 43-48

Nonaka, I. 1991, "The Knowledge-Creating Company", HarvardBusiness Revietiv, November-December 199I, 90-]07.

Noorderhaven, N. 1995, Strategic Decision-making, Addison Wesley Publíshing Company: New York.

Nyati, M. 1997, "Watch out you ain't seen nothing yet", Productivity SA, JulylAugust 1997, 22-24.

Olila, 1. "Law and Order Buffs: de Etiek van de Academische Boevenvangers"', in Bouw, C. Bovenkerk, F. Bruin, K. 8r
Brunt, L. 1982, Hoe Weet je Dat? Wegen van Socioal Ondenoek, De Arbeiderspers: Amsterdam.

Oosterveld, P. 8t Schokker,l. 1998, Het Ontwerp van Vragenlijsten, Kluwer Bedrijfslnformatie: Deventer.

195



Pascale, R.T. 8t Athos, A.G. 1983, The Art ojJaponeseManagement, Penguin Books: Middlesex.

Pearn, M. Roderick, C. 8t Mulrooney, C. 1995, Learning Organizations in Practice, McGraw-Hill Book Company:
Berkshire.

Pelser, A.l. 8t Van Rensburg, H.C.J. 1997, "Ter wille van Oorlewing: Waardes en Voorwaardes vir 'n Volhoubare
Toekoms", Tydskrijvir Geesteswetenskappe, Volume 37(3), 1997, 164-177.

Pennington, S. 1998, "The World-Class lourney", People Dynamics, May 1998, p19-24.

Perrow, C. 1986, Complez Organizations, Newbery Arrow Records: New York.

Peters, T. 8c Austin, N. 1985, A Passion jor F~ccellence, Random House Publishers: New York.

Pettigrew, A. Ferlie, E. 8t McKee, L. 1992, Shaping Strategic Change, SAGE Publications: London.

Piaget, J. 1970, Strucruralism, Basic Books: New York.

Politie en Wetenskap, 1998, Een Voorste) voor een Wetenschappelijk Onderzoeksprogramma op Politieterrein, Commissie
Politie en Wetenschap.

Politie-Onderwijs in de Markt, 1992, Landelijk Selectie- en Opleidingsinstituut Politie: Amersfoort.

Pop I.J.H. 1994, "Bestuurlijke inbedding van de Regionale Politie", in Langenberg, P.l. 8c Schelberg-van Gils, M.M.Z.
(eds.), 1994, Bundel Burgemeestersconjerenties, Landelijk Projectbureau Reorganisatie Politie: Den Haag.

Postman, L. 1976, "Methodology of Human Leaming", in Estes, W.K. editor, 1976, Handbook ofLearning and Cognitive
Processes, John Wiley Press: New York.

Price Waterhouse Change Integration Team, 1996, The Paradox Principle: How High Performance Companies Manage
Chaos, Complexity, and Contradiction to Achieve Superior Results, Times Mirror: New York.

Price, B. 1997, "Leadership. What dces it take to be a Leader?" CareerSuccess, April 1997, 26-27.

Price, J.L. 1972, Hondbook ojOrganizo[ionalMeasurement, D.C. Heath and Company Publishers: Toronto.

Project Moatschappelijk Functioneren Politie: Achtergrondstudie 1, 1995, Stichting Maatschappij en Politie: Dortrecht.

Project Moatschappelijk Functioneren Politie: Achtergrondstudie II, 1995, Stichting Maatschappij en Politie: Dortrecht.

Project Maatschappelijk Functioneren Politie: Achtergrondstudie 171, 1995, Stichting Maatschappij en Politie: Dortrecht.

Putnam, R. 1993, "Unlocking Organizational Routine that Prevent Leaming", Training and Development, Volume 4,
Number 6, August 1993, 1-4.

Quinn, ].B. 1992, Intelligent Enterprises, The Free Press: New York.

Ramondt, ].J. 1996, Organisatie Diagnostiek, Academic Services: Utrecht.

Raubenheimer, I. Van W. 1996, "Transformasie:'n Voorvereiste vir Verandering", Aambeeld, Volume 24(2), 1996, 7-10.

Republic of South Africa, Constitution, Act 108 of 1996.

Republic of South Africa, Interim Constitution, Act 200 of 1993.

Republic of South Africa, Police Service Act, Act 68 of 1995.

Revans, R.W. 1982, The Origins and Grolvth ojAction Learning, Chartwell Bratt Bromley and Lund: London.

