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Abstract 

 The transfer of training is a long-standing challenge for training and development 

researchers and practitioners. It is a form of positive of behavioral changes many 

employers anticipate from their employees to demonstrate the value of the organization’s 

training investment. Like most behavioral changes, the transfer of training is a 

challenging task given that the trainee must make changes which involves a high demand 

for self-regulation efforts to ensure that trainees transfer their newly acquired skills at 

work. Few trainees successfully adhere to the new training skills while the rest give in to 

the convenience of static practices at work. The disappointing transfer of training reality 

highlights the need for Human Resource Development (HRD) to be aware of an implicit 

barrier to the transfer of training—habit intrusion—and trainees’ tendency to revert back 

to their habits at work which, in many cases, contradict the desired behaviors associated 

with the training goals. Thus, there continues to be persistent transfer of training issues, 

performance gaps, and the loss of training investments. This study recognized these 

impediments to trainees’ ability to apply training skills. Additionally, the study 

investigated volition, a key variable, to unlock HRD’s understanding about the goal-

shielding role in the transfer of intercultural adjustment skills over 14 weeks of a study 

abroad program. Selecting intercultural adjustment skills was based on similarities in 

intercultural adjustment needs between expatriates and study abroad students. A number 

of studies have suggested that these two populations experience mental health-related 

issues (e.g., depression) and other negative adjustment outcomes because many of them 

are unable to effectively use intercultural skills to make progress in their cross-cultural 

transition. The purpose of the study was twofold: (a) to examine whether volition 
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(implementation intention) maintained students’ adherence to the use of training skills 

over 14 weeks, and (b) to examine the relationships among goal intention, 

implementation intention, and the transfer of training, especially the moderating role of 

implementation intention between the other two variables. This longitudinal study 

employed a randomized control trial design. Data were collected at three time points:  

pre-departure (week 0), week 6, and week 14. The total study sample (N=195) included 

82 students in the treatment group and 113 students in the control group. They were all 

undergraduate students from two U.S. higher education institutions who studied abroad 

for one semester. The treatment group received a 5-minute online volitional intervention 

at the end of the online intercultural skills training while the control group received only 

the training. As expected, the volitional intervention (mental contrasting with 

implementation intention (MCII)) promoted trainees’ maintenance of goal intention, 

implementation intention, and the transfer of training over 14 weeks. The examination of 

within-person changes revealed a U-shape trajectory for most cases. A decrease in mean 

transfer of training scores at week 6 suggested the overriding effect of habit intrusion on 

goal-intended actions (i.e., the transfer of intercultural skills training). Additionally, 

volition was found to strengthen the positive relationship between goal intention and the 

transfer of training. The confirmed moderating effect echoed previous research findings 

that a combination of volition and goal intention are crucial for successful behavioral 

change. A volitional perspective of the transfer of training problem has the potential to 

change how HRD practitioners promote training effectiveness (e.g., increased skills 

practice time, emphasize repetition of skills practice, and changing trainees’ environment 
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to facilitate new habit formation). The study concludes with a discussion of several 

contributions and directions for future research.  
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CHAPTER 1: INTRODUCTION 

This chapter provides an overview of the need for a study concerning a 

psychological mechanism behind trainees’ implementation of the skills they learn in 

training. This chapter includes the background, purpose of the study, research questions 

and hypotheses, significance of the study, and definitions of key terms. 

Background 

Maintaining a competitive edge is an absolute necessity for anyone who wants to 

thrive in today’s economy. Rapid changes in the economic environment (e.g., customers’ 

needs, emergence of new technology, spread of a pandemic) in the 21st century can 

disrupt anything that does not have the capacity to adapt to these changes. One way to 

stay competitive in this environment is to continuously learn and fine-tune skills to meet 

the changing needs. Thus, the importance of training and development is recognized by 

both employees and organizations. In one study, 94% of employees reported that learning 

and development opportunities are the reason they remain at their organization (LinkedIn 

learning, 2020). Most, if not all, organizations have responded to the need for a 

competitive edge by pouring a large sum of money into training programs and expecting 

the investment to reflect a positive change in the organizations. 

Over the last five years, the total U.S. training expenditure has ranged from 70.5 

billion to 90.5 billion dollars (Training Industry Report, 2015, 2016, 2017, 2018, 2019). 

While this high training expenditure signals the value of employee learning and 

development, only 38% of learning and development professionals ranked the impact of 

training among their top priorities (LinkedIn learning, 2020), and only 35% evaluated the 

business results of the training programs (Association of Talent Development Research, 
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2016). These statistics suggest that approximately two-thirds of practitioners do not know 

if the training skills were integrated into work behaviors to improve work performance. 

Grisenthwaite (2015) also pointed out that 45% of the learning content was not put into 

action, suggesting that there is a waste of nearly half of the training investment, a 

remaining skills gaps, and a failure to gain a competitive edge. The problem 

Grisenthwaite (2015) described is referred to in this study as the transfer of training.  

The impact of the transfer of training goes beyond organizations’ financial loss. 

Many training skills are crucial for trainees to maintain high work performance and 

psychological well-being. The inability to transfer skills learned in training can have a 

negative impact on trainees, including stress, depression, and lower motivation to work. 

For instance, some managers may have a stressful relationship with their subordinates 

because of their inability to effectively apply emotional intelligence skills (e.g., a self-

regulation of negative emotions). The stress may be heightened and have a damaging 

impact over time if the skills gap remains. In a worst-case scenario, stress can cause all 

employees including managers to be demotivated at work and leave their organizations. 

 Despite employees’ desire for their employers to invest in training and promote 

the organizations’ effort to create a competitive edge, one important question remains: 

Why are employee trained skills not used after training? There are no easy answers for 

this question. For over 40 years, studies on transfer effectiveness (e.g., Blume et al., 

2019; Burke & Hutchins, 2007; Grossman & Salas, 2011; Holton et al., 2000; 

Massenberg et al., 2015) have agreed on three domain factors known to affect the transfer 

of training: factors residing within the trainee (e.g., motivation to learn, motivation to 

transfer training), factors related to the training design and delivery (e.g., the trainer’s 
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personality, training content), and environmental factors (e.g., supportive climate for the 

transfer of training, supervisor support). While the answer may be a combination of these 

factors, existing motivation literature offers some insights about the intention-behavior 

gap including a theoretical model that can be used to explain implicit obstacles to the 

transfer of training. This area of research has the potential to illuminate unrecognized 

barriers to using training skills and reshaping transfer enhancement approaches in 

transfer-related domains.  

Problem Statement 

This study investigated an implicit psychological process in which trainees’ 

volitional strength affects their long-term adherence to the transfer of training. 

Specifically, this study investigates the effect of trainees’ volition level on their ability to 

adhere to the transfer of intercultural skills during cross-cultural immersion program. The 

investigation is based on the idea that the volitional resources within a person are 

depleted over time and that the depletion allows habitual offensive behaviors to override 

the transfer of intercultural skills, which results in more stress and delayed adjustment. In 

this study, I draw on problems associated with expatriate adjustment, maladjustment of 

study abroad students, and the limited Human Resource Development (HRD) knowledge 

about volition to delineate the interconnected issues the study attempts to uncover.   

Expatriate adjustment is a critical concern in global mobility management. Past 

research has suggested that most international assignments have not satisfied the intended 

goals of organizations (Brookfield Global Relocation Services, 2015, 2016). Issues 

related to expatriate adjustment include pre-mature return, family-related problems, 

depression, burnout, and substance abuse (McNulty, 2015; Saquib et al., 2019; Silbiger et 

https://www.sciencedirect.com/science/article/pii/S1053482218302249?casa_token=1FXania-DR8AAAAA:WvHeItdfI8kid3Zd-2NgzgJ4gGk1cugvt5TrM8P5qto_A8MEatyAb3jXR4MGrjUet6qyqvue#bb0045
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al., 2017). When expatriates prematurely return to their home country from an 

assignment, the cost associated with an unsuccessful international assignment is between 

$250,000 to $1,000,000 USD (Nowak & Linder, 2016). Besides the cost of early 

termination of an international assignment, another important management concern is the 

psychological well-being of expatriates. 

Expatriates are exposed to constant stress related to work, life, and cultural 

adjustment as a part of their expatriation experience (e.g., Bussin et al., 2016; Kumarika 

et al. 2017; Leung et al., 2017; Mayrhofer & Reiche, 2014; McNulty, 2015; Zhu et al., 

2016). Bounded by stressful circumstances, expatriates are pressured to apply their 

intercultural knowledge as well as their professional skills at an optimal level. Ineffective 

transfer of training such as getting along with employees at the international location will 

likely add to existing layers of stress from acculturation efforts to the point that they are 

unable to cope with the stress. If ignored, the mental health of expatriates can negatively 

impact both the expatriates and their organizations. 

Similar to the expatriate population, undergraduate students who study abroad 

often report stressful intercultural adjustment experiences. Although the stress usually 

does not lead to prematurely returning to their country of origin, study abroad students’ 

cross-cultural adjustment is an equally concerning matter. Many study abroad students 

experience psychological distress such as depression, anxiety, and hostility (e.g., Hartjes 

et al., 2009; Hunley, 2010), which can lead to negative behavior such as heavy drinking 

to cope with their maladjustment (Aresi et al, 2016; Hummer et al., 2010; Mitchell et al., 

2016; Pedersen et al., 2010). This negative behavior can have negative consequences 

such as unprotected sex (e.g., Marcantonio et al., 2019), being a victim of sexual violence 
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(e.g., Pedersen et al., 2019), blacking out or alcohol-related injuries (e.g., Pedersen et al., 

2010; Pedersen et al., 2012).  

From a training effectiveness perspective, expatriates’ compromised mental 

health (and maladjustment in study abroad students) may stem from an inability to 

effectively transfer training, which, over time, depletes expatriates’ willpower (volition) 

to strive for a successful mission. During an international assignment, these expatriates 

must apply the skills acquired in their professional development training (e.g., leadership, 

cross-cultural) and life experiences to have a smooth intercultural transition. However, 

the transfer of many of these skills requires active experimentation (Kolb, 1984; Kolb & 

Kolb, 2009) to develop suitable skills. In addition, the result of active experimentation 

may be positive or negative depending on many factors (e.g., the transfer approach, 

personality, the context in which the transfer behavior was implemented). At the same 

time, expatriates must be aware of their default behaviors and thinking patterns that could 

offend someone from a different culture. For instance, western expatriates in an East 

Asian country must avoid their default competitive nature and be more team-oriented 

when taking credit or blame. Failing to do so may lead to misunderstandings, which 

could eventually turn into a hostile working relationship. These negative outcomes from 

ineffective transfer of training can increase and overwhelm expatriates to the point that 

they stop navigating through the intercultural challenges. Expatriates’ and study abroad 

students’ volition to commit to and strive for acculturation can deteriorate over time as 

they face pressure from acculturative stress and challenges associated with the transfer of 

intercultural adjustment training. Thus, this group of people needs to learn how to shield 
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their volition and continue implementing intercultural training skills until they have 

become acculturated. 

 Volition is a psychological construct known for its goal-adherence benefit. While 

this construct has been well-researched in psychology literature, it is still an 

underexplored topic in HRD literature. A lack of understanding about volition prevents 

HRD from advancing both theoretically and practically. First, volitional knowledge offers 

an opportunity to understand the psychology behind human actions: How do people 

translate goal intentions into actions? and Why do motivated people fail to follow 

through on their goals? Understanding the psychology of human actions is extremely 

important to the field because it is the underlying mechanism behind a positive change in 

individuals, groups, and organizations, which is the mission that HRD community strive 

to achieve. Without this knowledge, the field may not be able to fully understand human 

psychology in the process of change. Additionally, HRD could miss the opportunity to 

understand volition interventions as a potential solution for a strengthened will and 

positive behavioral change. Studies have shown that implementation intentions (II) and 

mental contrasting with implementation intentions (MCII) effectively promote adherence 

to many types of behavioral changes (e.g., smoking cessation, regular dental flossing, 

study habits, compliance with driving speed). Given that volitional interventions are 

effective in diverse settings, HRD scholars and practitioners should consider promoting 

intentions for further development of transfer of training interventions. Paying attention 

to volitional research is a key to advancing cross-cultural adjustment research as well as 

other change-related topics in the HRD discipline.  
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Purpose of the Study 

The purpose of this study was to examine the facilitating role of volition in 

supporting adherence to intercultural adjustment and resilience training skills over 14 

weeks of a study abroad program. Specifically, the study attempted to answer two 

research questions: (a) Does volition (implementation intention) moderate the 

relationship between motivation to transfer (goal intention) and the transfer of training? 

and (b) Does volition (implementation intention) help students maintain adherence to 

skills learned in training over 14 weeks?  

Research Hypotheses 

 In this study, I investigated seven hypotheses (see Figure 1). Four hypotheses 

assume a volitional intervention effect on two outcome variables. The remaining 

hypotheses represent assumptions about the relationships among goal intention (i.e., a 

person’s desire to attain a specific goal), implementation intention (i.e., a person’s desire 

to initiate and strive for actions necessary to achieve the intended goal), and transfer of 

training (i.e., the application of training skills to the trainees’ job to improve work 

performance).  

Hypothesis 1: Students in the treatment group have higher goal intention scores 

  than those in the control group. 

Hypothesis 2: Goal intention is positively associated with transfer of training. 

Hypothesis 3: Goal intention mediates a positive relationship between the  

  treatment condition and transfer of training. 

Hypothesis 4: Students in the treatment group have higher implementation

 intention scores than those in the control group.  
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Hypothesis 5: Implementation intention is positively associated with transfer of 

 training. 

Hypothesis 6: Implementation intention mediates a positive relationship between 

  the treatment condition and transfer of training. 

Hypothesis 7: Implementation intention moderates a positive relationship between 

  the goal intention and transfer of training.  

 

Figure 1 

Research Model 

 

 
 

Note. All relationships in the hypothesized model are positive. Treatment refers to 

research participants in the treatment group (ISB training + volitional intervention), II = 

implementation intention, GI = goal intention, TT = the transfer of (ISB) training.  

Significance of the Study 

This study will make significant contributions to the transfer of training research 

and practice in at least three major ways: (a) the study offers an alternative way to 

conceptualize training ineffectiveness, (b) the integration of psychology literature into 

HRD literature advances how HRD understands the psychological mechanisms of 

behavioral change, and (c) the study recommends that HRD practitioners use a volition 

intervention as a behavioral change support tool. 
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Transfer ineffectiveness is mostly because of avoidable causes such as the lack of 

supervisor support, peer support, unconducive work environment to the transfer of 

training, poor training design, trainer’s characteristics, and lack of motivation to learn. 

Past studies seem to imply that these issues, when properly managed, will improve the 

transfer of training rate. However, it is important to also recognize an inevitable cause to 

the problem: habit intrusion. Habit intrusion is an automatic process where default 

behaviors take over goal-intended actions, which can lead to inhibiting behavioral 

change. For instance, it may be difficult for managers to resist giving harsh comments to 

their team members even though they were trained and intended to give constructive 

feedback. Based on this perspective, training ineffectiveness is a product of unintentional 

and inevitable action. This fresh perspective of training transfer could change how HRD 

practitioners promote training effectiveness (e.g., increased practice time, emphasis on 

repeated practicing of skills, and changing the training environment) to facilitate new 

habits.  

This study integrates psychology research into HRD literature to explain the 

psychological mechanism of behavioral change. Considering that a positive change in 

individuals, groups, and organizations is a central component of the three primary foci of 

HRD (i.e., organizational development, training and development, and career 

development), it is important that the field develop a thorough understanding of 

psychological elements that influence behavioral change. In this study, I draw on several 

studies in psychology to propose an unconventional perspective on training 

ineffectiveness. I argue that habit intrusion is an inevitable aspect of transfer of training 
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and that volition intervention is an alternative instrument to support training 

effectiveness. This fresh view of training ineffectiveness sheds light on the automatic, 

non-intentional behavior of humans, and is an important impediment to adherence to new 

training skills. The findings of this study have a great potential to change the training 

design and environmental support for the transfer of training. I believe this research and 

the results are possible because integrating the literature of the two fields allows new 

knowledge to emerge and advance the HRD discipline.   

Finally, this study describes with a promising intervention for HRD practitioners 

to promote adherence to using training skills. This study shows that MCII helps students 

use intercultural adjustment and resilience skills and promotes goal intention and 

implementation intention across 14 weeks. The proven efficacy of the volition 

intervention presented in this study is a promising sign that the intervention is 

generalizable to other skill training programs and potentially to some organizational 

change programs. 

Definitions of Key Terms 

 The following terms are defined in accordance with their use in this research 

study. 

Goal intention 

Goal intention is a specific state one intends to attain (Heckhausen & Gollwitzer, 

1987). According to Gollwitzer (1999), goal intention can also refer to a motivation state. 

In this study, goal intention is used interchangeably with motivation to transfer training. 
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Implementation intention 

 Implementation intention is an action plan specifying when, where, and how one 

wants to initiate a goal-directed action. The thought process of implementation intention 

is "If cue X occurs, then I will perform behavior Y!" Implementation intention creates a 

strong link between a critical cue (i.e., either a situation or an inner state specified in the 

if-component (Achtziger et al., 2008) and a goal-directed behavior (specified in the then-

component) by a single conscious act of the will. According to Gollwitzer (1999), 

implementation intention can also refer to a volition state. In this study, the term refers to 

both the volition and willpower to transfer training. 

Intercultural adjustment 

 Intercultural adjustment is the extent to which individuals understand and accept 

the behaviors, beliefs, and values that are dominant in a new culture (Black & 

Mendenhall, 1990; Matsumoto et al., 2004; Searle & Ward, 1990).  

Motivation 

 Motivation is the desire of trainees to apply the knowledge and skills mastered in 

the training program to their jobs (Noe, 1986, p.743). This state of motivation tends to be 

temporal. The term motivation is used interchangeably in this study with goal intention. 

Volition 

 Volition is a mediating factor of the relationship between cognition and behavior. 

According to Kuhl (1985), volition “energizes the maintenance and enactment of 

intended actions” (p. 90). In this study, volition refers to both implementation intention 

and willpower.  
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Resilience 

Resilience is the extent to which individuals demonstrate dynamic capacity to 

reintegrate themselves and grow following stress from acculturation (Becker & Newsom, 

2005; Flores et al., 2005). 

Perceived content validity 

 Perceived content validity is the extent to which the training content is perceived 

to be valid and accurately reflects trainees’ job requirements (Burke & Hutchins, 2007).  

Training transfer self-efficacy 

 Training transfer self-efficacy is the extent to which individuals believe that they 

can successfully apply the training skills to their own work environment (Wood & 

Bandura, 1989) 

Transfer of training  

 Transfer of training is the degree to which trainees apply new knowledge, skills, 

and abilities to their work setting (Baldwin & Ford, 1988). The first aspect of the transfer 

of training is generalization, which is trainees’ ability to apply training skills in a scenario 

that is identical to or divergent from the training content, or both. The other aspect is the 

ability to maintain the transfer of training (Baldwin & Ford, 1988; Laker, 1990). In this 

study, both aspects of the intercultural adjustment and resilience strategies are anticipated 

outcomes. The transfer of training is also used interchangeably with training 

effectiveness. 

Chapter Summary 

Chapter 1 is an introduction to the study. In particular, it outlines the gaps in the 

transfer of training literature that need to be addressed, the purpose of the study, the main 
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research questions, research hypotheses, significance of the study, and definitions of the 

key terms. In the following chapter, a literature review on volition is presented to explain 

the relationship with the transfer of training and other key variables. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



14 

 

 

CHAPTER 2: LITERATURE REVIEW 

This chapter reviews the transfer of training literature with the central theme of 

theories and relevant concepts related to the motivation process, volition to transfer 

training, and the intercultural adjustment of study abroad students.  

Training has long been touted as a powerful tool to enhance individual and 

organizational performance (Bell et al., 2017). It equips trainees with the necessary 

knowledge, skills, and attitudes to perform their jobs to meet organizational standards 

(Baldwin & Ford, 1988). It also empowers employees to realize personal and career 

growth, prepares organizations and their people to adapt to the competitive market 

environment, and reinforces employees’ compliance to the company’s code of conduct 

and laws and regulations pertaining to their industry or job function. However, these 

outcomes can be fulfilled only if trainees translate what they learned in training into 

action (i.e., transfer training to on-the-job behaviors).  

To date, most transfer of training research, scholars, and practitioners have 

focused on factors influencing trainees’ transfer behavior, especially the “motivation to 

transfer” construct. Most motivation to transfer studies has limited the focus to the 

general definition of motivation by Noe (1986). As a result, many other aspects of this 

construct remain underexplored including volition, motivation process, autonomous 

motivation, and motivation regulation, as well as how these motivational-related concepts 

play a role in trainees’ ability to initiate and sustain transfer behaviors (Huang et al., 

2017). Failure to understand these concepts under the umbrella of motivation to transfer 

training has constrained the advancement of HRD knowledge and the opportunity to 

understand why some trainees successfully transfer training while others do not.  
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 Volition as a motivational variable has been mostly overlooked in the past 

training transfer research. According to psychology literature, it is a mechanism that 

helps people initiate and maintain goal-directed action until their goal is achieved 

(Gollwitzer, 1996, 1999; Kuhl, 1985; Oettingen & Gollwitzer, 2010). Although the 

concept of volition seems to be relevant to the transfer research, it has rarely been 

examined in this context.  

The structure of this paper follows the central themes: Motivation process, 

Volition, and Intercultural adjustment. First, motivation from the lens of psychology and 

management is described to show the lack of a holistic view of this construct in HRD. 

This first theme describes volition and the need for this construct in the current study. 

The paper proceeds with a discussion of definitions of volition, the function of volition in 

the motivation process, and major theories supporting the concept of volition. The third 

theme—Intercultural adjustment in the context of education abroad—introduces along 

with a review of intercultural adjustment and resilience strategies and sources of stress in 

the acculturation process. Finally, the chapter concludes with a summary of the 

relationship between transfer of training, volition, and intercultural adjustment.  

Motivation Process 

Motivation to attain a goal is important yet insufficient to realize the goal. This 

first theme discusses an intention-behavior gap as the psychological reason behind failed 

attempts to read a goal (Gollwitzer, 1999; Oettingen & Gollwitzer, 2010). Next, 

motivation and volition—two necessary components of the motivation process 

(Achtziger & Gollwitzer, 2007; Heckhausen, 1991) are explained to show how to close 

the gap.  
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Intention-Behavior Gap: an Impediment of Goal Attainment 

The most common problem people encounter while pursuing a goal is their 

inability to initiate and maintain goal-directed actions (Duckworth et al., 2011). They are 

often distracted by other competing goals and discouraged by other factors (e.g., low self-

efficacy, failure to recognize and seize opportunities to act, reluctance to act). For 

example, people who intend to exercise before going to work twice a week may decide 

not to keep their goal due to a busy work schedule. People who have this problem 

struggle and most fail to attain their goal. Metaphorically, the gap is between intention 

and behavior. A path that leads individuals to act on their intention encompasses (a) a 

specific end goal they want to achieve, (b) a desire for the goal (motivation), and (c) an 

ability to initiate and maintain their attention despite distractions (volition). When one or 

more of these components are missing, their ability to achieve the goal may be 

compromised. 

 In addition to competing goals and distractions, people often fail to translate their 

intentions into goal-directed actions because they have a difficult time recognizing an 

opportunity to act on their goals (Gollwitzer, 1999). The failure to detect action cues 

coupled with humans’ propensity to procrastinate could lead to delayed initiation of goal-

directed behavior. 

Understanding Volition and Its Mechanism 

To understand this intention-behavior gap, it is important to recognize the 

complex relationship between motivation and volition.  

Motivation vs. Volition. A motivation process which moves a person to perform 

an action involves two sub-processes: motivation and volition (Achtziger & Gollwitzer, 
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2007; Heckhausen, 1991). Motivation refers to the choice of a goal or “the reasons 

underlying behavior” (Guay et al., 2010, p. 712). In contrast, volition is defined as the 

pursuit of a goal (Heckhausen, 2007). It helps a person implement the goal-striving 

intention formed in the earlier process. The intention will then transform their desire for 

the goal into a specific goal-directed behavior and continue that behavior until the goal is 

achieved despite obstacles or distractions (Heckhausen, 2007). These two components of 

the motivation process are necessary for individuals to successfully reach their desired 

goals. Motivation forms a person’s intention to attain a goal while volition protects and 

supports the person’s ability to stay on track with goal-directed behaviors. Without 

volition or the regulation of motivation, the likelihood of not achieving the goal increases 

greatly because it diminishes the motivation (Deci & Flaste, 1995). 

Change is possible because individuals make it a reality. Rather than just talking 

about change, they can take a further step to pursue the change they want and take goal-

directed actions. In other words, people who create change are the change themselves. 

Although everyone is capable of bringing about change, most people find it challenging 

to translate a goal into behavior.  

Volition 

The second aspect of the motivation process, volition, has received very little 

attention in the literature in the past three decades. In Gegenfurtner et al.’s (2009) 

integrative literature review on motivation to transfer, the authors recommended that 

future research should focus on volition. In particular, they called for research on the 

volition processes underlying training application and mediating analyses on the 

“motivational-volitional processes in training transfer” (p. 418). 
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Definitions of Volition 

The most common definitions of volition are as follows. Merriam-Webster’s 

dictionary defined volition as will⸻ the power of choosing or determining and an act of 

decision-making. However, volition is colloquially understood as the strength of will 

(Corno, 2001), but definitions do not reflect the developmental meanings researchers 

have used to characterize volition. 

The concept of volition has greatly evolved over a century of research. Ach, a 

German psychologist, was the first to differentiate the constructs of motivation and 

volition as different aspects of will. He defined motivation as the formation of the 

intention, and volition as the determination arising from an intention or decision (Ach, 

1910). Lewin (1926b) soon proposed that volition is a form of motivation involving the 

regulation of motivation in the pursuit of existing goals. This aspect of the definition 

concerns the translation of existing goals into action and regulation of these processes. In 

1985, Kuhl drew a firm line between motivation and volition and called them choice 

motivation and control motivation, respectively. Kuhl described volition as a mediating 

factor that “energizes the maintenance and enactment of intended actions” (p. 90). In 

contrast, motivation is the process by which an individual’s decision to take action (i.e., 

goal selection) is based on values and expectancies of the action (Kuhl, 1985).  More 

recently, Binswanger (1991) emphasized the cognitive self-regulation role of volition, 

likening it to “focus” in the realm of optics (p. 163). He suggested that volition should be 

understood as the rise of one’s level of awareness, the focus of one’s mind, and one’s 

conscious act of focus. Corno (1993) also included the protective function of volition in 

her definition. She viewed volition as a dynamic system of the psychological process that 
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shields attention and effort from personal and/or environmental distractions. Volition also 

has received attention from neuropsychology, particularly neuroimaging research. Zhu 

(2004) summarized three concepts of volition as the mental act of (a) decision-making, 

(b) voluntary action initiation, and (c) executive control. He suggested that volitions are 

“special mental events or activities by which an agent consciously and actively exercises 

his agency to voluntarily direct his thoughts and actions” (Zhu, 2004, p. 303). Lastly, 

volition has been defined as an “array of self-regulatory strategies to support explicit 

action tendencies against competing behavioral impulses” (Kehr, 2004, p. 485) and the 

capability to inhibit distracting behaviors to attain a higher goal (Duckworth & Seligman, 

2006). 

In sum, volition involves two main sub-processes. The first sub-process involves 

cognition where one autonomously decides which goal to pursue, if and how to take 

action to reach the goal, regulating the motivation to act on the decision, and maintaining 

the goal progress. The other sub-process focuses on the actual goal-directed actions 

indicating the alignment between one’s words and behaviors. In this sub-process, actions 

taken to achieve the goal are not only initiated but also maintained by one’s motivation 

regulation. Put simply, when people have volition, they are fully conscious of the what 

and the why of the goal they are pursuing. They also demonstrate perseverance toward 

the goal despite obstacles. 

Volition and Closely Related Terms 

 Persistence and grit are terms not to be confused with volition. They may appear 

to be very similar to volition, but they are more likely to be the outcomes of the process 

volition takes to achieve a goal. The process of volition involves one’s commitment to a 
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desired wish, initiation of goal-directed actions, and motivation maintenance, which 

result in resilience against setbacks in the course of goal striving. From this perspective, 

grit and persistence are qualities a person needs for volition: grit being the “unyielding 

courage in the face of hardship or danger” (Duckworth et al., 2007, p.1087-1088), and 

persistence generally being the “directed effort extended over time” (Locke, 1996, p. 

120). 

The Rubicon Model of Action Phases: the Key Volition Framework 

Heckhausen and Gollwitzer (1987) elaborated on the translation of one’s intention 

to initiate behavior using the Rubicon model of action phases. They proposed four 

consecutive tasks or phases individuals must complete to successfully strive for a goal: 

pre-decisional, pre-actional, actional, and post-actional phases. 

Pre-Decisional Phase. In this phase, people form goal intentions by choosing one 

or a few goals. This is an important initial stage where people feel motivated to pursue 

their own goals after they realize what they want to obtain (Heckhausen & Gollwitzer, 

1987). Theories supporting this action phase include goal-setting theory (Locke & 

Latham, 1990) and expectancy-value theory (Vroom, 1964). 

Pre-Actional Phase. Once individuals set goals, the next task is to plan for 

appropriate actions that help them attain the goals. The transition between the earlier 

phase and this phase is often referred to “the transition of the Rubicon” named after 

Julius Caesar’s decision to stop considering the pros and cons of his intended action and 

commit to crossing the Rubicon River knowing he was initiating a civil war and that 

there was no going back. In this phase, an individual decides to embrace the intended 

action without hesitation. However, many factors could derail people from completing 
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this second course of action. Most people procrastinate and are not, by default, 

programmed to strive for their goals without distractions. In addition to the distractions 

(e.g., competing goals, demanding situations, time pressure), they may find it difficult to 

realize opportunities to take goal-directed actions. Action cues are not always clear or 

easy to realize. Therefore, creating a specific plan for when, where, and how to take goal-

directed actions (Gollwitzer, 1996, 1999) helps them detect the action cues more 

effectively and maintain their intention to achieve their goals. Gollwitzer (1996, 1999) 

suggested a self- regulatory tool to help people transition from the pre-decisional phase to 

the pre-actional phase. The intervention, “implementation intentions (II),” is an if-then 

plan that specifies a condition after the “if” and a response to the condition following the 

“then.” For example, an if-then plan for people whose goal is to exercise regularly may 

be “if I miss an evening workout, I will go a gym the next morning.” According to 

Gollwitzer (1996, 1999), this intervention creates a mental link between a specific future 

situation and a goal-directed response which prompts an effective automatic response to 

an anticipated scenario, particularly a difficult one (Brandstätter et al., 2001). 

Actional Phase. To fulfill this phase, individuals will have to direct their own 

efforts to implement the plan and bring it to a successful conclusion. This phase also 

requires that they persist in pursuing their goal despite difficulties and interruptions 

(Achtziger & Gollwitzer, 2010; Heckhausen & Gollwitzer, 1987; Lewin, 1926b). Their 

ability to resume goal-directed actions under such circumstances is determined by the 

volitional strength of the goal intention (Achtziger & Gollwitzer, 2010). 

Post-Actional Phase. This fourth and final action phase entails individuals’ 

evaluation of their achievement to determine if it is effective and corresponds with the 
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original goal intention (Achtziger & Gollwitzer, 2010; Heckhausen, 2007). Information 

individuals gain from this evaluation informs their decision regarding future attempts to 

reach the same or similar goals (Heckhausen, 2007). 

Important Theories for Explaining the Mechanism of Volition 

Four theories support the existence and mechanism of volition: expectancy-value 

theory (Vroom, 1964), action control theory (Kuhl, 1985), theory of planned behavior 

(Ajzen, 1991), self-regulation theory (Kanfer, 1977), and goal-setting theory (Locke & 

Latham, 1990). These theories are relevant to volition because they explain volition 

mechanisms, especially how some people are motivated to select, commit, take action, 

and guard against distractions while pursuing their goals. 

Expectancy-Value Theory. Before people make choices, they typically weigh 

their desires to determine if the choice is worth their efforts. They may consider the 

consequences (i.e., pros and cons), the effort required to take a selected action, and task 

difficulty (e.g., put in terms of the Rubicon model, Heckhausen & Gollwitzer,1987). This 

consideration is part of the pre-decisional phase. In the work motivation literature, 

Vroom’s (1964) theory predicted that three psychological variables are predictive of an 

individual’s decision to try and change work-related behaviors. The variables are (1) 

expectancies, a person’s beliefs about the extent his behavioral efforts will be translated 

into performance; (2) instrumentalities, a person’s perception about the relationship 

between performance and outcomes (e.g., promotion, bonus, recognition); and (3) 

valence, the perceived importance and value of the outcomes. When one of these beliefs 

is missing, employees will not select the course of action (Porter & Lawler, 1968) 
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because they cannot see the worthiness and reasons for taking the action (Grant & Shin, 

2012). 

Goal-Setting Theory. Locke and Latham’s (1990) goal setting theory of 

motivation explains why some people perform work-related tasks better than others. They 

posited that setting one’s own goal facilitates performance because it directs the person’s 

attention to goal-relevant activities, mobilizes and sustains efforts, and promotes the use 

of task-relevant knowledge (Locke et al., 1981). However, under some conditions, goal 

setting does 

not effectively motivate individuals to strive towards their set goals (e.g., when the goal 

conflict swith other goals, when it is vague, when it is not perceived as attainable).  

To create optimal performance, goals must be specific and challenging (Mento et 

al., 1987), and be used together with performance feedback (Erez, 1977) and high goal 

commitment (Klein et al., 1999). Having a set goal is crucial to for the motivation process 

since it is the reason people have a desire, plan, and commitment to the plan, and that 

they ultimately take action. Based on goal-setting theory, both motivation and volition are 

only triggered in the presence of a goal. 

Theory of Planned Behavior. The theory of planned behavior (Ajzen, 1991), 

derived from the theory of reasoned action (Ajzen & Fishbein, 1980), posits that behavior 

is guided by three determinants: (1) the attitude towards a particular behavior (attitude), 

(2) the beliefs about the extent to which individuals care about opinions from their 

reference groups (subjective norm), and (3) an the perceptions about the extent to which 

the behavior is under their volitional control (perceived behavioral control). These factors 

affect individuals’ behavioral intentions, which, in turn, lead to their decision to enact the 
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behavior or not. In this theory, volition is reflected in the third component: perceived 

behavioral control. Individuals need to feel that they are in control of their behavior or 

they will not act on their intention. 

Action Control Theory. Kuhl (1985) developed the theory of action control to 

describe the mechanisms that enable people to maintain what Kuhl called action 

orientation: the ability to protect an intention from competing action alternatives and 

external distractions. Conversely, state orientation is the opposite of action orientation. 

People who are in state orientation are disengaged, passive, and lack persistence (Kuhl, 

1994). The action control mechanism involves three synonymous actions: volition, self-

regulation, and action control (Menec, 1995). Kuhl (1985) also proposed six action 

control strategies to help individuals maintain and protect their intention to perform goal-

oriented actions. The six strategies are as follows: (1) Selective attention: This strategy 

requires that individuals inhibit themselves from processing information related to 

competing actions so their current intentions are shielded. (2) Encoding control: This 

strategy involves selectively encoding only stimuli related to the current intention and 

ignoring irrelevant features. (3) Emotional control: This strategy promotes the current 

intention and positive emotions must be maintained while emotions that do not promote 

the intention (e.g., sadness, attraction) must be suppressed. (4) Motivation control: It is 

also important to maintain and reestablish saliency of the current intention, especially 

when motivation to perform goal-related actions is weak. (5) Environmental control: An 

environment that supports regulation action involves social commitments and is 

distraction-free, and (6) Parsimonious information processing: This strategy refers to 

individuals’ ability to decide whether they should stop or continue active behaviors to 
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support the current intention. These action control strategies are sometimes regarded as 

volitional strategies. Together, they help individuals shield their attention from 

distractions and maintain volition towards the goal. 

 Self-Regulation Theory. Self-regulation refers to the psychological processes by 

which individuals strive to attain a goal (Kanfer, 1977). It provides “the very basis for 

purposeful action” (Bandura, 1991, p.248) and “mobilizes self-directed change” 

(Bandura, 1991, p. 249). According to Bandura (1977), self-regulation involves three 

interrelated activities: self-monitoring, self-evaluation, and self-reactions. Self-

monitoring refers to the attention paid to events, behaviors, and feedback related to the 

goal to gauge goal progress. Self-evaluation is a comparison of the discrepancy between a 

goal state and a current state. Individuals will know how far they are from reaching the 

desired goal through the act of self-evaluation. As a result, self-regulated individuals 

react to a discrepancy with affective and motivational responses. This final activity of 

self-regulation is called self-reaction. Similar to the role of volition in action control 

theory (Kuhl, 1985), volition is depicted in self-regulation theory as the self-regulation 

process that helps individuals maintain their attention and efforts towards a goal. 

Volition in Job Performance and the Transfer of Training Context 

Most organizations want to promote performance goals in their employees. Not 

all people come to work with one or more performance goals in mind; even the best 

employees may not have a goal to do good job and improve job performance every day. 

Tiredness, job dissatisfaction, and perceived injustice may derail employees’ ability to 

reach their performance goals. Some employees may have other goals instead of a 

performance goal (e.g., to earn enough money). Given that the motivation to do well in a 
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job varies, it is important to know how motivation helps employees strive for a goal in 

general and in a workplace learning context.   

Volitional Behaviors at Work. In workplace settings, volition could be 

demonstrated in terms of persistence in the face of obstacles so employees can meet a 

goal set for their job, have the determination to accomplish the goal, and follow through 

with behavioral intention directed by the goal. Put simply, volitional behaviors are 

purposeful goal-striving actions. 

Since intention and goals are key ingredients that drive volition, volitional 

behaviors at work can be very beneficial or be destructive to the well-being of an 

organization, based on whether these two ingredients are directed towards productive or 

counterproductive actions. For example, good use of volition is demonstrated when a 

research and development (R&D) officer shows dedication to an invention for a new or 

improved product, despite a number of failed test runs. Volition may also be when a 

group of manufacturing workers continue to maintain a new safety working procedure, 

even though many people said it would not make a difference. Volition could also be 

negative such as the will to perform unproductively and/or act unlawfully (e.g., a sales 

representative randomly brings home company products for personal use). In this case, 

the volition is used to support counterproductive work behavior (CWB). CWB is a 

volitional act an employee purposefully does to harm an organization and/or its members. 

