JYVASKYLA STUDIES IN EDUCATION, PSYCHOLOGY AND SOCIAL RESEARCH
445

Kati Vasalampi

Appraisals of Education-Related
Goals During Educational
Transitions in Late Adolescence

Consequences for Academic Well-being
and Goal Attainment

¢
I

JYVASKYLAN YLIOPISTO



JYVASKYLA STUDIES IN EDUCATION, PSYCHOLOGY AND SOCIAL RESEARCH 445

Kati Vasalampi

Appraisals of Education-Related
Goals During Educational
Transitions in Late Adolescence

Consequences for Academic
Well-being and Goal Attainment

Esitetddn Jyvaskyldn yliopiston yhteiskuntatieteellisen tiedekunnan suostumuksella
julkisesti tarkastettavaksi yliopiston Agora-rakennuksen auditoriossa 2
syyskuun 22. pdiviana 2012 kello 12.

Academic dissertation to be publicly discussed, by permission of
the Faculty of Social Sciences of the University of Jyvaskyld,
in building Agora, auditorium 2, on September 22, 2012 at 12 o'clock noon.

®

UNIVERSITY OF H JYVASKYLA

JYVASKYLA 2012



Appraisals of Education-Related

Goals During Educational
Transitions in Late Adolescence

Consequences for Academic
Well-being and Goal Attainment



JYVASKYLA STUDIES IN EDUCATION, PSYCHOLOGY AND SOCIAL RESEARCH 445

Kati Vasalampi

Appraisals of Education-Related

Goals During Educational
Transitions in Late Adolescence

Consequences for Academic
Well-being and Goal Attainment

o

UNIVERSITY OF H JYVASKYLA

JYVASKYLA 2012



Editors

Timo Suutama

Department of Psychology, University of Jyvaskyla
Pekka Olsbo, Ville Korkiakangas

Publishing Unit, University Library of Jyvéaskyla

URN:ISBN:978-951-39-4853-5
ISBN 978-951-39-4853-5 (PDF)

ISBN 978-951-39-4852-8 (nid.)
ISSN 0075-4625

Copyright © 2012, by University of Jyvaskyla

Jyviaskyld University Printing House, Jyvéskyld 2012



ABSTRACT
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(Jyvaskyla Studies in Education, Psychology and Social Research

ISSN 0075-4625; 445)

ISBN 978-951-39-4852-8 (nid.)

ISBN 978-951-39-4853-5 (PDEF)

Diss.

Finnish summary

This dissertation examined the role of education-related goal appraisals and
academic well-being in educational transitions during late adolescence. The
thesis had four aims, which were to examine: 1) the role of educational
transitions in adolescents” goal appraisals; 2) the extent to which goal appraisals
are related to adolescents’” success in their educational transitions; 3) how goal
appraisals are related to individuals’ academic well-being; and 4) the role of
academic well-being in educational transitions. Two different data sets were used.
The first data set consisted of two samples from the FinEdu study. Sample
1 consisted of 606 adolescents who were surveyed three times: at the beginning
and at the end of the final semester of comprehensive school, and one year after
the transition to the post-comprehensive education. Sample 2 consisted of 614
general upper secondary school students who were surveyed three times: in the
second and in the third grade of general upper secondary school, and one year
later. The second data set was part of the Entrance into University study, in
which 280 young adults were examined during their entrance examination
period in qualifying for university. The results of the present thesis suggest that
when adolescents end up in a mode of education that is congruent with their
academic competencies and interests, their autonomous motivation (i.e., goals set
according to one’s own internal needs) for goal pursuit and goal progress
increase, whereas controlled motivation (i.e.,, goals set according to external
determination) decreases. Autonomous motivation is important in educational
transitions because it facilitates progress toward goal attainment, particularly
since autonomous motivation helps an individual to invest effort in the goal,
which in turn increases progress toward the goal. Goal progress is an important
factor in educational transitions in two ways: First, it is associated with the
success in challenging educational transitions. Second, it is related to high self-
esteem and academic well-being, which in turn contribute to success in the later
educational trajectory.

Keywords: academic well-being, autonomous motivation, controlled motivation,
educational goal, educational transition, goal appraisal, goal effort, goal progress,
goal stress, school burnout, school engagement, self-concordance, self-esteem
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1 INTRODUCTION

During adolescence, individuals face several transitions that direct and
constrain their lives (Caspi, 2002). It has also been suggested that young
people’s own agency has important consequences for their success in dealing
with these transitions and for their subsequent subjective well-being (e.g.,
Haase, Heckhausen, & Silbereisen, in press; Salmela-Aro & Nurmi, 1997a).
Personal goals, i.e., future-oriented representations of what individuals want to
attain in various life domains (Austin & Vancouver, 1996; Karniol & Ross, 1996),
and related appraisals are an important part of this agency. For example,
education-related goals contribute to young people’s success in the educational
transitions they face. Several mechanisms are responsible for this impact of
goals on life transitions. For example, previous research has shown that the
selection of goals out of autonomous motivation (i.e.,, goals that are in
accordance with one's internal needs) helps individuals to invest effort in
accordance with the demands of their current personal goal (e.g., Sheldon &
Elliot, 1998; Ryan & Connell, 1989; Locke & Latham, 2006). In addition, the
ways in which young people invest effort and experience progress in their
personal goal related to a certain life domain have an influence on their
subsequent success in dealing with their current life situation (Little, 1983;
Salmela-Aro & Nurmi, 1997b; Turban, Tan, Brown, & Sheldon, 2007), and
affects their subsequent subjective well-being (Brunstein, 1993; Emmons, 1986;
Little, 1989; Sheldon & Hoon, 2007; Sheldon & Kasser, 1998).

The importance of personal goals and related appraisals for adolescents’
subjective well-being and goal attainment during various transitions has been
shown in several studies (e.g., Nurmi, Salmela-Aro & Koivisto, 2002; Salmela-
Aro & Nurmi, 1997a; Sheldon & Houser-Marko, 2001), but the previous
research has some important limitations. First, the role of personal goals has
seldom been studied regarding educational transitions during late adolescence
(for exceptions, see Dietrich, Jokisaari, & Nurmi, 2012; Nurmi et al.,, 2002).
Second, little is known about the role of educational transitions in appraisals of
personal goals during post-comprehensive transition (i.e., regarding the
transition from Finnish comprehensive school ending with Grade 9). Third, no
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longitudinal research has systematically examined the importance of
motivation in educational goals, such as autonomous motivation, goal effort
and progress in relation to young people’s academic well-being and success in
dealing with challenging educational transitions during late adolescence.

Consequently, the present thesis focused on investigating the appraisals of
education-related goals during major educational transitions in late adolescence
and their role in individuals’ academic well-being, self-esteem and goal
attainment. The first aim of the thesis was to examine whether adolescents’
education-related goal appraisals change during the educational transition from
comprehensive school to a post-comprehensive education (i.e., either academic
or vocational track). The second objective was to examine the extent to which
autonomous motivation, effort and progress pertaining to the educational goal
would predict the success of adolescents (or young adults) in dealing with
challenging educational transitions. The third aim was to examine the
associations between goal appraisals, adolescents’” academic well-being (i.e.,
school engagement, school burnout), and self-esteem. The fourth objective was
to examine the roles of academic well-being (i.e., school engagement and
burnout) and self-esteem in educational transitions.

1.1 Educational transitions in late adolescence

According to life-span theory, individuals” developments are lifelong processes
during which they experience different developmental contexts depending on
their age (Heckhausen, 2002). These normative structures and age-graded
environments have been conceptualized by many concepts, such as
developmental tasks, role transitions, constraints, and institutional tracks
(Havighurst, 1948; Elder, 1985; Neugarten, Moore, & Lowe, 1965; Mayer, 1986).
Age-graded environments include demands, opportunities and challenges for
all individuals’ lives that create predictable and socially recognized
developmental pathways (Hagestadt & Neugarten, 1985).

In adolescence, individuals are prepared to move from childhood to
adulthood. During this life stage, adolescents face major developmental tasks.
They, for example, encounter identity development, independence from parents,
educational choices, and preparation for their occupational career (e.g.,
Havighurst, 1948). It has been suggested that in successful development,
adolescents showed interest in age-graded role transitions, solved
developmental tasks and became committed to adult roles (Erikson, 1968).
Adolescence is also characterized by the fact that young people become more
active agents of their own development (e.g., Larson, 2006; Lerner & Galambos,
1998).

Especially important developmental tasks during adolescence are those
related to education and preparing for working life (Heckhausen & Schulz, 1999;
Nurmi, 1993; Salmela-Aro & Nurmi, 1997a). Adolescents face many educational
transitions during that period of life, although the precise forms and timing of
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these transitions are thought to vary widely across cultures and cohorts (Elder,
1998; Nurmi, 1993, 2004; Shanahan, 2000). During those transitions, social
systems, such as educational institutions, regulate and channel individuals’ life
trajectories (Heckhausen et al.,, 2010; Nurmi, 2001), and individuals must
respond to those challenges in a time- and age-sensitive way to optimize their
own potential to successfully deal with the forthcoming transitions (Baltes &
Baltes, 1990). According to motivational theories and models of life-span
development, this requires that the adolescents compare their motivation to the
constraints, opportunities and challenges they face in their current transition
(Heckhausen et al, 2010; Salmela-Aro, 2009). Success in those key transitions
(e.g., gaining a study place in further education) is important, and they are
likely to have long-term effects on adolescents' self-esteem and further
educational goals (Nurmi, 1993, 2001; see also Klaczynski & Reese, 1991).
Success in educational transitions is particularly important for adolescents’
adaptation to society, since dropping out of education is a risk that can lead to
low occupational status and low well-being in later life (Kaplan, Peck, & Kaplan,
1997; Kokko, Pulkkinen, Mesidinen, Lyyra, 2008), and even to social exclusion
(Jahnukainen & Jarvinen, 2006). Nowadays, there is an increasing group of
adolescents who do not succeed in education and face the risk of dropping out
of education already after comprehensive school (i.e., upon completing Grade 9,
at the age of 16) (Myrskyld, 2011).

The transition from basic education to either an academic or a vocational
track is the key educational transition during adolescence in many European
education systems. This transition has important consequences for adolescents’
future educational context: the track taken determines the quality and kinds of
learning opportunities an adolescent receives (Oakes, Gamoran, & Page, 1992).
In Finland, all adolescents receive a similar basic education up to age 16 and a
major educational transition occurs at this time when adolescents move from
Grade 9 of comprehensive school to either general upper secondary school
(academic track) or vocational school (vocational track) (see Figure 1). According
to recent statistics, 50% of adolescents proceed to the academic track (general
upper secondary school) and 41% to the vocational track (vocational school),
and around 9% do not continue their studies right after comprehensive school
(Central Statistical Office of Finland, 2010).

Those who proceed on the academic track attend general upper secondary
school for three years, after which they tend to continue with the standard
transition to university (see Figure 1). Those who take the vocational track attend
vocational school (also referred to as vocational upper secondary school) for
three years, after which their next key transition tends to be to either continue
their studies at a polytechnic institute or to enter the labour market (see Figure
1). Whether students end up in general upper secondary school or vocational
school is largely determined by their grade point average (GPA) and personal
interests. Adolescents can enter most vocational schools with a relatively low
GPA. In most cases, entrance examinations are not held by either general upper
secondary or vocational schools. Among the few exceptions are some art-
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related vocational institutes. Until the completion of Grade 9, all Finnish
adolescents follow the same curriculum, which includes many academic
subjects such as mathematics, physics, chemistry, and at least one foreign
language. Therefore, Finnish comprehensive school constitutes a very
challenging learning environment for students who are academically less
skilled, are not interested in academic subjects, or have learning difficulties. For
those students, the transition to further education at a vocational school
provides the possibility to change to a learning environment that is less
academic, as the majority of the subjects in vocational institutions are practical.
General upper secondary school instead entails a focus on academic subjects,
such as languages, physics, or mathematics.

The educational choice made at the end of general upper secondary school,
is the next of the most determinant transitions with respect to adolescents’
further educational and occupational trajectories. This period could also be seen
as a transition to the real-world stage of development, which means making
compromises, or changing goals according to circumstances (Nurmi, 2004).
However, for Finnish adolescents, this transition is also very stressful because
success of ending up on one’s envisaged educational track is not assured. In
Finland, all universities have a selection procedure and everybody has to
choose the major subject they wish to apply for. For university studies, the
application procedure is very demanding as only a minority of the applicants is
accepted. For example, in 2008, only 19.1% of all applicants succeeded in
gaining entrance to a university immediately after having completed general
upper secondary school (Central Statistical Office of Finland, 2010). In regard to
gender, Finnish girls graduate from general upper secondary school and enter
university in more cases than boys do (Nevala, 2000). For example, 20,168 new
students began their studies at Finnish universities in 2010, and 11,171 (55%) of
these were women (Central Statistical Office of Finland, 2010).

A successful transition to university, however, is important for young
adults” further life-paths as it provides a foundation for their later career
options and income level (Chisholm & Hurrelmann, 1995; Schulenberg, Maggs,
& Hurrelmann, 1997). Moreover, while transitions associated with different life
domains typically interact with each other (Roisman, Masten, Coatsworth, &
Tellegen, 2004), success in the transition to university may also have
consequences for the timing and success of other transitions, such as
interpersonal ones (Salmela-Aro & Nurmi, 1997a).

The present thesis focused on examining individuals’ motivation and
well-being during these important educational transitions. Study I focused on
the educational transition after comprehensive school when adolescents get on
either the academic or the vocational track. Study Il examined the educational
transition immediately following general upper secondary school, and Study III
investigated the challenging educational transition to university.
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1.2 Motivation in the context of education

Motivation is a process that influences the direction, persistence and vigor in
goal-directed behavior. The Latin meaning for the word motivation is “to move,”
and hence, research on motivation focuses on action. In this particular research
field, however, there prevails a substantial diversity of motivational theories
and constructs. Modern theories of motivation have focused particularly on
beliefs, values and goals (Eccles & Wigfield, 2002). For example, Eccles and her
colleagues have developed an expectancy-value model of achievement-related
choices (e.g., Eccles-Parsons, 1983), addressing two key cognitive influences:
individuals” evaluation of the likelihood of success at a task (expectancies) and
their evaluation of the wvalue of the task. They have defined four aspects of
achievement tasks that can influence achievement behavior: attainment value
(importance of doing well in a task), intrinsic value (enjoyment the individual
gets from performing the activity), utility value (importance of the goal for other
goals), and cost (negative aspects of engaging in the task). Intrinsic value is a
construct somewhat similar to the construct of autonomous motivation defined
in the personal goal approach, as both are related to enjoyment and interest in a
task (see e.g., Sheldon & Elliot, 1998, 1999; Wigfield & Eccles, 1992).
Furthermore, utility value includes some components of controlled motivation,
such as doing a task not for its own sake but in order to reach some other
desired end state (Wigfield & Eccles, 1992). Expectancy-value theory, however,
covers a broader spectrum of concepts and does not only deal with the reasons
(why) individuals have for engaging in different tasks (Eccles & Wigtield, 2002).
Current goal theories, instead, concentrate on the reasons individuals have
for engaging in different tasks (Eccles & Wigfield, 2002). For example, the
achievement goal theory was developed to explain students' school motivation
(Pintrich, 2000). The central distinction drawn by achievement goal theorists has
been between mastery and performance goals (e.g., Ames, 1992; Dweck, 1986).
A mastery goal refers to the striving to learn, while a performance goal is seen
as a striving to outperform others. Most achievement goal theorists contend that
mastery goals facilitate intrinsic interest and enjoyment (i.e.,, autonomous
motivation). Performance goals, on the other hand, are posited to produce
pressure and anxiety, processes considered to be subject to controlled
motivation (Rawsthorne & Elliot, 1999). Achievement goals are, however,
traditionally conceptualized as dispositions that reflect students' generalized
tendencies to select academic goals rather than being assessed with situation-
specific goal appraisals (Dweck, 1986; McAdams & Pals, 2006). Furthermore,
researchers considering the personal goal approach have investigated personal
goals in more general ways, not only in school settings. They have emphasized
that personal goals—and how individuals think and feel about these (as
reported in goal appraisals)—play an important role in the ways that
individuals make choices in their own lives and direct their own development
in all life domains (Baltes, 1997, Heckhausen, Wrosch, & Schulz, 2010; Nurmi,
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1993; Salmela-Aro & Nurmi, 1997a; Salmela-Aro, 2009). Therefore, the personal
goal approach was applied in the present thesis.

1.3 Personal goal approach

Personal goals have typically been conceptualized using many terms, such as
personal projects (Little, 1983), current concerns (Klinger, 1975), life tasks (Cantor,
Norem, Niedenthal, Langston, & Brower, 1987), personal strivings (Emmons,
1986), and future goals (Nurmi, 1989). One of the first definitions for goal units
was Little’s (1983) personal projects, which focused on examining individuals’
current and planned action in immediate or long-term goals. Those projects are
much influenced by and influence the environment, and this interactive process
is mediated within the individual at a cognitive, affective and behavioral level
(Chambers, 1997). Therefore, the environment can facilitate or prevent an
individual’s progress in his or her goals.

Personal goals, such as personal projects, are conceptualized as consisting
of two aspects (Cantor et al., 1987; Nuttin, 1984). First, the personal goals consist
of goal contents, that is, the objectives people mention as their personal goals
(Cantor et al., 1987; Little, 1983; Nurmi, 1989; Salmela-Aro, 1992). For example,
young people’s goals most often focus on the future, education, occupation,
family, and peers (e.g., Blais, Vallerand, Briére, Gagnon, & Pelletier, 1990;
Nurmi, 1991; Salmela-Aro & Nurmi, 1997a). Second, following on from this,
personal goals also consist of factors associated with how people cognitively,
emotionally, and behaviorally work out their goals (Little, 1983). In
motivational research, this latter approach is conceptualized as the examining
of goal appraisals.

A traditional method for investigating individuals’ appraisals of their
goals is to ask the respondents to rate their personal goals along several
appraisal dimensions, such as the effort they expect to invest in their personal
goals, the progress they expect to make toward realising their goals, the stress
they expect will be imposed, and what their intrinsic and extrinsic motivational
motors are (for a review, see Austin & Vancouver, 1996). Traditionally, the sum
scores for goal appraisals have aggregated across all the personal goals people
describe (e.g., Brunstein, 1993; Cantor et al., 1991). However, later research of
goal appraisals has shifted from overall ratings of a whole set of personal goals
to rating goals that focus on specific life domains, such as on education (Nurmi
et al., 2002; Turban et al., 2007) or social relationships (Salmela-Aro & Nurmi,
1996). One of the reasons why this refined approach has developed is that
integrative theories of personality have suggested that cognitive-motivational
units, such as goal appraisals, are highly contextual and situation-specific (e.g.,
McAdams & Pals, 2006; Nurmi, Salmela-Aro, & Aunola, 2009). The present
thesis applied the latter framework as the interest was in investigating
education-related goal appraisals. However, the three studies comprising the
thesis, two different terms were used to refer to education-related goals. In



18

Studies I and IlI, the term education-related goal was used, and in Study II the
term achievement-related goal was used.

1.3.1 Autonomous goals

One approach in the goal appraisal framework is to examine the inner resources
for goal pursuit. For example, Deci and Ryan (1985, 2008) have emphasized the
importance of autonomous motivation for working on important personal goals.
According to this self-determination theory (SDT), autonomously motivated
goals are pursued because of either intrinsic motivation or identified motivation.
Intrinsic motivation means that the person acts because the activity is
inherently interesting and challenging (Sheldon & Elliot, 1999), and identified
motivation refers to the fact that the person acts with a sense of choice and
volition, even if he or she does not enjoy the action (Brunstein & Gollwitzer,
1996; Little, 1993). In either case, goals are pursued as a result of the expression
of personal choices (Sheldon & Elliot, 1999). Indeed, autonomous motivation
has been assumed to facilitate interest, inspiration and confidence, which in
turn improve adolescents’ creativity, learning, satisfaction, and task persistence
(for a review, see Guay, Ratelle, Chanal, 2008).

In contrast, goals that are motivated by control, i.e., controlled motivation,
are pursued because of extrinsic or introjected motivational factors. Extrinsic
motivation refers to the fact that the person acts with a feeling of being
controlled by external pressures or contingencies (Deci & Ryan, 1985; Sheldon &
Kasser, 1998), and introjected motivation means that the person acts to avoid guilt
or anxiety, or to attain ego enhancements such as pride (Ryan & Deci, 2000).
Thus, controlled motivation makes people experience pressure to think, feel or
behave in a particular way (Deci & Ryan, 2008). External and introjected goals
are classified as potentially problematic because in both cases the personal goals
are not set according to one’s own values and interests (Deci & Ryan, 2000;
Sheldon, 2002). Such goals are less likely than autonomously motivated goals
protected from competing desires and temptations (Kuhl, 1986), and controlled
goals are disengaged from more easily with the passage of time (Judge, Bono,
Erez, & Locke, 2005; Sheldon & Elliot, 1998, 1999; Sheldon & Houser-Marko,
2001).

The traditional research on SDT has conceptualized autonomous and
controlled motivation as a continuum of self-determination (Deci & Ryan, 2008;
Ryan & Connell, 1989). For example, Ryan and Connell (1989) empirically
defined the continuum ranging from extrinsic via introjected and identified
motivation to intrinsic motivation. In that point of view, intrinsic motivation is
weighted as the most internal and self-determined motivation, whereas
extrinsic motivation is weighted as the most externally directed and least self-
determined motivation (Grolnick & Ryan, 1987). The motivational continua
between those ends are weighted as intermediate (Grolnick & Ryan, 1987).
However, some later models based on SDT have focused, instead of on
continuum in self-determination, on the issue of whether motivation is
congruent or concordant with the person’s deeper values (Sheldon, 2002). For
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example, according to Sheldon and Elliot’s (1998, 1999; Sheldon, 2002) self-
concordance model, goals are defined as self-concordant when they are
integrated with the “self”. That is, although all goals are self-determined,
external and introjected motivations do not reflect core values and deeper
interests. Sheldon and Elliot (1998, 1999) suggested that an index of self-
concordance should be created by subtracting controlled motives from
autonomous motives, because the controlled motives weaken individuals’
intrinsic motivation in the actional phase (Gollwitzer, 1996; Sheldon & Elliot,
1998, 1999). The usefulness of subtracting controlled motivation may, however,
depend on outcome variables. Koestner, Otis, Powers, Pelletier, and Gagnon
(2008) showed with three different studies that autonomous motivation was
highly related to goal progress but controlled motivation was not. At the same
time, there is considerable evidence that controlled motivation is negatively
associated with indicators of well-being (e.g., Ryan & Deci, 2000; Vansteenkiste,
Lens, De Witte, De Witte, & Deci, 2004).

In the present thesis, different aspects of autonomous and controlled
motivation were studied. In Study I, specific components of autonomous and
controlled motivations—such as intrinsic and extrinsic reasons—were
examined in the context of educational transitions. In Study II, Sheldon and
Elliot’'s (1998, 1999) self-concordance model was applied and tested in an
educational context. Finally, in Study III, the importance of autonomous
motivation (as intrinsic and identified motivations) for goal effort and progress
as well as later successful goal attainment was examined. The aim of this study
was to examine, in particular, the importance of autonomous motivation for
goal attainment in current educational goals that include external factors.

1.3.2 Goal attainment

The ways in which people work on and progress in their personal goals that are
related to a certain life domain have been found to affect goal attainment in that
particular domain (Little, 1983; Salmela-Aro & Nurmi, 1997b; Turban et al.,
2007). Invested goal effort, for example, has been shown to be related to success
in school (Turban et al., 2007) and to subsequent career goal attainment (Haase,
Heckhausen, & Koller, 2008). Similarly, goal progress has been shown to be an
important determinant of success in several life domains, such as in academic
achievement (Salmela-Aro & Nurmi, 1997b), in life-stage transitions (Nurmi et
al.,, 2002), and in working life (Pomaki, Karoly, & Maes, 2009).

It has further been suggested that autonomous motivation plays an
important role in goal effort, and thereby contributes to goal attainment
(Sheldon & Elliot, 1998). This is true for several reasons. First of all, intrinsic
motivation reinforces effort invested in a goal, partly because it increases the
interest in and enjoyment of the goal (Deci & Ryan, 1985; Sheldon & Elliot, 1998).
However, not all goals—such as educational goals —are always fun, and in such
cases identified motivation may be beneficial. Goals motivated by identified
motivation continue to activate effort even when they are not enjoyable
(Sheldon & Elliot, 1998). By contrast, although external and introjected
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motivations (i.e., controlled motivation) may also form a preliminary sense of
commitment, there are several studies showing that individuals have problems
in translating these goals into action (Gollwitzer, 1996; Sheldon, 2002; Sheldon
& Elliot, 1998). For example, Sheldon and Elliot (1999; see also Sheldon &
Lyubomirsky, 2006), in their semester-long study, showed that those students
who began their semester with self-concordant (i.e., autonomous) goals were able
to invest more effort in these goals during the semester and were less likely to
give up their goals than those with goals motivated by control. As a result,
autonomously motivated individuals attained their goals more readily.

Autonomous motivation has also been found to facilitate progress in
individuals” goals (e.g., Koestner et al., 2008; Koestner, Lekes, Powers, &
Chicoine, 2002; Sheldon & Elliot, 1998, 1999; Sheldon & Houser-Marko, 2001;
Sheldon & Kasser, 1998). For example, Sheldon and Kasser (1998) showed that
students with autonomous motivation made more progress in their goals over
the course of a semester than other students. Furthermore, Koestner et al. (2002,
2008) performed a meta-analysis that examined the extent to which
autonomous motivation (i.e., self-concordance) facilitated goal progress. The
results showed that participants were especially likely to make successful
progress when they had selected goals that were congruent with their inner
resources.

The impact of autonomous motivation on goal progress has been
suggested to be mediated by invested goal effort (Sheldon & Elliot, 1998, 1999;
Sheldon & Houser-Marko, 2001; Turban et al., 2007). Sheldon and Elliot (1998)
demonstrated in three studies that personal goals pursued for autonomous
reasons progressed well over a 15-week period. By contrast, the amount of
control connected with a goal did not predict progress. Sheldon and Elliot (1998)
argued that this happened because participants were investing effort in their
autonomous goals despite external control. In other words, autonomous goals
were protected, progressed and attained because they are continually energized
(Gollwitzer, 1990; Little, 1983; Koestner et al., 2002; Sheldon, 2002). However,
only few efforts have been made to investigate these motivational processes in
systematic ways by using longitudinal data. Consequently, the present thesis
aimed to broaden the earlier research by studying autonomous motivation, goal
effort, and goal progress with large longitudinal data sets in an educational
context. Based on previous research on autonomous motivation, it was expected
that autonomous motivation for an educational goal would facilitate progress in
the goal because adolescents whose goals are autonomously motivated may
also invest effort in those goals.

1.3.3 The role of goal appraisals in one’s academic well-being and self-
esteem

A growing body of research has shown that how people appraise their personal
goals is associated with aspects of subjective well-being such as satisfaction
(Judge et al., 2005), happiness (Sheldon & Elliot, 1998), and adjustment (Sheldon
& Houser-Marko, 2001; Skorikov, 2007). Indeed, the evaluation of personal
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goals in terms of their attributed level of autonomous motivation (Burton,
Lydon, D'Alessandro, & Koestner, 2006; Judge et al.,, 2005), goal progress
(Brunstein, 1993; Emmons, 1986; Little, 1989; Sheldon & Hoon, 2007; Sheldon &
Kasser, 1998), and lack of controlled motivation (Kasser & Ryan, 1996), has been
shown to be important for individuals” well-being. It can also be assumed that
well-being is influenced particularly by goal appraisals that are of importance
to the individual’s current period in life. Therefore, in the present thesis, taking
into account the centrality of education in the lives of adolescents (Nurmi, 2004),
well-being was defined in relation to the educational context. More specifically,
it was conceptualized as academic well-being, which is seen to consist of school
engagement on the one hand and school burnout on the other (Tuominen-Soini,
Salmela-Aro, & Niemivirta, 2012). Schoolwork engagement refers to a positive,
fulfilling and study-related state of mind that is characterized by vigor,
dedication and absorption (Salmela-Aro & Upadaya, 2012). These
characteristics are important determinants of academic well-being: vigor refers
to a high level of energy and mental resilience concerning one’s studies;
dedication refers to a sense of significance, enthusiasm, inspiration, pride and
challenge; and absorption refers to concentration and happiness in connection
with one’s studies (Salmela-Aro & Upadaya, 2012; Schaufeli, Martinez, Pinto,
Salanova, & Bakker, 2002). In turn, burnout among students has been defined as
consisting of feeling exhausted because of study demands, having a cynical
and detached attitude toward studies, and experiencing inadequacy as a
student (Salmela-Aro, Kiuru, Leskinen, & Nurmi, 2009; Salmela-Aro, Kiuruy,
Pietikédinen, & Jokela, 2008; Schaufeli et al., 2002). In the present thesis, it was
assumed that positive goal appraisals—as regards autonomous motivation,
goal effort, and goal progress—that reflect the current age-related
developmental task at hand are associated with a high level of school
engagement and a lack of school burnout in that particular life domain and
developmental context, i.e., education (Salmela-Aro & Nurmi, 1997a; Sheldon &
Elliot, 1999; Sheldon & Houser-Marko, 2001; Wiese, Freund, & Baltes, 2002).
How people appraise their personal goals is also associated with their self-
view (Roeser, Strobel, & Quihuis, 2002; Tuominen-Soini, Salmela-Aro, &
Niemivirta, 2008). For example, Tuominen-Soini et al. (2008) showed that high
levels of commitment, effort and progress in educational goals played a
combined role in students’ high self-esteem. Similarly, Judge et al. (2005)
showed that, in the occupational context, individuals with positive self-regard
(e.g., high self-esteem) were likely to pursue occupational goals for autonomous
reasons. Furthermore, because self-esteem represents how much a person likes,
accepts and respects him- or herself overall as a person (Harter, 1990;
Rosenberg, 1965), it is also thought to be central to successful performance in
developmental tasks (Diener & Diener, 1995; Harter, 1990). Therefore, the
present thesis examined the prospective relations between adolescents” goal
appraisals and self-esteem in the educational context. It was assumed, in this
thesis, that adolescents’ positive goal appraisals, such as intrinsic reasons for
goal pursuit and goal-related effort and progress, increase adolescents” self-
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esteem, and also that a high level of self-esteem will contribute to positive goal
appraisals, such as having intrinsic reasons for one’s goal pursuit and goal-
related effort and progress, as well as experiencing a lack of both extrinsic
reasons and goal-related stress.

1.4 Goals appraisals and academic well-being during educational
transitions in late adolescence

1.4.1 The role of educational transitions in adolescents’ goal appraisals

One of the key assumptions in the present thesis is that educational transitions
channel adolescents’” personal goals, thinking and behavior, and these in turn
direct their future path (Cantor et al.,, 1987; Nurmi, 2004). The assumption is
rooted in motivational theories and the model of life-span development
proposing, and suggests that the demands, challenges and opportunities
individuals face along their life course channel the kinds of personal goals they
construct (Heckhausen et al., 2010; Salmela-Aro, 2009). Previous research that
has, however, mainly focused on the transitions in early adolescence —such as
the transition to lower secondary education, i.e., Finnish Grades 7 through 9
(students are aged 13-16 years at the respective commencement of each school
year) —have shown that such transitions primarily have negative consequences
for adolescent development, such as a loss of self-esteem and a reduction in
intrinsic reasons (Blyth, Simmons, & Bush 1978; Eccles & Midgley, 1989; Otis,
Grouzet, & Pelletier, 2005; Wigfield & Eccles, 2002), as well as a drop in grades
(Blyth, Simmons, & Carlton-Ford, 1983). In their stage-environment theory,
Eccles and Midgley (1989; see also Eccles, 2004) proposed that such
motivational and behavioral declines among early adolescents could result
from inappropriate educational environments. However, this may not be the
case in post-comprehensive educational transitions during late adolescence in
Finland as the Finnish adolescents can, for the first time in their life, choose an
educational track according to their academic skills and interests.

Consequently, the present thesis examined the impact of the post-
comprehensive educational transition on adolescents’” goal appraisals (i.e.,
regarding intrinsic and extrinsic motivation, goal progress, goal effort, and goal
stress). It was assumed that adolescents’ appraisals of their education-related
goals would change when the students face the transition from comprehensive
to post-comprehensive school for three reasons: First, in Finland, adolescents
are allowed to choose between two alternative educational tracks—general
upper secondary school or vocational school—which differ from each other in
their developmental contexts. Second, at this stage, the adolescents move closer
to completing comprehensive school (upon completing Grade 9, at age 16), so
the transition to entering the labour market becomes increasingly salient if
further education is not an option. Third, adolescents are moving to a school
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form that is more in accordance with their academic competencies and interests,
and their entering a mode of education that is more congruent with their own
interests and skills can be assumed to be important to the adolescents’
motivation (Eccles & Midgley, 1989). For these reasons, it was assumed that
adolescents’” intrinsic reasons for goal striving, and their progress and effort
toward their education-related goal would increase, while goal stress and
extrinsic reasons would decrease during the transition from comprehensive
school to a post-comprehensive education.

1.4.2 Goal appraisals and academic well-being as predictors of educational
transitions

The next key assumption of the present thesis was that individuals’ goal
appraisals play a particularly important role in how they deal with major life
transitions (Nurmi, 2004; Nurmi et al., 2002; Salmela-Aro, 2009; Wiese & Freund,
2005). There were several reasons for this notion. First, as the motivational
theory of life-span development suggests, adolescents typically face many
alternative goals and environmental options at the same time, and goal
selection is necessary to focus one’s resources on a particular task (Heckhausen
et al., 2010). Second, an autonomous motivation behind a goal may also play a
role in goal selection, as it is likely to protect individuals from competing
desires and temptations (Kuhl, 1986; Little, 1983) and thereby helps to invest
effort in accordance with the demands of the chosen task (e.g., Locke & Latham,
2006; Ratelle, Guay, Vallerand, Larose, & Sénécal, 2007; Ryan & Connell, 1989;
Sheldon & Elliot, 1998). Moreover, goal effort and progress are assumed to be
more effective in dealing with challenging tasks if the person is autonomously
motivated concerning a particular task (Ryan & Connell, 1989; Sheldon &
Kasser, 1995; Sheldon, 2002; Sheldon & Elliot, 1998, 1999; Turban et al., 2007;
Wiese & Freund, 2005).

Furthermore, it is also possible that academic well-being provides a basis
for success in educational transitions. For example, Salmela-Aro and Nurmi
(1997a) showed that subjective well-being increased people’s interest in goals
that concern major developmental tasks. Accordingly, school engagement and
the absence of school burnout may lay a strong foundation for successful
educational decisions and trajectories, if it is assumed that a high degree of
well-being facilitates constructing goals that focus on dealing with the demands
of the individual’s current life situation (Nurmi & Salmela-Aro, 2002). Focusing
on dealing with their current life situation, in turn, directs people’s lives in an
adaptive manner (Salmela-Aro & Nurmi, 1997a).

Although previous studies have examined the role of distinct goal
appraisals in life-stage transitions (e.g., Dietrich et al., 2012; Nurmi et al., 2002;
Salmela-Aro & Nurmi, 1997b), and have shown the importance of autonomous
motivation concerning goal effort and goal progress (Locke & Latham, 2002;
Sheldon, 2002; Sheldon & Elliot, 1998, 1999), as well as the importance of goal
progress for goal attainment (Nurmi et al., 2002; Pomaki et al., 2009; Salmela-
Aro & Nurmi, 1997b), those studies have at least two limitations. First, no
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previous studies have systematically examined the importance of autonomous
motivation, goal effort and goal progress (i.e., the self-concordance model) in
relation to individuals’ success in dealing with challenging educational
transitions. Second, little is known about the role of academic well-being in
success in challenging educational transitions.

Consequently, one aim of the present thesis was to examine the extent to
which autonomous motivation, effort and progress relating to educational goals
around the time of applying for a studying place in university predict success in
dealing with the challenging transition to university. On the basis of previous
research (Locke & Latham, 2002; Sheldon, 2002; Sheldon & Elliot, 1998, 1999), it
was assumed that those individuals who have an autonomous goal would
invest more effort in their educational goal of studying in university, which
would then also facilitate their goal progress. It was also assumed that progress
in the educational goal would facilitate a successful transition.

