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ABSTRACT

UNDERSTANDING AND IMPROVING TRAINING TRANSFER MOTIVATION:
AN APPLICATION OF RECENT ADVANCES IN MOTIVATIONAL THEORY

By

Karen Renae Milner

Training and learning are becoming more critical to organizational success than
ever before. However, people are often not able to successfully apply what they learn in
training to their work, even when the work environment provides support and opportunity
to do so. Drawing from three areas of recent advances in motivational theory — goal
hierarchies, approach and avoid goals, and implementation intentions — this study
proposed a post-training intervention designed to improve transfer behaviors and
performance. The intervention was expected to impact perceived personal relevance,
self-regulatory focus, and implementation intentions. These motivational constructs were
in turn expected to influence competence valuation, goal variety, and situational cueing,
respectively, and transfer behavior and performance. Although no support was found for
the manipulability of the motivational constructs, the results did indicate that constructs
other than motivation to learn and self-efficacy are valuable in describing and predicting
transfer behavior. In particular, the degree to which trainees valued competence in the
training content increased their use of the skills following training. Stronger approach-
mastery self-regulatory focus was associated with having a wider variety of transfer goals
and using a wider variety of trained skills after training. Greater frequency and variety of

skill use led to more successful transfer performance.



Pd
the
Teg

Th



ACKNOWLEDGEMENTS

Although I by far hold the record for the number of hours invested directly in this
project, many people made significant contributions much more efficiently with crucial
insights or contributed years of hard work or friendship which found their way onto these
pages. To Kevin Ford, a huge thank you for your patience through my excruciating
process of coming up with an idea, and for your willingness to just let me disappear for
months at a time and still remember what we were talking about when I reappeared! As
always, your support, guidance, and questions shaped the challenge I took on without
ever pulling me through it. Thank you. Speaking of that excruciating idea-generating
process, I owe a huge romp in the park to Maxy Horvath, whose gentle canine
companionship during a rainy spring weekend helped me finally focus on a place to start
(and a big thanks to Mike and Anne Horvath, who kindly went away and left me with
her, and gave their support right through the end). As the ideas shaped up, my committee
members, Dan Ilgen, Neal Schmitt, and Ann Marie Ryan, provided valuable warnings
about weaknesses in my proposal that would have come up to bite me had they gone
unaddressed, plus had a good sense of humor about the whole process. Dan, your focus
on my construct measurement and clarity will stay with me as a larger lesson even for my
non-research future. Neal, your questions about the training content made this
investigation more fun and worthwhile both for me and the undergraduates who
participated in this study. Ann Marie, thank you for your shared disappointment about
the implementation intentions and situational cueing flop, plus your efforts to help me
recruit undergraduate assistants and participants to actually get this thing accomplished.

Thank you to all of you.

1ii






My thanks also go to Fred Oswald for his help with recruiting both assistants and
participants. Without your help, I might still be collecting data! Tracy Johnson, Morgan
Barnum, and Rachel Petersen, you were the most fantastic research team I could have
dreamed of — thank you for your tremendous dedication and high spirits through it all.
Your contributions in shaping the negotiation training created a much better workshop,
and your “broken record” negotiations brought in the dependent variables. And you can’t
imagine how thrilled I was to have no rater effects to contend with in my data! Dawn
Kilanowski also earned a big thank you for helping me keep track of all of the recruited
people and of what I was supposed to be doing with them. My head would have spun -
without your help.

I am grateful to Larry Schultz, Don Werner, and all of the “Stepper Uppers” at
Great Lakes Industry. It is a pleasure working with all of you. Your support throughout
this project made my life much richer and provided constant welcome opportunities to be
excited and challenged about something other than this project! Thank you for all that
you’ve added to my education and my life.

My family and friends deserve special thanks and hugs for all of their support and
encouragement throughout this project and the past five years (and then some). Dan
Weissbein, you contributed hugely both to my study and my sanity. Thanks for reliving
the whole experience with me. I only hope that my memory for it will not be as clear as
yours, though, and wish for you that you never have to relive it again! Beth Pernerewski
and Jennifer Selden, “dissertating” my “little book report” is finally over! Thank you for
your wonderful friendships and cheerleading through it all! I was better at all of the

challenges involved because of you. Cori Davis, thanks for the might-have-been-relaxing

v



flight you invested in my intervention (sorry it didn’t work out!), and for bringing smiles
into my life whether from one foot away in Baker 14 or miles away. It’s your turn next!
Kevin Plamondon, thanks for your great pep talks, especially concerning life after
dissertation. You were needed proof that there really was such a thing.

Most importantly, a great big thank you to Mom, Dad, David, and my wonderful
grandparents! Thanks for all of your encouragement and see you in the Twin Cities! But

no, Dad, I have no idea what you should do about that aching knee... Love, Dr. Karen.



TABLE OF CONTENTS

LIST OF TABLES ...ttt et et e st st s st e st ena st ssasta st s s s e aenes xi

LIST OF FIGURES ..........oteeetecteeetetenteierteste st estestesaessesesessesaesse st e s sssessesaesasasensanee Xiv

INTRODUCTION .....cociiiiiuirieirneicniennenteieiensesessesseessessessessessessessessassessessassessesessessassas 1

The Need for Effective Training...........ccccceeveeieevierenieeienecieeieseseieeeecsecseesneeeseenne 2

TRANSFER OF TRAINING.......coooieiiiiinieinieieeetetsreeeste st sessestesessesaseestssessessessesessans 5

Conditions of Training Transfer ..........cccceeeeeeeereeieererneerreieereeceeeecee e e e e eesaenans 6

Research on Learning and Training in Transfer .........c.ccceecvvveveeveenenenceeennene. 6

Research on Relevance and Reinforcement in Training Transfer ..................... 7

Research on Motivation in Training Transfer..........cccccceveverveniiecceniinenreceieenne 8

EXPectancy thEOry.........ccoceirvierirnienierereenenie ettt ettt e e se e e saasnas 10

SElf-EffICACY ....eeoueererririeeieerceteeeer ettt et 12

LAMILALIONS ..c.oveeuireniiiirieeenrirnireiestieientestecseesessssessessssssessesssesseessessesssesssans 17

NEW DEVELOPMENTS IN MOTIVATION THEORY .......ccccocvvmminrnnineeccieetreens 19

SElf-REGUIALION .....cceeeueeiiieeeieieeeereteeeeee ettt ettt et e e e s seens 19

Goal HI€rarchies .........coeeueviiirieuiniinieinceceetcenctec ettt ees et sennene 21

Goal Importance and Motivation...........ccocueveeeneeiernenininsennincceeeeesesaesennes 22

Self-Concept and Personal Relevance.............ccceevueeieneeiieiieicienieeneeneniecsneennens 24

Self-Regulatory Failure and Training Transfer..........c.ccccoevevievenncnennccneenen. 26

Approach and Avoid MOtiVation ..........cccecuevieeteneeeeenreeceieenee et secereeie e ens 28

Approach and Avoid in Self-Regulation Theories...........cccvverenenenenienenncnne. 29

Positive and negative feedback 100ps .......ccceeeveeeeeeecierciciiecrececeeeeeee. 29

Approach and Avoid in Self-Discrepancy Theory.........cccccccevvervvinienveenreneennen. 30

Regulatory reference..........ccocieuernernreeneenuereeeneeeeeereene e 30

Regulatory fOCUS .....ocicvieiiiiiiice e 31

Regulatory antiCipation............ceceeeeveecerceniecenneeeeeseeiereetereeeeeeeee e 32

Approach and Avoid in Achievement Motivation Theory .............cccceveunennen. 32

Competence valence as a dimension of achievement goals....................... 33

Achievement NVITONMENL .........cccuevurruereeeecerensieneirientececsreseseeveeeeseenees 37

Goal stability and transfer............ccecvverrreieenenieicnieninteecececee e 38

Summary of Approach and Avoid Convergence...........ccccceeveeererieneenuencnneene 40

Implementation INtENtIONS .........coovuiriiiiiiiiiiiirtrteere et 40

SUMMATY ..ottt st st sae bt sae e st aessns 45
Current Applications of Advances in Motivational Theory

to a Prevalent Transfer Intervention ...........occoceeeevirvrinneinnnicneneneneecneenn. 47

Personal Higher-Order Goals in Action Planning ...........cc.coccooeivcnnininnennene 48

Approach and Avoid Goals in Action Planning ...........ccccceverereeverienceenenncn. 49

Implementation Goals in Action Planning............ccceeceriienienniininnnnvecinnennncnne 51

vi



CONCEPTUAL MODEL OF TRANSFER MOTIVATION........cccccecvertrerrrennireeeennnns 52

Effects of Transfer Behavior on Transfer Performance............c.ccoooeeevecveneenrnnnnene. 53
Effects of Transfer Motivation on Transfer Behavior ............cccccoveverecrereverennen.. S5
Transfer BEhavior .........ccoeoeeieiiniinierinrenentecte et ste e sse e e e s esesesens 55
SEIf-EffICACY ...cceruerrrrrrnirinerieirireetetsere e te e eaeste s sae s e seese s se s snenennen 56
Effects of the Mediating Motivational Mechanisms...............cccceeeeverevrereeuennns 57
Competence vValuation.............cccceveeeeienirrireenenenensereriereeresessesseseesaessenns 57
GOal VATIELY....ccvecuereerienenienteserseessessessteeseessasstesssessensessesssensessassaensensasnsens 58
Situational CUCING.........ccvueeerrierirreerrenrectere ettt sre s e aeeneeseenne 60
Effects of the Target Motivational Constructs.............ccceeueereereerveereereeverveenens 62
Perceived personal relevance...........cc.cocveevereeeesieneenienenienenstestenreeeesaeeseees 63
Self-regulatory fOCUS......cccovuiruriiterreeiiereecereecree et eesre s e s esaenne 64
Implementation intentions ............cccceceeieverreeniireenennneerenenenessensesseesssenns 65
Effects of the Transfer Intervention on Transfer Motivation..................ccceeueuue..... 67
Personal Higher-Order Goals..........ccccecuerenreinnienenniinenneeienieneneeneesessssesseenees 67
Approach Goals & Bounded Avoid Goals...........ccceceverurnreieeeneneneneecnnesereens 69
Implementation Goals.........c.occeeveesineniiiienienreeetesteeste et eee e re e 73
Mediating Relationships ..........cccceveviriirneniiniircneeerietcereeeeecenee st aas 75
Explaining the Impact of the Transfer Motivation Intervention
on Transfer Behavior .........c.ccccevviviiiiinieninierecneeseseesresese e seessesaessenns 76
Explaining the Impact of the Target Motivational Constructs
on Transfer Behavior ..........ccocioiiiiiinienneninnienecsssseceess et see e eaens 77
METHOD ...ttt sttt ettt e s te st et te s e e st st e st e s e s et aneasnaseesenensnassansansan 78
OVETVIEW ....untienieeerniereiieseeeestesetessneesstessesesesessasssesssesssesssesseessessssessesssassasssns 78
DESIZI ..ottt ettt e ettt ettt st n e sressesaas 79
CONLIO] BIOUPS .....eeviriiiieniiteeeeeeeeeteetee ettt ettt ae st st et e s e sneaas 79
Experimental Sroup.........cccocoueieeieininieieeeetetee ettt 79
Power Analysis & Participants ..........c.cccocceveininiiniiecinnienencnnnincenceeesrenene 80
Procedure and INtervention.........c..ccveecueerienienceenenneinieneetesteseeeeee e sessesseseessnes 81
Welcome, Informed Consent, and Introduction............cccceeeeeveevceeeeneerecnnen. 82
Pre-Training Motivation Measure............ccccvcueeeieeeriencrinisereriececieeecees e e eeneens 83
Negotiation Training and Practice ............ccoceeveriinirnrncninennnnccenceee e 83
Post-Training Learning and Motivation Measures ............cccceeevrerneevenneenncnneens 84
Transfer INtErVeNtion ...........c.ccocevienienienientenieeenenee et et eas 84
Standard action planning intervention .............ccccceceiiivieeniniienencnenneenne 84
Experimental transfer motivation intervention............c.cccceceeeeevcenennuennenne 85
Pre-Transfer Motivational MEasures ..........ccceeervuereereeneenenennienienennenneensensnens 86
Short in Vivo Application Period ............cccceeveriincinininininenenecceeeneenneee 86
Pre-Simulation Transfer Behavior Measures...........ccccecceveeeenenenensceneeneenene 87
Transfer SIMUIAtION .........cccieiiiiriiieeiriierteeeee et eee et e e sae e s enee e 87
POSt-Transfer MEASUIES .........c.cevercuervurriirieeerenntenieeniesesteneessessessessessessesssasnnens 88
Debriefing and Dismissal...........ccccoeviiriiniiinniiiniieicnrtee e see e 88
MEASUTES .....c.eeeieeniinieeeenieeeee et testteetee st esse st e s b e e st eeee st e st e et e asesasesaneennesnsaenanan 88
PHlOt TESHINE .....ueiueeeieiiiieeeie ettt estee e see e e eee et et et et e seesa et asaesssssaeseessasnsans 89

vii



Pre-Training Motivation Measure.............coceevreeeeevecreerereceesreeseenseesseessesssees 91

Motivation to learn negotiation............cecueveeererererreereesreereenreceeieeeecseesseesnes 91
Post-Training Learning and Motivation Measures .............ccccocueeerceneereesunnne. 93
LEAIMINE .....ceeiiiiinirereerteeeneeeistesaesseeseessessessaassassssssesssssessesssassessnessassaens 93
SElf-EffICACY ...ueeeererrereetietertestecteete ettt te e sae e et ne e sbessaesseesaens 93
Pre-Transfer Motivational Measures ...........c.ccooeeeeereneereecrenenceeiessesresssesseseenes 94
Perceived personal relevance.............cccocevveeriereereeneneeneeneeseeseseessesssesenns 94
Negotiation competence valuation............ccecceceeveeveeeerenrenenenresesneseessennens 94
Self-regulatory fOCUS........coeuieurerineiiriirii ettt et s e e nas 94
Implementation INteNtions ...........ccceeceeeeeeiieceeeiieeieceere e et ne 95

GOAl VAMELY ......coeereereeereirrerieeenienesseessessesseeseessessesseesessasnsesessesssessassanes 96
Pre-Simulation Transfer Behavior Measures...........ccccoceeveererrereerreseneecnessennenns 96
Independent negotiation skill USE.........cceeeererrreireererseesienieenrenreenreseeseensenns 96
Independent negotiation skill effectiveness..........ccccceeveevecienreceeieeciennnnn, 97
Transfer Simulation Measures ...........coccceererenerrinnieeseereessessressessessessssssessnenes 97
Transfer behavior (AttemMPts)........cccceeererrecerrerreerrrienersesessesreseessesaessessesenes 97
Transfer performance...........cccoceeeriieirnieneeccnsieeecceeereeee e eaene 97
POSt-Transfer MEASUIES ..........ccceeerreriiereeneenieieriteeeerieseesseestessesssensessessssssessenns 98
Situational CUCING.......c.ccovieveeicerirereeceectteceee e ecreeere e e steesssestesessesraennees 99
Perceptions of transfer goal accomplishment ..............ccccceveeriencieceecnnennen. 99
DemOGraphiCs ......c.ccceevtirrieireenirreetereeeeeeesreseestesaesssestessessnessessesssessesssanes 99
RESULTS ..ottt ettt ste sttt e e sae e sta et s s e s e et e stassessaansassaansessessssnsensasans 100
Data QUAlIty ......ccceeeiieeiiiiiinieiiiirec et stecse e rreesae st e e e e saeesae st e sae s r e st e saaas 100
MISSING ALA.....c.evreieeetreerereereereerteecsteee e esreessaesseeessaesssnessssesesesssnsesens 100

FaCtOr ANALYSES......coceeiirieiiieciirertrcteste et estestestes e st essessnestessesaeessesasssesssessnesanss 99
Factor Analyses along Motivational Paths .........cccccccceevueevernenvircrinniiecncenen. 101
Perceived personal relevance and competence valuation......................... 101
Self-regulatory focus and goal variety..........ccccceeveeveecirccrceecrerceeecnenne. 102
Implementation intentions and situational cueing............cc.cccceevervuecurnen. 104

Factor Analyses across Motivational Paths ............ccccoeveevniiciniinncninnnenncnne. 105
Target motivational CONSLIUCES.........cccerreeereecreerieeneineeneeseesseeseeseesseenne 105
Mediating motivational mechanisms............cccccveeeiieeeieevceineecienceenienns 107

