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General Abstract

Do the factors that help students attain desirable outcomes in university transfer to help
them attain desirable outcomes upon work entry? The overarching goal of this dissertation is to
examine the role of coping in helping university students and recent graduates maintain positive
levels of achievement and psychological adjustment during the short- and long-term pursuit of
their academic and career goals. Based on the extant literature on stress and coping, three studies
document the achievement and psychological adjustment of young adults along theoretically
relevant time points in their academic and career development.

Study 1 builds on prior findings from Chamandy and Gaudreau (2019) by bridging the
academic and career strivings of 550 university students across two examination periods to
consider the domain specificity and changing nature of the coping process. We first examined
the contemporaneous interplay between perceived control, coping, goal progress, and burnout in
both the academic and career domains. We then examined if these patterns translated at the
longitudinal level. Results indicated that earlier coping predicted change in goal progress, but not
in burnout, in both domains. In the career domain, earlier goal progress also predicted change in
task-oriented coping, thus revealing a bidirectional effect. No cross-domain effects were
supported. Overall, the associations between coping, goal progress, and burnout differed both
within and across time and contexts.

Study 2 re-examined these associations among employees who had recently gone
through the transition to work. In a two-wave longitudinal study, a sample of 153 recent
graduates completed measures of appraisal, coping, goal progress, satisfaction, and burnout
while retrospectively assessing their past experiences as university students and their current
experiences at work. Results indicated that task-oriented coping in school was related to greater
change in goal progress and satisfaction from school to work, whereas disengagement-oriented

coping was related to greater change in burnout and to lower change in satisfaction. In turn,
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change in task-oriented coping was related to lower work burnout, whereas change in
disengagement-oriented coping was related to greater change in work burnout and to lower
change in work satisfaction. The findings also revealed bidirectional effects across school and
work. Finally, graduation grades were shown to be useful but insufficient for our understanding
of successful adaptation in the workplace, thus proving new insights on the psychological
mechanisms involved in both the successful transition from university to work and the short-
term adaptation of recent graduates at work.

Study 3 takes a novel perspective on the experience of university students by testing a
coping intervention involving hypothetic impediments to the pursuit of their career goals. In a
two-wave randomized controlled study, 275 university students completed measures of
transition-related controllability appraisals and school-related coping, satisfaction, burnout, and
goal progress. The experimental condition elicited self-regulatory benefits by demonstrating
group differences in the growth, decline, and follow-up levels, as well as in some of the
associations between the intercepts and slopes of controllability appraisals, coping, satisfaction,
and burnout. These findings indicate that a coping intervention can improve students’ perception
of the transition to work and promote a more positive university experience.

This thesis provided new knowledge on the role of coping in offering an advantage to
university students on the job market beyond its role in facilitating goal progress and
psychological adjustment. Our work opens the door to a long-term research agenda deemed
necessary for practitioners and administrators with regards to the role of coping processes in the
lives of university students during and beyond their post-secondary education. As a whole, the
current dissertation makes theoretical, methodological, and empirical contributions to the coping

and transition literature in social, educational, and organizational psychology.
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General Introduction
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General Introduction
Statement of the Problem: Transferability of Coping from Study to Work

Universities are mandated to provide high-quality education to students in order to
maximize their knowledge and competencies prior to entering the labor market. It follows that a
university education has the potential to enhance students’ personal development and help them
cultivate important skills that will facilitate their advancement toward desired career outcomes.
Yet, is it the university’s mandate to provide all life skills?

Over the past decades, a great proportion of job postings have been open to graduates
from any discipline, reflecting a greater need for transferable skills (e.g., adaptability), rather
than for degree-specific knowledge. This reality is evident in reports indicating that many
university graduates are not well prepared for the workplace (Raybould & Sheedy, 2005), with
few of them displaying the skills necessary for occupational success (Wood & Kaczynski, 2007;
Lenarcic Biss & Pichette, 2018). Poor preparation can be problematic given that the quality of
the transition from university to work can have many effects on an individual's psychosocial
adjustment, including their well-being, employability, productivity, and job satisfaction (e.g.,
Akkermans et al., 2015; Hettich, 2010; Salmela-Aro & Vuori, 2015). Meanwhile, these outcomes
also matter for economic and societal well-being. Yet, a life transition remains a period marked
by high uncertainty, during which individuals have to bridge the gap between the familiar and
the unknown (Wendlandt & Rochlen, 2008).

Employers agree that to succeed in today’s global economy and to prepare students for
the realities of the work environment, universities could improve on the broader skills that can
generalize across disciplinary content knowledge and contexts (Barrie, 2006; Hilton, 2015).

Consequently, universities are expected to equip their students with the abilities that will make
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them competitive in the workforce (Appleby, 2018; Star & Hammer, 2008). On the one hand, the
university’s mandate is to optimize the acquisition of knowledge and competencies rather than to
train individuals. On the other hand, universities should go beyond the simple transmission of
knowledge to ensure that students acquire skills that can be useful both for learning and
performing not only in school but also once on the job market.

We know that while students are striving to succeed in school, they are also building the
foundation for their future career. Findings from a meta-analysis have shown that academic
performance accounts for 2.4% of the variance in occupational performance criteria (e.g.,
income, job satisfaction; Samson et al., 1984; see also Roth et al., 1996). More recently, research
has shown that while both ability (e.g., numerical ability, grade point average [GPA]) and non-
ability (e.g., self-regulation, striving-orientation) composite factors were significant predictors of
academic performance, only the non-ability composites predicted job performance (supervisory
rating obtained from Coop Program; Kanfer et al., 2010). Moreover, research reviewing the
predictive validity of 30 job selection methods showed that GPA holds an incremental value of
less than 1% (Schmidt et al., 2016), suggesting that other factors are at play in predicting job
performance. If indicators of academic success, such as grades and degree-specific knowledge,
are useful but not sufficiently strong predictors of later success, then research efforts are needed
to create bridges between educational and work psychology. Psychological variables (i.e.,
cognitive and behavioural factors) could play an underestimated role in the successful pursuit of
personal strivings across the domains of school and work (Akkermans et al., 2015; Vuori &
Toppinen-Tanner, 2015). Keeping both students and recent graduates in mind, the goal in this
thesis is to document this dual challenge by reconciling both striving domains to provide

predictors of short- and long-term success.
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Research Goals

The overall aim of my doctoral research program is to better understand the role of
coping as one of the key psychological factors in facilitating students’ attainment of desired
outcomes during the pursuit of their academic and career goals. The dissertation is divided in
three main sections. The first section (Chapter 1) presents the theoretical backbone of my
doctoral research.

The second section (Chapters 2-4) includes three studies designed to answer fundamental
questions about the pursuit of academic and career goals and the role of coping in offering an
advantage to university students while in school and to recent graduates once on the job market.
Throughout, the research builds on the transactional theory of stress and coping proposed by
Lazarus and Folkman (1984) and the recently developed dual-domain framework (Chamandy &
Gaudreau, 2019). Coping is introduced as a key transferable skill capable of promoting desired
outcomes in terms of achievement and of psychological adjustment among both students and
recent graduates. In Study 1, students are assessed during two exam periods to capture the
domain specificity and changing nature of the coping process during the simultaneous pursuit of
their academic and career goals. In Study 2, the psychological mechanisms involved in both the
successful transition from university to work and the short-term adaptation of recent graduates at
work is investigated. Study 3 describes a randomized control study designed to evaluate if
students’ beliefs about their capability to cope with the demands of their school-to-work
transition can be targeted to promote more desirable appraisal of their transition as well as a
more positive student experience. Finally, in Chapter 5, I discuss the implications of my research

program, along with limitations and ideas for future research directions.
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Stress, Appraisal, and Coping

Following a long research tradition that viewed stress as the body’s physiological
reaction to any demand that is placed on it (e.g., Cannon, 1929; Selye, 1936), psychological
stress was later introduced to recognize that people differ in how they view and react to
challenging events and situations (e.g., Endler & Magnusson, 1976; Lazarus, 1966). Herein,
stress is viewed as a process whereby an individual perceives and responds to events that they
appraise as demanding or threatening to their well-being (Lazarus & Folkman, 1984). Lazarus’s
transactional model of stress includes four key concepts. The person-environment relationship
(transaction), which incorporates external demands (stressors) and individual characteristics
(resources), can give rise to perceived stress. Cognitive appraisal and coping processes are two
central mediators within this person—environment transaction. That is, the person—environment
transaction is said to differentially relate to adaptation outcomes indirectly through how
individuals appraise and cope with the demands of the situation (Lazarus, 1993).
Cognitive Appraisals

In the stress and coping theory proposed by Lazarus and Folkman (1984), cognitive
appraisals represent the process of assessing an encounter with respect to its significance for the
individual. According to Lazarus (1999), goals and goal hierarchies influence appraisal because
individuals are more likely to appraise a situation as meaningful if it involves more important as
opposed to less important goals for oneself. When a goal is at stake or the demands of the
environment are cognitively appraised as exceeding personal resources, the individual will
experience increased stress and decreased well-being (Lazarus & Folkman, 1984). A situation is
not always inherently stressful; two individuals are likely to experience the same situation in

very different manners depending on how they perceive the external demands and the personal
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resources they hold to face those demands (Siemer et al., 2007). In the context of academic and
work strivings, the situation may involve goals that are more personally significant for one
person than for another, or one person may perceive to be better equipped than another to control
the outcome of the situation. As such, the concept of cognitive appraisal is insightful to
understand the variability of responses among individuals who experience a similar stressor and
the reason why a given situation may be more stressful for certain people or may require a
greater mobilization of resources to effectively cope with the situational demands.

The way students think and feel about their goals during stress-related situations can be
organized into primary and secondary appraisals (Lazarus & Folkman, 1984). It is important to
note that there is no precise order in which primary and secondary appraisals occur, despite what
the terms suggest. Primary appraisal represents evaluations of the personal meaning that the
individual attaches to an event and the significance that it may have for their goals, well-being,
and resources. In school and at work, these resources can include time, ability, knowledge, and
the availability of support networks. When this evaluative process pertains to an outcome that
has already occurred, it can represent a stressful evaluation of harm/loss or a non-stressful
evaluation of benefit, both of which refer to appraisals of undesirable and desirable outcomes,
respectively. When a stressful evaluation pertains to an anticipatory outcome, it can represent
challenge or threat (Lazarus, 2006). A threat appraisal implies potential damage and occurs when
a situation is relevant to one’s goals or well-being, but for which the individual perceives that the
demands exceed one’s resources. A challenge appraisal suggests opportunities for personal
growth and occurs when a situation is interpreted as relevant to one’s goal or well-being, as long
as the person perceives opportunities to master and overcome the demands and obstacles

encountered during the coping process (Lazarus & Folkman, 1984).
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Challenge is referred as a stress appraisal because the person must mobilize resources to
cope with obstacles in order to produce a desirable outcome and reduce the risk of harm
(undesirable outcome), thus making challenge and threat a matter of degree rather than a matter
of exclusivity (Lazarus & Folkman, 1987). The co-occurrence of challenge and threat appraisals
is even more likely to occur when an anticipated situation is highly ambiguous or involves
multiples outcomes for which an individual can see possibilities of both positive and negative
consequences (Folkman & Lazarus, 1985). Whether more positive, negative, or mixed,
appraisals give meaning to the demands of the situation and differentially relate to how the
individual will cope with the source of stress (Pekrun et al., 2002). Hence, cognitive appraisals of
challenge and threat are attached to and can be repositioned within a larger system of approach
and avoidance motivational tendencies, respectively (Blascovich, 2008; Carver & Scheier, 1998).

The role of secondary appraisal is to assess how the situation or goal can be managed
given one’s resources (Lazarus & Folkman, 1984). It addresses the question “What can [ do?”
(Folkman, 1984) and the answer to this question is a key determinant of the coping actions an
individual will use to deal with the goal-related demands or obstacles (Lazarus & Folkman,
1984). Perceived control — the extent to which a person perceives to have control over a specific
situation — is among those beliefs that play a role in secondary appraisal (Folkman, 1984). The
subjective evaluation of whether one’s resources are adequate to exercise control over a situation
and its outcome have been hypothesized to influence the kind of coping an individual will use in
response to that situation (Compas et al., 1991; Folkman, 1984). Research on constructs of
control such as learned helplessness, attribution theory, locus of control, perceived control, and

self-efficacy have shown that people’s beliefs about whether they can directly control outcomes
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are strong predictors of their responses to these events (Ajzen, 2002; Bandura, 1989; Poulin &
Heckhausen, 2007; Rotter, 1966; Skinner & Zimmer-Gembeck, 2010).

Perceived control can be stress reducing (Folkman, 1984). If the stressor relates to the
pursuit of a valued goal, then perceived control can act as a motivational force that drives the
person to approach the situation as a challenge (Skinner & Zimmer-Gembeck, 2010). Perceptions
of control can thus hold motivational properties that foster information seeking, planning, and
effort expenditure rather than uncertainty, avoidance, or disengagement (De Rijk et al., 1998;
Schellenberg & Bailis, 2016). However, the belief that one can exercise control in a stressful
transaction can also heighten threat (Folkman, 1984). For example, a person may perceive
having control over a situation that is unpleasant for them, or exercising control over a stressful
event may come at the expense of a valued goal. A long tradition of research on learned
helplessness has examined the link between controllability and depression (e.g., Brown & Siegel,
1988), with some suggesting that depressive symptoms may precede self-blame and control
attributions (e.g., Peterson et al., 1981). Despite the limited and mixed findings, some useful
attempts have been made to differentiate and disentangle the many related variables used to
define and operationalize the construct of control (e.g., Skinner, 1996). From there on, there is
general consensus that beliefs about personal control (e.g., self-efficacy, causal attributions) and
control appraisals (e.g., perceived situational control) represent different, albeit related,
psychological constructs, both of which should be distinguished from actual control conditions.
Namely, actual control represents objective conditions of controllability, outside of one’s
perceptions, whereas general beliefs are psychological resources (dispositional lens, lay theories)
that can influence the fine-grained situational appraisals in the stress process (Bandura, 1997;

Jerusalem & Schwarzer, 1992). In fact, self-efficacy is suggested to exerts a strong influence on
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situational appraisals and the ways in which an individual will cope with a stressful transaction
(Park & Folkman, 1997).

For students and employees alike, a life transition is less a matter of change (i.e., actual
control) than of one’s own perception of the change (Schlossberg, 1984). The experience of
every individual thus partially depends on their perception of the event. When the outcome of an
event is difficult to predict accurately, individuals may experience an aversive state due to their
inability to identify and plan the behaviours that will allow them to act efficaciously in a specific
situation (Lazarus & Folkman, 1984; Milliken, 1987). As human beings whose basic needs
include predictability and control, it is no surprise that some people report having a low tolerance
for uncertainty (Dweck, 2017; Weissenstein et al., 2014). This is in part because humans seek to
construct a meaningfully predictable world and uncertainty about internal or external events can
disturb schemas about how to act (Hogg, 2016; Piaget, 1952; Wadsworth, 1996). As such,
uncertainty has been proposed to act as a negative appraisal that can lead to greater
psychological and physiological stress (Hirsh et al., 2012; Lazarus & Folkman, 1984; Peters et
al., 2017; Sweet et al., 1999).

It is important to note, however, that some level of stress can have enhancing properties
that motivate action (Crum, 2011; Park & Fenster, 2004; Struthers et al., 2000), especially in
situations that are relevant to one’s goals and for which there are perceptions of situational
control (Bandura & Wood, 1989; Frazier et al., 2011; Poulin & Heckhausen, 2007). Hence, given
that getting rid of academic and workplace stressors is simply not feasible, nor is it advisable
(Jamieson et al., 2018), the processes involved in the successful management of external events
must be considered as pivotal to successful development (Brammer, 1992; Dietrich et al., 2012;

Nurmi et al., 2002; Schlossberg, 1984). It appears, then, that students could do a better job at
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appraising and managing the academic and career demands they face along the way to achieving
their goals, as they are ubiquitous to the experience of being a student and preparing for a career.
Yet, there is little empirical evidence — from a transactional perspective (Lazarus & Folkman,
1984) — on the coping mechanisms involved in the successful navigation of academic and career-
related demands in the context of the school-to-work transition. The examination of such
processes — those that serve to help students succeed in school while at the same time better
prepare for the eventualities of workplace entry — remain an important gap in the existing
psychological literature.

What is Coping and Why is it Important?

Lazarus and Folkman (1984) defined coping as the constantly changing cognitive and
behavioural efforts used to manage specific external and/or internal demands. The transactional
nature of coping implies that individuals can modify their thoughts and behaviour according to
the personal resources they hold (e.g., time, goals, experience, attitudes) and the changing
demands of their environment. It follows that coping is an important aspect of overall self-
regulation (Compeas et al., 2014) and serves not only in response to distressing events, but also in
the pursuit of developmental goals that typically involve many day-to-day challenges and
opportunities for long-term growth (Heckhausen et al., 2010; Skinner & Pitzer, 2012). Students
who pursue academic and career goals inevitably face obstacles in the striving process. Big or
small, these obstacles may be appraised as meaningful and managed with the use of various
coping strategies.

Distinguishing Task- and Disengagement-Oriented Coping. The conceptualization of
coping distinguishes between two broad dimensions, namely task-oriented coping (i.e.,

persistence with goal-directed effort) and disengagement-oriented coping (i.e., withdrawal from
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goal-directed effort; Carver & Connor-Smith, 2010; Gaudreau & Blondin, 2002; Lazarus, 2006;
Tobin et al., 1989). According to this perspective, coping is a multidimensional construct that
can be conceptualized hierarchically at three levels of analysis: coping instances, coping
strategies, and coping dimensions (Skinner et al., 2003). At the lowest level are coping instances
that represent coping behaviours or cognitions, such as “I made a list of things to do”. These
instances represent the infinite real-time responses that individuals use to deal with specific
stressful transactions. At the intermediate level are the coping strategies that organize these
highly personal and situation-specific coping instances, such as “planning”. At the highest level
are the coping dimensions that organize all the coping strategies that serve to fulfill a common
goal in dealing with a stressor, such as “task-oriented coping”.

Within the large and intricate coping literature (Folkman & Moskowitz, 2004; Skinner et
al., 2003), we can easily go back to the early works of Lazarus and Folkman (1984) who
originally differentiated between problem- and emotion-focused coping. Problem- and emotion-
focused coping reflect the functions of coping responses to either act on the source of stress in
the environment or palliate negative emotions that arise from a stressful encounter or event
(Lazarus & Folkman, 1984). These two forms of coping can be found at the heart of many
coping theories and approaches (e.g., Compas et al., 2017; Folkman & Moskowitz, 2004;
Skinner et al., 2003). Over the years, however, researchers have argued that the management of
the stressor (i.e., task) and the management of the resulting emotions should be studied as coping
functions that go hand in hand in the service of a common goal, rather than as two separable
coping functions (Carver et al., 1989; Carver & Connor-Smith, 2010; Crocker et al., 2015;
Gaudreau, 2018; Lazarus, 2006). As a result, researchers have directed their efforts toward the

conceptualization of coping into two broader dimensions of action that integrate (1) the
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approach of task demands and the active regulation of associated emotions, known as task-
oriented coping (also called active coping), and (2) the avoidance of task demands and the
passive regulation of associated emotions, known as disengagement-oriented coping (Ayers et
al., 1996; Carver & Connor-Smith, 2010; Compeas et al., 2001; Gaudreau & Blondin, 2002;
Parker & Endler, 1992; Roth & Cohen, 1986; Skinner et al., 2003).

Task-oriented coping includes problem-focused coping and some forms of active
emotion-focused coping. This coping dimension includes strategies such as planning, logical
analysis, thought control, mental imagery, relaxation, effort expenditure, and support seeking.
Disengagement-oriented coping, in contrast, involves efforts aimed at avoiding task demands
and internal states by disengaging or distracting the self from goal-directed behaviour. This
coping dimension includes strategies such as venting negative emotions, social distancing,
mental distraction, and behavioural disengagement. Therefore, task-oriented coping includes
responses that are oriented toward the source of stress or one’s thoughts and emotions, whereas
disengagement-oriented coping refers to responses that are oriented away from the stressor or
one’s thoughts and emotions.

The hierarchical conceptualization of coping has many methodological advantages
(Skinner et al., 2003). First, the measurement of coping dimensions facilitates coping research by
reducing the number of variables and the necessary statistical power that would otherwise be
needed to analyze the many coping instances or strategies included in each dimension. Second,
coping dimensions regroup highly correlated variables into a theoretically interpretable score that
can reduce the likelihood of multicollinearity and suppression effects, which could both hide the
true effect of coping on a given outcome or provide results that are inconsistent across samples

(Tacobucci, 2010; MacKinnon et al., 2000). Third, coping strategies and coping dimensions
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provide different but complementary viewpoints to help clinical psychologists and school
counsellors understand how the coping strategies of a person are unique yet interrelated. At the
intermediate level, the measurement of coping strategies still offers a more fine-grained
understanding of the coping strengths and weaknesses of an individual. At the higher-order level,
the resulting coping dimensions allow researchers to study their distinct function in the stress
process. Despite the limited number of psychometrically sound hierarchically structured coping
questionnaires (e.g., Ayers et al., 1996; Connor-Smith et al., 2000; Walker et al., 1997),
organizing coping within a hierarchical framework is advantageous to create testable and theory-
driven hypotheses.

A majority of researchers agree on the hierarchical conceptualization of the coping
construct (see Skinner et al., 2003). It offers a parsimonious way of studying the functional
homogeneity and distinctiveness of each level of analysis as well as their links to adaptive
processes. However, a pervasive problem with typical approaches to the structural analysis of
items designed to measure coping is their tendency to provide insufficient empirical support (i.e.,
model fit) due to the inherent complexity of hierarchical factor structures. The coping inventory
for academic strivings (CIAS; Thompson, 2015) is a questionnaire that was developed to
measure how students manage the range of demands relevant to their academic goals
(Thompson, 2015). During its development, the scores of the CIAS were shown to have good
reliability (i.e., internal consistency and test-retest reliability) and validity (i.e., factorial,
divergent, convergent, incremental, predictive; Thompson, 2015) within the student population.
In particular, support was found for the incremental validity of the two dimensions of coping in
the prediction of academic outcomes over and above a general measure of coping (i.e., the Brief

COPE), thus suggesting that the CIAS measures specific cognitions and behaviours that are not
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captured by general coping. Support was also provided for the concurrent and predictive validity
of the CIAS by showing significant positive associations between task-oriented coping and
challenge appraisal, situational control, emotional control, self-efficacy, positive affect, and
academic satisfaction, both contemporaneously and prospectively, three weeks after exams
(Thompson, 2015). Positive contemporaneous and prospective associations were also found for
autonomous goal motivation and goal progress, respectively. Disengagement-oriented coping
showed significant positive associations with perceived stress, test anxiety, fear of failure,
controlled goal motivation, negative affect, and dropout intention.

Past research on the hierarchical structure of the CIAS provided evidence of acceptable
factorial and construct validity. However, recent advances in factor analyses now enable
researchers to identify areas of model misfit to investigate whether model misfit is simply due to
small cross-loadings or residual correlations, or if substantive model misspecifications are
responsible of creating large incoherencies between the proposed model and the empirical data
(Muthén & Asparouhov, 2012). In a recent study, Chamandy and Gaudreau (2022a) performed a
Bayesian confirmatory factor analysis. As usual, the fit of the hierarchical factor model was
inferior to the fit of a regular factor model in which strategies are correlated together without
being organized into coping dimensions. However, results indicated that the sources of model
misfit were inconsequential, trivial, and largely due to the fact that the hierarchical factor model
replaces 55 correlations by 11 second-order loadings. This hierarchical model is therefore
parsimonious as it provided a useful and sufficient account for how coping strategies related with
one another. As noted by Lazarus (1999), “we should have learned by now that the same act may
have more than one function and usually does [...] however seductive it may seem, coping

functions and strategies should never be thought of in either-or terms, but as complex



COPING, ACHIEVEMENT, AND PSYCHOLOGICAL ADJUSTMENT 15

interconnected thoughts and actions aimed at improving the trouble relationship with the
environment” (p. 123-124). Together, our findings showed that each coping strategy can be used
to primarily conceptualize one coping dimension. Small and trivial cross-loadings (when
accumulating across many sets of intercorrelations) appears to be the main cause of model misfit
when comparing the hierarchical coping model to a model in which coping strategies are all
inter-correlated without being reorganized into larger coping dimensions.

Overall, research has provided evidence for the utility of a hierarchical model that
distinguishes task- and disengagement-oriented coping as distinct families or dimensions of
coping that are distinctively predicted by cognitive appraisals and associated with indicators of
adjustment and achievement. For the remainder of my dissertation, the words task-oriented
coping and disengagement-oriented coping are meant to designate studies that have looked at
task- and disengagement-oriented coping strategies or as task- and disengagement-oriented
coping as broader dimensions. Hence, I use the label task-oriented coping to refer to studies
looking at problem-focused coping, engagement coping, active emotion-focused coping, and any
other synonyms used in the literature to capture my operational definition of task-oriented
coping. In contrast, I use the label disengagement-oriented coping to refer to studies looking at
avoidance coping, passive/inactive emotion-focused coping, and any other synonyms used in the
literature to capture my operational definition of disengagement-oriented coping.

Coping and Coping Effectiveness

In daily parlance, people use the word coping to describe a successful or desirable coping
outcome. In psychological science, coping refers to the effort or an attempt to cope rather than to
the effectiveness of this attempt (e.g., Lazarus & Folkman, 1984). Coping effectiveness is an

empirical question. The effectiveness of a coping strategy largely depends on the nature of the
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response (e.g., task- vs. disengagement-oriented strategies), life domain in which it is used,
situational opportunities and constraints, and the characteristics of the individual (Heckhausen,
1997; Lazarus & Folkman, 1984; Skinner et al., 2003). Hence, generalizations about the
functional/adaptive or dysfunctional/maladaptive value of any form of coping cannot be made
without considering the person and the context in which it takes place.

A coping dimension is said to be effective when it relates to and improves consequential
outcomes (e.g., psychological health, physical health, social functioning, performance).
Accordingly, coping effectiveness can be understood as “the degree to which a coping strategy
or combination of strategies is or are successful in promoting successful adaptation” (Crocker et
al., 2015, p. 52; Lazarus & Folkman, 1984). Among students and employees, achievement and
psychological adjustment are critical outcomes for successful adaptation and development
(Aldwin, 2007; Heckhausen et al., 2010). Importantly, the ways in which students manage the
demands of their personal strivings will affect not only their academic and professional
achievements, but also their short- and long-term psychological adjustment (Klug & Maier,
2015).

Coping and Achievement. Achievement is multidimensional and it can be
conceptualized using external (objective) standards of achievement and internal (subjective)
standards of achievement. When we speak of success in popular culture, we often think of wealth
and social status. In the school and work domains, success often refers to program admission,
grades, educational attainment, employment in one’s domain of expertise, promotions, or
monetary earning. For example, grade point average remains a widely used measure to
benchmark students and make important administrative decisions (e.g., admission, probation,

bursaries). This is also true for salary among employees. Such objective measures of
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achievement, however, do not take into consideration the idiosyncratic nature of the personal
goals pursued by an individual (e.g., Hsee & Abelson, 1991). For example, two students with the
exact same grades (e.g., B) may have totally attained or totally unattained their academic goal,
thus leading to increases in positive and negative affect, respectively (Wiese, 2007). For that
reason, it is pivotal to consider achievement in ways that reflect on the individuals’ personal
standards and denote the attainment of personally desired outcomes, such as goal progress, goal
attainment, and satisfaction with one’s performance.

Cross-sectional and prospective associations between coping and achievement are well
established in academic and work settings. In particular, task-oriented coping has been shown to
positively and significantly relate to subjective indicators of academic achievement, such as
academic goal progress (Chamandy & Gaudreau, 2019; Garriott & Nisle, 2018; Gaudreau et al.,
2012; Soucy Chartier et al., 2011). At work, task-oriented coping has been related to subjective
indicators of job achievement, such as self-rated job performance (Armstrong-Stassem, 1994;
Rabenu et al., 2016; Shimazu & Schaufeli, 2007; Shimazu et al., 2010). Although most research
has examined the contemporaneous asociations between task-oriented coping and subjective
achievement, there is some evidence to support their prospective association over a four-week
interval in relation to an examination period (Gaudreau et al., 2012; Thompson, 2015) and over a
1-year period in relation to general work stress (Shimazu & Schaufeli, 2007).

Similar patterns of results have been found with objective indicators of academic
achievement, such as grades (Alarcon et al., 2013; Cohen et al., 2008; Edwards & Trimble, 1992;
Endler et al., 1994; Gareau et al., 2018; Saklofske et al., 2012; Schellenberg & Bailis, 2016;
Thomas et al., 2017; Vizoso et al., 2018, 2019; Zeidner, 1995). At work, task-oriented coping

has also been associated with objective indicators of job achievement, such as supervisor ratings
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and job finding (Brown et al., 2005; Korner et al., 2015). Although most of these studies relied
on a cross-sectional design, the grades or performance ratings set as outcome variables are
typically obtained prospectively from schools or supervisors at the end of a given period (year,
semester, quarter). Overall — and despite some lack of significant association in some studies
(Thomas et al., 2017; Whatley et al., 1998) — ample evidence exists to support that task-oriented
coping matters to predict and understand achievement in both the educational and work
domains.

The relationship between disengagement-oriented coping and achievement appears less
consistent and potentially more complex. Specifically, in some cases, disengagement-oriented
coping has been shown to negatively and significantly relate to subjective (Gareau et al., 2018;
Gaudreau et al., 2012; Soucy Chartier et al., 2011) and objective indicators of academic
achievement (Alarcon et al., 2013; Edwards & Trimble, 1992; Cohen et al., 2008; Thomas et al.,
2017; Whatley et al., 1998) as well as subjective indicators of job performance (Rabenu et al.,
2016). In other cases, negative, albeit non-significant, associations have been found with
subjective (Gaudreau et al., 2012; Chamandy & Gaudreau, 2019) and objective indicators of
academic achievement (Endler et al., 1994; Thomas et al., 2017; Schellenberg & Bailis, 2016)
and with subjective (Shimazu & Schaufeli, 2007; Shimazu et al., 2010) and objective indicators
of job achievement (Brown et al., 2005; Korner et al., 2015). The reasons for these
inconsistencies may lie in the level of analysis with which the data is examined. In particular, a
daily diary study examining the between- and within-person associations between coping and
academic goal progress indicated that task-oriented coping was positively related to goal
progress at the between-person level, whereas disengagement-oriented coping was not

(Thompson, 2015). At the within-person level, however, task- and disengagement-oriented
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coping were positively and negatively related to goal progress, respectively. These findings
suggest that achievement may be lower on days when a person uses more disengagement-
oriented coping than their typical average. Likewise, recent research has shown that the effect of
disengagement-oriented coping on academic performance depends on the individuals’ profile of
coping usage and suggests that a person who uses disengagement-oriented strategies to a larger
extent will exhibit lower performance and more symptoms of burnout than someone who uses a
more balanced combination of disengagement- and task-oriented coping (Green et al., 2019).
Despite the lack of significant association in some studies, empirical evidence indicates that
disengagement-oriented coping can either be detrimental or at least not significantly useful to
promote the achievement of students and employees.

Coping and Psychological Adjustment. Even more research has examined the
relationship between coping and the psychological adjustment of students and employees. In
school, the use of task-oriented coping strategies has been shown to positively relate to
indicators of psychological adjustment such as life satisfaction (Saklofske et al., 2012), academic
satisfaction (Boileau et al., 2020; Gaudreau et al., 2015), positive affect (Blouin-Hudon et al.,
2016; Saklofske et al., 2012), psychological well-being (Aspinwall & Taylor, 1992; Keech et al.,
2018; Perera & DiGiacomo, 2015), and academic adjustment (Leong et al., 1997), and negatively
to symptoms of burnout such as cynicism and exhaustion (Vizoso et al., 2019). Task-oriented
coping has also been shown to positively relate to indicators of psychological adjustment in the
work setting, such as organizational identification (Amiot et al., 2006), job satisfaction (Amiot et
al., 2006; Terry et al., 1996), and adjustment (Armstrong-Stassem, 1994), and negatively to
symptoms of burnout (Boyd et al., 2009; Hyojung Shin et al., 2014; Laschinger et al., 2015;

Zhao & Ding, 2020).
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The use of disengagement-oriented coping strategies has been shown to negatively relate
to indicators of psychological adjustment, such as life satisfaction (Saklofske et al., 2012),
academic satisfaction (Boileau et al., 2020; Gaudreau et al., 2015), positive affect (Blouin-Hudon
et al., 2016; Saklofske et al., 2012), and academic adjustment among students (Aspinwall &
Taylor, 1992; Leong et al., 1997; Perera & DiGiacomo, 2015), and job satisfaction,
psychological well-being (Terry et al., 1996), and organizational identification among employees
(Amiot et al., 2006). Disengagement-oriented coping has also shown positive associations with
symptoms of burnout and depression among students (Deary et al., 2003; Vizoso et al., 2019;
Whatley et al., 1998) and employees (Boyd et al., 2009; Zhao & Ding, 2020). Although most
research relied on cross-sectional designs, there is evidence to support the prospective
associations between coping and psychological adjustment across several days (Boileau et al.,
2020) and weeks (Perera & DiGiacomo, 2015) during a semester. Although research so far has
been informative for researchers and practitioners in exposing the psychological consequences
associated with the differential roles of coping in the school and work contexts, less research has
investigated the coping mechanisms put in place by university students when simultaneously
coping with the demands of their academic and career goals.
Coping with The Pursuit of Academic and Career Goals

An area that has received little research attention is the anticipation and experience of
preparing for a life after graduation. As university students experience demanding school-related
situations, they must also begin to think about and pursue the goals that will open the door to
their desired post-graduation life. Future events can be an important source of stress, particularly
when they are perceived as uncertain or ambiguous, or when the person perceives having limited

control over the outcome (Monat et al., 1972). In such cases, stress can be viewed as the
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anticipation of adversity in goal-related efforts (Carver & Connor-Smith, 2010) or the
anticipation of demands that exceed personal resources (Lazarus & Folkman, 1984).

