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It is our social problem now, even more urgent than in 
the time of Plato, that method, purpose, understanding, 
shall exist in the consciousness of the one who does the 

work, that his activity shall have meaning to himself.
John Dewey, 1899.
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ABSTRACT

Kalervo Friberg

EFFICACY OF THE WORK-LIFE ORIENTATION PROGRAM: 
A THREE-YEAR LONGITUDINAL STUDY

This dissertation examines the changes in pupils’ attitudes to choices as regards 
further education and occupation. Pupils’ guidance and control attitudes, which 
were deduced from the integration of the Self-determination theory, the Theory 
of planned behavior and the Expectancy-value model, were researched in the 
context of work-life orientation (WLO). A hypothetical model linking self-
direction, part-time job willingness and apprenticeship choice was tested.

Consequently, Study I explored pupils’ (N = 669 and N = 649) attitudes as 
learned dispositions, and the changes in their affective entry characteristics. 
Study II (N = 649) probed the pupil self-determination profiles of occupational 
and educational choices. Study III (N = 649) investigated a hypothetical 
descriptive behavioral model of ninth graders. Study IV, (N = 236 and N = 
253) examined the convergent validity of this research and investigated regional 
differences in the efficacy of the work-life orientation periods.

After completion of the work-life orientation periods, the pupils’ independence 
and flexibility had changed. Self-direction had not changed. The weight of peers’ 
opinions on occupation and further education, and the influence of peers’ 
occupational choice had decreased. Vacation and workweek flexibility, and 
interest in factors other than good wages had increased. The boys had gained 
the girls’ seventh-grade lead at the end of the ninth grade. Discussions at home 
strengthened the pupils’ certainty about both occupation and orientation to 
vocational education.

Self-direction surfaced as a lasting attitude domain in connection with future 
educational and occupational choices: The indicators of interest in independence, 
showing initiative and desire for self-guidance did not change during the work-
life orientation periods. The pupils’ stronger interest in independent work and 
showing initiative were found to predict stronger certainty of occupation. Their 
beliefs concerning initiative, independence and self- guidance correlated with 
apprenticeship. There was also a correlation between perceived independence and 
self-guidance evaluations and part-time job willingness. Desire for self- guidance 
had a statistically significant, directly positive relationship with apprenticeship. 
No major regional differences in pupils’ attitudes were seen. The differences in 
the industrial structure of the sample regions, or in the parents’ level of education 
had no effect on the efficacy of the work-life orientation periods.
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Abstract

In conclusion, the results of this dissertation show the role of pupils’ attitudes 
in work-life orientation. I conclude that in order to improve the efficacy of work-
life orientation, pupilś  metacognition in controlling, monitoring and regulating 
their attitudes should be enhanced by intensifying the role of consultative 
talks in guidance counseling. Approximately half of the ninth grade pupils in 
Studies I and IV wrote down that their work-life orientation periods had only 
little or no impact on their choices about their future education or occupation. 
Knowledge of the the pupils’ individual attitudes would increase the efficacy of 
the educational- vocational intervention and would help both the individual and 
society at large. Pupils are to be assigned to workplaces in placement sessions 
in which educators and prospective employers provide them with support and 
professional help. The assignments should include discussions at home. Pupils 
in general upper secondary schools should be given opportunities to take part 
in work-life orientation periods on a voluntary basis.

Keywords: Metacognition, self-direction, self-determination, self-efficacy, 
work-life orientation
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TIIVISTELMÄ

Kalervo Friberg

TYÖELÄMÄJAKSON VAIKUTTAVUUS: 
KOLMEN VUODEN PITKITTÄISTUTKIMUS

Tässä väitöstutkimuksessa tutkitaan oppilaiden jatko-opinto- ja ammattivalinta-
orientaatioiden muutoksia. Oppilaiden ohjaus- ja kontrolliasenteita, jotka oli 
johdettu itsemääräytymisen ja suunnitellun käyttäytymisen teorioiden sekä 
odotusarvomallin integraatiosta, tarkasteltiin perusopetuksen työelämään tu-
tustumisjaksojen (TET) yhteydessä. Hypoteettinen malli, jossa itseohjautumi-
nen, osa-aikatyöhalukkuus ja oppisopimusvalinta yhdistyivät, testattiin.

Tutkimus I luotasi seitsemäs- ja yhdeksäsluokkalaisten (N = 669 ja N = 649) 
asenteita opittuina taipumuksina ja heidän affektiivisten alkukäyttäytymispiir-
teidensä muutoksia. Tutkimus II (N = 649) tarkasteli yhdeksäsluokkalaisten 
ammatin- ja jatkokoulutusvalintapäätösten itsemääräytymisen profiileja. Tut-
kimus III (N = 649) testasi yhdeksäsluokkalaisten hypoteettista käyttäytymistä 
kuvaavaa mallia. Tutkimus IV (N = 236 ja N = 253) tarkasteli väitöstutkimuksen 
konvergenssivalidiutta ja paneutui tutkittavien kotitaustojen ja työelämäjakso-
jen vaikuttavuuden alueellisiin eroihin.

Työelämään tutustumisjaksojen jälkeen oppilaiden itsenäisyys ja jousta-
vuus olivat muuttuneet. Itsesuuntautuneisuus ei ollut muuttunut. Opiskelija-
tovereiden ammatteihin ja jatko-opintoihin sekä ammatinvalintaan liittyvien 
mielipiteiden painoarvot olivat vähentyneet. Lomiin ja työviikkoihin liittyvä 
joustavuus ja muuhun kuin hyvään palkkaan liittyvä kiinnostus olivat lisään-
tyneet. Molempien sukupuolten itsenäisyys ja joustavuus olivat kasvaneet, ja 
pojat olivat saavuttaneen tyttöjen etumatkaa. Oppilaiden kotona käymät kes-
kustelut vahvistivat oppilaitten ammatinvalintavarmuutta ja suuntautumista 
ammatilliseen koulutukseen. Oppilaitten itsesuuntautuneisuus oli pysyvä asen-
ne jatko-opinto- ja ammatinvalinnoissa: itsenäisyyskiinnostuksen, aloitekyvyn 
näyttämisen ja itseohjautuvuuden indikaattorit eivät muuttuneet työelämään 
tutustumisjaksojen aikana. Oppilaiden kiinnostus itsenäiseen työntekoon ja 
aloitekyvyn näyttämiseen viittasi vahvempaan ammatinvalinnanvarmuuteen. 
Oppilaitten arviot itsenäisyydestään ja itseohjautuvuudestaan korreloivat osa-
aikatyöhalukkuuden kanssa. Itseohjautuvuudella oli tilastollisesti merkittävä 
suora suhde oppisopimushalukkuuteen.

Työelämään tutustumisjaksojen vaikuttavuudessa ei ilmennyt merkittäviä 
alueellisia eroja otosten välillä. Oppilaiden asuinalueiden teollisuusrakenteen 
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Tiivistelmä

eroilla ja vanhempien koulutustason eroilla ei ollut vaikutusta työelämään tu-
tutusmisjaksojen vaikuttavuuteen.

Tutkimuksen tulokset toivat esiin oppilaiden asenteiden roolin työelämään 
tutustumisessa. Johtopäätökseni on, että työelämäjaksojen vaikuttavuuden 
parantamiseksi on syytä edistää oppilaiden asenteiden metakognitiota niiden 
kontrollin, tarkkailun ja säätelyn osalta ja vahvistama opinto-ohjauksen konsul-
tatiivisia keskusteluja. Arviolta noin puolet yhdeksäsluokkalaisista oli kokenut 
työelämäjaksojen vaikuttaneen ei ollenkaan tai vähän heidän jatko-opinto- tai 
ammatinvalintaansa. Tietoisuus oppilaitten yksilöllisistä asenteista lisää työelä-
mään tutustumisen vaikuttavuutta ja hyödyttää sekä yksilöä että yhteiskuntaa. 
Työpaikkoihin sijoittamisen tulee tapahtua sijoitustuokioissa, joissa oppilaat 
saavat opetushenkilöstön ja tulevien työnantajien asiantuntijatukea. Sijoitusten 
tule sisältää kotona käytävää keskustelua. Lukiokoulutuksen opiskelijoille on 
varattava tilaisuus osallistua työelämään tutumisjaksoille.

Avainsanat: metakognitio, itsesuuntautuneisuus, itsemääräytyminen, 
minäpystyvyys, työelämään tutustuminen
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1 INTRODUCTION

1.1. Work-life Orientation program in  
comprehensive schools

Each school year thousands of senior class comprehensive school pupils 
have taken part in the work experience periods of the Work-life Orientation 
program (WLO). This program has been an established part of schoolwork 
in basic education for three decades. The COVID-19 pandemic that started 
during the school year 2019-2020 has affected its implementation in schools 
and municipalities from the time when this research was conducted during the 
school years 2003-2008. The central aims of the program are defined in the 
Comprehensive school core curriculum of 2004 (National Board of Education, 
2004) and the National core curriculum for basic education of 2014 (National 
Board of Education, 2016). These core goals and their values have guided the 
implementation of the Work-life Orientation program assessed in this study 
and are present in the execution of the program at the date of this dissertation.

The work experience periods are arranged during the school year. The pupils 
hope to get glimpses of work-life outside school or guidance towards occupations. 
The Finnish basic education system incorporates this specific program, which 
aims to provide pupils with data and information on their possibilities for further 
education and occupation. Furthermore, it strives to give the pupils hands-
on experience in work life. The term program in this dissertation refers to a 
system of steps that defines the organization and implementation of work-life 
orientation in the stages of formal basic education. Work-life orientation is seen 
as a curriculum-based intervention of a structured and guided learning process 
that connects school personnel, homes, peers and employers. Intervention is 
used here to denote a programmatic attempt at alteration (Baltes & Danish, 
1980, 509). Work-life orientation follows the principle of penetrability where an 
integrated learning task is formed through all grades in basic education. 

Work-life orientation coincides with career choice advice in guidance 
counseling in schools. It is integrated into schoolwork in the schools and 
involves not only the participants, but the community, families and peers. The 
organization of the work-life orientation periods depends on the school and 
municipality and the periods are reviewed by guidance counselors with the help 
of pupil and employer feedback. 

School to further education and to work transitions have been subject to 
research internationally. Research has included aspects of 1) the differential 
nature of educational systems and organization, 2) addressing individual needs 
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paying attention to participants’ decision-making processes, parental influence 
and the ability to balance personal interest, and 3) the realities of study and 
work (Pavlova, Lee & Maclean, 2017). As first-hand experiences of the work-
place Holman (2014) lists the following approaches: 1) Co-operative Learning 
in Canada which allows high school pupils take credit bearing blocks, 2) work 
experience programs in England involving work-shadowing, taking a child to 
work days in which a pupil accompanies a parent to work, extended school visits to 
workplaces, and episodic work experience over a longer time period, interspersed 
with periods in school, 3) systematic and structured approach to work experience 
(WLO) used in Finland, 4) events such as the Girls’ Day and other initiatives in 
use in Germany, and 5) the optional Transition Year in use in Ireland in which 
the regular curriculum is replaced by a year of preparation for life beyond school, 
involving work experience, personal skills development, overseas visits and other 
experiences arranged by the school. No direct programmatic equivalent of the 
Finnish Work-life orientation program was to be found internationally at the 
time of this dissertation. Thus no immediate comparable international research 
as regards the subject and goals of this study is available.

Employer engagement in career guidance gives the pupils opportunities to 
enrichen their first-hand experiences of workplaces. Holman (2014, 25) gives 
speaker visits, career fairs, enterprise events, work simulations, mentoring 
by employers, and mock interviews and CV writing as examples of employer 
engagement. These events, or variations of them, have been used in Finnish 
schools. Employer engagement enriches the picture of the world of work which 
the pupils get during the work-life orientation periods.

Pupils face two important decisions at the end of their ninth school year 
that affect them as individuals. Their decisions also affect society at large. Two 
questions to which the pupils have to find answers as individuals are: 1) What 
do I choose from the secondary education alternatives, and 2) How do I prepare 
for my future occupation? At the societal level, the Ministry of Education and 
Culture in Finland posits that investments in competence, education, training 
and learning are the best policy for the future. When setting work life- related 
goals for vocational education and training (vocational education), the Ministry 
sees the concrete linking of the world of work to vocational education and training 
(VET) as a way of affecting pupils’ motivation, leading to better outcomes of 
education.

Senior class comprehensive school pupils can generally be considered skillful 
in gathering information, and they value personal experiences in orientation 
to work life, a regulatory event in their lives. However, substantial individual 
differences exist in people’s orientations towards initiating or regulatory events 
(Deci & Ryan, 1985, 110). The strength of causality orientations explains a 
significant amount of variance in people’s behaviors, cognitions and affects (Deci 
& Ryan, 1985, 152–175).
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1.2. Learners in the Work-life Orientation program

Malmivuori (2001, 19) remarks that the main emphasis in traditional and general 
education lies on the cognitive aspects of learning. Yet pupils enter work-life 
orientation with their own prior knowledge, affects, intentions and behavioral 
experiences. The National core curriculum for basic education of 2014 decrees 
that the teacher’s task is to instruct and guide the pupils taking the learning 
approaches of each pupil into account and the pupils are seen as active agents 
in learning (Finnish National Agency for Education, 2016).

The pupils have formed both favorable and unfavorable attitudes toward 
a behavior, have normative beliefs of it, and have formed perceptions of their 
behavioral control over it. Beliefs in this regard are understood as metacognitive 
knowledge (see Victori, Pinyana & Khan, 2009, 153).  Pupils’ attitudes have 
objects, direction and intensity. Environmental stimuli activate one’s emotional, 
evaluative and perceptual systems, linking them with the motivational system 
and behavioral responses (Bargh & Morsella, 2010). 

Adolescence, the transitional phase between childhood and adulthood, is a 
time for learning and adjustment in the setting of long-term goals and personal 
aspirations (Crone & Dahl, 2012, 636). Aspirations in turn relate to expectations 
and school achievements (Khattab, 2015, 731-732). Individuals have cognitive 
processes that sub serve goal-directed behavior (Miller & Cohen, 2001). In 
general competence, relatedness and autonomy are known to enhance learning, 
and pupils’ knowledge of their own cognition and control of it play an important 
role in this (Bransford, Brown, & Cocking, 1999; Sternberg, 1985; Zimmerman 
& Schunk, 1997). Furthermore, attitudes, subjective norms and perceptions 
behavioral control also affect learners. Behavioral control involves self-control, 
which has been linked to academic performance (Friese & Hofmann, 2009).

Learning tasks involve processes of choice and focusing on relevant external 
and internal input, selective attention (Stevens & Bavelier, 2012). The principles 
and ideas of this are reflected in the National core curriculum for basic 
education of 2014. In effortful learning, both the individual and context matter 
(Christenson, Reschly, &Wylie, 2013, vi). Interactions include person-context 
interactions, which refer to the dependent effects of the person and contextual 
factors (Bauer & Shanahan, 2007, 257-258). Tapola and Niemivirta (2008, 293) 
build on the conception that proposes that a pupil’s situational construal of the 
environment, affected by the contextual and dispositional factor, determines 
what goals they choose.
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1.3. Assessing change in choice processes

Making educational and occupational choices include reasoned actions 
which guide and control pupil behavior. Reasoned actions involve intentional 
forethought, proactive performance effort, and self-reflection which Zimmerman 
(2000, 31) describes to be mentally demanding activities. 

Making the choices involves metacognition. Metacognition consists of 1) 
knowledge about cognition and 2) control, monitoring and regulation of cognitive 
processes (Anderson & Kratwohl et al., 2001, 43). Metacognition is an ingredient 
of cognitive or mental agency (Proust, 2013, 13). Metacognition plays a critical 
role in learning and involves activities such as planning how to approach a given 
learning task, monitoring comprehension, and evaluating progress toward the 
completion of a task (Larson, 2009, vii). The aim of thinking and learning to 
learn as a transversal competence elucidates metacognition in the National core 
curriculum for basic education of 2014.

The term metacognition has traditionally been used to denote a purely 
cognitive phenomenon in the regulation of cognition (Efklides, 2009, 139). 
However, executive control processes are also implicated in the control of 
emotions (Fernandez-Duque et al., 2000; Posner, 2005; Shimamura, 2000). 
Thus, the regulation of cognition does not only involve cognitive evaluation of 
the task/situation, but also affective evaluation, and the bidirectional effects 
between cognitive and affective regulation links metacognition with affect 
(Efklides, 2009, 139). Affect and attitude go hand in hand.

Growing evidence shows that affective processing plays an important role 
in shaping one’s intrinsic motivations and goal priorities (Crone & Dahl, 2012, 
636). Eccles (1994, 592) has pointed out that expectations of success, confidence 
in one’s abilities to succeed, and personal efficacy have long been recognized as 
important mediators of behavioral choice (Atkinson, 1964; Bandura, 1977, 1986; 
Lewin, 1938; Weiner, 1974).

An individual’s choice patterns include the conception of pupil motivation, 
which further emphasizes the interaction of individual and contextual factors 
(see Tapola & Niemivirta, 2008, 291). Motivation is an integral part of self-
determination. To activate self- regulatory skills, a person’s motivation needs to 
be triggered. The effects of the person’s characteristics and contextual factors are 
prominent in models of person-environment fit (Eccles & Midgley, 1989, Eccles & 
Wang, 2013, 142). The academic environment, adult- pupil and peer relationships 
also interact with each other. Eccles (1994) showed that parents and teachers 
can influence individuals’ perceptions of their field of options, and that peers 
can affect the seriously considered options by either providing or withholding 
support for various alternatives. Pupils’ personal orientations towards choices 
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for future education and occupation involve complex interactions between 
people, context and the environment.

Pupils’ innate abilities are important for understanding the efficacy of 
education, although the definition of these innate abilities lacks clarity (see 
Hanushek, 2003). All this evidence leads to the conclusion that understanding 
pupils’ choice processes about educational and career paths is important. 
Assessment in this regard is needed.

Assessment in general includes both assessment for learning and assessment 
as learning, the latter stressing the importance of individual learning processes. 
This formulation of assessment is enhanced in the National core curriculum 
for basic education 2014. Personal and interpersonal skills, behavior and social 
attitudes are important in schooling, and empirical evidence shows that these 
skills are significant determinants of educational attainment and labor market 
success (Kirjavainen, 2009, 7). For a review, see for example, Cunha et al., 
2006. Schools, teachers, policymakers and behavioral scientists need data on 
pupil behavior, and in addition to cognitive achievement aims, also on possible 
affective changes in the affective domain of learning. It can be reasoned that 
because cognitive pupil performance aims are comparatively easy to set and 
measure compared to objectives in the affective domain, the former have become 
dominant in measurements and have led to a situation which Kratwohl & al. 
(1964, 16) call the erosion of affective goal- setting and measurement.

The main aim of this dissertation was to detect and analyze the changes that 
took place in pupils’ attitudes towards their future education and occupation 
after completion of the three-year orientation to work life through grades seven 
to nine. The aim ties together the goals of promoting the productivity and 
effectiveness of education through guidance and counseling and introduction 
to working life as explicated in the National core curriculum for basic education 
2014.

The first measurement took place in the seventh grade and the second 
measurement in the ninth grade. The two measurement points were further 
disjointed by the work-experience period, which lasted from one to two weeks 
depending on the municipality and the school. The pupils examined in this 
dissertation followed an implementation structure in which the work-experience 
periods were held in the ninth grade. The empirically measured changes in pupils’ 
attitudes served as indicators of the efficacy of work-life orientation. Efficacy 
in this dissertation refers to the power of the work-life orientation periods to 
produce effects in the form of changes in attitudes towards educational and 
occupational choices.

Education should involve effectiveness, efficiency and efficacy. Educational 
effectiveness in a broad sense refers to processes that interact to shape learning 
and create pupil outcomes within educational institutions and cause-and-effect 
relations that are important for education. Common inputs in a simple production 
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model are school resources, teacher quality, and family attributes; and the 
outcome is pupil achievement (Hanushek, 2008). School efficiency includes a 
research tradition in which the processes of schooling and their effect on pupil 
achievement are analyzed, and the emphasis lies on developing and testing the 
results of different (Kirjavainen, 2009, 5). Efficiency studies include those that 
use cross section data and compare methodological approaches (Sengupta & 
Sfeir, 1986; Mizala et al., 2002), studies on inefficiency differences, and tests 
of the relationship between test scores and spending on instruction (Deller & 
Rudnicki ,1993; Heshmati & Kumbhakar, 1997). Barrow (1991), Johnes & Johnes 
(2009), and Greene (2005a, b) have used panel data (multi-dimensional data).

