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Abstract 

 When employees work hard, they exert more effort on job tasks (task effort); and 

when employees learn hard, they exert more effort to learn (learning effort). Task effort 

and learning effort are important causes of improved performance. This thesis 

investigates whether the use of tournament schemes motivates employees to work 

harder and learn harder, and also whether providing performance feedback in 

tournament schemes has any impact on task effort and learning effort. 

 This thesis has three goals. The first is to investigate the relationship between 

incentives, learning, and performance. The literature on whether learning interacts with 

incentives to improve performance is inconclusive, because no prior research has 

provided a good test of this question (as noted by Bonner and Sprinkle 2002; Bailey and 

Fessler 2011; Bailey et al. 1998, and as remains true today). The second goal is to 

investigate the motivational effect of tournament schemes on effort. The literature 

suggests that effort is difficult to observe directly or to quantify; as a result, it is hard to 

verify whether tournament schemes motivate employees’ task effort and learning effort. 

This thesis uses an eye-tracking device to measure effort, by measuring eye position, 

eye movements, and pupil size. The third goal is to investigate the effect of performance 

feedback on task effort, learning effort, and performance in the tournament setting. 

I posit and show evidence that both task effort and learning effort are higher in 

multiple-winner schemes than in either winner-takes-all schemes or piece-rate schemes. 

Task effort is directly positively associated with performance, while learning effort causes 

learning transfer to a job task, also yielding a positive effect on performance. I find that 

providing relative performance feedback in the tournament setting has no significant 

impact on task effort or learning effort. 

These findings have practical value for many corporations, which are constantly 

re-evaluating the effectiveness of their incentive schemes and reporting systems while 

investing in learning initiatives to help employees transfer learned skills to job tasks. 

Organizations may use the insights of this thesis to help them design learning initiatives 

and motivate employees to transfer learned skills to their job tasks. 
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Executive Summary 

This thesis investigates the motivational effects of tournament-based incentive 

schemes and the provision of relative performance feedback on employees’ task effort, 

learning effort, and performance. Task effort and learning effort are important causes of 

improved performance. Both can be considered to be special cases of general effort 

(Bonner and Sprinkle 2002; Coate and Goldbaum 2006): It requires effort to perform a 

task, and (a different dimension of) effort to learn a skill. However, the literature suggests 

that we know very little about whether and how tournament schemes can affect effort to 

improve performance (Bonner and Sprinkle 2002) or about the effect of providing 

performance feedback in tournament-based schemes (Hannan et al. 2008). In light of 

these gaps, I investigate the effects of tournament-based schemes and of provision of 

relative performance feedback within those schemes on employees’ effort (task effort 

and learning effort) and performance. Motivation, including motivation yields from 

tournament schemes such as bonuses awarded for performance increase, can improve 

initial performance on the job, learning effort, and the transfer of learned skills, making 

subsequent performance higher (Lazear and Rosen 1981). Lazear and Rosen (1981) 

suggest that tournament schemes will motivate employees to exert learning effort for 

relevant skill acquisition. Tournament theory (Lazear and Rosen 1981) suggests that 

tournament schemes have two dimensions of incentives: One for motivating task effort 

on job tasks, and another for motivating learning effort for relevant skill acquisition. 

Tournament theory also suggests that learning effort (as well as task effort) should have 

an impact on performance. 

Achieving a better understanding of learning effort will be a particularly important 

contribution of this investigation, since organizations invest billions of dollars annually in 

learning initiatives in the hope of motivating more learning effort for better skill 

acquisition. These organizations hope that employees will apply their learned skills to 

their job tasks to improve their performance. If employees are motivated to make 

sufficient learning effort to acquire such skills, they will be able to transfer new skills to 

their jobs. However, if employees are not motivated to make sufficient learning effort to 

acquire such skills, they are unlikely to transfer new skills to their jobs. This would mean 
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that learning initiatives are not having the desired effect and that organizations are 

wasting billions of dollars by investing in them. 

This thesis addresses the suggestion in Bonner and Sprinkle (2002) that further 

studies should investigate how learning and incentives can combine to improve 

performance. Bonner and Sprinkle (2002) assert that there is potential for such positive 

effects, but comment that no prior studies provide a good test of this question, because 

these studies show no evidence that training actually enhances skills. Bailey et al. 

(1998) find that incentive pay (i.e., piece-rate, goal-contingent pay) increases only initial 

performance on a repetitive task, not improvement from the baseline of this initial 

performance, which they conceptualize as “learning.” A piece-rate scheme is a 

compensation that bases reward on employees’ output, rewarding them for each unit of 

output they produce (Bonner et al. 2000). Bailey et al. (1998) suggest that future studies 

should provide learning opportunities to allow subjects to improve on their initial 

performance. 

To investigate how learning interacts with incentives to improve performance, I 

used a two-stage framework: In the first stage, I determined the anticipated level of initial 

performance on a repetitive job task using tournament schemes, and in the second, I 

determined the level of performance after the same subjects had had a learning 

opportunity to acquire new skills that they could apply to improve their performance on 

the same job task. The difference in level of performance between the first and second 

stages represents the effect of learning. 

I draw on tournament theory to support this investigation. In the first stage of the 

experiment, I investigated the impact of tournament schemes on task effort, and the 

impact of task effort on performance. I used two types of tournament schemes: multiple-

winner schemes and winner-takes-all schemes. Kalra and Shi (2001) state that these 

are the two major types of tournament schemes in the literature, and define them as 

follows: “a multiple-winner format where the reward is shared equally and a winner-

takes-all format where a single winner gets the entire reward” (p. 173). A tournament-

based scheme is a compensation that bases reward on the relative ranking of 

employee’s performance, rather than on their absolute performance. That is, employee’s 
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compensation will depend on whether they perform well relative to their peers. I also 

investigated whether providing relative performance feedback, or feedback on how a 

subject is performing a task relative to other subjects, in these tournament schemes 

would affect task effort. For this investigation, I draw on social comparison theory 

(Festinger 1954), which suggests that relative performance feedback should have a 

motivational effect on subjects, because people have a tendency to compare themselves 

with others to better evaluate and improve their own performance. Overall, I tested three 

main hypotheses in the first stage: 

1) Task effort is higher in multiple-winner schemes than in winner-takes-all  

  schemes, 

2) More task effort leads to higher performance, and 

3) Relative performance feedback moderates the relationship between   

  tournament schemes and task effort. 

Thus, in the first stage, tournament schemes serve as an independent variable, 

task effort as a dependent variable, and relative performance feedback as a moderating 

variable. A moderating variable affects the direction of the relationship between an 

independent variable and a dependent variable (Bonner and Sprinkle 2002). 

In the second stage of the experiment, I investigated the impact of tournament 

schemes on learning, which in turn affects subsequent performance. Specifically, 

motivation from tournament schemes increases learning effort, which leads to increased 

transfer of learned skills to the job task, making subsequent performance higher. I also 

investigated whether providing relative performance feedback in these tournament 

schemes would affect learning effort. The difference in performance from the first to the 

second stage represents the effect of learning. Further, I tested the effects of learning 

effort and learning transfer on performance. Thus, I tested three main hypotheses in the 

second stage: 

4) Learning effort is higher in multiple-winner schemes than in winner-takes-all  

  schemes, 
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5) Learning transfer mediates the relationship between learning effort and  

  performance, and 

6) Relative performance feedback moderates the relationship between   

  tournament schemes and learning effort. 

Throughout the experiment, I used an eye-tracker to measure task effort and 

learning effort. An eye-tracker is a device that measures subjects’ eye position, eye 

movements, and pupil size. It determines the length of time that subjects focus their 

attention on a specific point and their pupil size when they do so, which reflects the 

cognitive load on the subjects’ memory (Kahneman 1973); that is, when subjects work 

hard on a task that consumes much of their memory, their pupil size increases. I use 

these two measures to assess subjects’ task effort. I design a job task that requires 

subjects to visually recognize similar symbols. Specifically, subjects need to fixate on a 

symbol to verify whether it is the same symbol they have seen previously. I measure the 

length of time that subjects fixate on these symbols (fixation time), and their pupil size 

when doing so. 

An eye-tracker can also measure subjects’ eye movements between any two 

points, and the length of time it takes them to move their eyes from one point to another. 

I use these two measures to assess subjects’ learning effort. In a learning session, 

subjects will learn problem-solving skills to correct the order of letters in an anagram so 

as to form an English word—a problem-solving skill recognized in previous studies 

(Bonner 2008; Bonner et al. 2000; Fehrenbacher 2013). The specific kind of problem-

solving skills investigated here relates to how to unscramble an anagram in a specific 

way to form an English word. To learn this problem-solving skill, subjects need to move 

every second letter in an anagram to the left to form an English word. As they do so, 

they will move their eyes to the left consciously for every second alphabetic letter in the 

anagram. If subjects do not learn to perceive the anagram and correct the letter order in 

this specific way, they will not form the English word effectively and will fail at the 

learning task. Practice is expected to improve their performance on this learning task, 

and this improvement is expected to persist to a similar task in a post-learning context. I 

measure the number of times that subjects move their eyes leftward between two 
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adjacent letters (i.e., the number of saccades that move from a letter to another in the 

left direction), and the total length of time they exhibit this kind of eye movement. A 

saccade is defined in the eye-tracking literature as a quick eye movement that connects 

two fixation points (Aaltonen et al. 1998; Rayner 1998). 

I measured task effort on the basis of effort duration and effort intensity. 

Following Mauldin (2003), I define effort duration as subjects’ total fixation time for a job 

task, and to effort intensity as pupil size change from baseline from the beginning to the 

end of a job task. I measured learning effort on the basis of effort direction or total 

fixation time while learning problem-solving skills, and effort toward problem-solving as 

the number of saccades subjects exhibited while learning problem-solving skills. 

I used a customized Java-based computer program (designed by a contracted 

software engineer) to measure subjects’ learning transfer to their job tasks. Learning 

transfer is the carrying-over of previously learned skills to new contexts (Lombardo 

2007). When subjects can correctly recognize previously learned information in their job 

tasks and take an instructed action, it means that they can apply their learning to their 

job tasks. Subjects were required to indicate their recognition of previously learned 

information by clicking a button; I measured the number of times (the probability of 

retrieval) and the timeliness (the time taken to retrieve learned skills) with which subjects 

correctly clicked the button. 

The first stage of the experiment shows that multiple-winner schemes motivate 

employees to exert more effort on job tasks than do either winner-takes-all schemes or 

piece-rate schemes. Specifically, effort intensity is higher in multiple-winner schemes 

than in either of the other types. Effort intensity is also found to be correlated with 

performance, while effort duration is not. In addition, I do not find that providing relative 

performance feedback in tournament schemes has a moderating effect on task effort. 

The second stage of the experiment shows that multiple-winner schemes 

motivate employees to exert more learning effort for skill acquisition than do either 

winner-takes-all or piece-rate schemes. Specifically, effort direction, which is measured 

by fixation time on learning problem-solving skills, is higher in multiple-winner schemes 

than in either of the other types. Increased effort direction leads to more learning 
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transfer, thereby improving performance; in other words, increased effort direction 

enables employees to apply learned skills to job tasks more frequently and quickly, 

resulting in their improved performance. 

I interpret these findings as showing that when employees have spent more 

fixation time learning problem-solving skills, they can apply these skills more effectively 

in their job tasks; and when they can do that, they can improve their performance. 

Consistently, Libby and Lipe (1992) suggest that learning requires time and purposeful 

attention. Similarly, Shell et al. (2010) assert that learning requires a person to exert 

conscious attention or effort, and involves storing information in memory. Further, they 

show that when employees have spent more fixation time learning problem-solving 

skills, they can apply these skills more quickly or efficiently in job tasks; this will also 

improve their performance. Finally, I do not find that providing relative performance 

feedback in tournament schemes has any effect on learning effort. 

This thesis will have practical value for many organizations, which are constantly 

re-evaluating tournament-based incentive schemes and reporting systems (i.e., 

feedback mechanisms) (Boyle 2001; Harbring and Irlenbusch 2008; Hannan et al. 2013). 

Organizations invest billions of dollars in learning initiatives in the hope that employees 

will be motivated to exert more learning effort and transfer what they learn to the job, 

improving their performance. Thus, organizations can benefit from the findings of this 

thesis, which suggests ways (or incentives) to motivate employees to exert more 

learning effort and to transfer their skills. 

This thesis makes two contributions to the management accounting literature. 

Various studies (Bonner and Sprinkle 2002; Bailey et al. 1998; Bailey and Fessler 2011; 

Hannan et al. 2008; Hannan et al. 2013) assert that there is potential for positive effects 

of matters within the purview of managerial accounting (specifically, incentives and 

feedback) on employees’ task effort, learning, and performance improvement. The first 

contribution is methodological. This thesis provides a novel methodology using an eye-

tracker to measure pupil dilation, providing a direct measurement of intensity of effort to 

verify the relationship between task effort and performance. This thesis shows that effort 

intensity has a stronger impact on performance than effort duration, which had no 
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significant effect. Thus, this study makes a methodological contribution to the literature 

on the direct measurement of task effort and which dimension of task effort leads to 

improved performance. 

The second contribution is to clarify and provide evidence of the relationship 

between learning and performance. Bonner and Sprinkle (2002) suggest that prior 

studies have failed to discern the effect of learning on performance because they have 

not used the right training task to enhance skills (i.e., learning). Bailey et al. (1998) find 

that incentive pay (i.e., piece-rate or goal-contingent pay) improves only initial 

performance on a repetitive task, not subsequent improvement, or “learning,” and Bailey 

and Fessler (2011) find that piece-rate incentive pay is unlikely to improve learning 

regardless of the task complexity. Prior research not only has not provided learning 

opportunities to allow subjects to acquire (i.e., learn) skills, but also has not used 

tournament schemes, another type of incentive pay (for example, bonuses on top of 

salary). In tournament schemes, employees’ performance is ranked, and only the top-

ranked employee(s) will receive the bonus. This is in contrast to piece-rate schemes, 

where employees’ performance is not necessarily ranked and their additional earnings 

on top of salary are based on the units they produce. This thesis shows a positive effect 

of learning on performance when tournament schemes are used. I posit and show that 

multiple-winner schemes can motivate individuals to exert more learning effort than 

either winner-takes-all schemes or piece-rate schemes, and that increased learning 

effort leads to performance improvement. This means that tournament-based incentives 

(i.e., multiple-winner schemes) and learning can combine to improve performance. This 

thesis addresses concerns set out in Bonner and Sprinkle (2002), Bailey et al. (1998), 

and Bailey and Fessler (2011), and contributes to the management accounting literature. 
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Chapter 1.  
 
Introduction and Problem Statement 

Over the past decade, the management accounting literature on workplace 

performance has documented several important discussions of the negative 

performance consequences of tournament schemes that offer employees a low 

probability of winning (Bonner et al. 2008; Sprinkle 2003; Bailey and Fessler 2011; 

Hannan et al. 2008; Berger et al. 2013). Tournaments are common practice in 

organizations and involve individuals competing against each other for a limited number 

of rewards such as promotions or bonuses, and their relative performance determines 

tournament winners and non-winners (Berger et al. 2013; DeVaro 2006). That is, while 

tournament theory (Lazear and Rosen 1981) suggests a positive relationship between 

the use of tournament schemes and performance, some studies add a note of caution, 

arguing that when the probability of winning is too low, a tournament may fail to motivate 

employees to exert more effort. Ashton (1990) suggests that winner-takes-all schemes 

may not contribute to an organization’s goal of improving employees’ performance, 

because average performance of a group of employees will likely decline, and variance 

of individual performance will likely increase (p. 154). Decker (1992) supports this view 

and argues further that winner-takes-all schemes may not contribute to goal congruence 

between the agent and the principal, and also that they may have a negative effect for 

the principal. Hannan et al. (2008) likewise argue that winner-takes-all schemes may 

only motivate some employees who are the top performers, leaving many or most 

unmotivated. 

Some theorists argue that this negative effect may be because winner-takes-all 

schemes or schemes offering a low probability of winning, that is, a high “win threshold,” 

may induce a “give-up” phenomenon, meaning that a worker is unwilling to work harder 

and that their performance may actually deteriorate (Bonner and Sprinkle 2002). Berger 
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et al. (2013) observe in addition that participants give up when they are far behind 

others. 

Given that learning effort is an input of improved performance, the give-up 

phenomenon also affects learning effort negatively. Bonner (2008) explains that people 

maximize expected utility (or net return) and that when people believe the cost of 

learning effort exceeds the benefit derived from learning, they may not be motivated to 

learn. (The cost of learning is, for instance, a function of effort; see Rosen and Lazear 

19811). 

Despite the caution provided by these studies, winner-takes-all schemes seem to 

be a common approach in practice. Kelly and Presslee (2014) suggest that many firms 

reward only the top employees (e.g., top 10% to 20%) (see also Hannan et al. 2008; 

Newman and Tafkov 2011). Churchill (1992) reports on a survey that finds that a large 

proportion of firms reward the top 20% performers: 35% of firms use contests in which 

participants have a chance of 1 in 5 to win; 31% of firms use contests in which 

participants have a chance of 2 in 5 to win; 21% of firms use contests in which 

participants have a chance of 3 in 5 to win; and 5% of firms use contests in which 

participants have a chance of 4 in 5 to win. 

Companies use tournaments not only to reward employees, but also to penalize 

them, in a practice called a forced-ranking system or “rank and yank.” Forced ranking 

can be used to create a dismissal tournament for employees (Kräkel 2008; Gürtler and 

Kräkel 2012). For instance, former General Electric CEO Jack Welch advocated the use 

of forced-ranking systems and required the bottom 10 percent of employees in the 

performance ranking to leave the company each year (Kräkel 2008). This is typical of 

forced-ranking system. A similar system is used by Enron where employees at the 

bottom 20 percent in terms of performance are required to leave the company (Kräkel 

 
1 Opportunity costs should be already factored in an individual’s expected utility, like tuition for 

education and forgone income when one decides to go to school. 
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2008), and by Infineon where the lowest 5 percent performers have to leave the 

company (Irlenbusch 2006; Harbring and Irlenbusch 2008)2. 

Forced-ranking systems are a common practice in the corporate world. Hannan 

et al. (2013) and Boyle (2001) note that as many as one-fourth of Fortune 500 firms and 

one-third of U.S. firms use forced-ranking systems. The Wall Street Journal (2012) 

shows that 60% of Fortune 500 companies use forced-ranking systems to tie part of 

employees’ pay to performance (Dutcher et al. 2013). Kräkel (2008) and Boyle (2001) 

note prominent examples of this practice are Cisco Systems, Intel, General Electric, 

Hewlett Packard, American Express, and Goldman Sachs, etc. Forced-ranking practices 

and dismissal tournament schemes have generated controversy regarding the 

effectiveness of their winner-takes-all approach for motivating employee effort, and have 

motivated a search for a better competitive tournament scheme (Harbring and 

Irlenbusch 2008). 

 

1.1. Problems 

Prior studies (Libby and Lipe 1992; Hannan et al. 2008) have not used a 

tournament-only scheme and do not evaluate multiple measures of effort. This limits our 

understanding of the relationship between tournament schemes and effort, and of which 

aspects of effort have a stronger impact on performance. The prior studies (Libby and 

Lipe 1992; Hannan et al. 2008) have evaluated mixed schemes consisting of tournament 

and piece-rate, rather than tournament-only, schemes. A tournament-only scheme here 

is understood as a compensation scheme that bases reward solely on the relative 

ranking of employees’ performance, rather than on their absolute performance. That is, 

employees’ compensation will depend on whether they perform well relative to their 

 
2 These prior studies (Irlenbusch 2006; Harbring and Irlenbusch 2008; Kräkel 2008; Gürtler and 

Kräkel 2012) did not report the effect of dismissal tournament on employees’ average or overall 
performance in companies such as GE and Enron. So we cannot be sure about the effect of 
using dismissal tournament on employee performance. 



 

4 

peers. In contrast, a piece-rate scheme is one that bases reward on employees’ output, 

rewarding them for each unit of output they produce3 (Bonner et al. 2000)4. 

Libby and Lipe (1992) use a mixed scheme comprised of both tournament and 

piece-rate schemes; this is a common approach in experimental work in accounting and 

economics (p. 253). Similarly, Hannan et al. (2008) use a mixed scheme comprised of 

the tournament and “time point” scheme, in which participants get additional payments 

for every second that they complete the trial or task before the trial’s 180 second time 

limit has expired in each of 12 trials, even if they are not winners (i.e., their performance 

from a total of 12 trials is not in the top 10 percent among all participants in their “winner-

takes-all” scheme). It appears that Hannan et al. (2008) have used a mixed scheme 

rather than a tournament-only scheme in their study. 

In the tournament model, the ideal compensation scheme should be based on 

effort. In the tournament model, effort is the input of performance, which in turn is an 

imperfect measure of effort; performance is a function of effort and luck (Lazear and 

Rosen 1981). Employees should be evaluated and compensated based on what they 

can control (i.e., effort), not what they cannot control (e.g., luck). Bonner (2008) suggests 

that effort has multiple dimensions: how hard a person works (i.e., effort intensity); how 

long a person works (i.e., effort duration). Yet it is not clear which dimension(s) of effort 

 
3 The evaluation of employee output can be quantitative and qualitative. The qualitative measure 

involve the researcher's examination of the contents of the output (Bonner 2008). For the 
parsimony of the experimental design, this thesis focuses on the quantitative measure of output 
such as the number of correct outputs that subjects produce. 

4 Other than tournament and piece-rate schemes, quota schemes (or goal-contingent pay) are 
also used in corporations (Merchant and Van der Stede 2012). A quota scheme is a 
compensation that bases rewards on achievement of a performance goal. Some individual 
firms such as Sears Auto Services and Allstate Insurance use quota schemes (Merchant and 
Van der Stede 2012). I do not find evidence that the use of quota schemes is nearly as 
common as the use of tournament schemes for Fortune 500 corporations. Thus the findings 
from using tournament schemes should have more practical value for Fortune 500 companies 
than quota schemes. Further, there are potential lawsuits and complaints related to the use of 
quota schemes in practice (Merchant and Van der Stede 2012). “One mechanic, Jerry C. 
Waddy, who had worked in Sears’s San Bruno, California, store, filed suit against Sears, 
claiming that he was fired for failing to meet his quota of 16 oil changes a day” (p. 199); a 
former employee at the Allstate insurance “claimed he was fired for not meeting a $600 monthly 
quota for life insurance premiums, filed a complaint with Maryland regulators charging that his 
manager had pressured him to ignore underwriting guidelines to close a sale” (p. 199). 
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will lead to more effective performance. Moreover, finding a direct measure of effort may 

not be an easy task. Studies show that effort is difficult to observe and quantify (Church 

et al. 2008; Newman and Tafkov 2011). Therefore, it is also hard to verify whether effort 

impacts performance, and the relationship between effort and performance has been 

assumed, not demonstrated, in the literature. Also, the relationship between tournament 

schemes and effort remains unclear. 

A few scholars such as Bailey and Fessler (2011) and Bailey et al. (1998) 

suggest that incentive pay is unlikely to improve learning, which they define as rate of 

improvement from initial performance. Bailey and Fessler (2011) use an online jigsaw-

puzzle assembly experiment task and state that the repeated performance of this task is 

plausible and that subjects (i.e., U.S. college students in their sample) are unlikely to 

possess varied skill levels for this task. They draw on cognitive theory of memory to 

argue that due to limited cognitive resources, an individual’s effort may be better exerted 

directly on the task rather than on learning, and that because learning is a less salient 

objective, incentive pay is unlikely to improve learning regardless of task complexity; this 

implies the monetary effect on learning may not be very task-dependent. They use both 

piece-rate and fixed-pay5 compensation in a repeated task, and find that the learning 

effect is the same for both. They conclude that relative to fixed-pay, incentive pay (i.e., 

piece-rate) can only induce more effort, not learning. Bailey et al. (1998) show that the 

literature provides mixed results on precisely how incentive pay improves learning. They 

suggest that in existing literature, there is no definitive guidance for choosing a 

compensation scheme and no consensus about the “best” scheme for improving 

learning. As they explain, prior research either does not provide a clear learning 

opportunity or does not reward subjects directly for learning. They decompose overall 

performance into two components: the initial performance and the rate of improvement 

from the initial performance, which they conceptualize as “learning.” They suggest that 

the existing literature does not provide a clear picture of the motivational effect of 

incentives on these two components, and that it is not clear whether it is increased initial 

performance or learning that causes incentive pay to lead to higher overall performance. 

 
5 Fixed-pay is like salary or a contracted lump-sum pay regardless of an employee’s performance 

over a finite period of time. 
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They use the an Erector Set assembly experimental task, in which subjects are required 

to use parts provided to assembly the “crane of a wrecker”. They find that incentive (i.e., 

piece-rate, goal-contingent) pay increases both the initial and overall performance, but 

not learning, and rationalize that if incentive pay does not reward learning directly, it 

might be easier to increase initial performance than subsequent performance. Both 

Bailey and Fessler (2001) and Bailey et al. (1998) did not provide learning opportunities 

to allow subjects to acquire skills necessary to perform the experimental task, yet they 

acknowledge its importance and call for future studies to do so. They also did not use 

tournament schemes, which are another type of incentive pay, that theoretically can 

motivate learning (Lazear and Rosen 1981; Hannan et al. 2008). 

Prior studies on compensation models (Bailey and Fessler 2001; Bailey et al. 

1998; Libby and Lipe 1992; Hannan et al. 2008) did not provide a direct measure of 

learning effort under incentives. This limits our understanding of the relationships 

between tournament schemes and learning effort and between learning effort and 

performance. Bonner and Sprinkle (2002) argue further that learning effort for skill 

acquisition and subsequent deployment of skill in the job (i.e., a case of learning 

outcome) should in principle have a positive effect on performance, explaining that “the 

positive effect of monetary incentives on performance would increase as skill-related 

training increases” (p. 330); however, they survey prior studies and find that none of 

them support this claim. Bonner and Sprinkle (2002) thus suggest that the prior studies 

have not employed the right task to enhance skills and as such no evidence showing 

that training enhanced skills in these prior studies. 

Moreover, very few studies have examined the relationship between tournament 

incentives and learning effort. Libby and Lipe (1992) and Hannan et al. (2008) are the 

only two empirical studies to do so. Libby and Lipe (1992) appear to be the only study to 

do so in the context of a training program. Libby and Lipe (1992) argue that learning 

effort has a positive impact on learning outcome; subjects who spent more time studying 

would be able to recall and recognize more of the learned information. Hannan et al. 

(2008), in contrast, infer learning (effort) from performance improvement over time, and 

“predict that this performance differential will increase over time because the higher 

effort expended by participants compensated via a tournament incentive scheme will 
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facilitate learning” (899) as do a large number of studies of learning in other contexts 

(Berger et al. 2013; Church et al. 2008; Sprinkle 2000; Mitchell and Silver 1990; Audia et 

al. 1996; Bloom et al. 1984; Foong et al. 2003; Christ et al. 2012; Waller 1988; Kellman 

et al. 2008; Campbell et al. 2011; Chow et al. 1988; Balafoutas and Sutter 2010; Chow 

1983; Charness et al. 2010; Fisher et al. 2005). But because these studies did not use 

tournament-only schemes and did not measure learning effort in the context of a training 

program, we cannot be sure how tournament schemes impact learning effort directly. 

The literature also suggests that we know little about the effect of providing 

relative performance feedback across different tournament schemes. Hannan et al. 

(2008) find that providing performance feedback can decrease performance under a 

winner-takes-all scheme, and call for further studies on relative performance feedback 

using other tournament schemes. In this thesis, I contrast the use of relative 

performance feedback under multiple-winner schemes and winner-takes-all schemes. 

 

1.2. Research Questions 

This thesis aims to address four research questions: 

1) What is the effect of tournament schemes on task effort and performance? 

2) Does providing relative performance feedback affect the relationship between 

tournament schemes and task effort? 

3) What is the effect of tournament schemes on learning effort, learning transfer 

and performance? 

4) Does providing relative performance feedback affect the relationship between 

tournament schemes and learning effort? 

To address the first question, I draw on tournament theory (Rosen and Lazear 

1981) to develop hypotheses about the relationship between tournament schemes and 
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task effort and about the relationship between task effort and job performance. 

Tournament theory is a useful lens to examine how tournament schemes can motivate 

employees to exert more effort on the task, thereby improving job performance. To 

answer the first question, I hypothesize a relationship between tournament schemes and 

effort level (H1) and a relationship between effort level and performance (H2). 

To address the second question, I draw on social comparison theory (Festinger 

1954) to develop hypotheses about the moderating role of relative performance 

feedback in the link between tournament schemes and task effort. Social comparison 

theory is a useful lens to explain how relative performance feedback can motivate 

employees to increase task effort and therefore performance, when there is a gap 

between their current performance and the required level of performance to attain a 

prize. To answer the second question, I hypothesize a moderating effect of providing 

relative performance feedback in the relationship between tournament schemes and 

effort level (H3). 

To address the third question, I draw on tournament theory to explain how 

tournament schemes can motivate employees to exert more learning effort for relevant 

skill acquisition. Tournament theory suggests that employees want to improve future 

performance in order to change the tournament outcome (e.g. to become winners and 

win the prize). When a relevant learning opportunity becomes available, they will exert 

effort to learn and acquire a skill necessary to better perform a job task that follows after 

the learning opportunity. Further, I draw on arguments in prior studies to develop 

hypotheses about a mediating role of learning transfer in the relationship between 

learning effort and job performance. A mediator is correlated with an independent 

variable and a dependent variable, because it is a result of the former and a cause of the 

latter (Derfuss 2009). Among the previous work, first, tournament theory (Lazear and 

Rosen 1981) suggests that learning effort improves performance. Second, Bonner 

(2008) argues that increased learning effort in the form of rehearsal and repeated 

practice6 will improve memory of knowledge, enabling employees to apply their learned 

skills to their job tasks. Third, Vera-Muñoz et al. (2001) suggest that executing if-then 

 
6 This thesis adopts this view of this very specific form of learning effort. 
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rules can effectively solve specific work-related problems, thereby improving job 

performance. To answer the third question, I hypothesize a relationship between 

tournament schemes and learning effort level (H4) and a mediating effect of learning 

transfer in the relationship between learning effort level and performance (H5). 

To address the fourth question, I draw on social comparison theory to argue that 

relative performance feedback can threaten employees’ self-image if they underperform 

relative to their peers, and can motivate them to learn harder in the hope that they can 

apply their new skills to the job task in order to improve the outcome (i.e., win the prize). 

To answer the fourth question, I hypothesize a moderating effect of providing relative 

performance feedback in the relationship between tournament schemes and learning 

effort level (H6). 

Summary table: the main hypotheses 

Item Hypothesis statement 

 Stage 1 

H1 Employees’ task effort in multiple-winner schemes is higher than that in 
winner-takes-all schemes. 

H2 More task effort leads to higher performance. 

H3 Relative performance feedback increases employees’ task effort more in 
multiple-winner schemes than in winner-takes-all schemes. 

 Stage 2 

H4 Employees’ learning effort in multiple-winner schemes is higher than that in 
winner-takes-all schemes. 

H5 Learning transfer mediates the relationship between learning effort and 
performance. 

H6 Relative performance feedback increases employees’ learning effort more in 
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multiple-winner schemes than in winner-takes-all schemes. 

 

1.3. Framework and Procedure 

The use of a two-stage framework and experimental design will help me 

determine how learning effort for relevant skill acquisition improves job performance. 

First, I need to know the expected job performance for employees performing a job task 

without a learning opportunity for relevant skill acquisition. To determine this, I start with 

an experimental stage in which employees do not get a learning opportunity prior to 

undertaking the task. I use this stage to investigate the impact of tournament schemes 

on task effort and performance. Next, I also need to evaluate how much performance 

improves after employees get a learning opportunity to acquire relevant skill acquisition. 

So I set a second stage in which employees get such a learning opportunity prior to 

undertaking the task. In the second stage, I investigate the impact of tournament 

schemes on learning effort and also whether learning effort impacts performance. 

Thus, the first stage focuses on the effect of tournament schemes on task effort, 

which affects performance. In it, I draw on tournament theory to examine the link 

between tournament schemes and task effort, and draw on tournament theory (Lazear 

and Rosen 1981), Kahneman (1973), and Bailey and Fessler (2011) to examine the link 

between task effort and performance. I also examine the moderating role of relative 

performance feedback in the link between tournament schemes and task effort. I draw 

on social comparison theory (Festinger 1954) to predict and explain this moderating 

effect of relative performance feedback. 

The second stage focuses on the effect of tournament schemes on learning 

effort, which affects learning transfer and job task performance. In the second stage, I 

draw on tournament theory to examine the link between tournament schemes and 

learning effort, and on tournament theory (Lazear and Rosen 1981), Kahneman (1973), 

and Bailey and Fessler (2011) to examine the link between learning effort and 

performance. Further, I draw on tournament theory (Lazear and Rosen 1981), Bonner 
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(2008), and Vera-Muñoz et al. (2001) to explain the mediating role of learning transfer in 

the link between learning effort and performance. I also examine the moderating role of 

relative performance feedback in the link between tournament schemes and learning 

effort, drawing on social comparison theory (Festinger 1954) to predict and explain this 

moderating effect. 

1.4. Importance and Application 

Tournament incentives are a common practice in many labour market settings 

(McGregor 2006; Rankin and Sayre 2011; Ashton 1990; Sprinkle 2003; Berger et al. 

2013; Casas-Arce and Martínez-Jerez 2009; Newman and Tafkov 2011; Hannan et al. 

2013). Similarly, McGregor (2006) documents that one-third of US corporations and one-

fourth of Fortune 500 companies use tournaments when promoting or firing employees 

and Dutcher et al. (2013) show that Fortune 500 companies employ tournament-based 

promotion for employees. In line with this, other studies show that tournament schemes 

play an important role in providing incentives in most companies that have hierarchical 

levels (Rankin and Sayre 2011; Bushman and Smith 2001). The prevalence of 

tournament schemes in the corporate world means that it is important to investigate the 

relationship between tournament schemes and the effort expended by employees on job 

tasks. 

Many Fortune 500 firms spend billions of dollars on instructional programs to 

improve workers’ productivity (Bonner 2008; Wexley and Latham 2002; Salas and Stagl 

2009). As of 2009, US firms were investing over $126 billion annually in learning 

initiatives, more than double the figure for a decade previously (Salas and Stagl 2009). 

Yet returns from these investments are low (Georgenson 1982; Swanson 2001; Yamnill 

and McLean 2001). Studies show that not more than 10 percent of the investment in 

learning initiatives are capitalized, in terms of the organizational benefit, in the form of 
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learning transfer to the job tasks in the operational environment7 (Georgenson 1982; 

Swezey and Llaneras 1997; Salas and Stagl, 2009; Swanson 2011). Organizations 

utilizing tournament schemes and learning initiatives can benefit from the findings of this 

thesis, gaining a better understanding of the effect of tournament schemes on learning 

effort and also of whether learning improves performance; this can aid in the continuous 

improvement of these schemes. 

Studies show that companies care about motivating learning and skill acquisition. 

Kelly (2010) states that 60 percent of Fortune 1000 companies have used the “balanced 

scorecard,” which Kaplan (2008) suggests has a gap where the employee learning and 

growth perspective is concerned and has viewed as “the black hole” of the balanced 

scorecard, meaning that none of its generic measures, such as employee satisfaction 

and morale or turnover, connects between improvements in human capital and improved 

financial performance of firms, and only a few scholars had investigated this gap. 

There is a growing interest among researchers in the field of management 

accounting in the effects of tournament-based incentives and relative performance 

feedback on job performance (Hannan et al. 2008; Hannan et al. 2013; Berger et al. 