Reynecke, F.l. 1996, "The Benefits of Organization Development For Training in the SAPS", PRAETOR, April 1996, 13-
16.

Robbins, S.P. 1990, Organization Theory.~ Structure, Design and Application, Prentice-Hal) International: Englewood
Cl i ffs.

Roberg, R.R. 8c Kuykendall, K 1990, Police Organisationand Management, Wadsworth Printers: Belmont.

Robinson, R.D. 1994, HelpingAdults Learn and Change, Prentice-Hall International: Englewood Cliffs.

Rosenthal, U. 1987, "Wachten op de Politiewet. De Besluitvorming over de Nieuwe Politiewet", in Koppenjan, J.F.M. (ed.),
1987, Beleidsvorming in Nederland, Vuga Publishers: Den Haag.

Rosenthal, U. Muller, E.R. 8t Btuinsman, G.J.N. 1998, Politiezorg in Nederland: Perspectieven voor de Kort, Middellange
en Lange Termijn, Universitair Consortium Politieonderzcek: Den Haag.

Rothwell, W.J. 8c Sredl, H.J. 1992, Projessional Numan Resource Developmenl Roles ~ Competencies, HRD Press:
Amherst.

196



Sand, G. 1876, French Novalist, httpawww.quotes.sand,george.html.
Schárf, W. 1993, Policing in Transition, Institute of Criminology Publication: University ofCape Town.

Schuyt, K. "Kennis van de Sociaal Werklijkheid of de Sociaal Werklijkheid van de Kennis", in Bouw, C. Bovenkerk, F.
Bruin, K. 8t Brunt, L. 1982, Hoe Weet je Dat? Wegen van Socioa! Onderzoek, De Arbeiderspers: Amsterdam.

Schwella, E. 8t Carstens, 1. 1998, "The South African Police Service: A Metaphorical Analysis", PRAETOR, April 1998, 1-
1 S.

Schwella, E. Burger, l. Fox, W. 8t Muller, J.J. 1996, Public Resource Manogement, Juta and Company: Kenwyn.

Senge, P.M. 1990, The Fifth Discipline.~ The Art and Prac[ice of the Leorning Organization, Currency Doubleday
Publishers: New York.

Senge, P.M. 1990a, Interview in the IPB Journal, October 1990, S l-S4.
Senge, P.M. 19906, "The Leader's New Work: Building Leaming Organizations", Sloan Management Revierv, Fall 1990,
p7-23.

Shaw, M. 1995, Partners in Crime? Research Report number 93, June 1993, Centre for Policy Studies: lohannesburg.

Sims, H.P.Jr. 8c Lorenzi, P. 1992, The New Leadership Paradigm, SAGE Publications: London.

Smith, R.M. (ed.), 1990, Learning to Learn Across the Life Span, Jossey-Bass Publishers: Oxford.

Stata, R. 1989, "Organizational Leaming - The Key to Management Innovation", Sloan Management Review, Spring 1998,
63-74.

Stoutjesdijk, J.J.Th. Straver, M.A. 8c IJzerman, P.D. 1997, "Bestuursafspraak: Katalysator voor Organisatievernieuwing", in
Borghouts, H.C.J.L. d'Hondt, E.M. á Kastelein, J. (eds.), 1997, Met die Politie Afgesproken, Koninklijke Vermande
Publishers, Lelystad.

Strebel, P. 1994, "Choosing the Right Change Path", California Monagement Review, Winter 1994, 29-51.

Strooper, M.N. 1994, Politiervet 1993, Teksuitgawe, WGA Uitgeverij: s-Gravenhage.

Stumke, J.J. 1996, "Middelvlakbestuursontwikkeling in die Suid-Afrikaanse Polisiediens", PRAETOR, July 1998, 9-16.

Sturing en Toetsing van Politiële Rechtshandhaving, 1995, Research Programme 1995-2000, Free University of
Amsterdam, Amsterdam.

Swieringa, J. 8c Wierdsma, A. 1992, Becoming a Learning Organization, Addison-Wesley Publishers: London.

Tabor, K. Klipin, J. 8c Carstens, J. 1998, Research Project on Management Development in [he South Afi-ican Police
Service, Commissioned by the Danish Government.

Terry, L.D. 1996, Leadership of Public Bureaucracies, SAGE Publications: London.

The Netherlands, Police Act, 1993.

The Oxford Díctionary ofCurrent English, 1984, Oxford University Press: Oxford.

