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 9 
Background: The first aim of this study was to investigate the influence of psychosocial 
characteristics on four training attitudes (motivation to learn, learning, transfer intention and 
cognitive dissonance) and well-being. The second — and main — aim was to examine the 
impact of attitudes to training on individual levels of well-being.  
Methodology: This study used a longitudinal approach comprising two phases of data 
collection. One-hundred and eighty first-year psychology students participated in Phase 1, 
and 95 students participated in both phases. The participants were required to complete a 
survey measuring various psychosocial characteristics (coping, personality, work 
characteristics, organisational citizenship behaviour [OCB] and commitment), four training 
attitudes and positive and negative well-being. 
Results: The results showed that specific psychosocial characteristics, particularly the 
positive variables (positive coping, positive work characteristics, OCB, and commitment) had 
significant correlations with positive training attitudes (motivation to learn, learning, and 
transfer intention). In addition, motivation to learn, learning, and transfer intention had a 
significant positive correlation with positive well-being, while cognitive dissonance had a 
significant negative correlation with positive well-being. However, these relationships were 
no longer significant when other variables were included. Furthermore, it was revealed that 
personality and commitment were the stronger predictors for well-being. Possible 
explanations for these findings are discussed.   
Conclusions: This study contributes to the existing body of knowledge, but more research 
is required to confirm the relationships between attitudes to training and well-being. Future 
research could also examine these relationships in more detail, especially in the context of 
specific training programmes. 
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1. INTRODUCTION  14 
 15 
There is documented evidence that training and development bring many benefits, not only 16 
to organisations — including factors related to organisational performance, such as 17 
increased profits and sales, customer satisfaction and organisational reputation — but also 18 
with respect to having a positive impact on the individual [1]. Positive changes, such as the 19 
acquisition of new skills and the improvement in work performance [2], along with improving 20 
declarative knowledge, not only for the self but also within a team, are examples of 21 
outcomes from training activities.  22 
 23 



 

 

Although there is much evidence demonstrating that training activities promote positive 24 
changes, few studies have examined the influence of training programmes on individual 25 
levels of well-being, particularly where the training programmes focus on improving job-26 
related skills. There has been a substantial amount of research that has examined the 27 
effects of training programmes on well-being which have focused on specific types of 28 
training programmes that were intended to help trainees or individuals increase their positive 29 
well-being (e.g. happiness, life satisfaction) and decrease their negative well-being (e.g. 30 
stress, anxiety, depression). Intervention programmes, such as those associated with stress 31 
management [3, 4], resilience [5, 6], mindfulness [7, 8] and cognitive behaviour therapy [9] 32 
have been proven to facilitate an increase in the level of well-being in individuals.  33 
 34 
Rather than focusing on the direct effect of training programmes on individual well-being, this 35 
study examined the influence of training attitudes on well-being. Four training attitudes were 36 
chosen — namely, motivation to learn, learning, transfer intention and cognitive dissonance 37 
— which have been found to be appropriate factors for predicting training effectiveness and 38 
transfer of training. Noe [10] defined motivation to learn as a specific desire shown by an 39 
individual to discover the content of the training programme, while learning is a process of 40 
obtaining new or altering existing knowledge, skills or attitudes [11]. Transfer intention 41 
originated from the implementation intentions proposed by Gollwitzer [12], which emphasise 42 
the if-then plan to successfully achieve one’s goal (e.g. ‘If I encounter situation X, then I will 43 
perform response Y’). It was said that trainees who have high motivation to learn and have 44 
learned a lot after attending training have a high probability of transferring the newly 45 
acquired knowledge and skills to the work setting [10, 13]. Similarly, those who have a high 46 
intention to implement new knowledge and skills have a higher probability of transferring the 47 
actual knowledge and skills to their daily job [14, 15].   48 
 49 
As for cognitive dissonance, research on this variable, in a training research context, is still 50 
relatively limited. Cognitive dissonance is an unpleasant state of emotion that results from 51 
having two or more cognitions or beliefs that are contradictory to each other, leading to 52 
cognition alteration [16]. Weisweiler and colleagues [17] have suggested that individuals 53 
may fail to transfer new knowledge and skills because they have encountered cognitive 54 
dissonance due to the new knowledge contradicting their prior experience. More research is 55 
required to explore the effects of cognitive dissonance on training effectiveness. 56 
 57 
Several studies have examined the influence of these four training attitudes on well-being 58 
separately. Past research has shown that individuals with high motivation to learn new 59 
knowledge and skills experience an increased level of well-being [18, 19] and a better quality 60 
of life [20]. Meanwhile, those who face demotivation, or who are unmotivated, are more 61 
prone to encounter anxiety and depression [21]. In addition, individuals who learn new 62 
knowledge and skills in a training programme not only feel happier and have better well-63 
being, but they also experience greater life satisfaction [22, 23] and increased self-64 
confidence [24]. Learning, either formally or informally, can produce intrinsic enjoyment [25], 65 
increase positive feelings and make a trainee feel more empowered [22], hence facilitating 66 
an increased level of well-being.  67 
 68 
With regard to the influence of transfer intention on well-being, the association between 69 
these two variables has been underexplored. Transfer or implementation intention studies, in 70 
relation to the psychological aspects, have mostly concentrated on interventions where the 71 
researcher has implemented this variable as a behavioural intervention in promoting 72 
desirable behaviours. For example, Loft and Cameron [26] applied an implementation 73 
intention to improve sleep behaviour, Budden and Sagarin [27] investigated the exercise 74 
intention-behaviour relationship, and Hagger [28] used implementation intentions to reduce 75 
unhealthy eating, while Grothues and colleagues [29] employed intentional behaviour to 76 



 

 

reduce drinking behaviour. Although studies on the relation between transfer/implementation 77 
intentions and well-being are limited, some analyses have found that the intention to perform 78 
certain types of actions (mainly related to health) correlate positively with the level of well-79 
being of individuals [30] and negatively with stress, anxiety and depression [31]. Similarly, 80 
the effects of cognitive dissonance on individual levels of well-being are also underexplored. 81 
As proposed by Festinger [16], cognitive dissonance begins when a person encounters 82 
cognitions that contradict each other and, as a result, develop an uncomfortable affective 83 
state that leads to a specific type of motivation to reduce the inconsistency or dissonance. 84 
The limited literature on cognitive dissonance and well-being has revealed that those who 85 
encounter cognitive dissonance will experience anxiety [32], emotional exhaustion [33], work 86 
strain [34] and low job satisfaction [34]. Zaiedy Nor and Smith [35] explained this association 87 
in some detail, in relation to these four training attitudes and well-being.  88 
 89 
Zaiedy Nor and Smith [35] also investigated the influence of attitudes to training on individual 90 
levels of well-being, finding that all of the training attitudes significantly correlated with 91 
positive or negative well-being. Positive training attitudes that consist of motivation to learn, 92 
learning and transfer intention have a moderate relationship with positive well-being. This 93 
result suggests that those who perceive themselves as having a high motivation to learn the 94 
content of training programmes feel that their knowledge and skills have improved after 95 
attending the training activities, and they have the intention of implementing the newly 96 
acquired knowledge and skills in the work setting, thus scoring high in positive well-being. 97 
After controlling for demographics and psychosocial characteristics, however, all three of the 98 
positive training attitudes were not significantly associated with positive well-being. On the 99 
contrary, cognitive dissonance was found to significantly influence negative well-being in a 100 
positive direction, even after controlling for the established variables. This finding suggests 101 
that those who experience cognitive inconsistency, which is characterised as having an 102 
uncomfortable feeling when wanting to apply new knowledge and skills, or a state of 103 
confusion either in applying newly acquired skills or the skills that they used before 104 
undertaking the training, experience stress, anxiety and depression. According to Zaiedy Nor 105 
and Smith [35], and as proposed by Festinger [16], this phenomenon may be due to the 106 
negative affective states that result from the experience of cognitive dissonance that 107 
contributes to a high level of negative well-being. This study highlights the link between 108 
training effectiveness predictors and individual well-being that has previously been 109 
underexplored. 110 
 111 
Hence, in this study, it was hypothesised that those who have a high motivation to learn the 112 
content of a training programme, who understand the knowledge and skills better than 113 
before undertaking the training programme and have the intention to apply the new 114 
knowledge and skills to everyday life, will also have a high level of positive well-being. 115 
Meanwhile, those who experience cognitive dissonance, or feelings of confusion and 116 
discomfort when using new knowledge and skills, will tend to experience negative well-117 
being.  118 
 119 
1.1 Predictors of training attitudes 120 
 121 
Not only is it essential to examine the effect of training attitudes on well-being, it is also worth 122 
investigating the predictors of these four training attitudes to better understand the 123 
antecedent of these variables — namely, motivation to learn, learning, transfer intention and 124 
cognitive dissonance. To begin, in a transfer of training model that has been proposed by 125 
Baldwin and Ford [36], it was stated that learning, which is one of the training outputs, can 126 
be influenced by three training inputs — trainee characteristics, training design and the work 127 
environment. An individual high in motivation and cognitive ability, along with having a more 128 
positive personality, including openness to experience and extroversion, among other 129 