Factor Analyses of Learning, Transfer Behavior, and Performance ............. 108
LEAMMINEG ...cuuiiiiieiieciecceeeetecce et see et e e raeeesre e s eaesssaeessanessssesssnessneessanaas 109
Personal life transfer behavior and performance............ccccoceeccrinuenncnnen. 109
Laboratory simulation transfer behavior and performance...................... 110

Rater EffectS.....couiiiiiiieiicieecteene ettt s sve e st s e st s e es e sans 110
DESCTIPLIVE StAtiISTICS. ..uveeeuieeieeiiieeiieeiieerteneeeirereseesssteeseeeseessnasssessssesssesssanens 111
Demographic characteristics........c.ceevirierriereieniennienieniececceesreeeee e 111
ConditiOn MEANS ......ccccviieuieiiieriieeeieenerrteeee st esseeesressseeseaesessesssstesneessseass 111
MOtivation to L€AIM........ccceeviiiiirrieieeictercee ettt 112

S = ICACY .oeeuveeeeecreeeee ettt s s e st a e s e snaas 113
HYPOthEsiS TESS ...ccvieieriiiieieiiieetecriseeee et et et e seeesresneesresressres st snessanesnas 114
Effects of Transfer Behavior on Transfer Performance.............cccccecvrcuvncnnen. 114
Effects of Transfer Motivation on Transfer Behavior ............cccceeevunnncnnce. 115

Vil



Effects of the Mediating Motivational Mechanisms

on Transfer BEhavior ..........ccccciciereeninniencnnnenneeneenenienseeneeseesesseessenes 115
Effects of the Target Motivational Constructs
on the Mediating Motivational Mechanisms...........cccccceecervervvecrennnn. 117
Perceived personal relevance...........ccoceeveveereiceiceeieseesiecrecresssenneens 117
Self-regulatory foCus.........cccivrnirvireneninnreneneserenreneesreseeneeeeseeseens 118
Implementation INtENtIONS ........ccecverrerveererreeseecreereesenseesesseeseesesseenns 118
Effects of the Transfer Intervention on Transfer Motivation.............c.ccceeueeue 119
Perceived personal relevance..........ocevueveeeeceenenseeneeseessessenssesseessenns 120
Self-regulatory fOCUS.........ccceerieerinirenereriectcereee et sa e 120
Implementation iNtENtiONS ........c.cceveeeeernirnerrcecenreerieesereeeeeseeseesenne 121
Tests Of MEdIation .........c.ccrveeeetererenterntineieneneeessecesesesessssesssessesnssssenene 122
Explaining the Impact of the Transfer Motivation Intervention
on Transfer Behavior ..........ccccoivviieicneneicncccercneeeenccnecnneae 122
Effects of experimental condition on transfer behavior..................... 123

Effects of the target motivational constructs on transfer behavior....123
Explaining the Impact of the Target Motivational Constructs

on Transfer Behavior .........cccccoorienicnnicerereencreeeecceeceneaene 124
Supplemental Analyses.........cocceeceiiiiiinenenirereec e 125
DISCUSSION ...ttt sttt see st e st e e st e ste st s e e saeste st s st et et eate st saesanenasnen 128
Key Findings and Contributions............ccccceceinerenieninnenennnencneereeseeseeeeeeseenens 129
Motivation to 1EaIM..........ccceiviiiiiirieeietetree ettt ettt e seeeeeas 129
SElf-EffICACY ....ceveeirietirieetecte ettt ee et se e e seessaessraessnessaessasssaassnens 130
Higher-order goals ..ot ee e 130
Approach and avoid oals...........cccceueeuririienceneriececcece et 132
Implementation INtENHIONS .........ccoveeiiiieireniieniereeteereeereeseeesreesaeeeeebeesanenns 133
Unexpected FINAINGES .......ccoeieviiiiiiiiieieeieeniticneeneessessseseesseesssseseessaasenssssasssssssesss 135
Different relationship in simulation versus personal life negotiations .......... 142
Lack of support for mediation paths.........cccccceeevirrninnennicennsinncnrcnecncnsccnee 146
Intervention as @ MOETAtON ..........ccceevirerceeneninircneeeerercetecse e ceaeaees 147
Lack of relationship between learning and transfer..............ccccovvvinuicncnnen. 149
Gender EfFECES ....cueeuiiieieeeectee ettt sttt se e e es 149
Directions for Future Research ...........ccoocoviioiniinrienirrincireeceecceceeeerccseenane 150
Effects of job responsibilities on perceived personal relevance..................... 151
Different motivational processes for different types of skills..............cccc..... 151
Applying advances in motivational theory to transfer research..................... 153
MEASUIEMENL.........cooiiiiiiniiniiieneiiitetee st ean s 153
Alternate MOAELS .......c.coeriiiiineniniiiecceestee e 154
LAMIEATIONS ..ottt et e e e et e st e sbesaeeaesabesasesnes 159
Laboratory SEtHINE .......cc.eveuiieiiiiieeeeeeiie ettt cee e e s sre s rsesaaenas 160
SElf-TAtINES ....ccuveeveeriiiitiiertertert et et eseesesee e s stesae st e s e snesnesasssssssassenns 160
Difficulty distinguishing transfer behavior from transfer performance......... 161
Undergraduate sample ..........ccccceveeirneniiinceninninntiiretetecntencneeeeeneenees 162
Negotiation traINiNg ........cccceeeeieriererierene e et et et et eereere s e e e st e sr e sesaees 163
CONCIUSION ...ttt sre s s rs s sasanens 164

X



REFERENCES ...ttt ettt ssesae st e sttt e st e st s e s esaane 165

APPENDIX A: POWET ANALYSES.....cc.cosueeirieeeeriinerstertenseeiseestessasseessessesseessessesssasssensens 188
APPENDIX B: Informed COonsent............ccccoveeuieiesinenenenierieseeenieneeseessesessesssessssessessens 190
APPENDIX C: Experiment Introduction Script.........cccecceeenieneerieseniensenneenienecceeseenneens 191
APPENDIX D: Negotiation Skills Training..........ccccceceeueeueruererrerererseeseeseeraeseesessassessasses 194
APPENDIX E: Negotiation Action Planning Guide (Control) .........cccccceevreervuecrercvecnenns 218
APPENDIX F: Negotiation Action Planning Guide (Experimental) ............ccccceeennnnee. 221
APPENDIX G: Negotiation Simulation Information.............cccceeveeriiiveenreineecrenieensneenne. 229
APPENDIX H: Negotiation Simulation SCIPt..........ccccecerevienenrerrernensenrerseesseeseesseeseenne 231
APPENDIX I: DEBIEfINg.......cuerveiriiiiiieiieneeinctcceeeeneeeriesteee e eeeseee e seesseeesessee 241
APPENDIX J: MEASUTES.......ccuimirtemenrieeinrentinetetenctssestesesesaesessestesessesesssssesesesssesensses 242
APPENDIX K: Measurement Pilot Procedure and Results...........c..cccccevceicenincncnnnne. 257
APPENDIX L: Factor ANALYSES .....c.cccceeeieierirenenienteeeeneeneestestesesseseeseestesessssseeesessees 266
APPENDIX M: Analysis Plan.......c..cocooiiiiiiiiiniieeeeieeneecccecnrccee e 273
APPENDIX N: Supplemental Analyses Results ........c.cccoecevnennnnnincnienecccncnnecennene. 278
TABLES ...ttt ettt ettt ettt e st be s 288
FIGURES ...ttt ettt ettt ea et et et st e st st et s ae st e saeee s emnemsensens 309



Table 1:

Table 2:

Table 3:

Table 4:

Table 5:

Table 6:

Table 7:

Table 8:

Table 9:

Table 10:

Table 11:

Table 12:

Table 13:

Table 14:

LIST OF TABLES

Higgins’ (1997) Conceptualization of Regulatory Reference and Regulatory

Summary of Elliot & McGregor (2001) Study 2 and Study 3 (Selected):
Relationships of Antecedents with the Four-Factor Model of Achievement
GOAIS ...ttt st sent et st esaaesaesaesessaa s e st e saesaeaesaesaesaesresaeennaraansen 36

Summary of Elliot & McGregor (2001) Study 2 and Study 3 (Selected):
Relationships of the Four-Factor Model of Achievement Goals with

CONSEQUEIICES.....ccoutrrirnininisrensuiesiessesatesssessssssssssssssssssssssassssssesassssassssssssssssssess 37
Stability of Achievement Goals over Time (Elliot & McGregor, 2001)......... 39
Descriptive Statistics and Correlations with Demographic Features for

Motivation and Outcome Variables............ccoveeeeevurrercnecsenrenesessesseeeesseneenne 288
Correlations among Motivation and Outcome Variables ..............cccecveunnene. 289

Regression Analysis: Effects of Transfer Attempts on Simulation
Performance ........cccocceeveeeeuenieneeereeieeereee e reeesee et eee e sseseeseenesesnennes 290

Regression Analysis: Effects of Transfer Attempt Variety on Simulation
PerfOrmance ...ttt e 290

Regression Analysis: Effects of Transfer Attempts on Transfer
Performance in Personal Life...........ccccooieoiieiiiciiiiiececeeceeeeece e 291

Regression Analysis: Effects of Transfer Attempt Variety on Transfer
Performance in Personal Life...........cccoccceioiiminniiiiiniiirececeeeceeeeeeeeeeene 291

Regression Analysis: Effects of Self-Efficacy on Frequency of Transfer
Behavior Attempts (Simulation)..........ccceeivveeverncvienieennieniesceeesreeseeseeeeeeeens 292

Regression Analysis: Effects of Self-Efficacy on Variety of Transfer
Behaviors Attempted (SImulation) ..........cceeeeeeveenreniieeiereieererieeeneesseesneeeesane 292

Regression Analysis: Effects of Self-Efficacy on Frequency of Transfer
Behavior Attempts (Personal Life) .........ccccocevrvinninniinenincciicccncnieeennen 293

Regression Analysis: Effects of Self-Efficacy on Variety of Transfer
Behaviors Attempted (Personal Life) ........ccccoceveevivinvininininicinniccicnnennnne, 293

xi



Table 15:

Table 16:

Table 17:

Table 18:

Table 19:

Table 20:

Table 21:

Table 22:

Table 23:

Table 24:

Table 25:

Table 26:

Table 27:

Table 28:

Table 29:

Regression Analysis: Effects of Self-Efficacy on Number of Negotiations

Reported (Personal Life).......cc.ccevuiieeeeiicnsieeneenenensineennscsensnnensssesessessessenes 294
Regression Analysis: Effects of Competence Valuation on Frequency of
Transfer Behavior Attempts (Simulation) ..........ccccceeeeeceeererneceereeneecrerseereenns 294
Regression Analysis: Effects of Competence Valuation on Variety of

Transfer Behaviors Attempted (Simulation)..........cccocceevveeveeevienseerseeeriensennen. 295
Regression Analysis: Effects of Competence Valuation on Frequency of
Transfer Behavior Attempts (Personal Life).........cccccceeeenienenrveniirencercnenncnne. 295
Regression Analysis: Effects of Competence Valuation on Variety of

Transfer Behaviors Attempted (Personal Life)..........cccccceeveeeeenveeneeceeeeennen. 296

Regression Analysis: Effects of Competence Valuation on Number of
Negotiations Reported (Personal Life) ........ccccceevirniecerninnnnenennnenenecnseenennes 296

Regression Analysis: Effects of Goal Variety on Frequency of Transfer
Behavior Attempts (Simulation)..........cccceeveeverveenreecrenireenenseeeseesesseeesessaeene 297

Regression Analysis: Effects of Goal Variety on Variety of Transfer
Behaviors Attempted (Simulation) ..........ccceeieeeiieenieeieeseeneeceeereeceesseeenens 297

Regression Analysis: Effects of Goal Variety on Frequency of Transfer
Behavior Attempts (Personal Life) .......cccocevieveeiiiiecireneniencenenecrcneeseeenne 298

Regression Analysis: Effects of Goal Variety on Variety of Transfer
Behaviors Attempted (Personal Life) .......ccccooceeeeieeviiiniinneinciiecieiceeeeeenee, 298

Regression Analysis: Effects of Goal Variety on Number of Negotiations
Reported (Personal Life).........ccccocceviirnieniineninniininniciininnicicnisiesicsesneeens 299

Regression Analysis: Effects of Situational Cueing on Frequency of
Transfer Behavior Attempts (Simulation) ..........cecceeveeeeineniensennnneennnnenne 299

Regression Analysis: Effects of Situational Cueing on Variety of
Transfer Behaviors Attempted (Simulation)..........ccecceeeeenienvienseniinecnniennenne 300

Regression Analysis: Effects of Situational Cueing on Frequency of
Transfer Behavior Attempts (Personal Life).......ccccocereeiniinviicneesnneeniennenne 300

Regression Analysis: Effects of Situational Cueing on Variety of
Transfer Behaviors Attempted (Personal Life)........ccccocevevvenveiinicciencninnnnane. 301

Xii



Ta

Tal

Tab

Tabl‘

Tabh



Table 30:

Table 31:

Table 32:

Table 33:

Table 34:

Table 35:

Table 36:

Table 37:

Table 38:

Table 39:

Table 40:

Table 41:

Table 42:

Regression Analysis: Effects of Situational Cueing on Number of
Negotiations Reported (Personal Life) ........cc.ccoevivcncnuinensunvcnrensicsecnncnncnne. 301

Regression Analysis: Effects of Perceived Personal Relevance on
Competence Valuation..........cccceeeierernieenreesensesneesnssessessssssesssesessessncssecsessenns 302

Regression Analysis: Effects of Self-Regulatory Focus on Goal Variety

(SIMUIAtION) ...oeieueeeriieeiiieeeerenrerereeecreerreeeeeesneesseseneessnassaesssnessnsessssreseasensenas 302
Regression Analysis: Effects of Self-Regulatory Focus on Goal Variety
(Personal Life) ......c.cocveeeiveeneiiiiicreeteeeneccernesneesaeeseeseesesesnesasssnesssesnsessesenens 303
Regression Analysis: Effects of Self-Regulatory Focus on Goal Variety
(ASSEItiVe SrateZIES) .....ccceeeererirrreererrrenrerseeeseesseeerensesesssessasessassesessesasssnsesaens 303
Regression Analysis: Effects of Implementation Intentions on Situational
CUBINE ...cueieneiereeeeereerrreereteeterssteesaeeseessseseseeessassssssssessnesesnessasaessesssssssstsasnses 304

Analysis of Covariance: Effects of Transfer Motivation Intervention on
Perceived Personal Relevance ...........ccoovereieecineirecenncnciiineeecnccnnncesceenneens 304

Analysis of Covariance: Effects of Transfer Motivation Intervention on

Self-Regulatory Focus (Approach-Mastery)...........ccoeecueeruerverncnienscnsecnnenne 305
Analysis of Covariance: Effects of Transfer Motivation Intervention on
Self-Regulatory Focus (Approach-Performance) ..........cc.ccoeecevevuevvicnucnncnnnns 305
Analysis of Covariance: Effects of Transfer Motivation Intervention on
Self-Regulatory FOcus (Avoid).......cocevuierienvnnieninnencneececiencecnnecresse e 306
Analysis of Covariance: Effects of Transfer Motivation Intervention on
Implementation INtENtioNS ..........cccceeeirieniiieneniiniitccc e 306
Summary of Significant Predictors for Transfer Behavior Varnables............ 307

Significant Empirical Relationships in the Laboratory vs. Personal Life
SOLLIMES. .. e eoveeueereeeeeeteeteertee e et e et et et et s ae bt esr st st sb e st e ar s b e b e sas s enbeens 143

Xiii



Figure 1:

Figure 2:

Figure 3:

Figure 4:

Figure §:
Figure 6:

Figure 7:

Figure 8:

LIST OF FIGURES

Conceptual model of the impact of the experimental transfer motivation
intervention on transfer motivation, transfer behavior, and transfer

PETEOIINANCE ......ccueereereeireieeireteteeteseseeaesaesaeseessessessessessessessessensessesensensnens 308
Expected moderating effect of learning on the relationship between

transfer behavior and transfer performance............c.cccecueveeeereerverennerecrennnenee, 54
Heuristic summary of key findings........cccccceeveeereeceneereereececeesreeeeeeeeeenaens 309
Effects of motivation to learn on approach-mastery self-regulatory

focus, bY CONAItION.......ccccieriiriireeriereceecreesreseesseessessesaecsesseesasssnsssenseensaens 310
Effects of motivation to learn on competence valuation, by condition ......... 311
Interrelationships of motivational CONStruCts............ccecueveecrereereenierecreeseeseennan 312

A promising model of the effects of motivation to learn, self-efficacy,
and competence valuation on the quantity of transfer behavior and
resulting performance qQUALIty ...........ccccveeereereeserseesenserseessessereeseeseesessseseeneenee 313

A promising model of the effects of motivation to learn, self-efficacy,

and approach-mastery self-regulatory focus on the variety of transfer
behavior attempted and the resulting performance quality............ccccccveeunnne 314

Xiv



INTRODUCTION

Training and learning are becoming more critical to organizational success than
ever before. Changes at every level of the organizational system (Katz & Kahn, 1978)
are pushing toward an increased need for employee learning and development (as well as
learning and development at the team and organizational levels). Globally, technological
advances are changing the tools and processes used both within organizations and in the
interface of organizations with consumers, and thus changing the competitive
environment in which organizations operate. Nationally, fundamental shifts in our
understanding of what it means for public-sector organizations to provide public goods
and services are causing further changes in organizational competition. At the
organizational level, hierarchical, management-heavy, function-based structures are
giving way to looser, more horizontal structures focused on self-directed, cross-functional
teams. The teams, too, are changing. Increasingly, teams are centered around specific
projects rather than membership, shifting both within and between projects to
accommodate current objectives and needs for expertise. At the center of it all,
individuals are increasingly seeing themselves as marketable service providers, pursuing
their career goals by trying to make themselves attractive to top organizations. Singly
and in combination, all of these forces are driving an increasing need for effective
employee training and development.

