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Abstract 
Collegial leadership is essential for good university governance. To nurture collegial 
leadership among faculty academic leaders, universities invest considerably in leadership 
training and development. Therefore, it is crucial to evaluate the effects of collegial leadership 
training programmes. The success of a training programme can be manifested by participants’ 
behavioural change, reflecting their ability to practice the newly acquired knowledge and 
skills at the workplace. This study is aimed at examining the effects of a collegial leadership 
training (CLT) programme for faculty academic leaders using a one group pre- and post-test 
quasi-experimental research design. This paper offers an integrated approach to evaluate 
training programme through evidence based CLT and training transfer research, controlling 
for covariates. The participants were thirty academic leaders who were enrolled in a 
structured CLT programme as an intervention. The results showed significant differences 
between pre- and post-CLT test scores, thus indicating effective collegial leadership and 
training transfer.  
Keywords: Training Transfer, Collegial Leadership, Faculty, Academic Leaders, University 
Governance 
 
Introduction 
University academic leaders play unique and complex roles as they have to deal with the 
challenges of balancing administrative control with faculty autonomy while trying to create 
an open and conducive atmosphere for learning and research (Williams, 2007). Academic 
leaders include deans, deputy deans, heads of departments and subject coordinators 
(Branson et al., 2016). They are tasked with both management and supervisory 
responsibilities (Heng & Marsh, 2009). In the academic arena, it is difficult to say which role 
is more important.  Nevertheless, according to Bieletzki (2018), collegial leadership should 
come first because universities are knowledge-based institutions and academics have their 
own areas of expertise and experience.  
 
Countries across Southeast Asia, such as Vietnam, Taiwan, Indonesia, and Thailand have been 
conducting leadership training and development programmes to nurture collegial leadership 
of academic leaders and faculty members (Phuong et al., 2015; Phuong et al., 2018). In the 
United Kingdom and France, there have been concerted efforts at ensuring that collegial 
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leaders in universities distance the academic arena from the concept of industrialisation and 
corporate governance (Peters, 2020). In Malaysia, since universities are mostly under a 
substantial level of government control (universities are under the Ministry of Higher 
Education), university governance (involving rules, regulations, policies and, to a certain 
extent, its culture) mirrors that of a government agency (Christopher, 2012).  
 
Undoubtedly, success in nurturing collegial leadership in universities primarily relies on 
training and development programmes (Daniëls et al., 2021). Hence, conducting leadership 
training for academic leaders is prioritized by universities (Taylor, 2018). As training and 
development can evolve to become one of the key components to unleash human potentials, 
the Ministry of Higher Education (MOHE) of Malaysia requires universities to conduct 
impactful collegial leadership training and development programmes for academic leaders. 
An effective training programme focuses on two critical outcomes, namely learning and 
behavioural change (Holton et al., 2000). Ineffective training is not only poor return on 
investment, but also makes leaders assume that they are capable of implementing change 
just because they have attended training and development programmes, thus delaying the 
realisation that they themselves must lead the change (Beer et al., 2016).  
 
According to Kirkpatrick’s (1994) evaluation model, evaluation of new learning is not a 
sufficient measure or evidence to determine the effectiveness of a training programme as 
learning is bound within the confinement of cognitive aptitude; one has to look further at 
participants’ ability to practice the learned knowledge i.e., behavioural change evaluation 
(Kirkpatrick & Kirkpatrick, 2016). Ultimately, an effective training programme must translate 
to positive and meaningful behavioural change at the workplace. A very pertinent question is 
this: How can we evaluate behavioural change that reflects training effectiveness? According 
to Ng & Ahmad (2018), there is no consensus among scholars regarding the most effective 
way to assess behavioural change of participants after a training programme (i.e., learners’ 
ability to practice at the workplace what they have been taught). Training transfer is a crucial 
reflection of effective training to avoid ‘training robbery’ – hefty investment in training and 
development without expected return (Beer et al., 2016). 
 
