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Abstract 

 

The research reported in this thesis focused upon examining factors that predict 

motivation and intent to transfer learning among adult learners pursuing the further 

learning programmes offered by one polytechnic institution in Singapore. The predictive 

factors investigated included individual learner attributes (e.g., age, gender, ethnicity, 

employment status and educational level), training design factors (e.g., forms of learning, 

format of instruction and social learning contexts) and situational factors (e.g., reward, 

support, purpose of learning, choice, and relevance of learning). 

 

Results are presented in four separate papers. Papers 1 and 2 focused upon the 

development of new instruments for use in subsequent studies, which were validated 

using data from over 400 adult learners. Paper 3 focused upon the notion of support for 

adult learners, with results indicating that support from workplace peers as well as friends 

and family have significant direct and indirect effects on learning motivation and intent 

to transfer learning. In Paper 4, cluster analyses suggested that adult learners from the 

participating polytechnic could be grouped into three distinct ‘learning orientation’ 

profiles based on their patterns of intrinsic and extrinsic motivation to learn, as well as 

the goals they adopted in approaching their learning tasks. Significant differences in 

motivation and intent to transfer were found across these groups. The groups also differed 

in terms of whether they received rewards for programme completion; were given a 

choice about enrolling in their respective programmes; received support to attend the 

programmes; and also their perceptions of the relevance of the programmes to their 

workplaces.  

 

Findings are discussed in terms of practical implications for policy makers and educators 

in Singapore to better assist adult learners to transfer their learnings to their workplace 

settings. Specific reference is made also to ways in which the Singapore government’s 

SkillsFuture initiative could be enhanced to maximise the benefits of associated 

programmes for individuals and workplaces.  
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Chapter 1. General Introduction 

 

This thesis was completed in partial fulfilment of the requirements of a professional 

education doctorate programme, the UWA Doctor of Education (EdD) course. As a 

professional doctorate degree, the research focused upon addressing a problem identified 

by the researcher within her own professional work context. More specifically, this thesis 

details the results of research conducted to investigate factors that predicted adult learners’ 

motivation and intent to transfer their further learning outcomes to their workplaces, 

within the context of one polytechnic institution in Singapore. 

 

The thesis is presented as a series of papers that have been prepared for publication1 in 

professional and scholarly journals. While none of the papers have yet been submitted to 

journals, each of the four studies presented in the thesis was written up in the form of a 

stand-alone journal article. The four papers prepared for submission to journals are 

presented in Chapters 2 through 5, while Chapter 6 provides an integrated summary of 

the results, as well as a discussion of potential implications for practice and directions for 

future research that emerged from the findings. In accordance with the UWA requirements 

for theses presented as a series of papers, the present chapter provides a general 

introduction to the set of papers as a whole.  

 

In accordance with traditional approaches to professional EdD theses at UWA, this 

chapter commences with a personal statement, which details the researcher’s own reasons 

for embarking on this research within her work context. 

 

1.1. Personal Statement 

 

The research reported in this thesis was designed primarily to uncover ways to enhance 

transfer of learning among adult learners. The inspiration for this research was derived 

from my own experience as an educator with over 20 years of experience in the vocational 

                                                 

 

1 For requirements associated with these forms of theses, see 

http://www.postgraduate.uwa.edu.au/students/thesis/series.  
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sector, most recently in the last four years as an educator of adult learners and as an 

administrator responsible for driving adult learning in one Institute of Higher Learning in 

Singapore.  

 

As an educator and administrator in adult learning, I am passionate about exploring ways 

in which I can enhance the learning experiences of adult learners and thus, returns on the 

investments made by these learners in terms of time and financial resources. Through my 

experiences, I have encountered numerous adult learners who struggle to apply what they 

learn in further education courses within their own workplaces. In my interactions with 

such learners and their sponsors, it became clear to me that the factors which influence 

transfer of learning amongst adult learners are not well understood. This can precipitate 

wastages of training dollars when learning fails to be transferred. Observations of this 

kind spurred me on to investigate ways to boost transfer of learning and the pursuit of 

further learning among adults who have already joined the workforce, by identifying the 

influencing factors and correlates of such outcomes amongst adult learners in Singapore. 

 

1.2. What is an ‘Adult Learner’? 

 

The work presented in the thesis focuses upon adult learners within Singapore. While 

there is some disagreement on the definition of ‘adult learners’ in the field of adult 

education (Paulson & Boeke, 2006), colleges and universities typically define adult 

learners as those aged 25 years or more, who exhibit characteristics such as delayed post-

secondary enrolment, part-time attendance, full-time work and financial independence 

(Iloh, 2018). There is, however, some variability in the literature with respect to the age 

criterion. Chen (2017), for example, included learners under 25 in the adult learner 

category, provided that they had non-traditional educational trajectories and exhibited 

characteristics indicative of adult responsibilities (e.g., working full-time, being 

financially independent, etc). Soares (2013) also disregarded age as a criterion in his 

classification of adult (post-traditional) learners, and simply defined these as individuals 

in the workforce who lacked a post-secondary credential, and were pursuing further 

learning while balancing work and life responsibilities.  

 

In the present research, adult learners were defined as individuals already within the 

workforce who were participating in ‘non-traditional’ post-secondary learning 
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programmes. In Singapore, this would include most studies undertaken within 

polytechnic institutions and the Institute of Technical Education (ITE). The specific 

individuals who participated in the present research included learners who were enrolled 

in a Continuing Education & Training Academy within one Singapore polytechnic 

institution. The learning programmes undertaken by this cohort varied in nature, but all 

took the form of workforce training and skill development programmes, aimed at 

increasing workplace-related knowledge and skills.  

 

1.3. Historical Context – Shifting Workforce Needs 

 

Globalisation, technological progress and demographic change all have the potential to 

alter the nature of work significantly. Since 1765, humankind has witnessed four primary 

industrial revolutions. The original industrial revolution represented a transformation 

from agriculture to industry. In this period, the discovery and mass extraction of coal and 

the development of the steam engine completely changed the way in which goods were 

produced and transported. Processes became mechanised, products were manufactured 

for the first time, and canal transportation replaced wagons and mules. 

 

About a hundred years after the start of the first revolution, the discovery of electricity, 

gas and oil, together with the invention of the combustion engine, kickstarted the second 

major industrial revolution. Mass production was then made possible as mechanical 

production capabilities grew across the world. Both steel and chemically-based products 

also entered the market during this time. Developments in communication technology 

then began to escalate, first with the telegraph and then later with the telephone. The 

invention of the plane and the increasing availability of cars also increased the availability 

and reach of transportation by leaps and bounds in this time period.  

 

In the second half of the 20th century, the third revolution then saw the emergence of 

nuclear energy, bringing forth the rise of electronics, telecommunications and computers. 

This revolution opened the door for space expeditions, research, and biotechnology 

through the new technologies that were now available. An era of high-level automation 

was also made possible by Programmable Logic Controllers (PLCs) and robots. 

 

Less than half a century after the third revolution, the Fourth Industrial Revolution (I4.0) 
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then began to gain traction through the fusion of advances in artificial intelligence (AI), 

robotics, the Internet of Things (IoT), 3D printing, genetic engineering, quantum 

computing, and other emerging technologies. These technologies purport to solve issues 

related to efficiency, productivity, quality and consistency. The impact of I4.0 can be seen 

especially in the manufacturing sectors, with solutions like internet-connected machines 

and data-driven systems bringing unprecedented visibility to production processes, as 

well as precise control over operations. Beyond industrial applications, I4.0 has also 

changed the ways in which we live, with solutions such as check-in robots at hotels, 

coffee-making and chef robots in food and beverage outlets, to digitally-controlled 

electrical appliances via mobile phones. 

 

Revolutions of the kind described have the potential to affect the quantity and quality of 

available jobs for citizens worldwide, including how and by whom such jobs are carried 

out (OECD, 2017). While job losses arising from prior industrial revolutions (e.g., the 

steam engine, electricity and electronics) have generally been short-lived (Mokyr et al., 

2015), the threat to jobs posed by the fourth industrial revolution are likely to be far more 

substantial, as cheaper and better digital technologies substitute capital for labour (OECD, 

2017; Schwab, 2016). These will include not only technologies in the digital realm (such 

as artificial intelligence) but also those in the physical realm (e.g., new materials) and the 

biological realm (e.g., bio-engineering) (Wood et al., 2017). Schwab (2016) posited that 

almost every industry in every country is likely to be disrupted by these shifts, with the 

breadth and depth of such disruptions precipitating a transformation of entire systems of 

production, management, and governance.  

 

In particular, rapid technological progress inevitably hastens skills obsolescence, as well 

as increasing the risk of skills mismatches and skilled labour shortages. All of these forces 

can have significant economic repercussions. Notwithstanding, there have been limited 

empirical findings on how work task and competence profiles are likely to change as 

production processes are more digitalised, automously controlled and closely networked 

(Spöttl & Windelband, 2021). The impact of such challenges is likely to be even more 

acute in countries like Singapore (Human Resources Director, 2017), a country that is 

inherently resource-scarce, and currently coping with aging populations in which a 

significant majority of the future workforce has already left formal education. In such 

situations, current workforce members typically need to extend their stay in paid 
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employment to meet associated labour shortfalls.   

 

To ensure that workforces, both current and future, are equipped with the right skills to 

cope with changing labour market needs, governments need to put in place good skills 

assessment and anticipation systems; high-quality initial education and lifelong learning 

systems; and the right types of incentives and advisories for individuals to acquire the 

new skills that are needed by the labour market. By examining relationships between adult 

learner attributes, training design, situational factors, learning motivation and transfer, the 

broad goal of the current research was to shed some light on the effectiveness of the 

incentives associated with, and the quality of, the lifelong learning ecosystem that 

currently exists in the Singapore context. 

 

1.4. Singapore’s Response to Rapidly Shifting Workforce Needs 

 

As a small country dependent on the global economy and international trade, Singapore 

is exposed and vulnerable to the disruptive forces unleashed by the fourth industrial 

revolution. Its size, however, also makes the country and her government nimble and thus 

well-positioned to take advantage of new opportunities as they arise (Tan & Wu, 2017). 

The movement in Singapore to upskill current employees to meet emerging market needs 

commenced in earnest during 2014 with the Applied Study in Polytechnics and ITE 

Review (ASPIRE) (Ministry of Education, 2014). This later dovetailed into the 

SkillsFuture initiative, which officially commenced in January 2016.  

 

As part of Singapore’s skills assessment and anticipation system, the Committee on the 

Future Economy (CFE) (Committee of Future Economy, 2016) was convened in January 

2016 to develop economic strategies for the next decade. While ASPIRE strengthened 

pathways for initial education and career opportunities immediately thereafter, the 

SkillsFuture initiative was more encompassing, including lifelong learning systems and 

an overaching approach to aligning supply and demand of skills in the Singapore labour 

market across all segments of the local workforce. SkillsFuture is a national movement 

designed to provide Singaporeans with opportunities to develop to their fullest potential 

throughout life, regardless of their starting points (SkillsFuture - AboutSkillsFuture, 

n.d.). Given the significance of the SkillsFuture movement in Singapore, the research 

reported in this thesis was particularly timely.  
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The fundamental goal of education remains that of transfer of learned knowledge, skills 

and attitudes (Corte, 2003). To date, the outcomes of the SkillsFuture initiative have been 

measured via indicators such as training participation rates and take-up rates of different 

initiatives (Woo, 2018). These do not, however, help the government and policy makers 

comprehend the motivation levels of learners, or determine whether learning outcomes 

are actually being translated into economic or other workplace benefits. In light of this, 

the results of the research presented in this thesis may have significant practical 

implications for the Singapore government to adopt a more targeted approach within its 

various initiatives to help adult learners attain and transfer the skills they learn to their 

workplaces.  

 

Learning programmes serve their purposes only to the extent that the knowledge, skills 

and attitudes learned are actually transferred (Chiaburu & Lindsay, 2008). As Latham 

(2007) argued, the time, money, and resources that an organisation devotes to increasing 

an employee’s skills would be wasted if that employee does not then apply these newly 

acquired skills within his or her workplace. In a resource-scarce nation like Singapore, it 

is imperative that adult learners eventually apply what they learn in further education 

programmes to the benefit of their workplaces. The current research is, therefore, of 

national relevance in the Singapore context, at a time when technological disruptions are 

progressing at an unprecedented pace.  

 

1.5. The Role of Polytechnics in Singapore’s Response 

 

In Singapore, publicly funded post-secondary education institutions (i.e., post Grade 10) 

comprise mainly junior colleges, polytechnics, the Institute of Technical Training (ITE) 

and universities. While junior colleges prepare students for universities, polytechnics 

prepare students for mid-level professions via a wide range of practically-orientated 3-

year Diploma programmes. The ITE, on the other hand, prepares students who are 

oriented more towards vocational-technical education pathways (Khiat, 2012). 

Polytechnic graduates who perform well may progress to the universities, while high-

performing ITE graduates can progress to enter one of the polytechnic institutions 

available. 
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As research on post-secondary education has historically focused upon young adults, an 

important cohort that has often been neglected is that of older adults who return to study 

after joining the workforce (Chen, 2017). Given that adult learners now entering and re-

entering the higher education sector now account for approximately 42% of the post-

secondary population in the United States (Hussar & Bailey, 2011; Soares, 2013), this is 

a considerable oversight. Singapore is also now seeing higher proportions of its adult 

workforce returning to higher education studies, with enrolments from such learners 

expected to overtake those from immediate school-leavers in polytechnics within the next 

five years (Ti, 2018). Institutes of Higher Learning (IHLs) in Singapore, therefore, and in 

particular the polytechnics, have had to transform from being schools for young adults to 

schools that cater for learners of all ages. For this reason, the current research, which 

focuses upon the needs of adult learners who are returning to polytechnic studies from 

the workplace, is particularly timely. 

 

1.6. The Present Research 

 

Historically, research conducted on adult learners has typically been descriptively 

oriented, appearing primarily in governmentally funded policy reports (Chen et al., 2008; 

Irvine & Kevan., 2017). As early as 2012, Cruce and Hillman (2012) commented upon 

the paucity of research and data on adult learners, as well as upon the limited translation 

of the associated findings into practice. In the absence of large-scale research on adult 

learners, policy makers and IHLs lack an effective means by which to understand adult 

learner needs and attributes, and thus to design policies, systems and practices that will 

better support these needs and promote long-term success (Iloh, 2018).  

 

As noted previously, the fundamental goal of education and training, particularly in adult 

learning programmes that are designed to enhance workplace skills, remains focused 

upon the transfer of knowledge, skills and attitudes learnt to other contexts. Indeed, 

various scholars such as Schoenfeld (1999) have gone as far as to say that without 

transfer, learning is useless. In the context of the present research, the term ‘transfer’ is 

used to refer to the application of the knowledge, skills and attitudes learned to a learner’s 

job (Burke & Hutchins, 2007; Corte, 2003; Wexley & Latham, 1981). The present 

research focused specifically on the topic of adult learners’ motivation and intent to 

transfer learning to their own workplaces from courses they chose to undertake.  
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1.6.1. The Outcome Constructs: Motivation and Intent to Transfer Learning 

 

There were two main outcome variables within the present research. The first was that of 

motivation to transfer learning – that is, the level of drive that learners had to apply what 

they learned in their studies to their workplaces. Motivation to transfer learning in the 

research was conceptualised on the basis of Eccles and Wigfield's (2000) expectancy-

value theory, which depicts motivation as a product of two factors: expectancies for 

success and subjective task values. Expectancies for success refer to an individual’s 

confidence in his / her ability to succeed in a task (i.e., on the individual’s self-efficacy 

levels). Subjective task values, on the other hand, refer to how important, useful, or 

enjoyable the individual perceives the task to be. Subjective task values can be broken 

down into four major sub-categories (Eccles et al., 1983): 

 

1. Attainment value refers to the importance of doing well on a given task for an 

individual’s sense of identity; 

2. Intrinsic value refers to the enjoyment an individual derives from engaging in the 

task; 

3. Utility value refers to how useful a task is perceived to be in assisting an individual 

to address future plans or goals; and 

4. Cost refers to how the decision to engage in a task limits access to other activities, 

including assessments of how much effort will be taken to engage in the task and 

its emotional consequences.  

 

In addition to studying adults’ motivation to transfer their learning, the construct of intent 

to transfer was also a focus in the current research. Conceptually, while this construct is 

clearly related to motivation, it is distinct in that it is possible for an individual to have 

different levels of motivation and intentions with respect to given future actions. For 

example, a worker within a company might be highly motivated to embark on a specific 

new initiative, but may not have a strong level of intent to do this, because they may 

believe that doing so will cause friction with colleagues. Equally, this worker may not be 

personally motivated to embark on a new initiative, but may have a high level of intent 

to do so, because he or she believes that this is an expectation of workplace supervisors. 

Intent has been shown to be highly correlated with subsequent behaviours (Ajzen, 2011; 

Locke, 1968). Despite the relevance of intent to transfer for predicting subsequent 
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behaviours, this construct has received much less attention than the construct of 

motivation (Pugh & Bergin, 2006) within the existing literature. 

 

1.6.2. Proposed Predictors of Motivation and Intent to Transfer 

 

In Singapore, learning transfer is particularly pertinent today, given the financial 

resources that have been invested in adult learning programmes to upskill and reskill 

existing members of the Singapore workforce to respond to changing workforce needs. 

The Government of Singapore has made a heavy financial commitment to funding these 

training programmes via the SkillsFuture Credit scheme (SkillsFuture - SkillsFuture 

Credit, n.d.). Individual employers have also invested in this scheme, granting time-off 

from work, sponsor training programmes and financial incentives to their workers to 

reskill or upskill via this initiative (Yang, 2017). By 2020, around 540,000 individuals 

and 14,000 enterprises had taken part in the SkillsFuture initiative (Ang, 2021). The 

presumption that underlies the initiative, however, is that workplaces will ultimately 

benefit from the upskilling and reskilling of their employees via the transfer of new 

knowledge, skills and attitudes to the workplace.  

 

The transfer of outcomes from adult learning programmes cannot be presumed, as 

previous research has indicated that transfer from these programmes can vary 

significantly across individuals (Huang & Bramble, 2016; Muthoni & Miiro, 2017; 

Nafukho et al., 2017). Therefore, the question of transfer is pivotal to maximising the 

outcomes that arise from the financial investments made in the SkillsFuture initiative. 

Given that adult learners have agency, that is, the capacity to act independently and to 

make their own free choices, it is critical to understand their motivations and intent to 

transfer in order to realize positive longer-term outcomes for the SkillsFuture initiative. 

Ultimately, therefore, the success or otherwise of the SkillsFuture movement will hinge 

upon whether learners who attend relevant courses will eventually transfer what they have 

learned to their workplaces. 

 

The present research adopted a conceptual framework similar to the one used by Colquitt 

et al. (2000) to investigate whether individual attributes, training design and situational 

factors predicted motivation and intent to transfer learning amongst adult learners, as well 

as their interrelationships, and the role played by motivation to learn and goal orientation 
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in predicting motivation and intent to transfer learning. In the present research, the 

following factors were studied as potential predictors of motivation and intent to transfer 

learning in adult learners. 

 

1.6.2.1. Individual Learner Attributes 

 

Human motivation has previously been linked to various demographic attributes 

including age, gender and ethnicity, and all of these have been deemed to play a part in 

lifelong learning engagement (UNESCO Institute for Lifelong Learning, 2009). Despite 

this, there is little theory available which has linked such demographic variables to 

transfer outcomes in adult learning programmes (Colquitt et al., 2000). The few studies 

that have appeared thus far have also not been geared explicitly toward identifying factors 

that policy makers and educators can adapt to enhance the transfer of by these learners. 

The present research, therefore, aimed to identify adult learners with differential profiles 

of individual attributes who were more or less inclined to transfer what they had learned 

to their workplaces. In so doing, the research was designed to provide policy makers and 

educators with a better sense of which learners are more likely to benefit from 

participating in such programmes, and which others might require further support in order 

to reap the full benefits that can arise from such participation. 

 

1.6.2.2. Training Design Attributes 

 

A considerable body of research has now appeared on the different kinds of training 

designs that can be adopted in adult learning programmes and their consequences for key 

learning outcomes, including transfer to other contexts. Although these have generally 

affirmed a significant relationship between such training design factors and motivation 

and intent to transfer learning outcomes from adult education programmes (Colquitt et al., 

2000; Gegenfurtner, et al., 2009; Velada, et al., 2007; Wlodkowski & Ginsberg, 2017), no 

such studies could be located that focused upon the Singapore context. It is possible that 

training design factors such as forms of learning (i.e., formal, non-formal and informal), 

format of instruction (i.e., face-to-face, e-learning or blended learning), and the social 

contexts of learning (i.e., individual or collaborative learning) may have different 

implications for learners from different contexts. As a result, these were also studied in 

the present research, in terms of whether and how they predicted learners’ motivation and 



 

21 

 

                    Official (Closed) - Non Sensitive 

intent to transfer learning. 

  

1.6.2.3. Situational Factors 

 

As noted previously, significant financial investments have been made in this initiative 

since it was first launched, with both the government and individual employers making 

options such as time-off from work available to employees who wish to embark on further 

learning within the SkillsFuture suite of offerings. Part of the rationale for offering these 

incentives is that these forms of rewards and support will have a positive impact on adult 

learners’ learning motivation and intent to transfer post-completion. 

 

There is, however, likely to be some variability in the extent to which such incentives are 

effective for enhancing longer-term outcomes. Previous research has suggested a few 

factors that can affect these outcomes. For adult learners have been found to have higher 

levels of motivation to learn if they are able to choose the topics they study (Houde, 2006) 

and if they attend programmes voluntarily (Huczynski & Lewis, 1980). However, much 

of the research on this topic is now very dated, and does not make a definitive link 

between types of incentives and transfer motivation. Furthermore, no research could be 

located that had explored these factors within the Singapore context. Responding to the 

call of prior researchers (Colquitt et al., 2000; Gegenfurtner & Vauras, 2012; Seyler et al., 

1998), the present research, therefore, examined whether adult learners who had 

embarked on voluntary upskilling programmes exhibited differential levels of motivation 

and intent to transfer learning in comparison to those who had embarked on mandatory 

reskilling programmes. Other situational factors such as support and rewards offered for 

participation were also investigated. 

 

1.6.2.4. Intrinsic and Extrinsic Learning Motivation 

 

While training researchers have traditionally focused on training design / pedagogical 

methods as a means of promoting learning transfer, various studies have indicated that 

even when the same methods are used, some trainees will learn more than others 

(Tannenbaum & Yukl, 1992). This points to the operation of factors other than the training 

design or pedagogical methods in driving such differences in learning outcomes. One 

such factor is learning, which has been underscored consistently in the education and 
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educational psychology literature as critical in determining adult learning processes and 

outcomes (e.g., Wlodkowski & Ginsberg, 2017).  

 

Knowles' (1978) sixth principle of andragogy posed that while adults are responsive to 

some external motivators, the most potent motivators for these learners are internal 

pressures. This notion aligns with Deci's (1980) notions of the impact of intrinsic and 

extrinsic motivation in his self-determination theory, which focuses on the extent to which 

an individual’s choices and behaviours are self-determined. Although prior studies have 

suggested that intrinsic motivation may be a more important determinant of outcomes 

such as transfer of knowledge and skills in adult learners (Maurer et al., 2003), few studies 

have specifically explored the relationship between intrinsic versus extrinsic motivation 

to learn and intent to transfer in the Singapore context. This was, therefore, a further gap 

that the current research sought to address. 

 

1.6.2.5. Learners’ Goal Orientations 

 

Kraiger et al. (1993) suggested one of the critical factors in the efficacy of learning in 

adult education was whether learners adopted mastery or performance goals in 

approaching their learning tasks. Individuals with predominantly mastery goal 

orientations focus primarily on developing their own task competence in approaching 

learning tasks (Dweck & Leggett, 1988). In contrast, individuals with predominantly 

performance goal orientations focus more upon appearing competent to others 

(performance-approach orientation) and avoiding negative judgments of competence 

from others (performance-avoid orientation) (Chiaburu & Marinova, 2005; Middleton & 

Midgley, 1997; Pintrich & Schunk, 2002).  

 

Adult learners with predominantly performance goal orientations have been found to 

avoid challenges, and to decrease their efforts and persistence following failures (Button 

& Mathieu, 1996). Adult learners with a mastery orientation have been reported to adopt 

more complex learning strategies and to learn more effectively than those who are 

performance-oriented (Chiaburu & Marinova, 2005; Fisher & Ford, 1998). In light of 

such findings, it is likely that adult learners who are primarily mastery oriented will be 

more driven to transfer what they learn to their workplaces (Pugh & Bergin, 2006). 

Despite this, no previous research studies that had specifically focused upon goal 
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orientations and transfer in the context of adult education in Singapore could be located. 

The present research thus also explored whether the goal orientations of adult learners 

significantly predicted their motivation and intent to transfer their learning outcomes to 

their workplaces. 

 

1.6.3 Summary and Aims of the Present Research 

 

The current research is particularly timely, given the financial resources that the 

Singapore government is currently investing in its SkillsFuture initiative. This initiative 

aims to provide Singaporeans with the opportunities to develop their full potential 

throughout life, regardless of their starting point (SkillsFuture - AboutSkillsFuture, 

n.d.). The movement encompasses lifelong learning systems, and aims to achieve an 

overaching alignment of supply and demand of skills in the labour market across all 

segments of the workforce.  

 

To date, however, the outcomes of this movement have only been measured by indicators 

such as training participation rates and take-up rates of different programmes (Woo, 

2018b). Such indicators are of little utility to policy makers and educators in identifying 

ways to enhance the ultimate benefits of such programmes for workplaces. In a resource-

scarce nation like Singapore, it is imperative that adult learners move beyond learning 

to apply the knowledge, skills and attitudes they have acquired towards productive 

endeavours in their own workplaces. Against the above backdrop, the aims of the four 

papers presented in this thesis were as follows. 

 

Papers 1 and 2 were conducted to develop and validate instruments to measure adult 

learners’ goal orientations and motivation to transfer what they learn to the workplace. 

While various instruments are already available to measure motivation in individuals 

across the lifespan, no previous instruments could be located that specifically focused 

upon measuring these variables in adult learners. These two instruments, therefore, were 

developed for use in the subsequent two studies. Paper 3 then focused upon the notion of 

support for adult learning, and its relationship with motivation to transfer learning 

outcomes from associated programmes. Paper 4 focused upon identifying clusters of adult 

learners with differential levels of learning motivation and goal orientations, linking these 

to motivation and intent to transfer learning.  
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The overarching goal of the work presented in these papers was to provide evidence that 

educators and policy makers could apply in their efforts to enhance the outcomes of these 

programmes in terms of learning transfer. Chapters 2 through 5 present the four papers 

referred to above, respectively. Chapter 6 then presents brief overall conclusions on the 

results of the research as a whole, and provides suggestions for further research and 

practice related to the results. Table 1.1 presents the central research question of the 

current research, sub-questions and methods for each of the papers. 
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Table 1.1: Research Questions and Methods 

       

Paper Research Question(s) Method(s) 

 

Central research question: What are the factors that predict 

adult learners’ motivation and intent to transfer learning? 