 

 

features, will learn and better understand a training programme. Not only that, but Baldwin 130 
and Ford [36] also suggested that the work environment, particularly support from 131 
supervisors and co-workers, and the opportunity to use newly acquired skills and knowledge, 132 
helps to increase learning and retention processes. In addition, Noe [10] found that trainees 133 
who score high in job involvement and are proactive in planning their careers are more likely 134 
to score higher in learning the content of training programmes.  135 
 136 
Next, a meta-analysis performed by Colquitt, LePine and Noe [13] revealed that both 137 
individual and situational characteristics could influence motivation to learn. Concerning 138 
individual characteristics, it was said that trainees with high internal locus of control, 139 
achievement motivation [13] and self-efficacy [37] have a moderate to strong positive 140 
relationship with motivation to learn. In addition, personality in terms of extraversion, 141 
openness [38] and conscientiousness, as well as being proactive [39, 40], are all significant 142 
predictors of motivation to learn. Moreover, a strong to moderate relationship has been 143 
found between job involvement [13], organisational commitment [13, 41], career planning 144 
and career exploration [13] and motivation to learn. Machin and Treloar [41] added that a 145 
feeling of high work locus of control, and trainees who believed that they would derive a 146 
significant benefit from training programmes, also have a high level of training motivation. 147 
Meanwhile, with regard to situational characteristics, it was revealed that supervisors who 148 
support trainees [13, 37, 41], and obtain support from co-workers, along with a positive 149 
climate within the organisation [13], help the trainee develop high motivation to learn and 150 
transfer the training content.  151 
 152 
Similar to motivation to learn, various individual and situational characteristics can also 153 
predict transfer intention. Those who possess a high level of self-efficacy and receive 154 
supervisor support tend to have increased intention to apply newly acquired knowledge and 155 
skills from training programmes to their work setting [37, 42]. Al-Eisa, Furayyan and 156 
Alhemoud [37] explained that trainees who are confident in their ability and capability to 157 
succeed in a training programme, along with having a high motivation to learn the content of 158 
the training, are more likely to have a high transfer intention level and are more committed to 159 
instigating the transfer process. Moreover, Machin and Fogarty [42] added that transfer 160 
intention has a positive relationship to five domains of transfer climate — namely, goal and 161 
social cues, positive and negative reinforcement, and extinction. This transfer climate is one 162 
of the potential facilitators of the positive transfer of training into the work setting [43].  163 
 164 
The influence of affectivity on both transfer intention and pre-training motivation has also 165 
been reported [86]. Employees who attend training with positive affect, where they feel 166 
enthusiastic, excited, alert, strong, proud, inspired and determined, will also experience high 167 
pre-training motivation, whereby they are eager to take part in the training. Meanwhile, those 168 
who frequently encounter negative affect, such as feeling scared, afraid, nervous, irritable, 169 
hostile and guilty, tend to have a low intention to transfer new knowledge and skills [86]. 170 
Another characteristic that may influence transfer intention is supervisor support. Research 171 
has found that supervisor support has the most potent effect on transfer intention compared 172 
to self-efficacy and motivation to learn [37]. This result suggests that supervisors who 173 
provide a significant level of support to trainees to attend a training programme and who 174 
encourage trainees to apply new knowledge and skills in the workplace help the trainee to 175 
initiate the transfer.  176 
 177 
Regarding cognitive dissonance, most studies have been conducted in the field of social 178 
psychology and management research [44]. Cognitive dissonance theory has been widely 179 
used to explain organisational behaviour, such as job demands and job satisfaction [45], 180 
staffing risks and safe staffing [46] and also consumer behaviour [47]. Some studies that 181 
have incorporated this theory have manipulated the situation to create a dissonance 182 



 

 

scenario, measuring various outcomes from that [48, 49]. Although cognitive dissonance 183 
results in many issues, research into the antecedents of cognitive dissonance is rather 184 
limited. To better understand the cause of such dissonance, it is essential to examine the 185 
number of psychosocial characteristics that may play a role in determining a high or low level 186 
of cognitive dissonance in individuals. Hence, one of the objectives of this study was to 187 
identify the predictors of cognitive dissonance.   188 
 189 
Following the approach proposed by Colquitt, LePine and Noe [13], which emphasised both 190 
individual and situational characteristics, this study investigated various psychosocial 191 
characteristics as the predictors of training attitudes. As mentioned previously, personality 192 
[51], organisational commitment [13, 41] and affectivity [85] play a role in determining 193 
training attitudes. Past research has also found that other work-related variables, such as job 194 
involvement [13], supervisor and co-worker support [52, 80], career planning and career 195 
exploration [13], can predict one of the training attitudes; however, in this study, slightly 196 
different predictors were used. The work characteristics that cover work demand, control and 197 
support were used as one of the training attitude predictors. Also, this study investigated the 198 
influence of positive personality, positive and negative coping, organisational citizenship 199 
behaviour (OCB) and commitment on attitudes toward training.  200 
 201 
1.2 Predictors of well-being 202 
 203 
Maintaining a high level of well-being is vital in terms of enabling individuals to positively 204 
carry out their responsibilities at work and in their daily routines. There are two well-known 205 
models of well-being in psychology — subjective and psychological well-being. Subjective 206 
well-being can be defined as when one experiences positive affect, an absence of negative 207 
affect and pain, and a high level of satisfaction with life [50]. Psychological well-being is 208 
characterised as when an individual accepts themselves, has a positive relationship with 209 
others and a purpose in life, experiences optimal personal growth and displays mastery of 210 
their environment and autonomous functioning [51].  211 
 212 
Various factors can influence well-being, ranging from personal to work-related 213 
characteristics. Factors, such as coping strategies, personality, job characteristics, 214 
commitment, OCB and many more, can determine a high or low level of well-being as 215 
experienced by individuals. To begin with, coping strategies that define a continuous effort to 216 
manage specific demands that are perceived by the individual as being beyond their 217 
resources [52] could predict the level of well-being of an individual. Individuals who react and 218 
deal with their problems in different ways have varying well-being outcomes. Those who 219 
employ active coping strategies, such as seeking social support, have a higher level of self-220 
esteem while those who use passive coping styles, such as avoiding problems, are more 221 
prone to experience low general well-being [53]. In addition, a decrease in the use of 222 
maladaptive coping strategies, including avoidance, externalisation and rumination over 223 
time, provides an improved sense of well-being among adolescents [54]. Chua, Milfont and 224 
Jose [54] claimed that such adolescents feel happier with their weight, are full of energy or 225 
vitality and have improved sleep sufficiency. Also, the implication of using problem-focused 226 
coping, consisting of problem-solving coping, positive reappraisal and seeking social 227 
support, has been found to influence resilience, which in turn improves the individual level of 228 
well-being [55]. Mayordomo and colleagues [55] added that the use of emotion-focused 229 
coping, such as negative self-focused coping, religious coping, seeking social support, 230 
avoidance coping and overt emotional expression, had an adverse effect on adult mental 231 
health, potentially resulting in the development of emotional disorders (e.g. anxiety and 232 
depression). It is undeniable that coping strategies are one of the indicators used in 233 
determining a high or low level of individual well-being. 234 
 235 