Baldwin and Ford (1998) identify three key components of training transfer, namely trainee 
characteristics, training design, and work environment. A hefty 65% of training transfer is 
explained by training design (Kasim & Ali 2011; Salahuddin et al., 2020). Training transfer is 
maximised when the overall training design, content, and instructional strategies are aligned 
with the objectives of transfer (Bhatti & Kaur, 2010). Training design generally refers to a 
systematic blueprint for training programme development to achieve the targeted training 
objectives (Lacerenza et al., 2017). Because training design covers important elements such 
as objectives, activities, delivery, and instructional methods of a training programme, it 
should be uniquely designed to suit targeted participants’ needs. In this study, the training 
programme was designed to enable participants relate collegial leadership to their respective 
academic leadership roles such as deans, departmental heads, and so forth. It was hoped that 
the intervention would facilitate the transfer of newly acquired knowledge and skills to 
improve work performance and contribute to better university governance.  
 
Academics across different faculties in a university culturize different practices of collegial 
leadership; this shows that collegial leadership dynamics exist within faculties across a single 
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university (Mathews, 2019). Therefore, this study seeks to answer the following research 
questions: 1) Do levels of collegial leadership and training transfer increase post-CLT 
attainment? and 2) Are there significantly positive differences between pre- and post-CLT test 
scores in training design (perceived content validity and transfer design), collegial leadership, 
and training transfer of academic leaders, while controlling for covariates? The next section 
of this study presents the conceptualization of collegial leadership and training, the 
underpinning theory of this study, followed by research hypotheses, methodological 
procedures, results, and discussion and conclusion.  
 
Literature Review 
Collegial Leadership 
Collegial leadership and collegiality are used interchangeably by many scholars (Bieletzki, 
2018). Nevertheless, Howze (2003, p. 40) draws a fine distinction between the two; collegial 
leadership is defined as the effectiveness of sharing power, while collegiality is defined as “the 
sharing of authority among colleagues”. Dill et al (1996, p. 4) define collegial leadership as 
“power and responsibility for the assurance of educational quality in higher education resting 
with the collegial parties on every campus responsible for designing, reviewing, delivering, 
and monitoring students’ programmes of study that lead to academic degrees.”  
 
Siebert et al (1997, p. 251) view collegial leadership as “shared authority among colleagues.” 
The American Association of University Professors (AAUP) defines collegial leadership as a 
community of scholars (Schimmel et al., 2013) who work together as equals through the 
practice of academic freedom and faculty self-governance. According to Kwiek (2015), 
collegial leadership is an unfading leadership approach governing universities as academics 
are, to date, still highly influential in the university’s decision-making. However, academics 
are likewise confronted with governance reforms grounded in the university’s instrumental 
vision. As a result, powerful value-driven clashes continually occur between the academic 
community and the community of policymakers (Kwiek, 2015). Hence, the following 
hypothesis is put forward: 
 
H1: There is a significant difference between pre- and post-CLT test scores of collegial 
leadership, controlling for covariates. 
 
Training design and training transfer 
Researchers have highlighted training design as one of the major factors affecting training 
transfer (Baldwin & Ford, 1988; Alvarez et al., 2004; Renta-Davids et al., 2014; Noe, 2017). 
Noe (2017) explains that training design is a systematic process that increases the occurrence 
of training transfer. It is suggested that since training is often not designed to complement 
trainees’ job context, it therefore prevents them from transferring the learned knowledge, 
skills, and abilities (KSA) during training to their work setting (Holton, 2005). Training design 
explains 65% of transfer of training (Kasim & Ali, 2011) and is the most likely element to be 
controlled (Chauhan et al., 2017; Meinel & Leifer, 2021). 
 