This period of anticipation does not necessarily involve being exposed to a stressor per
se, but can impact the physiological and psychological responses of an individual in the same
way (de Berker et al., 2016; Tomaka et al., 1993), thereby hindering the goal pursuit and
psychological adjustment of the person (Dietrich et al., 2012; Muraven & Baumeister, 2000;
Rettie et al., 2021). Furthermore, students’ perception of post-graduation life has been suggested
to be tainted by a sense of uncertainty and void compared to their short-term obligations and
their well-defined academic lives as students (Chamandy, 2016). The demands of university may
force some students to invest most of their resources (time, effort) in the management of school-
related tasks. This imbalance of resource allocation can prevent students from preparing for and
efficiently pursuing their career goals. This perspective supports previous research indicating that
the senior year transition is marked by mixed emotions, ranging from positive feelings of
achievement such as hope, pride, and optimism, to negative feelings such as desperation,
uncertainty, and stress (Bonaccio et al., 2014; Overton-Healy, 2010).

Although setting the right academic and career goals and conducting an effective job
search are often primary concerns for career counselors, students and soon-to be graduates also
face a host of challenges as they strive to manage the day-to-day responsibilities and demands
associated with the completion of their degree. That is, students are expected to succeed in
school while at the same time navigate the pressure to develop the specific career plans that will
dictate where they will be in the immediate future; All of this, despite still being unfamiliar with

the precise opportunities, challenges, and culture of the workforce. Therefore, the university
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experience represents a process of change that requires ongoing adaptation, which cannot be
adequately understood without considering students’ career strivings.

Despite the potential challenges associated with the pursuit of academic and career goals,
students and employees can exert a certain degree of control over how they appraise and manage
changing situations (Amiot et al., 2006; Dietrich et al., 2012; Gomes et al., 2013; Korner et al.,
2015; Monat et al., 1972). For example, research in the work context has demonstrated the
negative consequences of people’s appraisal of uncertainty about organizational change on job
satisfaction and turnover intentions across a four-week interval (Rafferty & Griftin, 2006; see
also Bordia et al., 2004). In particular, the use of task-oriented coping strategies has been shown
to predict a higher chance of finding a job over one year whereas disengagement-oriented coping
predicted a lower income (Kdorner et al., 2015). Furthermore, a longitudinal study examining
employees three and 24 months after the implementation of a merger found that their perceived
self-efficacy (a control belief) about their capability to deal with the merger predicted greater use
of prospective task-oriented coping, and stress appraisal predicted both a greater use of task- and
disengagement-oriented coping (Amiot et al., 2006). In turn, task-oriented coping was related to
higher levels of job satisfaction and identification with the merged organization, whereas
disengagement-oriented coping was related to lower organizational identification. Hence, these
findings support Lazarus & Folkman’s (1984) framework, suggesting that coping mediates the
appraisal-outcome relationship.

In a similar vein, a three-wave study spanning the first semester of students’ transition to
university examined if coping could predict changes in transition related indicators of successful
adaptation (Amiot et al., 2008). Task-oriented coping one month into university was found to

relate to an increase in students’ academic motivation, identification as a university student, and
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well-being from beginning to end of the semester. In contrast, disengagement-oriented coping
was related to a decrease in both academic motivation and well-being.

Although no research has examined task- and disengagement-oriented coping during the
simultaneous pursuit of academic and career goals (except Chamandy & Gaudreau, 2019) or
during the transition from university to work, there is some evidence to suggest a spillover in
burnout symptoms from school to work. In a sample of students who were followed from their
final year at university into their first two years at work, it has been found that school-related
symptoms of exhaustion and cynicism predicted work-related symptoms of exhaustion and
cynicism, respectively. Overall, the transactional model of stress and coping is deemed to
provide a valuable framework from which to study how coping with goal-related demands can
relate to the short- and long-term achievement and psychological adjustment of students and
recent graduates. Research is therefore needed to focus on bridging the gap between school and
work strivings to better understand the psychological factors that could contribute to helping
students prepare for their post-graduate transition while they are still actively engaged in the
pursuit of their academic strivings.

Coping with the Current State of Affairs

Coping can vary across contexts, situations, and time (Gaudreau & Miranda, 2010). The
transactional nature of coping implies that individuals can modify their behaviour according to
the changing demands of their environment. This view of coping relies on a process-oriented
approach that centers around three methodological conditions (Lazarus & Folkman, 1984; 1987).
First, coping should be measured as actual situation-specific coping efforts rather than solely as
dispositional tendencies that generalize across all areas of life. Second, to better understand and

evaluate coping, its antecedents, and its outcomes, coping should be measured in a particular
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context or situation. Third, because a process implies change, coping should be measured across
different time points and contexts. Therefore, the situation or context, as appraised by the person,
is important in shaping the coping process (e.g., Compas et al., 1988; Folkman et al., 1986;
Peacock & Wong, 1996).

Individuals can use coping across all spheres of their lives, providing an array of different
situations, contexts, and life domains in which it can be studied. Despite the mounting empirical
evidence supporting the differential roles of coping in the lives of students and employees,
relatively little longitudinal research has adopted a transactional point of view to study coping
across time and contexts. Recent efforts have begun to embrace the necessity to incorporate
multiple goals in the study of goal striving and successful adaptation (Gaudreau et al., 2015; see
also Carraro & Gaudreau, 2011, 2015). Notably, a cross-sectional study examining the school-
and sport-related coping of high school student-athletes revealed that coping in school and
coping in sports had unique associations with context-specific satisfaction, even while
controlling for general life satisfaction (Gaudreau et al., 2015). Although this dual-domain
approach to studying goal pursuit has opened the door to the study of coping across multiple life
domains (see also Carraro & Gaudreau, 2015), research efforts are still needed to bridge the gap
between the academic and career strivings of university students. My goal, with this dissertation,
is to build upon the transactional theory of stress and coping (Lazarus & Folkman, 1984) through
the lens of the educational and organizational literature by examining coping as a process that
can bridge academic and career strivings across time and contexts.

The School and Work Contexts
Life transitions are demanding, and the one from school to work can represent a period of

high stress and ambiguity for some individuals (Sugarman, 2010). Unlike the transition from
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high school to university, entry into the workplace represents a relatively clear demarcation from
one’s past identity, roles, independence, relationships, and lifestyle. It is also a time marked by
uncertainty about the future — a future that can involve great change and little predictability
(Brammer, 1992; Hettich, 2010).

We can compare the university and workplace settings on many levels to identify their
similarities and differences. On the one hand, both environments are similar in that they involve
related goals and experiences (Ballad et al., 2018). First, they can represent components of a
broader self-regulatory system, with overarching goals that guide more immediate pursuits
needed to facilitate the attainment of desired outcomes (Kruglanski et al., 2018; Stock &
Cervone, 1990). Research indicates that people may prefer actions that enable progress toward
multiple goals over actions that enable progress toward a single goal, presumably because they
have greater value (Kruglanski et al., 2013). For example, the pursuit of a university education
can represent a multifinal mean that serves in the attainment of both a degree and future
employment. If the attainment of a university degree is perceived as instrumental for the
attainment of a desired career, then educational pursuits have incentive value that can hold self-
regulatory advantages (Neal et al., 2017; Riediger & Freund, 2004; Tabachnick et al., 2009).
Second, both contexts of school and work are similar in that they involve achievement-related
goals. They involve performance standards in relation to professional aspirations that individuals
strive to achieve. Post-secondary education typically serves to provide students with a foundation
of knowledge and experiences for future employment by connecting educational and work
settings.

On the other hand, the academic and work settings can be argued to be very different,

making the transition between both domains challenging. First, although both achievement-
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related, both contexts differ in the amount of structure and feedback provided. University is
typically defined as a structured learning environment with course syllabi that outline each
objective and measure of performance. Students regularly complete assignments and tests on
which they are provided an indication of their performance. Tasks in the workplace are generally
different in that they often arise unexpectedly, and people are offered limited guidance and
feedback. This relative lack of structure and direction can be challenging and frustrating for new
graduates and may leave them feeling unsupported. Second, both students and employees can be
required to work independently or cooperatively and be subjected to individual performance
ratings. However, contrary to students who are accustomed to being evaluated individually,
employees tend to focus on getting results for the client or the organization while being
evaluated for the good of the collective group. Therefore, there is a need for new graduates to be
adaptable in the face of change — whether this change relates to new demands, roles,
expectations, uncertainty, or the acquisition of new skills.
The Psychology of Transitions

According to Schlossberg (1984), a transition is any event, or non-event, that results in
changed relationships, routines, assumptions, and roles. Most theorists define transitions as an
integral aspect of human development that involves a challenge to personal transformation and
growth (for a review see Anderson et al., 2012). Although the onset of a transition may be linked
to one identifiable event (i.e., graduation), transitions can be understood more accurately as a
process that unfolds over time (Bridges, 1986; Schlossberg, 2011). Part of the complexity of life
transitions is that they generally involve anticipated change (i.e., graduation, the necessity to
seek employment) but also more ambiguous change (e.g., geographical location, roles, and

workplace culture; Anderson et al., 2012). Anticipated events allow individuals to predict the
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change, anticipate their options, and plan, whereas unanticipated and more ambiguous events do
not (Schlossberg, 1984). As such, the uncertainties and resulting stress experienced by students
are likely to be more specific to the ambiguous changes or events that await them in the future.
This assumption has been supported by qualitative studies among senior year students and recent
graduates (Chamandy, 2016; Nonglait & Myrthong, 2021; Perrone & Vickers, 2003; Yazedjian
et al., 2010). Hence, although a university education brings challenges and periods of high
demands, students perceive the transition between school and work as moving from a predictable
path — one they have been following for nearly two decades — to a future filled with opportunities
and paths to be created and made their own.

Building upon Bandura’s seminal work (1989), the social cognitive career theory was
developed to understand the processes through which people change and regulate their own
behaviour in response to specific achievement-driven situations (Lent et al., 1994). The theory is
based on a reciprocal determinism model that emphasizes cognitive, behavioural, and contextual
factors as fundamental determinants of the varying outcomes achieved in educational and career
pursuits. Goal mechanisms and coping processes are among these factors (Dix & Savickas,
1995). In the social cognitive career theory, coping self-efficacy represents a person’s belief about
their ability to cope efficiently with life challenges and is critical to whether a person feels confident in
their ability to perform the actions necessary for goal attainment (Bandura, 1989; Green, 2017).
People's beliefs in their capacity to manage environmental demands influence how they will approach
novel or difficult situations and the thought processes, affective states, motivation, and behavioural
responses they will experience when faced with stressors (Jerusalem & Schwarzer, 1992). While
academic self-efficacy is a key component of the cognitive and behavioural efforts needed for both

academic retention and academic performance, the theory also emphasizes the self-regulation of
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effort as an important element in the achievement of long-term goals (Neal et al., 2017).

On the one hand, empirical studies consistently demonstrate that self-efficacy is related to
various performance outcomes (e.g., Stajkovic & Luthans, 1998). In educational psychology, self-
efficacy beliefs have been identified as important non-cognitive predictors of academic
performance among university students, even above and beyond more traditional cognitive
indicators such as intelligence and standardized tests (e.g., Jung et al., 2017). Furthermore, a
meta-analysis examining the psychological correlates of university students’ academic
performance revealed that performance self-efficacy was the strongest of 50 correlates of GPA
(r" =.59), which included three demographic factors, five traditional measures of cognitive
capacity or prior academic performance, and 42 non-intellective constructs (personality traits,
motivational factors, self-regulatory learning strategies, students' approaches to learning, and
psychosocial contextual influences; Richardson et al., 2012). Academic self-efficacy (+" = .31)
and grade goal (+" = .35) showed medium effects, while intelligence showed a smaller effect ("
=.20).

On the other hand, self-regulatory and coping strategies also play an important role in
performance, such as effort regulation (»" = .32), time and study management (»" = .22), and help
seeking (" = .15; Richardson et al., 2012). What is more, high school GPA and standardized test
scores (SAT/ACT) were shown to collectively explain 22% of the variance in GPA, while effort
regulation, academic self-efficacy, and grade goal accounted for 28% of the variance in GPA,
thus explaining an additional 6% of the variance over and above the more traditional cognitive
predictors of performance. Hence, less stable motivational and self-regulatory factors are non-
negligible predictors of student success. Taken together, past theoretical and empirical research

in the field of educational and career development has enabled researchers to view the transition
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to university and again from university to work as change to which people must adapt in order to
succeed, rather than a mere decision-making and goal-setting process. How people pursue their
goals and respond to ongoing change should play a significant role in how they will adjust and
make progress in their quest to meeting the demands of changing conditions (Brammer, 1992;
Lazarus & Folkman, 1984).
This Doctoral Dissertation

The overarching goal of this doctoral thesis is to better understand the role of coping as a
transferable psychological factor that can prevent, or permit, students and recent graduates to
successfully pursue their academic goals as well as successfully prepare for, transition, and adapt
to work entry. To achieve this goal, preliminary research established the relevance studying a
dual-domain framework of academic and career strivings to examine the role of coping across
life domains. Based on this study, three original empirical studies further the notion that task-
and disengagement-oriented coping contribute to our understanding of the processes involved in
the subjective achievement and psychological adjustment of students and recent graduates.
Preliminary Research on the Dual-Domain Model of Coping

So far, there is ample evidence to suggest that coping plays an important role for one’s
psychological adjustment in both the school and work context. Little is known, however, about
the role of coping for predicting the psychological adjustment and subjective achievement of
students while in school and preparing for a life after graduation. To address this gap a
preliminary study published by Chamandy & Gaudreau (2019) proposed a dual-domain
framework to better understand the experience of students during the simultaneous pursuit of
their academic and career goals. The cross-sectional study (N = 234) investigated the role of

students’ career doubt in relation to the coping and progress they made toward the achievement
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of both their academic and career goals. First, configural, metric, and scalar invariance was
supported across domains, suggesting that coping and goal progress were reliably measured
across contexts. This is a prerequisite to ensure that coping can be reliably compared across the
school and career strivings of students (Vandenberg & Lance, 2000). Second, as shown in Figure
1.1, results of structural equation modeling indicated that career doubt was negatively associated
with academic- and career-related task-oriented coping which, in turn, were respectively
positively associated with academic- and career-related goal progress. In contrast, career doubt
was positively associated with academic- and career-related disengagement-oriented coping
which, in turn, were not significantly associated with academic- and career-related goal progress.
As a result, task-oriented coping — but not disengagement-oriented coping — mediated the
association between career doubt and goal progress. Hence, results of within-domain paths
indicated that the less doubt students experienced about their career goals, the more likely they
were to manage school- and career-related stressors in a task-oriented manner and make progress
toward the achievement of both their academic and career goals.

The dual-domain framework is useful to differentiate within-domain and between-
domain effects. Results of Chamandy and Gaudreau (2019) revealed a pattern of within-domain
effects in which school coping influences school achievement whereas career coping influences
career achievement. On the one hand, no supportive evidence was found for cross-domain, or
between-domain effects of coping. More precisely, school coping did not relate to career
achievement whereas career achievement did not relate to school achievement. Hence, the
coping dimensions measured in one domain were shown to be stronger predictors of the goal

progress made in that respective domain.
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Figure 1.1

Dual-Domain Model of Coping and Progress for Academic and Career Goals Taken from
Chamandy & Gaudreau, (2019).
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On the other hand, the spillover paths can be theoretically insightful to further our
understanding of a complex goal system in which future goals can influence proximal self-
regulation and vice versa (Miller & Brickman, 2004). In line with theoretical models that link
cognition to behaviour (e.g., Bandura, 1989; Lazarus & Folkman, 1984; Lent et al., 1994),
cognitive factors (e.g., career doubt, challenge appraisal) can bring a sense of purpose that spills
over through motivational pathways to predict academic choices or behaviours. As such, in the
dual-domain framework of Chamandy and Gaudreau (2019), career doubt was found to spillover
to the proximal levels of the goal hierarchy by relating to more immediate academic and career
strivings (Wiese, 2007). These findings indicate that the ways in which students feel about their
career choices or appraise their school-to-work transition can be detrimental not only to their
career strivings, but also to their academic ones (e.g., more disengagement and less task-oriented
coping and goal progress).

This preliminary study (Chamandy & Gaudreau, 2019) represents a first empirical
attempt to bridge the gap between the academic and career strivings of university students from a
transactional perspective In moving forward, this study revealed the promises and the utility of
studying a dual-domain model of coping for academic and career strivings, as evidenced by the
within-domain associations and the spillover influence of career doubt on the coping strategies
and progress made by university students while in school and preparing for a life after
graduation. While the proposition of this first study has opened the door to original insights in
the coping literature, the coping construct has been argued to be better understood as a process
that not only varies across contexts, but that also changes over time. The doctoral thesis
addresses this latter limitation by applying the dual-domain framework to the longitudinal

examination of academic and career strivings.
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Research Questions

Three research questions emerge from prior work: 1) What are the domain specificity and
changing nature of the coping process during university students’ simultaneous pursuit of
personal academic and career goals? 2) What are the coping mechanisms and processes involved
in both graduates’ transition from school to work and their short-term adaptation at work? 3) Can
a coping intervention promote more desirable appraisals of the school-to-work transition, and in
turn, a more positive academic experience?

To answer these questions, three longitudinal studies document a) the relationships
between control appraisals, coping, and goal progress at the same level of specificity via two
goal domains as well as burnout as a consequential outcome specific to students in the university
context; b) the spillover effects from school to work and the relationships between challenge and
threat appraisal, coping, goal progress, satisfaction, and burnout among recent graduates; c) the
impact of scenarios targeting transition-related goals, barriers, and self-regulatory selves, which
raises the potential for interventions among the student population. The three studies are
presented below, each under the form of a scientific article, within a respective chapter. Figure
1.2 presents the conceptual framework for the dual-domain model of academic and career

strivings.
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Figure 1.2

34

Conceptual Framework for The Dual-Domain Model of Academic and Career Strivings
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CHAPTER 2
The Pursuit of Academic and Career Goals: A Dual-Domain Latent Change Score Model

of Coping, Progress, and Burnout

Melodie Chamandy and Patrick Gaudreau

Chamandy, M., & Gaudreau, P. (2022). The pursuit of academic and career goals: A dual-
domain latent change score model of coping, progress, and burnout. International

Journal of Stress Management, 29(2), 130—142. https://doi.org/10.1037/str0000247
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Abstract

In this study (N = 550), we relied on a dual-domain framework in which the academic
and career strivings of university students were separately measured at two points in time to
consider the domain specificity and changing nature of the coping process. We first examined the
contemporaneous interplay between perceived control, coping, goal progress, and burnout. We
then examined if these effects would translate at the longitudinal level. Using bivariate latent
change scores, we created a model in which earlier levels of perceived control and coping in a
particular domain would respectively explain change in coping and outcomes in that same
domain. To rule out alternative cross-domain and bidirectional hypotheses, we then built upon
this model to test (a) a model in which we added spillover paths to examine whether the within-
domain effects could also take place across the academic and career domains and (b) a model in
which we added paths in the reversed direction to elucidate the direction of the within-domain
effects under study. Results of longitudinal analyses indicated that earlier use of task- and
disengagement-oriented coping predicted change in goal progress, but not in burnout, in both the
academic and career domains. In the career domain, earlier levels of goal progress also predicted
change in task-oriented coping, thus revealing a bidirectional effect. No cross-domain effects
were supported. Overall, results indicated that the associations between coping, goal progress,
and burnout differed both within and across time and contexts.
Keywords: task- and disengagement-oriented coping, goal progress, school burnout, latent
change scores, university students

Supplemental materials: https://doi.org/10.1037/str0000247.supp
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The Pursuit of Academic and Career Goals: A Dual-Domain Latent Change Score Model
of Coping, Progress, and Burnout

University students invest a significant amount of time and energy to meet the
requirements of their academic courses. While striving to fulfill these demands, students also
pursue the goals that will allow them to build the foundation for their future career (Lent et al.,
2002). These academic and career strivings alone are often accompanied by significant sources
of stress (Salmela-Aro & Vuori, 2015). Some students will embrace these experiences to learn
and thrive, while others will experience lower academic performance, lower program
completion, and lower psychological adjustment (Amirkhan & Kofman, 2018; Garriott & Nisle,
2018; van der Zanden et al., 2018). Of importance, these consequential life outcomes can follow
new graduates onto the workplace (Hakanen et al., 2008).

Goals play a crucial role in adaptive self-regulation throughout the life span (Austin &
Vancouver, 1996). Social cognitive career theory (Bandura, 1989; Lent et al., 1994) was
developed to understand the pursuit of academic and career goals and the processes through
which people change and regulate their own behavior in response to particular achievement-
driven situations. The theory emphasizes cognitive, behavioral, and contextual factors as
fundamental determinants of the varying outcomes achieved in educational and career pursuits.
Goal mechanisms and coping processes are among these factors (Dix & Savickas, 1995).

Findings from a recent longitudinal study indicated that educational and career goals are
of highest priority, compared to relational and financial goals, for students in their senior year of
high school and again in their fourth year of university (Yau et al., 2021). Additionally, coping
has long been argued to be a process that changes over time and varies across contexts (Lazarus

& Folkman, 1984). Although research examining the dynamics of multiple goal processes and
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coping in response to developmental goals is not new (e.g., Dix & Savickas, 1995; Havighurst,
1953; Super, 1957), past studies have focused on contemporaneous associations (cross-sectional
designs) while paying insufficient attention to the domain- specific nature of students’ coping.

Building upon a dual-domain approach of academic and career strivings (e.g., Chamandy
& Gaudreau, 2019), the purpose of this investigation was to examine the role of university
students’ goal appraisal and coping strategies in ensuring goal progress and psychological
adjustment across the semester. Our first goal was to consider the domain specificity of the
coping process. Therefore, we relied on a dual-domain framework in which perceived control,
coping, and goal progress were separately measured for the academic and career domains. Our
second goal was to account for the changing nature of coping, goal progress, and burnout over
two points in a given semester. Therefore, we relied on a short-term prospective/longitudinal
design. We followed students during a period that mirrors the earlier weeks of the semester—
when students set goals for themselves and prepare for their midterm exams (T1)— and the later
weeks of the semester—when students juggle the various demands of preparing for and taking
their final set of exams(T2). As university students have yet to enter the job market, our dual-
domain model focused on school burnout, which was proposed to be influenced by both
academic- and career-related coping. Thislongitudinal dual-domain approach to studying
academic and career goals aims to enhance our limited understanding of how the variables under
study operate both within and across time and contexts.
Coping With Goal-Related Demands

University students are constantly gauging what they need to accomplish (e.g., study six
chapters within the next 2 days) in order to achieve desired outcomes (e.g., pass the exam). The

demands associated with the pursuit of multiple goals can represent a source of stress for
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university students. Based on the early work of Lazarus and Folkman (1984), stress can be
understood as a process that involves a transactional relationship between the person and the
demands of the environment. Within this transaction are cognitive appraisals or the subjective
evaluation of situational demands. Primary appraisal is concerned with the personal significance
of these demands based on what is at stake for one’s goals. Secondary appraisal is concerned
with the evaluation of one’s coping resources (e.g., time, ability, experience, attitude) for
reducing or mastering the demands of the situation. Perceived control is a secondary appraisal
that represents the extent to which a person perceives oneself as being able to successfully
control or overcome the situation (Lazarus, 2006). Importantly, this sense of control is thought to
influence a person’s coping actions (Endler et al., 2000) independently from the objective control
conditions that may have contributed to those perceptions (Weiner, 1985).

Students respond to the daily demands associated with their personal goals through
coping—a deliberate process involving cognitive and behavioral efforts in response to specific
internal or external demands that deplete or exceed personal resources (Lazarus & Folkman,
1984). Coping responses aim to reduce the gap between demands and available resources, and
thereby reduce perceived stress and any associated negative emotions (Lazarus, 2006). In
addition, change has been argued to be the essence of stress, coping, and adaptation (Folkman &
Lazarus, 1985). Accordingly, coping is part of an adaptation process in which people mobilize
and direct thoughts, behaviors, and emotions to meet the demands of changing conditions and
facilitate movement toward their goals (Aspinwall & Taylor, 1992; Compas et al., 2001;
Folkman & Lazarus, 1985). Researchers have supported the link between appraisal and coping in
both domains of school (Schellenberg & Bailis, 2016) and work (Ben-Zur & Michael, 2007),

thus suggesting that perceived control is a psychological factor that can extend to the kind of
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coping actions people will use in response to specific achievement-driven demands.
The Role of Coping for the Attainment of Desirable Outcomes

Students can use a variety of strategies to cope with changing demands. Lazarus and
Folkman (1984) originally differentiated between problem- and emotion-focused coping, which
respectively reflect the coping responses that serve to act on the source of stress in the
environment and those that serve to palliate negative emotions that arise from a stressful
encounter. Over the years, two broader dimensions of action that incorporate problem- and
emotion-focused coping have received a great deal of theoretical and empirical scrutiny (Ayers
et al., 1996; Compeas et al., 2001; Roth & Cohen, 1986). On the one hand, task-oriented coping
(TOC) involves responses aimed at approaching and actively managing external demands and
the resulting thoughts and emotions (e.g., planning, analyzing the situation). On the other hand,
disengagement-oriented coping (DOC) involves responses aimed at avoiding external demands
and distracting oneself from the resulting thoughts and emotions (e.g., venting negative
emotions; Gaudreau & Blondin, 2002; Skinner et al., 2003). Researchers have found support for
the usefulness of differentiating between TOC and DOC, as the two dimensions are distinctively
predicted by cognitive appraisals and associated with indicators of adjustment and achievement.

A coping dimension is said to be effective when it relates to and improves consequential
outcomes (e.g., psychological health, social functioning). The effectiveness of a coping strategy
largely depends on the nature of the demands and life domain in which it is used, as well as the
situational opportunities and constraints and characteristics of the individual (Heckhausen et al.,
2010; Lazarus & Folkman, 1984). As much as the presence of high demands does not inevitably
result in negative outcomes, no single way of coping holds the key to successful adaptation. In

educational and organizational psychology, achievement and psychological adjustment can be
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taken as consequential outcomes that characterize successful adaptation (Lent et al., 2002).

Achievement is pivotal for students and employees and mounting empirical evidence has
provided support for the associations between coping and achievement in the educational and
work domains. In particular, TOC and DOC have been reported, respectively, to positively and
negatively relate to indicators of objective achievement such as exam grades, course grades, and
cumulative grade point average (Alarcon et al., 2013; Gareau et al., 2018). Although some
research failed to provide support for such associations (Cohen et al., 2008; Struthers et al.,
2000), it appears that grade point average remains a widely used measure to benchmark students.
However, such measures typify the cumulative achievement taken at the end of a period (e.g.,
semester, year) and do not take into consideration the idiosyncratic nature of the personal goals
pursued by each student. Furthermore, students can pursue both academic and other
developmentally important goals. Earning a good grade (i.e., A) does not inherently mean that a
student will feel like they have performed sufficiently well on a task, just as much as earning an
objectively lower mark (i.e., B) does not mean that a student will be unsatisfied with the progress
made on their academic goals. Goal progress—which can be studied across life domains—offers
a useful level of analysis to understand the personal and subjective progress students feel they
are making toward the attainment of personally valued outcomes (Wiese, 2007).

Although research on coping and subjective achievement remains scarce, there is
empirical evidence to suggest that TOC and DOC are respectively related to positive and
negative outcomes in the educational and work domains. In particular, research has supported the
positive links between TOC and goal progress in university (Chamandy & Gaudreau, 2019;
Garriott & Nisle, 2018; Soucy Chartier et al., 2011), as well as self-reported performance at work

(Shimazu et al., 2010). DOC, in contrast, has shown negative (Soucy Chartier et al., 2011) and
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sometimes nonsignificant associations with academic goal progress and self-rated job
performance (Chamandy & Gaudreau, 2019; Gaudreau et al., 2012; Shimazu et al., 2010).

Psychological adjustment is a cardinal feature of individuals’ successful adaptation in
achievement-driven contexts for which coping plays a pivotal role (Aspinwall & Taylor, 1992;
Lent et al., 2002; Wiese, 2007). TOC and DOC have been respectively shown to positively and
negatively relate to indicators of psychological adjustment, such as well-being (Amiot et al.,
2008), academic satisfaction (Gaudreau et al., 2015), positive affect (Saklofske et al., 2012),
academic adjustment (Leong et al., 1997), and job satisfaction (Amiot et al., 2006).

Burnout was originally defined as a syndrome encountered among employees who face
an imbalance between job demands and available resources (Demerouti et al., 2001; Maslach &
Jackson, 1981). Such imbalance can also be experienced by university students. Indeed, having
to manage the demands of school while preparing for a life after graduation can leave some
students at risk of experiencing symptoms of burnout—a state of physical, emotional, and mental
exhaustion that results from long-term involvement in situations that are experienced as stressful
or emotionally demanding (Maslach & Jackson, 1981; Salmela-Aro & Vuori, 2015). The
propensity to develop symptoms of burnout is likely to vary according to one’s coping responses.
A recent meta-analysis revealed that symptoms of burnout are negatively associated with TOC
and positively associated with DOC among employees (Shin et al., 2014). A longitudinal study
conducted with students showed similar findings (Deary et al., 2003), indicating that TOC and
DOC may respectively optimize and hinder the ways in which individuals adapt to the demands
of school and work. Notably, burnout has been shown to exhibit moderate to high stability over a
12- and 36-month period (Deary et al., 2003; Hakanen et al., 2008), suggesting that symptoms of

school burnout may begin in university and persist when graduates begin their careers. Overall,
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ample evidence indicates that coping significantly predicts achievement and psychological
adjustment among students, but less is known about whether school- and career-related coping
efforts both uniquely contribute to these associations.

The Present Study

We begin by testing our proposed hypotheses at the cross- sectional level before
estimating a series of bivariate latent change score models. This approach was deemed valuable
for two reasons (see Spector, 2019). First, it provides the opportunity to support (or not) the
findings of past research, most of which was conducted with cross-sectional designs. Second, by
presenting results of both cross-sectional and latent change score models, we contribute to the
growing body of literature (e.g., McArdle & Nesselroade, 1994; O’Laughlin et al., 2018)
illustrating that inferences from contemporaneous associations may substantially differ from
conclusions based on longitudinal change analyses, thus encouraging researchers to use caution
when attempting to use cross-sectional data to estimate longitudinal processes.

In the first model, we tested the hypothesized contemporaneous associations (first
structural model [SM1]; cross-sectional examination of longitudinal data) between perceived
control, coping, progress, and burnout. Both T1 and T2 variables were estimated for the
academic and career domains and paths were estimated at each time point to examine how the
variables were contemporaneously related within each measurement occasion. Based on results
of past research (Chamandy & Gaudreau, 2019; Schellenberg & Bailis, 2016), we expected
within-domain effects in which perceived control and coping in a particular domain would
respectively relate to coping and progress in that same domain. Our research hypotheses within

the academic and career domains for the contemporaneous model are as follow: HI: At T1,
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perceived control! will relate (a) positively to TOC and (b) negatively to DOC. H2: At T1 and
T2, TOC will relate (a) positively to goal progress and (b) negatively to burnout. H3: At T1 and
T2, DOC will relate (a) negatively (significantly or not) to goal progress and (b) positively to
burnout.

We then moved on to a unidirectional model of latent change scores (second structural
model [SM2]) to test the proposed relationships at the longitudinal level with an approach that
better reflects the changing nature of the coping process (McArdle, 2009). In line with our first
model, we expected within-domain effects in which T1 perceived control and coping in a
particular domain would respectively explain change (A) in coping and progress in that same
domain. Our research hypotheses within the academic and career domains for the unidirectional
latent change score model are as follow: H4: Given the changing demands and stressors involved
in the pursuit of academic and career goals, TOC, DOC, progress, and burnout will change from
T1 to T2. H5: T1 variables will relate to their respective change score. H6: T1 perceived control
will relate (a) positively to ATOC and (b) negatively to ADOC. H7: T1 TOC will relate (a)
positively to AProgress and (b) negatively to ABurnout. H§: T1 DOC will relate (a) negatively
(significantly or not) to AProgress and (b) positively to ABurnout.

Tests of Alternative Models

Goal motivation and stress processes have been argued to differ across situations and
life domains and to consequently be stronger predictors of outcomes in their respective domain
(i.e., matching domain effects; Lazarus & Folkman, 1984; Vallerand, 1997). Nonetheless,
research focusing on work-life balance has provided ample empirical support for cross-domain
effects (i.e., spillover effects), suggesting that stress processes in a particular life domain (e.g.,

role overload at work) can result in desirable or undesirable effects in another life domain (e.g.,

! Perceived control was only measured at T1 and was therefore not included in the associations at T2.
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family satisfaction, Ford et al., 2007). At the cross-sectional level, spillover effects have been
tested but unsupported among the student population across the academic and physical activity
domains (e.g., Carraro & Gaudreau, 2011; Gaudreau et al., 2015) and across the academic and
career domains (Chamandy & Gaudreau, 2019). At the longitudinal level, spillover effects have
been supported but solely across domain-specific engagement (school or work) and life
satisfaction (general), rather than across two particular life domains (Upadyaya & Salmela-Aro,
2017).

To rule out alternative cross-domain hypotheses (third structural model [SM3]), we built
upon SM2 to test a model in which we added eight spillover paths from perceived control in one
domain to ATOC and ADOC in the other domain and from TOC and DOC in one domain to
AProgress in the other domain. We expected that perceived control (T1) for a particular goal
(e.g., academic) would influence the change in coping made in response to the demands of this
particular goal (e.g., academic) more strongly than the change in coping made in response to the
demands of other goal domain (e.g., career). Similarly, we expected that coping (T1) made in
response to the demands of a particular goal (e.g., academic) would influence the change in goal
progress made on this particular goal (e.g., academic) more strongly than the change in goal
progress made in other goal domain (e.g., career). Accordingly, we tested the following
alternative cross-domain hypotheses for the unidirectional latent change score model: H9: T1
perceived control in one domain will relate (a) positively to ATOC and (b) negatively to ADOC
in the other domain. H70: T1 TOC in one domain will relate positively to AProgress in the other
domain. H/1: T1 DOC in one domain will relate negatively to AProgress in the other domain.

