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ABSTRACT 

Pakarinen, Eija 
Relations Between Teacher–Child Interactions and Children’s Learning and Motivation 
in Finnish Kindergartens 
Jyväskylä: University of Jyväskylä, 2012, 96 p. 
(Jyväskylä Studies in Education, Psychology and Social Research 
ISSN 0075-4625; 447) 
ISBN 978-951-39-4865-8 (nid.) 
ISBN 978-951-39-4866-5 (PDF) 
Diss.  
Finnish summary 
 
The present thesis focused on the predictive relations between the quality of teacher–
child interactions and children’s learning motivation, task avoidance, and academic 
pre-skills. The thesis had four aims: First, to examine the reliability and validity of the 
Classroom Assessment Scoring System (CLASS Pre-K; Pianta, La Paro, & Hamre, 2008) 
in Finnish kindergartens. Second, to investigate the effects of teacher–child interactions 
on children’s motivational outcomes, namely, task avoidance and learning motivation. 
The third aim was to examine the predictive role of teacher stress in kindergarteners’ 
learning motivation and phonological awareness. The fourth aim was twofold: first, to 
investigate the predictive role of children’s academic pre-skills in teacher–child 
interactions, and, second, to examine the influence of teacher–child interactions on 
academic skills. The data stem from the First Steps longitudinal study. Altogether 49 
kindergarten teachers were observed using the CLASS instrument. Other sources of 
data utilized in the analyses include assessments of 1268 kindergarteners (655 boys, 613 
girls) conducted in the beginning and in the end of their kindergarten year, 
questionnaires filled out by kindergarten teachers (n = 137) and children’s mothers (n = 
1028), and kindergarten teachers’ ratings of task-avoidant behavior of the children in 
their kindergarten classroom. The results of the thesis suggest that the CLASS is a 
reliable and valid instrument for investigating teacher–child interactions also in 
Finnish kindergarten classrooms. Further, the results suggest that teacher–child 
interactions are important to kindergarteners’ motivational outcomes. Children’s task 
avoidance and learning motivation assessed at the end of their kindergarten year were 
related to their academic pre-skills. Moreover, learning motivation mediated the 
association between kindergarten teachers’ stress and children’s phonological skills. 
The results also suggest that kindergarten teachers adapt their classroom interactions 
in accordance with children’s academic pre-skills. Overall, these results suggest that it 
is essential to study the actual practices and interactions in classrooms in order to 
determine how teacher–child interactions facilitate children’s motivation and learning. 
 
Keywords: teacher–child interactions, classroom quality, learning motivation, task-
avoidant behavior, academic pre-skills, kindergarten, teacher stress 
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1 INTRODUCTION 

Child development is a function of social interactions that occur at home, in 
school, or in any environment in which patterns of interactions accumulate over 
time (Bronfenbrenner & Morris, 2006). Children’s first significant relationships 
are typically formed with parents, yet children’s relationships with teachers and 
other primary caregivers also have developmental relevance (Downer, Driscoll, 
& Pianta, 2011). In fact, many children spend a high proportion of their waking 
hours in day care centers or kindergartens. A parallel has sometimes been 
drawn between teaching and parenting (e.g., Wentzel, 2002), and an increasing 
amount of research has been conducted on teacher–student interactions and the 
influence of teacher practices on child outcomes (for a meta-analysis, see Roor-
da, Koomen, Spilt, & Oort, 2011). 

Children’s early educational experiences have long-lasting effects on their 
academic achievement (Hamre & Pianta, 2001) and motivation (for reviews, see 
Rutter, 1985b; Sylva, 1994). Rutter (1985a, b) concluded that: "The long-term 
educational benefits stem not from what children are specifically taught but 
from effects on children's attitudes to learning, on their self-esteem, and on their 
task orientation." In order to understand the key factors that promote children’s 
academic learning and motivation, it is important to examine what kinds of 
learning environments and teacher–child interactions children are exposed to. 
Both classroom- and teacher-related factors have been found to be associated 
with successful school outcomes (Pianta, Belsky, Vandergrift, Houts, & Morri-
son, 2008). The majority of previous research on classroom quality has focused 
on structural characteristics, such as adult–child ratio, group size, and teachers’ 
education (Rutter & Maughan, 2002). Early research on the quality of early edu-
cation addressed whether children attending early education institutions devel-
op differently from those not attending such institutions (Melhuis, 2001). How-
ever, recent literature has indicated that early educational experience is not uni-
tary and that it is the quality or characteristic of experience that matters (Melhu-
is, 2001). Moreover, the process quality of daily interactions between the teacher 
and students has been shown to provide more powerful predictors of child out-
comes than the classroom structural features have (Early et al., 2006; Howes et 
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al., 2008; Mashburn et al., 2008; see also Montie, Xiang, & Schweinhart, 2006). 
Consequently, the goal of the present thesis was to examine the predictive rela-
tions between the quality of teacher–child interactions in kindergarten class-
rooms and children’s learning motivation and academic pre-skills. The thesis 
also had more specific aims: first, to investigate the reliability and validity of the 
Classroom Assessment Scoring System as an observational tool (Pianta et al., 
2008b) in Finnish kindergartens; second, to examine the predictive role of 
teacher–child interactions in kindergarteners’ motivational outcomes, namely, 
task avoidance and learning motivation; third, to investigate the role of teacher 
stress in kindergarteners’ learning motivation and phonological awareness; and,  
fourth, to examine the predictive role of kindergarteners’ academic pre-skills in 
teacher–child interactions. In addition, the predictive role of teacher–child in-
teractions in kindergarteners’ academic pre-skills was investigated. 

1.1 Teacher–child interactions 

Classroom processes taking place in interactions between teachers and children, 
as well as among children are seen as the primary mechanisms of influence of 
schools and teachers on child development, that is, through the provision of 
opportunities to develop social skills and competencies and be engaged in 
learning (Early et al., 2007; Hamre, Pianta, Mashburn, & Downer, 2007; Mash-
burn et al., 2008). In the framework of Bronfenbrenner’s bioecological model 
(Bronfenbrenner & Morris, 1998) interactions between teachers and children 
form an example of proximal processes, i.e., enduring forms of interaction be-
tween the child and persons, objects, and symbols in his or her immediate envi-
ronment. Teacher–child interactions representing a bidirectional transactional 
process between individuals are influenced by both individual and contextual 
factors (Downer et al., 2010b; Jennings & Greenberg, 2009; see Figure 1). In oth-
er words, each individual brings his/her own personal characteristics, beliefs 
and dispositions into the everyday teacher–child interactions evidenced in the 
proximal context. More distal contextual factors such as classroom, family, and 
school may facilitate or impede effective teacher–child interactions to evolve as 
well (Downer et al., 2010b). Teacher–child interactions are also a part of a larger 
ecological system, e.g., socioeconomic and cultural contexts (Bronfenbrenner & 
Morris, 1998). 
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FIGURE 1  The contextual model of teacher–child interactions. Based on Downer et al. 
(2010b).  

Previous research on the quality of classroom interactions and teaching practic-
es has relied on several approaches and used a variety of concepts. These in-
clude developmentally appropriate practices (DAP; e.g., Copple & Bredecamp, 
2009; NAYEC, 2009), classroom quality (La Paro, Pianta, & Stuhlman, 2004; Pi-
anta et al., 2008b), effective teaching (Bogner, Raphael, & Pressley, 2002; Whar-
ton-McDonald, Pressley, & Hampston, 1998), child-centered versus teacher-
directed (didactic) practices (Perry, Donohue, & Weinstein, 2007; Stipek & Byler, 
2004; Stipek, Feiler, Daniels, & Milburn, 1995), and individualizing instruction 
(Connor et al., 2009). Despite the different concepts, the approaches make simi-
lar assumptions regarding the key elements of teacher–child interactions in 
children’s learning: (1) social and emotional elements, (2) classroom manage-
ment or organization, and (3) instructional or cognitive components (e.g., Bru, 
Stephens, & Torsheim, 2002; Connor, Son, Hindman, & Morrison, 2005; Eccles & 
Roeser, 1999; La Paro et al., 2004; Stipek & Byler, 2004). 

The previous research clearly points to three domains of classroom inter-
actions that are crucial for children’s academic outcomes: classroom manage-
ment, classroom climate, and the amount and type of instruction evidenced in 
the classroom (e.g., Connor, Morrison, & Katch, 2004; La Paro et al., 2004; Pianta 
et al., 2008b; Stipek & Byler, 2004). Student achievement has been found to be 
related to teachers’ management strategies (i.e., clarity of rules, management of 
students’ behavior, time, and attention) of learning activities and behavior in 
the classroom (e.g., Emmer & Stough, 2001). There is also clear evidence that 



14 
 
classroom climate (i.e., a positive and warm teacher–child relationship character-
ized by the teacher’s regard for children’s perspectives and responsiveness to 
their needs and interests) promotes children’s adjustment and development of 
academic skills (e.g., Birch & Ladd, 1997; Connor et al., 2005; for a meta-analysis, 
see Cornelius-White, 2007). Further, a high quality of instruction (i.e., active 
monitoring and scaffolding of children’s learning and thinking, and tailoring 
the instruction) has been shown to contribute significantly to children’s aca-
demic skills (e.g., Connor et al., 2005; Juel & Minden-Cupp, 2000; La Paro et al., 
2004; Mashburn et al., 2008).  

Teacher–student interactions have been studied intensively during the re-
cent decades (for meta-analyses, see Cornelius-White, 2007; Roorda et al., 2011). 
Research has shown that teachers differ significantly in their interactions with 
their students (Howes et al., 2008; LoCasale-Crouch et al., 2007; Pianta, La Paro, 
Payne, Cox, & Bradley, 2002). Supportive teacher–student relationships are 
documented to contribute to children’s academic achievement and successful 
schooling outcomes (Birch & Ladd, 1997; Burchinal, Peisner-Feinberg, Pianta, & 
Howes, 2002; Crosnoe et al., 2010; Furrer & Skinner, 2003; Howes et al., 2008; 
Hughes & Kwok, 2007; Skinner & Belmont, 1993; Skinner, Furrer, Marchand, & 
Kindermann, 2008), to peer acceptance (Hughes & Kwok, 2006), and to have 
long-lasting effects on academic achievement (e.g., Hamre & Pianta, 2001).  

1.1.1 Measuring teacher–child interactions 

Information on teacher–child interactions can be captured by using teacher re-
ports (e.g., Student–Teacher Relationship Scale; Pianta, 2001), student reports 
(e.g., Nolen & Haladyna, 1990; Ryan & Grolnick, 1986), and observations—or 
combinations of these (cf., De Jong & Westerhof, 2001). Several observational 
measures have been developed for measuring the process quality in classrooms. 
Both global rating scales, such as the Early Childhood Environment Rating 
Scale (ECERS-R; Harms, Clifford, & Cryer, 1998; ECERS-E; Sylva, Siraj-
Blatchford, & Taggart, 2006), and direct observation of classroom interactions, 
such as the Classroom Assessment Scoring System (CLASS; Pianta et al., 2008b), 
the Early Childhood Classroom Observation Measure (ECCOM; Stipek & Byler, 
2005), and the Individualizing Student Instruction classroom observation and 
coding system (ISI; Connor et al., 2009) have been applied in various contexts. 
As an extension to the CLASS coding system, the Individualized Classroom 
Assessment Scoring System (inCLASS; Downer, Booren, Lima, Luckner, & Pian-
ta, 2010) has recently been developed for studying individual children’s experi-
ences in the classroom.  

In the U.S., classroom observations have been used as measurement tools 
in educational research for more than 30 years (Gage & Needels, 1989). In the 
Finnish context, classroom observations have mostly been conducted using a 
qualitative microanalysis, whereas internationally standardized and validated 
observational tools such as the CLASS had not been implemented before in the 
Finnish kindergarten context (for an exception, the ECCOM measure was used 
at the same time as the CLASS in the First Steps study; Lerkkanen et al., 2012a). 
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In the present study, the CLASS tool was applied for measuring the quality of 
teacher–child interactions in Finnish kindergartens. The CLASS was chosen be-
cause it provides a standardized and validated way of assessing teacher–child 
interactions across grades and across content areas (Pianta & Hamre, 2009). An-
other reason for selecting the CLASS was that it is based on identifiable dimen-
sions of teacher–child interactions shown in earlier studies to contribute in a 
meaningful way to students’ development (Hamre et al., 2007; Pianta & Hamre, 
2009). Although the CLASS framework shares many features with other ap-
proaches, it is unique in its strong theoretical basis, its empirical validation, and 
applicability to a range of early childhood and elementary classroom settings 
(Hamre & Pianta, 2007). 

1.2 The CLASS framework: A theory of teacher–child  
interactions 

The CLASS framework (Downer, Sabol, & Hamre, 2010; Pianta & Hamre, 2009; 
Pianta et al., 2008b) conceptualizes classroom quality in terms of teacher–
student interactions that are likely to contribute to student learning and devel-
opment (see Figure 2). The CLASS framework leans heavily toward earlier the-
oretical and empirical educational and psychological literature (Downer et al., 
2010b). Classroom processes are operationalized in several specific dimensions 
involving emotional, organizational, and instructional features of the classroom 
(Pianta & Hamre, 2009). These dimensions are organized into three broad do-
mains of teacher–child interactions, namely, emotional support, classroom or-
ganization, and instructional support (Downer et al., 2010b; Pianta et al., 2008b).  
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FIGURE 2  The CLASS framework. Modified from Hamre (2008).  

1.2.1 Emotional support 

Emotional support refers to dimensions of classroom interaction which support 
children’s social and emotional functioning (La Paro et al., 2004; Pianta et al., 
2008b). In classrooms with high emotional support, teachers are sensitive to 
children’s needs and interests, and show responsiveness and warmth (Pianta et 
al., 2008b). Emotionally supportive teachers also provide children with appro-
priate levels of autonomy and comfort (Pianta et al., 2008b). Classrooms with 
high quality emotional support are characterized by positive tone and respect-
ful interactions (Hamre & Pianta, 2007). 

Emotional support has its theoretical foundation in attachment and self-
determination theory (Downer et al., 2010; Hamre et al., 2007). Self-
determination theory (STD) postulates that students are more likely to be en-
gaged and motivated to learn when their three innate psychological needs, that 
is, needs for relatedness, competence, and autonomy are met (Connell & Well-
born, 1991; Ryan & Deci, 2000; Skinner & Belmont, 1993). Attachment theory, in 
turn, posits that when children have predictable, emotionally supportive and 
secure relationships with their primary caregivers, they become more self-
reliant and are able to take risks when exploring novel situations (Ainsworth, 
Belehar, Waters, & Wall, 1978; Bowlby, 1982). Based on these theoretical under-
pinnings, it can be assumed that emotionally supportive teacher–child interac-
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tions promote children’s connectedness with school and the sense of security to 
explore new ideas as well as motivation to learn (Hamre et al., 2007). 

Previous research has shown that emotional support contributes to stu-
dents’ emotional and social outcomes (e.g., Mashburn et al., 2008; NICHD, 
2003), as well as to their academic outcomes (Hamre & Pianta, 2005; Perry et al., 
2007). For example, teachers’ regard for students’ perspectives, responsiveness 
to students’ interests, and the emotional climate of the classroom have been 
documented to be associated with children’s achievement (Bogner et al., 2002; 
Connor et al., 2005; Dolezal, Welsh, Pressley, & Vincent, 2003). Teacher warmth 
and sensitivity have been shown to be related to early reading outcomes (Con-
nor et al., 2005), low rates of negative behavior (Bru et al., 2002; NICHD, 2002, 
2003; Rimm-Kaufman et al., 2002), and academic achievement (Hamre & Pianta, 
2001). Emotional support provided by the teacher also promotes children’s en-
gagement (McWilliam, Scarborough, & Kim, 2003) and can function as a protec-
tive factor among at-risk children (Buyse, Verschueren, Doumen, Van Damme, 
& Maes, 2008; Hamre & Pianta, 2005). 

1.2.2 Classroom organization 

Classroom organization is defined in terms of routines and management in the 
classroom (Emmer & Stough, 2001). It is displayed, for instance, in how teachers 
manage time and activities to promote children’s engagement in productive 
learning (Cameron, Connor, & Morrison, 2005; Cameron, Connor, Morrison, & 
Jewkes, 2008; Emmer & Stough, 2001). Teachers in well-organized classrooms 
promote children’s learning by establishing clear expectations for behavior and 
well-established routines (Emmer & Stough, 2001), and helping students to reg-
ulate their own behavior and to maintain interest in learning activities (Pianta et 
al., 2008b). Effective teachers also actively monitor children’s schoolwork (Bru 
et al., 2002), and are proactive rather than reactive with regards to disruptive 
behavior (Yates & Yates, 1990).  

Conceptualization of classroom organization is based on theoretical and 
empirical postulations on children’s development of self-regulatory skills 
(Hamre et al., 2007; Paris & Paris, 2001; Raver, 2004). Although a lot of individ-
ual variability exists (e.g., temperament), the development and expression of 
self-regulatory skills are seen as also being highly dependent on the external 
regulations provided by parents and teachers (Raver, 2004; Rimm-Kaufman et 
al., 2002). It can be assumed, thus, that classroom organization is foremost 
aligned to children’s behavioral and attentional skills (Downer et al., 2010; 
Hamre et al., 2007). 

Effectiveness of classroom organization—or classroom management, 
which is often used as a parallel term—is associated with children’s higher 
achievement (Cameron et al., 2008; Wharton-McDonald et al., 1998), higher 
mastery of first grade vocabulary and print concepts (Cadima, Leal, & Burchi-
nal, 2010), greater student engagement (Rimm-Kaufman, Curby, Grimm, Na-
thanson, & Brock, 2009; Wharton-McDonald et al., 1998), and fewer behavioral 
problems (Arnold, McWilliams, & Arnold, 1998; Bru et al., 2002). In classrooms 
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with high-quality management, students have been found to show higher on–
task behavior and social and academic competence than students in classrooms 
with low-quality management (e.g., Pianta et al., 2002; Rimm-Kaufman, La Paro, 
Downer, & Pianta, 2005). 

1.2.3 Instructional support 

Instructional support refers to the ways in which teachers implement instruc-
tional discussions and activities to effectively support children’s cognitive and 
language development (Pianta et al., 2008b). In classrooms with high-quality 
instructional support, teachers provide scaffolding (Yates & Yates, 1990), create 
opportunities for concept development, use questioning and feedback in sup-
portive ways (La Paro et al., 2004; Pianta et al., 2008b), and promote students’ 
problem solving, creative thinking, and complex language skills (Pianta et al., 
2008b). Teachers characterized by a high provision of instructional support 
promote children’s learning by affording additional explanations and ideas 
(Meyer, Wardrop, Hastings, & Linn, 1993), by scaffolding and providing sup-
port (Bogner et al., 2002), and by asking optimally challenging questions 
(Dolezal et al., 2003). High quality feedback extends children’s learning by sug-
gesting alternative ways of thinking and by emphasizing deeper understanding 
of concepts rather than the correctness of answers (La Paro et al., 2004).  

Instructional support has its theoretical roots in theory and research on 
children’s cognitive and linguistic development (Catts, Fey, Zhang, & Tomblin, 
1999; Hamre et al., 2007; Vygotsky, 1991; Wharton-McDonald et al., 1998). A 
child’s cognitive and linguistic development is seen as contingent on the oppor-
tunities provided by adults, that is, by scaffolding, extending, and encouraging 
(Vygotsky, 1991). It can be assumed, therefore, that teachers’ instructional sup-
port provides a strong basis for the development of children’s cognitive skills 
and academic outcomes (Downer et al., 2010; Hamre et al., 2007). 

Instructional support has been found to be positively associated with stu-
dents’ classroom engagement (Bogner et al., 2002; Dolezal et al., 2003; Downer, 
Rimm-Kaufman, & Pianta, 2007; NICHD, 2005; Wharton-McDonald et al., 1998), 
academic outcomes (Hamre & Pianta, 2005; Howes et al., 2008; Mashburn et al., 
2008; Taylor, Pearson, Clark, & Walpole, 2000; Wharton-McDonald et al., 1998), 
and adaptive interactions with teachers and peers (NICHD, 2002). Instructional 
support has particular relevance for developmental outcomes of at-risk children: 
higher teacher instructional support can aid in closing the gap in academic 
achievement between at-risk children and children without common risk indi-
cators (Hamre & Pianta, 2005). 

Previous research has shown that classroom interactions conceptualized 
using the three aforementioned domains of classroom process quality are im-
portant for both the development of children’s academic skills and adaptive 
classroom behaviors. The associations between teacher–child interactions and 
children’s motivational outcomes, however, have been studied to a lesser extent. 
Consequently, one major aim of the present thesis was to examine the predic-
tive role of teacher–child interactions in the development of kindergarteners’ 
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learning motivation (Study II) and task-avoidant behavior (Study III). The role 
of teacher–child interactions in children’s academic pre-skills (Studies II–III) 
was also investigated. 

1.2.4 The CLASS as an observational tool 

In the present study, teacher–child interactions were assessed using the CLASS 
observational instrument focusing on three domains of classroom interaction 
(Pianta et al., 2008b; see Figure 2). The Emotional Support domain includes four 
observable dimensions: positive climate, negative climate, teacher sensitivity, 
and regard for student perspectives. It focuses on the positive tone and respect-
ful interactions in the classroom, that is, the teacher’s ability to support social 
and emotional functioning in the classroom (Pianta et al., 2008b). The Classroom 
Organization domain includes three observable dimensions: behavior manage-
ment, productivity, and instructional learning formats. Observations concern-
ing this domain focus on management of students’ behavior, time, and atten-
tion in the classroom (Hamre & Pianta, 2007). The Instructional Support domain 
involves the following three observable dimensions: concept development, lan-
guage modeling, and quality of feedback. It does not focus on the content of the 
curriculum (the what) but rather on the ways in which teachers establish con-
versations and give feedback (the how) in order to promote children’s cognitive 
development (Pianta et al., 2008b).  

1.2.5 Limitations of previous research 

Previous research on the quality of teacher–child interactions has some limita-
tions. First, research using the CLASS instrument to analyze teacher–child in-
teractions has been conducted mainly regarding the U.S. context (for exceptions, 
see Cadima et al., 2010; Malmberg, Hagger, Burn, Mutton, & Colls, 2010). How-
ever, mechanisms that promote learning in the classroom are assumed to be 
universal (Hamre et al., 2007; Van de Grift, 2007), and there is an evident need 
for a valid measure of teacher–child interactions also outside the United States. 
There is no empirical research on how process quality in kindergarten class-
rooms is associated with children’s learning outcomes and motivation in the 
Finnish context with a more homogeneous educational system and teacher edu-
cation than that in the U.S., for instance. Second, although the relations between 
teacher–child interactions and academic outcomes have been intensively stud-
ied in recent years, the associations between teacher–child interactions and 
children’s motivational outcomes have been investigated to a much lesser ex-
tent, especially concerning young children. The topic of motivation develop-
ment is especially important in the Finnish context given that the national kin-
dergarten curriculum (Esiopetuksen opetussuunnitelman perusteet, 2010) 
strongly emphasizes the promotion of children’s motivation and engagement in 
learning. Consequently, the first aim was to investigate the reliability and valid-
ity of the Classroom Assessment Scoring System as an observational tool (Pian-
ta et al., 2008b) with regard to Finnish kindergartens. The second aim was to 
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examine the effects of teacher–child interactions on kindergarteners’ motiva-
tional outcomes, namely, learning motivation (Study II) and task avoidance 
(Study III).  

1.3 Teacher and classroom characteristics 

In addition to teachers’ educational background, work experience, age and oth-
er background variables, their personal or psychological characteristics can also 
be assumed to influence the quality of teacher–child interactions as well as chil-
dren’s academic and motivational outcomes (for a meta-analysis, see Jennings 
& Greenberg, 2009). In their theoretical model of teacher–child interactions, 
Downer and colleagues (2010b) refer to these teacher characteristics as proximal 
factors predicting the quality of interactions (see also Figure 1). 

1.3.1 Teacher stress and exhaustion 

The quality of classroom interactions may also partly depend on the psycholog-
ical well-being of the teacher (Downer et al., 2010b; Pianta et al., 2005). One as-
pect of teacher well-being is their work-related stress. Teacher stress can be de-
fined as the experience of unpleasant emotions, such as tension, frustration, 
anxiety, anger and depression, resulting from some aspects of the teacher’s 
work (Kyriakou & Sutcliffe, 1978). Teacher burnout, in turn, has been described 
as a syndrome resulting from prolonged teacher stress (Kyriakou, 1987). Burn-
out in the work context can be manifested as emotional exhaustion, cynicism or 
depersonalization, and reduced professional accomplishment (Maslach, Schau-
feli, & Leiter, 2001).  

The teaching profession is evaluated as stressful and mentally loaded (e.g., 
Johnson et al., 2005; Kalimo & Toppinen, 1997; Travers & Cooper, 1996). Stress 
and exhaustion at work have been found to be quite common among teachers: 
27% of Finnish teachers suffer from symptoms of exhaustion (Kalimo & Toppi-
nen, 1997). International prevalence of stress reported by teachers has ranged 
between 30% to 90% (e.g., Travers & Cooper, 1996). The frequency of teacher 
stress varies from study to study and depends on the criteria, cut-off points, 
and measures used. Recently, teaching has been ranked as one of the highest in 
stress-related outcomes from a database of 26 occupations (Johnson et al., 2005). 
Preschool teachers’ work stressors have been described along the dimensions of 
job-related demands, resources and control, or more specifically as high de-
mands, low control in daily activities, few resources and rewards for work, and 
low confidence in managing children’s behavior (Curbow, Spratt, Ungaretti, 
McDonnell, & Breckler, 2000). Emotionally challenging situations, such as main-
taining discipline and teaching unmotivated children with conduct or other 
problems, have also been identified as potential stressors for teachers (Brouwers 
& Tomic, 2000; Sutton & Wheatley, 2003). 
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Teacher stress can have both individual consequences as well consequenc-
es for those with whom a teacher works (Grayson & Alvarez, 2008; Jennings & 
Greenberg, 2009; Zhai, Raver, & Li-Grining, 2011). Stressed teachers may expe-
rience decreased motivation and high absenteeism, as well as increasing teacher 
turnover rates. Some theoretical perspectives have informed on the influence of 
teacher stress on child outcomes. Emotion socialization models, for example, 
suggest that adults’ emotional expression, that is, their reactions to children’s 
emotions and behavior, shape children’s emotional and behavioral develop-
ment (Li-Grining, Raver, Champion, Sardin, Metzger, & Jones, 2010). Further, 
transactional models of child development suggest that both adults and chil-
dren have the capacity to reduce stress and anxiety or to increase it (e.g., 
Combs-Ronto, Olson, Lunkenheimer, & Sameroff, 2009). Jennings and Green-
berg (2009), in turn, conclude that teachers’ social and emotional competence is 
highly dependent on their well-being. Relatedly, Raver and colleagues (Li-
Grining et al., 2010; Zhai et al., 2011) have suggested that teacher stress influ-
ences child outcomes indirectly via lowered quality of classroom management 
and emotional support, and via children’s self-regulation skills (Raver et al., 
2011). 