Three theories are commonly embedded in training design, viz. the identical elements theory, 
stimulus generalisation theory or principle theory, and cognitive theory (Noe, 2017). The 
identical elements theory suggests that training transfer occurs when the KSA learned are 
identical to the trainee’s job scope and the training material is similar to the job performed 
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at the trainee’s workplace. Training transfer is maximised when the training materials, tools, 
equipment, and environs share similarities with the work setting (Kim & Lee, 2001; Noe, 
2017). This theory supports near transfer (Kim & Lee, 2001; Tiruneh et al., 2018), which deals 
with a transfer environ that is similar to the training context. Baldwin and Ford (1988) suggest 
that when similarity exists between training content and work context, training transfer 
increases. 
 
The stimulus generalisation or principle theory suggests that training programmes should 
focus on the general principle (which is crucial for skill acquisition) in such a way that trainees 
are able to apply the skills acquired for solving problems at the workplace (Goldstein & Ford, 
2002; Sala et al.; 2019). Unlike the identical elements theory, the principle theory supports 
far transfer as the general principle to be applied in work situations that are different from 
the training content (Noe, 2017). Tiruneh et al (2018) argue that, taking into consideration 
the principle theory, trainees should be able to learn concepts and principles in order to 
engage in dissimilar situations they might face outside of the training programme. 
 
The cognitive theory explains that the possibility of training transfer depends on trainees’ 
capability to retrieve learned information after being provided with meaningful material to 
allow a linkage between what they encounter in their work setting with the newly acquired 
information. The cognitive theory suggests two instructional strategies that may encourage 
learners to engage in potential application of training content to work environs. One strategy 
is to facilitate trainees in identifying work issues and discussing potential application of 
training content to solve the issues. The second strategy is to assign relevant application of 
workplace problems so that trainees might be able to apply training content to solve 
problems (Noe, 2017).  
 
The Transfer Process Model 
Figure 1 illustrates the research framework of this study. According to Baldwin and Ford’s 
(1988), transfer process model – the underpinning theory of this study, trainee characteristics 
(such as ability, personality, and motivation to learn), training design (e.g., principles of 
learning, sequencing, and training content) and work environment (support from supervisor 
and opportunity to use the acquired KSA at the workplace) are categorised as training inputs. 
On the other hand, training outputs include learning (i.e., learning KSA) and retention (i.e., 
the extent of KSA that remains after a training programme). Generalisation (i.e., the ability to 
apply learned KSA in different settings) and maintenance (i.e., remembering what is learned) 
are categorised under conditions of transfer.  
 
The transfer process model noticeably indicates that training inputs and training outputs both 
directly/indirectly affect conditions of transfer. In the context of this study, training inputs 
referred to the training design variable, consisting of two dimensions, viz. perceived content 
validity and transfer design. The other two training input variables (trainee characteristics and 
work environment), however, are treated as covariates. Training output refers to the CLT 
programme provided for the participants, while condition for transfer refers to training 
transfer. Thus, the following hypothesis is put forward: 
 
H2: There is a significant difference between pre- and post-CLT test scores of training 
transfer, controlling for covariates. 
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Methods 
Research Design 
The design of this study was quasi-experimental (one group pre-test and post-test design). 
This study did not use a control group, i.e., only one experimental group was involved. 
According to Bärnighausen et al (2017), whenever randomisation is not possible, quasi-
experimental studies critically serve to generate strong causal evidence. Nevertheless, this 
study collected data at two points in time (prior to the CLT training programme and six weeks 
afterwards). Our aim was to establish the effects of the CLT programme measured in terms 
of collegial leadership and training transfer. The purpose of the experimental design in social 
sciences research is to establish causality, and this is determined by two characteristics: 1) 
the presence of intervention (in this case, intervention in training design variable), and 2) 
control for covariates (Creswell & Creswell, 2017). In this study, the participants underwent 
the CLT programme as treatment/intervention. In a quasi-experimental research design, one 
of the key elements that ensures a strong cause-and-effect relationship is control for 
covariate influence (Creswell & Creswell, 2017). By controlling the influence posed by 
covariates, we were able to eliminate external factors contributing to the effects of the CLT 
programme. Therefore, conclusions could be made to ascertain the extent to which the CLT 
design was the true cause of effects on academic leaders’ change of collegial behaviours, 
without interference from the influence posed by covariates (demographics, trainee 
characteristics, and work environment). 
 
