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Abstract 
This study explores the relationship between perceived contextual factors (i.e. continuous-learning culture and supervisor support) and individual components (training motivation, self-efficacy and performance goal orientation) and its impact on training outcomes (learning, transfer, generalization, and maintenance). Objectives of the study are, first, to investigate whether the proposed model represents theoretical relationship among continuous learning culture, training motivation, and training outcomes. Secondly, to verify whether motivation moderate the relationship between continuous learning culture and training outcomes. Thirdly. to verify whether performance goal orientation moderates the relationship  between training motivation and training outcomes. Finally, to verify whether employee performance goal orientation will moderate the relationship between training motivation and training outcomes. The study will be conducted in “GIATMARA”, a semi-government owned training institution which has 21 training centres dispersed all over Malaysia. The data will be collected longitudinally over three different times using a set of questionnaire survey form. The measures employed in the study are all adopted from past studies, such as training motivation, Goal orientation, self-efficacy and training outcomes. All measures will be assessed using five-point Likert scale. Cronbach’s alpha will be used as a measure of scale reliability. Regression analyses will be used to test the hypotheses. In the early findings of this study shows that boys tend to take-up ICT courses and girl towards tailoring courses. 
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Introduction
The change in the nature and content of work (Howard, 1995) has impacted organizational choice of human capital development programs. One of the most frequently encountered human capital development interventions is training, which is basically defined as “a planned intervention that is designed to enhance the determinants of individual job performance” (Campbell and Kuncel, 2001). In order to enhance job performance, the skills and behaviours learned and practiced during training will have to be transferred to the workplace, maintained over time and generalized across contexts (Holton and Baldwin, 2003). Transfer of learning in particular, remains a critical issue for researchers and practitioners (Holton and Baldwin, 2003; Holton et al., 2000). Indeed, in this respect, there is still a necessity to test models that includes important but less-studied training-related determinants.
Several researchers have suggested further assessment of the training function within the organizational system (Campbell, 1988; Mathieu et al., 1992; Noe, 1986). Several others have proposed training effectiveness models that contain both individual and organizational contextual factors as antecedents of learning and transfer of learning (Baldwin and Ford, 1988; Colquitt et al., 2000; Mathieu and Martineau, 1997). 

Objective of the study
In this study, we respond to the above suggestions by integrating individual and contextual components in the research framework. The guiding objective is to expand knowledge on factors affecting training effectiveness. The research model comprises three key factors namely, perceived contextual factors (i.e. continuous-learning culture and supervisor support), individual components (training motivation and performance goal orientation), and training effectiveness. Specifically, this study seeks to address the research gaps in the training literature. In this study, we not only replicate previous research but also respond to the research calls by testing the relationships between environmental factors, parent motivation, teachers’ and friends’ support, training motivation, performance goal orientation, self-efficacy and training outcomes (learning, transfer, generalization, and maintenance). Thus, the objectives of this research are:

1) To investigate whether the proposed model represent theoretical relationship among continuous learning culture, post-training knowledge, transfer of training, generalization of training, maintenance of training and training motivation.

2) To verify whether motivation moderate the relationship between continuous learning culture and post-training knowledge, transfer of training, generalization of training, maintenance of training.

3) To verify whether performance goal orientation moderates the relationship  between training motivation and post-training knowledge, transfer of training, generalization of training, maintenance of training

4) To verify whether employee performance goal orientation will moderate the relationship between training motivation and post-training declarative knowledge such that the relationship will be positive and stronger under high performance goal orientation than under low performance goal orientation.

5) To verify whether there is gender differences in contextual factors (i.e. continuous-learning culture and supervisor support), individual components (training motivation and performance goal orientation), and training effectiveness.