Achievement goals with varying conceptualizations and empirical 
operationalization (see e.g., Tuominen-Soini, 2012) have been studied 
extensively. Several studies (see e.g., Hautamäki, 1999; Jakku-Sihvonen, 1993; 
Kari, 1977, Korpinen 1979, 1988, 1990, 1993; Kuusela, 1999; Linnakylä & Saari, 
1993; Ouakrim-Soivio; 2013; Vaherva 1983) have focused on the effectiveness 
of various support structures in schools. Pirttiniemi (2000) notes that several 
effectiveness models have been designed for research on school leadership, and 
of these, he (2000, 6) notes that Sackney’s (1989) modification of Leithwood & 
Lawson’s model (Leithwood, 1987) can be used mainly for research on school 
leadership, management and factors related to these organizational structures.

Pirttiniemi (2000) has used a school quality evaluation model (see Williams 
& Batten, 1981) in which school quality is combined with school effectiveness 
from the pupils’ point of view. In this dissertation work-life orientation period 
efficacy is analyzed employing statistical analysis to infer what is the importance 
of pupil attitudes as inputs into choices of future education and occupations.

Traditional linear models are used to test hypotheses concerning interaction. 
Variable- centered research studies individuals on the basis of separate variables 
and the focus is on different types of goals or goal orientations and their 
relationships with other variables (Tuominen-Soini, 2012, 50). Variable-centered 
models can recover complex interactive patterns using product terms, and this 
approach has the advantage of preserving the continuous nature of the data 
(Bauer & Shanahan, 2007, 264). For a deeper theoretical and methodological 
discussion, and research on variable-centered and person-centered approaches 
and their major strength and weaknesses see, for example, Bauer and Shanahan, 
2007, 255–284. This dissertation used a variable-centered approach.

Few studies have been published that report on attitudes in the context of 
work- experience education in Finnish basic education, so evidence of the efficacy 
of work-life orientation as a school-based intervention is scant. This fact is clear 
in international research, too. Intervention here refers to an intentional, specific 
and formal set of steps for helping pupils in their choices of further education 
and occupation after basic education. In this context, it can be understood to 
represent a programmatic attempt at alteration.



23

Introduction

The scarcity of empirical research on work-life orientation is the motivation 
for this study and stresses its significance. As educators and planners, we strive 
to reach a better understanding of the validity of education in its own empirically 
observed specific dimensions. The present study focuses on the changes in 
pupil entry characteristics and behavior-specific individual differences in an 
educational-vocational intervention. I feel that an educator should be involved 
in evaluating the efficacy of the program, to enable the assessment of the pupil 
characteristics at both the beginning and the end of work-life orientation. Pupils’ 
attitudes must be addressed when evaluating and improving the efficacy of 
work-life orientation. In sum, the purpose here is to investigate the effects of 
an educational-vocational intervention, work-life orientation, on the attitudes 
of pupils in regard to their certainty and orientation about continued education 
and their choice of occupation. By gathering and analyzing data, making 
interpretations and conclusions, I hope to contribute to the assessment of the 
efficacy of work-life orientation.

My dissertation consists of two parts. The first is a summary, including an 
introduction, aims and methods, an overview of the original studies, the main 
findings and discussion, and methodological and pedagogical considerations. 
The second part consists of three empirical articles that focus on pupils’ self-
determination, self-regulation, intrinsic and extrinsic motivation, the loci of 
causality and the loci of orientation and planned behavior in occupational and 
educational choices. The dissertation also includes a replicating fourth study 
that explores the consistency of the findings of Studies I and IV. The original 
studies have been published in international peer-reviewed open access journals 
(SAGE Open and Empirical Research in Vocational Education and Training).
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2.1. Regulation of behavior in work-life orientation periods

Career guidance in schools includes activities to help young people in 
making decisions about future education, training and jobs. Career guidance 
incorporates school-based good information and careers education, personal 
guidance tailored to individual needs, encounters with further education, and 
experiences of workplaces (Holman, 2014, 19). In this dissertation the term 
guidance counseling is used as it includes career guidance and integrates it 
with the pastoral care aspects of pupil support in primary education in Finnish 
schools. The term pastoral care is an English term and has its roots in the English 
school system. It denotes an integrated approach to education where not only 
the academic development of the pupil is the key, but also the personal, social 
and moral development making the term synonymous with the term guidance 
used in the United States of America, Canada, and Scotland (D’Rozario & al., 
1999). Pastoral care in guidance counseling is not religious in nature although 
the term has religious connotations. 

Pupil engagement in work-life orientation embraces 1) support for motivation 
and volition, 2) intrinsic regulation of activities, and 3) learning in the context. 
These three dimensions are approached in this study by tying together two 
theories on self-determination and planned behavior and a model of expectancy-
value. The theoretical framework of this dissertation consists of the integration 
of Deci & Ryan’s Self-determination theory (SDT) (1985, 2002), Ajzen’s Theory of 
planned behavior (TPB) (1985, 1987, 1988, 1991, 2005) and the Expectancy-value 
model (Fishbein & Ajzen, 1975, Ajzen 2005). Intentions to perform behavior 
are functions of attitudes towards the intended behavior  and subjective norms 
(Fishbein & Ajzen, 1975). The here presented theories are hoped to provide a 
cohesive way to approach the efficacy of the work-life orientation periods to 
bring about changes in pupils’ attitudes. 

People in supportive or nurturing social conditions are naturally inclined to 
take in knowledge and values to integrate the regulation of behaviors more fully 
(Deci & Ryan, 2016, 10–11). The Self-determination theory is concerned with 
supporting individuals’ intrinsic tendencies to behave in effective ways. The Self-
determination theory postulates that autonomous internalization emanates from 
the intrinsic and integrative tendencies of the self. This produces a motivational 
force to engage in the activity willingly, engendering a sense of volition and 
personal endorsement towards pursuing the activity (Vallerand, 2016, 34–35).
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Self-determination is a quality of human functioning that involves the 
experience of choice. (Deci & Ryan, 1985, 38-39). Deci & Ryan (1985, 38–39) 
conceptualize self-determination as the capacity to choose and that these 
choices exist not only as a capacity but also as a need. The Self-determination 
theory covers different regulation types (Ünlü & Dettweiler, 2015, 676–677). 
Research on Self-determination theory shows that pupils benefit from intrinsic 
motivation and identified regulation in learning situations (Reeve, 2003, 185). 
A Self-determination theory perspective in educational settings also builds on 
the dialectical relationship between a learner and the environment (Reeve, 
2013, 157). Statistically significant correlations have been evident among 
the perceived autonomy support and self-determined constructs of the Self-
determination theory, and also among the attitude, subjective norms, personal 
perceived behavior and intention constructs of the Theory of planned behavior 
(Hagger & Chatzisarantis, 2009). The Self-determination theory recognizes 
autonomous motivation which reflects willingly engaging in behaviors for self 
-endorsed reasons and interventions using need-supportive techniques have 
proved efficacy in promoting autonomous motivation, behavior change and 
adaptive outcomes (Hagger & al., 2020). Work-life orientation periods provide 
possibilities for need-supporting activities. 

Ajzen (1985, 1987, 1988, 1991, 2002) presented the Theory of planned behavior 
as an extension of the Theory of reasoned action. In the Theory of reasoned 
action (TRA) behavior is determined by the intention to perform the behavior as 
a function of attitude and subjective norm. (Ajzen & Fishbein, 1980; Fishbein & 
Ajzen, 1975; Ajzen, 2012). In the reasoned action approach, behavioral, normative 
and control beliefs provide the respective bases for attitudes towards behavior, 
subjective norms and perceived behavioral control. These factors jointly account 
for a great deal of variance in behavioral intentions (Ajzen, 2012, 11).

The theory of reasoned action was extended to include measures of control 
belief and perceived behavioral control. For this the Theory of planned behavior 
was developed as a systematic explanation of volitional behavioral engagement, 
based on a set of belief-related perceptions, the deliberate formation of intentions, 
and their enactment (Hagger & Chatzisarantis, 2009). The personal behavior 
construct has been shown to account for significant amounts of variance in 
intention and behavior, independent of the reasoned action variables (Armitage 
& Conner, 2001). The Theory of planned behavior postulates that as a rule, 
intentions to perform a behavior follow from favorable attitudes toward it and 
plans are translated into actions (Ajzen, 2005, 30). The Theory of planned 
behavior has been used to identify key beliefs about educational interventions 
(Leeuw, Valois, Ajzen & Schmidt, 2015). According to a database of 185 
independent studies published up to the end of 1997, the Theory of planned 
behavior accounted for 27% and 39% of the variance in behavior and intention, 
respectively (Armitage & Conner, 2001).
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The theory has been defended in the debate over limitations in the domains 
of attitude and subjective norm measurement which include environmental and 
economic factors that may influence a person’s intention to perform a behavior, 
missing variables such as fear, threat, mood, past experience and actual control 
over behavior (Ajzen, 2015; Armitage, 2015; Conner, 2015; Sniehotta, Presseau 
& Araujo-Soares, 2014). The theory has been used in research linked with 
attitudes linked with health behaviors. For meta- analysis of the Theory of 
planned behavior in the domain of affective attitudes in predicting behavior, 
see Conner, McEachan, Taylor, O’Hara & Lawton, 2014.

According to Ajzen (2005, 30) the expectancy-value model of attitude is 
structurally similar to the theory of affective-cognitive consistency. In Rosenberg’ 
s theory (1956), the affective part of attitude is the overall positive or negative 
response to an object, while the cognitive component is made up of beliefs about 
the potentialities of the attitude object for attaining or blocking the realization of 
valued states (Ajzen 2005, 27). This holds the perspective that a person’s salient 
beliefs are assumed to be immediate determinants of their attitude (Fishbein, 
1963; Fishbein & Ajzen, 1975). Ajzen (2005, 122) discusses that the evaluation 
of any object follows reasonably from the beliefs we hold about the object and 
leads to the formation of attitudes towards behavior. A behavioral belief is a 
subjective probability that performing a behavior will lead to an outcome that 
is evaluated (Ajzen 2005, 123–124). Eccles (Eccles & Wang, 2013, 143) further 
developed the Eccles et al. Expectancy- value model of achievement behaviors 
in which affect is seen as both a precursor and consequence of engagement. 
Expectancy-value has been used in school settings for analyzing youths’ 
academic motivations and intentions (Ball, Huang, Cotton, Coleman R & L., 
2016, 618–638). Empirical studies have supported the connections among the 
components of the Expectancy-value model and its extensions which assert that 
behavior is rational and follows from intentions, which in turn, are shaped by 
attitudes and beliefs. (Voelkl, 2013, 199). 

Personal, behavioral and environmental factors constantly change during 
the course of learning, and individuals need feedback on the adjustments they 
make (Zimmerman, 2000, 14). Figure 1 below links the integration of the Self-
determination theory and the Theory of planned behavior and the expectancy 
model with pupils’ beliefs about independence, flexibility and self-direction.
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Figure 1. The Self-determination theory, The theory of planned behavior, and the 

Expectancy- value model linked with beliefs about independence, flexibility and self-direction 

in work-life orientation. 
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the framework for the self-regulatory system in the choice of future education and occupation. 

Expectancy- 
Self- Theory of 

value 
determination planned 

model 
theory behavior 

Work-life orientation 

Independence Self-direction 

beliefs 
Flexibility 

beliefs 
beliefs 

Figure 1. The Self-determination theory, The theory of planned behavior, and the Expectancy- 
value model linked with beliefs about independence, flexibility and self-direction in work-life 
orientation.

The approach chosen in this study relates thus to 1) general causality 
orientations to pupils’ regulatory styles, 2) expected behavioral outcomes of 
the work-life orientation periods, and 3) behavior-specific individual differences. 
Consecutively tentative hypotheses are formed, to be tested through empirical 
observations (measurement points) of the work-life orientation periods. The 
work-life orientation periods are expected to positively affect pupil motivation 
and to guide their idiographic decision-making concerning personal goals. 
Having personal goals that are selected for autonomous reasons increases the 
goal-directed effort and thereby increases goal progress (Vasalampi, Salmela-
Aro & Nurmi, 2009). Figure 2 depicts the framework for the self-regulatory 
system in the choice of future education and occupation.
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Figure 2. The framework for the self-regulatory system for choices of future education 
and occupation. 
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Figure 2. The framework for the self-regulatory system for choices of future education and 
occupation.

Individuals respond and react, and constantly make personal evaluations. These 
evaluations are not merely reactions to things that have already happened but 
have indications of conative actions. In this process, attitudes and behavioral 
entities correlate. According to Ajzen and Fishbein (1977, 889) these entities 
consist of four elements: 1) Action, 2) target, 3) context and 4) time. Thus, a 
human being constantly analyses, synthesizes and evaluates environmental and 
intrinsic data. I understand this process to run parallel with the concept of 
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integrated regulation. Integrated regulation provides the basis for an autonomous 
form of extrinsically motivated behavior (Deci & Ryan, 2003, 18).

Choosing destinations in life involves self-regulation and self-regulatory 
processes. Self-regulated learning refers to settings one’s goals in relation to 
learning, and ensuring that these goals are reached (Antonietti, Colombo & 
Nuzzo, 2015, 188). This appears to be effective in learning in real educational 
settings (Pieschl, Stahl, Murray & Bromme, 2012). Goal-directed behavior and 
self-regulation are associated with metacognition (Antonietti, Colombo & Nuzzo, 
2015, 188; Efklides, 2009, 139). According to Bandura (1986), self- regulation 
involves three processes: Self-observations, self-judgments and self-reactions. 
Self- regulation refers to self-generated thoughts, feelings, and actions that are 
planned and cyclically adapted to the attainment of personal goals (Zimmerman, 
2000, 14). Self-regulation can be viewed as a fluid, dynamic capability that varies 
across specific contexts (Zimmerman & Schunk, 2011, 9). Self-regulated learners 
have supportive motivational beliefs connected with intrinsic motivation. 
Effectance-relevant information is important for intrinsic motivation, so long 
as it is made available within the context of self-determination or choice (Deci 
& Ryan, 1985, 126). Self-regulation and self-regulatory systems involve self-
efficacy. Self-efficacy (Bandura 1977, 1989, 1997) in turn refers to beliefs about 
one’s capabilities to organize and implement the actions necessary to reach the 
designated performance of skill for specific tasks (Zimmerman, 2000, 14).

2.2. Attitudes and their objects in choice processes 

One weakness of the Theory of planned behavior has been that it has not 
accounted for many of the variables involved in choice processes. This research 
project approaches pupils’ choice processes through attitude, guidance and 
control, choice paths, and metacognition. The integration strives to produce 
new evidence of the correlation between attitudes and their objects in the context 
of work-life orientation.

Attitudes, as a function of beliefs and individual evaluations, are hypothesized 
to have an object, direction and intensity, which are subject to change during 
the implementation of work-life orientation. Attitudes are learned (Fishbein 
& Ajzen, 1975, 9). As such they change and can be changed. Allport’s general 
definition (1935, 810): “An attitude is a mental and neural state of readiness, 
organized through experience, exerting a directive or dynamic influence on the 
individual’s response to all objects and situation with which it is related” is a 
valid exemplification of a pupil’s general attitudinal position during work-life 
orientation. Components of attitude interact with behavioral theories of the 
cognitive and affective domain, the foundations of which lie in Bloom’s taxonomy 
of the cognitive area from 1960, its revision (Anderson & Kratwohl et al., 2001, 
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46), and Kratwohl’s taxonomy of educational objectives for the affective domain 
(Kratwohl et al., 1964, 95).

The term attitude is sometimes understood and defined in a way, as Fishbein 
& Ajzen (1975, 5) point out, that leads to an intuitive choice of measurement 
procedures. This intuitive selection is again followed by apparently conflicting 
measurement results and different conclusions concerning the relation between 
attitude and other variables. This confusion may well be one of the reasons 
why empirical attitude research on adolescents’ choice paths of further 
education tracks and possible occupations has been somewhat limited in work-
life orientation in comprehensive schools. This possible confusion should not 
undermine the importance of research attitude in regard to pupil achievement 
and the efficacy of the work- life orientation periods interventions. Already the 
Coleman report noted that the pupil attitude factor had a stronger relationship 
with achievement than all ‘school’ factors combined (Coleman et al., 1966, 21).

Individuals form attitudes that affect behavior. Attitudes can be defined as 
intentions to perform a specific behavior as a function of one’s favorableness 
or unfavorableness toward personally performing this behavior, and they are 
determined by one’s beliefs about outcome expectancies, normative pressure 
and perceived control or self-efficacy (Bleakley & Hennessy, 2012, 29). Attitudes 
can be conceptualized as learned predispositions to respond either positively 
or negatively to certain objects, situations, concepts or persons. As such, they 
have cognitive (beliefs or knowledge), affective (emotional, motivational), and 
performance (behavior or action tendencies) components (Aiken 1980, 2).

Research on attitude can be divided into two major schools of thought. Gable 
(1986, 4) describes these as “undimensionalists” and component theorists, the 
former following Thurstone’s (1946, 39) definition of attitude as “the intensity of 
positive or negative affect for or against a psychological object. A psychological 
object is any symbol, person, phrase, slogan or idea toward which people can 
differ as regards positive or negative affect.” This, according to Gable (1986) 
makes “undimensionalists” represent their conception from only an evaluative 
(positive-negative or favorable-unfavorable) aspect. The second school of 
thought, component theorists, who conceive attitudes on more than just one 
evaluative dimension and are in line with Wagner (1969), define attitude as 
being: “composed of affective, cognitive and behavioral components that 
correspond, respectively to one’s evaluation of, knowledge of, and predisposition 
to act toward the object of the attitude” (Wagner, 1969, 7). Gable (1986, 5) defines 
the three components in the following way: 1) The cognitive component is a 
belief or idea, which reflects a category of people or objects, 2) the affective 
component represents the person’s evaluation of the object or person, and is 
the emotion that charges the idea, and 3) the behavioral component represents 
overt action directed toward the object or person. The two approaches to attitude 
provide an opportunity to approach it as a function of intensity and components. 
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Attitudes can be inferred from cognitive, affective and conative responses to the 
attitude object, and are determined by the person’s evaluation of the outcomes 
associated with the behavior, and by the strength of these associations (Ajzen, 
2005). A distinction is made between a belief and an attitude. A belief relates to 
the information a person has regarding the object concerned, and an attitude 
incorporates an individual’s feelings and evaluations regarding the object and is 
related to their set of behavioral intentions with respect to an object (Fishbein 
& Ajzen, 1975, 59).

In this dissertation, guidance and control refer to external and internal 
characteristics that affect pupils’ behavior during work-life orientation. Guidance 
and control are components of a behavioral guidance system. They include 1) 
environmental stimuli, 2) perceptual, emotional, evaluative and motivational 
systems, and 3) behavioral responses (Bargh & Morsella, 2010). At the organismic 
level, the behavioral guidance system includes self- control, which has been 
linked to academic performance (Duckworth & Seligman, 2005, Tangney, 
Baumeister & Boone, 2004).

After completing the work-life orientation periods pupils must decide between 
the alternatives of future occupation paths and choices for further education at 
the termination of their ninth-grade education. Guidance counseling and work-
orientation programs in the curricula are the principal educational tools that help 
the pupil in their choice paths of the individual choice processes. From grades 
seven to nine, guidance is given during actual class hours and in individual 
guidance sessions. According to the National Board of Education (2004), Work-
life orientation serves two purposes: Firstly, to bring school and the surrounding 
society closer, and secondly to facilitate the pupil’s choices regarding future 
career opportunities. Guidance counseling and work-orientation can be seen as 
forms of external control factors in individual decision processes.

Pupils should possess skills of creativity, flexibility and a capacity for problem- 
solving. Guidance counseling and work-life orientation are also important tools 
in the hands of competent educators when it comes to helping pupils in their 
choices regarding future education, whether vocational or general. As seen 
earlier, internal factors play a key role in the decision process. Motivation is 
also one of the keys to successful learning accomplishments in occupational 
and educational choices. Deci & Ryan (1985, 149) point out how choices initiate 
and regulate self-determined behaviors, and how one chooses to behave in 
anticipation of achieving self-related goals and satisfying organismic needs. In 
learning, cognitive skills, attitude-building and intrinsic and extrinsic motivation 
play decisive roles.