Tobin, D.R. 1993, Re-educating the Corporation, Oliver Wight Publications: Essex Junction.

Torrington, D. 1991, Management Foce to Face, Prentice Hall Publishers: Englewood Cliffs.

Tough, A. 199Q "Encouraging Self-Planned Learning", in Smith, R.M. (ed.), 1990, Learning to Learn Across the Life Span,
Jossey-Bass Publishers: Oxford.

Training in the South African Police Service: A Report of an Investigation Submitted by the International Training
Committee, December 1994.

Trompenaars, F. 8t Hampden-Turner, C. 1997, Riding the Wave ojCulture, Nicholas Brealey Publishing: London.

Tukey, l.W. 1977, Fxploratory Data Analysis, Addison-Wesley Publishers: New York.

Tumer, B.A. 1988, "Connoisseurship in the Study of Organizational Culture", in Bryman, A. (ed.), 1988, Doing Research in
Organizations, Routledge Publishers: New York.

Van Amersvoort, P. 1998, "Het Versimpeling van die Organisatie", Bedrijjs Kunde, Jaargang 70, Number 3, 1998, 5-14.

Van der Bijl, L. 1998, "Effective Cultural Change in Organisations", Monagement Today, February 1998, 14-17.

Van der Krogt, Th.P.W.N. 1984, "Analyse en Evaluatie van de Beleidsorganisatie", in Blommestein, H.J. Bressers, J.Th.A.
ác Hoogerwerf, A. (eds.), 1984, Handboek Beleidsevaluatie, Samsom Publishers: Alphen aan den Rijn.

197



Van der Pcel, S. 1982, "Wolf in Schaapsvacht. Een Verslag over Onderzcek bij de Politie", in Bouw, C. Bovenkerk, F.

Bruin, K. á Brunt, L. 1982, Hoe kéet je Dat? Wegen van Sociaol Onderzoek, De Arbeiderspers: Amsterdam.

Van der Vijver, C.D. 1998, De Tranen van Foucault, Rede ambt aanvaarding hoogleraar Universiteit Twente.

Van Ewijk, J.H. 1997, De KloojTussen Top en Frontline in de Politie-Organisatie, Doctoraalscrrptie Sociologie, Erasmus
University: Rotterdam.

Van Loon, E. 1998, Het Drooit Allemaal orn Leren: Onderoek na Aclion-learning en Wijkgericht Werken bij de Politie
Regio Utrecht, The Free University of Amsterdam: Amsterdam.

Van Steenderen, C. 1993, "De Verhouding tussen het Openbare Ministerie en de Regionale Politie" in De Politie na de
Reorganisatie, 1993, Wetenschappelijk Onderzcek- en Documentatie Centrum, Ministerie van Justitie: Den Haag.

Van Traa, B. 1996, Inzake Opsporing, Enquëtecommissie Opsporingmethoden, Sdu Uitgewers: s-Gravenhage.

Van Veldhuizen, E.P. 1994, "Bestuurlijke inbedding van de Regionale Politie", in Langenberg, P.l. 8c Schelberg-van Gils,
M.M.Z. (eds.), 1994, Bundel Burgemeestersconjerenties, Landelijk Projectbureau Reorganisatie Politie: Den Haag.

Veldsman, T. 1995, "Managing Large Scale Change Successfully", Human Resource Development, Volume 1I(2), June
1995, 36.

Verslag van de Adviesactiviteiten in Zuid-Afrika met betrekking tot de Nieuwe Opzet van Management-development en
Training: Periode 6 Februari tot 1 April 1995 gericht tot Instituutsbureau LSOP.

Von Gcethe, J.W. 1832, German Poet, Dramatist and Novelist, http:lwww.quotes.vongoethe.johannwolfgang.

Vrakking, W.J. 8r Vermaat, J. 1989, Naar Een Politie Management InstituuL Report by Holland Consulting Group:
Amsterdam.

Vroom, C.W. 1995, "Eenheid ojVerscheidenheid", Rede ambt aanvaarding hoogleraar Maastricht Universiteit.

Vroom, C.W. 1998, "Comporotive Management: A Finol Word", Lecture delivered at Maastricht University.

Vroom, C.W. Wagenaar, R.B. 8r Hobbelen, C.F.C.M. 1997, Rekkelijk ojPrecies? Boeven Vangen in de Polder, Een
Onderzoek Naar de Cultuur van het Openbaar Ministerie en de Politie naar aanleiding van de Resultaten van de
Parlementaire Enquëte Opsporinsmethoden.