 

 

Another significant predictor of well-being is personality. Personality is defined as individual 236 
differences in characteristic patterns of thinking (cognition), feeling (emotion) and behaving 237 
(behaviour) [56]. Studies have found that high levels of life satisfaction can be predicted by 238 
conscientiousness [57–59], along with the personality traits of agreeableness [58, 59] and 239 
extraversion [57, 58]. Meanwhile, neuroticism can play a role in determining anxiety and 240 
depression [58] and low psychological well-being [60, 61]. In addition, Arshad and Rafique 241 
[62] claimed that individuals who perceived themselves as being extrovert, open and 242 
conscientious have a high probability of frequently experiencing positive affect, while 243 
neuroticism predicts negative affect among the elderly. As proposed by McCrae and Costa 244 
[63], these positive personality traits make an individual more receptive to new challenges, 245 
more open to enjoying the positive experiences in their lives, and more responsible, all of 246 
which in turn facilitate an improvement of well-being. 247 
 248 
With regard to work-related variables that play a role in determining high or low levels of 249 
well-being, it has been revealed that commitment [64, 65], job characteristics [66, 67] and 250 
OCB [68, 69] are among the contributing factors. Commitment is when one shows loyalty to 251 
an organisation, involving an active relationship with the organisation and an individual 252 
willingness to provide something that the organisation seeks [70]. Harris and Cameron [71] 253 
claimed that those who experience emotional attachment (affective commitment) to an 254 
organisation also have high life satisfaction and self-efficacy, and have low intention to leave 255 
the organisation. In addition, it has been found that those who possess affective and 256 
normative commitment (a sense of obligation to stay in an organisation) experience 257 
psychological well-being at work, characterised as feeling competent, thriving at work, 258 
perceiving recognition, being involved in the job, experiencing job satisfaction and feeling 259 
interpersonally that they fit at work [72]. Glazer and Kruse [73] suggested that commitment 260 
may provide significant meaning to the relationship between an individual and an 261 
organisation, making an individual more open to accepting the anxiety produced by work 262 
stressors, in turn reducing employee turnover. It seems that commitment benefits both the 263 
organisation and the individual. 264 
 265 
Another work-related variable that has been determined to impact individual levels of well-266 
being is OCB. In recent years, there has been an increasing amount of literature reporting 267 
the association between OCB and well-being. OCB can be defined as “individual behaviour 268 
that is discretionary, not directly or explicitly recognised by the formal reward system and 269 
that in the aggregate promotes the effective functioning of the organisation” [74] (p. 4). 270 
Prosocial behaviour demonstrated through OCB can be directed at the organisation or an 271 
individual in the organisation [75]. Workers who show an act of OCB either towards an 272 
organisation or an individual tend to experience high psychological well-being [76] and have 273 
a significant positive correlation with job satisfaction and low hindrance stress [69]. However, 274 
even though a substantial amount of research has highlighted the positive outcomes of 275 
OCB, it was also revealed that OCB could result in an adverse outcome. Bolino and Turnley 276 
[77] claimed that those who exhibit prosocial behaviours, such as working during vacation 277 
time, rearranging personal plans due to work and coming to work early and staying late, tend 278 
to encounter work overload and job stress, and an increase in work-family conflict. In 279 
addition, even though work behaviours or OCB, which is characterised as having a high level 280 
of altruism, courtesy, conscientiousness, sportsmanship and civic virtue towards both 281 
individuals and organisations, were significantly associated with both positive and negative 282 
outcomes, when other psychosocial predictors were included, the effects of OCB were no 283 
longer significant [78]. As shown by Ahmad and colleagues [78], other predictors such as 284 
negative work characteristics, positive and negative coping, personality and job attitude play 285 
a more crucial role in determining well-being. Past studies have emphasised the more 286 
positive aspects of OCB, and Bolino and colleagues [77, 79, 80] have highlighted the 287 



 

 

negative side of this variable in relation to the individual. Hence, it is essential to investigate 288 
both positive and negative impacts of OCB on oneself.  289 
 290 
Considerable attention has been paid to the effect of job characteristics on individual levels 291 
of well-being. Job characteristics are defined as the motivational elements that explain and 292 
give an impact to the meaning, responsibility and knowledge relating to work activities as 293 
experienced by the employee [81]. Individuals who perceive that their work is highly 294 
demanding, whereby they have little control, are more prone to experiencing a greater need 295 
for recovery, feeling more fatigued and having lower well-being [82]. Furthermore, high job 296 
demands, low job control and low support experience by workers are correlated with low job 297 
satisfaction, high emotional exhaustion, high psychosomatic complaints [83, 84] and high 298 
psychological distress [84]. Chambel and Curral [85] also found that job demands negatively 299 
predict satisfaction with academic life, and are positively related to anxiety and depression, 300 
while job control and support predict academic life satisfaction in a positive direction, and 301 
predict anxiety and depression in a negative direction. The negative outcome of high job 302 
demands may be due to unfavourable working conditions, with obstacles and challenges 303 
that require additional effort that need to be resolved [82]. As proposed by Wilson and 304 
colleagues [86], by strengthening the job design, for example by increasing job control (i.e. 305 
autonomy) and decreasing job demands (i.e. workload), the psychological adjustment to 306 
work could be strengthened (i.e. better job satisfaction and low job stress). 307 
 308 
Not only was the demands-resources model used among organisational workers to explain 309 
job characteristics and their relation to well-being, this model was also applied among 310 
university students [87–89]. It was revealed that students who encounter high study 311 
demands (e.g., study conditions that trigger stress reactions) and feel that they lack study 312 
resources eventually will become exhausted and cynical, and in turn experience negative 313 
psychological well-being [88]. Mokgele and Rothmann [88] explain psychological unwell-314 
being as being unable to cope with problems, experiencing irritability and mood swings, and 315 
avoiding contact with others. They also found that study resources, particularly supportive 316 
relationships with lecturers, the nature of study tasks, and peers’ social support had a strong 317 
effect on the energy and motivation of students. Similarly, Cilliers and Flotman [89] 318 
emphasised that postgraduate students who experience distress produced by job/study 319 
demands (e.g., role demands, being responsible for others, interpersonal demands) have 320 
feelings of languishing and being overwhelmed. Meanwhile, those who experience eustress 321 
caused by job/study resources (e.g., support from lecturers, interpersonal relationships) also 322 
eventually experience a feeling of flourishing (high self-efficacy, locus of control, and 323 
optimism). Not only that, students who have a perceived lack of resources (no support from 324 
peers, family and faculty members) may tend to experience a lack of motivation and a 325 
feeling of being disconnected [90], hence an increase in their stress levels and a lowered 326 
sense of positive well-being. In summary, past studies have highlighted various psychosocial 327 
characteristics in determining one’s level of well-being not only among organisational 328 
workers but also among university students.  329 
 330 
1.3 Current study 331 
 332 
This study is a replication of the Zaiedy Nor and Smith [35] research that also aimed to 333 
investigate the link between training effectiveness predictors and well-being. However, a few 334 
changes were made to extend the investigation. As an example, this work focused on 335 
training in the context of an educational setting, where the sample was undergraduate 336 
students. Also, this study had two phases of data collection, in which certain variables were 337 
introduced at different time points, such that changes in well-being over time could be 338 
analysed.  339 
 340 



 

 