2013). Hannan et al. (2008) point out that while it is important to understand how 

incentives and feedback can combine to improve performance and how changes to 

incentives may impact changes to feedback, it is not an easy task. 

 

 
7 Salas and Stagl (2009) assert that “only 10% of training expenditures transfer to the job 

(Georgenson, 1982) and a meagre of 5% of solutions are evaluated in terms of organizational 
benefits (Swanson, 2001)” (p. 59). “Many training programs are based upon the assumption 
that what is learned during training will transfer to new situations and settings, most notably the 
operational environment. Although U.S. industries are estimated to spend upwards of $100 
billion annually on training and development, only a fraction of these expenditures (not more 
than 10%) are thought to result in performance transfer to the actual job situation (Georgenson, 
1982). Researchers, therefore, have sought to determine fundamental conditions or variables 
which influence transfer-of-training, and to develop comprehensive theories and models that 
integrate and unify knowledge about these variables” (Swezey and Llaneras 1997, p. 532). 
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1.5. Contributions to the Literature 

This thesis addresses the concerns expressed by Bonner and Sprinkle (2002) 

that “much additional research is needed to understand how training and monetary 

incentives combine to affect performance, especially since training is thought to be a 

significant determinant of performance in many accounting-related tasks” (Bonner and 

Sprinkle 2002, p. 330). 

To address the relationship between incentives and learning, I use tournament 

schemes. Tournament theory suggests that there is a relationship between tournament 

schemes and learning of skills. Employees can apply learned skills to a job task to 

improve performance. A contest provides incentives for individuals to acquire skills 

before they perform a job task (Lazear and Rosen 1981). 

Measurement of effort is important in the tournament model. For instance, 

tournament theory (Lazear and Rosen 1981) suggests that the ideal compensation 

should be based on effort. In the tournament model, effort is the input of performance, 

which in turn is an imperfect measure of effort (Lazear and Rosen, 1981; Irlenbusch 

2006; Schwartz et al., 2007). Performance is a function of effort and luck (Lazear and 

Rosen 1981), and employees should be evaluated and compensated based on what 

they can control for (i.e., effort), not what they cannot control (i.e., luck). Assuming effort 

leads to performance perfectly, if direct measures of effort are feasible, basing 

compensation on effort would be the best. Bonner and Sprinkle (2002) suggest that it is 

important to understand the various components of the effort construct to determine how 

to maximize the effectiveness of monetary incentives and design better compensation 

schemes. They note that while firms may restructure incentive schemes in an attempt to 

enhance performance, if restructured aspects of incentive schemes do not target the key 

dimensions of effort, restructuring may not be effective. 
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1.5.1. First Contribution 

The first contribution of this thesis is methodological: It provides a direct 

measurement of effort to verify the relationship between effort and performance. Its 

novel methodology, using an eye-tracker, measures pupil dilation, which reflects the 

intensity of effort, and also measures effort duration or total fixation time for the task. 

This approach shows the advantage of using effort intensity to investigate the 

relationship between effort and performance, which has been assumed in the literature, 

but not yet verified empirically (Mauldin 2003). 

Prior studies (Church et al. 2008; Hannan et al. 2008; Berger et al. 2013) often 

infer effort on the basis of performance and assume effort is equivalent to performance. 

These prior studies have not measured effort directly; and certainly, it can be costly to do 

so. For instance, Fehrenbacher (2013) mentions costs associated with gathering 

information and measuring employee effort.8 Other studies (Lazear and Rosen 1981; 

Sprinkle 2000; Church et al. 2008; Mauldin 2003; Newman and Tafkov 2011) indicate 

that it is difficult to directly observe effort without the aid of a technological device. 

Perhaps because prior studies did not use appropriate technology to derive an accurate 

measurement of effort, we cannot be sure about the relationship between effort and 

performance or about which dimension of effort would lead to more effective 

performance. 

A few studies do suggest ways to directly measure effort. Mauldin (2003) points 

out that effort duration is the most commonly used measure of effort in prior research. 

Other studies also promote using effort duration (Catrambone and Yuasa 2006; Cloyd 

1997; Sprinkle 2000; Foong et al. 2003; Fisher et al. 2005; Chua 2010). Mauldin (2003) 

and Towry (2003) suggest that effort intensity is less easily observable, which offers an 

opportunity for future research. 

 
8 “Costs involved when observing the employee (information costs) typically deter the employer 

from gathering perfect information about the employee’s effort level, which is why shirking is 
difficult to observe” (Fehrenbacher 2013, p. 18). 
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My novel methodology using an eye-tracker measures pupil dilation, which 

reflects intensity of effort. I use this measure of effort intensity to evaluate assumptions 

about the relationship between task effort and performance. By benchmarking with effort 

duration, this thesis shows the utility of using effort intensity to verify the relationship 

between effort and performance (Mauldin 2003), and demonstrates that effort intensity 

has a stronger impact on performance than effort duration does. In this way, this thesis 

makes a methodological contribution to the literature on the direct measurement of effort 

and on which dimension(s) of effort lead(s) to performance. The eye-tracking device 

provides a detailed measurement of effort that is not accessible with conventional 

methodologies. 

Without direct measurement of effort, our understanding of the relationship 

between tournament schemes and effort will be limited. By providing a direct 

measurement of effort intensity and using tournament schemes, this thesis allows a 

better theoretical understanding of the motivational effect of tournament schemes on 

task effort. 

1.5.2. Second Contribution 

The second contribution of this thesis is to clarify and provide evidence of the 

relationship between learning and performance. Bonner and Sprinkle (2002) point out 

that prior studies have failed to discern the effect of learning on performance because 

the training task in these studies does not seem to enhance skill. Bonner and Sprinkle 

(2002) comment: “the task employed by Baker and Kirsch (1991), immersing one’s hand 

in ice water for as long as possible, appears to be far more sensitive to effort than to 

skill, so that training likely did not have much of an effect on performance” (Bonner and 

Sprinkle 2002, p. 330). If the right training tasks are employed to enhance skill, Bonner 

and Sprinkle (2002) argue learning should improve performance. Further, Bonner and 

Sprinkle (2002) survey prior studies and find that none of them provide a good test of 

how learning interacts with incentives to affect performance. The few scholars who have 

investigated this matter infer learning from performance; for instance, Bailey and Fessler 

(2011) and Bailey et al. (1998) decompose overall performance into two components: 

the initial performance and the rate of improvement from the initial performance, which 
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they conceptualize as “learning,” and find that incentive pay (i.e., piece-rate, goal-

contingent pay) can only induce more effort for initial performance, not learning. They 

acknowledge the importance of providing learning opportunities to allow subjects to 

acquire (i.e., learn) skills to enhance performance, and call for future studies to do so. 

The lack of empirical research on the effect of learning on performance by studies like 

these (and thus of evidence showing that training/learning enhance skills) means that we 

cannot be sure whether learning improves performance or whether and how it interacts 

with incentives to affect performance. 

This thesis shows a positive effect of learning on performance when tournament 

schemes are used, which prior studies such as Bailey et al. (1998) and Bailey and 

Fessler (2011) did not use. I use the two types of tournament schemes in the literature 

(Kalra and Shi 2001): multiple-winner schemes and winner-takes-all schemes. Kalra and 

Shi (2001) define winner-takes-all schemes as those that reward a single winner, 

whereas multiple-winner schemes are those that reward multiple winners such that 

every winner gets an equal share of the reward.9 

I will show that multiple-winner schemes can motivate individuals to exert more 

learning effort than winner-takes-all schemes; and that increased learning effort leads to 

performance improvement. This means that tournament-based incentives and learning 

can combine to improve performance. In this way, this thesis addresses the concerns in 

Bonner and Sprinkle (2002), Bailey et al. (1998), and Bailey and Fessler (2011). In this 

regard, this thesis contributes to management accounting research for the positive 

effects of tournament schemes and learning on task effort, learning effort, and 

performance. 

The remainder of this thesis is organized as follows. In Chapter 2, I discuss 

further the relevant literature and develop my hypotheses. In Chapter 3, I describe the 

experimental method used to test the hypotheses. In Chapter 4, I analyze the 

 
9 In a multiple-winner scheme, prizes may not have to be equal; instead, there can be distinct 

prizes. However, their effect on performance should not be different. Dechenaux et al. (2012) 
note that multiple but distinct prizes do not result in higher effort or performance than multiple 
but identical prizes. For simplicity, I make prizes equal among winners in the multiple-winner 
scheme. 
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experiment results. In Chapter 5, I discuss the findings of the analysis. In Chapter 6, I 

provide conclusions and review my contributions to the management accounting 

literature. 



 

18 

Chapter 2.  
 
Theory and Development of Hypotheses 

2.1. Introduction 

In this chapter, I support and develop the model and hypotheses about the effect 

of tournament schemes on task effort, learning effort, and performance. I use a two-

stage framework to test the hypotheses. In the first stage, I investigate the effect of 

tournament schemes on performance without any learning opportunity, and in the 

second stage, I investigate the effect of tournament schemes on performance with a 

learning opportunity. I use this two-stage framework to investigate how tournament 

schemes motivate learning effort, resulting in performance improvement. 

 

[Insert Figure 1] 

 

The tournament model is appropriate for this two-stage framework. Tournament 

theory (Lazear and Rosen 1981) suggests that tournament incentives have two 

dimensions: one for motivating effort expended on the job task, and another for 

motivating learning effort for relevant skill acquisition. For instance, tournament theory 

(Lazear and Rosen 1981) suggests that “two dimensions of incentives need to be 

distinguished: one is investment or skill acquisition10 prior to the time a work activity is 

entered and the other is the effort expended, after skills have been acquired, in a given 

work situation or play of the game” (p. 2). In other words, employees can improve 
 
10 “All workers are born unskilled, and they make skill investment decisions before entering the 

labour market” (Fang and Moro 2011, p. 152). 
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performance by increasing task effort, by applying their learned skills to a job task, or 

both. In the same vein, Gibbons and Waldman (1999) comment that tournament 

incentives have two dimensions: one for motivating effort, and another for motivating 

employees to acquire relevant skills. 

In this theoretical review, for the first stage of this thesis, I conceptualize and 

define tournament schemes and task effort. I review tournament theory (Lazear and 

Rosen 1981) and explain the link between tournament schemes and task effort. 

Tournament theory is a useful lens to examine this relationship: It asserts that all other 

things being equal, employees in a tournament situation choose their effort level based 

on the probability of winning. I then define job performance, and draw on tournament 

theory (Lazear and Rosen 1981), Kahneman (1973), and Bailey and Fessler (2011) to 

explain the link between task effort and job performance. 

Next, I define relative performance feedback, and draw on social comparison 

theory (Festinger 1954) to explain the moderating role of relative performance feedback 

on the link between tournament schemes and task effort. Social comparison theory 

helps to explain the role of relative performance feedback in the tournament setting. It 

asserts that when relative performance feedback indicates that the prize is unattainable, 

such feedback will threaten employees’ self-images; conversely, when relative 

performance feedback indicates the prize is attainable, such feedback will improve 

employee’s self-images. To avert this threat to their self-images, employees are willing 

to exert more effort. Therefore, feedback may motivate employees to exert more or less 

task effort, depending on the nature of the feedback. 

For the second stage of this thesis, I conceptualize and define learning effort, 

and use tournament theory to investigate the relationship between tournament schemes 

and learning effort. I explain how tournament-based schemes motivate employees to 

exert learning effort for relevant skill acquisition in the hope of increasing their chance of 

winning a tournament prize. I define learning transfer, and draw on tournament theory 

(Lazear and Rosen 1981), Bonner (2008), and Vera-Muñoz et al. (2001) to provide the 

premises in my argument for the mediating role of learning transfer in the relationship 

between learning effort and job performance. I argue that more learning effort enables 
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more learning transfer, resulting in higher performance. First, tournament theory (Lazear 

and Rosen 1981) suggests that learning causes performance change. Second, Bonner 

(2008) argues that rehearsal and repeated practice strengthen the memory of the 

knowledge or skill, which enables individuals to retrieve such knowledge from memory. 

Third, Vera-Muñoz et al. (2001) assert that applying specific if-then rules can solve work-

related problems better than applying broad rules can. Based on these three studies, I 

argue that learning transfer mediates the relationship between learning effort and 

performance. 

I use social comparison theory to investigate the moderating role of relative 

performance feedback in the relationship between tournament schemes and learning 

effort. Social comparison theory suggests that all else equal, employees want to perform 

as well as their peers. If every employee has a learning opportunity that he or she can 

use to improve performance, all employees will exert as much learning effort as their 

peers, so that they can maintain or improve their performance ranking; conversely, if 

employees do not learn as much as their peers, their relative performance ranking will 

likely slip. This may be less of a concern for the top performers, because they can still 

remain at the top even if their relative performance ranking slips a bit; but it will be more 

of a concern for average performers or performers who are not ranked high enough, 

because they may lose a chance to win a prize. The theory also asserts that employees 

anticipate whether relative performance feedback will indicate whether the prize is 

attainable. Favourable performance feedback indicates the prize is more attainable, 

while unfavourable performance feedback indicates it is (more) unattainable. Therefore, 

performance feedback motivates employees to exert more or less learning effort, 

depending on whether they have any hope of winning a tournament prize. 
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2.2. Hypothesis Development 

2.3. Stage one: Pre-Learning Period 

2.3.1. Tournament Schemes 

In tournament, performance ranks are determined based on contestants’ output. 

Based on their ranks, the tournament divides contestants into two groups: winners and 

non-winners. A winner will get a prize, whereas a non-winner will not (Lazear and Rosen 

1981). Because tournament incentives determine the final rank of contestants only when 

the competition concludes, the contestants’ final rank is uncertain while the competition 

is ongoing. This induces contestants to sustain their effort until the competition is over 

(Berger et al. 2013). In other words, contestants exert and sustain their effort to increase 

or maintain their chance of winning a tournament prize until the completion of the 

tournament (Lazear and Rosen 1981; Berger et al. 2013). 

Competition for a tournament award is the central incentive the tournament uses 

to motivate effort (Lazear and Rosen 1981). Overall research evidence supports the 

claim that competition reduces shirking and increases effort (Devers et al. 2007)11, and a 

tournament incentive is a competition in which contestants compete for a limited number 

of prizes. Tournament theory (Lazear and Rosen 1981) suggests that firms often use the 

intra-firm promotion contest, which aims to motivate more effort among contestants in 

the same firm. For example, they argue that in organizations that offer differentiated pay 

at distinct promotion or position levels (i.e., junior accountants, immediate accountants, 

assistant controllers, controllers, directors), the existence of high-paying managerial 

positions provides an incentive for all employees to strive to achieve one of those 

positions. Similarly, Konrad (2007) finds that organizations often base promotion 

decisions on relative performance, and reward only a small set of their best-performing 

employees. Other studies also show that organizations commonly use tournament-

 
11 However, some studies find that greater pay dispersion negatively affects group coordination, 

indicating that differentiated pay among team members can have “substantive consequences 
for how the team functions as a group” (p. 1024). 
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based promotions that involve only a limited number of promotions to higher managerial 

positions (Clark and Riis 1998; Zábojník 2012; Dutcher et al. 2013; Berger et al. 2013). 

Cason et al. (2010) and Kalra and Shi (2001) suggest that the majority of 

tournament studies either use winner-takes-all schemes or multiple-winner schemes that 

have fixed rewards. Kalra and Shi (2001) document various incidences of multiple-

winner tournaments in the corporate world12, showing that the winner-takes-all approach, 

though it tends to prevail in business, is not the only option used; allowing multiple 

winners to share the prize equally may be perceived as advantageous. 

Winner-takes-all and multiple schemes differ with respect to the probability of 

winning, due to the number of winners in each scheme. In winner-takes-all schemes, the 

probability of winning is 1/n, because there can only be a single winner out of a pool of n 

competitors. For a large pool of individuals, the value of 1/n can be very low or close to 

zero. In multiple-winner schemes, in contrast, the winning probability is m/n because 

there are m winners out of a pool of n competitors. For a large pool of individuals, the 

probability value of m/n will not necessarily be very low, assuming m is not small 

compared to the n. 

Both winner-takes-all and multiple-winner schemes are used in practice in 

various contexts. For instance, tournament theory (Lazear and Rosen 1981) posits the 

president or CEO position as the prize that vice-presidents compete for. This is typical of 

winner-takes-all schemes. Matsumura et al. (2006) examine the effectiveness of a postal 

service provider’s efforts in South Korea to motivate 214 stores to increase profit. The 

 
12 “In a contest conducted by the computer system division of Toshiba, the top two sales 

representatives were given $40,000. The second prize of $5,000 was given to 60 employees. 
Another 100 employees received an award of $500 (Business Wire 1997). The American 
Express establishment service awards their top 75 employees with a “lavish jaunt” including 
cash (Sales and Marketing Management 1998). Merrill Lynch awards their top 100 brokers with 
trips to London; the second award of new computers is given to 95 brokers; and 175 brokers 
are awarded the third prize of $1,000 (Wall Street Letter 1995). These anecdotes reveal 
puzzling differences both in the number of winners that are given rewards and in the variations 
in the amounts awarded between ranks achieved in the contest. These stylized facts raise the 
question of what the optimal sales contest design should be to induce maximum effort from the 
sales force” (Kalra and Shi 2001, p. 171). 
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tournament scheme recognized the top 50 percent of all stores as winners, which is an 

example of a typical proportion in multiple-winner schemes. 

I follow Hannan et al.’s (2008) approach to designing a winner-takes-all 

scheme13; they recognize the top 10 percent of participants as winners14, in contrast to a 

typical winner-takes-all scheme, in which the winner will have to outperform all other 

participants. Several studies assert that a typical winner-takes-all scheme should have 

only one winner (Waldman 2007; Barnes et al. 2004; Kalra and Shi 2001; Hannan et al. 

2008). For instance, Waldman (2007) states that “the tournament ends when a single 

winner remains” (p. 14). Hannan et al. (2008) state that “the winner of the tournament 

receives the highest prize (such as bonus or promotion)” (p. 894). 

I follow Harbring and Irlenbusch’s (2003; 2008) approach to designing a multiple-

winner scheme. They recognize half (the top 50 percent) of the participants as winners, 

and find that this kind of tournament scheme induces the highest productive effort. 

Specifically, they find that subjects’ indicated productive effort level is higher when half of 

the competitors are winners than when the fraction of winners is one-third or two-thirds. 

Based on Harbring and Irlenbusch (2008), I identify half of the participants as winners in 

multiple-winner schemes. This means the winners in multiple-winner schemes have to 

rank above the top 50 percent of all participants. 

 

2.3.2. Task Effort 

Bonner and Sprinkle (2002) suggest that effort has four dimensions: effort 

intensity, effort duration, effort direction, and effort toward problem-solving. I use effort 

intensity and effort duration as my two measures of effort expended on a symbol-

 
13 In my study, participants are informed that they will get a bonus if their rank is higher than the 

top 10 percent of all previous participants in their group. 
14 Vandegrift and Holaday (2012) suggest that the group size in a tournament scheme does not 

matter if the proportion of winners is set as a percentage. “An individual’s expected payoff for 
added effort is the same if the top 20% receive awards regardless of whether there are 10 
competitors or a hundred” (p. 185). 
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matching task, following Malmi and Brown (2008). Effort duration is the conventional 

measure of task effort in prior research (Mauldin 2003); theoretically, effort intensity 

using pupil size will be a better measure of task effort than effort duration, because it 

essentially captures total cognitive resources applied toward a task15 (Kanfer 1990; 

Bonner and Sprinkle 2002). In this thesis, because there is only one required activity (to 

match a symbol with an identical one a person has seen previously), effort direction is 

not used to measure task effort. Regarding effort intensity, the more intensive the visual 

attention participants devote to matching symbols, the more likely is higher performance. 

For effort duration, the more time participants spend on matching symbols, the more 

likely is higher performance. 

 

Effort intensity 

Effort intensity refers to the amount of attention an individual devotes to a task, or 

how hard the person works (Bonner and Sprinkle 2002). Kahneman (1973) suggests 

that the intensity of visual attention is identified with effort16, and notes that in his work 

related to a capacity theory, the terms “exerting effort” is often synonymous with “paying 

attention.”17 Kahneman (1973) surveys a number of eye-tracking studies, and concludes 

that pupil size increases with the difficulty level of a task. Kahneman (1973) 

recommends dilation of the pupil as the best single index and the most useful autonomic 

indicator of effort. Kahneman and Beatty (1966) found that pupil dilation reflects 

cognitive load on memory, and increases when subjects respond to the presentation of a 

 
15 One may argue that the same level of effort intensity but longer effort duration would use more 

cognitive resources, making effort duration also relevant for the total cognitive resources. Even 
in this case, effort intensity seems to be more important and sensitive to the total cognitive 
resources than effort duration does; effort duration is dependent on effort intensity, not the 
other way around. 

16 “The intensive aspect of attention is identified with effort” (Kahneman 1973, p. 12). 
17 “Capacity theory is a theory of how one pays attention to objects and to acts. In the present 

work, the terms “exert effort” and “invest capacity” will often be used as synonymous for “pay 
attention”” (Kahneman 1973, p. 8). One may argue that exerting effort and paying attention may 
not be the same (i.e., one can exert intensive effort without great attention). However, for 
present purposes this may not contradict Kahneman (1973)’s capacity model for visual 
attention, which suggests that the inverse is still true: paying attention is identified with effort 
(i.e., one cannot pay great attention without exerting intensive effort). 
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telephone number. They required participants to memorize a string of digits or a list of 

words, or to transform a string of digits (adding one to each digit), and then to 

immediately recall them. Pupil dilation increased when each digit was presented and 

decreased when each digit was reported back. This implies that dilation of pupils 

happens even when there is no visual attention, which is acknowledged in Kahneman 

(1973): “The relation between attention and pupillary dilation is maintained even in the 

absence of specific task instructions: Libby, Lacey, and Lacey (1973) observed dilations 

of the pupil when the subject merely looked at pictures. The largest dilations occurred 

while looking at “interesting” and “attention-getting” pictures” (Kahneman 1973, p. 19). In 

this sense, pupil dilation reflects the cognitive load on memory, which may function on its 

own without visual stimulus. 

Kahneman and Beatty (1966) found that pupil dilation increased more when the 

task was more demanding (e.g. when a person was solving mathematical multiplications 

or when a person was memorizing words, as opposed to numbers) (see also Hess and 

Polt 1964; Kahneman 2011). Hyönä et al. (1995) investigate changes in pupil dilation 

during translation tasks with two levels of difficulty, and show that pupil dilation increases 

during the translation task compared with the pre-trial baseline, and increases more with 

difficult words than with easy ones. Hyönä et al. (1995) demonstrate that pupillary 

response reflects cognitive load when participants translate languages. In the same vein, 

Just and Carpenter (1993) state that the pupillary response indicates how hard the brain 

works. 

Kahneman (1973) further suggests that attention requires selection of stimuli or 

objects. Similarly, Birnberg et al. (2006) refer to visual attention as the allocation of 

attention to information (p. 123). Kahneman’s (1973) psychological view of selective 

attention (the visual recognition of specific stimuli) and how it relates to the activation of 

cognitive structures is associated with energy release from neurons during cognition. He 

explains that appropriate input from the outside world is key to releasing energy 

contained in a cognitive structure, and causes it to generate outputs, which then serve 

as a key to activate other (neural and cognitive) structures. Libby and Lipe (1982) follow 

Kahneman’s (1973) view and suggest that visual attention is the input of energy release 

from neurons for the conduct of mental activities. Russo and Dosher (1983) define effort 
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as the amount of cognitive resources (e.g. memory, judgement) required for performing 

a task. 

I follow Kahneman’s (1973) view, and recognize that effort is the intensity of 

visual attention. In this thesis, effort intensity refers to the intensity of visual attention a 

participant devotes to a symbol-matching task during a fixed period of time. A symbol-

matching task requires visual attention, since participants need to match a presented 

symbol with a symbol that they saw earlier. This symbol-matching task requires and 

consumes their cognitive resources (e.g., memory). In response, their pupil size 

increases, which reflects the cognitive load on their memory. The eye-tracker measures 

average pupil diameter when a participant fixates on the symbol-matching area. Hyönä 

et al. (1995) suggest that the pupil dilation should be compared with a baseline, for 

instance, with pupil dilation in the initial period (the beginning of the task, as compared to 

the end18 of the same task). The more intensely they devote and sustain their visual 

attention to the symbol-matching task, the more their pupil size increases from the 

baseline. 

  

Effort duration 

Effort duration refers to the length of time an individual devotes cognitive and 

physical resources to a task or how long the person works (Malmi and Brown 2008; 

Mauldin 2003). Bonner (2008) describes effort duration as the length of time spent on 

information search and evaluation. Several studies have used time to measure effort 

duration; since it is duration, the only way to measure it would be time. For instance, 

Tafkov (2013) measures effort as amount of time spent solving problems. Tafkov (2013) 

finds that participants under performance-based incentives spend more time solving 

problems. Cloyd (1997) examines the joint effects of prior knowledge and accountability 

on performance in a tax research task, and finds that when an information search is 

available, increased effort duration (i.e., time) improves search effectiveness, defining 
 
18 Given that tournament schemes motivate subjects to exert and sustain their effort until the 

conclusion of the tournament (Berger et al. 2013), one might expect the end of the task to be 
an appropriate place to take a measurement against baseline. 
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time as minutes spent performing the information search and post-search evaluation 

phases of the experimental task. Cloyd (1997) argues that accountability is expected to 

improve performance through increased task effort (as measured by time or effort 

duration). 

In this study, effort duration refers to the length of fixation time participants spend 

looking at a specific area in the symbol-matching activity. The eye-tracker measures the 

length of time that a participant fixates on the symbol-matching area. 

 

2.3.3. Tournament Schemes and Task Effort 

Tournament theory (Lazear and Rosen 1981) proposes that employees choose 

their effort level in a tournament scheme based on two conditions: reward spread and 

probability of winning (Vandegrift et al. 2007). When the reward spread is constant, 

participants make their effort choice based on the probability of winning. Tournament 

theory (Lazear and Rosen 1981) provides a cost-and-benefit analytical framework to 

guide the prediction of the employees’ effort level. In particular, they show that if the 

probability of winning increases, the expected payoff is higher and the perceived 

marginal benefit of effort increases, motivating employees to exert more effort. The 

perceived marginal benefit of effort may also be understood as the incremental benefit of 

exerting additional effort. When the probability of winning is higher, the person will more 

likely win the prize if s/he exerts additional effort. For instance, when a runner is very 

close the finish line while running slightly ahead of other runners, s/he will probably 

maintain his/her pace or even speed up. This runner has no reason to slow down, unless 

s/he is very tired. 

By the same logic, when the probability of winning decreases, the expected 

payoff is lower, and the perceived marginal benefit of effort decreases. As a result, 

employees exert less effort or even give up. For instance, Konrad (2007) argues that 

once the probability of winning is low enough in a tournament scheme, it may not be 

motivational, using an analogy: The majority of economists have no real chance of 



 

28 

winning a Nobel Prize, so that working with the aim of winning this prize could 

demotivate people or induce them to give up on their research work. 

Harbring and Irlenbusch (2008) suggest that an increased probability of winning 

motivates individuals to exert their optimal effort, and argue that employees may 

perceive the fraction of winners, that is, the ratio of the number of winners to the number 

of contestants, as the probability of winning in equilibrium. They draw on achievement 

motivation theory (Atkinson 1958) to enhance tournament theory (Lazear and Rosen 

1981) by explaining the link between the fraction of winners and the effort level. In 

tournament theory, effort level should be optimal when the probability of winning is one, 

or close to one. However, they find that in fact effort is lower when the fraction of winners 

becomes larger. For example, they find that effort is lower when the fraction of winners is 

two-thirds than when it is one-half. They use achievement motivation theory to 

rationalize the observation that, at some points, effort does not increase linearly with the 

fraction of winners. In this sense, achievement motivation theory posits an inverted-U 

relationship between motivation and self-efficacy (or expectancy) (Vancouver et al. 

2008). 

Achievement motivation theory suggests that effort intensity has three factors: 1) 

subjective expectancy of success, 2) incentive value of success, and 3) motivation to 

achieve success. The subjective expectancy of success is represented by the probability 

of winning. The incentive value of success is represented by (1 - the probability of 

winning); the rationale for its effect is that as the perceived difficulty of a task increases, 

subjects take more pride in accomplishing it. The motivation to achieve success is 

represented by the award spread, which is the prize difference between the winner(s) 

and non-winner(s); when the award spread is large, it motivates subjects to exert more 

effort in order to win a larger prize. 

Achievement motivation theory suggests that effort intensity is highest when the 

expected value of [(probability of winning) * (1 - probability of winning) * spread] is 

maximal. For a given prize spread, effort is maximal when the probability of winning is 50 

percent. Based on this theory, Harbring and Irlenbusch (2003; 2008) show that effort is 

higher in tournaments where the fraction of winners is one-half than when it is one-third 



 

29 

or two-thirds. When the fraction of winners is one-third, they argue that one-third of 

individuals may quit, while the remaining two-thirds would exert the maximal effort, and 

when the fraction of winners is two-thirds, effort level will be lower compared to when it is 

not only one-half but also one-third (Orrison et al. 2004; Irlenbusch 2003). In this case, 

they argue that the challenge is not sufficient to induce employees’ optimal effort. 

Tournament theory (Lazear and Rosen 1981) proposes that a tournament will 

motivate individuals to exert more effort than a piece-rate scheme. In piece-rate 

schemes, employees’ absolute performance, as determined by their units of output, is an 

important criterion for the rewards they will earn. Tournament incentives eliminate 

common risks (that is, the common variation to absolute performance that affects all 

employees performing the same task) to employees’ absolute performance and 

therefore motivate employees to exert more effort in a given task. Tournament theory 

(Lazear and Rosen 1981) models output as a function of effort and common risk: 

Employees can control the effort they put into the task, but they do not have control over 

common risk. After excluding common risks to every employee, a tournament-based 

scheme can reveal who really exerts the most effort and give that person a higher 

performance ranking and compensation. In anticipating this, employees would be 

motivated to work harder under a tournament scheme than they would under a piece-

rate scheme. 

Tournament theory (Lazear and Rosen 1981) suggests that common risk can 

take the form of activity-specific measurement errors. Examples include biased 

performance evaluations or machine-generated errors19 in the calculation of employees’ 

income. For instance, when a superior always gives employees bad performance 

evaluations, their income will be negatively impacted. Risk-averse employees would 

dislike bearing this common risk to their income, and as a result would prefer tournament 

schemes that eliminate this common risk. 

 
19 “[Workers] J and K may have the same supervisor whose biased assessments affect all 

workers similarly. This is similar to monitoring all workers by a mechanical counting device that 
might run too fast or too slow in any given trial” (Lazear and Rosen 1981, p. 857). 
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For instance, assume workers are paid by the hour, as calculated by a 

monitoring device (i.e., a time clock). When the monitoring device is defective, it will add 

uncertainty to every worker’s income. Risk-averse employees will dislike this risk or 

uncertainty regarding their income. Their effort level will remain the same, yet their 

income will be volatile. Risk-averse employees would then prefer tournament schemes 

that eliminate this risk, or would require a higher compensation for this increased risk 

(assuming that the defective time clock cannot be fixed as immediately as risk-averse 

employees would, presumably, ideally like). 

Common risk can also take the form of firm-wide risk, for instance an economic 

downturn, in which employees’ outputs decline in absolute terms if the firm is not doing 

well, and all employees’ income is negatively affected, even if their effort level is the 

same as before the downturn. However, these employees’ outputs do not decline in 

relative terms compared to their colleagues’ outputs in the same firm. Risk-averse 

employees will not want to bear this firm-wide risk to their income, and will again prefer 

tournament schemes.20 

Tournament theory (Lazear and Rosen 1981) argues that risk-averse employees 

will prefer a tournament scheme to a piece-rate scheme because of the elimination of 

common risks to their income. Tournament schemes reduce the risk borne by risk-

averse employees. Due to this elimination of common risk to employees’ income in 

tournament schemes as opposed to piece-rate schemes, risk-averse employees are 

willing to exert more effort to perform the same task. Gong et al. (2011) also suggest 

that, in general, tournament schemes will induce more effort and performance than 

piece-rate schemes—assuming there are some risk-averse employees in the workforce, 

tournament schemes will motivate them to exert more effort, and even if all other 

employees’ efforts remain the same, the average performance of all employees will 

improve. 

 
20 Lazear and Rosen (1981) note that the common risk does not affect risk-neutral employees, 

who would be indifferent between a tournament scheme and a piece-rate scheme in the same 
situation. 
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Also based on tournament theory and prior studies (Hannan et al. 2008; Harbring 

and Irlenbusch 2008), and specifically the research perspectives presented above, I 

argue that employees in multiple-winner schemes will exert more effort than those in 

winner-takes-all schemes, because the probability of winning in multiple-winner schemes 

is higher than the probability in winner-takes-all schemes due to the higher fraction of 

winners. 

I use two measures of effort expended on the task. The first measure of task 

effort is effort intensity as measured by changes in pupil dilation from a baseline. The 

second is effort duration as measured by fixation time on the symbol-matching area. 

For the comparison between multiple-winner schemes and winner-takes-all 

schemes with two measures of task effort, I set two sub-hypotheses: 

H1a: Employees’ effort intensity in multiple-winner schemes is higher than that in 

winner-takes-all schemes. 

H1b: Employees’ effort duration in multiple-winner schemes is higher than that in 

winner-takes-all schemes. 

For the comparison between multiple-winner schemes and piece-rate schemes 

with two measures of task effort, I set two sub-hypotheses: 

H1c: Employees’ effort intensity in multiple-winner schemes is higher than that in 

piece-rate schemes. 

H1d: Employees’ effort duration in multiple-winner schemes is higher than that in 

piece-rate schemes. 

For the comparison between winner-takes-all schemes and piece-rate schemes 

with two measures of task effort, I set two sub-hypotheses: 

H1e: Employees’ effort intensity in winner-takes-all schemes is higher than that in 

piece-rate schemes. 
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H1f: Employees’ effort duration in winner-takes-all schemes is higher than that in 

piece-rate schemes. 

 

2.3.4. Job Performance 

Job performance is the extent to which an employee takes actions that contribute 

to the attainment of an organization’s objectives (Campbell et al. 1993). Job 

performance defined this way can be perceived by the employee’s superior or the firm 

as an objective measure of his/her performance. If an organization’s objectives can be 

broken down into individual actions (and viewed as their product), performance implies 

proficiency in the actions relevant to the job (Campbell 1993). For instance, if the job 

requires problem-solving, the more that the person in the job correctly solves problems, 

the more likely it is that they will further the organization’s objectives—this is good 

performance. Poor performance, in contrast, implies that employees’ actions are not 

helping attain the organization’s objectives, or that they are not proficient in key actions 

relevant to the organization’s objectives. 

Campbell et al. (1993) propose a classification of performance into eight 

dimensions.21 Of these dimensions, I focus on one, the dimension of job-specific task 

proficiency. Kyllonen et al. (2005) define this as proficiency at “core tasks central to 

one’s job” (p. 160); that is, by definition, the focus is shifted from general performance at 

the job level to ability at the job’s core tasks. Assume, for example, that a translation 

shop’s objective is to produce as many high-quality outputs (translations) as possible. A 

translator’s job would then be to produce as many high-quality translations as s/he can; 

there need not be a trade-off between quality and quantity when it is easy to achieve 

perfect translations in a symbol-matching task, and one just needs to produce more of 

these; and in a case like this, translation quality as measured by the number of correct 

 
21 Namely, (1) job-specific task proficiency, (2) written and oral communication proficiency, (3) 

demonstration of effort, (4) maintenance of personal discipline, (5) facilitation of peer and team 
performance, (6) supervision/leadership, (7) management/administration, and finally (8) non-
job-specific task proficiency (Latham and Stuart 2007, p. 108). 
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translations in a symbol-matching task can be a binary variable (i.e., either of a mistake 

or a correct response). Performance would involve taking actions that lead to more high-

quality translations; proficiency would be the ability to take these actions; and 

performance evaluation would measure the extent to which the translator has taken the 

right actions. For a translation task, it would be appropriate to define job performance as 

the number of correct translations (Anderson and Dekker 2009). 