Furthermore, this thesis examined the role of school engagement and
burnout in the educational transition following the completion of general upper
secondary school (academic track) from two points of view: firstly, whether
school engagement and burnout predict the success in the transition (successful
transition, delay, or moratorium on studies), and secondly, whether they
predict the long-term educational aspirations after the transition from general
upper secondary school. The educational transition was defined as “successful”
if the student graduated from general upper secondary school in three years
and then succeeded in entering further education, e.g., university. Further, the
educational transition was defined as a “delay in studies” if the student
remained on the general upper secondary school an extra year. In Finland, the
maximum duration of the general upper secondary school is four years, while
the norm is three years. Finally, some students graduated from general upper
secondary school in three years, but did not succeed in entering further
education after that. This kind of educational transition was defined as
“moratorium on studies.” Long-term educational aspirations were categorized
into four levels: the highest level of educational aspiration was university,
followed by polytechnic studies, general upper secondary school, and the
lowest level, vocational school (vocational upper secondary school). On the
basis of the existing studies, it was assumed that students with a high level of
school engagement and a low level of school burnout would be the ones who
construct autonomously motivated goals that are related to their current
situation (Deci & Ryan, 1985; Kasser & Ryan, 1996; Sheldon & Kasser, 1998),
and that would predict, on the one hand, success in the challenging educational
transition, and on the other hand, later long-term positive educational
aspirations (Feist, Bodner, Jacobs, Miles, & Tan, 1995; Seifert, 2004; Tuominen-
Soini, Salmela-Aro, & Niemivirta, 2008).
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1.5 Aims of the empirical studies

The aim of this thesis was to examine the role of goal appraisals, academic well-
being, and self-esteem in educational transitions.

Study I examined the extent to which adolescents” appraisals of their
education-related goals change during the transition immediately following the
completion of their comprehensive school ending with Grade 9 (academic vs.
vocational track) and how such appraisals contribute to their self-esteem. It was
assumed that when adolescents enter the next mode of education, which would
be more congruent with their skills and interests as they have several options to
choose from according to their own interest, their goal-related intrinsic reasons
and their level of goal progress would increase. In turn, it was assumed that
their goal-related stress and extrinsic reasons would decrease at the same time.
In addition, it was assumed that, because of the importance of this particular
transition to their future life, adolescents’ goal-related effort would increase
toward the end of comprehensive school. Furthermore, a high level of intrinsic
reasons for goal pursuit, as well as high levels of goal progress and goal-related
effort prior to this transition were expected to be related to a high level of self-
esteem during the next stage upon making the transition, whereas goal-related
stress and a high level of extrinsic reasons were expected to be related to a low
level of self-esteem during the next stage. Finally, a high level of self-esteem
before the transition was expected to be related to high levels of goal progress,
intrinsic reasons and effort, and to low levels of extrinsic reasons and stress
after the transitional step.

Study II examined, first, whether self-concordance in an adolescents’
education-related goal would facilitate goal effort and goal progress during
their general upper secondary school. The second aim was to examine whether
goal progress in an education-related goal would contribute to school
engagement and school burnout during the general upper secondary school.
Finally, the third aim was to examine whether school engagement and burnout
during the general upper secondary school would predict success in the
educational transition and longitudinal educational aspirations after completion
of the general upper secondary level. It was expected, first, that those
individuals who select self-concordant goals would be found to invest goal
effort in those goals, which in turn would facilitate their progress in those goals.
Second, it was expected that high goal progress in a self-concordant education-
related goal would be related to a high level of school engagement and a low
level of school burnout during the general upper secondary school. Third, it
was assumed that students with a high level of school engagement and a low
level of school burnout are those who try hard to achieve their goals and who
progress better in their goals, and that such effort toward an education-related
goal would predict a successful educational transition after the general upper
secondary school. Fourth, it was expected that school engagement and burnout
would be important predictors of later long-term educational outcomes.
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Study III examined the extent to which autonomous motivation, goal
effort, and progress relating to educational goals predict success in dealing with
the challenging transition to university. Success or failure of passing the
entrance examination was checked by referring to the university archives. It
was hypothesized that those individuals who have an autonomous goal would
invest more effort in their educational goals, which would then also facilitate
their goal progress. Furthermore, it was assumed that progress toward fulfilling
an educational goal would facilitate a successful transition, and that goal effort
would mediate the impact of autonomous goals on goal progress.



2 METHOD

The three studies forming the present thesis are based on the FinEdu (Finnish
Educational Transitions) study and Entrance into University study. Both are
longitudinal studies. The FinEdu study is ongoing (since 2003), with the aim of
examining life planning, motivation, and school transitions from middle
adolescence to adulthood. In the present thesis, two samples (2003-2004) of the
FinEdu study were used. The Entrance into University study (2002-2003) aimed
to examine the role of motivation during the educational transition to university,
in Finland.

2.1 Study]l

In the first study, the data of Sample 1 from the FinEdu study was analyzed
using repeated multivariate analysis of variance (MANOVA) and path
modeling (see Table 1). At the beginning of the original FinEdu study, the
participants were ninth graders facing the transition to post-comprehensive
education (mean age = 16 years; N = 773). For Study I of the present thesis, the
first three measurement points from the original FinEdu study were used: 606
(293 girls, 313 boys) adolescents were examined twice during their final
semester in comprehensive school, that is, at the beginning and at the end of the
final spring semester. The third measurement took place one year after the first
measurement, in early spring of the first year of the participants’ upper
secondary education. The sample size at the second measurement was 516, and
at the third measurement 496.

Attrition analyses showed that the students who dropped out of the study
at the second measurement point were in more cases boys than girls (adjusted
residuals = 3.5) and in more cases students moving on to the vocational track
than to the academic track (adjusted residuals = 3.4). The results also showed that
those individuals who participated in the second measurement had shown
more goal progress than those who dropped out had (M = 5.27; SD = 0.95) at
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the first measurement point, and they had a higher GPA in the Spring semester
preceding the first measurement (M = 8.06; SD = 0.81; Time 0).

At each measurement point, the questionnaires were group-administered
to the students in their classrooms during regular school hours. The measures
used in the present study were concerned the students” education-related goal
appraisals, self-esteem, academic achievement, and their educational track
(academic vs. vocational track) after comprehensive school (see Table 1).

Participants’ education-related goal appraisals were assessed at each
measurement point by asking the respondents to rate their education-related
goal according to what extent they were pursuing the goal for intrinsic vs.
extrinsic reasons (Ryan & Connell, 1989; Sheldon & Elliot, 1999; Sheldon &
Houser-Marko, 2001), and to report their goal progress (Sheldon & Kasser, 1998),
goal effort (Sheldon & Elliot, 1999), and goal stress (Chambers, 1997). The
participants responded to the following questions and statements related to
these factors: to you intrinsic reasons (How important is this goal?; How committed
are you to this goal?); extrinsic reasons (I am pursuing this goal because somebody
else wants me to or because the situation demands it; I am pursuing this goal because I
will feel shame, guilt or anxiety if I fail to realize it); goal progress (To what extent
have you progressed in achieving your goal?; How probable would you say it is that this
goal will be realized?; How capable are you of realizing your goal?); goal effort (How
much time and effort have you expended on your goal?; To what extent have you
worked toward achieving your goal?); goal stress (How tiring is your goal?; How
stressful do you find your goal?). Furthermore, self-esteem was assessed using the
abbreviated version of Rosenberg’s self-esteem scale (Rosenberg, 1965) both
before and after the educational transition. The scale consisted of 5
unidimensional items (e.g., On the whole, I am satisfied with myself; 1 feel that I have
a number of good qualities). Academic achievement was checked at the first
measurement point by asking the participants to report the grade point average
(GPA) they achieved the preceding Spring semester. This self-report measure
has been shown to have a correlation of .96 with the actual grade point average
(Holopainen & Savolainen, 2005). The chosen educational track (academic vs.
vocational track) after comprehensive school was reported and coded at the third
measurement point.

2.2 StudyII

In the second study, the Sample 2 data from the FinEdu study was analysed
using path modeling (see Table 1). At the beginning of the original FinEdu
study, the participants were general upper secondary school students in their
second year of studies (median age = 18 years, N = 763). For Study 1I, the first
three measurement points of the original FinEdu study were used: the general
upper secondary school students participating in the study were surveyed in
the second and in the third (i.e., final) grade of general upper secondary school
and one year later. At the first measurement point, 614 adolescents (376 girls,
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237 boys), at the second measurement point 636 adolescents, and at the third
measurement point 449 adolescents participated in the study.

The result of the attrition analyses showed that those students who
dropped out of the study after the second measurement point had shown lower
school engagement at the second measurement point than those who were
continuing and participated at the third measurement point (£(394) = -2.90, p
<.01).

At each measurement point, the questionnaires included questions
regarding the students’ goal appraisals of their education-related goal
(according to self-concordance, goal effort, and goal progress), their school
engagement vs. burnout, and their educational aspirations (see Table 1).

At the first measurement point, participants’ self-concordance was
examined by asking them to rate their reasons for pursuing their education-
related goal. There were four categories of reasons: intrinsic, identified, introjected,
and external (Sheldon & Elliot, 1999; Sheldon & Houser-Marko, 2001; Sheldon &
Kasser, 1998). These categories were evaluated according to participants’
confirmation or negation of the following statements: intrinsic reasons (I am
pursuing this goal because of the enjoyment it gives me and I am really interested in it);
identified reasons (I am pursuing this goal because I really believe it is an important
goal); introjected reasons (I am pursuing this goal because I would feel ashamed,
guilty or anxious if I did not); external reasons (I am pursuing this goal because
somebody else wants me to or because the situation demands it). At the first and
second measurement point, the participants were also asked to appraise their
education-related goal effort and goal progress (for a review of concepts, see
Austin & Vancouver, 1996) with the following questions: goal effort (How much
time and effort have you put into this goal?; To what extent have you worked on this
goal?); goal progress (To what extent have you progressed toward achieving this
goal?). The goal effort and goal progress variables were formed by the mean of
the scores from both measurement points (Sheldon & Elliot, 1999; Sheldon &
Houser-Marko, 2001).

At the second measurement point, adolescents” schoolwork engagement
and burnout were assessed. School engagement was examined by measuring
vigor, dedication, and absorption with regard to school work (Salmela-Aro &
Upadaya, 2012; Salmela-Aro & Né&dtanen, 2005). School burnout was examined
by enquiring about feelings of exhaustion, cynicism, and detachment with
regard to one’s studies (Salmela-Aro & Nadtdnen, 2005; Salmela-Aro,
Savolainen, & Holopainen, 2009).

At the third measurement, the participants were asked about their
educational trajectory and educational aspirations concerning the transition
following the completing of the three years of general upper secondary school.
The educational trajectory was measured by asking what type of education the
participants were engaged in. Educational aspirations were examined by asking
the participants to state the highest level of education they expect to attain.
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2.3 Study III

The third study of the present thesis was part of the Entrance into University
study. The sample of this study was analyzed using path modeling (see Table 1).
The participants of the original FinEdu study were young adults who were
taking part in an entrance examination for studying psychology at a university.
The original study included three measurement points, from which the first two
were used for this study: first, before the entrance examination, participants
(median age = 21 years, N = 320) filled in a questionnaire on autonomous
motivation, goal effort, and progress regarding their educational goals; and
second, after the results of the examination were determined by the university,
the success in passing the entrance examination was noted according to records
in the university archives (see Table 1). The interval between these two
measurement points was two months. Because 87.5% of those who participated
in the entrance examination were women and only 10% men (2.5% did not
report their gender), we excluded men and those who did not report their
gender. The final sample consisted of 48 women who passed their entrance
examination and hence attained a study place at the university, and 232 who
failed.

Participants” autonomous motivation was assessed at the first measurement
point by asking the respondents to rate their autonomous motivation (intrinsic
and identified reasons) to pursue their educational goal (e.g., Sheldon & Elliot,
1998). The autonomous motivation scale was devised of three questions.
Motivation according to one’s own values or goals (Ryan & Connell, 1989) was
identified and measured using two questions (How important is this goal to you?;
Why are you trying to carry out this goal; because you believe that it is important for
you?). The third question (Why are you trying to carry out this goal; because you
enjoy carrying it out and are interested in it?) measured intrinsic reasons—
assumed to be the most autonomous by nature (Deci & Ryan, 1985; Sheldon &
Elliot, 1999) —involved in the pursuit of educational goals. Furthermore, at the
first measurement point, the participants were also asked to appraise their
educational goal-related effort and goal progress (for a review of concepts, see
Austin & Vancouver, 1996) as follows: goal effort (How many resources have you
put into this goal?; To what extent have you worked toward achieving your goal?).
Goal progress was enquired about with three questions (To what extent have you
progressed toward achieving this goal?; How probable would you say it is that you will
reach this goal?; How capable are you of realizing your goal?).

At the second measurement point, after the results of the examination
were determined by the university, participants” success or failure of passing
the entrance examination was checked by referring to the university archives.



TABLE 1 Overview of the studies
Study Data, measurement points Variables Statistical methods
Study I FinEdu, Sample 1 Education-related goal appraisals: Repeated multivariate analysis of
Education-related goal e Grade 9, beginning of the intrinsic (a = .65, .66, .72) and extrinsic ~ variance (MANOVA)
appraisals and self-esteem Spring semester (1 = 606) reasons (o = .58, .74, .68); goal progress  Path modeling
during the transition to e Grade 9, end of the Spring (a=.77,.75, .752); goal effort (a
secondary education: A semester (1 = 516) = .86, .87, .88); and goal stress (o
longitudinal study e One year after the first = .81, .84, 85)
measurement (11 = 496) Self-esteem (a = .78)
° Mean age: 16 years (sd = Academic achievement
0.34) Educational trajectory
Study II FinEdu, Sample 2 Achievement-related personal goal Path modeling
Adolescents’ self- e General upper secondary appraisals: self-concordance (o = .61);
concordance, school school, grade 2 (n = 614) goal effort (o = .82); and goal progress
engagement and burnout o General upper secondary (one question)
predict their educational school, grade 3 (n = 636) School engagement (o = .94)
trajectories e One year after (n = 449) School burnout (o = .87)
e Mean age: 17 years (sd = Educational trajectory
0.28) Educational aspirations
Academic achievement
Study III Entrance into University Education-related goal appraisals: Path modeling
The role of goal-related e Before the entrance autonomous motivation (a = .71); goal
autonomous motivation, examination (n = 280) effort (a = .90); and goal progress (o
effort and progress in the o After receiving results of = .69)

transition to university

examination success in
entrance examination
Mean age: 21 years (sd =
3.75)

Success in entrance examination
Academic achievement




3 OVERVIEW OF THE ORIGINAL STUDIES

3.1 Study I: Education-related goal appraisals and self-esteem
during the transition to secondary education: A longitudinal
study

The study investigated the following research questions: (1) Do adolescents’
appraisals (intrinsic and extrinsic reasons for goal striving, progress, effort and
stress) of their education-related goals change during the transition from
comprehensive school to a post-comprehensive secondary education? Do such
changes differ between students who enter an academic track (i.e., progressing to
the Finnish three-year general upper secondary educational level to qualify for
the subsequent tertiary educational level of university) and those who change
over to the vocational track (i.e., switching to vocational school to prepare for
one’s subsequent occupational field)? (2) Do adolescents” education-related goal
appraisals before the educational transition contribute to their self-esteem after
the transition? Or, conversely, does self-esteem before the transition contribute
to adolescents’ education-related goal appraisals afterward? Do these
prospective relationships differ between students on the academic and those on
the vocational track?

Sample 1 of the original FinEdu study consisted of 606 adolescents were
surveyed three times: (1) at the beginning and (2) at the end of the final Spring
semester of comprehensive school, and (3) one year after the transition to post-
comprehensive secondary education (either academic or vocational track).

The results showed, first, an increase in the young people’s intrinsic
reasons for goal striving and a decrease in their extrinsic reasons during the
school transition (Figure 2). Furthermore, the amount of effort adolescents
invested in their education-related goal increased in particular at the end of
Grade 9, i.e,, the final school year of Finnish comprehensive schooling (Figure 2).
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Change of intrinsic and extrinsic reasons, goal effort and progress during the
school transition to an academic versus a vocational track.

Note. Time 1 = at the beginning of the spring term in the ninth grade; Time 2
= at the end of the spring term in the ninth grade; Time 3 = one year after the
school transition to an academic or a vocational track.
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Second, the benefit of a transition to a congruent school context was
particularly evident with regard to the students who proceeded on the
vocational track: after the transition, they reported as high overall level of
progress toward their education-related goal, as did the students on the
academic track—although the two groups had differed substantially with
regard to their goal progress in comprehensive school (Figure 2).

Third, the results also indicated, however, that girls who ended up on the
vocational track had shown a decrease in intrinsic reasons for striving toward
an education-related goal during the educational transition (Figure 2).

Fourth, the results of path modeling showed that the only goal appraisal
that was related to self-esteem was that of goal progress. However, the results
also showed that self-esteem was associated with extrinsic reasons and goal
progress: adolescents with a high level of self-esteem tended to appraise their
goals in terms of a high level of progress and a low level regarding extrinsic
reasons following the educational transition.

Overall, the results of the present study suggest that adolescents benefit
from entering a mode of education that is in accordance with their motivation
and academic competencies. Furthermore, motivational processes and self-
esteem may form a cumulative cycle.

3.2 Study II: Adolescents’ self-concordance, school engagement
and burnout predict their educational trajectories

This study investigated whether self-concordance of adolescents’ education-
related goal would predict their school engagement and lack of burnout during
general upper secondary school, and their subsequent educational trajectories.
The following research questions were posed: (1) Does a self-concordant
education-related goal promote goal effort and goal progress during general
upper secondary school? (2) Is progress toward an education-related goal
associated with a high level of school engagement and a low level of school
burnout during general upper secondary school? (3) Do school engagement and
school burnout predict the outcome of the educational transition (successful
transition, delay, or moratorium on studies) after general upper secondary
school? (4) Do school engagement and school burnout predict long-term
educational aspirations after general upper secondary school?

Sample 2 of the FinEdu study consisted of 614 general upper secondary
school students aged 18 years, who were surveyed three times: (1) in the second
and (2) in the third grade of general upper secondary school, and (3) one year
later.

The results of the study showed that when adolescents pursued their
education-related goal for internal reasons, they also invested effort in
achieving the goal, which was evidenced by a high level of goal progress. Goal
progress, in turn, was related to a high level of school engagement during
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general upper secondary school. Furthermore, girls’ goal progress in their
education-related goal was related to a low level of school burnout. However,
goal progress did not contribute to school burnout among boys. The model for
girls is presented in Figure 3 and the model for boys is presented in Figure 4.

Successful
School 14* educz‘it.ional
engagement / tlgillslggn
Self- Goal Goal 55047 R2=.07 '
concordance |24 | effort |73+ | progress e
" Re=11 " R2=53 -25
Delay in
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Dk Educational
aspirations
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| | | time
| i |
2nd grade in upper 3rd grade in upper One year
secondary school secondary school later
FIGURE3  The path model among girls.
Note. *p<.05, *p<.01, **p<.001.
A7
/\4 School
Self- Goal Goal 83| engagement
3Dk Bk R2=.16
concordance | effort progress
7| Re=110 7| Re=42
| time
! "
2nd grade in upper 3rd grade in upper
secondary school secondary school

FIGURE4  The path model among boys.
Note. *p<.01, **p<.001.
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The results showed further that girls’ school engagement was related to
their success in the educational transition after general upper secondary school
(Figure 3). By contrast, school burnout in general upper secondary school was
related to delay in studies as well as low educational aspirations after general
upper secondary school, but only among girls. Among boys, school
engagement in general upper secondary school was not related to success in the
educational transition thereafter (Figure 4).

Overall, the results suggest, first, that goal appraisals are important
determinants of students’ levels of school engagement and burnout. Second,
among girls, a high level of school engagement and a low level of school
burnout during general upper secondary school are later reflected in a
successful educational transition. These results are important from the
viewpoint of finding instruments to help adolescents to accomplish this
challenging life transition successfully.

3.3 Study III: The role of goal-related autonomous motivation,
effort and progress in the transition to university

This study investigated the extent to which autonomous motivation, effort and
progress relating to current educational goals predict success in dealing with
the challenging transition to university. Two research questions were
investigated: (1) To what extent does autonomous motivation promote young
people’s goal effort and goal progress in an educational context, and specifically
in regard to the challenging university entrance examination? (2) To what
extent does progress in an education-related goal predict young people’s
success in passing the entrance examination to university?

Study III used the Entrance into University data set and included two
measurement points: (1) The first measurement was conducted before the
university entrance examination, at which time participants (n = 280) reported
ratings of their autonomous motivation, effort and progress regarding their
educational goals. (2) The second measurement was conducted after the
university determined the results of the examinations, upon which time the
students’ success or failure of passing the entrance examination was checked by
referring to the university archives.

The results of the path model showed that when young people pursued
their educational goal for autonomous reasons, they invested special effort in
their goal and this led to a high level of goal progress. Goal progress, in turn,
predicted their successfully passing the university’s entrance examination. The
model is presented in Figure 5.

Overall, the results suggest that inner resources have a great influence on
goal attainment, particularly in situations in which differences in effort would
also be related to important outcomes, such as performance in a complex task.
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However, it is important to note that the sample of this study included only

women.
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FIGURE 5
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SEM model linking autonomous motivation, goal effort and goal progress to
successfully passing the university's entrance examination.

Note 1. ***p<.001. Note 2. Time 1 = 1 month before the entrance examination;
Time 2 = after getting the results of the entrance examination.



4 GENERAL DISCUSSION

Adolescence is a stage of life during which individuals face a substantial
number of different life transitions (Caspi, 2002), including the transition of
moving from one educational level or type of education to another. Adolescents’
success in these transitions is important for their future life and adaptation to
society. Dropping out of education is strongly associated with having a
subsequently weak position in the labour market (Kokko & Pulkkinen, 2000),
and even with a high risk of social exclusion (Jahnukainen & Jdrvinen, 2006).
However, little is known about those mechanisms in educational transitions
after the basic education (Eccles, 2004). Consequently, this thesis focused on
examining the relations between motivation, academic well-being, and self-
esteem during educational transitions in adolescence. In particular, the
associations between educational transitions and adolescents’ goal appraisals
were examined. Further, the influence of goal appraisals on academic well-
being and self-esteem, as well as the role of academic well-being and self-
esteem in educational transitions were examined. The results of the thesis in
general suggest that when adolescents end up in a mode of education that is
congruent with their academic competencies and interests, their autonomous
motivation for goal pursuit and goal progress increases, whereas controlled
motivation decreases. Autonomous motivation also facilitates progress toward
goal attainment, particularly because autonomous motivation helps individuals
to invest effort in their goal, which in turn increases progress made toward the
goal. Goal progress is an important factor in educational transitions in two
ways: First, it predicts the success in dealing with a challenging educational
transition. Second, it predicts high levels of self-esteem and academic well-
being, which in turn contribute to individuals” success in their later educational
trajectory.
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4.1 Changes in appraisals of education-related goals in
educational transitions

One aim of the present thesis was to investigate changes in adolescents’
appraisals of their education-related goals during their transition from
comprehensive school to the next stage in their education, i.e. either the
academic or vocational track. Changes in intrinsic and extrinsic reasons, goal
progress, effort, and stress were examined in Study I. The results showed that
there was an increase in the adolescent participants’ intrinsic reasons for goal
pursuit, as well as a decrease in their extrinsic reasons, during their educational
transition to either general upper secondary school or vocational school. The
amount of goal effort that adolescents invested in their education-related goal
increased, in particular, at the end of Grade 9. The results showed further that
the benefit of a transition to a new educational context was particularly evident
with respect to the students who switched to the vocational track: upon having
made the transition, they reported as high an overall level of progress toward
their education-related goal as did the students on the academic track, although
these groups differed substantially in their level of goal progress during
comprehensive school. However, students on the academic track reported more
intrinsic reasons for their goal pursuit and a higher overall level of goal
progress and effort, yet also more goal stress concerning their education-related
goal, in comparison to the students on the vocational track.

These results suggest that the educational transition after comprehensive
school is important for adolescents” motivation toward education. The results
may be due to the fact that during the post-comprehensive transition, Finnish
adolescents are able, as agents, to direct their own life according to their
academic skills and interests or occupational aspirations. Therefore, adolescents’
progression to an educational setting that was congruent with their academic
competencies and interests or occupational aspirations had a positive effect on
how the adolescents appraised their educational goals. Similar findings have
Ratelle et al. (2004), who showed that the transition to university ie., to an
educational context that may enhance students’ perception of autonomy,
increased adolescents’” intrinsic motivation. This finding and the results of the
present thesis support ideas of stage-environment theory (Eccles, 2004; Eccles &
Midgley, 1989, Eccles et al., 1993; Eccles & Roeser, 2011), as well as some life-
span theories (Nurmi, 2004), by showing that an appropriate developmental
context is important for adolescent students” motivation.

The benefit of the transition to a congruent educational context was
especially evident among those adolescents who ended up on the vocational
track. There are two different explanations for that result. First, the results may
be due to the fact that in the Finnish school system, comprehensive school
provides a learning environment that is highly theoretically oriented. Hence,
the beneficial results of the transitional choice to switch to the vocational
track—i.e., to an educational setting that not only better matches those students’
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motivation but also provides a basis for their concrete occupational aspirations
in anticipation of their future occupation—was reflected in these students’
progress toward their education-related goal. The second explanation is related
to the theory of the “big-fish-little-pond effect” (see e.g., Marsh, Trautwein,
Ludtke, Baumert, & Koller, 2007). According to this theory, students compare
their academic ability to that of their classmates. The theory posits that such
comparisons lead students to experience a low academic self-concept when the
academic environment is above their level. Thus, according to this theory, it can
be derived that if students who are used to performing more poorly move away
from the comprehensive school setting where the average ability level of
classmates is high compared to their own, that is, by switching to a vocational
school setting where most students show a similar level of competence, then
their academic self-concept and well-being is more likely to develop positively.
The “big-fish-little-pond” theory was also evidenced in the result that the
students on the academic track showed more goal stress regarding their
educational goal than did the vocational track students, although the students
on the academic track were more autonomously motivated. This finding
suggests that students who move to academic track find themselves in an
environment in which their peers, on average, show a higher level of
competence than was the case in comprehensive school, and they are
subsequently more likely to experience a higher level of education-related goal
stress.

The findings also showed that adolescents invested extra effort in their
education-related goal at the end of comprehensive school. In Finland, the
grade point average attained at this stage of the school career is one of the most
important determinants of individuals’ future educational career, and as such,
investing additional effort at that time is particularly important for students
wishing to optimize their educational success. This result is also an important
practical finding, since leaving school without a study place after
comprehensive school is a big risk for dropping out of education and even for
later marginalization (Jahnukainen & Jarvinen, 2006).

Although the majority of adolescents benefited from the transition to
either general upper secondary school or vocational school, there was, however,
a group of students whose intrinsic motivation did not increase during this
transition. Namely, regarding girls who ended up on the vocational track, the
results pertaining to the time of their educational transition showed a decrease
in these girls’ intrinsic reasons for striving toward their education-related goal.
It seems that education-related goals were not as important to the girls who
took the vocational track as they were for the boys who took the same direction.
These findings may be related to earlier findings which suggested there to be
differences in future orientations between boys and girls (for a review, see
Greene & DeBacker, 2004), as well as between university preparatory and
vocational students (Klaczynski & Reese, 1991). For example, Greene and
Wheatley (1992) showed that girls were more oriented toward social issues,
whereas boys were more focused on achievement and property (Greene &
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DeBacker, 2004). Furthermore, Klaczynski and Reese (1991) showed that
university preparatory students had a “career preparation” orientation,
whereas vocational students had an “adulthood preparation” orientation. It is
possible that particularly girls who take the vocational track are more focused
on preparing for adulthood and on social goals, for example on family roles,
whereas boys perceive their future vocation as an important requirement for a
successful adult life (Nurmi, 2004). In future, this possibility should be studied
in more detail.

In general, the life-span model of motivation proposes that personal goals
are sensitive to transitions (Salmela-Aro, 2009). The findings of the present
thesis suggest that the reason for the change in personal goals may not be the
transition per se but the developmental context individuals face (see also Eccles
& Midgley, 1989, Nurmi, 2004; Salmela-Aro, 2009). Furthermore, Nurmi and
Salmela-Aro (2002) showed that during the transition to entering the labour
market, young adults reconstructed particularly those goal contents that were
related to the transition they had just passed, whereas goals in other life
domains stayed more stable. This thesis adds to the existing research by
showing that individuals do not only reconstruct goal contents but also goal
appraisals. In sum, changing to an educational environment that is in
accordance with one’s own academic competencies and interests facilitates
autonomous motivation and progress in the pursuit of educational goals.

4.2 The importance of goal appraisals in goal attainment during
educational transitions

One major aim of the present thesis was to examine the role of motivational
processes in goal attainment during challenging educational transitions. The
results showed, in general, that autonomous motivation, goal effort, and goal
progress were important predictors of the outcomes in educational transitions.
More specifically, when adolescents pursued their educational goals out of
autonomous motivation, they also invested effort in their goal. Goal effort, in
turn, facilitated adolescents” goal progress (Study II and Study III), which then
contributed to the attainment of a challenging educational goal (Study I1I).
According to the motivational theory of life-span development, the
requirements of behavioral and developmental selectivity are twofold: first,
individuals must choose from among their goals; and second, once they have
made the choice, they need to invest their resources in a selectively focused way
on the chosen action path or developmental pathway (Heckhausen et al., 2010).
The results of the present thesis show that autonomous motivation is beneficial
in goal selection perhaps because it helps people to focus their resources toward
the goal. That is, students whose educational goals were based on personal
interests and meaningful values were more likely to invest effort and make
progress in their educational goals. These findings are in line with recent
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research (Ratelle et al., 2007; Smith, Ntoumanis, & Duda, 2007; Turban et. al.,
2007). For example, Smith et al. (2007) showed that athletes who were
autonomously motivated regarding their sport goals also invested more effort
in their goals and consequently attained these goals. Similarly, students with
internalized reasons for taking school courses in university have been shown to
exert more effort in the courses and have subsequently achieved better grades
in class (Turban et al., 2007). These findings may be due to the fact that
autonomous goals enable individuals to work continuously toward achieving
their goals regardless of whether the goal is enjoyable or not (self-concordance
model; see Sheldon & Elliot, 1998, 1999), and when people feel fully
autonomous in setting their goals, such goals are likely to be progressed
(Carraro & Gaudreau, 2011; Judge et al., 2005; Koestner et al., 2002; Sheldon,
2002; Turban et al.,, 2007). On the whole, the results of the present thesis
together with previous findings extend the existing research with respect to the
self-concordance model (Sheldon & Elliot, 1998, 1999) by showing that this
particular model is also true in a challenging educational context.

The present results showed further that young adults who appraised their
goal progress toward their educational goal to be high were successful in their
transition to university. This finding supports the suggestion that goal
appraisals are important in directing people’s behavior during life-stage
transitions (see also Nurmi et al., 2002; Salmela-Aro & Nurmi, 1997b). Similar
results have been found in some previous studies. For example, Nurmi et al.
(2002) showed that the earlier young adults still in vocational school appraised
the progress toward their work-related goal, the more likely they were to find a
job commensurate with their education upon graduating or one year thereafter.
By contrast, those young adults who reported a low level of progress toward
their work-related goal were likely to be unemployed after graduating from
vocational school. These findings give further support for the theory (Locke &
Latham, 2006) that inner resources are particularly important for goal
attainment when people pursue challenging goals in which external factors
play a significant role.

It is important to note, however, that although self-concordance (Study II)
was related to goal effort and progress in educational goals, pure autonomous
motivation (as intrinsic and identified motivation) measured in Study III was
equally a predictor of goal effort and progress. This result may indicate some
potential problems in aggregating autonomous and controlled motivation to
form a sum of self-concordance in research of educational goal attainment (see
also Judge et al., 2005). First, educational choices made in adolescence are
typically made together with significant others (Kiuru, Nurmi, Aunola,
Salmela-Aro, 2009), and in such situations controlled motivation may not be
negatively related to autonomous motivation. As Eccles and Wigfield (2002)
have pointed out, external reasons for engaging in a task can be of value to a
person as these may facilitate important goals concerning their future. Second,
it is possible that challenging educational goals, although they may be
autonomously motivated in the long run, are partly motivated by control as
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well. For example, when students are preparing for their entrance examination
to university, they consider their educational goals to be autonomously
motivated, yet they are actually also subject to experiencing controlled
motivation in their everyday life while attempting to attain their challenging
educational goal. In such a case, however, controlled motivation is defined as
being more responsive to the specific situation (Zuckerman, Gioioso, & Tellini,
1988), and therefore exerts a less stable influence on the individual’s behavior
over time and across situations than does autonomous motivation (Koestner et
al., 2008). Indeed, in future, it seems important to study the role of controlled
motivation in the attainment of educational goals (see also Koestner et al., 2008)
besides that of autonomous motivation.

4.3 Goal appraisals, academic well-being and self-esteem in
educational transitions

The present thesis also aimed to examine the relations between goal appraisals,
academic well-being, and self-esteem during educational transitions (Study Il
and Study III). The results of the thesis suggest, in general, that autonomous
motivation is important for well-being particularly because it facilitates goal
effort and goal progress. Goal progress, in turn, is associated with high levels of
self-esteem and school engagement, and low levels of school burnout.
Furthermore, academic well-being, such as represented by experiencing high
engagement and a lack of burnout in school, are important for success in
dealing with challenging educational transitions.

4.3.1 Associations between goal appraisals, academic well-being and self-
esteem

The results showed that progress made toward education-related goals was an
important determinant of academic well-being. That is, students’ high level of
goal progress toward their educational goal at the beginning of general upper
secondary school contributed to a high level of school engagement and to a lack
of school burnout at the end of general upper secondary school. These results
extent the existing research findings showing that progress toward personal
goals is related to subjective well-being (Oishi & Diener, 2001; Sheldon & Elliot,
1999).

However, the results are also consistent with those showing that
particularly progress in autonomously motivated goals is beneficial for
subsequent well-being (Guay et al., 2008; Oishi & Diener, 2001; Pomaki et al.,
2009). For example, the research has shown that the more students endorse
autonomous forms of motivation, the more they are satisfied and experience
positive emotions at school (Guay et al., 2008). These findings may reflect the
suggestion that autonomous motivation in goals enables individuals to put
effort into achieving their goals, thus increasing the probability of goal
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attainment, which in turn increases well-being (Deci & Ryan, 1985; Harris,
Daniels, & Briner, 2003).

The role of the motivational process in academic well-being is an
important finding concerning Finnish society, where low academic well-being
is a serious problem among adolescents, although, according to the PISA
(Programme for International Student Assessment) study, the adolescents
perform well academically. Approximately 10% of girls and 7% of boys suffer
from severe school burnout at the end of comprehensive school (Salmela-Aro &
Tynkkynen, in press). Furthermore, following comprehensive school, especially
girls who continue on the academic track are at risk of experiencing burnout: in
general upper secondary school, a considerable 17% of girls suffer from severe
school burnout (Salmela-Aro & Tynkkynen, in press). Severe school burnout, in
turn, is a strong predictor of depression (Salmela-Aro et al., 2009). Similarly, it
has been shown that students whose school engagement decreases during
adolescence are at risk of dropping out of school (Janosz, Archambault, Morizot,
& Pagani, 2008).

However, the results regarding school burnout were only in line with the
hypotheses of this thesis in regard to female students: a high level of goal
progress was related to a low level of school burnout among girls, but not
among boys. This unexpected finding may be due to the fact that girls are
typically more motivated toward achieving their education-related goals
(Dwyer & Johnson, 1997; Pomerantz, Altermatt, & Saxon, 2002) and attribute
greater importance to academic achievement than do boys (Murberg & Bru,
2004). Girls also fear academic failure more than do boys, and this tendency
may lead to a high level of school burnout if the pursued goal is not attained
(Sheldon, 2002).

The findings further showed that progress toward educational goals was
not only related to well-being in that particular life domain but also to
adolescents” self-esteem: a high level of goal progress at the end of
comprehensive school was related to a high level of self-esteem after the
transition to either academic or vocational track. This finding suggests that
adolescents construct their self-concept by evaluating the extent to which they
are successful in goal attainment (Harter, 1990; Nurmi, 1993). Therefore, from a
practical point of view, starting a new type of education creates new
possibilities for the adolescent: the new context may offer positive experiences,
which are in turn reflected in self-esteem.