 

 

1 

Develop and validate an instrument to measure adult learners’ 

goal orientations 

 

Exploratory and confirmatory factor analyses 

2 

Develop and validate an instrument to measure adult learners’ 

motivation to transfer learning 

 

Exploratory and confirmatory factor analyses 

3 

Question 1: Do levels of support for learning received from 

supervisors and organisations; peers; and/or friends and family 

predict learning motivation and intent to transfer? 

Question 2: Do levels of support for learning received from 

supervisors and organisations; peers; and/or friends and family 

vary with age, ethnicity, employment status, educational level, 

and the purposes of learning? 

Question 3: Do levels of support for learning received from 

supervisors and organisations; peers; and/or friends and family 

Multiple regression analysis, univariate and multivariate 

analysis of variance, path analysis 
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Paper Research Question(s) Method(s) 

mediate relationships between socio-demographic variables, 

learning motivation and intent to transfer? 

 

4 

Question 1: Can distinct ‘learning orientation profiles’ be 

derived using the variables of intrinsic learning motivation, 

extrinsic learning motivation, performance approach goal, 

performance avoidance goal and mastery goal?  

Question 2: To what extent do these learning orientation 

profiles predict motivation and intent to transfer?  

Question 3: Which ‘malleable’ programme factors could 

potentially be altered by educators and policy makers to 

enhance the learning orientation profiles of learners? The 

specific programme elements investigated were format of 

instruction (face to face, blended, online), social learning 

context (collaborative vs individual); choice; support; reward; 

and relevance. 

 

Cluster analysis, univariate and multivariate analysis of 

variance, chi-square tests 
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Chapter 2. Paper 1 - Development and Validation of an Instrument 

to Measure Goal Orientations in Adult Learning Programmes 

 

Abstract. While much has been done in Singapore to encourage participation in adult 

learning programmes, only some 13% of Singaporeans report having attended 

SkillsFuture training programmes annually since the movement started in 2015. 

Motivation is likely to be a key factor in these poor uptake rates, including the goals that 

adult learners adopt within such learning programmes. Presently, while many instruments 

exist which focus on measuring learners’ goal orientations in school contexts, relatively 

few instruments have been developed for use with adult learners, and fewer still have 

been adapted specifically for use in Asian learning contexts. This study aimed to develop 

and validate an instrument to measure goal orientations among adult learners (the Goal 

Orientations for Adult Learners, or GOAL). Four hundred and forty-four adult learners in 

Singapore participated in this study. Both exploratory and confirmatory factor analyses 

distinguished three factors within the 15-item GOAL instrument: performance approach, 

performance avoidance and mastery (approach). In comparison to other instruments such 

as the Achievement Goal Framework and the Dimensions of Adult Mastery Motivation 

Questionnaire, the GOAL instrument is more concise, yet exhibited higher internal 

consistencies (Cronbach alphas 0.88 to 0.95) than have been reported previously. Possible 

uses of this new instrument are discussed. 
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2.1. Introduction 

 

A key goal of the Singapore government is to ensure the long-term, sustained economic 

growth of the country, irrespective of short-term challenges such as those that have arisen 

against the backdrop of the COVID-19 pandemic. Siau (2017) noted that although many 

are currently concerned about low job availability in Singapore, it is actually shortages of 

relevant skills, not jobs, that will threaten Singapore’s economic growth in the longer-

term. In an efficient labour market, skills should meet jobs, and innovation and enterprise 

should meet the needs of the economy (Kung, 2016). Both of these criteria can only be 

met when education systems are able to respond quickly to close skills gaps in labour 

markets. Adult learning programmes are seen as one means by which countries can upskill 

and reskill their workforces rapidly to meet shifting industry demands. 

 

Alongside traditional learning outcomes, in adult learning programmes, skills transfer has 

been recognised as a core learning outcome. Transfer, in the context of adult workplace 

learning programmes, refers to the application of the knowledge, skills and attitudes 

learned to a learner’s job (Burke & Hutchins, 2007; Corte, 2003; Wexley & Latham, 

1981). In a resource-scarce and increasingly aging nation like Singapore, it is critical for 

adult learners to apply what they learn towards productive workplace endeavours. 

Schoenfeld (1999) posed that transfer is so important that it deserves attention as a stand-

alone education outcome, for without it, learning – and in particular, learning related to 

the workplace – is ‘useless’.  

 

As a small country dependent on the global economy and international trade, Singapore 

is exposed and vulnerable to the disruptive forces of ongoing global changes. Thus, the 

Singapore government has introduced various intiatives to provide upskilling and 

reskilling for current members of the workforce to keep pace with workplace demands. 

The SkillsFuture movement is one such initiative. SkillsFuture was launched in 2015 with 

the aim of affording Singaporeans the opportunity to develop their fullest potential 

throughout life, regardless of their starting points (SkillsFuture - AboutSkillsFuture, 

n.d.). As part of this initiative, Singaporeans can attend approved courses in higher 

education institutions to upskill or reskill at greatly subsidised rates. Employers are also 

encouraged within the initiative to offer employees extra incentives to participate, 

including time-off from work and internal recognition for such participation.  
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Since its introduction, the Singapore government has invested millions of dollars into the 

SkillsFuture initiative. Significant financial investments in the movement have also been 

made by individual employers in the form of sponsorships and paid periods of absence to 

allow their employees to attend SkillsFuture courses. While much has been done in 

Singapore to encourage participation in this movement, only around 13% of Singaporeans 

report having attended SkillsFuture training programmes annually since the movement 

started in 2015 (Ang, 2021; Singapore Department of Statistics, 2020a; Singapore 

Department of Statistics, 2020b). Given that participation in this initiative is generally 

voluntary, further research is needed to explore the part played by motivation in driving 

both participation rates and outcomes within adult learning programmes in Singapore.  

 

2.1.1. Motivational Goal Orientations and Adult Learners  

 

Maslow (1943) asserted that goals were the most suitable point for centering any 

motivation theory. Kraiger et al. (1993) further suggested that the outcomes of adult 

learning programmes could vary significantly based on whether learners had adopted a 

mastery or performance goal orientation in their learning. The Achievement Goal 

Orientation (AGO) theory arose through the social-cognitive theory of motivation, which 

has attracted a great deal of attention over the past two decades (Dweck, 1986; Dweck & 

Leggett, 1988). The AGO theory has since been widely applied to understand individuals’ 

academic achievement, adjustment and well-being, as well as to explain how learners 

engage with learning (Aspinwall & Taylor, 1997; Midgley et al., 1996; Nurmi et al., 1994).  

 

The AGO theory specifies two major goal orientations that learners can adopt when they 

are confronting new learning tasks (Ames, 1992). The first is a mastery goal orientation. 

This orientation reflects a “desire to develop competence and increase knowledge and 

understanding through effortful learning” (Murphy & Alexander, 2000, p. 28). In essence, 

an adult learner with a mastery goal orientation focuses on and enjoys learning for its own 

sake and is driven primarily by a desire to achieve competence in the domain of that 

learning. A performance goal orientation, in contrast, reflects a desire to do well in 

learning tasks out of a more competitive intent. The focus of a learner with a performance 

goal orientation is on performing well, irrespective of what is being learned.  

 

Elliot and McGregor (2001) subsequently included the subdimensions of approach and 
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avoidance to the mastery and performance goal orientations, producing a four-factor 

model of achievement orientation: mastery approach, mastery avoidance, performance 

approach and performance avoidance. Based on this 2 X 2 model of achievement goal 

orientation, adult learners with a mastery approach goal orientation are driven primarily 

by a desire to master the learning content. Those with a mastery avoidance goal 

orientation focus primarily on avoiding misunderstandings in their learning. Adult 

learners with a performance approach goal orientation are driven primarily by a desire to 

demonstrate that they are more competent than other learners. Those with a performance 

avoidance goal orientation, however, are driven primarily by a desire to avoid appearing 

incompetent in comparison with their peers.  

 

It should be noted that the mastery avoidance goal orientation is a relatively new and 

controversial construct within the goal orientation literature (Ciani & Sheldon, 2010). 

Sideridis and Mouratidis (2008), for example, posited that mastery avoidance goal 

orientations might be operative only during challenging situations. As a result, most 

applications of AGO theory have focused primarily on three of the four goal subconstructs 

within this framework: mastery approach goal orientations; performance approach goal 

orientations; and performance avoidance goal orientations. This tripartite framework was 

the basis of the instrument developed within the current study. 

 

Research has suggested that the goal orientations that adult learners adopt can have a 

profound impact not only on their learning processes, but also, on their ultimate learning 

outcomes. In terms of learning processes, adult learners with a mastery orientation have 

been found to adopt more complex learning strategies, take on more challenging exercises 

and persist in the face of failure more often than those who are performance-oriented 

(Chiaburu & Marinova, 2005; Dweck & Leggett, 1988; Fisher & Ford, 1998). Adult 

learners with performance goal orientations, in contrast, have been found to exhibit lower 

levels of effort in approaching learning tasks, and to avoid challenges in these tasks, more 

frequently than those with a mastery goal orientation (Chiaburu & Marinova, 2005; 

Dweck & Leggett, 1988; Fisher & Ford, 1998). Individuals with performance goal 

orientations have also been found to decrease their efforts and persistence in the face of 

failure (Button & Mathieu, 1996), and to be driven heavily by a fear of negative 

evaluation, producing dysfunctional learning behaviours such as ‘face saving’ efforts 

(Button & Mathieu, 1996).  
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Whilst the above discussion suggests that an individual can only adopt one type of goal 

orientation at a time, in fact, the two main goal orientations, mastery and performance, 

are not mutually exclusive. That is, adult learners can hold both goal orientations 

simultaneously, to varying degrees (Pugh & Bergin, 2006). For example, although an 

adult learner might be mainly concerned with a desire to attain mastery in a learning task, 

he or she might also enjoy displaying a higher level of competence than others who are 

embarking on the same task (Riveiro et al., 2001). Thus, goal orientations can interact in 

complementary ways to synergistically regulate learner behaviours. As suggested by 

Wentzel (1991, p. 190), “performance goals are inextricably linked to learning goals in 

that it is impossible to obtain positive judgements of ability without first achieving some 

level of task mastery”.  

 

2.1.2. Implications of Goal Orientations and Learning Outcomes 

 

Findings on the relationship between mastery goals and achievement have been 

somewhat mixed. While some studies have shown a positive relationship between 

mastery goals and higher achievement levels (e.g., Miller et al., 1993), no significant 

relationships have been observed in other studies (Harackiewicz et al., 2002; Meece et al., 

1988). Such mixed findings are not entirely unexpected. Dweck (1986) postulated that 

mastery goals may not have a direct influence on performance outcomes, but instead, may 

impact these outcomes indirectly, via learning process variables such as profound 

cognitive engagement and intense effort directed toward the task (Miller et al., 1996; 

Nolen, 1988). There has been some empirical evidence to support this proposition. For 

example, while Miller et al. (1996) found no significant direct relationships between 

mastery goals and achievement in their study, they did find a positive indirect relationship 

between these variables, mediated completely by learners’ use of deep-processing 

strategies in approaching their learning tasks. 

 

Findings related to the links between performance goals and achievement have been 

equally, if not more, mixed. Performance goals have been found in some studies to be 

related to the use of shallow-processing strategies, such as rote learning and memorisation 

(Meece et al., 1988; Miller et al., 1996; Nolen, 1988), which would account for the 

typically negative relationship found between these goals and achievement (Miller et al., 

1996). In other studies, however, performance goals have been found to be related 
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significantly to both deep and shallow learning strategies (Meece et al., 1988), as well as 

to higher levels of performance as measured by final course grades (Harackiewicz et al., 

1997). In other studies still, performance approach goals have been found to relate 

positively to learning outcomes such as learners’ coursework and examination marks, 

while performance avoidance goals have been found to relate negatively to these same 

outcomes (Cellar et al., 2011; Diseth, 2011; Elliot & McGregor, 2001; Huang, 2012; 

Remedios & Richardson, 2013). Thus, mixed conclusions have been reached from 

previous research conducted to explore interrelationships between learning goals and 

achievement or other learning outcomes. 

 

2.1.3. Goal Orientations in Adult Learning Programmes 

 

Returning to the key question of transfer in adult learning programmes, of which 

motivation and intent are key predictors, numerous studies on the importance of 

motivational goals for successful transfer have appeared within the literature (Bereby-

Meyer & Kaplan, 2005; Blume et al., 2010; Colquitt et al., 2000; Chiaburu & Marinova, 

2005; Gegenfurtner et al., 2009; Pugh & Bergin, 2006). In a meta-analysis, Mesmer-

Magnus and Viswesvaran (2007) noted that mastery goals were better for predicting 

transfer outcomes than performance goals. Similar findings were reported by Bereby-

Meyer and Kaplan (2005) and Chiaburu and Marinova (2005). Kozlowski et al. (2001), 

who reported that mastery goal orientations significantly predicted transfer, albeit 

indirectly, through their effect on learner’s self-efficacy levels. From an intuitive 

standpoint, it is reasonable to assume that mastery-oriented adult learners would be more 

likely than those who are predominantly performance-oriented to embrace transfer 

possibilities as further learning opportunities (Ford & Weissbein, 1997).  

 

Importantly, however, much of the current research on the importance of goal orientations 

as predictors of subsequent performance outcomes has focused upon school-level 

participants. Underpinning the model of andragogy posed by Houde (2006) is the notion 

that adults and children differ in important ways. With respect to motivation, Knowles 

(1984) argued that adults are typically more self-directed than younger learners. Among 

the few studies that have compared the goal orientations of adult and school-aged learners, 

however, results have been mixed. Some studies have reported that adult learners are 

more likely to adopt a mastery goal orientation than recent school-leavers (Eppler & Harju, 
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1997; Morris et al., 2003). Other researchers, however, have found adult learners to be 

just as likely as their younger counterparts to adopt mastery approach or performance 

avoidance goal orientations under specific circumstances (Remedios & Richardson, 

2013). Prior research has also indicated that goal orientations may differ across Western 

and Asian learners (Niles, 1995; Zusho et al., 2005). Results such as these underscore the 

need for further research on goal orientations that is both age- and culture-specific. 

 

2.1.4. Instruments to Measure Goal Orientations in Adult Learners 

 

Presently, while many instruments exist which focus on measuring students’ goal 

orientations in school-aged learners, relatively few instruments have been developed thus 

far for use with adult learners (Doherty-Bigara & Gilmore, 2015). The key objective of 

this paper, therefore, was to draw from existing instruments that have been developed for 

use in Western school contexts and create a tailored instrument to measure goal 

orientations in adult learners within the Singapore context.  

 

2.2. Method 

 

2.2.1. Development of the Instrument 

 

The GOAL instrument was developed on the basis of the AGO theory, i.e., items to 

measure performance approach, performance avoidance and mastery goal orientations 

were included in the GOAL instrument taking reference from the AGO theory. Items in 

this instrument are presented in Table 2.1, along with the constructs that the items were 

intended to reflect. A comparison of items from the GOAL and one former instrument, 

the Achievement Goal Framework (AGF), is also shown in Table 2.1. As indicated, while 

the AGF comprised 6 items per goal orientation, the GOAL instrument was shorter at 5 

items per orientation. However, it can be seen that the items for performance approach 

and mastery goal orientations are similar across the two instruments. For the performance 

avoidance goal orientation, the GOAL instrument included one item to assess how 

important peers’ opinions of learners were, an aspect that was not incorporated in the AGF. 

The items in the GOAL instrument also measured similar constructs to those in the Goal 

Orientation Scales (GOS) (Ong, 2014) and the Dimensions of Adult Mastery Motivation 

Questionnaire (DAMMQ) (Doherty-Bigara & Gilmore, 2015).  
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Table 2.1. Items in the GOAL Instrument vs. the AGF 

          

Item Label 
Goal Orientation in Adult Learners (GOAL) Instrument 

 

Achievement Goal Framework (AGF) 

 

On a scale of 1 = Not important at all to 10 = Extremely 

important, how important are the following statements to you 

on a scale of 1 to 10 during the training programme? 

 

Pap1 Outperform other learners in the programme? 

It is important to me to do better than the other students. 

 

I am motivated by the thought of outperforming my peers. 

Pap2 Look smart in comparison to other learners in the programme? 
I am striving to demonstrate my ability relative to others 

in this class. 

Pap3 Make other learners in the programme think I am doing well? 
My goal in this class is to get better grade than most of the 

students. 

Pap4 Impress my lecturer(s)? 
I want to do well in this class to show my ability to my 

family, friends, advisors or others. 

Pap5 Do well in the programme? 
It is important to me to do well compared to others in this 

class. 

Pav1 Performing poorly relative to other learners? My goal for this class is to avoid performing poorly. 

Pav2 Appearing dumb compared to other learners? 
My fear of performing poorly in this class is often what 

motivates me. 

Pav3 Having other learners look down on me?  
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Goal Orientation in Adult Learners (GOAL) Instrument 

 

Achievement Goal Framework (AGF) 

Pav4 Having my lecturers see me as less able than other learners? 
I’m afraid that if I ask my TA or instructor a “dumb” 

question, they might not think I’m very smart. 

Pav5 Falling behind other learners in my group? 

I often think to myself, “What if I do badly in this class?” 

 

I worry about the possibility of getting a bad grade in this 

class. 

 

I just want to avoid doing poorly in this class. 

Mas1 Learn as much as possible from the programme? I want to learn as much as possible from this class. 

Mas2 
Understand the content of the programme as thoroughly as 

possible? 

It is important for me to understand the content of this 

course as thoroughly as possible. 

Mas3 
Gain a broader and deeper knowledge of the subject matter 

when I have completed the programme? 

I hope to have gained a broader and deeper knowledge of 

psychology when I am done with this class. 

Mas4 Completely master the material presented in the programme? 
I desire to completely master the material presented in this 

class. 

Mas5 Challenging myself and learning new things? 

In a class like this, I prefer course material that arouses my 

curiosity, even if it is difficult to learn. 

 

In a class like this, I prefer course material that really 

challenges me so I can learn new things. 

 

Note. “Pap” are items measuring Performance Approach goal orientation, “Pav” for Performance Avoidance and “Mas” for Mastery. 
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The key differences between the GOAL and these three previous instruments were that: 

(i) the statements were referenced in a way that was suited to adult learners (e.g., referred 

to ‘learners’ rather than ‘students’, and excluded statements such as “I want to do well in 

this class to show my ability to my family, friends, advisors or others”); (ii) the GOAL 

was designed to be briefer than the AGF and the DAMMQ, though not the GOS, which 

had an imbalance of items across constructs (5 each in mastery and performance approach, 

but only 3 in performance avoidance). Therefore, the GOAL instrument was designed 

specifically to be used in the context of workplace learning by adults. 

 

2.2.2. Participants 

 

The data collection occurred over a four-month period, during which, 444 adult learners 

completed the instrument, giving a response rate of close to 10%. This sample size was 

deemed to be sufficient for the conduct of both the Exploratory Factor Analysis (EFA) 

and Confirmatory Factor Analysis (CFA). All participants completed the instrument 

online as part of a larger study to explore factors that influenced intent to transfer learning 

outcomes in adult education programmes. 

 

In addition to the main questions within the GOAL instrument, participants were also 

asked to respond to a number of questions related to socio-demographic factors, including 

gender, age, ethnicity, employment status, educational level and purpose for learning (to 

reskill / learn a new skill or upskill / deepen skills in a domain). For ethnicity and 

educational level, participants were asked to select only one response from the available 

options as per the census conducted on the population of Singapore (Singapore 

Department of Statistics, 2017). Options in the survey for employment status (“Full Time”, 

“Part Time” and “Unemployed”) were designed to be consistent with the definitions used 

in the Employment Act of Singapore (Ministry of Manpower, 2013). Socio-demographics 

for the participating 444 adult learners are reflected in Table 2.2.  
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Table 2.2. Socio-demographics for Participating Adult Learners 

        

Baseline Characteristic n % 

Age Bracket   

 Not Indicated 45 10.14 

 20s 131 29.50 

 30s 142 31.98 

 40s 76 17.12 

 50s and above 50 11.26 

Ethnicity   

 Chinese 306 68.92 

 Indian 44 9.91 

 Malay 76 17.12 

 Others 18 4.05 

Employment Status   

 Full Time (at least 35 hours a week) 401 90.32 

 Part Time (less than 35 hours a week) 18 4.05 

 Unemployed 25 5.63 

Educational Level   

 Diploma and Professional Qualification 235 52.93 

 Non-Tertiary 8 1.80 

 University 201 45.27 

Gender   

 Female 244 54.95 

 Male 200 45.05 

 

Note. N = 444. Participants were on average 32.80 years old (SD = 14.43). 
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2.2.3. Procedures 

 

Approval to conduct the study was first obtained from the University of Western Australia 

Human Research Ethics Committee and also from the Internal Review Board of the 

participating polytechnic institution in Singapore. The study was then conducted from 

September 2019 to December 2019. Online administration of the instrument using Google 

Forms allowed respondents to complete their responses anonymously, as well as to have 

control over their progress through the instrument (Richman et al., 1999). 

 

Prior to launching the survey, a cognitive process interview was convened with a small 

group of adult educators and administrators (n=3) from the participating polytechnic. This 

interview was conducted in a ‘think-aloud’ format, in which participants were asked to 

verbalise their thought processes as they answered each item in the draft instrument. The 

researcher asked participants to read each question, then observed and recorded as they 

‘thought aloud’ about what each item meant, in answering the questions. Observations 

were also made regarding the ease with which the interviewees answered the items, and 

the time they needed to complete the draft instrument. 

 

The notes recorded in these sessions were then used to identify any items and / or 

instructions that were unclear, irrelevant or did not elicit the intended information. These 

items and / or instructions were then revised for use in the final instrument. Further 

improvements to the draft instrument were also made on the basis of other feedback 

received from the interviewees.  

 

Large-scale survey. All invited adult learners for the full study were informed that 

participation in this study was voluntary, and that they were free to withdraw at any time 

during the data collection. Informed consent via one question in the online survey was 

also secured from all participants. In an effort to counter non-response bias, an 

explanation of the nature and purpose of this study was included in the introduction to the 
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instrument, to encourage participation and completion of the survey. No questions that 

would identify the respondents or their employees were included in the survey, to reduce 

any concerns about how personal data would be used in the study (Birdi et al., 1997), and 

to reduce the influence of positive response bias in the data. 

 

2.3. Results 

 

Both Exploratory Factor Analysis (EFA) and Confirmatory Factor Analysis (CFA) 

methods were used to evaluate the internal structure of the GOAL instrument. An EFA 

was first conducted on data from a random split half (n=222) of the 444 participating 

adult learners (Random Split Half A). A CFA was subsequently conducted to cross-

validate results from the EFA, using data from the second random split half (Random 

Split Half B). IBM SPSS version 25.0 and LISREL version 10.3 were used to conduct the 

EFA and CFA, respectively. 

 

2.3.1. Exploratory Factor Analysis 

 

Using a Maximum Likelihood (ML) extraction, as recommended by various authors in 

the field (e.g. Costello & Osborne, 2005), the EFA was first performed on Random Split 

Half A. The factors extracted were rotated to approximate simple structure using the 

Direct Oblimin method, given that these were expected to correlate. In determining the 

number of factors to retain, three alternative sources of information were considered: 

Kaiser’s eigenvalues greater than one criterion; the Cattell scree plot; and a parallel 

analysis of obtained eigenvalues. To reduce the possibility of over or under-extracting 

factors from the 15-item set, all three sources were considered. 

 

The data were first screened to ensure compliance with all relevant EFA assumptions prior 

to conducting the analysis. Skewness and kurtosis coefficients indicated no significant 

departures from normality in the item distributions (i.e., all values fell below |3.0| for 
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skewness, and below |8.0| for kurtosis). The sample was large enough to yield reliable 

estimates of correlations among the variables, with a high case to item ratio of 14.80. 

 

Descriptive statistics and bivariate correlations for items in the GOAL instrument in 

Random Split Half A are shown in Table 2.3. Based on Kaiser’s criterion, the scree plot, 

and a parallel analysis, the EFA on these data indicated the presence of three distinct 

factors. Together, these three factors accounted for 75.33% of the item variance (36.00%, 

27.00% and 12.33% accounted for by the first, second and third factors, respectively).  