2.3.5. Effort and Job Performance 

Tournament theory posits that performance is a function of effort (Sloof and 

Praag 2010; Casas-Arce and Martínez-Jerez 2009; Lazear 1995). Similarly, Kahneman 

(1973) suggests that greater intensity of visual attention (which is related to effort) leads 

to improved performance. 

Bailey and Fessler (2011) suggest that the link between effort and performance 

is strong in a routine production task, where an individual can easily see an immediate 

increase in the output as a result of increased effort. In a puzzle-solving task22, in 

contrast, they argue that the link is weaker since an individual needs to exercise some 

judgement and expertise or to apply learned skills, and an individual may increase effort 

without immediate impact on performance.23 Similarly, Hartmann and Slapničar (2012) 

and Bonner et al. (2000) suggest that the relationship between effort and performance is 

stronger for jobs with lower task uncertainty (like routine tasks). Taking its lead from 

these researchers, this thesis uses a routine production task to test the causal 

relationship between task effort and performance: a symbol-matching activity in which 

one correct translation is recognized as one unit of performance. In this way, translation 

quality can be treated as a binary variable (either a mistake or a correct response), not a 

gradient variable. 

 
22 Bailey and Fessler (2011) mention that “puzzle-solving tasks are higher in complexity than 

routine production tasks” (p. 191). 
23 “In the case of a puzzle, however, one cannot move forward until achieving an insight, which 

depends upon expertise or experience. Thus, variable financial incentives are less likely to 
directly influence performance for complex tasks, such as puzzles” (Bailey and Fessler 2011, p. 
192). 
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Note that there may still be various cases in which higher effort duration does not 

lead to higher performance. Assume workers are paid by the hour, as per a time clock. 

Workers can simply show up at the workplace for their assigned hours, but this does not 

mean that they are actively working in those hours. In such a situation, it is far from clear 

whether allocating more of their time to the job will lead to higher performance. That is, 

time may be a noisy measure of effort duration; and it does not capture effort intensity 

(Cloyd 1997). Both effort duration and effort intensity have been said to be key 

dimensions of task effort; and it is important to understand the degree to which each of 

them actually leads to higher performance. I test each relationship with performance in 

the following hypotheses. This test gives me an opportunity to investigate which 

dimension of effort would lead to more effective performance. The comparison between 

these two dimensions of effort allows me to make a methodological contribution to the 

literature. 

H2a: More effort intensity leads to higher job performance. 

H2b: More effort duration leads to higher job performance. 

 

2.3.6. Relative Performance Feedback 

Feedback is a management control tool that allows firms to set a standard for 

performance, to which employees compare and monitor their actual performance. 

Ramaprasad (1983) defines feedback as information about the gap between the actual 

level and aspirational (reference) level of performance, using the example of spending, 

in which the reference level is the budgeted expenditure, the actual level is the actual 

expenditure, and the gap is overspending. 

Ramaprasad (1983) suggests that feedback is meant to alter an individual’s 

behaviour. In the case above, providing the employee feedback on his overspending 

helps reduce his future spending (Ramaprasad 1983). Similarly, Kluger and DeNisi 

(1996) argue that behaviour is regulated by comparing performance as per feedback to 

the aspiration level of performance: Providing performance feedback will motivate 
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employees to minimize the gap. Latham (2004) likewise suggests that feedback allows 

employees to assess whether they are making progress toward a performance goal by 

comparing their current performance with the goal. 

Jordan and Audia (2012) suggest that decision-makers such as managers use 

performance feedback to choose ways to solve problems in order to improve their 

performance. Merchant and Van der Stede (2012) describe managers using 

performance feedback to make a comparison between their actual performance and a 

pre-set standard; this motivates the managers to take corrective action and helps them 

understand the kind of corrective action needed and form a plan to adjust their actual 

performance and achieve the performance level desired by the organization. 

Relative performance feedback is feedback that informs employees about the 

performance ranking they have attained in comparison with their peers (Hannan et al. 

2008); that is, it is a source of social comparison information (Luft and Shields 2010; 

Ferris and Mitchell 1987). It motivates individuals to benchmark their performance with 

comparable others in the same compensation scheme, and observe whether they 

perform better or worse than the peer average (Azmat and Iriberri 2009). This can then 

motivate them to exert more effort in order to close the gap between their current 

performance and the desired performance goal. Moreover, in a tournament, it also 

allows contestants to infer others’ effort from their relative performance (Holmstrom 

1982). Frederickson (1992) argues that “providing agents with RPI [relative performance 

information] provides the cue that competing with one another is the appropriate 

behaviour” (p. 653). 

 

2.3.7. The Moderating Role of Relative Performance Feedback on 
the Link Between Tournament Schemes and Task Effort 

Social comparison theory (Festinger 1954) posits that individuals are driven to 

compare themselves to others to better evaluate their own ability to win a prize in a 

tournament (Hannan et al. 2008). When they do not perform as well as others, their self-

image suffers. Ferris and Mitchell (1987) is the first study to investigate relative 
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performance feedback and its impact on performance. They find that comparisons 

among contestants can have a positive effect on employees’ effort and performance 

(Berger et al. 2013) by motivating them to keep up with comparable others, that is, to 

perform as well as those others in a given task, since when they underperform relative to 

others, their self-image suffers (Hannan et al. 2008; Tesser and Campbell 1980). To 

avoid this deterioration of their self-image, employees are willing to exert more effort on 

the task. 

Birnberg and Shields (2006) suggest that in a tournament, an employee would 

compare his or her performance to an objective information (e.g., performance 

standards). In a tournament, the objective measure of performance is relative 

performance ranking, and the performance standard or goal is the winner’s prize 

(Birnberg et al. 2006). Relative performance feedback provides information on the gap 

between one’s performance and the performance threshold for winning. This helps 

individuals assess their likelihood of winning a tournament prize as well as the amount of 

effort needed to win. 

Hannan et al. (2008) argue that relative performance feedback will increase effort 

as long as the feedback indicates the prize is attainable. Similarly, Locke and Latham 

(1992) and Luft and Shields (2010) suggest that relative performance feedback will 

increase effort if it indicates the probability of winning is high. If relative performance 

feedback indicates the prize is attainable, damage to their self-image may result if they 

do not attain it; to avoid this, they will be willing to exert more effort. 

Conversely, studies also show that relative performance feedback can decrease 

effort if it indicates the prize is unattainable. Newman and Tafkov (2014) report that 

feedback providing discouraging messages can cause employees to exert less effort. 

Smither and Walker (2004) also suggest that too much discouraging feedback cause 

individuals to lose faith in their ability to make a difference, so that they simply give up. 

Bandura and Cervone (1986) explain that negative feedback leads to negative self-

evaluation, thereby causing employees to make less effort. 

As the above-cited studies show, the effect of feedback in tournament schemes 

would depend on the winning threshold. For instance, when the winning threshold is very 
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high, performance feedback would likely indicate that the prize is unattainable. This is 

not likely to motivate individuals to exert more effort. The winning threshold is high in 

winner-takes-all schemes, given that only one person can win the prize. Unsurprisingly, 

Hannan et al. (2008) find that in a winner-takes-all scheme, providing relative 

performance feedback can decrease performance.24 Hannan et al. (2008) suggest that 

this may be because in this case, performance feedback makes employees worry about 

their performance due to the perception that the goals are unattainable. In contrast, 

when the winning threshold is moderate or when some large proportion of the 

participants can be winners, performance feedback would likely indicate that the prize is 

attainable, motivating individuals to exert more effort. Specifically, setting the 

performance goal at the median of all participants—where half of the participants will be 

winners—can motivate most employees to exert more effort. For instance, Behn (2012) 

argues that social comparison may motivate employees to stop working, except if 

feedback informs them that they are far above the median. Kavussanu and Harnisch 

(2000) examine self-esteem in children and find that a child’s self-esteem is not 

threatened by comparison as long as the child finds himself or herself to be at least of 

average ability. 

I argue that relative performance feedback in multiple-winner schemes will likely 

indicate to the individual that the prize is attainable, whereas such feedback in winner-

takes-all schemes will likely indicate the prize is unattainable. As a result, providing 

relative performance feedback should motivate individuals to increase effort more in 

multiple-winner schemes than in winner-takes-all schemes. 

For the comparison between multiple-winner schemes and winner-takes-all 

schemes with two measures of task effort, I set two sub-hypotheses: 

H3a: Relative performance feedback increases employees’ effort intensity more 

in multiple-winner schemes than in winner-takes-all schemes. 

 
24 In particular, they find that, on average, individuals earn 2230 points in a winner-takes-all 

scheme and 1773 points in a winner-takes-all scheme with fine relative performance feedback. 
That is a 20 percent decrease in performance from the former scheme to the latter. If an 
individual’s performance is in the 82nd percentile, the fine relative performance feedback will 
notify him or her that his or her performance is in the 80–90th percentile. 
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H3b: Relative performance feedback increases employees’ effort duration more 

in multiple-winner schemes than in winner-takes-all schemes. 

For the comparison between multiple-winner schemes and piece-rate schemes 

with two measures of task effort, I set two sub-hypotheses: 

H3c: Relative performance feedback increases employees’ effort intensity more 

in multiple-winner schemes than in piece-rate schemes. 

H3d: Relative performance feedback increases employees’ effort duration more 

in multiple-winner schemes than in piece-rate schemes. 

For the comparison between winner-takes-all schemes and piece-rate schemes 

with two measures of task effort, I set two sub-hypotheses: 

H3e: Relative performance feedback increases employees’ effort intensity more 

in winner-takes-all schemes than in piece-rate schemes. 

H3f: Relative performance feedback increases employees’ effort duration more in 

winner-takes-all schemes than in piece-rate schemes. 

 

2.4. Stage Two: Post-Learning Period 

2.4.1. Learning Effort 

Learning effort has also been referred to as encoding effort (Libby and Lipe 

1992). Encoding is a process that involves selecting information, organizing it in short-

term memory, and inscribing it in long-term memory (Mayer 1993; Bonner 2008). 

Learning effort is distinct from task effort in that can lead to delayed, not immediate, 

increase in performance by allowing the acquisition of procedural knowledge and skills 
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facilitating better problem-solving performance (Bonner and Sprinkle 200225; Coate and 

Goldbaum 2006). This kind of learning effort is skill-based learning effort (Straus et al. 

2011). 

Bonner (2008) proposes three steps in the learning process. First, an individual 

must have the sensory capacity, for instance visual or auditory capacity, to process 

information. This thesis employs an individual’s visual capacity, as is reflected 

henceforth. Without the (visual) ability to process information, no information can enter 

sensory memory, which is where the incoming (visual) information is stored before it 

transits to short-term memory. 

Second, an individual must attend (pay attention) to the relevant dimension of 

information with their visual and cognitive organs, in order to select information and 

move it to short-term memory for further processing. People allocate their visual 

attention to stimuli that differ in various attributes, such as shape, colour, size, and 

number. People process information first in short-term memory, and then encode it to 

long-term memory, where information is permanently stored for later use at an 

unspecified time (Waller and Felix 1984). 

Third, an individual must rehearse or repeat the learned content 

(skill/action/material). This helps encode information in long-term memory (Bonner 2008; 

Dias 1994). Rehearsing or repeating learning activity or material involves building a 

close relation or tight connection between current information and prior knowledge that 

has already been stored in long-term memory (Brewster 2011). One way of rehearsing is 

to identify the difference between new information and prior knowledge (e.g., an 

unexpected trend in earnings per share or EPS), especially when incoming information 

does not fit the expectation, and elaborate on this difference, a process that requires 

multiple interpretations of the same information such as whether the unexpected 

information is due to noise in the data or events that have not been accounted for. The 

 
25 “Greater effort refers either to effort directed toward current performance of the task, which is 

thought to lead to immediate improved performances, or effort directed toward learning, which 
is thought to lead to delayed improved performances (improved performance on later trials)” 
(Bonner and Sprinkle 2002, p. 306). 
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incremental information is then what individuals would save in long-term memory 

(Birnberg and Shields 1984). Sternberg and Williams (2010) point out that it requires 

effort to encode information to long-term memory, since for effective rehearsal, 

individuals should not merely mindlessly repeat, but should exert effort to organize and 

process information in short-term memory and then encode selective information to long-

term memory. 

In the encoding process to long-term memory, Kahneman (1973) suggests that 

people can assign different meanings to the same item. For instance, the letter “a” could 

be organized through different codes or identity meanings: The pair of letters “a, a” could 

have a physical identity, the pair of letters “a, A” could have a name identity, and the pair 

of letters “a, U” could have a rule identity (i.e., both a and U are vowels). Birnberg and 

Shields (1984) similarly, but more broadly, suggest that people attach their own 

meanings to the information they memorize. For instance, a 4 percent error rate can 

belong to any of (at least) three categories: 1) a specific error rate, 2) a range from 4 

percent to 6 percent error rate, and 3) evaluation as a high or low error rate or 

comparison to some other rate. 

As noted in section 2.3.2 above, Bonner and Sprinkle (2002) suggest that effort 

has four dimensions: effort intensity, effort duration, effort direction, and effort toward 

problem-solving. In this thesis, I use effort direction and effort toward problem-solving as 

two measures of learning effort for relevant skill acquisition. Effort direction essentially 

captures a subject’s choice among tasks (Bonner and Sprinkle 2002): When subjects 

focus on a given task as opposed to other tasks or as opposed to doing something else 

such as daydreaming, they are making a choice about what to focus on. Kanfer (1998) 

suggests that measures of effort direction (e.g., task choice) can be used to investigate 

subjects’ decisions between mutually exclusive courses of action in an experimental 

context. Bonner and Sprinkle (2002) suggest that monetary incentives might have an 

effect on effort direction. 

Effort toward problem-solving reflects and captures the trained behaviour. 

Baldwin and Ford (1994) suggest that training creates and models a specific behaviour 

and cognitive processes that are important for performing a job or handling problems in 
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a job context. The objective of training in a skill is for trainees to reproduce a certain 

behaviour as closely as possible. Novick and Sherman (2010) show that among subjects 

trained to re-order the letters in an anagram to form an English word, highly skilled 

solvers have practiced and memorized letter orders in anagram solutions. Holmes 

(2001) suggests that coding of letter positions is important to recognize an acceptable 

English word. For instance, subjects may confuse a word such as trial with trail, if they 

fail to encode letter order correctly. 

In the present study, effort direction refers to the length of fixation time an 

individual spends rehearsing and encoding key learning information. Effort toward 

problem-solving refers to the number of rehearsals individuals have for the key learning 

information. 

 

Effort direction: Fixation time on patterns when individuals exhibit leftward 
eye movements 

Effort direction refers to which task effort is directed toward, that is, that an 

individual chooses to engage in, or what an individual does (Bonner and Sprinkle 2002; 

Bonner 2008). Theeuwes (2012) finds that readers spend less time fixating on high-

frequency words than low ones, because the former require less processing time to 

learn. High-frequency words are common words or words that are used frequently. 

Similarly, Henderson and Ferreira (1990) suggest that fixations reflect information 

processing, and that high-frequency words receive fewer fixations than low-frequency 

words. In other words, when individuals encounter two types of information for learning 

purposes—low- and high-frequency words—they will pay more attention to the former 

than the latter. 

Various researchers have tried to determine how individuals choose effort 

direction. For instance, Ullrich and Tuttle (2004) investigate how monetary incentives 

affect subjects’ effort direction, which they conceive as effort allocation (i.e., time) among 

different tasks. They investigate how managers allocate their time to rewarded areas of 

the “balanced scorecard,” and find that managers would spend more time on 

nonfinancial areas, as opposed to financial areas, when nonfinancial areas are 
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rewarded. However, Ullrich and Tuttle (2004)26 suggest that very few studies have 

investigated how effort direction can be influenced; Bonner and Sprinkle (2002) 

comment that this could be because experiments typically use one task only, which 

offers only a limited setting to investigate how effort direction can be influenced. Ullrich 

and Tuttle (2004) imply that effort direction involves with mutually exclusive tasks or 

areas; that is, one can choose to engage in one area or the other, but not both. For 

instance, the “balanced scorecard” has separate sections for nonfinancial and financial 

areas; one cannot evaluate both areas at the same time, much as one cannot look both 

right and left at the same time. However, divided allocation of attention or effort among 

tasks or areas can be observed. 

In the present thesis, effort direction refers to which learning activity an individual 

chooses to engage in or spend time on. In the experiment, participants are presented 

with anagrams (scrambled letters that follow a specific set of pattern; henceforth, 

“patterns”27) and common English words, that is, high-frequency words such as bump, 

pencil, painting (the “patterns” that derive from the English words above are ubpm, 

epcnli, apniitgn), viewed in this context as low-frequency non-words (White 2003; 

Theeuwes 2012). In line with prior research, I argue that patterns will attract more visual 

attention than common English words will, since participants will need to spend more 

learning time on the patterns than on the common English words to yield a meaning. 

Henderson and Ferreira (1990) suggest that high-frequency words require less 

processing and receive fewer fixations than low-frequency non-words, as noted above, 

and White (2003) states that linguistic factors influence which words are skipped: A 

subject is more likely to skip high-frequency words than low ones because the former is 

more predictable within the context of the sentences, and the latter is more difficult to 

process. Novick and Sherman (2010) find that anagram solutions (i.e., common English 

words) are easy for English-speaking subjects at all skill levels to memorize, and claim 

 
26 Ullrich and Tuttle (2004) report “these studies do not directly address whether comprehensive 

control systems influence effort direction” (p. 91). 
27 In this study, “patterns” are scrambled letters that follow a specific set of pattern, meaning each 

pattern can only be unscrambled to form a word; a general anagram, in contrast, can be 
unscrambled to form more than one word. For instance, the English words, listen and silent, 
have the same set of alphabetic letters. 
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that it is highly implausible that highly skilled solvers memorized the solutions but less 

skilled solvers did not. That is, memorizing a small number of common English words or 

known words in one’s own language is trivial. 

In this thesis, on the basis of the previous work in this area (low- and high-

frequency words and non-words), I will use an eye-tracker to measure the fixation time 

on patterns where participants should pay most of their attention. Because my 

participants learn a specific way to unscramble the letter order in a pattern to form an 

English word (namely, move every second letter in a pattern, in pairs, leftward), I 

measure fixation time on patterns when participants exhibit leftward eye movements. 

 

Effort toward problem-solving: Number of leftward saccades 

Effort toward problem-solving means effort on a specific action that can be 

shown to have a beneficial effect toward solving problems on a job task. In this thesis, it 

refers to the number of times an individual conducts a specific letter movement order to 

unscramble a pattern to form an English word, a skill that s/he can apply on the job task. 

The specific order involves moving every second letter in a pattern, in pairs, to the left. 

Novick and Sherman (2010) show that subjects can be reliably trained to solve 

anagrams by following a certain letter order. They use an anagram task on a computer. 

They find that highly skilled solvers solve anagrams very quickly, and interpret this as 

showing that these solvers either have practiced the letter order in an anagram 

intensively in the experiment or have memorized the anagram solutions to particular 

letter orders. 

In this thesis, effort toward problem-solving is measured by the number of 

leftward saccades on patterns. A saccade is an eye movement between two fixation 

points (that is, points on which a person stares or fixates). Subjects will see patterns with 

their pattern solutions on the right-hand side of each pattern on a computer screen. They 

will be instructed to move every second letter in a pattern mentally to form an English 

word, and also to verify whether the unscrambled pattern matches mentally and visually 

with the presented solution on the same screen, as a way to develop their problem-

solving skills; in doing so, they should necessarily exhibit leftward saccades. More 
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practice moving the letters is taken to constitute more rehearsal of the learning task. 

Kahneman (1973) suggests that it requires effort to learn how to associate patterns with 

words. 

 

2.4.2. Tournament Schemes and Learning Effort 

Tournament theory (Lazear and Rosen 1981) suggests that employees can 

control their performance by the level of effort they invest in learning for relevant skill 

acquisition prior to performing a job task. If prior to performing a job task, employees 

know the criteria for winning the prize, and if learning helps to improve performance, 

employees will invest effort in such learning. Tournament incentives can motivate 

employees to exert effort to acquire (i.e., learn) skills needed to improve performance 

(Lazear and Rosen 1981; Libby and Lipe 1992; Prendergast 1993; Hannan et al. 2008). 

One tournament-based approach to motivating employees to exert more learning 

effort is to offer a large or valuable reward (Lazear and Rosen 1981). Another approach 

is to set a high fraction of winners or a high probability of winning. Harbring and 

Irlenbusch (2003) argue that an increased fraction of winners or a higher probability of 

winning28 is in this sense equivalent to large award, in that both motivate employees to 

invest more effort in learning (Hannan et al. 2008; Bonner 2008; Libby and Lipe 1992). 

Since the probability of winning is higher in multiple-winner schemes than in winner-

takes-all schemes, I argue that learning effort will be higher in multiple-winner schemes 

as well. 

In addition, tournament theory (Lazear and Rosen 1981) suggests that 

tournament schemes reduce the risk borne by risk-averse employees. Therefore, these 

 
28 Like tournament theory, equity theory implies that the probability of getting the reward is 

important for the occurrence of learning and its transfer. For example, based on equity theory, 
Noe (1986) explains that “if an individual feels that by attending training he [or she] is likely to 
gain equity in pay or other sought-after rewards, there is a greater chance that learning would 
occur, and such learning would transfer to the job” (Yamnill and McLean 2001, p. 199). 
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employees should be willing to exert more learning effort in tournament schemes than in 

piece-rate schemes. 

I use two measures of learning effort: effort direction (i.e., fixation time on 

patterns) and effort toward problem-solving (i.e., the number of leftward saccades). 

For the comparison between multiple-winner schemes and winner-takes-all 

schemes with two measures of learning effort, I set two sub-hypotheses: 

H4a: Employees’ effort direction in multiple-winner schemes is higher than that in 

winner-takes-all schemes. 

H4b: Employees’ effort toward problem-solving in multiple-winner schemes is 

higher than that in winner-takes-all schemes. 

For the comparison between multiple-winner schemes and piece-rate schemes 

with two measures of learning effort, I set two sub-hypotheses: 

H4c: Employees’ effort direction in multiple-winner schemes is higher than that in 

piece-rate schemes. 

H4d: Employees’ effort toward problem-solving in multiple-winner schemes is 

higher than that in piece-rate schemes. 

For the comparison between winner-takes-all schemes and piece-rate schemes 

with two measures of learning effort, I set two sub-hypotheses: 

H4e: Employees’ effort direction in winner-takes-all schemes is higher than that 

in piece-rate schemes. 

H4f: Employees’ effort toward problem-solving in winner-takes-all schemes is 

higher than that in piece-rate schemes. 
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2.4.3. Learning Transfer 

Learning transfer refers to the carrying-over or application of previous learning or 

learned skills to new contexts (Lombardo 2007; Goldstein 1993). Learning transfer is 

said to occur when knowledge or skill acquisition in one situation affects subsequent 

performance in another situation. Lewis et al. (2005) claim that the use of this term is 

consistent with the work of Singley (1989), who suggests that learning transfer occurs in 

a setting where tasks have similar elements and where strategies used in one task can 

be applied to another. In the same vein, Wexley and Latham (2001) suggest that an 

effective job training program should have the same essential characteristics as the job, 

so that the trainee can work the same way they will on the job. Wexley and Latham 

(2002) suggest that when a trainee returns to work, the supervisor should ensure that 

the trainee has a chance to apply acquired skills from the training program. 

Learning transfer can take the form of pattern recognition, which occurs when 

there is a match between presented information and a solution in memory (Shell et al. 

2010; Novick and Sherman 2010). Kahneman (1973) suggests that the fundamental 

process of recognition of previously seen information is the matching of patterns 

between this prior knowledge and the new information being presented. When 

participants can recognize patterns that they have memorized and that reappear in a 

new context, this is considered to be a case of learning transfer.29 

In accordance with Bonner (2008), this thesis has two measures of recognition 

performance: the probability of retrieval and the time taken to retrieve (i.e., the inverse of 

the speed of retrieval) (Kahneman 1973; Bonner 2008). 

 

 
29 Moursund (2004) emphasizes that the human brain is good at pattern-matching. For instance, 

he suggests that a baby learns very quickly to recognize his or her mother’s face and retains 
this knowledge, enabling the baby to recognize the mother despite changes in facial makeup, 
hairdo, etc. Moursund (2004) further suggests that people recognize that a creature is a dog, 
even if it is a dog that they have never seen before, based on the composite of other dogs they 
have seen. 
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Probability of retrieval (a dimension of learning transfer) 

The probability of retrieval for previously learned information reflects and is 

dependent on the number of relevant items an individual can retrieve from memory, that 

is, the number of times an individual can correctly recognize previously learned 

information over a short period of time when the same information reappears in a new 

situation. 

In this thesis, probability of retrieval assesses whether an individual can correctly 

recognize previously learned patterns when they reappear in a new context. S/he 

indicates his/her recognition of patterns by clicking a button. If an individual always 

correctly recognizes previously learned patterns (as indicated by the correct button 

clicks), the probability of retrieval is one, and if the individual never recognizes a 

previously learned pattern, zero. 

 

Time taken to retrieve (a dimension of learning transfer) 

The time taken to retrieve previously learned information reflects the timeliness of 

the correct recognition of it, that is, the speed by which an individual can correctly 

recognize previously learned information when the same information reappears in a new 

situation. 

In this thesis, time taken to retrieve assesses whether an individual can quickly 

(in seconds) and correctly recognize previously learned patterns when they reappear in 

a new context. S/he indicates his/her recognition of patterns by clicking a button. If an 

individual always correctly and quickly recognizes previously learned patterns (as 

indicated by the correct button clicks), then the time taken to retrieve per pattern is close 

to zero (a small positive number in seconds). In contrast, if an individual never correctly 

and quickly recognizes the patterns, then the time taken to retrieve per pattern is a large 

positive number in seconds. The calculation of the time taken to retrieve per pattern only 

accounts for correct responses (as indicated by correct button clicks). 
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2.4.4. Learning Effort and Learning Transfer 

The literature suggests that there is a positive relationship between learning 

effort and learning transfer. The rationale is that more learning effort will strengthen 

memory of knowledge, so that employees can better apply their learned skills to the job 

task. For instance, Bonner (2008) states that encounters with information determine 

memory of knowledge, which in turn determines the probability and speed of information 

retrieval. Bonner (2008) argues that more or repeated rehearsal or practices will help to 

encode information to long-term memory, facilitating information retrieval from memory. 

Based on Bonner (2008), I argue that more rehearsal of patterns will help employees to 

correctly recognize those patterns when they reappear in a new context. 

 

2.4.5. Learning Transfer and Job Performance 

Procedural knowledge consists of a list of if-then rules, with an “if” condition and 

a “then” action. The “if” condition specifies the condition the rule should activate. It 

includes declarative knowledge, such as the meanings of words, the laws of physics, or 

knowledge of mathematics (Shell et al. 2010). The “then” action specifies the action an 

individual would take if the “if” condition is met. It includes solution plans to deal with 

work-related problems. Shell et al. (2010) state that an individual may schematize the if-

then rule as “if something happens, then take a planned action.” Procedural knowledge 

occurs when an individual automatizes a skill (Wexley and Latham 2002). 

The reason applying procedural knowledge can improve performance may be 

that it can provide better solutions to work-related problems than can broad rules (Vera-

Muñoz et al. 2001). Procedural knowledge stems from specialized domain experience, 

and procedural rules can thus be used to better solve work-related problems, thereby 

improving performance. Prior to performing a task, employees can develop procedural 

knowledge and generate a task-specific solution for each work-related problem. Then, 

applying this procedural knowledge to the job task can give those employees an 

advantage in problem-solving when the same work-related problems reappear on the 

job. 
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Despite the fact that procedural knowledge stems from specialized domain 

experience, people may apply it in general contexts. Baumeister et al. (2007) suggest 

that if-then rules often guide people in daily life. For instance, they may help an 

individual decide whether to take a walk after dinner: If there is still daylight, then take a 

walk. Such rules may also, for instance, help an individual decide to press the brake 

pedal to stop a car when there is a red light or a stop sign (Bonner 2008). If-then rules 

are also used in accounting tasks: For instance, if employees need to make a decision 

between paying cash now versus later, they can use the opportunity cost of capital,30 

rather than historical interest rates, to discount future cash flow (Vera-Muñoz et al. 

2001). 

In this thesis, individuals will have a chance to develop if-then rules for dealing 

with patterns in a learning session. Specifically, participants are instructed as follows: “If 

the first half of a pattern reappears in a new context, then you can click a button (which 

will be available in a new context) to indicate your recognition of the pattern. If you click 

the button correctly, the button will complete the second half of the pattern 

automatically.” Those who have invested more effort in developing procedural 

knowledge (i.e., if-then rules) with respect to patterns will have an advantage in 

unscrambling patterns in such a job task over those who have not done so. 

 

2.4.6. Learning Transfer as Mediator Between Learning Effort and 
Job Performance 

My argument that learning transfer mediates the relationship between learning 

effort and performance change is based on three premises. First, tournament theory 

(Lazear and Rosen 1981) suggests that learning effort for relevant skill acquisition 

causes performance change. The rationale is that employees invest effort in relevant 

 
30 Vera-Muñoz et al. (2001) suggest that “management accountants have procedural knowledge 

in measuring opportunity costs because they routinely consider opportunity costs. Financial 
auditors, on the other hand, do not consider opportunity cost on a routine basis” (Selby 2012, p. 
7). 
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skill acquisition in the hope of transferring their learning to the job task to improve 

performance. Second, Bonner (2008) suggests that learning transfer is associated with 

learning effort: Learning effort strengthens memory of knowledge, so that individuals can 

retrieve such knowledge from memory. Third, Vera-Muñoz et al. (2001) suggest that 

applying if-then rules improves performance by helping individuals to better solve work-

related problems. Based on Vera-Muñoz et al. (2001), I argue that applying if-then rules 

through learning transfer improves performance, and develop hypotheses concerning 

the mediating effect of learning transfer in the relationship between learning effort and 

performance. 

Learning transfer has two dimensions: the probability of retrieval and the time 

taken to retrieve learned skills. I set four sub-hypotheses related to these dimensions, as 

follows: 

H5a: The link between effort direction and job performance is mediated by the 

probability of retrieval. 

H5b: The link between effort direction and job performance is mediated by the 

time taken to retrieve learned skills. 

H5c: The link between effort toward problem-solving and job performance is 

mediated by the probability of retrieval. 

H5d: The link between effort toward problem-solving and job performance is 

mediated by the time taken to retrieve learned skills. 

 

2.4.7. The Role of Relative Performance Feedback in the Link 
Between Tournament Schemes and Learning Effort 

Social comparison theory (Festinger 1954) posits that individuals want to avoid 

negative social comparison with others. When individuals underperform relative to 

others, their self-image may suffer. To avoid suffering due to loss of self-image, they are 
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motivated to perform as well as others. Matuszewski (2010) makes similar observations; 

likewise, Berger et al. (2013) suggest that if new competitors entering a tournament 

subsequent to the first in a series have a higher ability than previous competitors, it will 

motivate the incumbent individuals to increase their future performance in order to 

maintain their relative performance ranking. 

Hannan et al. (2013) suggest that subjects often can anticipate feedback 

information before it is provided, and respond accordingly (Hannan et al. 2013). Assume 

that a learning opportunity is provided to all employees, and that learning can improve 

performance. If participants anticipate that their peers31 will exert a learning effort for 

relevant skill acquisition to increase their performance ranking, then they themselves 

have to do the same if they are to maintain or improve their performance ranking relative 

to their peers. Moreover, if participants benchmark with the minimum performance 

threshold for winning a prize, they will be motivated to learn as much as is needed to 

achieve the minimum performance threshold to win the prize. 

The effect of feedback in tournament schemes will depend on the winning 

threshold: When the threshold is very high, performance feedback will likely indicate that 

a prize is unattainable, even if participants exert much more learning effort for relevant 

skill acquisition, and so much learning effort may not make a difference to the outcome 

(i.e., who wins the prize). In this case, participants may be unmotivated (see Hannan et 

al. 2008). In contrast, when the winning threshold is moderate (e.g., when half of 

participants will win the prize), performance feedback will likely indicate that a prize is 

attainable. Participants in this situation will generally anticipate that they can make a 

difference to the outcome (i.e., win the prize) as long as they exert more learning effort 

for relevant skill acquisition. This can motivate participants to learn as much as possible. 

I argue that relative performance feedback in multiple-winner schemes will likely 

indicate the prize is attainable, whereas such feedback in winner-takes-all schemes will 

likely indicate the prize is unattainable. As a result, providing relative performance 

 
31 Newman and Tafkov (2011) suggest that “unless a firm and its employee have explicit 

knowledge ex ante regarding employees’ abilities, it is typically assumed that all employees are 
of equal ability” (p. 7). 
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feedback will motivate individuals to increase learning effort more in multiple-winner 

schemes than in winner-takes-all schemes. 

For the comparison between multiple-winner schemes and winner-takes-all 

schemes with two measures of learning effort, I set two hypotheses: 

H6a: Relative performance feedback increases employees’ effort direction more 

in multiple-winner schemes than in winner-takes-all schemes. 

H6b: Relative performance feedback increases employees’ effort toward 

problem-solving more in multiple-winner schemes than in winner-takes-all 

schemes. 

For the comparison between multiple-winner schemes and piece-rate schemes 

with two measures of learning effort, I set two hypotheses: 

H6c: Relative performance feedback increases employees’ effort direction more 

in multiple-winner schemes than in piece-rate schemes. 

H6d: Relative performance feedback increases employees’ effort toward 

problem-solving more in multiple-winner schemes than in piece-rate 

schemes. 

For the comparison between winner-takes-all schemes and piece-rate schemes 

with two measures of learning effort, I set two hypotheses: 

H6e: Relative performance feedback increases employees’ effort direction more 

in winner-takes-all schemes than in piece-rate schemes. 

H6f: Relative performance feedback increases employees’ effort toward problem-

solving more in winner-takes-all schemes than in piece-rate schemes. 
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2.4.8. Summary 

In this thesis, I investigate the effect of tournament schemes on task effort. 

Tournament theory (Lazear and Rosen 1981) suggests that employees will choose their 

level of effort based on the probability of winning, and multiple-winner schemes offer a 

higher probability of winning than winner-takes-all schemes. Therefore, I argue that task 

effort will be higher in multiple-winner schemes than in winner-takes-all schemes. 

Tournament theory also suggests that risk-averse employees will dislike the common 

risk to their absolute performance. These employees would therefore prefer tournament 

schemes, which eliminate this common risk. Therefore, I also argue that task effort will 

be higher in multiple-winner and winner-takes-all schemes than in piece-rate schemes. 

Moreover, in the routine production context of the symbol-matching task, I argue that 

there is a significant positive relationship between task effort and performance. 

In addition, I examine the moderating effect of providing relative performance 

feedback on task effort in the tournament setting. Social comparison theory (Festinger 

1954) suggests that relative performance feedback motivates employees to exert more 

task effort, if they think the prize is attainable. Due to a higher probability of winning in 

multiple-winner schemes than in winner-takes-all schemes, feedback in the former will 

likely indicate that the prize is more attainable than it will in the latter. Therefore, I argue 

that relative performance feedback motivates employees to exert more task effort in 

multiple-winner schemes than in winner-takes-all schemes, and also to exert more task 

effort in multiple-winner and winner-takes-all schemes than in piece-rate schemes. 