Training and education are different in certain respects, but it is clear that these two 341 
concepts share an essential element, where both of them involve a learning process. The 342 
central focus of both activities is to develop individual knowledge and skills, and enhance 343 
human potential and talent [91]. Some of the differences between training and education are 344 
that training is more focused on specific knowledge, skills and abilities that directly relate to 345 
the job description or improve productivity, whereas education is more broad, focusing on 346 
personal development and life experience [91]. Garavan [91] added that the timeframes of 347 
training and education could differ; while training is usually performed over a short period, 348 
education can be lifelong, or in the case of university education, three to four years. Some 349 
essential similarities between training and education are that both can be structured and 350 
mechanistic and, more significantly, fundamentally involve learning processes [91]. In 351 
addition, training among university students is common today and can take place in many 352 
forms; for example, workshop-focused programmes or even coursework. Consequently, not 353 
only is it crucial to investigate the association between training attitudes and the well-being 354 
of workers, it is also worth examining the association between these variables in an 355 
educational context among students.  356 
 357 
The present study also paid attention to the first-year undergraduate student as the sample, 358 
because it has been reported that, during the entry stage, new students often face various 359 
difficulties and challenges. Stewart [92] proposed that students in this stage may have 360 
problems in maintaining motivation, complying with academic demands and establishing a 361 
clear purpose. Also, they are more prone to experiencing a decrease in independence and 362 
increase in isolation.  363 
 364 
This study was based on the demands-resources-individual effects model [93] that proposed 365 
the importance of both psychosocial stressors and individual difference factors in developing 366 
subjective experiences of stress or well-being. By providing a combination of the elements of 367 
two well-known work stressor models — the demand-control-support [94] and effort-reward- 368 
imbalance models [95] — a crucial element was added to the study — the influence of 369 
individual differences in determining ones’ levels of positive and negative well-being, along 370 
with health-related outcomes. Mark and Smith [93] suggested that those who experience low 371 
work demands (job demands and extrinsic efforts), high work resources (job control, support 372 
and rewards) and have positive types of individual differences (coping style, attributional 373 
style and intrinsic effort) tend to experience low anxiety and depression, and high job 374 
satisfaction. More importantly, this model emphasises flexibility, whereby different 375 
organisational and personal variables can be placed into the framework, either as predictors 376 
or outcomes. Hence, this study applied the key elements of the model — work 377 
characteristics and individual differences — and, most importantly, added a new variable — 378 
attitude to training — to determine positive and negative well-being. 379 
 380 
 381 
 382 
 383 
 384 
 385 
 386 
 387 
 388 
 389 
 390 
 391 
 392 
 393 

Psychosocial characteristics: 
 Positive and negative coping 
 Positive personality 
 Positive and negative 

work/course characteristics 
 Commitment 
 OCB 

Training attitudes: 
 Motivation to learn 
 Learning 
 Transfer intention 
 Cognitive dissonance

Well-being: 
 Positive well-being 
 Negative well-being 



 

 

 394 
 395 
 396 
As shown in Figure 1, it was predicted that certain types of psychosocial characteristics 397 
predict positive and negative attitudes toward training and positive and negative well-being. 398 
Moreover, students who perceive themselves as having high motivation to learn the content 399 
of a course, understand the knowledge presented in the class better than they did before 400 
undertaking the course, and have the intention of implementing the new knowledge in 401 
everyday life, also experience positive well-being. Meanwhile, those who face cognitive 402 
dissonance when applying the new knowledge they obtained from a course are more prone 403 
to encounter negative well-being. 404 
 405 
Thus, the main aims of this study were to: (1) investigate the influence of psychosocial 406 
characteristics on training attitudes and well-being; and (2) examine the effect of attitudes to 407 
training on well-being among undergraduate students. The research hypotheses were: 408 
 409 

H1: Psychosocial characteristics influence training attitudes and well-being, and 410 
H2: Training attitudes predict individual levels of well-being 411 

 412 
2. METHODS  413 
 414 
2.1 Participants 415 
 416 
This research involved a quantitative longitudinal study, comprising two phases of data 417 
collection. The questionnaires measured various psychosocial characteristics, four training 418 
attitudes and the level of well-being among undergraduate psychology students at Cardiff 419 
University. 420 
 421 
A total of 180 undergraduates (first-year psychology students) completed the study at Time 422 
1. From this number, 95 students (52.78% return rate) completed both surveys at Times 1 423 
and 2. At Time 1, the majority of the 180 respondents were female (156, 86.7%), born in the 424 
year 1998 (85, 47.2%), White (132, 73.3%) and native speakers of English (156, 86.7%). 425 
Meanwhile, out of the 95 students who participated in both phases, the majority were female 426 
(83, 87.4%), born in the year 1998 (46, 48.4%), White (69, 72.6%) and native speakers of 427 
English (80, 84.2%). 428 
 429 
2.2 Procedure 430 
 431 
Prior to conducting the study, ethical approval was obtained from the Ethics Committee, 432 
School of Psychology, Cardiff University. In this study, two time points of data administration 433 
were required – Times 1 and 2. 434 
 435 
The Time 1 data collection was undertaken during the induction week for all the psychology 436 
first-year undergraduate students. For this specific session, eight researchers were assigned 437 
to distribute questionnaires. Thus, each researcher needed to minimise the number of items 438 
asked in the maximum allocated time of five to ten minutes that was allocated per 439 
researcher. In this phase, the measures included demographics, three psychosocial 440 
characteristics, one training attitude (motivation to learn) and a baseline level of positive and 441 
negative well-being. 442 
 443 
For Time 2, data collection was carried out one-and-a-half months before the examination 444 
week began. Students could choose to be rewarded with extra course credit or by being 445 



 

 

paid. The measurement included four psychosocial characteristics, three training attitudes 446 
and positive and negative well-being. 447 
 448 
2.3 Materials  449 
 450 
This study used single-item measures because they have advantages over multiple-item 451 
measures. First, they are economically more favourable. As Burisch [96] noted, the process 452 
of measuring multiple items consumes significant funds and human resources [97]. 453 
Secondly, single items help reduce non-response rates [98]; with multi-item questionnaires, 454 
participants tend not to provide honest answers, and sometimes do not give any response at 455 
all. Thirdly, and most importantly, this approach is more practical. Thus, most of the 456 
variables in this study used single items and brief measures. 457 
 458 
Psychosocial characteristics and well-being were assessed using the short Smith Wellbeing 459 
scale (Short-Swell)  [99]. Nine items from this scale were used, comprising negative and 460 
positive work characteristics, positive and negative coping, positive personality, OCB, 461 
commitment and positive and negative well-being; however, only positive personality and 462 
positive and negative coping were used at Time 1, along with a baseline level of positive and 463 
negative well-being. Meanwhile, positive and negative work characteristics, OCB and 464 
commitment were administered at Time 2, along with the follow-up level of positive and 465 
negative well-being. During Time 1, coping strategy items assessed how the students dealt 466 
with problems, either positively (e.g. focusing on the problem or getting social support) or 467 
negatively (e.g. avoiding the problem, blaming themselves or using wishful thinking). Also, 468 
one item of positive personality measured participants’ overall levels of self-esteem, self-469 
efficacy and optimism.  470 
 471 
Next, work characteristics, which were administered at Time 2, assessed the participants’ 472 
course demands, effort, control, support and reward that they experienced at university. 473 
Regarding the OCB item, which was also asked at Time 2, the participants’ behaviours were 474 
measured, such as being helpful and courteous to, and a good sport with other people in the 475 
university. Next, commitment to university assessed whether the participants had high study 476 
satisfaction and whether they were motivated students that did not wish to quit their studies. 477 
Lastly, well-being items, which were assessed at Times 1 and 2, measured the participants’ 478 
level of life satisfaction, happiness, stress, anxiety and depression. All items had a response 479 
scale from 1 (Not at all) to 10 (Very much so). The reliability of Time 1 items was found to be 480 
0.778 with respect to Cronbach’s coefficient alpha, with a 0.416 mean inter-item correlation. 481 
Meanwhile, the reliability of Time 2 items was 0.638 Cronbach’s coefficient alpha, with a 482 
0.221 mean inter-item correlation. 483 
 484 
Training attitudes consisted of motivation to learn, learning, transfer intention and cognitive 485 
dissonance. All of the items for these variables used other researchers’ work as a guideline, 486 
with the statement being modified in accordance with the research objectives, and to ensure 487 
that it was suitable for the specific sample. Motivation to learn was asked at Time 1, while 488 
learning, transfer intention and cognitive dissonance were administered at Time 2. 489 
Motivation to learn had four items that originated from the Motivated Strategies for Learning 490 
Questionnaire [100]. This construct assessed participant eagerness to learn the content of 491 
their training programmes. The reliability of this construct was found to be 0.879, with a 492 
0.656 mean inter-item correlation. Meanwhile, learning and transfer intention had three and 493 
two items, respectively. For the learning construct, participant perception regarding their 494 
improved knowledge after attending the training was measured, while the transfer intention 495 
construct assessed the respondents’ intentions to implement the new knowledge and skills 496 
in their everyday lives. These two variables were derived from Machin and Fogarty’s [14] 497 
study. The reliability of learning and transfer intention were, respectively, 0.857 and 0.792, 498 