 

Communalities and oblique-rotated factor loadings obtained in the EFA are shown in 

Table 2.4. Based on the pattern matrix in Table 2.4, all items that were intended to measure 

the construct of performance avoidance goal orientation loaded onto one factor as 

proposed. All items intended to measure the construct of performance approach goal 

orientation also loaded onto one factor, with the exception of the item “Do well in the 

programme” which loaded more strongly on the mastery goal orientation factor, together 

with all items intended to measure mastery goal orientations. Cronbach’s α coefficients 

for the factors identified were acceptable within this split-sample, ranging from 0.90 

through 0.95. Given these results, with the exception of the single item from the proposed 

performance approach goal orientation factor, the data affirmed that the items in the 

instrument functioned as anticipated.  
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Table 2.3: Descriptives and Bivariate Correlations for the GOAL Instrument (Random Split Half A) 

                    

Item M SD Pap1 Pap2 Pap3 Pap4 Pap5 Pav1 Pav2 Pav3 Pav4 Pav5 Mas1 Mas2 Mas3 Mas4 Mas5 

Pap1 4.75 2.48 -- .78** .76** .77** .26** .45** .38** .40** .38** .34** .05 .06 -.03 .20** .10 

Pap2 4.32 2.43 

 

-- .91** .85** .19** .39** .48** .47** .43** .26** -.02 -.00 -.04 .10 .05 

Pap3 4.22 2.50   -- .85** .16* .40** .47** .45** .42** .26** -.03 -.02 -.04 .11 .04 

Pap4 4.36 2.48    -- .22** .43** .50** .46** .46** .30** .01 .02 -.02 .15* .09 

Pap5 7.31 1.72     -- .16* .06 .11 .16* .19** .51** .53** .48** .45** .45** 

Pav1 4.40 2.56      -- .74** .73** .74** .72** -.02 -.01 .02 .19** .01 

Pav2 3.91 2.43       -- .88** .81** .69** -.13 -.12 -.10 .06 -.04 

Pav3 4.00 2.43        -- .87** .74** -.09 -.10 -.08 .11 -.02 

Pav4 4.30 2.45         -- .78** -.05 -.01 -.01 .11 .00 

Pav5 4.69 2.53          -- -.02 .01 .02 .10 -.01 

Mas1 8.10 1.18           -- .85** .79** .64** .75** 

Mas2 7.98 1.16            -- .79** .65** .77** 

Mas3 7.97 1.25             -- .72** .74** 

Mas4 7.53 1.35              -- .70** 

Mas5 8.00 1.11               -- 

*p<.05. **p<.01
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Table 2.4: EFA outcomes for the GOAL Instrument (Random Split Half A) 

                  

  Factor Loading 

  Communality 1 2 3 1 2 3 

 Initial Extraction Structure Matrix Pattern Matrix 

Factor 1: Performance 

Approach 

        

Pap2 .87 .92 .96 .06 .45 .97 -.02 -.02 

Pap3 .85 .90 .95 .05 .44 .96 -.03 -.03 

Pap4 .79 .81 .90 .10 .48 .87 .02 .05 

Pap1 .73 .67 .82 .12 .41 .80 .05 .02 

Factor 2: Mastery         

Mas2 .79 .84 .02 .91 -.05 -.03 .92 -.07 

Mas1 .78 .82 -.01 .90 -.06 -.05 .91 -.07 

Mas3 .77 .78 -.03 .88 -.03 -.10 .88 -.02 

Mas5 .70 .71 .08 .84 .00 .02 .84 -.04 

Mas4 .65 .60 .14 .76 .14 .03 .76 .09 

Pap5 .38 .36 .21 .58 .15 .13 .57 .07 

Factor 3: Performance 

Avoidance 
        

Pav3 .86 .89 .49 -.01 .94 .05 -.05 .92 

Pav4 .82 .85 .46 .05 .92 .02 .01 .91 

Pav2 .82 .83 .51 -.04 .90 .10 -.09 .86 

Pav5 .71 .68 .30 .06 .82 -.13 .04 .88 

Pav1 .68 .66 .44 .07 .81 .05 .04 .78 

 

Note. N = 222.
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2.3.2. Confirmatory Factor Analysis 

 

A CFA was then conducted on data from Random Split Half B (n=222) to cross-validate 

the EFA results using the pattern of loadings obtained from the EFA as the starting model. 

This model also corresponded to the proposed theoretical structure of the instrument, with 

the exception of one item (Pap5), which loaded more heavily on the mastery factor in the 

EFA. Again, all data screening analyses performed to ensure that relevant assumptions 

for CFA in terms of normality, linearity, factorability, and the absence of outlying 

univariate scores and multivariate score sets produced satisfactory results. Descriptive 

statistics and correlations for the items from Random Split Half B are shown in Table 2.5.  
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Table 2.5: Descriptive Statistics and Bivariate Correlations for the Items in the GOAL Instrument (Random Split Half B) (n=222) 

                    

Item M SD Pap1 Pap2 Pap3 Pap4 Pap5 Pav1 Pav2 Pav3 Pav4 Pav5 Mas1 Mas2 Mas3 Mas4 Mas5 

Pap1 4.99 2.38 -- .77** .69** .69** .35** .37** .40** .36** .37** .29** -.01 -.01 -.01 .21** .09 

Pap2 4.41 2.36 

 

-- .88** .81** .22** .36** .47** .49** .43** .28** -.10 -.08 -.10 .19** .06 

Pap3 4.17 2.35   -- .83** .16* .32** .46** .50** .43** .27** -.16* -.17** -.18** .11 .02 

Pap4 4.29 2.35    -- .28** .34** .39** .44** .43** .23** -.07 -.08 -.08 .16* .08 

Pap5 7.21 1.73     -- .19** .16* .12 .17* .19** .37** .40** .42** .30** .31** 

Pav1 4.26 2.32      -- .78** .67** .66** .67** -.08 -.06 -.09 .02 -.04 

Pav2 3.74 2.30       -- .81** .75** .75** -.14* -.11 -.13 .02 -.05 

Pav3 3.52 2.30        -- .78** .73** -.13 -.08 -.11 .09 -.00 

Pav4 3.85 2.33         -- .78** -.11 -.08 -.12 .05 -.01 

Pav5 4.23 2.51          -- -.08 -.04 -.06 .02 -.05 

Mas1 8.10 1.10           -- .85** .83** .59** .74** 

Mas2 7.98 1.22            -- .87** .66** .69** 

Mas3 8.07 1.14             -- .62** .72** 

Mas4 7.42 1.34              -- .68** 

Mas5 8.01 1.13               -- 

 

Note. N = 222. 

*p<.05. **p<.01
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The overall chi-square obtained for the three-factor model was 2(87) = 276.33, p =.000, 

2/df = 3.18. The Goodness of Fit (GFI) and Adjusted Goodness of Fit (AGFI) values 

were 0.86 and 0.80 respectively, indicating that the proportion of variance accounted for 

by the estimated population covariance fell just below recommended minimum levels 

(GFI ≥ 0.95 and AGFI ≥ 0.90). The Normed Fit Index (NFI) and Non-Normed Fit Index 

(NNFI) values (0.91 and 0.92, respectively) also fell only slightly below the 

recommended range for these indices (i.e., 0.95, or improvement of fit by 95% relative to 

the null model). Both the Root Mean Square Error of Approximation (RSMEA), 

indicating the square-root of the difference between the residuals of the sample 

covariance matrix and the hypothesised model (obtained value 0.09), and the 

Standardised Root Mean Square Residual (SRMR), indicating the standardised difference 

between the observed correlations and the predicted correlation values (obtained value 

0.09), were slightly above the recommended ranges (≤ 0.08 for both).  

 

The CFI (obtained value 0.94), however, and the 2/df (obtained value 3.18) both fell 

within the recommended ranges for determining good fit (≥.90 and ≤3.0, respectively). 

Based on these results, the CFA supported the three-factor theoretical structure proposed. 

Figure 2.1 presents path co-efficients obtained in the CFA performed on the data from 

split-sample B. Cronbach’s α coefficients for the factors identified were acceptable within 

split-sample B, ranging from 0.88 through 0.93.   
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Figure 2.1: Path Diagram for the Three-Factor Model of the GOAL Instrument 
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2.4. Discussion 

 

The aim of this study was to develop and evaluate the internal structure of a brief 

instrument to measure the learning goal orientations of adult learners in Singapore. Based 

on the results obtained, the 15-item GOAL instrument holds promise for use within this 

age cohort. As noted previously, while many instruments already exist to measure goal 

orientations at the school level, few have appeared that focus specifically on adult learners 

(Doherty-Bigara & Gilmore, 2015). Furthermore, none that have been developed 

specifically for use in Asian learning contexts could be located by the authors. This is so 

despite research that has indicated that the structure of goal orientations is likely to differ 

significantly across Western and Asian individuals (Niles, 1995; Zusho et al., 2005).  

  

The EFA on Random Split Half A and the CFA on Random Split Half B indicated that 

three factors could be distinguished within the goal orientation items: performance 

approach, performance avoidance and mastery (approach). One item proposed to be a part 

of the Performance Approach subscale did, however, produce a higher loading on the 

Mastery subscale in the EFA. Examining the content of this item, this is not surprising, as 

the item referred broadly to ‘doing well in the programme’. On review, it is clear that this 

could be a product either of mastery-related factors (such as engaging deeply with the 

content) or performance-related factors (such as wishing to compete with peers). 

Therefore, the loading of this item was intuitively reasonable, and in future applications 

of the instrument, the item should be incorporated into the mastery subscale. 

 

It should be noted here that the GOAL instrument was not designed to measure all 

elements of the 2 X 2 Achievement Goal Framework (Elliot, 1999; Elliot & Church, 1997; 

Elliot & McGregor, 2001), in that mastery avoidance goals were not included in the 

development of the items. As noted previously, this particular goal orientation has been 

considered infrequently in the achievement goal literature, owing to the fact that the 

construct of mastery avoidance is both new and somewhat controversial (Ciani & 
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Sheldon, 2010). As a result, the GOAL was developed only to measure the three major 

sub-constructs within the AGO framework.  

 

Table 2.6 presents a comparison between the indices of internal structure obtained for the 

GOAL instrument to previous instruments that have measured the same or similar 

constructs. As indicated, the GOAL instrument generated Cronbach alphas ranging from 

0.88 to 0.95 (split-samples A and B). The Achievement Goal Framework, which is similar 

in terms of structure and item content to the GOAL, has been found to exhibit slightly 

lower Cronbach alphas, ranging from 0.83 to 0.92. The same can be observed for other 

instruments that measure similar constructs to the GOAL instrument – i.e., the DAMMQ, 

which had Cronbach alphas ranging from 0.7 to 0.84 for all 5 subscales (Doherty-Bigara 

& Gilmore, 2015); and the GOS, with Cronbach alphas ranging from 0.84 to 0.94. This 

speaks favourably to the GOAL instrument’s internal structure.  

 

Table 2.6: Goal Orientation Instruments Comparison 

       

Instrument 
Internal 

consistency 
No. of factors RMSEA CFI GFI 

GOAL (This Study) 0.88 – 0.95 3 0.07 0.94 0.86 

Achievement Goal 

Framework 
0.83 - 0.92 4 0.04 0.99 - 

Goal Orientation Scales 0.85 – 0.94 3 - - - 

Adult Mastery Motivation 

Questionnaire 
0.70 – 0.84 5 - - - 

 

Given the above results, and its brevity, the GOAL instrument may represent an appealing 

option for adult educators in Singapore who wish to measure their learners’ goal 

orientations. Knowing the goal orientations of adult learners in a class would allow 

educators to better understand the learning behaviours of class members, and adapt their 

andragogical approaches accordingly. This could be a powerful approach to enhancing 
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instructional design for adult learners, particularly in light of findings that confirm 

important relationships between adult learners’ goal orientations and other key learning 

constructs as such motivation and intent to transfer learning and the actual transfer 

outcomes.  

 

In light of the SkillsFuture movement in Singapore, a brief tool such as the GOAL 

instrument could be particularly useful for incorporation into ongoing monitoring and 

quality enhancement processes. For instance, to drive learning participation and transfer 

among adult learners with predominantly performance approach goal orientations, 

instituting grants that reward transfer of learning may be useful. Those with mastery goal 

orientations, in contrast, may benefit more from being offered multiple opportunities to 

apply their learning outcomes.  

 

It should be noted, however, that the present study only considered the internal structure 

of the GOAL instrument. Further research is needed to explore other characteristics such 

as correlations with theoretically related constructs (e.g., adult learners’ attitudes toward 

learning) and adult learners’ response processes whilst completing the instrument (e.g., 

through more extensive ‘think aloud’ protocols). Through such further evaluations, the 

items in the GOAL instrument might be further enhanced, to confirm the stability with 

which the three-factor model can be reproduced across diverse samples.  
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Chapter 3: Paper 2 - Development and Validation of an Instrument to 

Measure Motivation to Transfer Learning 

Abstract. The fundamental goal of education and training is ultimately the transfer of 

knowledge and skills learnt, which is particularly pertinent in the field of corporate 

training and adult workplace learning. Given the importance of transfer, it is critical that 

adult educators understand learners’ levels of motivation to transfer the products of 

participation in further learning programmes. The aim of this study was to develop and 

validate an instrument to measure motivation to transfer learning (MTL) among adult 

learners in Singapore, based on the Expectancy Value Theory (EVT) of Eccles and 

colleagues. Four hundred and forty-four adult learners participated in this study. An initial 

exploratory factor analysis (EFA) on one random split-sample of the data (n=222) 

identified three factors within the 15-item MTL instrument. However, in a subsequent 

confirmatory factor analyses (CFA) performed on data from the second split-sample 

(n=222), the fit of the original five-factor EVT model was found to be superior to any 

other models tested. The subscales within the MTL instrument achieved Cronbach alphas 

of 0.88 to 0.96. Possible implications for studies that focus on enhancing the transfer of 

learning outcomes among adult learners in Singapore are discussed. 
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3.1. Introduction 

 

To maintain Singapore’s competitive edge in the global market and ensure that its 

workforce continues to acquire skills that are needed to meet changing industrial demands, 

the Singapore Government launched its SkillsFuture movement in 2015. This initiative 

comprises a holistic system of education and training and resources to help working 

Singaporeans reskill and upskill with the goal of maintaining the currency of their 

workplace skills. The SkillsFuture movement, therefore, is predicated on the assumption 

that adults who engage in further learning will be motivated ultimately to transfer what 

they learn to their workplaces and beyond.  

 

Transfer is the application of the knowledge, skills and attitudes learned to a learner’s job 

(Burke & Hutchins, 2007; Corte, 2003; Wexley & Latham, 1981). For example, in the 

workplace, transfer means taking what has been learned in an educational context to 

enhance performance in a current job role (e.g., embarking on a new approach to or a new 

project at work). Transfer is such a critical element of adult learning programmes that 

Schoenfeld (1999) went so far as to say that without transfer, “learning is useless” (p. 7).  

 

There are two types of learning transfer: near and far (Xin et al., 2014). These are also 

referred to as low- and high-road transfer (Pugh & Bergin, 2006). Near or low-road 

transfer occurs when learning is applied in similar situations to those in which the learning 

took place. For example, in the workplace, an information technology professional who 

has learned how to remove a virus from a computer in a previous job may do the same 

thing in a similar situation with a new employer. This type of transfer has been 

conceptualised as the direct application from one situation to another (Noe, 1986; 

Reinhold et al., 2018; Seyler et al., 1998).  

 

Far or high-road transfer, on the other hand, is a more challenging pursuit for most 

learners. This occurs when the learning environment and the situation in which the 
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transfer needs to occur are dissimilar. Using a workplace example, a manager may have 

participated in role-plays with peers whilst attending training related to coaching and 

mentoring. Applying the coaching and mentoring skills learned in this training to actual 

work events is likely to be challenging for the trainee, given the added complexities of 

power distances with, and personality differences among, his or her team mates.  

 

Regardless of whether transfer is near or low-road, far or high-road, anticipated benefits 

of all types of transfer form the rationale for encouraging workplace learning. 

Fundamentally, this lies at the heart of initiatives such as Singapore’s SkillsFuture 

movement. In order to understand the reasons why transfer does or does not occur 

effectively, adult educators need to develop an understanding of learners’ motivations to 

transfer such learning. This is particularly so as adult learners are generally self-

determined with respect to their participation in further learning opportunities (Gorges, 

2015).  

 

In addition, understanding adults’ motivation to transfer is important because these serve 

to indicate the outcomes that are desired and therefore likely to be achieved. Prior studies 

have demonstrated robust positive relationships between motivation and learning 

outcomes (Mathieu et al., 1992). Specifically, motivation has been shown to predict 

differences in learning outcomes that cannot be explained entirely by cognitive ability, 

such as post-training self-efficacy, skills acquisition and transfer (Colquitt et al., 2000).  

 

Various theoretical frameworks related to motivation have appeared in the educational 

psychology literature. These include Expectancy-Value Theory (EVT), in which 

motivation is seen to vary as a function of an individual’s expectancies for success in a 

task, along with the value that the individual assigns to that task; Attribution Theory, 

which posits that motivation will vary based on the locus, stability and controllability that 

is attributed to learning tasks; and Self-Determination Theory, which posits that people 

act primarily to achieve feelings of competence, autonomy and relatedness. The EVT 
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model has been posed to be particularly well-suited for studying the motivation of adult 

learners (Gorges, 2015), because it recognizes motivation to be a function of various 

judgements that a learner makes about a prospective task. As a result, this study adopted 

the EVT framework as its foundational theoretical model. 

 

3.1.1. Previous Research on Motivation to Transfer 

 

Although much progress has been made in furthering our understanding of 

the transfer phenomenon to date, important challenges remain. In particular, at present, 

there is no existing framework on the links between learning and transfer that can account 

for both transfer successes and failures. Surprisingly, few of the models posed thus far 

have included elements based on well-established models of adult motivation (Nokes & 

Belenky, 2011). This could in part be due to the fact that a construct as broad and complex 

as motivation can be controversial in itself (Wlodkowski & Ginsberg, 2017).  

 

Although previous studies have demonstrated positive correlations between transfer 

motivation and transfer (Brand-Gruwel et al., 2014; Chiaburu et al., 2010; Facteau et al., 

1995; Foxon, 1997; Nijman & Gelissen, 2010), differing views on the reliability of 

transfer motivation as a predictor of transfer have also been expressed. Gegenfurtner et 

al. (2009), for example, opined that the myriad of criteria, ratings and time intervals used 

in empirical research at that point had done little to clarify the nature of the effects that 

transfer motivation had on actual transfer behaviours. Transfer motivation may also be 

affected by numerous factors, and is dynamic. It may, therefore, be difficult to understand 

this phenomenon in the absence of a specific temporal and longitudinal perspective.  

 

In recent years, research has advanced to depict transfer motivation as a multi-

dimensional construct, differentiating between autonomous and controlled motivation to 

transfer (Curado et al., 2015; Gegenfurtner, 2013; Gegenfurtner, et al., 2009; Patah & 

Unsworth, 2014; Testers et al., 2015; Tonh & Laura, 2016). Reinhold et al. (2018) further 
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posed that transfer motivation not only varied in magnitude (high versus low transfer 

motivation) but also in kind (different qualities of transfer motivation). Gegenfurtner 

(2013) specifically articulated three dimensions of motivation to transfer: autonomous 

motivation to transfer, controlled motivation to transfer, and intention to transfer. While 

the notion of intent to transfer is based on the theory of planned behavior (Ajzen, 2011), 

autonomous and controlled motivation to transfer is based on expectancy theory (Vroom, 

1964) and self-determination theory (Deci & Ryan, 2000). 

 

3.1.2. Expectancy-Value Theory as a Framework for Transfer Motivation 

 

Given the above-mentioned complexity in prior studies to measure the motivational 

construct of transfer of learning, the well-established EVT framework developed by 

Eccles and Wigfield (2000) holds considerable promise for capturing this complexity in 

a simple yet holistic manner. In this model, motivation is fundamentally seen to depend 

on two factors: expectancies for success and subjective task values. Expectancies refer to 

how confident an individual is in his / her ability to succeed in a task. Subjective task 

values, on the other hand, refer to how important, useful, or enjoyable the individual 

perceives the task to be. Subjective task values can be broken down further into four sub-

categories or types of value (Eccles et al., 1983): 

 

• Attainment value – i.e., the extent to which the task or activity is important to 

the identity of the learner; 

• Utility value – i.e., the extent to which learners see the activity as one that will 

help them to reach important personal goals; 

• Intrinsic value – i.e., to the extent to which the learner inherently enjoys 

engaging in the task, including the interest they have in the content; and 

• Cost – i.e., the opportunity costs (e.g., loss of valued alternative activities) or 

psychological costs (e.g., increased anxiety and stress related to the task) 

associated with engaging in the task. 
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Based on the above framework, transfer of learning among adult learners is more likely 

to occur in the presence of high expectancies of success, and strong positive subjective 

attainment, intrinsic and utility values. Furthermore, the cost of the task may offset these 

other factors, in that if the cost of engaging in the task is too high, the individual may 

choose to refrain from engagement, even in the presence of high expectancies and strong 

positive subjective task values.  

 

3.1.3. The Present Study 

 

Various instruments have been developed and used to measure motivation based on 

Eccles and Wigfield's (2000) expectancy-value theory. These include those developed by 

Ball et al. (2019), Goldman et al. (2020), Turner and Schallert (2001) and Wu and Fan 

(2017). Most instruments that have been developed on the basis of the EVT model to date, 

however, are designed for use in school contexts. For example, Wu and Fan’s (2017) 

instrument measured students’ academic motivation variables (self-efficacy, attainment 

value, intrinsic value, utility value and cost) according to the EVT model to predict 

students’ achievement-related behaviours and academic procrastination.   

 

Only two previous studies could be located by the researchers (Gegenfurtner, 2013; 

Gegenfurtner, Festner, et al., 2009) that had specifically studied motivation to transfer in 

adult learners. In those studies, however, motivation to transfer was measured on the basis 

of autonomous motivation, controlled motivation and intention to transfer, constructs that 

are not based on an integrated motivation framework. The objective of this study, 

therefore, was to create and validate a tailored instrument to measure motivation to 

transfer learning among adult learners in Singapore, based on the EVT framework.  
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3.2. Method 

 

3.2.1. Development of the Instrument 

 

Based on Eccles and Wigfield's (2000) expectancy-value theory (EVT), the Motivation 

to Transfer Learning (MTL) instrument was developed to measure adult learners’ 

motivation to transfer based on five sub-constructs. As the instrument was also intended 

to be brief, however, and thus practical for use in adult learning contexts, the MTL 

incorporated only 3 items for each of the proposed subconstructs in the EVT framework 

(i.e., expectancies or self-efficacy; attainment value; intrinsic value; cost; and utility 

value).  All items were referenced to the outcome of transferring learning to the 

workplace. Items were written to correspond with the theoretical definitions provided by 

Eccles and colleagues, as presented in Table 3.1. Participants were asked to indicate their 

response to each item on a scale from 1 to 10, with 1 being “Not true at all” and 10 being 

“Extremely true”. In the instrument, cost was not reverse-coded, in that higher values 

indicated higher perceived costs involved in transferring learning. The 10-point Likert 

scale was chosen to give greater variability as opposed to a smaller scale. 

 

Table 3.1. Constructs and Items in the MTL Instrument 

         

Construct Items 

Expectancies for success or 

self-efficacy – i.e., how 

confident an adult learner is 

in his / her ability to succeed 

in transferring his / her 

learning 

Tef1 
I believe I have the skills and abilities to apply 

what I have learnt from the programme 

Tef2 
I am confident that I would be able to apply 

what I have learnt from the programme 

Tef3 

I believe I would be able to overcome 

challenges faced when applying what I have 

learnt from the programme 
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Construct Items 

Attainment value – i.e., the 

importance an adult learner 

assigns to transferring his / 

her learning 

Tat1 
It is important for me to apply what I have 

learned because I see myself as an innovator 

Tat2 

It is important for me to apply what I have 

learned because I see myself as a lifelong 

learner 

Tat3 
I will be proud of myself for applying what I 

have learned 

Intrinsic value – i.e., the 

enjoyment an adult learner 

gains from transferring his / 

her learning 

Tiv1 
I will enjoy applying what I have learnt from 

this programme 

Tiv2 
I look forward to apply what I have learnt from 

this programme 

Tiv3 
I enjoy advancing my knowledge by applying 

what I have learnt from this programme 

Utility value – i.e., how 

transfer of learning fits into 

an adult learner’s future 

plans 

 

Tuv1 
What I have learnt in this programme will help 

me do my current job better 

Tuv2 

Applying what I have learnt from this 

programme will be appreciated by my 

supervisor 

Tuv3 
Applying what I have learnt will be very useful 

in my job 

Cost – i.e., how the decision 

to transfer learning limits an 

adult learner’s access to 

other activities, assessments 

of how much effort will be 

taken to transfer learning 

and its emotional cost 

Tco1 
I will have to sacrifice a lot of free time to 

apply what I have learnt from this programme 

Tco2 
I will have to spend a lot of effort to apply what 

I have learnt from this programme 

Tco3 
I will have to work very hard to apply what I 

have learnt from this programme 
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3.2.2 Participants 

 

Data were collected from 444 adult learners associated with one polytechnic institution 

in Singapore. These learners had all accepted an invitation to participate in a larger study 

being conducted by the authors on factors that predict intent to transfer learning within 

adult education programmes. In addition to the main questions within the instruments, 

participants were also asked to respond to a number of questions related to socio-

demographic factors, including gender, age, ethnicity, employment status, educational 

level and purpose for learning (to reskill / learn a new skill or upskill / deepen skills in a 

domain). For ethnicity and educational level, participants were asked to select only one 

response from the available options as per the census conducted on the population of 

Singapore (Singapore Department of Statistics, 2017). The options presented for 

employment status (i.e., “Full Time”, “Part Time” and “Unemployed”) were designed to 

be consistent with associated definitions provided in the Employment Act of Singapore 

(Ministry of Manpower, 2013). Socio-demographics for all 444 participating adult 

learners are presented in Table 3.2. 
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Table 3.2: Socio-demographics for Participating Adult Learners 

        

Baseline Characteristic n % 

Age Bracket   

Not Indicated 45 10.14 

20s 131 29.50 

30s 142 31.98 

40s 76 17.12 

50s and above 50 11.26 

Ethnicity   

Chinese 306 68.92 

Indian 44 9.91 

Malay 76 17.12 

Others 18 4.05 

Employment Status   

Full Time (at least 35 hours a week) 401 90.32 

Part Time (less than 35 hours a week) 18 4.05 

Unemployed 25 5.63 

Educational Level   

Diploma and Professional Qualification 235 52.93 

Non-Tertiary 8 1.80 

University 201 45.27 

Purpose   

Reskill 152 34.23 

Upskill 292 65.77 

Gender   

Female 244 54.95 

Male 200 45.05 

 

Note. N = 444. Participants were on average 32.80 years old (SD = 14.43). 
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3.2.3. Procedures 

 

The research was first assessed and approved by The University of Western Australia 

Human Research Ethics Committee, as well as the Internal Review Board of the 

participating polytechnic institution. Data collection then took place from September 

2019 to December 2019. The instrument was administered online to allow respondents to 

complete their responses anonymously, as well as to have control over their progress 

through the instrument (Richman et al., 1999). 

 

Prior to the launch of the survey, a cognitive process interview was convened with a small 

group of adult educators and administrators (n=3) from the polytechnic to ensure that the 

items used could be understood by members of the target population. This interview was 

conducted in a ‘think-aloud’ format, in which the participants were encouraged to 

verbalise their thought processes as they answered each item in the instrument. The 

researcher asked participants to read each question and observed and recorded as they 

‘thought aloud’ whilst answering them. Observations were made with respect to the ease 

with which the interviewees answered the questions, and the time they took to do so. 

Notes recorded in these sessions were then used to identify any items and / or instructions 

that were unclear, irrelevant or did not elicit the intended information. This feedback and 

observations were considered when revising these items and / or instructions for use in 

the main survey. Further improvements to the draft instrument were also made on the 

basis of other feedback from the interviewees.  

 

In the main survey, all invited adult learners were informed that they were free to 

withdraw at any time during the data collection. Informed consent via an online 

agreement was obtained from all participants prior to commencing the survey. To address 

concerns about the collection and use of personal data, no personal identification data 

were collected in the survey. Furthermore, to mitigate self-report bias, data on participants’ 

employers were also not collected, to address any participant concerns about how the data 
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would be used, and thus reduce the risk of positive reporting biases (Birdi et al., 1997). 