However, the results also showed that adolescents with a high level of
self-esteem tended to appraise their goals in terms of a high level of progress
and low level in extrinsic reasons after the educational transition. These
findings suggest that self-esteem also influences the kinds of environments
people seek and whether they appraise such environments as attainable
(Salmela-Aro & Nurmi, 2007). Furthermore, the results support some of the
existing findings suggesting that motivational processes and self-esteem may
form a cumulative cycle (Salmela-Aro & Nurmi, 1997b; Sheldon & Houser-
Marko, 2001). Indeed, personal goals that are in accordance with the
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developmental tasks of a particular stage of life are adaptive in directing one’s
life and therefore facilitate one’s positive self-evaluation (Sheldon & Houser-
Marko, 2001), which may in turn enhance later motivation (Salmela-Aro &
Nurmi, 1997a).

4.3.2 Consequences of academic well-being for educational transitions

The results showed that high engagement in general upper secondary school
was related, among girls, to success in the subsequent educational transition. By
contrast, a high level of school burnout was related to a delay in studies and
low educational aspirations, but again only among female students. These
results are in line with some recent findings showing that a high level of life
satisfaction during adolescence helps youths to find a suitable educational track
after comprehensive school (Salmela-Aro & Tuominen-Soini, 2010). These
findings imply that well-being is an important aspect of development and has
cumulative, positive consequences for long-term outcomes, such as for success
in an educational transition (Lyubomirsky, King, & Diener, 2005). Again, these
are especially important findings concerning Finland, where delay in studies is
a typical phenomenon.

Surprisingly, among boys, a high level of school engagement in general
upper secondary school was not associated with the success in the educational
transition thereafter. It is possible that the school transition after general upper
secondary school is more challenging for boys than for girls in Finland: Finnish
girls graduate from general upper secondary school and enter university in
more cases than boys do (Central Statistical Office of Finland, 2007).

4.4 Practical implications of the findings

The results of the present thesis have important practical implications. First, the
results highlight the importance of adolescents” own decisions concerning their
educational careers. According to the findings, a key factor in adolescents’
successful goal pursuit during educational transitions is their ability of to select
goals that are in line with their own internal needs and skills (see also Conti,
2000; Sheldon, 2002; Sheldon & Elliot, 1999; Sheldon & Houser-Marko, 2001).
That is, adolescents who possessed strong autonomous motivation were more
likely to attain their goals, especially because they invested more time and effort
into achieving those goals (see also Sheldon & Elliot, 1999; Sheldon & Houser-
Marko, 2001), and this may also lead them to better cope with the challenges
presented by the transition. Adolescents” autonomous motivation, high level of
goal effort, and progress toward their educational goals also had important
consequences, on the one hand, for their academic well-being, and, on the other
hand, for their general self-esteem.

Second, autonomous motivation in challenging educational transitions
seems to be an important resource for adolescents, which is why it is important
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to support adolescents’ autonomous motivation. This would be particularly
essential nowadays, as there is an increasing number of adolescents who drop
out of education already after comprehensive school (Myrskyld, 2011), in
Finland. Even brief interventions have been shown to affect motivation
positively, and support for autonomous motivation could be organized at
schools through student counseling services. For example, Salmela-Aro et al.
(2012) showed that even an intervention lasting only one week enhanced
employees’ intrinsic work-goal motivation.

Because educational transitions in particular are periods of life when
people face change, supporting adolescents’ autonomous motivation in such
times may be especially important for students who find it difficult to make
decisions regarding their future education. However, efforts to motivate
adolescents externally toward the particular educational track when it is not in
line with their own interests may be a risk factor for dropping out of education
later on, since controlled educational goals are not as likely to be progressed
with the intensity that autonomous educational goals are. On the other hand,
after finding an educational track where the content students were asked to
master was in line with their current interests, autonomous motivation and goal
progress with regard to their education increased.

The results further showed that a high level of school engagement was
also an important predictor of developing a successful educational trajectory
(see also Haase et al., in press; Salmela-Aro, 2009; Shulman & Nurmi, 2010),
whereas school burnout predicted delays in studies and low educational
aspirations. Consequently, it is important, first, to reorganize school
environments so that students not only perform well but also feel well. In
making such changes, focusing on positive school climate, positive feedback
received from teachers, and support from the school may be important aspects
(Salmela-Aro et al., 2008). Second, student counseling in comprehensive schools
should also make use of questionnaires assessing school engagement (Salmela-
Aro & Upadaya, 2012) and school burnout (Salmela-Aro & Nédtanen, 2005).
Concerning practical implications, it is important to note that a high level of
school engagement was inversely related to school burnout: a high level of
school engagement was related to a low level of school burnout. Therefore,
increasing school engagement through motivation may avoid school burnout.

4.5 Limitations

The results of the present thesis have several limitations. First, the reliabilities of
some of the individual scales, such as the scales for intrinsic and extrinsic reasons
in Study I, and for self-concordance in Study II, were somewhat low. This may
have decreased the statistical power of the path models. Furthermore, this
might have been one reason why the self-concordance model in Study II did not
fit the entire sample so well. This has to be taken into account when making any
generalizations on the basis of the results. Similar scales, however, have also
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been used successfully in previous studies (Ryan & Connell, 1989; Sheldon &
Elliot, 1998, 1999, Sheldon & Houser-Marko, 2001).

Second, the attrition analyses showed some differences between
participants who took part in the entire study and those who dropped out of
the study. For example, in Study I, of the students who had not filled in the
questionnaire, more were moving on to the vocational track after basic
education rather than to the academic track, most were boys, and more had a
lower GPA and showed less goal progress. Recent studies have shown that 12.6%
of Finnish adolescents dropped out of education after comprehensive school
(i.e., upon the fulfillment of their basic education with the completion of Grade
9, normally at age 16), and 64% of these were boys (Myrskyld, 2011). Therefore,
it is possible that the participants who prematurely dropped out of the present
research study would also be more likely to drop out of education before those
who continued their participation. Overall, the study’s attrition rate may have
decreased the power of its statistical tests regarding vocational school students,
especially with respect to the male participants.

Furthermore, in Study II, those upper secondary school students who
dropped out of the research after the second measurement point had shown
lower school engagement at the second measurement point than those who
continued and participated in the third measurement. This attrition has may
decreased the power of the statistical tests.

Third, in Study III, only women were studied. Although previous studies
have not shown any gender differences with respect to the particular
motivational model discussed (Sheldon & Elliot, 1999), the homogeneity of the
sample may have affected the results nonetheless.

Fourth, in the present studies, all measures relating to motivation,
education and well-being were based on self-reports. As self-reports are not
always the most valid and reliable method of data collection (Shaffer, 2002),
they may have caused biases that may have influenced the results. One has to
keep in mind that subjective experience is particularly important in the case of
measuring items like internal and external motivation, school engagement and
burnout, although more objective measures could be used regarding academic
achievement, goal effort and goal progress.

Fifth, participants were asked to state their education-related goal in
response to the following request: “Please, on the line below, write one of your
personal goals that is related to either your studies, prospective choice of
occupation, or potential working career.” Therefore, it was impossible to control
which of these three areas—education, occupation, or career —each individual’s
reported main goal would be related to. It could also be the case that an
individual’s goal might change from one measurement point to another, so it
was also not possible to control this in the studies.

Sixth, some of the constructs, such as the educational goal or forms of self-
concordance, were measured by only one item. In the case of these constructs, it
is difficult to evaluate the reliability of the item. Consequently, some of the
findings should be replicated by using constructs with multiple items. For
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example, measures of educational goals and self-concordance should be
validated by adding more items to the scales.

Finally, although the studies were carried out using longitudinal data sets,
the data did not allow fully cross-lagged longitudinal designs. Therefore,
previous levels of the outcome variables were not controlled for and
conclusions concerning the causal direction of the variables remain tentative.

4.6 Future directions

The results of the present thesis have several future implications. First, the aim
of the thesis was to examine the role of goal appraisals in educational
transitions, as these represent the most important developmental context in
adolescence. The findings emphasize the importance of autonomous motivation
in successful goal pursuit and academic well-being during challenging
educational transitions. Future research should consider this further by
examining whether this particular motivational process is also beneficial in
other important life-stage transitions.

Second, although this thesis investigated motivation and academic well-
being in connection with adolescents’ success in handling challenging
educational transitions, one should keep in mind that several transitions and
changes occur, sometimes simultaneously, during late adolescence with regard
to, for example, family, romantic relationships and peers (Caspi, 2002), and
changes in those life domains may also have impact on each other (Fuligni,
Eccles, Barber, & Clements, 2001; Garrett & Eccles, 2009). For example,
individuals are not typically able to focus on only one domain, as most have to
invest effort and time in multiple goals pertaining to different life domains
(Heckhausen et al., 2010). Furthermore, by default, making one choice rather
than another also always results in some opportunities being lost (Eccles &
Wigfield, 2002). The life-span theory has suggested that individuals who select
and optimize fewer contexts would have better resources to excel in those
contexts (Baltes, 1997). Narrowing investment down to only one domain can,
however, deprive progress in other domains (Carrett & Eccles, 2009;
Heckhausen et al.,, 2010). It has also been found that the manner in which
individuals deal with conflicting goals has a direct impact on goal attainment
(Emmons & King, 1988). Consequently, it is possible that people who can
creatively integrate their different goals in different life domains (e.g., studying
and meeting peers by studying in a group) are those who progress best toward
their goals. In future, empirical research is needed in order to expand our
knowledge of how young people’s goal appraisals in different life domains are
related, and how different combinations of such appraisals contribute to goal
success.

Third, this thesis focused on examining adolescents” individual motivation.
However, as the life-span model of motivation suggests, other people also have
an impact on individuals” goals (Salmela-Aro, 2009), including on their goals
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related to education (Eccles, 2004; Lent, Brown, & Hackett, 2000; Nurmi, 2001).
For example, it has been shown that peer groups resemble each other in
academic achievement (Ryan, 2001) and in educational aspirations (Kiuru,
Aunola, Vuori, & Nurmi, 2007). In future, it would be important to examine the
impact of those aspects on adolescents’” educational transitions. It is possible, for
example, that adolescents invest more effort in their educational goals if their
peer group shares similar goals, since in such a case they receive social support
for their goal pursuit. Also, the impact of family background and parents on
success in educational transitions should be studied further.

Fourth, goal appraisals have been shown to vary not only between
individuals but also across the different goal contents that individuals have
reported (Nurmi et al., 2009). For example, achievement-related goals are
typically appraised as being more difficult, more stressful, and as requiring
more effort than interpersonal goals, whereas interpersonal goals are appraised
as being more rewarding (Cantor et al., 1987; Nurmi et al., 2009; Rhoades &
Maggs, 2006). This needs to be taken into account when generalizing the results
of this thesis. Furthermore, in future research, hierarchical analyses that take
into account the nested structure of goal appraisals, i.e., both the differences
between individuals and the amount of variation between individuals” different
goals (nested within individuals), should be conducted.

Fifth, according to the present results, goal progress is an important
determinant of academic well-being and self-esteem. Some previous studies
have shown, however, that the relationship between goal progress and
outcomes in well-being may not be equally beneficial to all individuals (Pomaki
et al., 2009; Wiese & Freund, 2005): the relationship seems to be different
depending on goal properties, such as goal difficulty (Wiese & Freund, 2005)
and goal attainability (Pomaki et al., 2009). For example, Pomaki et al. (2009)
showed that employees’ subjective well-being changed more if goal progress
made their goals more attainable over time. In the present thesis, the moderator
effects of other goal properties on the relationship between goal progress and
well-being was not studied. It is possible, therefore, that there is a group of
adolescents whose progress toward their educational goals facilitates their
academic well-being more so than is the case for other individuals. In future, it
would be important to examine joint effects of goal properties on adolescents’
well-being within the educational context.

Sixth, it is known, however, that there are an increasing number of
adolescents who drop out of the educational system already at the end of
comprehensive school, ie., upon completing Grade 9. Why were those
adolescents not able to motivate themselves with regard to their education even
though they probably knew that their education is essential to their success in
their subsequent life course? What are the factors that hinder the factors found
to contribute to subsequent positive educational transitions, i.e., autonomous
motivation, goal effort, and goal progress? It is possible that, for example, a
high level of stress in connection with an educational goal prevents progress



50

toward that goal (Dietrich et al., 2012). This possibility should be studied in
more detail in future research.

Seventh, the measures of goal appraisals were based on self-reports. Self-
knowledge can be a complicated issue, particularly for young people (Wilson,
2002), and the consistency of one’s goals with one’s deeper needs has to be
reported accurately. Self-reports are commonly used in motivational research,
and in the present thesis this approach was assumed to measure motivation
because interests, invested effort and progress, and also the presence of guilt or
extrinsic motivation, are relatively easy to report, and reporting these is not
particularly fraught with social pressure (Sheldon, 2007). It is, however,
important to note that the recent research has provided empirical evidence for
the idea that people’s motivational processes and goals are only partly
conscious processes (Levesque, Copeland, & Sutcliffe, 2008). If autonomous and
controlled motivations can be activated automatically in unconscious processes
(Levesque et al., 2008), then it is possible that emotions related to a particular
situation and measured by new technique (e.g., by face reader which recognize
emotions from face) provide more valid information about one’s actual
motivation than do questionnaires about the motivation. Future research
addressing the role and importance of unconscious processes in personal goals
and goal appraisals is needed, and accordingly, new methods to measure
motivational processes would need to be developed.



5 CONCLUSION

The results of the research conducted for this thesis suggest, first, that the
educational contexts which adolescents face have impacts on their goal
appraisals. Second, autonomous motivation in educational goals helps
adolescents to invest effort in their goal, which in turn facilitates progress
toward the goal. This is especially beneficial in challenging educational
transitions because it is related, on the one hand, to the success in dealing with
challenging educational transitions, and, on the other hand, to high self-esteem
and academic well-being. Third, academic well-being, in turn, has longitudinal
effects on adolescents’ later educational trajectories.
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YHTEENVETO

Téassa vaitoskirjatutkimuksessa tarkasteltiin motivaation ja kouluhyvinvoinnin
roolia kolmessa nuoruuden keskeisessd koulutussiirtyméssa: nuorten siirtyessa
peruskoulusta toisen asteen koulutukseen, nuorten hakeutuessa lukion jalkeen
jatko-opintoihin sekd heidédn siirtyessddn yliopistoon. Tutkimuksella oli nelja
tavoitetta. Ensimmadisend tavoitteena oli tarkastella, miten muuttuva koulu-
tusympéristo vaikuttaa nuorten motivaatioon. Toisena tavoitteena oli tarkastel-
la motivaation roolia nuorten kyvyssd selviytyd haastavasta koulutussiirtymas-
td. Kolmantena tavoitteena oli tutkia motivaation merkitystd kouluhyvinvoin-
nissa ja nuorten itsearvostuksessa. Neljantend tavoitteena oli selvittdd hyvin-
voinnin roolia koulutussiirtymassa.

Tutkimus koostui kolmesta osatutkimuksesta, jotka toteutettiin kayttamal-
14 otoksia kahdesta eri tutkimusaineistosta. Ensimmdisen (1 = 606) ja toisen (n =
614) otoksen aineistot olivat osa FinEdu (Finnish Educational Transitions) -
tutkimusprojektia ja kolmannen otoksen (n = 280) aineisto oli osa Entrance into
University -tutkimusprojektia. Tutkimukset tehtiin kyselylomaketutkimuksina.
Kyselylomakkeet sisélsivat osioita, jotka liittyivat nuorten motivaatioon, koulu-
hyvinvointiin ja koulutussuunnitelmiin. Kolmannessa osatutkimuksessa kaytet-
tiin myos yliopiston rekistereistd saatuja tietoja. Pddasiallisena analyysimene-
telména kaytettiin polkumallinnusta, jonka avulla pitkittdisaineistoissa voidaan
tarkastella useamman muuttujan vélisid riippuvuuksia.

Ensimmaisessd osatutkimuksessa tarkasteltiin sitd, miten nuorten koulu-
tustavoitteita koskeva motivaatio muuttuu heidédn siirtyessddn peruskoulusta
toisen asteen koulutukseen. Lisdksi tutkittiin motivaation yhteyttd nuorten it-
searvostukseen. Motivaation muuttumista mitattiin arvioimalla koulutustavoit-
teeseen liittyvéan sisdisen ja ulkoisen motivaation sekd tavoitteen eteen tyosken-
telyn, tavoitteessa koetun edistymisen ja stressin muuttumista siirtymaén aikana.
Kiinnostuksen kohteena oli erityisesti se, muuttuuko motivaatio peruskoulun
jdlkeen lukioon péddtyvilld nuorilla eri tavalla kuin ammattikouluun siirtyvilla.
Tulokset osoittivat, ettd kun nuoret siirtyivdt motivaatiotaan ja taitojaan vastaa-
vaan koulutusympéristoon (lukio vs. ammattikoulu), heiddn sisdinen motivaa-
tionsa koulutustavoitetta kohtaan nousi, kun taas ulkoinen motivaatio laski.
Erityisesti ammattikouluun siirtyneet nuoret kokivat myds edistyvansa koulu-
tustavoitteessaan paremmin kuin aiemmin. Edistyminen koulutustavoitteessa
oli yhteydessd myos nuoren itsearvostukseen: Se, ettd nuori kertoi peruskoulun
viimeiselld luokalla edistyvadnsd hyvin koulutustavoitteessaan, ennakoi korkeaa
itsearvostusta siirtymadn jdlkeen. Toisaalta myos korkea itsearvostus peruskou-
lun viimeiselld luokalla ennakoi sitd, ettd nuoret kokivat toisen asteen koulu-
tukseen siirryttyddn edistyvansd hyvin koulutustavoitteessaan. Nuoret tekivéit
kovasti tyotd koulutustavoitteensa saavuttamiseksi juuri ennen siirtymad, mika
kertoo koulutustavoitteen olevan nuoruuden keskeinen tavoite. Tuohon tirke-
ddn tavoitteeseen liittyvé stressi ei kuitenkaan muuttunut siirtymén kuluessa,
vaan ne, joilla oli stressid koulutustavoitteestaan ennen siirtymadd, kokivat sitd
myos siirtymaén jalkeen ja pédinvastoin. Koulutustavoitteessaan stressid kokevat
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pédtyivat siirtymén jalkeen todenndkéisemmin lukioon kuin ammattikouluun.
On siis mahdollista, ettd lukion vaativampi oppimisymparisto lisid nuorten
koulutustavoitteessaan kokemaa stressid. Yllattava tulos tdssa osatutkimukses-
sa oli se, ettd muista opiskelijoista poikkeavasti ammattikouluun péétyneilld
tytoilld sisdinen motivaatio heiddn koulutustavoitteessaan laski siirtyman jal-
keen. Ndmd nuoret naiset saattavatkin olla ryhmd, joka valmistautuu jo nuo-
ruuden tai varhaisaikuisuuden muihin tavoitteisiin eikd pidéd kouluttautumista
itselleen tarkednd. Kaikkiaan taman osatutkimuksen tulokset osoittivat nuorten
ympdriston olevan tdrked motivaation méaarittdjd: jos nuoret paatyivit koulu-
tusympéristoon, joka vastasi heiddn taitojaan ja mielenkiintonsa kohteita, hei-
dén sisdinen motivaationsa nousi ja he kokivat saavuttavansa paremmin koulu-
tustavoitteensa. Peruskoulun jélkeisestd siirtymaéstd nayttivat hyotyvan eniten
juuri ammattikouluun padtyneet nuoret. Tutkimus myo6s osoitti, ettd peruskou-
lun jalkeisessd siirtymassd nuoret pyrkivat optimoimaan omaa kehitystédan li-
sdamalld konkreettista tyotd ajankohtaiseen kehitystehtdvaan.

Toisessa osatutkimuksessa oli kolme tutkimustavoitetta: Ensimmdinen ta-
voite oli selvittdd, auttaako sisdinen motivaatio nuoria tydskentelemaan tehok-
kaammin koulutustavoitteensa saavuttamiseksi ja auttaako sisdinen motivaatio
myos edistyméddn koulutustavoitteessa. Toinen tavoite oli selvittdd motivaation
yhteyttd lukioaikaiseen hyvinvointiin. Kolmas tavoite oli tarkastella motivaati-
on ja kouluhyvinvoinnin merkitystd lukionjédlkeisen koulutussiirtymédn onnis-
tumiselle ja pitkdn aikavalin koulutustavoitteille. Tutkimuksen tulokset osoitti-
vat sisdisen motivaation auttavan lukiolaisia paitsi tyoskentelemddn tehok-
kaammin koulutustavoitteensa hyvédksi myos edistyméddn siind paremmin.
Edistyminen omassa koulutustavoitteessa taas nédkyi lukiolaisten kouluhyvin-
voinnissa: se lisdsi heiddn kouluinnokkuuttaan ja vihensi erityisesti tyttojen
koulu-uupumusta. Korkea kouluinnokkuus ja matala koulu-uupumus puoles-
taan ennakoivat tytoilld koulutustavoitteen saavuttamista: todenndkoisesti he
lapéisivat lukion kolmessa vuodessa ja péddsivét heti lukion jdlkeen jatkokoulu-
tukseen. Vastaavasti silld, ettd nuoret kokivat lukioaikana edistyvansd koulu-
tustavoitteessaan heikosti, oli yhteys lukioajan koulu-uupumukseen, joka enna-
koi tytoille neljéttd vuotta lukio-opinnoissa seké alhaisia lukion jalkeisid koulu-
tustavoitteita. Tulokset tukevat hypoteesia, jonka mukaan edistyminen omissa
tavoitteissa ja sitd kautta lisddntyvd hyvinvointi kasautuvat myohemmaéssd
eldmdssd: omien tavoitteiden saavuttaminen lisdd hyvinvointia, joka taas edis-
tdd seuraavien tavoitteiden saavuttamista.

Kolmannessa osatutkimuksessa selvitettiin motivaatioprosessin merkitys-
td menestykselle yliopiston haastavissa paasykokeissa. Motivaatioprosessia tut-
kittiin arvioimalla, miten sisdisesti motivoituneita pddsykokeisiin osallistujat
olivat heiddn tulevaan yliopistouraan liittyvassd tavoitteessaan. Lisdksi arvioi-
tiin sisdisen motivaation merkitystd sille, miten paljon osallistujat tydskentelivat
tulevaan yliopistouraan liittyvédn tavoitteen saavuttamiseksi ja miten he siina
kokivat edistyvansd. Tutkimuksen tulokset osoittivat, ettd kun paasykokeisiin
osallistuneiden tulevaan yliopistouraan liittyvd tavoite pohjautui heidédn siséi-
seen motivaatioonsa, he myos tydskentelivit tavoitteensa saavuttamiseksi ja
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siksi he myos kokivat edistyvinsa siind hyvin. Yliopiston rekisteritietojen pe-
rusteella ndma osallistujat myos ldpdisivat padsykokeen muita todennikoi-
semmin, vaikka opintosuoriutumisen vaikutus pyrittiin analyyseissa kontrol-
loimaan. Tulosten pohjalta voidaan olettaa, ettd sisdinen motivaatio auttaa nuo-
ria keskittymé&dn haasteelliseen siirtymdén ja tydskentelemédn tavoitteen saa-
vuttamiseksi, vaikka tyoskentely ei olisikaan helppoa ja mielihyv&a tuottavaa.
Sisdinen motivaatio ei kuitenkaan sindnsd suoraan edistd tavoitteessa edisty-
mistd, vaan se on hyodyllinen edistymiselle erityisesti siksi, ettd se saa nuoren
tyoskentelemddn enemmaén tavoitteensa saavuttamiseksi. Tulokset tukevat né-
kemystd, ettd sisdinen motivaatio on erityisen tédrked tavoitteissa, joissa hyviin
tuloksiin voidaan pddstd vain kovalla tyolla.

Kokoavasti véitoskirjan osatutkimusten pohjalta voidaan todeta, ettd yksi-
16n ympéristo vaikuttaa suuresti hdnen motivaatioonsa, joten nuoren on tirke-
dd itse valita koulutuspolkunsa omien kiinnostuksensa kohteiden ja arvojensa
mukaisesti. Se auttaa hdntd motivoitumaan sisdisesti tavoitteeseensa. Sisdinen
motivaatio puolestaan saa héanet keskittyméaan ja tyoskentelemddn koulutusta-
voitteen saavuttamiseksi, vaikka tyoskentely ei aina olisikaan miellyttdvad ja
helppoa. Sisdisen motivaation tuki on hyodyllistd erityisesti sellaisissa koulu-
tustavoitteissa, joita ei voi saavuttaa ilman suurta tyopanosta. Vaitoskirjatutki-
mus osoitti my0s, ettd edistyminen omissa tavoitteissa heijastuu hyvinvointiin,
joka my®ds osaltaan ennakoi onnistumista seuraavissa tavoitteissa.

Kéytiantoon sovellettavaksi voidaan viitoskirjan tutkimusten pohjalta to-
deta, ettd haastavissa koulutussiirtymissad on tarkedd tukea nuorten sisdistd mo-
tivaatiota ja kouluhyvinvointia. Erityisen tarkedlta tuki tuntuu sen vuoksi, ettd
yhteiskunnassamme on kasvava joukko nuoria, jotka syrjaytyvit jo ensimmai-
sen tarkedn koulutussiirtymadn aikana eli heti peruskoulun paatyttya (Myrskyld,
2011). Heille sisdisen motivaation ja koulumyonteisen ajattelun I6ytymiseen
suunnattu pienikin tuki voi olla ratkaiseva myohemman eldménpolun kannalta.
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Abstract

This study investigated whether adolescents’ appraisals of their education-related goals change during the transition from comprehensive
school to postcomprehensive secondary education (academic vs. vocational track) and how such appraisals contribute to their self-
esteem. Six hundred and seven | 6-year-old adolescents were surveyed three times: () at the beginning, (2) at the end of the final spring term
of comprehensive school, and (3) one year after the transition to postcomprehensive secondary education. They were asked to appraise their
education-related goal in terms of intrinsic and extrinsic reasons for goal striving, goal progress, effort, and stress. The results showed that,
when adolescents ended up in a mode of education that was congruent with their skills, their intrinsic reasons for goal strivings and goal
progress increased. Moreover, progress towards goal attainment contributed to self-esteem, and self-esteem also predicted goal progress.
Furthermore, the higher the self-esteem in comprehensive school, the lower the level of extrinsic reasons for goal striving after the transition.

Keywords
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Previous research has shown that school transitions are often
reflected in adolescents’ motivation and self-esteem (Eccles &
Midgley, 1989). For example, motivation and well-being tend to
decrease during such transitions (e.g., Barber & Olsen, 2004; Eccles
& Midgley, 1989; Otis, Grouzet, & Pelletier, 2005). This research,
however, has at least three limitations. First, most of earlier studies
have focused on middle-school transitions in early adolescence
(e.g., Barber & Olsen, 2004; Eccles et al., 1993; Simmons,
Carlton-Ford, & Blyth, 1987; Wigfield & Wagner, 2005), whereas
transitions during middle adolescence have been seldom studied.
Second, little is known about how appraisals of personal goals
change during educational transition, when adolescents enter a
school environment which offers opportunities that match their
skills and competencies. For example, adolescent’s intrinsic rea-
sons for goal striving, and related progress appraisals can be
assumed to increase, while goal stress and extrinsic reasons should
decrease. Furthermore, the ways in which adolescents appraise their
goals during educational transition might be assumed to be associ-
ated with their well-being (Salmela-Aro, 2009), such as with their
self-esteem. Third, most studies have been carried out in the United
States. Consequently, the present longitudinal study investigated
whether adolescents’ education-related goal appraisals change dur-
ing the educational transition from comprehensive school to the
postcomprehensive secondary education and how such changes
contribute to their self-esteem.

Personal goals, their appraisals, and the
school transition to secondary education

Individual motivation has been conceptualized in terms of self-
articulated personal goals, such as life tasks, personal projects,

personal strivings, and future goals (Cantor, Norem, Niedenthal,
Langston, & Brower, 1987; Emmons, 1986; Little, 1983; Nurmi,
1989), and how people appraise their goals along several dimen-
sions, such as importance, commitment, progress, effort and stress
(for a review, see Austin & Vancouver, 1996). One assumption
made within this framework is that by setting personal goals, indi-
viduals direct their lives and their own development (Nurmi, 1993;
Salmela-Aro, 2009; Salmela-Aro & Nurmi, 1997a). It has been sug-
gested that people construct their goals by comparing their individ-
ual motives to the opportunity space created by their environments
(Nurmi, 2004). People also adjust their personal goals during major
life transitions in order to adapt to the outcomes of those transitions
and environmental changes related to those transitions (Nurmi,
2004; Nurmi & Salmela-Aro, 2002; Salmela-Aro & Suikkari,
2008).

During their adolescent years, individuals are faced with many
transitions that do not only have important consequences for their
later development but also for their personal goals and related
appraisals. Previous research has shown, for example, that the edu-
cational transition to middle or junior high school primarily has
negative consequences for adolescent development, such as loss
of self-esteem and intrinsic motivation (Eccles & Midgley, 1989;
Otis et al., 2005), and a drop in grades (Blyth, Simmons, &
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Carlton-Ford, 1983). Many factors contribute to the stressfulness
and decreased motivation observed in the transition to middle
school (Barber & Olsen, 2004; Eccles et al., 1993; Simmonset
al., 1987; Wigfield & Wagner, 2005). Eccles and Midgley (1989)
proposed that such motivational and behavioral declines among
early adolescents result from a lack of optimal development.
Development is optimal when there is a fit between the needs of
developing individuals and the opportunities afforded them by their
social environments. For example, Marsh, Trautwein, Liidtke,
Baumert, and Koéller (2007) showed that being in an academic
environment where others perform better leads to low academic
self-concept (see also, Ryan & Deci, 2000).

The previous research in the field, however, has some limita-
tions. First, the stage-environment fit theory has been applied
mainly in the middle school transitions in early adolescence and
not to the educational transition during middle adolescence, that
is, from middle or to junior high school (Midgley, Middleton,
Gheen, & Kumar, 2002). In some other societies, however, the
transition in middle adolescence is the major school transition. For
example, in the Nordic countries the major school transition
occurs at the age of 16, when adolescents move from the ninth
grade of comprehensive school to either senior secondary school
(academic track) or to vocational school (vocational track).
Second, most studies have focused on the impact of the timing
of the transition or the impact of the transition on adolescents’
motivation (Barber & Olsen, 2004), or on general motivational
changes (Otis et al., 2005). However, only a few studies have
investigated changes in young people’s goal appraisals in specific
life domains, such as education, career, and interpersonal relations
(Nurmi, Salmela-Aro, & Koivisto, 2002; Salmela-Aro & Nurmi,
1997a). Consequently, the present longitudinal study examined
the impact of educational transition on adolescents’ education-
related goal appraisals. We assumed that adolescents’ appraisals
of their education-related goals should change when they are fac-
ing a transition from comprehensive school (middle school) to
postcomprehensive education for three reasons. First, adolescents
are moving to two alternative tracks, that is, senior secondary
school or vocational school. Second, they move closer to gradua-
tion from secondary education, so the transition to work life
becomes increasingly salient. Third, as suggested by Eccles
(Eccles et al., 1993), adolescents are moving to a school form that
is in accordance with their academic skills. For these reasons we
assumed that adolescents’ intrinsic reasons for goal striving, and
their progress and effort towards their education-related goal
should increase, while goal stress and extrinsic reasons would
decrease during the transition from comprehensive school to post-
comprehensive education.

The present study examined a group of Finnish adolescents who
were facing the transition from comprehensive school to either an
academic track (senior secondary school) or a vocational track
(vocational schools). This transition has consequences for individ-
uals’ future educational context: senior secondary school focuses
on theoretical subjects, such as languages, physics, or mathematics
and often leads to university studies, whereas the most of the sub-
jects studied in vocational school are practical with the aim of pre-
paring students for working life. Since in the Finnish school system
no tracking has taken place before this stage of education, we
hypothesized that adolescents would give more intrinsic reasons for
goal striving, and goal-related progress would increase when they
enter a mode of education that is more congruent with their skills
than their previous education. We also assumed that, at the same

time, their goal-related stress would decrease and they would give
less extrinsic reasons for goal striving, as at the end of
comprehensive school adolescents need to strive for good grades.
In addition, we assumed that, because adolescents apply for
educational tracks (for example, in vocational schools) on the basis
of the final grades that they receive at the end of the ninth grade,
their goal-related effort would increase towards the end of
comprehensive school.

Choice of the academic or vocational track
in Finland

Finnish children start their education at kindergarten during the
year of their sixth birthday. At age 7 they move to comprehensive
school where they continue for the next 9 years. All Finnish adoles-
cents thus receive a similar basic education up to age 16. After this
point, adolescents apply for entry to either an academic or nonaca-
demic educational track using a nationwide web-based application
system. According to recent statistics, 55% of them proceed to an
academic track (senior secondary schools) and 37% to a vocational
track (vocational schools), 2% remain in comprehensive school for
a tenth year (an additional grade for those doing poorly in compre-
hensive school), and around 6% do not continue their studies
(Central Statistical Office of Finland, 2003). Those who proceed
to an academic track attend senior secondary school for three years
after which they make the next transition to university, polytechnic,
or vocational school. Those who proceed to a vocational track
attend vocational school for three years after which they make the
next key transition to work or they continue their studies in a poly-
technic. Whether students end up in senior secondary schools or
vocational schools is largely determined by their Grade Point Aver-
age (GPA): A high level of academic achievement is required for
admission to senior secondary school, although some fields in voca-
tional schools also require a relatively high GPA. For most voca-
tional schools, adolescents can enter with relatively low GPA. In
most cases, entrance examinations are not held in either senior sec-
ondary or vocational schools. Among the few exceptions are some
art-related vocational tracks. Given that up to grade 9 all Finnish
adolescents follow the same curriculum which includes many aca-
demic subjects, such as mathematics, physics, chemistry and at
least one foreign language, Finnish comprehensive school constitu-
tes a very challenging learning environment, particularly for stu-
dents who are less skilled, or have learning difficulties. The
transition to secondary education means a large difference in learn-
ing environment for those students, as the majority of the subjects in
vocational school is practical. Senior secondary school instead
entails a focus on academic subjects, such as languages, physics,
or mathematics.

There are gender differences in educational transitions. A higher
proportion of Finnish girls than boys graduate from senior high
school and enter university (Education in Finland, 1999; Nevala,
2000). Girls also obtain a university degree more often than boys
(Education in Finland, 1999). For those reasons, we included an
explorative aim of investigating gender differences in our study.

Goal appraisals and well-being

The ways in which adolescents appraise their goals might be
assumed to be associated with their well-being (Salmela-Aro,
2009), such as with their self-esteem. For example, Nurmi and
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Pulliainen (1991) found that adolescents with high self-esteem were
more internal in their thinking about their future goals than those
with low self-esteem. Moreover, Malmberg and Little (2007)
showed that children whose school-related well-being was low
reported few intrinsic reasons, whereas those whose well-being was
high reported many intrinsic reasons for goal striving. Previous
research has also found that the evaluation of goals in terms of high
goal progress (Brunstein, 1993; Emmons, 1986; Little, 1989;
Sheldon & Kasser, 1998), low outcome expectations, and low
stress is associated with psychological well-being (Little, 1989;
Salmela-Aro, 1992) and life satisfaction (Emmons, 1986). In the
present study we used self-esteem as an indicator of well-being.

Previous research in the field has one major limitation.
Because of the lack of cross-lagged longitudinal studies, little
is known about the prospective relations between goal
appraisals and well-being measures, such as self-esteem. For
example, positive goal appraisals may lead to an increase in
self-esteem. However, high self-esteem may also contribute
to positive goal appraisals, such as progress, intrinsic motiva-
tion and lack of stress. The present study investigated such
lagged relationships among adolescents who were facing the
transition from comprehensive school to postcomprehensive
secondary education.

Research questions

The present study investigated the following research questions:

(1) Do adolescents’ appraisals (intrinsic and extrinsic reasons
for goal striving, progress, effort and stress) of their
education-related goals change during the transition from
comprehensive school to postcomprehensive secondary
education? Do such changes differ between students who
enter on an academic and those who enter on a vocational
track? We assumed that when adolescents ended up in a
mode of education more congruent with their skills, their
goal-related intrinsic reasons would increase and their level
of goal progress would increase. In turn, it was assumed
that at the same time, their goal-related stress and extrinsic
reasons would decrease (Hypothesis 1). In addition, we
assumed that, because of the importance of this particular
transition to their future lives, adolescents’ goal-related
effort would increase towards the end of comprehensive
school (Hypothesis 2).

