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Abstract
Continuing professional education (CPE) is viewed as the main strategy to tackle
unemployment and to improve the weak position of jobseekers with few qualifications
on the labour market. However, the mandatory nature of these programmes raises
questions regarding jobseekers’ motivation to enrol for and engage in training and – by
extension – the effectiveness of the programmes. Moreover, until now, researchers have
failed to address the different personal goals that unemployed people bring to CPE. Yet
goals are viewed as a central determinant of motivation and behaviour. To overcome
these limitations, the purpose of this present paper is to investigate the content of the
multiple goals that jobseekers with few qualifications pursue in CPE programmes and
to examine the dynamics of multiple goal pursuit. Based on the taxonomy developed
by Carré (1998, 2001), jobseekers were asked to rank a list of goals in order of
importance when enrolling for the training. Next, an explorative multidimensional
unfolding method was used to identify several subgroups of jobseekers, depending
on the combination of salient goals that they strive for simultaneously. Particular
attention is paid in this study to the impact of the mandatory context on the goals
pursued by jobseekers (i.e. the dictated goal). Self-report data was collected from a
sample of 112 jobseekers from seventeen social-professional education training centres.
Results indicated that few participants attribute importance to the dictated goal, and that
they pursue multiple goals, oriented primarily towards learning and to a lesser extent
towards participation. In addition, four subgroups of jobseekers were distinguished,
based on their different combinations of goals. Only one subgroup explicitly reported
external pressure as a factor that motivated them to enrol in training. The implications
of applying an approach whereby multiple goal pursuit by jobseekers is considered, and
the impact of this multiple goal pursuit on their motivation in mandatory CPE
programmes are discussed.

Keywords Personalgoals.Jobseekers.Multiplegoalpursuit .Motivation.Mandatorytraining

Vocations and Learning
https://doi.org/10.1007/s12186-018-9213-3

* Anne Jacot
anne.jacot@uclouvain.be

Extended author information available on the last page of the article

http://crossmark.crossref.org/dialog/?doi=10.1007/s12186-018-9213-3&domain=pdf
http://orcid.org/0000-0003-4959-4375
mailto:anne.jacot@uclouvain.be


Introduction

The modern labour market has changed drastically over the last few years, and is now
characterized by a high degree of instability. Part of the population is being impacted by
the harmful consequences, which include the massive increase in unemployment
(Jaminon and Herman 1998). This is also the case in Belgium, where the unemploy-
ment rate stands at 7.9% (SPF économie 2017). Moreover, the low education level of
jobseekers in the French-speaking part of Belgium increases the risk of them facing
long-term unemployment. Four out of ten jobseekers in this region are inactive for
more than two years. Of this group, six out of ten have few qualifications. It would
therefore seem that a high qualification level increases the chances of finding a job and
coming out of unemployment (Manfron et al.1 2014).

Against the background of this economic climate, the European employment policy
identified the development of the skills of jobseekers with few qualifications as one of
the most important strategies for tackling unemployment and for improving labour
market (re)integration. Proneness to learn became therefore a precondition to personal
adaptability, which is a key determinant of finding a job (Berntson et al. 2008; Fugate
et al. 2004). In order to implement this policy, welfare programmes offer individuals a
large number of education and training courses. Institutions offering CPE are under
pressure to integrate their trainees (who embark on CPE with very diverse school,
training and career profiles) into the active labour market as quickly as possible (Dalla
Valle et al. 2005), and expectations are high.

According to the jobseeker activation plan defined in the Belgian decree of July 4,
2004, unemployed individuals need to be actively engaged in the job-seeking process
and are expected to accept a suitable job offer or (re)training. The mandatory nature of
these CPE programmes raises questions pertaining to jobseekers’ motivation to enrol
for and engage in the training and – by extension – the effectiveness of the
programmes. Are jobseekers pushed into engaging in CPE programmes irrespective
of whether they are interested or not in the training? The response to this question is
crucial, while the foundations of adult learning theories emphasize the importance of
adults’ autonomy and initiative in their leaning process (Knowles et al. 2005).
Generally speaking, the motivational literature has demonstrated that the decision to
enrol for training on one’s own initiative is essential for the motivation and learning
process (Blume et al. 2010; Curado et al. 2015; Eccles 2006; Gegenfurtner et al. 2016).
As Pintrich and Schunk (2002) stress, without motivation no learning is possible. So,
training motivation and learners’ behavior during and after the training would be
partially determined by the status of participation in training (mandatorily or voluntar-
ily). However, not all empirical results go in the same direction (Jacot et al. 2018a, b;
Curado et al. 2015). Some previous studies showed that that status of participation has
no effect on the learning process (Jacot et al. 2018a, b; Baldwin et al. 1991; Dysvik and
Kuvaas 2008) while a few researchers even observed a positive effect of mandatory
participation on training motivation (Tsai and Tai 2003) and intention to transfer
(Baldwin and Magjuka 1991). One possible explanation is that individuals, despite
being forced to enrol in a programme, perceive the value of the training and pursue
their own goals. The training may still be a means to reach personal goals.

1 The French-speaking Belgian occupational training and employment welfare programme
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This is in line with the personal agency perspective where individuals “are not fully
subjugated by surrounding structural forces; rather, they are able to make choices and to
act on these choices […] in order to exert control on their lives and the environments
they are living in” (Goller and Paloniemi 2017, p. 1). Therefore, agentic jobseekers are
responsible for learning activities in which they participate (Raemdonck et al. 2017;
Smith 2017). Personal agency is a crucial element for learning and development of
individuals and it empowers them (Paloniemi and Goller 2017).