 

 

with a 0.668 and 0.657 mean inter-item correlation. Finally, cognitive dissonance had two 499 
items that originated from a study by Levin [101]. This construct assessed participants’ 500 
uncomfortable negative affective state when using newly acquired knowledge and skills; the 501 
reliability of these items was determined to be 0.654, with a 0.486 mean inter-item 502 
correlation. The response scale for all training attitude items ranged from 1 (Strongly 503 
disagree) to 10 (Strongly agree).  504 
 505 
The justification for asking about specific items at different time points was that some 506 
questions (i.e. all of the variables at Time 2) were not appropriate to be asked prior to the 507 
beginning of the university course. This approach was employed because the students may 508 
have been confused and might not have known how to respond to these questions due to 509 
not having had any experience related to the items being asked. Thus, in order for them to 510 
respond to these constructs, they had to undergo training in the context of university 511 
education first and to have gained some experience of university life. 512 
 513 
The list of questions in the survey, and the frequencies (%) in the different response 514 
categories, are shown in Table 1 (see Appendix). 515 
 516 
2.4 Data analysis   517 
 518 
The data were analysed using IBM Statistical Package for Social Sciences (SPSS) 20. 519 
Pearson’s correlation coefficients and multiple regressions were used to study the 520 
relationships between psychosocial characteristics, training attitudes and well-being. 521 
 522 
3. RESULTS  523 
 524 
This study aimed to investigate the influence of psychosocial characteristics on training 525 
attitudes and well-being and to determine the impact of training attitudes on student levels of 526 
well-being.  527 
 528 
Before conducting the main analyses, a preliminary investigation was carried out to 529 
determine the differences among participants. A t-test analysis found that there were no 530 
significant differences in positive well-being among the participants who had taken part in 531 
Time 1 only or those who had taken part in both Times 1 and 2; t(178) = 0.86, p = .388. In 532 
addition, there were no significant differences in negative well-being among participants who 533 
only took part in Time 1 and those who took part in both Times 1 and 2; t(178) = 0.51, p = 534 
.611.  535 
 536 
Furthermore, a paired sample test was conducted, and demonstrated that there were no 537 
significant differences in positive well-being at Times 1 and 2, t(94) = -0.35, p = .727 – and 538 
no significant differences in negative well-being at Times 1 and 2, t(94) = 1.47, p = .146. 539 
These findings suggest that student levels of well-being prior to the academic semester and 540 
a few months after they started were the same, with their levels of well-being neither 541 
increasing nor decreasing. 542 
 543 
3.1 Objective 1: Influence of psychosocial characteristics on training attitudes 544 
 545 
The first objective of this study was to determine the predictors of training attitudes in the 546 
context of educational settings. Two types of analyses were performed to investigate the 547 
influence of psychosocial aspects at Times 1 and 2 on motivation to learn (Time 1), and 548 
learning, transfer intention and cognitive dissonance (Time 2). First, a correlation analysis 549 
was conducted, followed by regression analyses to examine the association between 550 
independent and dependent variables. However, due to the small sample size, where only 551 



 

 

95 participants took part in both phases of the data collection, the regression analyses 552 
needed to be interpreted with caution. 553 
 554 
Motivation to learn was one of the training attitude variables that was recorded at Time 1 555 
(pre-test), along with personal characteristics, including negative coping, positive coping and 556 
positive personality. Table 2 revealed that there was a significant positive correlation 557 
between positive coping and motivation to learn (equal to r(178) = .45, p < .01) and a weak 558 
positive correlation with positive personality (equal to  r(178) = .15, p < .01). In addition, a 559 
negative relationship could be seen between negative coping and motivation to learn (equal 560 
to r(178) = -.25, p < .05). 561 
 562 
Meanwhile, the regression analyses in Table 5 showed that all three psychosocial 563 
characteristics at Time 1 significantly explained 20.3% of the variance in the motivation to 564 
learn, and only positive coping significantly predicted this variable (β = .45). This finding 565 
suggests that students who actively employed positive coping strategies, such as focusing 566 
on a problem and trying to resolve it, as well as receiving social support, were more eager to 567 
learn new things at university. 568 
 569 
Three attitudes to training were asked at Time 2 — learning, transfer intention and cognitive 570 
dissonance. The correlation analyses (Table 2) revealed that positive coping had a positive 571 
correlation with learning (equal to r(93) = .21, p < .05), and was negatively correlated with 572 
cognitive dissonance (equal to r(93) = -.34, p < .01). In addition, a positive relationship could 573 
be seen between negative coping and cognitive dissonance (equal to r(93) = .29, p < .01), 574 
while positive personality had a weak negative correlation with cognitive dissonance (equal 575 
to r(93) = .21, p < .05). 576 
 577 
Next, four psychosocial characteristics were recorded at Time 2 — positive and negative 578 
work characteristics, OCB and commitment. The correlation analyses (Table 2) 579 
demonstrated that positive work characteristics, OCB and commitment had a significant 580 
positive correlation with learning and transfer intention. All of them were greater than, or 581 
equal to, r(93) = .34, p < .01. On the contrary, a significant negative relationship could be 582 
seen among positive work characteristics, OCB and commitment to cognitive dissonance. 583 
The relationships were greater than, or equal to, r(93) = .22, p < .05. 584 
 585 
Meanwhile, regression analyses in Table 3 revealed that when learning is the dependent 586 
variable, Model I, with Time 1 psychosocial characteristics (positive and negative coping and 587 
positive personality) as the predictors, explained 2.4% of the variance and was not 588 
significant (F(3, 91) = 1.84, p > .156). Model II, in which four psychosocial characteristics 589 
that were recorded at Time 2 (positive and negative work characteristics, OCB, and 590 
commitment) were added, explained significantly more variance (R² change = .430, F(4, 87) 591 
= 18.155, p < .000). The model explains 48.5% of the variances in learning and was 592 
significant (F(7, 87) = 11.715, p < .000). The significant predictors in Model II were positive 593 
work characteristics, OCB and commitment. 594 
 595 
Table 3 also indicates that, when transfer intention is the dependent variable, Model I, with 596 
Time 1 psychosocial characteristics (positive and negative coping and positive personality) 597 
as the predictors, explained 0.4% of the variance and was not significant (F(3, 91) = .882, p 598 
> .454). Model II, in which four psychosocial characteristics (positive and negative work 599 
characteristics, OCB, and commitment) were added, explained more variance and was 600 
significant (R² change = .471, F(4, 87) = 20.478, p < .000). The model explains 45.9% of the 601 
variance in transfer intention and was significant (F(7, 87) = 12.403, p < .000). The 602 
significant predictors in Model II were OCB and commitment. 603 



 

 

Table 2. Correlation analysis between psychosocial characteristics, training attitudes and well-being 604 
 605 

PC = Positive coping, NC = Negative coping, PP = Positive personality, MTL = Motivation to learn, PWB = Positive well-being, NWB = Negative well-being, 606 
NWC = Negative work characteristics, PWC = Positive work characteristics, OCB = organisational citizenship behaviour, CM = Commitment, LN = 607 
Learning, TI = Transfer intention, CD = Cognitive dissonance, T1 = Time 1, T2 = Time 2. 608 
** p > .001, * p > .05. 609 
 610 