Vroom, C.W. Wagenaar, R.B. 8c Hobbelen, C.F.C.M. 1998, "Angst Bij OM Versterkt Door IRT-Affaire", Actualiteiten,
July 1998, 1219-1220.

Weber, A. 1993, "What's so New about the New Economy?" FfarvardBusiness Review, January~February 1993, 24-42.

Weisbord, M.R. 1987, Productive Workploces, ]ossey-Bass Publishers: Califomia.

~Vhitley, R.C. 1991, The Customer Driven Company, Business Books Limited: London.

Wiebems, CJ. Kruissink, M. 8c Terlouw, G.J. 1992, Vergelijken van Politieprestaties, Wetenschappelijk Onderzoek- en
Documentatie Centrum, Ministerie van Justitie: Den Haag.

Winter, S.G. 1985, "The Case for'Mechanistic' Decision Making", in Penning, H. (ed.), 1985, Organizationa! Strategy ond
Change, lossey-Bass Publishers: San Fransisco.

Yukl, G.A. 1981, Leadership in Orgonizations, Prentice-Hall: Englewood Cliffs.

Zakelijke Verslag van de Adviesactiviteiten in Zuid-Afrika met betrekking tot de Nieuwe Opzet van Management-
development en Trainíng: Periode 6 Februari to 1 April 1995 gerigt tot Ministerie van Buitelandse Zaken.

Zinn, L.M. 1991, "Identifying Your Philosophical Orientation", in Galbraith, M.W. editor, 1991, Adult Learning Methods,
Krieger Publishing Company: Malabar.

198



INTERVIEW LIST
Agelink, M.G.T. 1999, Chief Inspector ofPolice - Brabant Zuid-Oost - Personal interview on 1999-OS-16.

Aiken, D. 1998, IMemational Diversity Expert - Personal interview on 1998-04-24.

Bakker, C.K. 1999, Chief Commissioner of Police - Gelderland-Midden - Personal interview on 1999-07-08.

Beuving, M.A. 1999, Chief Commissioner of Police - Noord-en Oost-Gelderland - Personal interview on 1999-07-06.

Botha, C. 1998-2000, Head Management Development South African Police Service - Personal interviews on 1998-07-21,
1998-07-22, 1999-07-31 and 2000-03-06.

Buitenhuis, A.C. 1998, National Police Selection and Training Institute - Personal interview on 1998-08-23 and 1998-08-
24.

Castricum, W.G. 1999, Commissioner of Police for Policy Issues - Brabant Zuid-Oost - Personal interview on 1999-OS-17.

Dierckx, M.A.P. 1999, Chief Commissioner of Police - Zaanstreek-Waterland - Personal interview on 1999-OS-26.

Dikkers, J. 1998, National Police Selection and Training Institute - Personal interview on 1998-OH-23 and 1998-08-24.

Eichom, S. 1999, Chief Inspector ofPolice and Policy Advisor - Midden en West Brabant - Personal interview on 1999-OS-
I 6.

Engelbrecht, E. 1998, Police Management expert: Technicon ofSouthern Africa- Personal interview on 1998-12-1 I.

Ferreira, J. 2000, Divisional Head Training South African Police Service - Personal interview on 2000-03-06.

Groeneweg, W.G. 1999, General Secretary of the Algemeen Christelijk Politiebond (ACP) - Personal interview on 1999-06-
03.
Holtackers, M.P.M. 1999, Member of the Management Team of the LSOP and Chairpetson of the Vereniging van
Middelbare en Hogere Politieambtenaren - Personal interview on 1999-04-15.

Hoogeveen, C.J. 1999, Inspector of Police and Policy Advisor - Midden en West Brabant - Personal interview on 1999-07-
02.

Horstman, G. 1999, Chief Commissioner of Police - Flevoland - Personal interview on 1999-06-t4.

IJzerman, P.D. 1999, Director of the LSOP and former Chief Commissioner of Police - Personal interview on 1999-04-1 S.

Kabout, E. 1999, Change Management Assistant to Management - Zeeland - Personal interview on 1999-06-I I.

Kazg, R.E. 1999, Second to the Chief Commissioner ofPolice - Brabant-Noord - Personal interview on 1999-OS- l2.

Kooiman, J.W.M. 1999, Commissioner of Police - Limburg Zuid - Personal interview on 1999-06-29.

Kortekaas, P.A.M. 1999, Project Manager of Transpol - Personal interview on 1999-04-29.