Intrinsically motivated people perceive the locus of causality to be internal 
(Deci & Ryan, 1985, 34). Work-related attitudes, habits and interpersonal skills 
serve as important predictors of job success and satisfaction (Fitzgerald, 1986). 
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The school-to-work transition should be guided by the educational and career 

Attitudes and personality traits are assumed to interact with other variables 

and career choices and work-life orientation in the Theory of planned behavior 
framework.

Figure 3. The Theory of planned behavior. Background factors, behavioral beliefs, attitude, 
subjective norm and perceived behavioral control in variance with intention and behavior. 
(Ajzen 2005, 135).

The background factors of behavioral, normative and control beliefs form the 

into the learning task of work-life orientation. Although beliefs are relatively 

choosing further education or vocations.
Optimally, pupils pursue self-relevant life goals via learning goals and learning-

goal-oriented pupils are engaged in processes as people generally are when they 

systems and behavior patterns, we need to know more about their existence 
and structure. The subjective norm construct is generally a weak predictor of 
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intentions. and normative component needs to be expanded (Armitage & Conner, 
2001). This dissertation strives to increase knowledge of pupils’ subjective norms 
in work-life orientation periods. 

2.3. Gaps in prior research

I argue that Finnish educational research, which focuses on empirical findings, 
including basic-level pupils’ beliefs, motivations and choice models for future 
career-related and educational choices, has been less present in Finnish 
educational policy discussions than topics concerning the governance and 
structure of education and the achievement goals of different school subjects. 
In general, the focus in school settings has been on how to control outcomes 
rather than on how to create social-contextual conditions that yield autonomous 
motivation and the enhanced wellness consistently associated with it (Deci & 
Ryan, 2016, 11). 

2.4. Contribution of the present study

The present study aims to complement earlier research on pupils’ attitudes 
towards choices regarding further education and careers. This study approaches 
efficacy specifically in the empiricism of work-life orientation in basic education.

In contemporary society, adolescents spend a large part of their time in a 
structured educational or training environment with similar-aged peers. The 
primary goal is to prepare the adolescents for further education or occupation 
in a distant, abstract future (Crone & Dahl, 2012, 637). In this dissertation, 1) 
school, 2) home and peers, and 3) work life are relevant. The Coleman report 
noted as early as in the 1960s that the impact of these relations, as well as 
family background, on pupil achievement were key inputs in the educational 
process (Coleman et al., 1966, 20–22). Thus, the Coleman report pointed out 
the importance of understanding not only the educational opportunities of the 
schools in terms of facilities, curriculums and teachers, but of understanding 
other intervening factors. Family and school influences have a definite moderating 
role in aspirations regarding the future (Gerard & Booth, 2015), and parents are 
an important source of information for youths when it comes to goals and careers 
(Hill & Wang, 2015). Houtenville and Conway (2008) studied how often parents 
discussed important activities and various school matters with pupils and found 
that parental effort was strongly related to pupil achievement. Peer influence 
refers to the social impact of other  pupils in the school (Kirjavainen, 2009, 10). 
Peer relations have been noted to serve as an egalitarian testing ground for 
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adolescents’ ideas, and peers influence individuals on several levels of complexity 
(Kiuru, 2008, 15). Peer norms affect adolescent school experiences

Dijkstra & Gest, 2015) and occupational preferences have a gendered 
perspective (Alm, 2015). Several studies have researched peer effects on pupil 
achievement (Hoxby, 2000; Levin, 2001; Fertig, 2003; Hanushek et. al, 2003; 
Robertson & Symons, 2003; Angrist & Lang, 2004).

In his dissertation, I propose that pupil attitude is a major contributor in 
guiding the pupils on their path towards educational and vocational choices. As 
pointed out earlier, attitudes could be conceptualized as learned predispositions 
to respond positively or negatively to certain objects, situations, concepts or 
persons. An attitude represents the person’s location in an evaluative dimension 
(Fishbein & Ajzen, 1975, 53). This dissertation explores pupils’ attitudes and their 
components as input in a time-, space- and location- specific environment, work-
life orientation. The two main physical work-life orientation settings in which 
discussions concerning future education and occupation take place are homes 
and schools. The third physical forum consists of workplaces during the work- 
experience periods. In this environment, we expect learned predispositions to 
be actualized by 1) affection, 2) cognition and 3) conation.

Self-regulatory systems, and social and physical environmental contexts 
influence pupils’ choices in work-life orientation. According to a social cognitive 
hypothesis, the self- regulation of learning initially develops from social 
modeling experiences and progresses through increasing levels of self-directed 
functioning (Zimmerman, 2000, 32). Self-regulation is an interaction between 
personal, behavioral, and environmental components (Zimmerman & Schunk, 
2011, 4). Family and teacher relationships have relational influences on career 
development (Kenny & Medvide, 2013, 332). I hypothesize that distinctive 
patterns of causality and orientation emerge as functions of attitude and 
environment, and that these patterns guide pupils’ educational and occupational 
orientations.
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3.1. The Finnish education system

The basis of the Finnish comprehensive school system for basic education was 
laid in the national curriculum of 1970. Strengthening pupil competencies needed 
in work life became a major goal in basic education in the Finnish education 
system in the 1980s. Work-life orientation became a permanent part of the school 
curriculum in the 1990s.

A comprehensive structure of legislation governing basic education, secondary 
education and adult education came into effect in 1999. The Basic Education Act 
of 1998 with its 2010 amendments decrees that the government determines the 
general national objectives of education and the allocation of class hours to 
guidance counseling. The Basic Education Act was amended in 2020 concerning 
pupils’ right to receive guidance counseling (Finlex, 2020). The Finnish National 
Agency for Education (EDUFI), known as the National Board of Education (NBE) 
until 2017, determines the objectives and core contents of different subjects and 
subject groups, cross-curricular themes and guidance counseling (The national 
core curriculum 2014). Guidance counseling is expected to provide content and 
opportunities for pupils to increase their own knowledge of themselves (National 
Board of Education, 2015c).

Most comprehensive school pupils continue either into general upper 
secondary schools or vocational institutions. Vocational education and training 
consist of initial education and further and continued training, and its main 
aims are to improve the skills of the workforce, to respond to the skills needed 
in the world of work and to support lifelong learning (Ministry of Education and 
Culture, 2015). The qualification requirement system of vocational education 
and training consists of the national qualification requirement, each education 
provider’s locally approved curricula and the pupils’ personal study plans 
(National Board of Education, 2015d). National qualification requirements 
include provisions on pupil assessments, pupil counseling, on-the-job learning 
and apprenticeship training (National Board of Education, 2015d).

The Finnish education system strives for a pathway to life-long education. The 
national core curriculum with its local curricula adaptations provides the basis 
for primary and secondary general education. This leading principle behind 
the governance of the school system guides the schools and the pupils in their 
tasks. Curriculum guidance is thus one of the central elements in the Finnish 
education system. Pupils are expected not only to learn specific knowledge and 
skills, but to learn and develop generic adaptive competencies tied to studies 
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and professions. These competencies are increasingly needed in today’s rapidly 
changing social contexts and societies.

3.2. Work-life orientation in basic education

According to the objectives and goals set at the national level, work-life orientation 
follows the principle of penetration in the day-to-day school activities of the first 
six grades of comprehensive education in Finland. Through grades seven to nine, 
orientation to work-life is also given during class hours specified for this purpose. 
Individual guidance sessions between pupils and guidance personnel support 
work-life orientation. Periods of work experience are organized for pupils to 
help them make educational and career choices. During the work experience 
periods it is also possible to organize familiarization with vocational education 
and training (The national core curriculum for basic education 2014).

Objectives and goals are set at the national level, but they are specified and 
put into practice at the municipal level in the school districts. This includes the 
duration and scheduling of work experience periods. The national educational 
policy guiding the implementation of work-life orientation (National Board of 
Education, 2004) lists its two main purposes. The first is to bring schools and 
the surrounding society closer, and the second is to facilitate pupils’ choices 
regarding their future career and education. These are two core objectives of 
the National core curriculum for basic education 2014 and 2016.

The following is an example of the structure of work-life orientation at the 
local school district level in three municipalities: Halikko, 2004; Salo, 2004; 
Turku, 2004:

 � Seventh grade: One-day orientation at parents’ or acquaintances’ 
workplace/occupation

 � Eighth grade: One-day orientation at an enterprise
 � Ninth grade: One-week work-life orientation (work experience).

Finnish municipalities are authorized to add specific local objectives to the 
general objectives decreed in the national educational policy. Turku’s objectives 
include (Turku City School Board, 2004):

 � advancement of study skills
 � social maturation of the pupil
 � development of knowledge and skills needed in setting life goals
 � endorsement of ethnic and gender equality.
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3.3. Apprenticeship as a form of vocational education  
and training

All over the world alternative ways to improve the efficacy of the school systems 
are searched for. Choosing apprenticeship is one of the choice paths pupils face 
and it opens a possibility to get hands-on experiences of work-life during one’s 
formal education period.

Apprenticeship as part of vocational education and training is a target of 
global and national interest (Rauner & Smith, 2010, 4). Gaining and entering 
an apprenticeship is one of the education-work transition options for pupils in 
Europe (European Commission, 2012) when initially entering work life. During 
recent years, apprenticeship learning has become one focal point in the Finnish 
national school policy, although apprenticeships are found in adult education 
more often. Vocational education is available as apprenticeship training in 
Finland.

In Finland, apprenticeships increased by 61% between 1997 and 2003 (Official 
Statistics of Finland), and in the United States, by 25% during the same period 
(Lerman, 2010, 129). The parallel trends existing during this period may indicate 
1) an increasing need on the part of the national educational system to improve 
the cost-effectiveness of the system by attempting to reduce education costs 
on school site, and 2) an attempt to fulfill the immediate demand better and 
faster for skilled workers in specialized areas. In the Mediterranean region the 
two needs mentioned have largely been addressed by institutional and systemic 
elements (Sweet & Zelloth, 2010, 106). In this case, vocational education and 
training have represented small components in the education systems of the 
region, and institution-based programs have dominated work-based programs 
(Sweet & Zelloth, 2010, 106).

A way to approach individuals’ career choice paths is through Super’s concept 
of career maturity among adolescents (Super, 1974). Career maturity denotes 
attitudinal and cognitive readiness to make educational and vocational choices: 
Attitudinal readiness means active engagement in planning and exploring one’s 
occupational future (Hartung, 2013, 96). Exploring apprenticeship in the context 
of work-life orientation engages three aspects of career maturity: 1) Orientation 
to vocational choice – the extent to which the individual is concerned with the 
eventual career choice to be made, 2) information and planning – the specificity 
of information individuals have concerning career decisions and career planning, 
and 3) vocational independence – the extent to which work experience has been 
gained independently.

Career choice includes an expected vocational effect, in other words, an 
expected impact. However, the expected vocational effect found by research has 
yielded contrasting predictions in different theoretical frameworks (Iannelli & 
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Raffe, 2007). These frameworks have included human capital theories (Becker, 
1975), signaling and job queue theories (Spence, 1974; Thurow, 1975; Wolf, 2002), 
and network theories (Rosenbaum, et al., 1990). Attitudes function behind 
choices for further education and career choices. Attitudes are thus involved 
in choosing apprentice as a form of further education and training and they 
impact choices. In work-life orientation attitudinal and cognitive readiness to 
make educational and vocational choices plays a role.
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4.1. Research problem

This dissertation studies the efficacy of work-life orientation periods in affecting 
pupil attitudes towards continued education and occupation. The evaluation of 
educational effectiveness, in this case efficacy, is done by measuring possible 
changes of effect indicators which are related to pupils’ abilities to regulate and 
adapt behavior. The outcomes of this study are hoped to contribute to guidance 
counseling in schools and to improve pupil placements in workplaces for the 
orientation periods. Introduction to working life should promote pupils’ learning 
of professions that they find interesting (The National core curriculum for basic 
education 2014).

Beliefs impact attitudes and behavior. Pupils differ regarding the certainty of 
their educational and vocational choices. Choosing apprenticeship as a form of 
further education and training links formal education and hands-on training. It 
sits with the general idea of work-life orientation periods. The research questions 
in this dissertation are as follows:

1. Does work-life orientation have the efficacy to change pupils’ 
behavioral, normative and control beliefs? (Study I)

2. What factors influence and predict the certainty in educational and 
vocational choice: Are there media effects? (Study II)

3. Do pupils’ beliefs link and correlate with their orientation to 
apprenticeship choice? (Study III)

4. Does the regional implementation of work-life orientation periods 
affect their outcomes: Do differences in the education levels of the 
pupils’ parents correlate with the outcomes? (Study IV)

5. How do the ninth graders evaluate the impact of work-life 
orientation on their educational and occupational choices? (Studies 
I and IV)

4.2. Instrument development

In Studies I–IV, the data were drawn from the surveys designed by the author 
of this dissertation. I approached question development through the question-
answer process. I considered 1) the comprehension and interpretation of the 
question being asked; 2) the retention of relevant information from memory; 3) 
integrating this information into summarized judgement and 4) reporting the 
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judgement by translating it into the response options offered (Leeuw, 2008). 
Four survey forms (Appendices A–D) were prepared in the native language 
of the respondents, which was Finnish. Their respective English translations 
can be found in Appendices E–H. Questionnaire A was for the seventh-grade 
respondents in 2008 and Questionnaire B for the ninth-grade respondents 
in 2010. Study IV used Questionnaire C in the seventh grade in 2012, and 
Questionnaire D in the ninth grade in 2012. In B, the ordering of some of the 
items was changed to diminish possible memory effects, because the respondents 
were the same pupils. Question order or questionnaire context effects can 
considerably affect how respondents answer survey questions (Glenn, 2005, 44). 
After analyzing data from Questionnaire A of 2008, seven items were omitted 
from the Questionnaire B of 2010, as they did not target well the phenomenon 
(see Appendix I)

The background factors arose from the pupils’ life spaces and spans using 
Super’s life-span, life-space theory (Super, 1980, 1990, 1994, and Super et 
al., 1996) which was complimented with a proximal level social context. The 
respondent background factors in the surveys were: Age, gender, mother tongue, 
school, guardian’s occupation and level of education, occupational interest and 
possible experience of a paid job. Support from family bolsters the development 
of self-efficacy beliefs and positive outcome expectations and the transformation 
of interests into goals and actions (Kenny & Medvide, 2013, 329).

Sex and gender are recognized factors which are involved in school transitions 
(Anderson, Jacobs, Schramm, Splittgerber, 2000). Gender disparities have long 
been known to exist in career aspirations and pursuits (see e.g., Bandura, 1995, 
24-25). Socio-economic status, the level of parental interest and participation 
in the schooling process, the extent to which parents supplement the learning 
process, and the degree to which parents talk with their children about school 
have roles in school transitions (Anderson & al., 2000). These factors affect 
pupils’ attitudes during- work life orientation periods. 

Occupational preferences have been shown to possess a gendered perspective 
(Alm, 2015). Her findings show that girls who came to choose a male dominated 
occupation showed a stronger preference for their occupation in adolescence. 
Dweck (2000) has studied extensively girls’ behavior in different societal 
situations. Dweck (2000, 123-125) reasons that girls, especially the high-
achieving ones in lower grades, are more self-regulated than boys, mature earlier 
but are also subjected to societal beliefs such as stereotypic characterization as 
less competent than boys. 

The impacts of gender are seen at work, too. The findings of Kulik (2000) 
reveal a relationship between gender identity and perceptions of gender roles 
at work. She reports that the impact of gender on the attitudes was found to 
be greater than that of gender identity. Children tend to end up in the same 
educational occupational fields as their parents in Finland (Myrskylä, 2009; 
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Kivinen & al, 2012; Keski-Petäjä & Witting, 2016). This multigenerational 
situation has been shown to exist internationally (see OECD, 2015). The situation 
is gradually changing because of rising education levels, and because new 
occupations open opportunities for younger generations. School grounded work-
life orientation periods form a content specific societal frame in connection with 
pupils’ maturation and self-regulation. Pupils’ gender, parents’ socio-economic 
status and home influence, and different geographical locations are factors in 
this frame.

The second group of attributes in this study was constructed from the 
domains of self- determination, self-regulation and motivation in relation to 
peer influence, supervision, familiarity and instruction, and external reward 
motivation. A bipolar five-point Likert scale was used to explore variable 
properties and their opposites. Empirical research with the Expectancy-
value model has generally supported bipolar scoring of belief strength (Ajzen 
&Fishbein, 2008, 2242). The survey questions were not labeled in the survey 
stage to avoid the linguistic bias typical to non-factual questions (Oppenheim, 
1992, 143). The respondents answered a multi-item semantic differential to 
obtain a relatively direct indicator of attitude (Ajzen 2005, 8). The survey items 
were arranged into attitude scales (Oppenheim, 1992, 147) and were labeled 
during statistical analysis and data-processing (Oppenheim, 1992, 61) (see Table 
1). The attributes and their respective survey items are on the respective pages 
6; 3; 8; and 5-6 in Studies I-IV.

Table 1. Survey items and their arrangement into attitude scales.

Variable Study

I II III IV

Independence X X

My friends’ opinions about 
occupations mean a lot to me.

My friends’ opinions about 
occupations are insignificant to me

X X

My friends’ opinions about further 
education after comprehensive 
school mean a lot to me

My friends’ opinions about further 
education are insignificant to me.

X X

My friends’ choices of occupations 
affect my choice

I will choose my occupation 
independently of the choices of my 
friends.

X X

Self-direction X X

I am interested in an occupation 
where I am supervised

I am interested in an occupation 
where I work independently.

X X

I am interested in an occupation 
where I work following familiar 
methods and routines.

I am interested in an occupation 
where I can show initiative.

X X

I want that my job is instructed in 
detail.

I want to work in my future 
occupation without specific 
instructions.

X X
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Flexibility X

In an occupation, there must 
be a possibility to spend long 
uninterrupted vacations.

Occupation can limit the possibility 
to spend long uninterrupted 
vacations. 

X X

I want to work only on weekdays. I am willing to work during 
weekends.

X X

What especially interests me in an 
occupation is good wages.

What especially interests me in an 
occupation is something else than 
good wages.

X X

Independence X X

I am interested in an occupation 
where I am supervised

I am interested in an occupation 
where I work independently.

X X

Initiative X X

I am interested in an occupation 
where I work following familiar 
methods and routines.

I am interested in an occupation 
where I can show initiative.

X X

Self-guidance X X

I want a job that has detailed 
instructions.

I want to work in my future 
occupation without specific 
instructions.

X X

Part-time job X

I would like my workdays or weeks 
to be full-time.

I am willing to work part-time. X

Apprenticeship X

I want to be trained at and graduate 
from school for my profession.

I am willing to be trained at and 
graduate through apprenticeship.

X

Discussion Forum X

I have discussed my occupation 
choice the most in guidance 
counseling at school.

I have discussed my occupation 
choice the most with my parents/
guardians at home.

X

Certainty of occupation X

Choice of my future occupation is 
still open.

I know which occupation I want. X

Vocational school choice X

I will go to some other place 
than vocational school after 
comprehensive school because 
vocational education is not needed 
in my future occupation.

I will go to vocational school 
because I need vocational education 
in my future occupation.

X

Image dependence X

A negative picture given in the 
media (internet, television, print) 
lessens my interest towards that 
occupation.

Media portrayal of the occupation is 
insignificant to me.

X
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Study I had nine attributes as regards independence, self-direction, self-guidance, 
and internal and external motivators. Study II had eight survey items. Seven 
items were chosen because of the theoretical content categories of 1) respondent 
evaluation of a self-directing factor constructed from the three attributes of 
independence, initiative and self-guidance, 2) respondent evaluation of a 
work-life orientation discussion setting, 3) respondent evaluation of certainty 
regarding choice of occupation, 4) respondent evaluation of secondary education 
choice and5) respondent evaluation of image dependence. An item concerning 
a negative media bias was chosen for the survey because of discussions with 
the school superintendents during phase one of the survey design. In these 
discussions, the interviewees expressed their expectations that negative public 
media exposure would show in pupils’ attitudes. Biased media, be it positive or 
negative, was expected to affect pupils’ educational and occupational choices. 
One aspect of the accuracy of information is the amount of negative information 
compared to the amount of positive information (Mynttinen, 2009, 65). 

 Initiative, Independence, Self-guidance, Part-time job willingness and 
Apprenticeship were chosen to test the Hypothetical path model in Study 
III. Study IV was included in this dissertation for the purpose of re-testing 
independence, self-direction, and flexibility.