Theories of human behavior (see Carver & Scheier, 1998) postulate that self-regulation is

a complex adaptive system that is able to regulate thoughts and behaviors through feedback
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mechanisms. According to this view, self-regulation does not occur through a unidirectional
sequence of independent events, but rather through a mechanism that can prompt individuals to
modify and monitor their behavior for future action. Although bidirectional and reciprocal
effects have been supported empirically, some inconsistencies remain (e.g., Lent et al., 2009),
and no research to date has examined such hypotheses in a dual-domain framework of coping,
goal progress, and burnout. Therefore, we tested a bidirectional model of latent change scores to
test the associations of our model in both the hypothesized and reversed direction (fourth
structural model [SM4]) and rule out alternative directional hypotheses. We compared a series of
model restrictions to examine the predictive effects of each variable at an earlier stage on the
change of the other variables (e.g., do earlier levels of coping predict change in goal progress or
earlier levels of goal progress predict change in coping?). We tested the following alternative
directional hypotheses within the academic and career domains for the bidirectional latent
change score model: H72: T1 goal progress will relate (a) positively to ATOC and (b) negatively
(significantly or not) to ADOC. HI3: T1 burnout will relate (a) negatively to ATOC and (b)
positively to ADOC.
Method

Participants and Procedure

T1 and T2 data collections each coincided with an exam period to represent instances of
high academic demands (i.e., 5 weeks apart). A total of 557 undergraduate students from a
Canadian university participated in the study®. They were recruited through an online research
participation system and were offered one point in their introductory course for their

participation at T1 and $10 at T2. Thestudy was approved by a university research ethics

2 Assuming medium effects (e.g., Schellenberg & Bailis, 2016; Chamandy & Gaudreau, 2019), with a = .05, 80%
power, and 16 latent variables, we needed at least 329 participants at each time point. To account for possible
attrition, we aimed to recruit 500 participants.
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committee andall participants provided written informed consent at T1.

Of the 557 participants, two participants were excluded becausethey did not report any
goals. The final sample for our analyses (N = 555; 82.9% female)® were between the ages of 17
and 50 years (M =19.64, SD = 4.16), the majority of which were 25 and younger (93.3%)).
Participants identified as White (53.8%), Asian Canadian (22.7%), African Canadian (6.5%),
Arabic (5.1%), Hispanic (1.5%), and Indigenous (1.5%), whereas 7.8% identified as “Other” and
1.1% did not provide a response. Finally, participants (44.2%) reported working outside of
school for an average of 12.36 hr per week.

Measures

Score reliability was examined with coefficient H. Coefficient H (Hancock, 2001) is a
measure of construct reliability computed from the standardized factor loadings estimated in
confirmatory factor analysis.

Academic and Career Goals (T1)

Participants were asked to report two important and specific goals they wished to
pursue—one for each of the two life domains. The two goals provided a reference point for
students to evaluate their own domain-specific coping responses and progress at T1 and T2.
Goals were defined as “something that people think about, plan for, carry out, and sometimes
(though not always) complete or succeed at” (Koestner et al., 2008, p. 1206). At T2,
participants were reminded of their academic and career goals by email prior to completing
online measures of coping, goal progress, and burnout.

Perceived Control for Academic and Career Goals (T1)

Appraisal of perceived control over academic and career goals were separately

3 Supplementary analyses were conducted to test for differences in gender and ethnic background across study
variables. Overall, results indicated that females made significantly less progress than males (see Supplemental
Material for more detail).
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measured with a subset of the Stress Appraisal Measure (SAM; Peacock & Wong, 1990).
Participants responded to four items (e.g., “Do I have what it takes to do well in this goal?”)
using a scale from 1 (Not at all) to 5 (Extremely). Measurement reliability was good for the
perceived control subscale, with H = .89 (A =.78-.83) in the academic domain and H = .91 (A=
.80—.90) in the career domain.

Coping with Academic and Career Strivings (T1 and T2)

Coping with academic and career goals were separately measured with the Coping
Inventory for Academic Strivings (CIAS-22; Gaudreau & Blondin, 2002), which was adapted
to career strivings (Chamandy & Gaudreau, 2019). The 22 items of each inventory measured
seven coping strategies organized within the TOC dimension (planning, logical analyses,
thought control, mental imagery, relaxation, effort, support seeking) and four coping strategies
organized within the DOC dimension (behavioral disengagement, mental distraction, venting,
social distancing). Sample items include “I put effort in my goal,” “I tried to picture myself
successfully completing my goal” for TOC and “I expressed my annoyance with my goal,” “I
diverted my attention from my goal” for DOC. All items were rated using a scale from 1 (Does
not correspond at all) to 5 (Corresponds totally).

Due to the large number of items and multidimensional nature of the coping construct,
coping dimensions were modeled using the domain-representative approach to item parceling
(Little et al., 2013). That is, two parcels were respectively created for each of the four latent
variables of coping. The first parcel was created with the first item of each strategy of the
corresponding coping dimension and the second parcel was created with the second item of
each strategy of that same dimension. Measurement reliability was excellent for TOC in the

academic H = .95 (A =.93-.93) and career H = .97 (A =.93—.93) domains at T1, and H = .93 (A
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=.92-92) and H = .96 (A =.92-.95) at T2. Similarly, measurement reliability was excellent for
DOC in the academic H =.95 (A = .82—.89) and career H = .96 (A = .83—.95) domains at T1, and
H=.97 (A2=.86-95)and H=.96 (A =.90-.94) at T2.
Academic and Career Goal Progress (Tl and T2)

Progress for academic and career goals were separately measured with five items (e.g.,
“rate the extent to which you moved forward in the pursuit of your goal”’; Carraro & Gaudreau,
2015). Items were rated using a scale from 1 (Not at all) to 7 (Totally). Measurement
reliability was excellent in the academic H = .98 (A =.87-.93) and career H = .99 (A =.87-.95)
domains at T1 and in the academic H = .98 (A =.89-.96) and career H = .99 (A =.91-.96)
domains at T2.
School Burnout (T1 and T2)

Burnout was measured with the School Burnout Inventory (SBI; Salmela-Aro et al.,
2009). The inventory comprises nine items measuring three factors of school burnout:
exhaustion at school (e.g., “I feel overwhelmed by my schoolwork™), cynicism about the
meaning of school (e.g., “I feel lack of motivation in my schoolwork and often think of giving
up”), and sense of inadequacy as a student (e.g., “I often have feelings of inadequacy in my
schoolwork™). All items were rated using a scale from 1 (Not at all agree) to7 (Totally agree).
Burnout was also modeled using item parceling to create three parcels. Measurement reliability
was excellent at T1 H=.96 (A =.88-91) and T2 H = .95 (A =.89-.90).
Overview of the Analyses

Structural equation modeling with Mplus Version 8.4 was used for the analyses (Muthén
& Muthén, 1998-2019). Standard errors and fit indices were corrected for nonnormality, and

missing data was handled using robust full maximum likelihood (FIML). Typical fit indices
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were used to evaluate and compare model fit (e.g., comparative fit index [CFI], Tucker—Lewis
index [TLI], root-mean-square error of approximation [RMSEA]). Values >.95 for CFI and TLI
and <.06 for RMSEA and <.08 for standardized root-mean-square residual (SRMR) were
deemed a good fit (Hu & Bentler, 1999). Nested models were compared using the scaled chi-
square difference test (AMLRy?; Satorra & Bentler, 2001). Given that differences in MLR?
should be interpreted with caution due its sample size sensitivity, a significant AMLRy? (p < .05)
combined with a ACFI > .01 and ARMSEA > .015 had to be observed to reject the null
hypothesis of invariance (Cheung & Rensvold, 2002).

A series of measurement models was tested to assess the factorial validity of our dual-
domain model and estimate error-free correlations between latent variables. In all models, each
indicator loaded on its respective factor and autocorrelated residuals were freely estimated
across time and domain. Furthermore, we tested for invariance* of factor loadings and intercepts
of indicators across time to determine if indicators that measure the same construct holdthe same
meaning across measurement occasions.

Four structural models were tested. In a first model (SM1), we examined the
hypothesized contemporaneous within-domain associations between perceived control, coping,
goal progress, and burnout at the cross-sectional level for T1 and T2. In the subsequent models,
we examined the hypothesized associations at the longitudinal level by using a statistical
method that allows to test questions about change directly from two-occasion data (latent
change score modeling; McArdle & Nesselroade, 1994). Rather than calculating differences
from the raw data, we created latent change score variables (A) represented by an unobserved
change score defined by its T2 factor fixed to 1. Change is thus part of the score at T2 that is not

identical to the score at T1 (McArdle, 2009). In addition, this model included autoregression

4 We also tested for equality of loadings (MM2) and intercepts (MM3) across domains (see Supplemental Table S1).
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paths from T1 to T2 variables fixed to 1 and the estimation of paths from T1 variables to their
respective change score. In a second structural model (SM2), we examined a latent change
score model in which we tested unidirectional parameters within the academic and career
domains®. Within each domain, perceived control was a time-invariant predictor of ATOC and
ADOC, and T1 TOC and T1 DOC were set to predict AProgress and ABurnout. Overall, this
approach allowed us to estimate the amount of change, the change that is dependent on earlier
levels of that construct, and the change that is dependent on earlier levels of another construct.
Alternatively, in a third structural model (SM3), we built upon SM2 to examine a latent change
score model that tested unidirectional parameters both within and across the academic and
career domains. In a fourth structural model (SM4), we built upon SM2 by adding bidirectional
parameters—from goal progress and burnout to both TOC and DOC within the academic and
career domains—to test whether earlier levels in goal progress and burnout would predict
change in coping. Finally, using SM4, we examined more closely the directionality of each
hypothesized coping— outcome relationship. Namely, we tested the predictive effects of each
variable at an earlier stage on the latent change score of the other variable (Xt1 — aY and Y11 —
AX) and then added parameter constraints to evaluate which variable was the best predictor of
change (X1 or Y11 or both or none; for a detailed description of this method, see McArdle,
2009).
Results

Preliminary Analyses

Of the 555 university students at T1, 335 completed the questionnaire at T2 (60%

retention). Results of attrition analyses indicated that participants who completed T1 did not

5 Intercorrelations were respectively estimated for T1 perceived control, coping, goal progress, and burnout as well
as for change in these variables.
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significantly differ from those who completed both T1 and T2 on the sociodemographic (ps >
.07) and latent variables (ps > .17) at T1. Overall, missing data were considered to be random
and further analyses were conducted on a sample of 555 participants.

The data were screened for outliers by first visually examining response patterns and
bivariate scatterplots and then calculating the Mahalanobis distance to identify potential
multivariate outlying cases. Participants were excluded from the analyses (n = 5)° if they were
considered an outlier in both the visual examination of the data and the Mahalanobis critical
value (critical cutoff x° = 86.66, df = 50, p <.001). A final sample of 550 university students was
retained for the main analyses.

Fit indices for all measurement models are presented in Supplemental Table S1. The
hypothesized measurement model (MM1), which included all latent variables across time and
domains, provided accept- able fit and was therefore kept for subsequent analyses’. Latent
means at T1 and T2 revealed significant small to moderate declines in TOC (both domains) and
goal progress (career domain), and small significant increases in DOC (both domains) and
burnout over time. These mean changes showed significant values of variance, which indicates
that individuals differed in the change they exhibited over time. Test-retest correlations revealed
moderate rank-order stability for each repeated measure, suggesting that some students differed
in their relative position on the distribution of scores across time. Descriptive statistics are
shown in Table 2.1, including means and variances for all change, T1, and T2 latent variables, as
well as Cohen’s d latent mean differences and test-retest correlations. Bivariate correlations

between the variables included in our analyses are shown in Table S2.2.

¢ The latent change structural model was tested with and without the removal of the five participants. Although the
overall model fit and parameter estimates did not change significantly, removing the outliers was deemed more
conservative and subsequent analyses were thus conducted without these participants.

7 The structural models were estimated with equality constraints on the factor loadings across T1 and T2.
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Cross-Sectional Model with Contemporaneous Associations at T1 and T2

In the first structural model (SM1), we tested the hypothesized contemporaneous effects
for the academic and career domains at T1 and T2. This model provided an acceptable fit,
although the SRMR was high (>.08). Fit indices for Structural Models 14 are presented in
Table 2.2 and standardized path coefficients from SM1 are reported in Figure 2.1. In this model,
some of the hypothesized associations for the academic and career domains were supported at
both T1 and T2, whereas others were only partially supported.

In support of H1, academic- and career-related perceived control were related positively
to TOC and negatively to DOC at T1. At T1 and T2, TOC was positively and significantly
associated with goal progress in the academic and career domains (H2a). Of particular interest,
H2b was partially supported: At T1, TOC was not significantly associated with burnout in the
academic nor the career domain. At T2, however, TOC was negatively and significantly
associated with burnout when used in the academic domain, whereas contrary to H2b, TOC was
positively and significantly associated with burnout when used in the career domain.
Furthermore, DOC was negatively related to academic and career goal progress at T2, but these
associations were not statistically significant at T1, thus partially supporting H3a. Academic
DOC was positively and significantly associated with burnout at T1 and T2, but contrary to H3b,

these associations were not supported in the career domain. The overall pattern of these
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Table 2.1

Descriptive Statistics of Study Variables Measured at Time 1 and Time 2

Time 1 Time 2 AM Ac? Cohen’s d r
M o’ M o’
Academic domain
Control 4.07" 0.53™
TOC 3.61" 031" 3.46™ 0.39™ -0.14™ 0.24 -0.24 65"
DOC 2.29" 0.36™ 2.29™ 0.36™ 0.13™ 0.26 0.22 69"
Goal progress 2.42" 0.47" 2.42" 0.47" -0.05 1.59 -0.04 56"
Burnout 3.67° 0.42™ 3.67° 0.42™ 0.25™ 1.02 0.21 69"
Career domain
Control 3.94™ 0.67"
TOC 3.67" 0.42" 3.42™ 0.59™ -0.25™ 0.42 -0.37 59"
DOC 3.42™ 0.59" 1.95™ 0.46™ 0.14™ 0.40 0.20 63"
Goal progress 1.95" 0.46™ 2.10" 0.59™ -0.23" 1.84 -0.16 60"

Note. Control = perceived control, TOC = task-oriented coping, DOC = disengagement-oriented coping. A = latent change, Cohen’s d
= Cohen’s d difference between latent means at Time 1 and Time 2, » = test-retest correlation.

*p <.05. **p <.001.
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Table 2.2
Fit Indices for Structural Models 1-4
Model e df CFI TLI SRMR RMSEA RMSEA
90% CI
SM1 CSM — Contemporaneous Within-Domain 1765.54 1072 .965 960 107 .034 [.031, .037]
SM2 LCSM — Unidirectional Within-Domain 1579.41 1070 974 971 .058 .029 [.026, .032]
Alternative Models
SM3 LCSM — Unidirectional Cross-Domain 1567.73 1062 975 971 .056 .029 [.026, .032]
SM4 LCSM - Bidirectional Within-Domain 1563.04 1062 975 971 .053 .029 [.026 .032]

Note. CS = Cross-sectional model, LC = Latent change score model.
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Figure 2.1

Cross-Sectional Analysis of Longitudinal Data with Standardized Regression Coelfficients
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Note. The academic and career domains at Time 1 and Time 2 were estimated in the same model.
Control = perceived control, TOC = task-oriented coping, DOC = disengagement-oriented
coping, Progress = goal progress.

*p < .05, **p < 001,



COPING WITH ACADEMIC AND CAREER STRIVINGS 57

relationships indicates that perceived control is associated with coping behaviors that can
differentially relate to goal progress and burnout—both at different time points during a given
semester and across the academic and career domains.

Latent Change Score Models

Unidirectional Within-Domain Latent Change Score Model

This first latent change score model (SM2) provided a good fit to the data. Fit indices for
structural models are reported in Table 2.2 and standardized path coefficients from SM2 are
reported in Figure 2.2. In this model, our hypotheses were partly supported.

Specifically, the intercept of ATOC was negative and statistically significant in the
academic and career domains, suggesting that TOC significantly diminished over time (H4). T1
TOC was a significant predictor of ATOC in both the academic and career domains (H5)?, but
perceived control was not (contrary to H6). The intercept of ADOC was positive and
statistically significant in the academic and career domains, suggesting that DOC significantly
increased over time (H4). T1 DOC was a significant predictor of ADOC in both the academic
and career domains (H5), but perceived control was not (contrary to H4).

The intercept of AProgress was negative and statistically significant but, contrary to H4,
only in the career domain. Hence, goal progress significantly diminished over time in the career
domain but remained stable in the academic domain. T1 goal progress significantly predicted
AProgress in both domains (H5). Notably, T1 TOC positively predicted AProgress (H7a) and
T1 DOC negatively predicted AProgress (H8a) in both domains. The intercept of ABurnout was
positive and statistically significant, suggesting that symptoms of burnout significantly

Figure 2.2

8 The association between a T1 variable and a latent change variable should not be interpreted as an absolute
increase or decrease in the endogenous variable, but rather as a greater or lower tendency toward change following
high initial levels, despite the mean change (e.g., increase, decrease) between T1 and T2.
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Bivariate Latent Change Score Model with Standardized Regression Coefficients

Academic domain
Progress
T1
-.57"

To-A13

- -58”
Progress
T1

Career domain

Note. Solid black lines represent unidirectional paths from SM2. The dotted grey line shows the
significant reversed path from SM4. Intercorrelations between Time 1 variables and change
variables were tested but omitted for clarity. Control = perceived control, TOC = task-oriented
coping, DOC = disengagement-oriented coping, Progress = goal progress, T1 = Time 1, A =
latent change.

*p<.05.7p<.001.
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increased over time (H4). Finally, T1 burnout significantly predicted ABurnout (HS) but,
contrary to H7b—HS8b, T1 coping (TOC and DOC) did not predict ABurnout.
Alternative Latent Change Score Models: Specificity and Direction of Effects

Cross-Domain Model. To elucidate the specificity of the effects between the domain-
specific variables in our longitudinal model, we added paths to SM2 to examine whether the
within- domain effects would also take place from the academic to the career domain and from
the career to the academic domain. The addition of eight cross-domain associations provided
good fit but did not significantly improve the fit of the model (see Table 2.2). Results indicated
that none of the spillover paths were statistically significant, thus H9—H11 were not supported.
That is, T1 control, TOC, and DOC in a particular goal domain did not significantly relate to
ATOC, ADOC, and AProgress in the other goal domain.

Bidirectional Model. To elucidate the direction of the effects between the variables in
our proposed model, we tested a fourth structural model (SM4) in which we added paths to
SM2 to examine whether T1 goal progress and burnout would respectively predict ATOC and
ADOC. As seen in Table 2.2, SM4 provided a significant improvement in model fit.

Based on this model, we evaluated more specifically which of the two constructs in each
set of parameters could be the leading indicator of change. The significant reversed path from
SM4 is presented with a dotted arrow in Figure 2.2. As seen from the results of model
comparisons presented in Table S2.3, H12a was supported for the career domain but not for the
academic domain. Hypotheses H12b and H13a—b were not supported. That is, for the academic
domain, results provided support for the effects from T1 TOC and T1 DOC to AProgress, but
not for the effects in the opposite direction. For the career domain, results provided support for

the effect from T1 TOC to AProgress and from T1 goal progress to ATOC, thus providing
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evidence for a bidirectional effect between the two constructs. For DOC, the findings solely
provided support for a unidirectional effect from T1 DOC to AProgress. Finally, contrary to our
hypotheses, results (not reported) revealed that coping and burnout are not related across time
and may thus be better understood contemporaneously at each time point.
Discussion

Time- and Domain-Specific Processes

A first goal of this study was to rely on a dual-domain framework to examine the
domain specificity of the coping process by testing a series of contemporaneous associations
between perceived control, coping, goal progress, and burnout in both the academic and career
domains (SM1). For the most part, the findings supported our hypotheses. Namely, students
who perceived having greater control over the outcome of their goals were more likely to
engage in TOC and less likely to engage in DOC. In turn, TOC and DOC were differentially
associated with both goal progress and burnout. As expected, academic and career TOC related
to greater goal progress across both time points. Of particular interest, some contemporaneous
associations differed across life domains and time points. In support of our hypotheses, DOC
directed toward academic goals was related to greater burnout throughout the semester.
Contrary to our hypotheses, however, this association was not observed when DOC was used in
response to career goals. Given that career-related pursuits are a long- term project, these
findings suggest that temporarily disengaging from career goals may not be as consequential as
disengaging from academic goals for which outcomes are more proximal (Lent et al., 2002). As
such, academic goals may require immediate and continuous actions over the course of a
semester, particularly during times of high academic demands, whereas career goals may not.

In support of the inconsistent findings in the literature concerning the relationship
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between DOC and achievement, our findings indicated that academic and career DOC were
significantly related to lower goal progress, but only at T2. Again, later in the semester (T2),
task coping (TOC) began to play a significant role in the psychological adjustment of students.
That is, academic TOC was related to lower burnout while career TOC was unexpectedly
related to greater burnout. On the one hand, the differential role of TOC across goal domains
and time points supports the necessity for goal adjustment as demands and resources change
(Brandtstadter, 2009). In this study, the carefully selected time points, each reflecting specific
academic demands during the semester, illustrate why such contemporaneous effects differ with
the passage of time. Namely, the protective role of academic TOC and the debilitating role of
career TOC each become more apparent on their psychological adjustment as students are
managing the heightened demands of their final exam period. On the other hand, the same
coping strategies that relate to lower burnout when used to respond to academic demands can
relate to greater burnout when used to respond to career demands. The consideration of two
goal domains illustrates how directing too much effort toward a related, albeit secondary, life
domain can become problematic near the end of the semester when the workload and
accumulated fatigue limits available time and resources. These findings illustrate the
importance of studying how coping associated with life goals outside the academic domain
influences the psychological adjustment of students at different points in time during a
semester.
Longitudinal Processes

A second goal of this study was to examine the changing nature of coping, goal
progress, and burnout to determine if the contemporaneous effects that were observed at each

time point could be replicated at the longitudinal level. In support of our hypotheses, academic
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and career coping changed significantly from T1 to T2. Although burnout and career goal
progress also changed significantly, this was not true for academic goal progress. The findings
from our unidirectional latent change score model (SM2) revealed that earlier levels of coping,
progress, and burnout helped predict change in these variables. Moreover, change variables were
predicted by earlier levels of the other variables in our model. Students who used greater task-
coping (TOC) earlier in the semester were more likely to exhibit changes in their academic and
career goal progress over time. The opposite was true for students who used greater
disengagement (DOC) earlier in the semester. Contrary to our hypotheses and the findings of our
cross-sectional model, T1 perceived control was not a significant predictor of change in coping
nor was T1 coping a predictor of change in burnout.

Alternative hypotheses of cross-domain effects in our unidirectional latent change score
model were not supported: The coping made in response to the demands of a particular goal
influenced the progress made on this particular goal more strongly than the progress made on
the other goal domain. Therefore, interventions focused on coping with the demands of the
academic domain should promote outcomes limited to the domain of academic strivings,
whereas interventions focused on coping with the demands of the career domain should
promote outcomes limited to the domain of career strivings. Taken together, these findings
highlight the strength of this approach, which allows researchers to decipher between specific
and general effects (dual domain) and between contemporaneous and changing effects
(longitudinal).

To dive deeper into our findings, we explored a model with different directions of change
as an attempt to rule out alternative hypotheses or find support for rarely studied bidirectional

influences. Accordingly, our findings provided support for a plausible reciprocal relationship
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between TOC and goal progress in the career domain, with both variables at an earlier stage
predicting change in the other variable. Based on theories of self-regulation (Bandura, 1989;
Carver & Scheier, 1998), a bidirectional association between TOC and career goal progress
suggests that feedback mechanisms take place over time to reduce discrepancies between actual
and desired end states. Students proactively guide their actions by setting challenging goals and
by making efforts to fulfill them. In doing so, students gain skills and resources to achieve
desired outcomes (Lent et al., 2002). Goal progress provides critical feedback on one’s actions,
and the positive feedback rendered by making significant progress can help students feel more
efficacious when faced with similar situations in the future. As such, T1 goal progress could
signal a successful selection of self-regulatory strategies, thereby explaining subsequent
increases in TOC. The presence of this bidirectional effect in the career domain, but not in the
academic domain, could signal the varying level of proximity of each goal outcome (Lent et al.,
2002). That is, academic goals are more proximal, and the effects of self-regulatory processes
may be more immediate for academic strivings than for career strivings.

Contrary to our a priori expectations, coping and burnout were not found to be
significantly related over time. Examining the separate dimensions of burnout could have
expanded our knowledge of associations and elucidated different results for exhaustion,
cynicism, and sense of inadequacy. However, given the contribution of our research and the
complex effects under study, adopting a total score approach to burnout symptoms was deemed
most appropriate (Brenninkmeijer & VanYperen, 2003). Essentially, our findings suggest that
the effects of coping may operate differently for burnout than they do for goal progress. We
propose two alternative explanations for these differences. First, TOC facilitates goal progress,

which in turn facilitates TOC. Active engagement creates a goal synergy of effective self-
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regulation in which efforts to cope lead to goal success, which reinforces one’s effort to cope
(Bandura, 1989). Goal progress is therefore a developmental process. In contrast, earlier coping
does not predict change in burnout, perhaps because individuals need to engage in sustained
coping effort for it to produce long-term developmental changes.

Second, goals remain consistent across time, which could explain that earlier coping
toward a goal predicts subsequent change in goal progress. In contrast, the underlying demands
that characterize an initial bout of burnout may not generalize to subsequent episodes of burnout,
which could explain that initial coping may not predict significant change in burnout. Taken
together, it would be reasonable to believe that changes in coping could predict subsequent
levels of burnout. As such, further examination of students’ achievement trajectories (i.e.,
weekly diary) is necessary to improve our capacity to understand and eventually intervene to
promote both the progress and psychological adjustment of students during their personal
pursuits.

Implications

Coping behaviors and the place they take within the lives of university students have
been the center of a growing body of research over the past decades. In the present study, we
replicate current findings at the cross-sectional level and then estimate a series of bivariate
latent change score models to better elucidate the longitudinal processes in the relationships
under investigation. By incorporating the academic and career pursuits of students across two
examination time points, these models provided a more complete analytic framework for testing
a wide range of hypotheses that cannot be tested in cross-sectional and longitudinal models
alone.

The intricacy of comparing contemporaneous and longitudinal processes can be noted as
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we observe that change depends on prior levels of that same variable. Self-regulatory processes,
although situational, are not isolated events that occur independently from one another across
time. Students self-regulate whenever they adapt their actions and related emotions to
situational requirements, and this adaptation develops over time and situations (Carver &
Scheier, 1998). The mechanisms that help explain how students manage their academic and
career goals while facing the demands of their first set of exams may subsequently influence
these same mechanisms as they prepare for and take their final set of exams. Our latent change
score models, then, illustrate how our variables influence each other through a process that
occurs contemporaneously over time (i.e., what I do now has consequences that relate to
outcomes now and the same contemporaneous effects may replicate themselves in the future)
rather than solely across time (i.e., what I do now directly relates to an outcome in the future).
Limitations and Future Research

First, as with any longitudinal research, caution must be taken with respect to making
causal inferences from our findings. Although the longitudinal design improves on previous
coping research among university students, causal explanations can only be made possible in
experimental designs (Podsakoff & Podsakoff, 2019). For example, to understand the effects of
TOC and DOC in the promotion of achievement and psychological adjustment, lab or field
experiments could be designed to intervene on the coping strategies of students (i.e., the factors
proposed to cause changes in student success).

Second, longitudinal data with more than two time points would provide researchers
with the opportunity to extend the latent change score technique (Serang et al., 2019) and test
models of sequential change, identify reciprocal relationships within the data, and separate

within- from between-person effects. For example, a cohort study would be useful to follow
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students over the course of their undergraduate degree and clarify the exact mechanisms by
which the variables in our model operate over time. Students who are at a later stage of their
degree may have accumulated greater academic resources (study skills, progress, self-efficacy)
and may, consequently, exhibit different patterns of relationships between coping, goal
progress, and burnout during periods of high academic demands. Moreover, following students
weekly would provide more precise information on the rate at which these developmental
effects operate over time. Third, in future research, incorporating more than one measurement
of perceived control would allow us to evaluate whether it would be more appropriate to treat it
as a construct that changes over time and whether it is an antecedent or consequence of coping,
progress, and burnout in our model (Skinner & Pitzer, 2012). Likewise, examining primary
appraisal (threat, challenge) rather than solely perceived control as a predictor of coping could
have expanded our knowledge of associations at the longitudinal level (Schellenberg & Bailis,
2016).

Finally, to enhance the generalizability of our findings, future research is needed to
include larger, more representative samples of male students. Although beyond the scope of this
study, such research could provide useful information on gender differences within the students’
population and the distinct social and/or stress processes that respectively explain different
striving outcomes (e.g., Creed et al., 2015). Moreover, goals are inherently personal and
subjective. The inclusion of other variables such as perfectionistic strivings could provide a
conceivable explanation for the gender differences in goal progress observed in our data. For
example, women may hold higher personal standards than men (Damian et al., 2017), which

would explain why they report having made less progress than their male counterparts.
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Conclusion

The statistical method used in this study offers a unique perspective on the dual-domain
pursuits of university students and illustrates how coping and goal progress can be understood
beyond their contemporaneous associations. Notably, our findings provide researchers with
information that is useful to not only untangle the complexity of longitudinal structural equation
models but also understand how cross-sectional results can translate, or fail to translate, at the
longitudinal level. Overall, the present research contributes to the literature by showing that the
relationship between coping and career goal progress is bidirectional: Both variables at an earlier
stage relate to change in the other variable. This synergy exemplifies how latent change score
models provide the opportunity to detect a developmental process that generates a combined
effect greater than the sum of its separate effects. Extending on this method, a closer
investigation of the proposed model over longer periods of time remains a needed endeavor to
identify the proper period at which students must begin to invest more time and effort in
preparing for their transition to work. Ultimately, the information provided by this research will
ensure that researchers, practitioners, and administrators secure scientifically sound information
with regard to the role of coping processes in the lives of university students for the proper

regulation of their personal goals throughout as well as beyond their postsecondary education.
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Supplementary Materials

Sample Characteristics

Given that more than half of the sample identified as female and/or White, we tested a
model in which we regressed all study variables at T1 on gender (coded as female = 1 and male
= -1) and ethnic background (coded as White = 1 and other = -1). No significant differences in
the parameter estimates were observed once gender and ethnic background were accounted for in
the model. Ethnic background did not significantly relate to the study variables, whereas gender
was significantly related to both academic (B =-0.17, 95% CI [-.290, -.054], p = .004) and career
goal progress (B =-0.21, 95% CI [-.344, -.076], p = .002), suggesting that females made
significantly less progress than males. The proposed models were tested without the inclusion of
these covariates.
Measurement Models

Values > .95 for CFI and TLI and < .06 for RMSEA and < .08 for SRMR were deemed a
good fit (Hu & Bentler, 1999) and nested models were compared using the scaled chi-square
difference test (AMLRy?; Satorra & Bentler, 2001). A significant AMLRy? (p < .05), combined
with a ACFI > .01 and ARMSEA > .015 had to be observed to reject the null hypothesis of
invariance (Cheung & Rensvold, 2002). Fit indices for all measurement models are presented in
Table S1. The hypothesized measurement model (see MM 1), which included all latent variables
across time and domains, provided acceptable fit. Two alternative models (MM 1b, merging
coping factors across life domains and MM 1c, merging goal progress factors across life
domains) were tested but ruled out because they provided worse fit to the data. The hypothesized

measurement model was therefore kept for subsequent analyses.
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Adding cross-domain equality constraints on the loadings (MM2) and intercepts (MM3)
of the academic and career domain did not worsen the fit of the model (see Table S1). As seen in
MM4, adding longitudinal equality constraints on the loadings did not worsen the fit of the
model whereas adding longitudinal equality constraints on the intercepts (MMY5) resulted in a
significant scaled AMLR? test. However, other indices of model fit (ACFI and ARMSEA;
Cheung & Rensvold, 2002) did not reach threshold to suggest we should reject the null
hypothesis of invariance’. This scalar invariance model was therefore deemed sufficient to

provide an unbiased estimate of latent change score variables.

9 Modification indices were nonetheless examined. We tested a model in which constraints on the intercepts of the
second indicator of burnout and the first indicator of academic and career goal progress were released. This partial
scalar invariance model (MMS5y) retained the majority of constraints per factor and did not provide a worse fit
compared to MM4 (see Table S1).
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Table S2.1

Fit Indices for Confirmatory Factor Analysis and Measurement Invariance Across Time and Domains

RMSEA A A
Model e df CFI TLI SRMR RMSEA 90% CI Contrast Adf Ay CFI RMSEA p

MM1 Hypothesized factors 1465.12 1012 977 972 .026 029 [.025,.032]
MM, Combined coping 2155.12 1074 946 .938 .037 043 [.040,.045] 1pbvs.1 62 64146 -031 .014 <.001
MM1. Combined progress 4503.40 1064 .827 .801 .06l 077  [.074,.079] 1cvs. 1 52 1588.79 -.15 .048 <.001

Domain invariance

MM2 Equal loadings 1482.83 1027 977 973 .028  .028 [.025,.032] 2vs.1 15 20.79 <.001 -.001 .144
MM3 Equal intercepts 1504.51 1042 977 973 .028  .028 [.025,.032] 3vs.2 15 21.65 <.001 <.001 .117
Time invariance

MM4 Equal loadings 1481.55 1026 .977 973 .027  .028 [.025,.032] 4vs.1 14 1520 <.001 -.001 .364
MMS5 Equal intercepts 153421 1040 975 971 .028  .029 [.026,.032] 5vs.4 14 47.74 -002 .001 <.001

MMS, Partial equal intercepts ~ 1496.43 1037 .977 973 .027 028  [.025,.032] 5pvs.4 11 1499 <.001 <.001 .183

Note. In MM5y, (partial scalar invariance), we tested a model in which the constraints on the intercepts of the second indicator of

burnout and the first indicator of both academic and career goal progress were released. Progress = goal progress.
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Table S2.2

Error-free Correlations Between Study Variables at Time 1 and Time 2

Variable 1. 2. 3. 4, 5. 6. 7. 8. 9. 10. 11. 12. 13. 14. 15.
1. Control a-T; -
2. Control c-T; 80" -
3. TOC a-1y 617 555 —
4. TOC a-12 39" 43" 65" -
5. TOC c-11 54" 63" 86" 56" —
6. TOC c-12 417 50" 59" 84" 59" —
7.DOC a-t 2367 =367 =327 -217 =307 -20" -
8. DOC a-1 -33° -25% -23" 277 -18 -28° 69" —
9. DOC c-71 -34° -34° -17° -09 -117 -10 777 560 —
10. DOC c-12 233" -28° -220 -16" -7 -16" 577 78" 637 —
11. Burnout Ty -39% -38° -357 257 -32° 200 757 54T 597 457 —
12. Burnout 12 -350 =328 =307 -317 -257 -22° 54T 777 44 61T 697 —
13. Progress a-r 53" 460 55° 427 50" 46" -18" -220 -06 -.117 277 -310 —
14. Progress a-12 447 44" 40" 63" 39" 59" 23" 36" -13" -22" -36" -46" 56 -
15. Progress c-1i 44" 50" 49" 39" 54" 49" -14" -16"° -03 -08 -20° -27° 73" 49" -
16. Progress c-12 39" 470 34" 54T 37 670 -21° -30° -12° -19° -27° -38° 54" 727 .60

Note. TOC = task-oriented coping, DOC = disengagement-oriented coping, Progress = goal progress, Control = perceived control, a =
academic, ¢ = career, T1 = Time 1, T2 = Time 2.

p <.05.
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Table S2.3

Model Fit and Comparison of Different Hypotheses of Interrelations Between Coping and Goal Progress

Parameter Academic domain Career domain
> df Contrast Ay> Adf p > df Contrast Ay Adf p

TOC and Progress
a. No parameter estimated 1176.809 731 1184.875 731
b. TOC 11 —> AProgress 1168.117 730 bvs.a 9.764 1 .002 117820 730 bvs.a 7.030 1 .008
c. Progress 11 > ATOC 1176.286 730 cvs.a 0.523 1 470 1171.077 730 cvs.a 10.785 1 .001
d. Bidirectional 1167.969 729 dvs.a 9.691 2 .008 1167.969 729 dvs.a 15318 2 <.001
DOC and goal progress
a. No parameter estimated 1173.362 731 1171.585 731
b. DOC 11 — AProgress 1168.379 730 bvs.a 5221 1 .022 1167.864 730 bvs.a 3475 1 .062
c. Progress 11 > ADOC 1172.881 730 cvs.a 0402 1 .526 1171.687 730 cvs.a 0.096 1 157
d. Bidirectional 1167.969 729 dvs.a 5547 2 .062 1167.969 729 dvs.a 3.579 2 167

Note. TOC and DOC across the academic and career domains were tested in the same model (Ferrer & McArdle, 2010). a. = paths
between TOC/DOC and goal progress are constrained to zero in both directions, b. = path from TOC/DOC to goal progress is
estimated while the path from goal progress to TOC/DOC is constrained to zero, c. = while the path from goal progress to TOC/DOC
is estimated while the path from TOC/DOC to goal progress is constrained to zero, d. = paths between TOC/DOC and goal progress
are estimated in both directions. Each model was tested while taking into account the other sets of parameters in the model. TOC =

task-oriented coping, DOC = disengagement-oriented coping, Progress = goal progress, A = latent change score variable.
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Postface
Methodological Remarks

Latent change score modeling offers an advantage over traditional difference score
analysis by producing a reliable latent change score across measurement occasions. Instead of
calculating the change score using simple subtraction, the latent change score model specifies
change through the creation of an unmeasured latent variable that represents the difference
between the levels of error-free scores. Latent change scores are equivalent to slope estimates in
latent growth models when the mean difference is constrained to be equal across time points.
Furthermore, latent change score models and cross-lag models both account for random
measurement error by using multiple indicators at each time point. Change in latent change score
models differ from so called “change” in cross-lag models in that the latter is represented by the
residual variables in autoregressions, whereas the former is measured through the creation of
unmeasured latent change variables.