Lutken, B.A. 1999, Chief Commissioner ofPolice - Rotterdam-Rijnmond - Personal interview on 1999-06-25 and informal
discussions on 1999-10-15,1999-10-23,1999-10-24 and 1999-11-24.

Manual, l. 1999, Deputy National Commissioner South African Police Service - Personal interview on 1999-07-25.

Meijboom, AJ. 1999, Chief Commissioner ofPolice - Twente - Personal interview on 1999-OS-21.

Mostert, H. 1999, Chief Commissioner ofPolice - Limburg Zuid - Personal interview on 1999-OS-29.

Nel, A. 2000, National President - South African Police Union (SAPU) - Personal interview on 2000-04-I 1.

Poelert, B. 1999, Chief Commissioner ofPolice - Gerderland-Zuid - Personal interview on 1999-06-07.

Pruis, A. 1999, Deputy National Commissioner South African Police Service - Personal interview on 1999-07-31.

Ringeling, A.B. 1999, Professor Erasmus University - Personal interview on 1999-06-15.

Schalken, H.A.M. 1999, Acting Chief Commissioner ofPolice - Brabant Zuid-Oost - Personal interview on 1999-OS-17.

Serfontein, P. 1999, Provincial Commissioner- KwaZulu-Natal South African Police Service - Petsonal interview on 1999-
] 0-1 S.

Siepel, J. 1999, Chief Commissioner ofPolice and Head Management Development at the Minister of the Interior - Personal
interview on 1999-07-OS.

Smeels, A.A. 1999, Chief Commissioner of Police - Zeeland - Personal interview on 1999-06-1 l.

Steensma, B.W.J. 1999, Public Prosecutor - City ofUtrecht - Personal interview on 1999-0S-21.

199



Stikvoort, M.P.M. 1999, Director of the Politie Adviescentrum - In-pact - Personal interview on 1999-04-06.

Straver, M.A. 1999, Chief Commissioner of Police - Hollands Midden - Personal interview on 1999-06-14.

Tieleman, P. 1999, Chief Commissioner of Police - Zuid-Holland-Zuid - Personal interview on 1999-OS-25 and informal
discussions on 1999-10-I5, 1999-10-23 and 1999-10-24.

Toonen, R.F. 1999, Chief Inspector - Drenthe - Policy Advisor to the Chief Commissioner of Police - Personal interview on
1999-06-21.

Van Baarle, B. 1999, Chief Commissioner of Police - Limburg Noord - Personal interview on 1999-06-02.

Van de Meeberg, D. 1999, Director of the Dutch Police Institute (NPI) - Personal interview on 1999-OS-25.

Van der Vijver, C.D. 1998, Professor in Police Management at the Intemational Police Institute Twente (Twente
University) and Director of the Stichting Maatskappij Veiligheid en Politie - Personal interview on 1999-04-20.

Van Duijn, H. 1999, Chairperson of the Nederlandse Politie Bond - Personal interview on 1999-06-08.

Van Hoorn, E.T. 1999, Chief Commissioner of Police - Brabant-Noord - Personal interview on 1999-OS-12 and informal
discussions on 1999-]0-15, 1999-10-23 and 1999-]0-24.

Van Kampen, L. 1999, Acting Chief Commíssioner of Police - KLPD - Personal interview on 1999-OS-10.

Van Niekerk, C. 2000, General Secretary - South African Police Union (SAPU) - Personal interview on 2000-03-24.

Van Zunderd, P.J. 1999, Chief Commissioner ofPolice - Midden en West Brabant - Personal interview on 1999-OS-04.

Visser, B.R. 1999, Chief Commissioner of Police - Kennemerland - Personal interview on 1999-OS-11.

Wagenaar, F. 1999, Chief Conunissioner ofPolice - Friesland - Personal interview on 1999-06-21.

Wiarda, l. 1999, Chief Commissioner of Police - Haaglanden - Personal interviews on 1999-06-09 and 1999-10-16.

Wilzing, J. 1999, Chief Commissioner ofPolice - IJsseland - Personal interview on 1999-OS-03.