Facets of CWB could include abuse, theft, absenteeism, or sabotage (Sackett & DeVore, 

2001). 

It is important to recognize that both types of volition exist and could play a key 

role in many individual and organizational outcomes, including motivation to learn and 
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transfer of training. However, for the purpose of this paper, only employees’ volition to 

transfer training is discussed. 

Volition to Transfer Training and Potential Factors. Volition to transfer 

training is a resource that is depleted or replenished in a given situation. To nurture 

trainees’ volition to apply training skills at work, it is important that HRD scholars and 

practitioners understand the factors to which the volitional resource is potentially 

sensitive. Factors discussed in this section include attitudes towards a training program, 

stress at work, existing work habits, ego depletion, defensiveness, and self-concordance.   

Attitude Towards a Training Program. Trainees develop attitudes towards a 

training program based on their evaluation of the training topic, the nature of training 

participation (voluntary vs. mandatory), relevance of the training program to the current 

job, and the perceived value of the training skills (e.g., Bhatti et al., 2013; Gegenfurtner 

et al., 2009). Attitudes towards a training program can influence a person’s intention to 

learn and apply training skills, which is a prerequisite for the development of volition. 

Research has indicated that trainees’ attitudes towards training, content relevance, 

perceived utility, and value are necessary factors for the transfer of training (Burke & 

Hutchins, 2007; Yelon et al., 2004). When trainees have a positive attitude towards 

training, and perceive content relevance and usefulness of the training, they are more 

likely to have high motivation to transfer. However, when trainees’ attitudes and 

perceptions are not positive about the training program, their motivation to use the 

training at work is low. The power to decide to attend training also influences the transfer 

of training. Curado et al. (2015) reported that voluntary-based training enrollment has a 

higher impact on motivation to transfer than when the training is mandatory.  



28 

 

 

Occupational Stress. Another challenge related to successful transfer of training 

could be high stress at work (e.g., heavy workload). Stress is known to weaken people’s 

ability to act consistently with their wishes and therefore reduce the likelihood of 

behavioral change (Payne et al., 2002). Budden and Sagarin (2007) conducted a study 

examining the relationship between occupational stress and participants’ volition to 

exercise. After manipulating participants with a volition intervention (i.e., 

implementation intention), they found no volition to exercise among participants with 

high occupational stress. Although the explanation of this finding is yet to be explored, it 

may be reasonable to anticipate a similar effect of an implementation intention 

intervention on the transfer of training for stressed professionals. 

Existing Work Habits. Asking trainees to transfer training to their jobs is asking 

them to make a behavioral change. Change is difficult even with early adopters (trainees 

who already embrace the training transfer initiative). People struggle to unlearn old work 

habits and to pick up new behaviors. According to the two process theories (Evans & 

Frankish, 2009; Evans & Stanovich, 2013), human behavior is driven by both conscious 

decision-making as well as habits that have automatic context-behavior associations to 

specific situations. Behaviors at work, for instance, how an employee completes a task, 

can be habitual, making the habit difficult to unlearn because it is outside of the 

employee’s awareness and conscious control. For example, in medical research, several 

studies have reported that many clinical practices of healthcare professionals are habitual 

(e.g., Gupta et al., 2017; Linder et al., 2014; Vaughn et al., 2004). 

Habits are an integral part of human functions. One of the key benefits is that it 

allows individuals to accomplish mundane tasks effortlessly and efficiently with minimal 



29 

 

 

focal attention (Posner & Snyder, 1975; Schneider & Shiffrin, 1977; Shiffrin & 

Schneider, 1977). For example, habits allow an administrative officer to fill out a form 

the same way every day without having to think about matching information with labels 

on blank boxes in the form. Habits also save cognitive resources and energy for more 

difficult and stressful tasks. In the same example, habits help the officer save cognitive 

space for forms that are not filled out on a regular basis or for exceptional cases to the 

same form. 

In psychology, habits are generally defined as learned dispositions to 

automatically repeat past responses that are triggered by frequent opportunities to 

exercise the same performance, with the same or similar performance locations, 

performance sequences, and similar people (Verplanken & Aarts, 1999; Wood & Neal, 

2007). As one performs a new action, a mental association between the situational 

context and action is formed in the person’s memory. The association is strengthened 

over time through performance reinforcement (Wood & Neal, 2009); thus, the behavior 

becomes more automatic and easier to retrieve from memory. This automatic repetition 

also means that people engage in minimal cognitive processing and consciousness when 

they perform habitual behavior. The more often the behavior is practiced, the less 

accessible alternative actions are to the situation. An example of a habitual behavior 

could be a regular interval for email checking at work.  

Most employees gain competencies in their job through months or years of work 

experience. Like most jobs, employees are likely to complete certain tasks every day 

(e.g., completing paperwork, talking to customers, ordering a specific medication for 

patients, operating common kitchen appliances) while other tasks in are performed less 
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frequently (e.g., troubleshooting rare customer service issues, working with new 

production materials, using a new technology/software at work). The habit formation 

process makes it possible to gain mastery on tasks that are performed most frequently and 

to develop procedural knowledge to accomplish the tasks over several repetitions. When 

employees can perform the tasks like a reflex, work habits are finally ingrained their 

performance.  

Habitual behaviors, however, could also contribute to performance errors. A 

performance errors influenced by habits are “skilled-based errors” (Rasmussen & Jensen, 

1974; Rasmussen, 1982; Reason, 1990). Skilled-based errors occur when the highly 

practiced routine based on stored habitual patterns of behavioral responses to specific 

context cues override the intended performance, leading to an action (or error) that the 

performer did not intend. In most cases, it is either a lack of attention to goal-directed 

actions or a memory failure that gives way to the overriding habit. Skill performance that 

is prone to this type of error is usually fast and effortless (Gluyas & Morrison, 2014)   

Two types of skill-based errors are slips and lapses (Rasmussen, 1982; Reason, 

1990; Sarter & Alexander, 2000). The former refers to an error in which the performer 

fails to pay close attention to the execution of the intended action. This failure leads to an 

incorrect action or one that leaves out a step in a process. An example of an action slip in 

a workplace context could be a nurse’s incorrect reading of a patient’s lab results. Lapses, 

on the other hand, are the omission of an action due to memory failure—in most cases, 

forgetfulness. Lapsses usually occur when the performer is distracted by someone (or 

something) in the contextual environment where the intended action is to be performed. 
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For instance, a nurse forgets to administer medication because s/he was distracted by 

someone in the ward.  

Many studies on human factors (Burns, 2017; Lenné, Ashby, & Fitzharris, 2008; 

Lenne et al., 2012; Lloyd et al., 2018; Patterson & Shappell, 2010; Sarter & Alexander, 

2000) indicate that  skill-based errors (slips and lapses) are the primary causes of 

performance errors in aviation, mining, and medical contexts compared to other two 

types of errors (e.g., rule-based errors, knowledge- based errors). Sarter and Alexander 

(2000) reported that for U.S. aviation accidents, the frequency of skill-based errors was 

(this agrees with frequency) almost twice the frequency of the other two error types. 

Berry’s (2010) meta-analysis of causes of accidents and near miss cases across industries 

(aviation, rail, food, entertainment, and mining companies) also revealed that 46% of the 

investigated cases were skill-based errors while knowledge-based and rule-based errors 

accounted for 32% and 5%, respectively.  

Although skill-based errors are the most prevalent source of performance errors 

across multiple contexts, apparently, this type of error is rarely recognized by individuals 

making these mistakes. Wood et al. (2002) asked their participants to record what they 

were thinking, feeling, and doing once every hour to determine if there were behavioral 

patterns in their daily lives. The results revealed that approximately 43% of actions were 

performed almost daily and usually in the same context. Another interesting fact in their 

study was that the participants did not realize that they had repeated behaviors. If 

behaviors individual perform at work are somewhat habitual, then it is very likely that 

they have developed working habits and made performance errors without consciously 

thinking about the performance patterns.   



32 

 

 

Transfer of training requires that trainees have to work hard to change their 

current habitual work behaviors. When applying new training skills, the path from the 

mind to action is not well-rehearsed. This allows a well-repeated pattern of work habits to 

intrude on trainees’ intention to transfer training. Habit intrusion is a pervasive issue not 

only in daily life, but also in employees’ performance at work even if they are well-

trained. An individual who comes to work with an intention to perform well at work and 

to transfer training, could end up making errors due to work habits that are deeply 

engrained in their performance. For example, Berntsen (2004) found that a group of well-

trained nurses and a surgeon forgot to check the compatibility of a patient’s blood type 

and that of the organ donor before an organ transplant operation, resulting in the death of 

the patient.  

Ego Depletion. In pursuit of a long-term goal, it is required that one exerts 

volition to control the (Kanfer & Karoly, 1972; Mischel et al., 1989) temptation to take 

an immediate (vs. long-term) reward which may interfere with reaching the goal 

(Baumeister et al., 2018; Muraven & Baumeister, 2000). In Freud’s terms (Freud, 1923a, 

1961b), ego depletion is a result of a conflict between one’s id (a drive to pursue what 

one wants to do) and ego (a drive to stay on track and do what one should do). He 

theorized that the ego’s attempt to suppress the id leads to ego depletion (i.e., a depletion 

of self-regulation resources). In the transfer of training context, a reduction in self-

regulatory resources suggests that trainees are distracted from competing goals and 

procrastination, which later interfere with peoples’ ability to commit to goal-directed 

behaviors.  
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Defensiveness. An unconscious defense mechanism is a natural human reaction to 

change. It is the habitual response individuals develop to protect themselves from change 

and to help them cope with psychological discomfort the change causes (Coghlan, 1993; 

Steinburg, 1992; Zaltman & Duncan, 1977). Forms of defensive reactions to change can 

vary from person to person. For example, from skepticism (Ledford et al., 1989) to self-

justification (Staw, 1981), to defensive reasoning (Argyris, 1990). In change management 

literature, these behaviors are commonly described to as resistance to change. 

Defensiveness may post a challenge to volition induction and a successful transfer 

of training initiative as, on the one hand, trainees vary in their attitudes towards training 

and motivation to use new learning at work. Defensive trainees are expected to be less 

sensitive to volitional intervention and less motivated to transfer training. On the other 

hand, being defensive can jeopardize one’s self-regulation process and goal attainment. 

Receptivity to feedback during the behavioral change process is critical since it can lead 

to modifications in goal striving strategies. Trainees who successfully adopt transfer 

behavior in their work routines are expected to actively engage in self-evaluation and 

adaption from feedback. 

Self-Concordance. Self-concordance refers to the extent to which individuals 

perceive that their goal-directed behaviors are aligned with their personal interests and 

values (Sheldon & Elliot, 1999). It increases people’s energy to commit and exert efforts 

to pursue their goals, which includes making necessary life-style changes to 

accommodate that behavior (Deci et al., 1994).  

Gaudreau, Carraro, and Miranda (2012) found that self-concordance significantly 

predicted goal progress and explains 80% of the indirect relationship between self-
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concordance and goal progress through self-regulation. The concept of self-concordance 

is crucial to behavioral persistence in the pursuit of a goal. Many studies (e.g., Koestner 

et al., 2006; Koestner et al., 2008) have shown that individuals with self-concordant goals 

displayed the greatest goal progress following an implementation intention intervention. 

Volition, the Transfer of Training, and Self-Regulation 

Volition has been well-recognized as helping individuals successfully strive for 

goal-related behaviors and maintain positive behavioral changes, especially in health 

psychology research (Schwarzer et al., 2011; Sudeck & Höner, 2011) and education 

(Corno, 1993; Corno & Kenfer, 1993; Novak, 2014). However, volition has received 

little attention in the extant training and development research. 

Application of training skills and knowledge on the job requires employees to 

regulate their motivation and cognition and maintain them over time. Ideally, 

organizations not only hope for evidence of training transfer from their training 

programs, but they also expect trainees to maintain these behaviors over the long run. 

However, for continuity of transferred behaviors to occur, trainees need to (a) unlearn 

previously inefficient work-related knowledge and behavior, (b) adopt what they have 

learned in the training, (c) put the new learning into action in their job performance, and 

finally (d) keep track of their progress and maintain the transfer behavior. When trainees 

are exposed to these self-regulatory challenges, they need to align their thoughts, 

feelings, and action with their intentions (Gollwitzer & Sheeran, 2006, 2009) and focus 

their attention and efforts on reaching the final outcome: the transfer behaviors. For 

example, a trainee needs to work hard over time to give up existing and potentially 

automatic work behaviors (e.g., the previous sequence of job procedures, talking to 
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customers with a certain tone of voice) and repeatedly practice the new knowledge and 

skills they learned in training to gain competence. During that time, if trainees cannot 

remain focused to learn and unlearn behaviors and overcome setbacks (e.g., obstacles, 

distractions) in the transfer process, there will be little possibility of the transfer of 

training.  

Volition and the Regulation of Motivation 

Trainees’ regulation of their own motivation is not a synonym of volition. In his 

action control theory, Kuhl (1985) described six volitional strategies. He indicated that 

these control strategies are vital because they facilitate people’s initiation and 

maintenance of the desired actions that are necessary to achieve a goal. Wolters (2003) 

viewed the regulation of motivation, as the broad social cognition of self-regulated 

learning in which motivation interacts with cognitive and other self-regulatory processes. 

Chow (2009) added that motivation only concerns the regulation of motivation while 

volition concerns both regulation of motivation and regulation of cognition (Chow, 

2009). 

Once behavioral intention is formed, the journey to control volition over goal-

directed actions has just started (Gollwitzer & Moskowitz, 1996). Unfortunately, 

numerous problems await along the journey. Sheeran and Webb (2016) suggested that 

pursuit of goals can be “derailed by competing goals, bad habits, and disruptive thoughts 

and feelings” (p. 10). In the transfer process, a trainee may experience a series of events 

that lead to derailment of the transfer goal. Distractions and setbacks may include 

forgetting to transfer, heavy workload, outside-of-work commitments, inadequate 

supervisor and peer support (Burke & Hutchins, 2007; Martin, 2010), no opportunity to 



36 

 

 

transfer the knowledge (Burke & Hutchins, 2007; Clarke, 2002), and failure to implement 

transfer behavior. These potential distractions and setbacks may demotivate trainees from 

their commitment to transfer training. However, the degree of impact on trainees’ 

motivation to transfer may vary depending on their context. For trainees to overcome 

these distractions and setbacks and the impact of motivation, they need to have the 

volition to initiate transfer behaviors, guard against other sources of distractions and 

setbacks, and focus on striving towards the transfer goal. In this sense, the concept of 

volition may provide a psychological explanation for why some trainees successfully 

apply new learning at work, while others do not. 

The Importance of Volition to Training and Development 

 The ultimate purpose of using training and development in an organization is to 

help individuals and the organization adapt to the changes, which could be rapid, radical, 

or continuous. Training could prepare the workforce, individually and collectively, so 

they have adequate knowledge, skills, abilities, and other characteristics (KSAOs) to 

perform their jobs efficiently. It could also involve improving trainees’ existing 

knowledge and skills. Both situations demand a certain level of commitment to meet the 

training objectives. Thus, these individuals need to (1) be persistent in changing despite 

distractions and obstacles; and (2) regulate their motivation and cognition to remain 

focused on the pursuit of the goal so they can unlearn inefficient work practices, and/or 

transfer new learning to the job. A change of trainees’ behavior is an extremely 

challenging task; thus, only those who have volitional control can successfully perform 

the action they desire. 
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Workplace learning in the 21st century has changed extensively with the 

increasing popularity of online training platforms and experiential learning. In the 21st 

century, globalization, a dispersed workforce, and an intense focus on cost reduction to 

enhance competitiveness has driven organizations to place more emphasis on employee 

accountability for their own learning. Thus, volition is even more important. With this 

fast-changing environment, it may not be practical for a company to rely too heavily on 

the traditional face-to-face training format. The traditional approach to training is 

becoming cost-inefficient and difficult to arrange, given the growing work-from-home 

and virtual organizational trends. Individual members of an organization are also 

expected to constantly build their expertise through years of on-the-job experience, 

reflect upon their observations of those experiences, make sense of the information they 

learn from observation, and test their understanding of the information in a new context. 

In such cases, in-class training may not always be a useful method to develop a 

competent workforce. While both of these approaches give trainees more freedom to 

learn on demand and at their own pace, two challenges arise from this new style of 

workplace learning: (1) trainees need to be active agents of their own learning, and (2) 

trainees are likely to be more exposed to distractions that could jeopardize their 

motivation to learn and transfer. Hence, trainees who learn new knowledge and skills 

through these approaches need volition to regulate their attention and exert more effort to 

achieve a learning and/or transfer goal throughout the process. 

Volitional Measurements 

To utilize the concept of volition as it relates to transfer training, we need to 

measure individual trainee’s level of volition. There are several ways to measure volition. 
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Some of them focus on one aspect of the term (e.g., action initiation) while others 

conceptualize volition from a more integrative perspective. For example, the Action 

Control Scale (ACS; Kuhl, 1994a), the Locomotion and Assessment Questionnaire 

(LAQ; Kruglanski et al., 2000), and the Self-Regulation Scale (SRS; Luszczynska, 2004) 

emphasize either one’s ability to initiate a goal-oriented action, or one’s ability to 

maintain focus and emotions regardless of distractions. In contrast, the Volitional 

Components Inventory (VCI; Kuhl & Fuhrmann, 1998) and the Volitional Components 

Questionnaire (VCQ; Kuhl & Fuhrmann, 2000) include multiple sub-scales of self-

regulation (e.g., explicit attention control, implicit attention control, motivation control, 

emotion control). 

In the last 10 years, volition has been measured using a volition scale, namely the 

Volitional Components Questionnaire (VCQ; Kuhl & Fuhrmann, 2000), and an 

implementation intention scale. Both measurements are well-received in volitional 

research across different fields. For instance, a number of studies have used VCQ to 

measure athletes’ volition (e.g., Elbe et al., 2005; Moesch et al., 2013), entrepreneurs’ 

volition (e.g., Hikkerova et al., 2016; Ilouga et al., 2014), and students’ volition (e.g., 

Schmitz & Perels, 2011). The implementation intention scale has been employed by 

many volition researchers (e.g. Gollwitzer, & Oettingen, 2013; Kirk et al., 2013; Sheeran 

& Webb, 2006) interested in testing volitional intervention and different behavioral 

outcomes as a result of goal intention and implementation intention for a specific goal.  

Volitional Intervention 

Most people find it very challenging to act on and maintain goal-directed actions 

partly because they fail to detect action cues, do not anticipate distractions, or they have 
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ineffective coping responses (Gollwitzer, 1999). Thus, it is important that they receive 

treatment to help them stay focused on their goals. Volitional intervention can also help 

people detect action cues, initiate actions more promptly, and maintain goal-directed 

actions. Gollwitzer (1999) suggested the use of implementation intentions to promote cue 

detection, action initiation, and self-regulation for successful goal-directed behaviors. 

Gollwitzer and his colleagues combined the original II intervention with mental 

contrasting (MC) (Oettingen, 2000, 2012), another psychological intervention to create 

an even more powerful volitional intervention (e.g., Adriaanse et al., 2010; Duckworth et 

al., 2013; Kirk et al., 2013) called mental contrasting with implementation intention 

(MCII). These two interventions are sometimes referred to as a self-regulation strategy. 

Mental Contrasting with Implementation Intention (MCII). Both II and MCII 

focus on successfully striving for a goal by breaking unwanted habits and replacing them 

with new ones. The II portion of the two interventions creates a strong linkage between 

counter-habitual implementation intention and the desired response, which cancel out 

habitual influences on one’s behavior. The effect of II allows individuals to choose 

between performance choices when they encounter a habit-intrusion-prone scenario 

(Adriaanse et al., 2010; Oettingen et al., 2015; Marquardt et al., 2017). Mental 

contrasting (MC) helps individuals stay energized in the pursuit of a goal, strengthen the 

association between reality and actions to overcome negative situations, and finally, 

realize performance discrepancies between reality and the desired future state (Oettingen, 

2000, 2012; Oettingen & Schwörer, 2013). 

Although the effectiveness of II and MCII has been well-established in health 

psychology research, both tools have been expanded to other contexts (e.g., recycling 
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behaviors (Holland et al., 2006), promoting speed limit compliance (Elliot & Armitage, 

2006), sustainable food consumption (Loy et al., 2016), and promoting integrative 

bargaining (Kirk et al., 2011). This may suggest that many activities, whether personal or 

professional, are prone to habit intrusion. Given this conclusion and that many work tasks 

are skill-based, II and MCII should promote adherence to the use of new training skills.     

II has been used to promote attendance in safety training (Sheeran & Silverman, 

2003) and the the transfer of organizational sales training and active listening skills 

(Friedman & Ronen, 2015). The findings from these two studies suggest that II facilitates 

corporate learning and work performance. 

Intercultural Adjustment in a Study Abroad Context 

Study abroad programs are educational programs that are conducted outside the 

students’ country of origin or where they are currently studying (Carlson et al., 1990). 

The length of the programs range from two weeks to a year. This type of international 

education program requires students to be immersed in a new cultural environment in the 

host country. Although participating in such a program could be an exciting experience, it 

could also present stressors (i.e., language barriers, difficult social interactions, academic 

stress, practical problems associated with changing environments) in the acculturation 

process to fit into the new culture (Smith & Khwaja, 2011). The host culture could be 

subtly or vastly different than the students’ home culture. Thus, it could be overwhelming 

for some individuals given the differences between the home and host cultures ranging 

from a granular level (i.e., daily functioning activities) to a more macro scale (i.e., 

understanding the work culture or banking system).  
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In this paper, the term acculturation is used interchangeably with the following 

terms: intercultural adjustment and cross-cultural adjustment. The focus of this study is 

intercultural adjustment for students in a semester-long study abroad program. 

Acculturation Process 

Berry, Trimble, and Olmedo (1986) defined intercultural adjustment as an 

adaptation process by which individuals change behaviors, beliefs, and values, as a result 

of contact with members of the host culture. The process cycle runs in a cumulative-

progressive manner, starting with the individual’s encounter with acculturative stress 

(Berry, 1997), defined as stress one encounters when having difficulty conforming to 

norms and values of a new culture. The individual then goes through a process of 

adaptation, grows from the experience, and finally cycles back to a new stress (Kim, 

2001, 2006). The repetitive cycle becomes tighter over time and the individual is more 

interculturally seasoned (Basor & Gaugler, 2017). This implies that individuals can deal 

with acculturative stress better and more efficiently in each successive cycle. In other 

words, each exposure to acculturative stress helps the individual “re-organize and re-

engage in the activities of cultural learning and internal change, bringing about a new 

self-reintegration” (Kim, 2012, p. 234). As a result of this process, the individual 

develops resiliency.  

The acculturation process can also be understood from the perspective of 

intercultural adjustment in transitional stages. Lysgaard (1995) proposed four phases of 

intercultural adjustment (i.e., the U-curve theory): honeymoon, crisis, adjustment, and 

biculturalism. Although the length of time each individual spends on each phase varies, 

on average, people experience the honeymoon phase over the first two months, enter the 
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crisis phase six months after that, adjust between months 9-48, and finally reach the last 

phase after week 48.  

Types of Intercultural Adjustment 

Two types of intercultural adjustment are (a) psychological adaptation and (b) 

sociocultural adaptation. The first entails subjective well-being (Ward, 1996) indicated by 

high self-esteem and life satisfaction and low psychological problems (i.e., anxiety, 

depression, psychosomatic symptoms). The latter refers to behavioral responses related to 

how one can fit in and connect with people in the new culture (Ward et al., 2001).  

Variables Influencing the Acculturation Process 

Research has identified several variables that influence the acculturation process 

including general knowledge about a new culture (Ward & Searle, 1991), length of 

residence in a host culture (Ward et al., 1998), quantity and quality of contact with host 

nationals (Bochner, 1982), language proficiency (Furnham, 1993), cultural distance 

(Ward & Kennedy, 1993a, 1993b), and cross-cultural training (Deshpande & 

Viswesvaran, 1992). 

Geeraert and Demoulin (2013) identified three main variables that fit into the 

three categories of acculturation predictors: intrapersonal, interpersonal, and intergroup. 

The intrapersonal predictors include individual personality (Van der Zee & Van 

Oudenhoven, 2000; Ward et al., 2004), locus of control (Ward & Kennedy, 1992, 1994), 

intercultural adjustment readiness at pre-departure (Masgoret & Ward, 2006), 

homesickness (Zheng & Berry, 1991), and the level of psychological adjustment (Ward 

& Kennedy, 1994; Ward & Rana-Deuba, 2000). Interpersonal factors such as building a 

social network of support (Furnham & Alibhai, 1985; Vega & Rumbaut, 1991) is an 
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important acculturation strategy. Lastly, the intergroup factor refers to one’s social 

identification with the people and culture of the host country while still maintaining their 

own identity. Liebkind (2006) and Phinney (1990) suggested that social identification 

plays a key role in sojourners’ well-being and self-esteem. 

Intercultural Adjustment and Resilience 

Resilience refers to ‘‘the process of adapting well in the face of adversity, trauma, 

tragedy, threats or even significant sources of stress’’ (The American Psychological 

Association, 2014, para. 4). In the most traditional sense, it is an ability to overcome 

psychopathology or symptoms of maladjustment due to trauma in one’s life (Luthar et al., 

2000; Masten & Reed, 2002). While the definition is accurate, definitions of resilience 

can differ based on the context (Southwick et al., 2014). Therefore, resilience is “a robust 

phenomenon emerging in response to widely varying stressful experiences” (Bonanno et 

al., 2011, pp. 518-519). In a cross-cultural context, acculturation is a stressful experience 

as individuals are required to juggle multiple aspects of adjustment demands: work/study, 

interaction, and general adjustment (Black et al., 1991). For example, a change in routine 

activities and life conditions in a new culture (e.g., making friends, engaging in everyday 

conversations using the local language) can be frustrating. At the same time, individuals 

must perform well in their work or study while building relationships and a social identity 

with people in the host culture. A person who demonstrates effective coping abilities, 

strong host country identification, and high interaction with host nationals is considered 

resilient while those who fail to do so are likely to be poorly adjusted (Ward & Kennedy, 

1993a; Ward & Rana-Deuba, 2000). 



44 

 

 

Conner (1993) suggested that a resilient person must have the following 

characteristics: an ability to be positive about life, confidence in him/herself, can look at a 

situation from multiple angles, can establish social support, able to deal with ambiguity, 

and can act decisively in the face of uncertainty. Consistent with other studies on resilient 

coping, resilience is an adaptive problem-solving approach (e.g., Beardslee & 

Podorefsky, 1988; Fonagy et al.,1994; Kumpfer, 1999) “to situations or stressors and (it) 

is manifested as cognitive skills, problem-solving ability, and attributes that indicate a 

capacity for action in facing a situation” (Polk, 1997, p. 6). Development of one’s 

resiliency is achieved by practicing realistic goal setting, an assessment of consequences 

following an action, and active problem-solving behavior (e.g., flexible thinking, 

perseverance, and resourcefulness) (Sinclair & Walston, 2004). 

Resilience Characteristics 

Studies, dating back to the late 1970s and 1980s, have identified several similar 

characteristics of a resilient person. Rutter (1985), a primary researcher on this topic, 

identified several characteristics to define resiliency including having social support, self-

efficacy, close relationships with others, a sense of humor, and past achievements. Other 

researchers (Connor & Davidson, 2003; Kobasa, 1979; Lyon, 1991) have suggested that 

being resilient means an ability to view change or stress as a challenge/opportunity, 

commitment, recognition of factors beyond one’s control, optimism, and faith. Conner 

(1993) also proposed seven characteristics of resilient people: optimism about life, 

positive thinking about oneself, an ability to look at a situation from multiple angles, an 

ability to build and make use of social support, commitment to a goal, an ability to stay 
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organized during chaotic moments and manage how one acts under ambiguity, and active 

engagement in change.  

Connor and Davidson (2003) introduced the most widely used measurement scale 

of resilience due its reliability, sound psychometric property, and applicability with both 

clinical and non-clinical samples. The content of the adjustment and resilience training 

used in this study is informed by the list of resilience characteristics cited in Connor and 

Davidson (2003). 

The Relevance of Intercultural Adjustment to Volition and the Transfer of Training 

Acculturation is a demanding process. It requires that individuals change the 

many already engrained cognitive, affective, and behavioral habits they bring into a new 

culture. How they think and interact with people, the food they like to eat, the things they 

like to do in their free time, the facial expressions they make are a few examples of 

habitual behaviors that are extremely difficult to change. Prior to going abroad, students 

may learn adjustment and resilience strategies and know that certain changes are required 

to maintain a healthy and integrative self abroad. However, students may have a difficult 

time overriding the existing habits despite their intention to use the strategies when they 

encounter acculturative stress. The reasons for not applying the strategies may be 

forgetfulness, distractions from other commitments/interests, or fear of failure with their 

intercultural contacts. These reasons are indications of a lack of volition (i.e., the ability 

to initiate and strive for necessary goal-directed actions). The perils of having motivation 

but not volition to strive for a goal are that the longer the acculturation difficulties persist, 

the more likely students are to give up on trying the adjustment and resilience strategies 

or they may become marginalized, depressed, or avoid future intercultural contacts 
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(Berry, 1997). Thus, a volitional intervention must be used to help them move beyond the 

state of a desire for the goal (i.e., a motivation state), and act on a path that leads to 

intercultural adjustment. 

Online Intercultural and Resilience Skills Training 

 Online training (or e-learning) has become a popular alternative mode of 

delivering training in the 21st century. Organizations, including higher education 

institutions, gravitate towards online courses because they offer great flexibility for 

learners and are cost-efficient learning solutions for organizations (Döös & Wilhelmson, 

2011; Grollman & Cannon, 2003). Online training also allows trainees who are 

geographically dispersed to attend a training simultaneously (Bell et al., 2017; Clarke et 

al., 2005; Noe et al., 2014), which is an important benefit for intercultural learning in an 

education abroad context.  

 To develop intercultural learning skills in study abroad students, students must 

engage in constant reflection that is facilitated in each phase of the study abroad program. 

Online training is an appropriate form of learning for this audience given that students 

live across the globe and have varying adjustment needs. In this study, an asynchronous 

online training program (i.e., interaction does not occur simultaneously) was designed to 

equip students for intercultural adjustment. The training aimed to offer flexible, non-

graded content that students could access at any time. Both pre-arrival and post-arrival 

content was included in the training modules. 

Online Transfer of Training Support 

 Asynchronous online learning is very different from traditional in-person learning 

in many ways (e.g., level of communication (Lim et al., 2007). For example, learners 
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have autonomy over their own learning (Brown, 2001; Steinberg, 1989), they are 

required to use some technical skills (Chen & Jang, 2010), and discussions are not live. 

Given these limitations, students are more prone to lack motivation and, as a result, 

learner attrition is a common problem with online courses (Aragon & Johnson, 2008; 

Serwatka, 2005), which could ultimately affect the transfer of training. Similarly, Lim 

and colleagues (2007) found a direct effect in two relationships: (a) learning motivation 

and learning performance, and (b) learning motivation and the transfer of online learning. 

To combat these potentially negative relationships, two commonly suggested approaches 

to support motivation are follow-up learning activities and job aids. 

Learning Follow-up. Understanding the training content (declarative and 

procedural knowledge) is the basic foundation of near and far transfer of training. 

Declarative knowledge represents factual information acquired in the beginning of skill 

acquisition while procedural knowledge (Anderson, 1982; Kim et al., 2013) entails task 

knowledge (e.g., steps taken to perform a task). When rehearsed and practiced, 

declarative knowledge will be consolidated and turn into procedural knowledge, and 

eventually form a skill through overlearning (Kim et al., 2013). Using this rationale, 

researchers recommend regular skill repetition to encourage skill retention and 

proficiency (Card et al., 1978; Kim et al., 2013; Ritter & Schooler, 2001; Seibel, 1963). 

Skill repetition is especially important in the early stage of skill acquisition because 

declarative knowledge will decay and be forgotten with a lack of practice. Organizations 

may also consider tracking the use of training skills, setting small achievable training 

transfer outcomes over time, providing regular follow-up feedback, providing an 
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opportunity for learning refreshment, and other follow-up strategies. However, 

organizations often perceive that these activities are expensive. 

 Job Aids. An economical solution to support the transfer of e-learning is to use a 

job aid (Sasson et al., 2006) such as a cheat sheet developed to prompt learners’ retrieval 

of learning memory and guide targeted performance (Durgin et al., 2014; Gravina et al., 

2008; Palmer & Johnson, 2013). In many cases, a job aid also serves as a verbal or visual 

reference for performing the steps of the task. Forms of job aids may include checklists, 

flowcharts, and signs (Sasson et al., 2006). Besides reducing the cognitive load of 

declarative and procedural knowledge of the target performance, job aids also serve as 

immediate, and on-demand performance assessment support prior to, during, and after 

training (Grossman & Burke-Smalley, 2018) 

Conclusion 

Training goal attainment demands that trainees put high attentional effort in every 

stage of goal-striving to make optimal use of training skills (i.e., goal setting, initiating, 

and following through on the goal-directed course of actions). The same logic applies to 

the implementation of intercultural adjustment skills to acculturate to a new setting. 

Beyond the realization of an intercultural adjustment goal, people who relocate to 

accomplish a mission overseas must be cognizant of when, where, and how to 

appropriately apply intercultural adjustment skills, and most importantly, act on them. At 

the same time, they have to pay close attention to their behavioral patterns to avoid 

offending people in the host culture. These activities not only require high attentional 

effort, but also great mental strength to cope with overwhelming stress (Baumeister & 

Heatherton, 1996; Wagner & Heatherton, 2015) and a depletion of self-control (Inzlicht 

https://www.sciencedirect.com/science/article/pii/S135917891630101X?casa_token=nQBevuA5v60AAAAA:xL2vB5RdRRcNZ1osMtiLgrCrYirvEUUixcdsFlkSta9s6z_hkc6zLeAwulJp1RzfW0jVJMa2#bb0025
https://www.sciencedirect.com/science/article/pii/S135917891630101X?casa_token=nQBevuA5v60AAAAA:xL2vB5RdRRcNZ1osMtiLgrCrYirvEUUixcdsFlkSta9s6z_hkc6zLeAwulJp1RzfW0jVJMa2#bb0025
https://www.sciencedirect.com/science/article/pii/S135917891630101X?casa_token=nQBevuA5v60AAAAA:xL2vB5RdRRcNZ1osMtiLgrCrYirvEUUixcdsFlkSta9s6z_hkc6zLeAwulJp1RzfW0jVJMa2#bb0490
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& Schmeichel, 2012)—the two conducive conditions for habit intrusion and are obstacles 

to the transfer of training.   

To date, both expatriates and study abroad students are two large populations who 

struggle to exercise intercultural skills to gain the maximum benefits. Many of them are 

maladjusted and/or experiencing the consequences of negative coping (e.g., alcohol 

abuse). A study by Aetna International (Aetna, 2017), highlighted a 19%-33% increase in 

expatriates’ insurance claims related to mental illness, primarily depression and anxiety. 

Similarly, Poyrazli and Mitchell (2020) found that more than half of U.S. study abroad 

students in their study experienced minimal to moderate depression (54%) and anxiety 

(69%). In addition to the prevalence of mental health issues among these populations, 

many studies have consistently reported a continuing problem with substance abuse 

among expatiates and study abroad students along with negative impacts following the 

abuse (e.g., Bader & Berg, 2013; Faeth & Kittler, 2017; Kraimer & Wayne, 2004; 

Pedersen et al., 2017; Wurtz, 2018). These problems, if ignored, may significantly 

compromise expatiates and study abroad students’ ability to live up to the performance 

level that they and their organizations expect. Based on these adjustment issues, it 

appears that both groups of people are in critical need of support for mental strength and 

attentional effort. 

 Psychology literature about volition may shed light on this problem. Volition, 

colloquially known as willpower, is a capacity to self-regulate goal-directed attentional 

effort and behavior despite setbacks. Volition explains “how people act to reach their 

goals, given the opportunities and the obstacles they are facing” (Keller et al., 2019, p.5). 

Volition is particularly a process by which one addresses goal-striving issues that 
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motivation cannot. These issues include the inability to get started and stay on track or 

overextending oneself and engaging with unattainable goals (Gollwitzer, 2015). 

Becoming acculturated by implementing intercultural skills means individuals overcame 

these issues. Expatriates and study abroad students also need volition to maintain 

attentional effort and goal motivation (i.e., a desire for acculturation)—an important 

determining transfer of training factor—to maximize the likelihood of achieving a goal. 

For these reasons, I hypothesize that: 

Hypothesis 2: Goal intention is positively associated with transfer of training. 

Hypothesis 5: Implementation intention is positively associated with transfer of 

  training. 

Hypothesis 7: Implementation intention moderates a positive relationship between 

  the goal intention and transfer of training.   

Volitional interventions (i.e., MCII/WOOP, II) has been backed by over 20 years 

of behavioral change research for their effectiveness (Adriaanse et al., 2010; Duckworth 

et al., 2013; Houssais et al., 2013; Kirk et al., 2013; Marquardt et al. 2017; Orbell et al., 

1997; Sheeran & Orbell, 2000). The interventions primarily target a reduction of 

automatic undesirable habitual behaviors and a promotion of preferable habits formation. 

Volitional interventions help people subconsciously recognize goal-related action cues 

(e.g., a suitable place and time to implement intercultural skills), feel energized to pursue 

the goal, and take the necessary actions that lead to goal achievement (Oettingen, 2000, 

2012; Oettingen & Schwörer, 2013; Oettingen et al., 2015). Furthermore, the 

interventions protect goal-striving individuals from distractions and shifting away from 

goal attainment, thus increasing the likelihood of two outcomes: (a) a successful 
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behavioral change (e.g., the transfer of training), and (b) adherence to behavioral change. 

Given this rationale, I hypothesize that: 

Hypothesis 1: Students in the treatment group have higher goal intention scores 

  than those in the control group. 

Hypothesis 3: Goal intention mediates a positive relationship between the  

  treatment condition and transfer of training. 

Hypothesis 4: Students in the treatment group have higher implementation  

  intention scores than those in the control group.                                                                                                                                

Hypothesis 6: Implementation intention mediates a positive relationship between

 the treatment condition and transfer of training. 