In this study, latent change score models were estimated based on the established
prerequisite conditions for the estimation of longitudinal data (examination of factorial
invariance and stability or lack thereof). First, for the purpose of this study, the measurement of
coping for academic strivings and coping for career strivings should each capture the
specificities inherent to the coping actions in their respective domain. However, their
measurement should also maintain the same meaning across goal domains (i.e., coping holds the
same meaning despite being measured in different domains) as well as across time within a

particular domain (i.e., coping holds the same meaning despite being measured at different time
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points). That is, observed variations in coping can be the mere reflection of measurement error'?,
which is why stringent empirical test of factorial invariance are crucial to the study of coping. If
measurement invariance does not hold in such models, any difference found between domains or
time points cannot be unambiguously interpreted!!. Establishing measurement invariance
includes the hierarchical process of testing for equal structure, equal factors loadings, equal
indicator intercepts, and equal residuals. Testing the equality of factor loadings across
measurements (domains, time) is a necessary but insufficient condition for attributing score
differences to latent differences in the construct. The goal of intercept invariance is to assess
whether the mean difference between measurements (domains, time) on a particular indicator
can be accounted for by mean differences on the factor that a scale is supposed to measure.

In this study, confirmatory factor analysis offered a useful platform to evaluate and
support the longitudinal and cross-domain invariance of latent constructs. Namely, configural
invariance indicated that the conceptual core of the coping construct did not qualitatively differ
across time or contexts. Metric invariance indicated that the conceptual meaning of the coping
dimensions remained consistent across time and contexts. Finally, scalar invariance indicated
that item scores were invariant and that measurement biases were longitudinally and contextually
consistent. These findings imply that coping can be measured reliably across goal domains and
measurement points and hold implications for the unbiased estimation of rank-order and
normative stability as well as for the examination of structural change processes.

Second, notwithstanding the known biases associated with self-report measures,

10 Parker, J. D., Endler, N. S., & Bagby, R. M. (1993). If it changes, it might be unstable: Examining the factor
structure of the Ways of Coping Questionnaire. Psychological Assessment, 5(3), 361-368.
https://doi.org/10.1037/1040-3590.5.3.361

' Vandenberg, R. J., & Lance, C. E. (2000). A review and synthesis of the measurement invariance literature:
Suggestions, practices, and recommendations for organizational research. Organizational Research Methods, 3(1),
4-70.
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particularly in cross-sectional designs, the biases most likely to affect the results in our data were
those that pertain to the domain-specific nature of our measures. That is, administering the same
questionnaire across multiple domains can introduce common method bias due to contextual
item priming effects'? (from one construct to another within each domain and from one construct
in a domain to that same construct in the other domain). The correlated uniqueness model has
often been recommended as an approach that accounts for shared method variance by allowing
the errors of the same indicator to correlate over time and/or across domains'? (i.e.,
autocorrelated errors). Accordingly, the models tested in this study included the estimation of
autocorrelated errors. The downfall of this method is that it treats method effects as part of the
error variable. The addition of a common method factor is therefore recommended as a way to
incorporate a separate unmeasured factor that accounts for the method variance, thereby
separating the shared indicator-specific variance from the error variance®. Despite this advantage,
researchers often favour autocorrelated errors due to the complexity of modeling method bias at
the measurement level and the tendency for such models to be unidentified'* (e.g., single- or
multiple-method-factor approaches).

To further explore the Time 1 data, I followed Podsakoff and colleagues’ (2003)

115

recommendation to model method bias at the measurement level > (for a discussion on bifactor

models'®). In a first model, I created two unmeasured factors that respectively accounted for

12 Podsakoff, P. M., MacKenzie, S. B., Jeong-Yeon Lee, & Podsakoff, N. P. (2003). Common method biases in
behavioral research: A critical review of the literature and recommended remedies. Journal of Applied Psychology,
88(5), 879-903. https://doi.org/10.1037/0021-9010.88.5.879

13 Marsh, H. W., & Hau, K.-T. (1996). Assessing goodness of fit. Journal of Experimental Education, 64(4), 364—
390. https://doi.org/10.1080/00220973.1996.10806604

14 Geiser, C., & Lockhart, G. (2012). A comparison of four approaches to account for method effects in latent state-
trait analyses. Psychological Methods, 17(2), 255-283. https://doi.org/10.1037/a0026977

15 Hamaker, E. L., Nesselroade, J. R., & Molenaar, P. C. M. (2007). The integrated trait-state model. Journal of
Research in Personality, 41(2), 295-315. https://doi.org/10.1016/j.jrp.2006.04.003

16 Reise, S. P. (2012). Invited paper: The rediscovery of Bifactor Measurement Models. Multivariate Behavioral
Research, 47(5), 667-696. https://doi.org/10.1080/00273171.2012.715555



COPING WITH ACADEMIC AND CAREER STRIVINGS 87

shared variance within the academic and career domains (each factor loaded on all items of one
domain). This method allowed me to control for the common method variance effect in each
domain and provide unbiased estimates of the associations between the variables respective to
each striving domain. In a second model, I created construct-specific factors that respectively
accounted for shared variance in perceived control, coping, and goal progress (each factor loaded
on all items of one construct). These latter factors accounted for the variance that could be
attributed to responding twice to the same items. Model fit and comparisons for these different
models can be found in Table P2.1. Overall, the additional method factors'” did not significantly
alter model fit or the parameter estimates, indicating that response bias was evenly distributed
across factor items. Furthermore, the data were not affected by common method bias and
responses were not significantly altered as a result, thereby supporting the methodological

relevance and empirical utility of including two goal striving domains within our models.

17 Although the latent method factor technique has the advantage of allowing researchers to control for the effects of
an unmeasured latent method factor, it can also capture irrelevant trait variance in addition to systematic method
variance. The marker method is an alternative approach that incorporates a measured construct that is believed to be
a function of the shared method variance. That is, the variance shared between the marker (e.g., a variable that is
unrelated to the criterion variables) and the other variables (e.g., academic and career goal progress) would be
hypothesized to represent common method variance (Podsakoff et al., 2003).
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Table P2.1

Fit Indices for Confirmatory Factor Analysis with Method Factors

RMSEA
Model > df CFI TLI SRMR RMSEA 90%CI Contrast Adf Ay> ACFI ARMSEA p
Article 0 TOC, DOC, goal progress
1. Baseline model 246.66 120 951 937  .036 .067 [.055,.079]

2. Domain-specific

243.04 117 .951 936 .031 .068 [.056,.080] 2vs1 3 462 <.001 -.001 .202
common factor model

Article 1 Perceived control, TOC, DOC, goal progress, burnout

1. Baseline model 64631 271 961 .953 025 .050 [.045 .055]

2. Domain-specific

64491 269 .960 .952 .025 .050 [.045.055] 2wvsl 2 032 .001 <.001 .854
common factor model

3. Construct-specific

648.09 268 .960 .951 .025 .051 [.046 .056] 3wvsl 3 021 .001 -.001 975
common factor model

Notes. Loadings are held equal within each method factor because models in which method factors have unequal loadings do not
converge. Method factor intercorrelations are fixed to 0 for convergence purposes. Baseline models without method factors are
equivalent to models in which method factor loadings are fixed to 0. A significant AMLRy2 (p < 0.05), combined with a ACFI > .01
and ARMSEA > .015 had to be observed to reject the null hypothesis of invariance'®.

18 Cheung, G. W., & Rensvold, R. B. (2002). Evaluating goodness-of-fit indexes for testing measurement invariance. Structural Equation Modeling: A
Multidisciplinary Journal, 9, 233-255. https://doi.org/10.1207/S15328007SEM0902_5
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Abstract

The quality of the transition from university to work holds important implications for
individuals and organizations at large. We designed a two-wave longitudinal study in which a
sample of students who recently graduated (N = 153) retrospectively assessed their past
experiences as university students and their current experiences in the work domain (T1) to
capture an initial phase of change during the transition from school to work. We reassessed their
current work-related experiences four weeks later (T2) to capture their short-term adaptation to
work. Although short, the longitudinal design allowed to counter cross-sectional shortcomings.
Using bivariate latent change score analysis, we examined the associations between appraisal,
coping, goal progress, satisfaction, and burnout. Results indicated that task-oriented coping in
school was positively related to change in goal progress and satisfaction from school to work.
Disengagement-oriented coping was positively related to change in burnout and negatively
related to change in satisfaction. In turn, change in task-oriented coping from school to work was
negatively related to subsequent work burnout. Change in disengagement-oriented coping was
positively and negatively related to subsequent burnout and satisfaction at work, respectively.
Results also indicated that initial threat appraisal at work was positively related to subsequent
disengagement-oriented coping. This study implemented an original design that helped
understand the psychological mechanisms involved in both the successful transition from
university to work and the short-term adaptation of recent graduates in the work domain. Our
results indicate that the coping processes that are associated to positive outcomes in school are
similar to those that help new graduates successfully transition and adapt to the workplace.

Keywords: Task- and disengagement-oriented coping, appraisal, burnout, goal progress,

satisfaction, latent change scores, recent graduates, school-to-work transition
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Coping from University to Work: The Transition and Short-Term Adaptation of
Recent Graduates

During their education and immediately after, students and newly graduates must
navigate various demands and obstacles on their way to achieving their educational and career
goals. Once students master the role of being a student, they must transition to an entirely
different setting with different roles that demand new skills and adaptation. During their
education, many students focus on their grades, but academic performance (e.g., grade point
average) is a surprisingly weak predictor of students’ successful transition onto the job market
(van Dierendonck & van der Gaast, 2013). Most of the challenges associated with university and
work entry involve change that puts new demands on a person (Hettich, 2010). How people
appraise the personal significance of this change and the effectiveness of their coping responses
should determine how they adjust and make progress in their quest to meet the demands of
changing conditions (Brammer, 1992; Lazarus & Folkman, 1984).

For many university students, the idea of eventually transitioning from school to work is
seen as a threatening and stressful forthcoming experience (Marshall & Symonds, 2021). Among
students, the experience of stress has been associated with poor academic performance, including
lower grade point average (GPA; Amirkhan & Kofman, 2018), academic goal progress (Garriott
& Nisle, 2018; Gaudreau et al., 2012), and higher dropout rates (Tinto, 1998). It has also been
associated with poor psychological adjustment, including lower academic satisfaction and higher
depression and burnout (e.g., Gibbons, 2010). Of importance, these consequential life outcomes
have shown moderate stability over time (Deary et al., 2003; Hakanen et al., 2008; Moore et al.,
2020), indicating that they can follow students during their transition onto the workplace.

Moreover, researchers have argued that coping skills learned earlier can be mobilized during
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periods of change to help people manage the demands of the situation (e.g., Bandura, 1989;
Brammer, 1992). It follows that the ways in which students cope with the demands of their
educational goals may have effects that extend to both their transition from school to work and
their short-term adaptation once on the job market.

Although coping processes have been shown to be pivotal for optimal human functioning
across a range of life domains (Skinner & Zimmer-Gembeck, 2016), little is known about the
antecedents and consequences of the coping processes by which new graduates enter and thrive
in the workforce. The overarching goal of this study was to examine if distinct coping processes,
while students were still in university, are differentially associated with a successful transition
from university to work (in terms of promoting satisfaction, goal progress, and preventing
burnout), while examining how coping during this transition relates to short-term adaptation in
the work domain. Our conceptual model is displayed in Figure 3.1.

The Coping Process

The pursuit of developmental goals requires people to self-regulate in order to reach
desired outcomes (Heckhausen et al., 2010). According to the transactional model of stress and
coping (Lazarus & Folkman, 1984), coping strategies can be defined as the “constantly changing
cognitive and behavioral efforts to manage specific external and/or internal demands that are
appraised as taxing or exceeding the resources of the person.” (Lazarus and Folkman, 1984, p.
141). Coping responses are therefore critical to the day-to-day challenges and opportunities
involved in the pursuit of developmental goals within and across many life domains (Chamandy
& Gaudreau, 2019; Brandtstadter, 2009; Skinner & Pitzer, 2012).

Individuals can use a variety of strategies to cope with changing demands. Lazarus and

Folkman (1984) originally differentiated between two functions of coping: problem- and
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Figure 3.1
Conceptual Model Illustrating Recent Graduates’ School to Work Transition and Short-term
Adaptation to Work

Time 1 Time 2
School-to-work transition Short-term adaptation to work

Retrospective Current
School Experience Experience at Work

Work

Challenge
appraisal

Graduation
GPA

Work

Threat
appraisal

A School-to-work

Task-oriented
coping

School

Task-oriented
coping

Work

Task-oriented
coping

AR

Work

Disengagement-
oriented coping

School A School-to-work

Disengagement-
oriented coping

Disengagement-
oriented coping

School A School-to-work Work
Progress Progress Progress --
Satisfaction Satisfaction Satisfaction
Burnout Burnout Burnout

Note. Latent change scores represent change from school to work. A = latent change, TOC =
task-oriented coping, DOC = disengagement-oriented coping, GPA = graduation grade point
average. T1 variables of coping, progress, satisfaction, and burnout as well as intercorrelations
between T1, T2, and change variables were omitted for clarity.

p<.05,"p <.001.
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emotion-focused. Problem-focused coping reflects the coping responses that serve to alter the
problem by acting on the source of stress in the environment, whereas emotion-focused coping
reflects those that serve to palliate the negative emotions that arise from a stressful encounter by
minimizing or distancing oneself from the problem. More recently, researchers have
reconceptualized coping into two broader dimensions of action that each integrates the two
functions of coping (see Skinner et al., 2003). Task-oriented coping (TOC) involves responses
directed toward the stressor and the resulting thoughts and emotions as an attempt to solve,
eliminate, or reduce the source of stress. Disengagement-oriented coping (DOC) involves
thoughts and behaviors that are directed away from the stressor and the resulting thoughts and
emotions as an attempt to ignore or avoid dealing with the source of stress (Ayers et al., 1996;
Compas et al., 2001; Gaudreau & Blondin, 2002; Roth & Cohen, 1986).

The transactional model of stress and coping proposes that cognitive appraisals play an
important role in the stress and coping process. Cognitive appraisals represent the subjective
interpretation of events through which a person assesses an encounter with respect to its personal
meaning (primary appraisal), as well as with respect to how it can be managed (secondary
appraisal; Lazarus & Folkman, 1984). A primary appraisal of threat implies that a situation has
the potential to cause damage and occurs when the demands appear to exceed one’s resources
(e.g., skills, ability, time, money). A primary appraisal of challenge suggests opportunities for
personal growth and occurs when the person perceives a potential to master or overcome the
demands and obstacles encountered during the demanding transaction (Lazarus & Folkman,
1984). Accordingly, appraisals give meaning to the stressful situations and differentially relate to
how the individual tends to cope with the situation (Pekrun et al., 2002).

Researchers have showed that cognitive appraisals are distinctively associated with TOC

and DOC, which respectively serve different purposes in the prediction of consequential school
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(Chamandy & Gaudreau, in press; Schellenberg & Bailis, 2016) and work outcomes (Ben-Zur &
Michael, 2007; Terry & Jimmieson, 2003). A demanding transaction that is appraised as a threat
beyond one’s control, or as a challenge that can be overcome, is likely to respectively predict the
use of DOC and TOC (Ben-Zur & Michael, 2007). In achievement-driven contexts, coping
strategies that directly address the stressful situation (TOC) are likely to predict desirable
outcomes (e.g., achievement, psychological adjustment, social functioning) whereas avoiding or
withdrawing from the stressful situation (DOC) is likely to predict undesirable outcomes (e.g.,
burnout, anxiety). As such, coping efforts are not inherently effective or ineffective. Coping
effectiveness requires that a coping dimension relates to and improves outcomes that are
consequential in a given context. Overall, it appears that TOC and DOC are distinctively
associated with indicators of coping effectiveness in the educational and work contexts.
The Attainment of Desirable Outcomes

School and work are achievement-driven contexts in which grades, salary, and
occupational prestige are widely used measures to benchmark the success of students and
employees. Meta-analyses have examined the relations between GPA and both job performance
(Roth et al., 1996) and salary (Roth et al., 1998). Although findings from these studies indicate
that GPA predicts initial job performance (average corrected correlation of .49), this effect tends
to diminish over time and become non-significant over a six-year period (.12). Likewise, GPA
was shown to predict starting salary (.30) but not salary growth over time (.05). Grades of
university students appear necessary but insufficient to understand their success during the
school-to-work transition and beyond.

Organizational researchers have for long struggled with the definition of occupational
success. Job performance is difficult to operationalize because indicators of job or task success

likely depend on job and task characteristics (see Spurk et al., 2019). This challenge is amplified
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when trying to estimate stability and/or change in performance from the school context to the job
market. University students may have attained important academic goals (e.g., prepare for the
job market) without necessarily attaining A+ performances in their courses. Similarly, recent
graduates may have made significant progress on their career goals without necessarily having
secured their dream job or being recognized as a star performer. The importance of considering
subjective career success (€.g., job satisfaction) is further supported by research demonstrating
its role in predicting change in objective career success (e.g., monthly income), and not the
reverse (Abele & Spurke, 2009a). As such, the idiosyncratic nature of academic and career
success requires further empirical attention to help unpack the extent to which academic success
in the university context translates to occupational success once on the job market.

Personal goals offer a meaningful unit of analysis to define idiosyncratic success within
and across different goal domains (Wiese, 2007). Graduating with an above average GPA is
potentially good enough for many university students to feel competent, satisfied, and prepared
to face the challenges of the job market. Finding a good, well-paid, and gratifying job is
potentially sufficient to help many graduates feel like they are making significant progress in the
pursuit of their career aspirations. Not everyone needs to graduate “Cuma sum laude” or to be
the “rookie of the year” in order to feel successful, accomplished, and satisfied with their
academic and occupational lives. As articulated by Judge and colleagues (1995, p. 4), “subjective
career success reflects peoples’ feelings of accomplishment and satisfaction with their career”.
Goal progress and satisfaction are meaningful criteria because they take into account the
personal standards and level of aspirations of each individual. As such, they both offer a useful
level of analysis to understand the personal experiences of new graduates as they are moving
toward the attainment of personally valued career outcomes (Abele & Spurk, 2009; Wiese,

2007).
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Transitioning into the job market can be taxing and employers should be on the lookout
when newly hired employees are experiencing symptoms of burnout (Aspinwall & Taylor, 1992;
Terry & Jimmieson, 2003). Burnout, originally defined as a syndrome encountered among
employees who face an imbalance between job demands and available resources (Demerouti et
al., 2001; Maslach & Jackson, 1981), has become an increasingly recognized phenomenon
among the student population (Salmela-Aro et al., 2009). Accordingly, student and workers alike
who remain involved in situations that are stressful or emotionally demanding can experience a
state of physical, emotional, and mental exhaustion (Schaufeli & Greenglass, 2001, p. 501).
Furthermore, burnout can exhibit moderate to high stability over a 12- to 36-month period
among students and workers, respectively (Deary et al., 2003; Hakanen et al., 2008), suggesting
that symptoms of burnout can follow new graduates upon work entry.

Moving out of school is often perceived as a major life transition, daunting or exciting.
In that context, the transition from university to work is often depicted as a period of change
during which both students and recent graduates are likely to experience fluctuations in
psychological adjustment (e.g., reduction in symptoms of burnout and depression, increase in
positive affect; Haase et al., 2012; Robins et al., 2018). Meanwhile, venturing out of school to
finally get into the job market can be anticipated and lived as a gratifying experience that really
marks the passage from youth into adulthood. Yet, little is known about the role of coping in
how life satisfaction and symptoms of burnout fluctuate during the transition from university to
work and immediately after.

Some people are more likely to experience difficulties at school and during the transition
from university to work. Cross-sectional and prospective research with university students has
provided empirical support for the differential roles of TOC and DOC for subjective

achievement and psychological adjustment in the contexts of school. In particular, TOC has been
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linked positively with goal progress (Chamandy & Gaudreau, 2019; Garriott & Nisle, 2018),
subjective goal achievement (Soucy Chartier et al., 2011), academic adjustment (Leong et al.,
1997; Saklofske et al., 2012), and school satisfaction (Boileau et al., 2020; Gaudreau et al.,
2015), and negatively with symptoms of burnout, such as depersonalization and emotional
exhaustion (Luo et al., 2016; Shin et al., 2014; Vizoso et al., 2019). DOC has shown negative
(and sometimes non-significant; Chamandy & Gaudreau, 2019; Gaudreau et al., 2012)
associations with goal progress (Chamandy & Gaudreau, in press; Gaudreau et al., 2012),
subjective goal achievement (Soucy Chartier et al., 2011), and school satisfaction (Boileau et al.,
2020; Gaudreau et al., 2015), and positive associations with school burnout (Luo et al., 2016;
Vizoso et al., 2019; Shin et al., 2014). Similar results have been found with employees in the
work domain. At work, TOC has been linked positively with job satisfaction and self-reported
performance (Amiot et al., 2006; Armstrong-Stassem, 2003; Boyd et al., 2009; Shimazu et al.,
2010), and negatively with dropout and burnout (Boyd et al., 2009; Shin et al., 2014). DOC has
shown non-significant associations with self-rated job performance (Shimazu et al., 2010) and
positive associations with burnout at work (Boyd et al., 2009; Shin et al., 2014). Overall, many
studies seem to indicate that TOC and DOC strategies may respectively optimize and hinder the
ways in which individuals manage the demands of school and work.
The Present Study

A successful school-to-work transition is important for the welfare and socioeconomic
development of university students (Marshall & Symonds, 2021). However, little is known about
the extent to which their academic experience prepare them for the upcoming demands of the job
market. On the one hand, both educational and work environments involve achievement-driven
demands. As such, we can anticipate that effective coping while at school could set the wheel in

motion and prepare students for a smooth and successful transition to the job market. On the
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other hand, the academic and work domains involve entirely different settings with roles that
demand new skills and adaptation (Elfering et al., 2007; Sugarman, 2010). Hence, little is known
about the continuity and discontinuity of coping during the transition from university to work.

As showed in Figure 3.1, we position coping as a self-regulatory mechanism involved in
both the transition from school to work and the short-term adaptation to the work domain. We
designed a study in which participants (retrospectively) assessed their past experiences as
university students and their current experiences in the work domain (T1) to capture an initial
phase of change during the transition from school to work. We reassessed their current work-
related experiences four weeks later (T2) to capture their short-term adaptation to work. In this
study, we tested (a) if the recall of school-related coping of recent graduates can predict changes
in goal progress, burnout, and satisfaction during the transition from school to work, (b) if
changes in coping during the transition can predict short-term adaptation to work in terms of
work-related goal progress, satisfaction, and burnout, and (c) the role of cognitive appraisals and
(d) graduation GPA in these relationships.

First, we hypothesized that recalled school-related TOC relates to increased goal progress
and satisfaction and decreased burnout during the transition from school to work. Reported
School-related DOC was hypothesized to relate to decreased goal progress and satisfaction and
increased burnout during this transition. Second, the amount of change experienced during the
transition was used to predict short-term adaptation to work at T2. We hypothesized that change
in TOC during the transition relates to lower burnout and higher satisfaction and goal progress at
T2. For example, a positive association between change in TOC and T2 burnout would indicate
that a larger reduction in TOC relates to higher burnout. In contrast, change in DOC during the
transition should relate to higher burnout and lower satisfaction and goal progress at T2. For

example, a negative association between change in DOC and T2 burnout would indicate that a
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larger reduction in DOC relates to lower burnout. Finally, we hypothesized that work-related
challenge and threat appraisal during the transition (T1) would relate to higher subsequent TOC
and DOC (T2), respectively. Based on extant literature on the link between school and work
success (Roth et al., 1996; 1998), our model included graduation GPA as a covariate in order to
control for potential carryover effects of academic success on the successful adaptation of
students once on the job market (van Dierendonck, & van der Gaast, 2013).

Method
Procedure and Participants

We used a two-wave longitudinal design with a time lag of four weeks. At T1,
participants retrospectively reported on their past academic experience. At T1 and T2, they
reported on their ongoing work-related experience. We recruited recent graduates who (a)
completed at least an undergraduate degree, (b) were no longer full-time students, (c) graduated
within less than 24 months, (d) began their first post-graduation employment within less than 24
months'?, (e) were still working at their first post-graduation employment, and (f) worked full or
part time. We recruited participants on Prolific Academic, an online crowdsourcing platform on
which registered members can complete online surveys in exchange of a fair monetary
compensation. Participants received a compensation of £3.50 and £0.98 to participate in T1 and
T2. The study was approved by the University of Ottawa research ethics committee.

The sample for our analyses (N = 153; 55.9% male) were between the ages of 20 and 47
years (M = 25.79, SD = 4.01), the majority of which were 30 and younger (91.5%). Participants
identified as White (74.34%), Asian (11.18%), Hispanic (8.55%), Black (1.97%), Arabic
(0.66%), and Indigenous (0.66%), whereas 0.66% identified as “Other” and 0.66% did not

provide a response. Participants resided in Europe (72.6%), North America (22.6%), and South

19 We originally aimed to recruit participants who had graduated in the past 12 months and who had been working at
their first-post graduation employment within less than 6 months, but very few met these criteria.
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America (4.8%). Most (65.8%) worked full-time in various occupations, such as processing,
manufacturing, and utilities (24.8%), business, finance, and administration (15.7%), social
science, education, and government service (11.1%), health (10.5%), natural and applied
sciences (9.2%), sales and service (7.8%), management (5.9%), art, culture, recreation, and sport
(5.2%), primary industry (4.6%), and trades, transport, and equipment operators (1.31%). Among
these participants, 7.4% were self-employed, 73% worked 35 hours or more per week, and 8.2%
worked more than 11 hours of overtime per week. In addition to having a bachelor (90%) or
college (10%) degree, 10.7% also reported having a graduate degree. More than half graduated
(56.6%) and began working (69.7%) within a year. Participants made a salary below $35,000
(58.55%), between $35,000 and $50,000 (15.79%), over $50,000 (16.5%), or did not provide an
answer (9.2%).

Measures

At T1, participants were asked to report an important and specific academic goal they
pursued while in school and a career goal they were currently pursing at work. Their academic
and career goals provided a reference point for participants to report on the variables related to
their retrospective school pursuits (T1) and their current work pursuits (T1, T2). Hence, coping,
goal progress, satisfaction, and burnout were respectively measured three times: retrospectively
for the context of school (T1) and twice for the context of work (T1, T2). Composite reliability
(Omega, w) for each measure can be found in Table 3.2.

Coping was respectively measured for the context of school and for the context of work
using The Coping Inventory for Academic Striving (CIAS-22; Gareau et al., 2018; Gaudreau &
Blondin, 2002), which was also adapted for the work domain (Chamandy & Gaudreau, 2019).
The inventories were composed of 22 items measuring seven coping strategies organized within

the TOC dimension (i.e., planning, logical analyses, thought control, mental imagery, relaxation,
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effort, and seeking support) and four coping strategies organized within the DOC dimension (i.e.,
behavioral disengagement, mental distraction, venting, and social distancing). All items were
rated using a scale from 1 (Does not correspond at all) to 5 (Corresponds totally). Due to the
large number of items, coping dimensions were modeled by combining item indicators into
parcels (Little et al., 2013). That is, two parcels were respectively created for each of the six
latent variables of coping. The first parcel was created with the first item of each strategy of the
corresponding coping dimension and the second parcel was created with the second item of each
strategy of that same dimension. This scale has shown good reliability estimates among
university students for the pursuit of their academic and career goals (e.g., Chamandy &
Gaudreau, 2019; Gareau et al., 2018; Gaudreau et al., 2012).

Goal progress was respectively measured for the context of school and for the context of
work. Participants rated five items (e.g., “Please rate the extent to which you progressed on your
goal”) on a scale from 1 (Not at all) to 7 (Totally; Carraro & Gaudreau, 2015; Dugas et al.,
2012). Goal progress was modeled using item parceling to create three parcels (the item with the
highest loading was used to create the single-item parcel). This scale has shown excellent
reliability estimates among employees (Khan et al., 2020).

Satisfaction was respectively measured for the context of school and for the context of
work with eight items from the Multidimensional Students’ Life Satisfaction Scale (Huebner, et
al., 1998). Participants were asked to rate the extent to which each statement referred to their
feelings toward their prior school strivings (i.e., when they were still students) and their current
work strivings (i.e., in their current role as employees) using a scale from 1 (Not at all) to 7
(Totally). Sample items for the work domain are as follow: “I look forward to going to work”, “I
wish I didn't have to go to work”. Three items were reverted to create positively valanced scores

of satisfaction. Satisfaction was modeled by creating three parcels. This subscale has shown



COPING FROM SCHOOL TO WORK 103

good reliability estimates for school satisfaction among university students (Boileau et al., 2020).

Burnout was respectively measured for the context of school and for the context of work
with nine items adapted from both the School Burnout Inventory (SBI; Salmela-Aro, et al., 2009)
and the Bergen Burnout Inventory (BBI; Salmela-Aro et al., 2011), rated on a scale from 1 (Not
at all) to 7 (Totally). The measure included three subscales: exhaustion (e.g., I feel overwhelmed
by my work), cynicism about the meaning of school/work (e.g., I feel lack of motivation in my
work and often think of leaving), and sense of inadequacy (e.g., I often have feelings of
inadequacy in my work). A variable of total burnout was modeled using item parceling to create
three parcels. The scales have shown good reliability estimates among university students
(Salmela-Aro et al., 2009) and employees (Salmela-Aro et al., 2011).

Work-related appraisals were measure at T1. Challenge appraisal of work demands (i.e.,
evaluating one’s personal resources as outweighing goal demands) was measured using the
challenge-skill balance subscale from the Flow State Scale (Jackson & Marsh, 1996). Threat
appraisal of work demands (i.e., evaluating goal demands as outweighing one’s personal
resources) was measured using an adapted version of the threat appraisal subscale from the
Stress Appraisal Measure (Peacock & Wong 1990). Each subscale was composed of four items
rated on a scale from 1 (Not at all) to 5 (Totally). These subscales have shown good reliability
estimates among workers and students (e.g., Schellenberg & Baillis, 2016).

GPA was assessed by asking participants to report their cumulative grade point average
upon graduation, on a scale from 1 (F) to 13 (4+). Workload was measured as a control variable
at T1 and T2 with the job demand subscale from the Job Overload scale (Caplan et al., 1980;
Fields, 2013). Participants rated four items (e.g., How often is there a great deal to be done?) on
a scale from 1 (Rarely) to 5 (Often). This scale has shown good reliability estimates among

workers (Sargent & Terry, 1998).
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Overview of Analyses

Structural equation modeling using Mplus version 8.4 (1998-2019) was used for the
analyses (Muthén & Muthén, 2019). Standard errors and fit indices were corrected for non-
normality and missing data was handled using robust full maximum likelihood (FIML). Typical
fit indices were used to evaluate and compare model fit. Values > .90 but closer to .95 for CFI
and TLI and < .06 for RMSEA and < .08 for SRMR were deemed a good fit (Hu & Bentler,
1999). Nested models were compared using the scaled chi-square difference test (Satorra &
Bentler, 2001). A significant AMLRy? (p < 0.05), combined with a ACFI>.01 and ARMSEA >
.015 had to be observed to reject the null hypothesis of invariance (Cheung & Rensvold, 2002).

A first measurement model was tested to assess the factorial validity of our proposed
model and estimate error-free correlations between latent variables. Each indicator loaded on its
respective factor and auto-correlated residuals were freely estimated across time and domains
(McArdle & Grimm, 2010). In two additional measurement models, we tested for equality of
factor loadings and intercepts of indicators across the three measurements of each construct.