Previous studies have shown that, when teachers experience stress or 
emotional exhaustion, their relationships with students and the quality of their 
teaching suffer (Grayson & Alvarez, 2008; Li-Grining et al., 2010; Roth, Assor, 
Kanat-Maymon, & Kaplan, 2007; Yoon, 2002). Teachers may, for example, have 
difficulties in maintaining emotionally supportive classroom interactions and 
effective behavior management when they experience a high level of stress (Li-
Grining et al., 2010). In addition, teachers’ reports of stress have been found to 
predict their negative relationships with students (Yoon, 2002). It has also been 
shown that teachers who experience high levels of stress and burnout are more 
likely to engage in harsh interactions with students (Curbow et al., 2000; Hamre 
& Pianta, 2004). Teachers with burnout symptoms may have a low tolerance 
when it comes to meeting the needs of students with challenging behavior 
(Kokkinos, Panayiotou, & Davazoglou, 2005). Moreover, emotional exhaustion 
may lead to lowered sensitivity and avoidance of interaction with students. Fur-
ther, teachers’ emotional exhaustion has been found to be indirectly related to 
students’ lower autonomous motivation for learning (Roth et al., 2007). It has 
also been connected to teachers’ lower self-efficacy beliefs (Brouwers & Tomic, 
2000). Self-reported depression in teachers, which is closely linked to feelings of 
exhaustion and stress, has been shown to be negatively connected with the ob-
served quality of interactions (Gerber, Whitebook, & Weinstein, 2007; Hamre & 
Pianta, 2004; Pianta et al., 2005).  

These findings support the assumption that teacher stress and exhaustion 
may lead to a lower quality of interaction in the classroom, which in turn con-
tributes to lowered learning motivation and learning outcomes in children (see 
Jennings & Greenberg, 2009). As there are only a few previous findings on the 
influence of teacher stress on children’s learning and motivation, one aim of the 
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present thesis was to investigate the role of self-reported teacher stress in kin-
dergarteners’ learning motivation and phonological skills (Study II). 

1.3.2 Interactional style in teaching 

Teachers’ behaviors and characteristics that describe their interactions with 
children in their classroom, defined in the present thesis as interactional style in 
teaching, may contribute to the quality of interactions in the classroom. Research 
on teacher interactional style rests on the assumption that effective teaching is 
much like effective parenting (Wentzel, 1997, 2002). The theoretical background 
originates from literature on parenting styles, namely, Baumrind’s parenting 
dimensions (Baumrind, 1991). According to her, parenting style is composed of 
two dimensions. One dimension, demandingness, involves behavioral control, 
autonomy support and expectations (Baumrind, 1991). The other dimension, 
responsiveness, involves warmth and care, involvement, provision of resources, 
and adaptation to individual needs. Variations along the two dimensions yield 
different parenting styles, namely, authoritative, authoritarian and permissive 
parenting (Baumrind, 1991). Barber (1996) has extended the theory on parenting 
styles by introducing a concept of psychological control which is defined as pa-
rental behaviors that are intrusive and manipulative of children’s thoughts, 
feelings, and attachment to parents. While the impact of parenting styles on 
children’s academic achievement has been investigated extensively (e.g., Auno-
la & Nurmi, 2004, 2005; Darling & Steinberg, 1993), much less research has been 
conducted on teaching styles (for exceptions, see Kuntsche, Gmel, & Rehm, 2006; 
Walker, 2008; Wentzel, 2002). 

As in the case of parenting styles, teacher interactional styles can be con-
ceptualized as teacher warmth, affection and support (Kiuru et al., 2012b; 
Kuntsche et al., 2006), rules and behavioral control (Kuntsche et al., 2006), and 
psychological pressure or control (Kuntsche et al., 2006). A combination of 
providing autonomy support and responding to the students’ needs, as well as 
setting and reinforcing clear rules, is defined as authoritative teaching 
(Kuntsche et al., 2006; Walker, 2008). Interactional style in teaching has also 
been conceptualized as adult-centered versus child-centered beliefs by some 
researchers (Justice, Mashburn, Hamre, & Pianta, 2008; Pianta et al., 2005).  

Authoritative teaching has been shown to provide an optimal context for 
student engagement and learning (Walker, 2008). Previous research has also 
indicated that teacher warmth and support can protect first graders against the 
detrimental impact of reading disabilities risk on peer rejection (Kiuru et al., 
2012b). Authoritarian teaching, in turn, has been connected to students’ self-
handicapping strategies and low self-efficacy (Walker, 2008), whereas psycho-
logical pressure has been found to be associated with adolescents’ low academic 
achievement and increased problem behaviors (Kuntsche et al., 2006). Previous 
findings on how teacher beliefs are associated with the quality of classroom in-
teractions are, however, somewhat inconsistent. For example, Pianta and col-
leagues found that teachers’ adult-centered beliefs were negatively associated 
with classroom quality (Pianta et al., 2005), whereas Justice and colleagues 
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showed that preschool teachers’ adult-centered attitudes were associated with 
high-quality literacy instruction (Justice et al., 2008). 

1.3.3 Teachers’ self-efficacy beliefs 

The construct of self-efficacy refers to a person’s beliefs about his or her own 
capabilities to complete the required tasks and to overcome possible difficulties 
(Bandura, 1977). When the concept of self-efficacy is applied to teachers and 
teaching, it is defined as a belief that one’s capabilities can bring about desirable 
changes in students’ behavior and achievement (Gibson & Dembo, 1984) as well 
as in their motivation (Tschannen-Moran & Woolfolk-Hoy, 2001). 

Teacher's sense of efficacy has been found to be positively associated with 
several predictors and indicators of student achievement (Tschannen-Moran, 
Woolfolk Hoy, & Hoy, 1998). For example, teachers’ high sense of efficacy is 
associated with high-quality instruction in preschool (Justice et al., 2008), a close 
relationship with children (Mashburn, Hamre, Downer, & Pianta, 2006), a more 
positive impression of children (Mashburn et al., 2006), and children’s higher 
academic performance (Goddard, Hoy, & Woolfolk, 2000; Guo, Piasta, Justice, 
& Kaderavek, 2010; Skaalvik & Skaalvik, 2007; Tschannen-Moran & Woolfolk 
Hoy, 2001; Wolters & Daugherty, 2007). Teacher efficacy is also related to teach-
ers’ classroom management strategies (Woolfolk, Rosoff, & Hoy, 1990), com-
mitment to teaching (Coladarci, 1992), and persistence in challenges (Brouwers 
& Tomic, 2000), whereas low teacher efficacy is associated with burnout symp-
toms (Brouwers & Tomic, 2000; Skaalvik & Skaalvik, 2007, 2010). Moreover, the 
relations between teacher efficacy beliefs and child outcomes are moderated by 
classroom quality (Goddard & Goddard, 2001; Guo et al., 2010). For example, 
teachers’ self-efficacy has been found to predict children’s vocabulary skills on-
ly within the context of emotionally supportive preschool classrooms (Guo et al., 
2010). Thus, teacher efficacy beliefs can be assumed to influence child outcomes 
through teacher–child interactions. 

Since teachers’ self-efficacy beliefs, interactional style in teaching, and ex-
haustion at work have been shown to be associated with the quality of teacher–
child interactions, they were used in the present thesis to provide validation for 
measures of observed classroom quality (Study I). 

1.3.4 Classroom structural characteristics 

Although process quality has been proven to be a powerful indicator of child 
outcomes, some structural features of classrooms may need to be in place for 
high-quality practices to evolve (Mashburn et al., 2008). Among the two most 
critical structural classroom characteristics are extent of teaching experience and 
class size. Previous research on teaching experience is inconsistent as effects for 
length of teaching experience have not been found in some studies (e.g., Early 
et al., 2007; Gerber et al., 2007; NICHD, 2002), while other studies have indicat-
ed that emotional support is higher in classrooms where the teacher has fewer 
years of professional experience (Connor et al., 2005; Mashburn et al., 2006). 
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Shorter teaching experience has also been found to protect first graders against 
the detrimental impact of social and learning risk factors on peer rejection 
(Kiuru et al., 2012b). One possible explanation for these findings is that less ex-
perienced teachers have received their training more recently and consequently 
may have learned more child-centered practices, such as taking into account 
individual students’ needs in learning situations (Hytönen, 2008). They may 
also be more critical of their teaching as well as more receptive to new ideas. 

Small class size has been identified as being beneficial for students’ posi-
tive academic and behavioral outcomes (Blatchford, 2003; Blatchford, Bassett, & 
Brown, 2011; Ehrenberg, Brewer, Gamoran, & Willms, 2001), as well as for high-
quality instructional and emotional support (NICHD, 2004). In particular the 
youngest students benefit most from smaller classes in terms of academic out-
comes (Blatchford, Bassett, Goldstein, & Martin, 2003; Ehrenberg et al., 2001; 
Nye, Hedges, & Konstantopoulos, 2000). Smaller class size in the first grade has 
also been found to protect children against the detrimental impact of social 
withdrawal on peer rejection (Kiuru et al., 2012b). In smaller classes, teachers 
are likely to have more resources for providing attention, active interaction and 
individualized support (Blatchford, Goldstein, Martin, & Browne, 2002; NICHD, 
2004). Some other studies, however, have not found effects of class size (NICHD, 
2002; Rutter & Maughan, 2002).  

Due to previously reported effects on child outcomes and teacher–child in-
teractions, teachers’ professional experience and class size were used as control 
variables in most of the analyses included in the present thesis. 

1.4 The influence of students on teachers 

While it is widely acknowledged that teacher–child interactions—and especially 
the teacher’s beliefs and teaching practices—influence children’s motivational 
and academic outcomes (Birch & Ladd, 1997; Skinner & Belmont, 1993; Stipek et 
al., 1995, 1998), there are also some studies suggesting that students and their 
different characteristics influence teachers and their instructional practices 
(Dobbs & Arnold, 2009; Ladd, Birch, & Buhs, 1999; Nurmi, Viljaranta, Tolvanen, 
& Aunola, 2012; for a meta-analysis, see Nurmi, in press). For example, it has 
been suggested that student characteristics evoke various responses from teach-
ers and influence teacher–child interactions (Borko & Putnam, 1996; Calderhead, 
1996; Coplan & Prakash, 2003; Pianta, 2006). The idea that children’s character-
istics influence adults is, in fact, not new. Bell (Bell, 1968; Bell & Harper, 1977) 
suggested quite some time ago that child–adult interactions are bidirectional. 
Moreover, the transactional theory of child development suggests that adult 
and child characteristics interact in producing child outcomes (Combs-Ronto et 
al., 2009). In their theoretical model, Downer and colleagues (2010b) also 
acknowledge the bidirectional nature of teacher–child interactions. 

The importance of students’ characteristics in affecting teachers’ behavior 
and instructional practices can be explained via two psychological mechanisms. 
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In addition to their general pedagogical knowledge and beliefs about classroom 
management, instructional strategies and subject matter, teachers also construct 
knowledge and beliefs about particular students and classrooms (Borko & Put-
nam, 1996; Calderhead, 1996). Such knowledge and beliefs about students as 
learners and about learning processes influence the methods that teachers use 
to instruct these students (Calderhead, 1996). Teachers’ impressions of children 
and their characteristics have an impact on teacher–child relations and teacher 
instruction (Pianta, 2006). Second, alongside teachers’ cognitions, students and 
their characteristics activate affective reactions in teachers, which are then re-
flected in the teachers’ patterns of instruction, socioemotional support, and 
classroom management (Sutton & Wheatley, 2003). Some studies suggest that 
the major source of teachers’ positive emotions, such as satisfaction, is derived 
from children’s good learning outcomes and progress (Emmer, Oakland, & 
Good, 1974; Hargreaves, 1998). Although investigated to a lesser extent, teach-
ers’ emotions may have important consequences for their instruction and class-
room practices (Sutton & Wheatley, 2003).  

Research on the ways in which students’ academic skills contribute to 
teachers’ instruction rests largely on the assumption that success in education 
depends on adapting teaching to the needs of individual students (Connor et al., 
2009; Corno & Snow, 1986; Morrison & Connor, 2002; Pressley, Hogan, Whar-
ton-McDonald, Mistretta, & Ettenberger, 1996; Rimm-Kaufman, Vorhees, Snell, 
& La Paro, 2003; Sinatra & Mason, 2008). From this point of view, children’s 
academic performance and skills are important in activating teacher instruction 
(Corno, 2008). For example, students’ level of academic performance plays a 
crucial role in teachers’ planning of their instruction and classroom practices 
(Corno & Snow, 1986; Rimm-Kaufman et al., 2003). The influence of students’ 
academic skills can be described as an “evocative impact” on teachers’ instruc-
tion (Rutter, 1997; Scarr & McCartney, 1983), as it is students’ characteristics 
rather than their active efforts that have an influence on teachers’ behavior. 

Although the influence of children’s academic performance on teachers’ 
instruction and practices is widely acknowledged (Babad, 1998; Corno, 2008; 
Martin, 2004; Pianta, 2006; Skinner & Belmont, 1993), it has rarely been ana-
lyzed empirically and the findings are mixed. Some studies have shown that 
teachers give more praise, support and encouragement to students of whom 
they have low expectations (Babad, 1990). Some other studies, in turn, have in-
dicated that teachers give more praise to (Brophy & Good, 1970; Good, Cooper, 
& Blakey, 1980) and set higher performance demands (Brophy & Good, 1970) 
on students of whom they have high expectations.  

Previous research has indicated that students’ academic skills are associat-
ed with the ways in which teachers instruct different students (Babad, 1990, 
1996; Babad, Bernieri, & Rosenthal, 1989). For example, first grade students’ 
poor level of performance in mathematics was found to lead to a higher amount 
of active instruction given by the teacher (Nurmi et al., 2012a, 2012b). Several 
recent studies suggest that students’ reading skills are more likely to improve 
when instructional practices are matched to their initial skill levels (Cameron et 
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al., 2005; Connor, Morrison, & Katch, 2004; Juel & Minden-Cupp, 2000; Morri-
son & Connor, 2002). Similar results have been shown, for instance, for devel-
opment in mathematics (Curby, Rimm-Kaufman, & Ponitz, 2009). A recent find-
ing showed that teachers do not only adapt their instruction with respect to 
students’ academic skills at the beginning of primary school, but they also ad-
just their instruction depending on the development of children’s skills during 
the first school year (Nurmi et al., 2012a).  

Related findings using classroom observations showed that classroom 
quality has a different developmental relevance for children with different skill 
levels. Namely, in terms of math outcomes, children with lower initial math 
skills benefited from a higher quality of teacher–child interactions (Cadima et 
al., 2010; Curby et al., 2009). Based on previous studies, there is good reason to 
assume that students’ overall skill level in the classroom influences the quality 
of teacher–child interactions. Consequently, one aim of the present thesis was to 
investigate whether children’s academic pre-skills typical of the kindergarten 
classroom would predict the quality of teacher–child interactions later on 
(Study IV). 

1.5 Learning motivation 

During the last three decades, the role of motivation and related classroom be-
havior in children’s learning and academic achievement has been widely 
acknowledged (e.g., Onatsu-Arvilommi & Nurmi, 2000; Wigfield, Eccles, Schie-
fele, Roeser, & Davis-Kean, 2006). Students’ interests, goal orientations, and 
achievement-related beliefs and behaviors are recognized as central motivation-
related constructs reflecting students’ purposes and reasons behind activities 
evidenced in achievement situations (Wigfield & Cambria, 2010). In the present 
thesis, learning motivation (defined as interest in kindergarten activities) and 
task-avoidant behavior displayed in learning situations with academic tasks are 
used as the key motivational constructs. Learning motivation and achievement 
behaviors are theoretically aligned motivational constructs. For example, Nur-
mi and colleagues (2008) have presented an integrated process model which 
posits that when an individual is motivated or interested in a particular task or 
subject, his or her behavior is more likely to be focused on the task (on-task) 
than to be task-avoidant (off-task). Learning motivation, in turn, is influenced, 
for example, by previous experiences, expectancies and beliefs concerning 
achievement and learning (Eccles et al., 1983). 

1.5.1 Interest 

One framework in conceptualizing academic motivation focuses on students’ 
valuing of and interest in various school subjects, tasks, or activities. This 
framework utilizes various concepts, such as task-value (Eccles et al., 1983), 
task-motivation (Aunola et al., 2006; Viljaranta, Lerkkanen, Poikkeus, Aunola, 
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& Nurmi, 2009), intrinsic motivation (Deci, Vallerand, Pelletier, & Ryan, 1991; 
Gottfried, 1990), and interest (Renninger, 1992; Schiefele, 1991; Viljaranta, Auno-
la, Tolvanen, & Nurmi, 2012). In the present thesis, the concept of learning moti-
vation is used to refer to children’s interest in and enjoyment of contents of 
learning and activities in the Finnish kindergarten curriculum, such as activities 
related to letters, rhyming, mathematics, listening to storybook reading, music 
activities, outdoor play, nature studies, and arts and crafts. Learning activities 
in Finnish kindergartens are thematic rather than subject based, and instead of 
formal teaching of basic reading and math (e.g., decoding, or arithmetic exercis-
es with work sheets), learning of academic pre-skills is fostered using play ac-
tivities, rhyming, letter and number games, and exercises. Thus, in the context 
of Finnish kindergartens learning motivation was investigated by targeting a 
wide range of activities, that is, overall motivation and interest in different 
kinds of kindergarten activities.   

Previous research indicates that the development of learning motivation 
begins very early in the school career (Aunola et al., 2006). Children’s task-
motivation in reading and mathematics appears to be relatively high at around 
school entry, but declines during the elementary school years (Gottfried, Flem-
ing, & Gottfried, 2001; Wigfield et al., 1997). Similarly, individual differences in 
task-motivation emerge in early school years (Eccles, Wigfield, Harold, & Blu-
menfield, 1993; Nurmi & Aunola, 2005; Wigfield et al., 1997), and inter-
individual stability has been documented as increasing with age (Aunola et al., 
2006; Gottfried et al., 2001). Motivation plays a role not only in students’ overall 
academic achievement but also in the development of specific skills, such as 
reading (Baker & Wigfield, 1999; Ecalle, Magnan, & Gibert, 2006).  

Despite wide agreement on the role of motivation in successful learning, 
the antecedents of children’s learning motivation are not yet well understood. It 
has been suggested that previous learning outcomes related to a particular 
school subject and relevant feedback provide a basis for the development of 
students’ interest in a particular subject. For example, in primary school stu-
dents, performance in reading (Gottfried, 1990) and mathematics (Aunola et al., 
2006; Gottfried, 1990) predict subsequent task-motivation in those particular 
subjects. Viljaranta et al. (2009) recently showed that kindergarten children’s 
prior level of math-related skills predicted their subsequent interest in mathe-
matics.  

It has been suggested that the characteristics of schools and classrooms, as 
well as teaching practices, may also play an important role in the development 
of learning motivation (for a review, see Wigfield, Eccles, & Pintrich, 1996). Pre-
vious findings have indicated that teachers’ teaching goals are related to prima-
ry school children’s task motivation (Aunola et al., 2006), and that instructional 
practices contribute to students’ learning motivation (Anderman, Eccles, Yoon, 
Roeser, Wigfield, & Blumenfeldt, 2001). Associations have also been reported 
between students’ intrinsic motivation and teacher support for students’ auton-
omy (Guay, Boggiano, & Vallerand, 2001; Guthrie, Wigfield, & von Secker, 
2000), teacher caring (Wentzel, 1997, 1998), and teacher warmth combined with 
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consistent enforcement of rules in the classroom (Ryan & Grolnick, 1986). These 
findings are in accordance with the postulations of the self-determination theo-
ry (Ryan & Deci, 2000; Skinner & Belmont, 1993; Skinner et al., 2008), which 
suggests that children are most motivated to learn when adults support their 
need to feel competent and autonomous as well as the need for relatedness. 

Previous research in the field has, however, some limitations. First, little 
research has been carried out among kindergarten-age children (for exceptions 
see Lerkkanen et al., 2012b; Stipek et al., 1998; Viljaranta et al., 2009). Second, 
the majority of previous studies have investigated teacher instruction and class-
room goal structures either by using student reports (Nolen & Haladyna, 1990; 
Ryan & Grolnick, 1986) or teacher reports (Anderman et al., 2001), whereas less 
research has been conducted using observational methods. Third, previous 
studies have not typically taken into account the differences in children’s pre-
existing academic skills (Nolen & Haladyna, 1990; Ryan & Grolnick, 1986). 
Classroom differences in children’s interests may be partly due to student selec-
tion for placement in classes. Although it is acknowledged (e.g., Turner & Pat-
rick, 2008) that understanding development and change in motivation requires 
analyzing the transaction between individuals and context, the role of class-
room-level factors in the development of motivation has been analyzed much 
less than the role of individual factors. Thus, in the present thesis, the role of 
observed teacher–child interactions and teacher stress in kindergarteners’ learn-
ing motivation (Study II) was examined by taking into account the children’s 
previous skills and including other potentially relevant factors (i.e., mothers’ 
education and child gender) in the analyses.  

1.5.2 Task-focused versus task-avoidant behavior 

The kinds of motivational behavior patterns and strategies that children adopt 
can be expected to play an important role in their academic achievement and 
performance (e.g., Lau & Nie, 2008; Onatsu-Arvilommi & Nurmi, 2000; Ste-
phenson, Parrila, Georgiou, & Kirby, 2008). Achievement-related beliefs and 
behaviors refer to a variety of expectations, beliefs and behaviors that individu-
als display in various learning situations (for reviews, see Valentine, DuBois, & 
Cooper, 2004; Wigfield et al., 2006). The basic idea in this framework is that 
when an individual faces a new challenging or demanding task, experiences of 
prior learning and achievement situations activate expectations about what will 
happen (Eccles et al., 1993; Dweck, 1986; Wigfield & Eccles, 2000). These expec-
tations and related emotions then influence the ways in which the individual 
handles a particular task (Pintrich & De Groot, 1990).  

Although various types of achievement-related beliefs and behaviors have 
been described in previous literature, there are two major kinds of patterns that 
children display. Task-focused patterns—such as mastery orientation (Diener & 
Dweck, 1978; Dweck, 1986), task-focused behavior (Aunola, Nurmi, Lerkkanen, & 
Rasku-Puttonen, 2003; Hirvonen, Georgiou, Lerkkanen, Aunola, & Nurmi, 2010; 
Zhang, Nurmi, Kiuru, Lerkkanen, & Aunola, 2011), task involvement (Nicholls, 
1984), and task orientation (Nicholls, Cheung, Lauer, & Patashnick, 1989; Salo-
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nen, Lepola, & Niemi, 1998)—are typically characterized by positive affects, 
success expectations, and high levels of effort and persistence. By contrast, task-
avoidant patterns—such as learned helplessness (Diener & Dweck, 1978; Dweck, 
1986), self-handicapping (Jones & Berglas, 1978), task-avoidant behavior (Aunola, 
Nurmi, Niemi, Lerkkanen, & Rasku-Puttonen, 2002; Stephenson et al., 2008; 
Zhang et al., 2011), defensive pessimism (Martin, Marsh, & Debus, 2001), and 
ego-oriented coping (Nicholls et al., 1989; Salonen et al., 1998)—are character-
ized by failure expectations, and low levels of effort and persistence in academ-
ic tasks. In the present thesis, children’s achievement-related behaviors were 
operationalized as teacher-rated task-avoidant versus task-focused behavior 
(e.g., Onatsu-Arvilommi & Nurmi, 2000; Onatsu-Arvilommi, Nurmi, & Aunola, 
2002; for validation, see Zhang et al., 2011). 

Previous research has shown that children’s task-focused versus task-
avoidant behavior plays an important role in their academic achievement and 
performance (Aunola et al., 2002; Georgiou, Manolitsis, Nurmi, & Parrila, 2010; 
Onatsu-Arvilommi et al., 2002; Stephenson et al., 2008). For example, such be-
haviors have been found to predict the development of math and reading skills 
(Aunola et al., 2002, 2003; Hirvonen et al., 2010; Hirvonen, Tolvanen, Aunola, & 
Nurmi, 2012; Hughes, Luo, Kwok, & Loyd, 2008; Mägi, Häidkind, & Kikas, 2010; 
Onatsu-Arvilommi & Nurmi, 2000; Onatsu-Arvilommi et al., 2002), and to be 
associated with learning disabilities (Poskiparta, Niemi, Lepola, Ahtola, & Laine, 
2003).  

Previous studies have investigated various antecedents of children’s task-
focused versus task-avoidant behaviors. High academic performance has been 
found to contribute to a high level of success expectations and task-focused be-
havior (Manolitsis, Georgiou, Stephenson, & Parrila, 2009; Onatsu-Arvilommi & 
Nurmi, 2000), whereas poor academic performance typically predicts failure 
expectations and task avoidance (Aunola et al., 2003; Onatsu-Arvilommi & 
Nurmi, 2000). A recent study by Mägi et al. (in press) using a person-oriented 
approach showed, however, that task avoidance and poor reading skills do not 
necessarily go hand in hand. Temperament factors may also play a role in chil-
dren’s task avoidance versus task focus (Hirvonen, Aunola, Alatupa, Viljaranta, 
& Nurmi, 2012). Parental expectations and beliefs have also been found to con-
tribute to children’s achievement behaviors. Aunola et al. (2002, 2003), for ex-
ample, found that high parental expectations concerning children’s school per-
formance predicted children’s subsequently high level of task-focused behavior, 
whereas low parental expectations predicted task avoidance. Also, Mägi and 
colleagues (2011) demonstrated a similar result in the context of homework.  