Chapter Summary 

This chapter reviewed four important bodies of literature that are central to the 

proposed study: motivation process, volition, intercultural adjustment, and transfer 

enhancement strategies for online training. The chapter starts with an introduction of a 

motivation construct as a state and a process, followed by a psychological mechanism of 

the motivation process. This first body of research serves as foundational knowledge to 

understand volition. The discussion includes reasons why behavioral change efforts often 

fail, and why it is a necessary ingredient for a successful goal pursuit even when there is 

high motivation. Volition, which is the main variable of interest in this study, was then 

discussed in more depth (e.g., theories related to the concept of volition, volitional 

interventions, the relationship between volition and habit intrusion, volition and the 

transfer of training). The following section discusses volitional interventions as a solution 

to students’ implementation of adjustment and resilience training skills to cope with life 
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and academic challenges in a different culture. The discussion also focuses on their 

overall improvement in resilience. Next is a remark about two commonly used transfer 

support tools: follow-up activities and job aids. Finally, the chapter ends with rationale 

for the hypotheses of this study and a chapter summary. 
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CHAPTER 3: METHODOLOGY 

This chapter describes several approaches to capture and empirically examine 

volition in a transfer of training process. Topics include the research design, population 

of the study, study sample, instruments used to collect the data, procedures for collecting 

the data, and methods for analyses of the data.  

Research Design 

The research design of this study was informed by the two research questions: (a) 

What is the role of volition to transfer training in the transfer of training process? and (b) 

How would a trajectory of volition, goal intention, and the transfer of training unfold over 

time?  

Given these questions and the need for a volition trigger, I chose a longitudinal 

experimental design for the study. The design is not only appropriate for the questions the 

study is trying to answer, but also provides the highest level of objectivity. First, it allows 

the researcher to objectively compare the results between the control group and the 

treatment group. A causal relationship can also be drawn from the findings given that the 

design assigns a completely random condition. Another important benefit of this design is 

that it is compatible with an intervention study. A volitional intervention is necessary 

because individuals rarely form volition on their own and frequently struggle with the 

following issues: getting started, staying on track, and overextending themselves (e.g., 

Marquardt et al., 2017; Oettingen et al., 2015). The volitional intervention will help them 

act on their intentions and successfully reach their goal(s). The sample was assigned at 
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random to either the control or treatment condition using GraphPad,1 an online 

randomization generating tool. The sample in both conditions received training and the 

first survey was conducted at baseline. The treatment sample received the volitional 

intervention at the end of the training while the control sample did not.  

The context of this study is the transfer of intercultural adjustment and resilience 

skills training for study abroad students across 14 weeks. I chose this context for two 

main reasons: its similarity to business expatriate adjustment to an overseas assignment, 

and its contribution to students’ intercultural learning prior to departure. At a 

fundamental level, study abroad students and business expatriates have the same cross-

cultural adjustment process (e.g., Berry, 1997; Church, 1982). They both are exposed to 

tasks overseas (e.g., study abroad classes, a business assignment) starting almost 

immediately after arrival. At the same time, they have a limited time to deal with culture 

shock and to reconcile their emotions at each adjustment state. A considerable change in 

their lives in a short transitional period may add to acculturative stress and, in turn, could 

lead to a difficult adjustment. Given this rationale, the study could be generalizable to 

expatriate adjustment periods. The second reason pertains to the online intercultural 

learning content as a part of study abroad preparation. Intercultural learning is often 

discussed briefly in a typical pre-departure orientation. The most common content is an 

adjustment curve. This study prepares students for their study abroad experience at a 

deeper level. The detailed content and examples present four strategies for strengthening 

intercultural adjustment and resilience. A volitional intervention aimed to help the 

 

 

1 See https://www.graphpad.com/quickcalcs/randomize1/ 
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treatment group let go of the habits that were ingrained in their daily functioning such as 

food choices, way of thinking, and traditions (Kim, 2008; Thayer, 1975). The volitional 

intervention was meant to break habits and, simultaneously, allow for the development of 

new (desired) habits. It was expected that the intervention would increase students’ cross-

cultural adjustment and their use of intercultural adjustment and resilience strategies 

through in the online training. 

This study measured variables of interest at three continuous points in time. At 

baseline, all students who voluntarily participated in the study participated in an online 

training course meant to prepare them for intercultural adjustment and resilience before 

going abroad. The treatment group also participated in the volitional intervention (mental 

contrasting with implementation intention; MCII) in addition to the training. All 

participants were encouraged to participate in the two follow-up surveys (week 6 and 

week 14). Here, I anticipated a 30% attrition rate from one time point to another.   

Population and Sample 

The sample for this study was undergraduate students who attended study abroad 

programs through a public research university (institution A) and a private liberal arts 

college (institution B). Both are located in the Midwest, United States. All students in the 

research sample were enrolled in a semester-long study abroad program in the 2019-2020 

academic year.  

The two institutions have a learning abroad office that overseas college-sponsored 

and partnered study abroad programs. Institution A provides several types of study 

abroad programs (e.g., regular study abroad, internships, community engagement, 

research, and volunteer experience courses) in over 70 countries worldwide. The center 
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offers 250 programs which comprise of short-term and long-term programs catered to 

students’ diverse needs. Students enrolled in a program through this institution are 

offered a free enrollment in a Global Identity (Globe) course, a semester-long course 

meant to scaffold students’ development through an intercultural lens (e.g., ethno-

relativism). Students in this course complete several learning activities (e.g., reading 

assignments, blogging, reflection journal) that facilitate a deeper understanding of their 

own cross-cultural transition and the host culture. Institution B offers fewer programs 

with limited destinations. Students enrolled in a study abroad program in institution B did 

not have access to intercultural learning or a similar Global Identity course. Nevertheless, 

both institutions are similar in terms of the study abroad application procedure, pre-

departure and re-entry procedures, and assigned staff to administer each program.  

An appropriate sample for this research was obtained through two means. One 

was an advertising video that was shown to students during pre-departure orientation. 

The video briefly described skills students would learn from the online learning module 

called “Intercultural Skills Builder (ISB)”, time commitment, voluntary participation, and 

incentives. Following the orientation, students were told they would receive an email 

describing the same content as in the advertising video, a frequently asked questions 

(FAQs) sheet, and a web address to the ISB module for their randomly assigned2 

condition. See the email template in Appendix D. Students who decided to participate 

 

 

2 Students in the treatment and control groups received different web addresses to the ISB module. 

The web addresses are as follows. 

http://interculturalskillsbuilder.dash.umn.edu/wwcc14sp2020/story_html5.html (treatment group) 

http://interculturalskillsbuilder.dash.umn.edu/nwcc11sp2020/story_html5.html (control group) 

http://interculturalskillsbuilder.dash.umn.edu/wwcc14sp2020/story_html5.html
http://interculturalskillsbuilder.dash.umn.edu/nwcc11sp2020/story_html5.html
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were presented with a consent form (see Appendix C1 and C2) and a confirmation of 

their right to withdraw from the study without any repercussions.  

Participants had to meet the following criteria to be included in the final sample: 

(a) They had a study abroad registration record at one of the two institutions; (b) They 

completed at least the baseline survey; (c) They completed the online training module; 

(d) They agreed to participate in the study on a voluntary basis; and (e) They gave 

consent for this study. 

Prior to data collection, a power analysis was conducted to calculate the minimum 

sample size for retaining power. RStudio version 1.2.5033, package pwr was the main 

tool for this analysis. To reject the null hypothesis with 0.8 power, an effect size of 0.5 

and alpha of 0.01, a minimum number of 192 participants were required for the paired t-

test analysis. Additionally, a regression analysis with three predictors required a 

minimum sample of 76 to achieve a power of 0.8, given an effect of 0.5 and Cronbach’s 

alpha of 0.05. 

Data Collection Procedure 

 Data collection procedures began shortly after the Institutional Review Board 

(IRB) approval was received from the University of Minnesota (see Appendix H). There 

was no risk associated with the study and all collected identifiers were used only to match 

data from the same students over time. However, the identifiers were removed from the 

dataset before analysis. The procedures are described in a chronological order in Figure 

2. 
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Randomization of condition assignment 

 The random assignment was carried out using a random number calculator in a 

website called GraphPad. The procedure was as follows. First, I combined a list of study 

abroad students at two institutions. Based on the total number of students, I indicated on 

the website to randomly assign them into either group number 1 or number 2. Group 

number 1 was the treatment condition whereas group number 2 was the control group. 

Students in both groups were then sent the invitation via email to participate in the study.  

Adjustment and Resilience Strategies Training 

In addition to the standard in-person orientation, students learned coping 

strategies to deal with challenging and stressful experiences abroad. This online 

asynchronous module included four components: (a) Manage your expectations, (b) 

Openness to new experiences, (c) Build social support, and (d) Maintain positivity and 

self-confidence. These strategies were expected to be used or “transferred” by students 

when they were abroad. Each lesson contained a 5-minute animated presentation and a 

learning activity. After the training was completed, students could continue to access the 

information any time they needed. Descriptions of the content in the modules are 

presented below.   

Manage Your Expectations 

This part of the module aimed to help students anticipate realistic challenges 

living abroad. Students learned about sources of acculturative stress (e.g., unmet 

expectations regarding academic requirements, cultural differences, loneliness) and about 

the acculturation process. Finally, they learned tips to manage expectations (e.g., gain 

knowledge about the host culture, expect challenges as part of the learning curve). 
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Openness to New Experiences 

This part of the module encouraged students to push themselves out of their 

comfort zone by trying new food, joining local activities, and making local friends. They 

were told that engagement with elements in the host culture could enhance cultural 

understanding while establishing a social identity with the host culture.  

Build Social Support 

This part of the module drew on the importance of building relationships while 

study abroad. Students learned tips to start a connection, foster relationships, and reach 

out to trusted individuals for support (co-nationals and local friends, host family, 

instructors, and on-site staff).  

Maintain Positivity and Self-Confidence 

The next module presented information about positivity.  They were taught that 

another key to intercultural adjustment/acculturation was to see the bright side of things, 

to understand a situation from multiple perspectives, to be kind to oneself when making 

mistakes, and to believe in their own ability to deal with challenges they would face 

abroad.   

Baseline Measurement  

A baseline measurement was taken immediately after students completed the 

online learning module. The baseline measurement was administered using a self-

administered electronic survey tool, Qualtrics®. The purpose of the baseline 

measurement was to examine the sample’s current state of resilience using the Connor 

and Davidson Resilience Scale (CD-RISC 10), the transfer of the adjustment and 

resilience strategies training, perceived content validity, training transfer self-efficacy, 
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motivation to transfer training (goal intention), volition to transfer training 

(implementation intention), and gathered demographic information including age, gender, 

years in school, type of housing, type of program (internship vs. non-internship course), 

number of local contacts, time spent with local contacts, and prior experience 

living/studying abroad. The baseline measurement could be completed any time prior to 

departure up to the first day of the program start date.   

Treatment Condition 

Students who were assigned to the treatment condition received the MCII 

intervention (10 minute-online module) at the end of the learning module. 

MCII Intervention Session. The MCII intervention is also called the Wish-

Outcome-Obstacle Plan (WOOP). In the online ISB module, students watched a video 

describing habit intrusion, WOOP, and how WOOP could help them overcome 

challenges in their intercultural adjustment. Following the video, students read a WOOP 

script meant to scaffold a composition they would write based on the WOOP statement 

(see script in Appendix G). Students were asked to compose four WOOP statements, one 

for each skill learned in the online module. 

Control Condition 

At the end of the baseline measurement, students in this group were thanked and 

reminded of the next follow-up surveys (week 6 and week 14).  

Follow-Up Sessions 

The follow-up sessions (20 minutes each) were administered online at weeks 6 

and 14 of the study abroad program. Each session had two components: a 2-page course 

refresher (job aid) and a 10-minute follow-up survey. The job aid was used to remind 
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students of key takeaways from the training as well as examples of skills use. Job aids are 

a well-recognized for reducing cognitive load and facilitating the transfer of training 

(e.g., Rossett & Schafer, 2007; Salas et al., 2006). The survey instruments included 

question items from four scales: goal intention, implementation intention, the transfer of 

training (the ISB learning module), and transfer self-efficacy scales. The job aid content 

(see Appendix B) was identical to the original adjustment and resilience strategies 

training. To encourage student participation in the follow-up surveys, students were 

entered into a raffle for a $150 Amazon gift card, which was awarded to one student who 

took all the surveys and won the raffle. Students who completed at least one follow-up 

survey were eligible to win a $50 Amazon gift card.      

Debrief 

At the end of the study (week 14), the purpose of the study was revealed after 

students in both conditions completed their responses to all survey instruments and 

signed a consent form. Students were also asked (online) if they were aware of the 

purpose of manipulations in both conditions. Then they were thanked for their 

participation (see script in Appendix E). 
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Figure 2 

The Data Collection Model 

 

 

 

 

 

Note: Green, gray, and blue colors in the data collection model represent activities in 

which students participated in the study. Green represents the intercultural adjustment 

and resilience skills training while gray represents the three waves of data collection. 

Blue represents a volitional intervention added to the training and a series of intervention 

follow-up emails, which were unique to the treatment group. Purple represents the titles 

of the columns. 

Survey Response Rate 

Following the pre-departure orientation, an email invitation was sent out to 1,054 

students who were going to study abroad in the Fall 2019 (288 students) and Spring 2020 

(766 students). The data collection over the academic year yielded 195 students who 

studied abroad for one semester (N=85 (29.5% response rate) in Fall 2019; N=110 

(14.4% response rate) in Spring 2020). These numbers also represent students who 

responded to the baseline survey (T0) at both waves of data collection. Of this total 

sample size, 82.56% (N=161) attended institution A, 11.28% (N=22) attended institution 

B, and 6.2% (N=12) students attended other institutions who studied abroad through the 

Learning Abroad Office at institution A. On week 6, the number of respondents to the 
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first follow-up survey (T1) dropped by approximately 28% and 39%, respectively. The 

attrition rate is consistent with past volitional intervention literature (Marquardt et al., 

2017; Stadler et al., 2010). From there, responses to the second follow-up survey, which 

was administered at week 14, decreased by approximately 16.4% (T2, Fall 2019). No 

data were collected for the second follow-up survey (week 14) in Spring 2020 due to a 

suspension of all study abroad programs in response to the coronavirus pandemic 

effective on March 15, 2020 (see the official announcement in Appendix F). More 

demographic information about the survey respondents are presented in Table 8. Table 1 

provides a summary of the survey responses at each data point.  

Table 1 

Survey Responses (Breakdown by Institution) 

Condition Time Total 

(N) 

Institution 

A 

Institution 

B 

Others 

Treatment Baseline 82 69 

(84.15%) 

11 

(13.41%) 

2 

(2.44%) 

 Time 1 51 43 

(84.31%) 

6  

(11.76%) 

2 

(4.65%) 

 Time 2 22 16 

(72.73%) 

4  

(18.18%) 

2 

(9.09%) 

Control Baseline 113 100 

(88.50%) 

12 

(10.62%) 

1 

(0.88%) 

 Time 1 76 63 

(82.89%)  

12 

(15.79%) 

1 

(1.32%) 

 Time 2 29 16 

(55.17%) 

12 

(41.38%) 

1 

(3.44%) 

 

Variables and Instrumentation 

Six survey instruments were employed in this study to measure the following: the 

transfer of training, CD-RISC 10), goal intention (representing the motivation to transfer 

construct), implementation intention (representing the volition to transfer construct), 
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perceived content validity, and transfer self-efficacy. They were all self-reported 

measures. Students’ demographic information was also collected. Appendix A includes 

all the questionnaires measuring these variables. Table 1 summarizes the constructs used 

in this study, including the number of items for each construct and the response format. 

The survey instruments were in English. 

Of the six survey instruments, only one was the original version. The rest were 

either adapted to meet an international education context or newly developed (see Table 

2). To ensure internal validity of the study, all non-original measurements were validated 

with a panel of HRD scholars, and two subject matter experts (SMEs) from the 

International Education Office at institution A. The purpose of this validation was to 

examine whether the survey items were appropriate for the intended sample. Based on 

their feedback, the survey measures were further revised accordingly before the baseline 

measurement was administered. 

Table 2 

Construct of the Survey 

Construct 
No. of 

Items 
Response Format Scales 

Goal intention 4 5-point Likert Scale 

N/A 

(A newly-developed 

scale) 

Implementation intention 6 5-point Likert Scale 

Adapted from: 

Machin & Forgarty 

(2002)  

 

Connor-Davidson Resilience 

Scale (CD-RISC 10) 
10 5-point Likert Scale 

Original: Campbell-

Sills & Stein (2007) 

(𝛼 = 0.85) 

 

The transfer of training 12 5-point Likert Scale 
N/A 

(A newly developed 

scale) 
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Perceived content validity 4 5-point Likert Scale 

Adapted from: 

Holton et al. (2000) 

 

 

Transfer self-efficacy 

 

4 
5-point Likert 

Scale 

Adapted from: 

Holton et al. (2000) 

 

Demographic information  

(age, gender, race, current 

educational degree, type of 

housing abroad, prior experience 

living/studying abroad, internship 

status, number of local contacts, 

time 

spent with local contacts, 

internship status, language of 

instruction) 

11 

Fill-in-the-blank 

questions/Multiple 

choice 

N/A 

Goal Intention 

Goal intention measures the extent to which one is committed to applying the 

adjustment and resilience strategies in their daily life abroad. It is a four-item, 5-point 

Likert scale (1=Strongly disagree, 5=Strongly agree) which was newly developed. 

Sample items are as follows: “I intend to use the adjustment and resilience strategies in 

my everyday life abroad” and “I intend to use what I learned from the adjustment and 

resilience training in my daily life abroad.” In this study, goal intention also represents 

motivation to transfer training.  

Implementation Intention 

Implementation intention measures the extent to which one is committed to 

his/her action plans specifying where, when, and how to use the four adjustment and 

resilience strategies on the job. The measure is a 5-point Likert scale (1=Strongly 

disagree, 5=Strongly agree). It includes six question items adapted from Machin and 

Forgarty’s (2002) implementation intention scale. Sample items include “I will look for 

opportunities to use adjustment and resilience strategies in my daily life abroad,” “I will 
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practice using the adjustment and resilience strategies in my daily life abroad,” “I will set 

specific goals for maintaining the adjustment and resilience strategies during my time 

abroad,” and “I will monitor my success at using the adjustment and resilience strategies 

during my time abroad.” In this study, implementation intention also represents volition 

to transfer training. 

Connor-Davidson Resilience Scale 

The Connor-Davidson Resilience Scale (CD-RISC 10; Campbell-Sills & Stein, 

2007) is a brief version of Connor and Davidson’s (2003) original measure of the ability 

to cope with stress and adversity. It was chosen for this study because of its brevity and 

excellent psychometric properties (Campbell-Sills & Stein, 2007). This instrument 

includes 10 items with response options of “Not true at all” (0) to “True nearly all the 

time” (4). Scores range from 0 to 100 with higher scores indicating greater resilience. 

Sample items include: “I can handle unpleasant feelings,” “I tend to bounce back after 

illness or hardship,” and “I am able to adapt to change.” Many researchers (e.g., Burns & 

Anstey 2010; Campbell-Sills & Stein, 2007; Gucciardi et al., 2011; Notario-Pacheco et 

al., 2011; Ye et al., 2017) have found that CD-RISC 10 has better psychometric 

properties, is more robust, and is more parsimonious than the original scale.  

The Transfer of Training 

The training transfer scale measures trainees’ frequency in their application of 

adjustment and resilience strategies in daily life while studying abroad. The scale is 

newly developed and has 12 items. The scale ranges from 1 (never) to 5 (every time). 

Sample questions include, “I expect to feel more comfortable with a new culture as time 
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progresses,” “No matter what happens, I will always find a solution,” and “I will be open 

to find out local foods and activities I like.”  

Training Transfer Self-Efficacy 

This scale measures the extent to which one is confident about his/her ability to 

demonstrate the use of adjustment and resilience strategies while making intercultural 

adjustments to life abroad. The wording in the scale is adapted from the English version 

of the Learning Transfer System Inventory (LTSI; Holton et al., 2000). The scale ranges 

from 1 (strongly disagree) to 5 (strongly agree). Sample items include, “I am confident in 

my ability to use adjustment and resilience strategies in my everyday life abroad” and “I 

have no doubt in my ability to apply adjustment and resilience strategies in my everyday 

life abroad.” The scale has four items.  

Perceived Content Validity 

This scale measures the extent to which one perceives that the training content is 

of high quality and relevant to the context they are in. The scale is adapted from the 

English version of the Learning Transfer System Inventory (LTSI; Holton et al., 2000). 

The scale ranges from 1 (strongly disagree) to 5 (strongly agree). Sample items include, 

“Examples discussed in the training are similar to the scenario I am experiencing” and “I 

like training because I can easily relate to my situation abroad.” 

Demographic Information 

In addition to the variables presented above, the following demographic 

characteristics of the survey participants were collected: name, age, gender, race, current 

educational degree, type of housing, type of program (internship vs. non-internship 
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course), experience living/studying abroad, number of local contacts, and time spent with 

local contacts.  

Data Analysis Procedure 

 This study used multiple analysis approaches to answer the research questions. In 

this section, all approaches are described chronologically.  

Reliability and Validity Analysis  

Data analysis procedures began with reliability and validity analysis of all 

instruments.  

Confirmatory factor analysis (CFA) was conducted to measure whether the instruments 

measured what they intended to measure. CFA analysis procedures and results are 

reported in this chapter. 

Descriptive Statistics and Correlation Analysis 

The second step was to analyze the descriptive statistics of the variables collected 

in this study. Descriptive statistics were gathered for two purposes. The first purpose was 

to examine the general data trends between the control and treatment groups based on the 

mean, standard deviation, and percentage of responses for each demographic variable. 

Another purpose of the analysis was to closely examine the frequency of non-

demographic variables collected at each time point. A series of correlation analyses were 

also conducted to examine if there was evidence of multicollinearity (i.e., a high 

correlation between two or more explanatory variables) in the data set. Procedures and 

results of both analyses are described in Chapter 4. Together, the results of these analyses 

provide a potential explanation to the similarity and differences in study results.  
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T-Tests 

Next, I conducted t-tests with all ordinal scale variables at each time point and for 

each group. The paired t-tests allowed me to validate the unbiased random assignment. 

For the randomization check to be valid, there must be no differences in an aggregated 

baseline response for each variable between the control and treatment groups. This type 

of analysis also allowed for an examination of whether the MCII volitional intervention 

was successfully manipulated. Additionally, paired t-tests were employed to examine 

within-person changes in GI, II, TT, and Open across the three data waves. The results 

from this analysis allowed for comparisons among the three pairs of aggregated scores of 

the variables (week 0 vs. week 6, week 6 vs. week 14, week 0 vs. week 14). The t-test 

results are described in Chapter 4. 

Regression Analysis 

Simple and multiple regression analyses were completed to test the hypothesized 

relationships (Kerlinger & Pedhazur, 1973; Knofczynski & Mundfrom, 2008). See Figure 

1 for the hypothesis model. Linearity, normality, independence, and homogeneity of 

variance assumptions were tested to ensure pre-requisite conditions prior to the 

regression analysis (e.g., Cohen et al., 2003; Montgomery et al., 2012). After all the 

assumptions were proven to be tenable, each hypothesis was tested using data from each 

wave, and the control variables were added to the confirmed hypotheses (see procedures 

and results in Chapter 4). The seven hypotheses examined in this study were as follows: 

Hypothesis 1: Students in the treatment group have higher goal intention scores 

  than those in the control group. 

Hypothesis 2: Goal intention is positively associated with transfer of training. 
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Hypothesis 3: Goal intention mediates a positive relationship between the  

  treatment condition and transfer of training. 

Hypothesis 4: Students in the treatment group have higher implementation

 intention scores than those in the control group.    

Hypothesis 5: Implementation intention is positively associated with transfer of 

  training. 

Hypothesis 6: Implementation intention mediates a positive relationship between 

  the treatment condition and transfer of training. 

Hypothesis 7: Implementation intention moderates a positive relationship between 

  the goal intention and transfer of training.  

Reliability and Validity Testing of Instruments 

 This section describes the CFA procedures and results.  

Confirmatory Factor Analysis (CFA) 

This study employed seven measures: four adapted, two original, and one new 

scale. To ensure internal validity, CFA was conducted using list-wise deletion to verify 

the underlying theoretical constructs within the instruments in a context of study abroad 

students at U.S. higher education institutions. Variables being examined were TT, GI, II, 

Open, Resc, TTSE, and Val. All CFA was conducted using RStudio version 1.2.5033. 

Next, I described the procedures taken to complete the analyses.  

 First, multivariate outliers were identified and excluded from the analyses. The 

variables were examined for the 193 participants in the study. Six multivariate outliers 

were found using Mahalanobis distance with p < .001. These outliers were deleted, 

leaving 187 cases. Following this step, I ran bivariate correlations to check for 
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multicollinearity and singularity for all variables. No variables were too highly correlated 

(rs < .90). The normal Q-Q plot of the standardized residuals showed that the variables 

were linear. The normality assumption was also met, but slightly skewed to the right. A 

standardized residuals scatterplot indicated that there was homogeneity of variance.  

Next, I created a four-factor model for the transfer of training scale, an instrument 

supported by literature resilience and cross-cultural adjustment techniques. Sub-

dimensions of the four-factor measurement scale corresponded with the pre-departure 

training for all students taken at baseline. The sub-dimensions are (a) manage 

expectations, (b) openness to experience, (c) build social support, and (d) maintain 

positivity and self-confidence. The results from the analyses supported the transfer of 

training model. Item loadings ranged from -0.16 to 0.80 (see Table 3) indicating that the 

model needed refinement. Two of the three scale items were reverse-coded. Comparative 

fit indices (CFI: cut off value is ≥ 0.90) and standardized root mean residuals (SRMR: cut 

off value is < 0.08) with values from 0.88 to 0.07 both indicated that the model has a 

plausible fit. 𝜒2(48) =121.63, p<.001 (see Table 4). Root mean square error of 

approximation (RMSEA) of 0.08 did not show a good fit. However, there was no concern 

with the RMSEA value as it is irrelevant indicator when computing model fit using small 

sample data (N<200) and a small degree of freedom (Kenny, Kaniskan, & McCoach, 

2014; Kline, 2010). Consistent with these researchers, Taasoobshirazi and Wang (2016) 

found that RMSEA values were smaller as the sample size and degree of freedom 

increased (e.g., For N=200, RMSEA rejection rate for 2, 5, and 20 degree of freedom are 

20.1%, 14.6%, 2.7%). Therefore, they concluded that researchers “should avoid reporting 
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the RMSEA when sample sizes are smaller than 200, particularly when combined with 

small degrees of freedom.” (p.38).  

Table 3 

 

Standardized Loadings by Confirmatory Factor Analysis for the Four-Factor Transfer of 

Training Model 

Item Factor loading 

Exp Opn Scs Pst 

1. I expect challenges (e.g., homesickness, 

language barrier, culture shocks) during my 

time abroad, especially the first few weeks. 

0.06    

2. (Reverse coded*) I expect to make many 

close local friends the first week I arrive. 
-0.16    

3. I expect to feel more comfortable with a new 

culture as time progresses. 
0.49    

4. I navigate a new culture through trial and 

error. 
 

0.63 

 
  

5. (Reverse coded*) I am hard on myself every 

time I make mistakes. 
 

0.16 

 
  

6. I am open to find local foods and activities I 

like. 
 

0.54 

 
  

7. I reach out to people for help and advice. 
  

0.76 

 
 

8. I spend time with local friends/families. 
  

0.71 

 
 

9. I keep in touch with my family and friends 

back home. 
  0.37  

10. I look at the bright side of things whenever I 

face challenges. 
   

0.60 

 

11. No matter what happens, I always find a 

solution. 
   

0.73 

 

12. I believe in my ability to deal with difficult 

times. 
   

0.80 

 

 

Note. exp = manage expectations, opn = openness to experience, scs = build social 

support, and pst = maintain positivity and self-confidence, tt= the transfer of training 
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Figure 3 

 

CFA Diagram of the Transfer of Training Model 

 

 

 

 

 

 

 

 

 

 

Note. exp = manage expectations, opn = openness to experience, scs = build social 

support, and pst = maintain positivity and self-confidence, tt= the transfer of training. 

Goal intention, another newly developed measure, demonstrated good factor 

loading. CFI (Cut off value of ≥ 0.90) was 0.99 while the SRMR (Cut off value of < 0.08) 

was 0.01 (See Table 4). 

Three measures (implementation intention, training transfer self-efficacy, and 

perceived content validity) were adapted from the original versions to fit the context of 

study abroad adjustment. The factor loading, SRMR, and CFI values suggested a good 

model fit (See Table 4).  

The resilience (CD-RISC 10) and openness to experience (Mowen & Spears, 

1999) scales demonstrated excellent CFI values (0.93 and 0.97, respectively). Table 4 

shows the chi-square, degree of freedom, a range of factor loadings, SRMR, and p-value. 
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Table 4 

 

Confirmatory Factor Analyses of all Latent Variables in the Study 

 

Model df 𝜒2 Beta range CFI SRMR TLI p-value 

TT 48 121.63 -0.16-0.80 0.88 0.07 0.83 ~.00 

GI 2 2.61 0.83-0.90 0.99 0.01 1.01 ~.00 

II 14 150.44 0.62-0.79 0.80 0.08 0.72 ~.00 

Open 5 17.32 0.54-0.91 0.97 0.05 0.98 ~.00 

Resc 35 86.73 0.60-0.75 0.93 0.05 0.92 ~.00 

TTSE 2 10.84 0.65-0.85 0.97 0.04 0.88 ~.00 

Val 

 

The model is saturated.  

A goodness of fit test is not applicable. 

 

Note. TT = the transfer of training, GI = goal intention, II = implementation intention, 

Open = openness to experience, Resc Pre = resilience (Pre-test), TTSE = training transfer 

self-efficacy, Val = perceived content validity. 

Chapter Summary 

In this chapter, I presented the research design, population and sample, data 

collection procedure, and instruments used in this study. Measurement items are provided 

in Appendix A. Finally, I concluded this chapter with a verification of the validity and 

reliability of the survey instruments. The CFA results indicated a goodness of fit for all 

variables. 
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CHAPTER 4: RESULTS 

This chapter presents empirical evidence pertaining to the role of volition within 

the transfer of training mechanism in three sections. Each section includes highlights 

from the analysis and summary tables. The first section provides descriptive statistics of 

the main and demographic variables. The following section is a series of student t-test 

results. Finally, the results from hypothesis testing are presented.  

Descriptive Statistics 

The sample included 195 students who participated in the study: 82 students 

(42.05%) in the treatment group and 113 students (57.95%) in the control group. It is 

important to keep in mind that the results of this study reflect an approximately 16% 

difference in sample size between the two groups. In this section, all variables are 

reviewed and compared between the two experimental conditions. 

Independent and dependent variables 

 At baseline (T0), the mean scores of all ordinal variables were relatively similar 

between the two groups. The variables being measured at baseline included the transfer 

of training (TT), goal intention (GI), implementation intention (II), openness to 

experience (Open), resilience (Resc), training transfer self-efficacy (TTSE), and 

perceived content validity (Val). Overall, for each variable, there was a small mean 

difference between the two conditions. The treatment group had a slightly higher mean 

score than the control group in TT, Open, Resc, and TTSE. Although the volition 

manipulation was given to the treatment group prior to the baseline measurement, the 

mean II score of the control group exceeded that of the treatment group. The two largest 

differences in the mean scores between the two conditions were in TTSE (0.13 points) 
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and Val (0.12 points). Skewness and kurtosis were also examined. TT and TTSE were 

positively skewed for the treatment group while the other variables were not. For the 

control group, a positive skewness was found in GI, II, Resc, and TTSE. Table 5 for a 

comparison of the standard deviation, minimum and maximum values, skewness, and 

kurtosis.  

Table 5 

Descriptive Statistics for Variables Measured at Baseline (T0) 

  N �̅� Min Max SD Skewness Kurtosis 

TT   195 2.87 2 3.83 0.36   

Treatment  82 2.87 2 3.83 0.38 0.04 2.64 

Control  113 2.86 2 3.67 0.34 -0.24 3.26 

GI  195 2.84 0 4 0.64   

Treatment 82 2.81 0 4 0.72 -1.75 8.04 

Control 113 2.87 1 4 0.58 0.05 3.47 

II  195 2.83 0 4 0.62   

Treatment 82 2.79 0 4 0.70 -1.30 6.85 

Control 113 2.86 1.43 4 0.56 0.19 2.91 

Open  195 6.42 2.4 9 1.34   

Treatment 82 6.49 3 9 1.38 -0.67 2.75 

Control 113 6.38 2.4 9 1.32 -0.51 3.38 

Resc Pre  194 30.10 17 41 5.07   

Treatment 82 30.15 17 41 4.92 -0.02 2.89 

Control 112 30.07 17 40 5.21 0.02 2.58 

TTSE 195 3.14 1.75 8 0.63   

Treatment 82 3.22 2 8 0.73 3.47 23.56 

Control 113 3.09 1.75 4 0.55 0.16 2.50 

Val 194 2.67 0 4 0.64   

Treatment 81 2.60 0 4 0.72 -1.08 5.84 

Control 113 2.72 0.67 4 0.58 -0.19 3.93 
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Note. TT = the transfer of training, GI = goal intention, II = implementation intention, 

Open = openness to experience, Resc Pre = resilience (Pre-test), TTSE = training transfer 

self-efficacy, Val = perceived content validity.  

Figure 4 reveals evidence of unimodal marginal distribution in most variables: 

TT, II, Open, and Resc. However, the marginal distribution of the mean GI score was 

multimodal. Various peaks in the plot indicated that the mean GI score of the students in 

the treatment group varied greatly from one student to another. 

Figure 4 

Density Plot of All Variables Measured at Baseline (T0), Treatment Condition 

 

 

Note: The plot shows marginal distribution of mean score in each variable, using both a 

histogram and a density line in blue. 

Figure 5 shows a similar trend of a marginal distribution of mean scores between 

the two conditions. The marginal distribution of mean GI score for students in the control 

group was bimodal. The distributions of scores in the other four variables were relatively 

normal. 
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Figure 5 

Density Plot of All Variables Measured at Baseline (T0), Control Condition 

 

 

Note: The plot shows marginal distribution of mean score in each variable, using both a 

histogram and a density line in blue. 

A follow-up survey was administered at week 6 (T1) to measure the levels of TT, 

GI, II, and Open. Mean scores of the variables, except TT decreased from those measured 

at baseline. Mean scores of all variables for both groups were negatively skewed. Similar 

to the baseline data, a leptokurtic was found in all variables. There were some similarities 

between the marginal distribution of variables measured at T1. Both conditions were 

found to have unimodal and approximately normal distribution of TT. The distributions 

of GI and II were unimodal, but they were slightly left-skewed. The treatment group had 

a wide, bimodal a distribution of Open score while the control group had a fairly normal 

distribution of Open scores. See Table 6 for the summary statistics at week 6. Also, see 

Figures 6 and 7 for the density plot of all variables measured at T1. 
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Table 6 

Descriptive Statistics for Variables Measured at the First Follow-Up (T1) 

 

Note. TT = the transfer of training, GI = goal intention, II = implementation intention, 

Open = openness to experience. 

Figure 6 and 7 show a similar trend of a marginal distribution of mean scores 

between the two conditions. The mean GI scores for both conditions became more evenly 

distributed at week 6 of the study (T1). However, the marginal distribution of mean Open 

scores for students in the treatment group showed a bimodal trend. The mean Open 

scores (treatment group) were spread out across the x-axis while those of the control 

group had a smaller distribution span and a higher peak. 

 

 

 

 

 

 

 

 

 

 N �̅� Min Max SD Skewness Kurtosis 

TT  128 2.87 1.92 3.58 0.36   

Treatment 51 2.85 1.92 3.58 0.35 -0.39 3.30 

Control 77 2.88 1.92 3.58 0.37 -0.27 2.62 

GI 128 2.56 0 4 0.78   

Treatment 51 2.59 0 4 0.77 -1.08 4.79 

Control 77 2.54 0 4 0.79 -0.99 4.46 

II 127 2.57 0 4 0.69   

Treatment 51 2.54 0 4 0.74 -1.11 5.48 

Control 76 2.59 0.29 4 0.66 -0.86 4.78 

Open  128 5.6 0.8 9 1.49   

Treatment 51 5.57 2 7.8 1.50 -0.33 2.23 

Control 77 5.62 0.8 9 1.50 -0.24 3.35 
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Figure 6 

 

Density Plot of All Variables Measured at the First Follow-Up (T1), Treatment Condition 

 

 

Note: The plot shows marginal distribution of mean score in each variable, using both a 

histogram and a density line in blue. 

 

Figure 7 

Density Plot of All Variables Measured at the First Follow-Up (T1), Control Condition 

 

 

Note: The plot shows marginal distribution of mean score in each variable, using both a 

histogram and a density line in blue. 
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On the second follow-up (week 14; T2), TT, GI, II, Open, and Resc were 

measured. The treatment group had higher mean scores of GI and II than the control 

group. Mean scores of TT increased from those measured at the first follow-up (T1). The 

scores of TT, GI, and Open were negatively skewed whereas Resc mean score was 

positively skewed. See Table 7 for summary statistics at week 14. Also, see Figures 8 and 

9 for density plot of all variables measured at T2. 

Table 7 

Descriptive Statistics for Variables Measured at the Second Follow-Up (T2) 

 N �̅� Min Max SD Skewness Kurtosis 

TT  51 2.95 2 3.67 0.39   

Treatment 22 2.85 2 3.42 0.38 -0.76 3.03 

Control 29 3.02 2 3.67 0.39 -0.55 2.98 

GI 51 2.70 0 4 0.94   

Treatment 22 2.73 1 4 0.71 -1.13 4.21 

Control 29 2.68 0 4 1.10 -1.00 3.19 

II 51 2.67 0.57 4 0.77   

Treatment 22 2.81 1.57 4 0.70 0.05 1.83 

Control 29 2.56 0.57 4 0.81 -0.49 3.11 

Open  51 6.35 2.2 9 1.32   

Treatment 22 6.31 2.2 7.6 1.09 -2.49 10.41 

Control 29 6.39 3.2 9 1.48 -0.15 2.72 

Resc Post 51 30.29 21 40 4.92   

Treatment 22 29.95 24 38 4.19 0.41 1.87 

Control 29 30.55 21 40 5.47 0.11 2.03 

 

Note. TT = the transfer of Training, GI = goal intention, II = implementation intention, 

Open = openness to experience. 
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 The density plots showed in Figure 8 and 9 were based on T2 data. Among all the 

variables measured at week 6 (T2), the average resilience score for both conditions 

spread widely across the score continuum. The marginal distribution of II mean score for 

the treatment group (Figure 8) also share a similar trend. Most variables in both 

conditions had a unimodal distribution with a moderate skewness. 