(2) Do adolescents’ education-related goal appraisals before the
educational transition contribute to their self-esteem after the
transition? Or, conversely, does self-esteem before the transi-
tion contribute to adolescents’ education-related goal apprai-
sals afterwards? Are these prospective relationships different
between students on an academic and those on a vocational
track? We expected, that a high level of intrinsic reasons for
goal striving, high goal progress and a high level of goal-
related effort would increase self-esteem after the transition
(Hypothesis 3a), whereas goal-related stress and a high level
of extrinsic reasons before the transition for goal striving
would decrease self-esteem after the transition (Hypothesis
3b). Furthermore, a high level of self-esteem before the tran-
sition was expected to increase goal progress, intrinsic reasons
and effort and decrease extrinsic reasons and stress after the
transition (Hypothesis 4).

Method
Participants

The present study is part of the Finnish Education (FinEdu) study.
The FinEdu is an ongoing study with the aim of examining
adolescents’ life-planning and well-being in middle and late
adolescence. The participants selected for the present study were all
the ninth-grade students facing the transition to senior secondary or
vocational schools in the same medium-sized town (population =
88,000) in central Finland. The ninth-graders were surveyed three
times: twice during their final term of comprehensive school and
once after the transition. The first measurement was at the begin-
ning of the spring term (end of January; Time 1) and the second
at the end of the spring term (end of May; Time 2). The interval
between the measurements was four months. At Time 1, 606 stu-
dents (293 girls, 313 boys) from eight comprehensive schools par-
ticipated in the study. The median age of the participants was 16 at
the first measurement (M = 16; SD = 0.34). At Time 2, 516
(265 girls, 251 boys) of those who had participated in the study
at Time 1 answered the questionnaires. The third measurement was
after the transition (during the following January; Time 3) and the
questionnaires were answered by 496 individuals (258 girls,
238 boys), who had also participated at Times 1 and 2.

Attrition analyses showed that at Time 2 boys dropped out
from the study more often than girls (adjusted residuals = 3.5).
Furthermore, at Time 2 (ad. res. = 3.4) the dropouts were more
often students on a vocational track after comprehensive school
than those on an academic track. The results also showed that
those who participated at Time 2 had shown more goal progress
at Time 1 (M = 5.27; SD = 0.95) than those dropped out after the
first measurement (M = 4.98; SD = 1.18; #(596) = —2.53, p <.05).
No other selection effects were found in self-esteem or the other
goal appraisals. Moreover, those who participated at Time 2 had
a higher GPA in the spring term preceding the first measurement
(M = 8.06; SD = 0.81; Time 0) than those who dropped out (M =
7.67; SD = 0.88; #(560) = —4.00, p < .001). Further, the partici-
pants who continued at Time 3 had a higher GPA at Time 0
(M = 8.04; SD = 0.81) than dropouts (M = 7.30; SD = 0.89;
#(560) = —4.60, p <.001).

At each time point the questionnaires were group-administered
to the students in their classrooms during regular school hours. The
questionnaires consisted of self-report questions concerning the stu-
dents’ education-related goal appraisals.

Measures

Education-related goal appraisals. The participants filled
out a revised version of Little’s (1983) Personal Project Analysis
inventory (PPA) at each of the three time points. At every time
point they stated one personal goal related to their education, future
career or occupation (“Please state one personal goal related to
your education, future career or occupation”; Nurmi et al., 2002;
Salmela-Aro & Nurmi, 1997a). The goal was coded as an
education-related goal if the students mentioned a goal relating to
their present education/school, as a future career-related goal if they
mentioned a goal related to studying in the future and occupation-
related goal if they mentioned a specific occupation. After produc-
ing the goal, participants were asked to rate it on a 7-point Likert
scale ranging from 1 (Not at all) to 7 (Very much) according to what
extent they were pursuing the goal for intrinsic and extrinsic
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reasons (Ryan & Connell, 1989; Sheldon & Elliot, 1999; Sheldon &
Houser-Marko, 2001), and according to goal progress (Sheldon &
Kasser, 1998), goal effort (Sheldon & Elliot, 1999), and goal stress
(Chambers, 1997). The items included in the goal appraisals and
reliabilities at each time-point were:

Intrinsic reasons (‘“How important is this goal to you?”
and “How committed are you to this goal?”), o =.65,
.66, .72.

Extrinsic reasons (“Why are you trying to realize this goal? ...
because somebody else wants you to or situation forces you
to”, “... because you will feel shame, guilt, or anxiety, if
you fail to realize it.””), oo =.58, .74, .68.

Goal progress (“To what extent have you progressed in achiev-
ing your goal?”, “How probable would you say it is that this
goal will be realized?”, “How capable are you of realizing
your goal?”), o =.77, .75, .75.

Goal effort (“How much time and effort have you expended on
your goal?”, “To what extent have you worked towards
achieving your goal?”), o =.86, .87, .88.

Goal stress (“How tiring or loading is your goal?”, “How
stressful do you find your goal?”’), o =.81, .84, .85.

Self-esteem. Self-esteem was assessed with the abbreviated ver-
sion of Rosenberg’s self-esteem scale (Rosenberg, 1965) both
before and after the school transition. The scale consisted of five
unidimensional items (e.g., “On the whole, I am satisfied with
myself”; “I feel that I have number of good qualities™), which the
adolescents rated on a 7-point Likert scale ranging from 1 (I totally
disagree) to 7 (I totally agree). The scores were reversed so that
high values indicated high self-esteem. A sum score was calculated
from all five items. The Cronbach alpha reliability for the scale was
78.

Academic achievement. Academic achievement was mea-
sured at Time 1 by asking the participants to report their Grade
Point Average (GPA) from the preceding spring term. Because
GPA had been received half a year before, we report it as measured
at Time 0. GPA ranged from 4 (lowest) to 10 (highest). Self-
reported GPA has been shown to correlate (.96) with actual grade
point average (Holopainen & Savolainen, 2005).

Educational track. Educational track after comprehensive
school was reported at Time 3 and coded by asking the adoles-
cents about their education after comprehensive school. Partici-
pants’ answers to these questions were coded in the following
way: | = senior secondary school (58.0 %), 2 = vocational school
combined with senior secondary school courses (4.4 %), 3 = voca-
tional school (28.2 %), 4 = voluntary tenth grade (6.8 %), and 5 =
outside formal education (2.6 %). Next, the educational trajectory
variable was recoded by contrasting the senior secondary school
trajectory with the vocational school trajectory. Adolescents in
vocational school combined with senior secondary school courses,
students in the voluntary tenth grade and adolescents outside for-
mal education were excluded from the study. Adolescents in
senior secondary school were coded 0 and students in vocational
school were coded 1.

Results
Change in goal appraisals

The first aim of the present study was to examine how the
adolescents’ appraisals of their education-related goals changed
during the transition to postcomprehensive secondary education
(academic vs. vocational track). To investigate this, a repeated
multivariate analysis of variance (MANOVA) was carried out. The
analyses included Time (Time 1, Time 2, and Time 3) as a within-
subject variable and Gender and School track as between-subject
variables. Academic achievement (GPA) was used as a covariate
in the analysis. The results showed a significant interaction between
Goal appraisals, School track and Gender (F(713) = 3.81, p <.00).
Goal appraisals also had a main effect (F(710) = 76.37, p < .00).
Next, analogous ANOVAs were carried out for each appraisal
variable separately.

The results pertaining to intrinsic reasons for personal strivings
showed a significant linear three-way interaction for Time
xGender x School track. Although an increase in intrinsic reasons
for goal striving was found among the other students during the
school transition, a decrease occurred among girls on a vocational
track (Table 1 and Figure 1). Moreover, although neither of the two-
way interactions (Time x School track or Time x Gender), nor the
main effects for Time or Gender were significant, the main effect
for School track was statistically significant. Students on an
academic track reported more intrinsic reasons for their
education-related goals than those on a vocational track (Table 1
and Figure 1).

The results pertaining to extrinsic reasons for personal strivings
did not show any significant interactions. Neither was there an
effect for Gender or School track. However, there was a significant
main effect for Time (Table 1). Extrinsic reasons did not change
from the beginning of the spring term in the ninth grade to the end
of the ninth grade, but they decreased significantly among all stu-
dents from the end of the ninth grade to the posttransition period
(#(545) = 3.46, p < .01; Figure 1).

The results pertaining to goal progress showed a significant
linear two-way interaction for Time Xx School track. There was
significant linear main effect for Time among the students who
ended up on a vocational track (Table 1): goal progress increased
over Time from the beginning of the spring term to the end of the
school transition (#(153) = —3.20, p < .01) among the vocational
track students, but no change was found for the students ending
up in an academic track. The results showed also significant School
track and Gender differences: the students on an academic track
showed more overall goal progress, and boys reported more goal
progress than girls (Figure 1). However, after controlling for GPA
only the main effect for Gender was significant.

The results pertaining to goal effort showed that none of inter-
actions were significant (Table 1). However, there were significant
main effects for Time and School track, whereas the main effect for
Gender was not significant. The main effect for Time showed that
goal effort increased among all students from the beginning of the
spring term in the ninth grade to the end of the ninth grade (#(504) =
—2.60, p <.05, but did not change after that (Figure 1). Moreover,
those who ended up on an academic track after comprehensive
school showed more overall goal effort regarding their education-
related goal than those on a vocational track (Table 1).

The results for goal stress did not show any statistically
significant interactions. Nor was there any Gender difference in
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Table I. Summary of repeated analyses of variance: main effects and interactions
Intrinsic reasons Extrinsic reasons Goal progress Goal effort Goal stress
F(1,411) n? F(1,410) n? F(1,411) n? F(1,410) n? F(1,411) n?

Time (A) 0.49 .001 12.35%% .029 5.12% 012 4.56%(a) 011 0.99 .002
Gender (B) 0.95 .002 0.63 .002 1179 028 0.15 .000 1.53 .004
School track (C) 6.03* 014 0.47 .001 21.97% .051 4.26* 010 11.28%* .027
(A xB) 234 .006 0.74 .002 0.64 002 3.58 .009 0.12 .000
(AxC) 031 .001 0.24 .001 7.59%F 018 1.35 .003 0.95 .002
(AxBxC) 4.06* 010 0.0l .000 0.11 000 0.94 .002 0.29 .001

Note. (a) = Change of effort is quadratic. *p < .05; **p < .01; *p < .001.

goal stress. However, a significant difference was found for School
tracks. Those on an academic track experienced significantly more
goal stress in their education-related goals than those on a
vocational track (Table 1).

Lagged associations between education-related goal
appraisals and adolescents’ self-esteem

The second aim of the present study was to examine whether the
education-related goal appraisals would predict self-esteem, or
whether self-esteem would rather predict the education-related goal
appraisals. We were also interested in whether the association
would be different for students on an academic track compared to
students on a vocational track. The results were analyzed by means
of path modeling with the Mplus statistical package (Muthén &
Muthén, 1998). The path model was constructed by including only
the first (Time 1) and last measurement points (Time 3), as we were
particularly interested in the effect before and after the school tran-
sition. Besides stability coefficients the model also included cross-
lagged paths between the constructs. The constructs were allowed
to correlate with each other at the first measurement point. Also, the
residuals of the goal appraisals and self-esteem variables at the last
measurement point (Time 3) were allowed to correlate. The differ-
ences in the associations between the adolescents on the two educa-
tional tracks were examined by means of the multisample
procedure (Muthén & Muthén, 1998). For an example of the path
model, see Figure 2.

All of the estimated models were saturated. For goal progress,
stress, and effort, the parameters of the model were estimated using
the maximum likelihood (ML) procedure. Models for intrinsic and
extrinsic reasons for personal strivings were estimated using the
maximum likelihood robust (MLR) procedure, as their distributions
showed substantial skewness. The correlations, Means (M), and
Variances (Var) for the observed variables are presented in Table 2.

Among all students, high self-esteem in the ninth grade of com-
prehensive school predicted an increase in goal progress during the
school transition (stand. estimate = .17, p < .001). In turn, high
progress towards one’s goal in comprehensive school predicted
higher self-esteem after the school transition (stand. estimate =
.08, p < .05; see Figure 2). The results showed further that the
higher the self-esteem in the ninth grade, the lower the extrinsic rea-
sons for the education-related goal after the school transition (stand.
estimate = —.10, p <.05), although the number of extrinsic reasons
pertaining to the goal given in the ninth grade did not predict
change in self-esteem during the transition (stand. estimate = .00,
p > .05; see Figure 3). However, for intrinsic reasons, goal stress,
and goal effort no cross-lagged paths were found.

Comparison of the models for the academic and vocational
tracks did not show statistically significant differences in the
cross-lagged paths between the tracks.

Discussion

This study examined changes in adolescents’ appraisals of their
education-related goals when they proceed from comprehensive
school to the next stage in their education (i.e., an academic or a
vocational track), and what consequences such changes, if any,
have on their self-esteem. Our first hypothesis was that after enter-
ing a school environment which offers opportunities that match
adolescents’ skills and competencies, their intrinsic reasons for goal
striving, and their progress towards their education-related goal
would increase, while goal stress and extrinsic reasons would
decrease. In line with this hypothesis, the results showed an
increase in the young people’s intrinsic reasons for goal striving and
in the level of progress related to their education-related goal, and a
decrease in their extrinsic reasons during the school transition.
These findings support Eccles’ (2004) stage-environment fit theory,
as well as some other contextual models of self-development
(Kalakoski & Nurmi, 1998; Nurmi, 1993; Nurmi, 2004;
Salmela-Aro, 2009): The ways in which adolescents appraise their
education-related goals are closely associated with the challenges
and opportunity structures they face in their developmental
environment.

The benefit of a transition to a congruent school context was
particularly true for the students who proceeded to a vocational
school: after the transition they reported as high overall level of
progress towards their education-related goal as did the students
on an academic track, although these groups differed in goal prog-
ress substantially in comprehensive school. One explanation for this
result is that in the Finnish school system, comprehensive school is
particularly challenging for many of those who later on end up in
vocational school. The fact that after the school transition this group
of adolescents ended up on vocational school and thus an educa-
tional setting that not only better matched their skills but also pro-
vided the basis for their concrete occupational aspirations was also
reflected in their appraisals of their progress towards their
education-related goal (Eccles, et al., 1993). An alternative expla-
nation relates to the theory of “the big-fish-little-pond effect” (see
e.g., Marsh et al., 2007) according to which students compare their
own academic ability to those of their classmates. The theory posits
that such comparison leads students to experience a low academic
self-concept when the academic environment is above their level.
However, it can also be derived from the theory that when poorer
performance students move from a setting characterized by a high
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Figure I. Change of intrinsic and extrinsic reasons, goal effort and progress during the school transition to an academic versus a vocational track.

Note. Time | = at the beginning of the spring term in the ninth grade; Time 2 = at the end of the spring term in the ninth grade; Time 3 = one year after the school
transition to an academic or a vocational track.

Downloaded from jbd.sagepub.com at Jyvaskylan Yliopisto on February 10, 2011



Vasalampi et al.

487

Comprehensive school

30wk

Academic/vocational track

’ Goal progress Goal progress, R*= .15 ‘ «
_30*** . 17***
’ Self-esteem Self-esteem, R? = .41 ‘ -«

LG

time

Figure 2. The path model between goal progress and self-esteem at the beginning of the spring term in the ninth grade and one year after the school

transition to an academic or a vocational track.
Note. *p < .05; *p < .0l; *p < .001.

level of academic competence to a setting in which most students
show a similar, lower level of competence, their academic
self-concept and well-being may develop more positively.

The results showed a decrease in intrinsic reasons for striving
towards an educational-related goal during the educational transi-
tion among girls who ended up on a vocational track. These find-
ings might be due to the fact that education-related goals are not
as important for girls in a vocational track as they are for boys.
These results are partially in line with those of Klaczynski and
Reese (1991), who found that vocational school students had fewer
positive educational goals than college-preparatory students.
Instead, vocational school students focused their goals more on pre-
paration for adulthood and the attainment of adult status than on
education. It is possible that girls in a vocational track become more
focused on future family roles than occupational roles, whereas
boys perceive their future vocation as an important requirement for
a successful adult life (Nurmi, 2004).

As we expected in the second hypothesis, the results showed fur-
ther that the amount of goal effort invested in adolescents’
education-related goal increased in particular at the end of the ninth
grade. A possible reason for this is that the evaluation (GPA) they
are given at that point is an important determinant of being admitted
to the kind of postcomprehensive education they would prefer. It
may be the case that during certain life situations, such as school
transitions, young people seek to optimize their own development
by increasing their investment in effort as a way of protecting
themselves against accelerating developmental processes (Wrosch,
Heckhausen, & Lachman, 2006). There are also alternative expla-
nations for the findings of the present study. One is that moving
to a particular educational track, and the developmental context it
provides, contributes to change in goal appraisals. However, in this
study, we were unable to separate this from the hypothesis based on
Eccles’ stage-environment theory. Secondly, it is theoretically pos-
sible that age may impact goal appraisals: the older the adolescents
grow, the more important they see their educational-related goals.
However, this explanation is somewhat unlikely, as our study spans
only across one year.

One aim of the present study was to examine whether students
on an academic track would appraise their education-related goals
differently from students on a vocational track. The results showed
that students on an academic track reported more intrinsic reasons
for goal striving, a higher overall level of goal progress and effort
but also more goal stress concerning their education-related goal.
One explanation for this result is that high appraisals of

education-related goal with respect to intrinsic motivation, progress
and effort among academic track students may also be related to the
prevalence of their high academic self-concept. However, the
adolescents on an academic track also perceived more stress in their
education-related goals. This result is again in agreement with the
theory of “the big-fish-little-pond effect” of Marsh (see e.g., Marsh
et al., 2007) according to which students compare their own aca-
demic ability to those of their classmates. Because students who
move to academic track find themselves in an environment in
which their peers show a higher level of competence than their
peers in comprehensive school, they may experience a higher level
of educational goal-related stress. Furthermore, there are also high
demands in academic track and that can be also reflected in stu-
dents’ goal stress. The findings of the present study also resemble
those of Sheldon and Elliot (2000) who found that adolescents’
intrinsic reasons for their education-related goals were related to
goal difficulty and stressfulness.

The role of goal appraisals in self-esteem

The second aim of the present study was to examine whether intrin-
sic reasons for educational goal-related striving, progress, and
effort would predict adolescents’ self-esteem after the educational
transition (Hypothesis 3a), or rather, whether goal stress and extrin-
sic reasons would predict the posttransition level of self-esteem
(Hypothesis 3b). The results showed, first, that only goal appraisal
that predicted self-esteem was goal progress. That finding is in
accordance with previous findings concerning goal progress as an
essential predictor of self-esteem (Emmons, 1986; Nurmi &
Salmela-Aro, 2002). However, the results showed also that self-
esteem had an impact on extrinsic reasons and goal progress: ado-
lescents with a high level of self-esteem tended to appraise their
goals in terms of a high level of progress and low level in extrinsic
reasons after the educational transition. Overall, these results sup-
port some previous findings suggesting that motivational processes
and well-being may form a cumulative cycle (Salmela-Aro &
Nurmi, 1997b; Sheldon & Houser-Marko, 2001).

Limitations

There are four limitations that have to be considered in any attempt
to generalize the findings of this study. First, only self-reported
GPA was used to give a proxy of students’ skills. Although this
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Figure 3. The path model relation between goal-related extrinsic reasons and self-esteem at the beginning of the spring term in the ninth grade and one

year after the school transition to an academic or a vocational track.
Note. |. *p < .05; ¥p < .01; #*p < .001.

self-report measure have been shown to correlate .96 with actual
grade point average (Holopainen & Savolainen, 2005), there is an
evident need to replicate the findings of the present study by using
an appropriate measure of skills, such as intelligence tests. Second,
some of our findings may be due to differences in the cognitive
abilities of students ending up in senior secondary and vocational
school. This is a possibility that we were unable to examine further,
as it was not possible to separate the effects of differences in abil-
ities and those related to educational track. Third, reliabilities in
some of the individual scales, such as intrinsic and extrinsic rea-
sons, were somewhat low, although similar scales have been used
also in previous studies (Ryan & Connell, 1989; Sheldon & Elliot,
1999; Sheldon & Houser-Marko, 2001). This might have decreased
the statistical power of testing main effects. Finally, the attrition
analyses showed that students who did not filled out the question-
naire were more often students on a vocational track than those
on an academic track, which needs to be considered in any genera-
tions made on the basis of the findings.

Conclusion

The results of the present study showed that adolescents benefit
from entering a mode of education that is in accordance with their
motivation and academic skills. Adolescents who moved to an edu-
cational setting that matched their academic skills showed an
increase in intrinsic reasons for goal strivings and goal progress,
and a decrease in extrinsic reasons.
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Predict Their Educational Trajectories?
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Abstract. This study investigated whether self-concordance of adolescents’ achievement-related goal predicts their school engagement
and lack of burnout during upper secondary school as well as their subsequent educational trajectories. We also examined whether goal
effort and progress mediate these associations. The sample consisted of 614 17-year-old upper secondary school students, who were
surveyed three times: (1) in the second grade of upper secondary, (2) in the third grade of upper secondary school, and (3) one year later.
The results showed that when adolescents pursued their achievement-related goal for internal reasons, they also invested effort in their
goal, which was reflected in a high level of goal progress. Among girls, goal progress predicted a high level of school engagement during
upper secondary school and, subsequently, success in the educational transition after upper secondary school, whereas low goal progress

was related to school burnout, which in turn was reflected later on in delay in studies and low educational aspirations.

Keywords: educational goal, educational trajectory, school burnout, school engagement, school transition

Introduction

According to Sheldon and Elliot’s (1998, 1999) self-con-
cordance theory, having personal goals that are selected for
autonomous reasons increases goal-directed effort and
thereby increases goal progress. Goal progress, in turn,
leads to an increase in subjective well-being and adjust-
ment (Judge, Bono, Erez, & Locke, 2005; Sheldon & Elliot,
1999; Sheldon & Houser-Marko, 2001; Skorikov, 2006;
see Figure 1). Although existing studies have shown the
importance of self-concordance for later well-being (see
e.g.; Sheldon, 2002; Sheldon & Elliot, 1999; Sheldon &
Houser-Marko, 2001), they have some limitations. First,
previous longitudinal studies (e.g., Sheldon & Houser-
Marko, 2001) have spanned only relatively short time pe-
riods. Second, previous studies have not examined the role
of self-concordance during an important transition in indi-
viduals’ lives. Consequently, the present longitudinal study

Goal self-
concordance

Goal
effort

Goal
progress

Changes
in well-
being

Figure 1. The self-concordance model (Sheldon & Elliot,
1998, 1999).

examined the importance of achievement-related goal self-
concordance, goal effort, and goal progress in adolescents’
school adjustment during upper secondary school, and in
their educational trajectories after finishing this phase of
education.

Self-Concordance Model of Personal
Goals

Adolescents’ motivation is reflected on their self-articulat-
ed personal goals, such as life tasks, personal projects, de-
velopmental goals, personal strivings, possible selves, and
future goals (Cantor, Norem, Niedenthal, Langston, &
Brower, 1987; Emmons, 1986; Heckhausen & Schulz,
1999; Little, 1983; Markus & Nurius, 1986; Nurmi, 1989).
Although in one sense all personal goals are self-deter-
mined, this does not mean that they all have their origin in
intrinsic values and personal interests (Ryan & Connell,
1989). Instead of setting goals that reflect one’s intrinsic
interests and values, a person may adopt goals for external
reasons, such as expectations of others or social pressure
(Sheldon & Elliot, 1999; Sheldon & Kasser, 1998).

This paper is part of a series on “Youth Development in Europe: Transitions and Identities” that will appear in the European Psychologist
throughout 2008 and 2009. Taken together, the papers aim to make a conceptual contribution to the increasingly important area of youth
development, especially within the context of an expanding Europe, by focusing on variations and changes in the transition to adulthood
and emerging identities. The series will conclude with a summary by the organizers of the series, Katariina Salmela-Aro (University of
Jyvaskyla, Finland) and Ingrid Schoon (University of London, UK).
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On the basis of self-determination theory, Sheldon and
colleagues (Sheldon & Elliot, 1998, 1999) proposed a
self-concordance model for goal selection. According to
the model, goals are defined as self-concordant when
they are integrated with the “self” (Sheldon & Elliot,
1999). These goals are pursued because of either intrinsic
motivation (the person acts because the activity is inher-
ently interesting and challenging; Sheldon & Elliot,
1999) or identity congruence (the person acts with a
sense of choice and volition, even if he or she does not
enjoy the action; Brunstein & Gollwitzer, 1996; Little,
1993). In either case, goals are pursued as a result of the
expression of personal choices rather than with a sense
of control by external forces (Sheldon & Elliot, 1999).
The key distinction is not whether goals are pleasurable
or not, but rather whether persons feel ownership as they
pursue their goals (Sheldon & Elliot, 1999). In contrast,
goals pursued for external reasons (the person acts with
a feeling of being controlled by external pressures or con-
tingencies; Deci & Ryan, 1985; Kasser & Ryan, 1996;
Sheldon & Kasser, 1998), and because of introjected
sanctions characterized by anxiety and guilt (the person
acts with a feeling of being controlled by his or her own
internal processes; Deci & Ryan, 1985), emerge from a
nonintegrated region of the person (Sheldon & Elliot,
1998, 1999). External and introjected motivations are
classified as potentially problematic, because in both
cases the person does not satisfy his or her own psycho-
logical needs, which may appear as a lack of well-being
(Deci & Ryan, 2000; Sheldon, 2002).

Previous research also showed that the pursuit of goals
for internalized reasons promotes sustained effort, which
then leads to high goal progress (Haase, Heckhausen, &
Kaoller, 2008; Ryan & Connell, 1989; Sheldon & Elliot,
1998, 1999; Sheldon & Houser-Marko, 2001; Sheldon,
Ryan, Deci & Kasser, 2004). For example, Koestner,
Lekes, Powers, and Chicoine (2002) found that students
whose goals were self-concordant were more likely to
make progress than students whose goals reflected exter-
nal pressures. Further, progress in an important goal, such
as career preparation in adolescence, has been found to
have a direct effect on adjustment (Skorikov, 2006). For
example, Sheldon and Houser-Marko (2001) found that
adolescents who began the school semester with goals
that matched their implicit values and interests were bet-
ter able to attain their goals over the semester, which then
led to increased adjustment. Goal attainment yielded an
additional benefit in that high-achieving participants felt
a greater sense of self-determination in their goals for the
next semester, which in turn was associated with even
higher levels of attainment during the next semester. Sim-
ilar results have been found in work contexts. For exam-
ple, Judge et al. (2005) found that self-concordant work
goals were related to high work satisfaction, in the same
way as self-concordant general life goals have been re-
lated to life satisfaction in previous research (see e.g.,
Sheldon & Elliot, 1998).

© 2009 Hogrefe Publishing

Consequences of Self-Concordance
on Adolescents’ Adjustment and
Transition Outcomes

This study applied Sheldon and Elliott’s (1998, 1999) self-
concordance model by examining the role of achievement-
related goal self-concordance, effort, and progress in
school adjustment and educational trajectories among
Finnish adolescents. In Finland, the educational choice
made at the end of upper secondary school is one of the
most crucial in directing adolescents’ further educational
and occupational trajectories. This period could be seen as
a transition into the reality stage of development, which
means making compromises or adjusting goals according
to circumstances (Nurmi, 2004). However, the transition is
also very stressful for Finnish adolescents, because success
in ending up on one’s envisaged educational track is not
assured. In Finland all the universities have selection pro-
cedures, and competition for study places is fierce. For ex-
ample, in 2005 only 37.7% succeeded in gaining entrance
to a university or polytechnic during their first year after
upper secondary school (Central Statistical Office of Fin-
land, 2007).

Because the present study was carried out in the school
context, individual well-being was also defined in relation to
that particular environment. Thus, we defined well-being, on
the one hand, as school engagement, which refers to a posi-
tive, fulfilling, and study-related state of mind characterized
by vigor, dedication, and absorption (Schaufeli, Martinez,
Pinto, Salanova, & Bakker, 2002). Vigor refers to a high level
of energy and mental resilience while studying; dedication is
a sense of significance, enthusiasm, inspiration, pride, and
challenge; and absorption is concentration and happiness in
one’s studies (Schaufeli et al., 2002). In contrast, lack of well-
being was defined as school bumout, which among students
means feeling exhausted because of study demands, having
acynical and detached attitude toward one’s studies, and feel-
ing incompetent as a student (Kiuru, Aunola, Nurmi, Leski-
nen, & Salmela-Aro, 2008; Salmela-Aro, Kiuru, Leskinen, &
Nurmi, 2009; Salmela-Aro, Kiuru, Pietikéinen, & Jokela,
2008; Schaufeli et al., 2002).

It is also possible that adjustment and well-being pro-
vide a basis for many positive outcomes in individuals’
lives (Feist, Bodner, Jacobs, Miles, & Tan, 1995; Seifert,
2004; Sheldon & Elliot, 1999; Sheldon & Houser-Marko,
2001; Tuominen-Soini, Salmela-Aro, & Niemivirta,
2008). For example, school engagement and absence of
school burnout may lay the foundation for successful ed-
ucational decisions and trajectories - if it is assumed that
a high degree of well-being leads to the construction of
goals that focus on dealing with the demands of the indi-
vidual’s subsequent life situation (Nurmi & Salmela-Aro,
2002). Focusing on dealing with one’s current life situa-
tion, in turn, directs people’s lives in an adaptive manner
(Salmela-Aro & Nurmi, 1997).
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The present study focused on two outcomes after the
transition from upper secondary school:
1) the success of this educational transition and
2) long-term educational aspirations.

We classified the success of the educational transition into
three categories. First, the educational transition was de-
fined as a “successful” if the student had graduated from
upper secondary school in 3 years and then proceeded to
enter further education (university, polytechnic, or voca-
tional school). Second, the educational transition was de-
fined as “delay in studies” if the student had to remain in
upper secondary school an extra year. (The maximum du-
ration of upper secondary school is 4 years, while the norm
is 3 years.) Third, some students had also graduated from
upper secondary school in 3 years, but had not succeeded
after that in entering further education. This kind of educa-
tional transition was defined as “moratorium in studies.”
Long-term educational aspirations were categorized into
four levels: The highest level of educational aspiration was
university, followed by polytechnic, upper secondary
school, and vocational school.

Previous research revealed gender differences in some
variables studied, such as school adjustment and malad-
justment. For example, although girls have been found to
be more engaged in school (Berndt & Miller, 1990; Ryan,
2001) and attribute greater importance to academic
achievement (Murberg & Bru, 2004), they also experi-
ence higher level of stress (e.g., Ge, Lorenz, Conger, El-
der, & Simons, 1994), internalized symptoms (e.g., Lead-
beater, Blatt, & Quinlan, 1995; Pomerantz, Altermatt, &
Saxon, 2002), and school burnout (Kiuru et al., 2008; Sal-
mela-Aro et al., 2008). Boys, in turn, show a higher level
of external problem behavior (e.g., Leadbeater et al.,
1995).

The present study sought to answer the following four
questions utilizing a longitudinal design. First, does a
self-concordant achievement-related goal promote goal
effort and goal progress during upper secondary school?
On the basis of the earlier work of Sheldon and Elliot
(1999), we expected that those who select self-concor-
dant goals would be found to invest goal effort in those
goals, which, in turn, would facilitate their progress in
those goals (Hypothesis 1). Second, is progress in an
achievement-related goal associated with school adjust-
ment during upper secondary school? On the basis of ear-
lier studies (Sheldon & Elliot, 1999; Sheldon & Houser-
Marko, 2001), we expected that high goal progress in a
self-concordant achievement-related goal would be relat-
ed to school engagement (Hypothesis 2) and to low
school burnout (Hypothesis 3) during upper secondary
school. Third, does school adjustment predict the out-
come of the educational transition (successful transition,
delay or moratorium in studies) after upper secondary
school? Little work has been published on the role of self-
concordance and school adjustment in educational tran-
sitions; however, on the basis of the existing studies we
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assumed that students with high school adjustment are
those who try hard to achieve their goals, and who also
progress better in their goals (Deci & Ryan, 1985; Kasser
& Ryan, 1996; Sheldon & Houser-Marko, 2001; Sheldon
& Kasser, 1998; Skorikov, 2006); and that such effort to-
ward an achievement-related goal would predict a suc-
cessful educational transition (Hypothesis 4). Fourth,
does school adjustment predict long-term educational as-
pirations after upper secondary school? We expected that
school adjustment would be an important predictor of la-
ter long-term positive educational outcomes (Feist et al.,
1995; Seifert, 2004; Sheldon & Elliot, 1999; Sheldon &
Houser-Marko, 2001; Tuominen-Soini et al., 2008) (Hy-
pothesis 5).

Method

Participants

The sample of the study (V= 763) was drawn from the
Finnish Education study, which consisted of all the upper
secondary school students in a medium-sized town (pop-
ulation = 88 000) in central Finland. The mean age of the
participants was 17 (M= 16.94; SD = 0.28). Consistent
with the Finnish school population in general, the sample
was homogeneous in cultural background. The majority
of the adolescents’ (99.5%) were Finnish-speaking, 0.5%
of them having some other mother tongue. This agrees
with the figures for ethnic minorities at the national level.

The upper secondary school students participating in
the study were surveyed three times: in the second grade
of upper secondary school, in the third grade of upper
secondary school, and one year later. At the first mea-
surement point 614 (80%; 376 girls and 237 boys, 1 did
not report gender), at the second measurement point 636
(83%), and at the third measurement point 449 (61.4%)
adolescents answered the questionnaire. We also exam-
ined whether those who dropped out after the second
measurement point differed from those who continued to
participate with respect to our key variables, that is, in
self-concordance, goal effort, goal progress, or school en-
gagement and burnout. The result of the ttest revealed
that dropouts did not differ from those who continued in
self-concordance, goal effort or goal progress, or in
school burnout. Rather, they differed in school engage-
ment: Those who dropped out after the second measure-
ment point had lower school engagement at the second
measurement point than those who participated at the
third measurement point #394) = -2.90, p < .01.

At each measurement point the questionnaires were
group-administered to the students in their classrooms
during regular school hours and included self-report
questions concerning the students’ goal appraisals,
school adjustment, and educational aspirations.
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Measurements

Achievement-Related Personal Goal

The achievement-related personal goal assessment was
based on Little’s (1983) Personal Project Analysis Inven-
tory (PPA). At the first measurement point, the participants
were asked, with an open question, to produce one achieve-
ment-related personal goal (Salmela-Aro, 2002).

Next, to assess goal self-concordance, participants were
(following past research on self-concordance, Sheldon &
Elliot, 1999; Sheldon & Houser-Marko, 2001; Sheldon &
Kasser, 1998) asked to rate their reasons for pursuing their
achievement-related goal. These were four categories of
reasons: intrinsic, identified, introjected and external. Items
were rated using a 7-point Likert scale ranging from 1 (not
at all for this reason) to T (completely for this reason). In-
trinsic reasons was sought by the question “I am pursuing
this goal because of the enjoyment it gives me and I am
really interested in it,” identified reasons by “I am pursuing
this goal because I really believe it is an important goal,”
introjected reasons by “I am pursuing this goal because I
would feel ashamed, guilty, or anxious if I did not,” and
external reasons by “I am pursuing this goal because some-
body else wants me to or because the situation demands it.”
For each participant, the self-concordance variable was
created by summing the intrinsic and identified scores and
subtracting the introjected and external scores (ot = .61;
Judge et al., 2005; Sheldon & Elliot, 1999). The reliability
for this scale was somewhat low suggesting that the scale
is not very consistent. We used the scale as we were testing
the theory of self-concordance.

At the first and second measurement points the partici-
pants were also asked to appraise their achievement-related
goal effort and goal progress (for a review, see Austin &
Vancouver, 1996) by rating the goal on a scale ranging from
1 (not at all) to 7 (very much). Goal effort (0. = .82) was
asked at each measurement point by two questions “How
much time and effort have you put into this goal?” and “To
what extent have you worked on this goal?” and goal pro-
gress was asked by question “To what extent have you pro-
gressed toward achieving this goal?” The goal effort and
goal progress variables were formed by the mean of the
scores to both measurement points (Sheldon & Elliot, 1999;
Sheldon & Houser-Marko, 2001).

School Adjustment and Maladjustment

School Engagement

School engagement was measured at the second measure-
ment point by the abbreviated student version (Salmela-
Aro & Naatanen, 2005) of the Utrecht Work Engagement
Scale (UWES-S) developed originally by Schaufeli and his
colleagues (see Schaufeli, Bakker, & Salanova, 2006) on
the basis of the Utrecht Work Engagement Scale (UWES-9,
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Schaufeli et al., 2006). The scale was formed by 9 unidi-
mensional items measuring vigor (e.g., “When I study, I
feel that I am bursting with energy”), dedication (e.g., ‘I
am enthusiastic about my studies”), and absorption (e.g.,
“Time flies when I'm studying”) in relation to school work,
which were rated on a 7-point scale (0 = never, 6 = every
day). The school engagement variable (o0 = .94) was
formed by mean of the scores of all 9 items.