It is therefore important to examine the personal goals jobseekers pursue in a
mandatory CPE context and to know the implications in terms of motivation. This is
not yet been investigated in previous research. This study aims to understand the
significance and instrumentality that jobseekers attribute to CPE through the study of
their personal goals. Specifically, this study explores the content and salience of
multiple goals that jobseekers set and pursue in mandatory CPE by using the entry
motive taxonomy developed by Carré (1998, 2001).

Theoretical Framework

Jobseekers Strive for Multiple Goals

Personal goals refer to internal representations of desired and undesired future states
(Ford 1992). They are defined as “future-oriented representations of what individuals
are striving for in their current life situations and what they seek to attain in various life
domains” (Maier and Brunstein 2001, p. 1034). These different life spheres include the
training and education, work, health, social relationships and the family domain. In
each of these life domains, individuals pursue diverse personal goals (Emmons 1986;
Little 1989). In any kind of learning situation, adult learners mostly pursue multiple
goals simultaneously (Unsworth et al. 2014) such as learning goals, social goals, well-
being goals and performance goals (Gonçalves et al. 2017; Minnaert 2013; Wosnitza
and Volet 2012).

Although authors in adult education literature have examined the various reasons for
participation in adult education programmes (e.g. Carré 1998; Cross 1981), researchers
have neglected unemployed populations and the different personal goals they bring into
mandatory continuing professional education. As the goal selection process may be
affected by major career or life events such as unemployment (Klein et al. 2008) and as
we know that goals are a central determinant of motivation and behaviour (Gonçalves
et al. 2017; Klein et al. 1999; Unsworth et al. 2014), it might be especially interesting to
examine the personal goals that jobseekers pursue simultaneously in CPE programmes.
This will allow us to better understand their motivation and the impact of the mandatory
context on their commitment in these programmes.

Content of Jobseekers’ Goals: Entry Motives

Several empirical taxonomies have been created to characterize the content of goals
(e.g. Emmons 1986; Ford and Nichols 1991), particularly in the field of personality and
motivational psychology (for a review, see Austin and Vancouver 1996). However,
research that assesses goal content remains scarce (Austin and Vancouver 1996) and to
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the best of our knowledge, the goals pursued by jobseekers in CPE programmes have
never been empirically examined on the basis of an existing theoretical framework.

When attempting to gain insight into the content of goals pursued specifically in
training contexts, the adult education literature offers a relevant conceptual framework.
This literature introduces the “entry motive” concept. Authors use entry motive as a
construct to express the motivational processes that act as the genesis of commitment
and the reasons given by adults to justify their enrolment for training. The “entry
motive” concept is related to the “goal” concept. Boutinet (1998) assumes a close
relation between entry motives and goals, both of which influence commitment. People
enter training with various entry motives. During the training, these motives develop
further to become goals.

Carré (1998, 2001) conducted a survey among both employed and unemployed
adults in CPE in France and identified ten entry motives which are classified along two
dimensions. The resulting model is displayed in Fig. 1. Based on the self-determination
theory (see Deci and Ryan 2002), the first dimension distinguishes the intrinsic or
extrinsic orientation of the motives. Intrinsic motives imply that people engage in
training because they find it interesting and enjoyable. When extrinsically motivated,
people engage for instrumental reasons and not for reasons which are inherent to the
training (Carré 1998). The second dimension refers to the work of Houle (1961) which
differentiates between learning-oriented motives and participative motives. Learning-
oriented motives aim to develop skills or knowledge, while participative motives refer
simply to registration for and/or presence during training. Carré (1998, 2001) makes
three assumptions about adult learners’ entry motives: they are situational and not
dispositional, they evolve during training depending on individual experiences and
training perceptions and they are not exclusive of one another. They can co-exist to
form a constellation proper to each individual.

The model created by Carré (1998, 2001) highlights seven extrinsic motives and
three intrinsic motives. Each motive is oriented toward learning or participation. These
two dimensions distinguish four types of entry motives (see Fig. 1). Firstly, the only
entry motive oriented toward learning and intrinsic motivation is the epistemic motive
(interest in the content of the training). Secondly, the two intrinsic entry motives

Learning 

IntrinsicExtrinsic

Participation

Social-affective

Hedonic

Dictated

Derivative

Personal

operatory

Professional

operatory
Epistemic

Vocational

Identity

Economic

Fig. 1 Orientation and entry motives in training (Carré 1998)
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oriented toward participation are the social-affective motive (the desire to meet people)
and hedonic motive (enjoyment related to practical and environmental conditions).
Thirdly, the three extrinsic entry motives oriented toward learning refer to the voca-
tional motive (the desire to acquire professional skills and/or symbolic acknowledg-
ment necessary to obtain, retain or change a job), personal operatorymotive (the desire
to develop skills necessary for non-work-related domains) and professional operatory
motive (to develop skills necessary for work improvement). Finally, the four extrinsic
entry motives oriented toward participation are economic (financial impact), dictated
(engagement under pressure), derivative (aimed at avoiding unpleasant situations or
activities) and identity motives (to prove to oneself that one is capable and/or to obtain
social recognition).

In an exploratory study, Beder and Valentine (1990) specifically address the entry
motives that drive adults with few qualifications to engage in adult basic education. The
categories identified by Beder and Valentine (1990) largely overlap with those of Carré,
except that they add one motive relating to community involvement (to become more
proactive in religious and secular communities; “I want to be a smarter voter”, “I want
to be able to read the Bible better”). In Carré’s taxonomy, this community goal fits in
the extrinsic learning dimension, whereby individuals desire to acquire knowledge and
skills for instrumental reasons. From here onwards in this article, the term “goals” is
used to refer to the above mentioned motives.