Figure 8 

Density Plot of All Variables Measured at the Second Follow-Up (T2), Treatment 

Condition 

 

Note: The plot shows marginal distribution of mean score in each variable, using both a 

histogram and a density line in blue. 
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Figure 9 

Density Plot of All Variables Measured at the Second Follow-Up (T2), Control Condition 

 

 

Note: The plot shows marginal distribution of mean score in each variable, using both a 

histogram and a density line in blue. 

Demographic variables 

In this section, highlights of demographic information are reviewed for each 

experimental condition. 

 Treatment. There were 82 students in the treatment group. Students in the 

treatment group are mostly 20-25 years old (81.71%), and approximately 17% of them 

were 19 years old or younger. One student was older than 46 years old. Female students 

accounted for 75.61% of the students in the group. Most students were White/Caucasian 

(85.37%). The rest were Asian/Native Hawaiian/Pacific Islander (8.54%), 

Chicano/Latino (1.22%), and Bi-racial (4.88%). Approximately 99% of the students were 

domestic students, and 53.66% of students in this group enrolled in the Global Identity 

course while 46.34% did not. Most students were from institution A (80.49%). Senior 

year students made up almost half of the students in this group (45.12%). The number 
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students who enrolled in the internship course during study abroad was three times 

smaller than those who were not. Similarly, the proportion of students who took classes 

in the local language to those who took classes in English was approximately 1:3. 

Approximately 30% of the students had no experience living or studying abroad while 

about 25% of them had been abroad at least once; 8.54% had lived or studied abroad for 

at least 9 months; 69 out of 82 students had less than one month experience abroad. 

Students in this group studied in five continents: Europe (75.61%), Asia (8.54%), 

Oceania (4.88%), South America (3.66%), and Africa (7.32%). Out of 53 students who 

responded to the question about local friends at week 6, 29% had between 1-3 local 

friends. About 16% had made no local friends while about 13% had made at least 4 local 

friends. Most of the students chose to live in an apartment with America friends 

(18.29%). Responses regarding time spent with local friends were as follows: 0 hour 

(12.20%), ≤3 hours (13.41%), 4-6 hours (13.41%), 7-10 hours (9.76%), and ≥10 hours 

(15.85%). 

Control. A total of 113 students were in the control group, 95 of whom were from 

institution A and 12 from Institution B. In this group, 83.19% were between 20 and 25 

years old. Almost three times more female students were in this group than male students. 

The racial identity of the students in this group included African-American/African/Black 

(2.65%), Asian/Native Hawaiian/Pacific Islander (9.73%), Chicano/Latino (1.76%), 

Middle Eastern (1.76%), Caucasian/White (77.88%), Biracial (10%), and Multiracial 

(0.88%). Approximately 95.58% of the students were domestic students. The number of 

students who took the Global Identity course in the control group was slightly higher than 

those in the treatment group (61.95%). Senior and sophomore students made up 80% of 
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the students in this group. Similar to the treatment group, students who chose English as a 

language of instruction and enrolled in the non-internship course were at least three times 

higher than those who enrolled in the internship course. In terms of experience 

living/studying abroad, approximately 74% of the students had never lived or studied 

abroad. The percentage of students who had lived or studied abroad once, twice, three 

times or more were 18.58%, 4.42%, and 3.54%, respectively. About 85% of the students 

had less than a month of experience abroad. Students in this group studied abroad on five 

continents: Europe (76.11%), Asia (11.50%), Oceania (4.42%), South America (5.31%), 

and Africa (2.65%). Out of the 77 students who responded to the question about local 

friends at week 6, 34.51% had 1-3 local friends. About 16.81% had no local friends while 

about 17% had at least 4 local friends. Most of the students chose to live in an apartment 

with America friends (17.70%). Responses regarding time spent with local friends varied: 

0 hour (9.73%), ≤3 hours (16.81%), 4-6 hours (18.58%), 7-10 hours (8.85%), and ≥10 

hours (14.16%). 

Table 8 

Summary of Demographic Information  

 

Characteristics 

N (%) 

All 

(195) 

Treatment 

(82) 

Control 

(113) 

Age    

≤19 31 14 (17.07%) 17 (15.04%) 

20-25 161 67 (81.71%) 94 (83.19%) 

26-30 1 0 1 (0.88%) 

41-45 1 0 1  

(0.88%) 

≥46 1 1 (1.22%) 0 

Gender identity    

Female 145 62 (75.61%) 83 (73.45%) 

Male 47 18 (21.95%) 29 (25.66%) 

Genderqueer/Gender 3 2  1  
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non-conforming (2.44%) (0.88%) 

Racial identity    

African American/ 

African/Black 

3 0 3  

(2.65%) 

American Indian/ 

Alaskan Native 

0 0 0 

Asian/Native  

Hawaiian/        

Pacific Islander 

18 7 (8.54%) 11 (9.73%) 

Chicano/Latino 3 1 (1.22%) 2 (1.76%) 

Middle Eastern 2 0 2 (1.76%) 

Caucasian/White 158 70 (85.37%) 88 (77.88%) 

Biracial 10 4 (4.88%) 6 (5.31%) 

Multiracial 1 0 1 (0.88%) 

Global identity    

Enrolled 114 44 (53.66%) 70 (61.95%) 

Did not enroll 81 38 (46.34%) 43 (38.05%) 

Status    

Domestic students 189 81 (98.78%) 108 (95.58%) 

International students 6 1 

(1.22%) 

5 

(4.42%) 

Affiliation    

Institution A 161 66 (80.49%) 95 (84.07%) 

Institution B 23 11 (13.41%) 12 (10.62%) 

Unknown 11 5  

(6.10%) 

6 

 (5.31%) 

Year in school    

Sophomore 16 10 (12.20%) 6 

(5.31%) 

Junior 80 24 (29.27%) 46 (40.71%) 

Senior 86 37 (45.12%) 49 (43.36%) 

Missing  23 11 (13.41%) 12 (10.62%) 

Discipline    

Business 42 22 (26.83%) 20 (17.70%) 

Biological science 10 1 (1.22%) 9  

(7.96%) 

Design 2 1  

(1.22%) 

1 (0.88%) 

Education  16 9 (10.98%) 7 (6.19%) 

Engineering 14 5 (6.10%) 9  

(7.96%) 

Food, Agricultural,  

Natural resource science 

5 1  

(1.22%) 

4  

(3.54%) 

Healthcare 4 1  

(1.22%) 

3  

(2.65%) 

Liberal arts 66 26 (31.71%) 40 (35.39%) 
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Continuing education 1 0 1 

 (0.88%) 

Missing  35 17 (20.73%) 18 (15.93%) 

Internship course    

Yes 55 24 (29.27%) 31 (27.43%) 

No 140 58 (70.73%) 82 (72.57%) 

Language of instruction    

English 132 57 (69.51%) 75 (66.37%) 

Local language 46 17 (20.73%) 29 (25.66%) 

Both 16 7 

(8.54%) 

9 

(7.96%) 

Unsure/TBD 1 1 

(1.22%) 

0 

Lived/Studied abroad in the past    

Never 145 62 (75.61%) 83 (73.45%) 

Once 34 13 (15.85%) 21 (18.58%) 

Twice 7 2 (2.44%) 5 

(4.42%) 

Three or more times 9 5 

(6.10%) 

4 

(3.54%) 

Length of previous experience 

abroad 

   

Less than 1 month 165 69 (84.15%) 96 (84.96%) 

4 months 12 6 (7.32%) 6 

(5.31%) 

9 months 2 2 (2.44%) 0 

12 months 1 0 1 (0.88%) 

≥12 months 15 5 (6.10%) 10 (8.85%) 

Study abroad destination 

(by continent) 

   

Europe 148 62 (75.61%) 86 (76.11%) 

Asia 20 7 (8.54%) 13 (11.50%) 

Oceania 9 4 (4.88%) 5 

(4.42%) 

South America 9 3 (3.66%) 6 

(5.31%) 

Africa 9 6 (7.32%) 3 

(2.65%) 

Local friends made at week 6    

0 32 13 (15.85%) 19 (16.81%) 

1-3 68 29 (35.37%) 39 (34.51%) 

4-6 22 8 (9.76%) 14 (12.39%) 

≥7 8 3 (3.66%) 5 (4.42%) 

Missing 65 29 (35.37%) 36 (31.86%) 

Time spent with local 

friends/family 
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0 hr. 21 10 (12.20%) 11 (9.73%) 

≤3 hrs. 30 11 (13.41%) 19 (16.81%) 

4-6 hrs. 32 11 (13.41%) 21 (18.58%) 

7-10 hrs. 18 8 (9.76%) 10 (8.85%) 

≥10 hrs. 29 13 (15.85%) 16 (14.16%) 

Missing 65 29 (35.37%) 36 (31.86%) 

Type of housing (collected only 

in SP’20, week 6) 

   

Homestay 15 7 (8.54%) 8 (7.08%) 

Dormitory 12 3 (3.66%) 9 (7.96%) 

Hotel 1 1 (1.22%) 0 

Apartment w/ American  

friends 

35 15 (18.29%) 20 (17.70%) 

Apartment w/ local     

friends 

4 1 (1.22%) 3 (2.65%) 

Other 2 1 (1.22%) 1 (0.88%) 

Missing 126 54 (65.85%) 72 (63.72%) 

 

Note. Percentages in the parentheses are percentages of breakdown items within a 

category. They are calculated based on a total number of the sample in each experimental 

condition.  

Correlation 

Next, I performed Pearson correlation to measure the strength and direction of the 

linear relationship between two random variables (Cleophas & Zwinderman, 2018; 

Pearson, 1896) within the study. The correlation coefficient typically ranges from -1 to 

+1. A negative coefficient value indicates that the two random variables change in the 

opposite direction (e.g., one increases when the other decreases). Cut-off coefficient 

values for small, medium, and large effects are ±0.1, ±0.3, ±0.5, respectively (Field, 

2009). Three correlation matrixes (Tables 9, 10, and 11) show the correlation coefficients 

between variables at each data wave.  
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Table 9 

Mean, Standard Deviation, and Pearson Correlation Coefficients of Study Variables at 

Baseline 

Measures M SD 1 2 3 4 5 6 7 

1. TT 

 

2.87 0.36 -       

2. GI 2.85 0.64 0.33 

*** 

-      

3. II 2.82 0.62 0.29 

*** 

0.64 

*** 

-     

4. Open 6.43 1.35 0.29 

*** 

0.35 

*** 

0.38 

*** 

-    

5. Resc 30.10 5.09 0.54 

*** 

0.35 

*** 

0.31 

*** 

0.37 

*** 

-   

6. TTSE 3.14 0.63 0.33 

*** 

0.04 0.07 0.26 

** 

0.50 

*** 

-  

7. Val 2.68 0.64 0.23 

** 

0.60 

*** 

0.50 

*** 

0.29 

*** 

0.14 -0.04 - 

 

Note. * p<0.05, ** p<0.01, *** p<0.001, TT = the transfer of training, GI = goal 

intention, II = implementation intention, Open = openness to experience, Resc = 

resilience, TTSE = training transfer self-efficacy, and Val = perceived content validity. 

Table 9 shows a positive correlation for every pair of variables measured at 

baseline, except for the correlation between TTSE and Val (r= -0.04). No variables were 

too highly correlated (r>0.09). II and GI had the strongest correlation in the table (r=0.64, 

p<0.001). The second strongest correlation was the relationship between Val and GI 

(r=0.6, p<0.001). The third strongest correlation was the relationship between Resc and 

TT (r=0.54, p<0.001). The next strongest correlation was the relationship between Resc 

and TTSE (r=0.5, p<0.001). TTSE did not have a statistically meaningful association 

with either GI or II. The majority of the variable pairs had a medium correlation.  
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Table 10 

Mean, Standard Deviation, and Pearson Correlation Coefficients of Study Variables at 

T1 

Measures M SD 1 2 3 4 

1. TT 

 

2.87 0.36 -    

2. GI 

 

2.56 0.78 0.26** -   

3. II 

 

2.57 0.69 0.29** 0.70*** -  

4. Open 

 

5.60 1.50 0.36*** 0.24** 0.15 - 

 

Note. *p<0.05, ** p<0.01, *** p<0.001, TT = the transfer of training, GI = goal intention, 

II = implementation intention, Open = openness to experience. 

 

Table 10 shows a positive correlation for every pair of variables measured at T1. 

No variables were too highly correlated (r>0.09). Similar to the baseline data, most 

correlation values reflected a small to medium effect. GI and II had the strongest 

correlation (r=0.7) and the strongest empirical support (p<0.001). The next strongest 

correlation was the relationship between Open and TT (r=0.36, p<0.001).  
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Table 11 

Mean, Standard deviation, and Pearson Correlation Coefficients of Study Variables at T2 

Measures M SD 1 2 3 4 5 

1. TT 

 

2.95 0.39 -     

2. GI 

 

2.70 0.94 0.35* -    

3. II 

 

2.67 0.77 0.23 0.64*** -   

4. Open 

 

6.35 1.32 0.46*** 0.35* 0.20 -  

5. Resc 

 

30.29 4.92 0.58*** 0.26 0.29* 0.42* - 

 

Note. * p<0.05, ** p<0.01, *** p<0.001, TT = the transfer of training, GI = goal 

intention, II = implementation intention, Open = openness to experience, Resc = 

resilience. 

Table 11 shows a positive correlation for every pair of variables measured at T2. 

No variables were too highly correlated (r>0.09). Similar to the baseline data, most 

correlation values reflected a small to medium effect. GI and II had the strongest 

correlation (r=0.64) and the strongest empirical support (p<0.001). The second and third 

strongest correlations were the relationship between Resc and TT (r=0.58, p<0.001) and 

the relationship between Open and TT (r=0.46, p<0.001).    

Student’s T-Test 

This study employed paired, two-tailed t-test analysis to examine whether there 

was a mean difference across the three time points. The Cronbach’s alpha value was set 

at 0.01. The analyses were completed using Analysis ToolPak, an add-in data analysis 

tool for Microsoft Excel version 2003.  
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Table 12 shows the t-test results for the treatment group. Overall, the means of 

most variables were not statistically different across the three time points with the 

exception of two variables. A t-test for the mean scores of II between time 1 (M =2.55, 

SD =0.65) and 2 (M =2.81, SD =0.70) suggested a p-value of 0.007 and t(21)=-2.95. The 

empirical data were inconsistent with the hypothesis that the mean difference between the 

two time points would be zero. The other variable was the difference in the mean for 

Open between baseline and time 1 (Mean difference =0.77, SD =1.26, t(50)= 4.34). The 

result suggested a p-value of 0.00007 and t(50)= 4.34 indicating that the difference 

between the two means was not simply due to chance. In other words, the empirical data 

was also not consistent with the hypothesis (𝜇𝑡𝑖𝑚𝑒 0 = 𝜇𝑡𝑖𝑚𝑒 1). 

Table 12 

Paired Student’s T-Test Results Across Two and Three Time Points (Treatment Group), 

Cronbach’s Alpha (α=0.01) 

   

 

 

 

 

N 

Paired differences  

 

t 

 

 

 

 

df 

 

 

 

 

p-value 

 

 

 

 

d  

M SD SE 

99% 

Confidence 

Interval 

Variable  Lower Upper 

TT           

T0 vs. T1 51 0.01 0.34 0.05 -0.12 0.14 0.21 50 0.84 0.03 

T1 vs. T2 22 -0.05 0.29 0.06 -0.23 0.13 -0.79 21 0.44 0.17 

T0 vs. T2 22 0.03 0.41 0.09 -0.22 0.28 0.30 21 0.77 0.06 

           

GI           

T0 vs. T1 51 0.17 0.76 0.11 -0.12 0.45 1.57 50 0.12 0.22 

T1 vs. T2 22 -0.13 0.76 0.16 -0.59 0.34 -0.77 21 0.45 0.16 
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T0 vs. T2 22 0.07 0.90 0.19 -0.47 0.61 0.36 21 0.73 0.08 

           

 II           

T0 vs. T1 51 0.19 0.57 0.08 -0.03 0.40 2.36 50 0.02 0.33 

T1 vs. T2 22 -0.26 0.41 0.09 -0.51 -0.01 -2.95 21 0.007 0.63 

T0 vs. T2 22 -0.01 0.55 0.12 -0.34 0.32 -0.07 21 0.95 0.01 

           

Open           

T0 vs. T1 51 0.77 1.26 0.18 0.29 1.24 4.34 50 ~.00 0.61 

T1 vs. T2 22 -0.19 1.28 0.28 -0.96 0.58 -0.70 21 0.49 0.15 

T0 vs. T2 22 0.2 1.30 0.28 -0.59 0.99 0.72 21 0.48 0.15 

           

Resc            

T0 vs. T2 21 -0.36 5.12 1.09 -3.46 2.73 0.33 21 0.74 0.07 

 

Note. TT = the transfer of training, GI = goal intention, II = implementation intention, 

Open = openness to experience, Resc = resilience. 

Table 13 shows the t-test results for the control group. TT, II, and Open had at 

least one pair of means providing evidence against the null hypothesis (i.e., no difference 

between the two means compared). Specifically, the pairs were (a) TT between baseline 

and T2 (Mean difference =-0.17, SD =0.31, p-value= 0.006, t(28)=-2.97), (b) GI between 

baseline and T1 (Mean difference =0.28, SD =0.96, p-value= 0.0009, t(76)=3.46), (c) II 

between baseline and T1 (Mean difference =0.31, SD =0.63, p-value= 0.00004, 

t(75)=4.35), and baseline and T2 (Mean difference =0.35, SD =0.65, p-value= 0.006, 

t(28)=2.96), and finally (d) Open between baseline and T1 (Mean difference =0.75, SD 

=1.06, p-value= 0.00000002, t(76)=6.25). The sharp decrease of the control group’s II 
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and GI scores from T0 to T1, together with the confirmed null hypotheses for differences 

in the treatment’s II and GI scores suggested the effectiveness of volitional manipulation. 

Table 13 

Paired Student’s T-Test Results Across Two and Three Time Points (Control Group), 

Cronbach’s Alpha (α=0.01) 

   Paired differences  

 

 

 

t 

 

 

 

 

df 

 

 

 

 

p-value 

 

 

 

 

d 

Variable  

 

 

 

 

N M SD SE 

99% 

Confidence 

Interval 

Lower Upper 

TT           

T0 vs. T1 77 -0.02 0.39 0.04 -0.14 0.09 -0.53 76 0.60 0.06 

T1 vs. T2 29 -0.15 0.36 0.07 -0.33 0.03 -2.24 28 0.03 0.42 

T0 vs. T2 29 -0.17 0.31 0.06 -0.33 -0.01 -2.97 28 0.006 0.55 

           

GI           

T0 vs. T1 77 0.34 0.86 0.10 0.08 0.60 3.46 76 ~.00 0.39 

T1 vs. T2 29 -0.09 0.81 0.15 -0.51 0.32 -0.63 28 0.54 0.12 

T0 vs. T2 29 0.28 0.96 0.18 -0.21 0.78 1.59 28 0.12 0.30 

           

II           

T0 vs. T1 77 0.31 0.63 0.07 -0.35 0.20 4.35 75 ~.00 0.50 

T1 vs. T2 29 -0.08 0.55 0.10 -0.35 0.20 -0.74 28 0.46 0.14 

T0 vs. T2 29 0.35 0.65 0.12 0.02 0.69 2.96 28 0.006 0.55 

           

Open           

T0 vs. T1 77 0.75 1.06 0.12 0.43 1.07 6.25 76 ~.00 0.71 

T1 vs. T2 29 -0.27 0.60 0.11 -0.57 0.04 -2.43 28 0.02 0.45 
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T0 vs. T2 29 -0.03 0.86 0.16 -0.47 0.40 -0.22 28 0.83 0.04 

           

Resc           

T0 vs. T2 28 -0.25 4.78 0.90 -2.75 2.25 0.28 27 0.78 0.05 

 

Note. TT = the transfer of training, GI = goal intention, II = implementation intention, 

Open = openness to experience, Resc = resilience. 

To examine the change over time within each condition, I conducted another set 

of t-tests with only students who completed the surveys at all time points (NTreatment group = 

22; NControl group = 29). See the results in Table 14, particularly where p-value was smaller 

than 0.01. Table 14 indicated no significant mean differences in within person TT scores 

between the two groups for all pairs of time interval, except for those of the control group 

(T0 vs. T2; t(28)= -2.24, p= 0.006). Unexpectedly, there was no within person differences 

in GI mean scores for all pairs of time interval. This was true for both groups. Lastly, the 

increase of the treatment group’s mean II score over the last 8 weeks (T1 vs. T2) was 

inconsistent with the hypothesis that the mean II scores did not differ. The decrease in the 

control group’s mean II scores at 6 weeks and 14 weeks interval were also significant. 

Table 14 

Within Person Change over Time, N=22(Treatment)/29(Control), Cronbach’s Alpha 

(α=0.01) 

Variable  

 

 

Condition 

Paired differences  

t 

 

 

df 

 

 

p-value 

 

 

d 

M SD SE 

99% CI 

Lower Upper 

TT           

T0 vs. T1 Treatment 0.08 0.37 0.09 -0.15 0.30 0.97 21 0.35 0.20 
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 Control 0.02 0.36 0.07 -0.21 0.16 -0.34 28 0.74 0.06 

T1 vs. T2 Treatment -0.05 0.29 0.06 -0.23 0.13 -0.79 21 0.44 0.17 

 Control -0.15 0.36 0.07 -0.33 0.03 -2.24 28 0.03 0.42 

T0 vs. T2 Treatment -0.03 0.41 0.09 -0.22 0.28 0.30 21 0.77 0.06 

 Control 0.17 0.31 0.06 -0.33 -0.01 -2.97 28 0.006 0.55 

           

 

GI 
          

T0 vs. T1 Treatment 0.19 0.85 0.18 -0.32 0.71 1.10 21 0.30 0.23 

 Control 0.38 1.06 0.20 -0.16 0.92 1.93 28 0.06 0.36 

T1 vs. T2 Treatment -0.13 0.76 0.16 -0.59 0.34 -0.77 21 0.45 0.16 

 Control -0.09 0.81 0.15 -0.51 0.32 -0.63 28 0.54 0.12 

T0 vs. T2 Treatment 0.07 0.90 0.19 -0.47 0.61 0.36 21 0.73 0.08 

 Control -0.28 0.96 0.18 -0.21 0.78 1.59 28 0.12 0.30 

           

II           

T0 vs. T1 Treatment 0.25 0.59 0.13 -0.10 0.61 2.01 21 0.06 0.43 

 Control 0.43 0.58 0.11 0.13 0.73 4.0 28 ~.00 0.74 

T1 vs. T2 Treatment -0.26 0.41 0.09 -0.51 -0.01 -2.95 21 0.007 0.63 

 Control -0.08 0.55 0.10 -0.35 0.20 -0.74 28 0.46 0.14 

T0 vs. T2 Treatment 0.01 0.55 0.12 -0.34 0.32 -0.07 21 0.95 0.01 

 Control -0.35 0.65 0.12 0.02 0.69 2.96 28 0.006 0.55 

 

Note. T0= Baseline, T1= the first follow-up, T2= the second follow-up, TT = the transfer 

of training, GI = goal intention, II = implementation intention. 

Figure 10 illustrates the within-person change of TT, GI, and II over time in a 

simple line graph. It provides evidence confirming a significant difference (p<0.01) in 
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mean TT score (Control group, T0 vs. T2, t(28)= -2.97), mean II score (Control group, 

T0 vs. T1, t(28)= 4.0 & T0 vs. T2, t(28)= 2.96; Treatment group, T1 vs. T2, t(21)= -

2.95). In terms of the changes in the mean scores, all variables over 14 weeks reflected a 

U shape in most cases. The only unexpected trend was the continuous increase in the TT 

mean scores of the control group over 14 weeks. GI and II mean scores at T1 for both 

conditions were lower than those at baseline (T0). TT, GI, and II for the treatment group 

dropped by 0.08-0.25 at T1 (week 6) and rebounded two months later (T2: week 14) to 

almost the same score they had at baseline. The rebound trend also showed evidence for 

the control group’s GI and II scores. However, scores of both variables increased from T1 

to T2 by +0.09 and +0.08 whereas those of the treatment group increased by +0.13 and 

+0.26 points. It is also worth noting that GI and II for the control group plunged from 

baseline to T1 by 0.38 and 0.43, respectively. In addition, TT mean score behaved 

differently for the control group: the scores increased continuously from baseline to T2, 

especially between week 6 and 14. 
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Figure 10 

A Side-By-Side Comparison of the Within Person Mean Scores Change over Time 

(Treatment vs. Control Condition)  

 

 

Note. TT = the transfer of training, GI = goal intention, II = implementation intention. 

Sample size is 22 students for the treatment group and 29 students for the control group.  

The change in the TT mean score from baseline to T1 in Figure 11 showed a 

different trajectory between the two institutions. Students who received the volition 

intervention from institution A transferred the intercultural skills somewhat more 

frequently over the first six weeks (Mean T0≈2.80, Mean T1≈2.85). Students from the 

same institution who did not receive the intervention had a relatively low transfer of 

training score (Mean≈2.84) at T1 than to the score at baseline (Mean≈2.85). The transfer 

of training scores for institution B were the opposite (see Figure 11 below).  
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Figure 11 

A Side-By-Side Comparison of the Transfer of Training Score Change from Baseline to 

T1 (Treatment vs. Control Condition) 

 

Note. Institution A has 43 students in the treatment group and 63 students in the control 

group. Institution B has 6 students in the treatment group and 12 students in the control 

group. 

 Figure 12 compares the two plots illustrating the within-person change of mean 

TT scores with and without institutional differences. Plot B is the same as Figure 10. It 

shows a trajectory of mean TT scores over time for everyone who participated in the 

surveys at all three time points. However, Plot A shows the differences in trajectories for 

institutions A and B. The treatment group from institution A showed continuous growth 

in the mean scores (Mean score≈ 2.789, 2.79, 2.86 respectively) while the control group 

from the same institution had a slight dip at time 1 before the mean score rose again at 

time 2 (Mean score≈ 2.83, 2.73, 3.05 respectively). Students in the treatment group from 

institution B, on the other hand, had a downward trajectory of the mean TT scores (Mean 

score≈ 3.10, 2.83, 2.71 respectively). The control group from institution B had a peak in 

the mean TT score at T1 and then a slight drop at T1 (Mean score≈ 2.85, 3.0, 2.97 

respectively).  
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Figure 12 

A Side-By-Side Comparison of Two Plots Illustrating the Within-Person Change of the 

Mean Transfer of Training (TT) Scores with and without Institutional Differences  

 

Note. The four plots on the left (A) show the institutional impact on the transfer of 

training trajectory over 14 weeks. The two plots on the right (B) show the trajectory of 

change in the mean transfer of training scores with and without institutional differences.  

 The impact of institional differences is also evident in the trajectory of change in 

the mean GI and II scores. Treatment students from both institutions reported having less 

motivation to transfer training at T1. Institutional differences revealed a change in mean 

GI scores from T1 to T2. That is, the mean GI score was stable across the last 8 weeks for 

students fron institution A, while those of the treatment students from institution B rose 

from T1 to T2. The mean II scores for treatment group students were also different 

between the two institutions. The mean II scores for students from institution B grew 

continuously over 14 weeks, with a trajectory from baseline to T1 being slightly sharper. 

In contrast, scores of students from instititution A dropped at T1 and bounced back at T2. 

Students in the control group showed a similar trajectory of mean GI and II scores for 
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both institutions although the slope from baseline to T1 was steeper for the mean GI 

scores (institution A) and the mean II scores (institution B).  

Table 15 

Mean Transfer of Training (TT), Goal Intention (GI), and Implementation Intention (II) 

Score Given Institutional Difference 

 Institution A Institution B 

 Baseline Time 1 Time 2 Baseline Time 1 Time 2 

TT       

Treatment  2.789 2.79 2.86 3.10 2.83 2.71 

Control 2.83 2.73 3.05 2.85 3 2.97 

GI       

Treatment 2.75 2.69 2.69 2.63 2.38 2.75 

Control 2.81 2.53 2.63 3.08 2.88 2.90 

II       

Treatment 2.84 2.55 2.85 2.39 2.71 2.79 

Control 2.88 2.57 2.60 2.96 2.51 2.60 

 

Note. TT= transfer of training, GI= goal intention, II= implementation intention. 

Institution A has 16 students in both conditions. Institution B has 4 students in the 

treatment group and 12 students in the control group. 

Furthermore, the treatment group started out with 0.16 points higher in the Open 

mean score than the control group. Both baseline scores, however, dropped to 6.12 points 

and then went up with the control group’s score being 0.08 higher than the treatment 

group (see Figure 13). 
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Figure 13 

The Change over Time in Openness to Experience (Open) Mean Score (Treatment vs. 

Control Condition) 

 

 

 

 

 

 

Note. Avg. Open = average openness to experience (Open) score for each condition. 

Sample size is 22 students for the treatment group and 29 students for the control group.  

 In addition to the within-person examination, I conducted two sample t-tests for 

unequal variance. The purpose of this test was to examine whether the differences 

between the treatment sample and the control sample at each time point were by chance. 

The results in Table 16 indicate no evidence for a significant mean difference between 

the two groups. 

Finally, t-tests for the independent sample were used for a randomization check. 

The objective of this type of t-test is to examine whether there is bias in the 

randomization process such that the difference between the mean score at baseline for the 

control and treatment groups is inconsistent with the null hypothesis (𝜇𝑐𝑜𝑛𝑡𝑟𝑜𝑙 =

𝜇𝑡𝑟𝑒𝑎𝑡𝑚𝑒𝑛𝑡). As shown in Table 16, no bias was found for all variables at baseline.  
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Table 16 indicated that differences in mean TT, GI, and II scores between the two 

condition at each time point were simply due to chance (p-value of 0.12-0.87), despite 

differences shown in Figure 10.  

Table 16 

Two-Sample T-Test between the Treatment and Control Groups, N=22, Cronbach’s 

Alpha (α=0.01) 

Variable  

Paired differences  

t 

 

 

df 

 

 

p-value 

 

 

d 

M SD SE 

99% CI 

Lower Upper 

TT          

T0 -0.02 -0.03 0.09 -0.26 0.23 -0.17 42 0.87 0.05 

T1 -0.08 -0.06 0.13 -0.42 0.26 -0.64 42 0.54 0.19 

T2 -0.01 0.04 0.11 -0.31 0.28 -0.10 42 0.91 0.03 

          

GI          

T0 -0.30 0.01 0.19 -0.05 0.04 -1.57 42 0.12 0.48 

T1 0.08 -0.21 0.26 -0.7 0.04 0.30 42 0.76 0.09 

T2 0.09 -0.52 0.30 -0.82 0.04 0.30 42 0.77 0.09 

          

II          

T0 -0.05 0.16 0.18 -0.49 0.04 -0.26 42 0.80 0.08 

T1 0.11 -0.03 0.20 -0.54 0.04 0.53 42 0.60 0.16 

T2 0.29 -0.15 0.24 -0.63 0.04 1.22 42 0.23 0.37 

 

Note. TT = the transfer of training, GI = goal intention, II = implementation intention. 
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 Table 17 presented t-test results of a randomization check. Based on the empirical 

evidence, both groups of students had a similar TT, GI, II, Open, Resc, TTSE, and Val 

scores at baseline (p-value of 0.10-0.78). Therefore, the objectivity of the randomization 

process was confirmed. 

Table 17 

 

Randomization Check Results, Cronbach’s Alpha (α=0.01) 

 

Variable  

 

 

 

 

 

N 

Paired differences  

 

t 

 

 

 

 

df 

 

 

 

 

p-value 

 M Variance SE 

99% Confidence 

Interval 

Lower Upper 

TT 

 

82 0.02 0.05 0.05 

 

0.09 

 

0.13 

 

162 

 

155.9 

 

0.69 

GI 

 

82 

 

-0.05 

 

0.16 

 

0.10 

 

-0.26 

 

0.15 

 

0.53 

 

156.59 

 

0.60 

II 

 

82 

 

0.08 

 

0.17 

 

0.10 

 

-0.28 

 

0.12 

 

0.81 

 

155.42 

 

0.42 

Open 

 

82 

 

0.16 

 

0.09 

 

0.21 

 

0.26 

 

0.58 

 

0.75 

 

161.91 

 

0.46 

Resc 

 

82 

 

0.22 

 

-1.39 

 

0.77 

 

-1.79 

 

2.23 

 

0.28 

 

161.87 

 

0.78 

TTSE 

 

 

82 

 

 

0.16 

 

 

0.25 

 

 

0.10 

 

 

2.61 

 

 

0.10 

 

 

1.64 

 

 

148.10 

 

 

0.10 

Val 

 

81 

 

-0.04 

 

0.18 

 

0.10 

 

0.30 

 

0.23 

 

0.36 

 

153.20 

 

0.72 

 

Note. TT = the transfer of training, GI = goal intention, II = implementation intention, 

Open = openness to experience, Resc = resilience, TTSE = training transfer self-efficacy, 

and Val = perceived content validity. 
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Regression 

This study set out to examine the role of volition in the post-training period where 

trainees were expected to apply training skills (adjustment and resilience building 

strategies) in a study abroad environment. Regression is an appropriate type of analysis 

for this purpose because it allows researchers to observe the relationship between two or 

more variables in a flexible manner (e.g., linear and non-linear model). Direct and 

indirect relationships of volition with other variables is the focus of this section (See the 

hypothesis model in Figure 1). All regression analyses were completed using RStudio 

software’s linear model (lm) function.  

Checking Regression Assumptions 

 Regression analysis has four assumption: linearity, normality, homogeneity of 

variance, and independence (e.g., Cohen et al., 2003; Montgomery et al., 2012). Prior to 

each analysis, I checked the linearity assumption using plots of the relationships between 

the two variables reflected in Hypotheses 1, 2, 4, and 5. The plots compared a regression 

line made with a linear regression method (lm) and another line made with a locally 

weight least squares regression method (loess). If the line from the loess method lined up 

with the lm-method line, they passed the first linearity assumption check. I then fit a 

linear regression with the lm function and created a residual plot. The result of lm line 

that was close to or in alignment with y=0 intercept line confirmed that linear assumption 

was tenable. I observed the distance between the dots for each value on the x-axis to 

determine if there was homogeneity of variance. To pass this assumption, there must be 

(approximately) an equal distance between each dot, on average, across the values on the 

x-axis. Next, I examined the normality assumption using a density plot. A normal or 
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relatively normal distribution of residuals was expected. The plot must also fall within a 

95% confidence interval envelope. The independence assumption was checked using 

correlation analysis. The maximum correlation coefficient among the study variables was 

0.6. All ordinal scale variables met the regression assumptions.  

Hypothesis Testing 

 Seven hypotheses were tested for each data wave. The purpose of the multiple 

testing approach was to capture any change over time (if applicable) in the results for 

each hypothesis. I structure each hypothesis testing report below to include the 

hypothesis, sample size for analysis per time point, and results in chronological order 

(T0, T1, T2). A list-wise deletion approach was employed to address cases with missing 

values. Power analysis was also completed to determine if there was sufficient power to 

explain the hypothesized relationships at each data wave (N=193 (T0), N=127 (T1), 

N=51 (T2). Given the four predictors, a medium effect size (d = 0.5; Cohen, 1988), and a 

Cronbach’s alpha of 0.01, RStudio produced the following power for T0, T1, and T2: 

0.99, 0.99, 0.55, respectively. Based on the results, I decided to rerun the power analysis 

on the T2 sample size and found a power of 0.78 given a medium effect, Cronbach’s 

alpha of 0.05, and four predictors.  

Hypothesis 1 states that there is a positive relationship between students in the 

treatment condition and their level of GI. The result at baseline (β =-0.06, F(1, 

191)=0.45,  p > 0.05) suggested a negative relationship. A positive relationship between 

the two variables was found at week 6 (β =0.05, F(1, 25)=0.13, p > 0.05) and week 14 (β 

=0.05, F(1, 49)=0.03, p > 0.05), although the evidence was not enough to support 

Hypothesis 1. There was no statistical difference in GI scores between the treatment and 
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control groups even when controlling for differences in II and Val (see Table 18).  

Together they explain 51% of the variance in GI scores at baseline, which is statistically 

reliable (F(3,189)= 65.98, p < 0.001). After controlling for Val and II, the model explains 

50% (F(3, 122)= 41.07, p < 0.001) and 44% (F(3, 47)= 12.14, p < 0.001) of the variation 

in GI scores at T1 and T2, respectively. Finally, Table 18 also indicates that II was the 

only control variable that remained significant through the end of the study (week 14).  

Table 18 

Coefficient-Level Estimates for a Model Fit to Estimate Variation in Goal Intention 

(Hypothesis 1) 

 

 Note. T0 = Baseline, T1= Follow-up 1 (week 6), T2= Follow-up 2 (week 14), Val= 

perceived content validity, II= implementation intention.  

 

 B β SE t p 95%CI 

T0 (N =193, R2 = 0.51)       

Treatment 0.02 0.01 0.07 0.29 0.77 [-0.11, 0.15] 

Val  0.37 0.45 0.06 6.33 <.001 [0.26, 0.49] 

II 0.47 0.37 0.06 7.75 <.001 [0.35, 0.59] 

Constant 0.50  0.17 2.86 <.01 [0.16, 0.84] 

T1 (N =127, R2 =0.50)       

Treatment 0.08 0.05 0.10 0.77 0.44 [-0.12, 0.28] 

Val  0.09 0.08 0.08 1.16 0.25 [-0.07, 0.25] 

II 0.75 0.67 0.08 9.41 <.001 [0.59, 0.91] 

Constant 0.35  0.23 1.52 0.13 [-0.11, 0.81] 

T2 (N =51, R2 =0.44)       

Treatment -0.15 -0.08 0.21 -0.70 0.49 [-0.57, 0.27] 

Val  0.16 0.13 0.15 1.07 0.29 [-0.14, 0.46] 

II 0.75 0.61 0.15 5.15 <.001 [0.46, 1.04] 

Constant 0.34  0.75 1.07 0.45 [-0.57, 1.26] 
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Hypothesis 2 states that GI is positively associated with TT. Evidence from all 

time points (baseline (R2 =0.11, F(1, 191) =23.31, β =0.18, p < 0.001), T1 (R2 =0.07, F(1, 

125) =8.83, β =0.12, p < 0.01), and T2 (R2 =0.12, F(1, 49) =6.71, β =0.14, p < 0.05)) 

supported Hypothesis 2. After controlling for differences in the Resc score and gender, 

there was still a coefficient level effect of GI on TT at baseline and T1. The beta 

coefficients for both times were β =0.10, p < 0.05. However, the beta coefficient at T2 

was β =0.09, p > 0.05 (p= 0.06). Additionally, up to 43% of the variance with the transfer 

of training scores are explained by these three predictors. The evidence is as follows: 

baseline (R2= 0.35, F(3, 189) =33.85, p< 0.001), T1 (R2= 0.21, F(3, 122)=10.59, p< 

0.001), T2 (R2= 0.43, F(3, 47)=11.65, p< 0.001). Additionally, Resc was the only control 

variable with a coefficient level effect on the transfer of training at all time points (see 

Table 19).  
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Table 19 

 

Coefficient-Level Estimates for a Model Fit to Estimate Variation in the Transfer of 

Training (Hypothesis 2) 

 

Note. T0 = Baseline, T1= Follow-up 1 (week 6), T2= Follow-up 2 (week 14), GI= goal 

intention, Resc= resilience.  