Despite the development and growth of training as a full-fledged professional and
scientific field, and the advances in training design and delivery, there continues to be a
sense that people often are not able to successfully apply what they learn in training to

their work. Researchers who have attempted to tackle this problem have developed



prescriptions for training design and for support features embedded into the work
environment, producing improvements in training transfer. However, murmurs in
organizations about the disappointing impact of training on job performance continue,
and researchers find that the constructs and processes implicated in training transfer
cannot tell the whole story about why people do not apply training to the extent desired.

More recent work on training transfer has turned to individual motivation as one
of the neglected influences on transfer. The two main perspectives on transfer motivation
have been applications of expectancy theory and self efficacy approaches. Expectancy
theory has contributed little to our understanding of transfer motivation. Self-efficacy
theory has led to some success, but has not led to a better understanding of how people
translate their self-efficacy beliefs into motivational processes and strategies that help
them transfer training successfully to their work. In addition, motivational theory has
progressed beyond expectancy constructs. Current advances in motivational theory, self-
regulation being at the forefront, center on goals and goal striving. These theories have
generated promising empirical results that have not yet been applied to training transfer.
This investigation focuses on mining current motivational theories for concepts that could
be used to advance our understanding of training transfer and our ability to improve
transfer.

The Need for Effective Training

Training is the primary organizational solution when there is a gap between
organizational needs and employee attitudes, knowledge, and skills. Thus, training plays
a vital role in improving and maintaining organizational productivity. However, training

is costly. Recent estimates of training expenditures in organizations suggest that



companies spend approximately $55 billion on training activities annually (Bassi &
VanBuren, 1999). If all of the time employees spend learning or teaching tasks,
processes, and perspectives that are not formally trained were included, the amount
would grow much larger. And if all of the time that is wasted in organizations on
inefficient processes, rework of goods and services, and desired but lost business
attributable to lack of attitudes, knowledge, and skills that are trainable could be
estimated, the amount that organizations should invest in training and development would
likely become still larger. The importance of its function and the high cost of training
development and delivery demand effectiveness. To be successful, training must deliver
on its promise to improve employee attitudes, knowledge, and skills in alignment with
organizational needs. Indeed, organizational leaders are increasingly concerned that
training investments justify themselves by creating improved organizational performance
(Martocchio & Baldwin, 1997).

Transfer of training is the key link between improvement in employee attitudes,
knowledge, and skill and improvement in organizational performance. Training transfer
involves the application of learned attitudes, knowledge, and skills to job performance
tasks, and the maintenance of this application over time. In terms of Kirkpatrick’s (1976;
1994) four-level model of training evaluation, transfer equates to behavior. No matter
how much attitude, knowledge, and skill improvement results from a training program,
there can be no hope of organizational improvement without application of learning to
the job. A recent meta-analysis (Colquitt, LePine, & Noe, 2000) supported transfer as a
complete mediator of the relationship between skill acquisition and job performance.

Noe and Schmitt (1986) also found that behavior change significantly affected



performance improvement, though in their study, behavior change was unrelated to
measures of learning. Transfer has been supported as the critical link between training
and job performance improvements.

The link between individual job performance and organizational performance,
particularly following training, has been more difficult to support empirically. Although
disappointing scientifically, the lack of evidence on this front is hardly surprising given
the complexity of identifying and measuring appropriate representations of both job
performance and organizational performance criteria (Austin & Villanova, 1992) and
adequately controlling for the many other factors (e.g., the state of the economy) that
contribute to organizational performance and are likely to moderate the relationship
between individual and organizational productivity (Campbell, 1988). Perhaps the
closest inference that can be drawn from empirical work results from MacDuffie’s (1995)
investigation of the effects of bundles of human resource practices on automotive
assembly plant productivity and quality. MacDuffie found that plants providing
extensive training (among other human resource and manufacturing practices)
consistently outperformed plants using more traditional practices (including less initial
and ongoing training for employees). Similarly, Terpstra and Rozell (1993) found that
the extent to which organizations used five employee selection practices was positively
related to both annual profit and profit growth across a range of industries. Presumably,
this positive relationship may have been due at least in part to the contributions that
selected individuals were able to make to the organizations through their individual job
performance. The results of both of these studies must be interpreted with caution, since

they were cross-sectional and correlational in nature, and since neither of them explicitly



examined individual job performance. However, they provide support for the idea that
individual performance contributes to organizational performance, and that training
interventions that successfully improve individual job performance can lead to improved
organizational performance.

In the absence of solid evidence, we must trust that to the extent that job
performance ratings may include both subjective components that are linked to the
organization’s goals, and in some cases objective measures of work output, individual job
performance does ultimately influence organizational performance. Thus, training that
can improve individual performance ought to lead to improvements in organizational
performance as well. Because improvements in individual performance as a result of
training depend completely on successful application of learned attitudes, knowledge, and
skills to the job, it is essential that we understand how to achieve successful transfer. The
purpose of the current study is to further our understanding of how individuals
successfully transfer new attitudes, knowledge, and skills to their work.

Transfer of Training

Clearly, training is important, and because training is important, transfer is
critical. A variety of learning outcomes can result from training, including affective
attitudes and motivation, knowledge, and skills (Kraiger, Ford, & Salas, 1993).

However, without subsequent application to the job, this learning is useless. Training
transfer involves the application of trained attitudes, knowledge, and skills to job
performance tasks, and the maintenance of this application over time.

Training researchers have not been ignorant of our need to understand transfer.

According to a review of transfer research by Baldwin and Ford (1988), investigators



have been studying transfer since 1901, although transfer studies were few and far
between until a surge of activity in the 1950s, followed by a decade-long lull, and then
another bout of activity from the 1970s into the present (Ford & Weissbein, 1997). All of
this research activity and the accompanying, though limited, theoretical activity has led to
advances in our understanding of how training design, trainee characteristics, and
characteristics of the organizational environment influence transfer. However, we still
have much to learn about transfer (Baldwin & Ford, 1988; Ford & Weissbein, 1997,
Salas & Cannon-Bowers, 2001). In particular, we need to improve our understanding of
the role individual learners play in creating transfer, and the motivational influences and
processes that enhance or attenuate transfer success.
Conditions of Training Transfer

For decades, training researchers and practitioners have cited three fundamental
conditions necessary for transfer of training to occur: training must be designed well so
that trainees learn the content; the new knowledge, skills, and attitudes must be relevant
to the job and positively reinforced; and trainees must be motivated to apply the content
to their jobs (Baldwin & Ford, 1988; Byham, Adams, & Kiggins, 1976; Mosel, 1957,
Noe, 1999). Research in the first two areas has flourished; research on the effects of
individual motivation on transfer has lagged.
Research on Leamning and Training Transfer

With respect to trainee learning, there have been improvements in theory and
practice regarding how to design training programs to maximize learning. Drawing from
cognitive and instructional psychology theories, training transfer researchers have found

support for the impact of training design characteristics such as stimulus variability



(Baldwin, 1992), identical elements (Duncan & Underwood, 1953; Gick & Holyoak,
1987; Underwood, 1951), general principles (Crannell, 1956; Goldbeck, Bernstein, /
Hillix, & Marx, 1957), whole versus part practice (Briggs & Naylor, 1962; Naylor & v
Briggs, 1963), massed versus spaced practice (Digman, 1959), overlearning (Atwater,
1953; Gagne & Foster, 1949; Mandler, 1954), and training with problems at various
completion levels (Paas, 1992).

Aside from training design, researchers have also found that cognitive ability has e
a significant positive impact on training transfer (Gordon & Kleiman, 1976; Neel &
Dunn, 1960; Tubiana & Shakhar, 1982), particularly when ability is conceptualized as
performance on a training sample (Downs, 1970; Gordon, 1955; Gordon & Cohen, 1973;
Gordon & Kleiman, 1976; McGehee, 1948). Higher cognitive ability leads to better
learning, and eventually to better transfer. However, an important conclusion from
research on learning and transfer is that training design and ability do not tell the whole
story about trainee learning, and learning does not tell the whole story about transfer
(Alliger, Tannenbaum, Bennett, Traver, & Shotland, 1997). We cannot understand and
maximize learning and transfer based on training design and trainee ability alone.
Research on Relevance and Reinforcement in Training Transfer

Focus on training relevance has led to advances in how to systematically conduct
needs assessments to produce training that is directly connected to the attitudes,
knowledge, skills, and abilities required for job performance (Goldstein, 1986; McGehee
& Thayer, 1961; Ostroff & Ford, 1989). Emphasis on the importance of the transfer

climate (Hand, Richards, & Slocum, 1973; Rouiller & Goldstein, 1993; Tracey,

Tannenbaum, & Kavanagh, 1995) and supervisory support (Bates, 2000; Brinkerhoff &



Montesino, 1995; Fleischman, 1953; Huczynski & Lewis, 1980) has led researchers to

stress the importance of not only general aspects of the transfer environment, but also
specific elements such as opportumwm skills (Ford, Quifiones, Sego, & o
Sorra, 1992; Quifiones, Ford, Sego, & Smith, 1996). Facteau, Dobbins, Russell, Ladd, &
Kudisch (1995) argued that it is important to view environmental favorability for transfer

as a multidimensional construct, including both task and social support from various

sources (i.e., top management, supervisor, peer, and subordinate). Recent efforts have

even begun to manipulate work environment characteristics such as supervisor supportto
\_”_._—

further test the impact on transfer (Smith-Jentsch, Salas, & Brannick, 2001).

Research on the connection between the work environment and transfer of
training has led to the conclusion that training must be relevant to organizational goals
and supported in the work environment in order to produce successful transfer. However,
these factors also fail to tell the whole story about training transfer. Despite training
relevance and supervisory support for transfer, there continues to be unexplained
individual variability in transfer success.

Research on Motivation in Training Transfer

In contrast to the attention focused on trainee learning and training relevance and
reinforcement, research attention to trainee motivation (the third condition for transfer)
has been limited. Only in the past decade have researchers begun to systematically
examine the role of this third contributor to transfer, although it has been discussed in
passing since the 1950s. Motivation is a force directing behavior; it includes direction,
intensity, and persistence as dimensions of this force (Kanfer, 1991). Direction describes

the specific behaviors to which effort is invested. Intensity describes the amount of effort



invested in a particular behavior. Persistence describes the continuation of this effort
over time. Training transfer, the application of trained knowledge, skills, and attitudes to
problems and tasks on the job, clearly involves motivation. The person must specifically
direct effort toward applying learning to a particular job situation, and must invest a great
enough intensity of effort and persist over a long enough period of time to accomplish the
application. Moreover, in order to achieve successful transfer, the person must do all of
this not just once but many times, in varying job situations, and most likely in the face of
some degree of failure. Despite the trainee’s central role in actually doing transfer,
however, and the increasing expectation in organizations for people to be more proactive
in obtaining new skills (e.g., 360° feedback systems, career development programs), we
know very little about individual motivational characteristics or strategies that affect
training transfer. When Baldwin and Ford reviewed the transfer literature in 1988, they |

concluded that research on motivational effects on transfer outcomes was not only “quite
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limited” (p. 68), but also characterized by a “lack of a systematic approach . . . [resulting]
in minimal improvements in our understanding of the transfer process” (p. 82).

More recently, Ford and Weissbein (1997) concluded that progress is being made <
in our understanding of motivational factors involved in training transfer. Some
theoretical models of motivation have begun to be enlisted to explain training transfer,
and more sophisticated conceptual frameworks are being used to organize the
motivational constructs being investigated. Salas and Cannon-Bowers (2001) agreed that
researchers are beginning to investigate training motivation in a more synthesized and
integrated way, rather than through the piecemeal and imprecise studies representing

training motivation research thus far. Expectancy theory (Vroom, 1964) and self-efficacy



(Bandura, 1977) have been two dominant influences on training transfer research from
the motivational literature. This section reviews the contributions of these perspectives to
our understanding of the influence of motivation on training transfer.

Expectancy theory. Expectancy theory (Vroom, 1964) describes motivation in
terms of attempts to achieve desired outcomes. The basic notion of expectancy theory is
that people direct, calibrate, and sustain their effort in behaviors that they believe will
most likely lead to desired outcomes. There are three central beliefs involved in
expectancy theory: expectancy, instrumentality, and valence. Applied to training
transfer, these capture (respectively): the trainee’s belief about the extent to which effort
invested in applying trained knowledge, skills, or attitudes will lead to improvements in
performance; the trainee’s belief about the extent to which the resulting performance
improvements are likely to lead to more distant desired outcomes (e.g., promotion); and
the trainee’s subjective evaluation of the attractiveness of the more distant outcomes. In
general, expectancy theory would predict greater transfer motivation when people believe
their efforts to apply trained knowledge, skills, or attitudes will lead to performance
improvements that will in turn lead to highly desired outcomes.

Expectancy theory has served as a framework for several investigations of the role
of motivation in training transfer. Facteau, Dobbins, Russell, Ladd, & Kudisch (1995)
used an expectancy theory foundation to investigate pretraining motivation. Although
they did not discuss a theoretical framework for their study, they focused on antecedents
of pretraining motivation that are in line with an expectancy theory view of motivation
(e.g., perceived training reputation, training incentives, career exploration and planning,

and organizational commitment). Further, their explanations of hypothesized

10



relationships focus on the trainees’ interest in outcomes that might result from training
and beliefs about whether training will help them achieve those outcomes. Facteau et al.
found that general pretraining motivation was positively related to perceived transfer of
skills from a public sector management training program.

Mathieu, Tannenbaum, and Salas (1992) explicitly used an expectancy theory
perspective in their investigation of training motivation. They found that none of the
antecedents they hypothesized based on the theory (career planning, job involvement,
assignment to training, situational constraints) were significantly related to training
motivation for a particular training program. However, they did find that their
expectancy theory based construal of training motivation had a significant positive
impact on reactions to training. In addition, training motivation was positively related to
learning, especially for people who had positive reactions to the training (i.e., reactions
moderated the relationship between training motivation and learning). Mathieu,
Tannenbaum, and Salas did not directly assess training transfer, but they did measure
performance on a work sample, and found that performance was positively predicted by
learning. Thus, they found partial, but limited, support for an expectancy theory based
notion of training motivation. They concluded by calling for alternate conceptions of
training motivation based on other theories.

As a final example, Noe and Schmitt (1986) used an expectancy theory
framework to investigate motivation to learn and motivation to transfer. However, they
found little support for their operationalizations of motivation based on this theory. Their
analyses suggested that post-training motivation to transfer should be dropped entirely

from their hypothesized model, and pretraining motivation was retained but not
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significantly related to any of the hypothesized antecedents or to learning. In their study,
examining motivation to learn and motivation to transfer from an expectancy theory
perspective did not contribute much to our understanding of training motivation, transfer,
or individual job performance.