Multiple Goals as a System

If we speak of people pursuing goals in various life domains, this implies that people
pursue multiple goals at the same time in their life. When an individual considers
multiple goals, those goals may be in conflict with each other or either support the
attainment of another goal. Their interrelations are critical (Austin and Vancouver 1996;
Gonçalves et al. 2017). Yet to date, educational researchers have only studied the
influence of isolated goals on an individual’s commitment. Therefore, some authors
recommend considering the multiple goals that learners strive for, focussing on how
these different goals interact with each other (Boekaerts 2009).

To investigate this issue, researchers have assessed goal attractiveness (or goal
importance) to examine the goal prioritising system used when an individual has to
handle goal conflicts and choose from among several goals. In this system, goal
conflicts are resolved on the basis of the importance attributed to the goal. The
attainment of the chosen goal is perceived as more important than the attainment of
the other goals (Kernan and Lord 1990) and determines goal commitment, goal
commitment being defined as the determination and effort invested in striving for a
specific goal (Boudrenghien et al. 2014; Hollenbeck and Klein 1987).

In a similar way, the work of Carver and Scheier (1998) examines the relation
between goal importance and goal commitment and provides insight into the relations
between different goals. Their hierarchical structure of goals aims to explain that goals
are not equivalent in their importance. They assume that goal importance is a crucial
determinant of goal commitment. Therefore, the choice of a specific goal can only be
understood in the context of the set of goals, and not in isolation (Boudrenghien et al.
2014; Klein et al. 2008). In this vein, Abraham and Sheeran (2003) have suggested
examining relative goal importance instead of assessing single goal intentions in order
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to identify goal structures and predict goal choice accurately. In the context of CPE
programmes, it is therefore relevant to examine the importance that jobseekers attribute
to different personal goals and to the dictated goal and to what extent these goals relate
to each other. The goal structure is therefore the cornerstone of the process by which
jobseekers make choices and direct their learning process.

Research Questions

The aim of this study is to examine the content of jobseekers goals in mandatory CPE
and the dynamics of their multiple goal pursuit. This objective generates the following
research questions:

1. What type of goals do jobseekers prioritize while embarking on mandatory CPE?
Specifically, what is the relative importance of the dictated goal in mandatory
CPE? To explore this question, the relative importance jobseekers attribute to goals
they pursue in training will be examined.

2. Based on the framework created by Carré (1998, 2001), how do the different types
of goals interact with each other and which systematically appear simultaneously?
Can different goal configurations be identified in mandatory CPE? To investigate
this question, we will explore the position of each goal in relation to the others,
determine the distances and link the configurations to the two dimensions as
identified by Carré.

3. Which subgroups of jobseekers can we distinguish in mandatory CPE, based on
the combination of salient goals they strive for? Because of the influence of
individual experiences on goals pursued during the training, we will assume that
the goals pursued by jobseekers can differ from one individual to another. To
investigate this, several subgroups of jobseekers will be distinguished, based on
their different combinations of goals.

Method

Respondents

112 respondents attended social professional integration training in the French-
speaking part of Belgium. The aim of the training sessions was to help jobseekers to
enhance their professional skills and to increase their chances of finding a job. The
majority entered training in order to meet the requirements of the Forem, the French-
speaking Belgian occupational training and employment welfare programme.
Therefore, the jobseekers’ enrolment could reflect different forms of obligation, ranging
from a tacit agreement to an explicit obligation. Unemployed individuals were recruited
in 17 training centres specialized in construction or horticulture. The training courses
varied in duration but were given over several months (from six to eighteen months).
Data were collected in December 2011 and January 2012.

All the participants were male. Their ages ranged from 18 to 50 years, the mean age
being 28.14 years (SD = 8.77). 70% (N = 78) had few qualifications (i.e. primary
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education or grade 9), 20.5% (N = 23) had a secondary education diploma, 3.6% (N =
4) had a college degree, 1.8% (N = 2) had another type of diploma and 4.5% (N = 5) did
not provide information about their level of education. With regard to the length of time
they had been employed/unemployed, 9.8 (N = 11) percent reported that they had
always (or almost always) been employed, 26.8% (N = 30) had been employed most
of the time with occasional periods of unemployment, 12.5% (N = 14) had experienced
equal periods of employment and unemployment, 24.1% (N = 27) had been unem-
ployed most of the time with periods of employment, 17.9% (N = 20) had always (or
almost always) been unemployed and 8.9% (N = 10) did not fill out this item.

Measurement and Procedure

Data was collected through self-reports. Participants were asked to provide information
on socio-demographic characteristics and the importance they attributed to goals that
they strive for in CPE. As problems might arise within a sample with few qualifications
in terms of comprehension of the French language, the conditions of the questionnaire
administration and the items were adapted to the particularities of this population.

Socio-Demographic Characteristics Respondents were asked to report their age, gender,
highest diploma obtained and perceived length of time spent in employment /
unemployment.

Goal Investigation In order to investigate participant’s prioritized goals, jobseekers
received 14 cards. The cards represented the goal taxonomy developed by Carré
(1998, 2001). The categories of goals explored were epistemic, hedonic, social-affec-
tive, personal operatory, vocational, identity-related, dictated, derivative and economic.
Given the unemployed status of jobseekers, the professional operatory goal was not
investigated. Based on Beder and Valentine (1990), the community goal was added (see
Table 1). Each goal was formulated in the same neutral wording `The pursuit of…` in
order not to influence the interpretation of the statements. To take into account the low
educational level of the participants (i.e. possible problems relating to reading level and
cognition), each goal was assessed using only one item, except for vocational and
identity goals, as in these two cases the goal content could not be covered with one
item. The questionnaire was pre-tested on two jobseekers. The item pool was screened
by five scientific experts and field experts for suitability in terms of the reading and
comprehension level and for the representativeness of the goal categories. Based on
their recommendations, we added an extra card with the text `The pursuit of structure in
my life`, as this appeared relevant to unemployed people. Although structure goals are
not categorized in the taxonomy developed by Carré (1998, 2001), the structure goal
corresponds to the intrinsic participation dimension. Jobseekers might view their
presence in training as a means of acquiring a schedule that gives rhythm to the day.
To make sure that we explored all the goals that can be pursued by jobseekers, we
added an additional empty card. If the participants’ goal was not included in the goal
cards, the respondents were invited to write their goal on this additional card. In
practice, however, few participants made use of this option (N = 13) and the content
written on the few additional cards that were submitted could actually be classified
under the existing categories anyway. The survey was pre-tested on two jobseekers. It

Multiple Salient Goals Pursued by Jobseekers in Mandatory...