There are several studies suggesting that teachers may play an important 
role in children’s achievement-related beliefs and behaviors (e.g., Anderman et 
al., 2001; Church et al., 2001; Lau & Nie, 2008; Turner et al., 2002; Urdan, 
Midgley, & Anderman, 1998; for a review, see Wigfield et al., 2006). Previous 
research has shown that rates of task avoidance are lower in classrooms in 
which teachers provide instructional and motivational support for learning 
compared to classrooms in which teachers do not provide such support (Turner 
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et al., 2002, 2003; Urdan et al., 1998). Moreover, off-task behavior among chil-
dren has been shown to be less common in classrooms with a high compared to 
low observed classroom quality (Pianta et al., 2002; Rimm-Kaufman et al., 2005, 
2009). Associations have also been documented between children’s higher en-
gagement in school work and effective classroom management and high in-
structional quality (Downer et al., 2007; Wharton-McDonald et al., 1998). The 
use of avoidance strategies has been found to be significantly less common 
among students in classrooms perceived as emphasizing learning, understand-
ing, effort and enjoyment than in other types of classrooms (Turner et al., 2002).  

Previous research on the role of teachers has, however, some limitations. 
First, most previous studies have been conducted among primary school chil-
dren and adolescents, and less is known about the role of teachers in younger 
children’s achievement beliefs and behaviors (for exceptions, see Perry et al., 
2007; Rimm-Kaufman et al., 2005, 2009). Second, the majority of previous stud-
ies has examined classroom instruction and classroom goal structures by using 
teacher reports (Aunola et al., 2006; Urdan et al., 1998) or student reports (e.g., 
Church et al., 2001; Lau & Nie, 2008; Nolen & Haladyna, 1990; Ryan & Grolnick, 
1986), while less research has been conducted using observational methods (for 
exceptions, see Rimm-Kaufman et al., 2009; Turner et al., 2002). Third, few pre-
vious studies have investigated teachers’ role using methods that are appropri-
ate for analyzing hierarchical data, which is typical of classrooms (for excep-
tions, see Anderman et al., 2001; Rimm-Kaufman et al., 2009). Consequently, the 
present thesis aimed to increase our understanding of classroom processes by 
investigating the role of observed teacher–child interactions in kindergarteners’ 
task-avoidant behavior (Study III). Classroom-level effects in task-avoidant be-
havior were investigated by using multilevel modeling which takes into ac-
count the nested structure of the data. 

1.6 Academic skills development  

Reading and mathematics are basic academic skills that children are expected to 
learn during the early school years. Since these skills form the basis for later 
academic achievement (Entwistle & Alexander, 1990), it is important to promote 
the learning of key pre-skills in reading and math already in kindergarten. Ex-
periences of high quality in early education are likely to boost young children’s 
ability to learn (see Sylva et al., 2004) by providing them with a stronger basis 
for skill development in the early school years. The effects of high-quality pre-
school teaching on cognitive skills have been found to persist up to ages 8–11 
years (Anders et al., 2011; Belsky et al., 2007), and even up to 15 years in some 
cases (Vandell, Belsky, Burchinal, Vandergritf, & Steinberg, 2010).  
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1.6.1 Learning to read 

Learning to read requires acquiring the system for mapping between distinctive 
visual symbols and units of sounds, namely, the process of phonological recod-
ing (Ziegler & Goswami, 2005). Research on the antecedents of early reading 
skills indicates that letter knowledge and phonological awareness are the best 
proximal predictors of future reading skills (e.g., Leppänen, Aunola, Niemi, & 
Nurmi, 2008; Pennington & Lefly, 2001). In addition to phonological awareness, 
letter knowledge is related to vocabulary skills (e.g., Lonigan, Burgess, & An-
thony, 2000), phonological memory, and rapid serial naming (de Jong & Olson, 
2004). Naming speed has also been found to be associated with word reading 
(e.g., Holopainen, Ahonen, & Lyytinen, 2001; Wimmer, Mayringer, & Landerl, 
1998, 2000) especially in languages such as Finnish or German having orthogra-
phies with a high degree of consistency. Children with poor reading skills are 
four to five times more likely than good readers to have problems in kindergar-
ten-age phonological awareness and rapid automatized naming (Catts et al., 
1999). 

The development of phonological awareness progresses from syllable 
awareness emerging around 3 and 4 years of age, to onset-rime awareness 
around 4 and 5 years of age, and finally to phoneme awareness which develops 
reciprocally with reading instruction (see Ziegler & Goswami, 2005). The 
strongest predictors of reading, phonological awareness and letter knowledge 
also have strong associations with difficulties in reading (e.g., de Jong & van 
der Leij, 1999). 

Compared to many other languages, Finnish is relatively easy to learn to 
read, as it has a highly regular orthography and simple syllabic structure (Sey-
mour, Aro, & Erskine, 2003). In Finnish, the writing system consists of only 29 
grapheme-phoneme combinations and every word can be read through reliance 
on a bi-directionally, highly consistent phonological strategy. This makes the 
acquisition of basic reading accuracy a fast and easy process for the majority of 
beginning readers (e.g., Seymour et al., 2003). At least 25% of Finnish children 
can read before they enter formal education at the age of 7 (Holopainen, Aho-
nen, Tolvanen, & Lyytinen, 2000; Lerkkanen, Rasku-Puttonen, Aunola, & Nur-
mi, 2004), and the vast majority of Finnish children achieve accurate and fluent 
word reading skills before the end of their first school year (Aunola et al., 2002; 
Seymour et al., 2003). Although there are many individual differences in read-
ing skills among Finnish children in kindergarten, they decrease during the first 
school years (Leppänen, Niemi, Aunola, & Nurmi, 2004; Parrila, Aunola, 
Leskinen, Nurmi, & Kirby, 2005). 

Young students’ reading skills have been found to be influenced by teach-
er warmth and sensitivity (Connor et al., 2005), as well as other aspects of 
teacher–child interactions (Cadima et al., 2010; Curby et al., 2009; Ponitz, Rimm-
Kaufman, Grimm, & Curby, 2009). Motivational factors also play a role in the 
development of reading skills (Baker & Wigfield, 1999). In the present thesis, 
the roles of teacher–child interactions and teacher stress in children’s phonolog-
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ical awareness were examined (Study II). In addition, the role of learning moti-
vation in the development of phonological skills was investigated (Study II). 
Phonological awareness was chosen as one of the focal outcome variables since 
phonological processing has proven to be an important prerequisite for learning 
to read and spell (e.g., Lonigan et al., 2000; Wagner et al., 1997).  

1.6.2 Learning mathematics 

Mathematical skills begin to develop well before formal schooling (Hannula, 
2005; Resnick, 1989). The development of math skills is different from that of 
reading skills in that mathematical skills develop cumulatively during the first 
school years. In other words, inter-individual differences in mathematical skills 
grow over time and children with originally good skills improve more than do 
children with poorer early skills (Aunola, Leskinen, Lerkkanen, & Nurmi, 2004;  
Crosnoe et al., 2010; Kikas, Peets, Palu, & Afanasjev, 2009). Aunola and col-
leagues (2004) showed that the increase in mathematical competence pro-
gressed faster among those children who entered kindergarten with an already 
high level of mathematical skills (see Jordan et al., 2009).  

Mathematical skills are built on several subskills, such as number sense, 
knowledge of arithmetic operations, reasoning skills, conceptual understanding, 
and procedural knowledge (e.g., Aunola et al., 2004; Dowker, 1998; Fazio, 1996). 
Mathematical skills have been found to be influenced by cognitive antecedents, 
such as working memory (Geary, 1993), counting ability (Geary, 1993), pro-
cessing speed (Fuchs et al., 2006; Hecht, Torgesen, Wagner, & Rashotte, 2001), 
metacognitive skills (Desoete, Roeyers, & Buysse, 2001), attention (Ackerman, 
Anhalt, & Dykman, 2001; Fuchs et al., 2005), language skills such as phonologi-
cal awareness (Fuchs et al., 2005; Hecht et al., 2001), naming (Fazio, 1996), and 
listening comprehension (Jordan, Hanich, & Kaplan, 2003). Number sequence 
skills before school age have been shown to be related to arithmetical skills in 
kindergarten (Johansson, 2005), and to be strong predictors of later math skills 
at school age (Aunola et al., 2004; Koponen, Aunola, Ahonen, & Nurmi, 2007). 

Besides cognitive factors, math performance is also sensitive to various 
motivational and affective factors (Aunola et al., 2003; De Corte, 1995; Pajares & 
Miller, 1994). For example, math performance has been shown to be negatively 
affected by children’s anxiety (Wigfield & Meece, 1988). Children’s maladaptive 
achievement behaviors have been found to hamper their subsequent progress 
in mathematical skills (Hirvonen et al., 2012b; Kikas et al., 2009; Mägi et al., 2010; 
Onatsu-Arvilommi et al., 2002). Children’s math skills are also sensitive to 
teacher–student relationship quality (Crosnoe et al., 2010), teachers’ instruction-
al goals (Lau & Nie, 2008; Turner et al., 2002) and to contextual factors (Kikas et 
al., 2009). Namely, in classrooms where teachers have been shown to emphasize 
learning and improving, students performed better in math tests and were 
more likely to put effort into their math work (Lau & Nie, 2008). Teachers’ 
teaching methods and teaching experience have been shown to positively influ-
ence students’ math performance (Kikas et al., 2009). The role of classroom-level 
factors in the development of math skills has been analyzed to a lesser extent 
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than the role of individual factors. Curby et al. (2009), however, showed that 
observed classroom organization moderates the association between initial 
achievement and growth in mathematics. 

It has been suggested that there are gender differences in math (Geary, 
1996), but they typically emerge only in later school years (Leahey & Guo, 2001; 
Robinson & Lubienski, 2011). In most studies focusing on early school years, 
particularly kindergarten or first grade, no gender differences have been found 
in math performance (e.g., Aunola et al., 2004; Hyde, Fennema, & Lamon, 1990; 
Robinson & Lubienski, 2011; Skaalvik & Rankin, 1994). As an exception, Jordan 
and colleagues (2006) found gender effects favoring boys as regards overall 
number sense performance and nonverbal calculation already in kindergarten. 

One aim of the present thesis was to examine the effects of teacher–child 
interactions in children’s early math skills (Study III). The predictive relations 
between children’s task avoidance and their math skills were also examined. 

1.6.3 The role of maternal education in academic skills 

There is wide agreement on the connections between children’s academic out-
comes and parents’ level of education and socioeconomic status (SES). Both pa-
rental education and socioeconomic status have been found to influence chil-
dren’s math skills (Anders et al., 2012; Aunola et al., 2004; Byrnes & Wasik, 2009; 
Entwisle & Alexander, 1990) and reading skills (Leppänen et al., 2004; Lewis, 
2000; McClelland & Morrison, 2003). There is some evidence indicating that pa-
rental education is a more powerful predictor of child outcomes than SES 
(Melhuis, 2010). Maternal education (Hamre & Pianta, 2005) has also been ex-
amined as a moderator in the relation between teacher–child interaction quality 
and student outcomes. In the present thesis, mothers’ educational background 
(i.e., vocational education) was used as a control variable in most of the studies 
(Studies II–IV). 

1.7 Context of the study 

Compulsory formal education in Finland consists of nine years of comprehen-
sive school, starting at age 7 and ending at age 16 (primary school grades 1–6 
and secondary school grades 7–9). Kindergarten education is provided in the 
year preceding entrance into primary school, that is, at the age of 6. Since the 
year 2001, six-year-old children are given, according to legislation, the oppor-
tunity to attend kindergarten education whether in day care centers or in com-
prehensive schools (minimum of 700 hours per year). At the moment, about 99% 
of six-year-olds in Finland attend kindergarten (National Board of Education, 
2010). Kindergarten-age children also have the right to day care if it is needed.  

The National Core Curriculum for Kindergarten Education (Esiopetuksen 
opetussuunnitelman perusteet, 2010) is regulated by the Ministry of Education. 
The core curriculum advocates an integrated approach where learning utilizes 
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curricular areas by forming themes rather than teaching them separately. Bridg-
ing these with children’s everyday experiences and learning through play and 
arts is recommended. No requirement about specific pedagogies is imposed. 
The core curriculum requires continuity from early childhood education to kin-
dergarten and from kindergarten education to basic academic education, espe-
cially up to the first two years of primary school.  

The curriculum for kindergarten education includes seven subject areas: (1) 
Language and Interaction, (2) Mathematics, (3) Environmental Studies and 
Natural Science, (4) Ethics, (5) Health, (6) Physical and Motor Development, 
and (7) Art and Culture. Learning activities are not divided into subject area 
lessons, but the guided activities are an integrated part of thematic learning 
throughout the day. Kindergarten education is based on developmentally ap-
propriate practices and child-centered activities. Children can learn at their own 
speed in accordance with their own capabilities, and their interests are taken 
into account when organizing activities. The individual development of each 
child is observed and attention is paid to children's readiness for school attend-
ance, especially with regard to their social and cognitive development. The in-
tention is to minimize the possible later risks affecting learning at school.  

In the Finnish kindergarten education system, teachers must at least have 
tertiary-level training. There is a recommendation for class size, e.g., when pre-
school education is provided in schools, the maximum class size should be 20. 
The requirement regarding child–staff ratio depends on the context: kindergar-
ten groups in day care centers follow the adult–child ratio regulations of early 
childhood education (half-day= 1 adult to 13 children, full day= 1 adult to 7 
children). When kindergarten groups are organized at a school facility, the ratio 
is 13 children to one teacher, and in excess of 13 children, the teacher must have 
an assistant.  

Overall, the Finnish educational system is different from, for example, that 
of the U.S. For example, in Finnish kindergartens there is no formal instruction 
of academic subjects (e.g., arithmetic exercises with symbols), and rather than 
attending whole-group lessons, the children engage in thematically structured 
small-group activities with a high emphasis on play, problem solving, and crea-
tivity (see Ojala & Talts, 2007). When Finnish children enter kindergarten and 
elementary school, they are one to two years older than children in many other 
countries, such as the United States. In Finland, the majority of children go to 
the nearest kindergarten and school in the region rather than parents selecting a 
kindergarten of their choice. 

1.8 Aims of the empirical studies 

The present thesis focused on the predictive relations between teacher–child 
interactions and children’s learning motivation, task avoidance, and academic 
pre-skills. The first aim was to investigate the reliability and validity of the 
Classroom Assessment Scoring System observational tool (Pianta et al., 2008b) 
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in Finnish kindergartens. The second aim was to examine the effects of teacher–
child interactions on kindergarteners’ motivational outcomes, namely, learning 
motivation and task avoidance. The third aim was to examine the influence of 
teacher stress in kindergarteners’ learning motivation and phonological skills. 
The fourth aim was twofold: first, to investigate the predictive role of kinder-
garteners’ academic pre-skills (Fall semester of kindergarten) in subsequent 
teacher–child interactions, and second, to examine whether teacher–child inter-
actions predict children’s academic pre-skills (Spring semester of kindergarten). 

The thesis consists of four empirical studies. Study I examined the validity 
and reliability of the CLASS observational tool (Pre-K; Pianta et al., 2008b) in 
the Finnish kindergarten context. In addition, the quality of teacher–child inter-
actions in Finnish kindergartens was compared to kindergarten classroom qual-
ity in the U.S. 

Study II investigated the role of teacher–child interactions (in terms of 
emotional support, classroom organization, and instructional support) in chil-
dren’s learning motivation and phonological awareness. In addition, the class-
room-level effect of kindergarten teachers’ self-reported stress on children’s 
learning motivation and phonological awareness was investigated. The influ-
ence of kindergarteners’ learning motivation on their phonological awareness 
was also examined both at the level of the classroom and the individual. 

Study III examined the role of the quality of teacher–child interactions, 
that is, emotional support, classroom organization and instructional support, in 
children’s task-avoidant behavior and math skills. In addition, the influence of 
kindergarteners’ task avoidance on their math skills was investigated at the lev-
el of the classroom and the individual. 

Finally, Study IV investigated the predictive role of children’s classroom-
level academic pre-skills in relation to the teacher–child interactions (i.e., emo-
tional support, classroom organization, and instructional support). The influ-
ence of teachers’ professional experience, class size, and maternal education on 
teacher–child interactions was also analyzed. 



 
 

2 METHOD 

2.1 Participants and procedure 

The empirical studies reported here have all been conducted as part of the First 
Steps study: Interaction and Learning within the Child–Parent–Teacher Trian-
gle (Alkuportaat; Lerkkanen et al., 2006b). The First Steps study focuses on in-
vestigating the role of teachers and parents in children's development of aca-
demic skills and motivation. In the First Steps study, 1874 children entering 
kindergarten were followed up to Grade 4. The children in the sample were 
recruited from three medium-sized towns and one smaller municipality, two in 
Central, one in Western, and one in Eastern Finland. The children represented 
the whole age cohort of three towns and about half of the age cohort from an-
other town. 

The analyses of the present thesis are based on a subsample of 1268 kin-
dergarteners (613 girls, 655 boys) aged 5–6 years (M = 73.58 months, SD = 3.40 
months) and their kindergarten teachers (n = 137; 130 female, 7 male). The sub-
sample consisted of children from three municipalities in which classroom ob-
servations were conducted. Children of this subsample came from 137 kinder-
garten classes and from 121 kindergarten sites. Eighty-seven of the kindergarten 
sites were situated in day care centers and 34 in elementary schools. The kin-
dergarten class sizes ranged from 7 to 24 children (M = 13.70; SD = 5.51). 

The children participated in two assessments, one in the beginning of their 
kindergarten year (October 2006) and the other at the end of their kindergarten 
year (April 2007). At both time points, the children were assessed on their aca-
demic performance (i.e., pre-reading and pre-math skills). At the end of their 
kindergarten year, children were interviewed regarding their learning motiva-
tion, and their kindergarten teachers were asked to provide ratings on the chil-
dren’s task avoidance. In the Spring semester of the kindergarten year, chil-
dren’s mothers and the kindergarten teachers were also asked to fill in ques-
tionnaires. Ninety-one % of teachers (n = 137, 130 female, 7 male) and 81.6% of 
mothers (n = 1033) agreed to provide questionnaire data. For all children, a 
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written consent for participation in the study had been received from the par-
ents before any assessments. Tests given to check whether children whose 
mothers provided questionnaire data differed from children whose mothers 
chose not to provide the data indicated that the latter children had somewhat 
lower pre-math and pre-reading skills. 

Kindergarten teachers participating in the classroom observations (n = 49; 
47 female, 2 male) were selected on a voluntary basis from the total of 137 kin-
dergarten teachers participating in the First Steps study. When the kindergarten 
teachers who participated in observations were compared to those who chose 
not to participate in the classroom observations, no statistically significant dif-
ferences were found concerning teachers’ work experience, number of kinder-
garteners in the classrooms, exhaustion at work, curriculum goals or interac-
tional styles. However, a trend (p < .10) toward teachers having higher self-
efficacy was found for the participating versus non-participating kindergarten 
teachers. Classroom observations were conducted in the Spring semester of the 
kindergarten year on two separate days with two observers being present in 
each classroom at the same time. 

The sample of children and families was fairly representative of the Finn-
ish population (Statistics Finland, 2007). The vast majority of the children, 78.5% 
came from nuclear families, 11.3% were from single parent families, 8.2% from 
blended families, and 2% from families where the parents were divorced and 
the child had two homes. A total of 26% (general population = 29%) of the chil-
dren’s mothers had a Master’s degree or higher (five years of education at uni-
versity, or a licentiate or doctor degree), 35.2% (general population = 35%) had 
a Bachelor’s or vocational college degree (three years of education at a college 
or university), 31.8% (general population = 30%) had a secondary education 
(high school or vocational school, grades 10–12), and 7% (general population = 
6%) had no education beyond comprehensive school (nine years of formal edu-
cation, grades 1–9). 

2.2 Measures 

In studies I–IV, diverse sets of variables were used. A summary of these varia-
bles and statistical methods is presented in Table 1. More detailed descriptions 
of the measures are available in the original papers. 

Study I. Kindergarten classrooms were observed using the Classroom As-
sessment Scoring System (CLASS Pre-K; Pianta et al., 2008b). Kindergarten 
teachers’ interactional style in the classroom was measured using the Teachers’ 
Interactional Style Scale (Aunola, Lerkkanen, Poikkeus, & Nurmi, 2005), and 
their stress was measured using a modified version of Gerris’ Parental Stress 
Inventory (Gerris, Vermulst, van Boxtel, Janssens, van Zutphen, & Felling, 1993). 
The efficacy beliefs of kindergarten teachers were measured using a shortened 
version of the Teacher Efficacy Scale (Gibson & Dembo, 1984), and exhaustion 
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at work was measured using a shortened version of the Bergen Burnout Inven-
tory (BBI-15; Näätänen, Aro, Matthiesen, & Salmela-Aro, 2003). 

Study II. Kindergarten classrooms were observed using the CLASS (Pre-K; 
Pianta et al., 2008b). Teacher stress was measured using a modified version of 
Gerris’ Parental Stress Inventory (Gerris et al., 1993). Children’s learning moti-
vation was assessed by using the Content Interest Rating Scale for Children 
(CIRS-C; Lerkkanen & Poikkeus, 2006). Their pre-literacy skills were assessed 
by using two subtests, that is, a letter knowledge test including 29 items from 
the ARMI test material (Lerkkanen, Poikkeus, & Ketonen, 2006) and a phoneme 
identification test including 10 items from the ARMI test material (Lerkkanen et 
al., 2006a).  

Study III. Kindergarten classrooms were observed using the CLASS (Pre-
K; Pianta et al., 2008b). Children’s task-avoidant behavior was evaluated by 
their kindergarten teachers using the Behavior Strategy Rating Scale (BSR; 
Onatsu & Nurmi, 1995; Onatsu-Arvilommi & Nurmi, 2000; Zhang et al., 2011). 
Children’s pre-math skills were assessed by using the number sequences test 
and their math skills were assessed by using two subtests, that is, the math 
screen number concept test (Elomäki, Huolila, Poskiparta, & Saranpää, 1999) 
and the arithmetic test (Aunola & Räsänen, 2007; see also Räsänen et al., 2009).  

Study IV. Kindergarten classrooms were observed using the CLASS (Pre-
K; Pianta et al., 2008b). Children’s pre-math skills were assessed by using the 
number sequences test, and pre-literacy skills were assessed by using a letter 
knowledge test and a phoneme identification test (Lerkkanen et al., 2006a). 

 
 
 

 

 



TABLE 1 Overview of the studies  

Study Data Variables Statistical  
methods 

Study I 
A validation of the Class-
room Assessment Scoring 
System in Finnish kin-
dergartens 
 

49 observed kindergarten teachers
161 kindergarten teachers 
 

Observed emotional, instructional, and organizational support 
Teacher affection, behavioral control, psychological control, and 
stress 
Teacher efficacy beliefs 
Teacher exhaustion at work 
Teacher  professional experience 
Class size  
 

CFA 
correlations  

Study II 
Classroom organization 
and teacher stress predict 
learning motivation in 
kindergarten children 

137 kindergarten teachers 
49 observed kindergarten teachers
1268 kindergarteners (Fall) 
1268 kindergarteners (Spring) 
1028 mothers 
 

Observed emotional, instructional, and organizational support 
Teacher stress 
Learning motivation: interest in kindergarten activities 
Pre-reading skills: letter knowledge, phonological awareness (Fall) 
Phonological awareness (Spring) 
Maternal vocational education 
Class size  
 

Multilevel model-
ing 

Study III 
Instructional support 
predicts children’s task 
avoidance in kindergar-
ten 

137 kindergarten teachers 
49 observed kindergarten teachers
1268 kindergarteners (Fall) 
1231 kindergarteners (Spring) 
1028 mothers 
 

Observed emotional, instructional, and organizational support 
Teacher ratings of children’s task avoidance 
Number  sequences (Fall) 
Math skills: number concept, arithmetic skills (Spring) 
Teacher professional experience 
Child age 
Maternal vocational education 

Independent sam-
ples t-tests 
MCAR-tests 
Multilevel model-
ing 

Study IV 
Kindergarten teachers 
adjust their teaching 
practices in accordance 
with academic pre-skills 

49 observed kindergarten teachers
1268 kindergarteners (Fall) 
1028 mothers 

Observed emotional, instructional, and organizational support 
Teacher professional experience 
Maternal vocational education  
Class size  
 

Multilevel model-
ing 
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3 OVERVIEW OF THE EMPIRICAL STUDIES 

3.1 Study I: A validation of the Classroom Assessment Scoring 
System in Finnish kindergartens 

This study investigated the validity and reliability of the Classroom Assessment 
Scoring System (CLASS Pre-K; La Paro et al., 2004; Pianta et al., 2008b) in Finn-
ish kindergartens. First, the structure of the CLASS was examined by investigat-
ing whether the theoretical three-factor model (i.e., Emotional support, Class-
room organization, and Instructional support; see Hamre et al., 2007) depicts 
classroom quality in Finnish kindergarten classrooms as well. Second, reliabili-
ties were examined at the levels of both items and scales. Third, concurrent va-
lidity of the CLASS was investigated by examining the associations between 
CLASS scores and teachers’ self-reported interactional styles, efficacy beliefs, 
and exhaustion at work. Finally, by using some previously published U.S. data, 
the mean levels of classroom quality in Finnish and US kindergartens were also 
compared.  

The results of the confirmatory factor analysis showed, first, that when the 
item measuring negative climate was excluded, the three-factor solution assum-
ing three positively correlated latent factors (i.e., Emotional support, Classroom 
organization, and Instructional support) also represented the key dimensions of 
the quality of teacher–child interactions in Finnish kindergartens. Although the 
three factors correlated highly with each other, the three-factor model fit the 
data better than the one-factor model. 