Research based on an expectancy theory framework has provided some insight
into the connection between motivation and transfer, and has highlighted the importance
of the outcomes available in work roles. This research has led to recommendations for
interventions that influence trainees’ beliefs about the relationship between their effort to
use trained knowledge, skills, and attitudes and their job performance; highlight the
potential benefits of using trained knowledge, skills, and attitudes; and emphasize
connections between training and organizational rewards such as pay increases or
promotions. However, the expectancy theory view of transfer motivation has produced
disappointing empirical results. Mathieu and Martineau (1997) proposed that expectancy
theory notions of training motivation are better suited for predicting individual choices
among training alternatives than for providing information about individual motivation
within a training program. Expectancy theory provides little guidance to help us
understand the processes involved in the direction, intensity, and persistence of behavior
devoted to training transfer, or the motivational strategies engaged to prompt and sustain
that attention.

Self-efficacy. Self-efficacy (Bandura, 1977) is at the center of social learning
theory’s argument that anticipation of future outcomes determines the motivational
direction, intensity, and persistence of behavior. Self-efficacy is a person’s subjective

judgment of whether he or she can successfully perform the behaviors believed to be
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required to achieve a particular outcome. Applied to training transfer, self-efficacy
describes the person’s judgment of whether he or she can reap the benefits of the trained
knowledge, skills, or attitudes by successfully applying them on the job. Social learning
theory would predict that greater self-efficacy will lead to greater motivation to transfer
training to the job.

Research on the role of self-efficacy in training has provided fairly conclusive
evidence that greater self-efficacy leads to greater learning and performance, and this
construct continues to attract research attention to untangle these relationships more
precisely (Mathieu & Martineau, 1997; Salas & Cannon-Bowers, 2001). Marilyn Gist
and her colleagues have provided an accumulation of evidence, in both laboratory and
field settings. In general, these studies have found that self-efficacy plays a significant
positive role in learning and transfer processes. Gist, Schwoerer, and Rosen (1989) found
that specific self-efficacy (i.e., self-efficacy regarding particular training content) had a
positive relationship with learning how to use a computer software package, even when
factors such as education and experience were controlled. In addition, they found that
training method can impact development of self-efficacy during training, especially when
pretraining self-efficacy is low. In a study comparing two methods for training
innovative problem-solving, Gist (1989) again found that training method impacted self-
efficacy for being able to achieve various levels of performance. A training method
using cognitive modeling with practice and reinforcement led to higher self-efficacy than
training with lecture and practice alone, even after controlling for pretraining self-
efficacy levels. The cognitive modeling method also led to better performance. Self-

efficacy was not evaluated as a mediator of the relationship between training method and
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performance, so conclusions cannot be drawn about whether self-efficacy was
responsible for the improved performance.

Gist, Stevens, and Bavetta (1991) found that post-training self-efficacy was
positively related to performance of negotiation skills both immediately and seven weeks
after training. Most recently, Stevens and Gist (1997) found that post-training self-
efficacy was significantly related to performance seven weeks after training only in a
condition that received a performance-oriented (i.e., focused on using goal setting to
achieve the best negotiation outcomes) post-training intervention. Self-efficacy was
unrelated to performance in the condition receiving a mastery-oriented intervention (i.e.,
focused on behavioral modeling to achieve skill improvement). In addition, Stevens and
Gist (1997) examined the influences of post-training self-efficacy on trainee cognitions.
They found that in the performance-oriented intervention group, higher self-efficacy led
to reduced cognitive withdrawal, greater use of analytic strategies, and reduced worry
during the delayed performance negotiation task. In the mastery-oriented intervention
group, higher self-efficacy was paradoxically related to greater cognitive withdrawal, was
unrelated to use of analytic strategies, and was related to reduced worry during the
delayed performance negotiation task (as it was in the performance-oriented group).

This research highlights the complexity of the relationship between self-efficacy and
performance depending on whether learning or performance is emphasized in the training
program. The Stevens and Gist study also represents a noteworthy attempt to connect
self-efficacy to the trainees’ cognitive processes.

Other researchers have also expanded our understanding of the role of self-

efficacy in training transfer. In one laboratory study, self-efficacy was considered as an
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antecedent of motivation to learn (Quifiones, 1995). Pretraining self-efficacy was
positively related to a self-report scale of motivation to learn the material presented in the
particular training program tested. Motivation to learn in turn positively affected learning
and behavior use following training, though not performance quality nor quantity. Self-
efficacy has also been found to be related to opportunity to perform trained skills (Ford,
Quiiiones, Sego, & Sorra, 1992). Higher levels of self-efficacy were related to increases
in two of the three dimensions of opportunity to perform; four months after training,
individuals with higher self-efficacy performed more tasks (breadth) and more complex
and difficult tasks (task type) than trainees with lower self-efficacy. Self-efficacy was
not related to the frequency of performance of trained skills (activity level).

Ford, Smith, Weissbein, Gully, and Salas (1998) found that self-efficacy at the
end of training was related to performance on the experimental transfer task (a radar
operations simulation). Further, this relationship was evident even after the level of
knowledge and skill gained in training was controlled. Self-efficacy was also positively
related to metacognitive activity (choice of practice scenarios, self-monitoring of
learning, and self-evaluation of progress) and choice to practice the most difficult
available scenario, which participants knew was most similar to the transfer task, and was
found to mediate the negative relationship between performance goal orientation and
transfer performance. Thus, self-efficacy was supported as an important motivational
learning outcome that influenced transfer performance. Similar to Quinones’ (1995)
study described above, self-efficacy was not related to activity level, or the frequency

with which participants practiced an important task strategy during the practice exercises.
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Other researchers have examined the development of self-efficacy during training,
although they have focused on knowledge and skill acquisition rather than transfer.
Mathieu, Martineau, and Tannenbaum (1993) proposed a model that described self-
efficacy development during training. They found that self-efficacy was partly stable and
partly malleable over the course of the training program (a college bowling course), and
that self-efficacy assessed midway through the program predicted subsequent
performance improvement. Specifically, achievement motivation and choice to
participate in the training were positively related to self-efficacy development.
Individual-level constraints (i.e., competing demands that would reduce practice time)
had a negative impact on self-efficacy. Self-efficacy midway through the training course
contributed to performance at the end of the bowling course over and above self-efficacy
assessed prior to training and initial performance.

Martocchio (1994) tested the effects of influencing trainees’ self-efficacy beliefs
by manipulating their beliefs that skills taught in a training program were fixed (entity)
versus acquirable (incremental). He found that he was able to affect self-efficacy beliefs
as expected. People who received training emphasizing that they could acquire the skills
being trained exited the training with higher self-efficacy than they had entered with,
whereas trainees who were led to believe that they should already possess the skills
needed to succeed and that hard work would not pay off exited the training with lower
self-efficacy than they had entered with (the two groups did not differ in pretraining self-
efficacy). Self-efficacy, in turn, was positively related to acquisition of declarative

knowledge. No measure of transfer was assessed in this study.
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Similarly, Martocchio and Webster (1992) found that positive versus negative
feedback influenced development of self-efficacy specific to a software training program.
For trainees receiving negative feedback, self-efficacy beliefs lowered during the course
of the training, even though the negative feedback was not based on their true learning or
performance level. In contrast, self-efficacy beliefs of trainees receiving positive
feedback increased. Self-efficacy beliefs were also related to attributions for negative
(but not positive) feedback; people with low self-efficacy made internal attributions for
their poor performance, while those with high self-efficacy made external attributions.
Post-training self-efficacy was also related to performance on the knowledge acquisition
test.

In conclusion, research on self-efficacy in training and transfer has provided
evidence for the importance of the individual’s self-efficacy beliefs before, during, and
following training. In addition, this research provides guidance regarding interventions
that can be used to increase self-efficacy in training. However, research focusing on a
self-efficacy model of motivation in training so far has not provided many leads
regarding how people translate their self-efficacy beliefs into processes and strategies that
help them to direct, calibrate, and persist in applying trained knowledge, skills, and
attitudes to their job successfully.

Limitations. The research that has been done on the role of motivation in training
transfer has primarily focused on expectancy theory (Vroom, 1964) and self-efficacy
(Bandura, 1977). In addition, research has predominantly viewed motivation as a force
that is present prior to training (motivation to learn) and presumably stable, influencing

transfer primarily through its influence on learning. Moreover, the person who is actually
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doing the work of transfer has been viewed as remarkably passive, at the mercy of
motivational determinants such as information available in the environment to form the
basis for expectancy beliefs, the framing of the training, or the type of feedback available.
Campbell (1988) argued that individual variables such as trainees’ goals, their self-
regulatory behavior, and their self-efficacy before, during, and after training could impact
the ultimate effectiveness of a training program, encouraging a better understanding of
individual-level processes involved in training. Uncovering the motivational processes
involved in training transfer promises to give us a better understanding of why training
works or does not work, the question training reviewers have continued to pose to
researchers (Ford & Weissbein, 1997; Salas & Cannon-Bowers, 2001).

To understand how successful transfer occurs, we must deepen our understanding
of the role motivational processes play in the transfer process, and especially the ways in
which people engage those motivational processes. Successful transfer can result only
when people choose to attempt transfer of trained knowledge, skills, or attitudes to their
job, and bolster that choice with enough effort maintained long enough to result in
successful application. We have begun to tap into people’s general sense of being
motivated and willing to exert effort, but to further our understanding, we need to
examine in more detail the motivational processes operating within the transfer process
itself. We need to deepen our understanding of how and under what conditions people
initiate transfer behaviors. Once the choice to attempt transfer is made, we need to
deepen our understanding of the motivational processes involved in allocating adequate
effort and persistence to the transfer attempt to make it a transfer success. Research

based on expectancy and self-efficacy notions of motivation provide useful information
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regarding how to arouse and increase motivation to transfer. However, studies applying
expectancy and self-efficacy constructs provide little evidence about the processes
through which motivation operates and the strategies motivated people use to create
successful transfer. The purpose of this study is to deepen our understanding of the
individual motivational processes involved in training transfer.
New Developl;lents in Motivation Theory

Training researchers have achieved significant advances by turning to cognitive
theory for expertise on cognitive components of learning (e.g., memory, information
cueing and retrieval; Cannon-Bowers, Tannenbaum, Salas, & Converse, 1991; Howell &
Cooke, 1989; Lord & Maher, 1991), as well as by applying cognitive constructs and
theory to the entire instructional systems model of training (Coovert & Craiger, 1997,
Ford & Kraiger, 1995; Goldsmith & Kraiger, 1997; Rogers, Maurer, Salas, & Fisk,
1997). However, there is still much potential in motivational perspectives and theories
developed more recently than the much-relied-on expectancy theory and self-efficacy
frameworks. Training researchers have remained seemingly oblivious to these advances
(as have organizational researchers in general; e.g., see a recent review by Ambrose &
Kulik, 1999, which focuses predominantly on seven traditional motivational theories and
conspicuously omits new theoretical work from the section on “emerging areas.”).
Self-Regulation

A key emerging area in motivational theory over the past 25 years is self-
regulation. Replacing pure behavioral or cognitive models, self-regulation theories have
come to be the dominant fundamental frameworks for understanding human behavior.

Self-regulation theories attempt to integrate cognitive, motivational, social, and
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behavioral perspectives on human behavior, and have been used to explain a wide range
of phenomena and contexts, including: our sense of self and personal agency
(Zimmerman, 2000), goal commitment and choice of goal strategies (Shah & Kruglanski,
2000), personality (Matthews, Schwean, Campbell, Saklofske, & Mohamed, 2000),
societal influence on behavior (Jackson, Mackenzie, & Hobfoll, 2000), health behaviors
and coping with illness (Brownlee, Leventhal, & Leventhal, 2000; Maes & Gebhardt,
2000), and learning (Boekaerts & Niemivirta, 2000; Rheinberg, Vollmeyer, & Rollett,
2000). At their core, the self-regulation theories have in common a focus on explaining
why and how people direct our behavior toward particular ends. The basic self-
regulatory process is a cybernetic control loop, in which some indicator of current
performance resulting from behavior is compared against a goal, and behavioral
adjustments are made to reduce the discrepancy between performance and the goal (e.g.,
Carver & Scheier, 2000). With respect to transfer motivation, the key question is how
can self-regulation theories help us understand why and how people might successfully
direct behavior toward using the skills they learn in training in their work.

It is beyond the scope of this investigation to provide a complete treatment of the
numerous and diverse self-regulation theories currently being researched (consult
Boekaerts, Pintrich, & Zeidner, 2000 for an overview of these developments) or all of the
potential ramifications self-regulation might have for training transfer. Instead, I will
focus on three components of self-regulation theory that appear to be especially
promising for improving transfer motivation by influencing the intensity, direction, and
persistence with which people choose to apply effort to transferring trained skills. The

three concepts all involve goals as a critical mechanism for understanding motivation.
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Specifically, they include goal hierarchies, goal valence, and implementation intentions.
These self-regulation concepts have been only somewhat integrated into training transfer
research in the past. In this section, I will review theoretical and empirical developments
in each of these areas and discuss the extent to which each concept has been incorporated
into training transfer theory and research thus far. In the next section, I present a model
of transfer motivation that builds on and extends these connections.

Goal Hierarchies

The first concept from self-regulation theory that could be applied to
understanding and improving transfer motivation involves goal hierarchies. A critical
assumption in self regulation theories is that human behavior is purposeful. People do
things in order to achieve a goal, even if they are not consciously aware of what the goal
is or even if the goal is trivial. Applied to training transfer, this assumption implies that if
people are going to apply trained skills to their work, they need to have some sort of goal
relevant to that application. The new skills must be seen as useful for achieving a goal
the individual currently holds, or a new goal must be created to motivate the person to
use the new behaviors.

Goal hierarchies describe the relative degree of abstractness of various goals.
Powers (1973) argued that feedback loops are hierarchically arranged such that high-level
loops provide goals or standards to the loops just below them, providing increasing
specificity for discrepancy detection and reduction at each lower level. Similarly,
Vallacher and Wegner’s (1987; 1989) action identification theory posits that any given
behavior can be identified, or described, at a variety of hierarchical levels ranging from

abstract representations to specific motor descriptions (e.g., when using a particular
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negotiation strategy, a person might claim to be “standing up for my personal rights,”

9 ¢

“being assertive,” “trying to get my money back,” “applying the ‘broken record’
technique,” “repeating myself over and over again,” or “using my vocal chords.”) A
seemingly infinite set of descriptions can be offered for any particular behavior, but the
descriptions reflect very different purposes or goals for engaging in the behavior.
Higher-level action identifications describe why the behavior is being enacted; lower-
level action identifications describe how the behavior is being performed. Similarly,
Carver and Scheier (1998) distinguish “be” goals, which describe abstract qualities we
would like to have, from “do” goals, which describe the concrete strategies and behaviors
we engage to reflect those qualities. Higher-order goals provide purpose and give form
and meaning to lower-order goals, which serve as measurable targets.
Goal Importance and Motivation

Connecting the concept of a goal hierarchy to motivation, Carver and Scheier
(1998) point out that goal importance differs as a function of a goal’s location within a
person’s hierarchy and connections to other goals in the hierarchy. Higher-order goals,
which are fundamental to a person’s sense of self, have high importance. However, these
abstract goals are not held at a level that is useful for directly guiding behavior—a goal to
stand up for personal rights can be achieved in any number of ways, only one example of
which is being assertive, and being assertive can be achieved in many ways. Although by
definition lower-order goals have less importance than higher-order goals, these
strategies are vital to the accomplishment of higher-order goals. Their importance

relative to competing lower-order goals varies as a result of their connections to the

higher-order goals in two ways. First, lower-order goals that are perceived as directly
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contributing to the achievement of an important high-level goal have greater importance
than those that are not perceived to directly contribute to accomplishment of an important
high-level goal. Second, lower-order goals that are perceived to contribute to the
accomplishment of more than one higher-order goal are granted more importance than
those that are connected to fewer important high-level goals.