Ta
bl
e
1

N
um

be
r
of

tim
es

(i
n
pe
rc
en
ta
ge
s)
th
at
go
al
s
ar
e
pe
rc
ei
ve
d
as

m
os
t
im

po
rt
an
t,
le
ss

im
po
rt
an
t
an
d
no
t
im

po
rt
an
t
(N

=
11
2)

ra
nk
in
g
in

de
sc
en
di
ng

or
de
r

T
he

im
po
rt
an
ce

at
tr
ib
ut
ed

to
ea
ch

go
al

(%
)

It
em

s
D
ef
in
iti
on

G
oa
l
di
m
en
si
on

M
os
t

im
po
rt
an
t

go
al
s

L
es
s

im
po
rt
an
t

go
al
s

N
ot

im
po
rt
an
t

go
al
s

“T
he

pu
rs
ui
t
of
…
”

V
oc
at
io
na
l
1

78
.9

13
.8

7.
3

pr
of
es
si
on
al
sk
ill
s

To
ac
qu
ir
e
pr
of
es
si
on
al
sk
ill
s
an
d/
or

sy
m
bo
lic

ac
kn
ow

le
dg
m
en
t

ne
ce
ss
ar
y
to

ob
ta
in

a
jo
b

E
xt
.l
ea
rn
in
g

V
oc
at
io
na
l
2

90
.1

5.
4

4.
5

a
fu
tu
re

jo
b

To
ac
qu
ir
e
pr
of
es
si
on
al
sk
ill
s
an
d/
or

sy
m
bo
lic

ac
kn
ow

le
dg
m
en
t

ne
ce
ss
ar
y
to

ob
ta
in

a
jo
b

E
xt
.l
ea
rn
in
g

V
oc
at
io
na
l
3

75
.5

13
.6

10
.9

pr
of
es
si
on
al
qu
al
if
ic
at
io
n,

ce
rt
if
ic
at
e
or

di
pl
om

a
To

ac
qu
ir
e
pr
of
es
si
on
al
sk
ill
s
an
d/
or

sy
m
bo
lic

ac
kn
ow

le
dg
m
en
t

ne
ce
ss
ar
y
to

ob
ta
in

a
jo
b

E
xt
.l
ea
rn
in
g

E
pi
st
em

ic
57
.0

29
.0

14
.0

in
te
re
st
in

le
ar
ni
ng

ne
w

th
in
gs

In
te
re
st
in

th
e
co
nt
en
t
of

th
e
tr
ai
ni
ng

In
t.
le
ar
ni
ng

St
ru
ct
ur
e

56
.4

25
.5

18
.2

st
ru
ct
ur
ed

tim
e

To
ha
ve

a
sc
he
du
le
th
at
gi
ve
s
da
ys

rh
yt
hm

,t
o
ha
ve

tim
e
m
ar
ke
rs
,

a
st
ru
ct
ur
e
in

tim
e.

In
t.
pa
rt
ic
ip
at
.

Id
en
tit
y
1

54
.5

22
.7

22
.7

a
pl
ac
e
in

so
ci
et
y

To
ob
ta
in

so
ci
al
re
co
gn
iti
on

fr
om

ot
he
rs

E
xt
.p

ar
tic
ip
at

Id
en
tit
y
2

47
.7

35
.5

16
.8

a
po
si
tiv

e
se
lf
-i
m
ag
e

To
pr
ov
e
to

on
es
el
f
th
at
on
e
is
co
m
pe
te
nt

E
xt
.p

ar
tic
ip
at
.

E
co
no
m
ic

33
.6

30
.9

35
.5

di
re
ct
or

in
di
re
ct
fi
na
nc
ia
l
pr
of
it

Fi
na
nc
ia
l
im

pa
ct
su
ch

as
un
em

pl
oy
m
en
t
al
lo
w
an
ce
,p

ai
d
tr
ai
ni
ng

ho
ur
s,
m
in
im

um
in
se
rt
io
n
in
co
m
e.

E
xt
.p

ar
tic
ip
at
.

Pe
rs
on
al
op
er
at
or
y

30
.6

37
.0

32
.4

us
ef
ul

sk
ill
s
re
la
te
d
to

no
n-
w
or
k-
re
la
te
d
do
m
ai
n

(f
am

ily
,l
ei
su
re
)

To
de
ve
lo
p
sk
ill
s
ne
ce
ss
ar
y
fo
r
no
n-
ou
ts
id
e
w
or
k-
re
la
te
d
do
m
ai
ns

E
xt
.l
ea
rn
in
g

C
om

m
un
ity

30
.6

44
.1

25
.2

us
ef
ul

sk
ill
s
fo
r
co
m
m
un
ity

or
as
so
ci
at
iv
e
lif
e

To
ac
qu
ir
e
us
ef
ul

sk
ill
s,
e.
g.

to
se
rv
e
th
e
ch
ur
ch
,u

nd
er
st
an
d

co
m
m
un
ity

pr
ob
le
m
s,
be
co
m
e
a
be
tte
r
ci
tiz
en
.