The analyses indicated that the CLASS had good item reliabilities. For ex-
ample, the three latent factors (i.e., emotional support, classroom organization, 
and instructional support) explained at least half of the variance in the items, 
suggesting that all the items of the CLASS were highly reliable. Further, the 
high, standardized factor loadings indicated that the CLASS items had a high 
construct validity. The results, thus, suggest that all items that were included in 
the final three-factor model (i.e., 9 items after excluding negative climate) were 
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good indicators of the latent factors. The results also indicated good internal 
consistency regarding the three scales of the CLASS. 

In addition, almost all of the inter-rater reliabilities were high, exceeding 
80% agreement, indicating high levels of inter-observer agreement (Pianta et al., 
2008b). The only exceptions were concept development (observation day 1) and 
language modeling (observation day 2). 

The findings also provided some evidence of the concurrent validity of the 
CLASS scale. Domains of observed teacher–child interactions were associated 
with teacher ratings in a meaningful way. Teachers’ self-rated affection was 
positively associated with observed emotional support and classroom organiza-
tion, and teacher-reported efficacy was positively associated with observed 
emotional support. 

The results of this study showed that the provision of emotional support 
was moderately high in the observed Finnish kindergarten classrooms. The 
classrooms were typically well-organized and the instructional support provid-
ed by the kindergarten teachers was moderate. The results suggested that Finn-
ish kindergarten teachers may provide a somewhat higher quality of instruc-
tional support in their classrooms in comparison to kindergarten teachers in the 
U.S. sample.  

Overall, the results suggested that the CLASS is a valid and reliable meas-
ure of the quality of teacher–child interactions in cultural contexts outside the 
U.S, namely, in Finnish kindergartens.  

3.2 Study II: Classroom organization and teacher stress predict 
learning motivation in kindergarten children 

This study investigated the role of teacher–child interactions and teacher stress 
in kindergarteners’ learning motivation and phonological awareness. The fol-
lowing five research questions were set: (1) Do kindergarten classes differ in 
terms of children’s learning motivation and emergent phonological awareness? 
(2) Do observed emotional support, classroom organization, and instructional 
support predict differences in children’s learning motivation (i.e., interest in 
kindergarten activities), specifically, after controlling for classroom differences 
in mothers’ education, gender, and pre-reading skills? (3) Does teacher stress 
predict classroom differences in children’s learning motivation, specifically, 
after controlling for classroom differences in mothers’ education, gender, and 
pre-reading skills? (4) Do observed emotional support, classroom organization, 
instructional support, teacher stress, and classroom differences in learning mo-
tivation predict classroom differences in children’s phonological awareness, 
specifically, after controlling for classroom differences in pre-reading skills? (5) 
Does learning motivation mediate the association between teacher stress, ob-
served classroom quality factors and children’s phonological skills? 
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The intraclass correlations showed, first, that children in the same kinder-
garten class resembled each other in terms of their learning motivation and 
phonological skills. Second, the multilevel modeling results indicated that class-
room organization was associated with children’s learning motivation: the 
higher the classroom organization observed in a kindergarten classroom, the 
higher the learning motivation children showed in that particular classroom. 
Emotional support and instructional support also correlated with children’s 
learning motivation, although not at a statistically significant level.  

Third, the results showed that kindergarten teachers’ self-reported teach-
ing-related stress was linked to children’s learning motivation in that particular 
classroom: when the kindergarten teacher reported high levels of teaching-
related stress, the children in that particular classroom typically showed low 
learning motivation. Fourth, the kindergarteners’ learning motivation was 
found to be associated with their levels of kindergarten phonological awareness 
in the Spring semester: children who reported high learning motivation typical-
ly had a high level of phonological awareness. However, no direct predictive 
relationships were found between the quality of teacher–child interactions and 
the children’s phonological awareness. Finally, the results showed that teacher 
stress had an indirect effect on phonological awareness via children’s learning 
motivation: high teacher stress was related to low learning motivation in chil-
dren, which further predicted a low level of phonological awareness. 

Overall, the findings of Study II indicated that—in Finnish kindergar-
tens—the quality of classroom organization, i.e., setting of clear rules, looking 
for opportunities to actively engage children, and provision of inherently inter-
esting tasks, is associated with children’s learning motivation. The results also 
suggest that children’s learning motivation is an important mediator of the im-
pact of teacher-related variables on children’s school-related skills. Kindergar-
ten teachers’ well-being may affect children’s academic pre-skills by promoting 
children’s enthusiasm and engagement in learning. 

3.3 Study III: Instructional support predicts children’s task 
avoidance in kindergarten 

This study examined the effects of teacher–child interactions on kindergarteners’ 
task-avoidant behavior and math skills. The following research questions were 
investigated: (1) Do kindergarten classrooms differ in the extent to which chil-
dren show task-avoidant behavior? (2) Do kindergarten classrooms differ from 
each other in terms of children’s math skills? (3) Do observed classroom quality 
indicators predict classroom differences in children’s task-avoidant behavior, 
specifically, after controlling for classroom differences in teachers’ professional 
experience, mother’s education, gender, children’s age, and previous skills in 
math? (4) Do observed classroom quality indicators and classroom differences 
in task-avoidant behavior predict classroom differences in children’s math skills? 
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The intraclass correlations showed, first, that kindergarten classrooms dif-
fered in regard to children’s task-avoidant behavior and math skills. Namely, 
children in the same kindergarten class resembled each other in terms of their 
task avoidance and math skills. 

Second, the multilevel modeling analyses showed that instructional sup-
port was associated with kindergarteners’ task avoidance: the more instruction-
al support was evidenced in the classroom, the less children were rated as 
showing task-avoidant behavior in that particular classroom. Emotional sup-
port and classroom organization also correlated negatively with children’s 
teacher-rated task avoidance at the classroom, although not with statistical sig-
nificance. 

Third, the results showed that when task-avoidant behavior was typical of 
a kindergarten classroom, it was associated with children’s math skills: when 
the task-avoidant behavior rated by the teacher was typically high in a particu-
lar classroom, then the children in that particular classroom typically had low 
math skills. Fourth, no evidence was found for the assumption that observed 
quality of teacher–child interactions would predict kindergarteners’ math skills 
in a particular kindergarten classroom. 

Overall, the results suggest that already in kindergarten, teachers can 
promote children’s preparedness to face difficult learning situations and be en-
gaged in learning by giving individualized, task-specific feedback, and by 
providing conceptual scaffolding and optimally challenging tasks. High-quality 
instructional support may, thus, function to prevent experiences of anxiety in 
learning situations and, eventually, also task-avoidant behaviors. The results 
also suggest that the factor of task-avoidant versus task-focused motivational 
and behavioral patterns is an important predictor of math skills. 

3.4 Study IV: Kindergarten teachers adjust their teaching  
practices in accordance with academic pre-skills 

This study examined the predictive role of kindergarteners’ academic pre-skills 
regarding observed teacher–child interactions. The following research questions 
were set: (1) Do kindergarten classrooms differ in terms of children’s pre-
reading and pre-math skills? (2) Do differences in academic pre-skills between 
children of different classrooms predict observed classroom quality (i.e., emo-
tional support, classroom organization, and instructional support given by the 
teacher) when controlling for mothers’ education, professional experience of 
teachers, and class size? 

First, the intraclass correlations showed that children in the same kinder-
garten class resembled each other in terms of their academic pre-skills. The re-
sults indicated further that children’s academic pre-skills typical of the kinder-
garten classroom in the Fall semester were negatively related to the classroom 
quality observed in that particular classroom in the Spring semester: the lower 
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the pre-skills typical of the kindergarten classroom in the fall, the higher the 
observed kindergarten classroom quality in the same classroom in spring. 

The results suggest that once aware of the low level of academic pre-skills 
of the children in their class, kindergarten teachers start to pay particular atten-
tion to their teaching practices and to the quality of teacher–child interactions, 
and actively adapt their practices according to the levels of pre-reading and pre-
math skills of the children in their kindergarten class. 

 
 



 
 

4 GENERAL DISCUSSION 

Kindergarten experience does not appear to be unitary, and the quality of expe-
rience matters more than sole attendance (Melhuis, 2001). The present thesis 
focused on the predictive relations between the observed teacher–child interac-
tions and children’s motivational and academic outcomes. First, the reliability 
and validity of the CLASS instrument was examined in the Finnish context 
(Study I). Secondly, the predictive role of kindergarten teacher–child interac-
tions in children’s learning motivation (Study II) and task-avoidant behavior 
(Study III) was investigated. Thirdly, the role of teacher stress in children’s 
learning motivation and phonological awareness was examined (Study II). 
Fourthly, the predictive role of children’s academic pre-skills in observed teach-
er–child interactions was determined (Study IV). In addition, the predictive role 
of teacher–child interactions in kindergarteners’ math skills (Study III) and 
phonological awareness (Study II) was investigated. 

The findings indicated that the CLASS is a reliable and valid tool for 
measuring the quality of teacher–child interactions, that is, classroom quality, in 
Finnish kindergartens. Moreover, at kindergarten age, the role of teacher–child 
interactions was found to be particularly important for children’s motivational 
outcomes. Namely, instructional support was related to kindergarteners’ task 
avoidance and classroom organization was connected to their learning motiva-
tion. Further, children’s learning motivation was shown to mediate the associa-
tion between teacher stress and children’s phonological awareness. The find-
ings also suggest that kindergarten teachers adapt their classroom interactions 
and practices in accordance with children’s academic pre-skills typical of the 
classroom. 

4.1 The reliability and validity of the CLASS tool 

The first aim in the present thesis was to examine the reliability and validity of 
the Classroom Assessment Scoring System in Finnish kindergartens (Study I). 
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The results provided evidence of a factor structure very similar to that found 
previously in the U.S. (Downer et al. 2012; Hamre et al., 2007). Namely, when 
the item measuring negative climate was omitted, the three-factor solution as-
suming three positively correlated factors (i.e., Emotional support, Classroom 
organization, and Instructional support) described the quality of teacher–child 
interactions well also in the Finnish kindergarten context. Only negative climate 
did not contribute to the three factor structure, and it was left out of the subse-
quent analyses. One explanation for this finding concerning negative climate is 
that Finnish kindergarten teachers have a highly homogeneous university level 
training, and high negative climate may seldom be evidenced in Finnish kin-
dergarten classrooms. However, it is possible that there is some selectivity in 
the observed sample since only a subset of teachers in the original sample par-
ticipated in the observations. The voluntary participants may have been more 
likely to represent teachers with higher responsiveness and sensitivity and low-
er negative interactional patterns than those who did not participate in the 
classroom observations.  

The findings concerning the reliability and internal consistency of the 
CLASS items and scales showed, first, that the CLASS had good item reliabili-
ties also in the Finnish data. Further, the high standardized factor loadings indi-
cated a high construct validity as regards the CLASS items. Our results also in-
dicated good internal consistency for the three scales of the CLASS. These find-
ings are in line with those obtained in the U.S. by Pianta, Hamre and colleagues 
(see Hamre et al., 2007; Pianta et al., 2008b). 

Almost all of the inter-rater reliabilities were high (exceeding 80% agree-
ment), indicating high levels of inter-observer agreement (see Pinta et al., 2008). 
The only exceptions were concept development (observation day 1) and lan-
guage modeling (observation day 2). These two low inter-rater reliabilities may 
reflect the fact that the examples of these dimensions in the CLASS manual 
(Pre-K; Pianta et al., 2008b) are intended for children younger than 6 years of 
age, and therefore, these dimensions were somewhat difficult to rate for the 
Finnish observers since 6-year-olds are at a higher level of conceptual thinking 
than younger children. Since Finnish kindergartens and teachers typically em-
ploy constructive forms of pedagogy instead of subject-based lessons (see 
OECD Country Note, 2006), the observers may have had difficulties in rating 
the items measuring concept development and language modeling. The second 
possible explanation for the low inter-rater reliabilities concerning these items is 
that the observers may have had slightly different understandings of what a 
“concept” is in kindergarten education, even though the criteria were carefully 
covered in their training. The observers may also have had a varying extent of 
experience with children which may have caused differences in their ratings. 
Thus, the result suggests that more discussion and guidance is needed in future 
training of observers, at least on items measuring concept development and 
language modeling. 

The test-retest reliabilities for most dimensions ranged from adequate to 
high. The only exceptions were productivity and concept development which 
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showed relatively low test-retest reliabilities. Since the teaching structure is flex-
ible in Finnish kindergartens, it is possible that observation days may have var-
ied, so that there were, for example, more learning activities (e.g., rhyming or 
number games) on one day and more play-centered activities on another day. 
The dimensions measuring instructional support may, in fact, be more context 
dependent than those measuring emotional support. For example, Curby and 
colleagues (2011) have indicated that classroom interactions are most stable re-
garding emotional support and least stable concerning instructional support. 
The present findings suggest that more than one observation day is required for 
obtaining reliable results, at least concerning instructional support. 

Some evidence for concurrent validity of the CLASS in the Finnish sample 
was also found. For example, teachers’ self-reported affection was positively 
associated with observed emotional support: teachers’ child-centered attitudes 
and valuing of emotional closeness with their students were in line with obser-
vations of high-quality emotional support. Observed classroom organization 
was also higher in kindergarten classrooms where teachers reported higher af-
fection. This result suggests that there is a link between child-centered attitudes 
and a teacher’s ability or propensity to set clear expectations for behavior and to 
apply effective monitoring, as well as to actively look for opportunities to moti-
vate children. The results also indicated that observed emotional support was 
higher in kindergarten classrooms where teachers reported higher self-efficacy 
beliefs. This suggests that teachers who see themselves as having the necessary 
knowledge and means to handle difficult situations in their classroom are more 
sensitive and responsive toward their students in observed classroom situations. 
This finding is consistent with a prior result suggesting that teachers’ high self-
efficacy is associated with a closer relationship with their students (Mashburn et 
al., 2006).  

Further, the results showed that the provision of emotional support was 
moderately high in the observed Finnish kindergarten classrooms. The class-
rooms were also typically well-organized and the instructional support provid-
ed by the kindergarten teachers was moderate. These findings are similar to 
those reported previously regarding early education environments in the U.S. 
(e.g., La Paro et al., 2004; Pianta et al., 2002). These results also fit the argument 
that pedagogical practices in Finnish kindergartens possess many high-quality 
features (Ojala & Talts, 2007). The strong emphasis on child-initiated activities 
and small-group activities inherent in Finnish kindergarten education is con-
sistent with developmentally appropriate practices (see Montie et al., 2006). 
Overall, the results concerning the classroom quality in Finnish kindergartens 
suggest that classroom interactions typical of Finnish early education provide 
children with plenty of positive opportunities for favorable, enriching interac-
tions with teachers and peers.  

The ratings for the quality of feedback and concept development dimen-
sions were somewhat lower than those for the other CLASS dimensions. Low 
quality of feedback in Finnish kindergartens may connote that kindergarten 
teachers mostly provide general praise (e.g., “good”/“well done”/“right”), 
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whereas individualized, task-specific feedback that encourages children’s learn-
ing and thinking is not very frequent (see Koivisto, 2007). Previous literature 
(La Paro et al., 2004) has shown that instructional support provided in early 
education settings is not always optimal, that is, feedback provided by teachers 
is not focused on effort and learning processes but rather on outcomes of activi-
ties. The results concerning low quality of feedback in Finnish kindergartens 
suggests that kindergarten teachers should pay more attention to children’s ef-
fort and process of learning when giving feedback in daily classroom situations. 
Further, in terms of concept development, bringing concepts to life and provid-
ing children with opportunities to use analysis and reasoning in their approach 
to problems may help children to reach a deeper understanding of concepts 
than they could gain on their own.  

However, compared to previous American studies, the mean levels of the 
dimensions in the instructional support domain were higher in Finnish kinder-
garten classrooms. There are at least three possible explanations for this result. 
First, it is possible that the quality of teacher–child interactions in Finnish kin-
dergartens is actually on average higher than that in U.S. kindergartens due to 
factors such as the high qualification of teachers or favorable adult–child ratio 
in classrooms. Finnish kindergarten teachers all have at least a Bachelor’s de-
gree from a university where the program follows a homogeneous curriculum 
including supervised practice periods in day care centers or schools. The child–
staff ratio is typically lower and group sizes smaller in Finnish kindergartens 
than is the case in kindergartens in many other European countries, as shown 
by international comparisons (OECD 2011; see also Ojala & Talts, 2007). Moreo-
ver, based on international comparisons, for example, with the neighboring 
country Estonia, the pedagogical practice in Finnish kindergartens shows many 
high-quality features such as, for example, a low proportion of whole-group 
activities with teacher-directed didactic instruction (Ojala & Talts, 2007). Second, 
the result may also reflect the cultural ways of interpreting and evaluating the 
dimensions. Observers (in this case Master’s degree students of Psychology or 
Teacher Education) naturally interpreted the items measuring instructional 
support in light of the Finnish educational context in which kindergarten edu-
cation includes well-designed activities that are integrated as thematic learning 
throughout the day. Third, the result may also be due to the fact that Finnish 
kindergarteners are 6 years of age, the same age as U.S. first graders. Previous 
studies have shown that instructional support is higher in classrooms in which 
the children are older, i.e., more mature (Hamre et al., 2007; Pianta et al., 2008b). 
As an exception to this, La Paro and colleagues (2006) showed that instructional 
support actually decreased from kindergarten to first grade in their study sam-
ple. 

Overall, the results suggest that classroom quality is a useful concept in 
understanding classroom processes in educational systems also outside the U.S. 
That is, the same kinds of components reflecting the quality of teacher–child 
interactions can be found in quite different educational settings. Using a stand-
ardized observational tool is likely to make cross-cultural comparisons of the 
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quality of teacher–child interactions more reliable. However, setting codings for 
behavior is by nature somewhat culturally sensitive, and thus, adequate train-
ing and continuous checking of the reliability of observations are essential.  

4.2 The role of teacher–child interactions in kindergarteners’  
motivation 

It has been argued that understanding the development of and change in moti-
vation requires analyzing the transactions between individuals and the context 
(Turner & Patrick, 2008). One major aim of the present study was, therefore, to 
examine the role of the quality of teacher–child interactions in children’s learn-
ing motivation and task-avoidant behavior. The findings using multilevel mod-
eling indicated that the quality of teacher–child interactions plays an important 
role in promoting kindergarteners’ learning motivation (Study II) and task 
avoidance (Study III). These results fit the conclusion by Rutter (1985a, b) that 
early education experiences have effects on children's attitudes toward learning, 
on their self esteem, and on their task orientation.  

4.2.1 The influence of teacher–child interactions on learning motivation 

One aim of the present thesis was to investigate the effect of teacher–child in-
teractions on kindergarteners’ learning motivation. Observed classroom organi-
zation was found to be positively associated with kindergarteners’ motivation 
to learn (Study II). This suggests that teachers’ setting of clear rules, looking for 
opportunities to actively engage children, and providing of inherently interest-
ing tasks in the classroom is beneficial to children’s learning motivation, i.e., 
interest in learning activities. This finding is partly in line with that by Ryan 
and Grolnick (1986), showing that warmth and consistent rules in the classroom 
are related to children’s mastery motivation. Guay and colleagues (2001) have 
also shown that teachers’ provision of both autonomy support and optimal 
structure predicts children’s motivation. The present result broadens the previ-
ous research by showing that children’s learning motivation is connected to the 
observed quality of teacher–child interactions and not only based on teacher 
reports (Anderman et al., 2001; Aunola et al., 2006) or student reports (e.g., 
Ryan & Grolnick, 1986) of teachers’ practices. 

The concept of classroom quality focuses on the “how” aspect in teaching, 
that is, how the curriculum is realized in practice (Pianta et al., 2008b). Accord-
ing to Pianta at al. (2008b), classroom organization focuses on the ways in 
which the teacher maximizes students’ interest, engagement and ability to learn 
from lessons and activities, and how well the teacher manages instructional 
time and routines to provide opportunities for active involvement. Children are 
motivated and show enthusiasm in learning when their kindergarten teachers 
look for opportunities to actively engage them in learning, provide interesting 
activities, and give consistent praise for meeting expectations. In a study by 
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Rimm-Kaufman et al. (2009), classroom organization was also the strongest 
predictor of children’s engagement in learning and teacher-rated work habits.  

The result showing that classroom organization was linked to children’s 
learning motivation was somewhat unexpected. Many previous empirical stud-
ies and theoretical postulations have posited that it is emotional support that is 
more closely linked to children’s motivation to learn than are the other domains 
of teacher–child interactions. However, Downer and colleagues (2010b) have 
suggested that, besides within-domain links, there are also cross-domain links 
to child outcomes. The result of the present study showing that classroom or-
ganization is associated with learning motivation represents this kind of cross-
domain effect on child outcomes. One possible explanation for the result that 
emotional support did not play a significant role in children’s motivation may 
simply be that there was not that much variance in kindergarten teachers’ emo-
tional support as compared to other CLASS domains. Moreover, classroom or-
ganization and emotional support were highly correlated, indicating that kin-
dergarten teachers who were able to set clear rules and behavioral expectations 
for children were also showing sensitivity and responsiveness, and promoted 
children’s autonomy. Thus, high scores in items measuring classroom organiza-
tion are also more likely to represent high scores in items tapping emotional 
support. It would have been useful to use, for example, mixture modeling and 
other person-oriented methods to investigate whether different combinations of 
emotional support, classroom organization and instructional support are more 
beneficial to children’s learning motivation than other combinations are.  

The results of the present thesis add to our understanding of the devel-
opment and promotion of children’s learning motivation by showing that 
teachers’ classroom practices and interactions make a difference already in kin-
dergarten, before formal education starts: in the classrooms in which teachers 
predominantly employed high-quality classroom organization, children, on 
average, showed higher learning motivation than in classrooms with a lower 
quality of classroom organization. As shown previously, classrooms provide 
the most opportunities for learning when the students are well-behaved, con-
sistently have things to do, and are engaged in learning tasks (Pianta et al., 
2008b). When teachers have clear rules, routines and expectations for children’s 
behavior then there are more opportunities for the children to learn and explore 
and for teachers to employ effective instruction. In classrooms where the class-
room organization is of high quality, children have clearly defined learning ac-
tivities throughout the day and teachers look for opportunities to actively en-
gage children (Pianta et al., 2008b). Further, instructional activities are provided 
using many modalities and materials that are particularly interesting and stim-
ulating to children. In such classrooms, children may receive more positive 
feedback after a good performance, which leads to an increase in the children’s 
liking for a subject or activity (see Deci et al., 1991). At kindergarten age, most 
of the children face systematic feedback concerning their learning outcomes for 
the first time. Therefore, kindergarten teachers should pay particular attention 
to the kind of feedback and activities they provide and how they praise children 
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for meeting the expectations as a step to promote their learning motivation. The 
most recent Finnish kindergarten curriculum, which was put in operation in 
January 2011, does, in fact, emphasize promoting children’s motivation accord-
ingly.  

4.2.2 The role of teacher–child interactions in task avoidance 

The next aim of this thesis was to examine the role of teacher–child interactions 
in children’s task avoidance. The findings (Study III) showed that instructional 
support provided by kindergarten teachers was connected to children’s task-
avoidant versus task-focused behavior at the classroom level. Higher levels of 
instructional support have previously been linked to more observed on-task 
behavior in kindergarten classrooms (Pianta et al., 2002). The results of this the-
sis suggest that quality of feedback, language modeling, and scaffolding do con-
tribute to children’s achievement-related beliefs and behaviors already before 
formal schooling. When kindergarten teachers give individualized, task-specific 
and encouraging feedback and provide conceptual scaffolding, kindergarteners 
focus more on tasks and engage in the activities at hand. Children’s academic 
self-concept was not studied in the present thesis, but it may be assumed that 
positive achievement-related feedback contributes to children’s self-concept as 
learners, and subsequently increases their task-focused behavior. The results of 
the present thesis are partly in line with previous findings among older stu-
dents. For example, Turner and colleagues (2002, 2003) found that students re-
ported a lower incidence of avoidance behavior in classrooms in which teachers 
provided instructional and motivational support for learning, that is, empha-
sized learning, effort and understanding. Teachers providing cognitively chal-
lenging tasks and providing scaffolding have also been shown more likely to 
have students showing greater engagement in learning (Bogner et al., 2002; 
Dolezal et al., 2003). Further, Ponitz and colleagues (2009) indicated that kin-
dergarteners’ behavioral engagement mediated the association between class-
room quality and reading achievement. 

The results of the present thesis add to previous research by showing that 
teachers can foster children’s engagement in learning and task-focused behav-
ior already in kindergarten settings before formal education commences. The 
findings suggest that teachers’ role in promoting children’s adaptive behavior 
in learning-related situations is also important in the context of kindergarten 
education, which mostly involves play-centered learning activities instead of 
formal instruction. There is an evident need to pay more attention to early edu-
cators’ awareness of their influence on children’s achievement-related beliefs 
and behaviors, as well as a need to increase the means available to promote 
children’s focus on tasks and adaptive behaviors. The findings of the present 
thesis indicate that kindergarten teachers can promote children’s preparedness 
to face difficult learning situations and decrease their experience of anxiety in 
learning situations that would normally be expected to readily lead to task 
avoidance. The findings suggest that providing optimally challenging tasks, 
scaffolding and encouragement to children at their “zone of proximal develop-
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ment” (Pressley et al., 1996) promotes their adaptive achievement-related be-
liefs and behaviors. 

The present result indicating that instructional support was linked to chil-
dren’s task avoidance was, however, also somewhat unexpected. Previous stud-
ies have indicated that it is classroom organization that is more likely linked to 
children’s self-regulation, task orientation and behavioral engagement than the 
other CLASS domains are (e.g., Downer et al., 2010b; Rimm-Kaufman et al., 
2009). The present result represents so called cross-domain links to child out-
comes (see Downer et al., 2010b). Classroom organization and instructional 
support were also highly correlated, indicating that kindergarten teachers who 
were providing high quality feedback, scaffolding and language modeling were 
also able to set clear rules and behavioral expectations for children. Thus, high 
scores in items measuring instructional support are also more likely to repre-
sent high scores in items tapping classroom organization. However, the results 
need to be interpreted with caution due to the small sample size. Therefore, 
more refined studies are needed in future to determine which aspects of teach-
er–child interactions are the most beneficial in the promotion of children’s be-
havioral engagement and task-focused behavior. 