Goal importance is relevant to motivation in two ways. First, goal importance
influences the choices we make about which goals to invest effort to pursuing at any
given moment. We are more likely to pursue lower-level goals that are aligned with one
or more important higher-order goals (Maes & Gebhardt, 2000). This could be thought
of as influencing the intensity with which we pursue particular goals—we are likely to
invest more effort, and thus more behavior, toward goals that are more important to us.
Second, goal importance influences our willingness to persist in our efforts to attain a
goal. Goals that are higher in our goal hierarchy, and goals that have more importance to
us because of their association with one or more higher-order goals, are more difficult to
disengage from than goals with less importance. When goals are central to our self-
concepts, we cannot disengage from them, ignore them, or tolerate large discrepancies
between the goals and our present states without reorganizing our value systems, which is
not an impossible option, but is generally less palatable than continuing to persist toward
the goal (Greenwald, 1980; McIntosh & Martin, 1992; Millar, Tesser, & Millar, 1988).
Carver and Scheier (1998) argue that when goals are very important to us, we will persist
longer in trying to achieve them, even when we have doubts about our ability to reach the

goal (i.e., low self-efficacy). Thus, because goals that are higher in our goal hierarchy or
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are perceived to be firmly connected to higher-order goals have greater importance for us,
we are more likely to both engage in goal pursuit and persist in goal pursuit.
Self-Concept and Personal Relevance

Research beyond the realm of self-regulation theories also support the notion that
self-concept and relevance to personal goals enhance motivation as well as having other
effects such as coloring the way we perceive the world around us. Shamir (1991) argued
that work motivation theories had been limited by their lack of attention to self-concept
as a central motivating force in human behavior. Researchers have found that
congruence or alignment between personal (higher-order) goals and program or
organizational (higher-order) goals is significantly related to exercise behaviors over time
(Duda & Tappe, 1988) and to job enjoyment (Connelly, 1985). With respect to training
transfer, goal congruence would mean that the person would be able to link behaviors
learned in training based on the organization’s goals to his or her personal higher-order
goals, and thus would be expected to be more motivated to use the trained skills.

Others have demonstrated that relevance to our personal goals increases: our
interest in feedback related to that goal (Trope & Pomerantz, 1998); our perceptions of
the seriousness and personal importance of events, and our affective reactions and self-
regulatory responses to those events (Lavallee & Campbell, 1995); our interpretations of
and responses to training messages and life situations (Freeman, Hennessy, & Marzullo,
2001; Sanderson & Cantor, 1995). In addition, there are links between connections of
information to our self-concepts (personal relevance) and memory. We have better
memory for information we have linked to ourselves than for information we link to less

familiar people, for whom we have less well-differentiated memory structures (Bower &
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Gilligan, 1979). In addition, increased importance resulting from personal relevance can
lead to heightened accessibility of attitudes (Bizer & Krosnick, 2001). In fact, evidence
from brain injury case studies, split-visual-field research, and positron emission
tomography suggests that specialized areas of the brain are active in establishing,
maintaining, and processing personally relevant information, and that injury to these
areas disrupts and distorts recognition and memory for this information (Maguire &
Mummery, 1999; Ohnesorge & VanLancker, 2001; VanLancker, 1991). This basic level
of attention and memory for things we perceive as relevant to our selves and our personal
goals suggest that personal relevance could have a positive impact on training transfer
motivation if training skills could be linked to personal goals and self-concepts of
trainees.

Beyond attention and memory, personal relevance has also been found to be
connected to: greater stability of opinions and lower receptivity to superficial elements of
persuasive communication (Petty & Cacioppo, 1984; Petty, Cacioppo, & Goldman, 1981;
Taylor, 1983), harsher interpersonal impressions (Tesser & Campbell, 1982), more
accurate information processing (Sanbonmatsu, Shavitt, & Sherman, 1991), deeper and
more independent decision-making (Allison, Worth, & King, 1990; Trost & Kenrick,
1994), more systematic processing of risk information (Rothman & Schwarz, 1998),
increased information seeking about particular topics (Jemmott, Ditto, & Croyle, 1986),
and a stronger relationship between emotional reactions and behavioral intentions (Darley
& Lim, 1992). These connections suggest that personal relevance has many implications
for how deeply we process information and how we evaluate behaviors. Applied to

training transfer motivation, greater personal relevance may make us more likely to
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persist in training-related attitudes and behaviors; judge our transfer attempts to a higher
standard than skills we did not find to be particularly relevant or important, motivating
discrepancy reduction; think more deeply, carefully, and systematically about ways to use
our skills; and feel more emotionally invested in using the skills.

Several of the relationships described above resulted from manipulations of
personal relevance. In both organizational and educational fields, personal relevance has
been recommended and used as a basis for intervention. Educational researchers have
found that teaching techniques that enable students to discover and create connections
between what they are learning and themselves improves personal relevance of the
information (Neisser, 1975). Bailey and Clarke (2000) recently emphasized the
importance of helping managers relate knowledge management to organizational and
individual goals if these systems are to be used effectively. In this investigation, I
propose that a training transfer intervention that incorporates elements designed to
increase the perceived personal relevance of the trained skills will improve motivation to
transfer and transfer behavior.

Self-Regulatory Failure and Training Transfer

Successful self-regulation occurs when higher-order goals shape lower-order
goals and behavioral goal pursuit in their favor, thus reducing goal-performance
discrepancies at the higher level, and allowing us to achieve the abstract qualities we
value. In contrast, self-regulation fails when higher-order goals are unable to
successfully guide behavior. Baumeister and Heatherton (1996) describe one type of
self-regulatory failure—failure that occurs when a higher-order goal is unable to prevent

impulsive action at a lower level. Carver and Scheier (1998) argue that there is a
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symmetric type of failure that occurs when a higher-order goal is unable to override
inaction to prompt action in service to the goal. Both of these types of self-regulatory
failure can be applied to training transfer. Depending on the extent of prior experience,
successful transfer can involve either replacing old skills and strategies with new skills
(necessitating prevention of previous or “impulsive” ways to behave in the job) or
prompting entirely new behaviors (replacing inaction).

It is also important to revisit the basic assumption in self-regulation theories that
behavior is goal-directed. An implication of this assumption is that for training transfer,
the so-called impulsive behaviors that must be replaced by new skills have been done in
the service of some goal. If those behaviors must be discontinued in order for newly
trained behaviors to be successful, previous goals or the trainee’s understanding of those
goals must change. For example, if a person formerly engaged in position-based
bargaining to achieve a goal to appear strong and focused, one of two things must happen
if that person is going to successfully use interest-based bargaining skills. Either the goal
to appear strong and focused must be discarded or otherwise take on reduced importance,
or the person must believe that the new interest-based bargaining skills are likely to lead
to an impression of strength and focus. Failure of transfer goals to drive behavior results
in failure to transfer skills.

Although researchers do not prescribe ways to avoid these types of self-regulatory
failure, it seems intuitive that one approach would be to maximize the importance
assigned to the higher- and lower-order goals involved in transfer and increase their
immediate salience to the person. One way to do this might be to encourage the person to

draw connections between the training and as many important higher-order goals as
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possible. If connections to higher-order goals and the self can be made as deeply and
broadly as possible, and the person perceives alignment among the trained skills and
personal goals, self-regulation is likely to be more successful and therefore lead to greater
motivation.

Approach and Avoid Motivation

A second area of motivational theory that might better inform our understanding
of training transfer motivation are approach and avoid goals. Approach and avoid
motivation does not comprise a single, integrated theory of human motivation. Rather,
these concepts currently exist as an overarching framework that has influenced a number
of areas including self-regulation, self-discrepancy theory, and achievement goal
orientation. In general terms, approach and avoid describe a qualitative dimension of the
directional component of motivation. Traditionally, the direction element of motivation
has simply been used to describe the target of individual effort. Approach and avoid
motivation add specificity by indicating whether an individual’s construal of his or her
situation or behavior is one of moving toward a desired target (approach) or moving
away from an undesired target (avoid). This construal is seen as being perceptual, with
the potential to be influenced by both individual (trait) and situational (state) factors.
Once activated, however, approach and avoidance are hypothesized to be controlled by
very different systems (Gray, 1994). In fact, recent EEG research by Davidson and
colleagues (Davidson, Ekman, Saron, Senulis, & Friesen, 1990) also suggests that distinct
areas of the brain are active in situations linked to approach versus avoidance. Although
approach and avoid are often treated as mutually exclusive alternatives, there is

allowance for the possibility that they are somewhat independent, perhaps operating
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simultaneously in the same domain (e.g., a person can approach one goal while avoiding
another) or mixing across hierarchical levels (e.g., pursuing a desired target (approach)
by strategically avoiding substeps believed to lead away from that target). Examining
approach and avoid motivation has potential for improving our understanding of training
transfer motivation because of their impact on self-regulatory processes.

Approach and Avoid in Self-Regulation Theories

Positive and negative feedback loops. Carver and Scheier (1998; Carver,

Lawrence, & Scheier, 1996) highlight approach and avoid as critical for understanding
the rational basis of affect. In their model, goals are seen as central to human behavior.
Carver and Scheier describe two types of feedback loops that function around goals to
produce behavior. The first is a discrepancy-reducing, or negative, feedback loop. A
negative feedback loop involves comparing current behavior or results against a desired
goal. By definition, negative feedback loops involve approach toward the desired goal.
When there is a discrepancy between the current and desired states, the person is
motivated to take action to reduce the discrepancy and approach the goal. The second
type of feedback loop is a discrepancy-amplifying, or positive, feedback loop. A positive
feedback loop involves comparing current behavior or results against an undesired
quality. Positive feedback loops involve avoidance of the undesired quality, or
movement as far from that quality as possible. The downside of this type of self-
regulation is that moving away from the undesired quality can theoretically result in
chaotic behavior (i.e., anything that does not approach the undesired quality is a way to
prevent it). However, Carver and Scheier propose that in actual human behavior, people

typically choose something to move toward to avoid the undesired quality, and thus the
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positive loop becomes bounded by a negative (approach) loop. Avoidance, however,
remains the central motivational drive.
Approach and Avoid in Self-Discrepancy Theory

Another self regulation theory in which approach and avoidance play a significant
role is Higgins’ (1997) self-discrepancy theory. Focusing on conceptions of the self,
Higgins delves into approach and avoidance motivation in an effort to better understand
the complexities of human behavior and performance and affective outcomes that are
poorly explained by the simple hedonic principle that people approach pleasure and avoid
pain. Higgins stresses the importance of discussing approach and avoidance at different
hierarchical levels of human thought and behavior. Higgins distinguishes three
independent concepts necessary to understand how people approach pleasure and avoid
pain: regulatory reference, regulatory focus, and regulatory anticipation.

Regulatory reference. At the standard, or goal, level, Higgins (1997)
differentiates between self-regulation referenced according to a desired end-state versus
an undesired end-state. A desired reference involves approach; whereas an undesired
reference involves avoidance. Higgins considers the regulatory reference to describe the
system level, or end-state the person is working toward. Approach standards are
associated with nurturance needs, ideals and aspirations, and a concern for
accomplishment. Avoid standards are associated with security needs, oughts and
responsibilities, and a concern for safety. Adoption of approach or avoid standards are
influenced by both individual traits preferring approach or avoidance goals, and
situational elements that highlight approach or avoidance characteristics (e.g., ideals

versus oughts).
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Regulatory focus. Regulatory focus concerns the strategic means the person uses

for self-regulation. Higgins conceptualizes actions relevant to the regulatory reference

end-states as either congruent with (matching) or discrepant from (mismatching) the

reference value. Importantly, matches and mismatches can occur for either type of

regulatory reference (see Table 1). Thus, strategies employed to attain a desired-state

regulatory reference (i.e., an approach goal) can match, or approach, achievement of the

reference. The strategies can also mismatch the reference, or avoid failure to approach

the reference. Similarly, strategies employed to avoid an undesired-state regulatory

reference (i.e., an avoid goal) can match, or approach, failure to achieve the reference.

The strategies can also mismatch the reference, or avoid achievement of the reference.

Table 1

Higgins’ (1997) Conceptualization of Regulatory Reference and Regulatory Focus

Regulatory Reference (Goal)

Regulatory Focus (Strategy)

Approach

Avoid

Approach

Maximize match to desired
end-state (make correct
“hits”).

e.g., “Engage in behaviors that
will make me a good negotiator.”

Maximize mismatch to
undesired end-state (avoid
errors of omission).

e.g., “Engage in behaviors that
will not make me a poor
negotiator.”

Avoid

Minimize mismatch to
desired end-state (make
correct rejections).

e.g., “Do not engage in behaviors
that will not make me a good
negotiator.”

Minimize match to
undesired end-state (avoid
errors of commission).

e.g., “Do not engage in behaviors
that will make me a poor
negotiator.”

Irrespective of the nature of the regulatory reference, regulatory focus involves

either an approach or avoid orientation to the strategic pursuit of that reference. An

approach orientation produces what Higgins labels “promotion focus.” Promotion focus

involves sensitivity to whether positive outcomes are present or absent and attention to
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gains and lack of gain. An avoid orientation produces “prevention focus,” which
involves sensitivity to whether negative outcomes are present or absent and attention to
loss and non-loss.

Regulatory anticipation. Finally, Higgins (1997) proposes a concept called
regulatory anticipation, which isolates approach and avoidance in terms of anticipated
consequences of self-regulation. Higgins describes regulatory anticipation as a higher-
order concept that describes why a person engages in self-regulation around a particular
goal. The two possible motives are to approach an expected positive outcome or to avoid
an expected negative outcome. Anticipation of pleasure is linked to perseverance when
faced with difficulty, cheerfulness when faced with success, and dejection when faced
with failure. Anticipation of pain is linked to quitting when faced with difficulty,
calmness with faced with success, and agitation when faced with failure.

Higgins (1997) notes that both trait and state influences determine whether people
will choose approach or avoid orientations at any given time. Higgins, Roney, Crowe,
and Hymes (1994) found evidence that trait regulatory focus influenced friendship
strategies. In another study, they found that simply priming promotion or prevention
focus could increase attention to that type of strategy, demonstrating the potential for
situational impact on regulatory focus.

Approach and Avoid in Achievement Motivation Theory

Closely related to self-regulatory theories, achievement goal theory focuses on
orientations related to the pursuit of achievement goals. Elliot (1999) emphasizes
approach and avoidance motivation as critical to understanding how people pursue

achievement goals. The prevailing understanding of achievement goal motivation rests
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on a dichotomy between mastery and performance goals (Ames & Archer, 1987; Dweck,
1986; Nicholls, 1984). Elliot argues that the popular distinction between mastery and
performance goal orientations cannot account completely for all of the behaviors
exhibited in achievement goal striving, particularly with respect to the mixed empirical
support for the proposition that performance goals lead to negative processes and
outcomes.

Elliot (1999) specifies that the construct of competence is at the core of
achievement motivation, and argues that there are two dimensions that are integral to
defining competence—the standard used to define competence and the valence, or
direction, implied by the standard. The dimension of competence standard is represented
in the traditional dichotomy between mastery and performance goal orientation. Mastery
goals focus on demonstration of task competence; performance goals focus on
demonstration of competence relative to others. The valence dimension of competence,
however, has not been incorporated explicitly into theories of achievement goals. Elliot
defines the valence dimension as either approach or avoid. Approach and avoidance goal
distinctions have been discussed in early work on achievement motivation as well as in
many other psychological theories (Dweck & Bempechat, 1983; Lewin, Dembo,
Festinger, 1954; Nicholls, 1984; see Elliot, 1999, Table 1, for a comprehensive review).
However, in achievement motivation theory, approach and avoidance have been
subordinated to distinctions of mastery and performance goals.

Competence valence as a dimension of achievement goals. Elliot (1999) defines

the valence dimension of competence as either approach or avoidance. Approach

motivation is directed toward a positive or desirable event or possibility; it is an
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appetitive motivation. Avoidance motivation is directed against a negative or undesirable
event or possibility; it is an aversive motivation. Elliot argues that incorporating a
distinction between approach and avoidance motivation into the mastery-performance
goal orientation framework captures both of the fundamental dimensions of the
underlying competence construct (Elliot & McGregor, 2001), and therefore will better
explain achievement-related behavior, especially with respect to the unreliable processes
and outcomes associated with performance goals. He differentiates mastery-approach,
mastery-avoid, performance-approach, and performance-avoid motivations and goals.
Each of these is defined by how competence is defined and valenced. Mastery-approach
motivation involves competency defined in terms of personal skills and abilities, and
valenced appetitively toward the possibility of a positive outcome (i.e., wanting to
improve personal skills and abilities). Mastery-avoid motivation involves competency
defined in terms of personal skills and abilities, but valenced aversively away from the
possibility of a negative outcome (i.e., wanting to avoid loss of personal skills and
abilities, or avoid failing to understand material one is trying to learn). Performance-
approach motivation involves competency defined relative to others, and valenced
appetitively toward the possibility of a positive outcome (i.e., wanting to be better than
others). Performance-avoid motivation involves competency defined relative to others,
but valenced aversively away from the possibility of a negative outcome (i.e., not
wanting to be worse than others).