School Burnout

School burnout was examined at the second measurement
point with the School Burnout Scale (BBI-10) developed
by Salmela-Aro and Naatanen (2005; Salmela-Aro, Kiuru,
Leskinen, & Nurmi, 2009); Salmela-Aro et al., 2008). The
scale consisted of 10 items measuring school burnout (e.g.,
“I feel overwhelmed by schoolwork”; “I have become less
interested in schoolwork and I often think of dropping out
of school”; “I expected to do better academically than I
have done”), which were rated on a 6-point scale (1 =
strongly disagree; 6 = strongly agree). The school burnout
variable (o = .87) was calculated as the mean of the scores
of all 10 items.

Educational Trajectory

Educational trajectory after three years of upper secondary
school was measured by asking the participants at the third
measurement point the following question: “What are you
doing at the present time?” Participants were asked to
choose from the following alternatives: I am (1) studying
in an upper secondary school, (2) studying in a university,
(3) studying in a polytechnic, (4) studying in a vocational
school, (5) studying in an open university, (6) studying in
a folk high school, (7) studying for a university entrance
examination, (8) serving in the military, (9) working, (10)
taking a year off from my studies, and (11) something else.
Next, three educational trajectory variables were formed:
1) successful educational transition [studying in a univer-
sity (13.6% of students), in a polytechnic (7.6%), in a vo-
cational school (2.8%)]; 2) delay in studies [studying in an
upper secondary school (2.6%)]; and 3) moratorium in
studies [studying in an open university (2.2%), in a folk
high school (1.6%), for entrance examination to a univer-
sity (11.1%), working (16.8%) or taking a year off from my
studies (8.2%)]. Studying in an open university orin a folk
high school are not counted as “further education” in Fin-
land, as there is no selection procedure for either, and typ-
ically they do not award educational qualifications. Of the
excluded participants 10.2% were doing military service
and 6.4% were doing something else.
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Table 1. Correlations, means (M), and standard deviations (SD) for observed variables among girls and boys

1. 2. 3. 4. 5. 6. 7. 8. 9. M, SDy
1. Self-concordance (T1) 1.00 B3R 37 18% 21 .02 -.01 -.08 -.04 17.99 415
2. Goal effort (T1 + T2)/2 31%4%1.00 B2%F% - 50%k _ 14 .04 .01 .01 -.02 421 110
3. Goal progress (T1 + T2)/2 26%*F 73%** 1.00 33Fk 07 15* .03 .02 .04 474 1.01
4. School engagement (T2) 32%xE - 40**x 35%** 1.00 -.26%* .13 .01 -.03 14 299  1.36
5. School burnout (T2) —21FHF_20%H* _27FF* _34%*¢ 1,00 -.03 .16* .07 -.06 2.54  0.86
6. Successful educational transition (T3) .07* .08 .10 6% -.08 1.00 -.05 -.04 .16 0.07 0.25
7. Delay in studies (T3) -04 -04 -.05 -.00 5% —10 1.00 .09 -.22% 0.04 0.18
8. Moratorium in studies (T3) .06 .03 .07 .01 -.02 —.29%** 07 1.00 .10 0.11  0.31
9. Educational aspirations (T3) A1 .10 12 5% -26%*% 14* -10 .02 1.00 3.72  0.54
M, 1896  4.54 4.56 3.57 2.73 0.32 0.01 0.36 3.77
SD, 4.77  1.05 1.03 1.25 0.87 0.47 0.14 0.48 0.43

Notes. T1 = second grade of upper secondary school; T2 = third grade of upper secondary school; T3 = one year after. Values for girls are below
the diagonal and for boys above the diagonal. M, and SD, are for boys and M, and SD; are for girls. *p < .05, **p < .01, ***p < .001.

Educational Aspirations

Educational aspirations were examined by asking the par-
ticipants at the third measurement point to state the highest
level of education they expected to attain by choosing one
of the following alternatives: (1) university degree, (2)
polytechnic degree, (3) matriculation from upper second-
ary school, (4) vocational school diploma, (5) matriculation
from vocational school combined with upper secondary
school curriculum, and (6) no further qualifications after
upper secondary school. The highest educational aspiration
variable was then formed from answers (1), (2), (3), and
(4). A total of 44.1% of adolescents expected to obtain a
university degree, 14.5% a polytechnic degree, 3% matri-
culation, and 4% a vocational degree. Adolescents who an-
swered numbers (5) or (6) were excluded from the study.
Matriculation from vocational school combined with upper
secondary school curriculum (5) was reported by 9% of
adolescents and no further qualifications after upper sec-
ondary school (6) by 9% of adolescents.

Grade point average

Grade point average (GPA) was measured at the first mea-
surement point by asking participants to state the grade av-
erage recorded on their certificate of graduation from com-
prehensive school (Time T0).

Results

All statistical analyses were performed using the Mplus sta-
tistical package (Muthén & Muthén, 1998) with the miss-
ing data method, that is, the standard missing at random
approach (MAR) to missingness (Muthén & Muthén,
1998). This missing-data method uses all the data available
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to estimate the model without inputting data. Because the
variables were skewed, the parameters of the models were
estimated using the MLR estimator (Muthén & Muthén,
1998). Table 1 presents the correlations between all the ma-
jor study variables among girls and boys.

To find answers to our research questions, we ran a path
model in which self-concordance was used to predict goal
effort and goal progress. These were then used to predict
school engagement and school burnout, which in turn were
expected to contribute to the outcome of the educational
transition (successful educational transition, delay in stud-
ies, moratorium in studies, and educational aspirations).
The hypothesized path model is presented in Figure 2. To
control for academic achievement we added GPA to our
model as a covariate. We carried our model out first for the
whole sample, but the same model did not fit both girls and
boys (Zaimrence(10) = 18.4, p < .05)). Consequently, we car-
ried out the analyses separately for girls and for boys.

First, we carried out the path model for girls. The results
showed that the hypothesized model as such was not true
among girls: The overall fit of the model was poor. The
modification indices suggested adding free correlations be-
tween the residuals of goal progress and school engage-
ment, and between the residuals of school engagement and
school burnout. After changing the model according to the
modification indices the overall fit of the model was good
(x2(15) = 20.19, p> .05, CFI = 0.98, RMSEA = 0.03,
SRMR = 0.04). The model for girls is presented in Figure
3. The results of that model supported all our hypotheses.
Having a self-concordant achievement-related goal con-
tributed to high goal effort among girls, which in turn was
related to high goal progress. Furthermore, high goal pro-
gress predicted a high level of school engagement and low
level of school burnout. High levels of school engagement
and burnout, in turn, had subsequent outcomes after the
school transition: School engagement predicted success in
the educational transition after upper secondary school,
whereas school burnout predicted delay in studies and low
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Figure 3. The path model among girls. Note. *p < .05, **p < .01, ***p < .001.

educational aspirations after upper secondary school.
These results were shown even when GPA was controlled
for.

Next, we added indirect paths from self-concordance to
school engagement, bumout, and to the outcome variables of
the model. The results showed that among girls there was a
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statistically significant indirect path from self-concordance to
school engagement (¢ = 4.53, p < .05) and from self-concor-
dance to school bumout (= -3.87, p< .05). Furthermore,
among girls there was also an indirect path from self-concor-
dance to success in educational transition (¢=2.19, p < .05)
and from self-concordance to educational aspiration (¢=
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2.70, p< .05). The stability of the self-concordance from
Time 1 to Time 3 was .37*** among girls.

Different results were obtained among boys: The overall
fit of the hypothesized model was poor. The modification
indices suggested adding a direct path from self-concor-
dance to goal progress and allowing the residuals of goal
progress and school engagement to correlate freely. After
changing the model according to the modification indices,
the overall fit of the model was excellent (x?(1) = 0.03, p >
.05; CFI = 1.00; RMSEA = 0.00; SRMR = 0.00). The mod-
el for boys is presented in Figure 4. The results of that mod-
el supported our Hypothesis 1 among boys, that is, the self-
concordant achievement-related goal contributed to goal
effort, which in turn was related to goal progress. However,
self-concordance among boys was also related directly to
goal progress. Furthermore, among boys the results of the
model partly supported our Hypothesis 2: Goal progress
was related to school engagement during upper secondary
school. However, the path from goal progress to school
burnout was not significant. Moreover, school engagement
did not predict subsequent outcome variables among boys.
The stability of the self-concordance from Time 1 to Time
3 was also not significant among boys. The results, how-
ever, showed an indirect path from self-concordance to
school engagement among boys.

Discussion

According to Sheldon and colleagues (e.g., Sheldon & Elliot,
1998, 1999) self-concordant goals are likely to receive sus-
tained effort over time, be more attainable, and consequently
be more satisfying, which leads to many positive outcomes.
The results of the present study showed that, when adoles-
cents pursued their achievement-related goal for internal rea-
sons, they also invested effort in achieving that goal, which
was shown in a high level of goal progress. Goal progress, in
turn, was related to a high level of school engagement during
upper secondary school, which, among girls, predicted suc-
cess in their educational transition after upper secondary
school. By contrast, low goal progress was related to girls’
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school burnout, which was subsequently reflected in a delay
in studies and low educational aspirations.

Self-Concordance, Goal Effort, and Progress
During Upper Secondary School

The first aim of the present study was to examine whether
self-concordance in an achievement-related goal would in-
crease goal effort and goal progress during upper secondary
school. The results were consistent with Hypothesis 1, sug-
gesting that students whose achievement-related goal
matched their implicit values and interests invested a lot of
effort in working toward this goal and also showed a high
level of goal progress during upper secondary school.
These results were consistent with those of previous studies
showing that individuals do better at self-concordant goals
because they put more sustained effort into achieving such
goals (e.g., Sheldon & Elliot, 1999; Sheldon & Houser-
Marko, 2001).

Goal Progress, School Engagement, and
Burnout

The second aim of the present study was to examine
whether goal progress in an achievement-related goal
would contribute to school engagement and school burn-
out during upper secondary school. The results for school
engagement were consistent with Hypothesis 2: Goal pro-
gress in the achievement-related goal was related to a high
level of school engagement at the end of upper secondary
school among both boys and girls. These results may due
to the fact that self-concordance in goals enables individ-
uals to put effort in achieving goals, thus increasing the
probability of goal attainment, which in turn, increases
well-being (Deci & Ryan, 1985). The present results are
consistent with earlier findings (Sheldon, 2002; Sheldon
& Houser-Marko, 2001; Skorikov, 2006).

The results for school burnout showed that among
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girls goal progress in their achievement-related goal was
related to a low level of school burnout. However, goal
progress did not contribute to school burnout among
boys. These results may be due to the fact that girls are
typically more motivated toward achievement of their ed-
ucation-related goals (Dwyer & Johnson, 1997; Pome-
rantz et al., 2002) and attribute greater importance to ac-
ademic achievement than do boys (Murberg & Bru,
2004). Girls also fear academic failure more than boys
do, and this tendency may lead to their high level of
school burnout if the goal is not attained (Sheldon, 2002).
The other reason for the result may be that girls experi-
ence internalizing problems, like burnout, more often
than boys, whereas boys exhibit externalizing problems
more than girls (Leadbeater et al., 1995; Nolen-Hoek-
sema, & Girgus, 1994; Pomerantz et al., 2002). That we
used a measure of internalizing problem behavior rather
than externalizing behavior in the present study might
have prevented us from identifying boys’ problem behav-
ior in a logically valid way.

Overall, our findings contribute to the previous research
in two ways. First, our results showed that self-concor-
dance has an impact both on well-being and on young peo-
ple’s educational trajectories. Second, the associations be-
tween self-concordance, well-being, and educational tra-
jectories span several years.

Consequences of School Engagement and
Burnout for Educational Transition

The third aim of the present study was to examine whether
school adjustment in upper secondary school would pre-
dict success later on in the educational transition. The re-
sults showed that school engagement among girls predict-
ed success in the educational transition after upper sec-
ondary school, thereby supporting our Hypothesis 4. By
contrast, school burnout in upper secondary school pre-
dicted a delay in studies, but only among girls. Overall,
these results provide evidence that there is a cumulative
path from academic motivation to later educational trajec-
tories. Some earlier studies have found an accumulating
cycle between motivation and performance in educational
goals (Sheldon & Houser-Marko, 2001). The results of the
present study are important from the viewpoint of finding
instruments to help adolescents to deal with this challeng-
ing transition: An increase in school adjustment in upper
secondary school may be a significant factor assisting the
rapid school transition.

However, among boys school engagement in upper
secondary school did not predict success in the educa-
tional transition thereafter. One explanation for this result
may be that the school transition after upper secondary
school is more challenging for boys than for girls in the
Finnish school system: Finnish girls graduate from upper
secondary schools and enter university more often than
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boys (Central Statistical Office of Finland, 2007). It
would be important task for future research to examine
why the results were not similar among boys and girls.

Role of School Engagement and Burnout in
Educational Aspirations

The fourth aim of the present study was to examine wheth-
er school engagement and burnout during upper second-
ary school predicts longitudinal educational aspirations
after upper secondary school. The results showed that
school burnout predicted a low level of aspirations among
girls (Hypothesis 5), but not among boys. The results are
consistent with earlier findings. For example, Nurmi and
Salmela-Aro (2002) found that the more depressive symp-
toms people reported, the more pessimistically they rated
their goal accomplishment, goal progress, and capability
to achieve future goals.

Practical Implications

According to this study the key factor in successful goal
pursuit is the ability of adolescents to select goals that are
well integrated with the self (see also Sheldon, 2002;
Sheldon & Elliot, 1999; Sheldon & Houser-Marko, 2001).
For example, Nurmi and Salmela-Aro (2002) found that
if young people appraised their work-related goal as being
important, this predicted success in dealing with the tran-
sition from vocational school to work. In the present
study, those pupils with a strong intrinsic motivation were
more likely to attain their goals and thus increase their
well-being (see also Haase et al., 2008). Increased well-
being, in turn, was a predictor of a successful educational
trajectory. The results of the present study provide some
support for some earlier findings (e.g., Salmela-Aro, Kiu-
ru, & Nurmi, 2009) indicating that a high level of school
adjustment among girls in upper secondary school helps
them to deal with the later transition to further education.
Consequently, increasing school engagement and support-
ing those suffering from school burnout would also help
them in their later educational trajectories.

Limitations

This study has several limitations that should be noted.
First, goal progress was measured using a self-report in-
strument; such a method may not always represent partic-
ipants’ objective progress in their goals. Second, only one
potential predictor of goal progress was examined; other
potential predictors, such as commitment to achievement-
related goals, were not included in the measures employed
in this study. Third, the reliabilities of some of the indi-
vidual scales were low. For example, the measure of self-
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concordance was below moderate, which might have been
a reason for why the model fit well for one subset of the
data (boys) and which should be taken account when gen-
eralizing the results. Fourth, although we utilized longitu-
dinal data, our data did not allow a fully cross-lagged lon-
gitudinal design, so that we were not able to control for
previous levels of the outcome variables. Therefore, some
of the conclusions concerning the causal direction of the
variables remain tentative.

Conclusion

Our results extend those of the previous research empha-
sizing the importance of self-concordance in the school
context (e.g., Judge et al., 2005; Koestner et al., 2002;
Sheldon & Houser-Marko, 2001; Sheldon et al., 2004) by
showing in a longitudinal design that the pursuit of
achievement-related goals for internal reasons was related
to a high level of goal effort and goal progress, which in
turn predicted a high level of school adjustment. A high
level of school adjustment was later reflected in a success-
ful educational transition after upper secondary school
among girls. These results are important from the view-
point of finding instruments to help adolescents to accom-
plish this challenging life transition successfully.
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Abstract This study investigated the extent to which autonomous motivation, effort and
progress relating to current educational goals predict success in dealing with the challenging
transition to university. Our study included two measurement points: (1) before the entrance
examination, at which point participants (#=280) documented ratings of their autonomous
motivation, effort and progress regarding their educational goals; and (2) after receiving the
results of the examination, at which time their success or failure of passing the entrance
examination was checked by referring to the university archives. The results of the path model
showed that when young adults pursued their educational goals for autonomous reasons, they
invested special effort in their goal, and this led to a high level of goal progress. Goal progress,
in turn, predicted their successfully passing the university's entrance examination.

Keywords Autonomous motivation - Educational goal - Educational transition - Goal effort -
Goal progress

Attaining educational goals and success in educational transitions is one of the most
important factors directing young adults' life paths (Heckhausen and Schulz 1999; Nurmi
1993; Salmela-Aro and Nurmi 1997a). Previous research has suggested that pursuing goals
which are based on autonomous motivation (i.e. pursued goals are consistent with internal
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psychological needs) aids successful goal attainment. This is because autonomous motiva-
tion promotes sustained effort, which then leads to high goal progress (Locke and Latham
2002; Sheldon 2002; Sheldon and Elliot 1998, 1999). Progress in a personal goal contributes
to goal attainment (Nurmi et al. 2002; Pomaki et al. 2009; Salmela-Aro and Nurmi 1997b).
Although the importance of individuals' personal goals and related appraisals in life-stage
transitions has been confirmed by evidence reported in previous studies (e.g. Dietrich et al.
2012; Nurmi et al. 2002; Salmela-Aro and Nurmi 1997a; Vasalampi et al. 2010), we know of
no longitudinal research which has systematically examined the importance of autonomous
motivation, goal effort and goal progress in relation to individuals' success in dealing with
challenging university entrance examinations. In Finland, the transition to university is one
of the most demanding educational transitions and one that has many consequences for
individuals' later lives. Consequently, the present longitudinal study focused on investigating
the extent to which autonomous motivation, effort and progress pertaining to the educational
goal of studying Psychology in university would predict the success of young adults in
dealing with their university entrance examination.

Motivation and goal attainment

Personal goals can be perceived as future-oriented representations of what individuals want to
attain in various life domains (Austin and Vancouver 1996; Locke and Latham 2002, 2006).
The ways in which people work and their progress in personal goals related to a certain life
domain have an influence on their goal attainment in that particular domain (Little 1983;
Salmela-Aro and Nurmi 1997b; Turban et al. 2007). Invested goal effort has been shown, for
example, to predict success in school (Turban et al. 2007) and to be important for career goal
attainment (Haase et al. 2008). Similarly, goal progress is an important predictor of success in
several life domains, such as in academic achievement (Salmela-Aro and Nurmi 1997b), life-
stage transitions (Nurmi et al. 2002) and working life (Pomaki et al. 2009).

In one of the most influential motivation theories, Deci and Ryan (1985, 2000) emphas-
ised the importance of inner resources for achieving important life goals such as educational
goals (e.g. Sheldon and Elliot 1998; Sheldon and Houser-Marko 2001; Ryan and Connell
1989). According to this self-determination theory (SDT), individual goals can have their
origin in distinct types of motivation, each of which has specific consequences in respect to
goal-related behaviour (Ryan and Deci 2000). For example, those individuals whose goals
are autonomously motivated not only invest more sustained effort into achieving their goals
but their quality of effort is more effective as well (Sheldon 2002; Sheldon and Elliot 1998,
1999; Turban et al. 2007). Sheldon (2002) and Sheldon and Elliot (1998, 1999) reported that
individuals' autonomous motivation was related to longitudinal goal effort and to subsequent
goal attainment. That happens because both the intrinsic and identified facets of autonomous
motivation provide distinctive motivational benefits (Sheldon and Elliot 1998). In other
words, intrinsic motivation increases interest and enjoyment with respect to the goal (Deci
and Ryan 1985) and, as such, naturally reinforces investing effort in the goal (Sheldon and
Elliot 1998). However, not all goals, including educational goals, are always fun, and in such
situations, identified motivation may be beneficial. Identified motivation occurs when the
goal is congruent with one's values and beliefs. Thus, it continues to receive effort even
when it is not enjoyable (Sheldon and Elliot 1998). By contrast, although external and
introjected motivations (i.e. controlled motivation) may also form a preliminary sense of
commitment, there are several studies showing that individuals have problems in translating
these into action (Gollwitzer 1996; Sheldon and Elliot 1998). Indeed, Sheldon and Elliot
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(1998) found that controlled motivation did not predict actual effort 2 weeks later, although
autonomous motivation did. That is, such goals were not connected to people's deeper values
and interests and thus failed to influence their inner source of energy (Sheldon and Elliot
1998; Sheldon 2002).

The pursuit of goals originating from autonomous motivation has been shown to promote
goal progress by a number of studies (Judge et al. 2005; Koestner et al. 2002, 2008; Ryan
and Connell 1989; Sheldon and Elliot 1998; Sheldon and Houser-Marko 2001; Sheldon and
Kasser 1998; Sheldon et al. 2004). Koestner et al. (2002, 2008) performed a meta-analysis
that examined the extent to which autonomous motivation (i.e. self-concordance) facilitated
goal progress. The results showed that participants were significantly more likely to make
successful progress when they had selected goals that were congruent with their inner
resources.

The impact of autonomous motivation on goal progress has also been suggested as being
mediated by invested goal effort (Sheldon and Elliot 1998, 1999; Vasalampi et al. 2009). In
three studies, Sheldon and Elliot (1998) demonstrated that personal goals pursued for
autonomous reasons progressed better over a 15-week period. In contrast, the amount of
goal-related control did not predict progress. Sheldon and Elliot (1998) argued that this
happened because participants were investing effort in their autonomous goals despite
external control. In other words, autonomous goals were protected, progressed and attained
because they are continually energised (Little 1983; Koestner et al. 2002; Sheldon 2002).

The role of motivation during challenging educational transitions in early adulthood

One major transition during early adulthood is the transition to a higher education, such as
university. In Finland, the transition to university is very demanding, and selection proce-
dures are challenging (Central Statistical Office of Finland 2010). This particular transition
has many consequences for young adults in later life. For example, a successful transition to
university provides a good foundation for young adults' later career options, income level
and socio-economic status (Chisholm and Hurrelmann 1995).

Autonomous motivation can be assumed to play a particularly important role in how
individuals deal with major life transitions (Deci and Ryan 2000; Salmela-Aro 2009). First,
because individuals are typically faced with many alternative goals and environmental
options and because individuals' resources such as time and energy are limited, goal
selection is necessary to focus one's resources on a particular task (Freund and Baltes
2000; Haase et al. 2008). Autonomous motivation behind a particular goal may be assumed
to play a role in goal selection, as it is likely to protect individuals from competing desires
and temptations (Little 1983; Locke and Latham 2002) and thereby helps to invest effort in
accordance with the demands of the specific chosen transition (e.g. Sheldon and Elliot 1998;
Ryan and Connell 1989; Locke and Latham 2006). Second, goal effort and goal progress are
more effective in dealing with challenging tasks and transitions if a person is autonomously
motivated to attain a particular goal (Ryan and Connell 1989; Sheldon and Kasser 1995;
Sheldon 2002; Sheldon and Elliot 1998, 1999; Turban et al. 2007).

The present study

Although previous studies have examined the role of distinct goal appraisals in life-span
transitions (e.g. Dietrich et al. 2012; Nurmi et al. 2002; Salmela-Aro and Nurmi 1997a;
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Vasalampi et al. 2010) and have shown the importance of autonomous motivation
concerning goal effort and goal progress (Locke and Latham 2002; Sheldon 2002; Sheldon
and Elliot 1998, 1999), as well as the importance of goal progress for goal attainment (Nurmi
et al. 2002; Pomaki et al. 2009; Salmela-Aro and Nurmi 1997b), the previous research has at
least two limitations. First, only a few studies have applied this motivational model to the
educational context (Sheldon and Elliot 1999; Vasalampi et al. 2009). Second, no previous
studies have applied a motivational path model to examine the associations between
autonomous motivation, goal effort, goal progress and the attainment of goals in the
challenging transition to university.

Consequently, the first aim of our present longitudinal study was to examine the extent to
which autonomous motivation promotes young adults' goal effort and goal progress in an
educational context, and specifically in regard to the challenging university entrance exam-
ination. On the basis of previous research (Locke and Latham 2002; Sheldon 2002; Sheldon
and Elliot 1998, 1999), we assumed (Hypothesis 1) that those individuals who have an
autonomous goal would invest more effort in their educational goal of studying Psychology
in university, which would then also facilitate their goal progress. The second aim was to
examine to what extent progress in an education-related goal would predict young adults'
success in passing the entrance examination to university. We assumed (Hypothesis 2) that
young adults' progress in their educational goal would facilitate a successful transition and
that goal effort would mediate the impact of autonomous goals on goal progress (Sheldon
and Elliot 1998, 1999; Vasalampi et al. 2009). The hypothesised model is presented in
Fig. 1.

Finnish educational system

Up to age 16, all Finnish adolescents have a similar basic education. After comprehensive
school (secondary school), adolescents' educational trajectories begin to differ. Of all
adolescents, around 50% enter upper secondary schools and 41% vocational schools, while
9% exit formal education altogether (Central Statistical Office of Finland 2010). High
academic achievement in the last (ninth) grade of comprehensive school is required for
admission to upper secondary school. Upper secondary school education, in turn, is a
prerequisite for university education.

In Finland, all universities have a selection procedure, and everybody has to choose the
major subject they wish to apply for. The application procedure is very demanding as only a
minority of the applicants is accepted. Competition for study places is fierce. For example, in
2008, only 19.1% succeeded in gaining entrance to a university during their first year after
upper secondary school (Central Statistical Office of Finland 2010).

Success in
challenging
educational
transition to
university

Goal effort

Autonomous Goal progress

motivation

time
Time 1 Time 2

Fig. 1 The hypothesised model
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In regard to gender, Finnish girls graduate from upper secondary schools and enter
universities in more cases than boys (Nevala 2000). For example, 149 new students began
to study Psychology in Finland in 2004, and 127 (85%) of these were women (Central
Statistical Office of Finland 2010).

Method
Participants

The participants of the present study were 320 young adults who were taking part in entrance
examinations for admission to study Psychology at a university in a medium-sized town in
Central Finland. However, because 87.5% of those students who participated in the entrance
examinations were women and only 10% were men (2.5% did not report their gender), we
excluded men and those who did not report their gender. The final sample size was 280. The
median age of the participants was 21 years at the first measurement point (M/=21.18; SD=3.75).

The study included two measurement points. At the first measurement point, before the
entrance examination, participants filled in measures on autonomous motivation, effort and
progress relating to their current educational goal of studying Psychology in university. At
the second measurement point, after receiving the results of the examination, participants'
success in the entrance examination was documented based on data from the university
archives. The interval between the two measurements was 2 months.

Measures
Current educational goal to study Psychology

At the first measurement point, using an open-ended question, the participants were asked to
state one personal goal that was related to their aim of studying Psychology.

Autonomous motivation Next, in line with past research on autonomous motivation (e.g.
Sheldon and Elliot 1998), participants were asked to rate their autonomous motivation for
pursuing their current educational goal of studying Psychology; a seven-point scale was
used, ranging from 1 (not at all for this reason) to 7 (definitely for this reason). The
autonomous motivation scale was devised of three questions, of which, questions (1)
“How important is this goal to you?” and (2) “Why are you trying to carry out this goal,
because you believe that this is an important goal?” identified and measured motivation by
eliciting the reasons relating to acting according to one's own values or goals (Ryan and
Connell 1989). The third question, “Why are you trying to carry out this goal; because you
enjoy carrying it out and you are interested in it?” measured intrinsic reasons, assumed to be
the most autonomous by nature (Deci and Ryan 1985; Sheldon and Elliot 1999) that may be
involved in the pursuit of an educational goal. The Cronbach's alpha for the autonomous
motivation scale was 0.71.

Goal effort The participants were asked to appraise their educational goal effort by rating it
on a scale ranging from 1 (not at all) to 7 (very much). Goal effort was enquired about with
two questions: (1) “How many resources have you put into this goal?” and (2) “To what
extent have you worked toward achieving your goal?” The Cronbach's alpha for goal effort
was 0.90.
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Goal progress The participants were asked to rate their goal progress, related to their current
educational goal of studying Psychology, on a scale ranging from 1 (not at all) to 7 (very
much). Goal progress scale included two parts: progress and confidence, which were
enquired about with three questions: (1) “To what extent has this goal progressed?” (2)
“How probable would you say it is that this goal will be realised?” and (3) “How capable are
you of realising your goal?” The Cronbach's alpha for the goal progress scale was 0.69.

Success in the entrance examination

The entrance examination for studying Psychology at the university was administered in two
steps. The first step of the examination measured participants' knowledge in psychology and
statistics. The top 100 applicants who received both the best results on the first part of the
examination and had the best grades in upper secondary school were invited to the second
part of the entrance examination. The second step of the examination was an interview
aiming to evaluate participants' suitability for the profession of Psychologist. Data
concerning students being accepted for Psychology studies by the university were gathered
from the university archives. The data showed that 48 women succeeded in passing the
entrance examination and subsequently attained a place of study at the university, while 232
did not achieve acceptance. The variable for success in passing the entrance examination
was coded as a categorical binary variable: (1) those who did not succeed in passing the
university's entrance examination (they either failed the examination that measured their
knowledge in psychology or the subsequent interview) and (2) those who passed the
entrance examination (succeeded at both steps) and received a place of study at the
university.

Academic achievement

At the first measurement point, academic achievement was measured by asking participants
to state their grades in theoretical subjects as recorded on their certificate of graduation from
upper secondary school.

Statistical analysis

In the present study, structural equation model (SEM) analyses (Muthén and Muthén 1998—
2006) were performed to assess the role of autonomous motivation, goal effort and goal
progress in relation to participants' success in their university's entrance examination. The
analyses were carried out in three steps. In the first step, we created a single confirmatory
factor analysis of all motivational constructs (autonomous motivation, goal effort and goal
progress) to examine the relations between them. In the second step, we tested a theoretical
model in which we suggested a path model between motivational constructs. To evaluate the
fit of the model, we compared the theoretical path model to the theoretical measurement
model of the first step by using the Satorra—Bentler scaled X test for differences (Muthén
and Muthén 1998-2006). Finally, in the third step, we added an outcome variable to the
model (success in the entrance examination). Besides the path model, the indirect model
(Muthén and Muthén 1998-2006) was used with a bias-corrected bootstrap confidence
interval to examine indirect effects between autonomous motivation and goal progress via
goal effort. Furthermore, academic achievement was used as a covariate in the analysis. We
used latent variables to measure all constructs, except success in the entrance examination,
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since latent variables have the advantage over scale scores of controlling for unreliability
that could distort parameter estimates (Kaplan 2000).

The parameters of the model were estimated using the maximum likelihood robust
procedure. Goodness-of-fit was evaluated using four indicators: x> test, Bentler's (1990)
comparative fit index (CFI), root mean square error of approximation (RMSEA) and the
standardized root mean square residual (SRMR). According to Hu and Bentler (1999),
values above 0.95 for CFI, values below 0.06 for RMSEA and a value lower than 0.08 for
SRMR can be considered as indicating a good fit between the hypothesised model and the
observed data.

Although the average percentage of missing data for the constructs considered in this
study was relatively small (i.e. below 6%), we used the ‘missing values’ option built into the
Mplus 6.0 software programme. This missing data method uses all of the data that is
available in order to estimate the model without imputing data.

Results
The confirmatory factor analysis for autonomous motivation, goal effort and goal progress

The first step in our analyses involved examining all motivational constructs (autonomous
motivation, goal effort and goal progress) in a single confirmatory factor analysis. To create
a theoretical measurement model, the factors were allowed to correlate freely with each
other. The model yielded an acceptable fit with the data: x*(16)=46.89, p=.00; CFI=0.98;
RMSEA=0.08; SRMR=0.06. The factor loadings ranged from 0.41 to 0.99. Hence, the
confirmatory factor analysis suggested that autonomous motivation, goal effort and goal
progress are distinguishable constructs in the present sample and that the factor structure of
each construct is well defined. Factor loadings, correlations and means (M) for key constructs
are presented in Table 1.

Table 1 Mean factor loadings (in bold, diagonal), correlations (below, diagonal) and means (M) for observed
variables

1. 2. 3. 4. 5. 6. 7. 8.

Autonomous motivation

1. AMI 0.66

2. AM2 0.41 0.65

3. AM3 0.45 0.51 0.72
Goal effort

4. GEI 0.42 0.29 0.34 0.99

5. GE2 0.42 0.29 0.33 0.99 0.99

Goal progress

6. GP1 0.29 0.17 0.25 0.64 0.63 0.79

7. GP2 0.24 0.23 0.34 0.39 0.40 0.43 0.54

8. GP3 0.28 0.29 0.37 0.30 0.32 0.30 0.56 0.41
M 6.38 6.45 6.34 3.09 4.74 4.53 4.55 5.55

Correlations at or above 0.10 are significant at p<.05
Note. Correlations between factors: AE with GE (.51), AE with GP (.52), and GE with GP (.79)
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The theoretical path model for autonomous motivation, goal effort and goal progress

In the second step, we ran a theoretical path model with which we analysed paths between the
motivational constructs. In this theoretical path model, goal effort was predicted by autono-
mous motivation, and goal progress was predicted by goal effort (see Fig. 1). Furthermore,
the indirect effect of autonomous motivation on goal progress via goal effort was tested.

The results of the path model showed that the overall fit of the model was acceptable:
x>(17)=49.12, p=.00; CFI=0.98; RMSEA=0.08; SRMR=0.07. Next, we compared our
theoretical path model to the theoretical measurement model carried out in the first step with
the Satorra—Bentler scaled y? test for differences (Muthén and Muthén 1998-2006). The
results of the x? test showed that there was no significant difference between the models. As
such, the correlations between factors could be explained by our theoretical path model. The
results further showed that goal effort was significantly predicted by autonomous motivation
[6=.51, p<.001], and goal progress was significantly predicted by goal effort [3=.77, p<.001].
The proposed model was also supported by the indirect model. The results of the indirect model
showed a significant association [§=.39, p<.001; the bias-corrected bootstrap confidence
interval was 0.246-0.524] between autonomous motivation and goal progress via goal effort
in regard to the students' current educational goal. These results support our theoretical path
model by showing that the autonomous motivation behind a personal goal increases the effort
invested in the goal pursuit and this, in turn, predicts progress and confidence toward reaching
the goal (Sheldon and Elliot 1998, 1999).

Predicting success in the entrance examination with the motivational path model

In the third step, we added success in the entrance examination to the model as the outcome
variable (see Fig. 1). Because the final model was a logistic regression analysis, the chi-square
tests were not available, and as such, we evaluated the importance of the motivational constructs
for the outcome variable with odds ratios. The results showed that goal progress was a
significant predictor of successfully passing the entrance examination [3=.41, p<.001; odds
ratio=2.33]: The more progress and confidence were reported toward reaching the educational
goal, the more likely was the success of passing the entrance examination. Next, we constrained
the estimate of goal progress and tested whether or not other motivational variables are
also required in order to predict goal attainment. The results of the standardised regression
coefficients showed that autonomous motivation [$=.09, ns.] and goal effort [3=.06, ns.]
did not significantly predict success in the entrance examination when goal progress was
constrained. The final model is presented in Fig. 2.

Success in
challenging
educational
transition to
university

Autonomous
motivation

Goal progress \.41%#*

| | time ,
Time 1 Time 2

Fig. 2 SEM model linking autonomous motivation, goal effort and goal progress to successfully passing the
university's entrance examination. Note 1: *p<.05, **p<.01 and ***p<.001. Note 2: Time 1=1 month before
the entrance examination; Time 2=after getting the results of the entrance examination
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We also added academic achievement as a covariate to our model. The result showed that
academic achievement was a significant predictor of successfully passing the entrance
examination [5=.37, p<.001]. However, academic achievement was not related to autono-
mous motivation, goal effort or goal progress. As such, adding academic achievement to the
model did not change the effect of goal progress and confidence on the outcome variable.

Discussion

It has been suggested that pursuing goals that are based on autonomous motivation are
beneficial in that they aid successful goal attainment. The reason for this is that autonomous
motivation promotes sustained effort, which then leads to high goal progress (Locke and
Latham 2002; Sheldon 2002; Sheldon and Elliot 1998, 1999). Further, progress in a personal
goal is assumed to have an effect on goal attainment (Nurmi et al. 2002; Pomaki et al. 2009;
Salmela-Aro and Nurmi 1997b). However, no attempt has previously been made to model
this process in the context of a challenging educational transition. The results of the present
study showed that when participants pursued their educational goal to study Psychology out
of autonomous motivation, they invested great effort in that goal. Goal effort, in turn,
facilitated participants' goal progress and confidence, which then contributed to the achieve-
ment of reaching the educational goal, in this case, the successful entrance into university.