200



i! i u ni i~ ii a iiiun~~ i uuiu i


	TABLE OF CONTENTS
	PART ONE CHAPTER ONE INTRODUCTION
	1.1 INTRODUCTION
	1.2 STRUCTURE OF THIS DISSERTATION
	1.2.1 THEORETICAL CONTEXTUALISATION
	1.2.2 HISTORICAL CONTEXTUALISATION
	1.2.3 RESEARCH REPORT AND RECOMMENDATIONS
	1.2.4 THE SAPS IN 2002
	1.3 CONCLUSION
	PART TWO THEORETICAL CONTEXTUALISATION
	INTRODUCTION TO PART TWO
	PART TWO CHAPTER TWO MANAGEMENT OF CHANGE: CONCEPTS, THEORY AND APPLICABILITY
	2.1 INTRODUCTION
	2.2 THE MANAGEMENT OF CHANGE
	2.2.1 THE TERM CHANGE
	2.2.1.1 THE AUTHOR'S DEFINITION OF CHANGE
	2.2.2 THE TERM MANAGEMENT
	2.2.3 THE TERM MANAGEMENT OF CHANGE
	2.2.4 TRANSFORMATION AND CHANGE
	2.2.5 CHANGE FORCES
	2.3 CHANGE THEORIES
	2.3.1 PLANNED DISCONTINUOUS CHANGE
	2.3.2 PLANNED CONTINUOUS CHANGE
	2.4 RESISTANCE TO CHANGE
	2.4.1 PERSONAL RESISTANCE TO CHANGE
	2.4.1.1 COUNTER-RESPONSES TO PERSONAL RESISTANCE TO CHANGE
	2.4.2 ORGANISATIONAL RESISTANCE TO CHANGE
	2.4.2.1 COUNTER-RESPONSES TO ORGANISATIONAL RESISTANCE TO CHANGE
	2.5 OTHER RESPONSES TO CHANGE
	2.5.1 PERSONAL RESPONSES TO CHANGE
	2.5.1.1 COUNTER-RESPONSES TO PERSONAL RESPONSES TO CHANGE
	2.5.2 ORGANISATIONAL RESPONSES TO CHANGE
	2.5.2.1 COUNTER- RESPONSES TO ORGANISATIONAL RESPONSES TO CHANGE
	2.6 THE ROLE OF TOP MANAGEMENT IN MANAGEMENT OF CHANGE
	2.7 PUBLIC ORGANISATIONS AND CHANGE
	2.8 ORGANISATIONAL LEARNING AND CHANGE
	2.9 CONCLUSION
	PART TWO CHAPTER THREE THE LEARNING ORGANISATION: CONCEPTS, THEORY AND APPLICABILITY
	3.1 INTRODUCTION
	3.2 THE LEARNING ORGANISATION
	3.2.1 THE TERM ORGANISATION
	3.2.2 THE TERM LEARNING
	3.2.3 THE TERM ORGANISATIONAL LEARNING
	3.2.4 LEARNING ORGANISATION
	3.2.4.1 FIVE LEARNING PRINCIPLES OF A LEARNING ORGANISATION
	3.2.4.2 THE INVEST MODEL OF A LEARNING ORGANISATION
	3.2.4.3 FOUR KINDS OF LEARNING ORGANISATIONS
	3.2.5 SENGE ON THE LEARNING ORGANISATION
	3.3 THE FIFTH DISCIPLINE: SYSTEMS THINKING
	3.3.1 THE LAWS OF THE FIFTH DISCIPLINE
	3.3.2 SYSTEMS ARCHETYPES
	3.3.3 SYSTEMS THINKING AND PARADIGMS
	3.4 THE CORE DISCIPLINES
	3.4.1 PERSONAL MASTERY
	3.4.2 MENTAL MODELS
	3.4.3 SHARED VISION
	3.4.4 TEAM LEARNING
	3.5 LEARNING DISABILITIES
	3.5.1 SENGE ON LEARNING DISABILITIES
	3.5.2 DEFENSIVE ROUTINES
	3.5.3 ORGANISATIONAL CONTRADICTIONS
	3.5.4 BLOCKAGES TO LEARNING
	3.5.5 LEARNING DISABILITIES IN A PUBLIC ORGANISATION
	3.6 BECOMING A LEARNING ORGANISATION
	3.6.1 LEVELS OF ORGANISATIONAL LEARNING
	3.6.2 THE ROLE OF TOP MANAGEMENT
	3.6.3 LEARNING DISABILITIES IN BECOMING A LEARNING ORGANISATION