3.3. Results 

 

Both EFA and CFA methods were used to evaluate the internal structure of the MTL 

instrument based on the data collected. An EFA was first conducted on data from a 

random split half (n=222) of the 444 participating adult learners (Random Split Half A), 

with CFAs then conducted to cross-validate the findings from the EFA using data from 

the other random split half (n=222) (Random Split Half B). IBM SPSS version 25.0 and 

LISREL version 10.3 were used to conduct the EFA and CFAs, respectively. 

 

3.3.1. Exploratory Factor Analysis 

 

Using a Maximum Likelihood (ML) extraction, as recommended by various authors in 

the field (e.g. Costello & Osborne, 2005), an EFA was first performed on Random Split 

Half A. The factors extracted were rotated to approximate simple structure using the 

Direct Oblimin method, given that these factors were expected to correlate. In 

determining the number of factors to retain, three alternative sources of information were 

used in determining the number of factors that should be retained: Kaiser’s eigenvalues 

greater than one criterion; the Cattell scree plot; and a parallel analysis of obtained 

eigenvalues. To reduce the possibility of over or under-extracting factors from the 15-

item set for the MTL instrument, all three sources were considered. 

 

The data were first screened to ensure compliance with all relevant EFA assumptions prior 

to conducting the analysis. Skewness and kurtosis coefficients indicated no significant 

departures from normality in the item distributions (Kline, 2005), i.e., values below |3.0| 

for skewness and |8.0| for kurtosis, and the sample used was large enough to yield reliable 

estimates of correlations among the variables with a high case to item ratio of 14.80. 

Given also that there was no evidence of univariate or multivariate outliers in the data, 

and no evidence of departures from linearity in the distributions, the underlying 
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assumptions of EFA procedures were deemed to have been met.  

Descriptive statistics and bivariate correlations for items in the MTL instrument in 

Random Split Half A are shown in Table 3.3. Based on Kaiser’s criterion, the scree plot, 

and a parallel analysis, the EFA on these data indicated three distinct factors. Together, 

these three factors accounted for 73.47% of the item variance (46.35%, 17.44% and 9.68% 

accounted for by the first, second and third factors, respectively). Communalities and 

oblique-rotated factor loadings obtained in the EFA are shown in Table 3.4. 

 

As shown by the pattern matrix in Table 3.4, all items that were intended to measure the 

constructs of cost and utility values loaded highly on separate factors as proposed. All 

other items intended to measure the constructs of intrinsic value, self-efficacy and 

attainment value, however, loaded most highly onto one combined factor. Cronbach’s α 

coefficients for these factors were acceptable, ranging from 0.88 through 0.96. Thus, the 

outcomes of the EFA suggested the presence of fewer factors than the five that were 

anticipated based on the original EVT model. 
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Table 3.3: Descriptives and Correlations for the Items in the Motivation to Transfer Learning (MTL) Instrument (Random Split Half A) 

(n=222) 

                      

Item M SD Tef1 Tef2 Tef3 Tat1 Tat2 Tat3 Tiv1 Tiv2 Tiv3 Tco1 Tco2 Tco3 Tuv1 Tuv2 Tuv3 

Tef1 7.40 1.35 -- .89** .81** .54** .58** .53** .69** .70** .69** .13 .16* .13 .53** .36** .49** 

Tef2 7.27 1.49 
 

-- .84** .52** .58** .54** .68** .70** .67** .10 .13* .10 .54** .38** .50** 

Tef3 7.22 1.48   -- .59** .56** .54** .62** .66** .66** .13 .12 .11 .51** .36** .50** 

Tat1 6.84 1.72    -- .67** .61** .59** .55** .62** .24** .34** .29** .38** .33** .39** 

Tat2 7.46 1.55     -- .86** .73** .69** .71** .12 .28** .21** .41** .31** .41** 

Tat3 7.66 1.50      -- .72** .70** .68** .15* .33** .26** .35** .31** .39** 

Tiv1 7.59 1.38       -- .89** .88** .13* .25** .18** .43** .30** .42** 

Tiv2 7.62 1.37        -- .87** .11 .20** .13* .39** .30** .39** 

Tiv3 7.66 1.36         -- .16* .26** .20** .41** .32** .40** 

Tco1 6.13 2.35          -- .78** .81** .16* .20** .09 

Tco2 6.21 2.24           -- .90** .14* .18** .12 

Tco3 6.04 2.21            -- .18** .22** .14* 

Tuv1 6.82 2.21             -- .70** .84** 

Tuv2 6.18 2.47              -- .72** 

Tuv3 6.93 2.16               -- 

*p<.05. **p<.01
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Table 3.4: Communalities and Factor Loadings for the Items in the Motivation to Transfer 

Learning (MTL) Instrument (Random Split Half A) 

                

     

  Factor Loading 

 Communality 1 2 3 1 2 3 

 
Initia

l  

Extractio

n 
Structure Matrix Pattern Matrix 

Factor 1: Inherent 

Considerations 
        

 Tiv1 .85 .87 .93 -.19 .41 .97 .01 -.08 

 Tiv2 .84 .86 .92 -.14 .38 .99 .06 -.12 

 Tiv3 .83 .85 .92 -.20 .40 .97 -.01 -.10 

 Tef1 .83 .67 .79 -.12 .55 .70 .06 .21 

 Tat2 .79 .63 .79 -.22 .41 .77 -.05 .01 

 Tef2 .85 .67 .79 -.09 .57 .69 .09 .23 

 Tat3 .78 .61 .77 -.27 .37 .77 -.11 -.04 

 Tef3 .76 .61 .75 -.10 .55 .66 .08 .22 

 Tat1 .57 .48 .67 -.30 .41 .60 -.16 .08 

Factor 2: Cost         

 Tco3 .85 .93 .21 -.97 .19 -.02 -.96 .05 

 Tco2 .84 .88 .28 -.93 .14 .11 -.92 -.06 

 Tco1 .70 .70 .17 -.84 .16 -.04 -.84 .05 

Factor 3: Utility 

Value 
        

 Tuv1 .77 .86 .51 -.15 .93 .05 .00 .90 

 Tuv3 .76 .82 .50 -.12 .90 .06 .03 .88 

 Tuv2 .57 .59 .38 -.20 .77 -.03 -.09 .77 

 

Note. N = 222. 
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3.3.2. Confirmatory Factor Analysis 

 

Three CFAs were conducted to cross-validate the EFA results using scores from Random 

Split Half B. The first was based on the original factors specified, in which all 15 items 

measured 5 different dimensions of transfer learning motivation (self-efficacy, attainment 

value, intrinsic value, cost and utility value). The second was based on results from the 

EFA, in which items originally designed to measure cost and utility value loaded on two 

factors, with only one third factor that included all items originally intended to measure 

self-efficacy, attainment value and intrinsic value. The third model evaluated included 

four factors, in which items originally intended to measure self-efficacy, cost, utility value 

were loaded on three factors, with the fourth factor incorporating items originally 

intended to measure attainment value and intrinsic value. Changes in 2 between the three 

models were then used to evaluate whether the fit of the three models differed 

significantly. Again, data screening analyses, performed to ensure that all relevant 

assumptions for CFA in terms of normality, linearity, factorability, and the absence of 

outlying univariate scores and multivariate score sets, all produced satisfactory results. 

 

Descriptive statistics and bivariate correlations for all 15 items from Random Split Half 

B are shown in Table 3.5. Fit indices, for the three-, four- and five-factor models, are 

presented in Table 3.6. Despite the results obtained in the EFA, the change in 2 between 

the three- and the five-factor models tested was significant, 2(5) = 370.05, p < .001, 

indicating that the fit of the original, five-factor model was superior to that of the three-

factor model indicated by the EFA. Comparing the obtained fit indices with recommended 

cut-offs for each index (Hooper et al., 2008), the five-factor model also fit the data better 

than either the four- and three-factor model based on these additional criteria. The 

Goodness of Fit (GFI) and Adjusted Goodness of Fit (AGFI) values indicated that the 

proportion of variance accounted for by the estimated population covariance in the five-

factor model fell slightly below recommended minimum levels (GFI ≥ 0.95 and AGFI ≥ 
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0.90), but these figures were still superior to those for all other models. The Non-Normed 

Fit Index (NNFI) values were above the recommended minimum levels (≥ 0.95, or 

improvement of fit by 95% relative to the null model) for the five-factor model. 

 

Both the Root Mean Square Error of Approximation (RSMEA) (i.e., the square-root of 

the difference between the residuals of the sample covariance matrix and the hypothesised 

model) and the Standardised Root Mean Square Residual (SRMR) (i.e., the standardised 

difference between the observed correlations and the predicted correlation values) fell 

well within the recommended levels of ≤ 0.08. Both values were also the lowest among 

the three models. The Comparative Fit Index (CFI) fell well within recommended ranges 

for determining good fit (≥.90) and the 2/df was lower than the recommended levels of 

≤ 3.00. Overall, the five-factor model was deemed to represent a good fit to the data, 

despite the results of the earlier EFA. Figure 3.1 presents path coefficients obtained from 

the five-factor model. 

 

In light of these results, the CFA offered strong support for the original five-factor model, 

despite the outcomes of the earlier EFA. The overall chi-square obtained for the five-

factor model was 2(80) = 101.50, p < .001. A path diagram indicating co-efficients 

associated with this model is shown in Figure 3.1. 
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Table 3.5: Descriptives and Correlations for the MTL Instrument (Random Split Half B) 

                      

Item M SD Tef1 Tef2 Tef3 Tat1 Tat2 Tat3 Tiv1 Tiv2 Tiv3 Tco1 Tco2 Tco3 Tuv1 Tuv2 Tuv3 

Tef1 7.40 1.35 -- .84** .761* .45** .60** .54** .58** .52** .63** .10 .02 .05 .45** .29** .37** 

Tef2 7.27 1.49 
 

-- .87** .45** .58** .60** .61** .53** .60** .01 -.01 -.00 .48** .36** .45** 

Tef3 7.22 1.48   -- .43** .48** .57** .60** .46** .54** .00 -.02 .02 .46** .40** .46** 

Tat1 6.84 1.72    -- .57** .50** .47** .40** .44** .18** .11 .12 .28** .38** .31** 

Tat2 7.46 1.55     -- .68** .64** .66** .71** .14* .14* .10 .26** .21** .31** 

Tat3 7.66 1.50      -- .68** .61** .64** .13 .05 .04 .38** .25** .36** 

Tiv1 7.59 1.38       -- .82** .78** .10 .06 .06 .37** .27** .34** 

Tiv2 7.62 1.37        -- .81** .14* .14* .08 .32** .21** .32** 

Tiv3 7.66 1.36         -- .20** .15* .12 .34** .20** .30** 

Tco1 6.13 2.35          -- .80** .77** .15* .06 .10 

Tco2 6.21 2.24           -- .86** .05 .01 .09 

Tco3 6.04 2.21            -- .05 -.00 .09 

Tuv1 6.82 2.205             -- .64** .79** 

Tuv2 6.18 2.47              -- .61** 

Tuv3 6.93 2.16               -- 

*p<.05. **p<.01 
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Table 3.6: Fit Indices for the Three Models of the MTL Instrument 

            

Model 2 df 2/df GFI AGFI NFI NNFI CFI RSMEA SRMR 

Five-Factor Model 191.50 80 2.39 .89 .84 .93 .95 .96 .08 .04 

Four-Factor Model 239.45 84 2.85 .87 .82 .92 .93 .94 .09 .05 

Three-Factor Model 562.08 87 6.46 .72 .61 .80 .79 .83 .16 .07 
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Figure 3.1: Path Diagram for the Five-Factor Model of the MTL Instrument 
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3.4. Discussion 

 

The aim of this study was to develop and evaluate the internal structure of an instrument 

to measure adult learners’ motivation to transfer learning in the Singapore context. Based 

on the results obtained, the 15-item MTL instrument developed holds promise for use 

with this cohort. Presently, while various instruments based on Eccles and Wigfield's 

(2000) EVT theory already exist, few instruments have been developed specifically for 

use with adult learners (Doherty-Bigara & Gilmore, 2015). Furthermore, no instruments 

based on this framework could be located that referred specifically to transfer of learning 

for adult learners in Asian learning contexts.  

 

The EFA on the dataset from Random Split Half A indicated that, contrary to the proposed 

structure used in Wu and Fan (2017), only three factors could be distinguished within the 

15-item MTL instrument to measure motivation to transfer learning. In the EFA 

conducted within the present study, all items which were intended to measure the 

constructs of cost and utility values loaded onto the factors as proposed. However, all 

other items intended to measure the constructs of intrinsic value, self-efficacy and 

attainment value loaded onto one combined factor. This result suggests that within this 

sample, while cost and utility values associated with transfer of learning are distinct 

considerations, intrinsic value, self-efficacy and attainment values are strongly related. 

 

In contrast, the CFA performed on data from Random Split Half B offered strong support 

for the original five-factor model. In particular, within Random Split Half B, the factors 

of intrinsic value, self-efficacy and attainment value could be differentiated meaningfully. 

Based on all indices obtained within the CFA, the five-factor model fit the data well, with 

fit indices falling either just below or within recommended cut-off points drawn from the 

literature. In light of this result, it is recommended that future studies that use the MTL 

instrument based all score computations on the original five-factor model. The five-factor 

model would allow for more actionable levers arising from the findings as opposed to a 

three-factor model. 

 

Given the above results, and the brevity of the MTL instrument developed, the MTL 

instrument represents a practical option for adult educators and employers in Singapore 

who wish to measure their learners’ and employees’ motivation to transfer. Knowing the 
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level of motivation that individuals have to transfer their learning would allow adult 

educators and employers to understand the factors that might influence actual transfer 

behaviours in adult learners, and adapt or perhaps even personalise workplace transfer 

projects and tasks accordingly.  

 

For instance, employer schemes to reduce the costs associated with learning transfer (e.g., 

allowing white spaces during a work week for employees to experiment with new 

approaches to work which they have learnt) might appeal to adult learners who would 

otherwise be hampered by the thought of having to spend their personal time to embark 

on learning transfer. For adult learners who assign low utility value to transferring their 

learning, educators might consider curating learning projects and tasks that are based 

specifically on learners’ own work circumstances.  

 

In the context of the SkillsFuture movement in Singapore, a brief tool such as the MTL 

instrument might also be useful in ongoing quality enhancement efforts. For instance, to 

drive learning transfer among adult learners with high cost subscale values, instituting 

grants and scholarships which lower the opportunity costs associated with transfer might 

help. Adult learners with low utility value subscale scores, on the other hand, might be 

motivated further by job enhancement programmes or promotions which would recognize 

and allow them to showcase their transfer efforts. Awareness of transfer motivation could 

also be useful for recruitment, performance appraisal and leadership coaching. 

 

It should be noted that the present study only considered the internal structure of the MTL 

instrument. Further research is thus needed to explore other theoretical frameworks for 

adult learners’ motivation, adult learners’ characteristics, including correlations with 

theoretically related constructs (e.g., adult learners’ attitudes toward transfer). Through 

further evaluations, the items in the MTL instrument may be further enhanced to improve 

the stability with which the five-factor model is reproduced across samples.   
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Chapter 4. Paper 3 – Support for Adult Learners in Singapore: Why It 

Matters and Who Gets It 

 

Abstract. In Singapore, around 540,000 individuals and 14,000 enterprises took part in 

the SkillsFuture training programmes in 2020. Identifying the determinants of learning 

motivation and intent to transfer learning outcomes from this initiative could improve 

returns on the associated investments made. The aim of this study was to identify the 

factors that predict learning motivation and intent to transfer learning within adult 

learning programmes in Singapore, and to examine their interrelationships with support. 

A total of 444 adult learners who had participated, or were participating, in the learning 

programmes offered by one polytechnic institution in Singapore took part in the study. 

Results of a path analysis indicated that support from workplace peers, as well as friends 

and family, had direct effects on both learning motivation (i.e., extrinsic and intrinsic 

motivation to engage with programme content) and intent to transfer learning. Age, 

ethnicity, employment status, educational level and purpose of learning also had 

significant indirect effects on these outcome variables via the mediating variable of 

support. Implications for practice given the apparent importance of support in predicting 

learning motivation and intent to transfer within adult education programmes are 

discussed. 
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4.1. Introduction 

 

The Fourth Industrial Revolution has brought about rapid technological advances and 

exacerbated risks of skills obsolescence in current workforces. In response to these risks, 

and to maintain Singapore’s competitive edge in the global market, the Singapore 

Government launched its SkillsFuture movement in 2015, which comprises a holistic 

system of education and training and resources to help working Singaporeans reskill and 

upskill to maintain the currency of their workforce skills. At a broad level, the 

SkillsFuture movement aims to provide opportunities for all Singaporeans to develop to 

their fullest potential at different stages of their lives via four key mechanisms: 

 

(i) Individuals are guided to make well-informed decisions in education, training 

and careers via a full system of educational counselling beginning in schools 

and extending throughout an individual’s working life. Exposure to a wide 

range of occupations and industries, together with ongoing information about 

the changing needs of the labour market, is made available via collaborations 

between the Government, industry, and institutions.  

(ii) An integrated, high-quality system of education and training is now available 

to ensure that the Singapore workforce is equipped to respond to constantly 

evolving industry needs. This system is reviewed regularly to ensure that a 

sound and broad-based education for the young is complemented with highly 

subsidised continual learning for working Singaporeans and Permanent 

Residents. Current government subsidies for continual learning range from 70% 

to 90% of the associated course fees. 

(iii) Employers, industry associations, institutions, unions and the Government are 

involved in designing and implementing skills frameworks and taxonomies 

for respective industry sectors. To date, skills frameworks for 34 industry 

sectors have been developed and implemented. Each of these frameworks 

provides information on career pathways, job roles, and existing and emerging 

skills required for specific job roles. These are designed to create a common 

skills language for individuals, employers and training providers, to facilitate 

cross-sector recognition of skills and support the design of associated training 

programmes.  
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(iv) To encourage individuals to take ownership of their skills development and 

lifelong learning, the Singapore Government has introduced its SkillsFuture 

Credit scheme, which provides an opening credit of S$500 for every eligible 

Singaporean aged 25 and above in 2015. Additional top-ups of S$500 and 

S$1,000 were then provisioned in 2020 for eligible Singaporeans aged 25 to 

39, and 40 and above respectively. As SkillsFuture Credit may be used to 

offset any course fees over and above the Government subsidies already 

offered, continual learning may actually be free for some Singaporeans. 

 

Employers in Singapore have also been encouraged to support the SkillsFuture movement 

through incentive schemes such as: (i) time-off from work to attend courses; (ii) 

sponsorships for training programme attendance; and (iii) financial rewards for reskilling 

and upskilling pursuits (Yang, 2017). In 2020, around 540,000 individuals and 14,000 

enterprises took part in the SkillsFuture training programmes now offered (Ang, 2021). 

Ultimately, however, this initiative is predicated on the notion that available rewards and 

support for participation, financial or otherwise, will prompt adult learners to be 

motivated to transfer and apply what they learn in their continual learning programmes to 

their workplaces. The country as a whole will reap the continued economic and workforce 

benefits anticipated only if such learning transfer does occur in association with these 

programmes. Given that members of the Singapore workforce still have the right to 

choose whether they will participate in further learning programmes, this underscores the 

need to understand more fully what motivates certain employees to engage in such 

pursuits, and then to apply what they have learned to their own workplace contexts. 

 

4.1.1. Motivation to Learn in Adult Education Programmes 

 

The outcome of the SkillsFuture movement has previously been measured by indicators 

such as training participation rates and take-up rates for different initiatives (Woo, 2018). 

Such indicators, however, are of little assistance to policy makers and educators who wish 

to determine how learning programmes can be enhanced to increase transfer of outcomes 

to the workplace, which is critical for the economic gains anticipated are to be realised. 

Given that participation in the SkillsFuture initiative remains strictly voluntary, the 

question of motivation and its relationship to learning transfer is, in turn, critical for any 

future quality enhancement efforts.  
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To be motivated means to be moved to do something (Ryan & Deci, 2000). Motivations 

matter, because these dictate the outcomes that are desired and therefore likely to be 

achieved. Prior studies have demonstrated a robust positive relationship between learning 

motivations and outcomes, in which motivation has been shown to predict variance in 

learning outcomes over and above that which can be explained by cognitive ability alone. 

These learning outcomes include post-training self-efficacy, skill acquisition and transfer 

(Colquitt et al., 2000). In the field of motivation, a key distinction is also generally made 

with respect to the types of motivation that an individual can have for engaging in any 

given activity. Deci and Ryan (2000) highlighted this distinction in their self-

determination theory of motivation. In this framework, extrinsic motivation refers to a 

drive to act or behave in particular ways because of external pressures and rewards. These 

can be associated with grading systems, employee evaluations, awards and accolades, and 

the respect and admiration of others. In contrast, intrinsic motivation is deemed to 

emanate from within the individual him or herself – that is, to reflect internal drives such 

as core values, interests, and the individual’s personal sense of morality. 

 

The sixth core principle of andragogy expressed by Knowles et al. (2015) relates 

specifically to this topic: 

  

While adults are responsive to some external motivators (better jobs, promotions, higher 

salaries, and the like) the most potent motivators are internal pressures (the desire for 

increased job satisfaction, self-esteem, quality of life, and the like). (p. 68). 

 

While much research has been conducted thus far to explore the motivation of school-

aged students to engage in academic tasks, relatively little attention has been paid to the 

topic of learning motivation within adult learner cohorts and especially when intrinsic 

motivation has been posited by Knowles et al. (2015) to be more significant. This is even 

more surprising, given the obvious importance of motivation in populations where 

learners have significant autonomy in deciding how and when they will engage in such 

learning.  
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4.1.2. Intent to Transfer Learning from Adult Learning Programmes 

 

Transfer, in the context of workplace-related programmes, refers the application of 

previously acquired knowledge, skills and attitudes to the performance of a given job 

(Burke & Hutchins, 2007; Corte, 2003; Wexley & Latham, 1981). For example, in the 

workplace, transfer means taking what has been learned to enhance one’s performance in 

a particular job role (e.g., embarking on a new approach within one’s work or taking on 

a new work project). Fundamentally, the presumption that workplaces will ultimately 

benefit from employees transferring what they learn in continuing education programmes 

lies at the heart of initiatives such as Singapore’s SkillsFuture. Concerns with respect to 

transfer are not confined to adult learning contexts, as various scholars have posed that 

learning at any age will serve its purpose only if the knowledge, skills and attitudes 

learned are actually transferred (Chiaburu & Lindsay, 2008). Transfer is seen as 

particularly critical, however, in the field of adult corporate training (Corte, 2003).  

 

The present study aimed to examine relationships between different types of learning 

motivation and intent to transfer learning in adult education programmes within 

Singapore. Although numerous studies on the importance of learning motivation for 

successful transfer have already appeared within the literature (Bereby-Meyer & Kaplan, 

2005; Blume et al., 2010; Colquitt et al., 2000; Gegenfurtner et al., 2009; Pugh & Bergin, 

2006), few have yet been conducted in Asian contexts with adult learners. 

 

The study also focused on the variable of intent to transfer learning as an outcome variable. 

Learners’ intentions have been found to be key constructs in driving behaviour in adult 

learning contexts (Maurer & Palmer, 1999). Behaviours are regulated by intentions, and 

there is considerable evidence that intentions are highly correlated with subsequent 

behaviours (Ajzen, 2011; Locke, 1968). If learners approach learning with the intent to 

transfer, they are more likely to be successful in actual transfer situations (Seiberling and 

Kauffeld, 2017; Sternberg & Frensch, 1993). Despite intent to transfer being particularly 

relevant to transfer, this construct has received far less attention than the broader notion 

of learning motivation within the literature thus far (Pugh & Bergin, 2006). 
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4.1.3. Support for Learning as a Predictor of Motivation and Intent to Transfer 

 

One of the factors that has been identified as a potential moderator of learning motivation 

and intent to transfer from adult learning programmes is that of support (Aguinis & 

Kraiger, 2009; Jacot et al., 2015; Kim et al., 2019; Noe, 1986; Segers & Gegenfurtner, 

2013). Support for learning refers to the degree to which trainees / learners perceive that 

others support them in their learning pursuits (Burke & Hutchins, 2007), as well as their 

beliefs about the extent to which significant others at work care about them and value 

their contributions to the organisation (Blume et al., 2010). Support, in this context, 

includes myriad dimensions (Aguinis & Kraiger, 2009; Bates et al., 2012; Hutchins et al., 

2013). In the literature, however, it is frequently measured using a global scale (e.g., work 

environment - see Tracey et al., 2001), despite the fact that studies have demonstrated 

differential relationships between training outcomes based on the source of support 

received (e.g., whether the support comes from supervisors or peers) (Facteau et al., 1995).  

 

Although it has been widely assumed that adult learners who are supported in their 

learning pursuits will be more motivated to learn and transfer what they learn than those 

who are not, findings from prior studies on this topic have been mixed. Supervisor support 

is defined as the degree to which trainees / learners perceive their supervisors as 

supportive of their training / learning on the job endeavours (Bates et al., 2012; Bates & 

Holton III, 2004; Kirwan & Birchall, 2006). Peer support, on the other hand, refers to the 

same forms of support from colleagues or peers (Bates & Holton III, 2004; Seyler et al., 

1998; Wei Tian et al., 2016). Both supervisor support and peer support have been found 

to be moderately related to motivation to learn in adult learning contexts (Clark et al., 

1993).  

 

While supervisor support has been shown to motivate learning and transfer in some 

studies (Axtell et al., 1997; Blume et al., 2010; Foxon, 1997; Gegenfurtner et al., 2010; 

Huczynski & Lewis, 1980; Liebermann & Hoffmann, 2008; Massenberg et al., 2015; 

Schindler & Burkholder, 2016; Skule, 2004; Tziner & Falbe, 1993; Warr et al., 1999), 

peer support has been shown to have a stronger relationship with these outcomes in other 

studies (Bates et al., 2000; Bates & Holton III, 2004; Chauhan et al., 2016; Devos et al., 

2007; Homklin et al., 2014; Kirwan & Birchall, 2006; Peters et al., 2014; Reinhold et al., 

2018; Ruona et al., 2002; Seyler et al., 1998; Velada et al., 2007). Chiaburu and Marinova 
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(2005), for example, found that only peer support was significantly related to motivation 

and transfer in adult learning contexts.  