E
xt
.l
ea
rn
in
g

H
ed
on
ic

25
.5

38
.7

35
.8

pl
ea
su
re

as
so
ci
at
ed

w
ith

ce
rt
ai
n

eq
ui
pm

en
t,
m
at
er
ia
l
or

a
co
m
fo
rt
ab
le
sp
ac
e

E
nj
oy
m
en
t
re
la
te
d
to

pr
ac
tic
al
an
d
en
vi
ro
nm

en
ta
l
co
nd
iti
on
s

In
t.
pa
rt
ic
ip
at
.

So
ci
al
-a
ff
ec
tiv

e
20
.4

48
.1

31
.5

m
ak
in
g
ne
w

fr
ie
nd
s

To
m
ee
t
pe
op
le
,b

en
ef
it
fr
om

so
ci
al
co
nt
ac
ts

In
t.
pa
rt
ic
ip
at
.

A. Jacot et al.



Ta
bl
e
1

(c
on
tin

ue
d)

T
he

im
po
rt
an
ce

at
tr
ib
ut
ed

to
ea
ch

go
al

(%
)

It
em

s
D
ef
in
iti
on

G
oa
l
di
m
en
si
on

M
os
t

im
po
rt
an
t

go
al
s

L
es
s

im
po
rt
an
t

go
al
s

N
ot

im
po
rt
an
t

go
al
s

“T
he

pu
rs
ui
t
of
…
”

D
ic
ta
te
d

17
.4

28
.4

54
.1

re
qu
ir
em

en
ts
fr
om

m
y
fa
m
ily

an
d/
or

in
st
itu
tio

ns
E
ng
ag
em

en
t
un
de
r
pr
es
su
re

fr
om

en
vi
ro
nm

en
t

E
xt
.p

ar
tic
ip
at
.

D
er
iv
at
iv
e

16
.7

35
.2

48
.1

an
oc
cu
pa
tio
n,

a
di
st
ra
ct
io
n

To
av
oi
d
un
pl
ea
sa
nt

si
tu
at
io
ns

or
ac
tiv
iti
es

E
xt
.p

ar
tic
ip
at
.

E
xt
.l
ea
rn
in
g
=
E
xt
ri
ns
ic
le
ar
ni
ng
,I
nt
.l
ea
rn
in
g
=
In
tr
in
si
c
le
ar
ni
ng
,I
nt
.p

ar
tic
ip
at
.=

In
tr
in
si
c
pa
rt
ic
ip
at
io
n,

E
xt
.p

ar
tic
ip
at
.=

E
xt
ri
ns
ic
pa
rt
ic
ip
at
io
n

Multiple Salient Goals Pursued by Jobseekers in Mandatory...



was decided that researchers should read the items aloud in order to overcome any
problems related to reading level.

On each card, a specific goal was stated (e.g. `The pursuit of professional qualifi-
cation` or `The pursuit of pleasure or interest in learning`; see Table 1), and participants
were asked to rank the cards in order of importance in terms of influencing participation
in socio-professional training. Participants could create as many stacks as they wanted
(from the first stack with the most important goals to the last stack with the not
important goals). Then, all the stacks were reordered into three piles: the pile with
“most important goals” (Pile 1), the pile with “not important goals” (Pile 3), and the
remaining middle stacks with “less important goals” (Pile 2). Each card, including the
card for the dictated goal, was assigned a score ranging from 1 for the most important
goals to 3 for not important goals. A more detailed description of this method can be
found in Lang and Carstensen (2002). The researchers explained the research objec-
tives to the participants and responded to questions for clarification. The participants
signed an informed consent before completing the questionnaire and submitted the
questionnaire in a sealed envelope.

Analyses

First, frequencies were calculated (first research question). Next, multidimensional
unfolding (MDU) was used to examine the prioritized goals pursued by jobseekers
participating in training. This technique has two advantages. Firstly, in relation to the
second research question, it makes it possible to examine within a single configuration
the position of the different goals in relation to each other and to identify how goals
cluster together, following the taxonomy developed by Carré (1998, 2001). Secondly,
with respect to the third research question, MDU makes it possible to observe the
position of the goals in function of the importance that each participant attributed to
each of the goals and so to identify subgroups of jobseekers based on their goal
preferences.

MDU is an exploratory technique for ranking data, and can be seen as a special type
of multidimensional scaling. The MDU technique aims to represent preference data in a
low-dimensional space, enabling the user to visualise the relations between participants’
responses (referred to as ideal points) and the set of objects (i.e. goals) in an optimal
configuration. The unfolding data can be seen as proximities between the points
representing each individual and each object such that the distances between an indi-
vidual and the objects reflect the individual’s preferences. The smaller the distance
between the individual and the objects, the higher the individual’s preference for these
objects. Large distances indicate low preferences. As a result, the interpretation of the
preference configuration is based on the ideal points in relation to each object and the
proximity of the objects to one another. It should be noted that MDU does not require a
large sample, as the individual preferences are analysed as single entities.MDU analyses
were performed using the PREFSCAL procedure with SPSS 20 software (Boekaerts
et al. 2012; Borg and Groenen 2005; Busing 2010; Van Deun et al. 2005, 2007).

We used the variance accounted for (VAF), the Spearman’s Rho (rs) and the
recovered preferences order as goodness-of-fit indices to test the fit between the
configuration and the data (Van Deun et al. 2005). The model explained 48% of the
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variance. The Spearman’s rank order correlation reflects a strong positive relation
(rs = .65) between the distances and the original preferences values. Van Deun et al.
(2005) define the recovered preference order as “the proportion of pairs of objects for
which the preference order in the data is reproduced by the configuration” (p. 51). This
index ranges from 0 to 1, with a value of 1 indicating a perfect correspondence between
the data and the solution. The recovered preference order had a value of .89.
Degeneracy indices were also taken into account, and showed a non- degenerate
solution. DeSarbo’s index was close to 0 (= .38) indicating that the solution is
intermixed. Shepard’s index, which indicates the percentage of different distances,
was 81%. Thus, there were sufficiently different distances (Busing 2010).