Population and Sampling 
The population of this study comprised academic leaders in a public research university in 
Malaysia (N = 227). They were aged 30 years and above and had been working in the 
university for a minimum of 12 months; they were Doctor of Philosophy (PhD) degree holders 
and had not attended any collegial leadership related training programme prior to this study.  
 
A non-random sampling procedure was adopted for the study population. Since this research 
involved training intervention, the selected sample had to fit a particular profile. A list of 
names of deans, deputy deans, heads of departments and subject coordinators was retrieved 
from the university’s registrar office. The academic leaders were invited to participate in the 
CLT programme as part of the current study based on their availability and eligibility.  
 
Scholars indicate that experimental studies generally require a minimum of 15 participants in 
a group (Creswell & Creswell, 2017; Bujang et al., 2017; Ary et al., 2018). For the purpose of 
statistical procedures, however, Tabachnick and Fidell (2007) suggest that one group must 
consist of at least 20 participants to ensure robustness in the results of the paired sample t-
test and multivariate analysis of covariance (MANCOVA). With 30 participants, the 
requirements for this study were fulfilled.  
 
Study Instrument 
In this study, we adopted several widely used validated instruments.  

 
Training Transfer  
A five-point Likert scale instrument developed by Facteau et al. (1995) was used to assess the 
level of academic leaders’ training transfer before and after attending the training 
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programme. This is a sample item of this instrument: “I am able to transfer the skills learned 
from training courses back to my actual job.” 
 
Training Design 
Holton et al.’s (1998) Learning Transfer System Inventory (LTSI) was used to measure training 
design that comprised two dimensions, viz. perceived content validity and transfer design. 
The LTSI is a five-point Likert scale instrument that is widely used by other scholars in their 
training transfer research (e.g., Diaz, 2013; Alvelos et al., 2015; Ng & Ahmad, 2018). Sample 
items and Cronbach’s alpha coefficients of the instrument are as follows: 
 

• Perceived content validity. A sample item of this instrument: “What is taught in 
training closely matches my job requirements.” The Cronbach’s alpha for this 
instrument from the literature is .84.  

 

• Transfer design. A sample item of this instrument: “The activities and exercises the 
trainers used helped me know how to apply my learning on the job.” The Cronbach’s 
alpha from the literature is .85. 

 
Collegial Leadership 
Collegial leadership was measured using a five-point Likert scale instrument developed by 
Seigel and Miner-Rubino (2009) called the Collegiality Climate Scale (CCS). A sample item for 
this instrument: “I am willing to help others”. 
 
Trainee Characteristics  
A five-point Likert scale of Holton et al.’s (1998) LTSI was used to measure trainee 
characteristics; it consists of five dimensions: (i) learner readiness; (ii) motivation to transfer; 
(iii) positive personal outcomes; (iv) transfer effort-performance expectations; and (v) 
performance self-efficacy. Sample items and Cronbach’s alpha coefficients of the instrument 
are as follows: 
 

• Learner readiness. A sample item: “Before the training I had a good understanding of 
how it would fit my job-related development.” The Cronbach’s alpha for this 
instrument from the literature is .73. 

• Motivation to transfer. A sample item: “I get excited when I think about trying to use 
my new learning on my job.” The Cronbach’s alpha for this instrument from the 
literature is .83. 

• Positive personal outcomes. A sample item: “Employees in this organisation receive 
various ‘perks’ when they utilise newly learned skills on the job.” The Cronbach’s alpha 
for this instrument from the literature is .69. 