Table 3: The predictors of learning and transfer intention 611 
 612 

Dependent variable Learning  Transfer intention 
Independent variable Model I Model II Model I Model II 
Step 1 (Time 1) β t p β t p β t p β t p 
Positive coping .177 1.453 .150 .069 .737 .463 .157 1.268 .208 .033 .356 .723 
Negative coping .031 .263 .793 .041 .440 .661 -.032 -.261 .795 .037 .405 .687 
Positive personality .119 1.053 .295 -.034 -.376 .708 -.017 -.146 .884 -.161 -1.826 .071 
Step 2 (Time 2)             
Positive work characteristics    .410 4.511 .000    .161 1.799 .075 

Variables (1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) (14) 
PC (T1) (1) 1              
NC (T1) (2) -.517** 1             
PP (T1) (3) .425** -.391** 1            
MTL (T1) (4) .447** -.248** .151* 1           
PWB (T1) (5) 412** -.390** .590** .150* 1          
NWB (T1) (6) -.175* .404** -.405** .051 -.561** 1         
NWC (T2) (7) -.119 .054 -.068 -.122 -.070 .161 1        
PWC (T2) (8) .112 .018 .209* .165 .226* -.156 -.268** 1       
OCB (T2) (9) .235* -.159 .284** .179 .146 -.009 -.022 .124 1      
CM (T2) (10) .260* -.283** .174 .290** .218* -.108 -.108 .422** .275** 1     
LN (T2) (11) .210* -.097 .180 .222* .194 -.093 -.089 .558** .358** .552** 1    
TI (T2) (12) .166 -.103 .057 .262* .187 -.115 .002 .341** .498** .575** .673** 1   
CD (T2) (13) -.335** .292** -.214* -.257* -.161 .000 .183 -.258* -.221* -.229* -.195 -.079 1  
PWB (T2) (14) .218* -.161 .303** .218* .392** -.303** -.068 .167 .272** .452** .220* .343** -.227* 1 
NWB (T2) (15) -.178 .237* -.307** -.138 -.396** .429** .152 -.096 -.053 -.163 -.050 -.049 .176 -.678** 



 

 

Negative work characteristics    .065 .806 .422    .092 1.165 .247 
OCB    .291 2.634 .010    .405 4.942 .000 
Commitment     .325 3.529 .001    .435 4.792 .000 
R²  .056   .485   .028   .499  
∆R²  .056   .430   .028   .471  
F change  1.784   18.155   .882   20.478  
Sig. F change  .156   .000   .454   .000  

 613 
 614 

Table 4: The predictors of positive and negative well-being 615 
 616 

Dependent variable Positive well-being  Negative well-being  
Independent variable Model I Model II Model I Model II 
Step 1 (Time 1) β t p β t p β t p β t p 
Positive coping -.002 -.015 .988 -.008 -.062 .950 .062 .449 .654 .067 .471 .639 
Negative coping -.018 -.158 .874 .103 .904 .369 .138 1.183 .240 .105 .839 .404 
Positive personality .269 2.424 .017 .272 2.493 .015 -.271 -2.441 .017 -.293 -2.441 .017 
Motivation to learn  .162 1.345 .182 .031 .271 .787 -.090 -.749 .456 -.060 -.475 .636 
Step 2 (Time 2)             
Positive work characteristics    -.042 -.338 .736    -.039 -.285 .776 
Negative work characteristics    -.032 -.332 .741    .132 1.236 .220 
OCB    .020 .180 .858    .105 .844 .401 
Commitment     .387 3.081 .003    -.093 -.670 .505 
Learning     -.218 -1.508 .136    .134 .842 .402 
Transfer intention    .238 1.606 .112    -.064 -.394 .694 
Cognitive dissonance     -.123 -1.169 .246    .068 .586 .559 
R²  .120   .307   .117   .160  
∆R²  .120   .187   .117   .043  
F change  3.030   3.170   2.956   .599  
Sig. F change  .022   .005   .024   .755  

 617 
 618 
 619 
 620 



 

 

Table 5: The predictors of motivation to learn 621 
 622 
Model  Beta Std err β T P 
(Constant) 25.369 2.350  10.795 .000 
Positive coping 1.196 .217 .452 5.510 .000 
Negative coping -.091 .189 -.039 -.481 .631 
Positive personality -.122 .162 -.058 -.752 .453 
Model: R = .451, R² = .203    F = 14.876 .000 
 623 
Regarding cognitive dissonance as the dependent variable, Model I, with positive and 624 
negative coping, and positive personality that were recorded at Time 1 as the predictors, 625 
explained 10.9% of the variance and was significant (F(3, 91) = 4.823, p < .004). Model II, 626 
where the remaining psychosocial characteristics at Time 2 were added, explained slightly 627 
more variance, but this increase was not significant (R² change = .073, F(4, 87) = 2.012, p > 628 
.100). The model explained 14.7% of the variance in cognitive dissonance and was 629 
significant (F(7, 87) = 3.309, p < .004). However, none of the psychosocial characteristics at 630 
Times 1 and 2 significantly predicted this variable. 631 
 632 
3.2 Objective 2: Influence of psychosocial characteristics and training 633 
attitudes on well-being 634 
 635 
Moving on to the next objective, which was to investigate predictors of positive and negative 636 
well-being, the correlation analyses in Table 2 demonstrated that almost all of the positive 637 
psychosocial characteristics (except for positive coping), along with motivation to learn, 638 
learning, and transfer intention, have a significant positive correlation with positive well-639 
being. All of them were greater than or equal to r(93) = .22, p < .05. In addition, a negative 640 
correlation could be seen between cognitive dissonance and positive well-being (equal to 641 
r(93) = -.23, p < .05). Next, negative coping was positively correlated with negative well-642 
being, that was equal to r(93) = .24, p < .05, while positive personality was negatively 643 
correlated with negative well-being, equal to r(93) = -.31, p < .01. 644 
 645 
Meanwhile, regression analyses in Table 4 revealed that when positive well-being is the 646 
dependent variable, Model I, with Time 1 psychosocial characteristics (positive and negative 647 
coping and positive personality) and motivation to learn as the predictors, significantly 648 
explained 8% of the variance (F(4, 89) = 3.030, p < .022). Model II, in which four 649 
psychosocial characteristics and three attitudes to training that were recorded at Time 2 650 
were added, explained significantly more variance (R² change = .187, F(7, 82) = 3.170, p < 651 
.005). The model explains 21.4% of the variance in positive well-being and was significant 652 
(F(11, 82) = 3.307, p < .001). The significant predictors in Model II were positive personality 653 
and commitment. 654 
 655 
Furthermore, Table 4 also indicates that, when negative well-being is the dependent 656 
variable, Model I, with Time 1 psychosocial characteristics and motivation to learn as the 657 
predictors, significantly explained 7.8% of the variance (F(4, 89) = 2.956, p < .024). Model II, 658 
in which four psychosocial characteristics and three attitudes to training that were recorded 659 
at Time 2 were added, explained slightly more variance, but this increase was not significant 660 
(R² change = .043, F(7, 82) = .599, p > .755). The model explains 4.8% of the variance in 661 
negative well-being and was not significant (F(11, 82) = 1.422, p > .179). The only significant 662 
predictor in Model II was positive personality. 663 
 664 
4. DISCUSSION 665 
 666 



 

 