Results

RQ 1: Pursuit of Salient Goals by Jobseekers

To obtain a preliminary picture of the prioritized goals jobseekers strive for, we
calculated the frequencies of each goal and evaluated which goals were most important,
less important and not important (see Table 1).

We observed that jobseekers strive for different salient goals at the same time. More
than three out of four participants perceived the vocational goals as the most important
(between 75.5% and 90.41%) while one in two jobseekers attributed the most impor-
tance to epistemic (57%), identity (between 47.7% and 54.5%) and structure goals
(56.4%). Although 20–30% of the sample attributed the most importance to social-
affective, community and hedonic goals, the majority of the respondents evaluated
them as less important goals. Furthermore, despite the mandatory context, we observed
that the goals least often valued as the most important were the dictated (17.4%) and
derivative (16.7%) goals. These goals seem to be not important for almost half the
sample. Finally, it should be noted that the economic goal and personal operatory goals
were spread more or less evenly between the three preference piles. These figures also
reveal that each jobseeker has a preference for a specific combination of different goals.

RQ 2: Goal Dimensions of Carré’s Taxonomy

The second objective of this research was to examine how these multiple salient goals
relate to each other in a single configuration. This allows us to identify how groups of
goals cluster together, according to the taxonomy developed by Carré (1998, 2001) and so
to further deepen our understanding of the goal configurations that jobseekers strive for.

The joint plot in Fig. 2 contains the individuals and the goals. The fourteen goals are
represented as points and the jobseekers are represented as triangles. The smaller the
distance between two goals, the more similar the goals are perceived to be in terms of
preference. Therefore, the goals close to each other comprise an identifiable group. We
can identify configurations of goals according to the axes (i.e. learning-participation
and extrinsic-intrinsic) distinguished by Carré (1998, 2001) to classify the goals (see
Fig. 1). In total, three circles are identified on basis of Fig. 2.

Some goal configurations can be clearly identified according to the axes distin-
guished by Carré (1998, 2001), namely extrinsic goals related to participation
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(derivative, dictated and economic goals, see circle 1) and intrinsic goals related to
participation (hedonic and social-affective goals, see circle 2). Each of these groups of
goals is perceived as similar in terms of importance. For learning (see circle 3), the
distinction between intrinsic and extrinsic goals cannot be identified: Vocational,
epistemic and personal operatory goals are close to each other and most of them are
located at the centre of the graph. This shows that intrinsic and extrinsic learning goals
are highly important for jobseekers.

RQ 3: Subgroups of Jobseekers Based on the Combinations of Goals they Pursue

The third objective of the present research was to identify subgroups of jobseekers
based on the combination of goals that they strive for. Based on Fig. 3, we observe that
the majority of the jobseekers value many goals at the same time. However, the
distance between the respondents and these goals varies. We can identify several
subgroups of jobseekers according to their location based on how these individuals
are positioned in relation to the different goals. The smaller the distance, the more
important the goals are.

As can be seen in Fig. 3, almost all respondents attach importance to the three
vocational goals located in the centre of the graph. This suggests that these unemployed
individuals prioritize the acquisition of professional skills and/or a professional quali-
fication and getting a job. However, most of jobseekers attach value not only to
vocational goals but also to other goal contents. The respondents are distributed over
each part of the joint plot (see Fig. 3), and four subgroups of jobseekers can be
identified on basis of their goal combination.

Fig. 2 Map resulting from MDU, showing jobseekers and goals ● = goals, Δ = participants, N = 112
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Jobseekers in circle 1 attach additional value to epistemic, structure and identity2
goals. We can assume that in order to develop a positive self-image of themselves, these
jobseekers need to pursue a professional project and to learn new things in a structured
timeframe but are less concerned about intrinsic and extrinsic participative goals (see
Fig. 2 circles 1, 2). The most prominent goals strived for by this subgroup of jobseekers
are clearly the “identity goals”.

Jobseekers located in circle 2 value vocational goals but also attach importance to
social-affective and community goals. They do not attach importance to the extrinsic
participative goals (see Fig. 2 circle 1). This suggests that some jobseekers want to learn
useful skills for their professional and community projects in a friendly learning
environment. The combination of goals pursed by this subgroup of jobseekers is
especially characterized by the importance of “social goals”.

Jobseekers in circle 3 attach supplementary value to hedonic, identity1 and economic
goals. These jobseekers have a preference for participative-related goals. This suggests
that some respondents seek to find a place in society by means of the development of
professional skills and finding a job and enjoying the practical, environmental and social
conditions. In addition, those who prefer the pursuit of a place in society (identity1) also
seem to attribute importance to the economic and dictated goals. This makes this the
only subgroup to perceive its enrolment in training as being related to financial motives
and to external requirements from family and/or institutions. The goals put forward by
these jobseekers are labelled the “participative goals”.

A few respondents are plotted close to vocational, epistemic, identity1 and personal
operatory goals and to a lesser extent close to derivative and economic goals. This
group of respondents in circle 4 are oriented towards learning and extrinsic participa-
tion. This combination of goals suggests that these jobseekers, who attach value to
pursuing a place in society, are interested in the content of the training and want to learn

Fig. 3 Map resulting from MDU, showing jobseekers and goals ● = goals, Δ = participants, N = 112
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in professional and personal spheres. Some of them also attach value to pursing training
for financial reasons and as a means of avoiding unpleasant situations or activities. The
combination of goals that they pursue is particularly characterized by “learning and
participative goals”.