Given model complexity and sample size, we tested three separate structural models to
specifically examine goal progress (Model 1), satisfaction (Model 2), and burnout (Model 3).
These models included school- and work-related variables measured at T1 and subsequent work
levels in coping, goal progress, satisfaction, and burnout measured at T2. We incorporated latent
change variables of TOC, DOC, goal progress, satisfaction, and burnout to depict individual
differences in the change of recent graduates during the transition from school to work. Latent
change variables were represented by an unobserved change score defined by its T1 work-related
factor fixed to 1 (McArdle & Grimm, 2010). We included auto-regression paths from
retrospective to T1 variables fixed to 1 and the estimation of paths from retrospective school-

related variables to their respective change variable. Specifications of the latent change scores
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can be found in our open access syntax codes (shorturl.at/egxIY).

We included paths from school-related coping to change in the outcome variables, which
in turn were set to predict short-term adaptation to work (i.e., T2 work-related TOC, DOC, goal
progress, satisfaction, and burnout) while accounting for their respective change and T1 level.
Work-related challenge and threat appraisals at T1 were included as predictors of T2 coping.
GPA was included as a covariate and was set to predict all change and T2 variables.

Finally, an alternative model was examined for each of the three models to test the
directionality of the proposed relationships. Namely, we built on Models 1-3 to add paths in
which the school-related outcomes (goal progress, satisfaction, burnout) predicted (a) cognitive
appraisals at T1 and (b) change in coping from school to work. We also examined the three
models with and without the inclusion of workload as a control variable at T1 and T2.

Results
Preliminary Analyses

Of the 157 participants at T1, 150 completed the T2 questionnaire (95.5% retention). At
T2, 10 participants no longer held the same employment. Rather than exclude these participants,
we kept their T1 responses and removed their follow-up from the analyses. Results of attrition
analyses indicated that participants who completed T1 did not significantly differ from those
who completed both questionnaires on the sociodemographic and latent variables (ps > .167).
Overall, missing data was considered to be random and further analyses were conducted without
excluding these participants.

Participants were excluded from the analyses if they were considered an outlier in both
the visual examination of the data (response patterns, bivariate scatterplots) and the Mahalanobis

critical value (cut-off y~ = 82.72, df = 47, p < .001). Of the 157 participants, four participants
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were excluded and a final sample of 153 university students was retained for the main analyses?’.
Main Analyses
Measurement Models

A measurement model was estimated with all study variables: retrospective school-
related coping, goal progress, satisfaction, and burnout (T1), challenge and threat appraisal (T1),
and work-related coping, goal progress, satisfaction, and burnout (T1, T2). As seen in Table 3.1,
this measurement model provided acceptable fit. Bivariate correlations are shown in Table 3.22!.

Adding equality constraints on the factor loadings did not significantly worsen the chi-
square test: AMLRy?>=19.892, Adf= 16, p = 225, ACFI = .001, ARMSEA = .003, whereas
adding equality constraints on the intercepts of the indicators significantly worsened the chi-
square test: AMLRy” = 56.641, Adf= 16, p <.001, ACFI =-.007, ARMSEA = .002. However, a
decrease of .007 (ACFI) and an increase of .002 (ARMSEA) did not reach threshold to suggest
we should reject the null hypothesis of invariance (ACFI <.01 and ARMSEA < .015; Cheung &
Rensvold, 2002). We therefore kept all equality constraints on the intercepts and this
measurement model was retained to estimate the structural models. In each model,
intercorrelations were respectively estimated for retrospective, change, and T2 variables.
Descriptive statistics are shown in Table 3.3.
Structural Models

As seen in Table 3.1, the structural models for goal progress and burnout each provided
good fit to the data. Conversely, the three reverted items of satisfaction may have contributed to
a slightly poorer albeit acceptable fit. Standardized coefficients for the three models are

presented in Table 3.4.

20 The structural models were tested with and without the removal of the four participants. Although the overall
model fit and parameter estimates did not change significantly, removing the outliers was deemed more conservative
and subsequent analyses were thus conducted without these participants.

21 GPA is not part of the measurement models but is included in Table 2 as well as in the structural models.
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Table 3.1

Model Fit and Comparison of Measurement and Structural Models

Models MLRy? df CFI  TLI RMSEA RMSEA90% CI Contrast Adf AMLRy> p
Measurement Models
a. Configural 1175.48 859 946 932 .049 [.042, .056]
b. Equal loadings 1195.39 875 945 932 .049 [.042, .056] bvsa 16 19.892 225
c. Equal intercepts 1250.92 891 938 925 .051 [.045, .058] cvsa 16 56.641 <.001
Structural Models
d. Goal progress 494.01 354 953 942 .051 [.040, .061] -
e. Satisfaction 561.61 354 929 913 .062 [.052,.071] -
f. Burnout 459.65 354 963 954 .044 [.032,.055] -
Alternative Models
g. Goal progress 522.89 358 944 932 .055 [.044, .065] gvsd 4 30401 <.001
h. Satisfaction 601.73 358 917 .899 .067 [.057,.076] hvse 4 36.047 <.001
1. Burnout 487.54 358 955 945 .049 [.037,.059] 1vsf 4 25781 <.001

Note. Goal progress, satisfaction, and burnout were examined in separate structural models. Alternative models include reversed paths
from school outcomes (goal progress, satisfaction, burnout) to both T1 appraisal (challenge and threat) and change in coping (ATOC and

ADOC) during the transition to work.
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Table 3.2
Bivariate Correlations Between Study Variables
Variables . 2 3. 4. 5. 6 7. 8 9 10. 11. 12. 13. 14. 15 16. 17.
1. Challenge wr1 .85
2. Threat w1 -39 82
3. TOC st 367 .03 91
4. TOC wri 507 -.02 .74 .90
5. TOC wr2 467 -.04 .62 717 90
6. DOC <11 -33% 45" -30" -21°7 -27° 88
7. DOC wri -39 697 -04 -25" -26° 557 85
8. DOC wr2 -24" 60™ -08 -10 -07 .59 .60 .85
9. Goal progress st1 347 2247 290 24° 24" -157 -297 -14 .94
10. Goal progress wr1 .50 -.17 37" 407 397 -21° -19 -23" 26" .96
11. Goal progress wr2 .44 -.19° 40" 43" 58 -23™ -25° -05 33" 497 .96
12. Satisfaction st1 217 -03 52" 36" 477 -50 -22° -317 13 22" 260 91
13. Satisfaction wri 33" 16 337 47T 45T 417 2527 -310 18" 43" 43" 44T 93
14. Satisfaction wr2 32" 14 300 357 44 -54™ 39" 45 21% 42" 417 50" 76 .93
15. Burnout -13 33" -18 -.04 -16 737 427 517 -05 -06 -.15 -577 -397 -44™ 93
16. Burnout w1 238" .65 07 -17 -22° 467 82 517 -19° -217 -29" -1l -58" -417 427 94
17. Burnout w12 -34™ 53" 14 -18° -247 57T 59 777 -4 -327 -247 -277 -48 -59° 507 .70 .95
18. GPA <11 -13 .01 -19° -09 -15 20 -01 .02 -21° -11 -08 -18 .08 -05 .13 -18 .06

Note. TOC = task-oriented coping, DOC = disengagement-oriented coping, GPA = graduation grade point average. s = school, w = work.

Composite reliability Omega (o) is presented on the diagonal.

p<.05,"p<.001.
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Table 3.3

Descriptive Statistics of Study Variables

Variables TO T1 T2 TO-T1 T1-T2
M o’ M o’ M o’ d r d r

Threat appraisal — — 2.47 0.74 — —

Challenge appraisal — — 3.72 0.39 — —

TOC 3.26 0.36 3.47 0.32 3.41 0.24 0.36" 74" -0.12 g1
DOC 2.52 0.47 2.24 0.47 2.35 0.37 -0.40" 55™ 0.16 60"
Goal progress 5.32 1.54 4.54 1.64 4.30 1.53 -0.62™ 26" -0.19° 49"
Satisfaction 4.51 1.53 4.43 1.85 4.41 1.56 -0.06 447 -0.02 76"
Burnout 3.72 1.50 2.88 1.78 2.86 1.38 -0.65™ 42" -0.02 70"
GPA 10.28 3.06 - - - -

Note. TOC = task-oriented coping, DOC = disengagement-oriented coping. A = latent change, d = Cohen’s d difference between latent
means, » = test-retest correlation. GPA = graduation grade point average. Mean GPA is equivalent to B+ (75-79%).

*p <.05. **p <.001.
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Table 3.4

Standardized Estimates for Models of Goal Progress, Satisfaction, and Burnout

Variables Model 1 Mode12 Model 3
Goal progress Satisfaction Burnout
B SE. p B SE. p B SE. »p

A TOC during the transition

School TOC -40 0.10 <.001 -39 0.09 <.001 -38 0.10<.001

GPA -07 0.10 494 -07 0.10 .460 -.07 0.10 .463
A DOC during the transition

School DOC -44  0.08 <.001 -46 0.08 <.001 -44 0.08 <.001

GPA A3 0.08 .085 .14 0.08 .079 .13 0.08 .079
A Outcome during the transition

School outcome * -69 0.05<.001 -65 0.08<.001 -74 0.11 <.001

School TOC 26 0.09 .003 .19 0.09 .025 -.06 0.07 .368

School DOC -07 0.08 401 -27 0.10 .007 .37 0.13 .003

GPA .01 0.07 .889 -21 0.07 .002 .28 0.07 <.001
T2 work-related TOC

T1 work threat -01 0.09 948 .01 0.08 916 -02 0.09 .783

T1 work challenge 10 0.12 38 .09 0.10 383 .11 0.11 .319

T1 work TOC .69 0.09 <.001 .73 0.08 <.001 .70 0.08 <.001

A TOC -07 0.09 422 -11 0.09 .236 -08 0.09 .358

GPA 05 0.07 479 .04 007 .582 .05 0.07 .488
T2 work-related DOC

T1 work threat 25 011 023 22 0.12 .064 24 0.10 .019

T1 work challenge .03 0.08 .721 10 0.09 248 .08 0.07 .302

T1 work DOC .63 0.13 <.001 .67 0.13 <.001 .66 0.11 <.001

A DOC -26 0.13 .036 -29 0.12 .017 -32 0.12 .009

GPA .02 0.08 .831 .02 0.08 .764 .03 0.08 .706
T2 work-related outcome

T1 work outcome * .65 0.10 <.001 .83 0.06 <.001 .82 0.07 <.001

A Outcome? -14 0.12 262 -07 0.10 .518 .09 0.11 .453

A TOC -13 013 319 .04 0.07 .602 -17 0.07 .018

A DOC 08 0.14 .59 22 0.09 .018 -34 0.16 .031

GPA -05 0.09 584 .06 0.06 .327 -19 0.07 .010

Note. Goal progress (Model 1), satisfaction (Model 2), and burnout (Model 3) were examined in
separate models. A = change variable from school to work. GPA = graduation grade point

average. * Outcome refers to the outcome variable studied in Models 1-3.
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Model 1 — Goal Progress. The intercept of Aprogress was negative and statistically
significant (= -0.69, S.E. =0.15, p <.001), suggesting that goal progress significantly diminished
during the school to work transition. School-related TOC at T1 (but not school-related DOC)
was a significant and positive predictor of Aprogress during the transition, thus partially
supporting our hypotheses. As typically observed in latent change model, school-related goal
progress was negatively associated with Aprogress. Contrary to our hypotheses, change in TOC
and DOC during the transition did not significantly predict work-related goal progress at T2 (i.e.,
after controlling for T1 work-related goal progress). GPA, which was included as a control
variable, did not significantly relate to change or T2 levels in goal progress.

Model 2 — Satisfaction. The intercept of Asatisfaction was negative but not statistically
significant (=-0.10, S.E. = 0.12, p = .34), suggesting that satisfaction remained relatively stable
during the school to work transition. As typically observed in latent change models, school
satisfaction was a significant negative predictor of Asatisfaction. School-related TOC and DOC
at T1 respectively positively and negatively predicted change in satisfaction during the transition
to work, thus supporting our hypotheses. In partial support of our hypotheses, change in DOC
(but not change in TOC) during the transition was a significant and positive predictor of T2
work-related satisfaction (after controlling for T1 work-related satisfaction). That is, a greater
decrease in DOC during the transition was related to higher work satisfaction at T2. GPA, which
was included as a control variable, negatively predicted change in satisfaction during the
transition, but not work-related satisfaction at T2.

Model 3 — Burnout. The intercept of Aburnout was negative and statistically significant
(=-0.81, S.E. =0.12, p <.001), suggesting that symptoms of burnout significantly diminished

during transition from school to work. School-related DOC (but not school-related TOC) was a
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positive predictor of Aburnout during the transition, thus partially supporting our hypotheses. As
typically observed in latent change models, school burnout was a negative predictor of Aburnout.
In support of our hypotheses, changes in TOC and DOC during the transition were respectively
negative and positive predictors of T2 work-related burnout (after controlling for T1 work-
related burnout). That is, a greater increase in TOC and a greater decrease in DOC were related
to lower work-related burnout. GPA, which was included as a control variable, positively
predicted change in burnout during the transition to work and work-related burnout at T2.

Coping in Models 1 to 3. Across the goal progress (Model 1), satisfaction (Model 2),
and burnout (Model 3) analyses previously presented??, the intercept of ATOC was positive and
statistically significant, suggesting that TOC significantly increased during transition from
school to work. The intercept of ADOC was negative and statistically significant, suggesting that
DOC decreased significantly during transition from school to work. As typically observed in
latent change models, school DOC and TOC were significant negative predictors of ADOC and
ATOC, respectively (see Table 3.4). In partial support of our hypotheses, work-related threat
appraisal at T1 (but not work-related challenge appraisals) significantly predicted T2 work-
related DOC (after controlling for T1 work-related DOC). Contrary to expectations, T1 work-
related appraisals did not significantly predict T2 work-related TOC. GPA, which was included
as a control variable, did not significantly predict change in coping during the transition or work-
related coping at T2.
Alternative Models

We tested and compared alternative models with reversed paths from school outcomes

(goal progress, satisfaction, burnout) to both T1 appraisal (challenge and threat) and change in

22 Intercepts of change in TOC (Model 1 =0.21, Model 2 = 0.19, Model = 0.21) and DOC (Model 1 = -0.29, Model
2 =-0.25, Model 3 = -0.24) slightly differed across the three models but the interpretation remained unchanged.
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coping (ATOC and ADOC) during the transition. The addition of these reciprocal paths
significantly worsened the chi-square tests (see Table 3.3). However, the values for ACFI and
ARMSEA did not reach threshold to suggest we should reject these alternative models. Results
indicated that school-related goal progress was significantly related to threat (B =-.23, S.E. =
0.09, p = .006) and challenge appraisal (p =.35, S.E. =0.09, p <.001), and to ADOC during the
transition ( = -.25, S.E. = 0.09, p = .006). Results also indicated that school satisfaction was
significantly related to challenge appraisal (B = .34, S.E. =.11, p = .028) whereas school burnout
was significantly related to threat appraisal ( = .35, S.E. =0.10, p <.001).

Finally, results of the three main models were examined with and without the inclusion of
T1 and T2 workload as control variables. Results did not significantly change, and these
variables were therefore excluded from the final analyses.

Discussion

In this study, we offered a novel perspective on the experience of recent graduates by
incorporating both their academic and work strivings to better depict how coping operates to
explain changes during the transition from school to work and how this change relates to their
short-term adaptation to work. Our findings build upon prior longitudinal research from the
school and work contexts and demonstrate that the school-related experiences of students may
transfer to predict early work experiences. We demonstrated that earlier school-related coping
relates to changes in goal progress, satisfaction, and burnout during the transition from school to
work. Changes in coping during the transition, in turn, were shown to relate to subsequent work-
related outcomes, namely satisfaction and burnout.
The School-To-Work Transition

A first goal of this study was to examine the role of school-related coping in predicting
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changes in goal progress, satisfaction, and burnout during the transition from school to work.
Three set of noteworthy findings emerged. First, goal progress significantly decreased during the
transition. Based on the calculation of predicted values?’, a person who used more school-related
task-coping experienced a more positive change in goal progress during the transition. That is,
that person experienced a smaller decline in goal progress (¥ = -0.40) compared to someone who
used less school task-coping (¥ =-1.001).

Second, satisfaction decreased during the transition but to a non-significant extent. A
person who used more school-related task-coping experienced a more positive change in
satisfaction. Specifically, this person experienced a small positive increase or a smaller decline
(¥ =0.18) in satisfaction compared to someone who used less school task-coping (¥ = -0.24). In
contrast, a person who used more school-related disengagement experienced a more negative
change in satisfaction. Specifically, this person experienced a smaller positive increase or a
stronger decline (§ =-0.41) in satisfaction compared to someone who used less school
disengagement-coping (¥ = 0.34).

Third, burnout significantly decreased during the transition and this decrease was
significantly predicted by school-related disengagement-coping. A person who used more
school-related disengagement-coping experienced a smaller decrease in burnout during the
transition (¥ = -0.21) compared to someone who used less school disengagement (¥ = -1.46).
Overall, school-related coping played a significant role in explaining change in goal progress,

satisfaction, and burnout during the transition to work.

BUsing unstandardized estimates, we calculated the predicted values of the latent change scores of goal progress,
satisfaction, and burnout across high (1 unit above the mean) and low (1 unit below the mean) values of school-
related coping and of goal progress, satisfaction, and burnout at T2 across high and low values of latent change
scores in TOC and DOC.
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Short-Term Adaptation to Work

A second goal of this study was to examine if changes during the transition from school
to work could relate to new graduates’ short-term adaptation to work. First, task-coping
significantly increased during the transition and this increase predicted work-related burnout at
T2. Contrary to our hypotheses, this was not the case for T2 goal progress and satisfaction. A
person who experienced a larger increase in task-coping during the transition experienced lower
subsequent work burnout (¥ = -.26) compared to someone who experienced a smaller increase in
task-coping (¥ =-0.06).

Second, disengagement-coping significantly decreased during the transition and this
decrease predicted work-related satisfaction at T2. A person who experienced a larger decrease
in disengagement-coping during the transition experienced more subsequent work satisfaction (¥
=.26) compared to someone who experienced a smaller decrease in disengagement-coping
during the transition (¥ = -0.29). In addition, this decrease in disengagement-coping predicted
work-related burnout at T2. A person who experienced a larger decrease in disengagement-
coping during the transition experienced lower subsequent work burnout (¥ = -.40) compared to
someone who experienced a smaller decrease disengagement-coping during the transition (¥ = -
0.09).

Finally, change in disengagement- and task-coping did not relate to subsequent goal
progress. A reduction in disengagement-coping from school to work predicted subsequent
disengagement-coping at work, even while controlling for its T1 level, which was not the case
for task-coping, goal progress, satisfaction, or burnout. These findings indicate a continuity in
disengagement strategies that could follow students from school to work.

A third goal of this study was to examine if work-related appraisals of threat and
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challenge upon work entry would play a role in predicting subsequent work-related coping.
Results indicated that threat appraisal was related to disengagement-coping, such that individuals
who perceived goal-relevant demands as exceeding their personal resources (threat appraisal)
reported using more strategies directed away from the source of stress as an attempt to avoid
dealing with such work demands. Furthermore, earlier challenge appraisal did not significantly
relate to subsequent task-coping, thus not supporting our hypothesis. On the one hand, prior
research in the school context has provided evidence for the positive association between
challenge appraisal and task-coping at the cross-sectional level (Schellenberg & Baillis, 2016),
suggesting that challenge may be a stronger predictor of coping in school and threat may be a
stronger predictor of coping at work. Students may experience school demands as generally less
threatening given their proficiency in the student role. In a novel work environment, new
graduates may be less rehearsed with task demands or experience lower job-fit and may therefore
be more likely to evaluate certain demands as threatening and respond with disengagement
strategies (DOC). On the other hand, in this study, the measure of challenge appraisal originates
from a flow state questionnaire that defines challenge as an equilibrium between high demands
and high resources. Challenge, from Lazarus’ stress and coping perspective, is not contingent on
high demands, but rather on the evaluation of them being personally meaningful and holding a
potential for personal gain or growth. Taken together, these findings suggest that new graduates
are still adapting to work demands and their personal resources do not yet meet the high demands
of their new work environment.

A fourth goal of this study was to control for the role of graduation GPA in our models.
Overall, our hypotheses were supported even with the inclusion GPA, thus supporting prior

research demonstrating the limited predictive value of grades for job success (van Dierendonck,
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& van der Gaast, 2013; see also Poole et al., 1993). Therefore, graduation GPA is informative
but insufficient to understand the success of recent graduates during the school-to-work
transition and their short-term adaptation to work.

Change Processes and Tests of Alternative Models

The proposed alternative models revealed that graduates who made significant progress
on their education goals are less likely to be threatened by the demands of their work goals and
more likely to perceive being able to master these demands. Graduates who experienced greater
symptoms of burnout while in university are more likely to perceive the demands of their work
goals as having a potential for harm or loss. In contrast, those who were satisfied with their
university experience are more likely to perceive goal-related demands as an opportunity for
growth. Results also indicated that compared to graduates who made less progress on their
education goals, those who made more progress reduced their use of disengagement coping
strategies to a greater extent during the transition to work. Overall, these findings indicate that
school-related experiences may follow new graduates into the workplace through bidirectional
effects that unfold over time (Bandura, 1989; Carver & Scheier, 1998).

The proposed latent change models allowed us to explore the changing nature of coping,
goal progress, satisfaction, and burnout during the school to work transition. In particular, an
increase in task- and a decrease in disengagement-oriented coping is consistent with the nature of
the change period being examined. A developmental transition marked by high change and
novelty likely requires a greater mobilization of resources to actively approach external demands
and actively regulate any associated emotions while minimizing thoughts and behaviors that
function to ignore or avoid dealing with these demands.

In support of prior research (Robins et al., 2018), burnout significantly decreased from
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school to work, which could suggest that being in school for a long period of time had begun to
physically, emotionally, and mentally exhaust some students, to a point where their symptoms of
burnout diminished as they changed contexts. Furthermore, goal progress significantly
diminished from school to work and over a four-week period in the work context. As people
enter new environments, they must learn new roles and find ways of reinvesting their knowledge
and skills to adapt themselves to novel demands. Therefore, a reduction in goal progress can be a
reflection this adaptation process during which new graduates must slowly build work-related
self-efficacy (Abele & Spurke, 2009b; Saks & Ashford, 2000).
Limitations and Future Research

First, as with any self-reported research, caution must be taken with respect to making
causal inferences from our findings. Although the longitudinal design improves on previous
coping research, studies that follow the same individuals from school to work are needed to
provide stronger evidence for our propositions, much like experimental designs would be
warranted to defend any causal explanation (Podsakoft & Podsakoff, 2019). For example, to
understand the effects of task- and disengagement-oriented coping in the promotion of desirable
outcomes, lab or field experiments could be designed to intervene on the coping strategies of
students (i.e., the factors proposed to cause changes in student success) and then follow these
students to examine within-person effects (e.g., weekly diaries) or identify individual trajectories
and outcomes across time (Pirlott & MacKinnon, 2016). This approach would also provide
researchers with the opportunity to measure school-related variables while students are still in
school rather than retrospectively after graduation. Second, following students weekly using
cohort studies would provide more precise information on the rate at which these developmental

effects operate over time. Finally, despite the limited sample size, this study supports prior



COPING FROM SCHOOL TO WORK 119

research findings obtained with large samples of university students. Although cohort studies
may provide access to a larger pool of participants, cost and attrition are typically high — issues
we did not encounter in the present study. To enhance the generalizability of our findings, future
research is nonetheless needed to include larger, more representative samples of recent
graduates, and include moderating variables such as job-fit with educational training.
Conclusion

The models we propose in this study provide a novel lens for studying the consequential
implications of coping during transition periods. Our models spanned two time points to depicts
interindividual differences in the change experiences of new graduates between school and work.
Our findings illustrate how student success (GPA) may not be sufficient to predict how graduates
will cope with stressful demands upon work entry. It seems, though, that school-related coping
relates to change in goal progress, satisfaction, and burnout from school to work. This change in
coping, in turn, helps predict short-term adaptation to work. Overall, the mechanisms that help
explain how students cope and achieve desirable outcomes in school may subsequently help new
graduates successfully transition and adapt to the work domain. Incorporating the school and
work pursuits of new graduates thus provided a solid analytic framework for testing a wide range
of hypotheses that can inform future cohort and experimental research and, ultimately,
intervention efforts. Future research is nonetheless needed to follow recent graduates over longer
periods of time and examine within-person processes and/or profiles of individuals to provide

stronger support for this intra-individual transfer of effects across time.
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Postface

In this study, we assessed recent graduates using measures that are common to the
educational context for two main reasons. First, slightly adapting the measures to the context of
work ensured conceptual continuity and comparability among the studies preceding or
composing this thesis?*. Second, it allowed us to apply our dual-domain framework by having
measures that can be empirically compared across the school and work domains. Measurement
invariance — a prerequisite in longitudinal research®® — can only be evaluated when using a
similar measure across time and domains. Accordingly, the decision to adapt academic-related
measures to the work context was taken to ensure that the latent constructs and the patterns of
factor loadings are analogous, and that the size of factor loadings, the item intercepts, and the
residual variances can be meaningfully compared across time and domains.

Although recalling school-related coping was the approach deemed most realistic for this
study, future research would benefit from assessing participants prior to work entry, i.e., while
they are still in school. It follows that research implementing a repeated measures design
spanning over multiple time points (weeks, years) would allow to create and incorporate an
aggregate score of recent graduates’ school coping into our model. This would considerably
reduce measurement error related to retrospective recall bias and provide a measure of coping
that acts, theoretically speaking, as a stronger and more reliable predictor of situation-specific

coping in the work context?®.
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Abstract

The goal of this randomized experimental study was to test if an intervention focusing on
students’ transition to work could be useful to improve the way they perceive their transition to
work, and in turn promote a more positive student experience. A sample of university students
(N = 275) completed measures of transition-related controllability appraisals as well as
academic-related coping, satisfaction, burnout, and goal progress at pre- and post-intervention
and two weeks after. In the first part of the intervention, the control group was asked to describe
two past academic setbacks they have encountered while the experimental group was asked to
think about and describe two past academic setbacks they successfully managed and the
strategies that helped them manage and move past these setbacks. In the second part of the
intervention, both the control and experimental groups were asked to describe a desirable
outcome of their school-to work transition. In three distinct steps, those assigned to the
experimental group were also asked to describe how they would achieve the goal they described,
anticipate two potential barriers in the achievement of their goal, and again describe precisely
how they would overcome those goal-related barriers. Using a two-group growth modeling
approach, results revealed that the experimental condition elicited self-regulatory benefits by
demonstrating group differences in the growth, decline, and follow-up levels, as well as in some
of the associations between the intercepts and slopes of controllability appraisals, coping,
satisfaction, and burnout. Overall, the findings indicate that the ways in which students appraise
their school-to-work transition can hinder or enrich their academic pursuits, which may

ultimately result in greater adjustment within and beyond the university setting.
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Promoting the Student Experience by Preparing for a Life After Graduation: A Small-
Scale Coping Intervention

Students and new graduates play an active role in their career development (Fugate et al.,
2004; Savickas, 2005). This is particularly relevant in the context of developmental transitions,
such as the one from school to work, where it is not possible to anticipate future employment
opportunities and all the changes involved in these new roles.

For some university students, the idea of eventually transitioning from school to work is
seen as a stressful looming experience marked by uncertainty (Marshall & Symonds, 2021),
which can lead to enhanced psychological and physiological stress (Hirsh et al., 2012; Lazarus &
Folkman, 1984; Peters et al., 2017; Sweet et al., 1999) and reduced academic achievement and
psychological adjustment (Amirkhan & Kofman, 2018; Garriott & Nisle, 2018; Gibbons, 2010).
Researchers have argued that coping skills learned earlier can be mobilized during periods of
change to help people manage new situations (e.g., Bandura, 1989; Brammer, 1992). However,
the experimental examination of the coping process — and the place it takes in helping students
succeed in school while at the same time better prepare for a forthcoming workplace entry —
remains an important gap in the existing psychological literature. The purpose of this research
was to address this matter by testing whether a coping self-efficacy intervention is sufficient to
promote both desirable transition-related appraisals and school-related outcomes among the
student population.
The Coping Process

Stress is a dynamic process that occurs through a relationship between a person and their
environment (Lazarus & Folkman, 1984). The transactional model of stress and coping

postulates that cognitive appraisals play a central role in the stress experience. Cognitive
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appraisals are concerned with what is at stake for a person and operate by evaluating one’s
personal resources in relation to specific situational demands (Siemer et al., 2007). Resources
can range from personal goals and dispositional tendencies to health and social status or support
(Hobfoll, 2002). Accordingly, variables such as optimism, tolerance for ambiguity, and goal-
related doubt can weigh in on how a particular situation is evaluated (Lazarus, 2006). This
evaluative process entails both the personal meaning that the individual attaches to an event
(primary appraisals) and how the event can be managed (secondary appraisals; Lazarus &
Folkman, 1984) given one’s personal resources. Controllability — the extent to which individuals
perceive to have control over a specific outcome — is among the beliefs that play a role in
secondary appraisal (Folkman, 1984). Controllability appraisals have been shown to influence
people’s thoughts and behaviors when they face demanding situations (e.g., Ajzen, 2002;
Bandura & Wood, 1989; Skinner, 1996; Weiner, 1985).

People try to manage demanding situations with coping — the cognitive and behavioral
strategies used as an attempt to reduce perceived stress and any associated negative emotion
(Lazarus & Folkman, 1984). The specific coping strategies students use to manage stressful
transactions can be categorized into two higher-order dimensions of coping that each incorporate
problem-focused and emotion-focused coping responses, namely task- and disengagement-
oriented coping. In achievement driven contexts such as school and work, a coping dimension is
regarded as effective when it relates to and improves achievement and psychological adjustment
— two critical outcomes for successful adaptation and development (Aldwin, 2007; Heckhausen
etal., 2010).

The task-oriented coping (TOC) dimension functions to persist with goal-directed effort

as an attempt to actively alter a stressful event and the resulting thoughts and emotions (e.g.,
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increasing effort, making a plan of action, analyzing and reappraising the situation positively).
Associations between TOC and desirable outcomes are well established for students in post-
secondary education, with positive links with grades, goal progress, academic satisfaction, and
academic adjustment (Alarcon et al., 2013; Aspinwall & Taylor, 1992; Chamandy & Gaudreau,
2019; Gaudreau et al., 2015; Gaudreau et al., 2012; Gareau et al., 2018; Thomas et al., 2017),
and negative links with symptoms of burnout, such as depersonalization and emotional
exhaustion (Luo et al., 2016; Shin et al., 2014; Vizoso et al., 2019).

The disengagement-oriented coping (DOC) dimension functions to withdraw goal-
directed effort as an attempt to disengage or distract the self from the stressful situation (i.e.,
social distancing, venting negative emotions, distracting oneself from the situation). DOC has
shown negative links with academic achievement (Gaudreau et al., 2012; Soucy Chartier et al.,
2011) and indicators of psychological adjustment (Aspinwall & Taylor, 1992; Gaudreau et al.,
2015; Leong et al., 1997; Perera & DiGiacomo, 2015), and positive links with symptoms of
school burnout (Luo et al., 2016; Vizoso et al., 2019; Shin et al., 2014).

So far, correlational studies (cross-sectional, prospective) have indicated that TOC and
DOC for academic and career goals are distinctively associated with indicators of coping
effectiveness such as achievement and psychological adjustment in the school (Chamandy &
Gaudreau, 2019, 2022) and work contexts (Chamandy & Gaudreau, 2021). Little is known,
however, about the extent to which a coping self-efficacy intervention could promote the
experience of students who are in university and preparing for a life after graduation. This gap is
important to consider given that the experience of career doubt in university students has been
shown to positively relate to DOC and negatively relate to TOC and goal progress during the

pursuit of both academic and career goals (Chamandy & Gaudreau, 2019). What is more, prior
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academic coping has been found to influence the change processes that recent graduates
experience from school to work (Chamandy & Gaudreau, 2021). As such, connecting academic
to career strivings seems to be a promising avenue for the promotion of adaptation outcomes
intervention research.

Coping Self-Efficacy

Social cognitive theory (Bandura, 1989) postulates that much of human behavior is regulated
by the thoughts and anticipation of valued goals. People's beliefs in their capabilities to manage
environmental demands affect how they will approach novel or difficult situations and the thought
processes, affective states, motivation, and behavioral responses they will experience when coping with
stressors (Jerusalem & Schwarzer, 1992). In particular, coping self-efficacy represents a person’s
judgment about their ability to cope effectively with life challenges and is critical to whether a person
feels confident in their ability to perform the actions that lead to goal attainment (Greene, 2017).

Over the years, researchers have demonstrated that mastery experiences are among the
strongest source of self-efficacy?’ (Bandura, 1997; Koestner et al., 2006). When people see
themselves cope effectively with demanding situations or recall previous instances of achievement
that are relevant to current or future goals, they are presented with tangible evidence of their success
(i.e., mastery). Once people have achieved a mastery experience, their belief in their own ability
increases and are better equipped to attempt additional difficult situations (i.e., self-efficacy).

A theoretically and empirically supported way to enhance an individual’s sense of mastery and
self-efficacy is through mental simulation (Cole et al., 2021; Kappes & Morewedge, 2016; Taylor et
al., 1998). On the one hand, people’s sense of mastery can be enhanced by having them mentally

review past performance experiences. On the other hand, people’s sense of self-efficacy can be

27 Bandura (1997) proposed four sources of self-efficacy, namely mastery experiences, verbal persuasion, vicarious
experience, and physiological and emotional states.
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enhanced by having them transfer that experience to the future self, or to other desired outcomes and
areas of life. Research to date has successfully manipulated self-regulatory processes, such as
coping, among people facing uncertain or stressful situations (Brown et al., 2002; Rivkin &
Taylor, 1999). In particular, mentally simulating the process for reaching a goal has shown to
promote not only the resolution of a stressful encounter, but also one’s affective states and
progress in achieving the related goal (Taylor & al., 1998; Taylor & Pham, 1999). Bridging
theories of self-regulation (e.g., Bandura, 1989; Gollwitzer & Bargh, 1996) can thus offer a useful
stance from which to study the personal factors that can help students pursue the goals they have set
for themselves while also making the best of goal-related obstacles (Brandtstidter, 2009).

The Present Study

Students’ experiences of coping effectiveness may have effects that extend to the way
they appraise the looming change associated with their transition to work, how they cope with
the demands of their educational goals, and the desirability of the outcomes they attain in the
university context and beyond. The overall objective of the proposed research was to evaluate
and compare the impact of a coping self-efficacy intervention (experimental versus control) on
the stress appraisals (perceived control, uncontrollability), coping (TOC, DOC), and adaptation
outcomes (satisfaction, burnout, goal progress) of university students from the perspective of
their school-to-work transition.