 

4.1.4. Individual Attributes and Motivation and Intent to Transfer  

 

Various studies have also indicated that the socio-demographic attributes of adult learners 

can moderate levels of learning motivation and also transfer effects. Gegenfurtner and 

Vauras (2012), for example, conducted a meta-analysis of studies that had examined age-

related differences in the relation between motivation to learn and transfer of training in 

adult continuing education programmes over a 25-year period. They found that age had a 

significant effect not only on motivation to learn, but also, a significant moderating effect 

on the relationship between motivation to learn and transfer of training. Later, in a major 

report for the European Commission in 2018, employment status (e.g., those with fixed 

term vs indefinite contracts) was also found to be a key moderator of motivation as 

measured by participation rates in adult education programmes.  

 

While individual attributes such as age and employment status have been studied 

previously, the research on this topic has been fragmented in the literature. Most studies 

have focused narrowly on one variable at a time, despite the fact that any number of 

plausible socio-demographic variables could moderate learning motivation and intent to 

transfer within adult education contexts. Additional variables that could be considered in 

this group include ethnicity (e.g., adults from some cultures may place more value on 

continual learning than others), educational level (e.g., adults who have already attained 

given levels of education may be less motivated than others to engage in further learning), 

and the purposes of learning (e.g., whether the programme in question is being undertaken 

for reskilling or upskilling purposes).  

 

The notion that these variables could be significant moderators of motivation to learn and 

intent to transfer learning in adult education programmes is further strengthened by 

findings that differential levels of support are typically provided for adults in these 

different demographic groups (European Commission, 2018). In this sense, it is possible 

that support for learning will act as an important mediator of the effects of socio-

demographic factors on motivation and transfer intent. Such a finding would provide a 

mechanism through which educators and policy makers can alter levels of learning 
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motivation and transfer intent across different individuals, by altering the level of support 

that is provided to these individuals for their further learning pursuits. 

 

4.1.5. The Present Study 

 

The outcome of the SkillsFuture movement has been measured thus far using indicators 

such as training participation rates and subscription rates to the different initiatives 

(SkillsFuture Singapore, 2019). These indicators are typically not helpful to educators 

and policy makers who wish to identify ways in which learning approaches can be 

enhanced to increase the likelihood of transfer post-completion. The overarching goal of 

the study was to identify factors that predict motivation and intent to transfer learning in 

adult education programmes based in Singapore. This may provide educators and policy 

makers with valuable information on how they can enhance their recruitment, training 

sponsorship and support strategies to increase motivation and intent to transfer learning. 

 

Both socio-demographic factors and support were explored as potential predictors of 

learning motivation and intent to transfer within the study. The focal predictor was, 

however, support for learning. Prior studies on the impact of support on transfer have had 

been mixed. In line with the studies conducted by Chiaburu and Marinova (2005) and 

Gegenfurtner et al. (2009), in the present study, we operationalised support in terms of its 

source – that is, we distinguished between the support received by learners from their 

supervisors/organisations, peers, and friends/family. This allowed us to pinpoint which of 

these sources was most strongly predictive of learning motivation and intent to transfer.  

 

The present study adopted a path analysis approach to study not only the direct 

relationships between support, learning motivation and intent to transfer, but also, 

whether support operated as a mediating variable for relationships between a range of 

socio-demographic factors (i.e., age, ethnicity, employment status, educational level, and 

the purposes of learning) and these outcome variables. As noted, while some research has 

appeared previously on the moderating effects of such factors on adult learners’ 

motivation and transfer efforts, this research has been somewhat fragmented, in that 

single variables have generally been examined in each study. In the present study, we 

aimed not only to explore these factors concurrently, but also, to determine whether any 

moderating effects of these variables on motivation and intent appeared to be mediated 
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by the levels of support received by the learners in each socio-demographic group. 

 

The following specific research questions were posed for the study: 

 

• Research Question 1: Do levels of support for learning received from supervisors 

and organisations; peers; and/or friends and family predict learning motivation 

and intent to transfer? 

• Research Question 2: Do levels of support for learning received from supervisors 

and organisations; peers; and/or friends and family vary with age, ethnicity, 

employment status, educational level, and the purposes of learning? 

• Research Question 3: Do levels of support for learning received from supervisors 

and organisations; peers; and/or friends and family mediate relationships between 

socio-demographic variables, learning motivation and intent to transfer? 

 

4.2. Method 

 

4.2.1. Participants  

 

Close to 5,000 adult learners who were learning or had completed their learning with the 

participating polytechnic were invited via email to complete the online instrument 

through which all data for the study were collected. This instrument included all measures 

of the predictor and outcome variables that formed the focus of the study. Invited adult 

learners were representative of the age groups, gender and ethnicity of all learners who 

were attending further learning courses within the institution at the time that the study 

was conducted. These learners were, or had been, enrolled in a variety of different 

programmes, which included short courses that lasted only half a day to a few weeks, 

through to part-time, specialist or advanced Diploma courses that ranged from 1-2.5 years 

in duration.  

 

In addition to the main questions within the instruments, participants were asked to 

respond to a number of questions related to their socio-demographic backgrounds, which 

included gender, age, ethnicity, employment status, educational level and the purpose of 

the learning that they had undertaken (i.e., to reskill / learn a new skill or upskill / deepen 

skills in a domain). For ethnicity and educational level, participants were asked to select 
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only one response from the available options as per the census conducted on the 

population of Singapore (Singapore Department of Statistics, 2017). Options for 

employment status, “Full Time”, “Part Time” and “Unemployed”, were consistent with 

the definitions presented in the Employment Act of Singapore (Ministry of Manpower, 

2013). Collated responses from these socio-demographic questions in the survey are 

reflected in Table 4.1.  
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Table 4.1: Socio-demographics for Participating Adult Learners 

        

        

Baseline Characteristic n % 

Age Bracket   

Not Indicated 45 10.14 

20s 131 29.50 

30s 142 31.98 

40s 76 17.12 

50s and above 50 11.26 

Ethnicity   

Chinese 306 68.92 

Indian 44 9.91 

Malay 76 17.12 

Others 18 4.05 

Employment Status   

Full Time (at least 35 hours a week) 401 90.32 

Part Time (less than 35 hours a week) 18 4.05 

Unemployed 25 5.63 

Educational Level   

Diploma and Professional Qualification 235 52.93 

Non-Tertiary 8 1.80 

University 201 45.27 

Purpose   

Reskill 152 34.23 

Upskill 292 65.77 

Gender   

Female 244 54.95 

Male 200 45.05 

 

Note. N = 444. Participants were on average 32.80 years old (SD = 14.43). 
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4.2.2. Instruments 

 

In preparing for the research, the authors developed a number of brief instruments based 

on existing instruments to measure the key three constructs in the research – learning 

motivation (LM); Support for Learning (SFL); and Intent to Transfer Learning (ITTL). 

These measures are described in detail here, along with the results of preliminary 

validation analyses performed on the data collected to ensure that the psychometric 

properties of the measures supported their use with the study sample.  

 

4.2.2.1. Intrinsic and Extrinsic Learning Motivation  

 

Based on Ryan and Deci's (2000) self-determination theory (SDT), the instrument to 

measure learning motivation (LM) used in the study comprised a total of 10 items, with 

five items each addressing the subconstructs of intrinsic and extrinsic motivation. Items 

were written to correspond with the theoretical definitions of intrinsic and extrinsic 

motivation put forth by Ryan and Deci (2000). In the LM instrument, items to measure 

intrinsic motivation (item labels IM) focused upon factors such as whether the learning 

content was inherently interesting or enjoyable, while those to measure extrinsic 

motivation (item labels EM) focused upon whether the learning was anticipated to 

produce desired external outcomes for the individual.  

 

Participants rated their agreement with each item listed in Table 4.2 on a 10-point scale 

(1 = Not true at all to 10 = Extremely true). Given that this instrument was based on a 

strong and well-established theoretical framework, a confirmatory factor analysis (CFA) 

was performed to explore the factor structure of the instrument and ensure that the data 

were aligned with this theoretical model. This analysis indicated that the model fit the 

data well, GFI=.88; NNFI=.90; CFI=.92; and SRMR=.11. The internal consistency of 

each of the subscales was also acceptable at .92 for the intrinsic subscale, and .79 for the 

extrinsic subscale. Given these outcomes, the instrument developed exhibited sound 

psychometric properties for use within this sample. 
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Table 4.2: Items in the Motivation to Learn Instrument  

          

Label Full Item Statement 

IM1 I saw the programme as a great way to improve my knowledge and skills 

IM2 I am curious about the subject matter 

IM3 I found the programme enjoyable 

IM4 I was excited to learn the content 

IM5 The content seemed very interesting 

EM1 I felt pressured to do so 

EM2 The programme will help me keep my job 

EM3 The programme will help me get a better job 

EM4 I felt I did not really have much choice 

EM5 My supervisor and co-workers will think well of me 

 

4.2.2.3. Intent to Transfer Learning Outcomes 

 

Participants were also asked to indicate their intention(s) or otherwise to transfer what 

they had learned within their own work contexts through the use of a brief (4-item), 

unidimensional measure of intent. Table 4.3 presents these four items. Intent refers to the 

mindset that an adult learner has to transfer their learning. Again, given that this 

instrument was based on a strong theoretical construct, intent (Maurer & Palmer, 1999; 

Pugh & Bergin, 2006), a CFA was performed to ensure that the internal structure of the 

instrument aligned with its proposed unidimensional structure, using data from the 444 

participants in the present study. This analysis indicated an excellent fit of the data to the 

model, with GFI=.99; NNFI=.97; CFI=.99; SRMR=.02. The internal consistency of this 

measure was also high at .86, affirming that the use of this measure in the study was 

tenable. 

Learners’ intentions have been found to be key constructs in driving behaviour in adult 

learning. Despite intent to transfer being particularly relevant to transfer, this construct 

has received far less attention than the broader notion of learning motivation within the 

literature thus far  
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Table 4.3: Items in the Instrument to Measure Intent to Transfer Learning 

             

label Full Item Statement 

ITL1 The programme will or did prepare me well to apply the training content 

ITL2 I intend to apply what I have learnt from the programme to pursue further 

learning in the subject matter 

ITL3 I intend to apply what I have learnt from the programme to work 

ITL4 I intend to apply what I have learnt from the programme to other areas of 

my life, beyond work and pursuit of further learning 

 

4.2.2.3. Support for Learning 

 

Social support, or simply, support, in the context of workplace-related learning 

programmes, refers to the degree to which trainees / learners perceive support for their 

pursuits (Burke & Hutchins, 2007) and their beliefs about the extent to which significant 

others at work care about them and value their contributions to the organisation (Blume 

et al., 2010). Despite being one of the more frequently examined antecedents of 

motivation and transfer (Aguinis & Kraiger, 2009; Jacot et al., 2015; Kim et al., 2019; 

Noe, 1986; Segers & Gegenfurtner, 2013), there is currently a dearth of published 

instruments to measure the support received by adult learners in pursuing further learning.  

 

While support can incorporate many sub-constructs (Aguinis & Kraiger, 2009; Bates et 

al., 2012; Hutchins et al., 2013), most previous studies have measured this as a global, 

unidimensional construct (Tracey et al., 2001). Owing to the fact that the authors 

anticipated that the strength of relationships between support, learning motivation and 

intent to transfer might vary with the source of the support received, however, in the 

present study, social support from organisations/supervisors, peers, and friends/family 

(based on the sources of support identified by Facteau et al., 1995) were measured 

separately here. Items to measure sources and levels of social support were adapted from 

the 61-item Support for Workers with Disability Scale (SWDS), which had a Cronbach’s 

alpha of 0.95 (Lysaght et al., 2012). Comparable items from the SWDS and the current 

instrument are shown in Table 4.4. Participants rated their agreement with each item in a 

10-point scale (1 = Not true at all to 10 = Extremely true).  
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Table 4.4: Items in the Instrument to Measure Support for Learning 

            

Label Full Item Statement 

Sup/Org1 
My supervisor was supportive of changes that were needed in my duties 

or schedule to accommodate my learning. 

Sup/Org2 My supervisor took a personal interest in my learning. 

Sup/Org3 My supervisor showed that he / she supported me in my learning. 

Sup/Org4 In my organisation people are supportive of learning. 

Peer1 My co-workers offered to help me in some way for my learning. 

Peer2 My co-workers took personal interests in my learning. 

Peer3 My co-workers showed they supported me in my learning. 

Friend/Fam1 My friends and family encouraged me to learn. 

Friend/Fam2 My friends and family took personal interests in my learning. 

Friend/Fam3 My friends and family showed they supported me in my learning. 

 

To keep the current instrument brief, only three items were used to measure each of the 

three support subconstructs (i.e., organizational/supervisor support; peer support; and 

support from friends/family). The current instrument thus had an even distribution of 

items across these sources, and was also referenced clearly to adult learning contexts (e.g., 

items referred to ‘learning’ rather than ‘disability’).  

 

Given that the SFL instrument was based on well-established items, again, a CFA was 

performed to explore the psychometric properties of this instrument based on the 

participating study sample. This analysis indicated that the model fit the data well, 

GFI=.92; NNFI=.95; CFI=.96; SRMR=.04. The internal consistency of each of the 

subscales was also very high (94, .96 and .92 for the supervisor/organisational, peer, and 

friends/family subscales, respectively). Thus, the psychometric properties of the SFL 

instrument were acceptable based a preliminary evaluation using data from this cohort. 

 

4.2.3. Procedure 

 

After securing approval from The University of Western Australia’s Human Research 

Ethics Committee and that of the participating polytechnic, the study was conducted from 

September 2019 to December 2019. All measures were complete online so that 
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respondents could complete their responses anonymously and have control over their 

progress through the survey (Richman et al., 1999). Prior to launching the full survey, a 

cognitive interview was first conducted with a small group of adult educators and 

administrators (n=3) from the participating polytechnic to ensure that the items could 

readily be understood by the target cohort, and minor revisions to wording were made to 

the instruments before these were used. All invited adult learners provided consent for 

their data to be used in the study, and were informed that they were free to withdraw from 

the study at any time during the data collection. To mitigate against possible self-report 

biases, neither personal identification data nor data on participants’ employers were 

collected in the surveys (Birdi et al., 1997). 

  

4.3. Results 

 

Prior to conducting the analyses, screening tests for relevant assumptions of each 

statistical test used were performed to confirm that the data conformed to the test 

assumptions. All of these screening analyses produced satisfactory results. Results are 

presented in this section according to the three research questions posed.  

 

4.3.1. Research Question 1: Do levels of support for learning received from supervisors 

and organisations; peers; and/or friends and family predict learning motivation and 

intent to transfer? 

 

With respect to Research Question 1, average subscale scores were first computed for all 

components of the instruments used for support, motivation and intent. To address 

whether support predicted learning motivation and intent to transfer learning within this 

group, three stepwise multiple regression analyses (MRAs) were then performed using 

data from all 444 participants. Each of the three MRAs focused upon one of the three 

outcome measures used as a dependent variable (i.e., intrinsic motivation, extrinsic 

motivation or intent). Average scores for the support subscales (i.e., organisational, peer, 

and family support) were then entered as predictor variables in each MRA.  

 

Descriptive statistics and bivariate correlations for all variables included in the three 

MRAs conducted are shown in Table 4.5, while outcomes of the three stepwise MRAs 

are shown in Table 4.6. As indicated, in each case, support from friends and/or family 
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exhibited the strongest relationship with the dependent measure, followed by peer support, 

which made a significant unique contribution to predicting scores on all three dependent 

measures. Somewhat surprisingly, organizational/supervisor support, in contrast, only 

contributed significantly to predicting intrinsic learning motivation.  

 

Table 4.5: Descriptives and Bivariate Correlations for all MRA variables 

               

    

Variable M SD 1 2 3 4 5 6 

1. Organisational Support 5.93 2.22 -- .76* .23* -.01 .21* .32* 

2. Peer Support 5.40 2.31  -- .25 .00 .25* .36* 

3. Friends and Family Support 6.29 2.76   -- .76* .61* .38* 

4. Intrinsic Motivation 6.91 2.54    -- .58* .41* 

5. Extrinsic Motivation 4.33 2.29     -- .35* 

6. Intent 6.97 1.46      -- 

*p <.000. 

 

4.3.2. Research Question 2: Do levels of support for learning received from supervisors 

and organisations; peers; and/or friends and family vary with age, ethnicity, 

employment status, educational level, and the purposes of learning? 

 

To address Research Question 2, six Multivariate Analyses of Variance (MANOVAs) 

were performed (one for each of the socio-demographic variables used), with averaged 

scores for the three support measures entered as dependent variables. In this stage, 75 

cases had to be removed from the original pool of n=444, owing to missing data in the 

socio-demographic section of the survey. Means and standard deviations for all socio-

demographic groups, for each of the three support variables, are shown in Table 4.7.  
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Table 4.6: Stepwise MRA Results for Support Factors as Predictors of Learning Motivation and Intent to Transfer Learning (n=444) 

                    

Significant Model Predictors 
 (final step) Model Statistics Change Statistics 

R R2 R2
Adj. SE R2

Change FChange df1 df2 Sig. FChange 

Intrinsic Motivation           

 Friends & Family Support (+) .82 .76 .58 .58 1.64 .58 616.38 1 442 <.001 

 Peer Support (+) .12 .79 .62 .62 1.56 .04 44.98 1 441 .<.001 

 Organisational Support (+) .11 .79 .63 .62 1.56 .01 5.76 1 440 .02 

Extrinsic Motivation           

 Friends & Family Support (+) .59 .61 .37 .37 1.82 .37 263.27 1 442 <.001 

 Peer Support (+) .10 .62 .38 .38 1.81 .01 6.53 1 441 .01 

Intent           

 Friends & Family Support (+) .31 .38 .15 .14 1.35 .15 75.82 1 442 <.001 

 Peer Support (+) .29 .47 .22 .22 1.29 .08 43.62 1 441 <.001 
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Table 4.7: Means and standard deviations for all variables in the MANOVAs 

             

Predictor variables Organisational Support Peer Support Friends and Family Support 

M SD M SD M SD 

Age       

 20s 6.52 1.64 6.30 1.78 7.26 1.50 

 30s 6.27 2.04 5.55 2.06 7.19 1.55 

 40s 5.24 2.36 4.43 2.50 6.53 2.19 

 50s and above 4.99 2.84 4.09 2.49 6.69 2.39 

Ethnicity       

 Chinese 5.83 2.16 5.22 2.26 6.72 1.87 

 Indian 6.13 2.21 5.27 2.47 7.44 1.68 

 Malay 6.48 1.97 5.95 2.06 7.76 1.33 

 Others 6.67 2.80 6.65 2.05 8.29 .82 

Employment       

 Full-Time 6.10 2.10 5.49 2.19 7.07 1.74 

 Part-Time 3.77 2.82 3.45 3.02 6.19 2.90 

Educational Level       

 Diploma and Professional Qualification 6.35 1.98 5.85 2.11 7.32 1.61 

 University 5.60 2.33 4.90 2.33 6.69 1.95 

Purpose       

 Reskill 5.32 2.39 4.83 2.37 7.00 1.99 

 Upskill 6.34 1.98 5.70 2.15 7.05 1.70 
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The MANOVAs indicated a significant effect for age bracket,  = .86, F(9,884) = 6.31, p 

< .001, partial 2 = .14; ethnicity,  = .92, F(9,884) = 3.55, p < .001, partial 2 = .08; 

employment status,  = .96, F(3,395) = 5.44, p < .001, partial 2 = .04; educational level, 

 = .95, F(3,385) = 6.55, p < .001, partial 2 = .05; and purpose of learning,  = .94, 

F(3,385) = 7.69, p < .001, partial 2 = .06. Univariate ANOVAs based on the Holm’s 

Sequential Bonferroni Procedure (followed by Tukey post-hoc tests in the cases of age 

bracket and ethnicity), are shown in Table 4.8. These follow-up analyses indicated that: 

 

• Support declined with age across all three support dimensions, though not all 

differences reached statistical significance; 

• The only significant difference observed with respect to ethnicity was with respect 

to family support, which indicated that Chinese respondents received a lower level 

of support than those from Malay and other backgrounds; 

• Full-time employees received more organizational and peer support than did part-

time employees; 

• Those with Diplomas as their highest level of education received more support 

across all subscales than did those with University degrees as their highest level 

of qualification; and 

• Employees who were upskilling received more organizational and peer support 

than did those who were reskilling. 



 

110 

Table 4.8: Multivariate and Univariate Analyses of Variance of Socio-demographic 

Factors and Purpose on Support Subscales (n=369) 

               

   

Factors F 2 Significant Mean Differences based 

univariate ANOVAs/ Tukey post-hoc tests 

Organisational Support    

 Age 9.68** .07 Significant decrease with age except 20s 

versus 30s, 40s versus 50s and above 

 Ethnicity 2.10 .02 Nil 

 Employment 16.08** .04 MFull-Time > MPart-Time  

 Education 10.97** .03 MDiploma > MUniversity  

 Purpose 18.69** .05 MUpskill > MReskill  

Peer Support    

 Age 18.21** .13 Significant decrease with age except 40s 

versus 50s and above 

 Ethnicity 3.52* .03 Nil 

 Employment 11.29** .03 MFull-Time > MPart-Time  

 Education 16.95** .04 MDiploma > MUniversity  

 Purpose 12.25** .02 MUpskill > MReskill  

Friends and Family 

Support 

   

 Age 3.28* .03 Significant decrease with age, 20s versus 40s 

only 

 Ethnicity 9.85** .08 MChinese < MMalay, MOthers 

 Employment 3.20 .01 Nil 

 Education 11.17** .00 MDiploma > MUniversity  

 Purpose .07 .00 Nil 

*p<.05. **p<.001 
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learning support received not only has significant direct effects on motivation and intent 

to transfer, but also, acts as a significant mediating variable for the effects of various 

socio-demographic variables on these outcome variables. The co-efficients associated 

with these effects are also shown in Figure 4.2.  

 

Table 4.9: Standardised Effects in the Path Analysis Model 

          

 Motivation to Learn Intent to Transfer 

Learning  Intrinsic Extrinsic 

Direct Effects    

 Support    

  Organisational -.03 (.05) .03 (.05) -.02 (.05) 

  Peer .13 (.05)* .27 (.05)* .23 (.05)* 

  Family .22 (.05)* .09 (.05) .22 (.05)* 

 Socio-Demographics    

  Age .19 (.05)* .08 (.05) .12 (.05)* 

  Ethnicity .11 (.05)* -.03 (.05) .15 (.05)* 

  Employment .12 (.05)* -.06 (.05) .15 (.05)* 

  Education -.07 (.05) .22 (.05)* .08 (.05) 

  Purpose .02 (.05) -.03 (.05) -.03 (.05) 

Indirect Effects    

 Socio-Demographics    

  Age -.06 (.03)* -.11 (.03)* -.10 (.03)* 

  Ethnicity .06 (.02)* .03 (.02) .06 (.02)* 

  Employment -.03 (.02) -.04 (.02)* -.04 (.02)* 

  Education .03 (.02) .04 (.02)* .04 (.02)* 

  Purpose -.00 (.02) -.04 (.02)* -.02 (.02) 

 

*p<.05. 
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Figure 4.2: Path Diagram
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4.4. Discussion  

 

Owing to the large number of results reported in this study, this discussion will necessarily 

be selective, focusing on the outcomes of the study that could have implications for the 

practice of adult education in Singapore. First, results obtained with respect to Research 

Question 1 suggest that support is an important predictor of intrinsic motivation to learn, 

extrinsic motivation to learn, and intent to transfer learning. In all cases, the relationship 

between support and motivation and intent was positive. Some variability was seen, 

however, in the strength of prediction across the three support and outcome variables. In 

particular, support from friends and family emerged as the strongest predictor of adults’ 

intrinsic and extrinsic learning motivation and intent to transfer learning. Peer support 

made a significant and unique contribution to predicting all three outcome variables, and 

was the second strongest predictor in all three cases. The strength of peer support as a 

predictor above supervisor support was consistent with some prior studies (Bates et al., 

2000; Bates & Holton III, 2004; Chauhan et al., 2016; Chiaburu & Marinova, 2005; 

Devos et al., 2007; Homklin et al., 2014; Kirwan & Birchall, 2006; Peters et al., 2014; 

Reinhold et al., 2018; Ruona et al., 2002; Seyler et al., 1998; Velada et al., 2007). 

 

For each of the three outcome variables, support from friends and family was the strongest 

predictor of adults’ learning motivation and intent to transfer learning. On the one hand, 

this is somewhat surprising, given that personal contacts would be the least proximal 

individuals to the workplace amongst the three predictor variables. On the other, because 

the vast majority of the respondents also needed to continue to work either part-time or 

full-time whilst they were studying, even if some time had been granted from employers 

to study, it remains likely that much of the time spent in learning would have been in the 

individuals’ spare time. As a result, from this perspective, it is less surprising that support 

from family and friends was the strongest predictor of motivation and intent amongst the 

three support variables tested. This result may reflect something more of a pragmatic 

concern about available time (both to study and to devise ways to transfer the learning 

subsequently) in respondents’ minds. 

 

Peers were also found to make a significant unique contribution to predicting intrinsic 

motivation, extrinsic motivation, and intent to transfer learning. This finding was not 

unexpected, as peers in the workplace would be expected to have a significant impact on 
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motivation to learn and the intent to transfer the products of such learning to the 

workplace. Not only would these parties need to be willing to accommodate the time that 

learners were taking out to engage in further study, but also, they would be need to be ‘on 

board’ for learners to transfer these products to the workplace. Based on these findings, 

in order to encourage more meaningful engagement in adult education, organisations 

should ensure that workplace norms are supportive of such engagement, and that peers 

who need to support adult learners are themselves duly recognised and supported.  

 

Somewhat surprisingly, organisational support was only a significant predictor of intrinsic 

motivation to learn – such support did not contribute significantly to predicting either 

extrinsic motivation or intent to transfer learning. From an intuitive standpoint, it would 

be expected that organisational support would have a stronger predictive relationship with 

the latter two outcome variables than other forms of support, because organisational 

support has been deemed to be critical in determining these outcomes in previous 

publications (Franke & Felfe, 2012; Islam & Ahmed; 2018). Furthermore, given that 

organisational support would be more about whether such learning is financially viable 

and recognised in the workplace, from an intuitive standpoint, it was expected that this 

support variable would contribute more to extrinsic motivation and intent to transfer than 

to intrinsic motivation. However, the opposite pattern emerged in the results obtained here. 

 

This result does, however, affirm some results reported in previous studies, which also 

suggested organisational support to be a weaker predictor of motivation and intent than 

other forms such as that from peers (Chiaburu & Marinova, 2005; Facteau et al. 1995; 

Klink et al. 2001; Russell et al. 1985; Velada et al. 2007). In the case of the present study, 

it is possible that these results reflect the fact that organisational support for further 

learning is generally quite high in the Singapore context. Owing to the Singapore 

government’s commitment to workers undertaking further learning, employers are 

consistently being encouraged to provide such organisational support for workers, as part 

of the SkillsFuture movement. In light of this fact, support from supervisors and 

organisations might be taken for granted to some extent, thus not accounting for any 

variability in the three outcome variables tested. 