Next, I investigate the effect of tournament schemes on learning effort. 

Tournament theory suggests that employees will choose their level of learning effort for 

relevant skill acquisition based on the probability of winning, and multiple-winner 

schemes have a higher probability of winning than winner-takes-all schemes. Therefore, 

I argue that learning effort will be higher in multiple-winner schemes than in winner-

takes-all schemes, and higher in multiple-winner and winner-takes-all schemes than in 

piece-rate schemes. I also hypothesize a mediating effect of learning transfer in the 

relationship between learning effort and performance. 
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In addition, I examine the moderating effect of providing relative performance 

feedback on learning effort in the tournament setting. Social comparison theory 

(Festinger 1954) suggests that relative performance feedback motivates employees to 

exert more learning effort because they anticipate that comparable others will do the 

same, and thus they also anticipate that they will need to exert at least as much learning 

effort as their comparable others to maintain or increase their current performance 

ranking. Due to a higher probability of winning in multiple-winner schemes than in 

winner-takes-all schemes, performance feedback in the former will be more likely to 

indicate that individuals can meet a performance ranking threshold than it will in the 

latter. Therefore, I argue that relative performance feedback increases learning effort 

more in multiple-winner schemes than in winner-takes-all schemes, and also that it 

increases learning effort more in multiple-winner and winner-takes-all schemes than in 

piece-rate schemes. 
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Chapter 3.  
 
Methodology: Two-Stage Experiment 

3.1. Research Design 

My research design uses a two-stage 3 x 2 experiment, with three levels of 

incentives and two levels of relative performance feedback; participants are randomly 

assigned to one of six groups. 

 

[Insert Figure 2] 

 

The three levels of incentives are: piece-rate scheme, winner-takes-all scheme 

and multiple-winner scheme. The former serve as a control group for the two levels of 

tournament incentives: winner-takes-all schemes, with only one winner, and multiple-

winner schemes, with more than one. 

In the winner-takes-all scheme, the (sole) winner of the first work session (out of 

15 participants) is awarded a tournament prize of $10, as is the winner of the second 

work session. In other words, a participant can win up to a total of $20 (if s/he is the 

winner of both sessions). In the multiple-winner schemes, winners of the first work 

session (who constitute around 7 of the 15 participants) are awarded a prize of $10, as 

are winners of the second work session. In other words, the total maximum prize per 

participant is $20, but multiple participants may potentially win it. In addition, each 

participant in each group gets a basic participation payment of $20, regardless of which 

incentive plan s/he is assigned to and regardless of performance. In piece-rate schemes, 
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participants earn five cents per correct translation in addition to this basic participation 

pay of $20. 

The two levels of relative performance feedback are presence and absence. 

Relative performance feedback in the experiment, if present, communicates participants’ 

performance percentile relative to their peers by ranking participants and also notifies a 

participant of his or her absolute performance as measured by number of correct 

translations in total at a given time for that participant and benchmark participants—the 

top performer and the median performer. Specifically, the feedback information displays 

as follows: Your rank is X (the Xth percentile) and your performance is Y; the top 

winner’s performance is Y1; the median contestant’s performance is Y2. 

Participants in all six groups first perform a symbol-matching task in three 

uncompensated practice sessions. The task involves translating symbols into alphabetic 

letters using a translation key on a computer screen. After three rounds of practice, 

participants perform the same task in two compensated work sessions. The first work 

session comes before a learning session, and the second, after. Every participant gets a 

learning session. In the learning session, participants learn and acquire a job-related skill 

prior to performing the task in the second work session. The purpose of including the 

learning session is for participants to acquire a job-related skill (Bonner et al. 2000). 

Bonner et al. (2000) point out that a large number of experimental studies on financial 

incentives are short in duration32 and that therefore, participants may not have a chance 

or sufficient time to learn, but may still simply be trying to understand the task 

requirements, even after a practice session. 

Similarly, tournament theory (Lazear and Rosen 1981) suggests that employees 

should acquire a job-related skill prior to performing a job. Based on this, a good 

approach should be to measure employees’ learning effort in a training program before 

they perform a job task, rather than inferring learning (effort) from performance change. 

 
32 “The vast majority of studies examining the effects of financial incentives are quite short in 

duration (e.g., many studies are “one-shot” in nature). Thus, unless subjects possess 
appropriate skills and strategies at the beginning of the experiment, they likely do not have time 
to acquire them during the experiment. Although many studies provide a brief practice period, 
this may not be adequate for skill acquisition” (p. 23). 
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However, studies often still take the latter approach (Hannan et al. 2008; Bailey and 

Fessler 2011; Bailey et al. 1998). 

In light of this, my experiment provides participants a learning opportunity to 

acquire a job-related skill: They learn a specific way to unscramble the letter order in a 

pattern to form an English word. After learning, I measure subjects’ performance by the 

number of patterns they successfully recognize in the job task. If they can manage to 

transfer their learned skills to the job task correctly, their performance should improve. 

 

3.1.1. Sample 

I recruited 90 participants. They include: 

1) MBA students from an Association to Advance Collegiate Schools of Business 

(AACSB)–accredited business school, 

2) Non-business graduate students with at least one year working experience, 

and 

3) Working accounting and financial professionals. 

In all, 55 (61%) out of the 90 participants were MBA students. 19 (21%) were 

working accounting and financial professionals, and 16 (18%) were non-business grad 

students. Females accounted for 43 of the participants (47%). On average, participants 

had 4.75 years of full-time working experience. Their average age was 27.86 years old. 

 

3.1.2. The Eye-Tracking Device 

I used an eye-tracker to directly measure task effort and learning effort for 

relevant skill acquisition. I measured task effort when participants matched symbols in a 

specific area on a computer screen, and measured learning effort when participants 
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learned patterns in the learning session. The eye-tracking data provides an account of 

participants’ behaviour and cognitive processing that makes it possible to interpret their 

actions (Rayner 1998). 

3.1.3. Study Site 

Participants sat on the right-hand side of a large desk with a computer monitor 

placed on it and used a mouse to perform a symbol-matching task on the computer. The 

eye-tracking device was situated just below the computer monitor to record their eye 

movements.  

The experimenter sat on the left-hand side of the desk to conduct the experiment 

and ensured that the data was saved onto a laptop (also placed on the desk). 

 

Study site of the experiment 
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3.1.4. Experimental Structure 

I extend Church et al.’s (2008) research design to investigate the effect of 

learning on performance. They used three practice sessions (Period 1, Period 2, and 

Period 3) and one experimental session (Period 4) to investigate the effect of incentives 

on performance. I use Period 4 as the first experimental session (the first compensated 

work session) to investigate the effect of incentives on performance, and add Period 5 to 

investigate learning effort for relevant skill acquisition in the learning session; Period 6 to 

investigate how participants apply their learned skills in a new context in a post-learning 

session; and Period 7 as the second compensated work session, to investigate how 

participants apply their learned skills to the job task. The difference between Period 6 

and Period 7 is that Period 7 has a job task, whereas Period 6 does not. 

 

[Insert Figure 3] 

 

The overall purpose of using Period 4 and adding Periods 5 and 7 is to 

investigate the effect of learning on performance. I use Period 4 to investigate the effect 

of incentives on performance, Period 5 to investigate the effect of incentives on learning 

effort for relevant skill acquisition, and Period 7 to investigate the effect of learning 

transfer on performance. I use a button in Period 7 to measure learning transfer to the 

job task. The difference in the level of performance between Period 4 and Period 7 

represents the effect of learning.  

 

Practice sessions (Periods 1-3) 

Participants practice the same symbol-matching task three times, once each in 

Period 1, Period 2 and Period 3. No incentive or feedback is used. Three rounds of 

practice give participants an opportunity to become familiar with the job task and reach 

their performance capacity (Church et al. 2008). Similarly to Church et al. (2008), Period 

1 lasts for 2.5 minutes, Period 2 lasts for 5 minutes, and Period 3 lasts for 5 minutes. 
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Instrument used for practice sessions and the first work session 

For the job task, I adapted and computerized the experimental instrument used 

for a translation task by Church et al. (2008). Participants act as employees working for 

a translation shop, and the job task requires them to translate symbols into alphabetic 

letters. Church et al. (2008) provided participants with a worksheet showing the symbols 

with a translation key on the upper part, and symbols submitted as part of “customer 

orders” on the lower part. When participants see a symbol on the customer order, they 

can find the same symbol in the translation key, and memorize the letter above the 

matched symbol. Then they go down to the worksheet to fill in an empty space below the 

given symbol. Doing so completes one correct translation. 

 

[Insert Figure 4] 

 

The instrument used by the present study at this stage differs from Church et al. 

(2008) only in the use of a computer as a tool. I provide participants with symbols on a 

translation key on the upper part of a computer screen, and symbols from customer 

orders on the lower part of the screen. When the participant finds a give symbol on the 

translation key, he or she clicks on the button above the matched symbol, and the empty 

space below the given symbol is filled automatically. This completes one correct 

translation. 

This purpose of this activity is to record the participant’s symbol-matching 

performance level prior to skill acquisition and to measure their effort expended on the 

job task using the eye-tracker. 
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[Insert Figure 5] 

[Insert Figure 6] 

[Insert Figure 7] 

[Insert Figure 8] 

 

First experimental work session (pre-learning session) (Period 4 or Work 
Session 1) 

Incentives and (in some conditions) feedback are used in Period 4 to motivate 

participants to exert additional effort to perform the job task. Church et al. (2008) find 

that the difference in performance and effort between Period 3 and Period 4 is taken in 

the present study to represent the additional effort that participants expend on the task. 

Period 4 lasts for 5 minutes. 

 

[Insert Figure 9] 

[Insert Figure 10] 

[Insert Figure 11] 

 

Learning session (Period 5) 

In this session, participants acquire the skill of knowing how to unscramble 

patterns by following a specific letter order. If participants apply this learned skill to the 

job task correctly and quickly, their performance will improve. 

There are nine patterns in the learning session, which lasts for 3 minutes. 

Participants follow the instructions to learn to unscramble patterns to form English 

words. The unscrambling rule is explained to the participants: It is that participants need 

to move every second letter in a pattern to the left to form an English word. For a 

pattern, such as UBPM, for instance, participants move the second and fourth letters 

one space to the left to form the English word BUMP. For a longer pattern, such as 
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UQSEITNO, participants move the second, fourth, sixth and eighth letters one space to 

the left to form the English word QUESTION. In this session, participants practice this 

unscrambling; this repeated practice represents learning effort (Bonner 2008). Following 

Bonner (2008), more encounters with the learning material are taken to facilitate 

learning. 

Instrument used for learning session 

As an instrument for the learning task, I adapted anagrams with English word 

solutions from Hannan et al. (2012), who used four- and six-letter anagrams for the 

verbal task. Each anagram is scrambled from a common English word. I use their four-

letter and six-letter words, and obtained eight-letter words directly from the same word 

puzzle book they used: Merriam-Webster’s Crossword Puzzle Dictionary, third edition. In 

total, I used nine words: three four-letter words, three six-letter words, and three eight-

letter words. To make anagrams or patterns from these English words, I developed a 

scrambling rule: to move every second letter in the word to the right—the first letter 

becomes the second, the third letter becomes the fourth, etc. For instance, the word 

DUCK would become the pattern, UDKC, and the word CART would become the 

pattern, ACTR. The written instructions provide participants with the unscrambling rule, 

which requires participants to find each letter by sight and re-arrange letters in a pattern. 

The purpose of this computerized instrument is for participants to learn to follow a 

specific letter order to unscramble patterns. An eye-tracker can measure their learning 

effort on this instrument.  
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[Insert Figure 12] 

[Insert Figure 13] 

[Insert Figure 14] 

[Insert Figure 15] 

[Insert Figure 16] 

 

Post-learning session (Period 6) 

In this session, participants have a chance to apply their learned skills in a new 

context. Period 6 lasts for 2 minutes. In the task for Period 6, participants are informed 

that when they recognize the first half of a pattern, they should indicate their recognition 

by clicking the FOUND button, which will complete the remaining letters in the pattern 

automatically. If participants correctly click the button when the first half of the pattern 

appears, this is taken to successful learning transfer; when there is only a short delay in 

the button click, this indicates fast learning transfer. The computer program records the 

number of times the button is clicked correctly and also the time elapsed before the 

button click. The button click represents two dimensions of learning transfer: the 

probability of retrieval and the time taken to retrieve. If participants always click the 

button correctly, the probability of retrieval is one, and if participants never click the 

button correctly, the probability of retrieval is zero. Moreover, if participants always 

recognize the first half of the pattern quickly and click the button, then the time taken to 

retrieve will be closer to zero, and if participants recognize the first half of the pattern and 

click the button only after a noticeable delay, the time taken to retrieve will be a 

noticeably large number. 

 

Instrument used for post-learning session 

The third instrument, used in the symbol-recognition task, is participants’ clicks of 

the FOUND button to indicate their recognition of a pattern that reappears in the symbol-

recognition task. For instance, for the pattern UDKC, once UD appears, participants can 

click the button; the instrument will indicate that the button click is correct, and the 
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remaining letters, KC, will be filled in automatically. If only U appears and participants 

click the button, then the instrument will indicate that the button click is incorrect, and no 

remaining letters will be filled in automatically. However, if UDK appears and participants 

click the button, then the instrument will indicate that the button click is correct, and the 

remaining letter, C, will be filled in automatically. 

 

[Insert Figure 17] 

[Insert Figure 18] 

 

Second experimental work session (Period 7 or Work Session 2) 

The difference between performance in Period 7 and in Period 4 represents the 

effect of learning. When (or the more) a participant applies his or her learned skill to the 

job task, then (the more) his or her performance should improve; this should be reflected 

in faster and more frequently correct button clicks. Period 7 lasts for 5 minutes. 

Instrument used for the second work session 

The fourth instrument is a symbol-recognition task, requiring participants to press 

a button at a correct time; the more they do so, the more correct translations they will 

complete. This can speed up their translations; in contrast, if participants do not use the 

button, they will need to complete translations one by one.  

In this session, participants are informed that as soon as the first half of a pattern 

reappears, they can click on a USE PATTERN button to indicate their recognition of it. 

As before, this should only be done once enough of the pattern appears (i.e., the first 

half) that the participant is able to identify it and differentiate it from others with 100 

percent certainty. For instance, for the pattern UDKC, once UD appears, participants 

should click the button. The instrument will automatically fill in the remaining letters, KC. 

If only the letter U appears and participants click the button, then the instrument will not 

fill in any letters; there is no penalty in terms of performance and therefore also no 

penalty in terms of rewards when participants do this. If UDK appears and participants 
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click the button, then the instrument will automatically fill in the remaining letter, C, and 

the participant will get a lower score (for a higher time elapsed) on the measure of time 

taken to retrieve. 

 

[Insert Figure 19] 

 [Insert Figure 20] 

[Insert Figure 21] 

[Insert Figure 22] 

[Insert Figure 23] 

 

3.2. Variables and Measurement 

3.2.1. Stage One 

Independent variable: Incentive contracts and relative performance 
feedback 

 Incentive contracts in this study have three levels of incentives: winner-takes-all 

scheme schemes (which have a low win probability), multiple-winner schemes (which 

have a moderate win probability), and piece-rate schemes (for benchmarking purposes). 

The relative performance feedback condition has two levels: presence and absence. 

 

Mediating variables: Effort duration and effort intensity 

A gaze point is the fundamental unit of eye-tracker measurement; the eye-

tracking device used here measures coordination of gaze points as well as the time 

stamp of each gaze point. The eye-tracker device recognizes a gaze point in 16 

milliseconds. The device manual explains that when three gaze-points fall within 50 

pixels of each other, the eye-tracker automatically labels the third gaze point and the 

following gaze points as a fixation point. Therefore, a fixation point reflects that the 
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participant is staring at a point on the screen for at least 48 milliseconds. The eye-tracker 

stores each piece of gaze and fixation point information in its database; it also records 

the subject’s pupil size at each gaze point. 

 

Effort intensity 

The eye-tracker measures pupil size at each gaze point on the translation key, 

which is the symbol-matching area. I calculate the average of pupil size across all 

fixation points in the last one-third of the time in the first work session, as well as 

average of pupil size across all fixation points in the first one-third of the time allocated 

for the session. Then I calculate the percentage change between these two numbers. 

This number represents change in pupil size from baseline, that is, from the beginning 

one-third of the experimental time in the first work session. This is based on the theory 

that tournament schemes motivate participants to sustain their effort (intensity) until the 

conclusion of the competition (Lazear and Rosen 1981; Berger et al. 2013); recording a 

positive percentage change in average pupil size would support this assertion, since 

(larger) average pupil size change reflects (more) intensity of effort. 

I use average percentage change in pupil size, rather than an absolute measure 

to reflect individual pupil size difference. Specifically, I use this formula:  

([average pupil size during the last one-third of the time in the first work session] / 

 [average pupil size during the first one-third of the first work session]) – ([average 

 pupil size during the last one-third of the last practice session] / [average pupil 

 size during the first one-third of the last practice session]). 

Assume average pupil size during the last one-third of the time in the first work 

session is 7 millimetres, and average pupil size during the first one-third of the time in 

the same session is 5 millimetres. The percentage change is 40 percent, for (7/5) - 1. 

Next, assume average pupil size during the last one-third of the time in the last practice 

session is 6 millimetres, and average pupil size during the first one-third of the time in 

the last practice session is 5 millimetres. The percentage change is 20 percent, that is, 
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for (6/5) - 1. The difference in these two number is 20 percent, because 40 percent 

minus 20 percent is 20 percent. 

  

Effort duration 

The eye-tracker measures the fixation time participants spend on the symbol-

matching area. I calculate the total fixation time on the translation key in the first work 

session as compared to that in the last practice session to account for individual 

variations in their performance capacity. 

 

Dependent variable: Job performance 

A correct symbol match is a unit of performance; that is, I use the total number of 

correct symbol matches to measure performance. This 5-minute session has a 

maximum of 200 symbols to be translated; no participant reached the maximum. 

3.2.2. Stage Two 

First independent variable: Incentive contracts and relative performance 
feedback 

 Incentive contracts have three levels of incentives: winner-takes-all schemes (low 

win probability), a multiple-winner schemes (moderate win probability), and piece-rate 

schemes (for benchmarking purposes). The relative performance feedback condition has 

two levels: presence and absence. 

 

Second independent variable: Learning effort measured by effort direction 
(fixation time on patterns) 

The eye-tracking device records the length of fixation time on patterns when 

participants are unscrambling patterns by following a specific letter order. The eye-

tracking device records data on fixation time and the location of gaze points. I calculate 
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the total time from all fixation points on patterns while participants are exhibiting small 

leftward eye movements. 

 

Second independent variable: Learning effort measured by effort toward 
problem-solving (number of leftward saccades on patterns) 

The eye-tracking device records coordinates of gaze points and fixation points. 

This helps detect the direction of eye movements, representing individual learning 

patterns. Specifically, the eye-tracker detects whether participants unscramble patterns 

by following a specific letter order, by providing data on leftward eye movements falling 

within the space of 60 pixels33 between two fixation points (i.e., saccades). I calculate the 

number of leftward saccades on patterns. 

 

Mediating variables: Learning transfer 

Bonner (2008) suggests that learning transfer has two dimensions: the probability 

of retrieval and the time taken to retrieve. 

I measure the probability of retrieval by the number of patterns correctly identified 

with a button click, divided by the number of patterns available. A higher value indicates 

greater learning transfer. The program’s self-generated database records the number of 

patterns correctly indicated, and also the number of patterns available. 

I measure time taken to retrieve by the amount of time that elapses (in seconds) 

between when the first half of a pattern reappears and when participants click the button 

correctly, divided by the total number of patterns correctly indicated. A higher value 

indicates less efficient learning transfer (i.e., more time taken for pattern recognition). 

The computer database provides a time stamp on button click, and also a time stamp on 

each symbol. I use the time stamp on the last letter in the first half of a pattern, and 

 
33 The distance between two alphabetic letters in a pattern is about 60 pixels on the instrument 

used for the learning session. 
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compare it with the time stamp on the button click. The difference is the time elapsed for 

the button click. 

Dependent variable: Performance change 

Performance change is measured by the difference between the total number of 

correct symbol matches in the second stage and in the first stage. Each of the 5-minute 

sessions has a maximum of 200 symbols to be translated, and no participant reached 

the maximum. 

3.3. Experimental Procedure 

General instructions 

Only one participant is tested at a time in the experiment. Participants arrive at 

the experimental site, and read the written instructions on a computer screen. 

Participants assume the role of translators working for a translation shop. Their job is to 

translate symbols into alphabetic letters. In the task, “customers” place their order via a 

computerized ordering system. Each customer order row has a request for 10 symbol 

translations. Participants need to begin with a symbol and find its match on the 

translation key on the computer screen, which contains 26 alphabetic letters and 26 

symbols. Once participants find the right symbol on the translation key, they click on the 

button above the matched symbol to complete one translation. One correct symbol 

match is one unit of performance. 

Participants have a total of 12.5 minutes over three practice sessions to 

familiarize themselves with the translation task. The symbols are expected not to 

confuse them after three rounds of practice on the same task. At the end of the 12.5 

minutes, they should reach their performance capacity under a state of familiarity with 

the symbols.  

At the end of each practice session, participants are shown their performance 

summary report, which shows the correctness of each translation the participant has 

made. This gives them a chance to review their work and improve their performance in 
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the next round of practice. It also shows the number of correct translations and incorrect 

translations, giving them a sense of their overall performance.  

The eye-tracking device is turned on after the first practice session to record 

participants’ visual attention and actions. There is a nine-point calibration process for the 

eye-tracker to synchronize with participants’ eye movements, in which they need to gaze 

at a white dot that appears sequentially in nine locations on the computer screen. 

Participants know that they need to sit in a way in which they feel comfortable 

and can see the symbols fairly clearly. They can adjust their sitting position during the 

first practice session (as stated before, the eye-tracking device is turned on after this 

session). After this session, participants are expected to maintain the same sitting 

position throughout the experiment. 

The instructions explain the overall structure of the experiment to participants. 

Participants will do three rounds of practice before they perform the first work session, 

which is compensated. Afterwards, they will do a learning session, followed by a trial 

session for learning transfer, and then the second work session. Participants are 

informed that the task is the same throughout the experiment. The translation key 

remains in the same position on the computer screen throughout the experiment. As 

stated before, the compensation for their participation is $20, in addition to the potential 

to earn tournament prizes for winning the first and second work sessions. Participants 

collect their cash payment at the end of the experiment. 

 

Practice sessions (Periods 1-3) 

Participants have three uncompensated practice sessions to gain proficiency with 

the translation task. For a given symbol, they find the same symbol on the translation 

key; then they click the button above the symbol to complete one translation. It may take 

some time for participants to improve their translation speed. At the end of each practice 

session, the performance summary page will show the result for each symbol they 

translated, and also the number of correct and incorrect translations. 
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First work session (Period 4 / Work Session 1) 

Incentives and (in some cases) feedback are used in the first work session. 

Participants read an explanation of the payment scheme prior to performing the 

translation task. The experimenter randomly assigns participants into one of six groups, 

one for each of three levels of incentives by two levels of feedback. 

The written instructions inform participants that they are the last person to enrol 

in the group. This setting simulates an intragroup tournament, in which each group 

member competes with other group members for the prize (Chen et al. 2012). Four of 

the groups are compensated based on relative performance: In multiple-winner 

schemes, participants get a tournament prize only if they are above the 50th percentile 

of performers; and in winner-takes-all schemes, participants get a tournament prize only 

if they are the top performer. Piece-rate groups are compensated based on absolute 

performance, at a rate of five cents per correct translation. 

The written instructions also inform participants about the feedback conditions, 

that is, whether they will get performance feedback in the translation process. Relative 

performance feedback information, if present, includes the participant’s relative ranking 

in percentiles and the number of correct translations achieved by the top performer and 

the median performer. Ranking information is provided after every three rows of symbols 

completed; that is, if participants complete 20 rows of translations, they will receive 

performance feedback six times. Providing performance feedback after every third row 

allows participants to get an average assessment of their performance. 

 

Learning session (Period 5) 

The written instructions inform participants that the purpose of the learning 

session is for them to exert learning effort for relevant skill acquisition. Every participant 

will undergo a three-minute learning session. The patterns learned in the learning 

session will reappear in the job task. If participants exert learning effort for skill 
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acquisition in the learning session, they will be expected to learn the new skill well and to 

be able to apply it to the job task to improve performance. 

The specific job-related skill participants learn is how to unscramble 

anagrammatic patterns in a specific way to yield English words. The unscrambling rule is 

explained to the participants, and then they spend 3 minutes practicing unscrambling 

patterns using this rule. They are informed that more practice on unscrambling patterns 

will enable them to better recognize the same patterns after learning. The written 

instructions provide two illustrative examples. 

For a shorter pattern such as UBPM, you can move the second and fourth letters 

one space to the LEFT to form the English word BUMP. 

UB PM  

BU MP  

UB  BU 

PM  MP 

For a longer pattern such as UQSEITNO, you can move the second, fourth, sixth 

and eighth letters one space to the LEFT to form the English word QUESTION. 

UQ SE IT NO 

QU ES TI ON 

UQ  QU 

SE  ES 

IT  TI 

NO  ON 
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Participants will see three window views: One view has three four-letter patterns, 

another view has three six-letter patterns, and the third has three eight-letter patterns. All 

the patterns in a given window are the same length. Participants can start with any view 

or any pattern. Participants apply the every-second-letter movement rule mentally; once 

they have an English word in mind, they can click on an empty slot next to the pattern to 

reveal the correct solution and verify their response. 

 

Post-learning session (Period 6) 

In this 2-minute session to practice learning transfer, participants can apply their 

learned skills in a new context for the first time, and gain experience in recognizing nine 

patterns that reappear among random letters34. Participants are informed that they 

should practice recognizing patterns among random letters quickly and correctly. 

Participants are informed that a half-pattern rule applies. That is, they have to 

recognize at least the first half of a pattern before they can click the FOUND button to 

indicate their recognition. For instance, if they see UB and click the button, that is 

correct. As a result, the letters PM will be filled in automatically. But if they see U and 

click the button, that is incorrect, and no letter will be filled in. In this case, the pattern 

UBPM is derived from an English word BUMP. For a longer pattern such as UQSEITNO, 

if they see UQSE and click the button, that is correct, and the letters ITNO will be filled in 

automatically. But if they see UQS and click the button, that is incorrect, and no letter will 

be filled in automatically. In this case, the pattern UQSEITNO is derived from an English 

word QUESTION. 

This half-pattern rule demonstrates the application of procedural knowledge in 

learning transfer. The recognition of the first half of a pattern satisfies the “if” condition 

and the action (i.e., the button click) satisfies the “then” action.  

 
34 Bonner (2008) argues that “if the rules are successful for solving problems, they gain strength 

in memory; if they are unsuccessful, they are discarded” (p. 312). 
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Participants are instructed to click empty boxes on the computer screen. Each 

click on a box will reveal a letter. Participants keep revealing more letters, until they see 

the first half of a pattern; then, they indicate their recognition by clicking the FOUND 

button (under the half-pattern rule). All participants watch a video that shows exactly 

what they are expected to do in this post-learning session. 

 

Second work session (Period 7 / Work Session 2) 

In this session, participants can apply their learned skills to their job task. The 

only difference between the first work session (P4) and the second work session (P7) is 

one additional feature in P7: the USE PATTERN button. The purpose of adding this 

button is to help participants improve their performance. For instance, if they recognize 

the first half of a pattern correctly and use the button, the button will complete the 

remaining letters in the pattern automatically. Participants know that their main focus is 

to translate symbols one by one (the manual approach) in the job task; the USE 

PATTERN button provides an enhancement to this manual approach, in that using the 

button, participants can complete multiple translations automatically. For instance, when 

they recognize UB (i.e., the first half of the pattern UBPM) in the customer order row and 

click the button, the button completes PM automatically wherever UB appears. The 

button fills in the remaining letters wherever UB appears. This saves them the time it 

would take to complete multiple translations manually, and as a result, they can make 

more translations. Participants who are motivated to improve their performance are likely 

to click the button. Prior research shows that learning transfer is evidenced by faster and 

more accurate performance, and allows one to carry out other tasks simultaneously 

(Bonner and Sprinkle 2002; Straus et al. 2011). All participants watch a video that shows 

exactly what they are expected to do in the second work session. 

Participants can only click the button once per customer row. Once clicked, the 

button is disabled until the next row rolls in. Each customer order row contains a pattern, 

which can appear anywhere in the row. 
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Post-experiment questionnaire 

The experimenter asked participants to complete a questionnaire online, 

collecting their demographic information, such as years of working experience, age, 

gender, industry, educational background, etc. 
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Chapter 4.  
 
Data Analysis and Results 

4.1. Descriptive Statistics and Correlations 

Table 1, panel A, presents two measures of effort expended on the task and two 

measures of learning effort for relevant skill acquisition in Stages 1 and 2. It also shows 

how the eye-tracker will measure task effort and learning effort at each stage. Table 1, 

panel B, presents two dimensions of learning transfer: probability of retrieval and time 

taken to retrieve, along with how they are measured. Table 1, panel C, provides the 3 by 

2 matrix, for a total of six treatment groups, used by this research design. For each of 

these six groups, I record measurements of task effort and learning effort as well as 

dimensions of learning transfer. Tables 2 presents the descriptive statistics for all the 

variables used in this study. 

Tables 3 presents the Analysis of Variance (ANOVA) test results for multiple 

comparisons among the six treatment groups (three incentive groups and two feedback 

groups). The purpose of the ANOVA is to provide a preliminary indication of whether the 

incentive effect is different across three levels of incentive plans (i.e., multiple-winner, 

winner-takes-all, and piece-rate schemes). Each level of the incentive plans contains an 

incentive group with relative performance feedback and a group without such 

performance feedback. The ANOVA test results thus provide a preliminary indication of 

whether the feedback effect is different across these three levels of incentive plans. 

Table 4 presents the t-test results, which constitute simple comparisons between 

any two levels of incentive plans for the main effect of incentives on task effort. The 

purpose of the t-test is to show whether the incentive effect on task effort is different 

between any two levels of incentive plans. Table 5 presents the results of the Pearson 
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product-moment correlation coefficient (Pearson’s r) for all variables used in Stage 1. 

Table 6 presents the ANOVA results for multiple comparisons between any two incentive 

groups and two feedback groups. These ANOVA results show whether providing relative 

performance feedback in any two levels of incentive plans has a moderating effect on 

task effort. 

Table 7 presents the t-tests, which provide a simple comparison between any 

two levels of incentive plans for the main effect of incentives on learning effort. The 

purpose of the t-test is to determine whether the incentive effect on learning effort is 

different between any two levels of incentive plans. Table 8 presents Pearson’s 

correlations for all variables in Stage 2. Table 9 presents the result of multivariate 

regressions testing the mediating effect of learning transfer in the relationship between 

learning effort and performance for all six treatment groups. Table 10 presents the result 

of multivariate regressions testing the mediating effect of learning transfer in the 

relationship between learning effort and performance for the four tournament groups 

(G1, G2, G3, and G4). Table 11 presents the corresponding results for the two non-

tournament groups (G5 and G6). Table 12 presents the ANOVA results for multiple 

comparisons between any two incentive groups and two feedback groups, showing 

whether providing relative performance feedback in any two levels of incentive plans has 

a moderating effect on learning effort. 

Table 13 presents the t-tests, which provide a simple comparison between any 

two levels of incentive plan for the main effect of incentives on non–eye-tracking 

variables. It shows whether the incentive effect on non–eye-tracking variables is different 

between any two levels of incentive plans. 

4.2. Hypothesis Testing and Results 

In Stage 1, two relationships are investigated: one in which task effort serves as 

the dependent variable and tournament schemes as the independent variable, and 

another in which job performance serves as the dependent variable and task effort as 

the independent variable. The role of feedback is also examined in the relationship 

between tournament schemes and task effort. 
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In Stage 2, two relationships are investigated: one in which learning effort serves 

as the dependent variable and tournament schemes as the independent variable, and 

another in which job performance serves as the dependent variable, and learning effort 

as the independent variable. The role of feedback is also examined in the relationship 

between tournament schemes and learning effort, and the role of learning transfer is 

also examined in the relationship between learning effort and performance. I use the 

Student’s t-test and ANOVA to do the data analysis. The Student’s t-test is a hypothesis 

test used to examine if two sets of data are significantly different from one another. 

Task effort measures include effort intensity (as measured by pupil dilation 

change from a baseline) and effort duration (as measured by fixation time on a symbol-

matching area). I contrast the mean difference of effort intensity and effort duration for 

H1a and H2b for multiple-winner schemes and winner-takes-all schemes, respectively. I 

also contrast the mean difference of effort intensity and effort duration for H1c and H2d 

for multiple-winner schemes and piece-rate schemes, respectively. Finally, I contrast the 

mean difference of effort intensity and effort duration for H1e and H2f for winner-takes-all 

schemes and piece-rate schemes, respectively. 

The results for each sub-hypothesis for hypothesis 1 were as follows: 

H1a predicts that effort intensity is higher in multiple-winner schemes than in 

winner-takes-all schemes. Table 4, panel A, shows that the result is consistent with the 

prediction, with a significant coefficient at the 5 percent level. The t-test for effort 

intensity shows t = 2.64 and p = 0.011. This result supports H1a. 

H1b predicts that effort duration is higher in multiple-winner schemes than in 

winner-takes-all schemes. Table 4, panel B, shows that the result is non-significant at 

the 10 percent level. The t-test for effort intensity shows t = 0.05 and p = 0.963. This 

result does not support H1b. 

H1c predicts that effort intensity is higher in multiple-winner schemes than in 

piece-rate schemes. Table 4, panel A, shows that the result is consistent with the 

prediction, with a significant coefficient at the 1 percent level. The t-test for effort 

intensity shows t = 3.53 and p = 0.001. This result supports H1c. 
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H1d predicts that effort duration is higher in multiple-winner schemes than in 

piece-rate schemes. Table 4, panel B, shows that the result is consistent with the 

prediction, with a significant coefficient at the 5 percent level. The t-test for effort duration 

shows t = 2.47 and p = 0.016. This result supports H1d. 

H1e predicts that effort intensity is higher in winner-takes-all schemes than in 

piece-rate schemes. Table 4, panel A, shows that the result is non-significant at the 10 

percent level. The t-test for effort intensity shows t = 0.35 and p = 0.725. This result does 

not support H1e. 

H1f predicts that effort duration is higher in winner-takes-all schemes than in 

piece-rate schemes. Table 4, panel B, shows that the result is consistent with the 

prediction, with a significant coefficient at the 1 percent level. The t-test for effort duration 

shows t = 2.94 and p = 0.005. This result supports H1f. 

The results for each sub-hypothesis for hypothesis 2 were as follows: 

H2a predicts that effort intensity has a positive effect on job performance. Table 5 

shows that the result is consistent with the prediction, with a significant correlation 

coefficient at the 5 percent level (r = 0.266; p = 0.011). This result supports H2a. 

H2b predicts that effort duration has a positive effect job performance. Table 5 

shows that the result is non-significant at the 10 percent level (r = 0.08; p = 0.453). This 

result does not support H2b. 

The general results for hypothesis 3 were as follows. H3 predicts that relative 

performance feedback has a stronger effect on task effort in multiple-winner schemes 

than in winner-takes-all or piece-rate schemes. I include in the model an interaction term 

that captures the combined effect of incentives and relative performance feedback on 

task effort, following Chenhall et al. (2011). (An interaction term is a multiplication of two 

independent variables.) Table 6 shows that the coefficient of the interaction term is not 

significant at the 10 percent level for any of the H3 sub-hypotheses. Therefore H3a, H3b, 

H3c, H3d, H3e, and H3f are not supported. 
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The results for each sub-hypothesis for hypothesis 4 were as follows: 

H4a predicts that effort direction is higher in multiple-winner schemes than in 

winner-takes-all schemes. Table 7, panel A, shows that the result is consistent with the 

prediction, with a significant coefficient at the 5 percent level (t = 2.18, p = 0.034). This 

result supports H4a. 