Autonomous motivation promotes goal effort and goal progress

The first aim of the present study was to examine to what extent autonomous motivation
promotes young adults' goal effort and progress concerning their educational goal of
studying Psychology. On the basis of earlier research (Locke and Latham 2002; Sheldon
2002; Sheldon and Elliot 1998, 1999), we hypothesised that those students who are autono-
mously motivated toward their current educational goal would invest great effort in that goal,
which would then facilitate their progress toward the goal (Hypothesis 1). The results of the
path model supported our hypothesis. The results showed that young adults' autonomous
motivation for their educational goal promoted the effort they invested in that goal. Moreover,
high goal effort invested in their educational goal facilitated students' goal progress
and confidence. These results are in accordance with previous theoretical notions that
autonomous motivation has several benefits when trying to achieve a goal. For example,
previous results have indicated that autonomous goals enable individuals to work continuously
toward achieving their goals regardless of whether the goal is enjoyable or not (Sheldon and
Elliot 1998, 1999). Furthermore, when people feel fully autonomous in setting their goals, such
goals are likely to be energised, protected and progressed (Judge et al. 2005; Koestner et al.
2002; Sheldon 2002). It is important to note that in the present study, young adults' autonomous
motivation for their educational goal was not directly related to goal progress but was mediated
via goal effort. In other words, pursuing goals with personal interest and meaning was
especially beneficial for progress because such autonomous goals are accompanied by hard
work (see also Turban et al. 2007; Vasalampi et al. 2009).

The role of motivation during the challenging transition to university
The second aim of the present study was to examine whether progress toward an education-

related goal contributes to success in the demanding educational transition to university, and
whether autonomous goals and goal effort contribute to goal attainment via goal progress in
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such a situation. We assumed (Hypothesis 2) that goal progress contributes to success in
dealing with a challenging transition (Nurmi et al. 2002), and that goal progress is impacted
by goals that are highly autonomous and by a high level of goal effort (Sheldon and Elliot
1998, 1999; Vasalampi et al. 2009). Our results were consistent with our hypothesis in that
young adults who appraised their goal progress and confidence toward their educational goal
to be high were ultimately successful in their transition to university. This finding fit in well
with previous research about the consequences of goal appraisals in life-stage transitions
(e.g. Nurmi et al. 2002; Salmela-Aro and Nurmi 1997a; Vasalampi et al. 2009). For example,
in a previous study concerning the transition from school to work, Nurmi et al. (2002) showed
that the higher young adults in school appraised the progress toward their work-related goal to
be, the more likely they were to find a job commensurate with their education just after
graduation or within 1 year thereafter. In contrast, those young adults who reported a low level
of progress toward their goals were likely to be unemployed after graduating from school.

Moreover, goal progress, which has been shown to increase the likelihood of goal
attainment, was predicted by autonomous goal setting and goal effort. Overall, these results
suggest, first, that autonomous motivation in the context of a challenging transition helps
individuals to focus their individual resources on the demands and challenges of a particular
transition (Freund and Baltes 2000; Nurmi et al. 2002; Salmela-Aro and Nurmi 1997a).
Second, autonomous motivation leads to increased effort and thereby facilitates goal attain-
ment (Sheldon and Elliot 1998, 1999; Vasalampi et al. 2009). Third, autonomous motiva-
tion, goal effort and goal progress together form a consecutive process that leads to success
in managing challenging life transitions. These results are in line with some previous studies.
For example, Haase et al. (2008) found that invested effort and volition regarding one's
career goals are beneficial, especially when goal attainment opportunities were constrained.
Such results provide further evidence for the theory (e.g. Haase et al. 2008; Locke and
Latham 2006; Turban et al. 2007) that inner resources also have a great influence on goal
attainment, particularly in situations in which the differences in effort would be related to
important outcomes.

It is important to note that even when we controlled for prior academic achievement, goal
progress and confidence predicted passing the university entrance examination. However,
academic achievement itself was also an important predictor of successfully passing the
entrance examination. These results suggest that both academic achievement and motivation
are important yet independent predictors of success when dealing with a challenging academic
transition.

Limitations

The present study is also subject to some limitations that should be taken into account before
generalising the results. First, autonomous motivation, goal effort and goal progress were
measured simultaneously and at only one point in time. Consequently, cross-lagged longi-
tudinal research is needed before generalising the results of the present study. Second, only
women were studied. Although previous studies have not shown any gender differences in
respect to this particular motivational model (Sheldon and Elliot 1999; Vasalampi et al.
2009), the homogeneity of the sample may have had an effect on the results nonetheless.
Third, although this study investigated a specific motivational model in regard to young
adults' success in handling challenging transitions, one should keep in mind that this was
limited to the context of the transition to university, which is only one of several important
transitions in early adulthood (Caspi 2002). The motivational model of our study should be
replicated in other contexts and in relation to other transitions with a more heterogeneous
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sample before generalising the results. Fourth, the scale for autonomous motivation emphasised
goal importance. Finally, the present study was limited to Finnish society. In Finland, the
transition to university is particularly difficult, and all of the universities have demanding
selection procedures.

Conclusion

The present study extends the prior understanding of autonomous motivation and personal
goals (e.g. Koestner et al. 2008; Sheldon and Elliot 1998, 1999; Sheldon and Houser-Marko
2001; Vasalampi et al. 2009) by showing empirically that, in the context of challenging life
transitions, the motivational process—consisting of autonomous motivation, goal effort and
goal progress—plays an important role in dealing with demanding educational transitions,
that is, autonomous motivation for an educational goal increased goal effort, which in turn
facilitated goal progress and ultimately led to success in the challenging educational
transition to university.
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ten faktorointitulosten vastaavuudesta. - On the
congruence and coincidence between stimulus
analytical and response analytical factor
results. 223 p. Summary 14 p. 1967.

TENKKU, Jussl, Are single moral rules absolute in
Kant’s ethics? 31 p. 1967.

RuorriLa, Isto, Nuorten ja varttuneiden opiskeli-
joiden véliset asenne-erot erdissd ylioppilas-
pohjaisissa oppilaitoksissa. - Attitude
differences between young and advanced
university and college students. 182 p.
Summary 14 p. 1967.

KaRrvoNEN, JuHaNi, The structure, arousal and
change of the attitudes of teacher education
students. 118 p. 1967.

ELONEN, ANNA S., Performance scale patterns in
various diagnostic groups. 53 p. 1968.
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Tuomora, UuNo, Kansakouluntarkastajaan
kohdistuvista rooliodotuksista. - On role-
expectations applied to school inspectors. 173
p- Summary 8 p. 1968.

PItkANEN, LEA, A descriptive model of
aggression and nonaggression with
applications to childrens behaviour. 208 p.
1969.

KoskiaHo, Brutta, Level of living and
industrialisation. 102 p. 1970.

KuusINEN, JorMA, The meaning of another
person’s personality. 28 p. 1970.

ViLjaNeN, Erkkl, Pohjakoulutustaso ja kansa-
koulunopettajan kehitysympéristojen muo-
dostuminen. - The level of basic education in
relation to the formation of the development
milieus of primary school teachers. 280 s.
Summary 13 p. 1970.

Hacrors, Cart, The galvanic skin response
and its application to the group registration of
psychophysiological processes. 128 p. 1970.
KARVONEN, JuHANI, The enrichment of
vocabulary and the basic skills of verbal
communication. 47 p. 1971.

SEPPO, SIMO, Abiturienttien asenteet uskonnon-
opetukseen. - The attitudes of students toward
religious education in secondary school. 137
p- Summary 5 p. 1971.

Renko Manu, Opettajan tehokkuus oppilaiden
koulusaavutusten ja persoonallisuuden
kehittdmisessa. - Teacher’s effectiveness in
improving pupils’ school achievements and
developing their personality. 144 p. Summary
4 p. 1971

VaHeRrvA, Tapio, Koulutustulokset peruskoulun
ala-asteella yhteisomuuttujien selittimina. -
Educational outcomes at the lower level of the
comprehensive school in the light of ecological
variables. 158 p. Summary 3 p. 1974.
OLKINUORA, ErRkk1, Norm socialization. The
formation of personal norms. 186 p.
Tiivistelma 4 p. 1974.

LukaNEN, PIRkko, Increasing creativity through
art education among pre-school children. 44 p.
Tiivistelma 4 p. 1975.

ELONEN, ANNAS., & GUYER, MELVIN, Comparison
of qualitative characteristics of human figure
drawings of Finnish children in various
diagnostic categories. 46 p. Tiivistelma 3 p.
1975.

KAARIAINEN, RistO, Physical, intellectual, and
personal characteristics of Down’s syndrome.
114 p. Tiivistelmé 4 p. 1975.

MAATTA, PAULA, Images of a young drug user.
112 p. Tiivistelma 11 p. 1976.

ALANEN, PenTTI, Tieto ja demokratia. - Episte-
mology and democracy. 140 p. Summary 4 p.
1976.

NurroNeN, Rirta, Vahvistajaroolit aikuisten ja
lapsen vuorovaikutuksessa. - The experi-
mental roles of reinforcing agent in adult-child
interaction. 209 p. Summary 11 p. 1977.
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TEKARI, VEIKKO, Vigilanssi-ilmion mittaamises-
ta ja selitysmahdollisuuksista. - On mea-
suring and explanation of vigilance. 163 p.
Summary 2 p. 1977.

VOLANEN, Risto, On conditions of decision
making. A study of the conceptual found-
ations of administration. - Pa4toksenteon
edellytyksista. Tutkimus hallinnon késitteel-
lisistd perusteista. 171 p. Tiivistelma 7 p. 1977.
LyyTINEN, PauLa, The acquisition of Finnish
morphology in early childhood. - Suomen
kielen morfologisten saéannonmukaisuuksien
omaksuminen varhaislapsuudessa. 143 p.
Tiivistelmd 6 p. 1978.

HaxkaMAKk1, SiMo, Maaseudulle muutto muutto-
lilkkeen osana. - Migration on rural areas as
one element of migration as a whole. 175 p.
Summary 5 p. 1978.

MOBERG, SAKARI, Leimautuminen erityispedago-
giikassa. Nimikkeisiin apukoululainen ja
tarkkailuluokkalainen liitty vt kasitykset ja
niiden vaikutus hypoteettista oppilasta koske-
viin havaintoihin. - Labelling in special
education. 177 p. Summary 10 p. 1979.
AHVENAINEN, Ossl, Lukemis- ja kirjoittamis-
hiiricinen erityisopetuksessa. - The child
with reading and writing disabilities in
special education. 246 p. Summary 14 p. 1980.
HurmE, HELENA, Life changes during child-
hood. - Lasten elamanmuutokset. 229 p.
Tiivistelma 3 p. 1981.

TUTKIMUS YHTEISKUNTAPOLITIKAN VITOITTAJANA.
Professori Leo Paukkuselle omistettu juhlakir-
ja. 175 p. 1981.

HirsjArv1, SIRKKA, Aspects of consciousness in
child rearing. - Tietoisuuden ongelma koti-
kasvatuksessa. 259 p. 1981.

LasoNEN, Kary, Siirtolaisoppilas Ruotsin
kouluyhteisossd. Sosiometrinen tutkimus. - A
sosio-metric study of immigrant pupils in the
Swedish comprehensive school. 269 p.
Summary 7 p. 1981.

AJATUKSEN JA TOIMINNAN TIET. Matti Juntusen
muistokirja. 274 p. 1982.

MAKINEN, Ramvmo, Teachers” work, wellbeing,
and health. - Opettajan ty6, hyvinvointi ja
terveys. 232 p. Tiivistelma 2 p. 1982.
KANKAINEN, MIKKO, Suomalaisen peruskoulun
eriyttamisratkaisun yhteiskunnallisen taustan
ja siirtymévaiheen toteutuksen arviointi. 257
p- Summary 11 p. 1982.

WaLLs, GEORG, Health care and social welfare
in, cooperation. 99 p. Tiivistelma 9 p. 1982.
Korvukari, Mirjami, Rote learning compreh-
ension and participation by the learnes in
Zairian classrooms. - Mekaaninen oppimi-
nen, ymmartdminen ja oppilaiden osallistumi-
nen opetukseen zairelaisissa koululuokissa.
286 p. Tiivistelma 11p. 1982.

KoroNen, Ritva, Anitem analysis of tests in
mathematics applying logistic test models. -
Matematiikan kokeiden osioanalyysi logistisia
testimalleja kdyttden. 187 p. Tiivistelma 2 p.
1983.
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PexoNEN, Kyosrr, Byrokratia politiikan nako-
kulmasta. Politiikan ja byrokratian keskinai-
nen yhteys valtio- ja yhteiskuntaprosessin
kehityksen valossa. - Bureaucracy from the
viewpoint of politics. 253 p. 1983.

LyytiNen, Heikki, Psychophysiology of anti-
cipation and arousal. - Antisipaation ja viria-
misen psykofysiologia. 190 p. Tiivistelmé& 4 p.
1984.

KorkiAKANGAS, MIkko, Lastenneuvolan tervey-
denhoitajan arvioinnit viisivuotiaiden lasten
psyykkisesta kehityksesta. - The
psychological assessment of five-year-old
children by public health centres. 227 p.
Summary 14 p. 1984.

HUMAN ACTION AND PERSONALITY. Essays in
honour of Martti Takala. 272 p. 1984.
MATILAINEN, Jouko, Maanpuolustus ja edus-
kunta. Eduskuntaryhmien kannanotot ja
koheesio maanpuolustuskysymyksissa
Paasikiven-Kekkosen kaudella 1945-1978. -
Defence and Parliament. 264 p. Summary 7 p.
1984.

PUOLUE, VALTIO JA EDUSTUKSELLINEN DEMOKRATIA.
Pekka Nyholmille omistettu juhlakirja. - Party,
state and representational democracy. 145 p.
Summary 2 p. 1986.

SHSIAINEN, MARTTI, Intressit, yhdistyslaitos ja
poliittisen jdrjestelmén vakaisuus. - Interests,
voluntary assiociations and the stability of the
political system. 367 p. Summary 6 p. 1986.
MATTLAR, CARL-ERIK, Finnish Rorschach
responses in cross-cultural context: A norma-
tive study. 166 p. Tiivistelma 2 p. 1986.

Axst0, SEjA, Neuropsychological aspects of
simultaneous and successive cognitive pro-
cesses. - Rinnakkaisen ja perdkkéisen infor-
maation prosessoinnin neuropsykologiasta.
205 p. Tiivistelma 10 p. 1987.

LinpH, Ravo, Suggestiiviset mielikuvamallit
kayttaytymisen muokkaajina tarkkailuluokka-
laisilla. - Suggestive covert modeling as a
method with disturbed pupils. 194 p.
Summary 8 p. 1987.

KorHoNEN, Tarani, Behavioral and neural
short-lateney and long-latency conditioned
responses in the cat. - Vilittomét ja viivéstetyt
hermostol-liset ja kdyttaytymisvasteet klassi-
sen ehdollista-misen aikana kissalla. 198 p.
Tiivistelma 4 p. 1987.

PAaHKINEN, TuuLa, Psykoterapian vaikutus
mindkasitykseen. Psykoterapian
kdynnistiman muutosprosessin vaikutus
korkeakouluopiskelijjoiden minékésitykseen. -
Change in self-concept as a result of psycho-
therapy. 172 p. Summary 6 p. 1987.

Kancas, ANiTa, Keski-Suomen kulttuuri-
toimintakokeilu tutkimuksena ja politiikkana.
- The action research on cultural- activities in
the Province of Central Finland. 301 p.
Summary 8 p. 1988.

Hurme, HELENA, Child, mother and
grandmother. Interegenerational interaction in
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Finnish families. 187 p. 1988.
Rasku-PutToNeN, HELENA, Communication
between parents and children in experimental
situations. - Vanhempien ja lasten kommuni-
kointi strukturoiduissa tilanteissa. 71 p.
Tiivistelma 5 p. 1988.

ToskaLa, ANTERO, Kahvikuppineurootikkojen
ja paniikkiagorafoobikkojen mindkuvat
mindsysteemin rakenteina ja kognitiivisen
oppimis-terapian perustana. - The self-images
of coffee cup neurotics and panic
agoraphobics as structures of a selfsystem and
a basis for learning therapy. 261 p. Summary 6
p. 1988.

HAKKARAINEN, Liisa, Kuurojen yldasteen oppi-
laiden kirjoitetun kielen hallinta. - Mastery of
written language by deaf pupils at the upper
level of Comprehensive school. 281 p.
Summary 11 p. 1988.

NATT, Jouko, Tyomarkkinoiden
lohkoutuminen. Segmentaatioteoriat, Suomen
tyomarkkinatja yritysten tyovoimastrategiat. -
Segmentation theories, Finnish labour markets
and the use of labour in retail trade. 189 p.
Summary 10 p. 1989.

AaLTOLA, JUHANI, Merkitys opettamisen ja
oppimisen nikokulmasta Wittgensteinin
myohiéisfilo-sofian ja pragmatismin valossa. -
Meaning from the point of view of teaching
and learning in the light of Wittgenstein’s
later philosophy and pragmatism. 249 p.
Summary 6 p. 1989.

KINNUNEN, ULLa, Teacher stress over a school
year. - Opettajan tyostressi lukuvuoden
aikana. 61 p. Tiivistelméa 3 p. 1989.

BreuER, HELMUT & RuoHo, Kari (Hrsg.),
Padagogisch-psychologische Prophylaxe bei
4-8 jahrigen Kindern. - Pedagogis-psykologi-
nen ennaltaehkiisy neljasta kahdeksaan
vuoden idssd. 185 S. Tiivistelma 1 S. 1989.
LumMELAHTI, LEENA, Kuusivuotiaiden sopeutu-
minen paivakotiin. Yksilollistetty mallioppi-
mis-ohjelma padivikotiin heikosti sopeutuvien
kuusivuotiaiden ohjauksessa sekd vanhempi-
en kasvatuskadytannon yhtey-det lapsen
sopeutumiseen ja minékasitykseen. - The
adjustment of six-year-old children to day-
care-centres. 224 p. Summary 9 p. 1990.
Sarovita, Tivo, Adaptive behaviour of
institutionalized mentally retarded persons. -
Laitoksessa asuvien kehitysvammaisten
adaptiivinen kédyttdytyminen. 167 p.
Tiivistelmd 4 p. 1990.

ParonNeN, Kart et SuBra, LEeNa (Eds.), Jean-Paul
Sartre - un philosophe du politique. - Jean-
Paul Sartre - poliittisuuden filosofi. 107 p.
Tiivistelma 2 p. 1990.

SiNvuo, JuHaN, Kuormitus ja voimavarat
upseerin uralla. - Work load and resources in
the career of officers. 373 p. Summary 4 p. 1990.
Porkxi, Pirjo, Self-concept and social skills of
school beginners. Summary and discussion. -
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Koulutulokkaiden mindkésitys ja sosiaaliset
taidot. 100 p. Tiivistelma 6 p. 1990.

HUTTUNEN, Jouko, Isdn merkitys pojan sosiaali-
selle sukupuolelle. - Father’s impact on son’s
gender role identity. 246 p. Summary 9 p.1990.
AHONEN, Tivo, Lasten motoriset koordinaatio-
héirist. Kehitysneuropsykologinen seuranta-
tutkimus. - Developmental coordination
disorders in children. A developmental neuro-
psychological follow-up study. 188 p.
Summary 9 p. 1990.

Murto, Kari, Towards the well functioning
community. The development of Anton
Makarenko and Maxwell Jones” communities.
- Kohti toimivaa yhteiséd. Anton Makarenkon
ja Maxwell Jonesin yhteistjen kehitys. 270 p.
Tiivistelma 5 p. Cp2°<, 5 c. 1991.

SEIKKULA, JAAKKO, Perheen ja sairaalan raja-
systeemi potilaan sosiaalisessa verkostossa. -
The family-hospital boundary system in the
social network. 285 p. Summary 6 p. 1991.
ALANEN, ILKKA, Miten teoretisoida maa-talou-
den pientuotantoa. - On the conceptualization
of petty production in agriculture. 360 p.
Summary 9 p. 1991.

NiemELA, EINo, Harjaantumisoppilas perus-
koulun liikuntakasvatuksessa. - The trainable
mentally retarded pupil in comprehensive
school physical education. 210 p. Summary

7 p. 1991.

KariLa, IrMa, Lapsivuodeajan psyykkisten
vaikeuksien ennakointi. Kognitiivinen malli. -
Prediction of mental distress during puer-
perium. A cognitive model. 248 p. Summary

8 p. 1991.

HaarasaLo, JaaNa, Psychopathy as a
descriptive construct of personality among
offenders. - Psykopatia rikoksentekijoiden
persoonallisuutta kuvaavana konstruktiona.
73 p. Tiivistelmd 3 p. 1992.

ARNKIL, ERIK, Sosiaalityon rajasysteemit ja
kehitysvyohyke. - The systems of boundary
and the developmental zone of social work. 65
p- Summary 4 p. 1992.

Nikk1, Mara-Lisa, Suomalaisen koulutusjarjes-
telman kielikoulutus ja sen relevanssi. Osa II. -
Foreign language education in the Finnish
educational system and its relevance. Part 2.
204 p. Summary 5 p. 1992.

Nikk1, Mapga-Lusa, The implementation of the
Finnish national plan for foreign language
teaching. - Valtakunnallisen kielenopetuksen
yleissuunnitelman toimeenpano. 52 p.
Yhteenveto 2 p. 1992.

VaskiLamrl, TuuLa, Vaihtoehtoinen terveyden-
huolto hyvinvointivaltion terveysmarkki-
noilla. - Alternative medicine on the health
market of welfare state. 120 p. Summary 8 p.
1992.

Laakso, Kirsti, Kouluvaikeuksien ennustami-
nen. Kéyttdytymishairiot ja kielelliset vaikeu-
det peruskoulun alku- ja padttovaiheessa. -
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Prediction of difficulties in school. 145 p.
Summary 4 p. 1992.

SUUTARINEN, SAKARI, Herbartilainen pedagogi-
nen uudistus Suomen kansakoulussa vuosisa-
dan alussa (1900-1935). - Die Herbart’sche
péddagogische Reform in den finnischen
Volksschulen zu Beginn dieses Jahrhunderts
(1900-1935). 273 p. Zusammenfassung 5 S. 1992.
ArrroLa, Tario, Uuden opiskelijatyypin synty.
Opiskelijoiden eldménvaiheet ja tieteenala-
spesifien habitusten muovautuminen 1980-
luvun yliopistossa. - Origins of the new student
type. 162 p. Summary 4 p.1992

KorHoNeN, Pexka, The origin of the idea of the
Pacific free trade area. - Tyynenmeren vapaa-
kauppa-alueen idean muotoutuminen. -
Taiheiyoo jiyuu booeki chi-iki koosoo no seisei.
220 p. Yhteenveto 3 p. Yooyaku 2 p. 1992.
KERANEN, JYRKI, Avohoitoon ja sairaalahoitoon
valikoituminen perhekeskeisessa psykiatrises-
sa hoitojarjestelméassa. - The choice between
outpatient and inpatient treatment in a family
centred psychiatric treatment system. 194 p.
Summary 6 p. 1992.

WAHLSTROM, JARL, Merkitysten muodostuminen
jamuuttuminen perheterapeuttisessa keskus-
telussa. Diskurssianalyyttinen tutkimus. -
Semantic change in family therapy. 195 p.
Summary 5 p. 1992.

RaneeM, KoLawoLE, Problems of social security
and development in a developing country. A
study of the indigenous systems and the
colonial influence on the conventional
schemes in Nigeria. - Sosiaaliturvan ja kehi-
tyksen ongelmia kehitysmaassa. 272 p.
Yhteenveto 3 p. 1993.

LaINE, Tivo, Aistisuus, kehollisuus ja dialo-
gisuus. Ludwig Feuerbachin filosofian lahto-
kohtia ja niiden kehitysndkymia 1900-luvun
antropologisesti suuntautuneessa fenomeno-
logiassa. - Sensuousnes, bodiliness and
dialogue. Basic principles in Ludwig Feuer-
bach'’s philosophy and their development in
the anthropologically oriented phenom-
enology of the 1900’s. 151 p. Zusammen-
fassung 5 S. 1993.

PENTTONEN, MARKKU, Classically conditioned
lateralized head movements and bilaterally
recorded cingulate cortex responses in cats. -
Klassisesti ehdollistetut sivuttaiset paanliik-
keetja molemminpuoliset aivojen pihtipoimun
vasteet kissalla. 74 p. Yhteenveto 3 p. 1993.
Koro, Jukka, Aikuinen oman oppimisensa
ohjaajana. Itseohjautuvuus, sen kehittyminen
ja yhteys opetustuloksiin kasvatustieteen
avoimen korkeakouluopetuksen monimuoto-
kokeilussa. - Adults as managers of their own
learning. Self-directiveness, its development
and connection with the gognitive learning
results of an experiment on distance education
for the teaching of educational science. 238 p.
Summary 7 p. 1993.

LAIHIALA-KANKAINEN, SIRKKA, Formaalinen ja
funktionaalinen traditio kieltenopetuksessa.
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Kieltenopetuksen oppihistoriallinen tausta
antiikista valistukseen. - Formal and
functional traditions in language teaching.
The theory -historical background of language
teaching from the classical period to the age of
reason. 288 p. Summary 6 p. 1993.

MAKINEN, TERTTU, Yksilon varhaiskehitys
koulunkédynnin perustana. - Early
development as a foundation for school
achievement. 273 p. Summary 16 p. 1993.
KotkAvIRTA, Juss, Practical philosophy and
modernity. A study on the formation of
Hegel’s thought. - Kdytannéllinen filosofia ja
modernisuus. Tutkielma Hegelin ajattelun
muotoutumisesta. 238 p. Zusammenfassung
3S. Yhteenveto 3 p. 1993.

E1sENHARDT, PETER L., PALONEN, KARI, SUBRA,
LEENA, ZIMMERMANN RAINER E.(Eds.), Modern
concepts of existentialism. Essays on Sartrean
problems in philosophy, political theory and
aesthetics. 168 p. Tiivistelma 2 p. 1993.
KERANEN, MARJA, Modern political science and
gender. A debate between the deaf and the
mute. - Moderni valtio-oppi ja nainen.
Mykkien ja kuurojen valinen keskustelu.

252 p. Tiivistelma 4 p. 1993.

MaTIKAINEN, TuULA, Ty6taitojenkehittyminen
erityisammattikouluvaiheen aikana. -
Development of working skills in special
vocational school. 205 p. Summary 4 p. 1994.
PHLAJARINNE, MARJA-LEENA, Nuoren sairastumi-
nen skitsofreeniseen hiirioon. Perheterapeut-
tinen tarkastelutapa. - The onset of
schizophrenic disorder at young age. Family
therapeutic study. 174 p. Summary 5 p. 1994.
KuusINeN, Kirsti-Lisa, Psyykkinen itseséétely
itsehoidon perustana. Itsehoito I-tyypin
diabetesta sairastavilla aikuisilla. - Self-care
based on self-regulation. Self-care in adult
type I diabetics. 260 p. Summary 17 p. 1994.
MENGISTU, LEGESSE GEBRESELLASSIE,
Psychological classification of students with
and without handicaps. A tests of Holland’s
theory in Ethiopia. 209 p. 1994.

LESKINEN, MARKKU (ED.), Family in focus. New
perspectives on early childhood special
education. 158 p. 1994.

LESKINEN, MARKKU, Parents’” causal attributions
and adjustment to their child’s disability. -
Vanhempien syytulkinnat ja sopeutuminen
lapsensa vammaisuuteen. 104 p. Tiivistelméa
1p.1994.

MartHies, AiLa-LEENA, Epévirallisen sektorin ja
hyvinvointivaltion suhteiden modernisoitu-
minen. - The informal sector and the welfare
state. Contemporary relationships. 63 p.
Summary 12 p. 1994.

ArrtoLa, HELENA, Tutkimustyon ohjaus ja
ohjaussuhteet tieteellisess jatkokoulutuk-
sessa. - Mentoring in postgraduate education.
285 p. Summary 5 p. 1995.

LiNDEN, MIRjA, Muuttuva syovan kuva ja
kokeminen. Potilaiden ja ammattilaisten tul-
kintoja. - The changing image and experience
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of cancer. Accounts given by patients and
professionals. 234 p. Summary 5 p. 1995.
VALIMAA, Jussl, Higher education cultural
approach. - Korkeakoulututkimuksen
kulttuurindkokulma. 94 p. Yhteenveto 5 p.
1995.

Karrio, Katevy, Yhteisollisyys kasvatuksessa.
yhteistkasvatuksen teoreettinen analyysija
kéaytantoon soveltaminen. - The community as
an educator. Theoretical analysis and practice
of community education. 250 p. Summary 3 p.
1995.

HANNIKAINEN, MARITTA, Nukesta vauvaksi ja
lapsesta ladkariksi. Roolileikkiin siirtymisen
tarkastelua piagetilaisesta ja kulttuurihistori-
allisen toiminnan teorian ndkokulmasta. 73 p.
Summary 6 p.1995.

IkoNEN, Ova. Adaptiivinen opetus. Oppimis-
tutkimus harjaantumiskoulun opetussuunni-
telma- ja seurantajérjestelman kehittamisen
tukena. - The adaptive teaching. 90 p.
Summary 5 p. 1995.

Suutama, TiMo, Coping with life events in old
age. - Elam&dn muutos- ja ongelmatilanteiden
kasittely idkkailld ihmisilla. 110 p. Yhteenveto
3 p. 1995.

DerseH, TiBEBU BOGALE, Meanings Attached to
Disability, Attitudes towards Disabled People,
and Attitudes towards Integration. 150 p.
1995.

SAHLBERG, Pasl, Kuka auttaisi opettajaa. Post-
moderni ngkokulma opetuksen muu-tokseen
yhden kehittamisprojektin valossa. - Who
would help a teacher. A post-modern
perspective on change in teaching in light of

a school improvement project. 255 p. Summary
4 p. 199.

UniNk1, ArLo, Distress of unemployed job-
seekers described by the Zulliger Test using
the Comprehensive System. - Tyottdmien
tyontekijoiden ahdinko kuvattuna Compre-
hensive Systemin mukaisesti kaytetyilla
Zulligerin testilld. 61 p. Yhteenveto 3p. 1996.
ANTIKAINEN, Risto, Clinical course, outcome
and follow-up of inpatients with borderline
level disorders. - Rajatilapotilaiden osasto-
hoidon tuloksellisuus kolmen vuoden
seurantatutkimuksessa Kys:n psykiatrian
klinikassa. 102 p. Yhteenveto 4 p. 1996.
RuusuvirTa, Tivo, Brain responses to pitch
changes in an acoustic environment in cats
and rabbits. - Aivovasteet kuulodarsykemuu-
toksiin kissoilla ja kaneilla. 45 p. Yhteenveto 2
p. 1996.

Visti, ANNALISA, Tyoyhteison ja tyon tuotta-
vuuden kehitys organisaation transformaa-
tiossa. - Dovelopment of the work communi-ty
and changes in the productivity of work
during an organizational transformation
process. 201 p. Summary 12 p. 1996.

SALLINEN, MIKAEL, Event-ralated brain
potentials to changes in the acustic environ-
ment buring sleep and sleepiness. - Aivojen
herétevasteet muutoksiin kuulodrsykesar-
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jassa unen ja uneliaisuuden aikana. 104 p.
Yhteenveto 3 p. 1997.

LammvinMAKl, Tuna, Efficasy of a multi-faceted
treatment for children with learning
difficulties. - Oppimisvaikeuksien neuro-
kognitiivisen ryhmékuntoutuksen tuloksel-
lisuus ja sithen vaikuttavia tekij6itd. 56 p.
Yhteenveto 2 p. 1997.

LUTTINEN, JAANA, Fragmentoituva kulttuuripoli-
tiikka. Paikallisen kulttuuripolitiikan tulkinta-
kehykset Yld-Savossa. - Fragmenting-cultural
policy. The interpretative frames of local
cultural politics in Yl4-Savo. 178 p. Summary
9 p.1997.

MARTTUNEN, MIIKa, Studying argumentation in
higher education by electronic mail. -
Argumentointia yliopisto-opinnoissa sahko-
postilla. 60 p. (164 p.) Yhteenveto 3 p. 1997.
JaakkoLa, HANNA, Kielitieto kielitaitoon pyritta-
essd. Vieraiden kielten opettajien kasityksia
kieliopin oppimisesta ja opetta-misesta. -
Language knowledge and language ability.
Teachers” conceptions of the role of grammar
in foreign language learning and teaching.
227 p. Summary 7 p. 1997.

SuBRA, LEENA, A portrait of the political agent
in Jean-Paul Sartre. Views on playing, acting,
temporality and subjectivity. - Poliittisen
toimijan muotokuva Jean-Paul Sartrella.
Nékymid pelaamiseen, toimintaan,
ajallisuuteen ja subjektiivisuuteen. 248 p.
Yhteenveto 2 p. 1997.

Haarakancas, Kauko, Hoitokokouksen dénet.
Dialoginen analyysi perhekeskeisen psykiatri-
sen hoitoprosessin hoitokokous-keskusteluis-
ta tyéryhman toiminnan ndakokulmasta. - The
voices in treatment meeting. A dialogical
analysis of the treatment meeting
conversations in family-centred psychiatric
treatment process in regard to the team
activity. 136 p. Summary 8 p. 1997.
MatiNHEIKKI-KOkKO, Kalja, Challenges of
working in a cross-cultural environment.
Principles and practice of refugee settlement in
Finland. - Kulttuurienvélisen tyon haasteet.
Periaatteet ja kdytanté maahanmuuttajien
hyvinvoinnin turvaamiseksi Suomessa. 130 p.
Yhteenveto 3 p. 1997.

Krviniewmr, Kari, Opettajuuden oppimisesta
harjoittelun harhautuksiin. Aikuisopiskeli-
joiden kokemuksia opetusharjoittelusta ja sen
ohjauksesta luokanopettajakoulutuksessa. -
From the learning of teacherhood to the
fabrications of practice. Adult students” ex-
periences of teaching practice and its super-
vision in class teacher education. 267 p.
Summary 8 p. 1997.

KantoLa, Jouko, Cygnaeuksen jaljilld késityon-
opetuksesta teknologiseen kasvatukseen. - In
the footsteps of Cygnaeus. From handicraft
teaching to technological education. 211 p.
Summary 7 p. 1997.

KAARTINEN, Jukka, Nocturnal body movements
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and sleep quality. - Yolliset kehon liikkeet ja
unen laatu. 85 p. Yhteenveto 3 p. 1997.
MusToNEN, ANU, Media violence and its
audience. - Mediavékivalta ja sen yleiso. 44 p.
(131 p.). Yhteenveto 2 p. 1997.

PERTTULA, JuHA, The experienced life-fabrics of
young men. - Nuorten miesten koettu
elamankudelma. 218 p. Yhteenveto 3 p. 1998.
TikkaNEN, TARJA, Learning and education of

older workers. Lifelong learning at the margin.

- Ikdantyvan tyovaeston oppiminen ja koulu-
tus. Elinikédisen oppimisen marginaalissa.

83 p. (154 p.). Yhteenveto 6 p. 1998.

LEINONEN, MARKKU, Johannes Gezelius van-
hempi luonnonmukaisen pedagogiikan
soveltajana. Comeniuslainen tulkinta. -
Johannes Gezelius the elder as implementer of

natural padagogy. A Comenian interpretation.

237 p. Summary 7 p. 1998.

KatLio, EEva, Training of students’ scientific
reasoning skills. - Korkeakouluopiskelijoiden
tieteellisen ajattelun kehittdiminen. 90 p.
Yhteenveto 1 p. 1998.

NiemI-VAKEVAINEN, LEENA, Koulutusjaksot ja
elaménpolitiikka. Kouluttautuminen yksilol-
listymisen ja yhteisollisyyden risteysasemana.
- Sequences of vocational education as life
politics. Perspectives of invidualization and
communality. 210 p. Summary 6 p. 1998.
Parikka, MatT1, Teknologiakompetenssi.
Teknologiakasvatuksen uudistamishaasteita
peruskoulussa ja lukiossa. - Technological
competence. Challenges of reforming techno-
logy education in the Finnish comprehensive
and upper secondary school. 207 p. Summary
13 p. 1998.

TA OPETTAJAN APUNA - EDUCATIONAL TA FOR
TEACHER. Professori Pirkko Liikaselle omistettu
juhlakirja. 207 p. Tiivistelma - Abstract 14 p.
1998.