Conclusion and Discussion

The aim of this study was to improve our understanding of what motivates jobseekers
to enrol in mandatory CPE, and to examine goal configurations and subgroups of
jobseekers on basis of their salient goals they strive for.

Nature of Goals Despite the mandatory character of the training programme, the
dictated goal does not seem to be salient for most of the jobseekers surveyed. The
jobseekers who participated in this study are engaged in training for professional and
personal benefits, since vocational, epistemic, structure and identity goals were identi-
fied as their most important goals. This result is in line with the literature on personal
agency which considers that adults strive for personal goals above and beyond external
pressures and exert control over their lives (Goller and Paloniemi 2017) and are
therefore viewed as active learners (Raemdonck et al. 2017). On other hand, this result
contradicts the observation that unemployed people with few qualifications often state
that they have been forced to enrol in training (Daehlen and Ure 2009). A possible
explanation for this contradictory result lies in the cognitive theories that are relevant to
understanding how jobseekers legitimate their enrolment in mandatory training. They
state that a cognitive dissonance between personal projects and external pressures is
overcome by internalizing the external pressures to engage in training (i.e. dictated goal)
and turning them into personal challenges (Bourgeois 2000, 2009; Boutinet 1998).
Moreover, as Niessen et al. (2009) emphasize, jobseekers need to find a job and so,
from an agentic perspective, are prompted to re-assess and adjust their personal goals.

Specifically, the descriptive analysis revealed that these unemployed individuals
pursue training primarily for professional goals. Acquiring professional skills or sym-
bolic acknowledgment necessary to obtain a job are their main reasons for engaging in
mandatory CPE. The epistemic, identity and structure goals were the second most
valued goals. We can conclude that the jobseekers interviewed are intrinsically inter-
ested in the courses and view it as a means to reach goals related to dynamics of identity
which involve the self-image of learners. From a personal development perspective, the
CPE may, for example, be relevant for the construction of a positive self-image for the
jobseeker who wants to get a certificate and achieve a new identity. Next, the fact that
jobseekers value having a structured timeframe points to the negative effects of
unemployment (see for a review McKee-Ryan et al. 2005). Jobseekers can suffer from
a lack of the structure and sense of satisfaction usually derived from the work context
(Vansteenkiste et al. 2004). Finally, given that the majority of the participative-related
goals were the least valued, we can conclude that these jobseekers have adopted the
goal to learn, and not just to participate in the training.

Taken together, these results relating to goals are promising in terms of the motiva-
tion these jobseekers are likely to develop during training. Indeed, enrolment for
mandatory CPE is perceived as an instrumental step towards achieving personal goals,
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most of which are related to the professional career. Moreover, Vertongen and col-
leagues showed that the goals are associated with the subjective task value described by
Eccles and Wigfield. Adults participating in training for the pleasure of learning new
things (epistemic goal) show a greater interest in the content of training than individuals
who do not justify their commitment to training for intrinsic reasons. Similarly, the
authors observed a positive correlation between the identity goal and the importance
attributed to training (Vertongen et al. 2009). Yet, educational researchers have repeat-
edly demonstrated the positive effect of subjective task value on the learning process
(Eccles and Wigfield 2002; Robbins et al. 2004).

Subgroups of Jobseekers on the Basis of their Goal Configuration The present study
showed several combinations of goals that the jobseekers interviewed pursue simulta-
neously in learning situations. This is in line with previous findings (Carré 1998, 2001;
Gonçalves et al. 2017; Minnaert 2013; Unsworth et al. 2014; Wosnitza and Volet 2012)
and underlines the necessity to consider themultiple goals that learners strive for instead of
studying the influence of isolated goals on an individual’s commitment (Boekaerts 2009).

Three main conclusions can be drawn. Firstly, this study identified four jobseeker
profiles, based on their goal configuration. However, striving for vocational goals was not
found to be discriminant, since all the subgroups attributed high importance to these
goals. Each subgroup of jobseekers is oriented towards a combination of specific goals.
Although the jobseekers in circles 1 and 2 primarily pursue goals related to identity (circle
1) and social benefit (circle 2), those in circles 3 and 4 specifically strive for participative
goals. Jobseekers in circle 4 attach additional value to goals oriented towards learning.

Furthermore, in spite of the mandatory context of participation, the results highlight-
ed the fact that all goal configurations were composed of goals oriented towards both
intrinsic and extrinsic motivation. This result is consistent with the observation that
motivation for many of our activities is composed of both intrinsic and extrinsic
components (Lens et al. 2009). More specifically, in an undergraduate context,
Kasworm (2003) found that adult students reported a motivation for learning charac-
terized by both intrinsic and extrinsic goals. On the one hand, the adult learner can be
intrinsically interested in learning for the sake of knowledge acquisition and pleasure.
On the other hand, adult students can justify their entry into training for reasons related
to their professional lives (e.g. to obtain a qualification necessary to promote their
career or to gain financial incentives) and not for reasons which are inherent to the
courses (Carré 1998, 2001; Hensley and Kinser 2001).

A last key observation relates to the dictated goal. Only the jobseekers in the
subgroup in circle 3, labelled “participative goals”, explicitly report the importance of
external pressure when explaining the reasons behind their enrolment in training.
Moreover, it seems that the mandatory context is experienced differently by different
jobseekers and will therefore result in different professional projects. According to
Diethert et al. (2015), the issue of participation status needs to be contextualised. In line
with this finding, several authors emphasize that mandatory or voluntary participation
is not an objective reality, and that a distinction needs to be made between the formal
status of participation in training and the subjective perception of the individual
(Baldwin and Magjuka 1991, 1997; author 2018). In many studies, this distinction is
not made explicit and this might explain the mitigated results found up to now. It
should therefore be made explicit in future research if mandatory participation is taken

Multiple Salient Goals Pursued by Jobseekers in Mandatory...



into account as objective measure (mandatory formal status) or as subjective measure
(perception of mandatory training).