Hypothesis 3 states that GI mediates the relationship between the treatment group 

and TT. Since the data failed to support Hypothesis 1, the analysis lacked a basis for a 

mediation relationship. Therefore, Hypothesis 3 was not supported. 

Hypothesis 4 states that there is a positive relationship between the treatment 

group and II. Similar to Hypothesis 1, a negative relationship between the two was found 

at baseline (β =-0.09, F(1, 191) =0.93, p=0.34) and T1 (β =-0.05, F(1, 125) =0.14, 

p=0.71). In other words, the control group had a slightly higher II score than the 

 B β SE t p 95%CI 

T0 (N =193, R2 =0.35)       

GI 0.07 0.13 0.04 2.08 <.05 [0.003, 0.14] 

Resc (Baseline) 0.03 0.49 0.00 7.84 <.001 [0.03, 0.04] 

Female 0.16 0.20 0.05 3.42 <.001 [0.07, 0.25] 

Constant 1.49  0.14 10.69 <.001 [1.22, 1.77] 

T1 (N =127, R2 =0.21)       

GI 0.10 0.21 0.04 2.61 <.05 [0.02, 0.17] 

Resc (Baseline) 0.03 0.35 0.01 4.36 <.001 [0.01, 0.04] 

Female 0.11 0.13 0.07 1.60 0.11 [-0.03, 0.25] 

Constant 1.75  0.20 8.65 <.001 [1.35, 2.15] 

T2 (N =51, R2 =0.23)       

GI 0.09 0.22 0.05 1.91 0.06 [-0.004, 0.19] 

Resc (T2) 0.04 0.53 0.01 4.61 <.001 [0.02, 0.06] 

Female 0.20 0.21 0.10 1.91 0.06 [-0.01, 0.41] 

Constant 1.28  0.29 4.46 <.001 [0.70, 1.86] 
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treatment group. However, the relationship became positive 14 weeks later (β =0.26, F(1, 

49) =1.38, p=0.25). Since p-values across the three time points were higher than 0.05, I 

concluded that Hypothesis 4 was not supported. The experimental condition together with 

the two control variables (GI and Val) explain between 43%-53% of the variance in II 

scores. The model level output is as follows: baseline (R2= 0.43, F(3, 189) =47.53, p < 

0.001)), T1 (R2= 0.53, F(3, 122) =46.4, p < 0.001)), T2 (R2= 0.46, F(3, 47) =13.29, p < 

0.001)). Furthermore, the GI score was found to predict variation in II scores at the 

coefficient level at all time points while Val only predicted variation in II scores at the 

coefficient level up to T1 (week 6). See Table 20.  
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Table 20 

 

Coefficient-Level Estimates for a Model Fit to Estimate Variation in Implementation 

Intention (Hypothesis 4) 

 

 

 

 

 

 

 

 

 

 

 

 

 

Note. T0 = Baseline, T1= Follow-up 1 (week 6), T2= Follow-up 2 (week 14), GI= goal 

intention, Val= perceived content validity.  

Hypothesis 5 states that II is positively associated with TT. Evidence from 

baseline (R2 =0.08, F(1, 191) =17.17, β =0.17, p < 0.001) and T1 (R2 =0.07, F(1, 125) 

=11.39, β =0.15, p < 0.001) supported Hypothesis 5. The result from T2 indicated a 

negative relationship with TT, but it could be due to chance (R2 =0.05, F(1, 49) =2.69, β 

=0.12, p > 0.05). After accounting for the variance in GI and TTSE, the model explains 

 B β SE t p 95%CI 

T0 (N =193, R2 =0.43)       

Treatment  -0.04 -0.03 0.07 -0.52 0.60 [-0.17, 0.10] 

GI 0.51 0.53 0.07 7.75 <.001 [0.38, 0.64] 

Val 0.17 0.18 0.07 2.61 <.01 [0.04, 0.30] 

Constant 0.93  0.17 5.39 <.001 [0.59, 1.27] 

T1 (N =127, R2 =0.53)       

Treatment  -0.05 -0.04 0.09 0.62 0.54 [-0.23, 0.12] 

GI 0.56 0.63 0.06 9.41 <.001 [0.44, 0.68] 

Val 0.20 0.20 0.07 3.03 <.01 [0.07, 0.34] 

Constant 0.63  0.19 3.26 <.01 [0.25, 1.01] 

T2 (N =51, R2 =0.46)       

Treatment  0.23 0.15 0.17 1.40 0.17 [-0.10, 0.56] 

GI 0.48 0.59 0.09 5.15 <.001 [0.29, 0.67] 

Val 0.16 0.15 0.12 1.34 0.18 [-0.08, 0.40] 

Constant 0.85  0.34 2.47 0.02 [0.16, 1.54] 
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between 11%-27% of the variance in the transfer of training scores (see details of the 

result in Table 21). 

Table 21 

 

Coefficient-Level Estimates for a Model Fit to Estimate Variation in the Transfer of 

Training (Hypothesis 5) 

 

Note. T0 = Baseline, T1= Follow-up 1 (week 6), T2= Follow-up 2 (week 14), GI= goal 

intention, II= implementation intention, TTSE= training transfer self-efficacy.  

Hypothesis 6 states that II mediates the relationship between the treatment group 

and TT. Since the data failed to support Hypothesis 4, the analysis lacked a basis for a 

mediation relationship. Therefore, Hypothesis 6 was not supported. 

Hypothesis 7 states that II moderates the relationship between GI and TT. To test 

the hypothesis, I conducted a hierarchical multiple regression analysis. The first step was 

 B β SE t p 95%CI 

T0 (N =193, R2 =0.21)       

II   0.06 0.10 0.05 1.25 0.21 [-0.04, 0.16] 

GI 0.14 0.25 0.05 2.99 <.01 [0.05, 0.23] 

TTSE 0.17 0.31 0.04 4.76 <.001 [0.10, 0.24] 

Constant 1.76  0.16 11.10 <.001 [1.44, 2.07] 

T1 (N =127, R2 =0.11)       

II   0.11 0.21 0.06 1.79 0.08 [-0.01, 0.24] 

GI 0.06 0.12 0.06 1.00 0.32 [-0.05, 0.16] 

TTSE 0.08 0.15 0.05 1.82 0.07 [-0.007, 0.17] 

Constant 2.18  0.19 11.29 <.001 [1.80, 2.56] 

T2 (N =51, R2 =0.27)       

II   -0.03 -0.06 0.08 -0.38 0.71 [-0.20, 0.14] 

GI 0.10 0.24 0.07 1.41 0.16 [-0.04, 0.24] 

TTSE 0.31 0.41 0.10 3.06 <.01 [0.10, 0.51] 

Constant 1.83  0.30 6.13 <.001 [1.23, 2.43] 
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to examine the main effect, which is the relationship that GI and II had on TT. Support 

for this relationship was found at baseline (R2 =0.12, F(2, 190)= 12.79, p < 0.001), T1 (R2 

=0.09, F(2, 124)= 6.07, p < 0.01), and T2 (R2 =0.12, F(2, 48)= 3.29, p =0.045). I then 

added an interaction term between GI and II to the previous main effect model fit. The 

result of the interaction model supported this hypothesis given that there was an increase 

in the total variance explained. The interaction model result at the model level was as 

follows: baseline (R2 =0.14, F(3, 189)= 10.32, p < 0.001), T1 (R2 =0.12, F(3, 123)=5.37, 

p < 0.01), T2( R2 =0.20, F(3, 47)= 3.93, p < 0.05). Therefore, Hypothesis 7 was 

confirmed. As the mean GI score increased, the mean TT score rose. The relationship 

was strengthened as II score increased as well. For results of a comparison between the 

main effect model and the interaction model at each time point, see Tables 22-24.  
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Table 22 

 

Unstandardized Coefficients and Confidence Intervals for the Regression Models Fit to 

Predict Variation in the Transfer of Training (Hypothesis 7, Baseline Data) 

 

 

Note. GI = Goal intention, II = Implementation Intention, * p<0.05, ** p<0.01, *** 

p<0.001. Numbers in parentheses are a 95 percent confidence interval.  

 

 

 

 

 

 Dependent variable 
 

 

 

 Transfer of Training 

 Model 1 

(Main effect) 

Model 2 

(Interaction)  
GI 0.137***  

 [0.04, 0.23]  
   

II 0.075  
 [-0.03, 0.17]  
   

Mean Centered GI    0.155** 

  [0.06, 0.25]  

   

Mean Centered II  0.091 

  [-0.01, 0.19] 

   

Mean Centered GI x Mean Centered II  0.066* 

  [0.006, 0.12] 

   

Constant 2.264*** 2.849*** 
 [2.02, 2.51] [2.80, 2.90] 
   

Observations 193 193 

R2 0.12 0.14 

Adjusted R2 0.11 0.13 

Residual Std. Error 0.34  0.33 

F Statistic 
12.80***  

(df =2; 190) 

10.32*** 

 (df =3; 189) 
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Table 23 

 

Unstandardized Coefficients and Confidence Intervals for the Regression Models Fit to 

Predict Variation in the Transfer of Training (Hypothesis 7, Data at T1) 

 

Note. GI = Goal intention, II = Implementation Intention, * p<0.05, ** p<0.01, *** 

p<0.001. Numbers in parentheses are a 95 percent confidence interval.  

 

 

 

 

 

 Dependent variable 
 

 

 

 Transfer of Training 

 Model 1 

(Main effect) 

Model 2 

(Interaction)  
GI 0.049  
 [-0.06, 0.16]  

   

II 0.112  
 [-0.01, 0.24]  
   

Mean Centered GI  0.078 

  [-0.04, 0.19] 

   

Mean Centered II  0.143* 

  [0.02, 0.27] 

   

Mean Centered GI x Mean Centered II  0.072 

  [-0.002, 0.15] 

   

Constant 2.452*** 2.839*** 
 [2.21, 2.70] [2.77, 2.90] 
   

Observations 127 127 

R2 0.09 0.12 

Adjusted R2 0.07 0.09 

Residual Std. Error 0.35 0.34 

F Statistic 
6.07*** 

(df =2, 124) 

5.37*** 

(df =3, 123) 
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Table 24 

 

Unstandardized Coefficients and Confidence Intervals for the Regression Models Fit to 

Predict Variation in the Transfer of Training (Hypothesis 7, Data at T2) 

 

 

Note. GI = Goal intention, II = Implementation Intention, * p<0.05, ** p<0.01, *** 

p<0.001. Numbers in parentheses are a 95 percent confidence interval.  

Figure 14 below provides evidence supporting the hypothesis 7. The cluster of 

plots on the left of the figure shows the variation in the relationship between GI and TT 

 Dependent variable 
 

 
 

 Transfer of Training 

 Model 1 

(Main effect) 

Model 2 

(Interaction)  
GI 0.142  

 [-0.005, 0.29]  
   

II 0.004  

 [-0.18, 0.18]  
   

Mean Centered GI  0.204* 

  [0.05, 0.36] 

   

Mean Centered II  0.0004 

  [-0.17, 0.17] 

   

Mean Centered GI x Mean Centered II  0.127* 

  [0.009, 0.25] 

   

Constant 2.554*** 2.889*** 
 [2.16, 2.95] [2.77, 3.00] 
   

Observations 51 51 

R2 0.12 0.20 

Adjusted R2 0.08 0.15 

Residual Std. Error 0.37 0.36 

F Statistic 3.29* 3.93* 

 (df =2, 48) (df =3, 47) 
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with variations in the mean II score. Simple slopes on the left demonstrate how an 

increased value of II score strengthens the relationship between GI and TT. The 

unstandardized simple slope for students one SD below the mean of the II score was 0.11 

(the dark green line). The unstandardized simple slope for students with a mean level of 

the II score was 0.15 (the grey line), and the unstandardized simple slope for employees 

one SD above the mean of the II score was 0.20 (the gold line). 

Figure 14 

 

The Moderating Effect of Implementation Intention on the Relationship between Goal 

Intention and the Transfer of Training  

 
 
 

 

 

 

 

 

 

 

Note. The plot on the left illustrates changes in goal intention and the transfer of training 

at a given quartile of the implementation intention score whereas the plot on the right 

shows the relationship between the two variables when the implementation intention 

score is low (-1SD; dark green), average (grey), and high (+1SD; gold).  
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Summary of Hypotheses Testing 

Hypothesis 1: Students in the treatment group will have higher goal intention 

  scores than those in the control group. 

NOT SUPPORTED 

Hypothesis 2: Goal intention is positively associated with the transfer of training. 

 SUPPORTED 

Hypothesis 3: Goal intention mediates a positive relationship between the  

  treatment condition and the transfer of training. 

NOT SUPPORTED 

Hypothesis 4: Students in the treatment group will have higher implementation 

  intention scores than those in the control group. 

NOT SUPPORTED    

Hypothesis 5: Implementation intention is positively associated with the transfer 

  of training.         

  SUPPORTED 

Hypothesis 6: Implementation intention mediates a positive relationship between 

  the treatment condition and the transfer of training. 

NOT SUPPORTED 

Hypothesis 7: Implementation intention moderates a positive relationship between 

  the goal intention and the transfer of training.  

SUPPORTED 

 

 

 



119 

 

 

Figure 15 

A Visual Summary of Hypothesis Testing Regression Results  

 

 

 

 

 

 

Note. H represents hypothesis, II = implementation intention, GI = goal intention, TT = 

the transfer of training, and + = positive relationship. 

Chapter Summary 

This chapter presented the statistical results in response to the research questions 

and hypotheses in the study. It begins with a summary of the descriptive statistics, 

correlations, and results of t-tests. The paired t-test results also illustrated a change in the 

mean scores over a period of time within the same individuals. Overall, mean scores of 

the key variables (the transfer of training, goal intention, implementation intention, and 

openness to experience) unfolded in a similar pattern: a downward trend during the 6-

week interval followed by an upward trend during the 8-week interval. The only 

exception was the control condition’s TT mean scores which constantly increased over 

the 14 weeks. Two highlights of the t-test results are: (a) a difference in mean II scores 

from baseline to T1 between the two conditions, and (b) a difference in mean II scores 

from baseline and T2 between the two conditions. The CFA results were reported. Factor 

loading for all variables indicated a fair to good fit, demonstrating the internal validity of 
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the instruments used in this study. The testing of seven hypotheses revealed empirical 

evidence to support five of the hypotheses. The differences in II and GI mean scores 

between the two conditions were likely to be the result of sampling errors. I discuss the 

inferential meaning of these and other highlighted results in the following chapter. 
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CHAPTER 5: DISCUSSION 

This dissertation experimentally examined the role of volition on the use of 

adjustment and resilience skills during students’ study abroad experience over 14 weeks. 

After randomization, MCII was assigned to the treatment group in addition to online 

adjustment and resilience skills. The purpose of this experimental design study was to 

compare the following variables between the treatment and control conditions: (a) 

volition to transfer training measured by II scores, (b) motivation to transfer training 

which was measured by GI scores, and (c) the extent to which training skills were applied 

to students’ experience studying abroad. The empirical evidence supported the statistical 

differences between the two conditions in the relationships between volition and the other 

two variables due to the impact of the volitional intervention.  

 The discussion in this chapter are based on the central interest of this study (i.e., 

volition) and the interaction with the hypothesized variables under two separate 

conditions. Discussion topics include the nature of the student sample, demographic 

variables which may play a role in the differences in the results between the two 

conditions, key t-test results, hypothesis testing results, and the psychological mechanism 

behind the training skill application as informed by the findings. I also discuss the 

contributions and limitations of this study in the last half of this chapter.  

Nature of the Sample 

 At the beginning of this study, I randomly assigned students into conditions and 

invited them to participate in the study, which entailed an online module and three 

surveys over 14 weeks. Students who accepted the invitation knew the study was meant 

to be pre-departure preparation and that the content would be within the scope of 
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intercultural skills. Some of them participated in the online module along with the Global 

Identity course they were already taking. It may be safe to conclude that students in the 

sample appreciated the benefits of intercultural skills and were at least moderately 

motivated to develop intercultural skills. Because of this contextual factor, the study 

presented an opportunity to observe interactions that volition had with the level of GI and 

TT in the subjects who were already motivated to use the skills but at the same time may 

have been susceptible to low training skills adherence due to habit intrusion.  

Demographic Variables 

As a result of the recruitment process, more students in the control group ended 

up participating in the study. This could be because it was somewhat faster for the control 

group to complete requirements at baseline. The volition intervention module which is 

integrated into the online learning requires an additional 5-10 minutes of attention from 

the treatment group. The amount of time needed for students in each condition may have 

impacted the participation rate.  

There are many interesting differences of demographics between the samples of 

the two conditions. It is important to note these differences as they may explain some of 

the findings in this study.  For example, the number of students (control group) who 

enrolled in the Global Identity course was at least 1.5 times higher than the number of 

students in the treatment group. Since the Global Identity course constantly reinforced the 

intercultural skills throughout the semester, it is possible that it would have strengthened 

students’ volition level, goal intention level, and frequency of the training skills used, 

especially in the treatment sample. Language of instruction is another important variable. 

Most of the sample chose English as the preferred language, while 46 students chose a 
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local language. In terms of adaptation, these students had to work harder than the other 

student because they had to transfer language skills as well as the training skills. It is 

expected that these students will display a higher rate of II/volition, GI, and TT during T1 

and T2 than students who took classes in English. The other variable worth examining is 

the length of previous experience abroad. The extent to which people spends time abroad 

should correspond with their appreciation and motivation to use intercultural skills. It is 

possible that students who had lived/studied abroad for at least a year reported higher 

transfer of training than others in the sample. 

Correlation Results 

 Overall, a correlation matrix for the variables measured at each time point show 

no sign of multicollinearity. The highest correlation coefficient is 0.7. Most of the 

coefficients indicated a positive relationship between variables.  

There are a few unexpected results found in the study. TTSE showed a weak 

positive relationship with GI (0.04) and II (0.07). Such relationship was surprising 

because it is not consistent with previous research on motivation to transfer. Researchers 

(e.g., Chiaburu & Marinova, 2005; Lim & Chan, 2003) have posited that a perceived 

confidence in one’s own ability to transfer training skills plays a role in the transfer of 

training. Another surprising result was the weak but negative relationship between TTSE 

and Val. However, these results are not alarming since the p-values associated with all 

coefficients indicated the results could be by chance.  

Resc had a moderate and positive relationship with TT. This result should be 

further explored because it could explain differences in TT scores between the two 

conditions.  
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GI and II were strongly and positively correlated with one another across the three 

time points (r =0.64, 0.7, 0.64), as expected. This relationship was also evident in the plot 

showing the paired t-test results for students who participated in all three surveys (See 

Figure 10).   

T-Test Results 

 The t-test results revealed at least nine intriguing points of discussion. The first 

point is the shape of the changes in the scores of the key variables from baseline to T2. A 

U-shaped graph was observed when plotting changes in TT, II, and Open. Such a shape is 

typically expected in a study that measures an intercultural adjustment trajectory. Cross-

cultural researchers (Ward et al., 1998; Savicki et al., 2008) have referred to the alternate 

feelings of ups and downs of a cross-cultural transition represented by a U-curve of 

intercultural adjustment (Lysgaard, 1995). The curve represents four phases of an 

intercultural transition including the honeymoon stage, crisis stage, adjustment stage, and 

biculturalism stage. It is interesting to observe that changes in the scores of the key 

variables across time corresponded to phases of cross-cultural transitioning, even though 

they did not measure adjustment directly. However, I would suggest that the trajectories 

could be the small U-curves inside the larger U-curve. The small U-curves could 

represent one’s successful coping with challenging situations along the intercultural 

adjustment path. The large U-curve could capture the larger picture of intercultural 

adjustment.  I would expect the U-shape trend to occur repeatedly over the length of an 

overseas experience with each of the low points varying by the intensity of challenges 

one faces abroad. This expectation is because I believe that people tend to let their guard 

down once they feel comfortable with a change (e.g., are themselves and do not think too 
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much about intercultural adjustment strategies all the time). As a result, these people are 

more likely to behave based on their habitual thoughts and actions, which in many cases, 

are not what is taught in the training. However, they will be more aware of the use of 

intercultural skills again when they face a setback. Since a habit can overrule one’s 

intention to actively remind him/herself of cultural transitioning, the U-shaped plot also 

highlights the second intriguing issue: once triggered, the volition level does not remain 

constant over time. The same interpretation of the U-shaped plot also applies to the 

scores for TT, GI, and Open. If this interpretation holds true, the implication of the result 

is the need for constant reinforcement to stabilize II/volition, TT, GI, and Open levels.  

The third point is the empirical support for the efficacy of the volitional 

intervention. Paired t-tests of II/volition scores between baseline and T2 indicated that the 

differences between the two scores for the control group was not by chance (p =0.006). In 

other words, the II score at T2 went up, but it was still much lower than the score at 

baseline. The opposite result was shown for the treatment group (p =0.95), suggesting 

that there was a rebound effect of the score at T2 to almost the same level as it was at 

baseline. Although further investigation is needed, the high rebound seems to fit the 

volition description by Gollwitzer (1999) and Oettingen and Gollwitzer (2010). That is, 

volition helps a person recover from a setback and regain focus on goal-directed actions. 

Another indicator of the effectiveness of the volitional intervention was the higher 

implementation intention scores at T1 and T2 for the treatment group compared to those 

of the control group. A drop in scores for II and GI at T1 for the treatment group was also 

much shallower than that of the control group. This indicates that the changes varied for 
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the volitional intervention control for the II and GI levels to an insignificant difference 

range.  

Next, there were a few unexpected results in the TT and Resc scores. Resc rose 

over the 14 weeks in the control group instead of the treatment group. Similarly, the 

control group showed a continual positive trend of transfer of training over the three time 

points while the treatment group showed a U-shaped trend. Further exploration of the 

demographics of the control group may explain the reasons behind these results.  

The fifth intriguing result was the existence of volition in both experimental 

groups. Figure 10 suggests that students in both conditions had some level of volition to 

exercise training skills at the beginning of the study abroad journey. However, their 

volition level depleted over time. Only those who received the volitional intervention at 

baseline were able to resume their previous volition level to the strength they had at the 

beginning after 14 weeks. In this case, it seems that the volitional intervention served as a 

volition booster rather than a trigger.  

A key contextual factor in this study is institutional differences. For the effect of 

the institution, the trajectory of change in the mean TT, GI, and II scores are different 

than the trajectory of the mean scores when considering everyone who completed all of 

the surveys in the same condition. Figures 10 and 12 showed a different trajectory of 

mean TT, GI, and II scores over 14 weeks between the two primary participating 

institutions. The change in the students’ mean TT, GI, II scores over time from institution 

A was more consistent with volition and MCII literature. This could be due to the larger 

sample size of students in institution A, the diverse majors of students in the sample, 

factors that could influence students’ volition, motivation, and transfer of training within 
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a large public university (e.g., size of the study abroad program, program types, social 

connectedness of students from the same institution who study abroad at the same 

location, the on- and off-site resources for study abroad students, and pre-existing interest 

in intercultural skills development prior to departure). Future research should investigate 

institutional differences at both the student and institutional levels in relation to the effect 

of volitional intervention (MCII).   

Fourteen weeks may be too short to observe the impact of MCII volitional 

intervention on the transfer of training. The similarities of the two mean TT trajectories 

of students in both conditions from institution A could be explained by the ego depletion 

literature. Every time individuals try to control habitual behavior, strive for goals, and 

cope with stress, they draw on volitional resources to support self-regulation. When 

volition is somewhat depleted, it may lead to lower motivation and people may stop 

taking the necessary actions to pursue their goals—the state of ego depletion. Volitional 

intervention provides crucial support for long-term motivation and volition regardless of 

the number of setbacks they are exposed to while abroad. I would expect that students in 

the treatment group would have higher psychological endurance (motivation and volition) 

to persist in incorporating the training skills despite discouraging events (e.g., culture 

shock, embarrassment, failed transfer of training) and that students in the control group 

would lose motivation and volition to the point where they shy away from using 

intercultural skills after repeated exposure to setbacks. In this study, students were still 

early in phase two (crisis) of intercultural adjustment when the T2 survey was 

administered. If the data collection continued to week 32 (month 8), it is highly likely 

that the control group’s mean TT scores would have dropped significantly from week 14 
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to week 32. Future research may consider replicating the study with an extended data 

collection period and investigate the point at which individuals tend to give up using 

intercultural skills and intercultural adjustment.  

Another intriguing point is the difference in the mean openness to experience 

scores from baseline to time 1. Openness to experience is normally considered a 

relatively stable trait across time. Thus, the mean openness to experience scores at the 

various time points should be only slightly different (i.e., a paired t-test produces an 

empirical result that is consistent with the null hypothesis). Nonetheless, the t-test results 

from Tables 12 and 13 indicate that there was a significant decrease in openness to 

experience mean scores over the first six weeks abroad for both conditions. The p-values 

were very small (≈0.00). The results suggest that support for students’ development of 

openness to experience is essential during the first six weeks. In addition, the results 

indicate an opportunity for quantitative and qualitative researchers to examine openness 

to experience in future research in the context of intercultural adjustment and the transfer 

of intercultural skills. 

Furthermore, there is no concern about the control group’s higher mean TT scores 

at weeks 6 and 14 than those of the treatment group. As shown in Table 16, two sample t-

tests of the mean TT scores between the two conditions at the two data waves indicated 

that the differences may be due to sampling error. The same trend applied to differences 

in the mean GI and II scores between the two conditions. These results suggest that 

students who participated in this study, regardless of their assigned condition, had a 

similar trajectory of change in TT, GI, and II mean scores over 14 weeks. The results are 

reasonable given that students in the sample shared a similar motive to participate in the 
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study. They were at least moderately motivated to learn intercultural skills and make the 

most of their study abroad experience. Thus, it was not surprising to see such a trend. It is 

also important to point out that a similar trajectory of change in mean TT, GI, and II 

scores does not imply inefficiency of the volition intervention. The results of the two-

sample t-test only indicate whether the difference in scores from each sample is 

concerning or not. The direction and trend of the two similar trajectories depend on many 

contextual factors (e.g., study abroad location, local language proficiency, the extent to 

which individuals are immersed in the local culture, emotional maturity). By this logic, 

the lack of empirical support for the differences in mean TT, GI, and II score does not 

undermine the importance and effectiveness of the volition intervention on students’ 

acculturation. The efficacy of the MCII volitional intervention should be determined by 

the paired t-test results illustrated in Table 12-14 because the results came from a within-

person comparison. 

Hypothesis Testing Results 

 This study examined seven hypotheses to explain the role of volition in the 

transfer of training process. Hypothesis 1 states that the treatment group has higher GI 

scores than the control group. The results described in Chapter 4 indicated no support for 

this hypothesis, although there was some evidence of positive coefficient-level values. 

The results may imply that the volition intervention does not significantly affect trainees’ 

desire to transfer training when trainees are already at least moderately motivated to learn 

and transfer training. The trainees’ level of motivation is implied by their voluntary 

participation in this study. 
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  Hypothesis 2 states that GI is predictive of TT. As expected, a positive. 

relationship between the two variables was found. In traditional HRD literature, goal 

intention is equivalent to motivation to transfer training. The support for this hypothesis 

is consistent with the results in the extant research. However, the amount of variance in 

goal intention explaining the transfer of training is surprisingly small (7-12%). 

Considering that students in the sample were moderately interested in intercultural 

learning and using the training skills, it is possible that other reasons may explain the 

larger variance in their transfer behavior. The reasons could also be external (e.g., 

perceived content validity, instructor’s perceived credibility, perceived organizational 

support, supportive environment for the transfer of training).   

 Hypothesis 3 states that GI mediates the relationship between the treatment group 

and TT. This hypothesis was not supported because Hypothesis 1—a prerequisite for 

Hypothesis 3 to be true—was also not supported.  

Hypothesis 4 states that there is a positive relationship between the treatment 

group with II. The results indicated that the treatment group did not have higher volition 

scores than the control group. This was true for all three time points. Thus, this 

hypothesis was not supported. Similar to Hypothesis 1, the results may imply that 

volition intervention does not significantly affect trainees’ volition to transfer training 

when the trainees are already at least moderately motivated to learn and transfer training. 

The trainees’ level of motivation is implied by their voluntary participation in this study.  

 Hypothesis 5 states that II is predictive of TT. Based on the results discussed in 

Chapter 3, this hypothesis was supported. This finding confirmed Seiberling and 

Kauffeld’s (2017) suggestion that volition plays a role in the transfer of training process. 
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This confirmation of the hypothesis also suggests a complex psychological process 

discussed in the transfer of training literature. II explains a small variance (5-8 %) of TT 

scores. Like the suggestion in Hypothesis 2, future researchers may consider adding 

external factors to determine if they explain larger variances in the transfer in training. 

 Hypothesis 6 states that II mediates the relationship between the treatment group 

and TT. This hypothesis was not supported because there was no direct or positive 

relationship between the treatment group and TT (see Hypothesis 4).  

Hypothesis 7 states that II moderates the positive relationship between the GI and 

TT This hypothesis was supported. Examination of the interaction plot (Figure 14) 

showed an enhancing effect that as GI and II increased, the frequency of using the 

training skills increased. The evidence supporting this hypothesis confirmed the goal-

shielding effect of volition (Gollwitzer, 1999; Kuhl, 1985; Oettingen & Gollwitzer, 

2010). This finding suggests that volition is important for trainees at all levels of goal 

intention.  

Contributions 

 This research contributes to theoretical and practical advancements of HRD 

knowledge in a number of ways. In this section, I discuss the theoretical and practical 

contributions from this study. Limitations are also noted with direction for future 

research.  

Theoretical Contributions 

The literature review and findings of this study provide several theoretical 

contributions to the expansion of HRD knowledge. I discuss six key contributions below.  
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The Study offers a Longitudinal Perspective on Trainees’ use of Training 

Skills. This study expands the breadth and depth of the transfer of training literature. It 

provides rare insights about a training transfer trajectory across 14 weeks in response to 

prior calls for a longitudinal study to examine a psychological mechanism underlying the 

transfer of training (e.g., Gegenfurtner et al., 2009; Massenberg et al., 2017). More 

importantly, the longitudinal study design in this study revealed within-person changes in 

scores, which emphasizes the process perspective of the transfer of training. That is, data 

at each time point do not explain the whole process of training transfer. Rather, it is a 

snapshot of the variables being measured at one point in time.  

 The Study is at the Frontier of Training Research. This study presents a full 

introduction to volition to transfer training as a construct in the HRD literature. Although 

the concept of volition in training transfer literature is not new, volition to transfer 

training has never been fully explained in HRD with supporting theories and empirical 

data like the current study. In particular, the findings related to volition contribute to the 

advancement of the training transfer literature. First, support for Hypotheses 5 and 7 

empirically confirms the existence of volition in the transfer of training process and 

reveals the relationships between volition and the other examined variables in this study. 

As a result, the study suggests more avenues for future research (e.g., volition, goal 

intention, habit intrusion, and other psychological factors). Differences in a within-person 

volitional change between baseline and T1 data should also prompt future research to 

examine at least two topics: (1) an optimal time interval and post-training activities to 

best support the transfer of training and (2) trainees’ psychological experiences during the 

first six weeks of applying training at work. 
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The Study Creates Synergistic Knowledge Between HRD and Psychology 

Literature. The third theoretical contribution pertains to the bridge between HRD and 

psychology literature. The study introduced a distinction between (a) the motivation state 

and motivation process, and (b) the motivation state (goal intention) and volition state 

(implementation intention). The distinction in these terms in this study is meant to 

encourage HRD scholars and practitioners to use the terms mindfully. Additionally, the 

concepts of habits and the theory of human action were introduced to explain failed 

training transfer attempts. Trainees are less likely to transfer training when they have a 

lower level of implementation intention (see evidence support for Hypothesis 5 and 

Figure 10). The lower transfer of training score at T1 suggests that trainees were more 

susceptible to habit intrusion than they were at T2, which, in turn, may have inhibited 

their ability to convert their goal-directed intention (i.e., the transfer of training skills) 

into action.  

The Study Empirically Confirms the Efficacy of Volitional Intervention. 

Volitional intervention is another key contribution of this study. The study noted the 

weaknesses of current training transfer interventions (goal setting (GS) and relapse 

prevention (RP)), and then introduced MCII/WOOP as a solution. Beyond a theoretical 

critique of the current interventions, the study tested volitional intervention for its ability 

to promote adherence to training skills and provided empirical support for its efficacy. 

This research broadens HRD’s understanding of conditions in which the volitional 

intervention was proven to be effective in promoting adherence to training skills. For 

example, soft skills training in an online program are transferrable at least among 

motivated trainees and is compatible with the volitional intervention. These 
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contextualized factors not only expand the volition literature on the conditions under 

which the intervention was tested but also contributes to the body of knowledge related to 

an online training design for training transfer.  

The Study Emphasizes the Importance of Post-Training Follow-Up. Another 

theoretical contribution is the call for HRD researchers and practitioners to pay more 

attention to post-training follow-up. The fluctuation of goal intention and implementation 

intention across the three measurements highlighted an important lesson. A refresher 

course is needed to go beyond the use of job aids to help maintain trainees’ II and GI 

levels. Post-training follow-up is also recommended to promote trainees’ familiarity with, 

and internalization of training skills until the skills become second nature.  

The Study Reviewed Research on Intercultural Adjustment and Resilience 

Strategies. Lastly, this study expands a boundary of HRD understanding of resilience 

skill-building strategies. The online training synthesizes four strategies students can use 

to build their adjustment and resilience skills while abroad. Each of these strategies are 

informed by the resilience literature and proven by many studies to help with intercultural 

adjustment. Unfortunately, the efficacy of this training on outcomes of this study (e.g., 

the transfer of training, resilience) was unclear. This was due the lack of a comparison 

group of students who studied abroad during 2019-2020 academic year but did not take 

the training.  

Practical Contributions 

This study was designed with practical contributions in mind. Below I outline 

four contributions from which HRD practitioners could benefit. 
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The Study Emphasized the Importance of Post-Training Follow-Up. In 

addition to a holistic approach to reduce habit intrusion, post-training follow-up is 

essential to sustain the volition level of trainees. The study revealed that volition levels 

and other variables fluctuated over time. A critical period of change is between baseline 

and the first follow-up. There are three takeaways from this finding. First, the first six 

weeks after training is the best time to promote the transfer of training. Reinforcement of 

the training skills used during this period determines trainees’ future use of training skills, 

especially when they do not receive the volitional intervention. Second, the number of 

follow-up contacts matters. In this study, two follow-up emails were sent to students in 

the treatment group in the first six weeks. The follow-up emails reminded students of the 

training content and training transfer examples. Additionally, both groups were given a 

job aid reminding them of the training content at the beginning of the T1 survey. As a 

result, the treatment group was able to perform better than the control group in terms of 

volition and goal intention. Finally, it is important to have a follow-up meeting as a 

platform to promote trainees’ exchange of training transfer experiences. The purpose of 

the follow-up meeting is to promote knowledge exchange among trainees after they have 

been experimenting with the training skills at work. The meeting should be held within 

the first six weeks after training to reinforce immediate use of the training skills. When 

trainees and stakeholders (e.g., trainers, supervisors, organizational leaders) meet in a 

follow-up meeting, trainees should be given an opportunity to share valuable information 

about their training transfer experiences (e.g., how they transfer the skills, how the 

training skills work and do not work in the real world, what resources they think are 

needed to enable the transfer of training). At the same time, the meeting offers 
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stakeholders an opportunity to be mentally involved in the training transfer process. The 

goal of each follow-up meeting is for both parties to better understand each other so they 

can set the next realistic and achievable sub-goals together.   

 The Study Offers Strategies to Reduce Habit Intrusion. A return on 

organizations’ training investment has long been a concern for most organizations. 

Although the low training transfer rate has been widely discussed among practitioners, 

habit intrusion has rarely been discussed as a cause of the problem. The findings of this 

research raise awareness for practitioners of how intrusive a habit is to trainees’ ability to 

follow through on a goal-directed action regardless of their pre-existing motivation level. 

Habit intrusion can interfere with the transfer of training for any content (e.g., hard vs. 

soft skills, cognitive vs. psychomotor skills) since all behaviors involve some ingrained 

habits. To reduce the impact of habit intrusion during training, practitioners may consider 

several practice and feedback sessions as recommended in Hodell’s (2015) repackaged 

model of Gagne’s nine events of instruction. For example, sufficient practice time, 

amount of practice, and performance feedback should interrupt trainees’ default 

performance while strengthening a new performance habit. Organizations should also 

consider creating a transfer-conducive work environment. For example, an organization 

may place job aids at each workstation. Another example would be to place ready-to-use 

tools near a workstation. These techniques, if employed alongside MCII/WOOP, should 

maximize volitional control over goal intention and habit intrusion. The more trainees 

understand their bad work habits and what factors inhibit their desired performance, the 

more likely the intervention will have the maximum impact. 
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 The Study Empirically Proves a Promising Value of Volition Intervention. 

This study promotes HRD’s recognition of MCII/WOOP for its ability to regulate 

motivation to transfer training (goal intention) and control the impact of habit intrusion 

on training transfer frequency. The intervention was shown to promote adherence to the 

transfer of training, which is a form of behavioral change. These findings send a powerful 

message to HRD practitioners because it means that WOOP can be generalized to other 

behavioral change efforts in HRD contexts. For example, organizations may use WOOP 

to promote the institutionalization of organizational change initiatives (e.g., adherence to 

the organization’s core values, knowledge sharing culture, standardized work processes). 