Elliot and McGregor (2001) provide empirical evidence supporting the
independence and internal consistency of these four achievement goal types. They have

been able to validly measure the four constructs, as well as demonstrate fairly consistent
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and distinct patterns of relationships between the achievement goals and several
antecedents and consequents. Both exploratory and confirmatory factor analysis of a
measure designed to capture the competence definition and competence valence
dimensions of achievement goal motivation support the 2 (competence definition:
mastery or performance) x 2 (competence valence: approach or avoid) conceptualization
of achievement goals. While not perfectly uncorrelated, the achievement goal types are
more strongly correlated with those they share one dimension with than with the goal
type for which they differ on both dichotomies.

Relationships with several proposed antecedents (all analyses were correlational,
precluding firm statements about causality) also support the importance of distinguishing
achievement goals along the dimensions of mastery/performance and approach/avoid
(Elliot & McGregor, 2001), although the picture of relationships is not entirely clear. In
Study 2, Elliot and McGregor found that relationships of achievement goal types with
antecedents varied as a function of both the mastery/performance and the approach/avoid
dimensions (see Table 2). For instance, need for achievement had significantly positive
relationships with both mastery-approach and performance-approach achievement goals.
In fact, mastery and performance goal orientations could be differentiated according to
the two subdimensions of need for achievement examined. Mastery orientation was
significantly related to workmastery; and performance orientation was significantly
related to competitiveness. In contrast, need for achievement was not significantly
related to either mastery-avoid or performance-avoid achievement goals. Fear of failure
was positively related to performance-approach, performance-avoid, and mastery-avoid

achievement goals. Elliot (1999) predicted that fear of failure could lead to both
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performance-approach and performance-avoid goals, but did not differentiate mastery
approach and avoid goals. The lack of significant relationship between fear of failure and
mastery-approach goals in this study supports the need to distinguish between different
types of mastery orientation.

Table 2

Summary of Elliot & McGregor (2001) Study 2 and Study 3 (Selected):
Relationships of Antecedents with the Four-Factor Model of Achievement Goals

Competence Standard (Goal Orientation) &
Valence (Approach or Avoid)
Mastery Performance
Approach | Avoid | Approach | Avoid
Incremental Theory n.s. - n.s. n.s.
Entity Theory n.s. + n.s. +
Need for Achievement + n.s. + n.s.
--Workmastery Subscale + n.s. n.s. n.s.
--Competitiveness Subscale NS, n.s. + n.s.
Fear of Failure ns. + + +
Self-Determination + _ n.s. -
Perceived Class Engagement + + n.s. n.s.
SAT Scores n.s. n.s. + -

+ indicates a significantly positive relationship (a = .05).
— indicates a significantly negative relationship (a = .05).
n.s. indicates no significant relationship.

Finally, Elliot and McGregor (2001) provide empirical evidence that the four
achievement goal types they distinguish have differential effects on cognitive processes
(study strategies) and affective outcomes (anxiety; see Table 3). Only a mastery-
approach achievement goal orientation was positively related to deep processing of

college course material. Mastery-avoid, like performance-avoid, was significantly related

to disorganization in studying; performance-avoid was also related to a tendency for
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surface processing of material. In terms of affect, both types of avoidance orientations
(mastery and performance) were significantly related to test anxiety, whereas the
approach orientations were not significantly related to any of the three test anxiety
measures. In terms of exam performance, only performance orientation was a significant
predictor: performance-approach goals were a positive predictor of exam grade, and
performance-avoid goals were a negative predictor.

Table 3

Summary of Elliot & McGregor (2001) Study 2 and Study 3 (Selected):
Relationships of the Four-Factor Model of Achievement Goals with Consequences

Competence Standard (Goal Orientation) &
Competence Valence (Approach or Avoid)
Mastery Performance
Approach | Avoid | Approach | Avoid
Deep Processing + n.S. ) ns.
Surface Processing ns. NS, o) +
Disorganization n.s. + n.s. +
State Test Anxiety ns. ) ns. +
Worry n.s. + n.s. (6]
Emotionality ns. + ns. +
Exam Performance ns. ns. + _

+ indicates a significantly positive relationship (a = .05).

— indicates a significantly negative relationship (a = .05).

() parentheses indicate a marginally significant relationship (a = .1)

n.s. indicates no significant relationship.

Achievement environment. Although the dispositional tendencies of achievement
motivation and fear of failure are connected to achievement goal setting, Elliot (1999)
stresses that dispositional tendencies are not the sole determinants of the types of

achievement goals people will set in a particular situation. In fact, he argues that if the

situational demands are strong enough (Caspi & Moffit, 1993), they can overwhelm
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dispositions and play a central role in determining the types of goals people will set in
that situation. Elliot proposes that this influence can happen at multiple levels of the goal
hierarchy. At a deeper level, situational demands can activate achievement motivations
by influencing whether people are focused on the possibility of success or the possibility
of failure (activating need for achievement and fear of failure, respectively). Even if they
are not strong enough to overwhelm a person’s dispositional achievement motivation,
situational demands of the achievement environment can impact whether these
dispositional tendencies become manifested in approach or avoid goals. Like trait goal
orientation, achievement motivation as an individual disposition may be somewhat
malleable, allowing for training interventions to influence whether people are
fundamentally motivated by approach or avoidance regarding implementation of their
newly-learned skills in their work.

Goal stability and transfer. Elliot and McGregor (2001) emphasize the

importance of goal stability and transfer in understanding achievement motivation and
self-regulation around achievement goals over time. While they make no predictions
about the stability of the achievement goals, they do present some exploratory empirical
results concerning the stability of achievement goals over three measurements one month
apart from each other. The patterns indicated by their findings are summarized in Table
4. According to their results, mastery-avoidance is the least stable type of achievement
goal orientation. Other goal orientations appear to be stable over time, at least with

respect to a single achievement context.
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Table 4

Stability of Achievement Goals Over Time (Elliot & McGregor, 2001)

Initial Goals Subsequent Goals

Mastery-approach Mastery-approach ( = .69)

(-) Performance-avoid (f = —.16)

Mastery-avoid Mastery-avoid (B = .67)
Mastery-approach (B =.18)

Performance-approach (B = .13)

Performance-approach Performance-approach (B = .74)

Performance-avoid Performance-avoid (f = .67)

Elliot (1999) suggests that the achievement situation can have a strong and even
disposition-overriding influence on not only single goals a person might set, but also the
orientation behind a whole series of goals the person might adopt in that setting.
Research has not addressed the potential for achievement goal interventions introduced
during training sessions to have lasting influence on learner goal setting and self-
regulation once they return to their job with their newly-learned knowledge and skills.
However, it does appear that goal orientation may be relatively stable over time, at least
with respect to a particular achievement environment (Elliot & McGregor, 2001). An
interesting implication of this finding is that if achievement goal orientation can be
influenced by interventions introduced in the training session or in the workplace

achievement climate, the resultant achievement goal orientations may have lasting impact
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on the way the person sets subsequent goals. The intervention proposed in this
investigation focuses on pointing people toward approach rather than avoid goals.
Summary of Approach and Avoid Convergence

As discussed above, approach and avoid perspectives play a central role in recent
theories of self-regulation, self-discrepancy theory, and goal orientation. The
incorporation of approach and avoid notions into these multiple streams of research and
theory attest to their usefulness in understanding choice and goal pursuit. Additionally,
as reviewed by Elliot (1999), approach and avoid dimensions have been included in a
wide range of other theoretical perspectives. The distinction between moving toward a
desired possibility versus moving away from an undesired possibility seems to be
important for understanding human cognition, affect, behavior, and achievement.

Notions of approach and avoid dimensions have thus far been applied to training
transfer in a limited way, with little attention to constructing a solid theoretical
foundation for their application. In this investigation, approach and avoidance are
incorporated into an intervention designed to influence the self-regulatory orientation in
which people leave training and begin transfer. By encouraging people to establish
approach goals and bound avoid goals with approach goals, the intervention attempts to
sway people to adopt more of an approach orientation toward transfer. As a result, it is
expected that people will develop a narrower, more focused set of transfer goals,
providing more effective motivational direction for transfer.

Implementation Intentions
A third theoretical advance that has promise for helping us understand and

improve transfer motivation is Gollwitzer’s (1999; Gollwitzer & Brandstitter, 1997)
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work on implementation goals and intentions. Gollwitzer and Brandstitter break the goal
striving process down into four main components: predecisional, preactional, actional,
and postactional. The predecisional phase involves setting preferences between
concurrent wishes and desires, and the outcome of this phase is an intention to pursue a
particular goal (e.g., “I intend to use the negotiation skills I learned in this training
program.”). The preactional phase involves promoting the initiation of goal-directed
actions, and the outcome of this phase is a more specific intention to perform a particular
action at a particular time (e.g., “I am going to use the ‘broken record technique’ right
now.”). The actional and postactional phases then involve the processes more typically
thought of as self-regulation—detecting and reducing discrepancies between actions and
the goal (e.g., Carver & Scheier, 1998).

Focusing on the preactional phase of goal striving, Gollwitzer and Brandstatter
(1997) highlight a critical self-regulatory problem involved in goal pursuit—the initiation
of goal-directed action. We are all familiar with having goals that we value highly (e.g.,
completing a dissertation), setting goals that provide appropriate direction for our actions
(e.g., lists of next steps, focusing on what we are trying to accomplish), and yet having
trouble buckling down in pursuit of our goals. Empirical research suggests that this
experience is not uncommon,; intentions typically account for only 20% to 30% of the
variance in behavior (Gollwitzer, 1999). Gollwitzer and Brandstitter point out that
trouble with initiating goal-directed behavior is especially problematic when the
necessary behaviors for goal accomplishment are not well-practiced or routine. This is
likely to be the case for new skills learned in training, making action initiation especially

relevant for understanding training transfer.

41



Gollwitzer and Brandstitter offer 4three explanations for why it is sometimes
difficult to initiate goal-directed behavior. The first involves conflict over the various
options for behavior. Because most goals can be reached through many different
behaviors, it can be difficult to decide exactly how to pursue a goal. This difficulty
becomes less problematic at lower levels of the goal hierarchy, but even for fairly
specific goals there are multiple behaviors consistent with goal accomplishment. The
second explanation involves the triggering by the goal pursuit context of habitual
behaviors that are not compatible with the new goal. For instance, the work environment
in which transfer goal pursuit occurs is likely to trigger previous behaviors—in a
negotiation setting, previous negotiation strategies and responses are likely to come to
mind and perhaps be put into action before the newly learned strategies are even
considered. Third, good opportunities for goal pursuit may escape our attention or be so
fleeting that we are unable to seize them even if we notice them. For instance, we may
fail to recognize a conflict situation as an opportunity for negotiation, or during a
negotiation, we may not be able to react quickly enough when we do recognize an
opportunity to use a particular skill, and thus “miss the moment.”

To solve these problems with action initiation and improve our self-regulatory
ability to initiate goal-directed behaviors, Gollwitzer and Brandstatter (1997) propose the
formation of implementation goals to support higher-order goals. Implementation goals
explicitly connect two components: anticipated future situations that will present
opportunities for goal pursuit and particular goal-directed behaviors that could be used in
those situations. Implementation goals are more specific, lower in the goal hierarchy, or

more proximal than the goals they service, but they are also characterized by being linked
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to a particular situation, which makes them a special subset of lower-order, proximal
goals. Making the action-situation connection is expected to lead to implementation
intentions, or the actual commitment to pursuing the implementation goal (e.g., “When
my negotiation opponent does not respond to what I am saying, I will repeat what I said
calmly and firmly until they respond.”). Motivation thus becomes linked to both the
person’s commitment to their goals and to critical situations for goal accomplishment.

Theoretically, implementation goals and the associated intentions or commitment
to those goals are hypothesized to have their effects by impacting memory accessibility
and ease of retrieval for the goal pursuit opportunities and goal-directed behaviors
(Gollwitzer, 1999; Gollwitzer & Brandstitter, 1997). Mentally linking situations and
behaviors for goal pursuit is believed to create a direct connection in memory that mimics
the connections for automatic skills (Bargh, 1997). As a result, the goal-directed
behaviors take on properties of automaticity when they are activated by the situational
cues—ready accessibility from memory (Dellarosa & Bourne, 1984) and rapid
retrievability for implementation (Logan, 1988).

In support of these theoretical mechanisms, Aarts, Dijksterhuis, and Midden
(1999) found evidence that implementation intentions aided goal accomplishment and
that detection of situational opportunities, attention, and memory mediated this success.
Empirical research also suggests that implementation intentions can override habits or
form “instant habits.” Orbell, Hodgkins, and Sheeran (1997) found that in a control
group, previous habit was the best predictor of following through on health behavior
goals. In contrast, when implementation intentions were experimentally induced, the

predictive power of previous habit disappeared, and implementation intentions led to
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increased goal follow-through. Aarts and Dijksterhuis (2000) found that the speed effects
of habit formation on action initiation could be matched by forming implementation
intentions.

The effectiveness of implementation goals and intentions for improving self-
regulation and goal attainment has been borne out in empirical research, particularly for
goals people perceive to be difficult (e.g., they require less familiar and more complex
action, require more unsuccessful attempts to get started) or when opportunities for goal
pursuit present themselves for only a short time (Gollwitzer & Brandstitter, 1997).
Gollwitzer and Brandstitter also found that implementation intentions lead to earlier goal
completion and improved performance for people with high interest in the goal. This
latter point stresses the potential impact of supplementing implementation intentions with
high interest and importance of the goal, as covered in the overview of goal hierarchies
and personal relevance given previously. In addition, Gollwitzer (1999) emphasizes the
importance of learning for subsequent goal accomplishment. If action is initiated but
poorly carried out, implementation intentions will not lead to better performance, only
increased activity.

Research in health behaviors further supports the effectiveness of goal intentions
for promoting various types of goal-directed health behaviors. Orbell, Hodgkins, and
Sheeran (1997) found that when goal pursuit requires immediate actions but provides
only long-term rewards, implementation intentions improved goal accomplishment even
though goal commitment was high. Pairing particular situations with specific actions
also has been found to improve chances for accomplishing daily goals such as taking

vitamins and eating healthy foods (Sheeran & Orbell, 1999; Verplanken & Faes, 1999).
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Milne, Orbell, & Sheeran (2000) found that induced implementation intentions
substantially increased compliance with a goal to engage in vigorous exercise for twenty
minutes within a week. Voluntarily created (rather than experimentally induced)
implementation intentions have also been linked to following through with surgery
recovery behaviors (Orbell & Sheeran, 2000). People who formed implementation
intentions regarding the specific circumstances and ways in which they would follow the
prescribed behaviors were more likely to actually do them than those who did not form
implementation intentions, even when commitment to recovery behavior goals was high.
Similarly, specific instructions on how, when, and where to engage in health behaviors
have been found to increase performance of those behaviors more effectively than fear
appeals promoting goal intentions (Leventhal, Singer, & Jones, 1965).

Thus, implementation goals have been found to be an effective self-regulatory
strategy between forming a goal and actually acting on it. The research shows that strong
intentions to achieve a goal are not always enough to prompt goal-directed behavior.
Implementation intentions effectively increase the ability of goals to lead to action.
Moreover, implementation goals seem particularly relevant to training transfer situations
because of the likelihood that there will be multiple options for goal pursuit, habitual or
previous skills used effectively in the transfer context, and fleeting or unnoticed
opportunities to use the trained skills.

Summary

To summarize, there is a general consensus among training researchers and

practitioners that there is a “transfer problem”—that is, people are not completely

successful in applying what they learn in training. Research that has attempted to
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discover why this is so has focused primarily on training design to maximize learning and
reinforcement in the work environment. However, learning and environmental support
have not been able to completely explain variation in transfer performance, nor
successfully increase it to desired levels. One possible explanation for low and varied
transfer performance despite learning and support is that people are not actually using the
skills they learned in training.

Along this line of thought, recent transfer research has turned to individual
motivation as a key factor in the training transfer process. Applications of expectancy
theory to training transfer have produced disappointing results, failing to shed much light
on the “transfer problem.” Self-efficacy theory has been applied to transfer with more
success, but without leading to a better understanding of how people translate their self-
efficacy beliefs into processes and strategies to help them transfer their skills
successfully. Absent from theories of transfer motivation are recent advances in
motivational theory related to self-regulation and goal pursuit. Goal setting makes
appearances in some of the interventions that have been researched (i.e., self-
management and action planning). However, more recent advances in our understanding
of the complexities of human goal striving such as goal hierarchies, approach and
avoidance motivation, and implementation goals have not yet been incorporated into
theories of transfer motivation.