H4b predicts that effort toward problem-solving is higher in multiple-winner 

schemes than in winner-takes-all schemes. Table 7, panel B, shows that the result is 

consistent with the prediction, with a significant coefficient at the 5 percent level (t = 

2.03, p = 0.047). This result supports H4b. 

H4c predicts that effort direction is higher in multiple-winner schemes than in 

piece-rate schemes. Table 7, panel A, shows that the result is consistent with the 

prediction, with a significant coefficient at the 5 percent level (t = 2.13, p = 0.037). This 

result supports H4c. 

H4d predicts that effort toward problem-solving is higher in multiple-winner 

schemes than in piece-rate schemes. Table 7, panel B, shows that the result is 

consistent with the prediction, with a significant coefficient at the 10 percent level (t = 

1.92, p = 0.059). This result supports H4d. 

H4e predicts that effort direction is higher in winner-takes-all schemes than in 

piece-rate schemes. Table 7, panel A, shows that the result is not significant at the 10 

percent level (t = 0.21, p = 0.837). This result does not support H4e. 

H4f predicts that effort toward problem-solving is higher in winner-takes-all 

schemes than in piece-rate schemes. Table 7, panel B, shows that the result is not 

significant at the 10 percent level (t = 0.18, p = 0.861). This result does not support H4f. 

Moving on to H5, we recall that it predicts that learning transfer mediates the 

relationship between learning effort and performance. That is, assuming there is a 

relationship between learning effort and performance, H5 predicts that the inclusion of 

the mediator (i.e., dimensions of learning transfer) will weaken or remove the direct 
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relationship between the IV and DV. I conduct a mediation analysis using the three-step 

method proposed by Baron and Kenny (1986), who suggest to do so, first, a relationship 

between an independent variable and a mediator needs to be established; then a 

relationship between an independent variable and the dependent variable needs to be 

established; and finally when a mediator is included in the relationship between an 

independent variable and the dependent variable, the bivariate relationship is shown to 

be less significant than it appeared before the inclusion of a mediator (since some or all 

of the full effect is due to the mediator). If an independent variable is still significant when 

a mediator is controlled (i.e., both an independent variable and a mediator significantly 

predict the dependent variable), the finding supports partial mediation. If an independent 

variable becomes insignificant when a mediator is controlled, the finding supports full 

mediation. 

I test two dimensions of learning transfer, probability of retrieval and time taken to 

retrieve, as potential mediators between two measures of learning effort as independent 

variables—effort direction and effort toward problem-solving—and performance as a 

dependent variable. 

I test H5’s sub-hypotheses across incentive groups. The results for each sub-

hypothesis for hypothesis 5 were as follows: 

H5a predicts that the probability of retrieval mediates the link between effort 

direction and performance. I first show that the independent variable (effort direction) 

has a significant effect on the mediating variable (probability of retrieval). This is 

accomplished using the Pearson’s r result reported in Panel A of Table 8, which finds a 

significant correlation between effort direction and probability of retrieval (r = 0.205, p = 

0.057). Second, I regress the dependent variable (performance) on the independent 

variable (effort direction). The regression finds that effort direction has a significant 

positive effect on performance (t = 3.51 and p = 0.001, as in Panel A of Table 9). Third, I 

regress the dependent variable (performance) on both the independent variable (effort 

direction) and the mediator (probability of retrieval). The multivariate regression (as in 

Panel B of Table 9) finds a significant coefficient of the mediator (t = 4.53 and p < 0.001) 
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and a significant coefficient of the independent variable (t = 2.93 and p = 0.004). This 

indicates a partial mediation. This result supports H5a. 

H5b predicts that the time taken to retrieve mediates the link between effort 

direction and performance. I first show that the independent variable (effort direction) 

has a significant effect on the mediating variable (time taken to retrieve). This is 

accomplished using the Pearson’s r result reported in Panel A of Table 8, which finds a 

significant correlation between effort direction and the time taken to retrieve (r = -0.192, 

p = 0.074). Second, I regress the dependent variable (performance) on the independent 

variable (effort direction). The regression finds that effort direction has a significant 

positive effect on performance (t = 3.51 and p = 0.001, as in Panel A of Table 9). Third, I 

regress the dependent variable (performance) on both the independent variable (effort 

direction) and the mediator (time taken to retrieve). The multivariate regression (as in 

Panel C of Table 9) finds a significant coefficient of the mediator (t = -3.79 and p < 

0.001) and a significant coefficient of the independent variable (t = 3.02 and p = 0.003). 

This indicates a partial mediation. This result supports H5b. 

H5c predicts that the probability of retrieval mediates the link between effort 

toward problem-solving and performance. I do not find that the independent variable 

(effort toward problem-solving) has a significant effect on the mediating variable 

(probability of retrieval). This is accomplished using the Pearson’s r result reported in 

Panel A of Table 8, which finds a non-significant correlation between effort toward 

problem-solving and probability of retrieval (r = -0.072, p = 0.505). This indicates no 

mediating effect. This result does not support H5c. 

H5d predicts that the time taken to retrieve mediates the link between effort 

toward problem-solving and performance. I do not find that the independent variable 

(effort toward problem-solving) has a significant effect on the mediating variable (time 

taken to retrieve). This is accomplished using the Pearson’s r result reported in Panel B 

of Table 8, which finds a non-significant correlation between effort toward problem-

solving and the time taken to retrieve (r = -0.097, p = 0.37). This indicates no mediating 

effect. This result does not support H5d. 
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Moving on now to hypothesis 6, it predicts that relative performance feedback 

has a stronger effect on learning effort in multiple-winner schemes than in winner-takes-

all or piece-rate schemes. I include in the model an interaction term that captures the 

combined effect of incentives and relative performance feedback on task effort. Table 12 

shows that the coefficient of the interaction term is not significant at the 10 percent level 

for any of the H6 sub-hypotheses. Therefore H6a, H6b, H6c, H6d, H6e, and H6f are not 

supported. 

Summary table: Statistical results for the main hypotheses. I only list one 

measure of task effort—is effort intensity, using pupil size—and one measure of learning 

effort—effort direction. These two measures are found to be correlated with 

performance. 

Item Sub-hypothesis statement Statistical 

result 

 Stage 1  

H1a Employees’ effort intensity in multiple-winner schemes is higher 
than that in winner-takes-all schemes. 

Supported (p 

= 0.0105) 

H1c Employees’ effort intensity in multiple-winner schemes is higher 
than that in piece-rate schemes. 

Supported (p 

= 0.001) 

H1e Employees’ effort intensity in winner-takes-all schemes is higher 
than that in piece-rate schemes. 

Not supported 

(p = 0.725) 

H2 More effort intensity leads to higher performance. Supported (p 

= 0.011) 

H3a Relative performance feedback increases employees’ effort 
intensity more in multiple-winner schemes than in winner-takes-

Not supported 
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all schemes. (p = 0.148) 

H3c Relative performance feedback increases employees’ effort 
intensity more in multiple-winner schemes than in piece-rate 
schemes. 

Not supported 

(p = 0.292) 

H3e Relative performance feedback increases employees’ effort 
intensity more in winner-takes-all schemes than in piece-rate 
schemes. 

Not supported 

(p = 0.543) 

 Stage 2  

H4a Employees’ effort direction in multiple-winner schemes is higher 
than that in winner-takes-all schemes. 

Supported (p 

= 0.034) 

H4c Employees’ effort direction in multiple-winner schemes is higher 
than that in piece-rate schemes. 

Supported (p 

= 0.037) 

H4e Employees’ effort direction in winner-takes-all schemes is higher 
than that in piece-rate schemes. 

Not supported 

(p = 0.837) 

H5a The probability of retrieval mediates the relationship between 
effort direction and performance. 

Supported (p 

< 0.001) 

H5b The time taken to retrieve learned skills mediates the 
relationship between effort direction and performance. 

Supported (p 

< 0.001) 

H6a Relative performance feedback increases employees’ effort 
direction more in multiple-winner schemes than in winner-takes-
all schemes. 

Not supported 

(p = 0.338) 

H6c Relative performance feedback increases employees’ effort 
direction more in multiple-winner schemes than in piece-rate 
schemes. 

Not supported 

(p = 0.671 
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H6e Relative performance feedback increases employees’ effort 
direction more in winner-takes-all schemes than in piece-rate 
schemes. 

Not supported 

(p = 0.162) 
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Chapter 5.  
 
Discussion of Statistical Results 

5.1. Statistical Results 

H1 mainly concerned the relationship between incentives and task effort. For 

task effort, I used effort intensity (as measured by average pupil dilation change from a 

baseline) and effort duration (as measured by fixation time on a symbol-matching area). 

H1a predicted that effort intensity is higher in multiple-winner schemes than in 

winner-takes-all schemes. As seen in Table 4, panel A, this sub-hypothesis was 

supported (t = 2.64, p = 0.011). This finding shows that subjects apply more focus to the 

symbol-matching area in multiple-winner schemes than in winner-takes-all schemes. 

This result is consistent with tournament theory, which suggests that employees choose 

their level of effort based on their probability of winning, which is higher in multiple-

winner schemes than in winner-takes-all schemes. 

H1b predicted that effort duration is higher in multiple-winner schemes than in 

winner-takes-all schemes. As seen in Table 4, panel B, this sub-hypothesis was not 

supported (t = 0.05, p = 0.963): Subjects in winner-takes-all schemes are spending a 

similar amount of fixation time on the symbol-matching area to those in multiple-winner 

schemes. That is, multiple-winner schemes do not motivate employees to exert effort for 

a longer duration than winner-takes-all schemes. 

Taken together, these results may be interpreted to show that subjects may have 

spent insufficient time focusing on the symbol-matching area. As seen in Table 5, panel 

B, effort duration is significantly correlated with search distance per translation at the 1 

percent level (r = 0.506, p < 0.001), which in turn is negatively correlated with 
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performance, also at the 1 percent level (r = -0.342, p = 0.001). Search distance per 

translation is calculated as total search distance on the symbol-matching area divided by 

the total number of translations, regardless of whether the answer is correct or not. This 

indicates that the subject’s eye (or visual attention) has travelled more distance to 

complete the translation. The assumption is that when subjects want to be more careful 

and to scrutinize the translation they have just completed, they will come back to double-

check. This behaviour can result in more distance per translation and more fixation time 

on the symbol-matching area. However, more double-checks on the completed work 

may not lead to improved performance for two reasons. First, the symbol-matching task 

is a routine, simple task, and subjects get three rounds of practice beforehand. Double-

checking work in addition to this may not add significantly to the total number of 

translations and perhaps also accuracy, merely slowing down the translation process. 

This is a concern because, second, time is a constraint (each experimental session lasts 

only for 5 minutes). Within a limited time framework, double-checking may result in a 

lower total number of translations. In light of this, subjects in winner-takes-all schemes 

may be over-searching symbols during the additional fixation time they spend on the 

symbol-matching area. This may explain why effort duration does not have a significant 

impact on performance. 

H1c predicted that effort intensity is higher in multiple-winner schemes than in 

piece-rate schemes. As shown in Table 4, panel A, this sub-hypothesis was supported (t 

= 3.53, p = 0.001). This is interpreted to indicate that subjects are more focused on the 

symbol-matching area in multiple-winner schemes than piece-rate schemes. This result 

means that multiple-winner schemes motivate employees to exert more effort intensity 

than piece-rate schemes. This result is consistent with tournament theory, which 

suggests tournament schemes motivate more effort intensity than piece-rate schemes, 

all other things being equal. 

H1d predicted that effort duration is higher in multiple-winner schemes than in 

piece-rate schemes. As seen in Table 4, panel B, this sub-hypothesis was supported (t = 

2.47, p = 0.016). The interpretation is that subjects spend more fixation time on the 

symbol-matching area in multiple-winner schemes than in piece-rate schemes. This 

result indicates that multiple-winner schemes motivate employees to exert more effort 
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duration than piece-rate schemes. This result is consistent with tournament theory, 

which suggests that a tournament scheme motivates more effort than piece-rate 

schemes, all other things being equal.  

H1e predicted that effort intensity is higher in winner-takes-all schemes than in 

piece-rate schemes. As seen in Table 4, panel A, this sub-hypothesis was not supported 

(t = 0.35, p = 0.725). The interpretation is that subjects are not more focused on the 

symbol-matching area when they are in winner-takes-all schemes than when they are in 

piece-rate schemes. This result indicates that winner-takes-all schemes do not motivate 

employees to exert more effort intensity than piece-rate schemes, perhaps due to the 

low probability of winning. 

H1f predicted that effort duration is higher in winner-takes-all schemes than in 

piece-rate schemes. As seen in Table 4, panel B, this sub-hypothesis was supported (t = 

2.94, p = 0.005). The interpretation is that subjects spend more fixation time on the 

symbol-matching area in winner-takes-all schemes than in piece-rate schemes. This 

result indicates that winner-takes-all schemes motivate employees to exert more effort 

duration than piece-rate schemes. 

H2 mainly concerned the relationship between task effort and performance. For 

task effort, I used effort intensity (measured by average pupil dilation change from a 

baseline) and effort duration (measured by fixation time on a symbol-matching area), 

and for performance, I used the number of correct translations. 

H2a predicted that effort intensity is associated with performance. As seen in 

Table 5, panel A, this sub-hypothesis was supported (r = 0.266; p = 0.011). This result 

indicates that effort intensity is positively associated with performance. This result is 

consistent with tournament theory, which suggests that more effort expended on a task 

leads to improved performance. 

H2b predicted that effort duration is associated with performance. As seen in 

Table 5, panel A, this sub-hypothesis was not supported (r = 0.080; p = 0.453). This 

might be because subjects under longer duration are too careful in performing the task 

and in double-checking their completed work, in the present case, spending more 
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fixation time on the symbol-matching area while traveling more distance on it. As noted 

above, Table 5, panel B, shows that effort duration is significantly associated with search 

distance per translation. This might explain why more effort duration may not lead to 

improved performance. 

H3 mainly concerned the moderating effect of providing relative performance 

feedback on the relationship between incentives and task effort. I used relative 

performance feedback (subjects’ performance ranking percentile), effort intensity 

(average pupil dilation change from a baseline) and effort duration (fixation time on a 

symbol-matching area) to test H3. 

H3a predicted that providing relative performance feedback increases effort 

intensity more in multiple-winner schemes than in winner-takes-all schemes. As seen in 

Table 6, panel A, this sub-hypothesis was not supported (t = 2.15, p = 0.148). 

Tournament theory suggests that tournament schemes motivate subjects to exert their 

best effort; therefore, it might be that subjects are already exerting their best effort, and 

so might not be possible for relative performance feedback to motivate them to exert 

more effort intensity. Or, winner-takes-all schemes can induce subjects to give up, and it 

might be that these subjects had already done so, making it almost impossible for 

relative performance feedback to motivate them to exert more effort intensity. 

H3b predicted that providing relative performance feedback increases effort 

duration more in multiple-winner schemes than in winner-takes-all schemes. As seen in 

Table 6, panel B, this sub-hypothesis was not supported (t = 0.05, p = 0.82). This might 

be because, by the same logic as in H3a, it might not be possible for relative 

performance feedback to motivate participants to exert more effort duration. 

H3c predicted that providing relative performance feedback increases effort 

intensity more in multiple-winner schemes than in piece-rate schemes. As seen in Table 

6, panel C, this sub-hypothesis was not supported (t = 1.13, p = 0.29). This might be 

because similar to the suggestion above under 3a, subjects in multiple-winner schemes 

are already exerting their best effort, and it might not be possible for relative 

performance feedback to motivate them to exert more effort intensity. Also, subjects in 

piece-rate schemes are compensated on the basis of their absolute performance; even 
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in extreme cases in which they rank very low relative to their peers, they can still get 

paid for their translations. Therefore, they might not be motivated by relative 

performance feedback that shows their performance ranking to exert more effort 

intensity. 

H3d predicted that providing relative performance feedback increases effort 

duration more in multiple-winner schemes than in piece-rate schemes. As seen in Table 

6, panel D, this sub-hypothesis was not supported (t = 0.00, p = 0.962). By the same 

logic as in H3c, it might not be possible for relative performance feedback to motivate 

participants to exert more effort duration. 

H3e predicted that providing relative performance feedback increases effort 

intensity more in winner-takes-all schemes than in piece-rate schemes. As seen in Table 

6, panel E, this sub-hypothesis was not supported (t = 0.37, p = 0.543). As noted above 

under H3a, winner-takes-all schemes can induce subjects to give up, and it might be that 

these subjects had already given up, making it almost impossible for relative 

performance to motivate them to exert more effort intensity. Also as noted above, 

subject in piece-rate are compensated on the basis of their absolute performance and 

might not be motivated to exert more effort intensity by feedback on their relative 

performance. 

H3f predicted that providing relative performance feedback increases effort 

duration more in winner-takes-all schemes than in piece-rate schemes. As seen in Table 

6, panel F, support this sub-hypothesis was not supported (t = 0.07, p = 0.788). By the 

same logic as in H3e, it might not be possible for relative performance feedback to 

motivate subjects to exert more effort duration. 

H4 mainly concerned the relationship between incentives and learning effort. For 

learning effort, I used effort direction (fixation time on patterns) and effort toward 

problem-solving (the number of leftward saccades on patterns). 

H4a predicted that effort direction is higher in multiple-winner schemes than in 

winner-takes-all schemes. As seen in Table 7, panel A, this sub-hypothesis was 

supported (t = 2.18, p = 0.034). The interpretation is that subjects spend more fixation 
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time on patterns in multiple-winners schemes than in winner-takes-all schemes. Since 

the probability of winning is higher in multiple-winner schemes than in winner-takes-all 

schemes, this result is consistent with tournament theory, which suggests that 

employees choose their level of learning effort based on their probability of winning. 

H4b predicted that effort toward problem-solving is higher in multiple-winner 

schemes than in winner-takes-all schemes. As seen in Table 7, this sub-hypothesis was 

supported (t = 2.03, p = 0.047). The interpretation is that subjects will more closely follow 

the instructions to learn a specific way to unscramble the letter order in a pattern to form 

a word in multiple-winner schemes than in winner-takes-all schemes. 

H4c predicted that effort direction is higher in multiple-winner schemes than in 

piece-rate schemes. As seen in Table 7, panel A, this sub-hypothesis was supported (t = 

2.13, p = 0.037). The interpretation is that subjects spend more fixation time on patterns 

in multiple-winner schemes than in piece-rate schemes. This result is consistent with 

tournament theory, which suggests that tournament schemes motivate learning effort to 

improve performance. 

H4d predicted that effort toward problem-solving is higher in multiple-winner 

schemes than in piece-rate schemes. As seen in Table 7, this sub-hypothesis was 

supported (t = 1.92, p = 0.059). The interpretation is that subjects will more closely follow 

the instructions to learn a specific way to unscramble the letter order in a pattern to form 

an English word in multiple-winner schemes than in piece-rate schemes. This result is 

consistent with tournament theory, which suggests that tournament schemes motivate 

learning effort to improve performance. 

H4e predicted that effort direction is higher in winner-takes-all schemes than in 

piece-rate schemes. As seen in Table 7, panel A, this sub-hypothesis was not supported 

(t = 0.21, p = 0.837). The interpretation is that subjects will not spend more fixation time 

on patterns in winner-takes-all schemes than in piece-rate schemes. It might be that due 

to the low probability of winning, winner-takes-all schemes fail to motivate employees to 

spend fixation time on patterns. 
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H4f predicted that effort toward problem-solving is higher in winner-takes-all 

schemes than in piece-rate schemes. As seen in Table 7, panel B, this sub-hypothesis 

was not supported (t = 0.18, p = 0.861). The interpretation is that subjects will not more 

closely follow the instructions to learn a specific way to unscramble the letter order in 

winner-takes-all schemes than in piece-rate schemes. It might be that due to the low 

probability of winning, winner-takes-all schemes fail to motivate employees to exert effort 

toward problem-solving.  

H5 mainly concerned the mediating effect of learning transfer in the relationship 

between learning effort and performance. For dimensions of learning transfer, I used 

probability of retrieval (the number of correct button clicks) and time taken to retrieve 

(the time that elapses between when the first half of a pattern reappears and when 

participants correctly click the button), and for performance, the number of correct 

translations in Stage 2 as compared to that in Stage 1. 

H5a predicted that the link between effort direction and job performance is 

mediated by the probability of retrieval. As seen in Table 8, panel A, and Table 9, Panel 

B, this sub-hypothesis was partially supported; the probability of retrieval and effort 

direction are correlated (r = 0.205; p = 0.057). Table 9, panel B, reports the result of the 

multi-variate regression, showing a significant coefficient of effort direction (t = 2.93, p = 

0.004), and a significant coefficient of the probability of retrieval (t = 4.53, p < 0.001) in 

the full model using performance as the dependent variable. That is, the probability of 

retrieval partially mediates the relationship between effort direction and performance. 

The interpretation is that when subjects spend more fixation time on patterns, they can 

recognize more of these patterns in the job task, and also that when subjects apply more 

of their learned skill to the job task, they can improve their performance.  

H5b predicted that the link between effort direction and job performance is 

mediated by the time taken to retrieve learned skills. As seen in Table 8, panel A, and 

Table 9, Panel C, this sub-hypothesis was partially supported; the time taken to retrieve 

and effort direction are correlated (r = -0.192; p = 0.074). Table 9, panel C, reports the 

result of the multi-variate regression, showing a significant coefficient of effort direction (t 

= 3.02, p = 0.003), and a significant coefficient of the time taken to retrieve (t = 3.79, p < 
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0.001) in the full model using performance as the dependent variable. That is, the time 

taken to retrieve partially mediates the relationship between effort direction and 

performance. The interpretation is that when subjects spend more fixation time on 

patterns, they can recognize these patterns more quickly in the job task, and also that 

when subjects apply their learned skill to their job task quickly, they can improve their 

performance. 

H5c predicted that the link between effort toward problem-solving and job 

performance is mediated by the probability of retrieval. As seen in Table 8, panel A, this 

sub-hypothesis was not supported, because the Pearson correlation between the 

probability of retrieval and effort toward problem-solving is non-significant (r = 0.072; p = 

0.505). It might be that subjects follow the instructions to learn a specific way to 

unscramble letter order in a pattern to form an English word, but do not spend enough 

fixation time on patterns, meaning that their memory of those patterns is not adequate to 

recognize many patterns in the job task. Thus, they do not apply their learned skills 

properly to the job task, and cannot improve performance. 

H5d predicted that the link between effort toward problem-solving and job 

performance is mediated by the time taken to retrieve learned skills. As seen in Table 8, 

panel A, this sub-hypothesis was not supported, because the Pearson correlation 

between the time to retrieve and effort toward problem-solving is non-significant (r = -

0.097; p = 0.37). It might be that subjects follow the instructions to learn a specific way to 

unscramble letter order, but do not spend sufficient fixation time to enhance their 

memory of these patterns, as outlined above. Therefore , they do not recognize patterns 

quickly in the job task, cannot apply their learned skills, and do not improve 

performance. 

H6 mainly concerned the moderating effect of providing relative performance 

feedback on the relationship between incentives and learning effort. I used relative 

performance feedback (performance ranking percentile), effort direction (fixation time on 

patterns), and effort toward problem-solving (number of leftward saccades on patterns). 

H6a predicted that providing relative performance feedback increases effort 

direction more in multiple-winner schemes than in winner-takes-all schemes. As seen in 
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Table 12, panel A, this sub-hypothesis was not supported (t = 0.94, p = 0.338). This may 

be because subjects anticipated the content (favourable or unfavourable) of the 

feedback, and therefore, it might not be possible for relative performance feedback to 

motivate more effort direction in multiple-winner schemes than in winner-takes-all 

schemes. 

H6b predicted that providing relative performance feedback increases effort 

toward problem-solving more in multiple-winner schemes than in winner-takes-all 

schemes. As seen in Table 12, panel B, this sub-hypothesis was not supported (t = 0.96, 

p = 0.332) perhaps by the same logic as in H6a, where we saw that subjects anticipating 

the content of the feedback might prevent relative performance feedback from motivating 

more effort toward problem-solving in multiple-winner schemes than in winner-takes-all 

schemes. 

H6c predicted that providing relative performance feedback increases effort 

direction more in multiple-winner schemes than in piece-rate schemes. As seen in Table 

12, panel C, this sub-hypothesis was not supported (t = 0.18, p = 0.671) again perhaps 

because subjects may have anticipated the content (i.e., favourable or unfavourable) of 

relative performance feedback.  

H6d predicted that providing relative performance feedback increases effort 

toward problem-solving more in multiple-winner schemes than in piece-rate schemes. As 

seen in Table 12, panel D, this sub-hypothesis was not supported (t = 0.06, p = 0.801). 

By the same logic as in H6c, it might not be possible for relative performance feedback 

to motivate more effort toward problem-solving in multiple-winner schemes than in piece-

rate schemes. 

H6e predicted that providing relative performance feedback increases effort 

direction more in winner-takes-all schemes than in piece-rate schemes. As seen in Table 

12, panel E, this sub-hypothesis was not supported (t = 2.01, p = 0.162). this may again 

be because subjects anticipated the content of relative performance feedback. 

H6f predicted that providing relative performance feedback increases effort 

toward problem-solving more in winner-takes-all schemes than in piece-rate schemes. 
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As seen in Table 12, panel F, this sub-hypothesis was not supported (t = 1.5, p = 0.226). 

By the same logic as in H6e, relative performance feedback might not more effort toward 

problem-solving in winner-takes-all schemes than in piece-rate schemes. 

Overall, for the first stage, H1 mainly concerned the relationship between 

incentives and task effort. I found support for 4 out of 6 sub-hypotheses at the 5 percent 

level (as in Table 4). H2 mainly concerned the relationship between effort and 

performance. I found support for 1 out of 2 sub-hypotheses at the 5 percent level (as in 

Table 5). H3 mainly concerned the moderating effect of providing relative performance 

feedback on the relationship between incentives and effort. I found no support for any of 

6 sub-hypotheses at the 10 percent level (as in Table 6). 

For the second stage, H4 mainly concerned the relationship between incentives 

and learning effort. I found support for 4 out of 6 sub-hypotheses at the 10 percent level 

(as in Table 7). H5 mainly concerned the mediating effect of learning transfer in the 

relationship between learning effort and performance. I found support for 2 out of 4 sub-

hypotheses at the 1 percent level (as in Table 9). H6 mainly concerned the moderating 

effect of providing relative performance feedback on the relationship between incentives 

and learning effort. I found no support for any of 6 sub-hypotheses at the 10 percent 

level (as in Table 12). 
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Chapter 6.  
 
Conclusions 

6.1. Summary 

Corporations provide learning opportunities to employees in order to enhance 

their productivity and to increase the firm’s value. Sprinkle (2003) suggests that when 

workers apply their skills to their job tasks, firm value increases. Corporations and other 

organizations spend billions of dollars on instructional programs in the hope that 

employees will apply their learned skills to their job tasks to improve their performance. 

The more and the faster employees apply their learned skills to their job tasks, the more 

the firm will benefit; however, studies show that in practice only 5 percent of learning is 

actually transferred to the job for the organization’s benefit (Georgenson 1982; Salas 

and Stagl, 2009; Swanson 2001). In light of this, any percentage change in learning 

transfer has billion-dollar implications for business. How can organizations motivate 

employees to exert learning effort for relevant skill acquisition and to apply their learned 

skills to their job tasks? I used a 3 by 2 matrix model to address this question by 

providing evidence regarding the effect of tournament schemes on learning, and also the 

effect of learning on performance. 

To assess the effect of learning on performance, I used a two-stage experiment. I 

used the first stage to investigate the effect of tournament incentives on task effort and 

performance, and also the moderating role of relative performance feedback on the 

relationship between incentives and effort. I use the second stage to investigate the 

effect of incentives on learning effort, and also the mediating effect of learning transfer in 

the relationship between learning effort and performance. In addition, I investigate the 

moderating role of relative performance feedback on the relationship between incentives 

and learning effort. 
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The first stage of the experiment showed that the probability of winning in a 

tournament scheme influences employees’ task effort. That is, effort intensity is higher in 

multiple-winner schemes than in winner-takes-all schemes. I also found that greater 

effort intensity leads to improved performance, based on the finding that when subjects 

are more focused on a symbol-matching task, they can achieve more correct 

translations. Moreover, I did not find that relative performance feedback had a 

moderating effect on the relationship between incentives and effort, nor did I find a 

significant difference in effort intensity between winner-takes-all schemes and piece-rate 

schemes. 

The second stage of the experiment showed that the probability of winning in a 

tournament scheme influences employees’ learning effort (as well as task effort). Effort 

direction, as measured by fixation time on patterns, is higher in multiple-winner schemes 

than in winner-takes-all schemes. I also found that two dimensions of learning transfer 

partially mediate the relationship between effort direction and performance. The 

interpretation is that if subjects spend more fixation time on patterns, they can improve 

their memory of those patterns, which enables them to apply their learned skills to their 

job task more frequently and quickly and thus to achieve higher performance. Finally, I 

do not find that relative performance feedback has a moderating effect on the 

relationship between incentives and learning effort, and did not find any significant 

difference in effort direction between winner-takes-all schemes and piece-rate schemes. 

Overall, this thesis makes two contributions to the accounting literature. 

First, tournament theory proposes that the ideal compensation should be based 

on effort. In this sense, direct measurement of effort is important in the tournament 

model (Lazear and Rosen 1981). Performance is an imperfect measure of effort 

(Irlenbusch 2006; Douthit et al. 2012), and to design better compensation schemes, it is 

important to understand the relationship between effort and performance. Effort has 

several measures, and each measure can have a different impact on performance. 

This thesis provides evidence for the relationship between effort and 

performance. This relationship has been assumed in the literature, but had not yet been 

verified empirically. Prior research suggests that it is difficult to observe effort, and that 
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there are costs associated with measurement of it (Church et al. 2008; Newman and 

Tafkov 2011; Bonner 2008). This study’s novel methodology using an eye-tracker 

measures pupil dilation, which reflects the intensity of effort. This addresses suggestions 

and concerns in previous studies, such as Mauldin (2003), who points out the need for 

direct measurement of effort intensity using pupil dilation, and Towry (2003), who 

suggests that effort intensity is less easily observable and that this offers an opportunity 

for future research. The conventional measure of effort in prior research is effort duration 

(Mauldin 2003). This thesis also employs effort intensity, and, by benchmarking with 

effort duration, shows that the usefulness of effort intensity in verifying the relationship 

between task effort and performance (Mauldin 2003; Church et al. 2008; Newman and 

Tafkov 2011; Bonner 2008). This thesis shows that effort intensity has a stronger impact 

on performance than effort duration, which constitutes a methodological contribution to 

the literature on the direct measurement of effort. 

Second, Bonner and Sprinkle (2002) suggest that prior studies had failed discern 

the effect of learning on performance because they had not used the right (training) task 

for subjects to acquire (i.e., learn) skills, or provided evidence that training actually 

enhanced skill. If the right training task were employed argue, learning should improve 

performance (Bonner and Sprinkle 2002). This lack of empirical research meant that we 

could not be sure whether learning improves performance. In light of this, I designed a 

learning task that involves learning problem-solving skills. This learning task is an 

anagram-solving task. I then measured whether subjects can apply learned skills to a job 

task to improve performance, by measuring the number of times subjects applied a 

learned skill to the job task and how fast they applied it. I measured two dimensions of 

learning transfer to a job task: probability of retrieval and time taken to retrieve learned 

skills. I found that both are significantly correlated with performance. This shows that 

individuals can apply learned skills to their job tasks to improve performance. Moreover, 

I tested a 2 x 2 relationship matrix between two dimensions of learning transfer and two 

dimensions of learning effort, and showed relationships between each dimension of 

learning effort and learning transfer. This provides insights into how learned skills can be 

better transferred to a job task, and contributes to the literature regarding the effect of 

learning on performance. 
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Bonner and Sprinkle (2002) suggest that further studies should investigate how 

incentives and learning can combine to affect performance. In particular, the existing 

literature provides a limited understanding of the relationship between tournament 

schemes and learning effort. In light of this, I investigated the relationship between 

tournament schemes and learning (in the tournament framework). Tournament theory 

suggests that proper tournament schemes can motivate subjects to exert more learning 

effort to improve performance. I used two tournament schemes: multiple-winner and 

winner-takes-all. I showed that multiple-winner schemes can motivate subjects to exert 

more learning effort than winner-takes-all schemes, and that increased learning effort, 

measured by effort direction, leads to performance improvement. This means incentives 

and learning can combine to improve performance. Bailey and Fessler (2011) and Bailey 

et al. (1998) suggest that further studies should provide a learning opportunity for 

subjects to acquire skills and be able to use such skills to improve on their initial 

performance. This thesis thus addresses concerns in Bonner and Sprinkle (2002), Bailey 

and Fessler (2011), and Bailey et al. (1998) and contributes to the literature. 

This thesis has practical implications for corporate management. Studies show 

that firms are constantly re-evaluating tournament schemes in order to find ways to 

better motivate employees to improve performance. This thesis provides insights on the 

effect of tournament schemes on performance inputs (task effort and learning effort), 

which will benefit these organizations. Management accounting studies on incentive 

compensation and reporting systems would also benefit from this thesis. For instance, 

Hannan et al. (2008) suggest that constant re-evaluation of the effectiveness of incentive 

and feedback systems is desirable. In short, this thesis finds that multiple-winner 

schemes motivate employees to exert more effort on job tasks and more learning effort 

for relevant skill acquisition than winner-takes-all schemes do, and that increased 

learning effort enables employees to apply their learned skills to their job tasks more 

frequently and quickly. This results in improved performance. 

A limitation of this research is that I only use two levels of probability of winning in 

the design of tournament schemes: 10 percent and 50 percent. One might suggest that 

a probability of winning other than 10 percent or 50 percent could be investigated to see 

whether the same results would hold. Or, further studies may use a different task, such 
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as puzzle-solving task, that is not a routine production task. Bailey and Fessler (2011) 

note that puzzle-solving tasks are more complex than routine production tasks. It may be 

worth researching and contrasting the effect of learning on performance with different 

kinds of tasks. 



 

101 

References 

Aaltonen, Antti, Aulikki Hyrskykari, and Kari-Jouko Räihä. 1998. 101 spots, or how do 
users read menus? Paper presented at Proceedings of the SIGCHI conference 
on Human factors in computing systems.  

Abernethy, Margaret A., Jan Bouwens, and Laurence Van Lent. 2010. Leadership and 
control system design. Management Accounting Research 21 (1): 2-16.  

Abernethy, Margaret A., Wai Fong Chua, Jennifer Grafton, and Habib Mahama. 2006. 
Accounting and control in health care: Behavioural, organisational, sociological 
and critical perspectives. Handbooks of Management Accounting Research 2: 
805-29.  

Aladwani, Adel M., and Prashant C. Palvia. 2002. Developing and validating an 
instrument for measuring user-perceived web quality. Information & Management 
39 (6): 467-76.  

Anderson, John R. 1987. Skill acquisition: Compilation of weak-method problem 
situations. Psychological Review 94 (2): 192.  

———. 1982. Acquisition of cognitive skill. Psychological Review 89 (4): 369.  

Anderson, John R., Daniel Bothell, Michael D. Byrne, Scott Douglass, Christian Lebiere, 
and Yulin Qin. 2004. An integrated theory of the mind. Psychological Review 111 
(4): 1036.  