The present findings differ somewhat from some previous results. For ex-
ample, Cadima and colleagues (2010) found that classroom quality was associ-
ated with first grade students’ print concepts and literacy skills but not with 
their adaptive behaviors. One explanation for the differences between the find-
ings is that a different measure was used in measuring adaptive behaviors. Ca-
dima et al. (2010) used quite a broad measure of classroom behaviors in the 
analyses, including attention, sociability and compliance skills. The second pos-
sible explanation is that the children in the study by Cadima and colleagues 
were older than those in the present study. 

Further, Rimm-Kaufman and colleagues (2009) found that classroom or-
ganization was linked to kindergarteners’ adaptive classroom behavior, and 
children who experienced more instructional support from their teachers were 
rated as lower in cognitive self-control and lower in positive work habits. On 
the contrary, in the present study, it was instructional support that was linked 
to children’s adaptive classroom behavior. There are at least two possible ex-
planations for the differences between the findings. First, the Finnish children 
were one year older than the children in the American study by Rimm-
Kaufman et al. (2009). Older children’s adaptive classroom behaviors may bene-
fit more from instructional support, whereas younger children may be more 
dependent on the external environment to support their self-regulatory skills. 
Second, it is possible that Finnish kindergarten teachers rate children’s adaptive 
behavior differently and have different demands on children than teachers in 
the United States. The latter may place more academic demands on children, as 
suggested by Rimm-Kaufman et al. (2009), whereas Finnish kindergarten teach-
ers place a strong emphasis on developing the children’s positive self-concept 
and social skills, and on promoting their learning potential (Hytönen, Krokfors, 
Talts, & Vikat, 2003). Although the Finnish children were older than their 
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American counterparts, their kindergarten teachers may have placed more so-
cial and behavioral demands on the children as there are no demands on formal 
teaching and learning standards in the Finnish kindergarten curriculum. 

The results of the present thesis suggest that teacher–student interaction in 
kindergarten provides an important context for the development and promo-
tion of children’s task-avoidant versus task-focused behavior. Kindergarten 
teachers may either encourage children’s engagement in and enthusiasm for 
learning activities or, alternatively, discourage their efforts and inadvertently 
augment their anxiety and task-avoidant behavior. However, being able to give 
attention and individualized feedback to all children in the classroom and to 
engage in meaningful conversations with children may be challenging for kin-
dergarten teachers in our modern times with increasing class sizes and more 
children with special needs in the classrooms.  

It should be noted, however, that due to the study design and transaction-
al nature of teacher–child interactions (Downer et al., 2010b; Nurmi, in press) it 
is possible that teachers reacted to children’s achievement behaviors as well. In 
other words, in classrooms characterized by high levels of task avoidance 
teachers may not be able to provide children with high quality scaffolding and 
language modeling. 

4.3 The role of teacher–child interactions in children’s academic 
pre-skills 

It has been shown that early classroom experiences of high quality boost young 
children’s ability to learn (cf. see the finding of the EPPE study by Sylva et al., 
2004) by providing them with a stronger basis for skill development in the early 
school years. Therefore, one aim of the present thesis was to examine the influ-
ence of teacher–child interactions on children’s math skills (Study III) and pho-
nological awareness (Study II). In contrast to many previous studies, the pre-
sent results showed that teacher–child interactions did not directly predict chil-
dren’s academic pre-skills (Studies II and III).  

The results of the present thesis showed that observed classroom quali-
ty—in terms of emotional support, classroom organization and instructional 
support—was not directly associated with children’s academic outcomes at an 
age when the children did not yet participate in formal instruction in mathe-
matics and literacy. In many American studies, classroom quality has been as-
sociated with children’s academic skills (e.g., Curby et al., 2009; Hamre & Pianta, 
2005; Mashburn et al., 2008). In their study, Cadima and colleagues (2010) found 
that—in Portugal—classroom quality was associated with first grade students’ 
print concepts and literacy skills. The contrasting result of the present study—in 
which teacher–child interactions were not associated with children’s academic 
pre-skills measured in the Spring semester of the kindergarten year—may, in 
fact, reflect that—in Finnish kindergartens—there is a strong emphasis on the 
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play-centered approach, while formal instruction in math and literacy is scant. 
Therefore, more detailed research is needed on Finnish kindergarten classroom 
quality and its influence on children’s academic outcomes. It should be noted 
that children’s academic skills are influenced by many other factors, such as 
intelligence and parenting, which were not measured in the present study. A 
related point is that the CLASS (Pianta et al., 2008b) provides an overall meas-
ure of the teacher–child interactions and does not give information on individ-
ualized teaching and classroom interactions. In the present study, the quality of 
the teacher–child interactions was associated with the children’s learning moti-
vation, measured by task avoidance and interest in learning activities, rather 
than with their academic pre-skills. However, the teacher–child interactions 
were related to the children’s motivational factors (task avoidance and learning 
motivation), which, in turn, were associated with their academic pre-skills. 
Therefore, teacher–child interactions of high quality may promote children’s 
academic outcomes as well by enhancing children’s task-focused behavior and 
learning motivation. However, the results and implications need to be inter-
preted with caution due to the small sample size. 

4.4 The role of teacher stress in children’s learning motivation 
and phonological awareness 

One aim of the present thesis was to investigate the role of teacher-reported 
stress in kindergarteners’ learning motivation and phonological awareness 
(Study II). The results showed that teacher stress was negatively associated with 
children’s learning motivation. Moreover, learning motivation mediated the 
association between teacher stress and children’s phonological awareness.  

The result showing that learning motivation mediated the association be-
tween teacher stress and kindergarteners’ phonological awareness suggests that 
kindergarten teachers’ well-being is important for children’s motivational out-
comes as well as for their academic pre-skills. Children in the classrooms of 
kindergarten teachers with high stress may feel less motivated to learn, which 
then further contributes to their lower academic pre-skills. This result may re-
flect the fact that kindergarten teachers who experience stress may show low 
effort and ability to support their students’ engagement and interest in learning. 
Previous research has shown that teachers exhibiting greater amounts of enthu-
siasm are effective in promoting interest, excitement, and curiosity among stu-
dents (Patrick, Hisley, Kempler, & College, 2000), while emotional exhaustion 
leads to avoidance of interaction with students and to lowered sensitivity (Jen-
nings & Greenberg, 2009; Kokkinos et al., 2007). Depressive symptoms of teach-
ers have also been found to be associated with a lower quality of observed in-
teractions (Gerber et al., 2007; Hamre & Pianta, 2004; Pianta et al., 2005). With 
respect the present study, it is important to note that kindergarten teachers 
were also asked to report the amount of time spent on activities that promote 
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literacy skills. There were no statistically significant differences between kin-
dergarten teachers in their self-reported instructional activities, and the amount 
of time spent on activities did not predict gains in phonological awareness. This 
result broadens prior research by suggesting that, in addition to teachers’ in-
structional practices (Anderman et al., 2001; Aunola et al., 2006), their well-
being is also important in promoting children’s learning motivation and further, 
children’s academic pre-skills. 

Overall, the result of the present thesis showing that teacher stress matters 
suggests that children’s learning motivation is an important mediator of the 
impact of teacher-related variables on children’s academic skills. In other words, 
kindergarten teachers’ well-being affects children’s academic skills by promot-
ing children’s enthusiasm for and engagement in learning. In a previous inter-
vention study, Raver and her colleagues (2011) found that training preschool 
teachers in behavioral regulation and management strategies positively con-
tributed to children’s pre-academic skills via improving their self-regulation 
skills. Zhai and colleagues (2011) have shown that classroom-based interven-
tions can improve teachers’ perceived job control and work-related resources, 
thereby releasing their work-related stress. 

However, the results need to be interpreted with caution due to the design 
of the present study. The design was not cross-lagged longitudinal so it is also 
possible that kindergarten teachers reacted to children’s low phonological 
awareness and low interest in kindergarten activities by increased stress. Previ-
ous research has identified emotionally challenging situations, such as main-
taining discipline and teaching unmotivated children, as potential stressors for 
teachers (Brouwers & Tomic, 2000; Sutton & Wheatley, 2003). 

4.5 The effect of children’s academic skills on teacher–child  
interactions 

One aim of this thesis was to investigate the predictive role of kindergarteners’ 
academic pre-skills regarding the quality of teacher–child interactions (Study 
IV). The results suggest that children have a kind of “evocative impact” (see 
Rutter, 1997) on teacher–child interactions in terms of emotional support, class-
room organization and instructional support. Namely, kindergarteners’ lower 
academic pre-skills predicted higher subsequent classroom quality (Study IV).  

The result suggests that once teachers become aware of the low level of 
academic pre-skills of children in their classroom, they start to pay particular 
attention to their classroom interactions and practices. In terms of classroom 
organization, they may increase their consistency concerning routines, lay 
down behavioral rules and expectations, apply effective monitoring, and make 
an extra effort to provide the children with inherently interesting activities. In 
addition, they may look for more opportunities to actively engage children in 
academic activities. By adjusting their teaching practices according to the chil-
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dren’s skill level, teachers seek to respond to the individual needs of children 
and to promote learning while the children are in their zone of proximal devel-
opment (Pressley et al., 1996). The result of the present thesis is in line with the 
recent finding by Nurmi et al. (2012b), who reported that the poorer the per-
formance in reading a student showed at the end of the kindergarten year, the 
higher the amount of support and attention in reading the first grade teacher 
had given that particular student. A similar result has been reported concerning 
mathematics (Nurmi et al., 2012a, in press). The finding is also in line with a 
previous one showing that teachers deployed more management in low ability 
or low track classes (Eder, 1981). Also, Cadima and colleagues (2010) showed 
that classroom quality was differently related to children’s math outcomes de-
pending on their previous skill level, namely, children with lower initial skills 
benefited more from high-quality interactions (see also Curby et al., 2009). 

The finding of the present thesis suggests further that awareness of low 
academic pre-skills of the children in a class activates teachers to provide more 
conceptual scaffolding and individualized feedback to children, that is, instruc-
tional support of high quality. This result of the present study is in accordance 
with the finding showing that the poorer a first grade student’s level of perfor-
mance in mathematics was, the more the teacher reported providing active in-
struction for that particular student (Nurmi et al., in press; see also Nurmi et al., 
2012a). Teachers adjust their instructional practices in accordance with the aca-
demic performance of the children in their class (Doyle, 1979b; Corno, 2008; Pi-
anta, 2006). It is possible that kindergarten teachers increase their instructional 
support with the aim of reducing the gap in academic skills between children 
with low academic pre-skills and those with higher pre-skills in order to pre-
pare them equally well for school entry. As indicated by Hamre and Pianta 
(2005), high-quality instructional support can aid in closing the gap in academic 
achievement between at-risk children and children without common risk indi-
cators.  

The finding that kindergarteners’ academic pre-skills predict subsequent 
teacher–child interactions suggests that emotionally supportive teachers notice 
when students are struggling or need extra support, either academically or so-
cially, and then respond to those needs appropriately (Hamre & Pianta, 2007). 
School readiness is a major focus of the kindergarten curriculum, and it appears 
that kindergarten teachers adjust their practices and interactions according to 
children’s skill level in preparing them for school entry. However, although the 
amount of emotional support given by the teacher correlated negatively with 
children’s pre-math skills, it did not correlate with their pre-reading skills. 

Overall, the results of the present study add to our knowledge of the im-
pact of children’s previous academic skills on teachers’ classroom interactions. 
In addition to being associated with teachers’ self-reports on their instruction 
(Nurmi et al., 2012a, 2012b, in press), children’s prior skill level is also associat-
ed with subsequent classroom quality, that is, observed teacher–child interac-
tions (see also Connor et al., 2004, 2005). The findings of this thesis suggest that 
kindergarten teachers actively adapt their instructional practices and interac-
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tions according to the levels of pre-reading and pre-math skills in the kinder-
garten classroom. Thus, these results provide some evidence as to the bidirec-
tional transactional nature of teacher–child interactions (Downer et al., 2010b). 
It is important to note that mothers’ education typical of that kindergarten class, 
number of children in the group, and professional experience of the teacher 
were controlled for in the analyses. 

4.6 The relations between motivation and academic skills 

The results of the present thesis showed that kindergarteners’ learning motiva-
tion and task-avoidance behaviors were associated with their academic skills, 
namely, math skills (Study III) and phonological awareness (Study II). The ex-
tent of task-avoidant behavior predicted children’s math skills both at the class-
room-level and at the level of individual children (Study III). This finding is in 
line with some previous findings (e.g., Aunola et al., 2003; Hirvonen et al., 
2012b; Onatsu-Arvilommi et al., 2002), suggesting that children’s math perfor-
mance is sensitive to their achievement-related beliefs and behaviors. Less ad-
vanced pre-math skills were related to higher task-avoidant behavior, suggest-
ing that children’s achievement-related beliefs and behaviors develop partly as 
a result of previous skill development and related feedback affecting expecta-
tions of success and self-concept. Onatsu-Arvilommi and Nurmi (2000) sug-
gested that anticipation of success is likely to increase a child’s interest in the 
task at hand and related task-focused behavior. The present finding is in line 
with a previous result by Hirvonen et al. (2012b), suggesting that improvement 
of math skills and decrease in task-avoidant behaviors go hand in hand.  

Kindergarteners’ learning motivation, as assessed by their self-rated inter-
est in kindergarten activities, was associated with their phonological awareness 
(Study II). This finding is partly in line with previous findings showing that 
motivation in reading is related to good reading skills (Baker & Wigfield, 1999; 
Ecalle et al., 2006), and that kindergarteners’ behavioral engagement contributes 
to their reading skills (Ponitz et al., 2009). A high level of interest in a particular 
task has been shown to increase a child’s effort and task-focused behavior, 
which further contributes to better skills in that particular subject or task 
(Aunola et al., 2003).  

Overall, the results concerning the relation between motivational and aca-
demic outcomes suggest that early educators should pay particular attention to 
achievement-related beliefs and behaviors as well as learning motivation al-
ready during children’s kindergarten year. The development of adaptive 
achievement strategies during the early phases of the school career is important 
as they seem to form cumulative cycles with academic skills and school perfor-
mance (Aunola et al., 2002; Hirvonen et al., 2010, 2012b; Onatsu-Arvilommi & 
Nurmi, 2000). Therefore, it is important to identify particularly those children 
who, besides having low levels of skills, also have low learning motivation and 
less adaptive achievement-related beliefs and behaviors already before the on-
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set of formal schooling. For example, it is important for kindergarten teachers to 
pay attention to the beliefs that children have about their abilities and perfor-
mance since low efficacy beliefs and expectations of failure are likely to result in 
a low level of effort and a high level of task-avoidant behavior (Aunola et al., 
2003). Children benefit from supportive feedback from teachers recognizing 
and complimenting them on their abilities when they succeed and encourages 
their effort in cases of failure (Meece, Blumenfeld, & Hoyle, 1988). Feedback 
should also support children’s beliefs in their own self-efficacy and control, and 
convince them that effort does make a difference (Martin et al., 2001). 

4.6.1 The roles of gender and age in motivation and academic skills 

Gender and age were associated with children’s motivational outcomes and 
academic skills (Study II and Study III). The finding showing higher learning 
motivation (i.e., interest in kindergarten activities) for girls than for boys (Study 
II) is partly in line with previous studies indicating that girls are typically more 
motivated to learn languages than boys are (Eccles et al, 1998, 2005). It poses a 
challenge to develop both classroom interactions and contents for early educa-
tion in ways that better foster boys’ learning motivation as well. Boys, on the 
other hand, were rated by their kindergarten teachers to have shown more task 
avoidance than girls did (Study III). This is consistent with some previous find-
ings (Hughes et al., 2008; Midgley & Urdan, 1995; Onatsu-Arvilommi & Nurmi, 
2000; Urdan et al., 1998), suggesting that boys are more likely than girls to de-
velop maladaptive patterns of achievement behaviors. One explanation for this 
finding is that classroom behavior being valued as desirable is considered to be 
more typical of girls than boys. Teachers tend to have stereotypical views about 
boys being less attentive and persistent in tasks (Beaman, Wheldall, & Kemp, 
2006). Boys have also been shown to demonstrate poorer behavioral self-
regulation both as assessed through teachers’ ratings and in self-regulation 
tasks (Matthews, Ponitz, & Morrison, 2009). It is, thus, possible that differences 
in task-avoidant behaviors between boys and girls may be associated with dif-
ferences in behavioral self-regulation skills. However, Vitiello, Booren, Downer 
& Williford (2012) showed recently that, in preschool settings, boys did not ex-
hibit less task engagement than girls did. 

Girls were shown to have a higher level of phonological awareness than 
boys at the end of the kindergarten year (Study II), whereas boys had better 
math skills than girls did (Study III). These results are partly in accordance with 
some previous findings. For example, girls have been shown to perform better 
than boys in reading also in some earlier studies (e.g., Leppänen et al., 2008; 
Logan & Johnston, 2009; Robinson & Lubienski, 2011). Although gender differ-
ences in standardized math tests have virtually disappeared in the United 
States in recent years (e.g., Hyde, Fennema, & Lamon, 1990; Hyde, Lindberg, 
Linn, Ellis, & Williams, 2008), some longitudinal studies in other countries have 
demonstrated that the small gender gap appears after the first grade and then 
continues to widen during the following school years in favor of boys (e.g., 
Aunola et al., 2004; Leahey & Guo, 2001; Robinson & Lubienski, 2011). Jordan 
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and colleagues (2006) showed that boys had better number sense and nonverbal 
calculation skills already in kindergarten.   

Finally, it was also found that the older the children were at the beginning 
of their kindergarten year, the less task-avoidant behavior they were rated as 
showing and the better their math skills were later on (Study III). This result 
suggests that task-avoidant behavior and math skills may partly be linked with 
maturation. Older children may have better self-regulatory skills and, therefore, 
tend to be more open and responsive to instructional activities as well as better 
able to concentrate on tasks (see Saft & Pianta, 2001). Vitiello et al. (2012) also 
indicated that older preschoolers were rated higher with regard to peer and 
task engagement than younger preschoolers were. Jordan and colleagues (2006, 
2009), on the other hand, found that older children had better math skills at the 
end of the kindergarten year which further contributed to better performance 
and faster growth in mathematics achievement from first to third grade (Jordan 
et al., 2009). 



 
 

5 PRACTICAL IMPLICATIONS 

The results of the present thesis have some practical implications. First, class-
room observations provide important insights on daily teacher–student interac-
tions, that is, classroom quality and its influence on different child outcomes. 
An understanding of the processes linking the quality of teacher–child interac-
tions with children’s motivational and academic outcomes will provide early 
educators with knowledge and abilities to foster high-quality relationships with 
all children in their classroom, thereby responding to their personal needs and 
promoting their school readiness. Knowledge on effective interactions is highly 
relevant and of advantage for both in-service teachers and trainee teachers. For 
purposes of policy making, there is an evident need to determine the key in-
structional and interactional processes—the “what” and “how” in classrooms—
and how these affect children’s development. Empirical findings of classroom 
observations provide knowledge on how goals of the curriculum are realized in 
practice. 

Second, as regards teachers and early educators, the findings highlight the 
importance of the quality of classroom organization in promoting kindergar-
teners’ learning motivation. Classroom organization is of high quality when 
several of the following dimensions are high in the observed classrooms: 
productivity, instructional learning formats, and behavior management. One of 
the critical dimensions for building a basis for children’s motivation to learn 
may be diversity of learning formats. Teachers should, therefore, look for op-
portunities to actively engage children and provide inherently interesting activ-
ities and stimulating materials. Productivity in classrooms, namely, provision of 
clearly defined learning activities and efficient transitions may also enhance 
children’s motivation toward learning activities. Setting of clear rules and rou-
tines and provision of consistent praise may also be core components of motiva-
tional instruction. Thus, kindergarten teachers should pay particular attention 
to being proactive rather than reactive toward disruptive behavior and give 
continuous praise to children for meeting expectations. Clear rules and routines 
provide children with an adaptive learning environment and with more experi-
ences to explore and learn from. For example, in their intervention study, Raver 
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and her colleagues (2011) found that training preschool teachers in behavioral 
regulation and management strategies positively contributed to children’s pre-
academic skills via improving their self-regulation skills. Furthermore, taking 
children’s initiatives and opinions into account promotes their feelings of au-
tonomy, which further contributes to their motivation (Ryan & Grolnick, 1986). 
This could be realized in practice by actively listening to children, and through 
responsiveness and sensitivity to children’s interests and points of view.  

Third, the findings highlight the importance of instructional support in 
promoting kindergarteners’ adaptive patterns of achievement behaviors. In-
structional support can be considered to be of a high quality when concept de-
velopment, language modeling, and quality of feedback are rated highly in ob-
served classroom situations. Kindergarten teachers should, therefore, aspire to 
focus on the process of learning and understanding, and provide children with 
opportunities to use analysis and reasoning in their approach to problems. It 
has been found previously that students show more adaptive patterns of behav-
ior in classrooms where the atmosphere and teacher practices are mastery-
oriented, that is, where the focus is on understanding and learning rather than 
on performance and competence (Meece et al., 1988; Midgley et al., 2001). Bring-
ing concepts to life by applying them to children’s everyday world and helping 
children to reach a deeper understanding of concepts than they could gain on 
their own may give the children more functional means to handle upcoming 
learning situations. Further, teachers should also intentionally aspire to engage 
in meaningful conversation with children, and encourage and elaborate on 
children’s answers. Given that kindergarten is usually the first environment for 
children to get systematic feedback on their academic learning, the results sug-
gest that kindergarten teachers should pay particular attention to both the qual-
ity of individual feedback and feedback intended for the whole class, as well as 
to the quality of scaffolding and language they use in order to support chil-
dren’s engagement and focus on tasks. By giving individualized and task-
specific feedback focusing on effort and learning instead of just general positive 
feedback (e.g., “right“/”well done”/”okay”), teachers provide a more effective 
a basis for kindergarteners’ adaptive achievement behaviors. Earlier findings 
regarding school age show that positive feedback after a good performance 
leads to an increase in children’s liking for a subject or activity (Deci et al., 1991), 
which is likely to lead more effort in further learning situations (Onatsu-
Arvilommi & Nurmi, 2000; Wigfield & Eccles, 2000). Providing children with 
alternative interpretations in case of their success and failure is recommended 
in previous literature: feedback that recognizes and compliments children on 
their abilities when they succeed and advises them to make more effort in case 
of failure (Meece et al., 1988) can support children’s beliefs in their own self-
efficacy and control (Martin et al., 2001). Especially children with low achieve-
ment beliefs and high task-avoidant behaviors may benefit from alternative, 
more adaptive models affecting ability beliefs and self-concept (Martin et al., 
2001).  
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Fourth, the findings of the present thesis can spark an interest in focusing 
on children’s motivational outcomes in addition to academic skills. It would be 
especially important to identify children with low learning motivation and dys-
functional achievement beliefs and behaviors already during their kindergarten 
year. The kindergarten year presents an important opportunity for identifying 
risks related to learning difficulties and to evaluate children’s school readiness. 
The development of adaptive patterns of achievement behaviors during the ear-
ly school years is particularly important as these seem to form cumulative cy-
cles affecting academic skills and school performance (Aunola et al., 2002; 
Hirvonen et al., 2012b; Onatsu-Arvilommi & Nurmi, 2000). In teacher education 
programs, a more central role needs to be given to increasing future teachers’ 
awareness of children’s motivational characteristics at entry to kindergarten, as 
well as addressing means to foster children’s efficacy beliefs and academic self-
concept in addition to their academic skills.  

Fifth, for policy makers and educational administrators, the results high-
light the importance of kindergarten teachers’ well-being in promoting kinder-
garteners’ motivation and its role as a modifier of children’s learning outcomes. 
Via lowered quality of student–teacher interaction, work-related stress of kin-
dergarten teachers can hamper children’s motivation to learn and subsequently 
affect their academic outcomes. More research is needed to better understand 
the antecedents of teacher stress and for finding solutions and means to relieve 
it. There is an evident need for studying kindergarten teachers’ work conditions 
and other related factors that might cause stress and hamper their success as 
early educators. Budgetary cuts and not having substitute personnel, for exam-
ple, can have harmful consequences for children’s learning and motivation in 
the long run by increasing teachers’ work-related stress and exhaustion. Zhai 
and colleagues (2011) have shown that classroom-based interventions can im-
prove teachers’ perceived job control and work-related resources, thereby re-
leasing their work-related stress.  

In addition, the findings highlight the importance of teachers’ sensitivity 
to students’ needs in terms of their level of academic skills. The results empha-
size the importance of finding appropriate pedagogical tools to respond to the 
differences in pre-reading and pre-math skills between students in the class-
room context. Creating learning environments where all children can feel suc-
cessful and feel a sense of improvement and control is a top priority of instruc-
tion at any age-level. This means that teachers should be well aware of chil-
dren’s skill levels and provide tasks and activities that are appropriate for the 
children and support their learning in their zone of proximal development 
(Pressley et al., 1996). In individualized instruction, students are given tasks 
that are optimally challenging for them but do not go too far beyond their cur-
rent competence (see also Juel & Minden-Cupp, 2000; McCaslin & Good, 1996). 
These kinds of tasks also promote motivation by providing experiences of effi-
cacy and control. By providing optimally challenging tasks and activities, 
teachers can encourage children’s active engagement in and enthusiasm for 
learning. Planning of systematically supportive, individualized tasks may also 
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require cooperation with other practitioners and parents. Individualization and 
adaptation to students’ skill levels and capitalizing on strengths is at the core of 
teachers’ work and of remediation efforts. Research on the influences of child 
characteristics on teachers has, however, been infrequent in educational psy-
chology, particularly in recent years. It would be important to investigate the 
impact of students’ academic skills on their teachers’ instruction and the quality 
of teacher–child interactions in the later school years as well. A related point is 
that there is clearly a need in teacher training concerning teachers’ meta-
cognitive knowledge of instructional practices and their regulation in classroom 
contexts. For example, Pressley and colleagues (1996) recently suggested that 
matching demands of instruction to students’ skill levels plays an important 
role in classroom learning.  