In this study, three measurement occasions spanned two points in time, namely pre- and
post-intervention (Time 1) and two weeks following the intervention (Time 2). The intervention
was created based on prior theoretical and empirical research supporting the role of mastery
experiences (Bandura, 1989; Dweck & Sorich, 1999; Felsten & Wilcox, 1992; Hammond, 1990;

Koestner et al., 2006; Locke et al., 1984) and the mental simulation of possible selves for
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effective self-regulation (Peetz & Wilson, 2008; Strauss et al., 2012; Taylor et al., 1998) in the
context of goal pursuit and problem solving under conditions of stress (Aspinwall, 2005; Brown
et al., 2002; Mantaras, et al., 2005). We hypothesized that, compared to the control group,
participants assigned to the experimental group would report: (a) greater increases in favorable
appraisals of their transition to work (and decreases in unfavorable appraisals) and (b) greater
increases in school-related TOC and satisfaction, and decreases in DOC and burnout. Goal
progress (only measured at Time 2) was expected to be higher in the experimental compared to
the control condition. Secondary outcomes were also examined and are displayed in Figure 4.1.
Method

Participants and Procedure

A sample of 331 university students took part in a randomized controlled study.
Participants were recruited through an online participation system for Time 1. For Time 2,
participants were contacted through email and offered a 10$ Amazon.ca gift card for their online
participation. The final sample for our analyses (N = 275; 84.6% female) were between the ages
of 18 to 46 years (M =20.01, SD = 4.71) the majority of which were 25 and younger (92.8%).
Moreover, 50.2% of participants identified as White, 20% as Asian, 9.1% as Black, 8.7% as
Arabic, 1.5% as Hispanic, and 0.4% as Indigenous, whereas 8.7% identified as “Other” and 1.5%
did not provide a response. Most students (99%) were enrolled full-time (i.e., four classes or
more) in various faculties, such as health sciences (36.1%), social sciences (28.5%), science
(37.4%), arts (2.6%), engineering (2.2%), education (1.1%), and school of management (2.2%).
Most students (73.8%) were completing the first year of their program. Several students (54.2%)

reported working outside of school for an average of 16.14 hr per week.



THE TRANSITION TO WORK: A COPING INTERVENTION

Figure 4.1
Outline of Study Design and Procedure
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An overview of the procedure and design of the study are depicted in Figure 4.1. Upon
access to the online survey, participants provided informed consent and completed demographic
and baseline measures (Time 1; pre-manipulation), after which they were randomly assigned to
one of the two manipulation conditions. This randomization process was done automatically
through the Qualtrics survey platform. All participants were asked to read an introductory fact
sheet about coping, including a definition “Coping strategies refer to the specific mental and
behavioural efforts that people employ to master, tolerate, reduce, or minimize stressful
situations. People choose among a wide array of coping strategies to manage daily situations
[...].” Participants then completed the task that corresponded to the group to which they were
randomly assigned (control or experimental group) and completed post-manipulation measures
(Time 1). The follow-up (Time 2) occurred two weeks after the manipulation.

Experimental Group

The experimental coping manipulation comprised of having students perceive the utility
of past school-related mastery experiences for managing future goal-related difficulties; identify
and visualize their personal goals as well as the specific actions leading up to the achievement of
their goals; and identify and visualize the potential barriers along the way to reaching their career
goals as well as the specific actions involved in the mastery of these anticipated barriers.
Specifically, students in the experimental group were asked to think about and describe a) two
past academic setbacks they successfully managed, b) the strategies that helped them manage
and move past these setbacks, c) a desired school-to-work transition outcome, d) the strategies
that will allow them to reach that goal (self-regulatory self), e) two barriers to their desired
school-to-work outcome, and f) the strategies that will helped them manage and move past these

setbacks (self-regulatory self).
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Control Group

Participants randomly assigned to the control manipulation group served to compare the
extent of the effects of the experimental coping manipulation. As a way to exclude extraneous
explanations for the effects of the manipulation, students in the control group were also asked to
think about and describe a) two past academic setbacks they have encountered, b) a desired
school-to-work transition outcome, and c¢) two potential barriers to this desired outcome.
Follow-up

Two weeks following the coping intervention, participants were invited, via email, to
complete an online survey. The email reminded participants of the goals they had described at
baseline. All participants received the same survey to examine if the effects of the manipulation
could be observed two weeks later.
Measures

Certain variables were only measured before the coping intervention (e.g., demographic
variables) to gain knowledge on the given sample and provide baseline variables to validate that
both groups were not significantly different before the intervention. Other variables, such as
coping and goal progress, were only measured after the coping intervention. Measuring coping at
Time 1 and Time 2 (but not at baseline) was deemed preferable to avoid overexposing
participants to the construct of interest and compromising the interpretation of the causal
hypotheses under study (Kuhnen, 2010; see also Ariel et al., 2021; Gruijters, 2022). In a similar
vein, a two-week follow-up assessment aimed at examining the effects of the intervention on
processes that cannot be examined alongside the intervention, such as the real-life in situ goal-

related coping and progress.
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Primary Variables

Controllability appraisals (Pre-, Post-, Follow-up) were measured using the control by self
and uncontrollable by anyone subscales from the Stress Appraisal Measure (Peacock & Wong,
1990). Sample items are as follow for controllable by self (perceived control): “Do I have the
ability to do well in this goal?” and as follow for uncontrollable by anyone (uncontrollability):
“Is this a totally hopeless goal?”. The two subscales were composed of four items rated on a
scale from 1 (Not at all) to 5 (Totally). Each subscale has shown good reliability estimates
among university students (e.g., Schellenberg & Baillis, 2016).

School burnout (Pre-, Post-, Follow-up) was measured for the school context using nine
items from the School Burnout Inventory (SBI; Salmela-Aro et al., 2009), rated on a scale from 1
(Not at all) to 7 (Totally). The measure included three subscales: exhaustion (e.g., I feel
overwhelmed by my schoolwork), cynicism about the meaning of school (e.g., I feel lack of
motivation in my schoolwork and often think of giving up), and sense of inadequacy (e.g., I often
have feelings of inadequacy in my schoolwork). A total score of burnout has shown good
reliability estimates among university students (Chamandy & Gaudreau, in press).

School satisfaction (Pre-, Post-, Follow-up) was measured with eight items from the
Multidimensional Students’ Life Satisfaction Scale (Huebner, et al., 1998). Participants were
asked to rate the extent to which each statement referred to their feelings toward school using a
scale from 1 (Not at all) to 7 (Totally). Sample items are as follow: “I look forward to going to
school”, “I wish I didn't have to go to school”. Three of the eight items were reverted to create
positively valanced scores of school satisfaction. This subscale has shown good reliability
estimates for school satisfaction among university students (Boileau et al., 2020).

Coping (Post-, Follow-up) was respectively measured for academic goals using the Coping
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Inventory for Academic Strivings (CIAS-22; Thompson, 2015). The inventory is composed of 22
items measuring seven coping strategies organized within the TOC dimension (i.e., planning,
logical analyses, thought control, mental imagery, relaxation, effort, and seeking support) and
four coping strategies organized within the DOC dimension (i.e., behavioral disengagement,
mental distraction, venting, and social distancing). All items were rated using a scale from 1
(Does not correspond at all) to 5 (Corresponds totally). This measure has shown good reliability
estimates among university students (Gareau et al., 2018).
Goal progress (Follow-up) was measured for the school context using five items (Carraro
& Gaudreau, 2015; Dugas et al., 2012). Participants were asked to rate each item (e.g., “you
progressed on your goal” and “you moved forward in the pursuit of your goal”) on a scale from 1
(Not at all) to 7 (Totally). This measure has shown good reliability estimates among university
students (Chamandy & Gaudreau, 2019).
Baseline and Secondary Variables
Optimism and Pessimism (Pre-) was measured using the Life Orientation Test (LOT;
Scheier & Carver, 1985). Participants respectively rated three items of optimism and pessimism
while keeping in mind how each item corresponded to their life in general (e.g., “In uncertain
times, I usually expect the best”; “If something can go wrong for me, it will”’) on a scale from 1
(Not at all agree) to 7 (Totally agree). Each subscale has shown good reliability estimates among
university students (e.g., Boileau et al., 2020).
Coping self-efficacy (Pre-) was created and measured based on 11 items of the Coping
Inventory for Academic Strivings (CIAS; Thompson, 2015). Participants were asked the
following: “Please rate the extent to which you are confident in your ability to do the following

statements in situations of academic-related stress.”; e.g., “...create a plan of action for your
9 b
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school goals.” Items were rated using a scale from 1 (Not at all) to 5 (Totally).

Career doubt (Pre-, Post-, Follow-up) was measured with the career self-doubt subscale
of the Vocational Identity Status Assessment (Porfeli et al., 2011). This subscale includes five
items on a scale from 1 (Do not agree at all) to 5 (Totally agree). The subscale measures the
extent to which participants doubt their career choice, with higher scores reflecting greater doubt,
uneasiness, and worry about one's career choice and a sense that others share the same feelings
and ideas about their choice. Sample items were as follow: “Thinking about choosing a career
makes me feel uneasy” and “When I tell other people about my career plans, I feel like I am
being a little dishonest”. This subscale has shown excellent reliability estimates among
university students (Chamandy & Gaudreau, 2019).

Career goal-discrepancy (Pre-, Post-, Follow-up) was measured with two of four
subscales from the Career Related Discrepancies Scale (Creed & Hood, 2015). The discrepancy
domains of ability (“I thought I had the ability to get the career I want, but now I am not so
sure”) and standard (“1 doubt I can meet the standards of entry to my ideal career”’) were chosen
for their cognitive rather than behavioral (e.g., effort) nature. A total score was created with the
two subscales, which were respectively comprised of three items rated on a 6-point scale from 1
(Strongly disagree) to 6 (Strongly agree). The full scale has shown excellent reliability estimates
among university students (Creed & Hood, 2015).

Intolerance for ambiguity (Pre-, Post-, Follow-up) was measured using a subscale from
the revised need for closure scale (Roets & Van Hiel, 2011; Webster & Kruglanski, 1994) to tap
into how individuals construe and react to uncertainty. The 3-items (e.g., “I don’t like situations
that are uncertain.”, “I feel uncomfortable when I don't understand the reason why an event

occurred in my life.”) were rated on a scale from 1 (Strongly disagree) to 6 (Strongly agree).
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This subscale has shown good reliability estimates among university students (White, 2022).

School- and career-related stress (Pre-, Post-, Follow-up) were respectively measured
with an adaptation of the Visual Analogue Stress Scale (Lesage et al., 2012). Using a scale from
0 (No stress at all) to 100 (Extreme stress), participants were asked “Using the rating scale
above, please indicate the number that corresponds to how stressed you are about your
school/career goals.” This single-item measure has been shown to efficiently quantify the
intensity of perceived stress (Lesage et al., 2012).

Overview of the Analyses

Mplus version 8.4 (1998-2019) was used for the analyses (Muthén & Muthén, 2019). The
models with manifest variables were estimated by combining item indicators into mean scores.
We verified group equivalence (i.e., random assignment) by comparing demographic and
baseline (i.e., pre-intervention) measurements across both groups. We then moved on to verify if
the experimental task succeeded in modifying coping by testing the presence of significant
differences in group-level effects at Time 1 — immediately after the experimental intervention.
These analyses were performed using ANOVAs with group assignment as the independent
variable. Group assignment was coded as 0 (control) and 1 (experimental).

We analyzed the repeated measures data using a two-group growth modeling approach
(Byrne, 2013; Duncan & Duncan, 2004), which evaluates inter-individual differences in intra-
individual (intercept and slope mean) variability. In multiple-group analysis, the models are
estimated within each group simultaneously, and the parameters (e.g., slopes, variances,
coefficients) are specified to be estimated freely for each group (i.e., assumed to significantly
differ across groups) or to be constrained to equality. Models with and without equality

constraints can then be compared using the scaled chi-square difference test (AMLRy?; Satorra &
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Bentler, 2001). A significant reduction in model fit would indicate that the constrained parameter
significantly differs across the experimental and the control group.

In a first series of univariate models, we examined growth for each repeated measure
(e.g., stress, intolerance for ambiguity, career doubt, career goal-discrepancy, appraisal, coping,
satisfaction, burnout) for the sample as a whole and for the experimental and control groups. For
all variables, growth was specified as -2 (baseline), -1 (post-intervention), and 0 (2-week follow-
up), with the intercept defined at the last time point to properly estimate the effect of the
experimental manipulation. In this study, coping was only measured at Time 1 and Time 2, and
growth cannot be estimated with only two time points. Two alternative approaches can be used
with two time points: the first being an intercept only model in which the slope variance is set to
zero, and the second being an intercept and change model, in which the residual variance of the
two measurement occasions are set to zero. Using the latter approach, we began by testing a
model in which the slope was defined as -1 and 0 to examine Time 2 as the final status.

In a series of multivariate models, we examined the interrelations of parallel growth or
change in the primary variables (i.e., intercept and slope mean of appraisal, coping, satisfaction,
and burnout) for the experimental and control groups. Finally, we examined goal progress as an
outcome variable. Hence, we examined the interrelations between the intercept and slope means
of appraisal and coping variables and follow-up levels of academic goal progress. In these
models, correlation coefficients were constrained equal across groups to examine if associations
between the variables were influenced by the experimental manipulation (i.e., group differences).

Results
Preliminary Analyses

A total of 331 participants took part in the study. Four participants who attempted to
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participate twice in the survey were excluded to prevent group contamination. An additional 52
participants were excluded because they did not complete the intervention exercise (n = 42), they
did not respond properly to attention checks (e.g., “please select not at all”’; n = 2), the career
goal they had described at baseline was somewhat or no longer relevant to them at Time 2 (n =
7), and/or they had taken part in career counselling at the university’s academic support center (n
= 1). Response patterns and bivariate scatterplots were visually examined and Mahalanobis
distance was calculated to identify potential multivariate outlying cases. None of the participants
were considered an outlier in both the visual examination of the data and the Mahalanobis
critical value. A final sample of 275 university students was retained for the main analyses.

Of the 275 participants (128 experimental; 147 control), 210 (65%) completed the final
time point (82 experimental; 97 control). Results revealed no significant differences in baseline
or demographic variables for participants who dropped out compared to those who remained in
the study at Time 2, with the exception of career DOC at Time 1, which was higher for those
who dropped out (B = .15, S.E. = 0.06, p = .017). Furthermore, at pre-intervention, no significant
group differences were observed for demographic variables (ps > .129; i.e., age, gender, course
load, faculty, year into the program, work hours, cultural background, current living situation,
GPA, being enrolled in a coop program) or baseline variables (ps > .056; i.e., optimism,
pessimism, coping efficacy, academic- and career-related stress, career doubt, intolerance for
ambiguity, career goal-discrepancy, perceived control, uncontrollability, satisfaction, and
burnout). Given that the COVID-19 pandemic had begun during the Winter 2020 semester,
participants were asked the following question for the academic and career goal domain “Has the
current situation surrounding COVID-19 affected your [academic/career] plans or goals?”. No

group differences were observed for these two variables (ps > .186).
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Bivariate correlations for primary study variables are displayed in Table 4.1. Means and
variances for variables measured at both post- and follow-up are presented in Table 4.2. The
experimental condition successfully elicited some of the expected changes among intervention
participants. As seen in Table 4.2, at Time 1 (post-intervention), participants in the experimental
group showed significantly lower DOC as well as lower intolerance for ambiguity and lower
appraisal of uncontrollability toward their transition to work. No significant difference was
observed for TOC. These findings suggests that the coping intervention was partially successful
in eliciting the desired effects.

Main Analyses
Univariate Growth Models

Model fit and comparisons for nested multigroup univariate growth models (parameter
constraints across groups) of each repeated measure are presented in Table S4.1 of the
supplementary file. Results of single-group and multiple-group analysis for each univariate
growth model are presented in Table S4.2.

For transition-related uncontrollability, the intercept (i.e., mean score at Time 2) was
significantly lower (OR = 0.55; d =-.33, S.E. = 0.16, p = .035) and the slope (linear rate of
change) significantly declined for the experimental group (OR = 0.55; d=-.33,S.E. =0.18,p =
.070). No groups differences were found for perceived control.

For school DOC, the significant increase (post-intervention to follow-up) observed in the
mean slope of the experimental group was significantly different (OR = 1.82; d = .33, S.E. =
0.14, p = .016) from the small decline observed in the control group. There was also a significant
difference in the slope variance across groups (OR = 0.52; d =-.36, S.E. = 0.16, p = .027),

indicating that the experimental group exhibited significantly less inter-individual differences in
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Table 4.1
Bivariate Correlations for Primary Study Variables across the Experimental and Control Groups

Variables 1. 2. 3. 4 5 6. 7. 8 9. 10. 11. 12. 13. 14. 15. 16. 17.
1. SW uncontrollability pre 68 42 52 51 42 20 26 .20 .16 .06 .12 .01 .15 22 .20 .10
2. SW uncontrollability post Sl 54 45 46 33 -06 .13 32 27 -01 .00 -06 .30 .36 .31 .02
3. SW uncontrollability foliow-up 46 45 27 35 53 -04 .03 .09 34 -07 -08 -09 .31 .34 .30 -.02
4. SW perceived control pre 33 .23 31 JJ5 .57 .16 022 .02 27 .00 .01 -14 .06 .12 .17 .13
5. SW perceived control post 34 49 25 55 S8 14 .18 05 .17 .01 .02 -09 .12 .16 .14 .17
6. SW perceived control foniowwp .25 .21 .54 46 .52 20 26 .14 .18 -05 .00 -03 20 .22 .17 .15
7. School TOC post 04 13 .06 .29 .43 29 J1r =25 -32 36 49 38 -28 -30 -27 .49
8. School TOC foliow-up -14 .02 .15 .02 31 43 .67 -16 -22 28 38 37 -12 -15 -23 .58
9. School DOC post 22 .08 .19 .02 -12 -14 -18 -22 42 -41 -40 -35 59 .64 41 -25
10. School DOC fotiow-up 23 .07 .11 .01 -08 -26 -21 -22 .67 -33 -30 -42 50 49 49 -25
11. School satisfaction pre A2 -06 .01 .12 .19 25 43 48 -45 -31 92 84 -50 -49 -40 .32
12. School satisfaction post 09 -04 -02 .14 20 21 46 .46 -45 -30 .94 85 -49 -48 -40 .34
13. School satisfaction foriow-up -06 -15 -02 .07 .10 28 35 .54 -47 -49 .83 S8l -44 -48 -50 .42
14. School burnout pre 20 23 .18 .13 .13 -07 -07 -16 .58 .57 -53 -51 -57 94 71 -.16
15. School burnout post 24 22 .16 .05 .07 -11 -15 -19 .63 .59 -61 -61 -58 .92 5 -23
16. School burnout fliow-up 23 23 .14 -01 .00 -15 -24 -31 .53 .62 -59 -57 -71 .77 .76 -.35
17. School goal progress foliow-vp  -.33 -.07 -.10 -.06 .00 .06 .26 .44 -19 -17 35 41 .55 -33 -30 -.44

Note. Correlation coefficients are presented on the lower left diagonal for the experimental group and on the upper right diagonal for

the control group. SW = school-to-work transition. TOC = task-oriented coping, DOC = disengagement-oriented coping. Pre- and
post-intervention measurements occurred at Time 1 and follow-up took place two weeks later, at Time 2.

Correlation coefficients above .20 are p < .05.
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Table 4.2

Results of Single-Group and Multiple-Group Univariate Growth Analyses

Mean Variance Correlation
Variables Post- Intercept Slope Post- Intercept Slope Int.-slope
S-W uncontrollability 2.75 2277 -0.02 037 0277 007" 47
Control 2.82 2807  0.01 0.40 033"  0.08" 527
Experimental 2.67 2.64"  -0.06 032 0207  0.05 417
S-W perceived control 340 333" -0.04 038 0217  0.06™ 30°
Control 342 336" -0.03 041 0217  0.06" 11
Experimental 338 3317 -0.03 034 0227  0.07 43"
School TOC ost, follow-up) ~~ 3.69  3.65  -0.05 042 0417  0.247 38"
Control 3.64 3.647"  -0.01 042 043" 024" 39™
Experimental 3.74  3.66™  -0.09" 041 039" 024" 38"
School DOC pos, follow-up) ~ 2.36 2.417  0.06 0.55 0507 046 43"
Control 247 2417 -0.03 0.54 050" 057" 51
Experimental 223 2427 0.16° 0.53 048"  0.34" 367
School satisfaction 5.16 5.06  -0.04" 1.13  1.03™  0.04™ .15
Control 507 4967  -0.04 1.15 1.04™  0.05 11
Experimental 527 518"  -0.05 1.09 0.99 0.02 24
School burnout 3.61 3.60"  -0.04 1.66 1287  0.07 -.04
Control 3.76  3.74™  -0.02 1.68 1287  0.09" -.02
Experimental 343 3.43™ -0.07" 1.58 123" 0.05 -.03
School stress 6.29 6497 0.16° 6.86 5.99" 0.71" .19
Control 627 633"  0.06 732 646"  0.68" 22
Experimental 631 6.677 027 633 5377 0.73° 13
Career stress 569 5.64  -0.16" 8.82 6.66™ 0.18 -35
Control 564 562"  -0.18" 945 6577  0.23" 42
Experimental 576 5697  -0.11 812 6.83" 0.12 27
Career doubt 2.05 2.09"  0.02 0.82 0757  0.09 45"
Control 2.09 2117 -0.001 0.76 0.75  0.12" 43"
Experimental 2.00 2.077  0.03 0.87 0.76™  0.05 477
Career goal-discrepancy ~ 2.68 2.83"  0.15™ 193 1.82" 0.18" 53"
Control 2.80 3.02" 023" 1.76 1.85" 026" 59"
Experimental 2,53 2.63"  0.07 2.07 1697  0.08" A1
Intolerance for ambiguity ~ 4.04 4.117°  -0.03 093 0.62"  0.07 24
Control 415 4277 0.01 0.88 0.57"  0.09 13
Experimental 391 3.95"  -0.07 0.97 0.63"  0.06 33

Note. SW = school-to-work transition. TOC = task-oriented coping, DOC = disengagement-
oriented coping. TOC and DOC were only measured on two occasions. Bold parameters in the
experimental group significantly differ from those in the control group.

*p <.05. **p <.001.
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intra-individual change. Furthermore, for school TOC, the slope showed a significant decline
(Time 1 to Time 2) in the experimental group, whereas the small increase observed in the control
group was not statistically significant. See Figure 4.2 for a graphical presentation of TOC (Panel
A) and DOC (Panel B) levels at post-intervention and follow-up.

School satisfaction did not differ significantly across groups. For school burnout, the
intercept significantly differed (OR = 0.60; d =-.28, S.E. = 0.14, p = .047), suggesting
significantly lower levels at follow-up for the experimental group. The mean slope of burnout
was negative and statistically significant in the experimental group, but not in the control group.

Finally, for intolerance for ambiguity, the intercept was significantly lower (OR = 0.43; d
=-.46, S.E. =0.16, p = .005) for the experimental group at follow-up. For career goal-
discrepancy, the intercept (OR = 0.56; d =-.32, S.E. = 0.14, p = .024), slope (OR =0.50; d = -
38, S.E. =0.18, p =.034), and slope variance (OR =0.41; d=-.49, S.E. = 0.21 p = .020) differed
significantly across groups, indicating that the experimental group exhibited less increase and
follow-up level of career goal-discrepancy, and that there was significantly less variability in the
slopes of individuals within this group. No group differences were found for career doubt.
Parallel Growth Models

The growth in controllability appraisals, school coping, school satisfaction, and school
burnout were estimated in a series of parallel process models to examine the interrelations
between the slopes and intercepts of these variables.

Controllability Appraisals and School Coping. Results of single-group analysis
indicated a significant association between the slope of perceived control and both the slope of
TOC (r=.25,S.E. =0.12, p = .035) and the intercept of DOC (r =-.22, S.E. =0.11, p =.053).

The intercept of perceived control was significantly related to the intercept of TOC
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Figure 4.2

Visual Presentation of Means Levels of Coping Across Conditions at Post-Intervention and

Follow-up
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(r=.38,8.E.=0.10, p <.001), and the intercept of uncontrollability was significantly related to
the intercept of DOC (r = .29, S.E. = 0.08, p <.001). Multiple-group analysis indicated a
significant group difference for the association between the slope of perceived control and the
intercept of TOC (OR =1.34; d = .16, S.E. = 0.09, p = .089) across the experimental (» = .41,
S.E.=0.18, p=.019) and control (» = .01, S.E. = .15, p = .928) group. This finding indicates that
an increase in perceived control was associated with higher TOC 2-weeks after the intervention
for students in the experimental but not in the control condition. A significant group difference
for the association between the slope of perceived control and the slope of TOC was observed
(OR=1.49;d=.22,S.E.=0.11, p = .046) across the experimental (» = .44, S.E. = 0.16, p = .004)
and control (» = .01, S.E. = 0.14, p = .934) group. This finding indicates that increases in
perceived control and TOC reciprocated in the experimental but not in the control condition. The
association between the slope of uncontrollability and the intercept of TOC was also
significantly different (OR = 1.52; d = .23, S.E. = 0.08, p = .005) across the experimental (r =
44, S.E. =0.15, p =.003) and control (» =-.18, S.E. = 0.12, p = .141) group. This finding
indicates that a decrease in uncontrollability was associated with lower TOC 2-weeks after the
intervention for students in the experimental but not in the control condition.

Furthermore, the association between the intercept of perceived control and the intercept
of DOC significantly differed (OR =0.52; d =-.36, S.E. = 0.11, p = .002) across the
experimental and control group. The association between the intercept of uncontrollability and
the intercept of DOC significantly differed (OR = 0.58; d =-.30, S.E. =0.12, p = .012) across the
experimental and control group. Finally, there was a significant group difference for the
association between the slope of uncontrollability and the slope of DOC (OR = 0.75; d = -.16,

S.E. =0.07, p=.031) across the experimental (» =-.10, S.E. = 0.15, p = .504) and control (» =
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27,S.E. = .12, p=.029) group. This finding indicates that increases in uncontrollability was no
longer related to increases in DOC, but only in the intervention group.

Controllability Appraisals and Satisfaction. Results of single-group analysis indicated
no significant associations between the slopes and intercepts of appraisals and those of
satisfaction. Multiple-group analysis indicated a significant group difference for the association
between the intercept of perceived control and the intercept of satisfaction (OR =1.31; d = .15,
S.E. =0.08, p =.065) across the experimental (»=.31, S.E. =0.12, p =.012) and control (» = -
01, S.E. =0.12, p =.909) group. No significant group difference was found for the association
between uncontrollability and satisfaction.

Controllability Appraisals and Burnout. Results of single-group analysis revealed a
significant association between the intercept of uncontrollability and the intercept of burnout (» =
40, S.E. =0.08, p <.001). Multiple-group analysis indicated a significant group difference for
the association between the intercept of perceived control and the intercept of burnout (OR =
0.70; d =-.20, S.E. = 0.08, p = .018) across the experimental (» =-.13, S.E. = 0.14, p = .33) and
control (=29, S.E. =0.10, p = .006) group. No significant group difference was found for the
association between uncontrollability and burnout.

School Coping and Satisfaction. Results of single-group analysis indicated a significant
association between the intercept of satisfaction and both the intercepts of TOC (= .51, S.E. =
.06, p <.001) and DOC (r =-.45, S.E. = .05, p <.001). Multiple-group analysis did not reveal
group differences for coping and school satisfaction.

School Coping and Burnout. Results of single-group analysis indicated a significant
association between the intercept of TOC and both the intercept (» =-.31, S.E. =.07, p <.001)

and slope of burnout (» = -.18, S.E. = .10, p = .054), whereas the intercept of DOC was
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significantly related to the intercept of burnout (» = .68, S.E. = .05, p <.001), but not its slope.
Multiple-group analysis did not reveal group differences for coping and school burnout.
Time Invariant Outcome Models

Goal progress, which was only measured at Time 2, was set to correlate with the slope
and intercept of the growth in transition-related controllability appraisals (perceived control,
uncontrollability) and change in school-related coping (TOC, DOC). No significant differences
were found across groups for the association between controllability appraisals (intercept and
slope) and follow-up goal progress. No significant differences were found across groups for the
associations between coping dimensions (intercept and slope) and follow-up goal progress.

Discussion

An individual's sense of coping efficacy facilitates adaptation and adjustment. In this study,
we adopted a novel perspective on the student experience by targeting their coping efficacy for
the management of hypothetic impediments to the pursuit of their career goals. We built upon the
notion that coping self-efficacy can be modified by recalling instances of effective coping and then
applying these strategies to self-constructed scenarios of transition-related impediments, along
with the actions necessary to respond efficaciously to each. By constructing more precise self-
regulatory selves, the proposed approach aimed to strengthen students’ coping beliefs and
behaviors to gain a greater sense of control over the school-to-work transition and allow them to
focus on the pursuit of their academic strivings. Overall, our findings build upon prior research
from the sports (e.g., Kent et al., 2018; Strachan et al., 2017), education (e.g., Taylor & Pham,
1999), and health domains (e.g., Sniehotta et al., 2005) to demonstrate that students’ beliefs
about their capability to cope with the demands of their school-to-work transition can be a

promising target that extends to their current university-related experiences.
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Univariate Models

Consistent with our hypotheses, the rate of change and follow-up levels of the variables
under study differed across the two conditions. Specifically, the rate of change and follow-up
levels of uncontrollability significantly differed across groups, indicating that the experimental
group showed a steeper decline and lower follow-up levels of uncontrollability about their
transition to work. These findings suggest that the effects of the intervention perdured over a
two-week period to predict how students appraise transition-related stressors. However, such
differences were not found for perceived control.

School-related TOC — measured at post-intervention and follow-up — declined
significantly in the experimental group, but no significant group difference was observed.
Furthermore, both the level at post-intervention and the rate of change in DOC significantly
differed across groups, suggesting a significant initial difference (at post-intervention) followed
by an increase in DOC from post-intervention to follow-up in the experimental group. Notably,
the experimental group exhibited a return to levels similar to those of the control group,
suggesting that the significant group difference observed after the intervention did not perdure to
the follow-up assessment. These findings suggest that the coping intervention may have had a
short-lasting effect on the experimental group. Nonetheless, this interpretation should be taken
with caution given that the study did not include a baseline measure of coping.

Follow-up levels of burnout were significantly lower in the experimental group,
indicating that the effects of the intervention on symptoms of school burnout perdured over a
two-week period. However, such effect was not found for school satisfaction. These findings
suggest that the effects of the intervention may require longer time intervals for school

satisfaction to exhibit any change, and/or that other factors such as career-related stress
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appraisals and burnout symptoms should be considered (Celik & Storme, 2017; Flinchbaugh et
al., 2015; Salmela-Aro & Upadyaya, 2014). In particular, students’ school satisfaction may have
been affected by the transition to online learning elicited by the COVID-19 pandemic. On the
one hand, these events may generate increased pressure and uncertainty regarding educational
attainment and future career opportunities (Belle et al., 2021; von Keyserlingk et al., 2022). On
the other hand, the intervention may have been particularly beneficial for these reasons, as
observed with the group differences in burnout symptoms. In particular, research has shown
negative relations between burnout and satisfaction, which suggests that the lower level of
burnout symptoms observed in the experimental group at follow-up could, over time, produce an
increase in school satisfaction (Salmela-Aro & Upadyaya, 2014; Silva & Figueiredo-Braga,
2019).

Intolerance for ambiguity at follow-up was significantly lower in the experimental group,
indicating that the effects of the intervention perdured over a two-week period to predict
variables that are more general to the individual. Given the array of possible outcomes, an event
that has not yet occurred can seem ambiguous and uncertain, thus threatening cognitive closure
(Webster & Kruglanski, 1994). For this reason, it is possible that the experimental condition —
particularly the component requiring participants to simulate their self-regulatory selves —
operated to provide some level of cognitive closure about their future goals and potential goal-
related barrier (Aspinwall, 2005; Kim et al., 2016). Accordingly, greater coping self-efficacy
may make uncertainty more tolerable and possible to overcome.

The growth rate and variance of career goal-discrepancy was non-significant in the
experimental group, whereas the control group showed a significantly steeper increase as well as

both higher growth rate variability and follow-up levels. These findings suggest that having



THE TRANSITION TO WORK: A COPING INTERVENTION 159

students think about their career goals without providing them with the tools to overcome
uncertainty and goal-related obstacles could exacerbate their perception of the gap between their
current situation and their aspired career goal. Indeed, achievement-related discrepancies can
occur when situations are ambiguous or when the person has little information on which to base
their judgments. Theories of self-regulation (Bandura, 1989; Locke & Latham, 2002; Taylor &
Schneider, 1989) have long argued that mental simulation can provide information about how to
achieve a goal, thus making the goal seem more proximal and attainable. Furthermore, people’s
self-efficacy influences thought patterns, emotional reactions, and behavior, while coping serves
to reduce the gap between a person’s current and desired end state (Bandura, 1990; Ryan, 2012).
Accordingly, enhancing coping self-efficacy through mental simulation could make personal
goals seem respectively less threatening, uncertain, and far from the current self (Carver &
Scheier, 1998).
Multivariate Models

Consistent with our hypotheses, there were significant group differences in the
interrelations between the parameters of the variables under study. In the experimental group,
change in perceived control over the transition to work was positively related to change in school
TOC, whereas in the control group, change in uncontrollability was positively related to change
in school DOC. In the experimental group, steeper declines in perceived control and
uncontrollability over the transition to work were related to greater TOC at follow up. Again at
follow-up, higher perceived control was related to lower DOC in the experimental group,
whereas higher uncontrollability was related to higher DOC in the control group. These findings
suggest that the experimental condition induced a negative association between perceived control

and DOC (but a positive one in the control group) and protected individuals from experiencing
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the potentially detrimental positive association between uncontrollability and DOC. Moreover,
when the transition was appraised as less controllable, the experimental group became more
focused on managing or eliminating the source of school stress whereas the control group was
more focused on avoiding or distracting themselves from the source of stress. It seems, therefore,
that students’ transition-related coping efficacy affects the control they perceive having over
carrying out the necessary actions to effectively manage transition-related obstacles, which
spills-over to influence how they navigate and manage school-related demands (Oettingen,
2012).