Anderson, Shannon W. 1995. A framework for assessing cost management system 
changes: The case of activity based costing implementation at general motors. 
Journal of Management Accounting Research 7 (1): 1-51.  

Anderson, Shannon W., and Henri C. Dekker. 2009. Strategic cost management in 
supply chains, part 2: Executional cost management. Accounting Horizons 23 
(3): 289-305.  

Anderson, Shannon W., and William N. Lanen. 2002. Using electronic data interchange 
(EDI) to improve the efficiency of accounting transactions. The Accounting 
Review 77 (4): 703-29.  



 

102 

Angel, H., BD Adams, A. Brown, C. Flear, B. Mangan, A. Morten, C. Ste-Croix, Harry 
Angel, Police Sector Council, and Work Order Number. 2012. Review of the skills 
perishability of police “Use of force” skills.  

Arel, Barbara M., Susan B. Hughes, and James F. Sander. 2011. The personal financial 
reporting project: A student-based comprehensive learning project. Issues in 
Accounting Education 26 (4): 777-96.  

Arens, Alvin, Peter Best, Gregory Shailer, Brenton Fiedler, Randal Elder, and Mark 
Beasley. 2007. Auditing and assurance services in Australia: An integrated 
approach Pearson Education Australia.  

Arkes, Hal R., Robyn M. Dawes, and Caryn Christensen. 1986. Factors influencing the 
use of a decision rule in a probabilistic task. Organizational Behavior and Human 
Decision Processes 37 (1): 93-110.  

Asch, Beth J., and John T. Warner. 1994. A Theory of Military Compensation and 
Personnel Policy.  

Ashton, Robert H. 1990. Pressure and performance in accounting decision settings: 
Paradoxical effects of incentives, feedback, and justification. Journal of 
Accounting Research: 148-80.  

Ashton, Robert H., and Michael L. Roberts. 2011. Effects of dispositional motivation on 
knowledge and performance in tax issue identification and research. Journal of 
the American Taxation Association 33 (1): 25-50.  

Atkinson, John W. 1958. Motives in fantasy, action, and society: A method of 
assessment and study.  

———. 1957. Motivational determinants of risk-taking behavior. Psychological Review 
64 (6p1): 359.  

Atkinson, Richard C., and Richard M. Shiffrin. 1968. Human memory: A proposed 
system and its control processes. The Psychology of Learning and Motivation 2: 
89-195.  

Attia, Ashraf M., Earl D. Honeycutt Jr, and Mark P. Leach. 2005. A three-stage model for 
assessing and improving sales force training and development. Journal of 
Personal Selling & Sales Management 25 (3): 253-68.  

Audia, Giuseppe, Amy Kristof-Brown, Kenneth G. Brown, and Edwin A. Locke. 1996. 
Relationship of goals and micro level work processes to performance on a 
multipath manual task. Journal of Applied Psychology 81 (5): 483.  



 

103 

Ávila, Luciana TG, Suzete Chiviacowsky, Gabriele Wulf, and Rebecca Lewthwaite. 
2012. Positive social-comparative feedback enhances motor learning in children. 
Psychology of Sport and Exercise 13 (6): 849-53.  

Axtell, Carolyn M., Sally Maitlis, and Shawn K. Yearta. 1997. Predicting immediate and 
longer-term transfer of training. Personnel Review 26 (3): 201-13.  

Ayres, Helen Williams. 2005. Factors related to motivation to learn and motivation to 
transfer learning in a nursing population.  

Azevedo, Roger, Jason Harley, Gregory Trevors, Melissa Duffy, Reza Feyzi-Behnagh, 
François Bouchet, and Ronald Landis. 2013. Using trace data to examine the 
complex roles of cognitive, metacognitive, and emotional self-regulatory 
processes during learning with multi-agent systems. In International handbook of 
metacognition and learning technologies.427-449Springer.  

Azmat, Ghazala, and Nagore Iriberri. 2010. The importance of relative performance 
feedback information: Evidence from a natural experiment using high school 
students. Journal of Public Economics 94 (7): 435-52.  

Bai, Ge, and Ranjani Krishnan. 2012. Role of management accounting systems in the 
development and efficacy of transitive memory systems. Journal of Management 
Accounting Research: 201-220.  

Bailey, Charles D., Lawrence D. Brown, and Anthony F. Cocco. 1998. The effects of 
monetary incentives on worker learning and performance in an assembly task. 
Journal of Management Accounting Research.  

Bailey, Charles D., and Nicholas J. Fessler. 2011. The moderating effects of task 
complexity and task attractiveness on the impact of monetary incentives in 
repeated tasks. Journal of Management Accounting Research 23 (1): 189-210. 

Baker, Sharon L., and Irving Kirsch. 1991. Cognitive mediators of pain perception and 
tolerance. Journal of Personality and Social Psychology 61 (3): 504.  

Balafoutas, Loukas, and Matthias Sutter. 2010. Gender, Competition and the Efficiency 
of Policy Interventions.  

Balafoutas, Loukas, Glenn Dutcher, Florian Lindner, and Dmitry Ryvkin. The optimal 
allocation of prizes in tournaments of heterogeneous agents. No. 2012-08. 
Working Papers in Economics and Statistics, 2012. 

Baldwin, Timothy T., and J. Kevin Ford. 1994. Transfer of training: A review and 
directions for future research. The Training and Development Sourcebook 180 .  



 

104 

Bandiera, Oriana, Valentino Larcinese, and Imran Rasul. 2009. Blissful ignorance? 
Evidence from a natural experiment on the effect of individual feedback on 
performance. Policy Research Working Paper Series 4122.  

Bandura, Albert, and Daniel Cervone. 1986. Differential engagement of self-reactive 
influences in cognitive motivation. Organizational Behavior and Human Decision 
Processes 38 (1): 92-113.  

Bannert, Maria, and Christoph Mengelkamp. 2013. Scaffolding hypermedia learning 
through metacognitive prompts. In International handbook of metacognition and 
learning technologies. 171-186Springer.  

Barnes, Christopher M., Hana Huang Johnson, and Tyler C. Burch. 2014. People like 
me are never promoted! Plurality in hierarchical tournaments for promotion and 
compensation. Organizational Psychology Review: 2041386614555594.  

Baron, Reuben M., and David A. Kenny. 1986. The moderator–mediator variable 
distinction in social psychological research: Conceptual, strategic, and statistical 
considerations. Journal of Personality and Social Psychology 51 (6): 1173.  

Barrick, Murray R., and MICHAEL K. Mount. 2000. Select on conscientiousness and 
emotional stability. Handbook of Principles of Organizational Behavior 15: 28.  

Baumeister, R. F., K. D. Vohs, C. N. DeWall, and L. Zhang. 2007. How emotion shapes 
behavior: Feedback, anticipation, and reflection, rather than direct causation. 
Personality and Social Psychology Review: An Official Journal of the Society for 
Personality and Social Psychology, Inc 11 (2) (May): 167-203.  

Beane, William E., and Elmer A. Lemke. 1971. Group variables influencing the transfer 
of conceptual behavior. Journal of Educational Psychology 62 (3): 215.  

Beatty, Jackson. 1982. Task-evoked pupillary responses, processing load, and the 
structure of processing resources. Psychological Bulletin 91 (2): 276.  

Beatty, Jackson, and Daniel Kahneman. 1966. Pupillary changes in two memory tasks. 
Psychonomic Science 5 (10): 371-2.  

Beckers, Nathalie, Martine Cools, and Alexandra Van den Abbeele. 2013. Creative 
performance in a group setting: The impact of incentive compensation scheme 
and relative performance feedback. Status: Submitted.  

Behn, Robert D. 2012. Motivating and steering with comparative data how the bar chart 
and" the list" might help to steer social integration. International Public 
Management Review 13 (1).  

Berger, Jonah, and Devin Pope. 2011. Can losing lead to winning? Management 
Science 57 (5): 817-27.  



 

105 

Berger, Leslie, Kenneth J. Klassen, Theresa Libby, and Alan Webb. 2013. Complacency 
and giving up across repeated tournaments: Evidence from the field. Journal of 
Management Accounting Research 25 (1): 143-67.  

Bibi, Tauqir. 2010. Analysis of cognitive tutor geometry curriculum.  

Bigus, Jochen. 2012. Vague auditing standards and ambiguity aversion. Auditing: A 
Journal of Practice & Theory 31 (3): 23-45.  

Birnberg, Jacob G., Joan Luft, and Michael D. Shields. 2006. Psychology theory in 
management accounting research. Handbooks of Management Accounting 
Research 1: 113-35.  

Birnberg, Jacob G., and Michael D. Shields. 1984. The role of attention and memory in 
accounting decisions. Accounting, Organizations and Society 9 (3): 365-82.  

Bjork, Robert A. 2009. Structuring the conditions of training to achieve elite performance: 
Reflections on elite training programs and related themes in chapters 10–13. 
Development of Professional Expertise: 312.  

———. 1994. Memory and metamemory considerations in the training of human beings.  

Blanes i Vidal, Jordi, and Mareike Nossol. 2011. Tournaments without prizes: Evidence 
from personnel records. Management Science 57 (10): 1721-1736.  

Bloom, Robert, Pieter T. Elgers, and Dennis Murray. 1984. Functional fixation in product 
pricing: A comparison of individuals and groups. Accounting, Organizations and 
Society 9 (1): 1-11.  

Bonner, Sarah E. 1999. Choosing teaching methods based on learning objectives: An 
integrative framework. Issues in Accounting Education 14 (1): 11-5.  

Bonner, Sarah E. 2008. Judgment and decision making in accounting. Upper Saddle 
River, N.J: Prentice Hall.  

Bonner, Sarah E., Reid Hastie, Geoffrey B. Sprinkle, and S. Mark Young. 2000. A review 
of the effects of financial incentives on performance in laboratory tasks: 
Implications for management accounting. Journal of Management Accounting 
Research 12 (1): 19-64.  

Bonner, Sarah E., and Geoffrey B. Sprinkle. 2002. The effects of monetary incentives on 
effort and task performance: Theories, evidence, and a framework for research. 
Accounting, Organizations and Society 27 (4): 303-45.  

Bonner, Sarah E., and Paul L. Walker. 1994. The effects of instruction and experience 
on the acquisition of auditing knowledge. Accounting Review: 157-78.  



 

106 

Borthick, A. Faye, and Donald R. Jones. 2000. The motivation for collaborative discovery 
learning online and its application in an information systems assurance course. 
Issues in Accounting Education 15 (2): 181-210.  

Bouwens, Jan, and Laurence van Lent. 2006. Performance measure properties and the 
effect of incentive contracts. Journal of Management Accounting Research 18 
(1): 55-75.  

Boyle, M. 2001. Performance reviews: Perilous curves ahead. Fortune.  

Bradley, Wray E. 2009. Ability and performance on ill-structured problems: The 
substitution effect of inductive reasoning ability. Behavioral Research in 
Accounting 21 (1): 19-35.  

Brewster, Billy E. 2011. How a systems perspective improves knowledge acquisition and 
performance in analytical procedures. The Accounting Review 86 (3): 915-43.  

Brickman, Philip, and Ronnie J. Bulman. 1977. Pleasure and pain in social comparison. 
Social Comparison Processes: Theoretical and Empirical Perspectives: 186.  

Brown, Keith C., W. Van Harlow, and Laura T. Starks. 1996. Of tournaments and 
temptations: An analysis of managerial incentives in the mutual fund industry. 
The Journal of Finance 51 (1): 85-110.  

Brown, Scott C., and Fergus IM Craik. 2000. Encoding and retrieval of information.  

Brüggen, Alexander, and Frank Moers. 2007. The role of financial incentives and social 
incentives in multi-task settings. Journal of Management Accounting Research 
19 (1): 25-50.  

Bull, Clive, Andrew Schotter, and Keith Weigelt. 1987. Tournaments and piece rates: An 
experimental study. The Journal of Political Economy: 1-33.  

Burney, Laurie L., and Sally K. Widener. 2013. Behavioral work outcomes of a strategic 
performance measurement system-based incentive plan. Behavioral Research in 
Accounting 25 (2): 115-43.  

Bushman, Robert M., and Abbie J. Smith. 2001. Financial accounting information and 
corporate governance. Journal of Accounting and Economics 32 (1): 237-333.  

Butler, Ruth. 1995. Motivational and informational functions and consequences of 
children's attention to peers' work. Journal of Educational Psychology 87 (3): 
347.  

Campbell, Dennis. 2008. Nonfinancial performance measures and Promotion‐Based 
incentives. Journal of Accounting Research 46 (2): 297-332.  



 

107 

Campbell, Dennis, Marc J. Epstein, and F. Asis Martínez-Jerez. 2011. The learning 
effects of monitoring. The Accounting Review 86 (6): 1909-34.  

Campbell, John P., Rondey A. McCloy, Scott H. Oppler, and Christopher E. Sager. 
1993. A theory of performance. Personnel Selection in Organizations 3570.  

Carmeli, Abraham, and Jody Hoffer Gittell. 2009. High‐quality relationships, 
psychological safety, and learning from failures in work organizations. Journal of 
Organizational Behavior 30 (6): 709-29.  

Carnaghan, Carla, and Alan Webb. 2007. Investigating the effects of group response 
systems on student satisfaction, learning, and engagement in accounting 
education. Issues in Accounting Education 22 (3): 391-409.  

Casas-Arce, Pablo, and F. Asís Martínez-Jerez. 2009. Relative performance 
compensation, contests, and dynamic incentives. Management Science 55 (8): 
1306-20.  

Cason, Timothy N., William A. Masters, and Roman M. Sheremeta. 2010. Entry into 
winner-take-all and proportional-prize contests: An experimental study. Journal of 
Public Economics 94 (9): 604-11.  

Catrambone, Richard, and Mashiho Yuasa. 2006. Acquisition of procedures: The effects 
of example elaborations and active learning exercises. Learning and Instruction 
16 (2): 139-53.  

Cauley, Kathleen M. 1986. Studying knowledge acquisition: Distinctions among 
procedural, conceptual and logical knowledge.  

Causer, Joe, and A. Mark Williams. 2013. Professional expertise in medicine. In 
Catheter-based cardiovascular interventions. 97-112 Springer.  

Chang, Kai-min, Jessica Nelson, Udip Pant, and Jack Mostow. 2013. Toward exploiting 
EEG input in a reading tutor. International Journal of Artificial Intelligence in 
Education 22 (1): 19-38.  

Charness, Gary, David Masclet, and Marie-Claire Villeval. 2010. Competitive 
preferences and status as an incentive: Experimental evidence.  

Chen, Clara Xiaoling, Michael G. Williamson, and Flora H. Zhou. 2012. Reward system 
design and group creativity: An experimental investigation. The Accounting 
Review 87 (6): 1885-911.  

Cheng, Eddie WL. 2000. Test of the MBA knowledge and skills transfer. International 
Journal of Human Resource Management 11 (4): 837-52.  



 

108 

Cheng, Mandy M., Peter F. Luckett, and Habib Mahama. 2007. Effect of perceived 
conflict among multiple performance goals and goal difficulty on task 
performance. Accounting & Finance 47 (2): 221-42.  

Chenhall, Robert H., Juha-Pekka Kallunki, and Hanna Silvola. 2011. Exploring the 
relationships between strategy, innovation, and management control systems: 
The roles of social networking, organic innovative culture, and formal controls. 
Journal of Management Accounting Research 23 (1): 99-128.  

Chin, Wynne W. 1998. Commentary: Issues and Opinion on Structural Equation 
Modeling.  

Chin, Wynne W., and Peter R. Newsted. 1999. Structural equation modeling analysis 
with small samples using partial least squares. Statistical Strategies for Small 
Sample Research 1 (1): 307-41.  

Chintakanont, Churaiporn. 1988. The effect of self-reference upon memory processing 
of the content of a television documentary in older adults.  

Chong, Vincent K., and Suggestions From. 1999. Cooperative learning: The role of 
feedback and use of lecture activities on Student’s academic performance. 
Accounting Research Journal 14 (1): 84-95.  

Chong, Vincent K., and Darren M. Johnson. 2007. Testing a model of the antecedents 
and consequences of budgetary participation on job performance. Accounting 
and Business Research 37 (1): 3-19.  

Chow, Chee W. 1983. 1983 competitive manuscript award: The effects of job standard 
tightness and compensation scheme on performance: An exploration of linkages. 
Accounting Review: 667-85.  

Chow, Chee W., Jean C. Cooper, and William S. Waller. 1988. Participative budgeting: 
Effects of a truth-inducing pay scheme and information asymmetry on slack and 
performance. Accounting Review: 111-22.  

Christ, Margaret H., Scott A. Emett, Scott L. Summers, and David A. Wood. 2012. The 
effects of preventive and detective controls on employee performance and 
motivation*. Contemporary Accounting Research 29 (2): 432-52.  

Christina, RW, and RA Bjork. 1991. Optimizing long-term retention and transfer. In the 
mind’s Eye: Enhancing Human Performance: 23-56.  

Chua, Wei Hwa. "The Effect of Relative Performance Evaluation on the Joint Choice of 
Risk and Effort." Available at SSRN 1732472 (2010).  



 

109 

Church, Bryan K., Theresa Libby, and Ping Zhang. 2008. Contracting frame and 
individual behavior: Experimental evidence. Journal of Management Accounting 
Research 20 (1): 153-68.  

Churchill Jr, Gilbert A., Neil M. Ford, and Orville C. Walker Jr. 1992. Sales force 
management: Planning, implementation and control, richard D. irwin. Inc, 
Homewood, IL.  

Clark, Derek J., and Christian Riis. 1998. Competition over more than one prize. 
American Economic Review 88 (1): 276-89.  

Cloyd, C. 1997. Performance in tax research tasks: The joint effects of knowledge and 
accountability. The Accounting Review 72 (1).  

Coate, Douglas, and David Goldbaum. 2006. Skills, Effort, and Performance in 
Tournaments: A Dynamic Model and Empirical Analysis.  

Colquitt, Jason A., Jeffrey A. LePine, and Raymond A. Noe. 2000. Toward an integrative 
theory of training motivation: A meta-analytic path analysis of 20 years of 
research. Journal of Applied Psychology 85 (5): 678.  

Corcoran, Katja, Jan Crusius, and Thomas Mussweiler. 2011. Social comparison: 
Motives, standards, and mechanisms. Theories in Social Psychology: 119-39.  

Covaleski, Mark, John H. Evans III, Joan Luft, and Michael D. Shields. 2006. Budgeting 
research: Three theoretical perspectives and criteria for selective integration. 
Handbooks of Management Accounting Research 2: 587-624.  

Crawford, John D., and Lazar Stankov. 1996. Age differences in the realism of 
confidence judgements: A calibration study using tests of fluid and crystallized 
intelligence. Learning and Individual Differences 8 (2): 83-103.  

Cromwell, SE, and J. Kolb. 2002. The effect of organizational support, management 
support, and peer support on transfer of training. Paper presented at 
Proceedings of the Academy of Human Resource Development Conference.  

Csathó, Árpád, Dimitri van der Linden, Gergely Darnai, and Jesper F. Hopstaken. 2013. 
The same-object benefit is influenced by time-on-task. Journal of Cognitive 
Psychology 25 (3): 319-27.  

Dearman, David T., and Michael D. Shields. 2001. Cost knowledge and cost-based 
judgment performance. Journal of Management Accounting Research 13 (1): 1-
18.  

Dechenaux, Emmanuel, Dan Kovenock, and Roman M. Sheremeta. 2012. A Survey of 
Experimental Research on Contests, all-Pay Auctions and Tournaments.  



 

110 

Decker, LaRita M. 1992. Information and Incentive Mechanisms for Aligning Principal 
and Agent Interests in Escalation Situations.  

Derfuss, Klaus. "The relationship of budgetary participation and reliance on accounting 
performance measures with individual-level consequent variables: a meta-
analysis." European Accounting Review 18, no. 2 (2009): 203-239.  

DeVaro, Jed. 2006. Internal promotion competitions in firms. The Rand Journal of 
Economics 37 (3): 521-42.  

Devers, Cynthia E., Albert A. Cannella, Gregory P. Reilly, and Michele E. Yoder. 2007. 
Executive compensation: A multidisciplinary review of recent developments. 
Journal of Management 33 (6): 1016-72.  

Devine, AM, and Laurence D. Stephens. 1993. Evidence from experimental psychology 
for the rhythm and metre of Greek verse. Paper presented at Transactions of the 
American Philological Association.  

Dias, Reinildes. 1994. Towards autonomy: The integration of learner-controlled 
strategies into the teaching event. Autonomy in Language Learning. Porto 
Alegre, RGS: Editora Da Universidade: 13-24.  

Douthit, Jeremy D., Linwood W. Kearney, and Douglas E. Stevens. 2012. Can agent 
cheap talk mitigate agency problems in the presence of a noisy performance 
measure? an experimental test in a single-and multi-period setting. Journal of 
Management Accounting Research 24 (1): 135-58.  

Dutcher, E. Glenn, Loukas Balafoutas, Florian Lindner, Dmitry Ryvkin, and Matthias 
Sutter. 2013. Strive to be First Or Avoid being Last: An Experiment on Relative 
Performance Incentives.  

Earley, Christine E. 2001. Knowledge acquisition in auditing: Training novice auditors to 
recognize cue relationships in real estate valuation. The Accounting Review 76 
(1): 81-97.  

Ederer, Florian. 2010. Feedback and motivation in dynamic tournaments. Journal of 
Economics & Management Strategy 19 (3): 733-69.  

Eisenhardt, Kathleen M. 1989. Agency theory: An assessment and review. Academy of 
Management Review 14 (1): 57-74.  

Elliot, Andrew J., and Todd M. Thrash. 2001. Achievement goals and the hierarchical 
model of achievement motivation. Educational Psychology Review 13 (2): 139-
56.  

Elliott, Elaine S., and Carol S. Dweck. 1988. Goals: An approach to motivation and 
achievement. Journal of Personality and Social Psychology 54 (1): 5.  



 

111 

Eriksson, Tor. 1999. Executive compensation and tournament theory: Empirical tests on 
Danish data. Journal of Labor Economics 17 (2): 262-80.  

Ertac, Seda. 2005. Social comparisons and optimal information revelation: Theory and 
experiments. Job Market Paper, UCLA.  

Fang, Hanming, and Andrea Moro. 2010. Theories of Statistical Discrimination and 
Affirmative Action: A Survey.  

Fatseas, Victor A., and Mark K. Hirst. 1992. Incentive effects of assigned goals and 
compensation schemes on budgetary performance. Accounting and Business 
Research 22 (88): 347-55.  

Faul, Franz, Edgar Erdfelder, Axel Buchner, and Albert-Georg Lang. 2009. Statistical 
power analyses using G* power 3.1: Tests for correlation and regression 
analyses. Behavior Research Methods 41 (4): 1149-60.  

Fehrenbacher, Dennis D. 2013. Design of incentive systems: Experimental approach to 
incentive and sorting effects Springer. 

———. Design of incentive systems. Contributions to Management Science 235.  

Ferris, Gerald R., and Terence R. Mitchell. 1987. The components of social 
influence and their importance for human resources research. Research in 
Personnel and Human Resources Management: 103-128.  

Fisher, Joseph G., Laureen A. Maines, Sean A. Peffer, and Geoffrey B. Sprinkle. 2005. 
An experimental investigation of employer discretion in employee performance 
evaluation and compensation. The Accounting Review 80 (2): 563-83.  

Festinger, Leon. 1954. A theory of social comparison processes. Human Relations 7 (2): 
117-40.  

Foong, Soon-Yau, Michael Lawrence, and Marcus O'Connor. 2003. The interaction of 
incentives and information disclosure: The case of confidence interval 
information. The British Accounting Review 35 (3): 233-55.  

Foran, Michael F., and Don T. DeCoster. 1974. An experimental study of the effects of 
participation, authoritarianism, and feedback on cognitive dissonance in a 
standard setting situation. Accounting Review: 751-63.  

Foster, William M., and Marvin Washington. 2009. Organizational structure and home 
team performance. Team Performance Management 15 (3/4): 158-71.  



 

112 

Frank, R. H., and P. J. Cook. 1995. The winner take all society: How more and more 
Americans compete for every fewer and bigger prizes, encouraging economic 
waste, income inequality, and an impoverished cultural life. New York: Free 
Press.  

Frank, RH. En PJ cook (1995) the winner-take-all society.  

Frederickson, James R. 1992. Relative performance information: The effects of common 
uncertainty and contract type on agent effort. Accounting Review: 647-669.  

Freeman, Richard B., and Alexander M. Gelber. 2010. Prize structure and information in 
tournaments: Experimental evidence. American Economic Journal: Applied 
Economics 2 (1): 149-64.  

Frey, Bruno S. 2007. Awards as compensation. European Management Review 4 (1): 6-
14.  

Fu, Qiang, and Jingfeng Lu. 2012. Micro foundations of multi-prize lottery contests: A 
perspective of noisy performance ranking. Social Choice and Welfare 38 (3): 
497-517.  

———. 2009. The beauty of “bigness”: On optimal design of multi-winner contests. 
Games and Economic Behavior 66 (1): 146-61.  

———. 2009. Contest with pre-contest investment. Economics Letters 103 (3): 142-5.  

Gaba, Anil, Ilia Tsetlin, and Robert L. Winkler. 2004. Modifying variability and 
correlations in winner-take-all contests. Operations Research 52 (3): 384-95.  

Gagné, Robert M., and Richard T. White. 1978. Memory structures and learning 
outcomes. Review of Educational Research: 187-222.  

Georgenson, David L. 1982. The problem of transfer calls for partnership. Training & 
Development Journal.  

Gerard, Libby F., Jane B. Bowyer, and Marcia C. Linn. 2008. Principal leadership for 
technology-enhanced learning in science. Journal of Science Education and 
Technology 17 (1): 1-18.  

Gerdin, Jonas. 2005. Management accounting system design in manufacturing 
departments: An empirical investigation using a multiple contingencies approach. 
Accounting, Organizations and Society 30 (2): 99-126.  

Ghodsian, Dina, Robert A. Bjork, and Aaron S. Benjamin. 1997. Evaluating training 
during training: Obstacles and opportunities. Training for a Rapidly Changing 
Workplace: Applications of Psychological Research: 63-88.  



 

113 

Gibbins, Michael. 1984. Propositions about the psychology of professional judgment in 
public accounting. Journal of Accounting Research: 103-25.  

Gibbs, Michael. 2008. Discussion of nonfinancial performance measures and 
Promotion‐Based incentives. Journal of Accounting Research 46 (2): 333-40.  

Gigerenzer, Gerd, Ulrich Hoffrage, and Heinz Kleinbölting. 1991. Probabilistic mental 
models: A brunswikian theory of confidence. Psychological Review 98 (4): 506.  

Gilpatric, Scott M. 2009. Risk taking in contests and the role of carrots and sticks. 
Economic Inquiry 47 (2): 266-77.  

Goldstein, Irwin L. 1993. Training in organizations: Needs assessment, development, 
and evaluation. Thomson Brooks/Cole Publishing Co.  

Gong, Guojin, Laura Yue Li, and Jae Yong Shin. 2011. Relative performance evaluation 
and related peer groups in executive compensation contracts. The Accounting 
Review 86 (3): 1007-43.  

Green, Jerry R., and Nancy Stokey. 1982. A Comparison of Tournaments and Contracts.  

Grekova, K., HJ Bremmers, JH Trienekens, RGM Kemp, and SWF Omta. 2013. The 
mediating role of environmental innovation in the relationship between 
environmental management and firm performance in a multi-stakeholder 
environment. Journal on Chain and Network Science 13 (2): 119-37.  

Greve, Henrich R. 2003. Organizational learning from performance feedback: A 
behavioral perspective on innovation and change Cambridge University Press.  

Grund, Christian, Jan Höcker, and Stefan Zimmermann. 2013. Incidence and 
consequences of risk‐taking behavior in tournaments—evidence from the NBA. 
Economic Inquiry 51 (2): 1489-501.  

Gürtler, Oliver, and Matthias Kräkel. 2012. Dismissal tournaments. Journal of 
Institutional and Theoretical Economics JITE 168 (4): 547-62.  

Hair, J., R. Anderson, and R. Tatham and W. black (1995), multivariate data analysis 
with reading.  

Halabi, Abdel K. 2006. Applying an instructional learning efficiency model to determine 
the most efficient feedback for teaching introductory accounting. Global 
Perspectives on Accounting Education 3 (1): 93-113.  

Halabi, Abdel K., Juhani E. Tuovinen, and Alan A. Farley. 2005. Empirical evidence on 
the relative efficiency of worked examples versus problem-solving exercises in 
accounting principles instruction. Issues in Accounting Education 20 (1): 21-32.  



 

114 

Hall, Matthew. 2011. Do comprehensive performance measurement systems help or 
hinder managers’ mental model development? Management Accounting 
Research 22 (2): 68-83.  

Hammersley, Jacqueline S. 2006. Pattern identification and industry-specialist auditors. 
The Accounting Review 81 (2): 309-36.  

Hannan, R. Lynn, Ranjani Krishnan, and Andrew H. Newman. 2008. The effects of 
disseminating relative performance feedback in tournament and individual 
performance compensation plans. The Accounting Review 83 (4): 893-913.  

Hannan, R. Lynn, Gregory P. McPhee, Andrew H. Newman, and Ivo D. Tafkov. 2012. 
The effect of relative performance information on performance and effort 
allocation in a multi-task environment. The Accounting Review 88 (2): 553-75.  

Hannan, R. Lynn, and Kristy L. Towry. 2011. Collusion in tournaments: An experimental 
investigation of the role of mutual monitoring.  

Hannan, R. Lynn, Kristy L. Towry, and Yue May Zhang. 2013. Turning up the volume: 
An experimental investigation of the role of mutual monitoring in tournaments. 
Contemporary Accounting Research 30 (4): 1401-26.  

Harbring, Christine, and Bernd Irlenbusch. 2008. How many winners are good to have? 
On tournaments with sabotage. Journal of Economic Behavior & Organization 65 
(3): 682-702.  

———. 2003. An experimental study on tournament design. Labour Economics 10 (4): 
443-64.  

Hartmann, Frank, and Sergeja Slapničar. 2012. The perceived fairness of performance 
evaluation: The role of uncertainty. Management Accounting Research 23 (1): 
17-33.  

Hecht, Gary, Ivo Tafkov, and Kristy L. Towry. 2012. Performance spillover in a multitask 
environment*. Contemporary Accounting Research 29 (2): 563-89.  

Henderson, John M., and Fernanda Ferreira. 1990. Effects of foveal processing difficulty 
on the perceptual span in reading: Implications for attention and eye movement 
control. Journal of Experimental Psychology: Learning, Memory, and Cognition 
16 (3): 417.  

Hess, E. H., and J. M. Polt. 1964. Pupil size in relation to mental activity during simple 
problem-solving. Science (New York, N.Y.) 143 (3611) (Mar 13): 1190-2.  

Hirshleifer, David, and Siew Hong Teoh. 2003. Limited attention, information disclosure, 
and financial reporting. Journal of Accounting and Economics 36 (1): 337-86.  



 

115 

Hirst, Mark K., and Philip W. Yetton. 1999. The effects of budget goals and task 
interdependence on the level of and variance in performance: A research note. 
Accounting, Organizations and Society 24 (3): 205-16.  

Hodge, Frank D., Patrick E. Hopkins, and David A. Wood. 2010. The effects of financial 
statement information proximity and feedback on cash flow forecasts*. 
Contemporary Accounting Research 27 (1): 101-33.  

Hoffman, Vicky B., Jennifer R. Joe, and Donald V. Moser. 2003. The effect of 
constrained processing on auditors’ judgments. Accounting, Organizations and 
Society 28 (7): 699-714.  

Hollingshead, Andrea B. 2000. Perceptions of expertise and transitive memory in work 
relationships. Group Processes & Intergroup Relations 3 (3): 257-67.  

———. 1998. Groupand individual training the impact of practice on performance. Small 
Group Research 29 (2): 254-80.  

Holmes, VM. 2012. Adult word recognition and visual sequential memory. Reading and 
Writing 25 (1): 23-44.  

Holmstrom, B. 1982. Moral hazard in teams. The Bell Journal of Economics 13 (2): 324-
340.  

Hornik, Steven, and Bernadette Ruf. 1997. Expert systems usage and knowledge 
acquisition: An empirical assessment of analogical reasoning in the evaluation of 
internal controls. Journal of Information Systems 11 (2).  

Huffcutt, Allen I., Chad H. Van Iddekinge, and Philip L. Roth. 2011. Understanding 
applicant behavior in employment interviews: A theoretical model of interviewee 
performance. Human Resource Management Review 21 (4): 353-67.  

Hyönä, Jukka, Jorma Tommola, and Anna-Mari Alaja. 1995. Pupil dilation as a measure 
of processing load in simultaneous interpretation and other language tasks. The 
Quarterly Journal of Experimental Psychology 48 (3): 598-612.  

Indjejikian, Raffi J., and Dhananjay Nanda. 2002. Executive target bonuses and what 
they imply about performance standards. The Accounting Review 77 (4): 793-
819.  

Irlenbusch, Bernd. 2006. Experimental perspectives on incentives in organisations. 
Central European Journal of Operations Research 14 (1): 1-24.  

Jermias, Johnny. 1996. The effects of commitment, costing systems and feedback on 
people's judgment and resistance to change: The case of activity-based costing 
University of Waterloo.  



 

116 

Jermias, Johnny, and Fatih Yigit. 2012. Budgetary participation in turkey: The effects of 
information asymmetry, goal commitment, and role ambiguity on job satisfaction 
and performance. Journal of International Accounting Research 12 (1): 29-54.  

Johnson, Benny G., and Erik Slayter. 2011. Impact of structure of early practice on 
student performance in transaction analysis. Issues in Accounting Education 27 
(1): 101-12.  

Johnson, Neal F. 1970. The role of chunking and organization in the process of recall. 
The Psychology of Learning and Motivation 4: 171-247.  

Johnson, Ronald N., and Gary D. Libecap. 1989. Bureaucratic rules, supervisor 
behavior, and the effect on salaries in the federal government. JL Econ. & Org. 5: 
53.  

Jonassen, David H. 1988. Integrating learning strategies into courseware to facilitate 
deeper processing. Instructional Designs for Microcomputer Courseware 1: 151-
81.  

Jordan, Alexander H., and Pino G. Audia. 2012. Self-enhancement and learning from 
performance feedback. Academy of Management Review 37 (2): 211-31.  

Just, Marcel A., and Patricia A. Carpenter. 1993. The intensity dimension of thought: 
Pupillometric indices of sentence processing. Canadian Journal of Experimental 
Psychology/Revue Canadienne De Psychologie Expé Rimentale 47 (2): 310.  

Kachelmeier, Steven J., Bernhard E. Reichert, and Michael G. Williamson. 2008. 
Measuring and motivating quantity, creativity, or both. Journal of Accounting 
Research 46 (2): 341-73.  

Kadous, Kathryn, and Lisa M. Sedor. 2004. The efficacy of Third‐Party consultation in 
preventing managerial escalation of commitment: The role of mental 
representations*. Contemporary Accounting Research 21 (1): 55-82.  

Kahneman, D., ed. 1973. Attention and effort. Englewood Cliffs (NJ): Prentice Hall.  

Kahneman, Daniel. 2011. Thinking, fast and slow Macmillan.  

———. 2003. Maps of bounded rationality: Psychology for behavioral economics. 
American Economic Review: 1449-75.  

Kahneman, Daniel, and Jackson Beatty. 1966. Pupil diameter and load on memory. 
Science.  

Kahneman, Daniel, and Amos Tversky. 2000. Choices, values, and frames Cambridge 
University Press.  



 

117 

Kalra, Ajay, and Mengze Shi. 2001. Designing optimal sales contests: A theoretical 
perspective. Marketing Science 20 (2): 170-93.  