Additionally, HRD practitioners may consider using an online format. Online delivery of 

the intervention was a practical and economical solution to supplement training during 

the coronavirus pandemic and can be applied to any situation where in-person training is 

not available or applicable. The volitional intervention should also be used with other 

techniques to reduce habit intrusion.   

 The Study Offers Prototypical Training Content for a Similar Group of 

Students. The online intercultural adjustment and resilience skills training could be used 

as a prototype for future pre-departure, cross-cultural training. Strategies for building 

resilience skills discussed in the training were research-informed and applicable to other 

groups who are preparing to work and study in a different culture. This online training 

has some flexibility for anyone who would like to review intercultural adjustment and 

resilience skills prior to going abroad. An online web-based design allows trainees to take 

and retake the training based on their schedule. Trainees can also access the training any 

time they need to review the training content while abroad. In this study, students 
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reported that this training served as a good reminder of things they should look out for 

and do for quick adjustment. The content of this training is also suitable for business 

expatriates and, potentially, for their spouses. Like study abroad students, expatriates are 

need to accomplish a goal at a given time. They are expected to demonstrate resiliency 

from acculturative stress as quickly as they can to continue with the assigned mission. In 

addition, they are expected to be resistant to challenges during the assignment (e.g., 

language barriers, differences in organizational culture, workload). That is, they must be 

able to deal with overwhelming stress and reenergize their efforts to complete the 

assignment as best as they can. For these reasons, organizations may consider offering 

adjustment and resilience skills training with a volitional intervention in an expatriate 

preparation program.  

 The Study Offers Practical Insights for an Expatriate Training Program. 

Intercultural adjustment is an experiential learning process where continuous support for 

acculturation and learning from both home and host organizations (e.g., Harvey, 1997; 

Marquadt et al., 2000; Yu, 2016) plays a crucial role in expatriates’ successful cultural 

integration. Despite expatriates’ pre-existing volition to adjust and accomplish an 

international assignment at pre-departure, the fast pace of intercultural transitioning and 

multiple acculturative challenges at different phases of transitioning could deplete 

expatriates’ volition to thrive in a cross-cultural environment over time. If volition 

decreases to a certain point, it will be detrimental to the expatriates’ mental health (i.e., 

psychological distress) and lead to problems in other aspects of their life. The home 

organization should consider partnering with the host organization to provide long-term 

instrumental and socioemotional support for expatriates. Along with the support, the 
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home organization should provide expatriates with a volitional intervention, preferably 

MCII/WOOP. The volitional intervention will help encourage them to initiate transfer of 

intercultural training and boost their motivation and volition to bounce back after they 

encounter challenges. 

Limitations 

 This study is not without limitations. A few limitations pertain to the sample size, 

generalizability to workplace training, online delivery of the intervention, and the internal 

validity of the measure for the transfer of training.  

 The sample of this study came from a limited pool of candidates of approximately 

1,100 students who studied abroad through institution A during the 2019-2020 academic 

year. The number of possible candidates was even smaller given the training topic: 

intercultural skills learning. The institutions’ history of offering an extra intercultural 

skills course indicated a low number of enrolled students (e.g., 100-150 students per 

semester) for the past three years. The students were typically either honor students or 

those who had a moderate to high interest in developing intercultural skills in addition to 

their daily study abroad experience. Despite the limited pool of candidates, the final 

sample of 195 students was not a concern in this study. Power analysis for paired t-test 

and regression analyses suggested a power of at least 0.8 for T1 data. Additionally, I 

decided to use Cronbach’s alpha level of 0.01 as a criterion for the power analysis to 

decrease the probability of incorrectly rejecting a true null hypothesis (Type I error). This 

sample size nonetheless limited the opportunity for in-depth analysis of the nested 

structure of the data. In other words, an examination of the program and/or institutional 

impact on students’ outcomes was not possible.  



140 

 

 

 The narrow context of international education in this study limits the extent to 

which the findings of this study can be generalized. The first closest group to generalize 

the findings is an undergraduate, study abroad student population, which is the most 

representative group in the study sample. The second closest group would be business 

expatriates because of their need to quickly adjust to a new culture in their intercultural 

transition. Although one could argue that an adjustment for study abroad students and 

expatriates is not exactly the same, they both are very similar in terms of the transfer of 

training. They are normally required to work/study in a new cultural environment almost 

immediately and both need to a quick turnaround from acculturative stress. Given this 

rationale, it is imperative that they use intercultural training skills as early and frequently 

as possible to cope with cross-cultural adjustment.    

 Although asynchronous communication is the most convenient approach for a 

multi-site study, possible miscommunication and a lack of just-in-time clarification of the 

message can compromise the overall quality of the communication. From my experience 

conducting this study, this lesson is especially true when the content of the message is 

relatively new and requires detailed clarification. For example, I received a few negative 

responses about a recommendation to disregard internal obstacles in the planning portion 

of WOOP— “If ..(an obstacle).., then I will ignore that thought.” The recommended 

structure of the if-then plan has been supported by many studies (e.g., Elliott & Armitage, 

2006; Wieber et al., 2014; Webb & Sheeran, 2003) due the superior effectiveness over a 

name-your-own-solution approach. The word ignore in the then portion is open to 

WOOP users’ interpretations. Some students in the treatment group refused to use the 

recommended WOOP format because they thought they had to ignore and suppress the 
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inner obstacle entirely. However, I interpreted it from a more moderate approach. Instead 

of suppressing the inner obstacle, I expected that students in the treatment group 

recognized that the obstacle needed to be addressed. This miscommunication occurred 

even when I sent a follow-up email after members in the treatment group submitted their 

WOOP statements. I addressed this issue by adding a longer explanation to the 

intervention learning portion and the WOOP reminder (two weeks after training). 

 Lastly, there needs to be further refinement of the transfer to training scale. Four 

items in the scale received a very poor factor-loading CFA result (see Table 3). Two of 

them were reverse coded items, which were included in the scale to reduce acquiescence 

bias (Mirowsky & Ross, 1991; Schriesheim & Hill, 1981). However, an increasing 

number of studies have criticized this technique stating that it creates confusion for 

respondents, it is a distortion of the factor structure in which the scale is intended to 

measure, and it has lower internal validity (e.g., Lindwall et al., 2012; Savalei & Falk, 

2013). Zhang et al. (2013) examine these criticisms with a Need of Cognition Scale and 

found that the model fitness was better when the scale had no or all reverse coded items. 

Applying this logic, deleting reverse coded items may increase the goodness of fit of the 

transfer of training scale. 

Direction for Future Research 

 The deeper understanding of volition revealed in this study opens new avenues for 

future transfer of training research. First, there is a need to understand the relationship 

between volition, goal intention, and the transfer of training in a work skills training 

context for domestic organizations. Employees from these organizations encounter work 

situations that require behavioral change on a daily basis whether or not they realize it. 
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They have to transfer any skill, sometimes a combination of skills related to their job, in 

order to perform efficiently. They are constantly dealing with habit intrusion, lapse and 

relapse of ineffective work behaviors, a maintenance of their volition to keep performing 

their best, attitudes towards training at the organizations, and immense work stress. 

Examining how employees at domestic organizations regulate volition and goal intention 

to transfer various types of skill training (e.g., technical skill training, soft skill training, 

law compliance training, change agent training) in various conditions would further 

HRD’s understanding about sustainable talent development and organizational change. 

Thus, future research may consider replicating the design of this study in the following 

conditions: (a) training programs that requires a mandatory attendance, (b) hard and soft 

work skills training programs (e.g., team communication training), (c) law compliance 

training programs, (d) a mix group of voluntary and mandatory training program 

attendees, (e) variations in frequency of training follow-up meetings, (f) different interval 

of breaks in between each data wave, (g) employee orientation program, and (h) training 

of necessary work skills for highly stressful occupation (e.g., medical professionals). 

These conditions represent variables known to affect one’s motivation and volition.    

 Examining habits is another area of research that deserves attention from HRD. 

Two aspects of habit research to be further examined are the habit strength of each work 

skill, and trainees’ perceived awareness of habit intrusion. The findings of this research 

indicated some habit intrusion associated with the transfer of intercultural adjustment and 

resilience skills. Put simply, students in the sample demonstrated a strong association of 

(old) habits developed when they were in the U.S. despite their intention to transfer 

intercultural training skills. Based on this finding, it is reasonable to believe that there is 
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some level of ingrained habits associated with ineffective work performance. Future 

research can shed light on habit cues and the extent to which habit strength is associated 

with each work skill.  

 Further research on the transfer of training experience during the first six weeks 

after training is also encouraged. T-test results in this study showed a decrease in the 

transfer of training, goal intention, implementation intention (volition), and openness to 

experience at week 6 (T1) for both conditions. This decrease indicates that the first six 

weeks after training may be critical to trainees’ long-term use of training skills. The next 

questions researchers may ask are: What factors contribute to a decrease in the key 

outcomes? How fast and can are habits interfere with goal-directed actions at each time 

point? What can an organization do to support high and consistent transfer of training? 

Future research may also consider examining the types of fear associated with the 

transfer of training, types of post-training work structure to support the transfer of 

training, psychological safety enhancement strategies, and a training refreshment format 

that can foster volition to transfer training. 

Concluding Thoughts 

 Although the transfer of training concept is at a mature stage in terms of the body 

of knowledge in HRD, this study indicates that the literature can be expanded in many 

new directions. The insights about volition to transfer training and habit intrusion 

revealed in this study offer an alternative explanation to the typical low training transfer 

rate, which has been a long-standing problem in HRD research and practice for at least 30 

years (Baldwin & Ford, 1988; Bell et al., 2017; Blume et al., 2010; Blume et al., 2019; 

Grossman & Salas, 2011; Massenberg et al., 2015). The study also provides a practical 
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approach for HRD to promote volition to transfer training and should prompt 

organizations to support trainees’ volition with other strategies. More importantly, the 

findings emphasized an organization’s serious effort to build a post-training work 

structure to reinforce the sustainable use of training skills and hold the trainees 

accountable. The transfer of training is a complex process in which volition plays an 

important role. To make the process more effective, every part of the process must move 

together and maintain its core function in support of all other functions. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



145 

 

 

References 

Ach, N. (1910). Uber den willensakt und das temperament. Quelle & Meyer.  

Achtziger, A., & Gollwitzer, P. M. (2007). Rubicon model of action phases. 

Encyclopedia of Social Psychology, 2, 769-770. 

Achtziger, A., & Gollwitzer, P. M. (2010). Motivation und Volition im

 Handlungsverlauf. In Motivation und Handeln (pp. 309-335). Springer. 

Achtziger, A., Gollwitzer, P. M., & Sheeran, P. (2008). Implementation intentions and

 shielding goal striving from unwanted thoughts and feelings. Personality and

 Social Psychology Bulletin, 34(3), 381-393.

 https://doi.org/10.1177/0146167207311201 

Adriaanse, M. A., Oettingen, G., Gollwitzer, P. M., Hennes, E. P., De Ridder, D. T., & 

 De Wit, J. B. (2010). When planning is not enough: Fighting unhealthy snacking

 habits by mental contrasting with implementation intentions (MCII). European

 Journal of Social Psychology, 40(7), 1277-1293. https://doi.org/10.1002/ejsp.730 

Aetna (2017), Expatriate mental health: Breaking the silence and ending the stigma.

 https://www.aetnainternational.com/content/dam/aetna/pdfs/aetna

 international/Explorer/MentalHealth-Explore.pdf 

Ajzen, I. (1991). The theory of planned behavior. Organizational Behavior and Human

 Decision Processes, 50(2), 179-211. https://doi.org/10.1016/0749

 5978(91)90020-T 

Ajzen, I., & Fishbein, M. (1980). Understanding attitudes and predicting social behavior.

 Prentice-Hall. 

https://doi.org/10.1177/0146167207311201
https://doi.org/10.1002/ejsp.730
https://www.aetnainternational.com/content/dam/aetna/pdfs/aetna%09international/Explorer/MentalHealth-Explore.pdf
https://www.aetnainternational.com/content/dam/aetna/pdfs/aetna%09international/Explorer/MentalHealth-Explore.pdf
https://doi.org/10.1016/0749%095978(91)90020-T
https://doi.org/10.1016/0749%095978(91)90020-T


146 

 

 

American Psychological Association. (2014). The road to resilience. Washington, DC:

 American Psychological Association. http://www.apa.org/helpcenter/road

 resilience.aspx 

Anderson, J.R. (1982). Acquisition of cognitive skill. Psychological Review, 89 (4), 369

 406. https://doi.org/10.1037/0033-295X.89.4.369 

Aragon, S. R., & Johnson, E. S. (2008). Factors influencing completion and

 noncompletion of community college online courses. American Journal of

 Distance Education, 22(3), 146-158. https://doi.org/10.1080/08923640802239962 

Aresi, G., Moore, S., & Marta, E. (2016). Drinking, drug use, and related consequences

 among university students completing study abroad experiences: A systematic

 review. Substance use & misuse, 51(14), 1888-1904.

 https://doi.org/10.1080/10826084.2016.1201116 

Argyris, C. (1990). The dilemma of implementing controls: the case of managerial

 accounting. In Readings in accounting for management control (pp. 669-680).

 Springer. 

Association for Talent Development (2016). ATD Releases 2016 State of the Industry  

Report. from Association for Talent Development. Retrieved July 20, 2020,

 https://www.td.org/insights/atd-releases-2016-state-of-the-industry-report 

Bader, B., & Berg, N. (2013). An empirical investigation of terrorism-induced stress on

 expatriate attitudes and performance. Journal of International

 Management, 19(2),  163-175. 

http://www.apa.org/helpcenter/road%09resilience.aspx
http://www.apa.org/helpcenter/road%09resilience.aspx
https://doi.org/10.1037/0033-295X.89.4.369
https://doi.org/10.1080/08923640802239962
https://doi.org/10.1080/10826084.2016.1201116
https://www.td.org/insights/atd-releases-2016-state-of-the-industry-report


147 

 

 

Baldwin, T. T., & Ford, J. K. (1988). Transfer of training: A review and directions for

 future research. Personnel Psychology, 41(1), 63-105. 

 https://doi.org/10.1111/j.1744-6570.1988.tb00632.x 

Bandura, A. (1991). Social cognitive theory of self-regulation. Organizational Behavior

 and Human Decision Processes, 50(2), 248-287. 

 https://doi.org/10.1016/07495978(91)90022-L 

Bandura, A. (1977). Self-efficacy: toward a unifying theory of behavioral change.

 Psychological Review, 84(2), 191-215. https://doi.org/10.1037/0033

 295X.84.2.191 

Bapoje, S. R., Gaudiani, J. L., Narayanan, V., & Albert, R. K. (2011). Unplanned

 transfers to a medical intensive care unit: causes and relationship to preventable

 errors in care. Journal of Hospital Medicine, 6(2), 68-72.

 https://doi.org/10.1002/jhm.812 

Barbian, J. (2008). Return to sender: K. Yeaton & N. Hall. Expatriates: Reducing the

 failure rates. Journal of Corporate Accounting and Finance, 75-78. 

Basow, S. A., & Gaugler, T. (2017). Predicting adjustment of US college students

 studying abroad: Beyond the multicultural personality. International Journal of

 Intercultural Relations, 56, 39-51. https://doi.org/10.1016/j.ijintrel.2016.12.001 

Bates, R., Kauffeld, S., & Holton III, E. F. (2007). Examining the factor structure and

 predictive ability of the German-version of the Learning Transfer Systems

 Inventory. Journal of European Industrial Training, 31(3), 195-211.

 https://doi.org/10.1108/03090590710739278 

https://doi.org/10.1111/j.1744-6570.1988.tb00632.x
https://doi.org/10.1016/07495978(91)90022-L
https://doi.org/10.1037/0033%09295X.84.2.191
https://doi.org/10.1037/0033%09295X.84.2.191
https://doi.org/10.1002/jhm.812
https://doi.org/10.1016/j.ijintrel.2016.12.001
https://doi.org/10.1108/03090590710739278


148 

 

 

Baumeister, R. F., Bratslavsky, E., Muraven, M., & Tice, D. M. (1998). Ego-depletion: Is 

 the active self a limited resource? Journal of Personality and Social Psychology,

 74(5), 1252–1265. https://doi.org/10.1037/0022-3514.74.5.1252 

Bayer. U. C., Achziger, A., Gollwitzer, P. M., & Moskowitz, G. B. (2009). Responding

 to subliminal cues: do if-then plans facilitate action preparation and initiation

 without conscious intent'! Social Cognition, 27, 183-201.

 https://doi.org/10.1521/soco.2009.27.2.183 

Beardslee, W. R., & Podorefsky, D. (1988). Resilient adolescents whose parents have

 serious affective and other psychiatric disorders: Importance of self-understanding

 and relationships. The American Journal of Psychiatry, 145(1), 63.

 https://doi.org/10.1176/ajp.145.1.63 

Becker, G., & Newsom, E. (2005). Resilience in the face of serious illness among

 chronically ill African Americans in later life. The Journals of Gerontology

 Series B: Psychological Sciences and Social Sciences, 60(4), S214-S223.

 https://doi.org/10.1093/geronb/60.4.S214 

Bell, B. S., Tannenbaum, S. I., Ford, J. K., Noe, R. A., & Kraiger, K. (2017). 100 years of

 training and development research: What we know and where we should go.

 Journal of Applied Psychology, 102(3), 305. https://doi.org/10.1037/apl0000142 

Bennett, J. M. (2008). On becoming a global soul: A path to engagement during study

 abroad. In V. Savicki (Ed.), Developing intercultural competence and

 transformation: Theory, research, and application in international education

 (pp. 13–31). Stylus. 

https://psycnet.apa.org/doi/10.1037/0022-3514.74.5.1252
https://doi.org/10.1521/soco.2009.27.2.183
https://doi.org/10.1176/ajp.145.1.63
https://doi.org/10.1093/geronb/60.4.S214
https://doi.org/10.1037/apl0000142


149 

 

 

Berner, E. S., & Graber, M. L. (2008). Overconfidence as a cause of diagnostic error in

 medicine. The American Journal of Medicine, 121(5), S2-S23.

 https://doi.org/10.1016/j.amjmed.2008.01.001 

Berntsen, K. J. (2004). Valuable lessons in patient safety: reporting near misses in 

 healthcare. Journal of Nursing Care Quality, 19(3), 177-179.

 https://doi.org/10.1097/00001786-200407000-00001 

Berry, K. (2010). A meta-analysis of human factors analysis and classification system

 causal factors: Establishing benchmarking standards and human error latent

 failure pathway associations in various domains [Doctoral thesis, Clemson

 University]. https://tigerprints.clemson.edu/all_dissertations/640/ 

Berry, J. W. (1997). Immigration, acculturation, and adaptation. Applied Psychology,

 46(1), 5-34. https://doi.org/10.1080/026999497378467 

Berry, J. W., Trimble, J. E., & Olmedo, E. L. (1986). Assessment of acculturation. In W.

 J. Lonner & J. W. Berry (Eds.), Field methods in Cross-Cultural Psychology (pp.

 291–324). Sage. 

Bhatti, M. A., Battour, M. M., Sundram, V. P. K., & Othman, A. A. (2013). Transfer of

 training: does it truly happen?. European Journal of Training and Development,

 37(3), 273 -297. https://doi.org/10.1108/03090591311312741 

Binswanger, H. (1991). Volition as cognitive self-regulation. Organizational Behavior

 and Human Decision Processes, 50(2), 154–178.  

 https://doi.org/10.1016/0749-5978(91)90019-P 

Brookfield Global Relocation Services (2015), Global mobility trends survey report.

 http://globalmobilitytrends.bgrs.com/ 

https://doi.org/10.1016/j.amjmed.2008.01.001
https://doi.org/10.1097/00001786-200407000-00001
https://tigerprints.clemson.edu/all_dissertations/640/
https://psycnet.apa.org/doi/10.1080/026999497378467
https://doi.org/10.1108/03090591311312741
https://doi.org/10.1016/0749-5978(91)90019-P
http://globalmobilitytrends.bgrs.com/


150 

 

 

Brookfield Global Relocation Services (2016), Global mobility trends survey report.

 http://globalmobilitytrends.bgrs.com/  

Black, J. S., & Mendenhall, M. (1990). Cross-cultural training effectiveness: A review

 and a theoretical framework for future research. Academy of Management

 Review, 15(1), 113-136. https://doi.org/10.2307/258109 

Black, J. S., Mendenhall, M., & Oddou, G. (1991). Toward a comprehensive model of

 international adjustment: An integration of multiple theoretical perspectives.

 Academy of Management Review, 16(2), 291-317.

 https://doi.org/10.2307/258863 

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 

Blume, B. D., Ford, J. K., Surface, E. A., & Olenick, J. (2019). A dynamic model of

 training transfer. Human Resource Management Review, 29(2), 270-283.

 https://doi.org/10.1016/j.hrmr.2017.11.004 

Bochner, S. (1982). The social psychology of cross-cultural relations. In S. Bochner

 (Eds.), Cultures in contact: Studies in cross-cultural interaction (pp. 5–44).

 Pergamon. 

Bonanno, G. A., Westphal, M., & Mancini, A. D. (2011). Resilience to loss and potential

 trauma. Annual Review of Clinical Psychology, 7, 511-535. 

 https://doi.org/10.1146/annurev-clinpsy-032210-104526 

http://globalmobilitytrends.bgrs.com/
https://doi.org/10.2307/258109
https://doi.org/10.2307/258863
https://doi.org/10.1177/0149206309352880
https://doi.org/10.1016/j.hrmr.2017.11.004
https://doi.org/10.1146/annurev-clinpsy-032210-104526


151 

 

 

Bussin, M., Nienaber, R., & Trompetter, D. (2016). The relationship between family

 adjustment and expatriate performance. South African Journal of Business

 Management, 47(2), 13-21. https://doi.org/10.4102/sajbm.v47i2.56 

Brandstätter, V., Lengfelder, A., & Gollwitzer, P. M. (2001). Implementation intentions

 and efficient action initiation. Journal of Personality and Social Psychology,

 81(5), 946. https://doi.org/10.1037/0022-3514.81.5.946 

Brown, K. G. (2001). Using computers to deliver training: which employees learn and

 why?. Personnel Psychology, 54, 271–96. https://doi.org/j.1744

 6570.2001.tb00093.x 

Baumeister, R. F., & Heatherton, T. F. (1996). Self-regulation failure: An overview.

 Psychological Inquiry, 7(1), 1-15. https://doi.org/10.1207/s15327965pli0701_1 

Budden, J. S., & Sagarin, B. J. (2007). Implementation intentions, occupational stress,

 and the exercise intention-behavior relationship. Journal of Occupational Health  

 Psychology, 12(4), 391-401. https://doi.org/10.1037/1076-8998.12.4.391  

Burns, L. R. (2017). Systemic and Human Factors that Contribute to Medical Error: A

 Study of Higher Reliability [Doctoral thesis, University of Houston].

 http://hdl.handle.net/10657/2094 

Burns, R. A., & Anstey, K. J. (2010). The Connor–Davidson Resilience Scale (CD

 RISC): Testing the invariance of a unidimensional resilience measure that is

 independent of positive and negative affect. Personality and Individual

 Differences, 48(5), 527-531. https://doi.org/10.1016/j.paid.2009.11.026 

https://doi.org/10.4102/sajbm.v47i2.56
https://doi.org/10.1037/0022-3514.81.5.946
https://doi.org/j.1744%096570.2001.tb00093.x
https://doi.org/j.1744%096570.2001.tb00093.x
https://psycnet.apa.org/doi/10.1207/s15327965pli0701_1
https://psycnet.apa.org/doi/10.1037/1076-8998.12.4.391
http://hdl.handle.net/10657/2094
https://doi.org/10.1016/j.paid.2009.11.026


152 

 

 

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 

Campbell‐Sills, L., & Stein, M. B. (2007). Psychometric analysis and refinement of the

 Connor-Davidson resilience scale (CD‐RISC): validation of a 10‐item

 measure of resilience. Journal of Traumatic Stress: Official Publication of The

 International Society for Traumatic Stress Studies, 20(6), 1019-1028.

 https://doi.org/10.1002/jts.20271 

Caligiuri, P., Phillips, J., Lazarova, M., Tarique, I., & Burgi, P. (2001). The theory of met

 expectations applied to expatriate adjustment: The role of crosscultural training.

 International Journal of Human Resource Management, 12(3), 357-372.

 https://doi.org/10.1080/09585190121711 

Card, S.K., English, W.K., & Burr, B.J., 1978. Evaluation of mouse, rate-controlled

 isometric joystick, step keys, and text keys for text selection on a CRT.

 Ergonomics, 21 (8), 601–613. https://doi.org/10.1080/00140137808931762 

Carlson, J. S., Burns, B. B., Useem, J & Yachlmowicz, D. (1990). Study abroad: The

 experience of American undergraduates. New York, NY: Greenwood Press. 

Chiaburu, D. S., & Lindsay, D. R. (2008). Can do or will do? The importance of self

 efficacy and instrumentality for training transfer. 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.

https://doi.org/10.1177/1534484307303035
https://doi.org/10.1002/jts.20271
https://doi.org/10.1080/09585190121711
https://doi.org/10.1080/00140137808931762
https://doi.org/10.1080/13678860801933004


153 

 

 

 International Journal of Training and Development, 9(2), 110-123. 

 https://doi.org/10.1111/j.1468-2419.2005.00225.x 

Chen, K. C. & Jang, S. J. (2010). Autonomy, affiliation, and ability: relative salience of 

 factors that influence online learner motivation and learning outcomes. 

Knowledge Management & E-Learning: An International Journal, 2(1), 30-50.

 https://doi.org/10.34105/j.kmel.2010.02.004 

Chow, B. (2009). Literature review: clarifying the constructs of motivation, regulation of

 motivation, and volition in models of self-regulated learning. Transformative 

Dialogues: Teaching & Learning Journal, 3(2), 1-11. 

Church, A. T. (1982). Sojourner adjustment. Psychological Bulletin, 91, 540–572.

 http://dx.doi.org/10.1037/0033-2909.91.3.540 

Clarke, N. (2002). Job/work environment factors influencing training transfer within a

 human service agency: Some indicative support for Baldwin and Ford’s transfer

 climate construct. International Journal of Training and Development, 6(3), 146

 162. https://doi.org/10.1111/1468-2419.00156 

Clarke, A., Lewis, D., Cole, I., & Ringrose, L. (2005). A strategic approach to developing 

 e-learning capability for healthcare. Health Information and Libraries Journal,

 22(2), 33– 41. https://doi.org/10.1111/j.1470-3327.2005.00611.x 

Cleophas, T.J. & Zwinderman, A.H. (2018) Bayesian Pearson Correlation Analysis.

 Modern Bayesian Statistics in Clinical Research. Springer. 

 https://doi.org/10.1007/978-3-319-92747-3 

https://doi.org/10.1111/j.1468-2419.2005.00225.x
https://doi.org/10.34105/j.kmel.2010.02.004
http://dx.doi.org/10.1037/0033-2909.91.3.540
https://doi.org/10.1111/1468-2419.00156
https://doi.org/10.1111/j.1470-3327.2005.00611.x
https://doi.org/10.1007/978-3-319-92747-3


154 

 

 

Coghlan, D. (1993). A person-centred approach to dealing with resistance to change.

 Leadership & Organization Development Journal, 14(4), 10-14.

 https://doi.org/10.1108/01437739310039433 

Cohen J. (1988). Statistical Power Analysis for the Behavioral Sciences. Routledge

 Academic. 

Cohen J, Cohen P, West S. G., & Aiken L. S. (2013). Applied multiple

 regression/correlationanalysis for the behavioral sciences (Third Edition).

 Routledge. https://doi.org/10.4324/9780203774441 

Conner, D. R. (1993). Managing at the speed of change: How resilient managers succeed

 and prosper where others fail. Villard Books. 

Connor, K. M., & Davidson, J. R. (2003). Development of a new resilience scale: The

 Connor-Davidson resilience scale (CD‐RISC). Depression and Anxiety, 18(2), 76-

 82. https://doi.org/10.1002/da.10113 

Corno, L. (1993). The best-laid plans: Modern conceptions of volition and educational 

 research. Educational Researcher, 22(2), 14-22. https://doi.org/10.2307/1176169 

Corno, L. (2001). Volitional aspects of self-regulated learning. In B. Zimmerman & D.

 Schunk (Eds.), Self-regulated learning and academic achievement: Theoretical

 Perspectives (2nd ed., pp. 191-225). Lawrence Erlbaum Associates.  

Corno, L., & Kanfer, R. (1993). The role of volition in learning and performance. In L.

 Darling Hammond (Ed.), Review of Research in Education (Vol. 21, pp. 301

 341). F.E. Peacock Publishers. 

https://doi.org/10.1108/01437739310039433
https://doi.org/10.4324/9780203774441
https://doi.org/10.1002/da.10113
https://doi.org/10.2307/1176169


155 

 

 

Curado, C., Henriques, P. L., & Ribeiro, S. (2015). Voluntary or mandatory enrollment in

 training and the motivation to transfer training. International Journal of Training

 and Development, 19(2), 98-109. https://doi.org/10.1111/ijtd.12050 

Deci, E. L., Eghrari, H., Patrick, B. C., & Leone, D. R. (1994). Facilitating

 internalization: The self‐determination theory perspective. Journal of

 Personality, 62(1), 119-142. https://doi.org/10.1111/j.1467-6494.1994.tb00797.x 

Deci, E. L., & Flaste, R. (1995). Why we do what we do: The dynamics of personal

 autonomy. Putnam. 

Dekker, S. (2002). The field guide to human error investigations. Ashgate.  

Deshpande, S. P., & Viswesvaran, C. (1992). Is cross-cultural training of expatriate

 managers effective: A meta-analysis. International Journal of Intercultural

 Relations, 16(3), 295- 310. https://doi.org/10.1016/0147-1767(92)90054-X 

Dickinson, A., & Balleine, B. (2002). The role of learning in the operation of

 motivational systems. In H. Pashler & R. Gallistel (Eds.), Stevens’ handbook of

 experimental psychology: Learning, motivation, and emotion (3rd ed., Vol. 3,

 pp. 497–533). Wiley. 

Döös, M., & Wilhelmson, L. (2011). Collective learning: Interaction and a shared action

 arena. Journal of Workplace Learning, 23, 487-500.

 https://doi.org/10.1108/13665621111174852 

Duckworth, A. L., & Seligman, M. E. (2006). Self-discipline gives girls the edge: Gender

 in self- discipline, grades, and achievement test scores. Journal of Educational

 Psychology, 98(1), 198. https://doi.org/10.1037/0022-0663.98.1.198 

https://doi.org/10.1111/ijtd.12050
https://doi.org/10.1111/j.1467-6494.1994.tb00797.x
https://psycnet.apa.org/doi/10.1016/0147-1767(92)90054-X
https://doi.org/10.1108/13665621111174852
https://doi.org/10.1037/0022-0663.98.1.198


156 

 

 

Duckworth, A. L., Peterson, C., Matthews, M. D., & Kelly, D. R. (2007). Grit:

 perseverance and passion for long-term goals. Journal of Personality and Social

 Psychology, 92(6), 1087. https://doi.org/10.1037/0022-3514.92.6.1087 

Duckworth, A. L., Grant, H., Loew, B., Oettingen, G., & Gollwitzer, P. M. (2011). Self-

 regulation strategies improve self‐discipline in adolescents: Benefits of mental

 contrasting and implementation intentions. Educational Psychology, 31(1), 17-26.

 https://doi.org/10.1080/01443410.2010.506003 

Duckworth, A. L., Kirby, T. A., Gollwitzer, A., & Oettingen, G. (2013). From fantasy to

 action: Mental contrasting with implementation intentions (MCII) improves

 academic performance in children. Social Psychological and Personality Science,

 4(6), 745-753. https://dx.doi.org/10.1177/1948550613476307 

Durgin, A., Mahoney, A., Cox, C., Weetjens, B. J., & Poling, A. (2014). Using task

 clarification and feedback training to improve staff performance in an east

 African nongovernmental organization. Journal of Organizational Behavior

 Management, 34(2), 122–143.

 https://doi.org/10.1080/01608061.2014.914007 

Elbe, A. M., Szymanski, B., & Beckmann, J. (2005). The development of volition in

 young elite athletes. Psychology of Sport and Exercise, 6(5), 559-569.

 https://doi.org/10.1016/j.psychsport.2004.07.004 

Elliot, M. A., & Armitage, C. J. (2006). Effects of implementation intentions on the self

 reported frequency of drivers’ compliance with speed limits. Journal of

 Experimental Psychology: Applied, 12(2), 108 –117.

 https://doi.org/10.1037/1076-898X.12.2.108 

https://doi.org/10.1037/0022-3514.92.6.1087
https://doi.org/10.1080/01443410.2010.506003
https://dx.doi.org/10.1177/1948550613476307
https://doi.org/10.1080/01608061.2014.914007
https://doi.org/10.1016/j.psychsport.2004.07.004
https://doi.org/10.1037/1076-898X.12.2.108


157 

 

 

Erez, M. (1977). Feedback: A necessary condition for the goal setting-performance 

 relationship. Journal of Applied Psychology, 62(5), 624. 

 https://doi.org/10.1037/0021-9010.62.5.624 

Eschbach, D. M., Parker, G. E., & Stoeberl, P. A. (2001). American repatriate employees'

 retrospective assessments of the effects of cross-cultural training on their

 adaptation to international assignments. International Journal of Human

 Resource Management, 12(2), 270-287. https://doi.org/10.1080/09585190122882 

Evans, J. S. B., & Frankish, K. E. (2009). In two minds: Dual processes and beyond.

 Oxford University Press. Evans, J. S. B., & Stanovich, K. E. (2013). Dual-process

 theories of higher cognition: Advancing the debate. Perspectives on

 Psychological Science, 8(3), 223-241. https://doi.org/10.1177/1745691612460685 

Faeth, P. C., & Kittler, M. G. (2017). How do you fear? Examining expatriates’

 perception of danger and its consequences. Journal of Global Mobility: The

 Home of Expatriate Management Research. https://doi.org/10.1108/JGM-11

 2016-0063 

Kraimer, M. L., & Wayne, S. J. (2004). An examination of perceived organizational

 support as a multidimensional construct in the context of an expatriate

 assignment. Journal of Management, 30(2), 209-237.

 https://doi.org/10.1016/j.jm.2003.01.001 

Flores, E., Cicchetti, D., & Rogosch, F. A. (2005). Predictors of resilience in maltreated

 and non-maltreated Latino children. Developmental Psychology, 41(2), 338.

 https://doi.org/10.1037/0012-1649.41.2.338 

https://doi.org/10.1037/0021-9010.62.5.624
https://doi.org/10.1080/09585190122882
https://doi.org/10.1177/1745691612460685
https://doi.org/10.1108/JGM-11%092016-0063
https://doi.org/10.1108/JGM-11%092016-0063
https://doi.org/10.1016/j.jm.2003.01.001
https://doi.org/10.1037/0012-1649.41.2.338


158 

 

 

Fonagy, P., Steele, M., Steele, H., Higgitt, A., & Target, M. (1994). The Emanuel Miller

 memorial lecture 1992. The theory and practice of resilience. Journal of Child

 Psychology and Psychiatry, 35(2), 231-257.  

 https://doi.org/10.1111/j.1469-7610.1994.tb01160.x 

Friedman, S., & Ronen, S. (2015). The effect of implementation intentions on transfer of

 training. European Journal of Social Psychology, 45(4), 409-416.

 https://doi.org/10.1002/ejsp.2114 

Freud S. (1923a). Two Encyclopaedia Articles, Standard Edn, Vol. XVIII. Hogarth Press.  

Freud, S. (1961b). New introductory lectures on psycho-analysis. In J. Strachey (Ed. And

 Trans.), The standard edition of the complete psychological works of Sigmund

 Freud (Vol. 22, pp. 7-182). Hogarth Press. (Original work published 1933). 

Furnham, A. (1993). Just world beliefs in twelve societies. The Journal of Social

 Psychology, 133(3), 317-329. https://doi.org/10.1080/00224545.1993.9712149 

Furnham, A., & Alibhai, N. (1985). The friendship networks of foreign students: A

 replication and extension of the functional model. International Journal of

 Psychology, 20(3-4), 709-722. https://doi.org/10.1080/00207598508247565 

Gaudine, A. P., & Saks, A. M. (2004). A longitudinal quasi‐experiment on the effects of 

 post-training transfer interventions. Human Resource Development Quarterly,

 15(1), 57-76. https://doi.org/10.1002/hrdq.1087 

Gaudreau, P., Carraro, N., & Miranda, D. (2012). From goal motivation to goal progress:

 the mediating role of coping in the Self-Concordance Model. Anxiety, Stress

 &Coping, 25(5), 507-528. https://doi.org/10.1080/10615806.2011.628015 

https://doi.org/10.1111/j.1469-7610.1994.tb01160.x
https://doi.org/10.1002/ejsp.2114
https://doi.org/10.1080/00224545.1993.9712149
https://doi.org/10.1080/00207598508247565
https://psycnet.apa.org/doi/10.1002/hrdq.1087
https://doi.org/10.1080/10615806.2011.628015


159 

 

 

Geeraert, N., & Demoulin, S. (2013). Acculturative stress or resilience? A longitudinal

 multilevel analysis of sojourners’ stress and self-esteem. Journal of Cross

 Cultural Psychology, 44(8), 1241-1262.

 https://doi.org/10.1177/0022022113478656 

Gegenfurtner, A., Veermans, K., Festner, D., & Gruber, H. (2009). Integrative literature

 review:Motivation to transfer training: An integrative literature review. Human

 Resource Development Review, 8(3), 403-423.

 https://doi.org/10.1177/1534484309335970 

Georgenson, D. L. (1982), The problem of transfer calls for partnership, Training and

 Development Journal, 36, 75–8.  

Gluyas, H., & Morrison, P. (2014). Human factors and medication errors: a case study.

 Nursing Standard (2014+), 29(15), 37. https://doi.org/10.7748/ns.29.15.37.e9520 

Goldstein, D. L., & Smith, D. H. (1999). The analysis of the effects of experiential

 training on sojourners’ cross-cultural adaptability. International Journal of

 Intercultural Relations, 25, 157-173. https://doi.org/10.1016/S0147

 1767(98)00030-3 

Gollwitzer, P. M. (1996). The volitional benefits of planning. In P. Gollwitzer & J. Bargh

 (Eds.), The Psychology of Action: Linking Cognition and Motivation to Behavior

 (pp. 287-312). Guilford.  