The instrument used in the dissertation extracted data from the daily lives 
of basic education pupils at school. The structural components of guidance and 
control, a national school system with local curriculum adaptations, the work-life 
orientation program implementations and pupil perceptions and expectations 
in relation to further education and work life were all present. A three-phase 
approach was chosen to guarantee the face, content and construct validity of the 
measuring instrument. Face validity can increase the motivation of participants 
so that they try to complete the tests as well and as accurately as possible (Kline, 
2000, 18). Content validity ensures that the content of the test is pertinent and 
relevant for its purpose (Kline, 2000, 23). Content validity was backed up by 
evidence of predictive validity by factoring the variables (Kline, 2000, 21-23). 
Construct validity requires that the constructs of the study can be precisely 
defined (Kline, 2000, 25). Construct validity in this dissertation was backed up 
by correlational analysis of the factors, and an analysis of the loadings of the 
factors (Kline, 2000, 28). Construct validity embraces validity of every type, 
and in a self-designed survey, problems concerning the hypotheses regarding 
the results of the constructs remain. Study I further addressed the validity and 
reliability of the instrument and its design.
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4.3. Procedure and participants

Phase one included interviewing two directors of education (school 
superintendents), two comprehensive school principals, and four guidance 
counselors from the participating school systems and schools in the fall of 
2007. During the discussions, the interviewees pointed out the importance of 
preparing the families for the survey. Thus, two letters; one for the families of 
the seventh graders and one for the families of the ninth- graders were prepared 
for the schools, to be sent before the surveys were conducted in the participating 
schools (see Appendices I–J). In these letters, I informed the guardians and 
homes of the research (see “Ethical considerations” chapter in this dissertation) 
and hoped to improve the pupils’ knowledge of their parents’ educational 
background. In general, the survey items, their formulation and content were 
deemed age-appropriate by the interviewees. Phase two included a pilot study in 
2008 based on the result of which changes were made to the survey, as reported 
in Study I. Phase three included the researcher’s contact with the participating 
school personnel in regard to possible problems in administering the surveys. 
During this phase, the guidance counselors and participating teachers did not 
report problems in connection with face validity.

Phase four consisted of original Studies I–III and a replicating study, Study 
IV. The purpose of Study IV was to explore the consistency between Studies I 
and IV; to see if the results had the same direction, and to determine whether 
the mean differences in the two studies were similar, and whether they therefore 
reinforced each other.

The data in the Pilot study and in Studies I–III were originally drawn from 
four municipalities in southwestern Finland: Somero, Turku, Halikko, and Salo. 
Halikko and Salo, in addition to eight other municipalities, were merged into 
Salo in 2009. In Study IV, in addition to Halikko, the data were drawn from the 
Korvatunturi School in Savukoski, the Posio and Keminmaa Schools in Lapland, 
and from the Pukinmäki School in Helsinki in Uusimaa. The respondents in 
Group 1 (Time 1 and Time 2) were the same pupils minus the loss during the 
three-year observation period which was small. The respondents in Groups 2 
and 3 were different pupils. In the following the groups and measurement points 
of Studies I–III and Study IV are presented in a table format (Table 2).
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Table 2. Groups and measurement points.

Pilot study Measurement point

October–November 2007

Pilot group:
Basic education

Time 1
Ninth grade, N = 129

Original studies Measurement points

March– 
May 2008

March–  
April 2010

March– 
May 2013

March– 
May 2013

Group 1:
Basic education

Time 1
Seventh grade, 
N = 669

Time 2
Ninth grade,
N = 649

Time 1 Time 2

Study I Studies I–III

Group 2:
Basic education

Seventh grade,
N = 236

Study IV

Group 3:
Basic education

Ninth grade,
N = 253

Study IV

The correspondence of the effects of the work-life orientation periods, paying 
attention to the variation in the background factors, is studied with Group 3 
in Study IV. To complement the original studies, I explore the respondents’ 
background factors more deeply in this section. As inferred from the data in 
Table 2a, the respondents’ backgrounds varied as regards the industrial structure 
of the areas in which the schools were located. Agriculture, forestry, hunting and 
fishing were stronger in Savukoski and Posio, whereas industry was prevalent 
in Salo and Keminmaa. In Helsinki, services dominated. See Table 3a.
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Table 3a. Population aged 0–14, level of education of > 15-year-olds, and industrial structure in cohort regions.

Region, from north 
to south

Year Population  
age 0–14

Level of education of  
> 15-year-olds

Industrial structure,  
%

School 
municipality

Amount % Upper 
secondary

%

Higher
%

Agri- 
culture, 

forestry, 
hunting

and fishing

Industry Services

Lapland
2008 29495 16.0 41.5 21.3 5.9 21.6 70.8
2010 28672 15.6 42.3 22.0 5.7 22.0 71.2
2013 28287 15.5 43.8 23.3 5.2 20.9 72.2

Savukoski
2008 145 11.7 40.5 15.0 27.7 10.7 59.0
2010 123 10.4 40.4 16.5 27.5 14.3 58.0
2013 132 11.7 44.7 17.1 30.8 10.4 58.5

Posio
2008 533 13.0 41.2 11.5 22.1 22.8 53.4
2010 471 11.9 42.1 12.4 21.4 24.8 53.4
2013 406 10.9 43.1 13.5 20.4 19.5 58.6

Keminmaa
2008 1652 19.0 41.4 24.9 2.9 32.6 63.7
2010 1616 18.8 41.6 25.8 3.0 32.8 63.4
2013 1583 18.4 43.1 27.0 2.7 33.0 63.1

Southwestern 
Finland

2008 74177 16.2 38.4 25.4 3.9 28.6 66.5
2010 73452 15.9 38.7 26.5 3.8 28.6 67.3
2013 73188 15.6 39.8 27.7 3.4 24.5 70.8

Somero
2008 1478 15.6 36.4 16.2 14.2 29.9 54.6
2010 1437 15.3 36.7 16.9 13.5 30.5 55.6
2013 1368 14.8 38.2 18.2 13.5 28.1 56.8

Turku
2008 23084 13.2 39.3 28.2 0.5 22.5 76.0
2010 22902 13.0 38.2 29.8 0.5 22.2 77.0
2013 23089 12.8 40.3 30.8 0.4 18.0 80.4

Salo 2008 4194 16.3 36.1 24.9 1.4 41.5 56.6
Halikko 2008 1849 18.9 39.2 15.6 14.1 28.1 55.9
Salo incl. Halikko 
and consolidated 
municipalities

2010 9211 16.8 37.3 23.1 5.4 38.7 55.7

2013 9128 16.6 38.5 24.0 5.0 32.5 61.1

Uusimaa
2008 240063 17.3 34.3 33.3 0.6 18.1 80.3
2010 241892 17.0 33.9 34.4 0.6 17.7 81.2
2013 264409 16.9 34.3 35.2 0.6 16.3 81.8

Helsinki
2008 78084 13.7 34.2 34.8 0.1 13.3 85.4
2010 79213 13.6 33.3 36.3 0.1 12.6 86.8
2013 82186 13.6 33.3 38.1 0.2 11.0 87.5

Note. Source: Statistical Yearbook of Finland 2008, 2010 and 2013. Population ages as of 31.12.2007, 31.12.2009, and 
31.12.2012. Levels of education as of 31.12.2006, 31.12.2008, and 31.12.2011. Industrial structure as of 2005, 2007, and 
2011.
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The following table (Table 3b) shows the parents’ education levels in survey 
groups one through three. Wave A (Time 1) consisted of group 1, Wave B (Time 
2) of groups 2 and 3. In Wave B both mother’s and father’s comprehensive school 
level was lower than in Wave A. Father’s vocational or secondary school level in 
Wave B was higher than in Wave A.

Table 3b. Respondents’ parents. Level of education.

Group Mother’s level of education Father’s level of education

Time,  
1 = 7th 
grade or  
2 = 9th

grade, 
and year

N Comprehen- 
sive school
%

Vocational 
or general 
secondary  
school
%

University 
or institute 
of higher 
education
%

N Comprehen- 
sive school
%

Vocational 
or general 
secondary  
school
%

University 
or institute 
of higher 
education %

1 1; 2008 626 12.8 59.3 28.0 600 16.5 58.7 24.8

2; 2010 625 8.2 59.4 32.5 599 12.4 61.4 26.2

2 1; 2013 224 4.5 58.0 37.5 219 5.9 70.8 23.3

3 2; 2013 250 2.0 65.2 32.8 250 8.0 67.6 24.4

Note. Source: Descriptive statistics, SPSS. Survey raw data from respective studies 2008–2013.

The following table (Table 3c) presents the between group education level 
proportion comparisons. Parents’ education level proportions were statistically 
significant.

Table 3c. Proportions of parents’ education level in Groups 1–3.

Group 1 
compared to

Level of education p-value
Time 1 Time 2

2 Mother’s

Comprehensive school <..01
Vocational or general secondary school    .73
University or institute of higher education <.01

Father’s
Comprehensive school <.01
Vocational or general secondary school <.01
University or institute of higher education    .66

3 Mother’s

Comprehensive school <.01
Vocational or general secondary school  .11
University or institute of higher education   .93

Father’s
Comprehensive school  .06
Vocational or general secondary school  .09
University or institute of higher education .58

Note. Z-Score test for two population proportions. Two-tailed, p < .05.
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In Studies I–III, Halikko, Somero, and Turku all had one participating school, 
while Salo had three. This covered all the seventh to ninth grade school units in 
Halikko, Somero and Salo, and one of the eight schools in Turku. The participant 
school districts had the following enrollments in the seventh grade during the 
school year 2007–2008: Halikko, 135 pupils; Salo, 431, and Turku, 1262 pupils.

The first observation (measurement) before the work-life orientation periods 
(Time 1) had a sample of 669 pupils (354 girls and 315 boys with a mean age of 
14.5 years). Survey answers were received from the pupils as follows: Halikko, 
133 (99%), Salo, 399 (93%), and Turku, 137 (11%). The second measurement after 
the work-life orientation periods (Time 2) was conducted during the spring term 
of the school year 2010–2011. At this time point, the sample consisted of 649 
pupils (341 girls and 308 boys with a mean age of 16.0 years). The consolidated 
municipal school district of Salo (Salo, Halikko, and Perniö) had an enrollment 
of 577 pupils, and 525 answers were received from these districts (90%). Turku 
City had an enrollment of 1337, and 124 answers were received (9%). For groups 
and measurement points, see Table 2.

Two internet surveys were carried out in Studies I–III and in Study IV: 
The first before the pupils in Group 1 had participated in the one-week work 
experience period (Time 1), and the second (Time 2) after the pupils had 
completed this period. Study IV was conducted in spring 2012, and followed 
the format of Studies I–III, with the exception that the respondents were not the 
same individuals (Groups 2 and 3). In Study IV Group 2’s observation (Time 1) 
had 236 respondents and Group 3’s observation (Time 2) had 253 respondents. 
In the first observation, 87% of the age cohort in Halikko, 85% in Keminmaa, 
40% in Posio, 51% in Pukinmäki and 89% in Savukoski completed the survey. 
The respective percentages for the second observation were 89%, 76%, 46%, 60% 
and 44%. The mean ages of the respondents in the two respective observations 
were 14.1 years and 16.1 years as compared to 14.5 and 16.0 years in Studies I–III.

In Turku, the loss of respondents compared to the total numbers of pupils was 
high and uncontrolled (an 89% loss). The situation was the same in the replicating 
study, Study IV, in Keminmaa in the first measurement (a 60% loss). In the 
second measurement, there was a 54% loss in Posio and in Savukoski. The case 
losses were in the number of the total population of the pupils in the respective 
municipalities, and the losses did not happen between the measurement points. 
The replicating study, Study IV, studied unrelated groups of pupils. These losses 
affect the representativeness of the samples and somewhat weaken the statistical 
evidence derived from the samples.

In the Turku case, Luostarivuoren koulu was chosen solely because of its 
willingness to participate in the research. It followed the general comprehensive 
school curriculum, like the other schools in this research, and its pupil population 
did not differ from those of the other schools. In all, I may conclude that no 
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systematic loss took place and there was no selective-drop out (Wolke et al., 
2009) that would lead to biases or erroneous conclusions.

The surveys were completed under teacher supervision as self-administered 
questionnaires at school to improve response reliability. The questionnaires 
were administered to the pupils in the classrooms during guidance counseling 
instructional classes or some other suitable instructional classes. This design 
had two main aims: Firstly, that the pupils could obtain technical help with the 
internet survey and information regarding the research, and secondly, that the 
test situations were part of the ordinary school day. It was hoped that this would 
improve the rate and quality of the responses by ensuring a high response rate 
and minimum interviewer bias, while permitting necessary explanations, but 
not the interpretation, of the questions (Oppenheim, 1992, 103). The aims of 
data collection were met, as evidenced by a small number of missing data and 
inadequate answers in the surveys’ raw data. Stratifying variables were used 
for school and respondent selection (Kline, 2000, 57). These were gender: Girls 
and boys; geographical location: Mixed city (town) and rural schools; school 
system: Comprehensive school; the organizational structure of the work-life 
orientation program: Seventh and ninth grades. The Korvatunturi, Posio, and 
Keminmaa schools were situated in northern Finland, and the other schools 
were in southern Finland.

4.4. Framework of attitudinal orientation measurements

The respondents answered the survey questions related to the curriculum and 
work-life orientation. The instrument measured the efficacy of the work-life 
orientation program in relation to pupil perceptions and expectations, beliefs, 
and the possible changes in the respective indicators, and it followed attitude 
changes and evolution longitudinally. It also included data on respondents’ 
background factors. Table 4 presents the participants, aims, measures, and data 
analyses in the framework of attitude change and evolution.
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4.5. Research ethics

This research was conducted in compliance with ethical principles of research 
with human participants and ethical review in the human sciences in Finland 
(Finnish National Board on Research Integrity). The principles of The European 
Code of Research Integrity (2017) were also adhered to throughout this 
dissertation.

Ethical competence in research depends on sensitive and informed planning 
on the part of researcher (Fisher & Anushko, 2008, 95). Before data gathering all 
necessary permits and authorizations to conduct the surveys in the schools were 
acquired following the due administrative processes of the participating school 
systems and the schools. The pupils, parents, school administrators and school 
personnel were amply informed about the research and its purpose. This was 
assured by both the test design and the information provided to the participants.

Letters of information were sent to the guardians before the surveys (Appendix 
I). The survey included the following assurance: “Your answers have no effect 
on your grading. Individual answers will be kept private, and your answers 
are relayed directly to the researcher.” Pupils were encouraged to answer the 
questions openly and thoughtfully. The respondents and their guardians, and the 
participating schools were provided with the opportunity to obtain appropriate 
information about the nature, results and conclusions of the research (Sommers 
& Miller, 2013). The suggestions made based on the dissertation contain no 
ethical dilemmas concerning their possible implementation in education. The 
use of the recommendations made in this study, including mapping pupils’ self-
direction and orientation profiles, pose no ethical problems when adequately 
understood and used as tools for enhancing and supporting metacognitive skills.

Steps were taken to guarantee this dissertation’s the data safety. The three 
main safety measures were 1) confidentiality, 2) integrity and 3) usability. 
Confidentiality meant that the data were kept confidential and the rights to 
use, analyze and relay the data were not compromised or offended. Integrity 
meant that the data were not falsified, were comprehensive and up to date, not 
internally contradictory, and were correct and usable.

Usability required that the data, the system to gather the data and to use 
them, was available at the required time and via the required method for those 
who needed it. The data were protected appropriately using an encrypted data 
server located in Finland, and the data storage was (password) protected. I 
followed the decrees of the Personal Data Act (1999) and Data Protection Act 
(2018).

The original research articles were published in Open Access (OA) journals. 
The editors did not find the original articles to be inconclusive, and the articles 
were assessed as reaching the threshold of rigor needed for publication. The 
journals checked for the ownership of knowledge and possible conflict of interests 
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(COIs). The journals followed double-blind review, in which the identities of the 
writer and the reviewers were not revealed to each other.

Debate over OA has involved questions on transparency, fairness, 
accountability, concerns over unproven economic models and threats to the 
quality and sustainability of peer- reviewed scholarly publishing (Davis, 2009). 
The article processing fees, for three articles (SAGE Open), were paid by the 
author, and the fourth article processing fee was covered by a Swiss government 
grant through the publisher (Springer). The fees were conventional in the SAGE 
Open case and raised no ethical conflict concerning access to publishing. For the 
writer of this dissertation, publishing in OA was a positive action in the sense that 
the research was thus distributed as widely as possible to other scholars around 
the world (see Willinsky & Alperin, 2011). The literature on the contribution 
and value of OA to scholarly research is projected to grow (Bailey, 2010). OA 
publishing is supported by FinELib consortium.

4.6. Validity and limitations of the studies

The environment of the implementation of the work-life orientation periods 
has changed since the four studies included in this dissertation. Studies I-IV 
were conducted between the school years 2003 and 2008, and the four articles 
based on the studies were published in 2013, 2014, and 2020. The essential 
core values and objectives, and the role of guidance counseling in the program 
have remained the same as they were decreed in the National core curriculum 
for basic education and its recent amendments and additions to the date of 
this dissertation. The societal changes have had their effects on schools, but 
the structure of the work-life orientation program has remained essentially the 
same.

The validity of the results of this dissertation was approached through 
investigating both its internal and external validity. This involved considering the 
test design and its generalizability, the theoretical framework and the constructs 
used, the measuring instrument, the circumstances during the observation 
points and the intended object of the measurement process (Ouakrim-Soivio, 
2013, 111). I found necessary that the distinct types of validity were explained in 
context in the original articles and in the summary of this dissertation, following 
the tradition of null- hypothesis significance testing. Nickerson (2000) states that 
the use of null-hypothesis significance testing is considered controversial, but 
when applied with good judgement it can be an effective aid to the interpretation 
of experimental data.

The validity types were introduced in the context of the reliability and validity 
of the self-developed measuring instrument, although it can be argued that 
the modern validity theory questions the existence of distinct types of validity, 
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and approaches validity from the most suitable viewpoint set by the test, 
experiment or research design (see Messick, 1989, 5). The definition of validity 
has thus changed from the mere investigation of the validity of the measuring 
instrument to investigating the validity of the results, their interpretation and 
their use for the purpose for which the measuring instrument was originally 
designed (Ouakrim- Soivio, 2013, 112). In this dissertation, I followed a rational 
hypothesis, based on theory and empirical testing, linked through the theoretical 
framework of construct (concept) validity with the test results and their relations 
(Messick, 1995, 741).

Fishbein & Ajzen (1975) argue that beliefs, attitudes and intentions are 
interrelated but conceptually distinct concepts that must be independently 
assessed. The complex dynamic interrelation of the guidance and control process 
is evident. This also places constraints on the convergent and discriminant 
validity of this dissertation when making direct causal interpretations based on 
the evidence of Studies I–III and Study IV. The challenges are thus recognized 
and addressed in this dissertation through an approach which uses traditional 
linear models to test hypotheses concerning interaction. This approach, however, 
has the potential to fail to capture the configuration of factors that jointly explain 
behavioral process (Bauer & Shanan, 2007, 256). 

Studies I-IV included a relatively short developmental phase in the pupils’ 
lives during the period 2008-2013 for data collection. These two constrains are 
worth considering when generalizing the findings of the studies. The sampling 
method was that of convenience sampling in Studies I-III. It followed a stratified 
design as explained in Study I. In Study IV the choice of samples was purposive. 
In the latter study the convergent validity of the measuring instrument and the 
regional generalizability of the results of Study I were investigated. 

The assumptions and limitations of nonprobability sampling methods have 
to be considered when making statistical generalizations based on the findings 
in this dissertation. Although the internal validity in the studies is good and 
the samplings were methodologically sound, the external validity is limited 
(Andrade, 2021). The results of the studies can only be generalized to the 
subpopulations with the characteristics that define and limit the convenience 
samples and purposive samples in this dissertation. The samples were the 
researcher’s deliberate choices and chosen to identify the findings relevant for 
answering the research questions as regards the subpopulations. 

Factor analysis was also used for the purposes of assessing construct validity 
(Nunnally, 1978), in which the construct validity of the test was established 
through a factor analytic approach setting up the test derived from the nature 
of the variables (Kline, 2000, 29). The test instrument was specifically designed 
for the case of work-life orientation periods and proved to be functional. Content 
validity (Kline, 2000, 24) was targeted by choosing response items that promote 
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self-awareness and by avoiding response sets that generate socially desirable 
answers.