 
 

6 LIMITATIONS 

The findings of the present thesis also have limitations that need to be consid-
ered. First, the sample of the observed kindergarten teachers was small which 
decreases the generalizability of the findings as well as the power of statistical 
testing. Although the kindergarten teachers who chose not to participate in the 
classroom observations did not differ significantly from those who chose to par-
ticipate, there can be some selection effects that may have influenced the find-
ings. For example, it is possible that only those kindergarten teachers who were 
more confident about their teaching participated in the classroom observations. 
Therefore, the results should be interpreted with caution due to the small sam-
ple size and possible selectivity. 

Second, although longitudinal data was employed, the procedure was not 
cross-lagged as not all variables were measured at each time point. Consequent-
ly, caution is warranted in making causal inferences. For example, we cannot 
confirm whether it was low quality of teacher–child interactions and high 
teacher stress that caused low learning motivation and higher task-avoidant 
behavior in the kindergarten classrooms. It is also possible that low motivation 
and high task-avoidant behavior in children influenced the quality of teacher–
child interactions and teacher stress. It has been suggested, for example, that 
children’s problem behavior can lead to coercive cycles of feedback and a re-
duction in the quality and frequency of teacher–student interactions, as well as 
to “burnout cascades” among teachers (e.g., Arnold et al., 1998; Jennings & 
Greenberg, 2009). Thus, more refined longitudinal research with a cross-lagged 
design is needed in the future to determine the causal relations more precisely. 

Third, the CLASS observational instrument is an overall measure of the 
quality of teacher–child interactions and does not take individual children’s 
experiences of classroom interactions into account. What is of high quality for 
one child may not be of the same worth to another child in the same classroom 
(see Curby et al., 2009). Similarly, the CLASS does not take into account the 
amount and quality of individual support and instruction given by a teacher to 
an individual child. Future studies may, therefore, benefit from also investigat-
ing individual students’ experiences (e.g., by using tools like the ISI and in-
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CLASS), as well as teacher reports of classroom interactions and the quality and 
amount of individualized support and instruction.  

Fourth, the measure of children’s task-avoidant behavior relied on teach-
ers’ ratings rather than on external observations. While teachers’ ratings are 
proven to be quite good indicators of child behavior (e.g., Aunola et al., 2003; 
Zhang et al., 2011), future studies might benefit from also utilizing students’ 
own ratings, as well as observers’ ratings of task avoidance (as an example, see 
Vitiello et al., 2012). It is possible that teachers’ ratings reflect their beliefs and 
expectations concerning the children (e.g., based on children’s skill level) more 
so than the children’s actual behavior. 

Sixth, the present thesis controlled for mothers’ educational background. 
Although maternal education has proven to be a good indicator of parental so-
cioeconomic status (SES) (Melhuis, 2010), it still is a narrow indicator of quality 
regarding the home environment. In addition, parental attitudes, beliefs and 
parenting practices would be important to take into account. 

Finally, the results reflect a particular cultural and educational setting, that 
is, Finnish kindergartens. As there is substantial variation in how kindergartens 
and primary schools are organized and considerable differences exist between 
the kinds of instruction provided in different countries, there is clearly a need to 
replicate these findings concerning other cultures and educational settings. A 
related point is that the Finnish language has a regular orthography and learn-
ing to read is typically quite easy and progresses at a high rate for most Finnish 
children, which may have also influenced some of the findings in the thesis. 
Furthermore, as growing up and attending kindergarten and school in a much 
more heterogeneous cultural and educational context like that of the United 
States may be somewhat different compared to as part of a relatively more ho-
mogeneous society like that of Finland, caution is warranted in making general-
izations regarding the results and interpretations of the present dissertation.  



 

7 FUTURE DIRECTIONS 

Along with providing some evidence on the relations between teacher–child 
interactions and children’s motivational and academic outcomes, the findings of 
the present thesis also raise some important questions for future research. First, 
more refined studies are needed to increase our understanding of the develop-
mental relevance of teacher–child interactions for child outcomes. Using the 
newly developed inCLASS (Downer et al., 2010; Vitiello et al., 2012) or some 
similar tools would deepen our understanding of classroom processes and their 
influence on the outcomes of children with different characteristics. InCLASS, 
for example, provides the opportunity to measure children’s engagement in 
classroom interactions with teachers, peers, and tasks (Downer et al., 2010). 

Secondly, as the findings provided some suggestions that, already in kin-
dergarten, teachers are particularly sensitive to children’s level of academic 
skills, there is clearly a need for future studies on this topic at different grade 
levels and for various educational settings. Further, as the present thesis did not 
investigate the impact of adaptive instruction on children’s academic perfor-
mance (see Connor et al., 2004, 2009), there is clearly a need for future studies 
on this topic as well. Research in the area of adaptive or individualized teaching 
will contribute in particular to the development of teaching methods that can 
effectively help both individual children and groups of children in classrooms 
with different levels of academic skills.  

It would also be important to investigate teachers’ reflections on their 
classroom interactions and adaptive teaching, such as how aware they are of 
their teaching practices and to what degree they modify these according to their 
students’ levels of performance and other characteristics. Combining classroom 
observations with teachers’ own views on their instruction may yield important 
information on teacher beliefs behind the practices. 

An important goal for future research would be the examination of chil-
dren with learning disabilities and behavioral risks. Given that high-quality 
emotional and instructional support are particularly important for children at 
risk regarding learning disabilities (Buyse et al., 2008; Hamre & Pianta, 2005), it 
would be important to examine whether teacher–child interactions could also 
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function as a protective factor against learning disabilities in the Finnish con-
text.  

Future research should focus on the effects of teacher–child interactions on 
child outcomes later on in school. In the present thesis, the quality of teacher–
child interactions was associated with children’s motivational outcomes rather 
than with their academic ones. However, it is possible that teacher–child inter-
actions have a different influence on children’s academic outcomes later on in 
their school career when instruction and the curriculum put more pressure on 
the teaching of academic skills. 

Another important goal for future research is developing interventions re-
garding quality of classroom interactions for both in-service teachers and teach-
er educators. The CLASS instrument is an excellent tool for that kind of use. In 
the United States, the MyTeachingPartner (Pianta, Mashburn, Downer, Hamre, & 
Justice, 2008) online consultation on teacher–student interactions and related 
feedback has yielded promising results. Using consultation based on teachers’ 
video material of their instruction helps teachers in becoming more conscious 
about their interactional style and ways of giving feedback, for instance. A re-
cent study by Hamre and colleagues (2012) has indicated that in-service course 
on effective classroom interactions can improve the quality of early childhood 
teachers’ interactions with children, even without providing any feedback or 
coaching on teachers’ own classroom practice. 

In addition, more refined analyses on teacher–child interactions are need-
ed in future studies. It has been shown, for example, that teachers are more sta-
ble in terms of their emotional support than their instructional support (Curby 
et al., 2011). Analyses of change and stability across observational cycles (Curby 
et al., 2010, 2011) and factors influencing these (Curby et al., 2011; Vitiello et al., 
2012) could provide important information on children’s experiences and on 
conducting classroom observations. Furthermore, using person-oriented anal-
yses, such as the mixture modeling procedure, would be beneficial for a greater 
understanding of the differences between teachers with respect to their instruc-
tion and classroom practices. For example, different combinations of classroom 
quality factors, that is, teacher profiles of classroom quality (e.g., Salminen et al., 
2012) or qualitative analyses of the educational dialogues in high-quality 
classrooms (Rasku-Puttonen, Lerkkanen, Poikkeus, & Siekkinen, 2012), may 
have a different developmental relevance for child outcomes.  

Another important avenue for future studies is gaining a deeper under-
standing of the sources of teacher stress and determining the most effective 
ways of coping with the stress. More information is needed on what aspects of 
kindergarten teachers’ work cause stress and what can be done in terms of 
teacher well-being both at the level of individual kindergarten teachers and at 
the level of society. Relatively little is known, for example, about the role of in-
terpersonal relationships between teachers and children in teacher well-being 
(for a review, see Spilt, Koomen, & Thijis, 2011). Interestingly, intervention 
studies have shown their potential by having reduced teacher stress in the con-
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text of the Head Start teaching programme (e.g., Raver et al., 2011; Zhai et al., 
2011). 

Research on how school and home life interact in shaping child develop-
ment could contribute more information on the processes related to adaptive 
achievement. The effects of education and teaching can only be reliably evalu-
ated if family and home-related factors are considered at the same time as the 
classroom factors. For example, different family characteristics and home learn-
ing environments can work as moderators regarding teacher–child interactions. 
Investigation of those children who lack parental support is also important in 
examining whether teacher–child interactions could work as a compensatory 
resource (see Kiuru et al., 2012a).   



 
 

8 CONCLUSIONS 

The present thesis focused on the predictive relations between the quality of 
teacher–child interactions and children’s motivational and academic outcomes 
in the Finnish kindergarten context. The results showed, first, that the CLASS is 
a valid and reliable tool also in the Finnish kindergarten context. Consequently, 
the results of this thesis suggest that classroom quality is also a useful concept 
in understanding classroom processes in educational systems outside the Unit-
ed States. Secondly, observed classroom organization was linked to kindergar-
teners’ learning motivation, and instructional support was associated with task 
avoidance: teacher–child interactions, thus, were shown to have developmental 
relevance for children’s learning motivation in the Finnish kindergarten context. 
Thirdly, learning motivation mediated the association between teacher stress 
and children’s phonological awareness. Children’s learning motivation is, 
therefore, an important mediator of teacher well-being and children’s academic 
pre-skills. Finally, children’s academic pre-skills were associated with the ob-
served teacher–child interactions, suggesting that kindergarten teachers actively 
adapt their classroom interactions according to children’s level of academic pre-
skills in order to promote the children’s development. Thus, the results also 
provided some evidence of the bidirectional nature of teacher–child interactions. 

Overall, to determine how children’s motivation and learning can best be 
facilitated, it is essential to study the actual teaching practices and teacher–child 
interactions in classrooms. Children’s interest in activities and their willingness 
to approach tasks, make an effort, and persist in tasks may, at least partly, de-
pend on how teacher interactions and teacher well-being are evidenced in daily 
classroom situations.  
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TIIVISTELMÄ 

Tämän väitöskirjatutkimuksen tavoitteena oli tarkastella esiopetusryhmässä 
havainnoidun ohjausvuorovaikutuksen laadun yhteyttä esiopetusikäisten las-
ten oppimismotivaatioon, tehtävää välttävään työskentelytapaan sekä luku- ja 
laskutaitoa ennakoiviin valmiuksiin. Lisäksi tarkasteltiin esiopettajien kokeman 
ohjauksen haasteisiin liittyvän stressin yhteyttä esiopetusikäisten oppimismoti-
vaatioon ja fonologisen tietoisuuden taitoihin. Tutkimuksessa selvitettiin myös 
lasten luku- ja laskutaitoja ennakoivien valmiuksien merkitystä esiopetusryh-
män ohjausvuorovaikutuksen laadun kannalta.  

Väitöstutkimus koostuu neljästä osatutkimuksesta. Tutkimuksen aineisto-
na käytettiin Alkuportaat–seurantatutkimuksen esiopetusvuoden aineistoa. 
Ensimmäisen osatutkimuksen osallistujina oli 161 esiopettajaa, joista 49 (47 
naista, 2 miestä) esiopettajaa ja heidän opetusryhmänsä lapset osallistuivat 
luokkahuonehavainnointeihin. Toisen ja kolmannen osatutkimuksen tutkimus-
joukon muodostivat 1268 lasta (655 poikaa ja 613 tyttöä) ja 137 esiopettajaa, jois-
ta 49 osallistui havainnointeihin, sekä 1028 äitiä. Neljännen osatutkimuksen 
tutkimusjoukon muodostivat puolestaan 1268 lasta, 49 esiopettajaa ja 1028 äitiä. 

Ensimmäisessä osatutkimuksessa tarkasteltiin the Classroom Assessment 
Scoring System (CLASS Pre-K; Pianta, La Paro, & Hamre, 2008) – havainnoin-
timenetelmän reliabiliteettia ja validiteettia suomalaisen esiopetuksen ympäris-
tössä. Tutkimuksen tulokset osoittivat ensinnäkin, että CLASS oli luotettava ja 
validi havainnointimenetelmä myös suomalaisessa esiopetusympäristössä. Kun 
negatiivista ilmapiiriä mittaava osio jätettiin pois, tuloksena oli samankaltainen 
kolmen faktorin rakenne kuin aiemmissa yhdysvaltalaisissa tutkimuksissa on 
esitetty. Lisäksi tulokset antoivat viitteitä siitä, että suomalaisessa esiopetukses-
sa opettajien antama ohjauksellinen tuki on erityisen korkeatasoista suhteessa 
havaintoihin yhdysvaltalaisista esiopetusryhmistä, vaikkakin palautteen alueel-
la ohjauksellinen tuki oli muita osa-alueita alhaisempaa.  

Toisessa osatutkimuksessa selvitettiin ohjausvuorovaikutuksen laadun ja 
esiopettajan kokeman opetukseen ja ohjaukseen liittyvän stressin merkitystä 
esiopetusikäisten lasten oppimismotivaation ja fonologisen tietoisuuden taito-
jen kannalta. Toiminnan organisoinnin laadun eli sen, kuinka hyvin esiopetuk-
sen toiminnot tukevat lasten kiinnostuneisuutta ja millaiset säännöt ja rutiinit 
ryhmässä vallitsevat, havaittiin olevan positiivisesti yhteydessä esiopetusikäis-
ten lasten oppimismotivaatioon. Mitä laadukkaampaa toiminnan organisointi ja 
ryhmän hallinta olivat, ja mitä enemmän toiminnot tukivat lasten kiinnostunei-
suutta, sitä kiinnostuneempia ryhmän lapset tyypillisesti olivat esiopetuksen 
sisältöalueita kohtaan. Esiopettajien kokema ohjaukseen liittyvä stressi oli puo-
lestaan negatiivisesti yhteydessä lasten oppimismotivaatioon ryhmässä ja vai-
kutti sen kautta lasten fonologisen tietoisuuden taitoihin. Tytöt olivat poikia 
kiinnostuneempia esiopetuksen sisältöalueita kohtaan ja heillä oli myös pa-
remmat fonologisen tietoisuuden taidot esiopetusvuoden keväällä. 

Kolmannessa osatutkimuksessa tarkasteltiin ohjausvuorovaikutuksen laa-
dun yhteyttä lasten tehtävää välttävään työskentelytapaan ja matemaattisiin 
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valmiuksiin. Tulokset osoittivat, että esiopetusryhmässä havainnoitu ohjauksel-
lisen tuen laatu eli se, millaista palautetta esiopettaja antaa ja kuinka hän mal-
lintaa kielellisesti lasten toimintaa, oli yhteydessä lasten tehtävää välttävään 
työskentelytapaan. Mitä korkeatasoisempaa ohjauksellinen tuki oli, sitä vä-
hemmän esiopetusryhmän lapsilla arvioitiin esiintyvän tehtävää välttävää 
työskentelytapaa. Tehtävää välttävä työskentelytapa puolestaan oli negatiivi-
sesti yhteydessä lasten matemaattisiin taitoihin, kun heidän aikaisemmat ma-
temaattiset valmiutensa oli kontrolloitu. Esiopettajat arvioivat tehtävää välttä-
vän työskentelytavan yleisemmäksi pojilla ja loppuvuodesta syntyneillä kuin 
tytöillä ja alkuvuodesta syntyneillä lapsilla. Paremmat lukujonotaidot esiope-
tusvuoden alussa olivat negatiivisesti yhteydessä lasten tehtävää välttävään 
työskentelytapaan ja positiivisesti yhteydessä myöhempiin matemaattisiin tai-
toihin. Pojilla oli tyttöihin verrattuna paremmat matemaattiset valmiudet esi-
opetusvuoden keväällä.   

Neljännessä osatutkimuksessa tarkasteltiin lasten luku- ja laskutaidon 
valmiuksien ennusteyhteyttä esiopetusryhmässä havainnoidun ohjausvuoro-
vaikutuksen laatuun. Tulokset antoivat viitteitä siitä, että esiopettajat mukaut-
tavat aktiivisesti ohjausvuorovaikutustaan lasten taitotason mukaan: mikäli 
esiopetusryhmän lapsilla oli syksyllä keskimäärin heikot luku- ja laskutaitojen 
valmiudet (fonologinen tietoisuus, kirjaintuntemus, lukujonotaidot), esiopetus-
ryhmässä keväällä havainnoitu tunnetuki, ohjauksellinen tuki ja toiminnan or-
ganisointi olivat korkeatasoisempia verrattuna muihin esiopetusryhmiin. Äitien 
koulutustausta oli yhteydessä lasten luku- ja laskutaitojen valmiuksiin sekä yk-
silö- että ryhmätasolla: mitä korkeampi ammatillinen koulutustausta äideillä oli, 
sitä paremmat koulutaitoja ennakoivat valmiudet lapsilla oli.  

Kaiken kaikkiaan väitöskirjan tulokset osoittivat, että esiopetuksessa ha-
vainnoitu ohjausvuorovaikutuksen laatu oli yhteydessä esiopetusikäisten op-
pimismotivaatioon, jota arvioitiin esiopetuksen sisältöalueita koskevalla kiin-
nostuksella ja tehtävää välttävän työskentelytavan esiintymisellä. Esiopettajan 
kokema stressi heijastui kielteisesti lasten oppimismotivaatioon ja vaikutti sitä 
kautta haitallisesti myös lasten fonologiseen tietoisuuteen. Lisäksi tulokset an-
toivat viitteitä siitä, että lasten luku- ja laskutaitojen valmiudet esiopetusvuoden 
alussa vaikuttavat myöhempään ohjausvuorovaikutuksen laatuun.  

Tulokset viittaavat siihen, että erityistä huomiota tulisi kiinnittää ohjaus-
vuorovaikutuksen laatuun ja esiopettajien hyvinvointiin. Näin parhaiten tuet-
taisiin lasten kiinnostusta esiopetuksen sisältöalueisiin sekä oppimisen kannalta 
edullisten työskentelytapojen kehittymistä. Koska oppimismotivaation on ha-
vaittu olevan merkityksellistä myöhemmän koulusuoriutumisen kannalta, tulisi 
jo esiopetusvaiheessa kiinnittää huomiota lapsiin, joilla on sekä heikot luku- ja 
laskutaitojen valmiudet että alhainen oppimismotivaatio ja oppimisen kannalta 
haitalliset työskentelytavat. Kiinnittämällä erityistä huomiota siihen, että jokai-
nen lapsi saisi kannustavaa palautetta ja tehtävät olisi suunniteltu niin, että 
kaikki voisivat kokea onnistumisen elämyksiä, kyettäisiin vahvistamaan lasten 
innokkuutta oppimiseen ja luomaan pohjaa myöhemmille myönteisille oppi-
miskokemuksille. Esiopettajien ja muiden varhaiskasvatuksen ammattilaisten 



72 
 
olisi tärkeää huomioida lasten yksilöllisiä ominaisuuksia ja tarvittaessa mukaut-
taa ohjausvuorovaikutustaan, jotta se parhaiten tukisi kunkin lapsen oppimista. 
Opettajankoulutuksen tulisi tarjota tietoa myös lasten erilaisten ominaisuuksien 
ja taitojen yhteydestä opettajan uskomuksiin, tunteisiin, hyvinvointiin ja sitä 
kautta ohjausvuorovaikutuksen laatuun luokassa. 

Tulevaisuudessa olisi tärkeää tarkastella myös lasten yksilöllisiä koke-
muksia ohjausvuorovaikutuksesta esiopetuksessa ja sitä, miten lapsen käyttäy-
tyminen puolestaan vaikuttaa opettajan toimintaan ryhmässä. Yleinen koko 
ryhmälle suuntautuvan ohjausvuorovaikutuksen laadun tarkastelu antaa suun-
taviivoja sille, millaisesta ohjauksesta lapset keskimäärin näyttävät hyötyvän 
ryhmässä. Lasten yksilölliset ominaisuudet, kuten varhaiset riskit tai muita 
edistyneemmät taidot, voivat kuitenkin ratkaisevasti vaikuttaa siihen, millaises-
ta ohjauksesta kukin yksilö parhaiten hyötyy. Ohjausvuorovaikutuksen laatua 
käsittelevissä tutkimuksissa olisi tarpeen tarkastella myös laadun vaihtelua ha-
vainnointisyklien tai –päivien välillä. Lisäksi henkilökeskeiset analyysimene-
telmät voisivat antaa lisävalaistusta ohjausvuorovaikutuksen laatua ja sen vai-
kutuksia koskevaan tutkimukseen. Jatkotutkimusta tarvitaan myös ohjausvuo-
rovaikutuksen laadun yhteydestä lasten sosiaalisiin taitoihin sekä koulusuoriu-
tumiseen myöhemmissä ikävaiheissa. Tutkimuksissa olisi tärkeää ottaa huomi-
oon myös lapsen kotiympäristö sekä opettajan ja vanhempien välinen yhteistyö. 
Lisäksi esiopetuksen ohjausvuorovaikutuksen laadun kehittämiseen tähtäävä 
interventiotutkimus olisi tarpeen. 
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therapy. 172 p. Summary 6 p. 1987.

63 KANGAS, 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.

64 HURME, HELENA, Child, mother and
grandmother. Interegenerational interaction in
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Finnish families. 187 p. 1988.
65 RASKU-PUTTONEN, HELENA, Communication

between parents and children in experimental
situations. – Vanhempien ja lasten kommuni-
kointi strukturoiduissa tilanteissa. 71 p.
Tiivistelmä 5 p. 1988.

66 TOSKALA, ANTERO, Kahvikuppineurootikkojen
ja paniikkiagorafoobikkojen minäkuvat
minäsysteemin 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.

67 HAKKARAINEN, LIISA, Kuurojen yläasteen 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.

68 NÄTTI, JOUKO, Työmarkkinoiden
lohkoutuminen. Segmentaatioteoriat, Suomen
työmarkkinat ja yritysten työvoimastrategiat. -
Segmentation theories, Finnish labour markets
and the use of labour in retail trade. 189 p.
Summary 10 p. 1989.

69 AALTOLA, JUHANI, Merkitys opettamisen ja
oppimisen näkökulmasta Wittgensteinin
myöhäisfilo-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.

70 KINNUNEN, ULLA, Teacher stress over a school
year. - Opettajan työstressi lukuvuoden
aikana. 61 p. Tiivistelmä 3 p. 1989.

71 BREUER, HELMUT & RUOHO, KARI (Hrsg.),
Pädagogisch-psychologische Prophylaxe bei
4-8 jährigen Kindern. - Pedagogis-psykologi-
nen ennaltaehkäisy neljästä kahdeksaan
vuoden iässä. 185 S. Tiivistelmä 1 S. 1989.

72 LUMMELAHTI, LEENA, Kuusivuotiaiden sopeutu-
minen päiväkotiin. Yksilöllistetty mallioppi-
mis-ohjelma päiväkotiin heikosti sopeutuvien
kuusivuotiaiden ohjauksessa sekä vanhempi-
en kasvatuskäytännön yhtey-det lapsen
sopeutumiseen ja minäkäsitykseen. - The
adjustment of six-year-old children to day-
care-centres. 224 p. Summary 9 p. 1990.

73 SALOVIITA, TIMO, Adaptive behaviour of
institutionalized mentally retarded persons. -
Laitoksessa asuvien kehitysvammaisten
adaptiivinen käyttäytyminen. 167 p.
Tiivistelmä 4 p. 1990.

74 PALONEN, KARI et SUBRA, LEENA (Eds.), Jean-Paul
Sartre - un philosophe du politique. - Jean-
Paul Sartre - poliittisuuden filosofi. 107 p.
Tiivistelmä 2 p. 1990.

75 SINIVUO, JUHANI, Kuormitus ja voimavarat
upseerin uralla. - Work load and resources in
the career of officers. 373 p. Summary 4 p. 1990.

76 PÖLKKI, PIRJO, Self-concept and social skills of
school beginners. Summary and discussion. -

Koulutulokkaiden minäkäsitys ja sosiaaliset
taidot. 100 p. Tiivistelmä 6 p. 1990.

77 HUTTUNEN, JOUKO, Isän merkitys pojan sosiaali-
selle sukupuolelle. - Father’s impact on son’s
gender role identity. 246 p. Summary 9 p.1990.

78 AHONEN, TIMO, Lasten motoriset koordinaatio-
häiriöt. Kehitysneuropsykologinen seuranta-
tutkimus. - Developmental coordination
disorders in children. A developmental neuro-
psychological follow-up study. 188 p.
Summary 9 p. 1990.

79 MURTO, KARI, Towards the well functioning
community. The development of Anton
Makarenko and Maxwell Jones’ communities.
- Kohti toimivaa yhteisöä. Anton Makarenkon
ja Maxwell Jonesin yhteisöjen kehitys. 270 p.
Tiivistelmä 5 p. Cp2`<, 5 c. 1991.

80 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.

81 ALANEN, ILKKA, Miten teoretisoida maa-talou-
den pientuotantoa. - On the conceptualization
of petty production in agriculture. 360 p.
Summary 9 p. 1991.

82 NIEMELÄ, EINO, Harjaantumisoppilas perus-
koulun liikuntakasvatuksessa. - The trainable
mentally retarded pupil in comprehensive
school physical education. 210 p. Summary
7 p. 1991.

83 KARILA, IRMA, Lapsivuodeajan psyykkisten
vaikeuksien ennakointi. Kognitiivinen malli. -
Prediction of mental distress during puer-
perium. A cognitive model. 248 p. Summary
8 p. 1991.

84 HAAPASALO, JAANA, Psychopathy as a
descriptive construct of personality among
offenders. - Psykopatia rikoksentekijöiden
persoonallisuutta kuvaavana konstruktiona.
73 p. Tiivistelmä 3 p. 1992.