At follow-up, our findings also showed that greater perceived control over the transition
to work was related to greater school satisfaction for those in the experimental group, but to
greater symptoms of school burnout for those in the control group. These findings suggest that
the experimental condition fostered the positive association between perceived control and
satisfaction. Alternatively, being in the control condition put individuals at higher risk of
experiencing the negative association between perceived control and burnout. Accordingly,
perceived control can relate to more positive outcomes when the person feels efficacious to cope
with transition-related difficulties, but to more negative outcomes when the person does not (for
a discussion on the goodness of fit hypothesis, see Zakowski et al., 2001). It follows that
changing one’s perception of the transition to a more favorable and controllable one, without
also incorporating a coping intervention, may hinder the psychological adjustment of a person
(Taylor et al., 1998).

Implications
Goal setting is an essential component of goal striving and human development (Locke &

Latham, 2002; Wiese, 2007). However, this does not mean that setting goals alone leads to
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successful goal pursuit. Attempts to motivate and promote successful goal pursuit should
incorporate the notion that goals are mediated by complex environmental/contextual, cognitive,
and self-regulatory mechanisms (Bandura, 1989). When behaviors, thoughts, and emotions seem
within one’s control, people are more likely to see the world as predictable and controllable and
are better able to flourish and meet life’s challenges (Dweck, 2017; Lazarus, 2006; Skinner,
1995). From a developmental perspective, the flexibility to reorient personal resources toward
the optimization of person—environment relationships may serve to foster efforts that yield
increasing returns (e.g., coping effectiveness). Accordingly, beliefs about the coping process may
prove to be a key mechanism in helping students remain goal-oriented, yet flexible, during the
pursuit of their educational goals (Brandtstddter & Rothermund, 2002; Cheng et al., 2014).

From a methodological perspective, the majority of intervention studies look at the effect
of the experimental manipulation on the average of individuals. This intervention study,
however, is embedded in the transactional framework by also focusing on whether the
intervention alters the relationships between some of the underlying processes of the stress
process. This study therefore offers a meaningful contribution to the scientific literature by
showing that it is possible to quantify how an intervention alters the correlations between the
variables that are typically studied in observational or correlational research.
Limitations and Future Research

First, field experiments are conducted in a natural environment and are generally
considered to have good external validity (Brewer et al., 2014). However, there is less control
over extraneous variables than would a lab setting, which may impact the precision of
experimental interventions. Furthermore, the experimental manipulation also contained many

active ingredients, which can prevent us from disentangling the impact of the different effects.
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By taking a step back, future research is needed to not only conduct empirical tests of contextual
sensitivity (e.g., variation in time or location), but also look at the different components of the
experimental manipulation individually as well as their unique combinations to narrow down the
focus of the manipulation and better understand the mechanisms of action at play.

Second, the short time frame in the present study may have prohibited the examination of
the long-term effects of the intervention. For example, more time may be needed for the dynamic
relationship between a person and their environment to unfold and transpire into their beliefs,
attitudes, and behaviors (West et al., 2014). Alternatively, time may also dissolve any of the
observed effects. It follows that the replication of the same effect at different time points could
further help rule out alternative explanations to our causal hypotheses.

Third, although measuring coping at Time 1 and Time 2, but not at baseline, had its
methodological advantages (e.g., conducting manipulation checks, testing growth patterns,
reducing retrieval heuristics, Kuhnen, 2010), it may also limit the interpretation of the change
observed across groups following the intervention. For this reason, replication efforts are needed
to capture the effect of assessing coping prior to the coping manipulation as well as the extent to
which responses can be biased following such overexposure.

Finally, the intercept and slope mean of some variables (e.g., perceived control, TOC) did
not significantly differ across groups. On the one hand, the variance around many of these slopes
were significantly different from zero, indicating that there was significant variability in the
growth rates within one or both groups. Seeking covariates or predictors of these individual
differences is therefore warranted (Grosemans et al. 2020; Vancouver et al., 2001). On the other
hand, future research is needed to uncover potential non-linear trajectories. For example, piece-

wise analysis would allow us to model individual trajectories from pre- to post-intervention and
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from post-intervention to follow-up, thus providing a more precise description of the growth and
decline between each time interval. In light of these limitations and the contributions of our
findings, replication efforts are warranted to identify subgroups of individuals for whom the
intervention is particularly useful and increase our understanding potential moderating factors
(e.g., personal, social) that could promote stronger or more long-lasting effects.
Conclusion

Despite the empirical effectiveness of psychological interventions aimed at promoting
desirable outcomes for university students (Harackiewicz & Priniski, 2018) and employees (Bipp
et al., 2020), limited attention has been awarded toward building bridges between the academic
and career strivings of students. The present study was designed to elucidate whether coping
self-efficacy could be modified to influence how students perceive their transition to work, and
how these perceptions can impact their academic strivings and overall university experience. We
proposed and demonstrated that the ways in which students feel about their work entry may
enrich their academic pursuits (e.g., greater motivation to cope actively and invest resources in
the pursuit of their academic goals), which may result in more desirable school-related outcomes
(e.g., achievement, psychological adjustment; Dweck & Sorich, 1999; Oettingen, 2012). Our
findings demonstrated that students who have been provided with the tools to feel more
efficacious in their ability to cope with transition-related impediments are more likely to have
favorable appraisals of their transition to work and to exhibit more positive consequences in the
school domain. Overall, the present study contributed to the literature by offering a novel
perspective on the role of mastery experiences and the construction of self-regulatory selves in

the context of the school-to-work transition.
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Supplementary Material
Table S4.1

Model Comparisons for Group Differences in Growth Parameters

Models MLRy? df Contrast AMLRy? p
a. S-W uncontrollability 2.52 4

b. Slope mean 6.17 5 bvsa 4.16 .042
c. Intercept mean 8.07 5 cvsa 6.41 011
d. Slope variance 3.39 5 dvsa 0.87 351
e. Intercept variance 4.21 5 evsa 2.07 150
f. Slope-intercept covariance 3.17 5 fvsa 0.64 422
a. S-W perceived control 3.44 4

b. Slope mean 3.74 5 2vs 1 0.29 592
c. Intercept mean 3.50 5 3vsl 0.07 791
d. Slope variance 3.35 5 4vs1 0.09 763
e. Intercept variance 3.34 5 Svsl 0.01 909
f. Slope-intercept covariance 3.51 5 6vsl 0.24 .627
a. School TOC 17.86 8

b. Slope mean 18.84 9 bvsa 0.76 383
c. Intercept mean 18.38 9 cvsa 0.26 611
d. Slope variance 17.64 9 dvsa 0.001 982
e. Intercept variance 17.83 9 evsa 0.03 .865
f. Slope-intercept covariance 17.50 9 fvsa 0.003 956
a. School DOC 17.86 8

b. Slope mean 22.77 9 bvsa 5.40 .020
c. Intercept mean 18.30 9 cvsa 0.13 719
d. Slope variance 22.64 9 dvsa 4.79 .029
e. Intercept variance 18.30 9 evsa 0.14 707
f. Slope-intercept covariance 20.60 9 fvsa 2.86 .091
a. School satisfaction 12.383 4

b. Slope mean 13.02 5 bvsa 0.06 .802
c. Intercept mean 14.79 5 cvsa 2.31 129
d. Slope variance 13.96 5 dvsa 1.80 .180
e. Intercept variance 13.06 5 evsa 0.06 810
f. Slope-intercept covariance 12.52 5 fvsa 0.01 909
a. School burnout 11.06 4

b. Slope mean 12.13 5 bvsa 1.09 296
c. Intercept mean 15.08 5 cvsa 3.95 .047
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d. Slope variance
e. Intercept variance
f. Slope-intercept covariance

a. School stress

b. Slope mean

c. Intercept mean

d. Slope variance

e. Intercept variance

f. Slope-intercept covariance

a. Career stress

b. Slope mean

c. Intercept mean

d. Slope variance

e. Intercept variance

f. Slope-intercept covariance

a. Career doubt

b. Slope mean

c. Intercept mean

d. Slope variance

e. Intercept variance

f. Slope-intercept covariance

a. Career goal-discrepancy

b. Slope mean

c. Intercept mean

d. Slope variance

e. Intercept variance

f. Slope-intercept covariance

a. Intolerance for ambiguity

b. Slope mean

c. Intercept mean

d. Slope variance

e. Intercept variance

f. Slope-intercept covariance

10.98
11.31
10.77

1.18

3.55
2.15
0.81
1.79
1.35

2.67

3.33
2.69
2.93
2.85
3.23

13.66

15.05
14.21
13.08
14.62
13.99

12.01

16.97
17.29
20.05
12.92
16.55

12.71

15.02
21.44
12.55
13.39
13.21

5
5
5
4
5
5
5
5
5
4
5
5
5
5
5
6
7
7
7
7
7
4
5
5
5
5
5
2
3
3
3
3
3

dvsa
evsa
fvsa

bvsa
cvsa
dvsa
evsa
fvsa

bvsa
cvsa
dvsa
evsa
fvsa

bvsa
cvsa
dvsa
evsa
fvsa

bvsa
cvsa
dvsa
evsa
fvsa

bvsa
cvsa
dvsa
evsa
fvsa

0.65
0.05
0.001

2.83
1.08
0.01
0.69
0.18

0.66
0.04
0.34
0.04
0.56

1.27
0.22
0.18
0.04
0.06

4.77
5.13
6.44
0.55
4.30

2.64
8.92
0.09
0.22
0.19

178

420
.832
981

.092
299
918
405
675

416
.846
557
.839
455

261
.640
672
851
.803

.029
.023
011
460
.038

.104
.003
766
.640
.665

Note. SW = school-to-work transition, TOC = task-oriented coping, DOC = disengagement-

oriented coping. Models “a” were estimated with freely estimated parameters. TOC and DOC

were only measured on two occasions, after the intervention took place.

*p <.05. **p <.001.
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Postface

Methodological Remarks

Although this study uses an experimental method allowing for a more thorough test of
causality, the two-week lag was informative, but likely insufficient, to effectively study the long-
term effects of the experimental manipulation. Mastery experiences are the success experiences
we gain when taking on new challenges, and a strong sense of self-efficacy is likely to be
developed through repeated successes>®. Bandura and Schunk?® suggested the presence of a
temporal lag between newly acquired self-efficacy beliefs and one’s attitudes and behaviours.
Accordingly, successful psychological interventions are likely to exhibit more immediate
cognitive effects that then give rise to real-world beliefs, attitudes, behaviours**!. Therefore,
more time (and follow-up assessments) may be needed for the dynamic relationship between a
person and their environment to unfold and transpire into measurable changes in their beliefs,

attitudes, and behaviours2.

28 Bandura, A. (1997). Self-Efficacy in Changing Societies. Cambridge University Press.

2 Bandura, A., & Schunk, D. H. (1981). Cultivating competence, self-efficacy, and intrinsic interest through
proximal self-motivation. Journal of Personality and Social Psychology, 41(3), 586—598.
https://doi.org/10.1037/0022-3514.41.3.586

30 Feldstein Ewing, S. W, Filbey, F. M., Hendershot, C. S., McEachern, A. D., & Hutchison, K. E. (2011). Proposed
model of the neurobiological mechanisms underlying psychosocial alcohol interventions: The example of
motivational interviewing. Journal of Studies on Alcohol and Drugs, 72(6), 903-916.

31 Hochli, B., Briigger, A., Abegglen, R., & Messner, C. (2019). Using a goal theoretical perspective to reduce
negative and promote positive spillover after a bike-to-work campaign. Frontiers in Psychology, 10(433).
https://www.frontiersin.org/article/10.3389/fpsyg.2019.00433

32 West, S. G., Cham, H., & Liu, Y. (2014). Causal inference and generalization in field settings: Experimental and
quasi-experimental designs. In C. M. Judd & H. T. Reis (Eds.), Handbook of Research Methods in Social and
Personality Psychology (2nd ed., pp. 49—80). Cambridge University Press.
https://doi.org/10.1017/CB0O9780511996481.007
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CHAPTER 5

General Discussion
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General Discussion

The school-to-work transition is a pivotal turning point in the lives of university students.
The way students prepare for and adapt to the demands of this transition can hold important
implications for the short- and long-term achievement and psychological adjustment of students
themselves, but also of organizations and society at large. Despite the mounting empirical
evidence supporting the different roles of coping in the lives of students and employees,
relatively little research has examined coping across time and contexts, and even less research
has examined coping as central determinant of how individuals will adapt to novel and changing
demands within and beyond the university context.

The overarching goal of this doctoral thesis was to create bridges between current
knowledge on academic and career strivings through the lens of stress and coping theory
(Lazarus & Folkman, 1984; Lazarus, 1991) to clarify the role of coping as a transferable
psychological factor that can prevent, or permit, students and recent graduates to successfully
pursue their academic goals as well as successfully prepare for, transition, and adapt to work
entry. Goals are deeply and meaningfully embedded in the subjective reality of day-to-day life,
providing a substantive basis for people's sense of meaning and continuity. The pursuit of life
goals is inherently time bound (Peetz & Wilson, 2008) and self-regulatory strategies play a
central role in effectively aligning short- and long-term pursuits (Karoly, 2010; Karniol & Ross,
1996). Goals and personal standards not only provide a temporal anchor for cognitive and
emotional processes, but also delineate the adaptiveness of the person-environment interaction
(Lazarus, 1991; Power & Dalgleish, 1997). Therefore, an integrative framework from which to
consider the coping process is one that is concerned with peoples’ goal pursuits across time

(Karniol & Ross, 1996). Accordingly, building upon the transactional model of stress and
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coping, we developed a dual-domain framework of academic and career strivings that
incorporates coping as a transferable capability that can piece together the two sides of the
school-to-work transition. Three studies were designed in this doctoral thesis to document the
associations between self-reported appraisal, coping, goal progress and psychological
adjustment. Hereinafter, the key findings from the three studies, followed by a schematic

overview of the main findings (see Table 5.1).

Key Findings from Study 1 — The Pursuit of Academic and Career Goals: A Dual-Domain
Latent Change Model of Coping, Progress, and Burnout

The transactional nature of coping implies that individuals can modify their behaviour
according to the changing demands of their environment (Lazarus & Folkman, 1984, 1987).
Coping is therefore a process that changes across time, situations, and life domains (Lazarus &
Folkman, 1984). However, only a limited number of studies have empirically examined coping —
from a process approach — in the lives of university students.

The goal of Study 1 was to apply our dual-domain framework (Chamandy & Gaudreau,
2019) to the longitudinal examination of students’ academic and career strivings. Accordingly,
we examined the coping efforts of students in relation to two exam periods (situation-specific),
rather than their usual coping tendencies or disposition, and examined the relationships between
control appraisal, coping, and goal progress at the same level of specificity via two goal domains.

Firstly, we showed measurement invariance across different contexts and measurement
occasions. Establishing measurement invariance includes the hierarchical process of testing for
equal structure, equal factors loadings, equal indicator intercepts, and equal residuals
(Vandenberg & Lance, 2000). Both metric (equal loadings) and scalar (equal intercepts)

invariance were supported across the academic and career domains for measures of perceived
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control, TOC, DOC, and goal progress. Similar findings were found across time points,
providing the first test and support of longitudinal invariance with our dual-domain model of
coping.

Study 1 also tested the contemporaneous interplay between perceived control, coping,
goal progress, and burnout across the academic and career domains to establish a point of
comparison with findings in the current scientific literature. Across both domains, results
indicated that students who perceived having greater control over the pursuit of their goals were
more likely to engage in task-oriented coping and less likely to engage in disengagement-
oriented coping. This study nicely replicated previous results and gave good grounds to further
examine how some contemporaneous associations differed across life domain and time points.
Given that career-related pursuits are a long-term project, our findings suggested that temporarily
disengaging from career goals may not be as consequential to students’ psychological adjustment
as disengaging from academic goals — a domain for which outcomes are more proximal (Lent et
al., 2002). As such, academic goals may require immediate and continuous actions over the
course of a semester, particularly during times of high academic demands, whereas career goals
may not.

In support of the inconsistent findings in the literature concerning the relationship
between disengagement-oriented coping and achievement, our findings indicated that academic
and career disengagement-oriented coping were significantly related to lower goal progress, but
only at Time 2. Task-oriented coping also began to play a significant role in the psychological
adjustment of students at Time 2. However, academic task-oriented coping was related to lower
burnout while career task-oriented coping was unexpectedly related to greater burnout. The

differential role of disengagement-oriented coping across time points and the differential role of
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task-oriented coping across both time and goal domain supports the necessity for goal adjustment
as demands and resources change (Brandtstadter, 2009). In this study, the selected time points,
each reflecting specific academic demands during the semester, illustrated why such
contemporaneous effects differ with the passage of time. Namely, the protective role of academic
task-oriented coping and the debilitating role of career task-oriented coping each become more
apparent on the psychological adjustment of students as they begin to manage the heightened
demands of their final exam period. Furthermore, the same coping strategies that related to lower
burnout when used to respond to academic demands related to greater burnout when used to
respond to career demands. The consideration of two goal domains illustrated how directing too
much effort toward a related, albeit secondary, life domain can become problematic near the end
of the semester when the workload and accumulated fatigue limits available time and resources.
These findings are novel and illustrate the importance of studying how the coping associated
with life goals outside the academic domain influences the psychological adjustment of students
at different points in time during a semester.

Using latent change score analysis, Study I examined the proposed associations at the
longitudinal level by testing a model in which earlier levels of perceived control and coping in a
particular domain would respectively explain change in coping and goal progress in that same
domain. Our findings revealed that, in each domain, task-oriented coping and disengagement-
oriented coping were respectively positively and negatively related to change in goal progress,
but not to change in psychological adjustment. To rule out alternative cross-domain and
bidirectional hypotheses, a fourth goal of Study I was to build upon the latent change score
model to test (1) the specificity of the proposed associations using a model in which we added

cross-domain paths (e.g., from school coping at Time 1 to change in career goal progress) and
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(2) the direction of the proposed associations using a model in which we added paths in the
reversed direction (e.g., from goal progress at Time 1 to change in coping). No cross-domain
effects were supported. However, in the career domain, earlier levels of goal progress predicted
change in task-oriented coping, thus revealing a bidirectional effect. Therefore, making progress
on a career goal at Time 1 was related to a positive change in the use of task-oriented strategies

from one exam period to the next.

Key Findings from Study 2 — Coping from University to Work: The Transition and Short-
Term Adaptation of Recent Graduates

The overarching goal of Study 2 was to move forward in the timeline by examining these
effects among recent graduates who had recently gone through the transition to work. This
sampling strategy served to reverse the lens to better understand the factors that may transfer
from school to work and facilitate the management of the demands associated with the transition.
A two-wave study was designed in which recent graduates retrospectively assessed their past
experiences as university students and their current experiences in the work domain (Time 1) to
capture an initial phase of change and then reassessed their current work-related experiences four
weeks later (Time 2) to capture their short-term adaptation to work.

Using bivariate latent change score analysis, we examined the associations between
primary appraisal, coping, goal progress, satisfaction, and burnout. On the one hand, results
showed support for the spillover effects from school coping to change in goal progress and
satisfaction from school to work. Complementary findings also revealed spillover effects from
school satisfaction and burnout to work-related challenge and threat appraisal, respectively, and
from school progress to work-related threat appraisal and to change in disengagement-oriented

coping from school to work. Although findings from Chamandy and Gaudreau (2019)
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demonstrated that career doubt can spillover to students’ school coping and goal progress, the
findings from Study 2 demonstrate that school coping can spillover to graduates’ goal progress
and satisfaction during their transition to work, while their school satisfaction, progress, and
burnout symptoms can relate to their work appraisals and transition-related change in
disengagement coping. This latter finding differs from — but complements rather than contradicts
— the reversed association in Study I between Time 1 goal progress and change in task coping.
On the other hand, the associations between the changes that took place during the
transition from school to work and graduates’ short-term adaptation at work indicated that
change in coping from school to work predicted subsequent work satisfaction and symptoms of
work burnout. Results also indicated that initial threat appraisal at work was positively related to
subsequent disengagement-oriented coping. Notably, the findings from this study were obtained
while controlling for graduation GPA and work demands, indicating that the subjective
achievement and psychological adjustment of recent graduates cannot be based and predicted

solely on external measures of academic performance.

Key Findings from Study 3 — Promoting the Student Experience by Preparing for a Life After
Graduation: A Small-Scale Coping Intervention

Based on the notion that an individual's sense of coping efficacy facilitates adaptation, an
experimental design tested if students’ beliefs about their capability to cope with the demands of
their school-to-work transition could lead to more desirable appraisals of their transition, and to a
more positive student experience. We manipulated coping through the recall of effective coping
instances, in combination with the construction of transition-related impediments and the actions
necessary to respond efficaciously to each. By constructing more precise self-regulatory selves,

this approach helped students gain a greater sense of control over the school to work transition.
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The randomized control study revealed that the experimental intervention induced group
differences in the individual means and relationships between the change and follow-up levels of
controllability appraisals, coping, satisfaction, and burnout. In particular, the experimental
condition elicited a steeper decline in transition-related uncontrollability and school burnout and
protected individuals from the apparent increase in career goal-discrepancy exhibited by the
control group. The experimental group also exhibited lower transition-related uncontrollability,
burnout symptoms, intolerance for ambiguity, and career goal-discrepancy at Time 2. Moreover,
both the level at post-manipulation and the rate of change in disengagement-oriented coping
significantly differed across groups, suggesting a significant initial group difference followed by
an increase in disengagement-oriented coping from post-manipulation to follow-up in the
experimental group. Notably, the experimental group exhibited a return to levels similar to those
of the control group, suggesting that the significant groups difference in coping observed after
the manipulation did not perdure to the follow-up assessment.

Multivariate analysis indicated that the experimental condition exhibited a positive
association between the slope of transition-related control and both the intercept and slope of
school task coping, a negative association between the intercept of transition-related control and
intercept of school disengagement-oriented coping, and a positive association between the
intercept of transition-related control and intercept of school satisfaction. Compared to the
control group, the experimental group no longer exhibited the positive association between the
slope of transition-related uncontrollability and the slope of school disengagement-oriented
coping, the positive association between the intercept of transition-related uncontrollability and
the intercept of school disengagement-oriented coping, nor the positive association between the

intercept of transition-related control and the intercept of school burnout.
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Table 5.1

Summary of Findings Across Thesis

Studies Design Key Findings

Chapter 1: Preliminary cross-
Elaboration of dual- sectional
domain framework (Students at one

* Career doubt relates positively to TOC (a-c) and negatively to DOC (a-c).
* TOC (a-c) positively relates to progress (a-c).

AR » Career doubt relates indirectly to progress (a-c) through TOC (a-c).
point in time)

Across time Across domains
Chapter 2: Longitudinal School-School * Earlier perceived control (a-c) * No significant cross-
Domain specificity ~correlational e Burnout AM d= 21% does not relate sign. to change domain or spillover
and changing nature (Students e TOC AM d = -24* in coping (a-c). associations.
of coping preparing for two * DOC AM d = 22* * Earlier TOC and DOC (a-c)
exam periods, 4- * Progress AM d = -.04 relates to change in progress (a-
week interval) Career-Career ¢), but not in school burnout.
* TOCAM d=-37* * Bidirectional association
* DOC AM d = .20* between earlier career progress

* Progress AM d = -.16* and change in career TOC.

Across time and domains

Chapter 3: Recent graduates  g.pool-Work * Retrospective school coping relates to change in progress
Spillover effects in their first 24 o TOC AM d = 36** (TOC), satisfaction (TOC, DOC), and burnout (DOC) from
from school to work months of work, * DOC AM d = -40%** school to work.
4-week interval * Burmnout AM d = -.65** * gGPA relates to change in satisfaction and burnout from

* Progress AM d = -.62%* school to work and to T2 work burnout.

* Satisfaction AM d=-.06 * Reversed associations between school progress and both work

Work-Work appraisal and change in DOC, between school satisfaction

* TOCAMd=-.12 and work challenge, and between school burnout and work

e DOCAMd=.16 threat.

* Burnout AM d =-.02
* Progress AM d =-.19%

« Satisfaction AM d = -.02

* Change in coping from school to work relates to T2 work
satisfaction (DOC) and burnout (TOC, DOC).
» Earlier work threat relates to T2 burnout.

Across time and domains Within time and across domains
Chapter 4: Experimental test ¢ Steeper decline in uncontrollability - Lower uncontrollability (tr) at T2 in xGr.
Spillover effects of ~ of intervention on (tr) in xGr. » Lower school burnout at T2 in xGr.
coping intervention coping self- * Greater increase in school DOC in + Lower intol. for ambiguity at T2 in xGr.
efficacy xGr. .

Lower career goal-discrepancy at T2 in xGr.

(Students in Ist  + Greater decline in school burnoutin Negative association for intercept of control (tr) and

yr- anticipating xGr. ‘ intercept of school DOC in xGr.

the transition to + Increase in career goal discrepancy no Positive association for intercept of

work, 2-week 1°“$°fr sign. m. er' uncontrollability (tr) and intercept of school DOC
interval) * Positive association for slope of

} no longer sign. in xGr.
control (tr) and both intercept and

slope of school TOC in xGr.

* Positive association for slope of
uncontrollability (tr) and slope of
school DOC no longer sign. in xGr.

» Positive association for intercept of control (tr) and
intercept of school satisfaction in xQGr.

+ Positive association for intercept of control (tr) and
intercept of school burnout no longer sign. in xGr.

Note. TOC = task-oriented coping, DOC = disengagement-oriented coping, a-¢c = academic and career
goals, gGPA = graduation grade point average, tr = transition, XGr = experimental group.
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Integration of Findings
Findings from the three studies contribute to the core research questions and

overarching aim of this thesis.
1) The domain specificity and changing nature of the coping process

Study 1 provided new insights on the domain specificity and changing nature of the
coping process across two striving domains and two exam periods. The transactional nature of
coping implies that individuals can modify their behaviour according to the changing demands of
their environment (Lazarus & Folkman, 1984, 1987). Coping is therefore a process that changes
across time, situations, and life domains. However, only a limited number of studies have
empirically examined coping — from a process approach — in the lives of university students.

Findings from Study 1 supported the domain-specificity of coping in the following ways:
a) the contemporaneous associations between coping, goal progress, and burnout differed across
goal domains; b) the coping made in response to the demands of a particular goal influenced the
progress made on this particular goal more strongly than the progress made on the other goal
domain. Findings from Study 1 also supported the changing nature of coping in the following
ways: a) coping significantly changed across examination periods; b) the contemporaneous
associations between coping, goal progress, and burnout differed across examination periods; c)
the pattern of longitudinal results indicated that coping usage during the first examination period
was significantly related to the change in goal progress made from the first to the second
examination period. Taken together, these findings highlight the domain-specific and changing
nature of coping and the need to decipher between specific and general effects (dual domain) and
between contemporaneous and changing effects (longitudinal) to better understand the role of

coping in the lives of university students.
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2) The spillover of coping mechanisms

Study 2 provided new insights on the spillover effects of the coping process from school
to work and, in turn, to graduates’ short-term adaptation at work. In Study 2, graduation grades
were shown to be useful yet insufficient for our understanding of successful adaptation in the
workplace. Rather, the coping processes that helped new graduates successfully transition and
adapt to the workplace were shown to be similar to those that are associated with positive
outcomes in school. Much like the spillover associations between career doubt and school-
related coping and progress shown in preliminary research (Study 0; Chamandy & Gaudreau,
2019), Study 2 showed that retrospective school-related variables such as coping, satisfaction,
and burnout symptoms spilled over to predict current work-related appraisals.

Furthermore, Study 3 demonstrated that recalling instances of successful coping in the
school context can spillover to predict more favorable appraisals of the transition to work, and
favorable appraisals of the transition can spillover to predict levels of school satisfaction and
burnout. These findings contribute to our understanding of the coping process by highlighting the
importance of studying variables in their respective domain (domain-specificity) while at the
same time demonstrating that career- or work-related variables relate to school pursuits when
examined across distal time frames (spillover). These findings thus support the usefulness of
incorporating the coping process into the pursuit of multiple goals to better understand how
cognitive factors in one domain can relate to behavioural and consequential outcomes in the
other domain and vice versa.

3) The role of coping efficacy in goal appraisals and current experiences
Study 3 provided new insights on spillover effects from the perspective of a coping

intervention that integrates both the past and future self into the current self to proactively build
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coping resources. The findings demonstrated that the ways in which students appraise their
school-to-work transition can hinder or enrich their academic pursuits, which may ultimately
result in poorer or greater adjustment within and beyond the university setting. Notably, the
results showed that the intervention could alter the associations between the underlying processes
of the person-environment transaction.

The coping manipulation was built upon, and added to, the findings from Study I and
Study 2 (and Study 0), which respectively supported the domain-specificity and spillover nature
of the coping process. In particular, the capacity to reorient personal resources toward the
optimization of person—environment relationships may serve to foster efforts that yield
increasing returns (e.g., coping effectiveness). Accordingly, beliefs about the coping process may
prove to be a key mechanism in helping students remain goal-oriented, yet flexible, during the
pursuit of their educational goals (Brandtstddter & Rothermund, 2002; Cheng et al., 2014).
Without this flexibility and confidence in adaptation, students, newly graduates, and their
employers may find that the typical GPA benchmark is a low to moderate predictor of students’
and workers’ adjustment and later success. Therefore, this experimental study offers a
meaningful contribution to the scientific literature by showing that it is possible to quantify how
an intervention alters the correlations between the variables that are typically studied in
observational or correlational research.
Implications of Dissertation for Research

By burrowing from central theories of human behaviour (Bandura, 1989; Kruglanski et
al., 2018; Lazarus & Folkman, 1984), the findings from the present doctoral dissertation hold
significant implications for the study of coping processes by contributing to the development of a

theoretical framework that takes the transactional theory of stress and coping beyond what has
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been studied so far. Much research has examined how students can attain better grades in school
— yet grades alone are not a strong predictor of later success, partly because they are an
incomplete indicator of learning, skills, abilities, knowledge, and one’s overall capabilities
(Gaudreau, 2018; Gareau et al., 2018; Richardson et al., 2012). Accordingly, students with high
intellectual ability may fail to thrive academically, much like those with less may exceed our
expectations. In addition to the challenges associated with the successful navigation of academic
and career goals, workers are being asked to perform a range of tasks that are not directly related
to the subject knowledge acquired over the course of their education — thus generating
unpredictable demands and challenges (Green et al., 2009). The ability to adapt to change thus
appears critical. Without this flexibility, students, newly graduates, and their employers may find
that the typical GPA benchmark is a low to moderate predictor of students’ and workers’
adjustment and later success.

It is not feasible nor advisable to invest more resources in ensuring that all students
graduate university as multidisciplinary experts. Rather than solely focus on the disciplinary
knowledge and skills graduates have (or do not have) and undermine their ability to become
adaptable and autonomous learners, the question to be asked may regard the ways in which
students and workers respond to their lack of skill or experience in a given situation. Therefore, it
seemed reasonable to believe that the ways in which individuals cope with obstacles in the
process of pursuing desired outcomes — not only in school but also upon work entry —is a
promising research avenue.

Theoretical Implications
Extending on the transactional model of stress and coping (Lazarus & Folkman, 1984),

this doctoral dissertation built a dual-domain theoretical framework that incorporated the coping
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process into the pursuit of key development goals (Ballard et al., 2018; Lent et al., 1994;
Heckhausen, 2002) to bridge both sides of a pivotal life transition. On the basis of this dual-
domain framework, students and recent graduates are understood as active agents in the pursuit
of the personal pursuits that will define the course of their adult lives. As such, the quality of the
transition from school to work is viewed as encompassing the selection of career goals. It can
also provide motivational salience to the proactive management and pursuit of such goals
(Aspinwall & Taylor, 1997; Shah & Kruglanski, 2000).

Notably, the present research supported the importance of studying variables in their
respective domain (domain-specificity) while at the same time demonstrating that career- or
work-related variables relate to school pursuits when examined across distal time frames
(spillover). That is, current work-related appraisals were predicted by retrospective school-
related variables such as coping, satisfaction, and burnout symptoms, and career doubt was
related to school-related coping and outcomes. These findings thus support the usefulness of
incorporating the coping process into the pursuit of multiple goals to better understand how
cognitive factors in one domain can relate to behavioural and consequential outcomes in the
other domain and vice versa.

Methodological Implications

The present doctoral dissertation contributes to the stress and coping literature by
considering and supporting several of the methodological conditions necessary for the study of
coping as a process. First, the hierarchical factor structure of the coping construct was evaluated
and supported, indicating that the measurement models under study coherently aligned with the
conceptual underpinnings of the coping construct. Second, the suitability of measuring coping

across the academic and career context and across time was also supported. Tests of
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measurement invariance across contexts and time were examined and supported across Studies 0-
2. These findings imply that coping can be measured reliably across goal domains and
measurement points and hold implications for the unbiased estimation of rank-order and
normative stability as well as for the examination of structural change processes.

The reliability and consistency of the coping measures used across the studies of this
thesis were supported and, in accord with the transactional model (Lazarus & Folkman, 1984),
coping responses were shown to change across time and goal domains. The application of
multivariate modeling strategies has further provided insights on the antecedents and
consequences associated with task- and disengagement coping utilization. Accordingly, each
striving domain contributed to our understanding of the coping process and coping in each
domain was a stronger predictor of outcomes in its respective domain. Using finer-grained
approaches to the study of change (multilevel modeling), our findings open the door to further
improving our understanding of the people who might be more (or less) prone to adapt their use
of coping according to the evolving demands of their environment.
Practical Implications

By treating student development as a global agenda that encompasses the attainment of
high grades or the selection of career goals, we can then improve not only the quality of students’
academic experience but also the extent to which they adapt and thrive in the workforce. In order
to be practically important to the stress process, coping must relate to variables that are
psychologically meaningful and important to individuals, post-secondary institutions, and
organizations. The significant domain-specific effects, in combination with the non-significant
cross-domain effects, suggest that intervening on coping with the demands of one life domain

should have effects that are more specific to that particular domain. The significant spillover
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effects indicate that various levels of the goal system should be considered when attempting to
understand and improve the student experience.

By mentally simulating the self-regulatory self overcoming hypothetical barriers, students
can link their future goals to their proximal pursuits more easily by taking down any perceived
barriers to goal attainment (Lent et al., 1994; Shah & Kruglanski, 2008). Educational researchers
could build upon these findings by identifying effective ways to counsel students for the
promotion of desirable short- and long-term outcomes. The changeability of coping does,
nonetheless, indicate that transactional elements (personal factors, environmental conditions)
must be incorporated into our dual-domain framework to improve its ability to predict who and
when individuals will perceive stressful demands as challenges under their control and
effectively cope with the demands of their important academic and career goals. This therefore
points to the need for more comprehensive programs that are well integrated with the realities of
students’ academic and career pursuits (Harackiewicz & Priniski, 2018; Lent et al., 2002; Marko
& Savickas, 1998; Martin & al., 2012). It follows that identifying the patterns of behaviour that
put students at risk or that protect them from experiencing the negative impacts of goal-related
adversity may prove useful to strategically support students from different socio-economic
backgrounds and across different developmental periods.