Kanfer, Ruth. 1990. Motivation theory and industrial and organizational psychology. 
Handbook of Industrial and Organizational Psychology 1 (2): 75-130.  

Kantak, Shailesh S., and Carolee J. Winstein. 2012. Learning–performance distinction 
and memory processes for motor skills: A focused review and perspective. 
Behavioural Brain Research 228 (1): 219-31.  

Kaplan, Robert S. 2008. Conceptual foundations of the balanced scorecard. Handbooks 
of Management Accounting Research 3: 1253-69.  

Kavussanu, Maria, and Delwyn L. Harnisch. 2000. Self‐esteem in children: Do goal 
orientations matter? British Journal of Educational Psychology 70 (2): 229-42.  

Keener, Matt C. 2011. Integration of Comprehension and Metacomprehension using 
Narrative Texts.  

Kelly, Khim. 2010. Accuracy of relative weights on multiple leading performance 
measures: Effects on managerial performance and knowledge*. Contemporary 
Accounting Research 27 (2): 577-608.  

Kelly, Khim, and Adam Presslee. 2014. Sizing up the competition: The interactive effect 
of tournament prize structure and social identity on effort.  

Kempf, Alexander, and Stefan Ruenzi. 2008. Tournaments in mutual-fund families. 
Review of Financial Studies 21 (2): 1013-36.  

Kessler, Lawrence, and Robert H. Ashton. 1981. Feedback and prediction achievement 
in financial analysis. Journal of Accounting Research: 146-62.  

Kluger, Avraham N., and Angelo DeNisi. 1996. The effects of feedback interventions on 
performance: A historical review, a meta-analysis, and a preliminary feedback 
intervention theory. Psychological Bulletin 119 (2): 254.  

Kobayashi, Bruce H., and Ben T. Yu. 1990. An efficiency rationale for horizontal price 
fixing: A market tournament of innovation*. Asian Economic Journal 4 (2): 96-
125.  

Kochukhova, Olga, and Gustaf Gredebäck. 2007. Learning about occlusion: Initial 
assumptions and rapid adjustments. Cognition 105 (1): 26-46.  



 

118 

Kock, Ned. 2005. Media richness or media naturalness? The evolution of our biological 
communication apparatus and its influence on our behavior toward e-
communication tools. Professional Communication, IEEE Transactions on 48 (2): 
117-30.  

Konrad, Kai A. 2007. Strategy in Contests: An Introduction.  

Kräkel, Matthias. 2008. Emotions in tournaments. Journal of Economic Behavior & 
Organization 67 (1): 204-14.  

Kren, Leslie, and Woody M. Liao. 1988. The role of accounting information in the control 
of organizations: A review of the evidence. Journal of Accounting Literature 7 (1): 
280-309.  

Kyllonen, Patrick, Alyssa M. Walters, and James C. Kaufman. 2005. Noncognitive 
constructs and their assessment in graduate education: A review. Educational 
Assessment 10 (3): 153-84.  

Kyun, Suna. 2012. Application of Contemporary Theories of Human Cognitive 
Architecture to the Design of Ill-Defined Learning Domains: The Effect of Worked 
Examples when Learning English Literature.  

Laeng, Bruno, Sylvain Sirois, and Gustaf Gredebäck. 2012. Pupillometry A window to 
the preconscious? Perspectives on Psychological Science 7 (1): 18-27.  

Langfield-Smith, Kim. 2006. 11 understanding management control systems and 
strategy. Contemporary Issues in Management Accounting: 243.  

Latham, Gary P. 2004. The motivational benefits of goal-setting. The Academy of 
Management Executive 18 (4): 126-9.  

Latham, Gary P. 2009. Motivate employee performance through goal setting. Locke, 
(Ed). Handbook of Principles of Organizational Behavior, 2e.Blackwell: 161-78.  

Latham, Gary P., and H. Colleen Stuart. 2007. Practicing what we preach: The practical 
significance of theories underlying HRM interventions for a MBA school. Human 
Resource Management Review 17 (2): 107-16.  

Lau, Chong M., and Sharon LC Tan. 2006. The effects of procedural fairness and 
interpersonal trust on job tension in budgeting. Management Accounting 
Research 17 (2): 171-86.  

Laughlin, Patrick R., and Joan M. Barth. 1981. Group-to-individual and individual-to-
group problem-solving transfer. Journal of Personality and Social Psychology 41 
(6): 1087.  



 

119 

Laughlin, Patrick R., and James D. Sweeney. 1977. Individual-to-group and group-to-
individual transfer in problem solving. Journal of Experimental Psychology: 
Human Learning and Memory 3 (2): 246.  

Lazear, Edward P. 1995. Personnel economics. Vol. 1993. MIT press.  

Lazear, Edward P., and Sherwin Rosen. 1981. Rank-Order Tournaments as Optimum 
Labor Contracts. Journal of Political Economy, Vol. 89, No. 5, pp. 841-864. 

Leach-López, Maria A., William W. Stammerjohan, and Frances M. McNair. 2007. 
Differences in the role of job-relevant information in the budget participation-
performance relationship among US and Mexican managers: A question of 
culture or communication. Journal of Management Accounting Research 19 (1): 
105-36.  

Leahey, T. H., and R. J. Harris. 1997. Learning and cognition. 4th ed. Upper Saddle 
River, New Jersey: Prentice-Hall, Inc.  

Lee, Hua. 2012. Incentive contracts and time pressure on audit judgment performance. 
Managerial Auditing Journal 27 (3): 263-83.  

Leech, Nancy L., Karen Caplovitz Barrett, and George Arthur Morgan. 2005. SPSS for 
intermediate statistics: Use and interpretation Psychology Press.  

LeFevre, Jo-Anne, and Peter Dixon. 1986. Do written instructions need examples? 
Cognition and Instruction 3 (1): 1-30.  

Leslie, Kimberley Crompton. Redundancy and Expertise Reversal Effects when using 
Multimodal Materials to Learn Primary School Science. A Cognitive Load Theory 
Perspective.  

Leslie, Kimberley Crompton, Renae Low, Putai Jin, and John Sweller. 2012. 
Redundancy and expertise reversal effects when using educational technology to 
learn primary school science. Educational Technology Research and 
Development 60 (1): 1-13.  

Lewin, Kurt, Tamara Dembo, Leon Festinger, and Pauline S. Sears. 1944. Level of 
aspiration.  

Lewis, Kyle, Donald Lange, and Lynette Gillis. 2005. Transactive memory systems, 
learning, and learning transfer. Organization Science 16 (6): 581-98.  

Libby, William L., Beatrice C. Lacey, and John I. Lacey. 1973. Pupillary and cardiac 
activity during visual attention. Psychophysiology 10 (3): 270-94.  



 

120 

Libby, Robert, and Marlys Gascho Lipe. 1992. Incentives, effort, and the cognitive 
processes involved in accounting related judgments. Journal of Accounting 
Research: 249-73.  

Libby, Robert, and Joan Luft. 1993. Determinants of judgment performance in 
accounting settings: Ability, knowledge, motivation, and environment. 
Accounting, Organizations and Society 18 (5): 425-50.  

Libby, Robert, and HT Tan. 1995. The role of knowledge and memory in audit judgment. 
Judgment and Decision Making Research in Accounting and Auditing: 176-206.  

Libby, Robert, and Hun-Tong Tan. 1994. Modeling the determinants of audit expertise. 
Accounting, Organizations and Society 19 (8): 701-16.  

Libby, Theresa, Steven E. Salterio, and Alan Webb. 2004. The balanced scorecard: The 
effects of assurance and process accountability on managerial judgment. The 
Accounting Review 79 (4): 1075-94.  

Lin, Huifen, and Tsuiping Chen. 2006. Decreasing cognitive load for novice EFL 
learners: Effects of question and descriptive advance organizers in facilitating 
EFL learners’ comprehension of an animation-based content lesson. System 34 
(3): 416-31.  

Lindberg, Deborah L., and Mario M. Maletta. 2003. An examination of memory 
conjunction errors in multiple client audit environments. Auditing: A Journal of 
Practice & Theory 22 (1): 127-41.  

Lipe, Marlys Gascho, and Steven E. Salterio. 2000. The balanced scorecard: 
Judgmental effects of common and unique performance measures. The 
Accounting Review 75 (3): 283-98.  

Liu, Yeou-Teh, Zong-Yi Luo, Gottfried Mayer-Kress, and Karl M. Newell. 2012. Self-
organized criticality and learning a new coordination task. Human Movement 
Science 31 (1): 40-54.  

Locke, Edwin A. 1991. Goal theory vs. control theory: Contrasting approaches to 
understanding work motivation. Motivation and Emotion 15 (1): 9-28.  

Lombardo, Chiara. 2007. The Role of Emotions in Training and Clinical Supervision of 
Professionals Working in Community Mental Health Services: An Exploration of 
the Lazarus Model.  

Luft, Joan, and Michael D. Shields. 2010. Psychology models of management 
accounting Now Publishers Inc.  



 

121 

Luo, Ping. 2010. Evaluation of the flicker effect as a generative strategy in enhancing 
computer-based instruction (CBI) of visual recognition and classification. 
University of South Florida.  

Maas, Victor Sebastiaan. 2007. The effect of controller involvement in management on 
performance measurement system gaming.  

Magee, Robert P., and John W. Dickhaut. 1978. Effects of compensation plans on 
heuristics in cost variance investigations. Journal of Accounting Research: 294-
314.  

Mahama, Habib. 2006. Management control systems, cooperation and performance in 
strategic supply relationships: A survey in the mines. Management Accounting 
Research 17 (3): 315-39.  

Mahama, Habib, and Mandy M. Cheng. 2012. The effect of managers' enabling 
perceptions on costing system use, psychological empowerment, and task 
performance. Behavioral Research in Accounting 25 (1): 89-114.  

Mahlendorf, Matthias D., Fabian Kleinschmit, and Paolo Perego. 2014. Relational effects 
of relative performance information: The role of professional identity. 
Forthcoming in Accounting, Organizations and Society.  

Maiga, Adam S., and Fred A. Jacobs. 2005. Antecedents and consequences of quality 
performance. Behavioral Research in Accounting 17 (1): 111-31.  

Maines, Laureen A., Gerald L. Salamon, and Geoffrey B. Sprinkle. 2006. An information 
economic perspective on experimental research in accounting. Behavioral 
Research in Accounting 18 (1): 85-102.  

Malmi, Teemu, and David A. Brown. 2008. Management control systems as a 
package—Opportunities, challenges and research directions. Management 
Accounting Research 19 (4): 287-300.  

Marinelli, Chiara Valeria, Marialuisa Martelli, Prachayani Praphamontripong, Pierluigi 
Zoccolotti, and Helen Abadzi. 2013. Visual and linguistic factors in literacy 
acquisition: Instructional implications for beginning readers in low-income 
countries.  

Matsumura, Ella Mae, and Jae Yong Shin. 2006. An empirical analysis of an incentive 
plan with relative performance measures: Evidence from a postal service. The 
Accounting Review 81 (3): 533-66.  

Matthews, Peter Hans, Paul M. Sommers, and Francisco J. Peschiera. 2007. Incentives 
and superstars on the LPGA tour. Applied Economics 39 (1): 87-94.  



 

122 

Matuszewski, Linda J. 2010. Honesty in managerial reporting: Is it affected by 
perceptions of horizontal equity? Journal of Management Accounting Research 
22 (1): 233-50.  

Mauldin, Elaine G. 2003. An experimental examination of information technology and 
compensation structure complementarities in an expert system context. Journal 
of Information Systems 17 (1): 19-41.  

Mayer, Richard E. 1993. Illustrations that instruct. Advances in Instructional Psychology 
4: 253-84.  

McGregor, Jena. 2006. The struggle to measure performance. Business Week: 26-8.  

McLaughlin, Kenneth J. 1988. Aspects of tournament models: A survey. Research in 
Labor Economics 9 (1): 225-56.  

Meece, Judith L., Eric M. Anderman, and Lynley H. Anderman. 2006. Classroom goal 
structure, student motivation, and academic achievement. Annu.Rev.Psychol. 57 
: 487-503.  

Merchant, Kenneth A., and Van der Stede, Wim A. 2012. Management control systems: 
Performance measurement, evaluation, and incentives. 3rd ed. London: Prentice 
Hall.  

Merchant, Kenneth A., and Jean-Francois Manzoni. 1992. The achievability of budget 
targets in profit centers: A field study Springer.  

Miller, George A. 1956. The magical number seven, plus or minus two: Some limits on 
our capacity for processing information. Psychological Review 63 (2): 81.  

Miller, Timothy C., W. Timothy Mitchell, and Sean A. Peffer. 2010. The effect of incentive 
scheme choices on strategy development.  

Mitchell, Terence R., and William S. Silver. 1990. Individual and group goals when 
workers are interdependent: Effects on task strategies and performance. Journal 
of Applied Psychology 75 (2): 185.  

Moldovanu, Benny, and Aner Sela. 2001. The optimal allocation of prizes in contests. 
American Economic Review: 542-58.  

Moore, David M., John K. Burton, and Robert J. Myers. 1996. Multiple-channel 
communication: The theoretical and research foundations of multimedia. 
Handbook of Research for Educational Communications and Technology: 851-
75.  



 

123 

Mostyn, Gregory R. 2011. Cognitive load theory: What it is, why it's important for 
accounting instruction and research. Issues in Accounting Education 27 (1): 227-
45.  

Moursund, David. 2004. Using brain/mind science and computers to improve elementary 
school math education.  

———. Improving elementary school math education: Some roles of Brain/Mind science 
and computers*.  

Murdock, Bennet B. 1974. Human memory: Theory and data. Lawrence Erlbaum.  

Murthy, Uday S. 2011. The effect of relative performance information under different 
incentive schemes on performance in a production task.  

Nadolski, Rob. 2004. Process support for learning tasks in multimedia practical. 

Najjar, Lawrence Joseph. 1995. A review of the fundamental effects of multimedia 
information presentation on learning.  

Naylor, James C., Robert D. Pritchard, and Daniel R. Ilgen. 1980. A theory of behavior in 
organizations Academic Press New York.  

Nelson, Richard R. 1993. National innovation systems: A comparative analysis. 
University of Illinois at Urbana-Champaign's Academy for Entrepreneurial 
Leadership Historical Research Reference in Entrepreneurship.  

Newman, Andrew H., and Ivo D. Tafkov. 2011. Relative performance information and 
contract design in tournaments.  

Newman, Andrew H., and Ivo D. Tafkov. 2014. Relative performance information in 
tournaments with different prize structures. Accounting, Organizations and 
Society 39 (5): 348-61.  

Nguyen, Thu Thi, Lokman Mia, and Allen Huang. Reward systems, MAS information and 
managerial performance: The impact of ownership type.  

Niemczyk, Mary. 2008. Student approaches to learning in aviation contexts. Journal of 
Aviation/Aerospace Education and Research 18 (1): 19-28.  

Noe, Raymond A. 1986. Trainees' attributes and attitudes: Neglected influences on 
training effectiveness. Academy of Management Review 11 (4): 736-49.  

Nouri, Hossein, and Larissa Kyj. 2008. The effect of performance feedback on prior 
budgetary participative research using survey methodology: An empirical study. 
Critical Perspectives on Accounting 19 (8): 1431-53.  



 

124 

Novick, Laura R., and Steven J. Sherman. 2003. On the nature of insight solutions: 
Evidence from skill differences in anagram solution. The Quarterly Journal of 
Experimental Psychology: Section A 56 (2): 351-82.  

Nowack, Kenneth M. 1989. Coping style, cognitive hardiness, and health status. Journal 
of Behavioral Medicine 12 (2): 145-58.  

Nuechterlein, Keith H., and Michael E. Dawson. 1984. Information processing and 
attentional functioning in the developmental course of schizophrenic disorders. 
Schizophrenia Bulletin 10 (2): 160-203.  

O'Donnell, Ed. 2003. The influence of process-focused knowledge acquisition on 
evaluative judgment during a systems assurance task. International Journal of 
Accounting Information Systems 4 (2): 115-39.  

O'Donnell, Ed, Bruce Koch, and Jeff Boone. 2005. The influence of domain knowledge 
and task complexity on tax professionals' compliance recommendations. 
Accounting, Organizations and Society 30 (2): 145-65.  

O'Donnell, Ed, and Joseph J. Schultz Jr. 2003. The influence of business-process-
focused audit support software on analytical procedures judgments. Auditing: A 
Journal of Practice & Theory 22 (2): 265-79.  

Olivera, Fernando, and Susan G. Straus. 2004. Group-to-individual transfer of learning 
cognitive and social factors. Small Group Research 35 (4): 440-65.  

O'Malley, J. Michael, Anna U. Chamot, Carol Walker, Rocco P. Russo, Lisa Kupper, 
Larry Brooks, and Mark A. Sabol. 1987. The Role of Learning Strategies in 
Second Language Acquisition: A Selected Literature Review.  

Ordóñez, Lisa D., Maurice E. Schweitzer, Adam D. Galinsky, and Max H. Bazerman. 
2009. Goals gone wild: The systematic side effects of overprescribing goal 
setting. The Academy of Management Perspectives 23 (1): 6-16.  

Orrison, Alannah, Andrew Schotter, and Keith Weigelt. 2004. Multiperson tournaments: 
An experimental examination. Management Science 50 (2): 268-79.  

———. 1997. On the design of optimal organizations using tournaments: An 
experimental examination New York University.  

Orszag, Jonathan M. 1994. A new look at incentive effects and golf tournaments. 
Economics Letters 46 (1): 77-88.  

Paas, Fred GWC, and Jeroen JG Van Merriënboer. 1993. The efficiency of instructional 
conditions: An approach to combine mental effort and performance measures. 
Human Factors: The Journal of the Human Factors and Ergonomics Society 35 
(4): 737-43.  



 

125 

Park, Ok-choon, and Jung Lee. 2003. Adaptive instructional systems. Educational 
Technology Research and Development 25: 651-84.  

Peng, David Xiaosong, and Fujun Lai. 2012. Using partial least squares in operations 
management research: A practical guideline and summary of past research. 
Journal of Operations Management 30 (6): 467-80.  

Phillips, Fred, Sarah J. Alford, and Sarah Guina. 2012. Illustrations in financial 
accounting textbooks: Function and placement interact to affect student learning. 
Issues in Accounting Education 27 (4): 999-1017.  

Poehnl, Sabine, and Franz X. Bogner. 2013. A modified refutation text design: Effects on 
instructional efficiency for experts and novices. Educational Research and 
Evaluation 19 (5): 402-25.  

Pongpattrachai, Dichapong. 2010. The model of IT infusion in small audit firms in 
Thailand.  

Preacher, Kristopher J., and Geoffrey J. Leonardelli. 2003. Calculation for the sobel test. 
An Interactive Calculation Tool for Mediation Tests.  

Preiss, David, and Robert J. Sternberg. 2010. Innovations in educational psychology: 
Perspectives on learning, teaching, and human development Springer Pub.  

Prendergast, Canice. 1999. The provision of incentives in firms. Journal of Economic 
Literature: 7-63.  

———. 1993. The role of promotion in inducing specific human capital acquisition. The 
Quarterly Journal of Economics: 523-34.  

Pringle, David. 2003. Learning gurus adapt to escape corporate axes. Wall Street J 7 : 
B1.  

Radant, Allen D., Dorcas J. Dobie, Monica E. Calkins, Ann Olincy, David L. Braff, Kristin 
S. Cadenhead, Robert Freedman, Michael F. Green, Tiffany A. Greenwood, and 
Raquel E. Gur. 2007. Successful multi-site measurement of antisaccade 
performance deficits in schizophrenia. Schizophrenia Research 89 (1): 320-9.  

Ramaprasad, Arkalgud. 1983. On the definition of feedback. Behavioral Science 28 (1): 
4-13.  

Rankin, Frederick W., and Todd L. Sayre. 2011. Responses to risk in tournaments. 
Accounting, Organizations and Society 36 (1): 53-62.  

Rasch, Ronald H., and Henry L. Tosi. 1992. Factors affecting software developers' 
performance: An integrated approach. MIS Quarterly 16 (3).  



 

126 

Rawson, Katherine A. 2010. Defining and investigating automaticity in reading 
comprehension. Psychology of Learning and Motivation 52: 185-230.  

Rayner, Keith. 1998. Eye movements in reading and information processing: 20 years of 
research. Psychological Bulletin 124 (3): 372.  

Reder, Lynne M., and Frank E. Ritter. 1992. What determines initial feeling of knowing? 
Familiarity with question terms, not with the answer. Journal of Experimental 
Psychology: Learning, Memory, and Cognition 18 (3): 435.  

Rich, Jay S., Ira Solomon, and Ken T. Trotman. 1997. Multi-auditor judgment/decision 
making research: A decade later. Journal of Accounting Literature 16: 86-126.  

Rigney, Joseph W. 1976. On Cognitive Strategies for Facilitating Acquisition, Retention, 
and Retrieval in Training and Education.  

Roediger, Henry L., and Jeffrey D. Karpicke. 2006. The power of testing memory: Basic 
research and implications for educational practice. Perspectives on 
Psychological Science 1 (3): 181-210.  

Rose, Jacob M., Britton A. McKay, Carolyn Strand Norman, and Anna M. Rose. 2012. 
Designing decision aids to promote the development of expertise. Journal of 
Information Systems 26 (1): 7-34.  

Rose, Jacob M., Anna M. Rose, and Britton McKay. 2007. Measurement of knowledge 
structures acquired through instruction, experience, and decision aid use. 
International Journal of Accounting Information Systems 8 (2): 117-37.  

Rose, Jacob M., and Christopher J. Wolfe. 2000. The effects of system design 
alternatives on the acquisition of tax knowledge from a computerized tax decision 
aid. Accounting, Organizations and Society 25 (3): 285-306.  

Rosman, Andrew, Stanley Biggs, Lynford Graham, and Lynn Bible. 2007. Successful 
audit work paper review strategies in electronic environments. Journal of 
Accounting, Auditing & Finance 22 (1): 57-83.  

Rowold, Jens. 2007. Individual influences on knowledge acquisition in a call center 
training context in Germany. International Journal of Training and Development 
11 (1): 21-34.  

Rusanganwa, Joseph Appolinary. 2013. Developing a multimedia instrument for 
technical vocabulary learning: A case of EFL undergraduate physics education. 
Computer Assisted Language Learning (ahead-of-print): 1-15.  

Russo, J. Edward, and Barbara A. Dosher. 1983. Strategies for multiattribute binary 
choice. Journal of Experimental Psychology: Learning, Memory, and Cognition 9 
(4): 676.  



 

127 

Ryan, Robert J., and Sandra M. Simpson. 1988. Computer aided instruction for< i> ab 
initio</i> teaching in accounting. The British Accounting Review 20 (2): 111-30.  

Salas, Eduardo, and Janis A. Cannon-Bowers. 2001. The science of training: A decade 
of progress. Annual Review of Psychology 52 (1): 471-99.  

Salas, EDUARDO, and KEVIN C. Stagl. 2009. Design training systematically and follow 
the science of training. Handbook of Principles of Organizational Behavior: 
Indispensible Knowledge for Evidence-Based Management: 59-84.  

Sanli, Elizabeth A. 2013. The role of minimization and facilitation of learner involvement 
during acquisition in the learning of a motor task.  

Sargent, Carol Springer. 2013. Find it, fix it, and thrive: The impact of insisting on 
proficiency in prerequisite knowledge in intermediate accounting. Issues in 
Accounting Education 28 (3): 581-97.  

Sargent, Carol Springer, A. Faye Borthick, and Amy R. Lederberg. 2011. Improving 
retention for principles of accounting students: Ultra-short online tutorials for 
motivating effort and improving performance. Issues in Accounting Education 26 
(4): 657-79.  

Schatzberg, Jeffrey W., and Douglas E. Stevens. 2008. Public and private forms of 
opportunism within the organization: A joint examination of budget and effort 
behavior. Journal of Management Accounting Research 20 (1): 59-81.  

Schmidt, Richard A., and Robert A. Bjork. 1992. New conceptualizations of practice: 
Common principles in three paradigms suggest new concepts for training. 
Psychological Science 3 (4): 207-17.  

Schmitz, Anja. 2006. Basic anesthesia skills simulation curriculum for medical students: 
Development and empirical evaluation based on an instructional design model.  

Schwartz, Steven T., David E. Wallin, and Richard A. Young. 2007. Economic 
experiments for the management accounting classroom. Issues in Accounting 
Education 22 (3): 515-34.  

Schwartz, Steven T., and Richard A. Young. 2002. A laboratory investigation of 
verification and reputation formation in a repeated joint investment setting*. 
Contemporary Accounting Research 19 (2): 311-42.  

Sears, Andrew, and Julie A. Jacko. 2007. The human-computer interaction handbook: 
Fundamentals, evolving technologies and emerging applications CRC press.  

Selby, Daniel D. 2012. Do external financial statement auditors sufficiently adjust their 
audit plans for automated-control deficiencies? Academy of Accounting & 
Financial Studies Journal 16 (2).  



 

128 

Shell, Duane F., David W. Brooks, Guy Trainin, Kathleen M. Wilson, Douglas F. 
Kauffman, and Lynne M. Herr. 2010. The unified learning model Springer.  

SHEN, CARL HSIN-HAN, and HAO ZHANG. Tournament incentives and firm innovation.  

Shute, Valerie J. 1995. SMART: Student modeling approach for responsive tutoring. 
User Modeling and User-Adapted Interaction 5 (1): 1-44.  

Singley, Mark K. 1989. The transfer of cognitive skill Harvard University Press.  

Sitzmann, Traci. 2011. A meta‐analytic examination of the instructional effectiveness of 
computer‐based simulation games. Personnel Psychology 64 (2): 489-528.  

Sloof, Randolph, and C. Mirjam Van Praag. 2010. The effect of noise in a performance 
measure on work motivation: A real effort laboratory experiment. Labour 
Economics 17 (5): 751-65.  

Smedley, Georgia A., and Steve G. Sutton. 2004. Explanation provision in knowledge-
based systems: A theory-driven approach for knowledge transfer designs. 
Journal of Emerging Technologies in Accounting 1 (1): 41-61.  

Smither, James W., and Alan G. Walker. 2004. Are the characteristics of narrative 
comments related to improvement in multirater feedback ratings over time? 
Journal of Applied Psychology 89 (3): 575.  

Sobel, Michael E. 1982. Asymptotic confidence intervals for indirect effects in structural 
equation models. Sociological Methodology 13 (1982): 290-312.  

Sprinkle, Geoffrey B. 2003. Perspectives on experimental research in managerial 
accounting. Accounting, Organizations and Society 28 (2): 287-318.  

———. 2000. The effect of incentive contracts on learning and performance. The 
Accounting Review 75 (3): 299-326.  

Sternberg, R. J., and W. M. Williams. 2010. Educational psychology. 2nd ed. Upper 
Saddle River, New Jersey: Pearson Education.  

Straus, Susan G., Michael G. Shanley, Douglas Yeung, Jeff Rothenberg, Elizabeth D. 
Steiner, and Kristin J. Leuschner. 2011. New Tools and Metrics for Evaluating 
Army Distributed Learning.  

Swanson, Richard A. 2001. Assessing the financial benefits of human resource 
development Basic Books.  

Sweller, John. 1988. Cognitive load during problem solving: Effects on learning. 
Cognitive Science 12 (2): 257-85.  



 

129 

Sweller, John, and Graham A. Cooper. 1985. The use of worked examples as a 
substitute for problem solving in learning algebra. Cognition and Instruction 2 (1): 
59-89.  

Sweller, John, Jeroen JG Van Merrienboer, and Fred GWC Paas. 1998. Cognitive 
architecture and instructional design. Educational Psychology Review 10 (3): 
251-96.  

Swezey, Robert W., and Robert E. Llaneras. 1997. Models in training and instruction. 
Handbook of Human Factors and Ergonomics: 514-77.  

Tafkov, Ivo D. 2012. Private and public relative performance information under different 
compensation contracts. The Accounting Review 88 (1): 327-50.  

Tan, Kelvin. 2013. A framework for assessment for learning: Implications for feedback 
practices within and beyond the gap. ISRN Education.  

Tenenbaum, Gershon, Itay Basevitch, Lael Gershgoren, and Edson Filho. 2013. 
Emotions–decision-making in sport: Theoretical conceptualization and 
experimental evidence. International Journal of Sport and Exercise Psychology 
11 (2): 151-68.  

Tesser, Abraham, and Jennifer Campbell. 1980. Self-definition: The impact of the 
relative performance and similarity of others. Social Psychology Quarterly: 341-7.  

Theeuwes, Jan. 2012. Automatic control of visual selection. In The influence of attention, 
learning, and motivation on visual search. 23-62 Springer.  

Tiessen, Peter, and John H. Waterhouse. 1983. Towards a descriptive theory of 
management accounting. Accounting, Organizations and Society 8 (2): 251-67.  

Toshniwal, Omna, and Pradeep Yammiyavar. 2013. Intelligent interactive tutor for rural 
Indian education system. In Intelligent interactive technologies and multimedia. 
186-199. Springer.  

Towry, Kristy L. 2003. Control in a teamwork environment-the impact of social ties on the 
effectiveness of mutual monitoring contracts. The Accounting Review 78 (4): 
1069-95.  

Tuttle, Brad, and F. Greg Burton. 1999. The effects of a modest incentive on information 
overload in an investment analysis task. Accounting, Organizations and Society 
24 (8): 673-87.  

Tversky, A., and D. Kahneman. 1981. The framing of decisions and the psychology of 
choice. Science (New York, N.Y.) 211 (4481) (Jan 30): 453-8.  



 

130 

Ullrich, Mark J., and Brad M. Tuttle. 2004. The effects of comprehensive information 
reporting systems and economic incentives on managers' time-planning 
decisions. Behavioral Research in Accounting 16 (1): 89-105.  

van Gog, Tamara, and Halszka Jarodzka. 2013. Eye tracking as a tool to study and 
enhance cognitive and metacognitive processes in computer-based learning 
environments. In International handbook of metacognition and learning 
technologies. 143-156. Springer.  

Vancouver, Jeffrey B., Kristen M. More, and Ryan J. Yoder. 2008. Self-efficacy and 
resource allocation: Support for a nonmonotonic, discontinuous model. Journal of 
Applied Psychology 93 (1): 35.  

Vandegrift, Donald, and Paul Brown. 2005. Gender differences in the use of high-
variance strategies in tournament competition. The Journal of Socio-Economics 
34 (6): 834-49.  

Vandegrift, Donald, Abdullah Yavas, and Paul M. Brown. 2007. Incentive effects and 
overcrowding in tournaments: An experimental analysis. Experimental 
Economics 10 (4): 345-68.  

Vandegrift, Donald, and Brian Holaday. 2012. Competitive behavior: Tests of the N-
effect and proximity to a standard. Journal of Neuroscience, Psychology, and 
Economics 5 (3): 182.  

Vanover, Charles F. 2009. The expertise in urban teaching project: A theory-building 
study ProQuest.  

Vera-Mun~ oz, Sandra C., William R. Kinney Jr, and Sarah E. Bonner. 2001. The effects 
of domain experience and task presentation format on accountants' information 
relevance assurance. The Accounting Review 76 (3): 405-29.  

Verbeeten, Frank HM. 2008. Performance management practices in public sector 
organizations: Impact on performance. Accounting, Auditing & Accountability 
Journal 21 (3): 427-54.  

Victoravich, Lisa Marie. 2010. When do opportunity costs count? The impact of 
vagueness, project completion stage, and management accounting experience. 
Behavioral Research in Accounting 22 (1): 85-108.  

Vollmeyer, Regina, and Falko Rheinberg. 2006. Motivational effects on self-regulated 
learning with different tasks. Educational Psychology Review 18 (3): 239-53.  

Vroom, Victor Harold. 1964. Work and motivation.  



 

131 

Wade, James B., Charles A. O'Reilly III, and Timothy G. Pollock. 2006. Overpaid CEOs 
and underpaid managers: Fairness and executive compensation. Organization 
Science 17 (5): 527-44.  

Waldman, Michael. 2013. Classic promotion tournaments versus market-based 
tournaments. International Journal of Industrial Organization 31 (3): 198-210.  

———. 2007. Theory and evidence in internal labor markets.  

Waller, William S. 1988. Slack in participative budgeting: The joint effect of a truth-
inducing pay scheme and risk preferences. Accounting, Organizations and 
Society 13 (1): 87-98.  

Waller, William S., and William I. Felix Jr. 1984. The auditor and learning from 
experience: Some conjectures. Accounting, Organizations and Society 9 (3): 
383-406.  

Webb, Alan, Scott A. Jeffrey, and Axel Schulz. 2010. Factors affecting goal difficulty and 
performance when employees select their own performance goals: Evidence 
from the field. Journal of Management Accounting Research 22 (1): 209-32.  

Weinstein, C. E., J. Husman, and D. R. Dierking. 2000. Self-regulation interventions with 
a focus on learning strategies, ed. M. Wittrock. San Diego, CA: Academic Press.  

Wentzel, Kathryn R., Carolyn McNamara Barry, and Kathryn A. Caldwell. 2004. 
Friendships in middle school: Influences on motivation and school adjustment. 
Journal of Educational Psychology 96 (2): 195.  

West, Robin L., Roxanne M. Thorn, and Dana K. Bagwell. 2003. Memory performance 
and beliefs as a function of goal setting and aging. Psychology and Aging 18 (1): 
111.  

Wexley, Kenneth N., and Gary P. Latham. 2002. Developing and training human 
resources in organizations Prentice Hall New Jersey.  

White, Sarah Jane. 2003. Non-Foveal Text Processing and Fixation Positions in 
Reading. Diss. Durham University, 2003 

Windham, Patrick H. 2000. Appendix A, A taxonomy of technology prizes and contests, 
excerpted from: Background paper: Workshop on the potential for promoting 
technological advance through federally sponsored contests and prizes National 
Academy of Sciences, mimeo.  

Wood, Joanne V. 1989. Theory and research concerning social comparisons of personal 
attributes. Psychological Bulletin 106 (2): 231.  



 

132 

Workman, Michael. 2008. An experimental assessment of semantic apprehension of 
graphical linguistics. Computers in Human Behavior 24 (6): 2578-96.  

Wouters, Pieter, Christof van Nimwegen, Herre van Oostendorp, and van der Spek, Erik 
D. 2013. A meta-analysis of the cognitive and motivational effects of serious 
games. Journal of Educational Psychology 105 (2): 249.  

Wright, Patrick M., and Wendy R. Boswell. 2002. Desegregating HRM: A review and 
synthesis of micro and macro human resource management research. Journal of 
Management 28 (3): 247-76.  

Wynder, Monte. 2010. The effect of performance-contingent incentives when task 
complexity is manipulated through instruction. Australasian Accounting Business 
& Finance Journal 4 (4).  

Wynder, Monte B., and Peter F. Luckett. 1999. The effects of understanding rules and a 
worked example on the acquisition of procedural knowledge and task 
performance. Accounting & Finance 39 (2): 177-203.  

Yamnill, Siriporn, and Gary N. McLean. 2001. Theories supporting transfer of training. 
Human Resource Development Quarterly 12 (2): 195-208.  

Yoder, Ryan J. 2009. Learning Cognitive Feedback Specificity during Training and the 
Effect on Learning for Cognitive Tasks.  

Youn, Sun Hee, Ma Ga Mark Yang, Jin Hwan Kim, and Paul Hong. 2014. Supply chain 
information capabilities and performance outcomes: An empirical study of Korean 
steel suppliers. International Journal of Information Management 34 (3): 369-80.  

Zábojník, Ján. 2012. Promotion tournaments in market equilibrium. Economic Theory 51 
(1): 213-40.  