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

86 NIKKI, MAIJA-LIISA, Suomalaisen koulutusjärjes-
telmän 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.

87 NIKKI, MAIJA-LIISA, The implementation of the
Finnish national plan for foreign language
teaching. - Valtakunnallisen kielenopetuksen
yleissuunnitelman toimeenpano. 52 p.
Yhteenveto 2 p. 1992.

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

89 LAAKSO, KIRSTI, Kouluvaikeuksien ennustami-
nen. Käyttäytymishäiriöt ja kielelliset vaikeu-
det peruskoulun alku- ja päättövaiheessa. -
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Prediction of difficulties in school. 145 p.
Summary 4 p. 1992.

90 SUUTARINEN, SAKARI, Herbartilainen pedagogi-
nen uudistus Suomen kansakoulussa vuosisa-
dan alussa (1900-1935). - Die Herbart’sche
pädagogische Reform in den finnischen
Volksschulen zu Beginn dieses Jahrhunderts
(1900-1935). 273 p. Zusammenfassung 5 S. 1992.

91 AITTOLA, TAPIO, Uuden opiskelijatyypin synty.
Opiskelijoiden elämänvaiheet ja tieteenala-
spesifien habitusten muovautuminen 1980-
luvun yliopistossa. - Origins of the new student
type. 162 p. Summary  4 p. 1992

92 KORHONEN, PEKKA,  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.

93 KERÄNEN, JYRKI, Avohoitoon ja sairaalahoitoon
valikoituminen perhekeskeisessä psykiatrises-
sa hoitojärjestelmässä. - The choice between
outpatient and inpatient treatment in a family
centred psychiatric treatment system. 194 p.
Summary 6 p. 1992.

94 WAHLSTRÖM, JARL, Merkitysten muodostuminen
ja muuttuminen perheterapeuttisessa keskus-
telussa. Diskurssianalyyttinen tutkimus. -
Semantic change in family therapy. 195 p.
Summary 5 p. 1992.

95 RAHEEM, 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.

96 LAINE, TIMO, Aistisuus, kehollisuus ja dialo-
gisuus. Ludwig Feuerbachin filosofian lähtö-
kohtia ja niiden kehitysnäkymiä 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.

97 PENTTONEN, MARKKU, Classically conditioned
lateralized head movements and bilaterally
recorded cingulate cortex responses in cats. -
Klassisesti ehdollistetut sivuttaiset päänliik-
keet ja molemminpuoliset aivojen pihtipoimun
vasteet kissalla. 74 p. Yhteenveto 3 p. 1993.

98 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.

99 LAIHIALA-KANKAINEN, SIRKKA, Formaalinen ja
funktionaalinen traditio kieltenopetuksessa.

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.

100 MÄKINEN, TERTTU, Yksilön varhaiskehitys
koulunkäynnin perustana. - Early
development as a foundation for school
achievement. 273 p. Summary 16 p. 1993.

101 KOTKAVIRTA, JUSSI, Practical philosophy and
modernity. A study on the formation of
Hegel’s thought. - Käytännöllinen filosofia ja
modernisuus. Tutkielma Hegelin ajattelun
muotoutumisesta. 238 p. Zusammenfassung
3 S. Yhteenveto 3 p. 1993.

102 EISENHARDT, 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. Tiivistelmä 2 p. 1993.

103 KERÄNEN, MARJA, Modern political science and
gender. A debate between the deaf and the
mute. - Moderni valtio-oppi ja nainen.
Mykkien ja kuurojen välinen keskustelu.
252 p. Tiivistelmä 4 p. 1993.

104 MATIKAINEN,TUULA, Työtaitojenkehittyminen
erityisammattikouluvaiheen aikana. -
Development of working skills in special
vocational school. 205 p. Summary 4 p. 1994.

105 PIHLAJARINNE, MARJA-LEENA, Nuoren sairastumi-
nen skitsofreeniseen häiriöön. Perheterapeut-
tinen tarkastelutapa. - The onset of
schizophrenic disorder at young age. Family
therapeutic study. 174 p. Summary 5 p. 1994.

106 KUUSINEN, KIRSTI-LIISA, Psyykkinen itsesäätely
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.

107 MENGISTU, LEGESSE GEBRESELLASSIE,
Psychological classification of students with
and without handicaps. A tests of Holland’s
theory in Ethiopia. 209 p. 1994.

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

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

110 MATTHIES, AILA-LEENA, Epävirallisen sektorin ja
hyvinvointivaltion suhteiden modernisoitu-
minen. - The informal sector and the welfare
state. Contemporary relationships. 63 p.
Summary 12 p. 1994.

111 AITTOLA, HELENA, Tutkimustyön ohjaus ja
ohjaussuhteet tieteellisessä jatkokoulutuk-
sessa. - Mentoring in postgraduate education.
285 p. Summary 5 p. 1995.

112 LINDÉN, MIRJA, Muuttuva syövän kuva ja
kokeminen. Potilaiden ja ammattilaistentul-
kintoja. - The changing image and experience
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of cancer. Accounts given by patients and
professionals. 234 p. Summary 5 p. 1995.

113 VÄLIMAA, JUSSI, Higher education cultural
approach. - Korkeakoulututkimuksen
kulttuurinäkökulma. 94 p. Yhteenveto 5 p.
1995.

114 KAIPIO, KALEVI, Yhteisöllisyys kasvatuksessa.
yhteisökasvatuksen teoreettinen analyysi ja
käytäntöön soveltaminen. - The community as
an educator. Theoretical analysis and practice
of community education. 250 p. Summary 3 p.
1995.

115 HÄNNIKÄINEN, MARITTA, Nukesta vauvaksi ja
lapsesta lääkäriksi. Roolileikkiin siirtymisen
tarkastelua piagetilaisesta ja kulttuurihistori-
allisen toiminnan teorian näkökulmasta. 73 p.
Summary  6 p. 1995.

116 IKONEN, OIVA. Adaptiivinen opetus. Oppimis-
tutkimus harjaantumiskoulun opetussuunni-
telma- ja seurantajärjestelmän kehittämisen
tukena. - The adaptive teaching. 90 p.
Summary 5 p. 1995.

117 SUUTAMA, TIMO, Coping with life events in old
age. - Elämän muutos- ja ongelmatilanteiden
käsittely iäkkäillä ihmisillä. 110 p. Yhteenveto
3 p. 1995.

118 DERSEH, TIBEBU BOGALE, Meanings Attached to
Disability, Attitudes towards Disabled People,
and Attitudes towards Integration. 150 p.
1995.

119 SAHLBERG, PASI, Kuka auttaisi opettajaa. Post-
moderni näkökulma opetuksen muu-tokseen
yhden kehittämisprojektin 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. 1996.

120 UHINKI, AILO, Distress of unemployed job-
seekers described by the Zulliger Test using
the Comprehensive System. - Työttömien
työntekijöiden ahdinko kuvattuna Compre-
hensive Systemin mukaisesti käytetyillä
Zulligerin testillä. 61 p. Yhteenveto 3p. 1996.

121 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.

122 RUUSUVIRTA, TIMO, Brain responses to pitch
changes in an acoustic environment in cats
and rabbits. - Aivovasteet kuuloärsykemuu-
toksiin kissoilla ja kaneilla. 45 p. Yhteenveto 2
p. 1996.

123 VISTI, ANNALIISA, Työyhteisön ja työn 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.

124 SALLINEN, MIKAEL, Event-ralated brain
potentials to changes in the acustic environ-
ment buring sleep and sleepiness. - Aivojen
herätevasteet muutoksiin kuuloärsykesar-

jassa unen ja uneliaisuuden aikana. 104 p.
Yhteenveto 3 p. 1997.

125 LAMMINMÄKI, TUIJA, Efficasy of a multi-faceted
treatment for children with learning
difficulties. - Oppimisvaikeuksien neuro-
kognitiivisen ryhmäkuntoutuksen tuloksel-
lisuus ja siihen vaikuttavia tekijöitä. 56 p.
Yhteenveto 2 p. 1997.

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

127 MARTTUNEN, MIIKA, Studying argumentation in
higher education by electronic mail. -
Argumentointia yliopisto-opinnoissa sähkö-
postilla. 60 p. (164 p.) Yhteenveto 3 p. 1997.

128 JAAKKOLA, HANNA, Kielitieto kielitaitoon pyrittä-
essä. Vieraiden kielten opettajien käsityksiä
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.

129 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.
Näkymiä pelaamiseen, toimintaan,
ajallisuuteen ja subjektiivisuuteen. 248 p.
Yhteenveto 2 p. 1997.

130 HAARAKANGAS, KAUKO, Hoitokokouksen äänet.
Dialoginen analyysi perhekeskeisen psykiatri-
sen hoitoprosessin hoitokokous-keskusteluis-
ta työryhmän toiminnan näkökulmasta. - 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.

131 MATINHEIKKI-KOKKO, KAIJA, Challenges of
working in a cross-cultural environment.
Principles and practice of refugee settlement in
Finland. - Kulttuurienvälisen työn haasteet.
Periaatteet ja käytäntö maahanmuuttajien
hyvinvoinnin turvaamiseksi Suomessa. 130 p.
Yhteenveto 3 p. 1997.

132 KIVINIEMI, 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.

133 KANTOLA, JOUKO, Cygnaeuksen jäljillä käsityön-
opetuksesta teknologiseen kasvatukseen. - In
the footsteps of Cygnaeus. From handicraft
teaching to technological education. 211 p.
Summary 7 p. 1997.

134 KAARTINEN, JUKKA, Nocturnal body movements
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and sleep quality. - Yölliset kehon liikkeet ja
unen laatu. 85 p. Yhteenveto 3 p. 1997.

135 MUSTONEN, ANU, Media violence and its
audience. - Mediaväkivalta ja sen yleisö. 44 p.
(131 p.). Yhteenveto 2 p. 1997.

136 PERTTULA, JUHA, The experienced life-fabrics of
young men. - Nuorten miesten koettu
elämänkudelma. 218 p. Yhteenveto 3 p. 1998.

137 TIKKANEN, TARJA, Learning and education of
older workers. Lifelong learning at the margin.
- Ikääntyvän työväestön oppiminen ja koulu-
tus. Elinikäisen oppimisen marginaalissa.
83 p. (154 p.). Yhteenveto 6 p. 1998.

138 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.

139 KALLIO, EEVA, Training of students’ scientific
reasoning skills. - Korkeakouluopiskelijoiden
tieteellisen ajattelun kehittäminen. 90 p.
Yhteenveto 1 p. 1998.

140 NIEMI-VÄKEVÄINEN, LEENA, Koulutusjaksot ja
elämänpolitiikka. Kouluttautuminen yksilöl-
listymisen ja yhteisöllisyyden risteysasemana.
- Sequences of vocational education as life
politics. Perspectives of invidualization and
communality. 210 p. Summary 6 p. 1998.

141 PARIKKA, MATTI, 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.

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

143 YLÖNEN, HILKKA, Taikahattu ja hopeakengät -
sadun maailmaa. Lapsi päiväkodissa sadun
kuulijana, näkijänä 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.

144 MOILANEN, PENTTI, Opettajan toiminnan perus-
teiden tulkinta ja tulkinnan totuudellisuuden
arviointi. - Interpreting reasons for teachers’
action and the verifying the interpretations.
226 p. Summary 3p. 1998.

145 VAURIO, LEENA,  Lexical inferencing in reading
in english on the secondary level. - Sana-
päättely englanninkielistä tekstiä luettaessa
lukioasteella. 147 p. Yhteenveto 3 p. 1998.

146 ETELÄPELTO, ANNELI, The development of
expertise in information systems design. -
Asiantuntijuuden kehittyminen tietojärjestel-
mien suunnittelussa. 132 p. (221p.).
Yhteenveto 12 p. 1998.

147 PIRHONEN, ANTTI, Redundancy as a criterion for
multimodal user-interfaces. - Käsitteistö luo

näkökulman käyttöliittymäanalyysiin. 141 p.
Yhteenveto 3 p. 1998.

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

149 NAUKKARINEN, AIMO, Tasapainoilua kurinalai-
suuden ja tarkoituksenmukaisuuden välillä.
Oppilaiden ei-toivottuun käyttäytymiseen
liittyvän ongelmanratkaisun kehittäminen
yhden peruskoulun yläasteen 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.

150 HOLMA, JUHA, The search for a narrative.
Investigating acute psychosis and the need-
adapted treatment model from the narrative
viewpoint. - Narratiivinen lähestymistapa
akuuttiin psykoosiin ja tarpeenmukaisen
hoidon malliin. 52 p. (105 p.) Yhteenveto 3 p. 1999.

151 LEPPÄNEN, PAAVO H.T., Brain responses to
changes in tone and speech stimuli in infants
with and without a risk for familial dyslexia. -
Aivovasteet ääni- ja puheärsykkeiden muu-
toksiin vauvoilla, joilla on riski suvussa esiin-
tyvään dysleksiaan ja vauvoilla ilman tätä
riskiä. 100 p. (197 p.) Yhteenveto 4 p. 1999.

152 SUOMALA, JYRKI, Students’ problem solving
in the LEGO/Logo learning environment. -
Oppilaiden ongelmanratkaisu LEGO/Logo
oppimisympäristössä. 146 p. Yhteenveto 3 p.
1999.

153 HUTTUNEN, RAUNO, Opettamisen filosofia ja
kritiikki. - Philosophy, teaching, and critique.
Towards a critical theory of the philosophy of
education. 201 p. Summary 3p. 1999.

154 KAREKIVI, LEENA, Ehkä en kokeilisikaan, jos ....
Tutkimus ylivieskalaisten nuorten tupakoin-
nista ja päihteidenkäytöstä ja niihin liittyvästä
terveyskasvatuksesta vuosina 1989-1998. -
Maybe I wouldn´t even experiment if .... 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.

155 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.

156 MAUNO, SAIJA, Job insecurity as a psycho-social
job stressor in the context of the work-family
interface. - Työn epävarmuus työn psyko-
sosiaalisena stressitekijänä työn ja perheen
vuorovaikutuksen kontekstissa. 59 p. (147 p.)
Yhteenveto 3 p. 1999.

157 MÄENSIVU KIRSTI, Opettaja määrittelijänä,
oppilas määriteltävänä. Sanallisen oppilaan
arvioinnin sisällön 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.

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

159 MÄNTY, TARJA, Ammatillisista erityisoppilaitok-
sista elämään. - Life after vocational special
education. 235 p. Summary 3 p. 2000.

160 SARJA, ANNELI, Dialogioppiminen pienryhmäs-
sä. 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.

161 JÄRVINEN, ANITTA, Taitajat iänikuiset. - Kotkan
ammattilukiosta valmiuksia elämään, työelä-
mään 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.

162 KONTIO, MARJA-LIISA, Laitoksessa asuvan
kehitysvammaisen vanhuksen haastava
käyttäytyminen ja hoitajan käyttämiä vaiku-
tuskeinoja. - Challenging behaviour of
institutionalized mentally retarded elderly
people and measures taken by nurses to
control it. 175 p. Summary 3 p. 2000.

163 KILPELÄINEN, ARJA, Naiset paikkaansa etsimäs-
sä. Aikuiskoulutus naisen elämänkulun
rakentajana. - Adult education as determinant
of woman’s life-course. 155 p. Summary 6 p.
2000.

164 RIITESUO, ANNIKKI, A preterm child grows.
Focus on speech and language during the
first two years. - Keskonen kasvaa: puheen
ja kielen kehitys kahtena ensimmäisenä elin-
vuotena. 119 p. Tiivistelmä 2 p. 2000.

165 TAURIAINEN, LEENA, Kohti yhteistä laatua.  -
Henkilökunnan, vanhempien ja lasten laatu-
käsitykset päiväkodin integroidussa erityis-
ryhmässä. - 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.

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

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

168 LAUNONEN, LEEVI, Eettinen kasvatusajattelu
suomalaisen koulun pedagogisissa teksteissä
1860-luvulta 1990-luvulle. - Ethical thinking

in Finnish school’s pedagogical texts from the
1860s to the 1990s. 366 p. Summary 3 p. 2000.

169 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.

170 KURUNMÄKI, JUSSI, Representation, nation and
time. The political rhetoric of the 1866
parliamentary reform in Sweden. - Edustus,
kansakunta ja aika. Poliittinen retoriikka
Ruotsin vuoden 1866 valtiopäiväreformissa.
253 p. Tiivistelmä 4 p. 2000.

171 RASINEN, AKI, Developing technology
education. In search of curriculum elements
for Finnish general education schools. 158 p.
Yhteenveto 2 p. 2000.

172 SUNDHOLM, LARS, Itseohjautuvuus organisaatio-
muutoksessa. - Self-determination in
organisational change. 180 p. Summary 15 p.
2000.

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

174 HOFFRÉN, JARI, Demokraattinen eetos – rajoista
mahdollisuuksiin. - The democratic ethos.
From limits to possibilities? 217 p. Summary
2 p. 2000.

175 HEIKKINEN, HANNU L. T.,  Toimintatutkimus,
tarinat ja opettajaksi tulemisen taito.
Narratiivisen identiteettityön kehittäminen
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.

176 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.

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

178 AUNOLA, KAISA, Children’s and adolescents’
achievement strategies, school adjustment,
and family environment. -  Lasten ja nuorten
suoritusstrategiat koulu- ja perheympäristöis-
sä. 51 p. (153 p.) Yhteenveto 2 p. 2001.

179 OKSANEN, ELINA , Arvioinnin kehittäminen
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.

180 VIITTALA, KAISU, “Kyllä se tommosellaki lapsel-
la on kovempi urakka”. Sikiöaikana alkoholil-
le altistuneiden huostaanotettujen lasten
elämäntilanne, riskiprosessit ja suojaavat
prosessit. - “It’s harder for that kind of child to
get along”. 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.

181 HANSSON, LEENI, Networks matter. The role of
informal social networks in the period of socio-
economic reforms of the 1990s in Estonia. -
Verkostoilla on merkitystä: infor-maalisten
sosiaalisten verkostojen asema Virossa
1990-luvun sosio-ekonomisten muutosten
aikana. 194 p. Yhteenveto 3 p. 2001.

182 BÖÖK, MARJA LEENA, Vanhemmuus ja vanhem-
muuden diskurssit työttömyystilanteessa . -
Parenthood and parenting discourses in a
situation of unemployment. 157 p. Summary
5 p. 2001.

183 KOKKO, KATJA, Antecedents and
consequences of long-term unemployment.
- Pitkäaikaistyöttömyyden ennakoijia ja seu-
rauksia. 53 p. (115 p.) Tiivistelmä 3 p. 2001.

184 KOKKONEN, MARJA, Emotion regulation
and physical health in adulthood: A
longitudinal, personality-oriented
approach. - Aikuisiän tunteiden säätely ja
fyysinen terveys: pitkittäistutkimuksellinen
ja persoonallisuuskeskeinen lähestymis-
tapa. 52 p. (137 p.) Tiivistelmä 3 p. 2001.

185 MÄNNIKKÖ, KAISA, Adult attachment styles:
A Person-oriented approach. - Aikuisten
kiintymystyylit. 142 p. Yhteenveto 5 p. 2001.

186 KATVALA, SATU, Missä äiti on? Äitejä ja äitiyden
uskomuksia sukupolvien saatossa. - Where's
mother? Mothers and maternal beliefs over
generations. 126 p. Summary 3 p. 2001.

187 KIISKINEN, ANNA-LIISA, Ympäristöhallinto
vastuullisen elämäntavan edistäjänä.
 - Environmental administration as
promoter of responsible living. 229 p.
Summary 8 p. 2001.

188 SIMOLA, AHTI, Työterveyshuolto-organi-
saation toiminta, sen henkilöstön 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.

189 VESTERINEN, PIRKKO, Projektiopiskelu- ja oppi-
minen ammattikorkeakoulussa. - Project -
based studying and learning in the
polytechnic. 257 p. Summary 5 p. 2001.

190 KEMPPAINEN, JAANA, Kotikasvatus kolmessa
sukupolvessa. - Childrearing in three
generations. 183 p. Summary 3 p. 2001.

191 HOHENTHAL-ANTIN LEONIE, Luvan ottaminen –
Ikäihmiset teatterin tekijöinä. - Taking

permission– Elderly people as theatre makers.
183 p. Summary 5 p. 2001.

192 KAKKORI, LEENA, Heideggerin aukeama.
Tutkimuksia totuudesta ja taiteesta Martin
Heideggerin avaamassa horisontissa.
- Heidegger's clearing. Studies on truth and
art in the horizon opened by Martin Heideg-
ger. 156 p. Summary 2 p. 2001.

193 NÄRHI, VESA, The use of clinical neuro-
psychological data in learning disability
research. - Asiakastyön yhteydessä kerätyn
neuropsykologisen aineiston käyttö
oppimisvaikeustutkimuksessa. 103 p.
Yhteenveto 2 p. 2002.

194 SUOMI, ASTA, Ammattia etsimässä.
Aikuisopiskelijat kertovat sosiaaliohjaaja-
koulutuksesta ja narratiivisen pätevyyden
kehittymisestä. - 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.

195 PERKKILÄ, PÄIVI, 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.

196 VESTERINEN, MARJA-LIISA, Ammatillinen har-
joittelu osana asiantuntijuuden kehittymistä
ammattikorkeakoulussa. - Promoting
professional expertise by developing practical
learning at the polytechnic. 261 p. Summary
5 p. 2002.

197 POHJANEN, JORMA, Mitä 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.

198 RANTALA, ANJA, Perhekeskeisyys – puhetta vai
todellisuutta? Työntekijöiden käsitykset
yhteistyöstä erityistä tukea tarvitsevan lapsen
perheen kanssa. - Family-centeredness
rhetoric or reality? Summary 3 p. 2002.

199 VALANNE, EIJA, "Meidän lapsi on arvokas"
Henkilökohtainen opetuksen järjestämistä
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.

200 HOLOPAINEN, 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.

201 HEIKKINEN, HANNU, Draaman maailmat
oppimisalueina. Draamakasvatuksen vakava
leikillisyys. - Drama worlds as learning areas -
the serious playfulness os drama education.
164 p. Summary 5 p. 2002.

202 HYTÖNEN, TUIJA, Exploring the practice of
human resource development as a field of
professional expertise. - Henkilöstön
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kehittämistyön asiantuntijuuden rakentumi-
nen.  137 p. (300 p.) Yhteenveto 10 p. 2002.

203 RIPATTI, MIKKO, Arvid Järnefeldt kasvatus-
ajattelijana.  246 p. Summary 4 p. 2002.

204 VIRMASALO, ILKKA, Perhe, työttömyys ja lama.
 - Families, unemployment and the economic
depression. 121 p. Summary 2 p. 2002.

205 WIKGREN, JAN, Diffuse and discrete associations
in aversive classical conditioning. - Täsmäl-
liset ja laaja-alaiset ehdollistumat klassisessa
aversiivisessa ehdollistumisessa. 40 p. (81 p.)
Yhteenveto 2 p. 2002.

206 JOKIVUORI, PERTTI, Sitoutuminen työorgani-
saatioon ja ammattijärjestöön. - Kilpailevia
vai täydentäviä?- Commitment to organisation
and trade union. Competing or
complementary? 132 p. Summary 8 p. 2002.

207 GONZÁLEZ VEGA, NARCISO, Factors affecting
simulator-training effectiveness. 162 p.
Yhteenveto 1 p. 2002.

208 SALO, KARI, Teacher Stress as a Longitudinal
Process - Opettajien stressiprosessi. 67 p.
Yhteenveto 2 p. 2002.

209 VAUHKONEN, JOUNI, A rhetoric of reduction.
Bertrand de Jouvenel’s pure theory of politics
as persuasion. 156 p. Tiivistelmä 2 p. 2002.

210 KONTONIEMI, MARITA,  ”Milloin sinä otat itseäsi
niskasta kiinni?” Opettajien kokemuksia
alisuoriutujista. - ”When will you pull your
socks up?” Teachers´ experiences of
underachievers. 218 p. Summary 3 p. 2003.

211 SAUKKONEN, SAKARI, Koulu ja yksilöllisyys;
Jännitteitä, haasteita ja mahdollisuuksia.
- School and individuality: Tensions,
challenges and possibilities. 125 p. Summary
3 p. 2003.

212 VILJAMAA, MARJA-LEENA, Neuvola tänään 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.

213 REMES, LIISA,  Yrittäjyyskasvatuksen kolme
diskurssia. - Three discourses in
entrepreneurial learning. 204 p. Summary 2 p.
2003.

214 KARJALA, KALLE, Neulanreiästä panoraamaksi.
Ruotsin kulttuurikuvan ainekset eräissä
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.

215 LALLUKKA, KIRSI,  Lapsuusikä ja ikä lapsuudes-
sa. Tutkimus 6–12 -vuotiaiden sosiokulttuu-
risesta ikätiedosta. -  Childhood age and age
in childhood. A study on the sociocultural
knowledge of age.  234 p. Summary 2 p. 2003.

216 PUUKARI, SAULI, 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.

217 LOISA, RAIJA-LEENA, The polysemous
contemporary concept. The rhetoric of the
cultural industry. - Monimerkityksinen
nykykäsite. Kulttuuriteollisuuden retoriikka.
244 p. Yhteenveto 2 p. 2003.

218 HOLOPAINEN, ESKO, Kuullun ja luetun tekstin
ymmärtämisstrategiat ja -vaikeudet peruskou-
lun kolmannella ja yhdeksännellä 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.

219 PENTTINEN, SEPPO, Lähtökohdat liikuntaa
opettavaksi luokanopettajaksi. Nuoruuden
kasvuympäristöt ja opettajankoulutus
opettajuuden kehitystekijöinä.- 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.

220 IKÄHEIMO, HEIKKI, Tunnustus, subjektiviteetti ja
inhimillinen elämänmuoto: Tutkimuksia
Hegelistä ja persoonien välisistä tunnustus-
suhteista. - Recognition, subjectivity and the
human life form: studies on Hegel and
interpersonal recognition. 191 p. Summary
3 p. 2003.

221 ASUNTA, TUULA, Knowledge of environmental
issues. Where pupils acquire information and
how it affects their attitudes, opinions, and
laboratory behaviour - Ympäristöasioita
koskeva tieto. Mistä oppilaat saavat informaa-
tiota ja miten se vaikuttaa heidän asenteisiin-
sa, mielipiteisiinsä ja laboratoriokäyttäytymi-
seensä. 159 p. Yhteenveto 4 p. 2003.