• Transfer effort-performance expectations. A sample item: “My job performance 
improves when I use new skills that I have learned.” The Cronbach’s alpha for this 
instrument from the literature is .81. 

• Performance self-efficacy. A sample item: “I am confident in my ability to use newly-
learned skills on the job.” The Cronbach’s alpha for this instrument from the literature 
is .76. 
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Work Environment  
The five-point Likert scale of Holton et al.’s (1998) LTSI was used in this study to measure work 
environment that comprises four dimensions: (i) peer support; (ii) supervisor support; (iii) 
opportunity to use; and (iv) performance coaching. Sample items and Cronbach’s alpha 
coefficients of the instrument are as follows: 
 

• Peer support. Sample item: “My colleagues encourage me to use the skills I have 
learned in training.” The Cronbach’s alpha for this instrument from the literature is 
.83. 

• Supervisor support. A sample item: “My supervisor set goals for me that encourage 
me to apply my training on the job.” The Cronbach’s alpha for this instrument from 
the literature is .91. 

• Opportunity to use. A sample item: “The resources I need to use what I learned will 
be available to me after the training.” The Cronbach’s alpha for this instrument from 
the literature is .70. 

• Performance coaching. A sample item: “After the training, I get feedback from people 
about how well I am applying what I learned.” Cronbach’s alpha for this instrument 
from the literature is .70. 

 
Data Collection Procedures 
Figure 2 illustrates the data collection procedures. First, research ethics approval was 
obtained. Then, a name list of deans, deputy deans, heads of departments and subject 
coordinators at the university was obtained from its registrar office for training invitation 
purposes. Invitations through email were sent to the academic leaders, together with a 
consent form. Academic leaders who were interested to participate in the CLT programme 
were required to fill in the consent form provided and revert to the researcher. Preparatory 
materials were then provided to the participating academic leaders for pre-reading purposes. 
Then, on the training day, the participants were provided with a pre-test questionnaire via 
two methods: hardcopy and online soft copy, whereby the training participants were 
provided with a barcode that gave them access to an online survey after the barcode was 
scanned using their smartphones. The participants had the option to choose their preferred 
method. They were required to complete the pre-test questionnaire prior to the start of the 
training session. Immediately after the participants answered the pre-test questionnaire, the 
CLT programme began and learning activities were conducted.  
 
According to Campbell and Stanley (2015), the optimal time to administer the post-test is one 
month after the pre-test. Brown et al (2008); Creswell and Creswell (2017) opine that the best 
time to conduct the post-test is between three to six weeks in order to ensure the elimination 
of memory effect and also to allow some time for participants to attempt training transfer at 
their workplace. Therefore, six weeks after the training programme was held, an online post-
test questionnaire was sent to the same group of participants via email. Again, by scanning a 
bar code, the participants could access the online survey. Only participants who had 
completed the training programme from start to finish were contacted for the post-test. 
Towards this end, the participants’ attendance during each session of the 8-hour training 
programme was recorded. Upon obtaining the post-test data, the process was completed.  
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developing the participants’ initial perception of collegial leadership and training transfer so 
that they would be able to complete the pre-test questionnaire.  
 
Preparatory self-learning materials enabled pre-practiced KSA to facilitate participants’ 
learning and ability to relate to the subject-matter during the actual training (Dirani, 2012; 
Stuns & Heaslip, 2019; Tyerman et al., 2019). Nonetheless, the adult learning theory suggests 
that adult learners come to training with pre-existing sets of KSA (Knowles et al., 2014; Kelly, 
2017). Therefore, the researcher did not assume that the participants’ collegial leadership 
KSA was an absolute/true zero prior to the CLT programme. Thus, referring to the 
participants’ pre-practiced collegial leadership based on the preparatory materials, the pre-
test assessment procedure was then conducted (Salas & Cannon-Bowers, 2017). Although 
counter-intuitive, the pre-test covered items that the participants were not expected to know 
since the training had not yet taken place (Berry, 2008), but the pre-test assessment using the 
same post-test questionnaire (identical instruments) was necessary to establish a 
comparative basis/baseline scores of variables prior to the CLT programme (Berry, 2008; 
Bhanji et al., 2012; Shivaraju et al., 2017; Al-Mughairi, 2018; Geldholf et al., 2018). Since the 
participants had yet to attend the CLT programme, the pre-test ratings/values were expected 
to be low (Geldholf et al., 2018). 
 