	3.7 CONCLUSION
	PART TWO CHAPTER FOUR ANDRAGOGICS: CONCEPTS, THEORY AND APPLICABILITY
	4.1 INTRODUCTION
	4.2 ANDRAGOGICS
	4.2.1 THE TERM EDUCATION
	4.2.2 THE TERM TRAINING
	4.2.3 THE TERM DEVELOPMENT
	4.2.4 THE TERM LEARNING
	4.2.5 THE TERM ANDRAGOGICS
	4.2.5.1 FORMAL AND INFORMAL LEARNING
	4.2.5.2 THE ROLE OF MEMORY
	4.3 ADULT LEARNING THEORIES
	4.3.1 LEARNER INTERNALISATION
	4.3.2 LEARNER PARTICIPATION
	4.3.3 PROBLEM-BASED LEARNING
	4.3.4 WHY LEARNING FAILS
	4.3.4.1 SOCIAL ORDER DYNAMICS
	4.3.4.2 LEARNING OBJECTIVES
	4.3.4.3 PERSONIFICATION OF TRAINING
	4.3.5 EVALUATING ADULT LEARNING
	4.4 CHANGE AND ADULT LEARNING
	4.5 THE LEARNING ORGANISATION, ORGANISATIONAL LEARNING AND ADULT LEARNING
	4.5.1 MODELS OF ORGANISATIONAL LEARNING
	4.5.2 THE OADI MODEL
	4.5.3 WHY ORGANISATIONAL LEARNING FAILS
	4.6 THE ROLE OF TOP MANAGEMENT IN ANDRAGOGICS
	4.6.1 TOP MANAGEMENT AS LEARNERS
	4.6.2 TOP MANAGEMENT AS SUPPORTERS OF LEARNING
	4.7 PUBLIC ORGANISATIONS AND ADULT LEARNING
	4.7.1 TRAINING VERSUS LEARNING
	4.8 CONCLUSION
	PART TWO THEORETICAL CONTEXTUALISATION
	SUMMARY OF PART TWO
	PART THREE HISTORICAL CONTEXTUALISATION
	INTRODUCTION TO PART THREE
	PART THREE CHAPTER FIVE THE SOUTH AFRICAN POLICE SERVICE (SAPS): FROM A FORCE TO A SERVICE - THE ROLE OF TOP MANAGEMENT
	5.1 INTRODUCTION
	5.2 PRELUDE TO CHANGE
	5.3 1994
	5.3.1 GREEN PAPER ON POLICING
	5.4 ORGANISATIONAL STRUCTURE OF THE SOUTH AFRICAN POLICE SERVICE (SAPS)
	5.5 CHANGE MANAGEMENT IN THE SOUTH AFRICAN POLICE SERVICE (SAPS), THE LEARNING ORGANISATION AND ANDRAGOGICS
	5.5.1 TRAINING IN THE SOUTH AFRICAN POLICE SERVICE (SAPS)
	5.5.1.1 MANAGEMENT DEVELOPMENT
	5.5.1.2 TOP MANAGEMENT DEVELOPMENT: THE LEADERSHIP DEVELOPMENT PROGRAMME (LDP)
	5.5.1.2.1 The Change Management Approach behind the LDP
	5.5.1.2.2 Academic Content and Learning Methodology
	5.6 EPILOGUE TO CHANGE
	5.6.1 DRAFT WHITE PAPER ON POLICING - CHANGE IN 1998
	5.6.2 2003
	5.7 CONCLUSION
	PART THREE CHAPTER SIX THE DUTCH POLICE: FROM COMPLEXITY TO SINGULARITY - THE ROLE OF TOP MANAGEMENT
	6.1 INTRODUCTION
	6.2 PRELUDE TO CHANGE
	6.2.1 THE VAN TRAA INQUIRY
	6.3 1994
	6.3.1 THE DUTCH POLICE MANAGEMENT DUALISM
	6.4 ORGANISATIONAL STRUCTURE OF THE DUTCH POLICE
	6.4.1 DUTCH POLICE INSTITUTE (NPI)
	6.5 CHANGE MANAGEMENT IN THE DUTCH POLICE, THE LEARNING ORGANISATION AND ANDRAGOGICS
	6.5.1 NATIONAL POLICE SELECTION AND TRAINING INSTITUTE (LSOP)
	6.5.1.1 MANAGEMENT DEVELOPMENT
	6.5.1.2 TOP MANAGEMENT DEVELOPMENT
	6.5.1.2.1 Police Top Management Development: Philosophy, Content and Methodology