As noted, there was an uncontrolled loss of respondents in Study I in 
Turku, and in Study IV in Keminmaa, Savukoski and Posio. Furthermore, in 
longitudinal survey designs, many intervening variables may influence the 
effects, and the longitudinal survey designs tend to be somewhat weaker in 
terms of causal attribution (Oppenheim, 1992, 33). Changes in attitudes are 
also multi-causal and cumulative, and found correlations as such are no proof 
of causality (Oppenheim, 1992, 14).

The validity of the self-developed measuring instrument used in this 
dissertation necessitates further validation through measuring the different 
attributes of pupils’ attitudes toward choices as regards choosing further 
education and occupation. Item wording and item selection, including added 
items, need modification in order to improve the reliability of the scale in further 
studies. Using a self- developed measuring instrument is always somewhat risky 
because its reliability and validity has not been tested among great numbers 
of people (Ouakrim-Soivio, 2013, 111). Furthermore, in future studies on the 
efficacy of work-life orientation periods, questions as regards the control of the 
background variables related to the effects of the social maturation of the pupils 
should be addressed. However, eliciting pupils’ attitudinal beliefs (metacognitive 
knowledge) in the context of work-life orientation justified the use of the self-
developed instrument. 

4.7. Data analyses in the studies

In the following, I sum up the statistical analyses used in this dissertation. In the 
original studies, the analyses proceeded as follows: First, factor analyses were 
used to analyze respondents’ background beliefs. Second, multivariate analysis 
of variance and repeated measures in general linear modeling were used for 
multivariate modeling and comparison. Third, multiple regression analysis was 
used to study how change in one variable was associated with change in another. 
Fourth, path analysis was used to study the presumed linear behavioral model. 
Study I used Maximum Likelihood with Direct Oblimin rotation as the method 
of extraction. This type of factor analysis was chosen to explore the work-life 
orientation domains derived from the integration of the Self-determination 
theory and the Theory of planned behavior. Based on the presumed attitude 
structure used in this study, and after consulting the scree plot, a three-factor 
solution was chosen. Study II concentrated on the influences on and predictors 
of the certainty regarding certainty of occupation and vocational education 
choice. In the first regression analysis variables were entered in Linear Multiple 
Regression Analysis as independent (predictor) variables to predict the influence 
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on the dependent (criterion) variable of certainty of occupation (Model 1). In the 
second analysis variables were entered as independent variables to predict the 
influence on vocational education choice (Model 2). Study III tested a path model 
for attitude, guidance and control in choice paths. In Study IV, the temporal 
stability of the measured attitudes, and the constructs of Studies I–III were 
subjected to Independent samples t-testing. Cohen’s d-values were calculated 
as indicators of the effect sizes (ES). See Table 5 for the pupils’ personal, social 
and information background factors used in the data analyses.

Table 5. Pupils’ personal, social and information background factors used in the data analyses.

Study Entry characteristics as background factors

Study I Attitudes Grade Gender
Mother’s education level
Father’s education level

Study II Independence Initiative
Self-guidance Discussion setting
Certainty regarding occupation
Image dependence Gender

Study III Independence Initiative
Self-guidance

Study IV Independence Self-direction Flexibility Time
Parents’ education level and proportions
Industrial structure
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The overall aim of this dissertation was to examine the effects of work-life 
orientation periods on pupil attitudes and attitude evolution. The dissertation 
consisted of four empirical studies, each of which focused on dimensions of pupil 
entry characteristics and person-based attitudes. Study I explored the attitudes 
as learned dispositions and changes in affective entry characteristics and the 
temporal stability of the latter. Study II probed pupil self- determination profiles 
of occupational and educational choices. Study III investigated a hypothetical 
descriptive behavioral model in relation to apprenticeship choice. Study IV 
investigated the effects of region and parents’ education on the efficacy of the 
work-life orientation periods. The alpha level of .05 was used in computing 
statistics.

5.1. Study I

Friberg, K. (2013b). An Educational-vocational intervention: Through 
a work-life orientation program in Finnish comprehensive schools. 
SAGE Open, 3, 1-12. doi: 10.1177/2158244013497720

In Study I the research question was: Does work-life orientation have the efficacy 
to change pupils’ behavioral, normative and control beliefs? A self-developed 
measuring instrument with person-based survey questionnaires was designed, 
piloted and validated to explore pupils’ attitudes, the objects of these attitudes 
and the changes their intensities. The psychometric test design followed a 
general application viewpoint. The test was determined by its use, in this case 
testing individual beliefs in a specific time- and locality-specified context. 
Stratifying variables were used in sampling. These variables defined typical 
school cases, thus average and normal school surroundings and homogeneous 
cases. The rationale behind using a self-developed measurement instrument was 
to provide an instrument deducted from the incorporation of theories to assess 
time-, target-, space- and location- specific control perceptions in the context 
of work-life orientation.

The Spearman-Brown prophecy formula was used during the design and 
piloting phase of the measuring instrument to predict full-test reliability. The 
self-developed instrument was administered twice to the same respondents, 
and so it is possible that differences in motivation and memory could have had 
some effect on the results (Rust & Golombok, 1999, 65). However, a three-year 
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time difference reduced these effects. The psychometric reliability of the test was 
that of internal consistency. Cronbach’s alpha of the scale was .70 for the items 
in Independence, .65 in Self-Direction, and .58 in Flexibility. The alpha value 
in Flexibility indicates that the three items of this construct do not represent 
very well this attitude domain.

Face, content and construct validity were addressed in the test design. First, 
items relevant to the work-life orientation period objectives were chosen. Second, 
self-awareness was promoted. Third, generating socially desirable answers 
was avoided. Piloting and item analysis were done. The test instrument was 
specifically designed for the case of work-life orientation, and it proved to be 
functional in this context. Self-determination, self-regulation, and intrinsic and 
extrinsic motivation were explored and examined for the purpose of recognizing 
and understanding the salient attitudes regarding education and occupation.

Factor analysis, using maximum likelihood and oblique rotation, was used to 
extract pupils ‘perceived behavioral guidance and control items of their choices 
in regard to further education and occupations (see e.g., Yzer, 2012, 101–117). 
Data reduction revealed three factor domains of independence, self-direction 
and flexibility.

Study I employed Null Hypothesis Statistical Testing (NHST). A two-tailed t- 
test was employed. One attribute in estimation thinking is the question how big 
an effect is rather than only on whether an effect exists or not (Cumming, 2012, 
9, 2014, 7-29). Effect sizes (ES) for independence, self-direction and flexibility 
were calculated using Cohen’s d value. The effect sizes were then compared 
with the respective effect sizes in Study IV. The effect serves as an index of the 
degree of departure from the null hypothesis (Cohen, 1988, 10). In interpreting 
the effects of the work-life orientation periods, I used Cohen’s relative reference 
value d = .20 as a small ES, d = .50 as a medium ES, and d = .80 as a large ES 
(Cohen 1988, 25–26). The test design in Study I was that of a repeated measure 
providing paired data and thus the paired design (Cumming, 2012, 291) was 
used in the calculations. Cohen’s ds are presented in Table 6.

Table 6. The work-life orientation period effect size on independence, self-direction and 
flexibility. Study I.

Time one  Time two

Cohen’s

Variable M N SD M SD DF t p d

Independence 3.65 648 .88 3.95 .90 647 6.2 < .01 .33

Self-direction 3.44 643 .74 3.45 .69 642 .13 .90 .01

Flexibility 2.38 646 .79 2.57 .68 645 2.3 .02 .26

Note. DF is degrees of freedom.
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After completion of the work-orientation intervention program no significant 
changes were detected in independence, self-direction and flexibility of the 
pupils. The development was towards somewhat stronger independence and 
flexibility among both genders as seen in graphic illustrations of Study I (Figures 
2 and 3). Findings in Study I tentatively supported the gender equality and 
equity promotion objectives of the program decreed in the National curriculum 
for basic education as boys gained the girls’ lead.

The efficacy of the work-life orientation periods in chancing the background 
factors of independence and flexibility was modest as shown by the effect sizes 
ranging from small to medium. The ES on self-direction was near zero. No 
evidence of significant efficacy of the work-life orientation periods on pupils’ 
independence interest, initiative showing, and self- guidance want was found 
in this study.

5.2. Study II

Friberg, K. (2013a). Loci of causality and orientation in 
occupational and educational choices. SAGE Open, 3, 1-8. doi: 
10.1177/2158244013491947

A pupil self-determination profile of occupational and educational choices in the 
form of patterns of causality and orientation as guiding and controlling entities 
was examined in Study II. In Study II the research question was: What factors 
influence and predict the certainty in educational and vocational choice: Are 
there media effects?

Two regression models, influence on certainty regarding occupation (locus of 
control) and influence on vocational educational choice, proved to be statistically 
significant. The variables used in the models were correlated. The two attributes 
of self-direction, independence and initiative, were found to predict certainty 
regarding occupation. Pupils who expressed stronger personal evaluations of 
these attributes were more certain of their potential occupation. The more the 
respondents were certain of their occupational choice, the more they expressed 
vocational school orientation. When pupils discussed their choices less at home, 
they had a weaker vocational school orientation. The data in original Study II 
provided evidence of the existence of a conative behavioral pattern in which 
home discussions seemed to strengthen both the pupils’ certainty regarding 
occupation and orientation to vocational secondary education. It is possible that 
pupils used home discussions to test their already clear occupational choices and 
vocational school orientation. General secondary education provides a path for 
those pupils whose orientation is not so clear. Exact reasons behind this conative 
pattern were out of the scope of this study and need further study. The combined 
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impact of home and guidance counseling helps the pupils to cope with external 
negative media image of occupations.

A dummy variable for gender was created for regression in SPSS. Respondents’ 
gender proved to be a slightly significant predictor in Model 1 and a non-significant 
predictor in Model 2. The means for both genders’ measured orientation to 
vocational education did not show statistically significant differences. The choice 
pattern was gender neutral in this data at the end of the ninth grade. Study II 
revealed predictive variables in correlation with certainty regarding educational 
and vocational choice. However, regressing attitudes on individual beliefs is 
complicated (see e.g., Ajzen & Fishbein, 2008, 2232–2235), and the effects of 
background variables are not always completely mediated by attitudes (Bleakley 
& Hennessy, 2012, 38).

5.3. Study III

Friberg, K. (2014) Apprenticeship orientation as planned behavior in 
educational choices: a path model of antecedent beliefs. Empirical 
Research in Vocational Education and Training 2014 6:7. doi: 10.1186/
s40461-014-0007-z

In Study III the research question was: Do pupils’ beliefs link and correlate 
with their orientation to apprenticeship choice? It looked into antecedent 
pupil behavioral models through subjective perceived control beliefs using the 
Integrative model of behavioral change and prediction (IM). See Bleakley and 
Hennessy, 2012, 28–41 for this model. Path analysis provided a statistical tool 
for the empirical analysis of behavioral change and prediction (Hennessy & 
Greenberg, 1999; Short & Hennessy, 1994). Attributes of self-regulatory systems 
in belief formation and affective evaluation were studied in the context of an 
educational path. A belief-based measure of attitude was obtained as the overall 
attitude toward apprenticeship as a choice of further training and continued 
education. Beliefs underlying attitudinal, normative and self-efficacy measures 
were included in the analysis model, which made it necessary to include both 
causal and effect indicators. For the distinction between causal and effect 
indicators see Hennessy, Bleakley and Fishbein, 2012, 42–46.

The results of this study indicated that pupil’ subjective beliefs of initiative, 
independence and self-guidance varied with intermediating intention, part-
time job willingness and choice of target apprenticeship. The subjective beliefs 
acted as causal (formative) indicators that defined the latent construct. The data 
supported the assumed linear behavioral model, linking self-direction, part-
time job willingness and apprenticeship choice. The results of the Path analysis 
indicate that part-time job willingness served as a mediating variable and was 
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linked to apprenticeship willingness. Perceived independence and self- guidance 
evaluations varied statistically significantly with part-time job willingness. It is 
apparent that pupils who value independence do not show strong interest in part-
time jobs. Showing initiative and part-time job willingness were not linked in a 
statistically significant way. The relationship between part-time job willingness 
and apprenticeship choice was in turn positive and statistically significant. 
The desire for self-guidance had a significant, direct positive correlation with 
apprenticeship.

5.4. Study IV

Friberg, K. (2020). Efficacy of Work-life Orientation: 
Region and Parents’ Education as Background Factors. doi: 
10.117/2158244020972364

Study IV was conducted and included in this dissertation to see whether the 
results of Studies I and Study IV were convergent, and whether the mean 
differences in different regions of Finland were similar. In Study IV the research 
question was: Does the regional implementation of work-life orientation periods 
affect their outcomes: Do differences in the education levels of the pupils’ parents 
correlate with the outcomes?

Parents’ socio-economic status has been shown to play an important role in 
school transitions and was thus used in Study IV (see e.g., Anderson, Jacobs, 
Schramm, Splittgerber, 2000). The results were used to assess the overall and 
regional generalizability of the findings of Study I. The questionnaires used in 
original Study I were modified for Study IV accordingly (see Appendices C and 
D).

This study followed the general format of Study I, with the exception that 
it was not a follow-up study, so the respondents in the Time I and Time II 
observations were not the same pupils. Consequently, I did not use a longitudinal 
study design. This design made it possible to study two samples, one before 
the work-life orientation periods and the other after them, but with different 
respondents. Again, two surveys were carried out: The first before Group 2 had 
participated in the one-week work experience period (Time 1), and the second 
(Time 2) after Group 3 had finished the period.

The test design for Study IV was that for two pupil groups independent of 
each other. The assumption of normality was tested, and the data fulfilled the 
requirements for t- test. Skewness, kurtosis, histograms, and the normal Q-Q 
plots of the data were examined. Skewness and kurtosis were not significant. An 
independent samples t-test was conducted to evaluate whether independence, 
self-direction, and the flexibility of the two groups differed significantly. The test 
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was statistically significant for independence and flexibility t (477) = -3.43, p < 
.01, t (477) = -2.13, p < .05, but not significant for self-direction t (477) = -.82, 
p > .05. For the direction of the changes see Figure 4.
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Figure 4. Direction and size of change in independence, self-direction and flexibility.

For the effect size estimation of the work-life orientation periods and for the 
comparison with the evidence of Study I, Cohen’s ds were calculated. The design 
of Study IV was the two-independent-groups design, so this (Cumming, 2012, 
288) was used in calculations. The work-life orientation periods had a small to 
medium effect on independence and flexibility, and a near zero effect on self-
direction. Table 7 presents Cohen’s ds.
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Table 7. Work-life orientation period effect size on independence, self-direction and flexibility. 
Study IV.

Time one Time two

Cohen's

Variable M N SD M N SD DF t p d

Independence 3.85 236 .85 4.12 253 .87 487 3.5  <.01 .31

Self-direction 3.19 236 .67 3.24 253 .65 487 .84 .40 .08

Flexibility 2.48 236 .86 2.64 253 .75 487 2.2 .03 .20

Note. DF is degrees of freedom.

A second independent samples test using an alpha level of .05 was conducted 
to evaluate whether the independence, flexibility and self-direction of the two 
genders differed statistically significantly after the work-life orientation periods, 
and to compare the results with the results in Study I. The test was not statistically 
significant for independence, flexibility and self-direction t (239) = .45, p > .05, t 
(239) = - 1.30, p > .05 and t (222) = -.46, p > .05. The 95% confidence intervals 
for the variables were from -.18 to .28; -.32 to .07 and -.21 to .13, respectively. An 
examination of the variable means of the samples indicated slight development 
in independence and flexibility. There was no indication of similar change in 
self-direction. There was also no indication of significant differences between 
the two genders after the work-life orientation periods. See Figure 5.
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Figure 5. Change in independence, self-direction and flexibility among girls and boys.

The results of Studies I and IV have the same direction and the mean differences 
in the two studies are similar. These two studies reinforce each other, and the 
results are consistent. The results provide evidence of some development towards 
stronger independence and flexibility, but self-direction remained unchanged. 
The consistency of the ES of work-life orientation periods on independence, 
flexibility and self-direction in Studies I and IV reinforce the validity of the 
evidence (see Tables 6 and 7).

In the fourth research question it was asked if the implementation of work-
life orientation periods had different effects in different school environments 
in Finland, and if the differences between the education levels of the parents 
correlated with the efficacy of the work-life orientation periods. Study IV showed 
no notable regional differences in the variance of the pupils’ attitudes, although 
the social environments differed considerably with regard to industrial structure 
(see Table 3a). In addition, the statistically significant proportional differences 
between the parents’ educational levels did not correlate with the efficacy of the 
work-life orientation periods (see Table 3c).
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5.5. Pupils’ assessments of the impact of the work-life 
orientation periods

of the areas in which the schools were located. Agriculture, forestry, hunting and 

Salo and Keminmaa, and services dominated in Helsinki. The level of education 

factors.

This indicates a minimal loss of answers. The respondents were asked to assess 

and occupational choice. The respondents’ answers formed a similar pattern in 

 

Note. Range of answers was in all cases 1.0 to 5.0.  
Impact assessment on educational choice in Study I. 
Impact assessment on occupational choice in Study I. 
Impact assessment on educational choice in Study IV. 
Impact assessment on occupational choice in Study IV.  
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Figure 6. Pupils’ assessments of the work-life orientation period effects in Studies I and IV.
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The frequency distributions of the answers between the two studies did not differ 
significantly for educational or vocational choice impacts, ꭓ2 (4, N = 893) = 3.70, 
p = .45; (4, N = 890) = 2.70, p = .61. Regardless of the differences between pupils’ 
background factors and the five-year time interval between the two studies, the 
impact strength frequencies and distributions were similar in Studies I and IV.

Pupils’ assessments of the impact of the work-life orientation periods, in other 
words the efficacy of the periods to bring about changes in their educational and 
occupational choices, are alarming. Pupils’ appraisals indicate a need to improve 
the execution of the work-life orientation periods. 

5.6. Pupils’ reasoning for choosing ‘no impact’ or 
‘significant impact’

In Studies I and IV, pupils were asked to provide the reasoning for their 
assessment of the impact of the work-life orientation period on their occupational 
choice. The opposite poles of the scale were no impact and significant impact. 
The typical response in the no impact on educational choice category was: “I 
am going to high school.” The two typical types of respondents in the no impact 
on occupational choice category were:

1) Pupils who already knew what they wanted and for whom the work-
experience periods placements did not change this (goal choice):

 “Olen jo kauan tiennyt mihin ammattiin haluan [I have known for a 
long time what occupation I want to have (transl.)]”

2) Pupils who had work-experience period placements that did not 
interest them (mismatch)

 
“Olin sellaisella alalla TET:ssä, joka ei kiinnosta minua yhtään [My 

work experience placement was in a field that does not interest me 
at all (transl.)].”

Two typical types of respondents in the significant impact category were:
1) Pupils who became interested in an occupation (interest):

 “Tet-jakso herätti mielenkiintoni ammattiin. [My work-experience 
placement aroused my interest in an occupation (transl.)]”



66

Overviews of the original studies

2) Pupils whose occupation orientation was supported by the work 
experience placement (goal choice):

 
 “TET vaikutti melko suurelta osalta valintoihini ja se antoi lisä 

varmuutta, että ammatti jossa työskentelin olisi minulle se juuri 
oikea valinta. [My work experience placement affected on my 
choices pretty much and it assured me that the occupation I worked 
in was the right choice (transl.)].”

In Studies I and IV, 72 and 26 respondents, respectively, provided reasoning for 
the no impact on occupational choice. In Studies I and IV, 22 and 5 respondents, 
respectively, provided reasoning for the significant impact on occupational 
choice. Choosing high school (general secondary education) seems to be a natural 
educational path for those who have no clear picture of their future occupation. 
Answers in the no impact category drew a picture of a pupil type with a strong 
set of belief-related perceptions and the deliberate formation of their intentions 
(cf. Figure 3). Work-life orientation periods made information available through 
experience and knowledge. In the significant impact this function was prevalent.
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The central goal of this dissertation was to assess the efficacy of the work-life 
orientation periods through investigating changes in pupils’ attitudes towards 
choices for education and occupations. The choices are arrived at through 
individual guidance and control that the pupils exercise during work-life 
orientation. The attitudes coexist with what pupils know about the subjects in the 
work-life orientation periods, what guides them in their decisions and how they 
intend to behave. Pupils’ attitudes are immersed in personal choice capabilities 
and metacognition. The attitudes affect the choices we make. Pupils’ interest 
in occupational independence, initiative and freedom proved to be resilient. 
The work-life orientation period had a small-scale impact on self-direction. It 
is noteworthy that neither different social environments of the schools nor the 
parents’ education did affect changes. These background factors generally play 
an important role in educational outcomes.