 

With respect to Research Question 2, levels of support received were seen to vary 

significantly across all six of the socio-demographic variables tested, with only two 
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exceptions (i.e., the effect of ethnicity on organisational support, and of age on friends 

and family support, with neither of these effects reaching significance at the specified 

alpha level). Adult learners from the Malay ethnic group appeared to fair better in terms 

of receiving support from their organisations and friends/family than did Chinese adult 

learners. It is possible that this can be explained by closer community bonds within this 

ethnic group. However, this possibility remains speculative at this point, given that there 

is a lack of specific previous research evidence to support its suggestion.  

 

It was interesting to note that adult learners with a Diploma level prior education received 

more support for their learning from their supervisors/organisations, peers and 

friends/families, than did those with a university educational level. This could be due to 

the fact that university qualifications are often perceived as an ‘endpoint’ goal of 

education in Singapore. As a result, while those with Diploma level qualifications might 

be perceived as not yet having reached an endpoint goal within the Education system, 

undertaking further higher education study might be seen as somewhat more questionable 

for those who have already, in the views of others, reached this endpoint target. 

 

There was a clear trend for support to decline with age across all sources, with the decline 

being most pronounced in peer support followed by supervisor/organisational support, 

dropping most steeply across the 30s and 40s age categories. These findings corroborate 

sentiments repeatedly shared by mid-careerists in their 40s and above, who have lamented 

the lack of support received from workplaces for learning, calling attention to the 

decades-old ageism argument (Chew, 2021; Tan, 2021). It is possible that the rationale 

for undertaking further studies in older workers is deemed to be less compelling than for 

younger workers because older employees have fewer working years ahead of them. 

However, in this study, the steepest ‘drop’ in support levels was seen from the 30s to 40s 

age categories. Given the aging workforce of Singapore as indicated previously, this 

decline in support is arguably premature, given that a person in his or her 40s would now 

be expected to remain in paid employment for many years to come. 

 

With respect to Research Question 3, support was also found to be an important mediating 

variable for the indirect effects of the six socio-demographic factors on motivation and 

intent to transfer learning. Amongst these results, while age had direct positive effects on 

intrinsic motivation and intent to transfer, owing to support decreasing with age, a 
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negative indirect effect of age on motivation and intent to transfer via support was 

observed. Adult learners from the Malay, Indian and Other ethnicity groups were also 

found to be better supported by their friends and family, and, coupled with their increased 

intrinsic motivation and intent to transfer, the indirect effects were also positive.  

 

In the path analysis, adult learners working part-time were intrinsically more motivated 

than full-time employees, and also reported a significantly higher intent to transfer their 

learnings. Yet, because they were not as well supported by their organisations and peers, 

the indirect effects of this variable on extrinsic motivation and intent were negative.  

 

Finally, adult learners with Diploma and Professional Qualifications were more 

extrinsically motivated than those with university level qualifications, and, coupled with 

a higher support level from their peers, the resulting indirect effects on extrinsic 

motivation and intent to transfer were also positive. Organisations and peers were also 

less supportive of adult learners who were reskilling than those who are upskilling, and 

as a result, the indirect effect on extrinsic motivation was also negative.  

 

Overall, therefore, support was found to be a significant predictor of motivation to learn 

and intent to transfer, not only because of its direct relationships with these outcome 

variables, but also, because of its key role in mediating the effects of socio-demographic 

factors on these outcomes. Support from friends and family was the strongest of the three 

predictors, followed by support from peers. Organisational support was found to be 

inconsistent as a predictor variable, contributing significantly only to intrinsic motivation 

to learn. These findings stand to have significant andragogical and policy implications for 

the SkillsFuture movement in Singapore, in which much of the previous narrative has 

centered around employers and individuals. Thus far, there has been little recognition of 

the potential role that friends and family, as well as peers, might play in influencing the 

quality of outcomes achieved from such programmes. For instance, could funding 

incentives to participate in learning programmes be extended to family units beyond just 

individuals currently for a family that learns together will be better able to render support 

towards each other? Could workplace learning support incentives and structures be 

centered around work teams beyond individuals so that a team that learns together grows 

together? This suggests the need for further work to explore ways in which support from 

these sources can be bolstered in the future.  



 

118 

 

4.5. References 

 

Aguinis, H., & Kraiger, K. (2009). Benefits of training and development for individuals 

and teams, organizations and society. Annual Review of Psychology, 60(1), 451–

474. https://doi.org/10.1146/annurev.psych.60.110707.163505 

Ajzen, I. (2011). The theory of planned behaviour: Reactions and reflections. 

Psychology and Health, 26(9), 1113–1127. 

https://doi.org/10.1080/08870446.2011.613995 

Ang, J. (2021, February 9). 540000 Singaporeans benefited from SkillsFuture initiatives 

in 2020. The Straits Times. https://www.straitstimes.com/singapore/540000-

singaporeans-benefited-from-skillsfuture-initiatives-in-2020-skillsfuture-singapore 

Axtell, C., Maitlis, S., & Yearta, S. K. (1997). Predicting immediate and longer-terms 

transfer of training. Personnel Review, 26(3), 201–213. 

https://doi.org/10.1108/00483489710161413 

Bates, R. A., Holton III, E. F., Seyler, D. L., & Carvalho, M. A. (2000). The role of 

interpersonal factors in the application of computer-based training in an industrial 

setting. Human Resource Development International, 3(1), 19–42. 

https://doi.org/10.1080/136788600361920 

Bates, R., Holton, E. F., & Hatala, J. P. (2012). A revised learning transfer system 

inventory: Factorial replication and validation. Human Resource Development 

International, 15(5), 549–569. https://doi.org/10.1080/13678868.2012.726872 

Bates, R., & Holton III, E. F. (2004). Linking workplace literacy skills and transfer 

system perceptions. Human Resource Development Quarterly, 15(2), 153–170. 

https://doi.org/10.1002/hrdq.1096 

Bereby-Meyer, & Kaplan, A. (2005). Motivational influences on transfer of problem-

solving strategies. Contemporary Educational Psychology, 30(1), 1–22. 

https://doi.org/10.1016/j.cedpsych.2004.06.003 

Birdi, K., Allan, C., & Warr, P. (1997). Correlates and perceived outcomes of 4 types of 

employee development activity. Journal of Applied Psychology, 82(6), 845–857. 

https://doi.org/10.1037/0021-9010.82.6.845 

Blume, B. D., Ford, J. K., Baldwin, T. T., & Huang, J. L. (2010). Transfer of training : A 

meta-analytic review. Journal of Management, 36(4), 1065–1105. 

https://doi.org/10.1177/0149206309352880 



 

119 

Burke, L. A., & Hutchins, H. M. (2007). Training transfer: An integrative literature 

review. Human Resource Development Review, 6(3), 263–296. 

https://doi.org/10.1177/1534484307303035 

Chauhan, R., Ghosh, P., Rai, A., & Shukla, D. (2016). The impact of support at the 

workplace on transfer of training: A study of an indian manufacturing unit. 

International Journal of Training and Development, 20(3). 

https://doi.org/10.1111/ijtd.12083 

Chiaburu, D. S., & Lindsay, D. R. (2008). Can do or will do? The importance of self-

efficacy and instrumentality for training transfer. The Human Resource 

Development International, 11(2), 199–206. 

https://doi.org/10.1080/13678860801933004 

Chiaburu, D. S., & Marinova, S. V. (2005). What predicts skill transfer? An exploratory 

study of goal orientation, training self-efficacy and organizational supports. 

International Journal of Training and Development, 9(2), 110–123. 

https://doi.org/10.1111/j.1468-2419.2005.00225.x 

Chew, H.M. (2021, November 6). In focus: Qualified, willing but still looking for work 

- why some mature PMEs struggle to find jobs despite retraining, government 

support. Channel News Asia. 

https://www.channelnewsasia.com/singapore/singapore-mature-pme-unemployed-

job-search-wsg-2293696 

Clark, Dobbins, G. H., & Ladd, R. T. (1993). Exploratory field study of training 

motivation: influence of involvement, credibility, and transfer climate. Group & 

Organization Management, 18(3), 292–307. 

https://doi.org/10.1177/1059601193183003 

Colquitt, J., LePine, J., & Noe, R. (2000). Toward an integrative theory of training 

motivation: A meta-analytic path analysis of 20 years of research. Journal of 

Applied Psychology, 85(5), 678–707. https://doi.org/10.1037//0021-9010.g5.5.678 

Corte, E. De. (2003). ransfer as the productive use of acquired knowledge, skills, and 

motivations. Current Directions in Psychological Science : a Journal of the 

American Psychological Society, 12(4), 142–146. https://doi.org/10.1111/1467-

8721.01250 

Devos, C., Dumay, X., Bonami, M., Bates, R., & Holton III, E. (2007). The learning 

transfer system inventory (LTSI) translated into French: Internal structure and 

predictive validity. International Journal of Training and Development, 11(3), 



 

120 

181–199. https://doi.org/10.1111/j.1468-2419.2007.00280.x 

European Commission (2018). Promoting adult learning in the workplace: Final report 

of the ET 2020 Working Group 2016 – 2018. European Union. Available online: 

https://www.eurydice.si/wp-content/uploads/2019/04/promotion-of-adult-learning-

in-the-workplace-ET-2020-final-report-Group-on-Adult-learning.pdf 

Facteau, J. D., Dobbins, G. H., Russell, J. E. a., Ladd, R. T., & Kudisch, J. D. (1995). 

The influence of general perceptions of the training environment on pretraining 

motivation and perceived training transfer. Journal of Management, 21(1), 1–25. 

https://doi.org/10.1177/014920639502100101 

Franke, & Felfe, J. (2012). Transfer of Leadership Skills: The Influence of Motivation 

to Transfer and Organizational Support in Managerial Training. Journal of 

Personnel Psychology, 11(3), 138–147. https://doi.org/10.1027/1866-5888/a000066 

Foxon, M. (1997). The influence of motivation to transfer, action planning and manager 

support on the transfer process. Performance Improvement Quarterly, 10(2), 42–

63. https://doi.org/10.1111/j.1937-8327.1997.tb00048.x 

Gegenfurtner, A., & Vauras, M. (2012). Age-related differences in the relation between 

motivation to learn and transfer of training in adult continuing education. 

Contemporary Educational Psychology, 37(1), 33-46. 

https://doi.org/10.1016/j.cedpsych.2011.09.003. 

Gegenfurtner, A., Vauras, M., Gruber, H., & Festner, D. (2010). Motivation to transfer 

revisited. In K. Gomez, L. Lyons, & J. Radinsky (Eds.), Learning in the 

disciplines: ICLS 2010 proceedings (pp. 452–459). International Society of the 

Learning Sciences. 

Gegenfurtner, A., Veermans, K., Festner, D., & Gruber, H. (2009). Motivation to 

transfer training: An integrative literature review. Human Resource Development 

Review, 8(3), 403–423. https://doi.org/10.1177/1534484309335970 

Homklin, T., Takahashi, Y., & Techakanont, K. (2014). The influence of social and 

organizational support on transfer of training: Evidence from thailand. 

International Journal of Training and Development, 18(2). 

https://doi.org/10.1111/ijtd.12031 

Huczynski, A. A., & Lewis, J. W. (1980). An empirical study into the learning transfer 

process in management training. The Journal of Management Studies, 17(2), 227–

240. https://doi.org/10.1111/j.1467-6486.1980.tb00086.x 

Hutchins, H. M., Nimon, K., Bates, R., & Holton, E. (2013). Can the LTSI predict 



 

121 

transfer performance? Testing intent to transfer as a proximal transfer of training 

outcome. International Journal of Selection and Assessment, 21(3), 251–263. 

https://doi.org/10.1111/ijsa.12035 

Islam, & Ahmed, I. (2018). Mechanism between perceived organizational support and 

transfer of training. Management Research Review, 41(3), 296–313. 

https://doi.org/10.1108/MRR-02-2017-0052 

Jacot, A., Raemdonck, I., & Frenay, M. (2015). A review of motivational constructs in 

learning and training transfer. Zeitschrift Fur Erziehungswissenschaft, 18(Suppl 1), 

201–219. https://doi.org/10.1007/s11618-014-0599-x 

Kim, E. J., Park, S., & Kang, H. S. (Theresa). (2019). Support, training readiness and 

learning motivation in determining intention to transfer. European Journal of 

Training and Development, 43(3/4), 306-321. https://doi.org/10.1108/EJTD-08-

2018-0075 

Kirwan, C., & Birchall, D. (2006). Transfer of learning from management development 

programmes: Testing the holton model. International Journal of Training and 

Development, 10(4), 252–268. https://doi.org/10.1111/j.1468-2419.2006.00259.x 

Klink, M. Van Der, Gielen, E., & Nauta, C. (2001). Supervisory support as a major 

condition to enhance transfer. International Journal of Training and Development, 

5(1), 52–63. https://doi.org/10.1111/1468-2419.00121 

Knowles, M. S., Holton III, E. F., & Swanson, R. A. (2015). The adult learner: The 

definitive classic in adult education and human resource development (8th ed.). 

Routledge. 

Liebermann, S., & Hoffmann, S. (2008). The impact of practical relevance on training 

transfer: Evidence from a service quality training program for german bank clerks. 

International Journal of Training and Development, 12(2), 74–86. 

https://doi.org/10.1111/j.1468-2419.2008.00296.x 

Locke, E. A. (1968). Toward a theory of task motivation and incentives. Organisational 

Behavior and Human Performance, 3(2), 157–189. https://doi.org/10.1016/0030-

5073(68)90004-4 

Lysaght, R., Fabrigar, L., Larmour-Trode, S., Stewart, J., & Friesen, M. (2012). 

Measuring workplace social support for workers with disability. Journal of 

Occupational Rehabilitation, 22(3), 376–386. https://doi.org/10.1007/s10926-012-

9357-1 

Massenberg, A. C., Spurk, D., & Kauffeld, S. (2015). Social support at the workplace, 



 

122 

motivation to transfer and training transfer: A multilevel indirect effects model. 

International Journal of Training and Development, 19(3), 161-178. 

https://doi.org/10.1111/ijtd.12054 

Maurer, T. J., & Palmer, J. K. (1999). Management development intentions following 

feedback – Role of perceived outcomes, social pressures and control. Journal of 

Management Development, 18(9), 733–751. 

https://doi.org/10.1108/02621719910300784 

Ministry of Manpower. (2013). Employment (Survey source). 

http://stats.mom.gov.sg/SL/Pages/Employment-Survey-Source-Concepts-and-

Definitions.aspx?Flag=1&TRMID=304&PageNo=1 

Noe, R. A. (1986). Trainees’ attributes and attitudes: Neglected influences on training 

effectiveness. Academy of Management Review, 11(4), 736–749. 

https://doi.org/10.2307/258393 

Peters, S., Cossette, M., Bates, R., Holton, E., Hansez, I., & Faulx, D. (2014). The 

influence of transfer climate and job attitudes on the transfer process: Modeling the 

direct and indirect effects. Journal of Personnel Psychology, 13(4), 157–166. 

https://doi.org/10.1027/1866-5888/a000109 

Pugh, K. J., & Bergin, D. A. (2006). Motivational influences on transfer. Educational 

Psychologist, 41(3), 147–160. https://doi.org/10.1207/s15326985ep4103_2 

Reinhold, S., Gegenfurtner, A., & Lewalter, D. (2018). Social support and motivation to 

transfer as predictors of training transfer: Testing full and partial mediation using 

meta-analytic structural equation modelling. International Journal of Training and 

Development, 22(1), 1-14. https://doi.org/10.1111/ijtd.12115 

Richman, W. L., Kiesler, S., Weisband, S., & Drasgow, F. (1999). A meta-analytic study 

of social desirability distortion in computer administered questionnaires, traditional 

questionnaires and interviews. Journal of Applied Psychology, 84(5), 754–775. 

https://doi.org/10.1037/0021-9010.84.5.754 

Ruona, W. E. A., Leimbach, M., Holton III, E. F., & Bates, R. (2002). The relationship 

between learner utility reactions and predicted learning transfer among trainees. 

International Journal of Training and Development, 6(4), 218–228. 

https://doi.org/10.1111/1468-2419.00160 

Russell, J. S., Terborg, H. R., & Powers, M. L. (1985). Organizational performance and 

organizational level training and support. Personnel Psychology, 38(4), 849–683. 

https://doi.org/10.1111/j.1744-6570.1985.tb00570.x 



 

123 

Ryan, R. M., & Deci, E. L. (2000). Intrinsic and extrinsic motivations : classic 

definitions and new directions. Contemporary Educational Psychology, 25, 54–67. 

https://doi.org/10.1006/ceps.1999.1020 

Schindler, L. A., & Burkholder, G. J. (2016). A mixed methods examination of the 

influence of dimensions of support on training transfer. Journal of Mixed Methods 

Research, 10(3), 292–310. https://doi.org/10.1177/1558689814557132 

Segers, M., & Gegenfurtner, A. (2013). Transfer of training: New conceptualizations 

through integrated research perspectives. Educational Research Review, 8, 1–4. 

https://doi.org/10.1016/j.edurev.2012.11.007 

Seiberling, C., & Kauffeld, S. (2017). Volition to Transfer: Mastering Obstacles in 

Training Transfer. Personnel Review, 46(4), 809-823. https://doi.org/10.1108/PR-

08-2015-0202 

Seyler, D. L., Holton III, E. F., Bates, R. A., Burnett, M. F., & Carvalho, M. A. (1998). 

Factors affecting motivation to transfer training. International Journal of Training 

and Development, 2(1), 16-16. https://doi.org/10.1111/1468-2419.00031 

Singapore Department of Statistics. (2017). Population Trends. 

http://www.singstat.gov.sg/tablebuilder. 

SkillsFuture. (2019). SkillsFuture - Year in Review 2019. Retrieved April 27, 2018, from 

https://www.skillsfuture.sg/NewsAndUpdates/DetailPage/5ed87fff-39df-4dc3-

b63b-6f2763db6aa9 

Skule, S. (2004). Learning conditions at work: A framework to understand and assess 

informal learning in the workplace. International Journal of Training and 

Development, 8(1), 8–20. https://doi.org/10.1111/j.1360-3736.2004.00192.x 

Sternberg, R., & Frensch, P. (1993). Mechanisms of Transfer. In D. K. Detterman & R. 

J. Sternberg (Eds.), Transfer on trial: Intelligence, cognition and instruction (pp. 

25–38). Ablex. 

Tan, S. (2021, October 21). NTUC, SNEF call for unemployment support for PMEs, 

tighter process for employment passes. The Straits Times. 

Tracey, J. B., Hinkin, T. R., Tannenbaum, S., & Mathieu, J. E. (2001). The influence of 

individual characteristics and the work environment on varying levels of training 

outcomes. Human Resource Development Quarterly, 12(1), 5–23. 

https://doi.org/10.1002/1532-1096(200101/02)12:1<5::AID-HRDQ2>3.0.CO;2-J 

Tziner, A., & Falbe, C. M. (1993). Training‐related variables, gender and training 

outcomes: A field investigation. In International Journal of Psychology, 28(2), 



 

124 

203–221. https://doi.org/10.1080/00207599308247185 

Velada, R., Caetano, A., Michel, J. W., Lyons, B. D., & Kavanagh, M. J. (2007). The 

effects of training design, individual characteristics and work environment on 

transfer of training. International Journal of Training and Development, 11(4), 

282–294. https://doi.org/10.1111/j.1468-2419.2007.00286.x 

Warr, P., Allan, C., & Birdi, K. (1999). Predicting three levels of training outcome. 

Jounal of Occupational and Organizational Psychology, 72(3), 351–375. 

https://doi.org/10.1348/096317999166725 

Wei Tian, A., Cordery, J., & Gamble, J. (2016). Returning the favor: Positive employee 

responses to supervisor and peer support for training transfer. International Journal 

of Training and Development, 20(1), 1–16. https://doi.org/10.1111/ijtd.12066 

Wexley, K. N., & Latham, G. P. (1981). Developing and training human resources in 

organizations. The Academy of Management Review, 8(1), 163–166. 

https://doi.org/10.2307/257182  

Woo, P. (2018, March 26). SkillsFuture a holistic movement, with multiple indicators to 

measure it. The Straits Times. http://www.straitstimes.com/forum/letters-in-

print/skillsfuture-a-holistic-movement-with-multiple-indicators-to-measure-it 

Yang, C. (2017, May 29). Making lifelong learning work for employees. The Straits 

Times. 

 



 

125 

Chapter 5. Paper 4 – Intent to Transfer Learning Amongst Adult 

Learners with Differential Learning Orientations 

Abstract. In Singapore, the government has invested significant resources into its 

SkillsFuture training programmes, which were established with the goal of ensuring that 

the skills of workforce members remain current and continue to meet the demands of the 

global economy. To ensure that these initiatives yield the best outcomes, however, 

learners must actually transfer what they have learned to their workplaces post-

completion. The present study drew upon data collected as part of a larger research 

programme that focused on the topic of adult learners’ motivations and intent to transfer 

in further learning programmes. In the present study, cluster analysis was used to identify 

whether adult learners in one polytechnic (n=444) fell into distinct ‘learning orientation’ 

profiles based on their learning motivation goals and levels of intrinsic and extrinsic 

motivation to learn. This analysis suggested three distinct learning orientation profile 

clusters (Idealists, Self-Actualists and Pragmatists), who differed significantly in terms of 

their learning motivation and intent to transfer. Other differences observed between these 

clusters (i.e., whether they received rewards for programme completion; whether they 

were given a choice about enrolling into the training programmes; in the level of support 

they received to attend the programmes; and the perceived relevance of the programmes 

to their own situations) also underscored potential ways in which the SkillsFuture 

initiative and associated further learning programmes could be enhanced to maximise 

their ultimate benefits for workplaces. Implications for policies and strategies to achieve 

this goal are discussed.  
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5.1. Introduction 

 

To support Singaporeans affected by the economic impact of COVID-19, the SGUnited 

Jobs and Skills Package, under the ambit of the SkillsFuture movement, has been 

launched to support close to 100,000 jobseekers through expanded job, traineeship, and 

skills training opportunities. By 2020, around 540,000 individuals and 14,000 enterprises 

had taken part in SkillsFuture training programmes in Singapore (Ang, 2021). The 

SkillsFuture movement is premised on the notion that workplaces will benefit ultimately 

from the upskilling and reskilling of employees via the transfer of knowledge, skills and 

attitudes acquired from associated training programmes. While this remains an important 

presumption upon which the movement is based, this is unlikely to occur without 

dedicated efforts to ensure that adult learners who undertake further learning programmes 

do so with the intent to transfer what they learn post-completion. 

 

5.1.1. The Critical Role of Transfer in Adult Learning Programmes 

 

Adult training programmes are generally seen to be useful only to the extent that the 

knowledge, skills and attitudes learned are actually transferred to the workplace 

(Chiaburu & Lindsay, 2008). Transfer in this context refers to the application of 

knowledge, skills, and attitudes learned to a learner’s job (Burke & Hutchins, 2007; Corte, 

2003; Wexley & Latham, 1981). The investments made by the Singapore Government, as 

well as by individual employers, to fund and support the SkillsFuture training 

programmes are significant (Yang, 2017). Thus, ensuring that what is learned in these 

programmes is eventually transferred to the workplace is critical to ensure that returns on 

these investments are realised.  

 

At present, the SkillsFuture movement is voluntary for adult learners. In light of this, it is 

critical to understand adult learners’ motivations and intentions to transfer what they learn, 
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in order to ensure the SkillsFuture initiative ultimately benefits workplaces. This is so 

given that learners’ motivations and intentions are likely to be an important predictor of 

the actual degree of transfer that eventually occurs within their workplaces (Brand-

Gruwel et al., 2014; Chiaburu et al., 2010; Foxon, 1997; Nijman & Gelissen, 2010; Noe, 

1986; Noe & Schmitt, 1986; Reinhold et al., 2018; Seyler et al., 1998).  

 

5.1.2. Adult Learners’ Overall Motivation and Intent to Transfer of Learning 

 

While various motivational frameworks have been put forward in the literature, the 

Expectancy Value Theory (EVT) of Eccles and colleagues (2000) focuses upon the 

interaction between the individual and specific learning tasks. In EVT, motivation to 

engage in any task will be a product of how the individual perceives the task and his or 

her ability to tackle it. More specifically, in EVT, an individual’s motivation is posed to 

be a product of: 

 

• Their expectancies for success in the task – this is conceptually similar to the 

notion of self-efficacy, which reflects the confidence that the individual has in 

his or her abilities to do what is required by a learning task. 

• The attainment value they assign to the task – this refers to the extent to which 

the task or activity is important with respect to the identity of the learner; 

• The utility value they assign to the task – this refers to the extent to which 

learners see the activity as one that will help them to reach important personal 

goals; 

• The intrinsic value they assign to the task – that is, whether the learner 

inherently enjoys engaging in the task, and is interested in the content; and 

• The costs associated with engaging in the task – this can include both 

opportunity costs (e.g., loss of valued alternative activities) and psychological 

costs (e.g., increased anxiety and stress related to the task). 
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In the present study, an instrument developed by the authors to measure motivation to 

transfer based on the EVT model was used. This model was deemed appropriate for 

measuring motivation to transfer, because it emphasizes learners’ perceptions of the task 

as a source of motivation, rather than only focusing only upon internal characteristics of 

the individual. Instruments based on the EVT model, therefore, make it possible to glean 

not only how learners see themselves, but also, provide specific information about how 

certain activities (in this case, transferring learning to their workplaces) are perceived.  

 

While some research has already been directed toward the topic of transfer motivation, 

relatively little attention has been paid to the construct of intent to transfer (Pugh & Bergin, 

2006), as differentiated from motivation. Adults’ intentions with respect to their learning 

will have an important influence upon how they go about that learning, as well as the 

actions they subsequently take (Maurer & Palmer, 1999). Behaviours are regulated by 

intentions, and considerable evidence indicates that intentions are highly correlated with 

behaviours (Ajzen, 2011; Locke, 1968). If learners approach learning with the intent to 

transfer, therefore, they are more likely to be successful in actual transfer situations 

(Seiberling and Kauffeld, 2017; Sternberg & Frensch, 1993).  