222 KUJALA, ERKKI, Sodan pojat. Sodanaikaisten
pikkupoikien lapsuuskokemuksia isyyden
näkökulmasta - The sons of war. 229 p.
Summary 2 p. 2003.

223 JUSSI KURUNMÄKI & KARI PALOINEN (Hg./eds.)
Zeit, Geschicte und Politik. Time, history and
politics. Zum achtzigsten Geburtstag von
Reinhart Koselleck. 310 p. 2003.

224 LAITINEN, ARTO, Strong evaluation without
sources. On Charles Taylor’s philosophical
anthropology and cultural moral realism.
- Vahvoja arvostuksia ilman lähteitä.
Charles Taylorin filosofisesta antropolo-
giasta ja kulturalistisesta moraalirealis-
mista. 358 p. Yhteenveto 4 p. 2003.

225 GUTTORM, 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
puheäänteiden ja niiden muutosten havait-
semisessa sekä myöhemmän kielen kehityk-
sen ennustamisessa dysleksia-riskilapsilla.
81 p. (161 p.) Yhteenveto 3 p. 2003.
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226 NAKARI, MAIJA-LIISA, Työilmapiiri,  työnte-
kijöiden hyvinvointi ja muutoksen mah-
dollisuus - Work climate, employees’ well-
being and the possibility of change. 255 p.
Summary 3 p. 2003.

227 METSÄPELTO, RIITTA-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.) Tiivistelmä 3 p. 2003.

228 PULKKINEN, OILI, The labyrinth of politics -
A conceptual approach to the modes of the
political in the scottish enlightenment. 144 p.
Yhteenveto 2 p. 2003.

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

230 POIKONEN, PIRJO-LIISA, “Opetussuunnitelma
on sitä elämää”. Päiväkoti-kouluyhteisö
opetussuunnitelman kehittäjänä. - “The
curriculum is part of our life”. The day-cara -
cum - primary school community as a
curriculum developer. 154 p. Summary 3 p.
2003.

231 SOININEN, SUVI, 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.

232 ALARAUDANJOKI, ESA, Nepalese child labourers’
life-contexts, cognitive skills and well-being.
- Työssäkäyvien nepalilaislasten elämän-
konteksti, kognitiiviset taidot ja hyvinvointi.
62 p. (131 p.) Yhteenveto 4 p. 2003.

233 LERKKANEN, MARJA-KRISTIINA, Learning to read.
Reciprocal processes and individual
pathways. - Lukemaan oppiminen:
vastavuoroiset prosessit ja yksilölliset
oppimispolut. 70 p. (155 p.) Yhteenveto 5 p.
2003.

234 FRIMAN, MERVI,  Ammatillisen asiantuntijan
etiikka ammattikorkeakoulutuksessa.
- The ethics of a professional expert in the
context of polytechnics. 199 p. 2004.

235 MERONEN, AULI,  Viittomakielen omaksumi-
sen yksilölliset tekijät. - Individual
differences in sign language abilities. 110 p.
Summary 5 p. 2004.

236 TIILIKKALA, 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.

237 ARO, MIKKO, Learning to read: The effect of
orthography. - Kirjoitusjärjestelmän vaikutus
lukemaan oppimiseen. 44 p. (122 p.)
Tiivistelmä 2 p. 2004.

238 LAAKSO, ERKKI, Draamakokemusten äärellä.
Prosessidraaman oppimispotentiaali

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.

239 PERÄLÄ-LITTUNEN, SATU, Cultural images of a
good mother and a good father in three
generations. - Kulttuuriset mielikuvat
hyvästä äidistä ja hyvästä isästä kolmessa
sukupolvessa. 234 p. Yhteenveto 7 p. 2004.

240 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.

241 PALMROTH, AINO, Käännösten kautta
kollektiiviin.  Tuuliosuuskunnat toimija-
verkkoina. - From translation to collective.
Wind turbine cooperatives as actor
networks. 177 p. Summary 7 p. 2004.

242 VIERIKKO, ELINA, Genetic and environmental
effects on aggression. - Geneettiset ja ympä-
ristötekijät aggressiivisuudessa. 46 p. (108 p.)
Tiivistelmä 3 p. 2004.

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

244 URSIN, JANI, Characteristics of Finnish medical
and engineering research group work.
- Tutkimusryhmätyöskentelyn piirteet lääke-
ja teknisissä tieteissä. 202 p. Yhteenveto 9 p.
2004.

245 TREUTHARDT, LEENA, Tulosohjauksen yhteis-
kunnalliuus Jyväskylän yliopistossa.
Tarkastelunäkökulmina muoti ja seurustelu.
- The management by results a fashion and
social interaction at the University of
Jyväskylä. 228 p. Summary 3 p. 2004.

246 MATTHIES, JÜRGEN, Umweltpädagogik in der
Postmoderne. Eine philosophische Studie
über die Krise des Subjekts im
umweltpädagogischen Diskurs.
 - Ympäristökasvatus postmodernissa.
Filosofinen tutkimus subjektin kriisistä
ympäristökasvatuksen diskurssissa.400 p.
Yhteenveto 7 p. 2004.

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

248 LAAMANEN (ASTIKAINEN), PIIA, Pre-attentive
detection of changes in serially presented
stimuli in rabbits and humans. - Muutoksen
esitietoinen havaitseminen sarjallisesti
esitetyissä ärsykkeissä kaneilla ja ihmisillä.
35 p. (54 p.) Yhteenveto 3 p. 2004.

249 JUUSENAHO, RIITTA, Peruskoulun rehtoreiden
johtamisen eroja. Sukupuolinen näkökulma.
- Differences in comprehensive school
leadership and management. A gender-based
approach. 176p. Summary 3 p. 2004.
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250 VAARAKALLIO, TUULA, ”Rotten to the Core”.
Variations of French nationalist anti-system
rhetoric.  – ”Systeemi on mätä”. Ranska-
laisten nationalistien järjestelmän vastainen
retoriikka. 194 p. Yhteenveto 3 p. 2004.

251 KUUSINEN, PATRIK, Pitkäaikainen kipu ja
depressio. Yhteyttä säätelevät tekijät.
–  Chronic pain and depression: psychosocial
determinants regulating the relationship.
139 p. Summary 8 p. 2004.

252 HÄNNIKÄINEN-UUTELA, ANNA-LIISA, Uudelleen
juurtuneet. Yhteisökasvatus vaikeasti
päihderiippuvaisten narkomaanien kuntou-
tuksessa. –  Rooted again. Community
education in the rehabilitation of substance
addicts. 286 p. Summary 3 p. 2004.

253 PALONIEMI, SUSANNA, Ikä, kokemus ja osaa-
minen työelämässä. Työntekijöiden käsityksiä
iän ja kokemuksen merkityksestä ammatil-
lisessa osaamisessa ja sen kehittämisessä.
- 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.

254 RUIZ CEREZO, MONTSE, Anger and Optimal
Performance in Karate. An Application of the
IZOF Model. 55 p. (130 p.) Tiivistelmä 2 p.
2004.

255 LADONLAHTI, TARJA, Haasteita palvelujärjes-
telmälle. Kehitysvammaiseksi luokiteltu
henkilö 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.

256 KOVANEN PÄIVI, Oppiminen ja asiantuntijuus
varhaiskasvatuksessa. Varhaisen oppimaan
ohjaamisen suunnitelma erityistä 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.

257 VILMI, VEIKKO, Turvallinen koulu. Suoma-
laisten näkemyksiä 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.

258 ANTTILA, TIMO, Reduced working hours.
Reshaping the duration, timing and tempo
of work. 168 p. Tiivistelmä 2 p. 2005.

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

260 KURRI, KATJA, The invisible moral order:
Agency, accountability and responsibility
in therapy talk. 38 p. (103 p.). Tiivistelmä 1 p.
2005.

261 COLLIN, KAIJA, Experience and shared practice
– Design engineers’ learning at work.– Suun-
nitteluinsinöörien työssä oppiminen
– kokemuksellisuutta ja jaettuja käytäntöjä.
124 p. (211 p.). Yhteenveto 6 p. 2005.

262 KURKI, EIJA, Näkyvä ja näkymätön. Nainen
Suomen helluntailiikkeen kentällä. – Visible
and invisible. Women in the Finnish
pentecostal movement. 180 p. Summary 2 p.
2005.

263 HEIMONEN, SIRKKALIISA, Työikäisenä Alzhei-
merin tautiin sairastuneiden ja heidän
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.

264 PIIROINEN, HANNU, Epävarmuus, muutos ja
ammatilliset jännitteet. Suomalainen
sosiaalityö 1990-luvulla sosiaalityöntekijöi-
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.

265 MÄKINEN, JARMO, Säätiö ja maakunta.
Maakuntarahastojärjestelmän kentät ja
verkostot. – Foundation and region: Fields and
networks of the system of the regional funds.
235 p. Summary 3 p. 2005.

266 PETRELIUS, PÄIVI, Sukupuoli ja subjektius
sosiaalityössä. Tulkintoja naistyöntekijöiden
muistoista. – Gender and subjectivity in social
work – interpreting women workers’
memories. 67 p. (175 p.) 2005.

267 HOKKANEN, TIINA, Äitinä ja isänä eron jälkeen.
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.

268 HANNU SIRKKILÄ, Elättäjyyttä 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.

269 PENTTINEN, LEENA, Gradupuhetta tutkielma-
seminaarissa. – Thesis discourse in an
undergraduate research seminar. 176 p.
Summary 8 p. 2005.

270 KARVONEN, PIRKKO, Päiväkotilasten 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.

271 KOSONEN, PEKKA A., Sosiaalialan ja hoitotyön
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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272 NIIRANEN-LINKAMA, PÄIVI, Sosiaalisen
transformaatio sosiaalialan asiantuntun-
tijuuden diskurssissa. – Transformation of
the social in the discourse  of social work
expertise. 200 p. Summary 3 p. 2005.

273 KALLA, 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.)
Tiivistelmä 4 p. 2005.

274 LEHTOMÄKI, ELINA, Pois oppimisyhteiskun-
nan marginaalista? Koulutuksen merkitys
vuosina 1960–1990 opiskelleiden lapsuu-
destaan kuurojen ja huonokuuloisten
aikuisten elämänkulussa. - 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.

275 KINNUNEN, MARJA-LIISA, Allostatic load in
relation to psychosocial stressors and
health. - Allostaattinen kuorma ja sen suhde
psykososiaalisiin stressitekijöihin ja
terveyteen. 59 p. (102 p.)  Tiivistelmä 3 p.
2005.

 276 UOTINEN, VIRPI, I’m as old as I feel. Subjective
age in Finnish adults. -  Olen sen ikäinen
kuin tunnen olevani. Suomalaisten aikuis-
ten subjektiivinen ikä.  64 p. (124 p.)
Tiivistelmä 3 p. 2005.

 277 SALOKOSKI, TARJA, Tietokonepelit ja niiden
pelaaminen. - Electronic games: content and
playing activity. 116 p. Summary 5 p. 2005.

278 HIHNALA, KAUKO, Laskutehtävien suoritta-
misesta käsitteiden ymmärtämiseen.Perus-
koululaisen matemaattisen ajattelun
kehittyminen aritmetiikasta algebraan
siirryttäessä. - 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.

279 WALLIN, RISTO, Yhdistyneet kansakunnat
organisaationa. Tutkimus käsitteellisestä
muutoksesta maailmanjärjestö rgani-
soinnin periaatteissa  - From the league to
UN. The move to an organizational
vocabulary of international relations. 172 p.
Summary 2 p. 2005.

280 VALLEALA, ULLA MAIJA, Yhteinen ymmär-
täminen koulutuksessa ja työssä. Kontekstin
merkitys ymmärtämisessä opiskelijaryh-
män ja työtiimin keskusteluissa. - Shared
understanding in education and work.

Context of understanding in student group
and work team discussions. 236 p. Summary
7 p. 2006.

281 RASINEN, TUIJA, Näkökulmia vieraskieliseen
perusopetukseen. Koulun kehittämishank-
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.

282 VIHOLAINEN, HELENA, Suvussa esiintyvän
lukemisvaikeusriskin yhteys motoriseen ja
kielelliseen kehitykseen. Tallaako lapsi
kielensä päälle? - Early motor and language
development in children at risk for familial
dyslexia. 50 p. (94 p.) Summary 2 p. 2006.

283 KIILI, JOHANNA, Lasten osallistumisen
voimavarat. Tutkimus Ipanoiden osallistu-
misesta. - Resources for children’s
participation. 226 p. Summary 3 p. 2006.

284 LEPPÄMÄKI, LAURA, Tekijänoikeuden oikeut-
taminen. - The justification of copyright.
125 p. Summary 2 p. 2006.

285 SANAKSENAHO, SANNA, Eriarvoisuus ja
luottamus 2000-luvun taitteen Suomessa.
Bourdieulainen näkökulma. - Inequality and
trust in Finland at the turn of the 21st
century: Bourdieuan approach.
150 p. Summary 3 p. 2006.

286 VALKONEN, LEENA, Millainen on hyvä äiti tai
isä? Viides- ja kuudesluokkalaisten lasten
vanhemmuuskäsitykset.  - What is a good
father or good mother like? Fifth and sixth
graders’ conceptions of parenthood. 126 p.
Summary 5 p. 2006.

287 MARTIKAINEN, LIISA, Suomalaisten nuorten
aikuisten elämään tyytyväisyyden monet
kasvot.  - The many faces of life satisfaction
among Finnish young adult’s. 141 p.
Summary 3 p. 2006.

288 HAMARUS, PÄIVI, Koulukiusaaminen ilmiönä.
Yläkoulun oppilaiden kokemuksia
kiusaamisesta. - School bullying as a
phenomenon. Some experiences of Finnish
lower secondary school pupils. 265 p.
Summary 6 p. 2006.

289 LEPPÄNEN, ULLA, Development of literacy in
kindergarten and primary school.
Tiivistelmä 2 p. 49 p. ( 145 p.) 2006.

290 KORVELA, PAUL-ERIK, The Machiavellian
reformation. An essay in political theory.
171 p. Tiivistelmä 2 p. 2006.

291 METSOMÄKI, MARJO, “Suu on syömistä
varten”. Lasten ja aikuisten kohtaamisia

ryhmäperhepäiväkodin ruokailutilanteissa.
- Encounters between children and adults
in group family day care dining situations.
251 p. Summary 3 p. 2006.

292 LATVALA, JUHA-MATTI, Digitaalisen kommuni-
kaatiosovelluksen kehittäminen kodin ja
koulun vuorovaikutuksen edistämiseksi.
- Development of a digital  communication
system to facilitate interaction between home
and school. 158 p. Summary 7 p. 2006.
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293 PITKÄNEN, TUULI, Alcohol drinking behavior
and its developmental antecedents. - Alko-
holin juomiskäyttäytyminen ja sen ennusta
minen. 103 p. (169 p.) Tiivistelmä  6 p. 2006.

294 LINNILÄ, MAIJA-LIISA, 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.

295 LEINONEN, ANU, Vanhusneuvoston funktioita
jäljittämässä. 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.

296 KAUPPINEN, MARKO, Canon vs. charisma.
”Maoism” as an ideological construction.

- Kaanon vs. karisma. “Maoismi” ideologise-
na konstruktiona.  119 p. Yhteenveto 2 p. 2006.

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

298 LEPPÄAHO, HENRY, Matemaattisen ongelman
ratkaisutaidon opettaminen peruskoulussa.
Ongelmanratkaisukurssin kehittäminen 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.

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

300 POHJOLA, PASI, Technical artefacts. An
ontological investigation of technology. 150 p.
Yhteenveto 3 p. 2007.

301 KAUKUA, JARI, Avicenna on subjectivity. A
philosophical study. 161 p. Yhteenveto 3 p.
2007.

302 KUPILA, PÄIVI, “Minäkö asiantuntija?”. Varhais-
kasvatuksen asiantuntijan merkitysperspektii-
vin ja identiteetin 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.

303 SILVENNOINEN, PIIA, Ikä, identiteetti ja ohjaava
koulutus. Ikääntyvät pitkäaikaistyöttömät
oppimisyhteiskunnan haasteena. – Age,
identity and career counselling. The ageing,
long-term unemployed as a challenge to
learning society. 229 p. Summary 4 p. 2007.

304 REINIKAINEN, MARJO-RIITTA, Vammaisuuden
sukupuolittuneet ja sortavat diskurssit:
Yhteiskunnallis-diskursiivinen näkökulma

vammaisuuteen. – Gendered and oppressive
discourses of disability: Social-discursive
perspective on disability. 81 p. (148 p.)
Summary 4 p. 2007.

305 MÄÄTTÄ, JUKKA, Asepalvelus nuorten naisten
ja miesten opinto- ja työuralla. – The impact
of military service on the career and study
paths of young women and men. 141 p.
Summary 4 p. 2007.

306 PYYKKÖNEN, MIIKKA, Järjestäytyvät 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.

307 RASKU, MINNA, On the border of east and west.
Greek geopolitical narratives. –  Idän ja lännen
rajalla. Narratiiveja kreikkalaisesta geopoli-
tiikasta. 169 p. Yhteenveto 3 p. 2007.

308 LAPIOLAHTI, RAIMO, Koulutuksen arviointi
kunnallisen koulutuksen järjestäjän tehtävä-
nä. Paikallisen arvioinnin toteutumisedelly-
tysten arviointia erään kuntaorganisaation
näkökulmasta. – 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.

309 NATALE, KATJA, Parents’ Causal Attributions
Concerning Their Children’s Academic
Achievement . – Vanhempien lastensa koulu-
menestystä koskevat kausaaliattribuutiot.
54 p. (154 p.) Yhteenveto 3 p. 2007.

310 VAHTERA, SIRPA, Optimistit opintiellä. 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.

311 KOIVISTO, PÄIVI, “Yksilöllistä huomiota arkisis-
sa tilanteissa”. Päiväkodin toimintakulttuurin
kehittäminen 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.

312 LAHIKAINEN, JOHANNA, “You look delicious”
– Food, eating, and hunger in Margaret
Atwood’s novels. 277 p. Yhteenveto 2 p.
2007.

313 LINNAVUORI, HANNARIIKKA, Lasten kokemuksia
vuoroasumisesta. – Children’s experiences of
dual residence. 202 p. Summary 8 p. 2007.

314 PARVIAINEN, TIINA, Cortical correlates of
language perception. Neuromagnetic studies
in adults and children. – Kielen käsittely
aivoissa. Neuromagneettisia tutkimuksia
aikuisilla ja lapsilla. 128 p. (206 p.) Yhteenve-
to 5 p. 2007.



JYVÄSKYLÄ STUDIES IN EDUCATION, PSYCHOLOGY AND SOCIAL RESEARCH

315 KARA, HANNELE, Ermutige mich Deutsch zu
sprechen. Portfolio als evaluationsform von
mündlichen leistungen. – ”Rohkaise minua
puhumaan saksaa” – kielisalkku suullisen
kielitaidon arviointivälineenä. 108 p. Yhteen-
veto 3 p. 2007.

316 MÄKELÄ, AARNE, Mitä rehtorit todella tekevät.
Etnografinen tapaustutkimus johtamisesta ja
rehtorin tehtävistä 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.

317 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.

318 HOFFMAN, DAVID M., The career potential of
migrant scholars in Finnish higher education.
Emerging perspectives and dynamics. -
Akateemisten siirtolaisten uramahdollisuudet
suomalaisessa korkeakoulujärjestelmässä:
dynamiikkaa ja uusia näkökulmia. 153 p.
(282 p.) Yhteenveto 2 p. 2007.

319 FADJUKOFF, PÄIVI, Identity formation in
adulthood. -  Identiteetin muotoutuminen
aikuisiässä. 71 p. (168 p.) Yhteenveto 5 p.
2007.

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

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

322 HÄMÄLÄINEN, JARMO, Processing of sound rise
time in children and adults with and without
reading problems. - Äänten nousuaikojen
prosessointi lapsilla ja aikuisilla, joilla on
dysleksia ja lapsilla ja aikuisilla, joilla ei ole
dysleksiaa. 48 p. (95 p.) Tiivistelmä 2 p. 2007.

323 KANERVIO, PEKKA, Crisis and renewal in one
Finnish private school.  -  Kriisi ja uudistumi-
nen yhdessä suomalaisessa yksityiskoulussa.
217 p. Tiivistelmä 2 p. 2007.

324 MÄÄTTÄ, SAMI, Achievement strategies in
adolescence and young adulthood. - Nuorten
ajattelu- ja toimintastrategia. 45 p. (120 p.)
Tiivistelmä 3 p. 2007.

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

 - Yksilöllisiä kehityspolkuja kohti lukemisen
taitoa: Varhaisten taitojen, oppimisympä-
ristön ja sukuriskin vaikutukset. 53 p. (135 p.)
2007.

326 KANKAINEN, TOMI, Yhdistykset, instituutiot ja
luottamus. - Voluntary associations,
institutions and trust.158 p. Summary 7 p.
2007.

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

328 NIEMI, PETTERI, Mieli, maailma ja referenssi.
John McDowellin mielenfilosofian ja seman-
tiikan kriittinen tarkastelu ja ontologinen
täydennys. - 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.

329 GRANBOM-HERRANEN, LIISA, Sananlaskut
kasvatuspuheessa – perinnettä, kasvatusta,
indoktrinaatiota? – Proverbs in pedagogical
discourse – tradition, upbringing,
indoctrination? 324 p. Summary 8 p. 2008.

330 KYKYRI, VIRPI-LIISA, Helping clients to help
themselves. A discursive perspective to
process consulting practices in multi-party
settings. - Autetaan asiakasta auttamaan itse
itseään. Diskursiivinen näkökulma prosessi-
konsultoinnin käytäntöihin ryhmätilanteissa.
75 p. (153 p.) Tiivistelmä 2 p. 2008.

331 KIURU, NOONA, The role of adolescents’
peergroups in the school context. - Nuorten-
toveriryhmien rooli kouluympäristössä. 77 p.
(192 p.)  Tiivistelmä 3 p. 2008.

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

333 RAITTILA, RAIJA, Retkellä. Lasten ja kaupunki-
ympäristön kohtaaminen. – Making a visit.
Encounters between children and an urban
environment. 179 p. Summary 3 p. 2008.

334 SUME, HELENA, Perheen pyörteinen arki.
Sisäkorvaistutetta käyttävän lapsen matka
kouluun. – Turbulent life of the family. Way to
school of a child with cochlear implant.
208 p. Summary 6 p. 2008.

335 KOTIRANTA, TUIJA, Aktivoinnin paradoksit.
 - The paradoxes of activation. 217 p.
Summary 3 p. 2008.

336 RUOPPILA, ISTO, HUUHTANEN, PEKKA, SEITSAMO,
JORMA 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.

337 TIKKANEN, Pirjo,  “Helpompaa ja hauskempaa
kuin luulin”.  Matematiikka suomalaisten ja
unkarilaisten perusopetuksen neljäsluokka-
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.

338 KAUPPINEN, ILKKA, Tiedon omistaminen on valtaa
– Globalisoituvan patenttijärjestelmän 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.

339 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.

340 KOPONEN, TUIRE, Calculation and Language:
Diagnostic and intervention studies. -
Laskutaito ja kieli: Diagnostinen ja kuntou-
tustutkimus. 49 p. (120 p.) Tiivistelmä 2 p.
2008.

341 HAUTALA, PÄIVI-MARIA, Lupa tulla näkyväksi.
Kuvataideterapeuttinen toiminta kouluissa.
- Permission to be seen. Art therapeutic
activities in schools. 202 p. 2008.

342 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.

343 LEHTONEN, PÄIVI HANNELE, Voimauttava video.
Asiakaslähtöisyyden, myönteisyyden ja
videokuvan muodostama työorientaatio
perhetyön menetelmänä. - 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.

344 RUOHOMÄKI, JYRKI, “Could Do Better”.
Academic Interventions in Northern Ireland
Unionism. - “Could Do Better” Akateemiset
interventiot Pohjois-Irlannin unionismiin.
238 p. Tiivistelmä 2 p. 2008.

345 SALMI, PAULA, Nimeäminen ja lukemisvaikeus.
Kehityksen ja kuntoutuksen näkökulma. -
Naming and dyslexia: Developmental and
training perspectives.
169 p. Summary 2 p. 2008.

346 RANTANEN, JOHANNA, Work-family interface and
psychological well-being: A personality and
longitudinal perspective. - Työn ja perheen
vuorovaikutuksen yhteys psyykkiseen hyvin-
vointiin sekä persoonallisuuteen
pitkittäistutkimuksen näkökulmasta 86 p.
 (146 p.) Yhteenveto 6 p. 2008.

 347 PIIPPO, JUKKA, Trust, Autonomy and Safety at
Integrated Network- and Family-oriented
mode for co-operation. A Qualitative Study.
70 p. (100 p.) Yhteenveto 2 p. 2008.

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

Työuupumuksen hoito työikäisten kuntou-
tuksessa: muutokset työuupumuksen oireissa,
ennakoijissa ja seurauksissa. 85 p. (152 p.)
Tiivistelmä 4 p. 2008.

349 PRICE, GAVIN, Numerical magnitude
representation in developmental dyscalculia:
Behavioural and brain imaging studies.
139 p. 2008.

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

351 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.

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

353 MOISIO, OLLI-PEKKA, Essays on radical
educational philosophy. 151 p. Tiivistelmä
3 p. 2009.

354 LINDQVIST, RAIJA, Parisuhdeväkivallan
kohtaaminen maaseudun sosiaalityössä. -
Encountering partner violence with rural
social work. 256 p. 2009.

355 TAMMELIN, MIA, Working time and family time.
Experiences of the work and family interface
among dual-earning couples in Finland. -
Työaika ja perheen aika: kokemuksia työn ja
perheen yhteensovittamisesta Suomessa.
159 p. Tiivistelmä 3 p. 2009.

356 RINNE, PÄIVI, 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.

357 VALTONEN, RIITTA, Kehityksen ja oppimisen
ongelmien varhainen tunnistaminen Lene-
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