	6.6 EPILOGUE TO CHANGE
	6.6.1 CHANGE IN 1998
	6.6.2 2003
	6.7 CONCLUSION
	PART THREE HISTORICAL CONTEXTUALISATION
	SUMMARY OF PART THREE
	PART FOUR RESEARCH REPORT AND RECOMMENDATIONS
	INTRODUCTION TO PART FOUR
	PART FOUR CHAPTER SEVEN RESEARCH METHODOLOGY
	7.1 INTRODUCTION
	7.2 THE RESEARCH
	7.2.1 RESEARCH PURPOSE AND SCOPE
	7.2.1.1 TIMEFRAME FOR RESEARCH
	7.2.2 PROBLEM STATEMENT, RESEARCH QUESTIONS & HYPOTHESES
	7.2.3 UNIT OF ANALYSIS
	7.3 RESEARCH NIETHODOLOGY
	7.3.1 DATA COLLECTION
	7.3.2 SEMI-STRUCTURED INTERVIEWS
	7.3.2.1 STRUCTURE AND TIMING
	7.3.2.2 QUESTIONS
	7.3.2.3 INTERVIEW LANGUAGE AND TRANSLATION
	7.3.2.4 INTERVIEW PROCEDURES
	7.3.3 ORGANISATIONAL DIAGNOSTICAL QUESTIONNAIRE
	7.3.3.1 STRUCTURE AND QUESTIONS
	7.3.3.2 QUESTIONNAIRE LANGUAGE
	7.3.3.3 QUESTIONNAIRE DISTRIBUTION PROCEDURES
	7.4 RESEARCH CHALLENGES
	7.4.1 REFLECTION SESSIONS
	7.4.2 ETHICAL ISSUES
	7.4.3 CHALLENGES RELEVANT TO THE CASE STUDIES
	7.5 CONCLUSION
	PART FOUR CHAPTER EIGHT RESEARCH ANALYSIS
	8.1 INTRODUCTION
	8.2 RESEARCH ANALYSIS
	8.2.1 ISSUE ANALYSIS - DIAGNOSTIC QUESTIONNAIRE
	8.2.1.1 SUPPORT SYSTEM ISSUES
	8.2.1.2 ACCOUNTABILITY AND RESPONSIBILITY ISSUES
	8.2.1.3 ACTIVITY-BASED ISSUES
	8.2.1.4 ENVIRONMENTAL ISSUES
	8.2.1.5 TRAINING AND DEVELOPMENT ISSUES
	8.2.1.6 HIERARCHICAL ISSUES
	8.2.1.7 CHANGE ISSUES
	8.2.1.8 MANAGEMENT AND MANAGEMENT TRANSPARENCY ISSUES
	8.2.1.9 LEADERSHIP ISSUES
	8.2.1.10 HUMAN RESOURCE MANAGEMENT ISSUES
	8.2.1.11 CONTROL-RELATED ISSUES
	8.2.1.12 PARTICIPATION, EMPOWERMENT AND SHARED DECISIONMAKING ISSUES
	8.2.1.13 INFORMATION ISSUES
	8.2.1.14 FINANCIAL ISSUES
	8.2.2 ISSUE ANALYSIS - SEMI-STRUCTURED INTERVIEWS
	8.2.2.1 CHANGE MANAGEMENT
	8.2.2.1.1 The SAPS
	8.2.2.1.2 The Dutch Police
	8.2.2.2 THE LEARNING ORGANISATION
	8.2.2.2.1 The SAPS
	8.2.2.2.2 The Dutch Police
	8.2.2.3 ANDRAGOGICS
	8.2.2.3.1 The SAPS
	8.2.2.3.2 The Dutch Police
	8.4 REVISITING THE HYPOTHESES
	8.5 CONCLUSION
	PART FOUR CHAPTER NINE RECOMMENDATIONS
	9.1 INTRODUCTION
	9.2 MANAGEMENT OF CHANGE: BEYOND 2000
	9.3 THE LEARNING ORGANISATION: PHILOSOPHICAL REALITIES
	9.4 ANDRAGOGICS: BEYOND MEDIOCRITY
	PART FIVE CHAPTER TEN CURRENT RESEARCH ON THE SAPS
	10.1 INTRODUCTION
	10.2 NOVEMBER 2001 EXIT POLL
	10.2.1 Aim of the Survey
	10.2.2 Methodology
	10.2.3 Research Findings
	10.3 THE MARCH/APRIL 2002 VICTIMS OF CRIME SURVEY
	10.3.1 Aim of the Survey
	10.3.2 Methodology
	10.3.3 Research Findings
	10.4 CONCLUSION
	BIBLIOGRAPHY
	INTERVIEW LIST