Gollwitzer, P. M. (1999). Implementation intentions: strong effects of simple plans.

 American Psychologist, 54(7), 493. https://doi.org/10.1037/0003-066X.54.7.493 

https://doi.org/10.1177/0022022113478656
https://doi.org/10.1177/1534484309335970
https://doi.org/10.7748/ns.29.15.37.e9520
https://doi.org/10.1016/S0147%091767(98)00030-3
https://doi.org/10.1016/S0147%091767(98)00030-3
https://psycnet.apa.org/doi/10.1037/0003-066X.54.7.493


160 

 

 

Gollwitzer, P. M., & Moskowitz, G. B. (1996). Goal effects on action and cognition. In

 E. T. Higgins & A. W. Kruglanski (Eds.), Social psychology: Handbook of

 basic principles (pp. 361–399). Guilford Press. 

Gollwitzer, P. M., & Sheeran, P. (2006). Implementation intentions and goal

 achievement: A meta‐analysis of effects and processes. Advances in Experimental

 Social Psychology, 38, 69-119. https://doi.org/10.1016/S0065-2601(06)38002-1 

Gollwitzer, P. M., & Sheeran, P. (2009). Self‐regulation of consumer decision making

 and behavior: The role of implementation intentions. Journal of Consumer

 Psychology, 19(4), 593-607. https://doi.org/10.1016/j.jcps.2009.08.004 

Gollwitzer, P. M. (2015). Setting one's mind on action: Planning out goal striving in

 advance. In R. A. Scott, & S. M. Kosslyn (Eds.), Emerging trends in the social

 and behavioral sciences: An interdisciplinary, searchable, and linkable resource

 (pp. 1-14). Springer. https://doi.org/10.1002/9781118900772.etrds0298 

Grant, A. M., & Shin, J. (2012). Work motivation: Directing, energizing, and maintaining

 effort (and research). In R. M. Ryan (Ed.), Oxford handbook of motivation (pp.

 505-519). Oxford University Press. 

Gravina, N., Vanwagner, M., & Austin, J. (2008). Increasing physical therapy equipment

 preparation using task clarification, feedback and environmental manipulations

 Journal of Organizational Behavior Management, 28(2), 110–122.

 https://doi.org/10.1080/01608060802100931 

Grisenthwaite (2015, March 20) Driving Impact with Learning Analytics. 

 https://www.atd-gtc.org/Resources/Documents/MetricsThatMatter

 ATDMinneapolis3-20-15.pdf 

https://psycnet.apa.org/doi/10.1016/S0065-2601(06)38002-1
https://psycnet.apa.org/doi/10.1016/j.jcps.2009.08.004
https://doi.org/10.1002/9781118900772.etrds0298
https://doi.org/10.1080/01608060802100931
https://www.atd-gtc.org/Resources/Documents/MetricsThatMatter%09ATDMinneapolis3-20-15.pdf
https://www.atd-gtc.org/Resources/Documents/MetricsThatMatter%09ATDMinneapolis3-20-15.pdf


161 

 

 

Grohann, A., Beller, J., & Kauffeld, S. (2014). Exploring the critical role of motivation to

 transfer in the training transfer process. International Journal of Training and

 Development, 18(2), 84-103. https://doi.org/10.1111/ijtd.12030 

Grollman, W. K., & Cannon, D. (2003, November). E-Learning: A better chalkboard.

 Financial Executive, 45 – 47. 

Grossman, R., & Burke-Smalley, L. A. (2018). Context-dependent accountability

 strategies to improve the transfer of training: A proposed theoretical model and

 research propositions. Human Resource Management Review, 28(2), 234-247.

 https://doi.org/10.1016/j.hrmr.2017.08.001 

Grossman, R., & Salas, E. (2011). The transfer of training: what really matters.

 International Journal of Training and Development, 15(2), 103-120.

 http://dx.doi.org/10.1111/j.1468-2419.2011.00373.x 

Guay, F., Chanal, J., Ratelle, C. F., Marsh, H. W., Larose, S., & Boivin, M. (2010).

 Intrinsic, identified, and controlled types of motivation for school subjects in

 young elementary school children. British Journal of Educational Psychology,

 80(4), 711–735. http://dx.doi.org/10.1348/000709910X499084 

Gucciardi, D. F., Jackson, B., Coulter, T. J., & Mallett, C. J. (2011). The Connor

 Davidson Resilience Scale (CD-RISC): Dimensionality and age-related

 measurement invariance with Australian cricketers. Psychology of Sport and

 Exercise, 12(4), 423- 433. 

Gupta, D. M., Boland, R. J., & Aron, D. C. (2017). The physician’s experience of

 changing clinical practice: a struggle to unlearn. Implementation Science, 12(1),

 28. https://doi.org/10.1186/s13012-017-0555-2 

https://psycnet.apa.org/doi/10.1111/ijtd.12030
https://doi.org/10.1016/j.hrmr.2017.08.001
http://dx.doi.org/10.1111/j.1468-2419.2011.00373.x
http://dx.doi.org/10.1348/000709910X499084
https://doi.org/10.1186/s13012-017-0555-2


162 

 

 

Hartjes, L. B., Baumann, L. C., & Henriques, J. B. (2009). Travel health risk perceptions

 and prevention behaviors of US study abroad students. Journal of Travel

 Medicine, 16(5), 338-343. https://doi.org/10.1111/j.1708-8305.2009.00322.x 

Harvey, M. G. (1997). “Inpatriation” training: The next challenge for international human

 resource management. International Journal of Intercultural Relations, 21(3), 393-

 428. https://doi.org/10.1016/S0147-1767(97)00006-0 

Hikkerova, L., Ilouga, S. N., & Sahut, J. M. (2016). The entrepreneurship process and the

 model of volition. Journal of Business Research, 69(5), 1868-1873.

 https://doi.org/10.1016/j.jbusres.2015.10.071 

Heckhausen, H. (1987b). Wünschen-Wählen-Wollen [Wishing-weighing-willing]. In H.

 Heckhausen, P. M. Gollwitzer, & F. E. Weinert (Eds.), Jenseits des Rubikon: Der

 Wille in den Humanwissenschaften (pp. 3-9) Heidelberg: Springer-Verlag. 

Heckhausen, H. (1991). Motivation and action. Springer-Verlag. 

Heckhausen, J. (2007). The motivation-volition divide and its resolution in action-phase

 models  of behavioral and developmental regulation. Research in Human

 Development, 4, 163-180. https://doi.org/10.1080/15427600701662983 

Heckhausen, H., & Gollwitzer, P. M. (1987). Thought contents and cognitive functioning

 in motivational versus volitional states of mind. Motivation and Emotion, 11(2),

 101-120. https://doi.org/10.1007/BF00992338 

Hodell C. (2015) ISD from the ground up: A no-nonsense approach to instructional

 design (4th ed.). American Society for Training and Development. 

Holland, R. W., Aarts, H., & Langendam, D. (2006). Breaking and creating habits on the

 working floor: A field-experiment on the power of implementation intentions.

https://doi.org/10.1111/j.1708-8305.2009.00322.x
https://doi.org/10.1016/S0147-1767(97)00006-0
https://doi.org/10.1016/j.jbusres.2015.10.071
https://doi.org/10.1080/15427600701662983
https://doi.org/10.1007/BF00992338


163 

 

 

 Journal of Experimental Social Psychology, 42(6), 776-783.

 https://doi.org/10.1016/j.jesp.2005.11.006 

Houssais, S., Oettingen, G., & Mayer, D. (2013). Using mental contrasting with

 implementation intentions to self-regulate insecurity-based behaviors in

 relationships. Motivation and Emotion, 37(2), 224-233.

 https://doi.org/10.1007/s11031-012-9307-4 

Huang, J. L., Ford, J. K., & Ryan, A. M. (2017). Ignored no more: Within‐person

 variability enables better understanding of training transfer. Personnel

 Psychology, 70(3), 557-596. https://doi.org/10.1111/peps.12155 

Hummer, J. F., Pedersen, E. R., Mirza, T., & LaBrie, J. W. (2010). Factors associated

 with general and sexual alcohol-related consequences: An examination of college

 students while studying abroad. Journal of Student Affairs Research and Practice,

 47(4), 427-444. https://doi.org/10.2202/1949-6605.6134 

Hunley, H. A. (2010). Students’ functioning while studying abroad: The impact of

 psychological distress and loneliness. International Journal of Intercultural

 Relations, 34(4), 386-392. https://doi.org/10.1016/j.ijintrel.2009.08.005 

Ilouga, S. N., Mouloungni, A. N., & Sahut, J. M. (2014). Entrepreneurial intentionand 

career choices: The role of volition. Small Business Economics, 42(4), 717-728. 

https://doi.org/ 10.1007/s11187-013-9524-6 

Inzlicht, M., & Schmeichel, B. J. (2012). What Is Ego Depletion? Toward a Mechanistic

 Revision of the Resource Model of Self-Control. Perspectives on Psychological

 Science, 7(5), 450–463. https://doi.org/10.1177/1745691612454134 

https://doi.org/10.1016/j.jesp.2005.11.006
https://doi.org/10.1111/peps.12155
https://dx.doi.org/10.2202%2F1949-6605.6134
https://doi.org/10.1016/j.ijintrel.2009.08.005
https://doi.org/%2010.1007/s11187-013-9524-6
https://doi.org/10.1177/1745691612454134


164 

 

 

Kanfer, F. H. (1977). The many faces of self-control, or behavior modification changes

 its focus. In R. B. Stuart (Ed.), Behavioral self-management: Strategies,

 techniques and outcomes (pp. 1-48). Brunner/Mazel. 

Kanfer, R. (1990). Motivation theory and industrial and organizational psychology. In M.

 D. Dunnette & L. M. Hough (Eds.), Handbook of industrial and organizational

 psychology (2nd ed., Vol. 1, pp. 75–170). Consulting Psychologists Press. 

Kanfer, F. H., & Karoly, P. (1972). Self-control: A behavioristic excursion into the lion's 

 den. Behavior Therapy, 3(3), 398-416. https://doi.org/10.1016/S0005

 7894(72)80140-0 

Kauffeld, S., Bates, R., Holton III, E. F., & Müller, A. C. (2008). Das deutsche

 Lerntransfer-System-Inventar (GLTSI): psychometrische Überprüfungder

 deutschsprachigen Version. Zeitschrift für Personalpsychologie, 7(2), 50-69. 

Kehr, H. M. (2004). Integrating implicit motives, explicit motives, and perceived

 abilities: The compensatory model of work motivation and volition. Academy of

 Management Review, 29(3), 479-499.

 https://doi.org/10.5465/amr.2004.13670963 

Keller, L., Bieleke, M., & Gollwitzer, P. M. (2019). Mindset Theory of Action Phases

 and If Then Planning. In K. Sassenberg & M. Vliek (Eds) Social psychology in

 action (pp. 23-37). Springer. https://doi.org/10.1007/978-3-030-13788-5_2 

Kenny, D. A., Kaniskan, B., & McCoach, D. B. (2015). The performance of RMSEA in

 models with small degrees of freedom. Sociological Methods & Research, 44(3),

 486-507. https://doi.org/10.1177/0049124114543236 

https://doi.org/10.1016/S0005%097894(72)80140-0
https://doi.org/10.1016/S0005%097894(72)80140-0
https://doi.org/10.5465/amr.2004.13670963
https://doi.org/10.1007/978-3-030-13788-5_2
https://doi.org/10.1177/0049124114543236


165 

 

 

Kerlinger, F. N., & Pedhazur, E. J. (1973). Multiple regression in behavioral research.

 Rinehart & Winston. 

Kim, Y. Y. (2001). Becoming intercultural. Sage. 

Kim, Y. Y. (2006). From Ethnic to Interethnic: The Case for Identity Adaptation and

 Transformation. Journal of Language and Social Psychology, 25(3), 283–300.

 https://doi.org/10.1177/0261927X06289429 

Kim, Y. Y. (2008). Intercultural personhood: Globalization and a way of being.

 International Journal of Intercultural Relations, 32(4), 359-368.

 https://doi.org/10.1016/j.ijintrel.2008.04.005 

Kim, Y.Y. (2012). Beyond cultural categories: Communication, adaptation, and

 transformation. In J. Jackson (Ed.), The Routledge handbook of language and

 intercultural communication (pp. 229– 243). New York, NY: Routledge. 

Kim, J. W., Ritter, F. E., & Koubek, R. J. (2013). An integrated theory for improved skill

 acquisition and retention in the three stages of learning. Theoretical Issues in

 Ergonomics Science,14(1), 22-37.

 https://doi.org/10.1080/1464536X.2011.573008 

Kirk, D., Oettingen, G., & Gollwitzer, P. M. (2011). Mental contrasting promotes

 integrative bargaining. International Journal of Conflict Management, 22(4), 324

 341. https://doi.org/10.1108/10444061111171341 

Kirk, D., Oettingen, G., & Gollwitzer, P. M. (2013). Promoting integrative bargaining:

 Mental contrasting with implementation intentions. International Journal of

 Conflict Management, 24(2), 148-165.

 https://doi.org/10.1108/10444061311316771 

https://doi.org/10.1177/0261927X06289429
https://doi.org/10.1016/j.ijintrel.2008.04.005
https://doi.org/10.1080/1464536X.2011.573008
https://doi.org/10.1108/10444061111171341
https://doi.org/10.1108/10444061311316771


166 

 

 

Klein, H. J., Wesson, M. J., Hollenbeck, J. R., & Alge, B. J. (1999). Goal commitment

 and the goal-setting process: conceptual clarification and empirical synthesis.

 Journal of Applied Psychology, 84(6), 885. https://doi.org/10.1037/0021

 9010.84.6.885 

Kline, R. B (2010). Principles and Practice of Structural Equation Modeling (3rd ed.).

 Guilford Press.  

Knofczynski, G. T., & Mundfrom, D. (2008). Sample sizes when using multiple linear

 regression for prediction. Educational and Psychological Measurement, 68(3),

 431-442. https://doi.org/10.1177/0013164407310131 

Kobasa, S. C. (1979). Stressful life events, personality, and health: an inquiry into

 hardiness. Journal of Personality and Social Psychology, 37(1), 1.

 https://doi.org/10.1037/0022-3514.37.1.1 

Koestner, R., Horberg, E. J., Gaudreau, P., Powers, T., Di Dio, P., Bryan, C., Jochum, R.

 & Salter, N. (2006). Bolstering implementation plans for the long haul: The

 benefits of simultaneously boosting self-concordance or self-efficacy. Personality

 and Social Psychology Bulletin, 32(11), 1547-1558.

 https://doi.org/10.1177/0146167206291782 

Koestner, R., Otis, N., Powers, T. A., Pelletier, L., & Gagnon, H. (2008). Autonomous

 motivation, controlled motivation, and goal progress. Journal of Personality,

 76(5), 1201-1230. https://doi.org/10.1111/j.1467-6494.2008.00519.x 

Kolb, D. A. (1984). Experiential learning: Experience as the source of learning and

 development. Prentice-Hall. 

https://doi.org/10.1037/0021%099010.84.6.885
https://doi.org/10.1037/0021%099010.84.6.885
https://doi.org/10.1177/0013164407310131
https://doi.org/10.1037/0022-3514.37.1.1
https://doi.org/10.1177/0146167206291782
https://doi.org/10.1111/j.1467-6494.2008.00519.x


167 

 

 

Kolb, A. & Kolb, D. (2009). Experiential learning theory: a dynamic, holistic approach to

 management learning, education and development. In S. J. Armstrong & C. V.

 Fukami The SAGE handbook of management learning, education and

 development (pp. 42-68). SAGE Publications Ltd.

 https://doi.org/10.4135/9780857021038.n3 

Kruglanski, A. W., Thompson, E. P., Higgins, E. T., Atash, M., Pierro, A., Shah, J. Y., &

 Spiegel, S. (2000). To" do the right thing" or to" just do it": Locomotion and

 assessment as distinct self-regulatory imperatives. Journal of Personality and

 Social Psychology, 79(5), 793. https://doi.org/10.1037/0022-3514.79.5.793 

Kuhl, J. (1985). Volitional mediators of cognitive-behavior consistency: Self-regulation

 processes and action versus state orientation. In J. Kuhl & J. Beckmann (Eds.),

 Action Control: From cognition to behaviour (pp. 101-128). Springer-Verlag. 

Kuhl, J. (1994a). Action versus state orientation: Psychometric properties of the action

 control scale (ACS-90). In J. Kuhl & J. Beckmann (Eds.), Volition and

 personality: Action versus state orientation (pp. 47—59). Hogrefe & Huber. 

Kuhl, J., & Fuhrmann, A. (1998). Decomposing self-regulation and self-control: the

 volitional components inventory. In J. Heckhausen, & C. S. Dweck (Eds.),

 Motivation and self-regulation across the life-span (pp. 15–49). Cambridge

 University Press. 

Kuhl, J., & Fuhrmann, A. (2000). Volitional Components Questionnaire 3 (VCQ-3).

 University of Osnabrück, Germany. 

https://doi.org/10.4135/9780857021038.n3
https://psycnet.apa.org/doi/10.1037/0022-3514.79.5.793


168 

 

 

Kumarika Perera, H., Yin Teng Chew, E., & Nielsen, I. (2017). A psychological contract

 perspective of expatriate failure. Human Resource Management, 56(3), 479-499.

 https://doi.org/10.1002/hrm.21788 

Kumpfer, K. L. (1999). Factors and processes contributing to resilience: The resilience  

framework. In M. D. Glantz & J. L. Johnston (Eds.), Resilience and development:  

Positive life adaptations. Longitudinal research in the social and behavioral

 sciences (pp. 161-176). Kluwer. 

Laird, N. M., & Ware, J. H. (1982). Random-effects models for longitudinal  

 data. Biometrics, 963-974. 

Laker, D. R. (1990). Dual dimensionality of training transfer. Human Resource

 Development Quarterly, 1(3), 209-223. https://doi.org/10.1002/hrdq.3920010303 

Lally, P., Van Jaarsveld, C. H., Potts, H. W., & Wardle, J. (2010). How are habits

 formed: Modelling habit formation in the real world. European Journal of Social

 Psychology, 40(6), 998-1009. https://doi.org/10.1002/ejsp.674 

Lally, P., Wardle, J., & Gardner, B. (2011). Experiences of habit formation: a qualitative

 study. Psychology, Health & Medicine, 16(4), 484-489.

 https://doi.org/10.1080/13548506.2011.555774 

Latham, G. P. (2007). Work motivation: History, theory, research and practice. Sage  

Publications. 

Ledford, G. Jr., Mohrman, S., Mohrman, A., & Lawler, E. III. (1989). The phenomenon

 of large-scale organizational change. In A. Mohrman and Associates (Ed.), Large

 scale organizational change (pp 1–31). Jossey-Bass.  

https://doi.org/10.1002/hrm.21788
https://doi.org/10.1002/hrdq.3920010303
https://doi.org/10.1002/ejsp.674
https://doi.org/10.1080/13548506.2011.555774


169 

 

 

Lenné, M.G., Salmon, P.M., Liu, C.C., & Trotter, M. (2012). A systems approach to

 accident causation in mining: An application of the HFACS method. Accident

 Analysis and Prevention, 48, 111–117. https://doi.org/10.1016/j.aap.2011.05.026 

Lenné, M. G., Ashby, K., & Fitzharris, M. (2008). Analysis of general aviation crashes in

 Australia using the Human Factors Analysis and Classification System. The

 International Journal of Aviation Psychology, 18(4), 340-352.

 https://doi.org/10.1080/10508410802346939 

Leung, M. Y., Liang, Q., & Chan, I. Y. (2017). Development of a stressors–stress

 performance–outcome model for expatriate construction professionals. Journal of

 Construction Engineering and Management, 143(5), 04016121-1- 0401621-11.

 https://doi.org/10.1061/(ASCE)CO.1943-7862.0001266 

Lewin, K. (1926). Vorsatz, wille und bedürfnis. Psychologische Forschung, 7(1), 330-

 385. https://doi.org/10.1007/BF02424365 

Liebkind, K. (2006). Ethnic identity and acculturation. In D. L. Sam, & J. W. Berry

 (Eds.), The Cambridge handbook of acculturation psychology (pp. 78–96).

 Cambridge University Press. 

Lim, G. S., & Chan, A. (2003). Individual and situational correlates of motivation for

 skills upgrading: an empirical study. Human Resource Development

 International, 6(2), 219-242. https://doi.org/10.1080/13678860110096239 

LinkedIn Learning (2020). 2020 Workplace Learning Report.

 https://learning.linkedin.com/resources/workplace-learning-report  

https://doi.org/10.1016/j.aap.2011.05.026
https://doi.org/10.1080/10508410802346939
https://doi.org/10.1061/(ASCE)CO.1943-7862.0001266
https://doi.org/10.1007/BF02424365
https://doi.org/10.1080/13678860110096239
https://learning.linkedin.com/resources/workplace-learning-report


170 

 

 

Lin, S. P., & Betz, N. E. (2009). Factors related to the social self-efficacy of Chinese

 international students. The Counseling Psychologist, 37(3), 451-471.

 https://doi.org/10.1177/0011000009332474 

Linder, J. A., Doctor, J. N., Friedberg, M. W., Nieva, H. R., Birks, C., Meeker, D., &

 Fox, C.R. (2014). Time of day and the decision to prescribe antibiotics. JAMA

 Internal Medicine, 174(12), 2029–2031.

 https://doi.org/10.1001/jamainternmed.2014.5225 

Lindwall, M., Barkoukis, V., Grano, C., Lucidi, F., Raudsepp, L., Liukkonen, J., &

 Thøgersen-Ntoumani, C. (2012). Method effects: The problem with negatively

 versus positively keyed items. Journal of Personality Assessment, 94(2), 196-204.

 https://doi.org/10.1080/00223891.2011.645936 

Lloyd, M., Watmough, S. D., O'Brien, S. V., Furlong, N., & Hardy, K. (2018). Exploring

 the impact of pharmacist-led feedback on prescribing behaviour: A qualitative

 study. Research in Social and Administrative Pharmacy, 14(6), 545-554.

 https://doi.org/10.1016/j.sapharm.2017.06.010 

Locke, E. A. (1996). Motivation through conscious goal setting. Applied and Preventive

 Psychology, 5(2), 117-124. https://doi.org/10.1016/S0962-1849(96)80005-9 

Locke, E. A., & Latham, G. P. (1990). A theory of goal setting and task performance.

 Prentice Hall. 

Locke, E. A., Shaw, K. N., Saari, L. M., & Latham, G. P. (1981). Goal setting and task

 performance: 1969–1980. Psychological Bulletin, 90(1), 125.

 https://doi.org/10.1037/0033-2909.90.1.125 

https://doi.org/10.1177/0011000009332474
https://doi.org/10.1001/jamainternmed.2014.5225
https://doi.org/10.1080/00223891.2011.645936
https://doi.org/10.1016/j.sapharm.2017.06.010
https://doi.org/10.1016/S0962-1849(96)80005-9
https://doi.org/10.1037/0033-2909.90.1.125


171 

 

 

Loy, L. S., Wieber, F., Gollwitzer, P. M., & Oettingen, G. (2016). Supporting sustainable

 food consumption: Mental contrasting with implementation intentions (MCII)

 aligns intentions and behavior. Frontiers in Psychology, 7, 1-12.

 https://doi.org/10.3389/fpsyg.2016.00607 

Luszczynska, A., Diehl, M., Gutiérrez-Dona, B., Kuusinen, P., & Schwarzer, R. (2004).

 Measuring one component of dispositional self-regulation: Attention control in

 goal pursuit. Personality and Individual Differences, 37(3), 555-566.

 https://doi.org/10.1016/j.paid.2003.09.026 

Luthar, S. S., Cicchetti, D., & Becker, B. (2000). The construct of resilience: A critical

 evaluation and guidelines for future work. Child Development, 71(3), 543-562.

 https://doi.org/10.1111/1467-8624.00164 

Lyons, J. A. (1991). Strategies for assessing the potential for positive adjustment

 following trauma. Journal of Traumatic Stress, 4(1), 93-111.

 https://doi.org/10.1002/jts.2490040108 

Lysgaad, S. (1995). Adjustment in foreign society: Norwegian Fulbright grantees visiting

 the United States. International Social Science Bulletin, 7. 

Machin, M. A., & Fogarty, G. J. (2004). Assessing the antecedents of transfer intentions

 in a training context. International Journal of Training and Development, 8(3),

 222-236. https://doi.org/10.1111/j.1360-3736.2004.00210.x 

Makary, M. A., & Daniel, M. (2016). Medical error—the third leading cause of death in

 the US. BMJ, 353, i2139. https://doi.org/10.1136/bmj.i2139  

https://doi.org/10.3389/fpsyg.2016.00607
https://doi.org/10.1016/j.paid.2003.09.026
https://doi.org/10.1111/1467-8624.00164
https://doi.org/10.1002/jts.2490040108
https://doi.org/10.1111/j.1360-3736.2004.00210.x
https://doi.org/10.1136/bmj.i2139


172 

 

 

Martin, H. J. (2010). Workplace climate and peer support as determinants of training

 transfer. Human Resource Development Quarterly, 21(1), 87-104.

 https://doi.org/10.1002/hrdq.20038 

Marquardt, M. K., Oettingen, G., Gollwitzer, P. M., Sheeran, P., & Liepert, J. (2017). 

Mental contrasting with implementation intentions (MCII) improves physical activity and

 weight loss among stroke survivors over one year. Rehabilitation Psychology,

 62(4), 580. https://doi.org/10.1037/rep0000104 

Masgoret, A. M., & Ward, C. (2006). Culture learning approach to acculturation. In D. L.

 Sam & J.W. Berry (Eds.), The Cambridge Handbook of Acculturation

 Psychology (pp. 58-77). Cambridge University Press.

 http://dx.doi.org/10.1017/CBO9780511489891.008 

Massenberg, A. C., Schulte, E. M., & Kauffeld, S. (2017). Never too early: Learning

 transfer system factors affecting motivation to transfer before and after training

 programs. Human Resource Development Quarterly, 28(1), 55-85.

 https://doi.org/10.1002/hrdq.21256 

Masten, A. S., & Reed, M. G. J. (2002). Resilience in development. In C. R. Snyder, & S.

 J. Lopez (Eds.), Handbook of Positive Psychology (pp. 74-88). Oxford University

 Press. 

Matsumoto, D., LeRoux, J. A., Bernhard, R., & Gray, H. (2004). Unraveling the

 psychological correlates of intercultural adjustment potential. International

 Journal of Intercultural Relations, 28(3-4), 281-309.

 https://doi.org/10.1016/j.ijintrel.2004.06.002 

https://doi.org/10.1002/hrdq.20038
https://doi.org/10.1037/rep0000104
http://dx.doi.org/10.1017/CBO9780511489891.008
https://doi.org/10.1002/hrdq.21256
https://doi.org/10.1016/j.ijintrel.2004.06.002


173 

 

 

Mayrhofer, W. & Reiche, B.S. (2014). Guest editorial: context and global mobility:

 diverse global work arrangements. Journal of Global Mobility, 2(2), 2-14.  

 https://doi.org/10.1108/JGM-07-2014-0031 

Menec, V. H. (1995). Volition and motivation: The effect of distracting learning

 conditions on students differing in action control and perceived control. Doctoral

 dissertation. University of Manitoba, Canada. 

Mento, A. J., Steel, R. P., & Karren, R. J. (1987). A meta-analytic study of the effects of

 goal setting on task performance: 1966–1984. Organizational Behavior and

 Human Decision Processes, 39(1), 52-83. https://doi.org/10.1016/0749

 5978(87)90045-8 

Marcantonio, T. L., Jozkowski, K. N., Angelone, D. J., & Joppa, M. (2019). Students’

 alcohol use, sexual behaviors, and contraceptive use while studying abroad.

 Journal of Community Health, 44(1), 68-73. https://doi.org/10.1007/s10900-018

 0554-5 

McNulty, Y. (2015) ‘Till stress do us part: the causes and consequences of expatriate

 divorce’, Journal of Global Mobility, 3(2), 106–136.

 https://doi.org/10.1108/JGM-06-2014-0023 

Michie, S., Abraham, C., Whittington, C., McAteer, J., & Gupta, S. (2009). Effective

 techniques in healthy eating and physical activity interventions: a meta

 regression. Health Psychology, 28(6), 690. https://doi.org/10.1037/a0016136 

Mirenowicz, J., & Schultz, W. (1996). Preferential activation of midbrain dopamine

 neurons by appetitive rather than aversive stimuli. Nature, 379(6564), 449.

 https://doi.org/10.1038/379449a0 

https://doi.org/10.1108/JGM-07-2014-0031
https://doi.org/10.1016/0749%095978(87)90045-8
https://doi.org/10.1016/0749%095978(87)90045-8
https://doi.org/10.1007/s10900-018%090554-5
https://doi.org/10.1007/s10900-018%090554-5
https://doi.org/10.1108/JGM-06-2014-0023
https://doi.org/10.1037/a0016136
https://doi.org/10.1038/379449a0


174 

 

 

Mirowsky, J., & Ross, C. E. (1991). Eliminating defense and agreement bias from

 measures of the sense of control: A 2 x 2 index. Social Psychology Quarterly,

 127-145. https://doi.org/10.2307/2786931 

Mischel, W., Shoda, Y., & Rodriguez, M. I. (1989). Delay of gratification in 

 children. Science, 244(4907), 933-938. https://doi.org/10.1126/science.2658056 

Mitchell, T. R., & Daniels, D. (2003). Motivation. In W. C. Borman, D. R. Ilgen, & R. J.

 Klimoski (Eds.), Handbook of psychology: Industrial and organizational

 psychology (pp. 225-254). Wiley. 

Mori, S. C. (2000). Addressing the mental health concerns of international students.

 Journal of Counseling & Development, 78(2), 137-144.

 https://doi.org/10.1002/j.1556-6676.2000.tb02571.x 

Moesch, K., Hauge, M. L. T., Wikman, J. M., & Elbe, A. M. (2013). Making it to the top

 in team sports: Start later, intensify, and be determined! Talent Development &

 Excellence, 5(2).  

Kuhl, J., & Fuhrmann, A. (1998).Decomposing self-regulation and self-control: The

 Volitional Components Inventory. In J. Heckhausen & C. S. Dweck (Eds.),

 Motivation and self-regulation across the life span (p. 15–49). Cambridge

 University Press. https://doi.org/10.1017/CBO9780511527869.003 

Marquardt, M. J., Nissley, N., Ozag, R., & Taylor, T. L. (2000). International briefing 6:

 Training and development in the United States. International Journal of Training

 and Development, 4(2), 138-149. https://doi.org/10.1111/1468-2419.00102 

Montgomery D. C., Peck E. A., & Vining G. G. (2012). Introduction to linear regression

 analysis (5th ed). John Wiley & Sons. 

https://doi.org/10.2307/2786931
https://doi.org/10.1126/science.2658056
https://doi.org/10.1002/j.1556-6676.2000.tb02571.x
https://doi.org/10.1017/CBO9780511527869.003
https://doi.org/10.1111/1468-2419.00102


175 

 

 

Montague, P. R., Hyman, S. E., & Cohen, J. D. (2004). Computational roles for

 dopamine in behavioural control. Nature, 431(7010), 760.

 https://doi.org/10.1038/nature03015 

Muraven, M., & Baumeister, R. F. (2000). Self-regulation and depletion of limited

 resources: Does self-control resemble a muscle? Psychological Bulletin, 126(2),

 247-259. https://doi.org/10.1037/0033-2909.126.2.247 

Muraven, M., & Shmueli, D. (2006). The self-control costs of fighting the temptation to

 drink. Psychology of Addictive Behaviors, 20(2), 154-160.

 https://doi.org/10.1037/0893-164X.20.2.154 

Nilsen, P., Roback, K., Broström, A., & Ellström, P. E. (2012). Creatures of habit:

 accounting for the role of habit in implementation research on clinical behavior

 change. Implementation Science, 7(1), 7-53. https://doi.org/10.1186/1748-5908-7

 53 

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 

Noe, R. A., Clarke, A. D. M., & Klein, H. J. (2014). Learning in the twenty-firstcentury

 workplace. Annual Review of Organizational Psychology and Organizational

 Behavior, 1, 245-275. https://doi.org/10.1146/annurevorgpsych-031413-091321 

Notario-Pacheco, B., Solera-Martínez, M., Serrano-Parra, M. D., Bartolomé-Gutiérrez,

 R., García-Campayo, J., & MartínezVizcaíno, V. (2011). Reliability and validity

 of the Spanish version of the 10-item Connor-Davidson Resilience Scale (10-item

https://doi.org/10.1038/nature03015
https://doi.org/10.1037/0033-2909.126.2.247
https://doi.org/10.1037/0893-164X.20.2.154
https://doi.org/10.1186/1748-5908-7%0953
https://doi.org/10.1186/1748-5908-7%0953
https://doi.org/10.2307/258393
https://doi.org/10.1146/annurevorgpsych-031413-091321


176 

 

 

 CDRISC) in young adults. Health Qual Life Outcomes, 9(63), 1-6.

 https://doi.org/10.1186/1477-7525-9-63 

Novak, E. (2014). Toward a mathematical model of motivation, volition, and

 performance. Computers & Education, 74, 73-80.

 https://doi.org/10.1016/j.compedu.2014.01.009 

Nowak, C. & Linder, C. (2016), Do you know how much your expatriate costs? An

 activitybased cost analysis of expatriation, Journal of Global Mobility, 4(1), 88-

 107. https://doi.org/10.1108/JGM-10-2015-0043 

O’Doherty, J. P. (2004). Reward representations and reward-related learning in the

 human brain: insights from neuroimaging. Current Opinion in Neurobiology,

 14(6), 769-776. https://doi.org/10.1016/j.conb.2004.10.016 

Oettingen, G. (n.d.). WOOP my life. https://woopmylife.org/en/practice 

Oettingen, G. (2000). Expectancy effects on behavior depend on self-regulatory thought.

 Social Cognition, 18(2), 101-129. https://doi.org/10.1521/soco.2000.18.2.101 

Oettingen, G. (2012). Future thought and behaviour change. European Review of Social

 Psychology, 23(1), 1-63. https://doi.org/10.1080/10463283.2011.643698 

Oettingen, G., & Gollwitzer, P. M. (2010). Strategies of setting and implementing goals:

 Mental contrasting and implementation intentions. In J. E. Maddux & J. P.

 Tangney (Eds.), Social psychological foundations of clinical psychology (pp. 114

 135). Guilford. 

Oettingen, G., Kappes, H. B., Guttenberg, K. B., & Gollwitzer, P. M. (2015).  

 Self-regulation of time management: Mental contrasting with implementation

https://doi.org/10.1186/1477-7525-9-63
https://doi.org/10.1016/j.compedu.2014.01.009
https://www.emerald.com/insight/search?q=Christian%20Nowak
https://www.emerald.com/insight/search?q=Christian%20Linder
https://www.emerald.com/insight/publication/issn/2049-8799
https://doi.org/10.1108/JGM-10-2015-0043
https://doi.org/10.1016/j.conb.2004.10.016
https://woopmylife.org/en/practice
https://psycnet.apa.org/doi/10.1521/soco.2000.18.2.101
https://doi.org/10.1080/10463283.2011.643698


177 

 

 

 intentions. European Journal of Social Psychology, 45(2), 218-229.

 https://doi.org/10.1002/ejsp.2090 

Oettingen, G., Mayer, D., Timur Sevincer, A., Stephens, E. J., Pak, H. J., & Hagenah, M.

 (2009). Mental contrasting and goal commitment: The mediating role of  

energization. Personality and Social Psychology Bulletin, 35(5), 608-622.  

https://doi.org/10.1177/0146167208330856 

Oettingen, G., & Schwörer, B. (2013). Mind wandering via mental contrasting as a tool

 for behavior change. Frontiers in Psychology, 4, 562.

 https://doi.org/10.3389/fpsyg.2013.00562 

Orbell, S., Hodgkins, S., & Sheeran, P. (1997). Implementation intentions and the theory

 of planned behavior. Personality and Social Psychology Bulletin, 23(9), 945-954.

 https://doi.org/10.1177/0146167297239004 

Ozkan, S., Kocaman, G., Ozturk, C., & Seren, S. (2011). Frequency of pediatric

 medication administration errors and contributing factors. Journal of Nursing

 Care Quality, 26(2), 136-143. https://doi.org/10.1097/NCQ.0b013e3182031006 

Palmer, M. G., & Johnson, C. M. (2013). The effects of task clarification and group

 graphic feedback on early punch-in times. Journal of Organizational Behavior

 Management, 33(4), 265–275. https://doi.org/10.1080/01608061.2013.843492 

Patterson, J. M., & Shappell, S. A. (2010). Operator error and system deficiencies:

 analysis of 508 mining incidents and accidents from Queensland, Australia using

 HFACS. Accident Analysis & Prevention, 42(4), 1379-1385.

 https://doi.org/10.1016/j.aap.2010.02.018 

https://doi.org/10.1002/ejsp.2090
https://doi.org/10.1177/0146167208330856
https://doi.org/10.3389/fpsyg.2013.00562
https://doi.org/10.1177/0146167297239004
https://doi.org/10.1097/NCQ.0b013e3182031006
https://doi.org/10.1080/01608061.2013.843492
https://doi.org/10.1016/j.aap.2010.02.018


178 

 

 

Payne, N., Jones, F., & Harris, P. (2002). The impact of working life on health behavior:

 the effect of job strain on the cognitive predictors of exercise. Journal of

 Occupational Health Psychology, 7(4), 342. https://doi.org/10.1037//1076

 8998.7.4.342 

Pearson, K. (1896). VII. Mathematical contributions to the theory of evolution.—III.

 Regression, heredity, and panmixia. Philosophical Transactions of the Royal

 Society of London. Series A, containing papers of a mathematical or physical

 character, (187), 253-318. https://doi.org/10.1098/rsta.1896.0007 

Pedersen, E. R., LaBrie, J. W., Hummer, J. F., Larimer, M. E., & Lee, C. M. (2010).

 Heavier drinking American college students may self-select into study abroad

 programs: An examination of sex and ethnic differences within a high-risk group.

 Addictive Behaviors, 35(9), 844-847.

 https://doi.org/10.1016/j.addbeh.2010.04.003 

Pedersen, E. R., Neighbors, C., Atkins, D. C., Lee, C. M., & Larimer, M. E. (2017). Brief

 online interventions targeting risk and protective factors for increased and

 problematic alcohol use among American college students studying abroad.