The effects of the work-life orientation periods emerged as changes in pupils’ 
independence. That is the extent to which pupils paid attention to peers’ opinions 
and choices. Increased flexibility made pupils more open to flexible timetables in 
regard to work scheduling and to reward expectations in other form than good 
wages. Independence and flexibility grew among both the girls and the boys. 
The boys gained the girls’ initial lead. Thus the implementation of the work-life 
orientation programs promoted one of the goals of work-life orientation periods, 
the promotion of gender equality.

The certainty of occupation choice correlated with independence and 
initiative. Pupils who communicated stronger independence and initiative were 
more certain of their potential occupation. The pupils who were more certain 
of their occupational choice favored vocational education. The means for both 
genders’ orientation to vocational education showed no statistically significant 
differences.

Homes have a role in pupils’ attitudes. Home discussions played a role 
in vocational education and occupation choice. Home discussions seemed to 
strengthen both the pupils’ certainty regarding occupation and orientation 
to vocational secondary education. Pupils’ beliefs related to negative media 
coverage of occupations did not correlate with vocational school choice. An item 
concerning a negative media bias was chosen for the survey in order to see if 
negative public media exposure would show in pupils’ attitudes.

On one hand, approximately half of the ninth grade pupils voiced that the 
work-life orientation periods had no impact on their choices of future education 
or occupation. Pupils in this group expressed that they already knew their target 
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school to be high school, knew their aspired occupation, or their work-experience 
placements did not interest them. In their cases work-life orientation periods did 
not change their goal or they faced a mismatch between their hoped placements 
and the actual placements during work-experience periods.

On the other hand, the portion of pupils who articulated that the work-life 
orientation period had had a significant impact wrote that it had aroused interest 
in an occupation or had supported their earlier goals. Work-life orientation 
periods had given them information and experiences.

The experiences during the work-life orientation periods contribute to 
pupils’ decisions. They are partially the determinants of the pupils’ choices. 
Earlier experiences are not merely important, but are primary in determining 
subsequent behavioral development (Baltes & al, 1980, 94). The attitudes behind 
choices have strengths and direction. The attitudes vary between individuals 
and can be flexible. The findings of this dissertation reflect directionality, inter-
individual variability, and plasticity as noted by e.g., Baltes & Willis, 1979a; 
Brim & Kagan, 1980; Labouvie-Vief & Chandler, 1978; Lerner & Ryff, 1978; 
Neugarten, 1969.

6.1. Attitude domains

Three attitude domains related to pupils’ self-determination, self-regulation, 
and intrinsic and extrinsic motivation emerged in Study I. The three were: 
Independence, Self-Direction, and Flexibility. They are elements of attitude 
(Friberg, 2013b).

The growth of independence and flexibility (see Study I) signified efficacy 
impacts of the work-life orientation periods. The work-life orientation periods 
did not induce changes in self-direction (see Studies I and IV). Assessing how, 
and in which direction, individual pupil attitudes change during work-life 
orientation periods is important. With the help of attitude assessments pupils’ 
attitude structures become a part of work-life orientation periods.. Enhancing 
self-direction could lead to an increase in the efficacy of work-life orientation 
in changing attitudes in the desired direction.

Individual patterns in pupils’ attitudinal domains emerged. Person-centered 
patterns focus on the ways in which behavior, emotion, and cognition develop 
as coordinated engagement-related processes in some individuals, but as more 
disconnected aspects of engagement in others (Eccles & Wang, 2013, 136). 
This made measuring and interpreting the efficacy of the work-life orientation 
periods a complex task. The complexity had issues which inevitably included 
multiple perspectives, multiple methods, and multiple levels (Eccles & Wang, 
2013, 137). Due to the complexity of efficacy measurement an interpretation that 
the detected changes in independence and flexibility partially reflect age-related 
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variables in the three-year period is possible. Interesting is, however, that no 
changes took place in self-direction during the same three-year period. The 
consistency of the results and their convergent validity confirmed the changes 
in independence and flexibility, and the stability of self-direction. 

6.2. Guidance and control

Attitudes are forces of guidance and control affecting choices. Guiding and 
controlling variables reveal how individuals intend to act. Attitudes influence 
and predict the pupils’ certainty of future education and vocation (see Study II). 
Gender, the role of homes and the media coverage have their roles in guidance 
and control.

Independence and initiative correlated with and predicted certainty regarding 
occupation (Friberg, 2013a). Pupils who expressed stronger personal evaluations 
of independence and initiative were more certain of their potential occupation. 
Independence and initiative, as attributes of self-direction, act as guiding and 
controlling entities.

In Study II, gender predicted slightly the certainty of occupation, but it did 
not predict vocational school choice. Girls’ and boys’ orientation to vocational 
school did not differ. The choice pattern was gender neutral at the end of the 
ninth school year.

Certainty regarding occupation and discussing these issues at home predicted 
vocational educational choice (Friberg, 2013a). Homes proved to be places where 
the valued others were present. This coincides with Rice’s (1997) home support 
structures: level of parental interest, parental supplementation of the learning 
process, and the degree to which parents talk with their children about school. 
We have the tendency of autonomy in the willingness to engage in a behavior 
but not to act without reference to or support from a valued other. For autonomy 
vs. independence, see Ryan, 1993; Ryan & Lynch, 1989. When pupils discussed 
their choices less at home, their orientation to vocational education weakened.

The more certain the respondents were of their occupational choice, the 
more they expressed their secondary education orientation to be vocational. 
These pupils had visions of occupations and of the form of education leading to 
the aspired goals. I interpret this to represent the pupils’ beliefs regarding how 
useful the task would be for fulfilling one’s short- and long-term goals regarding 
further education and occupation (see Eccles & Wang, 2013).

During the content validity phase of this research project some of the 
interviewees had voiced that they saw media coverage to have impacts on pupils’ 
choices. Negative media exposure did not correlate with vocational educational 
choice (Friberg, 2013a). Attitudes in this regard are soundly embedded. The 
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impact of home further helps the pupils to cope with external negative media 
image of occupations.

6.3. Choice paths

Pupils’ background factors and the changes in pupil affective entry characters 
were examined in Study I, and in Study II guiding and controlling variables were 
approached as loci of causality and orientation. Study III, for its part, concentrated 
on the effects of self- direction on apprenticeship choice. It examined how self-
direction was linked with apprenticeship choice through an endogenous variable 
part-time job willingness. This was to determine whether a linear behavioral 
model would exist as a function of self-direction, intermediating intention 
element part-time job willingness, and the target, the choice of apprenticeship. 
Self-direction was tested in a linear behavioral model as presented in Figure 7. 
For a more detailed analysis of the model and its descriptions see Friberg, 2014.
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Figure 7. Tested conceptual path model (based on Ajzen 1991).

Pupils’ beliefs about initiative, independence and self-guidance varied with 
part- time job willingness (Friberg, 2014). Part-time job willingness served 
as a mediating variable and was linked with apprenticeship choice (Friberg, 
2014). Weaker attention paid to peers’ opinions and choices, openness to flexible 
timetables in regard to work scheduling, and a want to a job without specific 
instructions increases the tendency to apprenticeship choice.

The linkage shown in Study III provided evidence of the predictive power of 
the model in regard to apprentice choice. The findings were concurrent with the 
Causality orientation theory (see Reeve, 2013, 20-22). A person’s autonomous, 
controlled and impersonal causality orientations regulate behavior, orient 
towards control, and relate to amotivation and lack of intentional action (Reeve, 
2013, 21). The path model explicated that these orientations can also relate 
positive intentional action. Aspects of personality are broadly integral to the 
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regulation of behavior and experience and represent self-determination (Reeve, 
2013, 21).

Attitudes mirror conations, behavioral intentions. Work-life orientation 
period involves the three types of pupil engagement, behavioral, cognitive and 
emotional (see Betts, 2013). The linear model tested in Study III measured 
specific aspects of attitude relating to future aspirations for apprenticeship 
choice.

6.4. Region and parents’ education

Bempechat and Shernoff, (2013, 315) remark how a pupil is situated at the center 
of increasingly interconnected spheres, from family and school to community. 
The work-life orientation periods form one of these spheres.

As seen in Study IV no notable regional differences surfaced even though the 
social environments differed considerably with regard to industrial structures 
of the studies school locations. Neither did the parents’ education impact the 
effects of the work-life orientation periods. Self-direction surfaced again as the 
most resilient attitude. The work-life orientation periods had a near zero effect 
on self-direction (Friberg, 2020).

6.5. Pedagogical considerations

When ensuring the effectiveness of the work-life orientation periods, and making 
the desired changes to happen according to the learning aims of the basic 
education curricula, there is a need for the examination of the interventions 
used in the program. Interventions are attempts at alteration which should be 
planned and optimized to the purpose (see e.g., Baltes & Danish, 1980). The 
experiences of the work-life orientation periods have to develop a pupil’s sense 
of self.

The importance of pupils’ knowledge as regards their cognition, the control 
of their cognition in learning, and the learning situation has been recognized 
in the past research (Bransford, Brown, and Cocking, 1999; Sternberg, 1985; 
Zimmerman & Schunk, 1997, Candy, 1991).   Pupils’ self-reflective capabilities and 
metacognitive capabilities are relevant for the success of the work-life orientation 
periods. Developing pupils’ metacognition has been emphasized in the Finnish 
core curriculum, too (Niemi, 2016, 152). Pupils should be made aware of their 
metacognitive activity, so that they can use this knowledge to adapt the ways in 
which they think and operate (see Kratwohl, 2002). Metacognitive awareness is 
needed when pupils plan, monitor and regulate actions that lead them towards 
their learning goals (Panaoura, 2009, 224). Critical thinking and metacognition 
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also correlate with a higher order thinking process (Arsian, 2015). The aim of 
critical thinking is to criticize information to make meaningful decisions by 
defining, summarizing, retrieving, analyzing and synthesizing the information 
(Arsian, 2015).

Guidance counseling is a key factor in the efficacy of the work-life orientation 
periods. Guidance counsellors are key persons in bringing pupils, homes and 
work-places together and to work together. Guidance counseling provides 
an opportunity to decrease the possibility of a mismatch between the pupils 
‘aspirations and actual opportunities of the work-experience periods. It serves 
the purpose of individualizing teaching and learning processes which has been 
emphasized in research (Hiemstra, 1988a; Hiemstra & Sisco, 1990; Rogers, 1961, 
1983; Maslow, 1970).

The contents and organization of guidance counseling in relation to work-
life orientation periods are challenged in many ways in present day schools. 
The schools have had to react to changing societies and have had to face new 
challenges. With the aid of emphasizing metacognitive learning and further 
strengthening school- home interactions, the efficacy of work-life orientation 
period could be improved. I reason that the enhancing of pupils’ metacognitive 
skills aids career guidance tasks during the work-life orientation periods.

The actions that balance the internal characteristics of the learner with those 
of the teaching-learning transaction contribute to Self-direction (Brockett & 
Hiemstra, 1991; Song & Hill, 2007). Persons involved in work-life orientation 
periods should have knowledge and understanding of learner personality 
types and learning types to aid growth of self-direction in learning, and to 
improve the efficacy of the instructional methods. In general, self-directed 
learning is facilitated through teaching inquiry skills, decision-making and 
personal development, and helping to develop positive attitudes and feelings of 
independence relative to learning (Lowry, 1989). 

The effects of the work-life orientation periods were found as the growth 
of pupils’ independence and flexibility. However, no changes were seen in self-
direction which challenges the work-life orientation periods in this attitude area.

Workplaces that succeed in providing pupils with opportunities to learn by 
doing support the efficacy of the work-life orientation periods. On one hand, 
these experiences in workplaces may strengthen the pupils’ positive orientations 
toward further education and occupations, and on the other hand, they may 
provide reasons and initiative to abandon their earlier orientation plans.

Self-guidance, attributes of self-determination and self-efficacy were partially 
determinants in planned behavior. The results of Study III indicated that 
pupil’ subjective beliefs of initiative, independence and self-guidance varied 
with intermediating intention, part-time job willingness, and choice of target 
apprenticeship. Facilitating and promoting learners’ control of self-determination 
and self-efficacy during a transitional phase, a work- life orientation period, 



73

Discussion

is essential in developing work-life orientation. A transitional phase is a time 
for learning and adjustment in the setting of long-term goals and personal 
aspirations (Crone & Dahl, 2012, 636).

The relevance of pedagogical interventions in helping pupils learn how to 
monitor, control and evaluate their own beliefs is evident. Self-knowledge is 
a facilitator in learning, and awareness of one’s own cognition and thinking 
enables individuals to be more adaptive to different tasks (Pintrich, 2002).

If work-life orientation periods were in use general upper secondary schools, 
this could open new possibilities for secondary school pupils to individualize 
their study paths. This proposal follows the suggestion of individualization in 
the National Core Curriculum for general Upper Secondary Education (2019). 
Programs designed to teach thinking skills, learning skills and high-order 
cognitive skills incorporate 1) shared intellectual work and accomplishment of 
tasks, 2) aspects of apprenticeship such as pupil observation and commentary, 
and 3) provision of a basis in particular bodies of knowledge than general 
abilities (Ainley, 1996, 3). I argue that learning experiences and increased 
metacognition during the work-life orientation period could make pupils choose 
new or extra subject matter courses that support their orientations. The work- life 
orientation periods would provide the pupils opportunities for shared cognition 
and applications of contextualized reasoning which are lesser found in school 
learning (Resnick, 1987).

Self-direction and orientation assessments could be used for building 
predictive models based on the pupils’ background factors to map, direct and 
support individual choice paths. The results of self-direction assessments 
could even predict achievement in tertiary education (see e.g., Hailikari, 2009; 
Honkanen, 2011).

The questions that every educator who is involved with work-life orientation 
should ask are: 1) How can I promote my pupils’ self-, educational, and 
occupational awareness? 2) How can I foster my pupils’ metacognition? 3) How 
do I ensure the match between pupils preference and work-experience period 
placement? 4) How do I collect feedback from the participants, and how do I 
use it to improve the efficacy of the work-life orientation periods?

6.6. Conclusions and recommendations for future research

The core goals of the work-life orientation periods have remained the same in 
Finland during the past three decades. This has given the program stability and 
it is well embedded in the school system. However, the efficacy of the program 
to bring about change in pupils’ attitudes has not been researched in Finnish 
elementary education recently. The absolute majority of the pupils in this study 
saw the effects of the work-lie orientation periods as small or nonexistent. The 
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simultaneous placement of pupils and their arrival at workplaces is a resource- 
heavy process for all the parties in the work-life orientation program. In this kind 
of a situation the quality of the placements has been found to vary (Holman, 2014, 
26). These findings make it plausible that there exists a need to make changes 
in the implementation of the work-life orientation program.

This dissertation covers a time span from 2007 to 2020, starting from the 
prestudy, till the publication of the fourth research article. The study clarifies 
work-life orientation as an intervention program: First, it communicates 
background factors of the involved pupils, and second, reveals pupils’ attitude 
development during the school years 2008 and 2010, and during the school 
year 2013.

The Self-determination theory, the Theory of planned behavior, the 
Expectance- value theory with their derivates and concepts have interested 
researchers during and after the period researched in this study. This interest 
has been and remains strong as regards initiative, self-determination, general 
causality orientation, and expectancy value (Reeve et al. (2021); Vallerand, 
Pelletier and Koestner (2008); Hagger & Hamilton, 2020; Shang, Moss and Chen 
(2022). Reeve (2021, p. 1) explains the importance of pupils taking initiative to 
enhance the environmental conditions and interpersonal relationships under 
which one strives, develops, and performs. Vallerand & al. (2008, p. 257) 
illuminate the balancing of experiencing feelings of competence, autonomy, 
and relatedness in the context of self-determination. According to Hagger & 
Hamilton (2021, p. 710) research applying self-determination theory has tended 
to focus on the forms of motivation and environmental eventualities more 
than in individual differences in the types of motivation specified in causality 
orientations theory , a sub-theory of self-determination theory. The Expectancy-
value theory is seen one of the major motivation theories dealing with students’ 
expectancy beliefs and their subjective judgements of the value of the content 
they are learning (Shang & al., 2022, p. 1). 

 Life in schools and outside their boundaries is turbulent and challenging. 
The Pandemic has influenced the challenges school counselors meet in 2022. 
Counselors have increased responsibilities related to the well-being of the 
pupils, follow-up of pupils, dealing with equity, equality and diversity of pupils 
and families. This means that pastoral care (see p.23) takes more time and 
resources. Resources given to counseling are limited. It is not an easy task to find 
placements for the pupils although situations differ regionally due to differences 
in economic structure of the areas. These factors affect the implementation of the 
work-life orientation periods and its efficacy as external factors in schools today.

The 2020 national assessment (see The Finnish Education Evaluation Centre 
(FINEEC), 2020) approaches pupils’ and students’ study paths and counseling 
during the transition period from basic education to the secondary level. It is 
pointed out in the report on page 14 that work-life orientation and its work-life 
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orientation periods must be developed methodologically so that they better serve 
pupils in planning and decision making as regards further studies and career 
selection. In the 2019 evaluation focusing on the assessment of learning and 
competence in basic education it is recommended that in terms of developing 
assessment practices more attention should be paid to 1) versatile interactive 
assessment methods guiding the learning process, 2) guidance supporting 
future learning, and 3) guidance in self-evaluation skills (see Atjonen & al., 
2019). The findings of this dissertation run parallel with the findings in these 
reports. However, the surveyed period 2008-2013 of the four studies and the 
time between it and this dissertation should be considered when generalizing 
the findings at the present time. The reported respondent losses and the number 
of the respondents reduce the generalizability, too. The use of the self-developed 
survey can be seen as a limitation to the generalizability of this study. It is a new 
instrument in assessing pupils’ attitudes which contributes to the assessment 
of the work-life orientation periods.

As substantiated in this research, attitudes and behavior are linked, and 
pupils are active agents in future oriented learning. Their backgrounds and 
attitudes must be considered in the implementation of the work-life orientation 
periods. I maintain that new knowledge and understanding of effect indicators in 
pupils’ personal choice capabilities and orientation improves the efficacy of work-
life orientation periods providing answers to the five educators’ questions when 
they guide and support pupils. Promoting awareness, fostering metacognition, 
avoiding mismatch, and increasing efficacy cannot merely be built on cognition. 
Pupils need tools with which they can monitor and regulate their behavior and 
their attitudes within the work-life orientation periods.

Noted by Baltes & al. (1980), psychometric intelligence, referring to cognitive 
behavior, as indexed by test-based measurement of abilities, has had a sound 
tradition represented by the work of Spearman, Thurstone, Cattell and Guildford, 
and has captured early interest (Hollingworth, 1927; Sanford, 1902). In this 
research project it was possible to infer pupils’ attitudes and their changes 
with a survey designed for this purpose. It offered a method to assess attitude 
correlation, and the direction of change and its intensity. The approach covered 
aspects of control and choice processes in work-life orientation that have not 
been accounted for earlier in this context. However, further research is needed 
to improve the reliability and validity of the studies, and the survey used. The 
reliability, Cronbach’s alpha (internal consistency) of the scale was .70 for the 
items in Independence, .65 in Self- Direction, and .58 in Flexibility as noted in 
Study I. More items could be added to the scale. Pearson correlations (two-tailed) 
of the variables were significant at the .01 level for the respective three factors. 
In interpreting the effects of work-life orientation periods Cohen’s relative 
reference value d = .20 as a small effect size, d = .50 as a medium effect size, 
and d = .80 as a large effect size were used. In comparison of the effects of 
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work-life orientation periods in Studies I and IV, a small to medium effect on 
the changes in independence and flexibility was found. The minimum of .70 of 
internal consistency reliability (Kline, 2000, 13) was reached.

Independence, flexibility, self-direction, certainty of occupation choice, and 
target for further education were present in pupils’ reflections. Reasoned actions 
involve control of orientation and choices and its certainty. I hope this conclusion 
to contribute further to research on the reasoned action parameters on a per-
individual level in work-life orientation periods. In pupil interviews their salient 
beliefs/consequences they associate with their choices could be elicited as in 
the idiographic approach of the reasoned action modeling (Jaccard, 2012, 70). 
Reasoned action parameters are theoretical elements in work-life orientation. 
Tailoring theoretical elements in reasoned actions has proven to be effective in 
changing theoretical mediators (Curtis, 2012, 136).