YLONEN, HiLkka, Taikahattu ja hopeakengit -
sadun maailmaa. Lapsi pédivakodissa sadun
kuulijana, nékijana ja kokijana. - The world of
the colden cap and silver shoes. How kinder
garten children listen to, view, and experience
fairy tales. 189 p. Summary 8 p. 1998.
MorLANEN, PEnTTl, Opettajan toiminnan perus-
teiden tulkinta ja tulkinnan totuudellisuuden
arviointi. - Interpreting reasons for teachers’
action and the verifying the interpretations.
226 p. Summary 3p. 1998.

Vaurio, LEENA, Lexical inferencing in reading
in english on the secondary level. - Sana-
pédttely englanninkielisté tekstiad luettaessa
lukioasteella. 147 p. Yhteenveto 3 p. 1998.
ETELAPELTO, ANNELI, The development of
expertise in information systems design. -
Asiantuntijuuden kehittyminen tietojarjestel-
mien suunnittelussa. 132 p. (221p.).
Yhteenveto 12 p. 1998.

PIRHONEN, ANTTI, Redundancy as a criterion for
multimodal user-interfaces. - Kasitteistd luo
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ndkokulman kayttoliittym&analyysiin. 141 p.
Yhteenveto 3 p. 1998.

RONKA, ANNA, The accumulation of problems of
social functioning: outer, inner, and
behavioral strands. - Sosiaalinen selviytymi-
nen lapsuudesta aikuisuuteen: ongelmien
kasautumisen kolme viylda. 44 p. (129 p.)
Yhteenveto 3 p. 1999.

NAUKKARINEN, Amvo, Tasapainoilua kurinalai-
suuden ja tarkoituksenmukaisuuden vililla.
Oppilaiden ei-toivottuun kiyttaytymiseen
liittyvan ongelmanratkaisun kehittiminen
yhden peruskoulun yldasteen tarkastelun
pohjalta. - Balancing rigor and relevance.
Developing problem-solving associated with
students’ challenging behavior in the light of a
study of an upper comprehensive school.

296 p. Summary 5 p. 1999.

HorMma, JuHa, The search for a narrative.
Investigating acute psychosis and the need-
adapted treatment model from the narrative
viewpoint. - Narratiivinen ldhestymistapa
akuuttiin psykoosiin ja tarpeenmukaisen
hoidon malliin. 52 p. (105 p.) Yhteenveto 3 p. 1999.
LEepPANEN, Paavo H.T., Brain responses to
changes in tone and speech stimuli in infants
with and without a risk for familial dyslexia. -
Aivovasteet ddni- ja puhedrsykkeiden muu-
toksiin vauvoilla, joilla on riski suvussa esiin-
tyvédn dysleksiaan ja vauvoilla ilman tatd
riskid. 100 p. (197 p.) Yhteenveto 4 p. 1999.
SuoMALA, JYRKI, Students” problem solving

in the LEGO/Logo learning environment. -
Oppilaiden ongelmanratkaisu LEGO/Logo
oppimisymparistossa. 146 p. Yhteenveto 3 p.
1999.

HutTuNeN, Rauno, Opettamisen filosofia ja
kritiikki. - Philosophy, teaching, and critique.
Towards a critical theory of the philosophy of
education. 201 p. Summary 3p. 1999.
Karexivy, LEeNa, Ehka en kokeilisikaan, jos ...
Tutkimus ylivieskalaisten nuorten tupakoin-
nista ja paihteidenkéytosta ja niihin liittyvasta
terveyskasvatuksesta vuosina 1989-1998. -
Maybe I wouldn’t even experimentif .... A
study on youth smoking and use of intoxi-
cants in Ylivieska and related health educat-
ion in 1989-1998. 256 p. Summary 4 p. 1999.
Laakso, MARJA-LEENA, Prelinguistic skills and
early interactional context as predictors of
children’s language development. - Esi-
kielellinen kommunikaatio ja sen vuorovaiku-
tuksellinen konteksti lapsen kielen kehityksen
ennustajana. 127 p. Yhteenveto 2 p. 1999.
MAauNo, SAjA, Job insecurity as a psycho-social
job stressor in the context of the work-family
interface. - Tyon epavarmuus tyon psyko-
sosiaalisena stressitekijana tyon ja perheen
vuorovaikutuksen kontekstissa. 59 p. (147 p.)
Yhteenveto 3 p. 1999.

MAEeNsivu Kirstl, Opettaja méérittelijang,
oppilas maariteltdvana. Sanallisen oppilaan
arvioinnin sisallon analyysi. - The teacher as
a determiner - the pupil to be determined -
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content analysis of the written school reports.
215 p. Summary 5 p. 1999.

FELDT, TARU, Sense of coherence. Structure,
stability and health promoting role in working
life. - Koherenssin rakenne, pysyvyys ja
terveyttd edistdva merkitys tyoelaméssa. 60 p.
(150 p.) Yhteenveto 5 p. 2000.

MAnTY, TARjA, Ammatillisista erityisoppilaitok-
sista eldmédn. - Life after vocational special
education. 235 p. Summary 3 p. 2000.

SARrJA, ANNELL Dialogioppiminen pienryhmas-
sé. Opettajaksi opiskelevien harjoitteluproses-
si terveydenhuollon opettajankoulutuksessa. -
Dialogic learning in a small group. The
process of student teachers” teaching practice
during health care education. 165 p. Summary
7 p. 2000.

JARVINEN, ANITTA, Taitajat idnikuiset. - Kotkan
ammattilukiosta valmiuksia elamaan, tycela-
maéan ja jatko-opintoihin. - Age-old
craftmasters -Kotka vocational senior
secondary school - giving skills for life, work
and further studies. 224 p. Summary 2 p. 2000.
Kontio, MARja-Liisa, Laitoksessa asuvan
kehitysvammaisen vanhuksen haastava
kayttdytyminen ja hoitajan kdyttamia vaiku-
tuskeinoja. - Challenging behaviour of
institutionalized mentally retarded elderly
people and measures taken by nurses to
control it. 175 p. Summary 3 p. 2000.
KILPELAINEN, ARrJA, Naiset paikkaansa etsimés-
séd. Aikuiskoulutus naisen elamankulun
rakentajana. - Adult education as determinant
of woman'’s life-course. 155 p. Summary 6 p.
2000.

RuTesuo, ANNIKKI, A preterm child grows.
Focus on speech and language during the
first two years. - Keskonen kasvaa: puheen

ja kielen kehitys kahtena ensimmadisena elin-
vuotena. 119 p. Tiivistelmé 2 p. 2000.
TAURIAINEN, LEENA, Kohti yhteistd laatua. -
Henkilokunnan, vanhempien ja lasten laatu-
kasitykset paiviakodin integroidussa erityis-
ryhmdssa. - Towards common quality: staff’s,
parents” and children’s conseptions of quality
in an integration group at a daycare center.
256 p. Summary 6 p. 2000.

Raupaskoski, LEENA, Ammattikorkeakoulun
toimintaperustaa etsiméassa. Toimilupahake-
musten sisdllonanalyyttinen tarkastelu. - In
search for the founding principles of the
Finnishpolytechnic institutes. A content
analysis of the licence applications. 193 p.
Summary 4 p. 2000.

TAKKINEN, SANNA, Meaning in life and its
relation to functioning in old age. - Eliman
tarkoituksellisuus ja sen yhteydet toiminta-
kykyyn vanhuudessa. 51 p. (130 p.)
Yhteenveto 2 p. 2000.

LAuNONEN, LEgvl, Eettinen kasvatusajattelu
suomalaisen koulun pedagogisissa teksteissa
1860-luvulta 1990-luvulle. - Ethical thinking

PSYCHOLOGY AND SOCIAL RESEARCH

169

170

171

172

173

174

175

176

177

178

179

in Finnish school’s pedagogical texts from the
1860s to the 1990s. 366 p. Summary 3 p. 2000.
KuoreLaHTI, MATTI, Sopeutumattomien luokka-
muotoisen erityisopetuksen tuloksellisuus. -
The educational outcomes of special classes
for emotionally/ behaviorally disordered
children and youth.176 p. Summary 2p.
2000.

KurunmMmAKy, Jusst, Representation, nation and
time. The political rhetoric of the 1866
parliamentary reform in Sweden. - Edustus,
kansakunta ja aika. Poliittinen retoriikka
Ruotsin vuoden 1866 valtiopdivireformissa.
253 p. Tiivistelmé 4 p. 2000.

RasINEN, Akl, Developing technology
education. In search of curriculum elements
for Finnish general education schools. 158 p.
Yhteenveto 2 p. 2000.

SunDHOLM, LARs, Itseohjautuvuus organisaatio-
muutoksessa. - Self-determination in
organisational change. 180 p. Summary 15 p.
2000.

AHONNISKA-ASSA, JaaNA, Analyzing change in
repeated neuropsychological assessment. 68
p- (124 p.) Yhteenveto 2 p. 2000.

HoFrREN, Jarl, Demokraattinen eetos - rajoista
mahdollisuuksiin. - The democratic ethos.
From limits to possibilities? 217 p. Summary
2 p. 2000.

HexxiNen, Hannu L. T., Toimintatutkimus,
tarinatja opettajaksi tulemisen taito.
Narratiivisen identiteettitydn kehittiminen
opettajankoulutuksessa toimintatutkimuksen
avulla. - Action research, narratives and the
art of becoming a teacher. Developing
narrative identity work in teacher education
through action research. 237 p. Summary 4 p.
2001.

VUORENMAA, MARITTA, Ikkunoita arvioin- nin
tuolle puolen. Uusia avauksia suoma-
laiseen koulutusta koskevaan evaluaatio-
keskusteluun. - Views across assessment:
New openings into the evaluation

discussion on Finnish education. 266 p.
Summary 4 p. 2001.

LirmaNEN, Tario, The struggle over risk. The
spatial, temporal, and cultural dimensions of
protest against nuclear technology. - Kamp-
pailu riskistd. Ydinteknologian vastaisen
protestin tilalliset, ajalliset ja kulttuuriset
ulottuvuudet. 72 p. (153 p.) Yhteenveto 9 p.
2001.

AuNoLa, Kaisa, Children’s and adolescents”
achievement strategies, school adjustment,
and family environment. - Lasten ja nuorten
suoritusstrategiat koulu- ja perheympéristois-
sd. 51 p. (153 p.) Yhteenveto 2 p. 2001.
OksaNEN, ELINA , Arvioinnin kehittiminen
erityisopetuksessa. Diagnosoinnista oppimi-
sen ohjaukseen laadullisena tapaustutkimuk-
sena. - Developing assessment practices in
special education. From a static approach to
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dynamic approach applying qualitative case.
182 p. Summary 5 p. 2001.

VurraLa, Kaisu, “Kylld se tommosellaki lapsel-
la on kovempi urakka”. Siki6aikana alkoholil-
le altistuneiden huostaanotettujen lasten
elaméntilanne, riskiprosessit ja suojaavat
prosessit. - “It’s harder for that kind of child to
getalong”. The life situation of the children
exposed to alcohol in utero and taken care of
by society, their risk and protective processes.
316 p. Summary 4 p. 2001.

HanssoN, Leent, Networks matter. The role of
informal social networks in the period of socio-
economic reforms of the 1990s in Estonia. -
Verkostoilla on merkitysta: infor-maalisten
sosiaalisten verkostojenasema  Virossa
1990-luvun sosio-ekonomisten muutosten
aikana. 194 p. Yhteenveto 3 p. 2001.

Book, MaRrja LEENA, Vanhemmuus ja vanhem-
muuden diskurssit tydttomyystilanteessa . -
Parenthood and parenting discourses in a
situation of unemployment. 157 p. Summary
5 p. 2001.

Kokko, Katja, Antecedents and

consequences of long-term unemployment.

- Pitkdaikaisty ttomyyden ennakoijiaja seu-
rauksia. 53 p. (115 p.) Tiivistelmé 3 p. 2001.
KokkoNEN, MaRjA, Emotion regulation

and physical health in adulthood: A
longitudinal, personality-oriented

approach. - Aikuisidn tunteiden séétely ja
fyysinen terveys: pitkittdistutkimuksellinen
ja persoonallisuuskeskeinen lahestymis-
tapa. 52 p. (137 p.) Tiivistelmé 3 p. 2001.
MANNIKKO, Kaisa, Adult attachment styles:

A Person-oriented approach. - Aikuisten
kiintymystyylit. 142 p. Yhteenveto 5 p. 2001.
KatvaLa, Satu, Missd diti on? Aitejé ja ditiyden
uskomubksia sukupolvien saatossa. - Where's
mother? Mothers and maternal beliefs over
generations. 126 p. Summary 3 p. 2001.
KuskiNEN, ANNA-Liisa, Ymparistohallinto
vastuullisen elaméntavan edistdjana.

- Environmental administration as

promoter of responsible living. 229 p.
Summary 8 p. 2001.

SimoLa, AnTl, Tydterveyshuolto-organi-
saation toiminta, sen henkildston henkinen
hyvinvointi ja toiminnan tuloksellisuus. -
Functioning of an occupational health
service organization and its relationship to
the mental well-being of its personnel, client
satisfaction, and economic profitability. 192 p.
Summary 12 p. 2001.

VESTERINEN, PIRKKO, Projektiopiskelu- ja oppi-
minen ammattikorkeakoulussa. - Project -
based studying and learning in the
polytechnic. 257 p. Summary 5 p. 2001.
KEemPPAINEN, JaaNa, Kotikasvatus kolmessa
sukupolvessa. - Childrearing in three
generations. 183 p. Summary 3 p. 2001.
HomHeNTHAL-ANTIN LEONIE, Luvan ottaminen -
Ikaihmiset teatterin tekijoin. - Taking
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permission- Elderly people as theatre makers.
183 p. Summary 5 p. 2001.

Kakkorl, LEENA, Heideggerin aukeama.
Tutkimuksia totuudesta ja taiteesta Martin
Heideggerin avaamassa horisontissa.

- Heidegger's clearing. Studies on truth and
artin the horizon opened by Martin Heideg-
ger. 156 p. Summary 2 p. 2001.

NARHI, VESa, The use of clinical neuro-
psychological data in learning disability
research. - Asiakastyon yhteydessa kerdtyn
neuropsykologisen aineiston kdytto
oppimisvaikeustutkimuksessa. 103 p.
Yhteenveto 2 p. 2002.

Suomi, Asta, Ammattia etsimé&ssa.
Aikuisopiskelijat kertovat sosiaaliohjaaja-
koulutuksesta ja narratiivisen patevyyden
kehittymisesta. - Searching for professional
identity. Adult students' narratives on the
education of a social welfare supervisor and
the development of narrative competence.

183 p. Summary 2 p. 2002.

PERkKILA, PA1vi, Opettajien matematiikka-
uskomukset ja matematiikan oppikirjan
merkitys alkuopetuksessa. 212 p.

- Teacher's mathematics beliefs and

meaning of mathematics textbooks in the

first and the second grade in primary

school. Summary 2 p. 2002.

VESTERINEN, MaRjA-Liisa, Ammatillinen  har-
joittelu osana asiantuntijuuden  kehittymistd
ammattikorkeakoulussa. - Promoting
professional expertise by developing practical
learning at the polytechnic. 261 p. Summary

5 p. 2002.

PonjaNEN, JormA, Mitd kello on? Kello moder-
nissa yhteiskunnassa ja sen sosiologisessa
teoriassa. - What's the time. Clock on

modern society and in it's sociological
theory. 226 p. Summary 3 p. 2002.

RANTALA, ANJA, Perhekeskeisyys - puhetta vai
todellisuutta? Tyontekijoiden kasitykset
yhteisty0sta erityistéd tukea tarvitsevan lapsen
perheen kanssa. - Family-centeredness
rhetoric or reality? Summary 3 p. 2002.
VALANNE, Enja, "Meidén lapsi on arvokas"
Henkilskohtainen opetuksen jérjestimista
koskeva suunnitelma (HOJKS) kunnallisessa
erityiskoulussa. - "Our child is precious" - The
individual educational plan in the context of
the special school. 219 p. Yhteenveto 2 p. 2002.
HorLoPAINEN, LEENA, Development in

reading and reading related skills; a follow-
up study from pre-school to the fourth

grade. 57 p. (138 p.) Yhteenveto 3 p. 2002.
HEekkiNEN, HANNU, Draaman maailmat
oppimisalueina. Draamakasvatuksen vakava
leikillisyys. - Drama worlds as learning areas -
the serious playfulness os drama education.
164 p. Summary 5 p. 2002.

HytoneN, Tuna, Exploring the practice of
human resource development as a field of
professional expertise. - Henkiloston
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kehittamistyon asiantuntijuuden rakentumi-
nen. 137 p. (300 p.) Yhteenveto 10 p. 2002.
RipaTTI, MIKKO, Arvid Jarnefeldt kasvatus-
ajattelijana. 246 p. Summary 4 p. 2002.
VIRMASALO, ILKKA, Perhe, tyottomyys ja lama.

- Families, unemployment and the economic
depression. 121 p. Summary 2 p. 2002.
WIKGREN, JAN, Diffuse and discrete associations
in aversive classical conditioning. - Tasmail-
liset ja laaja-alaiset ehdollistumat klassisessa
aversiivisessa ehdollistumisessa. 40 p. (81 p.)
Yhteenveto 2 p. 2002.

Joxkivuori, PerTT, Sitoutuminen tydorgani-
saatioon ja ammattijarjestoon. - Kilpailevia
vai tdydentévia?- Commitment to organisation
and trade union. Competing or
complementary? 132 p. Summary 8 p. 2002.
GonzALEZ VEGA, NaRrciso, Factors affecting
simulator-training effectiveness. 162 p.
Yhteenveto 1 p. 2002.

Saro, Kary, Teacher Stress as a Longitudinal
Process - Opettajien stressiprosessi. 67 p.
Yhteenveto 2 p. 2002.

VAUHKONEN, JOUNI, A rhetoric of reduction.
Bertrand de Jouvenel’s pure theory of politics
as persuasion. 156 p. Tiivistelmé 2 p. 2002.
KonToniemr, MariTa, ”Milloin siné otat itseési
niskasta kiinni?” Opettajien kokemuksia
alisuoriutujista. - “When will you pull your
socks up?” Teachers” experiences of
underachievers. 218 p. Summary 3 p. 2003.
SAUKKONEN, SakAR], Koulu ja yksilollisyys;
Jannitteitd, haasteita ja mahdollisuuksia.

- School and individuality: Tensions,
challenges and possibilities. 125 p. Summary
3 p. 2003.

ViLjamaa, Marja-LEENA, Neuvola tanaan ja
huomenna. Vanhemmuuden tukeminen,
perhekeskeisyys ja vertaistuki. - Child and
maternity welfare clinics today and tomorrow.
Supporting parenthood, family-centered
sevices and peer groups. 141 p. Summary 4 p.
2003.

ReMEs, Lisa, Yrittdjyyskasvatuksen kolme
diskurssia. - Three discourses in
entrepreneurial learning. 204 p. Summary 2 p.
2003.

KarjaLa, KALLE, Neulanreidstd panoraamaksi.
Ruotsin kulttuurikuvan ainekset erdissa
keskikoulun ja B-ruotsin vuosina 1961-2002
painetuissa oppikirjoissa. - From pinhole to
panorama - The culture of Sweden presented
in some middle and comprehensive school
textbooks printed between 1961 and 2002.
308 p. Summary 2 p. 2003.

LarLukka, Kirsl, Lapsuusiki ja ikd lapsuudes-
sa. Tutkimus 6-12 -vuotiaiden sosiokulttuu-
risesta ikitiedosta. - Childhood age and age
in childhood. A study on the sociocultural
knowledge of age. 234 p. Summary 2 p. 2003.
Puukary, SauLl, Video Programmes as Learning
Tools. Teaching the Gas Laws and Behaviour
of Gases in Finnish and Canadian Senior
High Schools. 361 p. Yhteenveto 6 p. 2003.
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Lorsa, Raga-LeeNa, The polysemous
contemporary concept. The rhetoric of the
cultural industry. - Monimerkityksinen
nykykisite. Kulttuuriteollisuuden retoriikka.
244 p. Yhteenveto 2 p. 2003.

HoropraiNeN, Esko, Kuullun ja luetun tekstin
ymmaértidmisstrategiat ja -vaikeudet peruskou-
lun kolmannella ja yhdeksénnelld luokalla. -
Strategies for listening and reading
comprehension and problematic listening and
reading comprehension of the text during the
third and ninth grades of primary school.

135 p. Summary 3 p. 2003.

PENTTINEN, SEPPO, Lahtokohdat liikuntaa
opettavaksi luokanopettajaksi. Nuoruuden
kasvuympiéristot ja opettajankoulutus
opettajuuden kehitystekijoind.- Starting points
for a primary school physical education
teacher. The growth environment of
adolescence and teacher education as
developmental factors of teachership.

201 p. Summary 10 p. 2003.

IxAnemo, Heikkl, Tunnustus, subjektiviteetti ja
inhimillinen elamanmuoto: Tutkimuksia
Hegelistd ja persoonien vilisistd tunnustus-
suhteista. - Recognition, subjectivity and the
human life form: studies on Hegel and
interpersonal recognition. 191 p. Summary

3 p. 2003.

Asunta, TuuLa, Knowledge of environmental
issues. Where pupils acquire information and
how it affects their attitudes, opinions, and
laboratory behaviour - Ympéristoasioita
koskeva tieto. Mistd oppilaat saavat informaa-
tiota ja miten se vaikuttaa heidan asenteisiin-
sa, mielipiteisiinsa ja laboratoriokayttaytymi-
seensd. 159 p. Yhteenveto 4 p. 2003.

KujaLa, Erkki, Sodan pojat. Sodanaikaisten
pikkupoikien lapsuuskokemuksia isyyden
nikokulmasta - The sons of war. 229 p.
Summary 2 p. 2003.

Jusst KURUNMAKT & Karr PALOINEN (Hg./eds.)
Zeit, Geschicte und Politik. Time, history and
politics. Zum achtzigsten Geburtstag von
Reinhart Koselleck. 310 p. 2003.

LAITINEN, ARTO, Strong evaluation without
sources. On Charles Taylor’s philosophical
anthropology and cultural moral realism.

- Vahvoja arvostuksia ilman lahteita.

Charles Taylorin filosofisesta antropolo-
giasta ja kulturalistisesta moraalirealis-
mista. 358 p. Yhteenveto 4 p. 2003.

Gurrorm, Tomi K. Newborn brain responses
measuring feature and change detection and
predicting later language development in
children with and without familial risk for
dyslexia. - Vastasyntyneiden aivovasteet
puheéinteiden ja niiden muutosten havait-
semisessa sekd myohemman kielen kehityk-
sen ennustamisessa dysleksia-riskilapsilla.
81 p. (161 p.) Yhteenveto 3 p. 2003.
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NaKARI, Marja-Lisa, Tydilmapiiri, tyonte-
kijoiden hyvinvointi ja muutoksen mah-
dollisuus - Work climate, employees” well-
being and the possibility of change. 255 p.
Summary 3 p. 2003.

METSAPELTO, RirtTA-LEENA, Individual
differences in parenting: The five-factor
model of personality as an explanatory
framework - Lastenkasvatus ja sen yhteys
vanhemman persoonallisuuden piirteisiin.
53 p. (119 p.) Tiivistelma 3 p. 2003.
PuLKkINEN, O, The labyrinth of politics -

A conceptual approach to the modes of the
political in the scottish enlightenment. 144 p.
Yhteenveto 2 p. 2003.

JuujArvy, PETRI, A three-level analysis of
reactive aggression among children. -
Lasten aggressiivisiin puolustusreaktioihin
vaikuttavien tekijoiden kolmitasoinen
analyysi. 39 p. (115 p.) Yhteenveto 2 p.
2003.

PorkoNeN, PirRjo-Liisa, “Opetussuunnitelma
on sitd elamdd”. Paivakoti-kouluyhteiso
opetussuunnitelman kehittdjana. - “The
curriculum is part of our life”. The day-cara -
cum - primary school community as a
curriculum developer. 154 p. Summary 3 p.
2003.
SOININEN, Suvl, From a “Necessary Evil’ to an
art of contingency: Michael Oakeshott’s
conception of political activity in British
postwar political thought. 174 p. Summary
2p. 2003.
ALARAUDANJOKI, Esa, Nepalese child labourers’
life-contexts, cognitive skills and well-being.
- Tyossédkadyvien nepalilaislasten elamén-
konteksti, kognitiiviset taidot ja hyvinvointi.
62 p. (131 p.) Yhteenveto 4 p. 2003.
LERKKANEN, MARJA-KRISTINA, Learning to read.
Reciprocal processes and individual
pathways. - Lukemaan oppiminen:
vastavuoroiset prosessit ja yksilolliset
oppimispolut. 70 p. (155 p.) Yhteenveto 5 p.
2003.
FriMAN, MERvI, Ammatillisen asiantuntijan
etiikka ammattikorkeakoulutuksessa.
- The ethics of a professional expert in the
context of polytechnics. 199 p. 2004.
MERONEN, AuLl, Viittomakielen omaksumi-
sen yksilolliset tekijit. - Individual
differences in sign language abilities. 110 p.
Summary 5 p. 2004.
TiLIKKALA, Liisa, Mestarista tuutoriksi.
Suomalaisen ammatillisen opettajuuden
muutos ja jatkuvuus. - From master to tutor.
Change and continuity in Finnish vocational
teacherhood. 281 p. Summary 3 p. 2004.
ARro, Mikko, Learning to read: The effect of
orthography. - Kirjoitusjarjestelmén vaikutus
lukemaan oppimiseen. 44 p. (122 p.)
Tiivistelmd 2 p. 2004.
Laaxkso, Erkki, Draamakokemusten darella.
Prosessidraaman oppimispotentiaali
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opettajaksi opiskelevien kokemusten valossa.
- Encountering drama experiences. The
learning potential of process drama in the
light of student teachers” experiences. 230 p.
Summary 7 p. 2004.

PERALA-LITTUNEN, Satu, Cultural images of a
good mother and a good father in three
generations. - Kulttuuriset mielikuvat
hyvaisté didistd ja hyvisté isdstd kolmessa
sukupolvessa. 234 p. Yhteenveto 7 p. 2004.
RINNE-KOISTINEN, Eva-MARITA, Perceptions of
health: Water and sanitation problems in
rural and urban communities in Nigeria.
129 p. (198 p.) Yhteenveto 3 p. 2004.
PaLMROTH, AINo, Kddnnosten kautta
kollektiiviin. Tuuliosuuskunnat toimija-
verkkoina. - From translation to collective.
Wind turbine cooperatives as actor
networks. 177 p. Summary 7 p. 2004.
VIERIKKO, ELINA, Genetic and environmental
effects on aggression. - Geneettiset ja ympa-
ristotekijidt aggressiivisuudessa. 46 p. (108 p.)
Tiivistelmé 3 p. 2004.

NARrHI, KaTI, The eco-social approach in social
work and the challenges to the expertise of
social work. - Ekososiaalinen viitekehys ja
haasteet sosiaalityon asiantuntijuudelle.
106 p. (236 p.) Yhteenveto 7 p. 2004.

UrsIN, Jani, Characteristics of Finnish medical
and engineering research group work.

- Tutkimusryhmitydskentelyn piirteet lidke-
ja teknisissé tieteissa. 202 p. Yhteenveto 9 p.
2004.

TrREUTHARDT, LEENA, Tulosohjauksen yhteis-
kunnalliuus Jyvaskylan yliopistossa.
Tarkastelundkokulmina muoti ja seurustelu.
- The management by results a fashion and
social interaction at the University of
Jyviskyld. 228 p. Summary 3 p. 2004.
MATTHIES, JURGEN, Umweltpadagogik in der
Postmoderne. Eine philosophische Studie
tiber die Krise des Subjekts im
umweltpddagogischen Diskurs.

- Ympadristokasvatus postmodernissa.
Filosofinen tutkimus subjektin kriisista
ymparistokasvatuksen diskurssissa.400 p.
Yhteenveto 7 p. 2004.

LartiLa, AARNO, Dimensions of expertise in
family therapeutic process. - Asiantunti-
juuden ulottuvuuksia perheterapeuttisessa
prosessissa. 54 p. (106 p.) Yhteenveto 3 p.
2004.

LAAMANEN (ASTIKAINEN), Pia, Pre-attentive
detection of changes in serially presented
stimuli in rabbits and humans. - Muutoksen
esitietoinen havaitseminen sarjallisesti
esitetyissd drsykkeissad kaneilla ja ihmisilla.
35 p. (54 p.) Yhteenveto 3 p. 2004.
JuusenaHO, RuTTA, Peruskoulun rehtoreiden
johtamisen eroja. Sukupuolinen ndkokulma.
- Differences in comprehensive school
leadership and management. A gender-based
approach. 176p. Summary 3 p. 2004.
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VAARAKALLIO, TuULA, ”Rotten to the Core”.
Variations of French nationalist anti-system
rhetoric. - ”Systeemi on métd”. Ranska-
laisten nationalistien jarjestelman vastainen
retoriikka. 194 p. Yhteenveto 3 p. 2004.
KuusiNeN, Patrik, Pitkdaikainen kipu ja
depressio. Yhteytta sédtelevit tekijat.

- Chronic pain and depression: psychosocial
determinants regulating the relationship.

139 p. Summary 8 p. 2004.
HANNIKAINEN-UUTELA, ANNA-L1sa, Uudelleen
juurtuneet. Yhteisokasvatus vaikeasti
péihderiippuvaisten narkomaanien kuntou-
tuksessa. - Rooted again. Community
education in the rehabilitation of substance
addicts. 286 p. Summary 3 p. 2004.
PALONIEMI, SusANNA, Ikd, kokemus ja osaa-
minen tydelamassa. Tyontekijoiden kasityksia
idn ja kokemuksen merkityksestd ammatil-
lisessa osaamisessa ja sen kehittdmisessa.

- Age, experience and competence in working
life. Employees' conceptions of the the
meaning and experience in professional
competence and its development. 184 p.
Summary 5 p. 2004.

Ruiz Cerezo, MonTsE, Anger and Optimal
Performance in Karate. An Application of the
IZOF Model. 55 p. (130 p.) Tiivistelma 2 p.
2004.

LaponLanTi, Tarja, Haasteita palvelujdrjes-
telmalle. Kehitysvammaiseksi luokiteltu
henkilo psykiatrisessa sairaalassa.

- Challenges for the human service system.
Living in a psychiatric hospital under the
label of mental retardation. 176 p. Summary

3 p. 2004.

KovaNen PAivi, Oppiminen ja asiantuntijuus
varhaiskasvatuksessa. Varhaisen oppimaan
ohjaamisen suunnitelma erityista tukea
tarvitsevien lasten ohjauksessa. - Learning
and expertice in early childhood education. A
pilot work in using VARSU with children
with special needs. 175 p. Summary 2 p. 2004.
Vimi, VEIkKO, Turvallinen koulu. Suoma-
laisten ndkemyksia koulutuspalvelujen
kansallisesta ja kunnallisesta priorisoinnista.
- Secure education. Finnish views on the
national and municipal priorities of
Finland’s education services. 134 p.
Summary 5 p. 2005.

AnTTILA, TiMO, Reduced working hours.
Reshaping the duration, timing and tempo

of work. 168 p. Tiivistelma 2 p. 2005.

Ucastg, AINO, The child’s play world at home
and the mother’s role in the play. 207 p.
Tiivistelmd 5 p. 2005.

Kurri, KaT1ja, The invisible moral order:
Agency, accountability and responsibility

in therapy talk. 38 p. (103 p.). Tiivistelma 1 p.
2005.
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CotLiN, Kapa, Experience and shared practice
- Design engineers’ learning at work.- Suun-
nitteluinsinoorien tydssd oppiminen

- kokemuksellisuutta ja jaettuja kdytantoja.
124 p. (211 p.). Yhteenveto 6 p. 2005.

Kurki, Ena, Nékyvé ja ndkyméaton. Nainen
Suomen helluntailiikkeen kentilla. - Visible
and invisible. Women in the Finnish
pentecostal movement. 180 p. Summary 2 p.
2005.

HEIMONEN, SIRkKALIISA, Tyoikdisend Alzhei-
merin tautiin sairastuneiden ja heidan
puolisoidensa kokemukset sairauden
alkuvaiheessa. - Experiences of persons
with early onset Alzheimer’s disease and
their spouses in the early stage of the disease.
138 p. Summary 3 p. 2005.

PuromNeN, HaNNU, Epdvarmuus, muutos ja
ammatilliset jinnitteet. Suomalainen
sosiaalityc 1990-luvulla sosiaality ontekijoi-
den tulkinnoissa. - Uncertainty, change and
professional tensions. The Finnish social
work in the 1990s in the light of social
workers’ representations. 207 p. Summary

2 p. 2005.

MAKINEN, JARMO, Sd&tio ja maakunta.
Maakuntarahastojarjestelméan kentit ja
verkostot. - Foundation and region: Fields and
networks of the system of the regional funds.
235 p. Summary 3 p. 2005.

PetRELIUS, PAIVI, Sukupuoli ja subjektius
sosiaalitydssa. Tulkintoja naistyontekijoiden
muistoista. - Gender and subjectivity in social
work - interpreting women workers’
memories. 67 p. (175 p.) 2005.

Hokkanen, Tina, Aiting ja isdna eron jilkeen.
Yhteishuoltajavanhemmuus arjen kokemuk-
sena. - As a mother and a father after divoce.
Joint custody parenthood as an everyday life
experience. 201 p. Summary 8 p. 2005.
HanNu SIRkkILA, Eldttéjyytta vai erotiikkaa.
Miten suomalaiset miehet legitimoivat pari-
suhteensa thaimaalaisen naisen kanssa?

- Breadwinner or eroticism. How Finnish
men legitimatize their partnerships with Thai
women. 252 p. Summary 4 p. 2005.
PeNTTINEN, LEENA, Gradupuhetta tutkielma-
seminaarissa. - Thesis discourse in an
undergraduate research seminar. 176 p.
Summary 8 p. 2005.

KarvoNEN, Pirkko, Péivikotilasten lukuleikit.
Lukutaidon ja lukemistietoisuuden kehit-
tyminen interventiotutkimuksessa- Reading
Games for Children in Daycare Centers. The
Development of Reading Ability and Reading
Awareness in an Intervention Study . 179 p.
Summary 3 p. 2005.

KosoNEN, Pekka A., Sosiaalialan ja hoitotyon
asiantuntijuuden kehitysehdot ja
opiskelijavalinta. - Conditions of expertise
development in nursing and and social care,
and criteria for student selection. 276 p.
Summary 3 p. 2005.
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NIRANEN-LINKAMA, PAIvVI, Sosiaalisen
transformaatio sosiaalialan asiantuntun-
tijuuden diskurssissa. - Transformation of
the social in the discourse of social work
expertise. 200 p. Summary 3 p. 2005.
Karra, Outi, Characteristics, course and
outcome in first-episode psychosis.

A cross-cultural comparison of Finnish
and Spanish patient groups. - Ensiker-
talaisten psykoosipotilaiden psyykkis-
sosiaaliset ominaisuudet, sairaudenkulku
ja ennuste. Suomalaisten ja espanjalaisten
potilasryhmien vertailu. 75 p. (147 p.)
Tiivistelma 4 p. 2005.

LentoMAkl, ELINA, Pois oppimisyhteiskun-
nan marginaalista? Koulutuksen merkitys
vuosina 1960-1990 opiskelleiden lapsuu-
destaan kuurojen ja huonokuuloisten
aikuisten elaménkulussa. - Out from the
margins of the learning society? The
meaning of education in the life course of
adults who studied during the years 1960-
1990 and were deaf or hard-of-hearing
from childhood. 151 p. Summary 5 p. 2005.
KINNUNEN, MARjA-Liisa, Allostatic load in
relation to psychosocial stressors and
health. - Allostaattinen kuorma ja sen suhde
psykososiaalisiin stressitekijoihin ja
terveyteen. 59 p. (102 p.) Tiivistelma 3 p.
2005.

276 UortNEN, VIrel, I'm as old as I feel. Subjective

age in Finnish adults. - Olen sen ikdinen
kuin tunnen olevani. Suomalaisten aikuis-
ten subjektiivinen ika. 64 p. (124 p.)
Tiivistelma 3 p. 2005.