 

While we need to acknowledge that motivation and intent to transfer are related constructs, 

there are likely to be important differences between them that may be particularly relevant 

in the case of adult learners. For example, a worker within a given company might be 

highly motivated to embark on a specific new initiative, but may not have a strong level 

of intent to do this, because they may believe that doing so will cause friction with 

colleagues. Equally, this worker may not be personally motivated to embark on an 

initiative, but may have a strong intent to do so, because they believe that this is an 

expectation of their workplace supervisors. Despite the demonstrated relevance of intent 

to transfer in terms of eventual behaviours, this construct has received much less attention 
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than the construct of motivation (Pugh & Bergin, 2006) within the previous literature. 

 

Previous research suggests that adult learners’ intent and motivation to transfer their 

learning may be influenced both by factors internal to individuals (e.g., their own 

motivation to engage in the learning in the first instance), and also, factors external to 

them (e.g., situational factors, such as the level of support they receive to engage in the 

learning). The next sections provide a background on both types of factors, focusing on 

their possible relationships with motivation and intent to transfer.   

 

5.1.3. Learning Orientations as Predictors of Motivation and Intent to Transfer 

 

The sixth core principle of andragogy expressed by Knowles et al. (2015) relates to 

motivation. To be motivated means to be ‘moved’ to do something, such as to engage in 

a learning task (Ryan & Deci, 2000). Given the significance of motivation in education 

generally, various theoretical frameworks on motivation have appeared in the educational 

psychology literature. Two that have been applied consistently in the study of adult 

learners’ motivation are self-determination theory (and in particular, the notions of 

intrinsic vs extrinsic motivation within this framework - Deci, 1980) and achievement 

goal orientation theory (Dweck, 1986; Dweck & Leggett, 1988), both of which have 

attracted significant attention over the past two decades. Both overarching frameworks 

have also been applied to study transfer of learning outcomes in prior research.  

 

5.1.3.1. Intrinsic vs Extrinsic Motivation - Self-Determination Theory 

 

In self-determination theory, intrinsic motivation refers to doing something because it is 

inherently interesting or enjoyable, while extrinsic motivation refers to doing something 

because it leads to a desired outcome (Ryan & Deci, 2000). Intrinsic motivation to learn 

is fostered by a commitment to the learning itself, or in other words, in this form of 
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motivation, ‘‘there is no apparent reward except the activity itself’’ (Deci, 1975, p.23). 

Intrinsically motivated employees engage in learning out of an inherent interest in the 

content itself (Minbaeva, 2008). Various prior studies have suggested that intrinsic 

motivation has a positive effect on transfer (Cabrera et al., 2006; Frey & Osterloh, 2000).  

 

Extrinsic motivation to learn occurs when employees engage in given activities with the 

expectation of receiving financial rewards and incentives for this engagement. The main 

characteristic of employees who are externally motivated towards learning is that some 

external contingency, which is valued and expected to be obtainable, drives their 

involvement that learning (Minbaeva, 2008). Although it has been widely assumed that 

adult learners who are extrinsically rewarded upon completion of their training 

programmes are more likely to transfer what they have learned to their workplaces, 

findings from prior studies suggest that this may not occur in all situations (Frey, 1997; 

Frey & Jegen, 2001). In general, it is believed that in adults, intrinsic motivation will be 

a more important driver for subsequent behaviour, though Frey and Osterloh (2000) 

posited that both intrinsic and extrinsic motivation are crucial for transfer to occur.  

 

5.1.3.2. Mastery vs Performance Goals – Achievement Goal Theory 

 

While the notions of extrinsic and intrinsic sources of motivation form the focus of the 

self-determination perspective, achievement goal orientation theory focuses upon the 

specific goals that learners adopt in approaching their learning tasks. Learners can engage 

with learning tasks with various goals in mind, including the goals of mastering the 

content (mastery goal); of doing better than others in the tasks (performance-approach 

goal); or of avoiding failure in the tasks (performance-avoidance goal). Mastery goals 

tend to be associated with high levels of interest in a task and the use of deep learning 

approaches, whereas performance-approach goals are generally associated with a drive to 

achieve better outcomes for their own sake. A mastery orientation emphasises learning 
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and / or task competence, seeking challenges, and persisting in the face of failure (Dweck 

& Leggett, 1988) while a performance orientation emphasises appearing competent, 

through gaining positive (performance approach orientation) and avoiding negative 

judgments (performance avoid orientation) of competence (Chiaburu & Marinova, 2005; 

Middleton & Midgley, 1997; Pintrich & Schunk, 2002). The two orientations are not, 

however, mutually exclusive, in that adult learners can possess both concurrently to a 

greater or lesser extent (Pugh & Bergin, 2006). 

 

The goal orientations that adult learners adopt can also have a profound impact not only 

on their learning processes, but also, on their ultimate learning outcomes, including 

whether they transfer their learning. For example, in a meta-analysis, Mesmer-Magnus 

and Viswesvaran (2007) noted that mastery orientations are better predictors of eventual 

transfer than performance orientations. Similar findings were reported by Bereby-Meyer 

and Kaplan (2005) as well as Chiaburu and Marinova (2005). Results of this kind indicate 

that learners who adopt a mastery orientation and are focused on learning and 

understanding are more likely to transfer what they learn subsequently (Kozlowski et al., 

2001; Pugh & Bergin, 2006). It has been posed that mastery-oriented adult learners tend 

to see transfer as yet another learning opportunity, while performance-oriented adult 

learners look for performance-related cues to justify their attempts to learn and transfer 

(Ford & Weissbein, 1997). Previous research also suggests that performance-avoidance 

goals are typically associated with less favourable learning outcomes than either mastery 

or performance-approach goals (Cellar et al., 2011; Diseth, 2011; Elliot & McGregor, 

2001; Huang, 2012; Remedios & Richardson, 2013). 

 

5.1.3.3. The Notion of Learning Orientation Profiles in Motivation 

 

While the two frameworks discussed above (i.e., self-determination theory and 

achievement goal theory) may appear to be competing models, these two models may be 
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deemed to provide complementary perspectives on the overall learning orientations that 

learners can exhibit. In other words, it is likely that the eventual behaviour of learners 

will depend upon a combination of multiple motivational variables that are operating 

simultaneously at any given point in time. Much previous research on links between 

motivation and subsequent behaviours has focused on exploring these a single-variable 

perspective (e.g., looking at the effects of intrinsic vs extrinsic motivation as predictors 

of one or more outcome variables). This approach potentially ignores important 

relationships that may emerge between the outcome variables and the predictor variables 

collectively, or as a set.  

 

To take an example, it is possible that some level of both intrinsic and extrinsic motivation 

will be needed for a given outcome to be achieved successfully. In order to embark on 

learning effectively within a given programme, an adult learner may need to have a certain 

level of intrinsic motivation or interest in learning the material confronted within that 

programme. This will be a critical factor in determining the extent to which he or she will 

transfer what is learned post-completion to the workplace. By the same token, however, 

if the learner has only this form of motivation, and is unaffected by factors such as 

external recognition and reward, that learner may also not be driven to ensure that their 

transfer plans align well with the goals of his or her workplace. Therefore, while extrinsic 

motivation may not be sufficient in itself to drive effective transfer, it may make a useful 

contribution to successful outcomes when it operates synergistically or in combination 

with a strong level of intrinsic motivation.  

 

Furthermore, while it is important to look at learners’ overall motivations for engaging in 

a particular programme (i.e., their intrinsic and extrinsic motivation levels), this may not 

be sufficient to fully understand what drives them to take particular approaches to learning 

within those programmes. These kinds of process outcomes are likely to depend more 

upon the specific goals that the learner adopts while embarking on the learning tasks they 
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need to complete – that is, whether they adopt mastery or performance goal orientations 

in approaching those tasks. As Kraiger et al. (1993) suggested these are critical variables 

in determining what happens during learning. Thus, while factors such as overall intrinsic 

or extrinsic motivation may drive behaviours such as enrolling in the programme in the 

first instance, the specific goals that the learner adopts may be more important for 

determining how learners approach their specific learning tasks whilst enrolled.  

 

Based on the above arguments, further research is needed in this area, which focuses on 

the collective impact of different motivational predictors on desirable outcome variables. 

Such a focus would enable educators and policy makers to understand how learners with 

different overall profiles (that is, combinations of given factors) are likely to respond to 

specific programme characteristics. In the present study, therefore, we aimed to explore 

whether clusters of adults with particular ‘learning orientation profiles’, or combinations 

of intrinsic motivation, extrinsic motivation, and performance or mastery goal 

orientations, had different levels of motivation and intent to transfer their learning to the 

workplace.  

 

5.1.4. Training Design and Situational Factors on Transfer of Learning 

 

Given that there is likely to be a combination of motivation variables that are operating 

simultaneously upon behaviour at any specific point in time, it is imperative that adult 

educators and policy makers appreciate, understand and work with the complex 

orientations of adult learners to achieve optimal programme outcomes. In addition to 

recognising the importance of such combinations of factors for predicting subsequent 

behaviours and outcomes, therefore, it is important that stakeholders also understand how 

factors such as training design and situational factors may contribute to creating or 

altering these profiles in adult learners. Armed with this knowledge, it may then be 

possible for these stakeholders to identify ways in which to foster optimal learning 
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orientation profiles in adult learners to achieve the best possible long-term outcomes. 

Several situational factors of this kind were explored within the present study.  

 

5.1.4.1. Training Design Factors 

 

The effects that training design has on transfer were first explored comprehensively by 

Holton in 1996 (Seyler et al., 1998), followed subsequently by researchers such as 

Gegenfurtner et al. (2009), who found that learners’ transfer motivation could be shaped 

by training design factors such as whether learners have access to supportive social 

networks whilst embarking on their learning (Gegenfurtner & Vauras, 2012). While there 

have been studies conducted to ascertain the impact that training design / andragogical 

approaches have on learning motivation and transfer (Colquitt et al., 2000; Gegenfurtner 

et al., 2009; Wlodkowski & Ginsberg, 2017), similar studies have yet to be conducted 

with respect to adult learners in Singapore.  

 

The present study, therefore, explored both how training design factors, such as format of 

instruction (i.e., face-to-face, online or blended learning) and social training contexts (i.e., 

individual or collaborative learning), related both to motivation and intent, and also, to 

the learning orientation profiles of the learners. While the relationship between these 

training design factors and motivation and intent to transfer needs to be considered, 

because this indicates how important the factors are in terms of predicting the end-point 

outcomes, knowing their relationship to the learning orientation profiles of learners is also 

important for determining whether these factors are exerting their effects by first having 

an impact on these learner profiles. Having information at this level would then provide 

educators and policy makers with a stronger basis upon which to devise strategies to 

optimise the learning outcomes achieved in adult education programmes. 

 

Format of instruction (i.e. face-to-face, online or blended learning) has also been found 
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to impact both learning motivation and transfer in previous studies (Demirer & Sahin, 

2013; Golden & Karpur, 2012). Specifically, Demirer & Sahin (2013) found that students 

in a blended learning group were more successful in transferring their knowledge post-

completion than those in a face-to-face group, concluding that the blended learning 

approach had a positive effect on learning transfer. Positive age-related differences on 

motivation have also been observed in social training contexts in comparison to those 

based primarily on individual learning methods (Carstensen, 2006; Gegenfurtner & 

Vauras, 2012), which prompted Volet et al. (2009) to call for training programmes to 

incorporate social interaction into all learning activities for older employees. The present 

study thus also investigated whether the format of instruction used related significantly 

to learners’ motivation and intent to transfer, as well as their learning orientation profiles. 

 

5.1.4.2. Choice and Reward  

 

Intrinsic motivation theory suggests that the availability of choices is crucial to increase 

feelings of mastery and self-determination (Deci, 1980). Self-determination theory states 

that individuals have a basic drive toward growth as humans and that needs for autonomy, 

relatedness, and competence are at the core of this drive. Consistent with these 

propositions, it has been found that adult learners tend to be more motivated to learn in 

situations where they are able to choose the topic (Houde, 2006). Consistent with theories 

of interest (Hidi, 2006; Krapp, 2002), expectancy (Kanfer & Ackerman, 2004; Wigfield 

& Eccles, 2000) and self-determination (Deci & Ryan, 2000; Krapp, 2002), the 

availability of choices is likely to increase feelings of autonomy, mastery, and situational 

interest, which in turn may increase overall learning motivation. 

 

Huczynski and Lewis (1980) similarly posited that the likelihood of transfer can depend 

on whether learners attend programmes voluntarily. In a later study, Baldwin et al. (1991) 

examined whether the availability of choice produced incremental motivation over and 
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above that produced by the desired outcome(s) / valence arising from adult training 

programmes. It was found that trainees who had choices in terms of the training they 

received displayed higher levels of learning motivation than others, provided that their 

choices were acceded to. This was attributed to the “fair process effect”, which people are 

found to be more receptive to decisions and their consequences if they have participated 

in making them (Folger et al., 1979).  

 

5.1.4.3. Training Relevance and Support 

 

In education, the term relevance typically refers to learning experiences that are either 

directly applicable to the learner’s professional aspirations and interests or that are 

connected in some way to real-world work issues, problems and contexts. Prior empirical 

research has established strong and significant relationships between perceived learning 

relevance and learners’ intentions with respect to transfer of learning (Axtell et al., 1997; 

Gregory & Rodriguez, 2005). Learning relevance has also been shown to positively 

influence actual transfer behaviours in numerous studies (Bates et al., 2007; Holton III et 

al., 2000; Nafukho et al., 2017; Renta-Davids et al., 2014). 

 

Social support is another situational factor that has been studied previously in relation to 

the transfer of learning from adult education programmes (Aguinis & Kraiger, 2009; Jacot 

et al., 2015; Noe, 1986; Segers & Gegenfurtner, 2013). Social support refers to the degree 

to which learners perceive support for their work tasks (Burke & Hutchins, 2007) and 

their beliefs about the extent to which significant others at work care about them and 

value their contributions to the organisation (Blume et al., 2010).  Social support has 

been found in a few previous studies to be a positive predictor of transfer outcomes (e.g., 

Baldwin et al., 1988; Colquitt et al., 2000;  Facteau at al., 1995; Maurer & Tarulli, 1996; 

Reinhold et al., 2018). Findings on these links have, however, produced somewhat mixed 

results, and in particular, on the extent to which different sources of support can be linked 
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to outcomes such as adult learners’ intent to transfer their learning to the workplace. 

 

5.1.5. The Present Study 

 

Previous research into the predictors of motivation in adult learners have tended to focus 

upon the use of a variable-oriented approach. In other words, the methods used in these 

studies have focused upon examining the predictive power of single variables at a time 

on outcome variables such as learning motivation and goal orientations. As suggested 

previously, however, it is possible for different predictor variables such as extrinsic and 

intrinsic motivation, as well as learning goals, to operate in tandem to drive particular 

outcomes. As a result, there is a need for research that acknowledges these predictors as 

a collective (referred to in this paper as learning orientation profiles), rather than as stand-

alone predictor variables. The three research questions addressed in this research were: 

 

Research Question 1: Can distinct ‘learning orientation profiles’ be derived using 

the variables of intrinsic learning motivation, extrinsic learning motivation, 

performance approach goal, performance avoidance goal and mastery goal?  

Research Question 2: To what extent do these learning orientation profiles predict 

motivation and intent to transfer?  

Research Question 3: Which ‘malleable’ programme factors could potentially be 

altered by educators and policy makers to enhance the learning orientation profiles 

of learners? The specific programme elements investigated were format of 

instruction (face to face, blended, online), social learning context (collaborative 

vs individual); choice; support; reward; and relevance. 
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5.2 Method 

 

5.2.1. Participants 

 

To broaden the sampling scope and generalise the results to the extent possible, close to 

5,000 adult learners who were learning or had completed their learning within one 

polytechnic institution in Singapore were invited via email to participate in the study. 

Invitations were sent both to all students currently enrolled in the institution, and to recent 

graduates. Of the learners invited to participate in the study, 431 provided full data sets 

that could be used to address the research questions posed. Socio-demographic 

information on these participants is presented in Table 5.1. There was no clear sampling 

bias in the responses received. That is, the distributions of responses received across the 

socio-demographic groups aligned broadly with those seen across all learners in the 

polytechnic. These learners might have been completing, or have completed, any number 

of short courses, part-time Diplomas, Specialist Diplomas or Advanced Diploma courses 

offered by the institution.   

 

5.2.2. Design 

 

This study was approved both by the authors’ university and by the Internal Review Board 

of the participating polytechnic. Data for the study were collected as part of a larger study 

on the relationships between motivation and intent to transfer that was being conducted 

by the authors between September 2019 to December 2019. All participants completed 

the survey instrument through which the data for the study were collected in an online 

format, so that they could respond anonymously and have control over their progress 

whilst responding to the questions (Richman et al., 1999). 
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Table 5.1: Socio-demographic Information for Participating Adult Learners 

         

Baseline Characteristic n % 

Age Bracket   

Not Indicated 43 9.98 

20s 128 29.70 

30s 141 32.71 

40s 69 16.01 

50s and above 50 11.60 

Ethnicity   

Chinese 295 68.45 

Indian 42 9.74 

Malay 76 17.63 

Others 18 4.18 

Employment Status   

Full Time (at least 35 hours a week) 391 90.72 

Part Time (less than 35 hours a week) 15 3.48 

Unemployed 25 5.80 

Educational Level   

Diploma and Professional Qualification 233 54.06 

University 198 45.94 

Purpose   

Reskill 146 33.87 

Upskill 285 66.13 

Gender   

Female 237 55.00 

Male 194 45.00 

 

Note. N = 431. Participants were on average 32.74 years old (SD = 14.45). 
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5.2.3. Instruments 

 

The instruments used within the study were designed to assess participants’ learning 

motivation; goal orientations; motivation to transfer learning; training design factors (e.g., 

whether the learners completed their courses face-to-face, online or in blended format); 

and situational factors (including the level of support they received to participate in the 

programme). All of the instruments used to measure these constructs were developed by 

the authors and, with the exception of items related to training design and some situational 

factors, have been validated and used in previous studies conducted as part of the broader 

research programme (Authors, 2021a; 2021b; 2021c). 

  

5.2.3.1. Learning Motivation  

 

This instrument was developed by the researchers and validated within a separate paper 

(Authors, 2021a). The instrument included 5 items each for intrinsic and extrinsic 

motivation to learning. Items were written to correspond with the theoretical definitions 

as elaborated in Ryan and Deci's (2000) self-determination theory (SDT). Participants 

rated their agreement with each item on a 10-point scale (1 = Not true at all to 10 = 

Extremely true). Example items included: “I saw the programme as a great way to 

improve my knowledge and skills” (intrinsic motivation); and “The programme will help 

me keep my job” (extrinsic motivation). 

 

5.2.3.2. Learning Goal Orientations 

 

This instrument included 15 items, which assessed three different dimensions of goal 

orientations: performance approach, performance avoidance and mastery (Authors, 

2021b). Example items included: “It is important for me to impress my lecturer(s)” 

(performance approach orientation); “It is important for me not to fall behind other 
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learners in my group” (performance avoidance orientation); and “It is important for me 

to learn as much as possible from the programme” (mastery orientation). Subscale scores 

were computed by averaging the relevant item scores within subscales, and thus ranged 

from 1-10 (with higher scores indicating higher level of goal orientation). 

 

5.2.3.3 Motivation to Transfer Learning 

 

This instrument included 15 items, which assessed five different dimensions of 

motivation to transfer learning: self-efficacy, attainment value, intrinsic value, utility 

value and cost (Authors, 2021c). Example items include: “I believe I have the skills and 

abilities to apply what I have learnt from the programme” (self-efficacy); “I will be proud 

of myself for applying what I have learned” (attainment value); “I look forward to 

applying what I have learnt from this programme” (intrinsic value); “Applying what I 

have learnt from this programme will be appreciated by my supervisor” (utility value); 

and “I will have to sacrifice a lot of free time to apply what I have learnt from this 

programme” (cost). Subscale scores were computed by averaging the relevant item scores 

within subscales, and thus ranged from 1-10 (with higher scores indicating higher level 

of motivation, scores for cost were reversed to align accordingly). 

 

5.2.3.4 Intent to Transfer Learning 

 

This was measured using a 4-item instrument in which participants were asked to indicate 

their intention to apply what they learning in their programme to their workplaces 

(Authors, 2021c). Participants rated their agreement with each of the 4 items on a 10-

point scale (1 = Not true at all to 10 = Extremely true). An example item from this 

instrument was: “I intend to apply what I have learnt from the programme to work”. 
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5.2.3.5 Training Design 

 

Two factors were measured within the category of training design: format of instruction 

and social learning context. For format of instruction, participants were asked to select 

only one response from the available options, “Mostly Blended”, “Mostly Face-to-Face” 

and “Mostly Online”. For social learning context, participants were asked “On a scale of 

1 (Mostly Individual) to 10 (Mostly Collaborative), can you approximate how much time 

was allocated to learning individually versus collaboratively?”. 

 

5.2.3.6 Situational Factors 

 

Three situational factors were assessed within the study: choice (i.e., whether the learner 

felt that he or she had a choice in enrolling in the programme); rewards (i.e., whether the 

learner anticipated receiving some kind of external reward for completing the 

programme); and support (i.e., the level of support received by the learner for undertaking 

the programme from his or her supervisors/organization, peers, and family/friends). 

 

For choice, participants were asked to respond “Yes” or “No” to the question, “Did you 

attend the programme by choice?”. For rewards, participants were asked, “What are the 

sources of monetary rewards or incentives you will receive for completing the 

programme?”. Response options to the latter question were “Employer”, “Employer and 

Government”, “Government” and “None” (see Table 5.1). For relevance of the learning 

programme, participants were asked “On a scale of 1 (Not true at all) to 10 (Extremely 

true), how true is the following statement for you: “This training programme is relevant 

to my work?”. 

 

For support, an instrument developed by the researchers within a separate paper was used, 

which included 10 items (Authors, 2021a). These were designed to assess the level of 
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support for learning received by participants from three different sources: 

supervisors/organisations (4 items); peers (3 items); and friends and family (3 items). 

Example items included: “In my organisation people are supportive of learning” 

(supervisor/organisational support); “My co-workers showed they supported me in my 

learning” (peer support); and “My friends and family encouraged me to learn” (support 

from friends and family). Again, subscale scores were computed by averaging the relevant 

item scores within subscales, and thus ranged from 1-10 (with higher scores indicating 

higher level of support). 

 

5.2.4. Procedure 

 

All invited adult learners completed the survey for the study online, and were informed 

that they were free to withdraw at any time while they were completing this survey. 

Informed consent via an online agreement was also sought from all participants. To 

mitigate non-response bias, an explanation of the nature and purpose of the research was 

included in the introduction to the survey instrument. To overcome self-report bias, data 

on participants’ employers were not collected to reduce the possibility that the results 

would be influenced by self-report biases. 

 

5.3. Results 

 

The results presented in this section are organised in line with the research questions 

posed for the study. A variety of different approaches was used to analyse the data 

collected in the study to address these questions. For each analysis performed, data 

screening evaluations were performed before any analysis was conducted, to determine 

whether relevant underlying assumptions for the statistical procedures had been met. All 

of these analyses produced satisfactory results.  
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5.3.1. Research Question 1: Can distinct clusters of learning orientation profiles for 

adult learners be identified? 

 

We used cluster analysis to generate learning orientation profiles of adult learners with 

differing levels of intrinsic versus extrinsic motivation to learn and goal orientations. By 

grouping the scores based on multiple characteristics to maximize between-group 

heterogeneity and within-group homogeneity, cluster analysis enabled us to capture 

multivariate interactions among the motivational and goal orientation dimensions. In this 

analysis, a hierarchical method (Ward’s Method with Squared Euclidian Distances, see 

(Hair et al., 1998), was used to identify a range of possible cluster solutions to consider. 

From amongst these, we chose the solution that optimised interpretability and percentage 

of variance accounted for in the final dimensions.  

 

This approach suggested the presence of three distinct clusters based on the five 

motivational variables entered (intrinsic learning motivation, extrinsic learning 

motivation, performance approach goals, performance avoidance goals, and mastery 

approach goals). To ensure that the three clusters were clearly differentiated, we then 

performed a multivariate analysis of variance (MANOVA) with cluster memberships as 

the independent variable, and the five motivational variables used to derive the clusters 

as the dependent variables. All differences, both in the multivariate test and in follow-up 

univariate analyses, across the groups were significant at the < 0.001 level (see Table 5.2 

and Figure 5.1). The three final clusters of learning orientation profiles included the 

following three groups:  

 

(1) One group with well-balanced positive z-scores on intrinsic and extrinsic 

motivation, as well as both performance and mastery goal orientations (labelled 

‘Idealists’, n = 158);  

(2) One group with positive z-scores on extrinsic motivation, performance goal 
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orientations, but negative z-scores on intrinsic motivation and mastery goal 

orientation (labelled ‘Pragmatists’, n = 108); and  

(3) One group with positive z-scores on intrinsic motivation and mastery goal 

orientation, but negative z-scores on extrinsic motivation and performance goal 

orientations (labelled ‘Self-Actualists’, n = 169).  

 

Table 5.2: z-scores of the Dimensions for the Three-Cluster Solution 

                  

Clusters/ 

Dimensions 

Idealists 

(n=158) 

Pragmatists 

(n=108) 

Self-Actualists 

(n=169) 

Univariate F 

(p<.001) 

Intrinsic Motivation .52 -1.16 .26 182.00 

Extrinsic Motivation .56 .26 -.67 93.77 

Performance Approach .83 .01 -.76 191.65 

Performance Avoid .58 .13 -.61 79.27 

Mastery .53 -1.22 .29 223.99 

 

 

            

Figure 5.1: z-scores of the Dimensions for the Three-Cluster Solution 
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5.3.2. Research Question 2: Did motivation and intent to transfer learning differ 

significantly across the learning orientation clusters? 

 

To determine whether motivation and intent to transfer differed significantly across the 

profile groups, a multivariate analysis of variance (MANOVA) was performed on these 

scores, with profile group as the single independent variable. This indicated a significant 

effect of profile group on the linear composite variable,  = .37, F (6,852) = 92.42, p 

< .0001, partial 2 = .39. Follow-up univariate analyses of variance (ANOVAs) were then 

performed to determine which of the two individual measures contributed to this overall 

multivariate effect. Table 5.3 presents the results of the two ANOVAs, which indicated 

significant effects of profile group on both motivation and intent to transfer learning. 

Significant (p < .02, using a Bonferroni adjusted alpha level) mean differences between 

all three groups on both measures were also indicated in the Tukey post-hoc tests. As 

indicated in Figure 5.2, pragmatists were the least motivated to transfer their learning and 

had lowest intent to do so, followed by Self-Actualists. Idealists were the most motivated 

to transfer their learning, and accordingly also reported the highest level of transfer intent.  