Research and theory in these areas has a great deal to offer in terms of
understanding and influencing individual motivational processes during transfer.
Drawing from these ideas, this study proposes a model of transfer motivation centered on

personal relevance, self-regulatory focus, and implementation intentions. Further, I
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design an intervention to improve training transfer motivation by influencing these
motivational constructs, with the aim of increasing actual attempts to use the training as
well as transfer performance.
Current Applications of Advances in Motivational Theory
to a Prevalent Transfer Intervention

Are the advances in motivation theory I have described completely absent from
the training transfer literature? No, they are not. As noted earlier, transfer researchers
have focused on training design, trainee characteristics, and the work environment as key
factors in transfer, and when they have examined transfer motivation, they have
predominantly addressed it from perspectives of expectancy and self-efficacy. However,
training practitioners, realizing that they cannot fully maximize training transfer through
their training design, that they do not have control over selecting trainees based on
individual differences linked to transfer, and that they can exert little control over the
transfer environment or the supervisor’s behavior, have been advocating motivational
interventions directed at the trainee (Broad & Newstrom, 1992; Eitington, 1996;
Silberman, 1995). These interventions are numerous, but fall under three main
categories: action planning (a.k.a. goal setting, behavioral contracting, work statements,
self pledges), self management (a.k.a. self-monitoring, follow-up assessment surveys),
and relapse prevention (a.k.a. obstacle assessment, resistance forces). The most common
of these is action planning; thus, action planning will be focused on as a standard type of
transfer intervention in this investigation.

Action planning is “a commitment to engage in a new behavior resulting from the

impetus of the training experience” (Eitington, 1996, p. 420). In its simplest forms,
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action planning involves a list of what the person intends to do (goals) following the
training. Often, it also includes more specific information, including strategies for
achieving the goals, deadline dates for achieving the goals, resources required to
accomplish each goal, and criteria to determine whether or not goals are being met.
(Action planning will be used as a control condition in this investigation; for a
prototypical action planning exercise, see Appendix E.) To a limited degree, the
motivational concepts discussed in this investigation—personal higher-order goals,
approach and avoidance goals, and implementation goals—are embedded in action
planning. However, because they are not explicitly incorporated in the intervention, their
impact is left to be haphazard and largely dependent on individual predispositions of the
trainees using the action planning guides.

Personal Higher-Order Goals in Action Planning

Various levels of goal hierarchies are addressed only minimally in action planning
interventions. When people establish their action plan goals, their goals by definition fall
at some level of a goal hierarchy. Because action planning interventions often encourage
people to set “specific” goals, the goals included in the action plan are typically at a
middle level, defining outcomes people would like to achieve or behaviors they intend to
use. Many action planning interventions then encourage people to specify lower-level
strategies they will employ in order to meet each of their goals. Thus, standard action
planning interventions typically push people to establish goals representing several, but
fairly low, hierarchical levels, although there is room for quite a bit of variation both

between and within people.
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From a motivational perspective, drawing on recent research on goal hierarchies,
what is missing in standard action planning interventions is a focus on higher-order goals
associated with training transfer. Action planning does not address nor acknowledge the
importance of higher-order goals in motivating transfer. Action planning interventions
implicitly assume that the person desires to apply the training because of either personal
motivation or workplace requirements and incentives. Nowhere in the typical action
planning exercise is the issue of interest in applying the training raised. Instead, the
immediate focus is on setting goals for how the person will use the skills, skipping
entirely the question of whether the person wishes to apply the skills at all or why they
might wish to do so.

By ignoring the higher-order goals people are pursuing, action planning allows
the impact of these goals to be largely accidental, shaped by the “tell-and-sell” ideas that
may have been included in the training program to inform trainees about why they ought
to want to use the skills, and personal dispositions of trainees that may have led them to
independently connect some aspect of the training to their own goals. Thus, in typical
action planning interventions, some trainees will be likely to set goals that are attached to
their higher-order goals and sense of personal accomplishment, while others will be
likely to set goals that are much further removed from themselves, anchored instead on
training content, specific behaviors, or work goals that are not as likely to be high
priorities and can be easily discarded.

Approach and Avoid Goals in Action Planning

Motivational direction encompasses two qualitative aspects of goal striving: the

specific targets the person is trying to accomplish, and whether they are moving toward
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(approaching) or away from (avoiding) the targets. In typical action planning
interventions, the target content is addressed by having people set specific transfer goals
and detail even more specific strategies for achieving those goals. Thus, as long as
people have learned the training content reasonably well and receive some guidance on
how to formulate their goals, they should benefit from establishing these specific targets.
In contrast, the motivational direction, or self-regulatory focus, with which people are
moving to accomplish their goals is almost completely ignored in action planning
interventions. No explicit attention is given in action planning to influence the direction
of goals people set, and the impact on whether people adopt approach or avoidance
stances with respect to their goals is probably minimal. One exception may be that action
planning interventions influence people to set approach goals at the level of the
behavioral or outcome goals that form the items on their action plans. Instructions for
action planning typically prompt people to “tell when and how you plan to apply material
learned in this course.” The framing of these instructions will most likely lead people to
establish approach goals about what they intend to do; however, the possibility still exists
for people to state goals in terms of what they intend to stop doing, what they will try not
to do, etc.

Moving away from this level in the goal hierarchy, standard action planning
interventions pay no attention to whether approach or avoidance is the person’s dominant
self-regulatory focus. Moving down to the strategy level, where people indicate smaller
sub-steps they will take to accomplish their goals, people are free to set either approach
or avoidance strategies. Moving up to the higher-order goal level, which is not included

in action planning, people are free to have any number of higher-order goals, approach or
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avoid, that they are striving toward through their action planning goals, if they make
these connections at all. With limited influence on self-regulatory focus embedded
within action planning, people are likely to establish goals that reflect their dispositional
tendencies (e.g., achievement motivation or fear of failure), though they may be swayed
toward approach goals at the behavioral or outcome level in the context of action
planning.
Implementation Goals in Action Planning

Implementation intentions are not addressed directly in action planning. Typical
action planning interventions have people set deadlines for goal accomplishment, list
required resources to support goal accomplishment, name measures that can be used to
assess progress, and indicate specific steps they can take to reach their goals (the
behavior side of implementation goals), but make no specific reference to the particular
situations in which people will enact the goals or sub-steps they have listed. While some
people might naturally create implementation goals (Gollwitzer & Brandstitter, 1997),
there is nothing embedded in typical action planning interventions to prompt them to do
so. Current research on implementation goals suggests that they are an important and
potentially powerful way to make good intentions more effective by forming direct
connections between particular situational opportunities for transfer and specific trained
behaviors. Typical action planning interventions ignore the potential importance of this
aspect of goal striving.

Action planning, one of the most common interventions designed to improve
transfer by guiding and directing individual motivational processes, does not explicitly

incorporate several recent advances in motivational theory. By ignoring these aspects of
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motivation and allowing them to operate freely, trainers may be missing out on critical
factors that could better position people to successfully pursue and achieve their post-
training action plans. The purpose of this investigation is to design an intervention that
purposefully embeds theoretical advances in our understanding of goal hierarchies and
higher-order personal goals, approach and avoid goals, and implementation goals to
improve training transfer.

Conceptual Model of Transfer Motivation

The purpose of this study is to design an intervention impacting training transfer
motivation, test the intervention’s effectiveness compared to a prototypical action
planning intervention, and investigate the motivational processes through which these
interventions impact transfer behavior and transfer performance. Drawing from advances
in motivational research that have not previously been explicitly applied to training
transfer, I designed a three-component intervention that focuses on improving transfer by
applying three concepts from self-regulation and goal striving theories to increase
motivational intensity, hone motivational direction, and strengthen motivational
persistence: goal hierarchies, approach and avoidance, and implementation goals.

Figure 11 presents the conceptual model that guides this research. The model
focuses on motivational processes through which the intervention leads people to
increase their skill transfer attempts. I propose that the intervention, which guides people
to form connections between the training skills and their personal higher-order goals,
establish approach goals for transfer, and connect the training skills to particular
situational opportunities, will shape training participants’ motivational states and

processes. Further, transfer motivation will increase the extent to which people attempt
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to apply the skills they learned in training. Finally, transfer behaviors will be positively
related to transfer performance. Learning and self-efficacy are also expected to play
direct and moderating roles in shaping transfer behavior and performance.
Effects of Transfer Behavior on Transfer Performance

Many training transfer investigations select either transfer behavior or transfer
performance as the criterion variable (Baldwin & Ford, 1988; Ford & Weissbein, 1997).
In an effort to better understand the relationship between quantitative attempts to transfer
and the qualitative performance results of those attempts (and the impact of transfer
motivation on both of these areas), this investigation incorporates both of these transfer
criteria. Capturing both behavioral and performance criteria will allow a more precise
understanding of ways to improve transfer. For instance, how closely connected to high
quality of transfer performance are frequency of skill attempts and variety of skill
attempts? When transfer performance quality is low, is it because people are doing a
poor job applying skills, or are they failing to even try to apply the skills? Do deficits in
transfer quality occur when people try to apply too many of the skills they learned?

Ultimately, what is important to people and organizations is effective
performance on tasks related to the trained skills (i.e., transfer quality). People do not
wish to use their skills to no avail, nor will people who apply trained skills ineffectively
contribute positively to the organization. Behavioral application of the trained skills is a
necessary condition for effective transfer performance. If the skills are not used, they
cannot be used well. In general, people who exhibit more attempts to apply the skills

they learned in training are expected to exhibit superior transfer performance.
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However, skill use is not sufficient to ensure successful transfer performance; the
relationship between transfer behavior and transfer performance is expected to be
moderated by learning. Specifically, knowledge about how and when to use the skills is
expected to impact the quality of transfer performance. People who leave training with
higher levels of procedural and conditional knowledge about how and when to use the
skills will be more likely to realize successful performance from their transfer attempts
than will people with lower levels of knowledge. Thus, the relationship between transfer
behavior and transfer performance will be enhanced when learning is high. In contrast,
lower levels of learning should weaken the positive relationship between transfer
behavior and transfer performance. In this case, use of the trained skills will not always
result in improved performance quality.

Figure 2. Expected moderating effect of learning on the relationship between transfer

behavior and transfer performance

Learning
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Hypothesis 1a. Transfer behavior will be positively related to transfer
performance. The extent to which people attempt to apply the trained skills

will be positively related to their transfer performance scores.
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Hypothesis 1b. Learning will moderate the relationship between transfer behavior
and transfer performance, such that this relationship will be more positive
when learning is high than when learning is low.

Effects of Transfer Motivation on Transfer Behavior

The goal of impacting peoples’ motivational states following training is to
increase their transfer behavior. Actual instances of transfer behavior are a necessary
first step toward successful transfer performance. The model presented in this
investigation predicts that the motivational processes affected by the experimental
transfer intervention will positively impact the extent to which people make behavioral
attempts to use what they have learned in training. To provide some explanation for how
the intervention affects transfer motivation, two motivational mechanisms are
hypothesized for each intervention component. Each intervention component is
specifically designed to impact a particular motivational construct; these constructs are
labeled “target motivational constructs.” Next, another set of motivational mechanisms
are believed to mediate the impact of the primary motivational constructs on transfer
behavior; these are labeled “mediating motivational mechanisms.” Continuing to work
backwards through the conceptual model guiding this research, this section first presents
hypotheses concerning the relationship between the mediating motivational mechanisms
and transfer behavior, and then turns to hypotheses regarding the impact of the target
motivational constructs on the mediating mechanisms.

Transfer Behavior

In this investigation, transfer behavior is defined as an attempt to use skills

learned in training. Transfer behavior is distinguished from transfer performance in that
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the former is a description of attempts to use the training, while the latter is an overall
assessment of whether or not the behavioral attempts have been successful. Two
dimensions of transfer behavior are considered—frequency and variety. Frequency of
transfer behavior simply describes the number of times the person tried to use one of the
skills learned in training. Variety distinguishes whether a person tried to use multiple
skills or selected only a few of the skills to apply.
Self-Efficacy

Because self-efficacy has been a popular and effective motivational construct in
training transfer research, it is included in this investigation. As discussed earlier, in the
context of training transfer, social learning theory predicts that greater self-efficacy will
lead to greater motivation to transfer training. This prediction has been supported by
studies showing that post-training self-efficacy has a positive effect on performance of
trained skills because it improves motivational persistence as well as having other
beneficial consequences (Colquitt, LePine, & Noe, 2000; Gist, Stevens, & Bavetta, 1991;
Stevens & Gist, 1997). Ford, Quiiiones, Sego, and Sorra (1992) also found that self-
efficacy is related to attempts to use a broader array of trained skills and attempts to use
the more difficult skills on the job. However, in their study, self-efficacy was not related
to the frequency of attempts to use trained skills. In the transfer motivation model
proposed in this investigation, self-efficacy is expected to impact transfer behavior
attempts. People who leave training with higher self-efficacy regarding their ability to
effectively use the trained skills are expected to apply a greater number and variety of the
skills in transfer situations. Self-efficacy is expected to be positively related to transfer

behavior frequency despite the nonsignificant findings in the Ford et al. study because the
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behaviors in this study are more discretionary than the basic technical skills taught to Air
Force airmen, and the transfer period used in this investigation is shorter-term than the
four month period Ford et al. measured. Thus, behavior frequency is expected to be more
susceptible to the influences of self-efficacy.
Hypothesis 2. Self-efficacy will be positively related to the frequency and variety
of transfer behavior.

Effects of the Mediating Motivational Mechanisms

The first set of hypotheses relevant to the constructs targeted by the experimental
transfer motivation intervention proposed in this study regard the effects of the
hypothesized mediating motivational mechanisms on transfer behavior. These constructs
are expected to have a more proximal impact on transfer behavior than the motivational
constructs targeted by the intervention. The mediating constructs represent the processes
through which the target constructs are expected to have their effect on transfer behavior.
They include competence valuation, goal variety, and situational cueing.

Competence Valuation

Competence valuation is a construct that represents motivational intensity, or the
quantity of achievement motivation. Competence valuation has been defined as the
degree to which a person feels that competence on a particular task is important (Elliot et
al., 2000; Harackiewicz, 1989). Similar in some senses to the valence component of
valence-instrumentality-expectancy theory (VIE theory; Vroom, 1964), competence
valuation describes the value the person places on skill competence rather than the value
placed on particular outcomes believed to be achievable through competent use of the

skill. Competence valuation thus highlights intrinsic rather than extrinsic motivation
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(Deci, 1975; Elliot, Faler, McGregor, Campbell, Sedikides, & Harackiewicz, 2000). In
the case of training transfer, competence valuation is the degree to which the person
values acquiring competence at what he or she learned in training. For example, with
respect to negotiation training, competence valuation describes the degree to which a
trainee feels that it is important to be good at negotiation.

Competence valuation has been found to be positively connected to achievement
goal striving; Elliot and McGregor (2001) found that higher competence valuation was
connected to stronger endorsements of achievement goals of all types (mastery-approach
and -avoid and performance-approach and -avoid). Based on the connection between
goals and behavior, increases in goal striving can be expected to lead to increases in
transfer behavior. People are more likely to invest effort in developing and using skills
that are important to them. Thus, competence valuation should be positively associated
with transfer behavior attempts.

Hypothesis 3a. Competence valuation for the training content will be positively

related to frequency and variety of transfer behavior.
Goal Variety

Establishing goals for training transfer is a motivational mechanism or strategy
that provides direction and focus to channel attempts to use trained skills. Goals can be
described according to many attributes (e.g., difficulty, specificity, mastery or
performance orientation; Austin & Vancouver, 1996). Goal variety reflects the breadth
of newly learned skills the person intends to try to apply. Rather than focusing on intra-
goal characteristics, goal variety is an attribute of a person’s entire set of transfer goals,

describing the extensiveness of the person’s goal content. Goal variety can be thought of
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in a motivational sense, because it quantifies the targets toward which the person intends
to exert effort.

Because goals exert a guiding force on behavior (Austin & Vancouver, 1996;
Carver & Scheier, 1998), goal variety is expected to be positively related to transfer
behavior. Having a variety of transfer goals should lead to a greater variety of transfer
skill attempts, because each goal will demand use of a particular skill in order to reduce
the performance-goal discrepancy. Repeated use of just one or two skills would not be
sufficient to meet multiple goals for using a variety of skills. Assuming the person is
committed to all of the transfer goals, successful self-regulation for a wide variety of
goals will require use of a wide variety of skills. In contrast, if transfer behavior efforts
are focused on a narrow set of transfer goals, the person is likely to be motivated to try to
use only the narrow set of behaviors required to meet those goals, ignoring the other
skills learned in training.