277 SaLokoskl, Tarja, Tietokonepelit ja niiden

278

279

280

pelaaminen. - Electronic games: content and
playing activity. 116 p. Summary 5 p. 2005.
HinanaLa, Kauko, Laskutehtédvien suoritta-
misesta késitteiden ymmartdmiseen.Perus-
koululaisen matemaattisen ajattelun
kehittyminen aritmetiikasta algebraan
siirryttdessa. - Transition from the
performing of arithmetic tasks to the
understanding of concepts. The
development of pupils' mathematical
thinking when shifting from arithmetic to
algebra in comprehensive school. 169 p.
Summary 3 p. 2005.

WaALLIN, Risto, Yhdistyneet kansakunnat
organisaationa. Tutkimus kasitteellisesta
muutoksesta maailmanjérjeston organi-
soinnin periaatteissa - From the league to
UN. The move to an organizational
vocabulary of international relations. 172 p.
Summary 2 p. 2005.

VALLEALA, ULLA MA1jA, Yhteinen ymmir-
tdminen koulutuksessa ja tydssa. Kontekstin
merkitys ymmartdmisessa opiskelijaryh-
mén ja tyotiimin keskusteluissa. - Shared
understanding in education and work.

281
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Context of understanding in student group
and work team discussions. 236 p. Summary
7 p. 2006.
RasINEN, Tua, Nakokulmia vieraskieliseen
perusopetukseen. Koulun kehittdmishank-
keesta koulun toimintakulttuuriksi.
- Perspectives on content and language
integrated learning. The impact of a
development project on a school’s
activities. 204 . Summary 6 p. 2006.
VIHOLAINEN, HELENA, Suvussa esiintyvan
lukemisvaikeusriskin yhteys motoriseen ja
Kkielelliseen kehitykseen. Tallaako lapsi
kielensa péélle? - Early motor and language
development in children at risk for familial
dyslexia. 50 p. (94 p.) Summary 2 p. 2006.
KLy, JoHaNNA, Lasten osallistumisen
voimavarat. Tutkimus Ipanoiden osallistu-
misesta. - Resources for children’s
participation. 226 p. Summary 3 p. 2006.
LeppAMAKI, LAURA, Tekijanoikeuden oikeut-
taminen. - The justification of copyright.
125 p. Summary 2 p. 2006.
SANAKSENAHO, SANNA, Eriarvoisuus ja
luottamus 2000-luvun taitteen Suomessa.
Bourdieulainen ndkokulma. - Inequality and
trust in Finland at the turn of the 21st
century: Bourdieuan approach.
150 p. Summary 3 p. 2006.
VALKONEN, LEENA, Millainen on hyvi iti tai
isd? Viides- ja kuudesluokkalaisten lasten
vanhemmuuskasitykset. - Whatis a good
father or good mother like? Fifth and sixth
graders’ conceptions of parenthood. 126 p.
Summary 5 p. 2006.
MARTIKAINEN, Liisa, Suomalaisten nuorten
aikuisten eldméan tyytyvaisyyden monet
kasvot. - The many faces of life satisfaction
among Finnish young adult’s. 141 p.
Summary 3 p. 2006.
Hawmarus, PAivi, Koulukiusaaminen ilmiona.
Yldkoulun oppilaiden kokemuksia
kiusaamisesta. - School bullying as a
phenomenon. Some experiences of Finnish
lower secondary school pupils. 265 p.
Summary 6 p. 2006.
LerPANEN, ULLA, Development of literacy in
kindergarten and primary school.
Tiivistelma 2 p. 49 p. (145 p.) 2006.
KorveLa, PAuL-ERrik, The Machiavellian
reformation. An essay in political theory.
171 p. Tiivistelma 2 p. 2006.
METSOMAKI, MARJO, “Suu on syomista
varten”. Lasten ja aikuisten kohtaamisia
ryhméperhepaivikodin ruokailutilanteissa.
- Encounters between children and adults
in group family day care dining situations.
251 p. Summary 3 p. 2006.
LATVALA, JuHA-MATT, Digitaalisen kommuni-
kaatiosovelluksen kehittiminen kodin ja
koulun vuorovaikutuksen edistamiseksi.
- Development of a digital communication
system to facilitate interaction between home
and school. 158 p. Summary 7 p. 2006.
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PrrkANEN, Tuut, Alcohol drinking behavior
and its developmental antecedents. - Alko-
holin juomiskéyttdytyminen ja sen ennusta
minen. 103 p. (169 p.) Tiivistelma 6 p. 2006.
LINNILA, MATA-LISA, Kouluvalmiudesta koulun
valmiuteen. Poikkeuksellinen koulunaloitus
koulumenestyksen, viranomaislausuntojen
ja perheiden kokemusten valossa. - From
school readiness to readiness of school -
Exceptional school starting in the light of
school attainment, official report and
family experience. 321 p. Summary 3 p. 2006.
LeEINONEN, ANU, Vanhusneuvoston funktioita
jaljittaméassa. Tutkimus maaseutumaisten
kuntien vanhusneuvostoista. - Tracing
functions of older people’s councils. A study
on older people’s councils in rural
municipalities. 245 p. Summary 3 p. 2006.
KAUPPINEN, MARKO, Canon vs. charisma.
”"Maoism” as an ideological construction.

- Kaanon vs. karisma. “Maoismi” ideologise-

na konstruktiona. 119 p. Yhteenveto 2 p. 2006.

VEHKAKOSKI, TANJA, Leimattu lapsuus? Vam-
maisuuden rakentuminen ammatti-ihmisten
puheessa ja teksteissa. - Stigmatized
childhood? Constructing disability in
professional talk and texts. 83 p. (185 p.)
Summary 4 p. 2006.

LeppAano, HENRY, Matemaattisen ongelman
ratkaisutaidon opettaminen peruskoulussa.
Ongelmanratkaisukurssin kehittdminen ja
arviointi. - Teaching mathematical problem
solving skill in the Finnish comprehensive
school. Designing and assessment of a
problem solving course. 343 p. Summary 4 p.
2007.

Kuvaja, KristiNg, Living the Urban Challenge.
Sustainable development and social
sustainability in two southern megacities.
130 p. (241 p.) Yhteenveto 4 p. 2007.

PonjoLa, Pasi, Technical artefacts. An
ontological investigation of technology. 150 p.
Yhteenveto 3 p. 2007.

Kaukua, JAR, Avicenna on subjectivity. A
philosophical study. 161 p. Yhteenveto 3 p.
2007.

KuriLa, PArvi, “Mindko asiantuntija?”. Varhais-
kasvatuksen asiantuntijan merkitysperspektii-
vinjaidentiteetin rakentuminen. -“Me, an
expert?” Constructing the meaning perspective
and identity of an expert in the field of early

childhood education. 190 p. Summary 4 p. 2007.

SILVENNOINEN, P1ia, Ikd, identiteetti ja ohjaava
koulutus. Ikddntyvit pitkdaikaistyottomét
oppimisyhteiskunnan haasteena. - Age,
identity and career counselling. The ageing,
long-term unemployed as a challenge to
learning society. 229 p. Summary 4 p. 2007.
REINIKAINEN, MARjO-RitTA, Vammaisuuden
sukupuolittuneet ja sortavat diskurssit:
Yhteiskunnallis-diskursiivinen ndkokulma
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vammaisuuteen. - Gendered and oppressive
discourses of disability: Social-discursive
perspective on disability. 81 p. (148 p.)
Summary 4 p. 2007.

MAATTA, Jukka, Asepalvelus nuorten naisten
ja miesten opinto- ja tyduralla. - The impact
of military service on the career and study
paths of young women and men. 141 p.
Summary 4 p. 2007.

PYYKKONEN, MIIKKA, Jdrjestdytyvit diasporat.
Etnisyys, kansalaisuus, integraatio ja hallinta
maahanmuuttajien yhdistystoiminnassa.

- Organizing diasporas. Ethnicity,
citizenship, integration, and government in
immigrant associations. 140 p. (279 p.)
Summary 2 p. 2007.

Rasku, MINNA, On the border of east and west.
Greek geopolitical narratives. - Idédn ja lannen
rajalla. Narratiiveja kreikkalaisesta geopoli-
tiikasta. 169 p. Yhteenveto 3 p. 2007.
LarioLanTi, Rammo, Koulutuksen arviointi
kunnallisen koulutuksen jarjestdjan tehtava-
nd. Paikallisen arvioinnin toteutumisedelly-
tysten arviointia erddn kuntaorganisaation
nakokulmasta. - The evaluation of schooling
as a task of the communal maintainer of
schooling - what are the presuppositions of
the execution of evaluation in one specific
communal organization. 190 p. Summary 7 p.
2007.

NaTALE, KaTjA, Parents’ Causal Attributions
Concerning Their Children’s Academic
Achievement . - Vanhempien lastensa koulu-
menestystd koskevat kausaaliattribuutiot.

54 p. (154 p.) Yhteenveto 3 p. 2007.

VAHTERA, SIRPA, Optimistit opintielld. Opin-
noissaan menestyvien nuorten hyvinvointi
lukiosta jatko-opintoihin. - The well-being of
optimistic, well-performing high school
students from high school to university. 111 p.
Summary 2 p. 2007.

Korvisto, PArvi, “Yksilollistd huomiota arkisis-
sa tilanteissa”. Pdivakodin toimintakulttuurin
kehittaminen lasten itsetuntoa vahvistavaksi.
- “Individual attention in everyday
situations”. Developing the operational
culture of a day-care centre to strengthen
children’s self-esteem. 202 p. Summary 4 p.
2007.

LAHIKAINEN, JOHANNA, “You look delicious”
-Food, eating, and hunger in Margaret
Atwood’s novels. 277 p. Yhteenveto 2 p.

2007.

Linnavuorr, HANNARIKKA, Lasten kokemuksia
vuoroasumisesta. — Children’s experiences of
dual residence. 202 p. Summary 8 p. 2007.
ParviaINEN, Tina, Cortical correlates of
language perception. Neuromagnetic studies
in adults and children. - Kielen kasittely
aivoissa. Neuromagneettisia tutkimuksia
aikuisilla ja lapsilla. 128 p. (206 p.) Yhteenve-
to 5 p. 2007.
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Kara, HANNELE, Ermutige mich Deutsch zu
sprechen. Portfolio als evaluationsform von
miindlichen leistungen. - “"Rohkaise minua
puhumaan saksaa” - kielisalkku suullisen
kielitaidon arviointivélineend. 108 p. Yhteen-
veto 3 p. 2007.

MAKELA, AARNE, Mité rehtorit todella tekevit.
Etnografinen tapaustutkimus johtamisesta ja
rehtorin tehtdvistd peruskoulussa. - What
principals really do. An ethnographic case
study on leadership and on principal’s tasks
in comprehensive school. 266 p. Summary

5 p. 2007.

PuoLakaNaHO, ANNE, Early prediction of
reading - Phonological awareness and
related language and cognitive skills in
children with a familial risk for dyslexia.

- Lukemistaitojen varhainen ennustaminen.
Fonologinen tietoisuus, kielelliset ja kognitii-
viset taidot lapsilla joiden suvussa esiintyy
dysleksiaa. 61 p. (155 p.) Yhteenveto 3 p.
2007.

HorrvaN, Davip M., The career potential of
migrant scholars in Finnish higher education.
Emerging perspectives and dynamics. -
Akateemisten siirtolaisten uramahdollisuudet
suomalaisessa korkeakoulujirjestelméssa:
dynamiikkaa ja uusia ndkokulmia. 153 p.
(282 p.) Yhteenveto 2 p. 2007.

Fapjukorr, PAvi, Identity formation in
adulthood. - Identiteetin muotoutuminen
aikuisidssd. 71 p. (168 p.) Yhteenveto 5 p.
2007.

MAKIKANGAS, ANNE, Personality, well-being
and job resources: From negative paradigm
towards positive psychology. - Persoonalli-
suus, hyvinvointi ja tyén voimavarat: Kohti
positiivista psykologiaa. 66 p. (148 p.) Yhteen-
veto 3 p. 2007.

Jokisaarl, MARKKU, Attainment and reflection:
The role of social capital and regrets in
developmental regulation. - Sosiaalisen
péddoman ja toteutumattomien tavoitteiden
merkitys kehityksen séételyssa. 61 p. (102 p.)
Yhteenveto 2 p. 2007.

HAMALAINEN, JaARMO, Processing of sound rise
time in children and adults with and without
reading problems. - Aénten nousuaikojen
prosessointi lapsilla ja aikuisilla, joilla on
dysleksia ja lapsilla ja aikuisilla, joilla ei ole
dysleksiaa. 48 p. (95 p.) Tiivistelmi 2 p. 2007.
KANERVIO, PEKKA, Crisis and renewal in one
Finnish private school. - Kriisi ja uudistumi-
nen yhdessa suomalaisessa yksityiskoulussa.
217 p. Tiivistelma 2 p. 2007.

MAATTA, Sami, Achievement strategies in
adolescence and young adulthood. - Nuorten
ajattelu- ja toimintastrategia. 45 p. (120 p.)
Tiivistelma 3 p. 2007.

Torpra MINNA, Pathways to reading
acquisition: Effects of early skills, learning
environment and familial risk for dyslexia.

326

327

328

329

330

331

332

333

334

335

336

337

- Yksilollisid kehityspolkuja kohti lukemisen
taitoa: Varhaisten taitojen, oppimisympé-
riston ja sukuriskin vaikutukset. 53 p. (135 p.)
2007.

KankaINEN, Tomi, Yhdistykset, instituutiot ja
luottamus. - Voluntary associations,
institutions and trust.158 p. Summary 7 p.
2007.

PirnEs, Esa, Merkityksellinen kulttuuri ja
kulttuuripolitiikka. Laaja kulttuurin késite
kulttuuripolitiikan perusteluna. - Meaningful
culture and cultural policy. A broad concept
of culture as a basis for cultural policy. 294 p.
Summary 2 p. 2008.

Niemi, PETTERIL, Mieli, maailma ja referenssi.
John McDowellin mielenfilosofian ja seman-
tiikan kriittinen tarkastelu ja ontologinen
tdydennys. - Mind, world and reference: A
critical examination and ontological
supplement of John McDowell’s philosophy
of mind and semantics. 283 p. Summary 4 p.
2008.

GRANBOM-HERRANEN, Liisa, Sananlaskut
kasvatuspuheessa - perinnettd, kasvatusta,
indoktrinaatiota? - Proverbs in pedagogical
discourse - tradition, upbringing,
indoctrination? 324 p. Summary 8 p. 2008.
Kykyri, Virr-Lusa, Helping clients to help
themselves. A discursive perspective to
process consulting practices in multi-party
settings. - Autetaan asiakasta auttamaan itse
itsedédn. Diskursiivinen ndkokulma prosessi-
konsultoinnin kdytantsihin ryhmaétilanteissa.
75 p. (153 p.) Tiivistelmi 2 p. 2008.

Kiuru, NooNa, The role of adolescents”
peergroups in the school context. - Nuorten-
toveriryhmien rooli kouluymparistossa. 77 p.
(192 p.) Tiivistelma 3 p. 2008.

PARTANEN, TERHI, Interaction and therapeutic
interventions in treatment groups for
intimately violent men. 46 p. (104 p) Yhteen-
veto 2 p. 2008.

RaITTILA, RALA, Retkelld. Lasten ja kaupunki-
ympaériston kohtaaminen. - Making a visit.
Encounters between children and an urban
environment. 179 p. Summary 3 p. 2008.
SuME, HELENA, Perheen pytrteinen arki.
Sisdkorvaistutetta kdayttavan lapsen matka
kouluun. - Turbulent life of the family. Way to
school of a child with cochlear implant.

208 p. Summary 6 p. 2008.

KotranTa, Turja, Aktivoinnin paradoksit.

- The paradoxes of activation. 217 p.
Summary 3 p. 2008.

RuorriLa, Isto, HUUHTANEN, PEKKA, SEITSAMO,
JOrRMA AND ILMARINEN, JUHANI, Age-related
changes of the work ability construct and its
relation to cognitive functioning in the older
worker: A 16-year follow-up study. 97 p. 2008.
TIKKANEN, Pirjo, “Helpompaa ja hauskempaa
kuin luulin”. Matematiikka suomalaisten ja
unkarilaisten perusopetuksen neljasluokka-
laisten kokemana.- “Easier and more fun that
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I'thought”. Mathematics experienced by
fourth-graders in Finnish and Hungarian
comprehensive schools. 309 p. Summary 3 p.
2008.

KaurpINEN, ILkka, Tiedon omistaminen on valtaa
- Globalisoituvan patenttijirjestelmén poliit-
tinen moraalitalous ja globaali kapitalismi.

- Owning knowledge is power. Political moral
economy of the globalizing patent system and
global capitalism. 269 p. Summary 5 p. 2008.

KujaLa, Maria, Muukalaisena omassa maassa.

Miten kasvaa vuorovaikutuskonflikteissa?

- A stranger in one’s own land. How to grow
in interaction conflicts? 174 p. Summary 7 p.
2008.

KoroneN, Tulrg, Calculation and Language:
Diagnostic and intervention studies. -
Laskutaito ja kieli: Diagnostinen ja kuntou-
tustutkimus. 49 p. (120 p.) Tiivistelma 2 p.
2008.

HauraLa, PAIvi-MARIA, Lupa tulla nakyvéksi.
Kuvataideterapeuttinen toiminta kouluissa.

- Permission to be seen. Art therapeutic
activities in schools. 202 p. 2008.

SiPARI, SALLA, Kuntouttava arki lapsen tueksi.
Kasvatuksen ja kuntoutuksen yhteistoimin-
nan rakentuminen asiantuntijoiden keskuste-
luissa. - Habilitative everyday life to support
the child. Construction of the collaboration of
education and rehabilitation in experts
discussions. 177 p. Summary 4 p. 2008.
LEHTONEN, PA1vi HANNELE, Voimauttava video.
Asiakasldhtoisyyden, myonteisyyden ja
videokuvan muodostama tydorientaatio
perhetydn menetelména. - Empowering video.
A work orientation formed by client-focus,
positivity and video image as a method for
family work. 257 p. Summary 3 p. 2008.
RuonomAki, Jyrki, “Could Do Better”.
Academic Interventions in Northern Ireland
Unionism. - “Could Do Better” Akateemiset
interventiot Pohjois-Irlannin unionismiin.

238 p. Tiivistelma 2 p. 2008.

Sarmi, PaurLa, Nimedminen ja lukemisvaikeus.
Kehityksen ja kuntoutuksen nikokulma. -
Naming and dyslexia: Developmental and
training perspectives.

169 p. Summary 2 p. 2008.

RANTANEN, JoHANNA, Work-family interface and
psychological well-being: A personality and
longitudinal perspective. - Tyon ja perheen
vuorovaikutuksen yhteys psyykkiseen hyvin-
vointiin sekd persoonallisuuteen
pitkittdistutkimuksen ndkoékulmasta 86 p.
(146 p.) Yhteenveto 6 p. 2008.

347 Puppo, Jukka, Trust, Autonomy and Safety at

348

Integrated Network- and Family-oriented
mode for co-operation. A Qualitative Study.
70 p. (100 p.) Yhteenveto 2 p. 2008.

HATINEN, MARJA, Treating job burnout in
employee rehabilitation: Changes in
symptoms, antecedents, and consequences. -

349
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Tyouupumuksen hoito ty6ikdisten kuntou-
tuksessa: muutokset tyduupumuksen oireissa,
ennakoijissa ja seurauksissa. 85 p. (152 p.)
Tiivistelma 4 p. 2008.

Price, GaviN, Numerical magnitude
representation in developmental dyscalculia:
Behavioural and brain imaging studies.

139 p. 2008.

RauTIAINEN, MATTI, Keiden koulu? Aineen-
opettajaksi opiskelevien kisityksid koulu-
kulttuurin yhteisollisyydesta. - Who does
school belong to? Subject teacher students’
conceptions of community in school culture.
180 p. Summary 4 p. 2008.

UOTINEN, SANNA, Vanhempien ja lasten
toimijuuteen konduktiivisessa kasvatuksessa.
- Into the agency of a parent and a child in
conductive education. 192 p. Summary 3 p.
2008.

AHONEN, HELENA, Rehtoreiden kertoma johta-
juus ja johtajaidentiteetti. - Leadership and
leader identity as narrated by headmasters.
193 p. 2008.

Morsio, OLLI-PekkaA, Essays on radical
educational philosophy. 151 p. Tiivistelma

3 p. 2009.

Linpovist, Ranja, Parisuhdevikivallan
kohtaaminen maaseudun sosiaalitydssa. -
Encountering partner violence with rural
social work. 256 p. 2009.

TaMMELIN, Mi1a, Working time and family time.
Experiences of the work and family interface
among dual-earning couples in Finland. -
Tyoaika ja perheen aika: kokemuksia tyon ja
perheen yhteensovittamisesta Suomessa.

159 p. Tiivistelma 3 p. 2009.

RinNE, PArvi, Matkalla muutokseen. Sosiaali-
alan projektitoiminnan perustelut, tavoitteet ja
toimintatavat Sosiaaliturva-lehden kirjoituk-
sissa 1990-luvulla. - On the way to the change.
221 p. Summary 2 p. 2009.

VALTONEN, RutTa, Kehityksen ja oppimisen
ongelmien varhainen tunnistaminen Lene-
arvioinnin avulla. Kehityksen ongelmien
paéllekkdisyys ja jatkuvuus 4-6-vuotiailla
sekd ongelmien yhteys koulusuoriutumiseen.
- Lene-assessment and early identification of
developmental and learning problems. Co-
occurrence and continuity of developmental
problems from age 4 to age 6 and relation to
school performance. 73 p. (107 p.) Summary

2 p. 2009.

SuHONEN,KATRI, Mité hiljainen tieto on hengelli-
sessd tyossd? Kokemuksellinen ndkokulma
hiljaisen tiedon ilmenemiseen, siirrettdvyyteen
ja siirrettdvyyden merkitykseen ikdantyneiden
diakoniatyontekijoiden ja pappien tyossa.

- What is tacit knowledge in spiritual work?
An experiential approach to the manifestation,
significance and distribution of tacit
knowledge in the work of aged church
deacons and ministers. 181 p. Summary 6 p.
2009.
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JumpPANEN, Aaro, United with the United States
- George Bush'’s foreign policy towards
Europe 1989-1993. 177 p. Yhteenveto 3 p.
2009.

HueMER, SINI, Training reading skills.
Towards fluency. - Lukemistaitojen harjoitta-
minen. Tavoitteena sujuvuus. 85 p. (188 p.)
Yhteenveto 3 p. 2009.

EskeLINEN, TEPPO, Putting global poverty in
context. A philosophical essay on power,
justice and economy. 221 p. Yhtenveto 1 p.
2009.

TarpALE, SakARI, Transformative technologies,
spatial changes: Essays on mobile phones
and the internet. 97 p. (184 p.) Yhteenveto 3 p.
2009.

KORKALAINEN, PAuLA, Riittimattomyyden
tunteesta osaamisen oivallukseen. Ammatilli-
sen asiantuntijuuden kehittdminen varhais-
erityiskasvatuksen toimintaympéristdissa. -
From a feeling of insuffiency to a new sense of
expertise. Developing professional
knowledge and skills in the operational
environments for special needs childhood
education and care. 303 p. Summary 4 p.
2009.

SEPPALA-PANKALAINEN, TARjA, Oppijoiden
moninaisuuden kohtaaminen suomalaisessa
lahikoulussa. Etnografia kouluyhteistn
aikuisten yhdesséd oppimisen haasteista ja
mahdollisuuksista. - Confronting the
Diversity of Learners in a Finnish
Neighbourhood School. An Ethnographic
Study of the Challenges and Opportunities of
Adults Learning Together in a School
community. 256 p. Summary 4 p. 2009.
SEvON, Eija, Maternal Responsibility and
Changing Relationality at the Beginning of
Motherhood. - Aidin vastuu ja muuttuvat
perhesuhteet ditiyden alussa. 117 p. (200 p.)
Yhteenveto 5 p. 2009.

Hurtunen-Scor, TiNa, Auditory duration
discrimination in children with reading
disorder, attention deficit or both. -
Kuulonvarainen keston erottelu lapsilla, joilla
on lukemisvaikeus, tarkkaavaisuuden ongel-
ma tai molemmat. 68 p. (112 p.)

Tiivistelma 3 p. 2009.

NEUVONEN-RAUHALA, MARJA-Lnisa, Tyoeldma-
lahtoisyyden méérittiminen ja kdyttdminen
ammattikorkeakoulun jatkotutkinto-
kokeilussa. - Defining and applying working-
life orientation in the polytechnic
postgraduate experiment. 163 p.

Summary 7 p. 2009.

NymaN, Tarja, Nuoren vieraan kielen opettajan
pedagogisen ajattelun ja ammatillisen asian-
tuntijuuden kehittyminen. - The development
of pedagogical thinking and professional
expertise of newly qualified language
teachers. 121 p. (201 p.) Summary 4 p. 2009.
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Puurio, Risto, Hidden agendas. Situational
tasks, discursive strategies and institutional
practices in process consultation. 83 p. (147 p.)
Tiivistelma 2 p. 2009.

ToIvANEN, JuHANA, Animal consciousness. Peter
Olivi on cognitive functions of the sensitive
soul. 369 p. Yhteenveto 4 p. 2009.

Nokia, Miriam, The role of the hippocampal
theta activity in classical eyeblink
conditioning in rabbits. - Hippokampuksen
theta-aktiivisuuden rooli klassisessa
silméniskuehdollistamisessa kaneilla. 41 p.
(80 p.) Yhteenveto 2 p. 2009.

LAHTEENMAKI, V1L, Essays on early modern
conceptions of consciousness: Descartes,
Cudworth, and Locke. 160 p. 2009.

Bjork, Kaj, What explains development.
Development strategy for low human
development index countries. 212 p. Yhteenve-
to 1 p. 2009.

PuurpoNEN, ANTTI, Maaseutuyrittdjyys, verkos-
tot ja paikallisuus. Tapaustutkimus pieni-
muotoisen elintarviketuotannon kestavyydes-
td Keski-Suomessa. - Rural entrepreneurship,
networks and locality. A case study of the
sustainability of small-scale food production
in Central Finland. 100 p. (191 p.) Summary

3 p. 2009.

HALTTUNEN, LEENA, Pédivahoitoty6 ja johtajuus
hajautetussa organisaatiossa. - Day care work
and leadership in a distributed organization.
181 p. Summary 4 p. 2009.

Kaipesoja, Tuukka, Studies on ontological and
methodological foundations of critical realism
in the social sciences. 65 p. (187 p.) Yhteenve-
to 9 p. 2009.

SiproLA, MARKKU, A low road to investment
and labour management? The labour process
at Nordic subsidiaries in the Baltic States.

272 p. Tiivistelmé 2 p. 2009.

SANTALA, OLLI-PEKKA, Expertise in using the
Rorschach comprehensive system in
personality assessment. 150 p. Tiivistelma

1 p. 2009.

HARJUNEN, HANNELE, Women and fat:
Approaches to the social study of fatness.

- Naiset ja lihavuus: nakokulmia lihavuuden
yhteiskuntatieteelliseen tutkimukseen 87 p.
(419 p.) Tiivistelma 4 p. 2009.

KEeTTUNEN, Liisa, Kylld vai ei. Peruskoulun
sukupuolikasvatuksen oppimateriaalin
kehittdmisty6 ja arviointi. - Yes or no? The
development and evaluation of teaching
material for sex education in the Finnish
comprehensive school. 266 p. Summary 3 p.
2010.

From, KrisTINE, “Ettd sais olla lapsena toisten
lasten joukossa”. Substantiivinen teoria
erityistd tukea tarvitsevan lapsen toiminnalli-
sesta osallistumisesta toimintaympéristois-
sdan. - To be a child just as the others in the
peer group. A substantive theory of activity-
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based participation of the child with special
educational needs. 174 p. Summary 4 p. 2010.
MYKKANEN, JOHANNA, Iséksi tulon tarinat,
tunteet ja toimijuus. - Becoming a father -
types of narrative, emotions and agency.

166 p. Summary 5 p. 2010.

RaAsuMAA, VEsa, Perusopetuksen rehtori
opettajien osaamisen johtajana. - Knowledge
management functions of a principal in basic
education. 349 p. Summary 5 p. 2010.
SnsIAINEN, LAaUrl, Foucault’s voices: Toward the
political genealogy of the auditory-sonorous. -
Foucault'n dénet. Kohti auditoris-sonoorista
poliittista genealogiaa. 207 p. Tiivistelma

2 p. 2010.

PutLLi, TuuLa, Totta ja unta. Draama puhe-ja
kehitysvammaisten ihmisten yhteisollisena
kuntoutuksena ja kokemuksena. - The Real
and the Illusory. Drama as a means of
community-based rehabilitation and
experience for persons with severe learning
and speech disabilities. 281 p. Summary 7 p.
2010.

SuskoNEN, TuNa, Kielelliset erityisvaikeudet ja
lukemaan oppiminen. - Specific language
impairments and learning to read. 205 p.
Summary 3 p. 2010.

Lyvyra, Pessi, Higher-order theories of
consciousness: An appraisal and application.
- Korkeamman kertaluvun tietoisuusteoriat:
arvioja kdyttoehdotus. 163 p. Yhteenveto 5 p.
2010.

KARJALAINEN, MERjA, Ammattilaisten kdsityksid
mentoroinnista tyopaikalla. - Professionals’
conceptions of mentoring at work. 175 p.
Summary 7 p. 2010.

GEMECHU, DEREJE TEREFE, The implementation of
a multilingual education policy in Ethiopia:
The case of Afaan Oromoo in primary schools
of Oromia Regional State. 266 p. 2010.
KorvuLa, MERJA, Lasten yhteisollisyys ja
yhteisollinen oppiminen péivikodissa. -
Children’s sense of community and
collaborative learning in a day care centre.
189 p. Summary 3 p. 2010.

NIEmI, MINNA, Moraalijédrjestystd tuottamassa.
Tutkimus poliisityostd lasten parissa. -
Producing moral order. A Study on police
work with children. 190 p. Summary 3 p.
2010.

ALEMAYEHU TEKLEMARIAM HAYE, Effects of
intervention on psychosocial functioning of
hearing and hard of hearing children in
selected primary schools of Addis Ababa,
Ethiopia. 195 p. Executive summary 4 p. 2010.
KaskiHarju, Ea, Koteja ja kodinomaisuutta.
Tutkimus vanhenemisen paikoista valtio-
péivapuheissa 1950 - 2005. - Homes and
homelikeness. A study on places for ageing in
parliamentary speeches from 1950 to 2005.
244 p. Summary 5 p. 2010.
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MAHLAKAARTO, SALME, Subjektiksi tyossa -
Identiteettid rakentamassa voimaantumisen
kehitysohjelmassa. - Becoming a subject at
work - Constructing identity within a
program of empowerment. 95 p. (198 p.)
Yhteenveto 1 p. 2010.

Tario, TarjA, “Meild on kaikila samanlaiset
tarinat”. Tarinankerrontatutkimus tornion-
laaksolaisuudesta vanhimpien aapualaisten
arjessa ja tulevaisuudessa. - “We all have the
same stories”. A storytelling case study of
Torne Valley -ness in the everyday life and
future of elderly Aapua residents. 261 p.
Summary 6 p. 2010.

RauTiAINEN, Eja-Lisa, Co-construction and
collaboration in couple therapy for
depression. - Yhteistoiminnallisuus masen-
nuksen pariterapiassa. 56 p. (122 p.) Yhteen-
veto 3 p. 2010.

AALTONEN, TErHI, “Taiteilija ei vanhene”.
Haastattelututkimus kuvataiteilijoiden
ikaantymiskokemuksista taidemaailmassa. -
“An artist doesn’t get old”. Aninterview-
based study of painters” experiences of ageing
in the world. 216 p. Summary 5 p. 2010.
SavoLAINEN, Kaisa, Education as a means to
world peace: The case of the 1974 UNESCO
recommendation. - Kasvatus maailmanrauhan
vilineend: Tapaustutkimus UNESCON 1974
hyviaksymaésta suosituksesta. 262 p. Yhteenve-
to 12 p. 2010.

Hemminkt, Arja, Kertomuksia avioerosta ja
parisuhteen paattymisestd. Suomalainen
eropuhe pohjalaisten kirjoituksissa ja naisten-
lehdissa. - Narratives on divorce and ending
of a relationship. 158 p. Summary 2 p. 2010.
SAINE, NINa, On the rocky road of reading:
Effects of computer-assisted intervention for
at-risk children. - Lukemaan oppimisen
kiviselld tielld - Verkkopohjaisen Ekapeli -
ohjelman kuntouttavat vaikutukset riskilasten
lukemaan oppimisessa. 95 p. (208 p.) Yhteen-
veto 5 p. 2010.

VILJARANTA, JAANA, The development and role
of task motivation and task values during
different phases of the school career. -
Oppiainekohtaisen koulumotivaation kehitys
ja rooli koulutaipaleen eri vaiheissa. 53 p.
(115 p.) Yhteenveto 1 p. 2010.

Oinas, Tomi, Sukupuolten vilinen kotityonjako
kahden ansaitsijan perheissa. - Domestic
division of labour in dual-earner households.
188 p. 2010.

MammoN, ReeT, Kolmen etnisen ryhméan
kotoutumisprosessi Suomessa. - The
integration process of three ethnic groups in
Finland. 142 p. Summary 5 p. 2010.

KEeTONEN, RiTvA, Dysleksiariski oppimisen
haasteena. Fonologisen tietoisuuden interven-
tio ja lukemaan oppiminen. - Risk for dyslexia
as a challenge of learning. Phonological
intervention and learning to read. 139 p.
Summary 3 p. 2010.
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LaHTERO, TAPIO, Yhtendiskoulun johtamis-
kulttuuri. Symbolis-tulkinnallinen nakskul-
ma. - Leadership culture in unified
comprehensive school, symbolic-interpretative
approach. 238 p. Summary 2 p. 2011.

Notko, MARIANNE, Vikivalta,vallankdytto ja
vahingoittuminen naisten perhesuhteissa.

- Violence, power using and being hurt in
women’s family relations. 254 p. Summary

5 p. 2011.

PULKKINEN, SEPPO, Valmentajataustan merkitys
rehtorin tyossé. - The significance of coaching
background in principal’s work. 211 p.
Summary 7 p. 2011.

SopOoR, Uuve, Community resilience and
wellbeing in northwest Russian forestry
settlements. 195 p. Summary 2 p. 2011.
HyvoNeN, KaTriina, Personal work goals put
into context: Associations with work
environment and occupational well-being. -
Henkilokohtaisten tydtavoitteiden puitteet:
yhteydet tyooloihin ja tyshyvinvointiin 82 p.
(133 p.) Yhteenveto 3 p. 2011.
RuoHoTIE-LYHTY, MARIA, Opettajuuden alkutai-
val. Vastavalmistuneen vieraan kielen opetta-
jan toimijuus ja ammatillinen kehittyminen. -
First steps on the path of teacherhood. Newly
qualified foreign language teachers” agency
and professional development. 98 p. (190 p.)
Summary 2 p. 2011.

HaroneN, Katri, Kulttuurituottajat taiteen ja
talouden risteyskohdassa. - Cultural
intermediaries at the junction between art and
business. 101 p. (175 p.) Summary 6 p. 2011.
MikoLa, MARJATTA, Pedagogista rajankayntia
koulussa. Inkluusioreitit ja yhdessa oppimi-
sen edellytykset. - Defining pedagogical
boundaries at school - the routes to inclusion
and conditions for collaborative learning.

304 p. Summary 8 p. 2011.

SOANJARVI, KATARIINA, Mitd on ammatillinen
nuorisoty6? Nuorisotyon villid kenttaa
kesyttamassd. - What is professional youth
work? Taming of wild youth work sector.

152 p. Summary 3 p. 2011.

LenTo-SaLo, Pirkko, Koulukotisijoitus -
nuoren toinen mahdollisuus? Mielentervey-
den héirididen, oppimisvaikeuksien ja
perheongelmien kirjo kehittdimishaasteena. -
The placement on a reform school - The
second change for an adolescent? Psychiatric
disorders, learning disabilities and problems
in the family as a challenge of treatment.
74p. (125p.) 2011.

MAgl, KATrIN, Achievement goals, achievement
behaviours, and skill development in the
school and home context: Their antecedents
and correlates. 54 p. (134 p.) Yhteenveto 3 p.
2011.
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HemoneN, VEikko U.J., Suomalaisen turvalli-
suuspolitiikan tila. Suomalaisen 2000-luvun
alun turvallisuuspoliittisen debatin
késiteanalyyttinen tarkastelu. - The state of
Finnish security policy. A conceptual analysis
of the Finnish debate on security policy in the
early 2000s. 266 p. Yhteenveto 1 p. 2011.
Puro, Erika, Peruskoulun erityisopetuksen
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