Limitations and Future Research

Although this research adds to the understanding of the nature of conscious goals
pursued by jobseekers and how these goals relate to each other in the context of
mandatory training in the French-speaking part of Belgium, several limitations can be
identified. Firstly, the sample was composed of men only. Results cannot be generalized
to a female population. A further study should explore whether women attribute value to
the same goals as men. In a similar way, we assume that the nature of training
(professional or general) can have an impact on the content of the goals jobseekers
pursue. Yet, this study only addressed training aimed at developing professional skills.
For these reasons, caution should be exercised in the interpretation of the results,
recognising that they cannot be generalised to all jobseekers. Secondly, multidimensional
unfolding is an explorative statistical technique which generates a visual representation
of data. ‘Unfolding’ implies a first step only toward the understanding of the multiple
goals pursed in a mandatory CPE context. Thirdly, the cross-sectional design only gives
a snapshot of personal conscious goals pursued by jobseekers in mandatory CPE. Yet, as
Carré (1998) emphasised, goals depend on the training contexts and evolve during
training depending on individual experiences and training perceptions. Future longitu-
dinal research would help to better capture the dynamic of goal pursuit over time. Finally,
despite the precautionary measures incorporated into the methodology, it could be that
jobseekers’ responses were socially desirable. To overcome these different limitations,
future research would benefit from multi-resource data (e.g. from the trainers), and
interviews with a sample of participants so that they can expand on their position in
the multidimensional map and give a more holistic and contextualised description of the
reasons why they are engaged in CPE training (Miles and Huberman 1994).

Furthermore, results showed that unemployed individuals strive for multiple goals
and perceive the instrumentality of the training programme in reaching their personal
goals. However, we need to examine thoroughly the impact of their professional project
on their motivation and learning process. As Bourgeois et al. (2009) emphasised, the
instrumentality literature reveals two viewpoints which seem to contradict each other.
On the one hand, Lens et al. (2006) emphasize the importance of the learner developing
and pursuing specific and concrete goals to be able to perceive the utility and the value
of the training. On the other hand, Neuville (2004) observed the negative effect of a
specific project on the motivation of freshman students. Students with an unspecified
project were better able to assess the utility value of the learning activities as these
activities allowed them to further clarify their future prospects. Although their research
was not conducted in the field of adult education, we may wonder what type of
professional project (somewhere on a scale ranging from very specific to general
goals), is likely to be most effective in motivating jobseekers in mandatory training
aimed at labour market re(integration).

In addition, future research could examine the multiple goals that unemployed indi-
viduals strive for in mandatory CPE as part of the self-regulation process of job search
behaviour. Over the past 15 years, there has been an increase in research on job search
behaviour and employment outcomes. Job search is conceptualized as a self-regulatory
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process which is directed toward obtaining an employment goal (Kanfer et al. 2001). We
would argue that the willingness of these jobseekers to attend a training programme to
obtain employment (i.e. training flexibility; see Van den Broeck et al. 2010) and the
multiple goals pursued during training may be a part of the job search behaviour process.
Job search behaviour may indeed require new learning to reach the employment goal.

Generally speaking, these issues address the ability of jobseekers to manage their
professional future and self-direct their work-related learning process. This entails
diagnosing learning needs, setting goals, choosing and implementing appropriate
learning strategies and monitoring the learning process with a long-term focus, in order
to safeguard employability, anticipate future problems and opportunities and respond to
environmental changes (Raemdonck et al. 2017). However, at the same time, unem-
ployed individuals face an uncertain future, and this could affect their ability to set
goals in the distant future (Dupuy et al. 2006). Investigating how jobseekers manage
this uncertainty and the type of goals they set is a promising avenue of research.

Implications

The results of this study make it possible for employment organizations and training
centres to better understand the goals pursued by individuals when engaged in man-
datory CPE. For this study, we developed an instrument that allows us to assess more
easily the different goals pursued by jobseekers and to evaluate their relative impor-
tance. In developing the instrument, the specificities of the target group were taken into
account. To our knowledge, no such instrument can be found in literature. Further
research is needed to further establish the validity of the measurement instrument.
Ranking the goal cards may allow jobseekers to reflect on their training commitment,
making jobseekers and their trainers aware of the nature of the multiple goals that they
pursue. This could serve as a basis to help trainers and trainees to define a professional
development plan in a jobseeker’s search for employment. In addition, assessing the
goals pursued at the start of and during the training course might allow the trainer to
verify whether the training has met the jobseeker’s personal goals. This exercise might
improve demand-supply fit. We can assume that if the training satisfies their pursued
goals, jobseekers will value the training. The goals impact the perceived value of the
learning task (Neuville 2004; Wigfield and Eccles 2000). Trainers could take into
account the goals to enhance the motivation of jobseekers. Moreover, when exploring
the goals that jobseekers are striving for, trainers should not only identify the goals but
also gain insight into how those goals interact with each other and integrate them into
the individual’s professional project. Finally, the results of this research might mitigate
existing stereotypes that jobseekers in mandatory training are unmotivated.

With regard to learning through and for work, understanding what motivates
individuals to act and engage in training entails considering their subjectivity and what
they bring to the training context. Jobseekers can be motivated by the desire to attain
personal goals, and so training environments and trainers might afford jobseekers
opportunities to learn based on their personal projects. By recognising their capacities
and dispositions to adopt an active approach in their learning processes – namely in
making intentional choices, initiating actions based on these choices and in exercising
control – jobseekers may be more inclined to genuinely engage in training, which is a
prerequisite for continuous learning (Billet et al. 2015; Raemdonck et al. 2017).
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