In essence, goal variety also captures the total number of transfer goals a person
sets, since it is unlikely that people will set numerous redundant goals. Thus, goal variety
should also lead to a greater frequency of transfer attempts. When there are more goals
to strive for, the person will have more discrepancies to reduce, and therefore will need to
engage in more transfer behaviors in order to successfully achieve the goals. Whereas a
person with only a couple of transfer goals might be satisfied after only a couple of
transfer attempts, a person with a greater number of transfer goals (varied or not) will
find it impossible to successfully meet all of his or her goals after only a few transfer
attempts. In sum, the more transfer goals a person has, and the greater the number of

skills targeted by those goals, the more likely the person is to display many and varied
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training behaviors. People with few goals or with goals representing only a small set of
the skills learned in training are likely to show less frequent and less varied attempts to
apply the training.
Hypothesis 3b. Transfer goal variety will be positively related to frequency and
variety of transfer behavior.

Situational Cueing

Situational cueing describes the extent to which particular situations prompt recall
of particular behaviors relevant to that situation. Gollwitzer (1999) implicates the mental
link between effective goal-directed behaviors and suitable opportunities for enacting
those behaviors as the critical mechanism through which implementation goals affect
behavior. The link is formed when a person establishes an implementation goal, and later
helps the person to follow through and enact the behavior with the situation arises. The
identification of appropriate situational opportunities is expected to make it easier for a
person to remember when and where he or she wanted to begin goal pursuit, and also
make the selected situation more easily recognizable when it arises, even when the person
is engaged in other activities. In addition, Gollwitzer (1999) argues that the connection
of the situation with a particular behavior is crucial for prompting actual goal pursuit.
Simply recognizing the situation when it arises is not enough if the person cannot
remember what he or she is supposed to do in that situation. Fortunately, using transfer
situations as cues for behavior has an advantage over the old “string around your finger”
trick! because situations have meaningful associations with particular sets of potential

behaviors. Still, the situational cue must be able to isolate the desired behavior in

! “Tying a string around your finger originated from the Anglo-Saxons...who thought that tying a string around one’s
finger kept an idea from escaping—in effect, tying the idea to one’s self.” (Midhnott Sol Regintroth, 2001).
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memory to be optimally effective (as if you were tying a blue string around your finger to
remind yourself to knit a blue mitten).

When situational cues are strongly linked to particular behaviors, Gollwitzer
(1999) argues that their connection acquires features of automaticity. In other words, the
tendency to exhibit the linked behavior when the situation arises will be similar to that of
a habit or a well-learned automatic skill (Bargh, 1997). Automatic skills are
characterized by improved and involuntary accessibility (Dellarosa & Bourne, 1984;
Treisman, Vieira, & Hayes, 1992), rapid memory retrieval (Logan, 1988) and direct
access to long-term memory rather than retrieval of a representation for working memory
(Strayer & Kramer, 1990), improved short-term and long-term retention, applicability of
skills, and endurance on tasks (Dougherty & Johnston, 1996), speeded initial processing
(Ahissar, Laiwand, & Hochstein, 2001), and immunity to across-task interference or
ability to perform simultaneously with other tasks (Treisman, Vieira, & Hayes, 1992).
Initiation of automatic skills is hypothesized to be relatively easy, because few cognitive
resources are required due to automatic rather than controlled processing. As a result of
reducing the cognitive load of simple steps, performance at higher levels can be improved
(Condino, Im-Humber, & Stark, 1990). Gollwitzer and Brandstitter (1997) argue that the
stimulus recognition and memory enhancements afforded by skill automaticity should
make behavioral enactment easier even when embedded in a complex environment full of
distractions (e.g., a work environment). Situational cueing of training behaviors should
therefore improve transfer behavior by making it easier for trainees to remember to use

their skills in transfer environments.
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Situational cueing, or the extent to which transfer situations bring to mind trained
skills, is expected to increase transfer behavior attempts. Situational cueing, and its
association with skill automaticity, should make opportunities to perform trained skills
(Ford, Quifiones, Sego, & Sorra, 1992) more salient to people and the associated transfer
skills more readily available in memory. In addition, because people should be able to
access knowledge about the skills more quickly and easily, they will be more likely to be
able to actually implement the skills rather than missing opportunities to do so because
“the moment has passed” (Gollwitzer, 1999). Both transfer behavior frequency and
transfer behavior variety are expected to be impacted by situational cueing. Frequency
will be increased due to the ready availability of trained skills to put into action. Variety
is also likely to increase as a result of situational cueing, although this relationship is
expected to be influenced by both the person’s goal variety and the variety of situational
opportunities that present themselves to the person in a given time period. Low
situational cueing will cause people to have difficulty recalling the skills at appropriate
moments during transfer opportunities, and cause confusion or delays regarding how to
put the skills to use. This lack of readiness to act will result in reduced frequency and
variety of transfer behavior attempts.

Hypothesis 3c. Situational cueing of transfer skills will be positively related to

frequency and variety of transfer behavior.
Effects of the Target Motivational Constructs

The second set of hypotheses relevant to the constructs targeted by the

experimental transfer motivation intervention proposed in this study regard the effects of

the target motivational constructs on the mediating motivational mechanisms. The target
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constructs are expected to be influenced by the intervention and to set in motion
motivational processes that in turn influence transfer behavior as described above. The
target constructs include perceived personal relevance, self-regulatory focus, and
implementation intentions.

Perceived Personal Relevance

Perceived personal relevance describes the extent to which a person sees
connections between the trained skills and his or her personal goals. Note that it is the
perception of relevance, and not actual relevance, that is believed to be important in
transfer motivation. The links between training skills and personal goals that create the
sense of relevance connect the training to the person’s values or sense of self. The ability
of the trained skills to aid discrepancy reduction and goal accomplishment lends value to
the skills. If these connections to higher-order personal goals are perceived to be fairly
direct or can be made to multiple goals, the value of the trained skills should increase
even further (Carver & Scheier, 1998). It follows that if the skills are valued, a person’s
interest in becoming competent in their use should increase. Competence valuation
describes the degree of interest a person has in becoming good at a particular area.

Competence valuation would be expected to be high when the training is
connected to a value the person holds or to his or her sense of self. Competence
valuation can be thought of as representing the extent to which the person holds
competence on the task as a higher-order goal. In this study, competence valuation is
assumed to be malleable. The intervention attempts to increase competence valuation by
guiding people to think about important personal situations and goals which negotiation

skills might help them achieve. People who see the trained skills as more personally

63



relevant or related to their sense of self and personal goals are expected to have higher
competence valuation for the skills they learn in training.

Hypothesis 4. Perceived personal relevance of trained skills will be positively

related to competence valuation.
Self-Regulatory Focus

Regulatory focus (Higgins, 1997) is a construct that describes the valence of the
strategies a person uses in goal pursuit. A person with an approach, or promotion,
regulatory focus uses active strategies for goal accomplishment. For an approach, or
“do” goal, an approach focus leads people to try to do behaviors that will lead toward the
goal. For an avoid, or “do not” goal, an approach focus leads people to try not to miss
opportunities to do things that will lead away from the goal. In either case, the focus is
one of action to promote goal attainment. In contrast, a person with an avoid, or
prevention, regulatory focus attempts to avoid strategies that counteract goal attainment.
For approach goals, an avoid focus will lead people to try not to do behaviors that will
lead away from the goal. For avoid goals, an avoid focus will lead people to try not to do
behaviors that bring the goal closer. The focus of avoid orientation is inaction to prevent
failure to reach the goal.

In the training transfer context, people with an approach regulatory focus should
be interested in taking advantage of opportunities to use the trained skills or achieve
positive outcomes when they are pursuing approach goals. When pursuing avoid goals,
people with an approach focus should be interested in not letting opportunities to use
their skills or achieve positive outcomes pass them by. Wishing to avoid errors of

omission (Higgins, 1997), approach-focused people may also be interested in not leaving
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out any of the skills they have learned in training. Thus, approach regulatory focus is
expected to increase transfer goal variety. People who are focused on taking advantage
of opportunities, not letting opportunities for discrepancy-reduction slip away, and not
leaving out skills that could help them achieve their goals are expected to think about
using a wider variety of the skills learned in training.

In contrast, people entering transfer situations with an avoid regulatory focus
should be interested in leaving out behaviors that might not bring their goals to use their
skills or achieve positive outcomes closer. When pursuing avoid goals, people with an
avoid focus should be interested in making sure they do not work against themselves by
using the skills incorrectly, using old skills the training is meant to replace, or doing
something to limit their chances of achieving more positive outcomes. Thus, avoid
regulatory focus is expected to lead people to have less varied transfer goals. People who
are focused on making good choices about when and how not to act, and not messing up
when they do act, are expected to think about using a more limited variety of the skills
learned in training.

Hypothesis 5. Self-regulatory focus will significantly influence goal variety. An

approach focus will be positively related to goal variety. An avoid focus will
be negatively related to goal variety.

Implementation Intentions

Implementation intentions are the willful desire to perform particular actions in
particular situations (Gollwitzer, 1999). This commitment to pursuit of situationally-
embedded goals that will lead to higher-order goals is hypothesized to improve goal

attainment rates. One of the key mechanisms through which implementation goals are
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believed to have their effect on behavior is the formation of and commitment to mental
connections between specified situational cues and the relevant goal-directed behaviors.
People selectively perceive their environments according to various mental sets (Pashler,
Johnston, & Ruthruff, 2000), such that some features are more salient than others. The
mental representation of anticipated situations for goal pursuit in advance of their
occurrence should make those situations more salient and recognizable when they occur.
Once these situations become salient, they should also promote accessibility from
memory of the goal-directed behaviors with which they were encoded in memory. Thus,
the situations will act as cues for the behaviors when they are encountered.

In a training transfer context, situational cueing should be apparent through
increased perceptions of opportunities to use the trained skills, and perceptions that the
trained skills are easily accessible from memory while the person is in situations
involving opportunities to use the trained skills. The relevant trained skill may not
always be enacted when cued by the situation, but will be brought to mind for
consideration. Situational cueing is expected to be higher when people have formed
strong implementation intentions. By forming action-situation connections mentally, and
committing to them motivationally, people should create a strong tendency for the
relevant situations to cue the relevant behaviors when encountered. In contrast,
situational cueing is expected to be weaker when people have not previously made direct
connections between situations and behaviors and committed to performing the behaviors
when the situation arises.

Hypothesis 6. Intentions to implement particular trained skills in particular

situations will be positively related to situational cueing.
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Effects of the Transfer Intervention on Transfer Motivation

Most importantly, this model predicts that the motivational components
embedded in the experimental transfer intervention (personal higher-order goals,
approach goals and bounded avoid goals, and implementation goals) will positively
impact the extent to which people are motivated to attempt to use the skills they have
learned. The motivational states and processes that the intervention surfaces and puts in
motion are the key mechanisms through which the intervention is ultimately expected to
increase transfer behavior and performance.

Personal Higher-Order Goals

One requirement for motivation to transfer is a basic level of caring about the
knowledge, skills, and attitudes learned in training and a desire to use them. This caring
and desire provides motivational intensity directed toward achieving transfer. As
discussed above, the extent to which people feel that the training is personally relevant to
them is expected to increase their competence valuation, or how much they care about
being good at the skills. By influencing the amount of energy and effort the person is
willing to direct at transfer, competence valuation is expected to increase transfer
behavior. If people do not feel that the training is personally relevant to them, they are
likely to dismiss it as useless without even trying to use the skills.

Current training programs typically address this challenge through training design
or workplace environment interventions. Attempts to increase peoples’ motivational
intensity are embedded in training content as attention-grabbing examples of successes
achieved when training content is used or stories of common failures that could be

prevented through use of the training. Some organizations set expectations and reward
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contingencies to specifically encourage people to use trained skills. Some companies
make sure supervisors are involved in helping people plan to use new skills or providing
opportunities for skill use. Apparently content with these options, developers of action
planning guides have not incorporated specific elements to increase motivational
intensity. Rather, this basic desire to apply the training is assumed to already exist in
trainees when they write action plans.

Advances in self-regulation theories related to goal hierarchies, self-concept, and
personal relevance suggest another alternative for impacting motivational intensity—
direct intervention to help people discover and define why the training is personally
relevant and meaningful to them in light of their individual situations and goals. The
existence of goal hierarchies suggests that there are multiple ways to link trained skills
and behaviors to learners’ goals. However, Carver, Lawrence, and Scheier (1996) argue
that goals at more abstract hierarchical levels are more important to a person’s overall
sense of self, contribute more strongly to the person’s emotional states, and are less easily
discarded than goals at more specific levels. Linked to a person’s sense of self, higher-
order goals encourage people to act not only to accomplish specific achievements, but
also to choose activities that support their definition of who they are or wish to become
(Markus & Nurius, 1986; Markus & Wurf, 1987). This implies that abstract goals are,
ultimately, the most important and motivating forces on behavior. Thus, it follows that
transfer will be greater when trained skills are linked to the accomplishment of
fundamental values the person holds, rather than only linked to goals lower in the goal

hierarchy. Trained skills linked to the person’s sense of self and self-worth are likely to
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result in greater transfer than those that do not appear to be connected to values the
person holds.

Approaching the challenge of encouraging people to want to use trained skills
from an individual motivational perspective highlights the importance of goals that are
highest in a person’s hierarchy and closest to their sense of self for drilving behavioral
choices. We all know from experience that we will work harder to learn and use things
that we care about. The research on goal hierarchies and goal importance suggests that
transfer motivation will be improved when transfer goals take on importance by being
connected to higher-order personal goals. The model presented in this study proposes
that it is possible to influence perceived personal relevance by guiding people to connect
training with personal experiences and goals. Explicitly asking people to find
connections between the training skills and their own goals, rather than goals suggested
by the trainer, should improve the person’s sense of personal relevance.

Hypothesis 7. People who participate in the experimental transfer motivation
intervention, which incorporates forming connections to personal higher-order
goals, will report higher perceived personal relevance of the training content
than those who participate in a typical action planning intervention or receive
training without a transfer intervention.

Approach Goals & Bounded Avoid Goals

It is not enough for people to simply want to use the skills they learned in
training; they must direct their efforts toward appropriate targets that will encourage

transfer attempts and ultimately successful performance. Two aspects of goal targets are

69



important for providing direction: goal content (what the person is focusing on) and goal
valence (whether the person is moving toward or away from the target).

Current training programs typically address the challenge of motivational
direction through training design, workplace environment interventions, or post-training
goal setting. Training content influences motivational direction by focusing attention on
specific, discrete behaviors and skills that are meant to be targets for trainee behavior. In
some cases, training content also influences goal valence by highlighting either positive
(approach), negative (avoid), or both aspects of the skills being trained (Baldwin, 1992).
Organizational performance expectations and reward contingencies may also clarify
appropriate targets for behavior, and make reward (approach) or punishment (avoid)
more salient. Post-training goal setting interventions (e.g., action planning, or less
commonly, self management) give people goals to strive for and some structure to guide
their accomplishment. However, beyond basic admonitions to set specific, challenging
goals, these interventions usually include very little guidance regarding the kinds of
targets people should establish. Furthermore, no explicit attention is given to goal
valence, although current motivational theory suggests that this is an important aspect of
goal striving that has broad implications for behavior, performance, and affect (Carver &
Scheier, 1998; Elliot, 1999; Higgins, 1997). The model presented in this study proposes
that it is possible and desirable to provide more specific guidance regarding goal valence.
Rather than leaving this important aspect of goal pursuit to chance or personal
disposition, the intervention presented here attempts to directly influence goal valence to

help people pursue their transfer goals in better ways.
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Regulatory focus (Higgins 1997) is a construct that describes the valence of the
strategies a person uses in goal pursuit. A person with an approach, or promotion,
regulatory focus uses strategies that actively move toward a target. It is important to note
that regulatory focus describes the person’s strategic orientation and activities toward the
goal, not the valence of the goal itself. Approach strategies, which are lower in the goal
hierarchy than the goal, can be used to attain either approach or avoid goals. Thus, an
approach focus can lead to trying to do behaviors that will lead to an approach goal or
trying not to miss opportunities to do things that will lead away from an avoid goal. In
either case, the focus is one of action to promote goal attainment. In contrast, a person
with an avoid, or prevention, regulatory focus attempts to avoid strategies that counteract
goal attainment. An avoid focus can lead to tryin<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>