The post-test assessment was then administered six weeks after the CLT programme took 
place to ensure elimination of memory effect and to allow some time for the participants to 
attempt training transfer at their workplaces (as discussed in the previous sub-chapter) 
(Brown et al., 2008; Creswell & Creswell, 2017). Subsequently, the pre- and post-test data 
were analysed to determine whether the training design affected the participants’ collegial 
leadership and training transfer. At the same time, the effects of extraneous variables or 
covariates were controlled to establish a causal relationship between the pre- and post-
scores. Thus, through the intervention in training design and control for covariates, the quasi-
experimental method and procedures were established (Creswell & Creswell, 2017).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Academic leaders attend/participate in the CLT programme 

Pre-test to assess participants’ prior collegial leadership knowledge and training transfer 
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Covariates 
The factors identified as covariates in this study included demographic factors (gender and 
age), professional factors (academic administration position, academic position, and duration 
of service), and other theory-based variables that affected the training transfer variables. In 
terms of gender, scholars have suggested that gender influences trainees’ training transfer 
and, therefore gender is included as a covariate in their research analysis (Zhao et al., 2018). 
Thus, following the general consensus, gender was also regarded as a covariate in the 
MANCOVA analysis of this study. MANCOVA is a technique to increase the precision of the 
estimation of cause-and-effect of experimental data and therefore increases the power to 
detect such effects (Li et al., 2020). 
 
According to Cowman and McCarthy (2017), there are mixed results from previous studies 
concerning the effect of age on training transfer. For instance, Bier et al (2018) found that 
older-aged trainees benefited more in training and were better at transferring new learning 
at their workplace compared to younger trainees. However, according to Walter et al (2019), 
there is no significant effect of age on training transfer pre- and post-scores.  Nevertheless, in 
this study, age was included as a covariate in the MANCOVA analysis. 
 
Furthermore, scholars also argue that different work positions represent different roles and 
functions, and as such, this might influence the trainees’ capability to transfer what is learned 
in training to their job (Chen et al., 2006; Cowman & McCarthy, 2017). Previous research has 
found that the trainee’s duration of service in an organisation is relevant to training transfer 
(Donovan et al., 2001; Cowman & McCarthy, 2017). Thus, duration of service was included as 
a covariate in this study’s MANCOVA analysis as well.  
 
We also included theoretical covariates such as the trainee’s characteristics and the work 
environment. Prior research has indicated that both trainee characteristics and work 
environment have significant influence on training transfer (Baldwin & Ford, 1988; Ng & 
Ahmad, 2018). Therefore, to control the influence of these two variables on training transfer, 
they were treated as covariates in the MANCOVA analysis of this study. MANCOVA ruled out 
the effects generated by the trainee’s characteristics and work environment to establish a 
strong cause-and-effect relationship between CLT programme and training transfer.  
 
Finally, whilst determining the significant difference between pre- and post-CLT test scores, 
this study simultaneously included the pre-test scores of training design (perceived content 
validity and transfer design), collegial leadership and training transfer as covariates. 
Considering the pre-test scores as a covariate allowed control for pre-existing differences 
between participants (All et al., 2017).  
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Results 
Objective 1: To determine the levels of collegial leadership, and training transfer, pre- and 
post-CLT programme 
Table 1 
Levels of collegial leadership and training transfer of 