This study aimed to investigate the influence of psychosocial characteristics on training 667 
attitudes, and to determine the association between psychosocial characteristics and training 668 
attitudes in relation to student levels of well-being. The psychosocial characteristics 669 
consisted of positive and negative coping, positive personality, positive and negative work 670 
characteristics, OCB and commitment. Meanwhile, the attitudes toward training included 671 
motivation to learn, learning, transfer intention and cognitive dissonance. As for well-being, 672 
positive and negative well-being questions were asked at the beginning, and towards the 673 
end, of the semester. 674 
 675 
Regarding the first objective, it was revealed that positive coping was positively associated 676 
with motivation to learn. This result suggests that students who try to cope with problems in 677 
a positive way, such as focusing on the issue and trying to resolve it or seeking social 678 
support, also have a higher motivation to learn at the beginning of the semester. This finding 679 
was similar to previous research [102] which discovered that autonomous or intrinsic 680 
motivation could be predicted by actively planning coping strategies. Also, positive work 681 
characteristics, OCB and commitment were positively related to learning. This finding 682 
indicates that students who perceived that their course had positive characteristics (e.g., 683 
support from course mates and teachers, control over how to do things, and appropriate 684 
rewards) showed very good attitudes to others (e.g., being helpful and courteous) and were 685 
also committed to their studies, tended to perceive that their knowledge had improved after 686 
attending all of the classes. Moreover, those who viewed themselves as having very good 687 
attitudes towards others and had committed to their studies also tended to have high 688 
intentions to implement the knowledge that they had learned in class in everyday life. These 689 
result are in line with those of Zaiedy Nor and Smith [35], who also found that certain types 690 
of psychosocial characteristics were associated with positive attitudes to training, and 691 
particularly that positive psychosocial characteristics (positive coping, positive personality, 692 
positive work characteristics, OCB and commitment) significantly correlated with positive 693 
training attitudes (motivation to learn, learning, and transfer intention). In addition, these 694 
results conform to the work of Anvari and colleagues [103], who revealed that work-related 695 
characteristics — particularly commitment and OCB — have a positive relationship with 696 
training variables, especially motivation and learning outcomes.  697 
 698 
Moving on to the second objective, which was to investigate the association between 699 
psychosocial characteristics and training attitudes on well-being among university students, 700 
correlation analyses revealed that positive training attitudes positively correlated with 701 
positive well-being, while negative training attitudes negatively correlated with positive well-702 
being. Positive attitudes toward training include motivation to learn, learning, and transfer 703 
intention, whereas negative attitudes toward training consist of cognitive dissonance. These 704 
results suggest that students who perceived themselves as having high motivation at the 705 
beginning of the semester consider that they have learned a lot throughout the semester and 706 
have the intention to implement the knowledge in their everyday lives; they also perceived 707 
that they have a good level of positive well-being (always in a good mood, happy and 708 
satisfied with life). Also, those who experienced cognitive dissonance, characterised as the 709 
uncomfortable feeling whenever they used the newly acquired knowledge and confusion 710 
either to use the new knowledge or prior knowledge before coming to class, also perceived 711 
that they are not always in a good mood, are not happy and have low life satisfaction.  712 
 713 
The positive relationship between motivation to learn and positive well-being is consistent 714 
with prior studies that found that motivation, particularly achievement motivation significantly 715 
correlated with general well-being [104], and learning motivation correlated positively with 716 
four domains of quality of life: physical, psychological, social and environmental [20]. One 717 
possible explanation for this relationship is, as proposed by LePine, LePine and Jackson 718 
[105], that students with high motivation to learn will perceive a stressful situation as being 719 



 

 

challenging and promote mastery and personal growth and thus reduce their stress level. 720 
Regarding the relation between learning and well-being, this finding is in line with the results 721 
of Holfve-Sabel [106], Aberg [107], and Jenkins and Mostafa [25]: that learning is positively 722 
correlated with well-being. As suggested by Aberg [107], participation in learning activities is 723 
associated with high well-being due to the benefits of learning, where such activities could 724 
provide a medium to socialise with other people and increase one’s knowledge and skills, 725 
resulting in the participant feeling much better about themselves and their life. Meanwhile, 726 
the negative relationship between cognitive dissonance and well-being is similar to the 727 
finding of Palsane [108]. One possible explanation for this finding is that, when an individual 728 
is experiencing cognitive dissonance, where one encounters two or more cognitions that 729 
contradict each other — for example, in applying the newly acquired knowledge and skills or 730 
prior knowledge and skills that one typically uses — this contradiction could produce an 731 
uncomfortable negative affective state that may lead to feelings of discomfort, arousal and 732 
restlessness [16]. The negative feelings might be associated with the experience of low 733 
positive well-being. The relation between all of the training attitudes and well-being is 734 
consistent with the findings of Zaiedy Nor and Smith [35], which also revealed that positive 735 
training attitudes (motivation to learn, learning, and transfer intention) have a significant 736 
positive correlation with positive well-being, and that cognitive dissonance positively 737 
correlates with negative well-being.  738 
 739 
However, the associations between training attitudes and well-being were no longer 740 
significant when other predictors, particularly psychosocial characteristics, were included in 741 
the regression analyses. This finding suggests that earlier results attributed to training 742 
attitudes may reflect other factors and that personality and commitment are stronger 743 
predictors than motivation to learn, learning, transfer intention and cognitive dissonance. 744 
This study highlights the vital role of positive personality in well-being. It was revealed that 745 
positive personality predicts positive well-being in a positive direction and predicts negative 746 
well-being in a negative direction. Certain prior studies have noted the importance of 747 
personality for individual levels of well-being, including Tanksale [57] and Hojat and 748 
colleagues [109]. Tanksale [57] found that all of the Big Five personality traits (openness, 749 
extraversion, agreeableness, conscientiousness and emotional stability) explain 17% of the 750 
variance in life satisfaction, 35% of the variance in positive affect and 28% of the variance in 751 
negative affect. Meanwhile, medical students in the Hojat and colleagues [109] study, who 752 
had less positive personality profiles, were reported to have poor physical health, which 753 
included higher scores for somatic and agitation symptoms and chronicity factors of health. 754 
The explanation for this result was that individuals with a positive personality are more 755 
flexible in the face of new challenges and experiences [63], indicating a sociable life in which 756 
it is easy for them to form and maintain relationships [61]. This type of disposition facilitated 757 
them in developing optimistic expectancies and helped them lessen their stress and anxiety 758 
and improve their well-being.  759 
 760 
The last studied psychosocial characteristic that influences well-being is commitment. It was 761 
found that students who committed to their studies were associated with experiencing high 762 
satisfaction in life, always being in a good mood and generally being happy. The impact of 763 
commitment on well-being can be seen from previous studies [72, 110, 111]. McInerney and 764 
colleagues [72] revealed that commitment, particularly affective and normative commitment, 765 
could predict high psychological well-being at work, characterised as a feeling of 766 
competency, interpersonal fit and thriving at work, perceived recognition, desire for job 767 
involvement and high job satisfaction. Similarly, Kanste [110] discovered that occupation 768 
commitment not only positively correlates with psychological well-being, but also has an 769 
association with other variables, such as work engagement, personal accomplishment, 770 
mental resources and the willingness to stay in an organisation. Also, Glazer and Kruse [73] 771 
suggested that commitment could buffer the relationship between stressor and strain. One 772 



 

 

possible explanation is that commitment creates meaning in the overall relationship an 773 
individual has with an organisation, thus making the individual more accepting of the anxiety 774 
produced by work stressors [73]. Therefore, in the present research, it may be that students’ 775 
commitment towards their study and university makes them more open to accepting the 776 
anxiety caused by the stress from their study and coursework.       777 
 778 
4.1 Implications, limitations and future directions 779 
 780 
The present study contributes to the existing body of knowledge. This study was a 781 
replication of a study by Zaiedy Nor and Smith [35] that also examined the link between 782 
training attitudes and well-being. The results of the present study are in line with those of the 783 
previous one [35], in which both positive training attitudes that consist of motivation to learn, 784 
learning and transfer intention and negative training attitudes (cognitive dissonance) are 785 
significantly correlated with positive well-being. However, the associations were no longer 786 
significant when other predictors were included. Similarly, both the aforementioned study 787 
[35] and this one highlight the strong association between personality and commitment with 788 
respect to individual well-being. 789 
 790 
A few limitations could be found with this study. First, the sample size was too small. Also, 791 
because this study was longitudinal, with two phases of data collection, only 95 participants 792 
completed both phases. Hence, more advanced analyses could not be performed and, in 793 
fact, the regression analyses need to be interpreted with caution. Second, this study 794 
examined four attitudes to training, in the context of an educational setting, where naturally 795 
occurring training took place. Throughout the semester, participants were involved with 796 
various classes that focused on different subjects, and their overall attitudes towards these 797 
classes were recorded. As a result, a clear distinction cannot be drawn as to which classes 798 
or subjects may have influenced individual levels of well-being. It might be that attitudes 799 
towards different classes or programmes brought varying influences to the levels of well-800 
being. Third, although this study applied a longitudinal approach that involved two phases of 801 
data collection, a causal effect relationship could not be determined. The same variables 802 
(both independent and outcome variables) were not recorded twice due to the fact that 803 
questions regarding certain variables were not appropriate for the beginning of the semester; 804 
for example, variables related to learning, transfer intention and cognitive dissonance could 805 
not be recorded at Time 1 because the participants needed to experience the classes to be 806 
able to respond to the survey. 807 
 808 
These limitations suggest recommendations and improvements for future studies. First, a 809 
better approach to selecting participants, and consideration of a larger sample, may be 810 
useful, to provide data that can be analysed with greater confidence. Second, it may also be 811 
more advantageous if the causal effect relationship could be examined. A repeated measure 812 
design, with three or four time points for data collection, could be employed. This approach 813 
would not only add valuable facts to the body of knowledge, but would also help to explain 814 
the link between training attitudes and well-being in greater detail. Third, a focus on a 815 
specific programme, module or course would be more meaningful in investigating whether 816 
attitudes to specific training programmes, lecturers or modules helped to enhance individual 817 
levels of well-being. For example, two types of training programmes with different focuses 818 
(e.g. soft skills versus skills related to a job) may be useful for comparative purposes. 819 
Attitudes toward training in different contexts might also produce different well-being 820 
outcomes.  821 
 822 
5. CONCLUSIONS 823 
 824 