Research Framework
The conceptual framework for this study, shown in Figure 1, integrates training motivation with environmental factors, social support (parent motivation, teachers’ and friends’ support), performance goal orientation, self-efficacy and training outcomes (learning, transfer, generalization, and maintenance). According to Colquitt et al. (2000), training motivation theory recognizes that motivation to learn has a direct effect on learning outcomes. In addition, individual characteristics and situational factors are recognized as having direct and indirect effects on motivation to learn and learning outcomes. 
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Figure 1 above depicts the graphical relationships between the research variables.

In the followings, each of the variables are further elaborated.
Literature Review
Training Motivation
Training motivation can be defined as the direction, intensity, and persistence of learning-directed behavior in the training context. In a comprehensive review of training motivation and meta-analysis, Colquitt et al. (2000) concluded that “training motivation explained incremental variance in training outcomes beyond the effects of cognitive ability”. Additionally, valence also positively influenced training outcomes. Motivation to learn refers to the desire of the trainee to learn the content of a training program (Noe, 1986).

Studies have been conducted on training motivation (examples, Hidi, 2001; Krapp, 1999; Schiefele, 1999). In these studies, motivation was assumed to affect performance by influencing the manner individuals allocate their efforts to tasks (Blau, 1993; Kanfer,1990; Katzell & Thompson, 1990). Yeo and Neal (2004) suggested that the relationship between effort and performance increased with practice. While cognitive ability interacts with motivation, according to Cody and Margaret (2009), the desire to demonstrate strong performance may motivate individuals to participate in training experiences.

On another note, Braten and Olaussen (2005)’s longitudinal analysis showed that despite overall decreases in adaptive motivation in self-reported strategy use and epistemological beliefs, many participants were able to maintain relatively high levels of motivation across the academic year, and, especially among the business administration students, quite a few developed more adaptive motivation over time. Learning orientation has consistently been positively associated with motivation to learn (e.g. Klein et al., 2006). Study by Jeane (2007) also indicated that the goals teachers emphasize for children have important consequences for children’s motivation and achievement. Vandenbroeck et al. (2008) found that, compared to men, older women motivation to learn with e-environment is relatively higher when young children are present in the family.

Goal Orientation
In addition to the direct relationships described above, we propose that training motivation will interact with goal orientation to influence the training outcomes. Goal orientation refers to the goals pursued by individuals in achievement situations (Chiaburu and Marinova, 2005). The term goal orientation refers to a mental framework for how individuals respond to and interpret achievement situations (Brett& Vandewalle, 1999). The core proposition of Dweck and Leggett’s (1988) theory is that goal orientation influences the individuals’ cognitive and behavioral patterns in achievement setting.

Most studies have found that mastery goals are related to adaptive patterns of learning and motivation (Ames, 1992; Nicholls, 1989; Pintrich, 2000; Wolters, 2004). According to Gutman (2006), mastery goals may be more influential in determining achievement and motivation in mathematics for African American students than are performance goals during the high school transition. Students who are focused on mastery goals are oriented toward learning and understanding the content or task, whereas students who are focused on performance goals are oriented toward doing better than others and demonstrating their competence.
Gender differences in task goals favored girls at each level of schooling, whereas differences in performance-approach goals and in performance-avoid goals favored boys (Pajares and Cheong, 2003).