 Psychology of Addictive Behaviors, 31(2), 220.

 https://doi.org/10.1037/adb0000242 

Pedersen E. R., D'Amico E. J., LaBrie J. W., Farris C., Klein D. J., Griffin B. A. (2019).

 An online alcohol and risky sex prevention program for college students studying

 abroad: study protocol for a randomized controlled trial. Addiction Science and

 Clinical Practice. 14(1), 1-18. https://doi.org/10.1186/s13722-019-0162-4 

https://doi.org/10.1037/1076%098998.7.4.342
https://doi.org/10.1037/1076%098998.7.4.342
https://doi.org/10.1098/rsta.1896.0007
https://doi.org/10.1016/j.addbeh.2010.04.003
https://doi.org/10.1037/adb0000242
https://doi.org/10.1186/s13722-019-0162-4


179 

 

 

Pedersen, E. R., Neighbors, C., Lee, C. M., & Larimer, M. E. (2012). Not all those who

 wander are lost: Examining the impact of sojourner adjustment and drinking

 motives on alcohol consequences experienced by Americans studying in foreign

 countries. Journal of Studies on Alcohol and Drugs, 73(6), 1005-1015.

 https://doi.org/10.15288/jsad.2012.73.1005  

Phinney, J. S. (1990). Ethnic identity in adolescents and adults: review of  

 research. Psychological Bulletin, 108(3), 499.  

 https://doi.org/10.1037/0033-2909.108.3.499 

Polk, L.V. (1997). Toward a middle-range theory of resilience. Advances in Nursing

 Science, 19(3), 1-13. https://doi.org/10.1097/00012272-199703000-00002 

Porter, L. W., & Lawler, E. E. III. (1968). Managerial attitudes and performance.

 Homewood, IL: Irwin-Dorsey. 

Posner, M. I., & Snyder, C. R. R. (1975). Attention and cognitive control. In R. L. Solso

 (Ed.), Information processing and cognition: The Loyola symposium. Lawrence  

Erlbaum. 

Poyrazli, S., & Mitchell, M. A. (2020). Mental Health Problems of US Students Studying

 Abroad. Journal of International Students, 10(1), 17-27. 

Rasmussen, J. (1982). Human errors. A taxonomy for describing human malfunction in

 industrial installations. Journal of Occupational Accidents, 4(2-4), 311-333.

 https://doi.org/10.1016/0376-6349(82)90041-4 

Rasmussen, J., & Jensen, A. (1974). Mental procedures in real-life tasks: A case study of

 electronic trouble shooting. Ergonomics, 17(3), 293-307.

 https://doi.org/10.1080/00140137408931355 

https://doi.org/10.15288/jsad.2012.73.1005
https://doi.org/10.1037/0033-2909.108.3.499
https://doi.org/10.1097/00012272-199703000-00002
https://doi.org/10.1016/0376-6349(82)90041-4
https://doi.org/10.1080/00140137408931355


180 

 

 

Reason, J. (1990). Human error. Cambridge University Press. 

Renta-Davids, A. I., Jiménez-González, J. M., Fandos-Garrido, M., & González-Soto, Á.

 P. (2014). Transfer of learning: Motivation, training design and learning

 conducive work effects. European Journal of Training and Development, 38(8),

 728-744. https://doi.org/10.1108/EJTD-03-2014-0026 

Ritter, F.E. & Schooler, L.J., 2001. The learning curve. In W. Kintch, N. Smelser, & P.

 Baltes, (Eds.), International encyclopedia of the social and behavioral sciences

 (Vol. 13, pp. 8602–8605). Pergamon.  

Rossett, A. & Schafer, L. (2007). Job aids and performance support: Moving from

 knowledge in the classroom to knowledge everywhere. John Wiley & Sons 

Rothman, A. J. (2000). Toward a theory-based analysis of behavioral maintenance.

 Health Psychology, 19(1S), 64-69. https://doi.org/10.1037/0278

 6133.19.suppl1.64 

Rutter, M. (1985). Resilience in the face of adversity: Protective factors and resistance to

 psychiatric disorder. The British Journal of Psychiatry, 147(6), 598-611.

 https://doi.org/10.1192/bjp.147.6.598 

Sackett, P. R. & DeVore, C. J. (2001). Counterproductive behaviors at work. In N.

 Anderson, D. S. Ones, H. K. Sinangil, & C. Viswesvaran (Eds), Handbook of

 Industrial, Work and Organizational Psychology (pp. 145–164). Sage 

Salas, E., Tannenbaum, S. I., Kraiger, K., & Smith-Jentsch, K. A. (2012). The science of

 training and development in organizations: What matters in practice.

 Psychological Science in The Public Interest, 13(2), 74-101.

 https://doi.org/10.1177/1529100612436661 

https://doi.org/10.1108/EJTD-03-2014-0026
https://doi.org/10.1037/0278%096133.19.suppl1.64
https://doi.org/10.1037/0278%096133.19.suppl1.64
https://doi.org/10.1192/bjp.147.6.598
https://doi.org/10.1177/1529100612436661


181 

 

 

Salas, E., Wilson, K., Priest, H. and Guthrie, J. (2006), Design, delivery, and evaluation

 of training systems. In G. Salvendy (Ed.), Handbook of Human Factors and

 Ergonomics, (3rd ed., pp. 472–512), John Wiley & Sons. 

Sarter, N. B., & Alexander, H. M. (2000). Error types and related error detection

 mechanisms in the aviation domain: An analysis of aviation safety reporting

 system incident reports. The International Journal of Aviation Psychology, 10(2),

 189-206. https://doi.org/10.1207/S15327108IJAP1002_5 

Sasson, J. R., Alvero, A. M., & Austin, J. (2006). Effects of process and human

 performance improvement strategies. Journal of Organizational Behavior

 Management, 26(3), 43–78. https://doi.org/10.1300/J075v26n03_02 

Savalei, V., & Falk, C. F. (2014). Recovering substantive factor loadings in the presence

 of acquiescence bias: A comparison of three approaches. Multivariate Behavioral

 Research, 49(5), 407-424. https://doi.org/10.1080/00273171.2014.931800 

Savicki, V., Adams, I., Wilde, A., & Binder, F. (2008). Intercultural Development:

 Topics and Sequences. Frontiers: The Interdisciplinary Journal of Study Abroad,

 15, 111-126. 

Saquib, N., Zaghloul, M. S., Saquib, J., Alhomaidan, H. T., Al‐Mohaimeed, A., & Al

 Mazrou, A. (2019). Association of cumulative job dissatisfaction with depression,

 anxiety and stress among expatriate nurses in Saudi Arabia. Journal of Nursing

 Management, 27(4), 740-748. https://doi.org/10.1111/jonm.12762 

Schmitz, B., & Perels, F. (2011). Self-monitoring of self-regulation during math

 homework behaviour using standardized diaries. Metacognition and Learning,

 6(3), 255-273. https://doi.org/10.1007/s11409-011-9076-6 

https://doi.org/10.1207/S15327108IJAP1002_5
https://doi.org/10.1300/J075v26n03_02
https://psycnet.apa.org/doi/10.1080/00273171.2014.931800
https://doi.org/10.1111/jonm.12762
https://doi.org/10.1007/s11409-011-9076-6


182 

 

 

Schneider, W., & Shiffrin, R. M. (1977). Controlled and automatic human information

 processing: I. Detection, search, and attention. Psychological Review, 84(1), 1.

 https://doi.org/10.1037/0033-295X.84.1.1 

Schriesheim, C. A., & Hill, K. D. (1981). Controlling acquiescence response bias by item 

reversals: The effect on questionnaire validity. Educational and Psychological 

Measurement, 41(4), 1101-1114. https://doi.org/10.1177/001316448104100420 

Schwarzer, R., Lippke, S., & Luszczynska, A. (2011). Mechanisms of health behavior

 change in persons with chronic illness or disability: the Health Action Process

 Approach (HAPA). Rehabilitation Psychology, 56(3), 161.

 https://doi.org/10.1037/a0024509 

Serwatka, J. A. (2005). Improving retention in distance learning classes. International

 Journal of Instructional Technology & Distance Learning, 2(1), 59-64. 

Sheeran, P., & Orbell, S. (2000). Using implementation intentions to increase attendance

 for cervical cancer screening. Health Psychology, 19(3), 283.

 https://doi.org/10.1037/02786133.19.3.283 

Sheeran, P., & Webb, T. L. (2016). The intention–behavior gap. Social and Personality  

Psychology Compass, 10(9), 503-518. https://doi.org/10.1111/spc3.12265 

Sheeran, P., Webb, T. L., & Gollwitzer, P. M. (2006). Implementation intentions:

 strategic automatization of goal striving. Self-Regulation in Health Behavior, 121

 145. 

Sheeran, P., & Silverman, M. (2003). Evaluation of three interventions to promote

 workplace health and safety: evidence for the utility of implementation intentions.

https://doi.org/10.1037/0033-295X.84.1.1
https://doi.org/10.1177%2F001316448104100420
https://doi.org/10.1037/a0024509
https://doi.org/10.1037/02786133.19.3.283
https://psycnet.apa.org/doi/10.1111/spc3.12265


183 

 

 

 Social Science & Medicine, 56(10), 2153-2163. https://doi.org/10.1016/S0277

 9536(02)00220-4 

Sheldon, K. M., & Elliot, A. J. (1999). Goal striving, need satisfaction, and longitudinal

 well-being: the self-concordance model. Journal of Personality and Social

 Psychology, 76(3), 482. https://doi.org/10.1037/0022-3514.76.3.482 

Shiffrin, R. M., & Schneider, W. (1977). Controlled and automatic human information

 processing: II. Perceptual learning, automatic attending and a general  

 theory. Psychological Review, 84(2), 127. https://doi.org/10.1037/0033

 295X.84.2.127 

Seibel, R. (1963). Discrimination reaction time for a 1,023-alternative task. Journal

 of Experimental Psychology, 66(3), 215–226. https://doi.org/10.1037/h0048914 

Silbiger, A., Berger, R., Barnes, B. R., & WS Renwick, D. (2017). Improving

 expatriation success: the roles of regulatory focus and burnout. British Journal of

 Management, 28(2), 231-247. https://doi.org/10.1111/1467-8551.12187 

Sinclair, V. G., & Wallston, K. A. (2004). The development and psychometric evaluation

 of the Brief Resilient Coping Scale. Assessment, 11(1), 94-101.  

https://doi.org/10.1177/1073191103258144 

Smith, R. A., & Khawaja, N. G. (2011). A review of the acculturation experiences of

 international students. International Journal of Intercultural Relations, 35(6),

 699-713. https://doi.org/10.1016/j.ijintrel.2011.08.004 

Smith, M. L., & Raab, S. S. (2011). Assessment of latent factors contributing to error:

 addressing surgical pathology error wisely. Archives of Pathology & Laboratory

 Medicine, 135(11), 1436-1440. https://doi.org/10.5858/arpa.2011-0334-OA 

https://doi.org/10.1016/S0277%099536(02)00220-4
https://doi.org/10.1016/S0277%099536(02)00220-4
https://psycnet.apa.org/doi/10.1037/0022-3514.76.3.482
https://doi.org/10.1037/0033%09295X.84.2.127
https://doi.org/10.1037/0033%09295X.84.2.127
https://psycnet.apa.org/doi/10.1037/h0048914
https://doi.org/10.1111/1467-8551.12187
https://doi.org/10.1016/j.ijintrel.2011.08.004
https://doi.org/10.5858/arpa.2011-0334-OA


184 

 

 

Snow, R. E., Corno, L. & Jackson, D. (1996). Individual differences in affective and

 conative functions, In D.C. Berliner & R.C. Calfee (Eds.), Handbook of

 educational psychology (pp. 243-310). Simon & Schuster Macmillan. 

Southwick, S. M., Bonanno, G. A., Masten, A. S., Panter-Brick, C., & Yehuda, R. (2014).

 Resilience definitions, theory, and challenges: interdisciplinary perspectives.

 European Journal of Psychotraumatology, 5(1), 25338.

 https://doi.org/10.3402/ejpt.v5.25338 

Stadler, G., Oettingen, G., & Gollwitzer, P. M. (2010). Intervention effects of information

 and self-regulation on eating fruits and vegetables over two years. Health

 Psychology, 29(3), 274-283. https://doi.org/10.1037/a0018644 

Staw, B. M. (1981). The escalation of commitment to a course of action. Academy of

 Management Review, 6(4), 577-587. https://doi.org/10.2307/258647 

Steinburg, C. (1992). Taking charge of change. Training & Development, 46(3), 26-33. 

Steinberg, E. R. (1989). Cognition and learner control: a literature review, 1977–1988.

 Journal of Computer Based Instruction, 16, 117–21. 

Sudeck, G., & Höner, O. (2011). Volitional Interventions within Cardiac Exercise

 Therapy (VIN‐CET): Long‐Term Effects on Physical Activity and Health‐Related

 Quality of Life. Applied Psychology: Health and Well‐Being, 3(2), 151-171. 

https://doi.org/10.1111/j.1758-0854.2010.01047.x 

Summers, M., & Volet, S. (2008). Students’ attitudes towards culturally mixed groups on

 international campuses: impact of participation in diverse and non‐diverse 

 groups. Studies in Higher Education, 33(4), 357-370.

 https://doi.org/10.1080/03075070802211430 

https://doi.org/10.3402/ejpt.v5.25338
https://doi.org/10.1037/a0018644
https://doi.org/10.2307/258647
https://doi.org/10.1111/j.1758-0854.2010.01047.x
https://doi.org/10.1080/03075070802211430


185 

 

 

Taasoobshirazi, G., & Wang, S. (2016). The performance of the SRMR, RMSEA, CFI,

 and TLI: An examination of sample size, path size, and degrees of

 freedom. Journal of Applied Quantitative Methods, 11(3), 31-40.  

Thayer, L. (1975) Knowledge, order, and communication. In B. Ruben and J.Y. Kim

 (Eds.) General Systems Theory and Human Communication (pp. 237–45).

 Hayden. 

Training Magazine. (n.d.). The 2015 Training Industry Report.

 http://pubs.royle.com/publication/?i=278428&p=22 

Training Magazine. (n.d.). The 2016 Training Industry Report

 https://trainingmag.com/sites/default/files/images/Training_Industry_Report_pdf  

Training Magazine. (n.d.). The 2017 Training Industry Report.

 https://pubs.royle.com/publication/?i=448382#{"issue_id":448382,"page":22} 

Training Magazine. (n.d.). The 2018 Training Industry Report.

 https://trainingmag.com/sites/default/files/trn-2018-industry-report.pdf 

Training Magazine. (n.d.). The 2019 Training Industry Report.

 https://trainingmag.com/sites/default/files/2019_industry_report.pdf 

Thomas, K., & Althen, G. (1989). Counseling foreign students. In P. B. Pedersen, J. G.

 Draguns, W. J. Lonner, & J. E. Trimble (Eds.), Counseling across cultures (3rd

 ed., pp.205 -241).University of Hawaii Press. Tonhäuser, C., & Büker, L. (2016).

 Determinants of transfer of training: A comprehensive literature review.

 International Journal for Research in Vocational Education and  

 Training, 3(2), 127-165. https://doi.org/10.13152/IJRVET.3.2.4 

http://pubs.royle.com/publication/?i=278428&p=22
https://trainingmag.com/sites/default/files/images/Training_Industry_Report_pdf
https://pubs.royle.com/publication/?i=448382#{"issue_id":448382,"page":22}
https://trainingmag.com/sites/default/files/trn-2018-industry-report.pdf
https://trainingmag.com/sites/default/files/2019_industry_report.pdf
https://doi.org/10.13152/IJRVET.3.2.4


186 

 

 

Ujitani, E., & Volet, S. (2008). Socio-emotional challenges in international education:

 Insight into reciprocal understanding and intercultural relational development.

 Journal of Research in International Education, 7(3), 279-303.  

https://doi.org/10.1177/1475240908099975 

Van Der Zee, K. I., & Van Oudenhoven, J. P. (2000). The Multicultural Personality

 Questionnaire: A multidimensional instrument of multicultural effectiveness.

 European Journal of Personality, 14(4), 291-309.

 https://doi.org/10.1006/jrpe.2001.2320 

Vaughn, T. E., McCoy, K. D., Beekmann, S. E., Woolson, R. F., Torner, J. C., &

 Doebbeling, B. N. (2004). Factors promoting consistent adherence to safe needle

 precautions among hospital workers. Infection Control & Hospital Epidemiology,

 25(7), 548-555. https://doi.org/10.1086/502438 

Vega, W. A., & Rumbaut, R. G. (1991). Ethnic minorities and mental health. Annual

 Review of Sociology, 17(1), 351-383. 

Verplanken, B., & Aarts, H. (1999). Habit, attitude, and planned behaviour: is habit an

 empty construct or an interesting case of goal-directed automaticity?. European

 Review of Social Psychology, 10(1), 101-134.

 https://doi.org/10.1080/14792779943000035 

Volet, S., & Jones, C. (2012). Cultural transitions in higher education: Individual

 adaptation, transformation and engagement. In S. Karabenick & T. Urdan (Eds.),

 Transitions across schools and cultures: Advances in motivation and achievement

 (Vol. 17, pp. 241-284). Emerald Group Publishing Limited.  

Vroom, V. H. Work and motivation. Wiley, 1964. 

https://doi.org/10.1177/1475240908099975
https://doi.org/10.1006/jrpe.2001.2320
https://doi.org/10.1086/502438
https://doi.org/10.1080/14792779943000035


187 

 

 

Wagner, D. D., & Heatherton, T. F. (2015). Self-regulation and its failure: The seven

 deadly threats to self-regulation. In APA handbook of personality and social

 psychology (Vol. 1, pp. 805-842). American Psychological Association.

 https://doi.org/10.1037/14341-026 

Ward, C. (1996). Acculturation. In D. Landis & R. Bhagat (Eds.), Handbook of

 intercultural training (2nd ed., pp. 124–147). Sage.  

Ward, C., Bochner, S., & Furnham, A. (2001) The Psychology of Culture Shock.

 Routledge. 

Ward, C., & Kennedy, A. (1992). Locus of control, mood disturbance, and social

 difficulty during cross-cultural transitions. International Journal of Intercultural

 Relations, 16(2), 175-194. https://doi.org/10.1016/0147-1767(92)90017-O 

Ward, C., & Kennedy, A. (1993a). Psychological and socio-cultural adjustment during

 cross-cultural transitions: A comparison of secondary students overseas and at

 home. International Journal of Psychology, 28(2), 129-147.

 https://doi.org/10.1080/00207599308247181 

Ward, C., & Kennedy, A. (1993b). Where's the" culture" in cross-cultural transition?

 Comparative studies of sojourner adjustment. Journal of Cross-Cultural

 Psychology, 24(2), 221-249. https://doi.org/10.1177/0022022193242006 

Ward, C., & Kennedy, A. (1994). Acculturation strategies, psychological adjustment, and

 sociocultural competence during cross-cultural transitions. International Journal

 of Intercultural Relations, 18(3), 329-343. https://doi.org/10.1016/0147

 1767(94)90036-1 

https://doi.org/10.1037/14341-026
https://psycnet.apa.org/doi/10.1016/0147-1767(92)90017-O
https://doi.org/10.1080/00207599308247181
https://psycnet.apa.org/doi/10.1177/0022022193242006
https://doi.org/10.1016/0147%091767(94)90036-1
https://doi.org/10.1016/0147%091767(94)90036-1


188 

 

 

Ward, C., Leong, C. H., & Low, M. (2004). Personality and sojourner adjustment: An

 exploration of the Big Five and the cultural fit proposition. Journal of Cross

 Cultural Psychology, 35(2), 137-151. https://doi.org/10.1177/0022022103260719 

Ward, C., Okura, Y., Kennedy, A., & Kojima, T. (1998). The U-curve on trial: A

 longitudinal study of psychological and sociocultural adjustment during cross

 cultural transition. International Journal of Intercultural Relations, 22(3), 277

 291. https://doi.org/10.1016/S0147-1767(98)00008-X 

Ward, C., & Rana-Deuba, A. (2000). Home and host culture influences on sojourner

 adjustment. International Journal of Intercultural Relations, 24(3), 291-306.

 https://doi.org/10.1016/S0147-1767(00)00002-X 

Ward, C., & Searle, W. (1991). The impact of value discrepancies and cultural identity on

 psychological and sociocultural adjustment of sojourners. International Journal of

 Intercultural Relations, 15(2), 209-224. https://doi.org/10.1016/0147

 1767(91)90030-K 

Webb, T. L., & Sheeran, P. (2003). Can implementation intentions help to overcome ego

 depletion?. Journal of Experimental Social Psychology, 39(3), 279-286.

 https://doi.org/10.1016/S0022-1031(02)00527-9 

Webb, T. L., & Sheeran, P. (2006). Does changing behavioral intentions engender

 behavior change? A meta-analysis of the experimental evidence. Psychological

 Bulletin, 132(2), 249-268. https://doi.org/10.1037/0033-2909.132.2.249 

Wieber, F., Gollwitzer, P. M., & Sheeran, P. (2014). Strategic regulation of mimicry

 effects by implementation intentions. Journal of Experimental Social Psychology,

 53, 31-39. https://doi.org/10.1016/j.jesp.2014.02.002 

https://doi.org/10.1177/0022022103260719
https://doi.org/10.1016/S0147-1767(98)00008-X
https://doi.org/10.1016/S0147-1767(00)00002-X
https://doi.org/10.1016/0147%091767(91)90030-K
https://doi.org/10.1016/0147%091767(91)90030-K
https://doi.org/10.1016/S0022-1031(02)00527-9
https://doi.org/10.1037/0033-2909.132.2.249
https://doi.org/10.1016/j.jesp.2014.02.002


189 

 

 

Wolters, C. A. (2003). Regulation of motivation: Evaluating an underemphasized aspect

 of self-regulated learning. Educational Psychologist, 38(4), 189-205.

 https://doi.org/10.1207/S15326985EP3804_1 

Wood, R. E., & Bandura, A. (1989). Social-cognitive theory of organizational

 management. Academy of Management Review, 14(3), 361–384.

 https://doi.org/10.5465/amr.1989.4279067 

Wood, W., & Neal, D. T. (2007). A new look at habits and the habit-goal interface.

 Psychological Review, 114(4), 843-863.

 https://doi.org/10.1037/0033295X.114.4.843 

Wood, W., & Neal, D. T. (2009). The habitual consumer. Journal of Consumer

 Psychology, 19(4), 579-592. https://doi.org/10.1016/j.jcps.2009.08.003 

Wood, W., & Rünger, D. (2016). Psychology of habit. Annual Review of Psychology, 67,

 289-314. https://doi.org/10.1146/annurev-psych-122414-033417 

Wood, W., Quinn, J. M., & Kashy, D. A. (2002). Habits in everyday life: Thought,

 emotion, and action. Journal of Personality and Social Psychology, 83(6), 1281.

 https://doi.org/10.1037/0022-3514.83.6.1281 

Wurtz, O. (2018). Expatriation, alcohol and drugs: antecedents and consequences of

 substance use in expatriation. Journal of Global Mobility: The Home of

 Expatriate Management Research. 6(3), 316-334. https://doi.org/10.1108/JGM

 08-2017-0035 

Ye, Z. J., Qiu, H. Z., Li, P. F., Chen, P., Liang, M. Z., Liu, M. L., ... & Quan, X. M.

 (2017). Validation and application of the Chinese version of the 10-item Connor

 Davidson Resilience Scale (CD-RISC-10) among parents of children with cancer

https://doi.org/10.1207/S15326985EP3804_1
https://doi.org/10.5465/amr.1989.4279067
https://doi.org/10.1037/0033295X.114.4.843
https://doi.org/10.1016/j.jcps.2009.08.003
https://doi.org/10.1146/annurev-psych-122414-033417
https://doi.org/10.1037/0022-3514.83.6.1281
https://doi.org/10.1108/JGM%0908-2017-0035
https://doi.org/10.1108/JGM%0908-2017-0035


190 

 

 

 diagnosis. European Journal of Oncology Nursing, 27, 36-44.

 https://doi.org/10.1016/j.ejon.2017.01.004 

Yelon, S., Sheppard, L., Sleight, D., & Ford, J. K. (2004). Intention to transfer: How do

 autonomous professionals become motivated to use new ideas? Performance

 Improvement Quarterly, 17(2), 82-103. 

 https://doi.org/10.1111/j.1937-8327.2004.tb00309.x 

Yu, X. (2016). From East to West: A Phenomenological Study of Mainland Chinese

 Expatriates’ International Adjustment Experiences in the U.S. Workplace.

 Doctoral dissertation. University of Minnesota, United States. 

Zaltman, G., & Duncan, R. (1977). Strategies for planned change. Toronto: Wiley 

Zhang, X., Noor, R., & Savalei, V. (2016). Examining the Effect of Reverse Worded

 Items on the Factor Structure of the Need for Cognition Scale. PLoS ONE, 11(6),

 e0157795. https://doi.org/10.1371/journal.pone.0157795 

Zhou, Y., Jindal-Snape, D., Topping, K., & Todman, J. (2008). Theoretical models of

 culture shock and adaptation in international students in higher education. Studies

 in Higher Education, 33(1), 63-75. https://doi.org/10.1080/03075070701794833 

Zhu, J. (2004). Locating volition. Consciousness and Cognition, 13(2), 302-322.

 https://doi.org/10.1016/j.concog.2003.09.003 

Zhu, J., Wanberg, C. R., Harrison, D. A., & Diehn, E. W. (2016). Ups and downs of the

 expatriate experience? Understanding work adjustment trajectories and career

 outcomes. Journal of Applied Psychology, 101(4), 549.

 https://doi.org/10.1037/apl0000073 

  

https://doi.org/10.1016/j.ejon.2017.01.004
https://doi.org/10.1111/j.1937-8327.2004.tb00309.x
https://doi.org/10.1371/journal.pone.0157795
https://doi.org/10.1080/03075070701794833
https://doi.org/10.1016/j.concog.2003.09.003
https://doi.org/10.1037/apl0000073


191 

 

 

Appendix A 

Questionnaire Items (English) 

 

Construct Items 

(a) Goal intention 

1.  I intend to use four adjustment and resilience strategies     

     to aid  

     challenges during my time abroad. 

2.  I intend to use what I learned from the adjustment and  

     resilience   

      strategies training to aid my cross-cultural transition. 

3.  I intend to apply the four adjustment and resilience  

     strategies in my daily life abroad. 

4. I intend to use the four adjustment and resilience  

     strategies whenever I face challenges/stressful  

     situations abroad. 

(b) Implementation 

Intention 

1. I will discuss with my on-site advisor about situations I 

can apply the adjustment and resilience strategies I 

learned from the training. 

2.  I will discuss with my peers about situations I can  

     apply the adjustment and resilience strategies I learned  

      from the training. 

3.  I will spend time thinking about how to use the skills I  

      have learned in my daily life abroad. 

4.  I will look for opportunities to use adjustment and  

       resilience strategies in my daily life abroad. 

5.  I will practice using the adjustment and resilience  

       strategies in my daily life abroad. 

6.  I will set specific goals for maintaining the adjustment   

     and resilience strategies during my time abroad. 

1. I will monitor my success at using the adjustment and 

resilience strategies during my time abroad. 

(c) Perceived 

content validity 

 

1. Examples discussed in the training is similar to    

 scenario I am experiencing. 

2. I like training because I can easily relate to my  

 situation abroad. 

3. What is taught in training is comparable to what I need  

 to do to successfully adjust to a new culture   

                    

(d) Training 

Transfer/Resilience 

skills – Self-report 

 
Manage your 

expectations 

1. I expect challenges (e.g., 

homesickness, language barrier, 

culture shocks) during my time 

abroad, especially the first few 

weeks. 
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2. (Reverse coded*) I expect to 

make many close local friends the 

first week I arrive.  

3. I expect to feel more comfortable 

with a new culture as time 

progresses. 

Openness to new 

experiences 
4. I navigate a new culture through 

trials and errors.  

5. (Reverse coded*) I will be hard 

on myself every time I make 

mistakes. 

6. I be open to find out local foods 

and activities I like. 

Build social 

support 
7. I reach out to people for help and 

advice. 

8. I spend time with local 

friends/families. 

9. I keep in touch with my family 

and friends back home. 

Maintain positivity 

and self-

confidence 

10. I look at the bright side of things 

whenever I face challenges. 

11. No matter what happens I always 

find a solution 

12.  I believe in my ability to deal 

with difficult times. 

(e) The Connor-

Davidson Resilience 

Scale  

(CD-RISC 10) 

 

1. I am able to adapt to change. 

2. I can deal with whatever comes. 

3. I try to see humorous side of problems. 

4. Coping with stress can strengthen me. 

5. I tend to bounce back after illness or hardship. 

6. I can achieve goals despite obstacles. 

7. I can stay focused under pressure. 

8. I am not easily discouraged by failure. 

9. I think of self as strong person. 

10. I can handle unpleasant feelings 

 

(f) Transfer self-

efficacy 

1. I am confident in my ability to use the adjustment and  

resilience strategies.  

2. I have no doubt in my ability to apply adjustment and 

resilience strategies in my everyday life abroad. 

3. I am confident I can overcome obstacles that prohibit the 

              application of adjustment and resilience strategies in my  

              everyday life abroad. 

4. I have high confidence in using adjustment strategies in my 

daily life abroad even when facing difficulties or situations 

that become obstacles 
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(g) Quantity of 

local contacts  

Number of local 

contacts 

Think of local friends you regularly spend time 

with. 

How many local friends do you have?  

o None 

o 1-3 

o 4-6 

o 7 and more 

 

Number of hours 

spent with local 

friends/family  

(per week) 

Think of local friends/family you regularly spend 

time with. 

How many hours in a week do you typically spend 

with them?  

o None 

o Less than 3 hours 

o 4-6 hours 

o 7-10 

o 10 or more 

(f) Openness to 

experience  

(Big five 

personality) 

 

 

1. I frequently feel highly creative 

2. I am imaginative 

3. I appreciate art 

4. I find novel solutions 

5. I am more original than others. 

 

(h) Demographic Information 

Dimensions Items 

Name Please write your name and surname in the box below 

Gender  What is your current gender identity? 

o Male 

o Female 

o Trans Man 

o Trans Woman 

o Genderqueer/Gender Non-Conforming 

o Prefer to self-describe ……………………. 

o Decline to state 

Current degree  What type of degree are you currently pursuing?  

o Undergraduate 

o Graduate 

o Professional 

o Other (please specify ……..) 

Age  Please choose your age range 

o ≤19  

o 20-25 
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o 26-30 

o 31-35 

o 36-40 

o 41-45 

o ≥46 

 

 

Type of housing 

 

 

 

 

 

 

 

What is your current type of housing? 

o Homestay 

o Dormitory 

o Hotel 

o Apartment with American friends 

o Apartment with local friends. 

Amount of time spent 

abroad 
How much time have you lived (or studied) outside of your home 

country? 

o Less than one month 

o One semester (4 months) 

o One academic Year (9 months) 

o One year 

o More than a year 

Experience 

living/studying abroad 

 

Have you been living or studying abroad before? 

o Never 

o Yes, once 

o Yes, twice 

o Yes, more than 2 times 

Race Please indicate how you would like to identify yourself 

o African American/African/Black 

o American Indian/Alaskan Native 

o Asian/Native Hawaiian/Pacific Islanders 

o Chicano/Latino 

o Middle Eastern 

o Caucasian/White 

o Biracial 

o If none of these options applies to you, please specify 

……………. 

o Prefer not to answer 

International student 

status 

Are you studying at the current institution with a student (F-1 or J-1) 

visa? 

o Yes 

o No 

Home country Which country do you identify as your home country? (please 

specify) 

o             ……………………. 

Internship status Are you taking an internship course during your semester abroad? 
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o Yes 

o No 

Language of 

instruction 

Is your course taught in English? 

o Yes 

o No 

o Others …………….. (please specify) 
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Appendix B 

Job Aids 
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Appendix C1 

Consent Form 

 

INFORMATION SHEET FOR RESEARCH 

Intercultural Skills Builder research 

 

You are invited to be a research study of a mechanism allowing trainees to apply 

training skills in their daily life. You were selected as a possible participant because you 

are registered for a study abroad program in the Fall 2019 term. We ask that you read this 

form and ask any questions you may have before agreeing to be in the study. 

 

This study is being conducted by: Professor Kenneth Bartlett (Principal 

Investigator), Department of Organizational Leadership, Policy, and Development, 

University of Minnesota. 

 

Procedures: 

 

If you agree to be in this study, we would ask you to do the following things: 

Take a 20-minute online Intercultural Skills Builder module, review 2-page 

module refresher, and complete surveys. There will be three waves of surveys throughout 

the four months that you will be abroad. The first survey will be paced throughout the 

Intercultural Skills Builder modules. It should take no more than 20 minutes to complete. 

You will receive the second and third survey on week 6 and 14 respectively. The last two 

surveys will contain about half the number of the first survey’s questions, therefore 

should take 10-15 minutes to complete.  

 

Compensation: 

 

There will be a random drawing of gift certificates for participants who complete 

the follow-up surveys.  

• Students are eligible to win a raffle of $50 Amazon gift card when they complete 

a training, a baseline survey, and the first follow-up survey.  

• Students are eligible to win a raffle of $150 Amazon gift card when they complete 

a training, a baseline survey, the first follow-up survey, and the second follow-up 

survey.  

 

Confidentiality: 

 

The records of this study will be kept private. In any sort of report we might 

publish or share with the Learning Abroad Center, University of Minnesota, we will not 

include any information that will make it possible to identify a subject. Research records 

will be stored securely and only researchers will have access to the records. 
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Voluntary Nature of the Study: 

 

Participation in this study is voluntary. Your decision whether or not to participate 

will not affect your current or future relations with the University of Minnesota or the 

Learning Abroad Center. If you decide to participate, you are free to not answer any 

question or withdraw at any time without affecting those relationships.  

 

 

Contacts and Questions: 

 

The researcher(s) conducting this study are: Professor Kenneth Bartlett (Principal 

investigator) and Pimsiri Aroonsri (student investigator). If you have questions, you are 

encouraged to contact them at 104 Burton hall (178 Pillsbury Drive SE, Minneapolis, 

MN 55455) OR via the following email address: bartlett@umn.edu and 

aroon004@umn.edu. 

 

This research has been reviewed and approved by an IRB within the Human 

Research Protections Program (HRPP). To share feedback privately with the HRPP about 

your research experience, call the Research Participants’ Advocate Line at 612-625-1650 

or go to https://research.umn.edu/units/hrpp/research-participants/questions-concerns. 

You are encouraged to contact the HRPP if: 

  

●       Your questions, concerns, or complaints are not being answered by the 

research team. 

●       You cannot reach the research team. 

●       You want to talk to someone besides the research team. 

●       You have questions about your rights as a research participant. 

●       You want to get information or provide input about this research. 

 

 

You will be given a copy of this information to keep for your records. 

 

 

 

 

 

 

 

 

 

https://research.umn.edu/units/hrpp/research-participants/questions-concerns
https://research.umn.edu/units/hrpp/research-participants/questions-concerns
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Appendix C2 

Consent form (a screen capture of a consent page) 
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Appendix D 

Recruitment message  

 

 

 

 

 

 

 

 

 
Dear [Student’s name], 

 

I would like to personally invite you to participate in 

the Intercultural Skills Builder (ISB) program, a FREE informal study abroad support & 

run by the University of Minnesota Learning Abroad Center. It is a quick e-learning 

module designed to boost your confidence in a cultural transition prior to study abroad. No 

grade, no homework! 

 

All we ask is that you complete a 20-min learning module and three well-paced surveys 

throughout [Fall/Spring] semester. If you are interested in the program, please follow the link 

provided below.    

 

READY? >>> here's your link [study link] (please do not share the link with other students) 

 

More info: [attached recruited video]  

See also Frequently Asked Questions sheet [attached] 

 

**Checkpoint 1 deadline is YOUR PROGRAM START DATE (Midnight, US. Central 

time). There is no commitment to this program (you can withdraw whenever you see fit). I 

recommend checking it out first since you can take advantage of the program without having 

to commit to it.  

If you don't want to participate, simply ignore the request (or request to be removed from a 

mailing list).   

 

Best,  

Pim, ISB program coordinator 
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Appendix E 

Debriefing Script 

Hi all! Thank you so much for your participation over the past 14 weeks. I hope 

that the Intercultural Skills Builder program is beneficial for your adjustment abroad. 

However, the objective of this research goes beyond that intended benefit. Your 

participation in this research will help us understand your willpower to use skills learn 

from the program in daily activities. Half of you have been randomly assigned to a 

WOOP module, designing to help you stick with your intention to use the training skills. 

According to a number of research, WOOP intervention has help individuals act on their 

intention to lose weight, exercise regularly, reduce smoking frequency, driving 

compliance, and many more. In the context of this study, WOOP is a tool to you integrate 

skills learned from the program in your daily life in a more systematic manner. It is 

expected that WOOP will increase your resilience to challenges in living a life in a new 

culture as well as your adjustment. If you didn’t receive WOOP intervention during the 

program and wish to learn more about it, WOOP module and resources are available to 

you with no cost at the last page. Please click “next” to review the consent form and “yes, 

I agree to participate in this research” if you wish all responses to the survey to be used 

for research purposes. Thank you for your time! 
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Appendix F 

An Official Announcement of Study Abroad Program Suspension 
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Appendix G 

WOOP Guide (from woopmylife.org/en/practice) 

Before your start with the WOOP exercise, please be aware that WOOP is 

different from other exercise: it involves thoughts and images rather than rational or 

effortful thinking. It involves going slow, creating time and space for thinking and 

imagining.  

What is your Wish? 

What is your most important wish or concern in your interpersonal life? Pick a wish that 

is challenging for you but that you can fulfill. Note your wish in 3-6 words. 

What is the best Outcome?  

What would be the best thing, the best outcome about fulfilling your wish? How would 

fulfilling your wish make you feel? Note your best outcome in 3-6 words.  

Now take a moment and imagine the outcome. Imagine things fully. 

Identify your obstacle 

What is it within you that hold you back from fulfilling your wish? 

What is your main inner obstacle? Note your inner obstacle in 3-6 words. 

Make an if-then plan 

What can you do to overcome your obstacle? 

Name one action you can take or one thought you can think to overcome your obstacle. 
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Appendix H 

Institutional Review Board Approved Letter 
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