 

Table 5.3: Differences Across Profiles for Motivation and Intent to Transfer Learning 

                 

Dependent variable M SD F (p<.001) 2 

Motivation to Transfer Learning 6.39 .94 62.95 (2,428) .23 

Intent to Transfer Learning 7.12 1.34 71.59 (2,428) .25 
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differences across the groups on this measure, F (2,428) = 2.09, p =.12, 2 = .01. 

 

5.3.3.2 Choice 

 

At least 84.26% of learners across all profiles reported that they had been given a choice 

in terms of whether to attend their learning programmes. A χ2 test on the frequencies with 

which adults across the three learning orientation profiles reported having been given 

such a choice indicated that those who did not have a choice were significantly 

overrepresented within the Pragmatists profile group (15.74%), χ2 = 10.28, p =.006 (see 

Figure 5.3). In fact, almost three times as many adults who felt that they did not have a 

choice in whether to attend their learning programmes were found in this group, as 

compared with the Idealists and Self-Actualists profile groups, 

 

 

          

Figure 5.3: Choice to Attend Learning Programme Across Profiles 
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5.3.3.3 Reward 

 

Slightly more than three quarters of Self-Actualists reported that they would not receive 

any external rewards upon completion of their training programmes. On the other hand, 

in the Idealists and Pragmatists profile groups, approximately 40% to 45% indicated that 

they did anticipate to receive such rewards (see Figure 5.4). Two chi-square tests 

confirmed that this difference across the profile groups was significant, χ2 ≥ 22.38, p 

< .001. Thus, a significantly higher proportion of learners in the Self-Actualists profile 

group did not anticipate receiving any external rewards for their participation in their 

learning programmes, in comparison to learners in the other two profile groups. 

 

 

           

Figure 5.4: Source of Reward Upon Completion of Training Programme 
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5.3.3.4 Perceived Relevance 

 

An ANOVA was also undertaken to determine whether there were significant differences 

across the profile groups in responses to the question, “This training programme is 

relevant to my work”. Scores on this question ranged from a low of 1 (Not true at all) to 

a high of 10 (Extremely true). This analysis indicated a significant overall difference in 

the mean responses across groups, F (2,428) = 13.13, p < 0.001, 2 = .06. Post-hoc Tukey 

tests indicated that the differences between these groups were all significant at the .05 

level. Based on the mean scores for this variable (see Figure 5.5), this result indicates that 

those in the Idealists profile group had the highest scores with respect to this question 

(i.e., perceived that their learning programmes were highly relevant to their work), 

followed by Self-Actualists and then Pragmatists. 

 

5.3.3.5 Support 

 

As for the support variables (supervisor/organisations, peer, friends and family) a 

MANOVA was performed in this case to explore differences across the profile groups. 

This analysis indicated a significant multivariate effect of profile group, =.87, F (6,852) 

= 10.30, p < .0001, 2 = .07. Univariate ANOVAs indicated significant differences in 

mean scores that were attributable to cluster membership in terms of all three forms of 

support for learning: organisational support, F (2.428) = 16.44, p < 0.001, partial 2 = .07; 

peer support; F (2,428) = 17.14, p < 0.001, partial 2 = .07; and support from friends and 

family, F (2,428) = 18.12, p < 0.001, partial 2 = .08. Based on Tukey post-hoc tests, all 

differences across the profile groups were significant (p < .02) on each of these support 

measures. From Figure 5.5, Idealists reported feeling that they received the highest level 

of support across all sources, followed by Pragmatists and then Self-Actualists.  
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Figure 5.5: Mean Score of Training Programme Relevance and Support 

 

 

5.4. Discussion 

 

With respect to research questions 1 and 2, results of this study indicated that adult 

learners could be grouped into three distinct clusters based on their extrinsic and intrinsic 

motivation levels, as well as the learning goals they adopted in confronting their learning 

tasks. The profile group assigned the label of ‘Idealists’ were the most positive in terms 

of both their learning motivations and their goal orientations. These profiles were also 

found to relate significantly to learners’ motivation and intent to transfer learning. 

Idealists were found to have the highest levels of motivation and intent to transfer their 

learning to their workplaces. The next highest in terms of these outcome variables were 

Self-Actualists, followed by Pragmatists. These results suggest clearly that adults with 

different learning orientation profiles who attend further education programmes are likely 

to exhibit different levels of motivation and intent to transfer what they learn to the 
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workplace. In light of this, it is vital to explore ways in which to promote positive learning 

orientations in such programmes, so that employers can reap the full benefits that the 

SkillsFuture movement is intended to bring. 

 

With respect to research question 3 and specifically to rewards for participation, the adult 

learners within the Self-Actualist profile reported receiving incentives significantly less 

frequently than did the other two profile groups. Given, however, that this group was not 

the highest in terms of motivation and intent to transfer, this result suggests that both 

intrinsic and extrinsic motivation may be beneficial in adult learners. The fact that those 

who fell into the Idealist group, who also had the highest level of motivation and intent 

to transfer, did not report low levels of extrinsic motivation, but instead, had higher scores 

than other adults across all of the learning profile variables, also suggests that extrinsic 

motivation per se is not a negative factor, provided that it is accompanied also by 

relatively high levels of intrinsic motivation. This result is aligned with the propositions 

of Frey and Osterloh (2000), who, as previously noted, posited that both intrinsic and 

extrinsic motivation are crucial for transfer to occur.  

 

Other findings from this study also suggest a number of situational factors that differed 

significantly across the profile groups. Whilst these differences cannot be interpreted to 

indicate a causal relationship between these variables and learning orientation profiles, 

they may still suggest ways in which productive learning orientation profiles may be 

encouraged within adult learning programmes. In particular, the results of the study 

indicated that the learning orientation profiles were associated significantly with whether 

learners were given a choice with respect to taking part in the learning; whether they 

received extrinsic rewards for participation; whether they perceived the training 

programme to be directly relevant for their work; and whether they received support for 

their learning from supervisors/organisations, peers, and friends and family. In light of 

these findings, employers may be in a position to alter the support and incentive schemes 
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associated with further learning programmes to increase the likelihood that adult learners 

will adopt more positive learning orientation profiles in entering them. 

 

For example, based on results for the adult learners who fell into the Idealists profile 

group, ensuring that learners have a choice in whether they participate, and that they 

receive counselling on the courses that are most likely to be relevant to their own 

workplaces, are likely to increase motivation and intent to transfer. Perhaps more 

importantly, however, learners need to be provided with appropriate levels of support for 

their learning from supervisors and organizations generally, as well as from peers, and 

friends/family members. While organisations and the Singapore government more 

broadly may have less control over support mechanisms such as friends and family 

members of adult learners, ensuring that peers are supportive by creating norms that 

favour the pursuit of further learning is one avenue through which organisations can 

potentially have an effect in this area. 

 

5.5. Conclusion 

 

The results of this study confirm that motivation and intent to transfer learning amongst 

adult learners can depend significantly on the learning orientation profiles that they adopt 

in approaching their programmes of study. The study also indicated that adult learning 

orientation profiles may be associated with various situational factors, including choice; 

rewards; perceived relevance of the training programme content; and the level of support 

that learners received. These findings could have significant policy implications for the 

SkillsFuture movement, and in particular, for the way in which incentive schemes are 

structured in connection with this movement.  

 

Future research could seek to replicate these findings in samples of adult learners, both 

in other institutions within Singapore, and also outside of Singapore. Other possible 
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contributing factors to the learning orientation profiles of adult learners could also be 

explored. Furthermore, future studies could seek to supplement any quantitative data 

collected with the use of qualitative research methods like interviews, focus groups, 

and/or case studies, to provide a more in-depth understanding of how the situational 

factors identified may impact adult learners’ learning orientation profiles, as well as how 

the learning orientation profiles might operate to moderate motivation and intent to 

transfer learning. Equipped with such knowledge, educators and policy makers in 

Singapore would be better placed to determine how the benefits of the SkillsFuture 

initiative can be maximised, and thus, to ensure that returns on the financial investments 

made in this movement are realised.  
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Chapter 6. General Conclusions and Directions 

While the SkillsFuture movement began in Singapore in 2015, the percentages of 

Singaporeans and companies who embrace these lifelong learning opportunities annually 

remain lackluster at 13% and 5%, respectively (Ang, 2021; Singapore Department of 

Statistics, 2020a; Singapore Department of Statistics, 2020b). In light of this poor uptake, 

increasing skills mismatches over time remain a significant concern for the Singapore 

workforce (Subhani, 2021). If this workforce does not upskill and/or reskill to keep pace 

with new demands of Industry 4.0 and beyond, these gaps will continue to widen. Given 

that Singapore is an inherently resource-scarce country, there is now an urgent need for 

the government to identify ways in which to ensure that the knowledge and skills of its 

workforce are sufficient to meet the volatile demands of an ever-changing world.  

 

Ensuring that workforce members take the time to upskill and reskill to contribute to these 

efforts will not, however, be sufficient in itself. To confront the challenges that the fourth 

industrial revolution will continue to bring upon countries across the world, workforce 

members need also to be willing and able to transfer what they learn in these pursuits to 

their workplaces. If meaningful learning transfers do not materialize as a consequence of 

the SkillsFuture initiative, this will effectively mean that there are no economic returns 

on the significant investments made to ensure its success.  

 

Previous researchers have suggested that individual learner attributes, training design and 

situational factors can all influence adult learners’ motivation to learn, as well as their 

goal orientations and their motivation and intent to transfer their learning to workplaces. 

The fact that it is possible to identify factors that moderate outcomes of further learning 

programmes also suggests that it should be possible to alter these programmes to increase 

the probability that they will lead to the transfer of skills necessary for economic gains to 

be realised. Government agencies, enterprises, adult learning institutions, adult educators 

and even adult learners themselves, therefore, stand to benefit significantly from an 
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increased awareness of how adult learners may be motivated to learn and transfer the 

products of such learning to their workplaces. With a better understanding of such factors, 

appropriate policy and strategic levers may be activated to ensure that workforces of the 

future are better equipped to meet shifting global industry demands. 

 

The overarching objective of this research project was to identify some of the factors that 

predict learners’ motivation to learn, their goal orientations, and their motivation and 

intent to transfer learning, within adult education programmes. The individual attributes 

investigated in the research were learners’ age, gender, ethnicity, employment status, and 

prior educational levels. Situational factors explored in the research included whether 

learners received material rewards for completing the further learning programmes; the 

support they received from supervisors/organisations, peers, and friends/family; and 

whether learners entered courses with the intent of upskilling or reskilling.  

 

Adult learners’ motivation to transfer their learning was measured based on Eccles and 

Wigfield's (2000) expectancy-value theory (EVT) theoretical model, in which the level 

of motivation that learners exhibit will depend both on their expectancies for success in 

the task and the subjective values they assign to the tasks. Clusters of adult learners with 

differential learning orientation profiles (comprising intrinsic/extrinsic motivation to 

learn and motivational goal orientations) were also explored to determine whether 

specific groups of adult learners who may need a higher level of support to engage in 

learning could be identified. 

 

Four studies are reported within this thesis. The first two focused on the development and 

evaluation of instruments for use in the fourth study. In the third study, stepwise multiple 

regression, multivariate and path analyses were used to explore the correlates and 

predictors of intent and motivation to transfer learning. In the fourth study, cluster 

analyses were used to identify profiles of adult learners with differential learning 
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orientations. Multivariate analyses were then used to determine whether motivation and 

intent to transfer learning differed across these profile groups. Chi-square tests and 

analyses of variance were also used to determine whether learners with specific attributes 

and from certain situational contexts were more or less likely to exhibit given learning 

profiles. Over 400 adult learners from one Singapore polytechnic institution participated 

in this research. This final chapter summarises the results obtained across the four studies 

conducted, and well as discussing possible implications for practice and 

recommendations for future research that emerged on the basis of these results. 

 

6.1. Development and Validation of Outcome Instruments 

 

Study 1 was conducted to develop and validate a brief instrument to measure the goal 

orientations of adult learners in Singapore when engaging with learning. This instrument 

comprised 15 items, organised into three subscales: performance approach, performance 

avoidance and mastery. An Exploratory Factor Analysis (EFA) was used to explore the 

latent structure of the instrument using data from a random split half of the sample of over 

444 adult learners, while a Confirmatory Factor Analysis (CFA) was used on data from 

the other split half to confirm the solution reached using the EFA. With the exception of 

one item (a performance approach item that joined the mastery subscale), both the EFA 

and the CFA confirmed the original three-factor model proposed, with high loadings of 

all items on their theoretically proposed factors, and good model fits. Moderately high to 

high Cronbach alphas were also obtained for the three subscales, indicating high levels 

of internal consistency. The results of this study suggested that the instrument developed 

(the Goal Orientations for Adult learners, or GOAL) holds promise for use as a brief 

measure of goal orientations towards learning among adult learners in Singapore. 

 

Study 2 was conducted to create and validate a brief instrument to measure the overall 

learning motivations of the same group of adult learners. While various instruments based 
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on Eccles and Wigfield's (2000) EVT model were already available, few instruments had 

used this model to develop motivation measures suitable for use with adult learners 

(Doherty-Bigara & Gilmore, 2015). The instrument created and validated in this study 

comprised 15 items, organised into five subscales of three items each: self-efficacy, 

attainment value, intrinsic value, cost and utility value. The internal structure of the 

instrument was evaluated in the same sample of 444 adult learners from a polytechnic in 

Singapore. While the EFA indicated a three-factor structure for the motivation to transfer 

learning (MTL) instrument (in which the factors self-efficacy, attainment value and 

intrinsic value all loaded onto one combined factor), the CFA confirmed the original five-

factor model proposed. These results suggested the psychometric properties of the 

instrument were sound for use within the Singapore adult learner population, although 

the factor structure of the instrument did appear to differ somewhat across samples. 

 

6.2. The Importance of Support in Adult Learning Programmes 

 

In Study 3, multivariate analyses and stepwise multiple regression analyses indicated that 

there were significant differences in the support received by adult learners based on their 

individual attributes and situational factors (e.g., age, employment status, educational 

level, ethnicity and purpose of learning, i.e., reskill / upskill). Furthermore, these 

differences were found to predict learners’ intrinsic and extrinsic learning motivation and 

intent to transfer learning. A path analysis conducted also confirmed that the support 

received by adult learners was an important mediating factor in the relationship between 

learners’ individual attributes and situational factors, and their intent to transfer learning, 

as well as their intrinsic and extrinsic motivation to learn.  
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6.3. Adult Learning Orientation Profiles 

 

Via the conduct of cluster analysis, in Study 4, three distinct adult learner clusters with 

differential learning orientation profiles were identified. These were (1) Idealists - a group 

with well-balanced and high positive z-scores on intrinsic and extrinsic learning 

motivation, as well as both the mastery and performance goal orientations; (2) Self-

Actualists - a group with lower, yet still positive z-scores on intrinsic motivation to learn 

and mastery goal orientation, but negative z-scores on extrinsic motivation to learn and 

performance goal orientations; and (3) Pragmatists - a group with positive z-scores on 

extrinsic motivation to learn and performance goal orientations, but negative z-scores on 

intrinsic motivation to learn and mastery goal orientation. Significant differences in the 

motivation and intent to transfer learning were found across these profile groups, with 

those who fell into the ‘Idealist’ profile group reporting the highest scores on these 

measures, followed by those in the ‘Actualists’ then the ‘Pragmatists’ profile groups, 

respectively. Returning to the central research question of this thesis, predictors of these 

profiles, and accordingly their motivation and intent to transfer learning, included 

whether adult learners felt they had a choice to attend the training programmes, whether 

they received rewards upon the completion of the programme, and the perceived 

relevance of the programmes to learners’ work, as well as the support they received to 

enroll in the programme. Based on these predictors, possible approaches to enhancing 

adult learners’ motivation and intent to transfer learning were suggested. 

 

6.4. Implications for Practice 

 

As this research was conducted toward a professional doctorate in education, the primary 

goal was to improve ‘real world’ policies, strategies and practices towards enhancing 

adult learners’ motivation to learn and intent to transfer the products of further learning 

programmes to the workplace. The overall implication of the findings reported here is 

that government agencies, adult learning institutions, adult educators and learners 
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themselves (henceforth referred to collectively as “stakeholders”) should consider 

individual learner attributes and leverage upon situational factors to devise policies and 

strategies that enhance adult learners’ learning motivations, as well as their motivation 

and intent to transfer what they learn, in such programmes. These strategies could take 

one or both of two forms.  

 

The first would involve identifying adult learners with individual attributes that 

predispose them to a higher level of motivation to learn and transfer learning. These 

learners could then be provided with better support to participate in the programmes. The 

second would involve leveraging upon situational factors via interventions to promote the 

adoption of positive learning orientations within adult education programmes. Whether 

this is possible through such interventions remains to be confirmed empirically, given that 

the present study did not allow for the drawing of causal connections between these 

variables. The results reported here, however, suggest that this is a plausible possibility, 

that warrants further exploration and evaluation. If ‘alterable’ factors that have an 

influence on the learning orientations adopted by adults in such programmes can be 

identified, this would provide a clear mechanism through which the transfer outcomes of 

the programmes can be bolstered.  

 

The primary contribution of this research was to identify some of the individual attributes 

that predispose adult learners to have higher levels of motivation to learn and to transfer 

their learning to the workplace. One possibility that emerges from this research, therefore, 

is for stakeholders to use the instruments developed here to identify such adult learners 

prior to them registering for training programmes. While all of the instruments used in 

this research were administered during or after completion of training programmes, they 

could also be used effectively prior to adult learners registering for their training 

programmes. This would allow stakeholders to understand their adult learners and 

profiles early, and respond to this information by providing pre-training interventions, or 
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intervening during and immediately after completion of the training programmes to 

enhance adult learners’ motivation to transfer their learning products to workplaces.  

 

6.4.1. Adult Learning Orientation Profiles and Interventions 

 

The profiles generated in Study 4 (i.e., Idealists, Self-Actualists and Pragmatists) may 

also offer implications for practice for educators and policy makers. Such stakeholders 

could administer the instruments used to assess learning motivation (Study 4) and goal 

orientations (Study 1) to group adult learners into the learning orientation clusters derived 

in this study, to provide more tailored learning experiences for these groups.  

 

For Idealists (i.e., the group with well-balanced high positive z-scores on intrinsic and 

extrinsic motivation as well as goal orientations), little additional support is likely to be 

required, because this group will most likely be inherently motivated to learn and transfer 

in the absence of further prompting. For the Self-Actualists - the group with lower yet 

positive z-scores on intrinsic motivation to learn and mastery goal orientation, but 

negative z-scores on extrinsic motivation and performance goal orientations, it will be 

important to demonstrate how training programmes are relevant to their work to increase 

the likelihood that they would transfer the products of this learning to the workplace.  

 

A similar approach could be used for Pragmatists – that is, the group with positive z-

scores on extrinsic motivation to learn and performance goal orientations, further external 

recognition of learning and transfer efforts could be used to bolster motivation and intent. 

The actual nature of the interventions that could be used falls beyond the scope of this 

current research to suggest. However, as an example, the perceived relevance of the 

training programmes undertaken could be enhanced via modification of the SkillsFuture 

website, in which a training catalogue, that provides highly specific information about the 

courses on offer and kinds of job roles these may relate to, is made available.  
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6.4.2. Support and Influences 

 

While rewards upon programme completion, choice to attend training programmes and 

relevance of training programmes are amongst the interventions that could be used to 

increase motivation and transfer of learning from these programmes, enhancing levels of 

support for learning across various sources may be somewhat more complex. Based on 

the results obtained in Paper 3, it seems that support from friends and family emerged as 

the strongest predictor of adults’ learning motivation and intent to transfer learning, 

followed by peer support. While enhancing levels of peer support should be available by 

employers, increasing support from friends and family would require a more nation-wide 

effort to create norms that favour the pursuit of further learning in adult populations. 

Campaigns organised by the government could be one way in which positive views of 

older adults seeking to upskill or reskill via further learning programmes could be fostered.  

 

6.4.3. Goal Orientations, Support, Learning Motivation, Motivation and Intent to 

Transfer Learning 

 

The instruments developed for goal orientation, support, learning motivation, motivation 

and intent to transfer learning, could in themselves help institutions to better understand 

their learners’ underlying motivation and intent profiles, as well as to identify the levels 

of support they are receiving for their learning from different sources. This understanding 

could provide avenues for individual and classroom-based interventions to bolster 

motivation and intent to transfer. Understanding learners’ goal orientations, performance 

and mastery orientations, and intrinsic versus extrinsic learning motivations, will enable 

adult educators to implement classroom strategies such as ‘halls of fame’ (to motivate 

those with performance approach goal orientation and / or extrinsically motivated to learn) 

towards enhanced learning outcomes. Awareness of the support received by adult learners, 
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their sources and extent, may also help adult learning institutions and educators to better 

comprehend the challenges that their learners face and how support may be enhanced 

towards better learning and transfer outcomes. 

 

6.5. Directions for Future Research 

 

As mentioned in the individual papers, all of the individual instruments developed in this 

research were evaluated only in terms of their internal structure. Further research is 

needed to explore other characteristics of the instruments in terms of their correlations 

with theoretically related constructs, learners’ response processes, and the consequences 

of their use. For the instruments on support received by adult learners and their motivation 

to transfer learning, further work could also seek to improve the stability with which the 

factor models of the instruments are reproduced across samples.  

 

Future research could also explore additional factors that might influence adult learners’ 

learning motivation, goal orientations, motivation and intent to transfer learning. These 

include factors that this research did not assess, such as gender, career stage, career 

exploration, openness to new experiences and other forms of learning (i.e., formal, non-

formal and informal). Future research could also seek to replicate findings from this 

research in larger and ideally more heterogenous samples of adult learners. Additionally, 

while the research reported in this thesis was based on a purely quantitative approach, 

future studies could employ mixed or qualitative research methods like interviews, focus 

groups, and / or case studies, to gain a more in-depth understanding of how motivational 

processes operate in adult education contexts to foster transfer of learning to workplaces. 

 

Finally, as suggested previously, various policy and strategic levers and interventions 

could be utilised to enhance adult learners’ intent and motivation to transfer learning. 

Clearly, however, these levers and interventions must also be evaluated for their efficacy. 

For example, if reward schemes upon programme completion are increased with the aim 
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of enhancing adult learners’ intent and motivation to transfer learning, this approach must 

be evaluated to ensure that it is having the intended effects on these outcome variables. 

  

6.6. General Conclusions 

 

The fundamental goal of education remains that of transfer of learned skills and 

knowledge. Training programmes serve their purposes only to the extent that the 

knowledge, skills and attitudes learned are actually transferred (Chiaburu & Lindsay, 

2008). Despite its importance, particularly in a resource-scarce nation like Singapore, the 

matter of transfer from adult education programmes has received limited attention in the 

Asian context to date. The results of this research underscore strong links between adults’ 

learning orientation profiles, as well as support for learning, and motivation and intent to 

transfer learning. It is hoped that, in addition to providing a number of possible directions 

for future research, the studies presented in this thesis may also provide educators with 

valuable information on areas to explore in their efforts to enhance the motivational 

orientations of learners within their programmes. Only when this goal is realised will the 

ultimate goal of initiatives such as the SkillsFuture movement - which include sustained 

economic benefits for the nation as a whole - be realised. 
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Appendix: Full Research Instrument 

Section A: Individual Attributes 

 

For questions 1.1 to 1.7, what is your:  

1.1 Name (Text) 

1.2 Birth year?  (Drop down list from 1920 to 2000) 

1.3 Birth month?  (Drop down list from Jan to Dec) 

1.3 Gender?  Male 

 Female 

1.4 Ethnicity?  Chinese 

 Malay 

 Indian 

 Others 

1.5 Current Employment Status?  Full Time (at least 35 hours a week) 

 Part Time (less than 35 hours a week) 

 Unemployed 

1.6 Education Level?  Below Secondary 

 Secondary 

 Post-Secondary (Non-Tertiary) 

 Diploma and Professional Qualification 

 University 

1.7 Current Career Stage?  Entry Stage (0 – 2 years) 

 Second Stage (2 – 5 years) 

 Third Stage (5 – 15 years) 

 Fourth Stage (16 years and above) 

1.8 How often have you attempted career 

exploration activities in the past 

month? 

 

These activities include searching for job-

related information, conducting self-

assessment of skill strengths and 

weakness, career values, interest, goals or 

plans. 

 

Approximately,  

 Once a day 

 Once a week 

 Once a fortnight 

 Once a month 

1.9 On a scale of 1 to 10, how true is the following statement for you: “I am always open 

to new experiences”? 

1 2 3 4 5 6 7 8 9 10 
          

Not true 

at all 

        Extremely 

True 
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For Sections B, C, D and E, please refer to the training programme that you are currently 

attending/have most recently attended when answering the questions.  

 

Section B: Training Design 

 

What is the:  

2.1 National Manpower Cluster (NMC) of the 

programme? 

 Built Environment, Maritime& 

Engineering 

 Information & Digital Technologies 

 Applied Sciences 

 Health Sciences 

 Design and Media 

 Business, Management and Others 

 Early Childhood Care & Education 

2.2 Type of programme?  Diploma 

 Advanced Diploma 

 Specialist Diploma 

 Workforce Skills Qualification 

 Short Course 

2.3 Format of instruction of the programme?  Mostly Face-to-Face 

 Mostly Online Learning 

 Blended Learning (i.e. a blend of 

face-to-face and online learning) 

2.4 Training context of the programme? 

 

Peer contact is inherent in social training 

context where learners learned collaboratively. 

 

In individual training context, learners are 

afforded little possibility of peer contact in. 

 

 Mostly Social 

 Mostly Individual  
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Section C: Situational Factors 

 

For questions 3.1 and 3.2, what is/are 

the: 

 

3.1 Source(s) of funding for the 

programme? 

 Fully self-paying 

 Partial self-paying supplemented by the use 

of SkillsFuture credits and/or other 

government subsidies 

 Partial self-paying supplemented by 

employer’s sponsorship 

 Partial sponsorship from employer 

supplemented by the use of SkillsFuture 

credits and/or other government subsidies 

 Full sponsorship from employer 

 Fully paid by SkillsFuture credits and/or 

other government subsidies 

 Others (to specify) 

3.2 Source(s) of monetary 

reward(s)/incentive(s) once you 

have completed the programme? 

 

 Employer 

 Government Agencies 

 Others (to specify) 

 None 

(multiple selections possible) 

3.3 Did your attend the programme by 

choice? 

 Yes 

 No 

3.4 Complete this sentence: “I am/was 

mostly ________________ in this 

training programme.” 

 Learning something entirely new 

 Upgrading existing skills 






