Self-efficacy
Bandura defines self-efficacy as ‘self-belief in one’s capabilities to exercise control over events to accomplish desired goals’ (Wood & Bandura, 1989). It can be referred to  as judgment about one’s ability to organize and execute the courses of action necessary to attain a specific goal. Research indicates that individuals higher in self-efficacy have strong beliefs in their task-related capabilities and set more challenging goals than individuals with lower self-efficacy (Bandura, 1986). Self-efficacy has been related to higher levels of learning, persistence, effort and achievement (Schunk, 1996, 1989). Some studies have found performance goals to be positively associated with self-efficacy (Wolters, Yu & Pintrich, 1996). Study by Schunk (1996), however, showed that performance goals to be negatively associated with self-efficacy.
	Self-efficacy development resulting from training varies depending on disposition of trainees and initial levels of efficacy (Megan & Kenneth, 2006). Holladay and Quinones (2003) stated that practice variability led to increased self-efficacy generality. Both self-efficacy intensity and generality influenced far transfer performance, although only self-efficacy generality served as a mediator between practice variability and far transfer.
Higher self-efficacy level leads to more constructive interpretations and attributions of behavioral outcomes (e.g., Gist & Mitchell, 1992; Martocchio & Webster, 1992), and higher self-efficacy strength leads to more successful performance outcomes (e.g., Bandura & Cervone, 1986; Schunk, 1991; Ford, Smith, Weissbein, Gully, & Salas, 1998). A number of studies also have found a positive relationship between self-efficacy level and strength with training performance and near transfer (Eden & Aviram, 1993; Gist, Stevens, & Bavetta, 1991; Martocchio, 1994; Mathieu, Martineau, & Tannebaum, 1993; Mitchell et al., 1994; Stevens & Gist, 1997).

Parent, friends and teachers’ support 
According to Kontoghiorghes (2001), supervisory support and encouragement for the application of new skills and knowledge is the most important variables that were found to facilitate trainee learning and training transfer. Clark et al.(1993) suggested that peer support could be an important factor during training transfer when the job requires more interaction with others, as in the case of self-managed work teams.

Parent variables include parenting style (Gonzalez, Holbein, & Quilter, 2002; Grolnick, Ryan, & Deci, 1991), emotional support or encouragement (Hokoda & Fincham, 1995; Wentzel, 1998), and attributions for success and failure or academic expectations (Crandall, Preston, & Rabson, 1960; Eccles-Parsons et al., 1982; Frome & Eccles, 1998; Heyman, Dweck, & Cain, 1992; Kamins & Dweck, 1999) as they relate to children’s academic outcomes. Parents in particular are an important source of academic advice, encouragement, and assistance for many children and educational research has lead to the general conclusion that parent involvement in its many and varied forms is an important factor in promoting achievement (e.g., Booth & Dunn, 1996;Henderson, 1987; Henderson & Mapp, 2002)

Children who experience high levels of support and encouragement from parents are more likely to espouse mastery goals themselves and tend to demonstrate more persistence and effort during difficult learning tasks (Hokoda & Fincham, 1995). Studies of students from the elementary school to high school show a beneficial relationship between parental involvement and the following motivational constructs: school engagement, intrinsic/extrinsic motivation, perceived competence, perceived control, self-regulation, mastery goal orientation, and motivation to read (Gonzalez-DeHass, 2005).

Environment 
Naumann (1992) suggests that the cultural and environmental similarities of parent and host countries have a positive influence on expatriate satisfaction, commitment, and involvement. Children’s perceptions of both parent and teacher mastery and performance goal emphasis predicted children’s personal goals. Children’s perceptions of parent and teacher emphasis on performance goals varied slightly by gender but not ethnic background, whereas variance across groups in perceptions of mastery emphases did not reach practical significance. Relations between goal perceptions, personal goals, efficacy and coping strategies also did not vary by gender or ethnic background (Jeanne et. al, 2007).

According to Dweck and her colleagues (Heyman et al., 1992; Kamins & Dweck, 1999) perceptions of parents’ and teachers’ expectations and attributions for success and failure relate to children’s task engagement and persistence, or pursuit of task mastery. Children’s experiences of parenting style and emotional support or encouragement offered by parents has been linked to the achievement goals children espouse (Gonzalez et al., 2002; Grolnick et al., 1991; Turner et al., 2002; Wentzel, 1998), as well as children’s behaviors during learning tasks (Hokoda & Fincham, 1995). Ethnic differences with regard to parents’ academic values and beliefs about learning, as well as attributions for success and failure (e.g., Hamilton, Blumenfeld, Akoh, & Miura, 1989; Holloway, 1988).