 
Variable 

Pre-test (n=30) Post-test (n=30) 
Freq. Percent Mean 

(S.D) 
Freq. Percent Mean 

(S.D) 
Collegial Leadership    4.25 

(.49) 
  4.54 

(.40) 

       Low 0 0.00  0 0.00  

       Moderate 3 10.00  1 3.30  

       High 27 90.00  29 96.70  

Training Transfer   3.10 
(.67) 

  4.20 
(.51) 

       Low 4 13.30  0 0.00  

       Moderate 21 70.00  3 10.00  

       High 5 16.70  27 90.00  

Scale rating: Low (1.00 – 2.33); Medium (2.34 – 3.66); High (3.67 – 5.00) 
 
Pre-CLT scores in Table 1 revealed that 90.00% of the academic leaders showed a high level 
of collegial leadership and 10.00% were rated moderate. Post-CLT scores indicated that 
96.70% of the academic leaders had high level of collegial leadership and only 3.30% were 
rated moderate. The majority (70.00%) of the academic leaders scored a moderate level of 
training transfer pre-CLT, while 16.70% were rated high. The remaining 13.30% had a low level 
of training transfer. In contrast, post-CLT, 90.00% had a high level of training transfer, while 
only 10.00% were rated moderate. 
 
Objective 2: To determine the significant difference between pre- and post-CLT test scores 
of collegial leadership, and training transfer, controlling for covariates 
Table 2 
Multivariate Analysis of Covariance (MANCOVA)  

Variable SS df MS F p partial  
η2 

Collegial Leadership .740 1 .740 7.113 .015 .272 

Training Transfer .976 1 .976 6.833 .017 .265 

MANCOVA analysis of collegial leadership among academic leaders, as shown in Table 2, 
indicated a positive, significant difference between pre- and post-scores. The p value was .015 
with a small effect size of .272. Similarly, there was a positive, significant difference between 
the pre- and post-scores of training transfer, with a p value of .017 and a small effect size of 
.265. Thus, hypotheses 1 and 2 were supported. 
 
Discussion and Conclusion 
The findings above indicated that the levels of variables among academic leaders mostly 
increased from moderate to high after they attended the CLT programme. Descriptive 
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analysis supports the notion that any related new input, huge or not, that is exposed to 
training participants will produce a certain degree of influence on their knowledge and 
experience. In this study, this was translated through the increased levels of these variables 
and was further supported by findings from previous research (Levine et al., 2015). 
 
Furthermore, there were significant differences between pre- and post-CLT test scores for 
collegial leadership and training transfer, thus reflecting the positive effects of the CLT 
programme. Based on the Kirkpatrick’s (1994) evaluation model, significant differences in 
collegial leadership and training transfer before and after the CLT programme are indicative 
of a collegial behavioural change among the academic leaders and their ability to transfer 
what they have learned during the CLT programme to their workplace. Theoretically, an 
integrated evaluation using both collegial leadership and training transfer concepts 
strengthens the findings of this study, i.e., positive effects of the CLT programme. 
 
Conclusively, this paper offers a better insight to the problem of constant learning transfer in 
training and development in HRD. Generally, this study evaluates the effects of a CLT 
programme in improving collegial leadership of academic leaders in a Malaysian university. 
More specifically, this paper is aimed at examining the levels and the significant differences 
between the pre- and post-CLT test scores of collegial leadership and training transfer, before 
and after the CLT programme. To address these concerns, the study used a holistic evaluation 
which integrated both collegial leadership and training transfer concepts and instruments to 
evaluate academic leaders’ change in behaviour, before and after they attended the CLT 
programme. The findings indicated that there was a positive, significant change in academic 
leaders’ collegial behaviour and that training transfer successfully occurred. We evaluated 
change in behaviour in accordance with the Kirkpatrick’s (1994) four-levels evaluation model 
which emphasises the importance of behavioural change. When designing and developing a 
training program, one should ensure that it promotes training transfer, and structured, well-
founded training design is crucial for this purpose.  
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