 

 

Training and education are essential for developing expertise, gaining more knowledge and 825 
skills and increasing employability. At the same time, maintaining a level of positive well-826 
being is crucial for preserving a positive mood and allowing life to be more meaningful. Thus, 827 
it is important to understand the link between attitudes to training and well-being levels in the 828 
context of educational settings, among university students. This study found that certain 829 
types of psychosocial characteristics, particularly the positive variables (positive coping, 830 
positive work characteristics, OCB and commitment) were positively associated with positive 831 
training attitudes (motivation to learn, learning, and transfer intention). In addition, in 832 
students with positive attitudes towards their education or coursework (high motivation to 833 
learn, learning, transfer intention, and low cognitive dissonance), those attitudes are 834 
correlated with positive well-being. However, these relationships were no longer significant 835 
when personality and commitment were included. Further research is required to confirm 836 
these relationships and to investigate the links between the factors analysed in this study in 837 
more depth. 838 
 839 
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 1145 
APPENDIX 1146 
 1147 

Table 1. Survey questions and frequencies (%) in response categories 1148 
 1149 
Time 1 (N= 180) 
 
Psychosocial characteristics 
To what extent do you deal with problems in a positive way (e.g. you focus on the problem and 
try to solve it; you got social support)? 
Not at all     Very much so 
1 2 3 4 5 6 7 8 9 10 
0.6 1.1 6.1 5.6 9.4 13.9 18.9 22.8 12.2 9.4 
          
To what extent do you deal with problems in a passive way (e.g. avoid them, use wishful 
thinking; blame yourself)? 
Not at all     Very much so 
1 2 3 4 5 6 7 8 9 10 
2.8 6.1 12.8 12.2 10.0 10.6 21.1 15.6 6.1 2.8 
          
Do you think you have a positive personality (e.g. open; conscientiousness; extravert; 
agreeable; stable; high self-esteem; optimistic)? 
Not at all     Very much so 
1 2 3 4 5 6 7 8 9 10 
1.1 7.8 11.1 10.0 10.6 8.9 12.8 17.2 13.9 6.7 
          
Training attitudes 
When I am in the classes, it is important for me to learn what is being taught in the classes. 
Strongly disagree   Strongly agree 
1 2 3 4 5 6 7 8 9 10 
0.00 0.00 0.00 0.00 0.6 3.9 13.9 21.1 20.6 39.4 
          
When I am in the classes, I am looking forward to learning the content of the classes. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
0.00 0.00 0.6 2.2 7.2 5.0 15.0 21.7 19.4 28.3 
          
When I am in the classes, I think I will be able to use what I learn in everyday life. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
          
I think what I am learning in the classes is useful for me to know. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 



 

 

0.6 0.6 3.3 5.0 9.4 8.9 25.6 21.1 13.9 11.1 
          
Well-being 
In life generally, do you have a high level of well-being (e.g. high satisfaction; a positive mood; 
happiness)? 
Not at all    Very much so 
1 2 3 4 5 6 7 8 9 10 
1.1 1.1 5.6 8.9 6.0 12.8 18.3 22.8 17.8 5.0 
          
In life generally, do you have a low level of well-being (e.g. stress; anxiety; depression)? 
Not at all    Very much so 
1 2 3 4 5 6 7 8 9 10 
5.6 9.4 17.2 12.2 11.1 11.7 12.8 10.6 5.6 3.3 
          
Time 2 (N= 95) 
 
Psychosocial characteristics 
To what extent does your course have positive characteristics (e.g. control over what you do or 
how you do it; support from a classmate; support from teachers; appropriate rewards)? 
Not at all     Very much so 
1 2 3 4 5 6 7 8 9 10 
0.0 2.1 2.1 9.5 10.5 24.2 16.8 24.2 0.0 10.5 
          
To what extent does your course have negative characteristics (e.g. high demands; requires a 
lot of effort; little consultation on change; role conflict; issues with other members of course)? 
Not at all    Very much so 
1 2 3 4 5 6 7 8 9 10 
0.0 5.3 7.4 11.6 9.5 18.9 24.2 21.1 1.1 1.1 
          
Are you a model student (e.g. helping; courteous; a good sport)? 
Not at all     Very much so 
1 2 3 4 5 6 7 8 9 10 
3.2 3.2 9.5 13.7 12.6 15.8 25.3 11.6 3.2 1.1 
          
Are you committed to your university (e.g. high study satisfaction; a motivated student who 
does not intend to quit study)? 
Not at all      Very much 

so 
1 2 3 4 5 6 7 8 9 10 
0.0 1.1 7.4 10.5 7.4 15.8 13.7 24.2 10.5 9.5 
          
Training attitudes 
I understand the knowledge and skills presented in the classes better than before undertaking 
those classes. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
0.0 0.0 3.2 6.3 11.6 11.6 22.1 24.2 9.5 11.6 
          
I know the importance of knowledge and skills presented in the classes better than before 
undertaking those classes. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
0.0 1.1 5.3 9.5 10.5 7.4 24.2 24.2 7.4 10.5 



 

 

          
My knowledge and skills, which are taught in the classes were improved after undertaking those 
classes. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
0.0 1.1 4.2 2.1 12.6 13.7 18.9 23.2 14.7 9.5 
          
I will look for opportunities and use the techniques I learned in classes as much as I can. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
1.1 1.1 4.2 11.6 13.7 13.7 17.9 21.1 8.4 7.4 
          
I will spend time thinking about how to use the knowledge and skills that I have learned in the 
classes. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
0.0 3.2 5.3 15.8 11.6 20.0 22.1 13.7 3.2 5.3 
          
Sometimes I feel uncomfortable when using the techniques/skills I learned in the classes. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
5.3 10.5 27.4 12.6 14.7 14.7 9.5 2.1 2.1 1.1 
          
Sometimes I am confused either to apply the newly acquired techniques/skills in the classes or 
techniques/skills that I usually used before undertaking the classes. 
Strongly disagree     Strongly agree 
1 2 3 4 5 6 7 8 9 10 
0.0 4.2 9.5 10.5 13.7 24.2 20.0 11.6 3.2 3.2 
          
Well-being  
In life generally, do you have a high level of well-being (e.g. high satisfaction; a positive mood; 
happiness)? 
Not at all    Very much so 
1 2 3 4 5 6 7 8 9 10 
1.1 3.2 7.4 8.4 7.4 10.5 15.8 22.1 12.6 11.6 
          
In life generally, do you have a low level of well-being (e.g. stress; anxiety; depression)? 
Not at all    Very much so 
1 2 3 4 5 6 7 8 9 10 
5.3 16.8 16.8 12.6 14.7 10.5 9.5 7.4 5.3 1.1 
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