Gender differences
Self-efficacy theory has been commonly used to understand gender differences in motivation and achievement patterns. Some studies found that boys tend to have higher self-efficacy and expectancy beliefs than girls about their performance in math and science (Anderman & Young, 1994; Pajares, 1999). According to Meece et al. (2006), boys have stronger ability and interest beliefs in mathematics and science, whereas girls have more confidence and interest in language arts and writing. It shown that gender was affected moderated by ability, ethnicity, socioeconomic status, and classroom context. Additionally, developmental research indicates that gender differences in motivation are evident early in school, and increase for reading and language arts over the course of school. Pajares and 

Chen & Tsai (2007) found that female students have lower internet self-efficacy. But adult women are more strongly influenced by computer self-efficacy than men (Ong & Lai, 2006). Female adults depend on family support for increasing their Internet self-efficacy compared to male adult learners (Chu, 2010). In another study, Meece and Jones (2001) reported that boys have more efficacy beliefs than girls in science-related in elementary school. Anderman and Young (1994) reported that girls have more learning focused and less ability focused in science compared to boys, even though girls reported to have lower levels of self-efficacy in science.

Gender differences in task goals favored girls at each level of schooling, whereas differences in performance-approach goals and in performance-avoid goals favored boys (Pajares and Cheong, 2003). Anderman and Young (1994) reported that girls were more learning focused and less ability focused in science than boys, even though girls reported to have lower levels of self-efficacy in science. Middleton and Midgley (2000) found that African American girls shown a stronger learning goal orientation than African American boys. But there is no difference in goal orientations among European American students.  Meece and Jones (2001), there is no main effects for gender were reported for mastery and performance goal scales


Methodology
Context and sample
The study will be conducted in “GIATMARA”, a semi-government owned training institution which has 21 training centres dispersed all over Malaysia. Altogether, there are seven courses offered in the fields of engineering, ICT, automotive, landscaping, hair and beauty and needle work. The training courses are designed for candidates seeking to enhance their skills, individuals who have lost their jobs and looking for new jobs, individuals who are interested to improve their skills to enhance their career, and individuals who are interested in skill-based entrepreneurial engagements. In this study, data will be collected from trainees attending three specific courses namely ICT , tailoring and entrepreneurship.  These courses are chosen for two reasons, meeting the six month course, to ensure the longitudinal two year study period is manageable and for diversity for the effect on gender. 

Procedure
The data will be collected longitudinally over three different times. At the beginning of the training program (Time1), trainees will be asked to complete a questionnaire survey which includes questions related to continuous learning culture, supervisor support, parents, teachers and friends support  and the candidates’ training motivation. Administration of the second survey will be at  the end of the training period (Time 2). Trainees will be asked to answer questions on several aspects of training that they have undergone with respect to their instructors, place of training, duration of training, etc.  Based on guidelines from the conceptual literature analyzing multiple dimensions of transfer(i.e., learning, transfer maintenance and generalization; Baldwin and Ford, 1988) and on similar studies focusing on transfer (eg., Axtell and Maitlis, 1997) data will be collected on transfer, maintenance, and generalization of knowledge between six and 12 weeks after the training program was completed (Time 3). For the purpose of non-response bias, comparisons on control variables will be performed. In-depth interview with trainers and trainees will be conducted to find out whether or not there is a gender difference in training effectiveness among individual and contextual influences.

Measures and Analytical Procedure
The measures employed in the study are all adopted from past studies. Training motivation is measured by questions 3, 7, 9, 10, 11, 14, 19, 20, 24 and 25. Goal orientation is measured by items 5, 12. 21 and 23. Questions 1, 2, 4, 6, 8, 13 and 22 measures self-efficacy while questions 15, 16, 17 and 18 were designed to measure support from the candidates’ parent, friends and teachers. Demographic variables were assessed through variables such as gender, age, education background (including family members), work experience, employment status and parent’s occupation. All measures will be assessed using five-point Likert scale. Cronbach’s alpha will be used as a measure of scale reliability. Regression analyses will be used to test the hypotheses. 
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