Attitudes have predictive values as shown through path-analysis. The path 
model in path analysis revealed a linear relationship between attitude and its 
objects. Attitude (an effect indicator) could be modeled as a linear function 
of an unobserved theoretical construct, explaining the observed covariation 
between the items, and defining the underlying beliefs regarding apprenticeship 
orientation.

Individual differences in learning-skills and the development of metacognition 
become stronger during basic education as noted Lehtinen & al. (1989), and 
readiness for self-direction can be a characteristic that is transferred from 
lower basic education to upper basic education as observed by Mäkinen (1998). 
The findings of this research emphasize the power and value of pupil-centered 
approaches in locating intrapersonal motivational structures in relation to 
choices regarding further education and occupation. I argue that the awareness 
of individual attitudes is of great importance to the efficacy of the work-life 
orientation periods. Knowing the attitudes is the first step if we strive to change 
them.

Discussions concerning self-direction can play a central role in counselor – 
pupil interactions. Overall, the consultative role of guidance counseling talks 
between the pupils and the counselor should be further increased. This 
platform provides opportunities for enhancing pupils’ metacognitive skills and 
directing their choices via the support of professional educators. There exists a 
need for improving guidance counseling in the domain of generic transferable 
aptitude and dexterity as noted by Hautamäki et al. (2012). Discussions at home 
contribute to pupils’ certainty regarding both occupation choice and orientation 
to vocational school. Supportive homes offer a place where pupils express their 
ideas and aspirations and test them with supportive adults. The findings help 
evidence-based, data- driven decision-making in schools. I propose that guidance 
counseling in schools is steered  towards an even stronger individual consultative 
role in addressing pupils’ choices regarding future education and occupation. 
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This proposal calls attention to the goals of the National core curriculum for 
basic education amendment in 2021. Personal guidance has been shown to tailor 
advice to individual needs, direct pupils towards the information sources of 
most use to them, and the actions most relevant to them, and can give impartial 
advice that has only the pupils’ interests at heart (Holman, 2014, 30).

The assignment of pupils to workplaces could be done in sessions in which 
pupils receive support and trained help from educators. These sessions should 
also include potential employers who could make work-life experience available. 
The approach would decrease the possibilities of mismatch between pupil 
aspirations and work-place realities. Affecting perceived behavioral control, 
which is based on personal experience, may require actual behavioral rehearsal 
as an intervention part (Yzer, 2012, 104). However, the large number of pupils 
to be placed restrains time consuming practices considerably, and situations in 
different schools differ as comes to the number and type of available placement 
positions. 

It should be of concern to educators and educational administration that 
approximately half of the ninth grade pupils voiced that the work-life orientation 
periods had little or no impact on their choices regarding future education or 
occupation. This finding opens a window into two crucial questions as regards 
the efficacy of the work-life orientation periods: 1) does the program cement 
pupils’ already existing background factors leading to beliefs and to intention 
(see Figure 3), and 2) are the limited resources allocated to guidance counseling 
used efficiently? The work-life orientation periods are glimpses into working life 
through the means and resources of formal education. Work placements should 
be based on awareness of person-based characteristics which help educators 
direct their attention towards individual pupils and towards the desired 
outcomes of work-life orientation programs. This should improve the efficacy 
of the educational-vocational intervention as regards the knowledge, attitude 
and skills needed for setting life goals. 

Guidance and counseling should promote the productivity and effectiveness 
of education as stated in the present National core curriculum for basic education 
and promote the meaningfulness of learning. The pupils’ experiences, feelings, 
areas of interests lay the foundation for learning (The National core curriculum 
for basic education, 2016). I propose a new approach to the present work-life 
orientation program implementation. Instead of the traditional one or two-
week placement used in Finland and in England (see Holman, 2014, 26) I see 
that there is a time and place for a more flexible arrangement. Following an 
attitude assessment and individual guidance counseling, a pupil should have 
available a media or persons with which to consult and have expert knowledge 
and expertise advice on his or her target goals of further education and 
occupations. This could be arranged in the form of a real-life or digital ‘mentor 
bank’. Present communication technologies provide many possibilities for this 
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kind of schoolwork which removes the limitations of an expert in a certain field 
to reach a large number of pupils, and vice versa. 

The suggestions made here contain no ethical dilemmas concerning their 
possible implementation in education. The use of the recommendations made 
for improving the efficacy of work-life orientation, including mapping pupils’ 
self-direction and orientation profiles, pose no ethical problems when used as 
tools for enhancing and supporting pupils’ self-awareness. The needs and goals 
of the education system and the employers have to be balanced keeping the 
pupils’ pursuits and well-being in the center of the activities.

 Steps must also be taken to guarantee safety of the data as regards pupil’ 
attitudes. The three main safety measures 1) confidentiality, 2) integrity and 
3) usability must be considered. The data is confidential and the rights to use, 
analyze and relay the data shall not be compromised or offended. The safety of 
the data storage is to be ensured. Pupils, homes, and school personnel must, 
furthermore, be aware of the ever-present dangers of limiting equal opportunity 
and “predetermined” choices regarding further education and opportunities. 

A central finding of this study was the durability of self-direction. Self-
direction reflects 1) the level of occupational supervision contra independent 
working, 2) hopes for sticking with familiar methods and following routines 
contra showing initiative, 3) and expectations for detailed work instructions 
contra working without specific instructions. It is easy to recognize that in 
independent working, initiative, and capabilities to work without specific 
instructions are valued in today’s work- life requirements and environments. In 
the future these abilities and skills related to them could be even more valuable.

I hope that the evidence of this research project will contribute to the theory, 
methodology and practices of the work-life orientation periods in schools. 
Cognition, affection, conation, and behavior guide and control our life paths. 
As John Dewey put it: “in continuity, each experience a person has will influence 
his or her future, for better or worse.” Pupils’ experiences during the work-life 
orientation periods form their lives in part. 
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Etunimi * q

Sukunimi * q

Syntymävuoteni on 

1997

1998

1999

Valitse sukupuolesi alasvetovalikosta

Olen

Tyttö

Valitse äidinkielesi (kotikielesi) alasvetovalikosta

Äidinkieleni on 

suomi

jos edellisessä kysymyksessä vastasit >>muu kieli<< kirjoita tähän kielen nimi 

Valitse koulusi alasvetovalikosta

Kouluni on 

Keminmaan keskuskoulu

Valitse luokkasi alasvetovalikosta

Luokkani on 

7A

Isän/huoltajan koulutus on (valitse nykyinen korkein koulutusaste) 



peruskoulu ammatillinen koulu tai lukio yliopisto tai korkeakoulu

Äidin/huoltajan koulutus on (valitse nykyinen korkein koulutusaste) 

peruskoulu ammatillinen koulu tai lukio yliopisto tai korkeakoulu

Valitse kolme (3) sinua tällä hetkellä eniten kiinnostavaa ammattialaa ja järjestä ne 
kiinnostuvuusjärjestykseen 1 = kiinnostavin, 2 = toiseksi kiinnostavin ja 3 = kolmanneksi kiinnostavin 

1
kiinnostavin

2 toiseksi 
kiinnostavin

3 kolmanneksi 
kiinnostavin

Humanistinen ja kasvatusala 

Kulttuuriala

Yhteiskuntatieteiden, liiketalouden ja 
hallinnon ala 

Luonnontieteiden ala 

Tekniikan ja liikenteen ala

Luonnonvara- ja ympäristöala 

Sosiaali- ja terveys- ja liikunta-ala

Matkailu-,ravitsemis- ja talousala

Muu ala 

jos edellisessä kysymyksessä valitsit >>muu ala<< niin kerro tässä mikä ala se on 

Kolme (3) minua tällä hetkellä eniten kiinnostavaa ammattia ovat kiinnostavuusjärjestyksessä 
(Kirjoita eniten kiinnostava ammatti ensimmäiseksi) 

Eniten kiinnostava ammatti

Toiseksi eniten kiinnostava ammatti

Kolmanneksi eniten kiinnostava ammatti

Saman kalenterivuoden aikana 14 vuotta täyttänyt saa tehdä kevyttä työtä, joka ei vahingoita terveyttä tai haittaa 
koulunkäyntiä

Onko sinulla ollut tai onko sinulla nyt palkallista työtä?(koulupäivinä enintään kaksi tuntia ja koulun 
vapaapäivinä enintään seitsemän tuntia päivässä. Kysymyksessä tarkoitetaan myös kesätyötä) 

Kyllä

Ei



jos vastasit edellisessä kysymyksessä >>kyllä<< niin kerro mistä työstä oli kyse ( työn nimi tai lyhyt 
kuvaus)

Seuraavaksi löydät väittämäparit.Valitse numero, joka kuvaa mielipidettäsi parhaiten kunkin kahden 
väittämän kohdalla. Muista vastata jokaiseen väittämään. 

1

1 2 3 4 5
Kavereitteni mielipiteet ammateista 

merkitsevät minulle paljon
Kavereitteni mielipiteet ammateista ovat 
minulle samantekeviä

2

1 2 3 4 5
Haluan, että työni on tarkkaan 

ohjeistettua
Haluan tehdä tulevassa ammatissani työtä ilman 
tarkkoja ohjeita

3

1 2 3 4 5

Haluan tehdä työtä vain arkipäivisin Olen halukas tekemään töitä viikonloppuisin

4

1 2 3 4 5
Ammatissa minua kiinnostaa erityisesti 

hyvä palkka
Ammatissa minua kiinnostaa erityisesti muu kuin 
hyvä palkka

5

1 2 3 4 5
Minua kiinnostaa ammatti, jossa 

voin olla aloitteellinen
Minua kiinnostaa ammatti, jossa teen työtä tuttujen 
käytäntöjen ja rutiinien mukaisesti

6

1 2 3 4 5
Kavereitteni mielipiteet peruskoulun 

jälkeisistä jatko-opinnoista merkitsevät 
minulle paljon

Kavereitteni mielipiteet peruskoulun 
jälkeisistä jatko-opinnoista ovat minulle 
samantekeviä

7

1 2 3 4 5
Ammatissa tulee olla mahdollisuus viettää pitkiä 

yhtäjaksoisia lomia
Ammatti voi rajoittaa pitkien 
yhtäjaksoisten lomien viettoa



8

1 2 3 4 5
Minua kiinnostaa ammatti, jossa teen t

työtä ohjatusti
Minua kiinnostaa ammatti, jossa teen työtä 
omatoimisesti

9

1 2 3 4 5
Kavereitteni ammatinvalinnat vaikuttavat 

omaan valintaani
Valitsen ammattini kavereitteni valinnoista 
riippumatta

Arvioni TET:n vaikutuksista jatko-opinovalintoihini

1 2 3 4 5
Uskon, että TET- jakso ei vaikuta jatko-

opintovalintoihini
Uskon, että TET- jakso vaikuttaa merkittävästi 
jatko-opintovalintoihini

Arvioni TET:n vaikutuksista ammatinvalintaani 

1 2 3 4 5
Uskon, että TET- jakso ei vaikuta 

ammatinvalintaani
Uskon, että TET- jakso vaikuttaa merkittävästi 
ammatinvalintaani

Valitsin arvioni koska 

Uskon,että parasta työpaikkoihin tutustumisessani on: 



Nimitiedot

Etunimi * a

Sukunimi * a

Syntymävuoteni on 

1995

1996

1997

Valitse sukupuolesi alasvetovalikosta

Olen

Tyttö

Valitse äidinkielesi (kotikielesi) alasvetovalikosta

Äidinkieleni on 

suomi

jos edellisessä kysymyksessä vastasit >>muu kieli<< kirjoita tähän kielen nimi 

Kouluni on 

Keminmaan keskuskoulu

Valitse luokkasi alasvetovalikosta

Luokkani on 

9A

Isän/huoltajan koulutus on (valitse nykyinen korkein koulutusaste) 



peruskoulu ammatillinen koulu tai lukio yliopisto tai korkeakoulu

Äidin/huoltajan koulutus on (valitse nykyinen korkein koulutusaste) 

peruskoulu ammatillinen koulu tai lukio yliopisto tai korkeakoulu

Valitse kolme (3) sinua tällä hetkellä eniten kiinnostavaa ammattialaa ja järjestä ne 
kiinnostuvuusjärjestykseen 1 = kiinnostavin, 2 = toiseksi kiinnostavin ja 3 = kolmanneksi kiinnostavin 

1
kiinnostavin

2 toiseksi 
kiinnostavin

3 kolmanneksi 
kiinnostavin

Humanistinen ja kasvatusala 

Kulttuuriala

Yhteiskuntatieteiden, liiketalouden ja 
hallinnon ala 

Luonnontieteiden ala 

Tekniikan ja liikenteen ala

Luonnonvara- ja ympäristöala 

Sosiaali- ja terveys- ja liikunta-ala

Matkailu-,ravitsemis- ja talousala

Muu ala 

jos edellisessä kysymyksessä valitsit >>muu ala<< niin kerro tässä mikä ala se on 

Kolme (3) minua tällä hetkellä eniten kiinnostavaa ammattia ovat kiinnostavuusjärjestyksessä 
(Kirjoita eniten kiinnostava ammatti ensimmäiseksi) 

Eniten kiinnostava ammatti

Toiseksi eniten kiinnostava ammatti

Kolmanneksi eniten kiinnostava ammatti

Saman kalenterivuoden aikana 14 vuotta täyttänyt saa tehdä kevyttä työtä, joka ei vahingoita terveyttä tai haittaa 
koulunkäyntiä

Onko sinulla ollut tai onko sinulla nyt palkallista työtä?(koulupäivinä enintään kaksi tuntia ja koulun 
vapaapäivinä enintään seitsemän tuntia päivässä. Kysymyksessä tarkoitetaan myös kesätyötä) 

Kyllä

Ei



jos vastasit edellisessä kysymyksessä >>kyllä<< niin kerro mistä työstä oli kyse ( työn nimi tai lyhyt 
kuvaus)

Seuraavaksi löydät väittämäparit.Valitse numero, joka kuvaa mielipidettäsi parhaiten kunkin kahden 
väittämän kohdalla. Muista vastata jokaiseen väittämään. 

1

1 2 3 4 5
Kavereitteni mielipiteet ammateista 

merkitsevät minulle paljon
Kavereitteni mielipiteet ammateista ovat 
minulle samantekeviä

2

1 2 3 4 5
Haluan, että työni on tarkkaan 

ohjeistettua
Haluan tehdä tulevassa ammatissani työtä ilman 
tarkkoja ohjeita

3

1 2 3 4 5

Haluan tehdä työtä vain arkipäivisin Olen halukas tekemään töitä viikonloppuisin

4

1 2 3 4 5
Ammatissa minua kiinnostaa erityisesti 

hyvä palkka
Ammatissa minua kiinnostaa erityisesti muu kuin 
hyvä palkka

5

1 2 3 4 5
Minua kiinnostaa ammatti, jossa 

voin olla aloitteellinen
Minua kiinnostaa ammatti, jossa teen työtä tuttujen 
käytäntöjen ja rutiinien mukaisesti

6

1 2 3 4 5
Kavereitteni mielipiteet peruskoulun 

jälkeisistä jatko-opinnoista merkitsevät 
minulle paljon

Kavereitteni mielipiteet peruskoulun 
jälkeisistä jatko-opinnoista ovat minulle 
samantekeviä

7

1 2 3 4 5
Ammatissa tulee olla mahdollisuus viettää pitkiä 

yhtäjaksoisia lomia
Ammatti voi rajoittaa pitkien 
yhtäjaksoisten lomien viettoa



8

1 2 3 4 5
Minua kiinnostaa ammatti, jossa teen t

työtä ohjatusti
Minua kiinnostaa ammatti, jossa teen työtä 
omatoimisesti

9

1 2 3 4 5
Kavereitteni ammatinvalinnat vaikuttavat 

omaan valintaani
Valitsen ammattini kavereitteni valinnoista 
riippumatta

Arvioni TET:n vaikutuksista jatko-opinovalintoihini

1 2 3 4 5
TET ei ole vaikuttanut jatko-

opintovalintoihini
TET on vaikuttanut merkittävästi jatko-
opintovalintoihini

Arvioni TET:n vaikutuksista ammatinvalintaani 

1 2 3 4 5
TET ei ole vaikuttanut 

ammatinvalintaani
TET on vaikuttanut merkittävästi 
ammatinvalintaani

Valitsin arvioni koska 

Parasta työpaikkoihin tutustumisessani oli: 



Contact form 

First name

Last name

My year of birth is 

Choose your sex

I am 

A girl

Choose your mother tongue

My mother tongue is 

Finnish

f in the preceding question your answer was >>another language<< write the name of the language here, please 

Choose your school

My school is 

Hermannin koulu

Choose your class

My class is 

7A

Father's/guardian's occupation is 



Father's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Mother's/guardian's occupation is 

Mother's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Choose three (3) fields of occupation that interest you the most at his time and arrange them in the order of interest 
so that 1 = the most interesting, 2 = the second interesting and 3 = the third interesting field 

1 the most 
interesting

2 the second 
interesting

3 the third 
interesting

Humanities and ducation Culture  

Social Sciences, Business and 
Administration  

Natural Sciences 

Engineering, Manufacturing, 
Construction and Traffic  

Natural resources and Environment 

Health and Welfare and Sports 
and Recreation  

Tourism and Catering 

Another field  

you in the preceding question chose >> another field << tell here what field it is 

Three (3) occupations that interest me the most at this time are in the order of interest (Write the most interesting 
occupation first)) 

The most interesting occupation

The second interesting occupation



The third interesting occupation

A person who has turned 14 during the same calendar year is allowed to take a light job which doesn't cause harm to 
health or school gpoing

Have you had or do you now hold a paid job? (two hours at the most during school days and seven at free time .
Summer jobs are included in the question) 

Yes

No

If you answered yes in the preceding question >>yes<< please tell what the job was (name of the job or a short 
description)

In the following you will find statements in pairs. Choose the number that best describes your opinion for 
this statement. Please remember to answer each sta ment.  

1 2 3 4 5
I have discussed my choice of occupation most at 

home with my parents/guardians
I have discussed my choice of occupation
most at school in guidance counseling

1 2 3 4 5
My friends opinions about occupations mean a

a lot to me
My friends opinions about occupations are
insignificant to me 

1 2 3 4 5

Work life will best teach me the knowledge 
and skills needed in my future occupation

Vocational school will best teach me the 
knowledge and skills needed in my future 
occupation

1 2 3 4 5

I know which occupation I want The choice for my future occupation is still open

1 2 3 4 5

My job can be abroad My job must be in Finland

1 2 3 4 5
I want to go to school after completing 

comprehensive school
I want to go to work after completing
comprehensive school



1 2 3 4 5
I have discussed my choice of profession 

most with my friends
I have discussed my choice of profession most in
guidance counselling at school

1 2 3 4 5

I want that my working hours are regular My working hours may change on a daily or weekly basis

1 2 3 4 5

I am willing to take a part-time job I want that my work days or weeks are full-time

1 2 3 4 5
I want that I know the objectives for my work 

and profession
The objectives for my work or profession can be
hidden from me

1 2 3 4 5
The present occupation of my parents 
(guardians) interests me as well as an 

occupation

The present occupation of my parents (guardians)
(guardians) doesn't interest me as well as an 
occupation

1 2 3 4 5
A positive picture given in media (internet, television, 

newspapers) increases my interest towards that profession
Picture given of the profession in
media is insignificant to me

1 2 3 4 5
I want to work in my future occupation without spesific 

instructions
I want that my job is instructed in
detail

1 2 3 4 5

I am willing to work during weekends I want to work only on weekdays

1 2 3 4 5
My friends' opinions mean a lot in my choice 

of profession
I will make my choice independent of the opinions
of my friends

1 2 3 4 5

I want to stay long in the same occupation I am ready to change my occupation often

1 2 3 4 5
My future occupation has to do with my 

present hobbies
My future occupation and my present hobbies can
differ from each other

.



1 2 3 4 5
What especially interests me in an 

occupation is good wages
what especially interests me in an occupation is
something else than good wages

1 2 3 4 5
Practical learning on a job site is very important 

to me
Theoretical learning at school is very important
to me

1 2 3 4 5
Vocational education after comprehensive 

education is necessary for my occupation
I can act in my profession without further
education after comprehensive school

1 2 3 4 5
It is important to me that my occupation is 

valued by others
Value given by other people to my occupation is
insignificant to me

.