 



 

133 

Appendix A.  
 
Figures 
 

 

Figure 1: Framework 

 

Stage one: 
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Stage two:  

 

 

Figure 2: 3 by 2 matrix 

Incentive schemes without relative 

performance feedback 

Incentive schemes with relative 

performance feedback (RPF) 

Piece-rate scheme Piece-rate scheme with RPF 

Multiple-winner tournament scheme  Multiple-winner tournament scheme with 

RPF 

Winner-takes-all tournament scheme Winner-takes-all tournament scheme with 

RPF 
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Figure 3: The experimental structure 

 

Figure 4: Paper-based translation task used in Church et al. (2008) 
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Figure 5: Instrument I: practice session 

 

Figure 6: Instrument I: practice session summary page 
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Figure 7: Instrument I: last practice session summary page  
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Figure 8: Instrument I: the symbol-matching area for measuring task effort with an 
eye-tracker 
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Figure 9: Instrument I: the first work session (and also the pre-learning session) 
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Figure 10: Instrument I: the first work session (and also the pre-learning session) 
with relative performance feedback 
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Figure 11: Instrument I: the first work session (and also the pre-learning session) 
summary page 

 

Figure 12: Patterns and English word solutions used in Hannan et al. (2012) 

DUCK UDKC ADVICE DAIVEC TRAVELER RTVALERE
CART ACRT COUPLE OCPUEL QUESTION UQSEITNO
BUMP UBPM PENCIL EPCNLI PAINTING APNIITGN

6 LETTERS4 LETTERS 8 LETTERS
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Figure 13: Instrument II: learning session (4-letter) 
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Figure 14: Instrument II: learning session (6-letter) 
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Figure 15: Instrument II: learning session (8-letter) 
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Figure 16: Instrument II: an area for measuring learning effort with an eye-tracker 
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Figure 17: Instrument III: practice learning transfer session (and also the post-
learning session) 
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Figure 18: Instrument III: an area for measuring learning transfer with a computer-
based program 
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Figure 19: Instrument IV: the second work session (and also the post-learning 
session) 
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Figure 20: Instrument IV: the second work session (and also the post-learning 
session) with relative performance feedback 
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Figure 21: Instrument IV: the second work session (and also the post-learning 
session) summary page 
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Figure 22: Instrument IV: an area for measuring learning transfer with a computer-
based program 
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Figure 23: Instrument IV: a distribution of nine patterns in each of twenty 
customer order rows (the patterns are highlighted in yellow) 

 

Row 

number 1 2 3 4 5 6 7 8 9 10

1 C U B P M A D G I M

2 K R F E P C N L I B

3 K A P N I I T G N I

4 Z U A C R T P K B L

5 X T O C P U E L S O

6 N Q U Q S E I T N O

7 U D K C E J H L V Y

8 E S U R D A I V E C

9 R T V A L E R E N Q

10 O F U B P M W Y M D

11 T X E P C N L I Z P

12 G J A P N I I T G N

13 A C R T V C A H A M

14 O D L F O C P U E L

15 U Q S E I T N O S Q

16 P W U D K C U X Y H

17 C K D A I V E C R T

18 B N R T V A L E R E

19 U B P M G V I Z J E

20 L V E P C N L I E J  
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Figure 24: Effort intensity over three levels of incentives in Stage 1 
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Figure 25: Effort duration over three levels of incentives in Stage 1 
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Figure 26: Effort direction over three levels of incentives in Stage 2 
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Figure 27: Effort toward problem-solving over three levels of incentives in Stage 2 
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Figure 28: The probability of retrieval over three levels of incentives in Stage 2 
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Figure 29: The time taken to retrieve over three levels of incentives in Stage 2 
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Figure 30: Contribution of learning transfer to performance over three levels of 
incentives in Stage 2 
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Figure 31: Performance over three levels of incentives in Stage 1 
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Figure 32: Performance over three levels of incentives in Stage 2 
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Appendix B.  
 
Videos 

Video 1: A real participant’s translating behaviour in the first work session (task 

effort: time spent on the task and average pupil size change) 

etd9345-video-1-real-participant’s-translating-behaviour-first-work-session-task-

effort-time-spent-task-and-.mp4 

Video 2: A real participant’s learning behaviour in the learning session (learning 

effort: leftward eye saccades and the time spent proportionately on patterns) 

etd9345-video-2-real-participant’s-learning-behaviour-learning-session-learning-

effort-leftward-eye-saccades.mp4 

Video 3: A real participant’s practice behaviour in applying/transferring learning 

(learning transfer: whether the button is clicked and how soon the button is clicked) 

etd9345-video-3-real-participant’s-practice-behaviour-applyingtransferring-learning-

learning-transfer-whethe.mp4 

Video 4: A real participant’s behaviour in applying/transferring learning in the second 

work session (learning transfer: whether the button is clicked and how soon the 

button is clicked) 

etd9345-video-4-real-participant’s-behaviour-applyingtransferring-learning-second-

work-session-learning-tran.mp4 

Video 5: A quick run through the experimental procedure (muted) 

etd9345-video-5-quick-run-through-experimental-procedure-muted.mp4 
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Appendix C.  
 
Tables 

 

Table 1: Measurements of effort and learning transfer 

Panel A: measurements of task effort and learning effort in Stage 1 and Stage 2 

 Last practice 

session 

The first work 

session 

Learning 

session 

The second 

work session 

Effort expended 

on the task 

Pupil size 

change on a 

symbol-

matching area 

Pupil size 

change on a 

symbol-

matching area 

  

Effort expended 

on the task 

Time duration 

on a symbol-

matching area 

Time duration 

on a symbol-

matching area 

  

Effort direction 

(for 

benchmarking 

with Libby and 

Lipe’s (1982) 

encoding effort) 

  Time 

duration35 

when the 

participants 

exhibit leftward 

eye 

movements on 

patterns 

 

 
35 Liu et al. (2012) suggest that “increasing practice time increases the skill level” (p. 41). 



 

160 

Effort toward 

problem-solving 

  The number of 

leftward 

saccades on 

patterns 

 

 

Panel B: dimensions of learning transfer: the probability of retrieval and the time 

taken to retrieve 

 Last practice 

session 

Pre-learning 

session  

Learning 

session 

Post-learning 

session  

Learning transfer 

(the probability of 

retrieval) 

   The number of 

patterns 

correctly 

identified with a 

button click, 

relative to the 

number of 

patterns 

available 

Learning transfer 

(the time taken to 

retrieve) 

   The length of 

time that 

elapses 

between when 

the first half of 

the pattern 

reappears, and 

when the 

participants 
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click the button 

correctly  

 

Panel C: three levels of incentive plans for measurements of task effort and 

 learning effort 

 

Three levels of incentive 

plans 

Incentive plans (without 

relative performance 

feedback) 

Incentive plans (with 

relative performance 

feedback) 

Multiple-winner incentive 

groups (G1 & G3) 

Multiple-winner scheme 

(G1) 

Multiple-winner scheme 

with relative performance 

feedback (G3) 

Winner-takes-all incentive 

groups (G2 & G4) 

Winner-takes-all scheme 

(G2) 

Winner-takes-all scheme 

with relative performance 

feedback (G4) 

Piece-rate incentive groups 

(G5 & G6) 

Piece-rate scheme (G5) Piece-rate scheme with 

relative performance 

feedback (G6) 
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Table 2: Descriptive Statistics of variables 

Panel A: descriptive statistics of key variables in each group: G1, G2, G3, 

 G4, G5, and G6 

MW WTA MW wF WTA wF Piece Piece wF

Variable G1 G2 G3 G4 G5 G6

Effort Measures

 1) Effort Intensity (%) 1.15 0.29 4.53 -3.33 -1.43 -3.22
 2) Effort Duration (%) 12.81 9.47 21.08 23.30 -13.07 -3.80

Stage 1: Performance (%) 9.87 4.96 8.64 4.04 8.66 2.26

Learning Effort measures

 1) Effort Direction: fixation time on patterns 26.86 20.84 26.70 24.39 23.85 22.16
 2) Effort Toward Problem-Solving 147.07 108.40 138.73 125.33 126.47 111.80

Learning Transfer
 1) Probability of Retrieval (%) 66.09 62.01 72.74 63.72 52.50 50.67
 2) Time Taken to Retrieve 4.72 6.84 4.30 4.49 4.68 4.53

Stage 2: Performance (%) 5.84 -0.53 8.82 6.64 -2.32 -0.16

Contribution of learning transfer 15.52 12.73 17.90 14.46 10.74 9.86
to Stage 2 performance (%)

Stage 2 performance / Last practice (%) 16.00 4.41 17.91 10.70 6.28 1.86

Number of participants = 90

Descriptive Statistics

 

Panel B: descriptive statistics of key variables 



 

163 

Variable Mean Median Std. Dev. Minimum Maximum

Effort Measures

 1) Effort Intensity (%) 8.30 -0.13 41.43 -53.72 240.74
 2) Effort Duration (%) 0.43 0.37 6.33 -12.24 24.42

Stage 1: Performance (%) 6.40 5.42 10.85 -16.13 38.36

Learning Effort measures

 1) Effort Direction: fixation time on patterns 24.13 24.94 7.31 9.35 40.28
 2) Effort Toward Problem-Solving 126.30 120.50 49.94 27.00 246.00

Learning Transfer
 1) Probability of Retrieval (%) 61.50 66.67 17.82 18.18 90.91
 2) Time Taken to Retrieve 4.91 4.08 3.03 0.99 20.41

Stage 2: Performance (%) 3.05 3.08 11.23 -25.00 32.53

Contribution of learning transfer 13.53 14.07 5.77 0.00 26.36
to Stage 2 performance (%)

Stage 2 performance / Last practice (%) 9.53 9.05 15.45 -22.06 46.67

Number of participants = 90  

Panel C: key variables for each condition groups in Stage 1 

Effort intensity
Mean Median STD Min Max N

G1 2.54 3.76 4.62 -5.46 11.71 15
G2 0.56 -1.68 7.78 -8.33 17.53 15
G3 4.60 2.41 7.19 -2.85 24.42 15
G4 -2.28 -1.30 5.87 -11.33 7.25 15
G5 -0.93 -0.54 5.26 -12.24 9.01 15
G6 -1.88 -1.32 4.49 -9.47 8.11 15

Effort duration

G1 12.81 14.87 25.69 -36.27 77.47 15
G2 9.47 2.12 32.25 -35.41 94.49 15
G3 21.08 0.75 69.80 -42.88 240.74 15
G4 23.30 9.08 48.15 -30.80 149.02 15
G5 -13.07 -4.74 16.34 -53.72 5.21 15
G6 -3.80 -5.80 25.86 -42.80 73.20 15

Stage 1: Performance

G1 9.87 9.21 10.82 -4.00 38.36 15
G2 4.96 0.00 13.94 -11.11 36.67 15
G3 8.64 5.45 10.19 -7.08 27.14 15
G4 4.04 1.49 8.99 -14.89 18.18 15
G5 8.66 12.50 10.11 -13.58 21.13 15
G6 2.26 3.30 10.02 -16.13 21.51 15  
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Panel D: key variables for each condition groups in Stage 2 

Effort Direction: fixation time on patterns
Mean Median STD Min Max N

G1 26.86 29.67 6.34 14.49 33.87 15
G2 20.84 21.96 6.37 10.37 27.25 15
G3 26.70 26.91 7.98 13.23 40.28 15
G4 24.39 23.85 8.69 9.89 39.73 15
G5 23.85 24.45 5.73 13.41 33.79 15
G6 22.16 22.45 7.48 9.35 34.52 15

Effort Toward Problem-Solving

G1 147.07 148.00 43.62 60.00 210.00 15
G2 108.40 108.00 46.43 48.00 196.00 15
G3 138.73 156.00 52.64 69.00 208.00 15
G4 125.33 133.00 56.31 27.00 246.00 15
G5 126.47 128.00 47.20 37.00 212.00 15
G6 111.80 111.00 49.29 52.00 221.00 15

Probability of retrieval

G1 0.66 0.67 0.15 0.40 0.91 15
G2 0.62 0.60 0.16 0.33 0.86 14
G3 0.73 0.73 0.13 0.50 0.91 15
G4 0.64 0.67 0.15 0.33 0.85 15
G5 0.52 0.51 0.17 0.29 0.75 14
G6 0.51 0.48 0.22 0.18 0.82 14

Time taken to retrieve

G1 4.72 4.17 2.58 2.48 12.06 15
G2 6.84 5.30 5.36 1.54 20.41 14
G3 4.30 3.36 2.50 0.99 8.58 15
G4 4.49 3.68 2.37 2.69 10.51 15
G5 4.68 4.32 1.96 1.39 8.54 14
G6 4.53 4.49 1.83 2.05 7.64 14

Stage 2: Performance

G1 5.84 5.88 7.01 -9.90 19.15 15
G2 -0.53 -1.10 11.27 -25.00 17.48 15
G3 8.82 7.87 10.78 -10.00 32.53 15
G4 6.64 2.83 12.98 -8.70 32.53 15
G5 -2.32 -4.21 12.46 -23.94 18.64 15
G6 -0.16 -3.57 8.45 -14.73 12.36 15

Contribution of learning transfer
to Stage 2 performance

G1 0.16 0.16 0.05 0.10 0.26 15
G2 0.13 0.14 0.06 0.00 0.21 15
G3 0.18 0.18 0.05 0.11 0.26 15
G4 0.14 0.14 0.04 0.07 0.23 15
G5 0.11 0.12 0.05 0.00 0.17 15
G6 0.10 0.09 0.06 0.00 0.22 15  
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Table 3: The ANOVA test for key variables in Stage 1 and Stage 2 

Panel A: the ANOVA test for the difference in effort intensity in 3 levels of 

 incentives and 2 levels of feedback in Stage 136 

Source DF SS Mean Squre F value Pr>F
Model 5 546 109 3.04 0.0144
Error 84 3021 36
Corrected 89 3568

R-square Coeff. Var Root MSE DV mean
0.15 1383 6 0.43

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 447 223 6.21 0.0030
Feedback 1 7 7 0.21 0.6502
Feedback*Incentives 2 92 46 1.28 0.2842  

 

Panel B: the ANOVA test for the difference in effort intensity in 3 levels of 

 incentives and 2 levels of feedback in Stage 1 (with Gender)37 

Source DF SS Mean Squre F value Pr>F
Model 6 613 102 2.87 0.0137
Error 83 2955 36
Corrected 89 3568

R-square Coeff. Var Root MSE DV mean
0.17 1375 6 0.43

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 447 223 6.28 0.0029
Feedback 1 7 7 0.21 0.6485
Feedback*Incentives 2 92 46 1.29 0.2806
Gender 1 66 66 1.86 0.1759  

 
36 Statistical power equals 0.9623380 (assuming: medium effect size, f = 0.5; alpha = 0.05, and n 

= 90; number of groups = 6; numerator d.f. = 5; using G*Power 3 software for post hoc power 
analysis) (Faul et al. 2009). This means the likelihood of rejecting the null hypotheses when it is 
incorrect is 96 percent. 

37 Gender is a dummy variable: 1 for female and 0 for male. In lieu of Gender, I do not find a 
significant coefficient, at the 10 percent level, for any of MBA student status (t = 0.25, p = 
0.6204) and work experience (t = 1.47, p = 0.1137). 
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Panel C: the ANOVA test for the difference in effort duration in 3 levels of 

 incentives and 2 levels of feedback in Stage 1 

Source DF SS Mean Squre F value Pr>F
Model 5 15194 3039 1.86 0.1109
Error 84 137570 1638
Corrected 89 152763

R-square Coeff. Var Root MSE DV mean
0.10 488 40 8.30

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 12603 6302 3.85 0.0252
Feedback 1 2459 2459 1.50 0.2239
Feedback*Incentives 2 132 66 0.04 0.9606  

 

Panel D: the ANOVA test for the difference in effort duration in 3 levels of 

 incentives and 2 levels of feedback in Stage 1 (with Gender) 

Source DF SS Mean Squre F value Pr>F
Model 6 15378 2563 1.55 0.1727
Error 83 137386 1655
Corrected 89 152763

R-square Coeff. Var Root MSE DV mean
0.10 490 41 8.30

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 12603 6302 3.81 0.0262
Feedback 1 2459 2459 1.49 0.2264
Feedback*Incentives 2 132 66 0.04 0.9610
Gender 1 184 184 0.11 0.7398  
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Panel E: the ANOVA test for the difference in effort direction in 3 levels of 

 incentives and 2 levels of feedback in Stage 2 

Source DF SS Mean Squre F value Pr>F
Model 5 433 87 1.68 0.1481
Error 84 4327 52
Corrected 89 4759

R-square Coeff. Var Root MSE DV mean
0.09 30 7 24.13

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 317 159 3.08 0.0513
Feedback 1 7 7 0.14 0.7102
Feedback*Incentives 2 109 54 1.06 0.3526  

 

Panel F: the ANOVA test for the difference in effort direction in 3 levels of 

 incentives and 2 levels of feedback in Stage 2 (with Gender) 

Source DF SS Mean Squre F value Pr>F
Model 6 517 86 1.68 0.1351
Error 83 4243 51
Corrected 89 4759

R-square Coeff. Var Root MSE DV mean
0.11 30 7 24.13

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 317 159 3.10 0.0503
Feedback 1 7 7 0.14 0.7091
Feedback*Incentives 2 109 54 1.06 0.3499
Gender 1 84 84 1.64 0.2044  
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Panel G: the ANOVA test for the difference in effort toward problem-solving in 3 

 levels of incentives and 2 levels of feedback in Stage 2 

Source DF SS Mean Squre F value Pr>F
Model 5 16762 3352 1.37 0.2430
Error 84 205203 2443
Corrected 89 221965

R-square Coeff. Var Root MSE DV mean
0.08 39 49 126.30

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 12477 6239 2.55 0.0838
Feedback 1 92 92 0.04 0.8466
Feedback*Incentives 2 4193 2096 0.86 0.4276  

 

Panel H: the ANOVA test for the difference in effort toward problem-solving in 3 

 levels of incentives and 2 levels of feedback in Stage 2 (with Gender) 

Source DF SS Mean Squre F value Pr>F
Model 6 17976 2996 1.22 0.3049
Error 83 203989 2458
Corrected 89 221965

R-square Coeff. Var Root MSE DV mean
0.08 39 50 126.30

Source DF Anova SS Mean Square F value Pr >F
Incentives 2 12477 6239 2.54 0.0851
Feedback 1 92 92 0.04 0.8470
Feedback*Incentives 2 4193 2096 0.85 0.4298
Gender 1 1214 1214 0.49 0.4842  
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Table 4: T-test for key task effort in Stage 1 

Panel A: t-test for the main effect of three levels of incentives on effort intensity 

 (H1a, H1c, and H1e) 

Multiple-Winner [1] Winner-takes-all [2] Piece rate [3] Prob. [1-2] Prob. [1-3] Prob. [2-3]

Effort intensity (pupil size at the last 1/3 3.57 -0.86 -1.41 0.011 0.001 0.725
of time versus at the first 1/3 of time)
(controlled for individual difference) t-value [1-2] t-value [1-3] t-value [2-3]

2.640 3.530 0.350
Number of participants 30 30 30

Condition

 

 

Panel B: t-test for the main effect of three levels of incentives on effort duration 

 (H1b, H1d, and H1f) 

Multiple-Winner [1] Winner-takes-all [2] Piece rate [3] Prob. [1-2] Prob. [1-3] Prob. [2-3]

Effort duration 16.94 16.39 -8.43 0.963 0.016 0.005
(controlled for individual difference)

t-value [1-2] t-value [1-3] t-value [2-3]

0.050 2.470 2.940
Number of participants 30 30 30

Condition

 

 

Panel C: sensitivity analysis for the main effect of three levels of incentives on 

 effort intensity 

Multiple-Winner [1] Winner-takes-all [2] Piece rate [3] Prob. [1-2] Prob. [1-3] Prob. [2-3]

Effort intensity (pupil size at the last 1/2 2.52 -0.47 -0.61 0.027 0.013 0.911
of time versus at the first 1/2 of time)
(controlled for individual difference)

Effort intensity (pupil size at the last 1/4 2.77 -1.19 -2.08 0.039 0.005 0.617
of time versus at the first 1/4 of time)
(controlled for individual difference)

Effort intensity (pupil size at the last 1/5 2.84 -1.52 -2.32 0.039 0.006 0.677
of time versus at the first 1/5 of time)
(controlled for individual difference)

Effort intensity (pupil size at the last 1/6 2.77 -1.74 -2.31 0.045 0.011 0.775
of time versus at the first 1/6 of time)
(controlled for individual difference)

Number of participants 30 30 30

Condition
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Table 5: Pearson correlation test for key task effort and performance in Stage 1 

Panel A: correlations among G1, G2, G3, G4, G5, and G6 (H2a and H2b) 

Variables Performance [1]

[1] Effort intensity 0.266
(controlled for individual difference) 0.011

[2] Effort duration 0.080 0.302
(controlled for individual difference) 0.453 0.004

Number of participants = 90  

 

Panel B: correlations among G1, G2, G3, G4, G5, and G6 

Variables Performance [1] [2] [3] [4]

[1] Effort intensity 0.266
(controlled for individual difference) 0.011

[2] Effort duration 0.080 0.302
(controlled for individual difference) 0.453 0.004

[3] Search distance per translation -0.342 0.186 0.506
(controlled for individual difference) 0.001 0.079 <.0001

[4] Search time per translation -0.332 0.155 0.652 0.874
(controlled for individual difference) 0.001 0.145 <.0001 <.0001

[5] Correction rate 0.112 -0.155 -0.009 -0.013 0.033
(controlled for individual difference) 0.295 0.146 0.935 0.903 0.755

Number of participants = 90  
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Panel C: correlations among G1, G2, G3, G4 

Variables Performance [1]

[1] Effort intensity 0.383
(controlled for individual difference) 0.003

[2] Effort duration 0.116 0.234
(controlled for individual difference) 0.376 0.071

Number of participants = 60  

 

Panel D: correlations among G1, G2, G3, G4 

Variables Performance [1] [2] [3] [4]

[1] Effort intensity 0.383
(controlled for individual difference) 0.003

[2] Effort duration 0.116 0.234
(controlled for individual difference) 0.376 0.071

[3] Search distance per translation -0.321 0.113 0.436
(controlled for individual difference) 0.012 0.390 0.001

[4] Search time per translation -0.332 0.045 0.617 0.868
(controlled for individual difference) 0.010 0.733 <.0001 <.0001

[5] Correction rate 0.190 -0.102 -0.007 -0.148 -0.029
(controlled for individual difference) 0.145 0.437 0.960 0.259 0.823

Number of participants = 60  
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Table 6: The ANOVA test of the moderating effect of providing relative 
performance feedback on the link between schemes and task effort 
(Stage 1) 

Panel A: the ANOVA test for H3a: effort intensity (G1 & G3 vs. G2 & G4) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 294.59 294.59 7.01 0.011
Feedback 1 2.25 2.25 0.05 0.818
Interaction 1 90.29 90.29 2.15 0.148

Number of participants = 60  

 

Panel B: the ANOVA test for H3b: effort duration (G1 & G3 vs. G2 & G4) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 4.63 4.63 0.00 0.964
Feedback 1 1830.97 1830.97 0.82 0.368
Interaction 1 115.92 115.92 0.05 0.820

Number of participants = 60  

 

Panel C: the ANOVA test for H3c: effort intensity (G1 & G3 vs. G5 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 371.40 371.40 12.29 0.001
Feedback 1 4.65 4.65 0.15 0.696
Interaction 1 34.18 34.18 1.13 0.292

Number of participants = 60  
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Panel D: the ANOVA test for H3d: effort duration (G1 & G3 vs. G5 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 9659.21 9659.21 5.97 0.018
Feedback 1 1152.86 1152.86 0.71 0.402
Interaction 1 3.73 3.73 0.00 0.962

Number of participants = 60  

 

Panel E: the ANOVA test for H3e: effort intensity (G2 & G4 vs. G5 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 4.44 4.44 0.12 0.726
Feedback 1 53.95 53.95 1.51 0.224
Interaction 1 13.36 13.36 0.37 0.543

Number of participants = 60  

 

Panel F: the ANOVA test for H3f: effort duration (G2 & G4 vs. G5 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 9240.96 9240.96 8.61 0.005
Feedback 1 1999.90 1999.90 1.86 0.178
Interaction 1 78.08 78.08 0.07 0.788

Number of participants = 60  
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Table 7: T-test for key learning effort in Stage 2 

Panel A: t-test for the main effect of three levels of incentives on effort direction 

 (H4a, H4c, and H4e) 

Multiple-Winner [1] Winner-takes-all [2] Piece rate [3] Prob. [1-2] Prob. [1-3] Prob. [2-3]

Effort direction (fixation time on patterns) 27 23 23 0.034 0.037 0.837

t-value [1-2] t-value [1-3] t-value [2-3]

2.180 2.130 0.210
Number of participants 30 30 30

Condition

 

 

Panel B: t-test for the main effect of three levels of incentives on effort toward 

 problem-solving (H4b, H4d, and H4f) 

Multiple-Winner [1] Winner-takes-all [2] Piece rate [3] Prob. [1-2] Prob. [1-3] Prob. [2-3]

Effort toward problem solving 143 117 119 0.047 0.059 0.861

t-value [1-2] t-value [1-3] t-value [2-3]

2.030 1.920 0.180
Number of participants 30 30 30

Condition

 

 

 

Table 8: Pearson correlation for key learning effort and performance in Stage 2 

Panel A: correlations among G1, G2, G3, G4, G5, and G6 

Variable Performance [1] [2] [3]

[1] Effort direction (fixation time on patterns) 0.351
0.001

[2] Effort toward problem solving 0.273 0.881
(leftward saccades on patterns) 0.009 <.0001

[3] Probability of retrieval (number of patterns 0.478 0.205 0.072
correctly recognized vs all available patterns) <.0001 0.057 0.505

[4] Time taken to retrieve vs all patterns -0.419 -0.192 -0.097 -0.161
correctly recognized <.0001 0.074 0.370 0.136

Number of participants = 90  
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Panel B: correlations among G1, G2, G3, and G4 

Variable Performance [1] [2] [3]

[1] Effort direction (fixation time on patterns) 0.310
0.016

[2] Effort toward problem solving 0.215 0.876
(leftward saccades on patterns) 0.099 <.0001

[3] Probability of retrieval (number of patterns 0.373 0.235 0.104
correctly recognized vs all available patterns) 0.004 0.073 0.431

[4] Time taken to retrieve vs all patterns -0.523 -0.267 -0.140 -0.262
correctly recognized <.0001 0.041 0.289 0.045

Number of participants = 60  

 

Panel C: correlations between G5 and G6 

Variable Performance [1] [2] [3]

[1] Effort direction (fixation time on patterns) 0.399
0.029

[2] Effort toward problem solving 0.349 0.893
(leftward saccades on patterns) 0.058 <.0001

[3] Probability of retrieval (number of patterns 0.506 0.083 -0.052
correctly recognized vs all available patterns) 0.006 0.675 0.792

[4] Time taken to retrieve vs all patterns -0.258 0.072 0.033 -0.086
correctly recognized 0.185 0.717 0.868 0.665

Number of participants = 30  
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Table 9: A test of the mediating effect of learning transfer in the link between 
learning effort and performance in Stage 2 (use all six groups: G1, 
G2, G3, G4, G5, and G6) 

Panel A: effort direction without a mediator  

Variable Coef. St. Error t-value Prob.

Intercept -9.95 3.86 -2.57 0.012
Effort direction 0.54 0.15 3.51 0.001

Number of participants = 90  

 

Panel B: effort direction with a mediator, the probability of retrieval (H5a) 

Variable Coef. St. Error t-value Prob.

Intercept -23.38 4.58 -5.10 <.0001
Effort direction 0.42 0.14 2.93 0.004
Probability of retrieval 26.83 5.93 4.53 <.0001

Number of participants = 90  

 

Panel C: effort direction with a mediator, the time taken to retrieve (H5b) 

Variable Coef. St. Error t-value Prob.

Intercept -0.81 4.37 -0.18 0.854
Effort direction 0.44 0.15 3.02 0.003
Time taken to retrieve -1.36 0.36 -3.79 0.000

Number of participants = 90  
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Panel D: effort toward problem-solving without a mediator  

Variable Coef. St. Error t-value Prob.

Intercept -4.70 3.13 -1.50 0.136
Effort toward problem solving 0.06 0.02 2.66 0.009

Number of participants = 90  

 

Panel E: effort toward problem-solving with a mediator, the probability of retrieval 

 (H5c)  

Variable Coef. St. Error t-value Prob.

Intercept -22.18 4.41 -5.03 <.0001
Effort toward problem solving 0.06 0.02 2.83 0.006
Probability of retrieval 29.20 5.84 5.00 <.0001

Number of participants = 90  

 

Panel F: effort toward problem-solving with a mediator, the time taken to retrieve 

 (H5d) 

Variable Coef. St. Error t-value Prob.

Intercept 3.17 3.55 0.89 0.374
Effort toward problem solving 0.06 0.02 2.66 0.009
Time taken to retrieve -1.48 0.36 -4.13 <.0001

Number of participants = 90  
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Table 10: A test of the mediating effect of learning transfer in the link between 
learning effort and performance in Stage 2 (use multiple-winner 
schemes and winner-takes-all schemes: G1 & G3 vs. G2 & G4) 

Panel A: effort direction without a mediator  

Variable Coef. St. Error t-value Prob.

Intercept -5.89 4.66 -1.26 0.212
Effort direction 0.45 0.18 2.49 0.016

Number of participants = 60  

 

Panel B: effort direction with a mediator, the probability of retrieval  

Variable Coef. St. Error t-value Prob.

Intercept -18.50 6.65 -2.78 0.007
Effort direction 0.35 0.18 1.96 0.056
Probability of retrieval 23.13 9.03 2.56 0.013

Number of participants = 60  

 

Panel C: effort direction with a mediator, the time taken to retrieve  

Variable Coef. St. Error t-value Prob.

Intercept 6.30 5.07 1.24 0.220
Effort direction 0.27 0.17 1.64 0.106
Time taken to retrieve -1.51 0.37 -4.10 0.000

Number of participants = 60  
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Panel D: effort toward problem-solving without a mediator  

Variable Coef. St. Error t-value Prob.

Intercept -0.86 3.87 -0.22 0.825
Effort toward problem solving 0.05 0.03 1.68 0.099

Number of participants = 60  

 

Panel E: effort toward problem-solving with a mediator, the probability of retrieval  

Variable Coef. St. Error t-value Prob.

Intercept -17.40 6.63 -2.62 0.011
Effort toward problem solving 0.04 0.03 1.68 0.099
Probability of retrieval 25.71 8.90 2.89 0.006

Number of participants = 60  

 

Panel F: effort toward problem-solving with a mediator, the time taken to retrieve 

Variable Coef. St. Error t-value Prob.

Intercept 8.65 4.06 2.13 0.038
Effort toward problem solving 0.04 0.02 1.51 0.136
Time taken to retrieve -1.60 0.36 -4.43 <.0001

Number of participants = 60  
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Table 11: A test of the mediating effect of learning transfer in the link between 
learning effort and performance in Stage 2 (use piece-rate schemes: 
G5 & G6) 

Panel A: effort direction without a mediator  

Variable Coef. St. Error t-value Prob.

Intercept -15.84 6.60 -2.40 0.023
Effort direction 0.63 0.28 2.30 0.029

Number of participants = 30  

 

Panel B: effort direction with a mediator, the probability of retrieval  

Variable Coef. St. Error t-value Prob.

Intercept -28.86 7.04 -4.10 0.000
Effort direction 0.60 0.24 2.48 0.020
Probability of retrieval 26.27 8.60 3.05 0.005

Number of participants = 30  

 

Panel C: effort direction with a mediator, the time taken to retrieve  

Variable Coef. St. Error t-value Prob.

Intercept -9.82 7.65 -1.28 0.211
Effort direction 0.70 0.27 2.59 0.016
Time taken to retrieve -1.66 0.99 -1.68 0.105

Number of participants = 30  
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Panel D: effort toward problem-solving without a mediator  

Variable Coef. St. Error t-value Prob.

Intercept -10.36 4.97 -2.08 0.046
Effort toward problem solving 0.08 0.04 1.97 0.058

Number of participants = 30  

 

Panel E: effort toward problem-solving with a mediator, the probability of retrieval  

Variable Coef. St. Error t-value Prob.

Intercept -27.16 6.26 -4.34 0.000
Effort toward problem solving 0.09 0.03 2.68 0.013
Probability of retrieval 29.23 8.45 3.46 0.002

Number of participants = 30  

 

Panel F: effort toward problem-solving with a mediator, the time taken to retrieve 

Variable Coef. St. Error t-value Prob.

Intercept -4.44 6.73 -0.66 0.516
Effort toward problem solving 0.08 0.04 2.20 0.037
Time taken to retrieve -1.55 1.02 -1.53 0.139

Number of participants = 30  
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Table 12: The ANOVA test of the moderating effect of providing relative 
performance feedback on the link between schemes and learning 
effort (Stage 2) 

Panel A: the ANOVA test for H6a: effort direction (G1 & G3 vs. G2 & G4) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 259.52 259.52 4.71 0.034
Feedback 1 42.96 42.96 0.78 0.381
Interaction 1 51.47 51.47 0.94 0.338

Number of participants = 60  

 

Panel B: the ANOVA test for H6b: effort toward problem-solving (G1 & G3 vs. G2 

 & G4) 

 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 10166.02 10166.02 4.07 0.049
Feedback 1 277.35 277.35 0.11 0.740
Interaction 1 2394.02 2394.02 0.96 0.332

Number of participants = 60  

 

Panel C: the ANOVA test for H6c: effort direction (G1 & G3 vs. G5 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 213.80 213.80 4.43 0.040
Feedback 1 12.86 12.86 0.27 0.608
Interaction 1 8.80 8.80 0.18 0.671

Number of participants = 60  
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Panel D: the ANOVA test for H6d: effort toward problem-solving (G1 & G3 vs. G5 

 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 8472.82 8472.82 3.63 0.062
Feedback 1 1983.75 1983.75 0.85 0.360
Interaction 1 150.42 150.42 0.06 0.801

Number of participants = 60  

 

Panel E: the ANOVA test for H6e: effort direction (G2 & G4 vs. G5 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 2.21 2.21 0.04 0.836
Feedback 1 12.87 12.87 0.25 0.618
Interaction 1 102.83 102.83 2.01 0.162

Number of participants = 60  

 

Panel F: the ANOVA test for H6f: effort toward problem-solving (G2 & G4 vs. G5 

 & G6) 

Variable DF Coef. St. Error t-value Prob.

Incentive 1 77.07 77.07 0.03 0.861
Feedback 1 19.27 19.27 0.01 0.930
Interaction 1 3744.60 3744.60 1.50 0.226

Number of participants = 60  
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Table 13: T-test for non-eye-tracking variables 

Panel A: t-test for the main effect of three levels of incentives on non-eye 

 tracking variables 

Multiple-Winner [1] Winner-takes-all [2] Piece rate [3] Prob. [1-2] Prob. [1-3] Prob. [2-3]

Stage 1 Performance (%) 9.254 4.502 5.459 0.098 0.162 0.737

Probability of retrieval 0.694 0.629 0.516 0.098 0.000 0.018

Time to retrieve 4.510 5.627 4.603 0.217 0.874 0.241

Stage 2 Performance (%) 7.332 3.054 -1.238 0.134 0.001 0.155

A percentage of learning transfer 16.710 13.600 10.300 0.018 <.0001 0.023

in Stage 2 performance

Stage 2 Peformance / Last practice (%) 16.960 7.550 4.070 0.015 0.001 0.398

Number of participants 30 30 30

Condition

 