1 2 3 4 5
I am interested in an occupation where I

I can show initiative
I am interested in an occupation where I work following
familiar methods and routines

1 2 3 4 5
It is very important to me learn at schoolwork 
(at school)knowledge and skills needed in my 

occupation

It is very important to me learn outside 
schoolwork (out of school)knowledge and skills 
needed in my occupation

1 2 3 4 5
Secondary general education is necessary for my 

future occupation
I can act in my occupation without secondary
general education

1 2 3 4 5

My friends' opinions about further education 
after comprehensive school mean a lot to me

My friends' opinions about further education after
after comprehensive school are insignificant to 
me

1 2 3 4 5
In an occupation there must be a possibility to 

spend long uninterrupted vacations
Occupation can limit the possibility to spend
long uninterrupted vacations

1 2 3 4 5
A negative picture given in media (internet, television, 

newspapers) decreases my intererest towards that profession
Picture given of the professsion in
media is insignificant to me

1 2 3 4 5
I am interested in an occupation where I work 

independently
I am interested in an occupation where I am
supervised



1 2 3 4 5
I will go to vocational school after 

comprehensive school because I need 
vocational education in my future occupation

I will go to some place other than vocational school 
after comprehensive school because vocational 
education is not needed in my future occupation

1 2 3 4 5
My friends' choices of occupation have an 

effect on my choice
I will choose my occupation independent of the
choices of my friends

A learning agreement is an agreement between an employer and an employee in which the employee agrees to to 
work in order to get the practical and theoretical knowledge needed for this profession 

1 2 3 4 5
I am willing to be educated and certified for my 

occupation through a learning agreement
I want to be educated and certified for
my occupation at school

1 2 3 4 5
I want to learn new things about work by 

doing them
I want to learn new things about work by studying
them at school

1 2 3 4 5
I will go to secondary general education a

after comprehensive school because I need 
studies in secondary education in my future 

occupation

I will go to a place other than secondary general 
education after comprehensive school because 
studies in secondary education are not necessary in 
my future occupation

In case you want to specify your answers or provide more information you can do it here in the space provided 



Contact form 

First name

Last name

My year of birth is 

Choose your sex

I am 

A girl

Choose your mother tongue

My mother tongue is 

Finnish

f in the preceding question your answer was >>another language<< write the name of the language here, please 

Choose your school

My school is 

Hermannin koulu

Choose your class

My class is 

9A

Father's/guardian's occupation is 



Father's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Mother's/guardian's occupation is 

Mother's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Choose three (3) fields of occupation that interest you the most at his time and arrange them in the order of interest 
so that 1 = the most interesting, 2 = the second interesting and 3 = the third interesting field 

1 the most 
interesting

2 the second 
interesting

3 the third 
interesting

Humanities and 

Culture  

Social Sciences, Business and 
Administration  

Natural Sciences 

Engineering, Manufacturing, 
Construction and Traffic  

Natural resources and Environment 

Health and Welfare and Sports 
and Recreation  

Tourism and Catering 

Another field  

 you in the preceding question chose >> another field << tell here what field it is 

Three (3) occupations that interest me the most at this time are in the order of interest (Write the most interesting 
occupation first)) 

The most interesting occupation

The second interesting occupation



The third interesting occupation

A person who has turned 14 during the same calendar year is allowed to take a light job which doesn't cause harm to 
health or school gpoing

Have you had or do you now hold a paid job? (two hours at the most during school days and seven at free time. 
Summer jobs are included in the question) 

Yes

No

If you answered yes in the preceding question >>yes<< please tell what the job was (name of the job or a short 
description)

In the following you will find statements in pairs. Choose the number that best describes your opinion for 
this statement. Please remember to answer each sta ment.  

1 2 3 4 5
I have discussed my choice of occupation most at 

home with my parents/guardians
I have discussed my choice of occupation
most at school in guidance counseling

1 2 3 4 5
My friends opinions about occupations mean a

a lot to me
My friends opinions about occupations are
insignificant to me 

1 2 3 4 5

Work life will best teach me the knowledge 
and skills needed in my future occupation

Vocational school will best teach me the 
knowledge and skills needed in my future 
occupation

1 2 3 4 5

I know which occupation I want The choice for my future occupation is still open

1 2 3 4 5

My job can be abroad My job must be in Finland

1 2 3 4 5
I want to go to school after completing 

comprehensive school
I want to go to work after completing
comprehensive school



1 2 3 4 5

I want that my working hours are regular My working hours may change on a daily or weekly basis

1 2 3 4 5

I am willing to take a part-time job I want that my work days or weeks are full-time

1 2 3 4 5
I want that I know the objectives for my work 

and profession
The objectives for my work or profession can be
hidden from me

1 2 3 4 5
The present occupation of my parents 
(guardians) interests me as well as an 

occupation

The present occupation of my parents (guardians)
(guardians) doesn't interest me as well as an 
occupation

1 2 3 4 5
A positive picture given in media (internet, television, 

newspapers) increases my interest towards that profession
Picture given of the profession in
media is insignificant to me

1 2 3 4 5
I want to work in my future occupation without spesific 

instructions
I want that my job is instructed in
detail

1 2 3 4 5

I am willing to work during weekends I want to work only on weekdays

1 2 3 4 5

I want to stay long in the same occupation I am ready to change my occupation often

1 2 3 4 5
My future occupation has to do with my 

present hobbies
My future occupation and my present hobbies can
differ from each other

.

1 2 3 4 5
What especially interests me in an 

occupation is good wages
what especially interests me in an occupation is
something else than good wages

1 2 3 4 5
Practical learning on a job site is very important 

to me
Theoretical learning at school is very important
to me



1 2 3 4 5
It is important to me that my occupation is 

valued by others
Value given by other people to my occupation is
insignificant to me

1 2 3 4 5

My friends' opinions about further education 
after comprehensive school mean a lot to me

My friends' opinions about further education after
after comprehensive school are insignificant to 
me

1 2 3 4 5
I am interested in an occupation where I 

can show initiative
I am interested in an occupation where I work following
familiar  and routines

1 2 3 4 5
In an occupation there must be a possibility to 

spend long uninterrupted vacations
Occupation can limit the possibility to spend
long uninterrupted vacations

1 2 3 4 5
A negative picture given in media (internet, television, 

newspapers) decreases my intererest towards that profession
Picture given of the professsion in
media is insignificant to me

1 2 3 4 5
I am interested in an occupation where I work 

independently
I am interested in an occupation where I am
supervised

1 2 3 4 5
I will go to vocational school after 

comprehensive school because I need 
vocational education in my future occupation

I will go to some place other than vocational school 
after comprehensive school because vocational 
education is not needed in my future occupation

1 2 3 4 5
My friends' choices of occupation have an 

effect on my choice
I will choose my occupation independent of the
choices of my friends

An apprenticeship is an agreement between an employer and an employee in which the employee agrees to to work in 
order to get the practical and theoretical knowledge needed for this profession 

1 2 3 4 5
I am willing to be educated and certified for my 

occupation in an apprenticeship
I want to be educated and certified for my
occupation at school

My assessment of the work-life orientation program's impact on my future education choice 

1 2 3 4 5
Work-life orientation has had no on impact on 

my future education choice
Work-life orientation has had a significant impact
on my future education choice



My assessment of the work-life orientation program's impact on my future occupation choice 

1 2 3 4 5
Work-life orientation has had no impact on 

my future occupation choice
Work-life orientation has had a significant impact
on my future occupation choice

I chose my assessment because 

My reasons:

Best at work-life orientation was 

My answer



First name

Last name

My year of birth is 

1997

1998

1999

Choose your sex

I am 

A girl

Choose your mother tongue

My mother tongue is 

Finnish

 in the preceding question your answer was >>another language<< write the name of the language here, please 

Choose your school

My school is 

Hermannin koulu

Choose your class

My class is 

7A



Father's/guardian's occupation is 

Father's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Mother's/guardian's occupation is 

Mother's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Choose three (3) fields of occupation that interest you the most at his time and arrange them in the order of interest 
so that 1 = the most interesting, 2 = the second interesting and 3 = the third interesting field 

1 the most 
interesting

2 the second 
interesting

3 the third 
interesting

Humanities and education

Culture

Social Sciences, Business and 
Administration

Natural Sciences

Engineering, Manufacturing, 
Construction and Traffic

Natural resources and Environment

Health and Welfare and Sports and 
Recreation

Tourism and Catering

Another field

f you in the preceding question chose >> another field << tell here what field it is 

Three (3) occupations that interest me the most at this time are in the order of interest (Write the most interesting 
occupation first)) 



The most interesting occupation

The second interesting occupation

The third interesting occupation

A person who has turned 14 during the same calendar year is allowed to take a light job which doesn't cause harm to 
health or school gpoing

Have you had or do you now hold a paid job? (two hours at the most during school days and seven at free time. 
Summer jobs are included in the question) 

Yes

No

If you answered yes in the preceding question >>yes<< please tell what the job was (name of the job or a short 
description)

In the following you will find statements in pairs. Choose the number that best describes your opinion for 
this statement. Please remember to answer each sta ment.  

1 2 3 4 5
My friends opinions about occupations mean a

a lot to me
My friends opinions about occupations are
insignificant to me 

1 2 3 4 5
I want to work in my future occupation without spesific 

instructions
I want that my job is instructed in
detail

1 2 3 4 5

I am willing to work during weekends I want to work only on weekdays

.

1 2 3 4 5
What especially interests me in an 

occupation is good wages
What especially interests me in an occupation is
something else than good wages

.

1 2 3 4 5
I am interested in an occupation where I

I can show initiative
I am interested in an occupation where I work following
familiar methods and routines



.

1 2 3 4 5
My friends' opinions about further education after 

comprehensive school mean a lot to me
My friends' opinions about further
education are insignificant to me

1 2 3 4 5
In an occupation there must be a possibility to 

spend long uninterrupted vacations
Occupation can limit the possibility to spend
long uninterrupted vacations

1 2 3 4 5
I am interested in an occupation where I work 

independently
I am interested in an occupation where I am
supervised

1 2 3 4 5
My friends' choices of occupation have an 

effect on my choice
I will choose my occupation independent of the
choices of my friends

My assessment of the work life orientation program's impact on my future education choice 

1 2 3 4 5
I believe that work-life orientation will have 

no impact on my future education choice
I believe that work-life orientation will have a
significant impact on my future education choice

My assessment of the work life orientation program's impact on my future occupation choice 

1 2 3 4 5
I believe that work-life orientation will have 

no impact on my future occupation choice
I believe that work-life orientation will have a
significant impact on my future occupation choice

I believe that best in work-life orientation will be 

I chose my assessment because 



Contact form 

First name

Last name

My year of birth is 

1995

1996

1997

Choose your sex

I am 

A girl

Choose your mother tongue

My mother tongue is 

Finnish

 in the preceding question your answer was >>another language<< write the name of the language here, please 

Choose your school

My school is 

Hermannin koulu

Choose your class

My class is 

9A



Father's/guardian's occupation is 

Father's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Mother's/guardian's occupation is 

Mother's/guardian's level of education is (choose the present highest level) 

comprehensive
school

vocational school or general secondary
school

university or institute of higher
education

Choose three (3) fields of occupation that interest you the most at this time and arrange them in the order of interest 
so that 1 = the most interesting, 2 = the second interesting and 3 = the third interesting field 

1 the most 
interesting

2 the second 
interesting

3 the third 
interesting

Humanities and education

Culture

Social Sciences, Business and 
Administration

Natural Sciences

Engineering, Manufacturing, 
Construction and Traffic

Natural resources and Environment

Health and Welfare and Sports and 
Recreation

Tourism and Catering

Another field

 you in the preceding question chose >> another field << tell here what field it is 

Three (3) occupations that interest me the most at this time are in the order of interest (Write the most interesting 
occupation first)) 



The most interesting occupation

The second interesting occupation

The third interesting occupation

A person who has turned 14 during the same calendar year is allowed to take a light job which doesn't cause harm to 
health or school gpoing

Have you had or do you now hold a paid job? (two hours at the most during school days and seven at free time. 
Summer jobs are included in the question) 

Yes

No

If you answered yes in the preceding question >>yes<< please tell what the job was (name of the job or a short 
description)

In the following you will find statements in pairs. Choose the number that best describes your opinion for 
this statement. Please remember to answer each sta ment.  

1 2 3 4 5
My friends opinions about occupations mean a

a lot to me
My friends opinions about occupations are
insignificant to me 

1 2 3 4 5
I want to work in my future occupation without spesific 

instructions
I want that my job is instructed in
detail

1 2 3 4 5

I am willing to work during weekends I want to work only on weekdays

.

1 2 3 4 5
What especially interests me in an 

occupation is good wages
What especially interests me in an occupation is
something else than good wages

.

1 2 3 4 5
I am interested in an occupation where I

can show initiative familiar and routines
I am interested in an occupation where I work following



.

1 2 3 4 5
My friends' opinions about further education after comprehensive school mean a lot to 

me
My
friends

1 2 3 4 5
In an occupation there must be a possibility to 

spend long uninterrupted vacations
Occupation can limit the possibility to spend
long uninterrupted vacations

1 2 3 4 5
I am interested in an occupation where I work 

independently
I am interested in an occupation where I am
supervised

1 2 3 4 5
My friends' choices of occupation have an 

effect on my choice
I will choose my occupation independent of the
choices of my friends

My assessment of the work life orientation program's impact on my future education choice 

1 2 3 4 5
I believe that work-life orientation had no 

impact on my future education choice
I believe that work-life orientation had a significant
significant impact on my future education choice

My assessment of the work life orientation program's impact on my future occupation choice 

1 2 3 4 5
I believe that work-life orientation had no 

impact on my future occupation choice
I believe that work-life orientation had a significant
significant impact on my future occupation choice

I believe that best in work-life orientation w

I chose my assessment because 



I have mostly discussed my choice of occupation with my 
friends.  

My friends’ opinions greatly affect my 
choice of occupation. 

Vocational education after comprehensive school 
is necessary for my occupation. 

It is very important to me to learn at schoolwork schoolwork (at 
school) knowledge and skills 
needed in my occupation. 

Secondary general education is necessary for my future 
occupation. 

I want to learn new things about work by doing them. 

I will go to general secondary school after comprehensive 
school because I need studies in general education  
for my occupation. 

I have mostly discussed my choice of occupation in 
guidance counselling at school. 

I will make my choice independently of the opinions 
of my friends. 

I can work in my occupation without further 
education after comprehensive school. 

It is very important to me to learn outside 
(out of school) knowledge and skills 
needed in my occupation. 

I can work in my occupation without general 
secondary education. 

I want to learn new things about work by studying
them at school. 

I will go somewhere other than general secondary 
school because secondary school studies are not  
necessary for my future occupation. 



HYVÄT 7 LUOKAN OPPILAAN HUOLTAJAT 

Huollettavanne osallistuu luokkien 7- 9 aikaiseen tutkimukseen, jonka tarkoituksena on selvittää 
miten yläkoulun järjestämä työelämään tutustuminen (TET) vaikuttaa jatko-opintosuunnitelmiin 
ja ammatinvalintaan. Kyselyn vastaukset eivät vaikuta oppilaan arvosteluun. Vastaukset 
antavat arvokasta tietoa koulun järjestämän työelämään tutustumisen vaikutuksista ja 
kehittämistarpeista. 

Tiedot kerätään tutkimustarkoituksessa ja niitä käytetään ainoastaan tieteelliseen tutkimukseen.  
Varsinainen oppilaskysely toteutetaan nettikyselynä koulun oppilaanohjauksen tunneilla tai muilla 
koulun tarkoitukseen osoittamilla tunneilla. Yksittäiset vastaukset välittyvät suoraan tutkimuksen 
tekijälle (rehtori Kalervo Friberg, Salon aikuislukio/ Helsingin yliopiston arviointikeskus). 
Tutkimuksen tieteellinen valvoja on professori Patrik Scheinin Helsingin yliopistosta. 

Kyselyssä oppilaan vastattavaksi annetaan isän ja äidin (huoltajan) ammattia ja koulutustaustaa 
koskevat kaksi kysymystä. Ensimmäisessä kysytään isän/huoltajan ja tai äidin/huoltajan ammatti, ja 
toisessa isän/huoltajan sekä äidin/huoltajan koulutus kolmesta vaihtoehdosta 1) peruskoulu, 2) 
ammatillinen koulu/tai lukio, ja 3) yliopisto/korkeakoulu. Näistä vaihtoehdoista valitaan korkein 
koulutusaste. Vastaukset pysyvät salassa.  Kyselyn yksittäiset vastaukset ja tiedot eivät 
mene kouluun.  Tutkimuksella tuotettu uusi tieto ja johtopäätökset tulevat koulun 
hyödynnettäväksi, ja sitten osaltaan edesauttavat opetusta ja oppimista. Toivon, että annatte 
oppilaalle tiedot, joilla hän pystyy vastaamaan näihin kysymyksiin. 

Mahdollisiin tiedusteluihinne vastaa tutkimuksen tekijä Kalervo Friberg, puhelin  050-501 1210, 
sähköposti kalervo.friberg@helsinki.fi tai kalervo.friberg@salo.fi , jolta  tarvittaessa saa myös 
varsinaisen oppilaskyselylomakkeen tutustumista varten. 

Kaikki vastauksenne ovat erittäin arvokkaita ja vaikuttavat tutkimuksen hyödynnettävyyteen ja 
luotettavuuteen.  

Avustanne lämpimästi kiittäen, 

Kalervo Friberg 



HYVÄT 9 LUOKAN OPPILAAN HUOLTAJAT 

Huollettavanne osallistuu vuoden 2010 keväällä 9. luokan tutkimukseen, joka selvittää miten 
yläkoulun järjestämä työelämään tutustuminen (TET) on vaikuttanut hänen jatko-
opintosuunnitelmiinsa ja mahdollisen tulevan ammattinsa valintaan.  

Kyselyn vastaukset eivät vaikuta oppilaan arvosteluun. Vastaukset antavat arvokasta 
tietoa koulun järjestämän työelämään tutustumisen vaikutuksista ja kehittämistarpeista. 
Vastaukset pysyvät salassa.  Kyselyn yksittäiset vastaukset ja tiedot eivät mene 
kouluun. Tutkimuksella tuotettu uusi tieto ja johtopäätökset tulevat koulun hyödynnettäväksi, ja 
sitten osaltaan edesauttavat opetusta ja oppimista.  

Kyselyssä yksi oppilaan vastattavaksi tuleva kysymys koskee isän ja äidin (huoltajan) ammattia ja 
koulutustaustaa. Ensimmäisessä osiossa kysytään isän/huoltajan ja tai äidin/huoltajan ammatti, ja 
toisessa isän/huoltajan sekä äidin/huoltajan koulutus kolmesta vaihtoehdosta 1) peruskoulu, 2) 
ammatillinen koulu/tai lukio, ja 3) yliopisto/korkeakoulu. Näistä vaihtoehdoista valitaan korkein 
koulutusaste.  

Tiedot kerätään tutkimustarkoituksessa ja niitä käytetään ainoastaan tieteelliseen tutkimukseen. 
Tutkimuksella on kunnan opetushallinnon lupa. 

Oppilaskysely toteutetaan nettikyselynä koulun oppilaanohjauksen tunneilla tai muilla koulun 
tarkoitukseen osoittamilla tunneilla. Yksittäiset vastaukset välittyvät suoraan tutkimuksen tekijälle 
(rehtori Kalervo Friberg, Salon aikuislukio/ Helsingin yliopiston arviointikeskus). Tutkimuksen 
tieteellinen valvoja on professori Patrik Scheinin Helsingin yliopistosta. 

Mahdollisiin tiedusteluihinne vastaa tutkimuksen tekijä Kalervo Friberg, puhelin  050-501 1210, 
sähköposti kalervo.friberg@helsinki.fi tai kalervo.friberg@salo.fi , jolta  tarvittaessa saa myös 
varsinaisen oppilaskyselylomakkeen tutustumista varten. 

Kaikki vastauksenne ovat erittäin arvokkaita ja vaikuttavat tutkimuksen hyödynnettävyyteen ja 
luotettavuuteen. Toivotan huollettavallenne menestystä yhdeksännen luokan jälkeisissä opinnoissa 
ja työelämässä. 

Avustanne lämpimästi kiittäen, 

Kalervo Friberg 
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