As a whole, we could argue that in school, students who pursue personally valued career
goals that are linked to their proximal educational pursuits should be more likely to perceive
stressful goal-related demands as challenges within their control, to cope in a task-oriented
manner, and to make significant progress in the pursuit of their important academic and career
goals. The development of a motivational system of proximal subgoals should thus increase the

likelihood that proximal tasks are perceived as instrumental to attaining future goals. Moreover,
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the pursuit of smaller, less rigid goals should enable students to remain flexible in the face of
change. It is much easier to embrace a challenge when an overarching goal is decomposed into
smaller attainable aims. Smaller goals represent lower risk for loss and should encourage
students to find alternate solutions to a problem and see alternative ways to achieve related aims.
For these students, academic and transition-related stressors would have positive rather than
detrimental associations with academic success and workplace adaptation. Change is a constant
in our world and being able to remain flexible is a highly transferable skill that supports
adaptability. Accordingly, programs and curricula that emphasize specific future career goals
may come at the expense of fostering flexibility and confidence in students’ ability to adapt to
changing situations. Fixed goals lack the diversity and flexibility needed for rapid change and
adaptation. Universities and organizations therefore need to create environments that encourage
the diversity and flexibility on which adaptation thrives.
Limitations
Sample

The samples carried a few limitations that warrant discussion. In Study I and 3, the
samples were recruited from the University of Ottawa’s Integrated System of Participation in
Research (ISPR) and were mostly composed of White females. In contrast, the sample from
Study 2 was recruited from Prolific Academic, a crowdsourcing platform, and was mainly
composed of people who resided in Europe. Such limitations call for further replications.

The higher proportion of female enrollment is not unique to the University of Ottawa,
with 72.5% and 78.7% female enrollment for these same faculties across Canadian universities
in 2020 (Statistics Canada, 2021). Despite this widespread gender disproportion, gender analysis

could provide an insightful lens from which to study patterns of results among females and
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males, which may be particularly useful for replication efforts. For exploratory purposes,
complementary analyses were conducted to investigate potential group differences in our data
but provided no rationale to exclude males from our student samples. The focus of the main
analyses of this thesis therefore remained on the student population as a whole.

Moreover, more than half of participants in our samples identified as White and nearly
73% of the sample recruited through Prolific resided in Europe. Although it can be difficult to
assume that our findings can generalize to the Canadian population, the findings from all three
studies did support our theoretically and empirically informed hypotheses. It is also worthy to
note that the sample recruited through Prolific was more diverse in terms of academic
background, with participants having graduated from schools that have varying levels of
prestige, admission requirements, and environmental demands>?.

Notwithstanding the contribution of our findings, it is important to acknowledge the
presence and consequences of high sampling bias in psychological science (Henrich et al., 2010),
with only 20% of publications reporting ethnic identification (Rad et al., 2018). Efforts are also
needed to recognize the potential biases that could arise from the generalization of our findings
across the population. For example, the intersectionality of multiple minority identities is known
to put people at higher risk of adverse outcomes (Harris & Patton, 2018). To further enhance the
validity and generalizability of our findings, future research is needed to better inform the
transferability of the proposed effects, in particular how they may operate across levels of risk

associated with combined gender and ethnic identities. With larger samples and statistical power,

33 1t is worth noting that, compared to university samples, participants from Prolific are more naive to common
experimental research tasks and more diverse in terms of geographical location and ethnicity (Peer et al., 2017).
Compared to MTurk, participants from Prolific have been found to provide better data quality scores (e.g., attention,
comprehension, honesty; Adams et al., 2020; Peer et al., 2021; Peer et al., 2017), lower dropout rates (2.5% vs
11%), and a more proportional representation of female respondents (52.7% vs 33.5%; Peer et al., 2021).
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ethnic and other social and cultural factors (e.g., skin color, immigration recency, cultural
upbringing) could be deconstructed to identify possible subgroups and effects within our models.
Design

The measurement points and time lags of the three studies impose a few limitations that
merit attention. First, in Studies 1-3, we included two measurement occasions, which is not only
an improvement over prior cross-sectional studies (e.g., Chamandy & Gaudreau, 2019), but also
common for cross-lagged and latent change score models. We did not, however, incorporate
weekly measurements of coping to elucidate whether coping significantly fluctuates based on
environmental demands (e.g., assumed to be higher during each examination period).
Furthermore, two data points assume a linear development over time, and prevent an
examination of some other growth curve patterns (i.e., plateaux, accelerations, decelerations) that
may operate. Therefore, more time (and follow-up assessments) may be needed for the dynamic
relationship between a person and their environment to unfold and transpire into measurable
changes in their beliefs, attitudes, and behaviours (West et al., 2014).

Second, the four-week time frame between Time 1 and Time 2 of Study 2 were not
representative of specific events, but rather a transitional period shaped by work entry.
Interpretation must therefore be made with caution. Finally, although Study 3 uses an
experimental method allowing for a more thorough test of causality, the two-week lag was
informative, but likely insufficient, to effectively study the long-term effects of the experimental
manipulation. The correlational (cross-sectional, prospective) and experimental studies
composing this thesis have nonetheless provided useful information on the links between
appraisals, coping, and outcomes of achievement and psychological adjustment in the school and

work contexts.
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Measurement

Tying into the design of the three studies are the measurements used to test the research
questions under investigation. First, the situational demands, contexts, and type of cognitive
appraisals being examined differed across the three studies. Although these different approaches
to studying the coping process call for replication efforts to test the boundary conditions of our
findings, they each provide unique contributions to our understanding of coping across time and
domains.

Second, the constructs under study in this thesis were measured using self-report
questionnaires, which may introduce biased assessments. Nevertheless, in Study 2, graduation
GPA was included as an external measure of achievement. Grade point average remains a widely
used measure to benchmark students and make important administrative decisions (e.g.,
admission, probation, bursaries). Although some biases are known to influence self-reported
grades (e.g., self-enhancement; Robins & Beer, 2001), research has found them to be highly
positively correlated with actual grades (e.g., » = .85; Sticca et al, 2017). Such measures,
however, typify the cumulative achievement taken at the end of a period (e.g., semester, year)
and do not take into consideration the idiosyncratic nature of the personal goals pursued by each
student. Therefore, comparisons among subjective and objective assessments methods are
warranted.

Third, in Study 2, participants were asked to report on how they coped with school-
related stressors while in university. Retrospective assessments of coping can introduce recall
bias, as indicated by moderate correlations between retrospective coping and actual situational
coping (» = .58; Ptacek et al., 1994). Retrospective assessments are likely to measure

respondents’ own implicit theory of how they tend to cope with similar-typed events (Ptacek et
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al., 1994). We must therefore acknowledge the methodological shortcomings of retrospective
recall bias in the stress and coping literature. In particular, people search to relate actions with
outcomes as a way to feel in control of their world. When recalling thoughts, emotions, and
behaviours, people may attribute specific outcomes to how they coped with the situation, thus
failing to recall or report the strategies that dissonate with the outcome of the situation (Park &
Folkman, 1997, Ptacek et al., 1994). For example, a person who is dissatisfied with their
educational attainment or graduation GPA may selectively recall using less task-oriented
strategies (e.g., not enough effort and help seeking) and more disengagement-oriented strategies
(e.g., too many social distractions) while in school (Karpen, 2018). Likewise, circulatory effects
may be observed in cases where a person experiencing burnout is likely to rate their coping more
negatively, or to report disengagement as a symptom of burnout (Carver & Scheier, 1998).
Despite these limitations, this thesis provided a good basis for future research entailing larger
samples with prospective designs to follow individuals through actual transitions.
Future Research Directions
The Study of Coping

Efforts to deepen our understanding of the coping process call for a thorough
examination of change mechanisms. First, there is a range of ways to measure self-reported
coping. On the one hand, each person has their own habitual set of strategies that they use across
time and situations (Lazarus & Folkman, 1984). Differentiating between a person’s actual (state)
and habitual (trait) way of coping (Gaudreau & Miranda, 2010) could thus deepen our
understanding of the coping process. For example, the inclusion of dispositional measures of
coping can be useful to create a model in which the more stable thoughts and behaviours that

overlap with those that are unique to the domain of school and the domain of career strivings are
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partialled out from the associations under study (e.g., Gaudreau et al., 2015). This way, we could
further test the validity of our dual-domain model by examining coping effectiveness from a
diverging domain-specific perspective. On the other hand, coping can be measured across time,
situation, context, and life in general, and the strategies people use to cope can vary largely
across these different levels of analysis. By incorporating repeated measures of coping in school,
we could then capture a person’s specific responses across distinct situations within a particular
context (e.g., across courses) to use aggregates of situational coping as a more reliable measure
of domain-specific coping.

Second, the different ways to assess self-reported coping can be incorporated into
different types of methodological approaches and models. Although costly (time, money,
attrition), truly prospective designs, such as cohort studies that follow students throughout their
degree and transition to work, could broaden or narrow down the level of analysis to a
developmental examination of student success. From there on, questions pertaining to the
transferability of coping could be answered not only from a variable-centered perspective of
between- and within-person analyses, but also from a person-centered perspective.

Taking on a person-centered approach (e.g., Chen et al., 2015; Lazarides et al., 2021),
our dual-domain framework could be used to elaborate more precise profiles or latent classes of
dual-domain coping mechanisms (Spurk et al., 2020). Building upon the transactional model of
stress and coping, we could identify distinct and modifiable profiles of coping behaviour
(Martinent & Nicolas, 2016) within the student population and test if they differentially relate to
theoretically relevant predictors (personal and motivational factors) and outcomes (adaptation).
For example, some students may exhibit a moderate combination of both disengagement- and

task-oriented coping strategies throughout the semester for their academic goals, along with high
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disengagement- and low task-oriented strategies for their career goals. Although these students
may not be at risk of school dropout, they may exhibit lower academic engagement, satisfaction,
and progress. This type of coping profile may also be more prevalent among students who
experience higher career doubt or other sociodemographic variables that may reduce the
availability of personal resources. Accordingly, a person-centered approach could provide novel
insights for strategic data-driven action tailored to subgroups of the student population.

Future research could also incorporate different levels of analysis (e.g., Chen et al., 2015;
Henning et al., 2019) in the dual-domain framework of academic and career strivings. In this
thesis, I focused on the examination of coping from a subjective, domain-specific perspective.
While this approach does not treat coping as a trait or style, it is likely to remain more constant
across time and situations than would situational or daily measurements. A situational approach
to the measurement of coping can offer a complementary understanding of the dynamic process
whereby goal demands change as goal pursuit unfolds from one day to the next or across weeks.
A multilevel repeated measures design would allow to measure and extract both between-person
(individual differences in coping; how different students cope differently) and within-person
(intra-individual differences in coping; how coping varies from one moment to the next)
information from the data to better understand how psychological processes (appraisal, coping,
outcomes) can differ depending on the level of analysis being examined (Curran & Bauer, 2011).
This methodology would also provide a useful perspective from which to study temporal
variation nested under individuals, and individuals nested under broader environmental, societal,
or risk factors, such as field of employment, rate of unemployment, or socio-economic status.
The Study of Coping Effectiveness

Efforts to deepen our understanding of coping effectiveness call for a thorough
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examination of the idiosyncratic nature of the personal goals pursued by each student. The study
of internally established goals has created challenges for goal research (Austin & Vancouver,
1996) and alternative approaches to studying achievement and psychological adjustment are
warranted. One the one hand, we could examine the actual grade participants obtain in relation to
their desired grade in order to calculate a discrepancy score that captures the progress they have
made on their personal objectives (e.g., Buckelew et al., 2013).

On the other hand, comparisons among subjective and objective assessments methods are
lacking and the use of multiple perspectives on goal progress may be useful to triangulate the
findings from our models (e.g., Lemyre & Lee, 2006). A mixed-method approach could be
integrated into future research to explore the role of qualitative behavioural data in our
understanding of the coping process (Hulland & Houston, 2021). As such, future research is
needed to determine if we can arrive at the same conclusions with different methods of data
collection and thus increase the validity of our findings.

The Who and The Why

The findings from the studies offer novel information on the processes implicated in the
academic and career strivings of students and recent graduates, which is a steppingstone in
further investigating the who and the why of such processes. Identifying the “who” is important
to identify who is more or less at risk of goal pursuit difficulties to ultimately develop
intervention initiatives that are tailored to the needs of different subgroups of students.
Identifying the “why” is important to understand why these subgroups of individuals are at a
higher risk of experiencing such difficulties and which mechanisms can be targeted in the

development of tailored interventions.



COPING, ACHIEVEMENT, AND PSYCHOLOGICAL ADJUSTMENT 204

Individuals with perfectionistic standards strive to attain excessively high standards of
achievement that often result in large perceived discrepancies between actual and desired
outcomes (Flett et al., 2017). Research has shown that some facets or subtypes of perfectionism
can represent a risk factor (Chang et al., 2020; Crocker et al., 2014; Dunkley et al., 2003; Flett
et al., 1995; Gaudreau et al., 2022; Kljajic et al., 2017; Levine et al., 2020; Moore et al., 2018).
Notably, perfectionism has been associated with goal adjustment difficulties in the face of
change, as indicated by how they cope with stress (Eddington, 2014) and their tendency to
maintain perseverative and undesirable engagement in the pursuit of unattainable goals, despite
being engaged in new ones (Gaudreau & Chamandy, 2021). We could therefore gain valuable
insights onto successful adaptation by incorporating personal resources or more stable
idiosyncrasies.

Taken together, people are said to carry motivational characteristics (i.e., personal
resources) in the form of goal hierarchies (Eccles & Wigfield, 2002; Lazarus, 1991), which can
be brought to action by the demands, constraints, and resources presented by the environment.
There is therefore a dispositional and transactional aspect to goal striving. As stated by Lazarus
(1991, p. 819) “I believe that this renewal of interest in motivation occurred because individual
differences in stress and emotion could not be adequately understood without taking into account
what is personally important. We don’t become emotional about unimportant things, but about
values and goals to which we have made a strong commitment.” Personal characteristics, such as
perfectionism and goal attributes, and sociodemographic variables, such as income and adversity,
should be included in the models being examined to take on a dynamic approach to the study of

goal pursuit (Shah & Kruglanski, 2008).
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Conclusion

The work of Lazarus and Folkman (1984) has pioneered the integration of an
individualized and comprehensive approach to human functioning. To extend the range of
application and augment the explanatory and predictive ability of the transactional model of
stress and coping, the present doctoral dissertation empirically tested key elements of the theory
by bridging the academic and career strivings of individuals on both sides of the university-to-
work transition. Accordingly, the transactional theory provided a valuable standpoint from which
to address how individuals perceive, manage, and meet the demands of stressful transactions
during the pursuit of valued personal goals.

While students must make important choices regarding their educational and career
endeavors, there is an enormous body of literature on the elements involved in making optimal
vocational and career choices, all of which I deliberately avoid and confide to counselling
specialists. Making the proper vocational choices — ones that reflects inner needs, values, and
skills — is indeed a crucial step in human development. The goal here was to create bridges
between current knowledge on academic and work strivings to understand how coping processes
can facilitate — or hinder — the academic and career strivings of students, as well as the transition
in between. By examining coping across time and contexts, the contribution, hereby, lies within
providing further clarification on the role of coping as a psychological factor that can assist
students in pursuing the goals they have set for themselves, while remaining adaptable in the face
of change and uncertainty. Taken together, the proposed dual-domain framework provides the
necessary theoretical, methodological, and empirical building blocks to inform future research
and create an informed lens from which to study, predict, and intervene at the individual level, in

university, to promote students’ personal short- and long-term success.
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APPENDIX A

Questionnaires: Background Information

1) Please indicate your gender

You don’t have an option that

Male Female .
applies to me

I identify as (please specify)

2) What is your age?

3) How do you describe yourself in terms of your cultural background?
o Aboriginal/native

White

Black

Hispanic/latino

Asian

Arabic

Other

I don't want to answer this question

If other, please describe

O O 0O 0O O 0 O O

Study 1, 3
4) In what faculty are you mainly enrolled?

5) In what academic program are you mainly enrolled?

6) are you enrolled in a co-op program?

7) Do you work during the semester?

8) If yes, how many hours per week do you work on average?

9) How many course(s) do you have THIS semester?



APPENDICES

10) Which status describes you the best?
o Before university, I was studying in high school in Quebec
Before university, [ was studying in high school in Ontario
Before university, [ was studying in high school elsewhere in Canada
Before university, I was studying in a Cegep
Before university, I was studying in a community college
Before university, I was studying outside of Canada
Before university, I have worked on a paid job for more than six months

O O O O O O

11) Where do you currently live?
o Parents
o Apartment
o Residence

12) Do you receive a scholarship to cover your tuition fees?
o Full scholarship
o Partial scholarship
o No scholarship

13) How much financial support do you receive from your parents for school?
o Full support
o Partial support
o No support

14) What was your entry GPA? Please answer honestly.
o F(0-39)
E (40-49)
D (50-54)
D+ (55-59)
C (60-64)
C+ (65-69)
B (70-74)
B+ (75-79)
A- (80-84)
A (85-89)
A+ (90-100)

0 O O 0O O 0 0O o O O

244

Study 1, 3
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Study 1, 3

15) What is your current academic standing (overall cumulative GPA since the start
of the school year)?

(@]

0o O O 0O O 0 o0 O o0 O O

F (0-39)

E (40-49)

D (50-54)
D+ (55-59)
C (60-64)
C+ (65-69)
B (70-74)
B+ (75-79)
A- (80-84)
A (85-89)
A+ (90-100)
Too early to say.

16) Upon graduation, do you plan on pursuing your education in medical school, law

school, or teacher's college?

o

@)
@)
@)

I don’t think so

Yes, medical school
Yes, law school

Yes, teacher's college

17) Do you plan on pursuing graduate studies right after your undergraduate studies?

o

o O O O

Maybe eventually (e.g., after having some work experience)
No

Yes, master's degree

Yes, master's and PhD

Yes, PhD
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Study 2
18) Where do you currently live?
o Parents
Alone
With roommates/friends
With wife/husband/partner
Other

o O O O

19) What is your marital status?
o Single (never married)
Married, or in a domestic partnership
Widowed
Divorced
Separated

o O O O

20) In the past year, which of the following events have applied to you?
o Separation from a partner or spouse
Serious illness (psychological, physiological, or physical)
Death of close family member or friend
Marriage
Birth of a child
Geographical relocation (e.g., change of cities)
Applied to me
Did not apply to me

o O O O O

21) What is the highest degree or level of education you have completed?
Some college/university, no degree

Associate degree (e.g. AA, AS)

Bachelor’s degree (e.g. BA, BS)

Master’s degree (e.g. MA, MS, Med, MBA)

Professional degree (e.g. MD, DDS, DVM)

Doctorate (e.g. PhD, EdD)

Other, please specify:

0O O O O O O O
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22) What was your cumulative grade point average (GPA) upon graduation? Please
be as honest as possible.

o A+

A

A-

B+

B

B-

C+

C

C-

D+

D

D-

F

0O O 0O OO 0o O o 0o o o o

23) Since graduating from university...How many months elapsed between:
a) The date of your graduation and your first day of work (at your current job or position).

b) The date of your graduation and today.

24) While searching for employment, how many job applications did you submit to
potential employers?

25) While searching for employment, how many interviews did you do before getting hired?
(if applicable, include the interview for your current job).

26) Are you self-employed?
o No
Yes, as an independent Business Owner
Yes, as an independent Contractor
Yes, as a freelancer
Yes, as other.
Please specify:

0 O O O
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27) Aside from overtime, how many hours per week, on average, do you work?

28) How many hours a week are you expected to work (as per your employment contract)?

29) So far, how many hours of overtime do you do per week, on average?

30) What is your personal annual income since you have started your new employment?
o Less than $20,000.

$20,000 to $34,999.

$35,000 to $49,999.

$50,000 to $74,999.

$75,000 to $99,999.

Over $100,000.

O O O O O

31) Which of the following occupational classifications corresponds to your new employment?
o Management Occupations

Business, Finance and Administrative Occupations

Natural and Applied Sciences and Related Occupations

Health Occupations

Occupations in Social Science, Education, Government Service and Religion

Occupations in Art, Culture, Recreation and Sport

Sales and Service Occupations

Trades, Transport and Equipment Operators and Related Occupations

Occupations Unique to Primary Industry

Occupations Unique to Processing, Manufacturing and Utilities

Other

o 0O 0O 0O 0O O 0o O o O

32) Are you still working for the employment you reported in our previous survey? [Time 2]
o Yes
o No, I quit
o No, I was fired
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APPENDIX B
Questionnaires from Study 1

Academic Domain: Students

ACADEMIC GOAL SETTING

In the next section of the survey, you will be asked questions about your academic experience.
These questions may be difficult to answer considering that you may have just started university.
Please be assured that there are no right or wrong answers. Try to respond as precisely and
honestly as possible.

Your Academic Goal
A goal is something that people think about, plan for, carry out, and sometimes (though not
always) complete or succeed at.

Even if you are just starting university, you may already have academic goals that you wish to
attain.

Please take the time to think of an important and specific academic goal that you are pursuing or
wish to pursue.

The following questions are concerned with the academic goal you described above.
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CONTROLLABILITY APPRAISAL FOR ACADEMIC GOAL

Time 1

The following questions are concerned with your thoughts about the academic goal you

de

scribed above. Please response according to how you view of your academic goal. Please

answer the questions below while thinking of your academic goal.
1 2 3 4 5
Not At All Slightly Moderately Considerably Extremely
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. Is this a totally hopeless goal?

. Does this goal create tension in me?

. Is the outcome of this goal uncontrollable by anyone?

. Is there someone or some agency I can turn to for help if I need it?
. Does this goal have important consequences for me?

. How much will I be affected by the outcome of this goal?

. Do I have the ability to do well in this goal?

. Does this goal have serious implications for me?

. Do I have what it takes to do well in this goal?

. Is there help available to me for dealing with this goal?

. Does this goal tax or exceed my coping resources?

. Are there sufficient resources available to help me in dealing with this goal?
. Is it beyond anyone’s power to do anything about this goal?

. Is the goal unattainable by anyone?

. Will I be able to achieve the goal?

. Is there anyone who can help me to manage this goal?

. To what extent do I perceive this goal as stressful?

. Do I have the skills necessary to achieve a successful outcome?
. To what extent does this goal require coping efforts on my part?
. Does this goal have long-term consequences for me?
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COPING WITH ACADEMIC GOAL
Time -2

Each of the following items represents what students may do to deal with the stress associated
with the pursuit of their academic goal. Please rate the extent to which each item corresponds to
what you think about or do while pursuing your academic-related goal in the past two weeks.

1 2 3 4 5
Does not Corresponds a Corresponds Corresponds Corresponds
correspond at all little moderately strongly totally

. I visualize myself doing my best academic performance.

. I express my displeasure regarding school.

. I create a plan of action for my schoolwork.

. I refrain from social interactions with other students.

. I put effort in my work.

. I divert my attention from the academic situation.

. I eliminate my doubts about my schoolwork by thinking positively.
. I ask for help to determine how to best accomplish my schoolwork.

O 00 13 N L A W N =

. I try to manage my nervousness by relaxing.

. I seek to understand the situation in order to manage my academic work.
. I quit believing in my ability to manage my schoolwork.

. I try to picture myself successfully completing my schoolwork.

—_ =
—_ O

—_
w N

. I express my annoyance with my schoolwork.
. I try to manage my time.

. I keep everyone at a distance.

. I give a quality effort.

—_—
N N L

. I occupy myself, so I do not have to think about my schoolwork.
. I try to interpret the situation in a positive manner.

. I try to seek out advice of knowledgeable people.

. I use some techniques in an attempt to relax.

. I attempt to identify the demands of my schoolwork.

. I leave myself feel hopeless and discouraged.

N NN = =
N = O O 0



APPENDICES 252

PROGRESS WITH ACADEMIC GOAL
Time 1

Using the rating scale below, please indicate the extent to which you made progress on your
academic goal as of today. Please rate the extent to which...

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree
1...you progressed on your goal
2...you moved forward in the pursuit of your goal
3...you came closer to reaching your goal
4...you made progress toward the realization of your goal
5...you advanced toward your goal
BURNOUT IN UNIVERSITY
Time 1-2

Please indicate the extent to which each item represents your feelings about the university.

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

O 00 13 &N L A W N —

. I feel overwhelmed by my schoolwork.

. I feel a lack of motivation in my schoolwork and often think of giving up.
. I often have feelings of inadequacy in my schoolwork.

. I often sleep badly because of matters related to my schoolwork.

. I feel that I am losing interest in my schoolwork.
. ’m continually wondering whether my schoolwork has any meaning.

. I worry over matters related to my schoolwork a lot during my free time.
. T'used to have higher expectations of my schoolwork than I do now.

. The pressure of my schoolwork causes me problems in my close relationships with others.
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Career Domain: Students

CAREER GOAL SETTING

In the next section of the survey, you will be asked questions about your future career.

These questions may be more difficult to answer considering that you are still in the process of
thinking about what you may want to do after university. Please be assured that there are no right
or wrong answers and try to respond as precisely and honestly as possible.

You Career Goal
A goal is something that people think about, plan for, carry out, and sometimes (though not
always) complete or succeed at.

Even if you are just starting university, you may already have career goals that you wish to attain
after you graduate from university.

Please take the time to think of an important and specific career goal that you are pursuing or
wish to pursue.

The following questions are concerned with the career goal you described above.
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CONTROLLABILITY APPRAISAL FOR CAREER GOAL

Time 1

The following questions are concerned with your thoughts about the career goal you described

ab

ove. Please response according to how you view of your career goal. Please answer the

questions below while thinking of your career goal:

1 2 3 4 5

Not At All Slightly Moderately Considerably Extremely
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. Is this a totally hopeless goal?

. Does this goal create tension in me?

. Is the outcome of this goal uncontrollable by anyone?

. Is there someone or some agency I can turn to for help if I need it?
. Does this goal have important consequences for me?

. How much will I be affected by the outcome of this goal?

. Do I have the ability to do well in this goal?

. Does this goal have serious implications for me?

. Do I have what it takes to do well in this goal?

. Is there help available to me for dealing with this goal?

. Does this goal tax or exceed my coping resources?

. Are there sufficient resources available to help me in dealing with this goal?
. Is it beyond anyone’s power to do anything about this goal?

. Is the goal unattainable by anyone?

. Will I be able to achieve the goal?

. Is there anyone who can help me to manage this goal?

. To what extent do I perceive this goal as stressful?

. Do I have the skills necessary to achieve a successful outcome?
. To what extent does this goal require coping efforts on my part?
. Does this goal have long-term consequences for me?
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COPING WITH CAREER GOAL

255

Time -2

Each of the following items represents what students may do to deal with the stress associated
with the pursuit of their career goal. Please rate the extent to which each item corresponds to
what you think about or do while pursuing your career-related goal in the past two weeks.

1 2 3 4 5
Does not Corresponds a Corresponds Corresponds Corresponds
correspond at all little moderately strongly totally
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18.

. I visualize myself doing my best on my goal.

. I express my displeasure regarding goal.

. I create a plan of action for my goal.

. I refrain from social interactions with other students.

. I put effort in my goal.

. I divert my attention from my goal.

. I eliminate my doubts about my goal by thinking positively.
. I ask for help to determine how to best accomplish my goal.
. I try to manage my nervousness by relaxing.

. I seek to understand the situation in order to manage my goal.
. I quit believing in my ability to manage my goal.

. I try to picture myself successfully completing my goal.

. I express my annoyance with my goal.

. I try to manage my time.

. I keep everyone at a distance.

. I give a quality effort.

. I occupy myself, so I do not have to think about my goal.

[ try to interpret the situation in a positive manner.

19. I try to seek out advice of knowledgeable people.

20
21
22

. I use some techniques in an attempt to relax.
. I attempt to identify the demands of goal.
. I leave myself feel hopeless and discouraged.
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PROGRESS WITH CAREER GOAL
Time -2

Using the rating scale below, please indicate the extent to which you made progress on your
career goal as of today. Please rate the extent to which...

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

..you progressed on your goal

..you moved forward in the pursuit of your goal
..you came closer to reaching your goal
..you made progress toward the realization of your goal

Nk W=

..you advanced toward your goal
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APPENDIX C
Questionnaires from Study 2

Academic Domain: Graduates

RETROSPECTIVE ACADEMIC GOAL

Your Academic Goal
A goal is something that people think about, plan for, carry out, and sometimes (though not
always) complete or succeed at.

You probably pursued an academic goal while you were still in school. Take the time to think
about an important goal you wished to attain while you were still in school.

Please describe in your own words the specific and personal goal you pursued and wished to
attain regarding school.

The following questions are concerned with the academic goal you described above.
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RETROSPECTIVE COPING WITH ACADEMIC GOAL
Time 1

Each of the following items represents what students may do to deal with the stress associated
with the pursuit of their academic goal. Please rate the extent to which each item corresponds to
what you thought about or did while pursuing your academic-related goal while in school.

1 2 3 4 5
Does not Corresponds a Corresponds Corresponds Corresponds
correspond at all little moderately strongly totally

. I visualized myself doing my best academic performance.
. I expressed my displeasure regarding school.

. I created a plan of action for my schoolwork.

. I refrained from social interactions with other students.

1

2

3

4

5. I put effort in my work.
6. I diverted my attention from the academic situation.

7. I eliminated my doubts about my schoolwork by thinking positively.
8. I asked for help to determine how to best accomplish my schoolwork.
9. I tried to manage my nervousness by relaxing.

10. I sought to understand the situation in order to manage my academic work.
11. I quit believing in my ability to manage my schoolwork.

12. I tried to picture myself successfully completing my schoolwork.
13. I expressed my annoyance with my schoolwork.

14. I tried to manage my time.

15. I kept everyone at a distance.

16. I gave a quality effort.

17. 1 occupied myself, so I did not have to think about my schoolwork.
18. I tried to interpret the situation in a positive manner.

19. I tried to seek out advice of knowledgeable people.

20. I used some techniques in an attempt to relax.

21. I attempted to identify the demands of my schoolwork.

22. 1 left myself feel hopeless and discouraged.
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RETROSPECTIVE PROGRESS WITH ACADEMIC GOAL

Time 1

Using the rating scale below, please indicate the extent to which you made progress on your
academic goal while in school. Please rate the extent to which...

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree
1...you progressed on your goal
2...you moved forward in the pursuit of your goal
3...you came closer to reaching your goal
4...you made progress toward the realization of your goal
5...you advanced toward your goal
RETROSPECTIVE BURNOUT IN UNIVERSITY
Time 1
Please indicate the extent to which each item represents how you felt while in school.
1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

O 00 13 &N L A W N —

. I felt overwhelmed by my schoolwork.

. I felt a lack of motivation in my schoolwork and often thought of giving up.
. I often had feelings of inadequacy in my schoolwork.

. I often slept badly because of matters related to my schoolwork.

. I felt that I was losing interest in my schoolwork.
. I was continually wondering whether my schoolwork had any meaning.

. I worried over matters related to my schoolwork a lot during my free time.
. I once had higher expectations of my schoolwork than I did then.

. The pressure of my schoolwork caused me problems in my close relationships with others.
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RETROSPECTIVE SATISFACTION WITH UNIVERSITY
Time 1

Using the rating scale below, please indicate the extent to which each item represent how you
felt about school.

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

. I looked forward to going to school

. I liked being in school

. School was interesting

. I wished I didn't have to go to school

. There were many things about school I didn’t like
. I enjoyed school activities

. I learned a lot at school

. I felt bad at school

0 3 N L W~
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Work Domain: Graduates
Time -2

WORK GOAL SETTING

In the next section of the survey, you will be asked questions about your work experience.
Please be assured that there are no right or wrong answers. Try to respond as precisely and
honestly as possible.

Your Work Goal
Within your work context, you may have specific work goals you wish to attain.

A goal is something that people think about, plan for, carry out, and sometimes (though not
always) complete or succeed at.

Take the time to think about an important goal you are pursuing and wish to attain regarding
your employment.

Please take the time to describe in your own words the specific and personal goal you are
pursuing and wish to attain at work. Please describe this goal:

The following questions are concerned with your thoughts about the work goal you
described above.
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CHALLENGE/THREAT APPRAISAL OF WORK GOAL
Time 1

Please response according to how you view of the obstacles related to your work goal. Regarding
the work goal you described above, please indicate the extent to which you agree with the
following statements.

1 2 3 4 5

Not at all Slightly Moderately Considerably Totally

. I feel challenged, but I believe my skills will allow me to meet the challenge.
. My abilities match the high challenge of my work goal.

. I feel that I am competent to meet the high demands of my work goal.

. The challenge and my skills are at an equally high level.

. I feel threatened by the high demands of my work goal.

. I feel that my self-worth could be compromised.

. I feel intimidated by the demands of my work goal.

. I feel that I would lose something by not progressing on my goal.

. I feel pressure to meet the demands of my work goal.

DN B W N = B W —

COPING WITH WORK GOAL
Time 1-2

Each of the following items represents what people may do to deal with the stress associated
with the pursuit of their work goals. Please rate the extent to which each item corresponds to
what thought about or did while pursuing your work-related goal in the past two weeks.

1 2 3 4 5
Does not Corresponds a Corresponds Corresponds Corresponds
correspond at all little moderately strongly totally

. I visualized myself doing my best performance.

. I expressed my displeasure regarding work.

. I created a plan of action for my work.

. I refrained from social interactions with my colleagues.

. I put effort in my work.

. I diverted my attention from the work.

. I eliminated my doubts about my work by thinking positively.

. I asked for help to determine how to best accomplish my work.
. I tried to manage my nervousness by relaxing.

O 0 3 N L A~ W N~
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10.
1.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.

I sought to understand the situation in order to manage my work.
I quit believing in my ability to manage my work.

I tried to picture myself successfully completing my work.

I expressed my annoyance with my work.

I tried to manage my time.

I kept everyone at a distance.

I gave a quality effort.

I occupied myself, so I did not have to think about my work.
I tried to interpret the situation in a positive manner.

I tried to seek out advice of knowledgeable people.

I used some techniques in an attempt to relax.

I attempted to identify the demands of my work.

I left myself feel hopeless and discouraged.

PROGRESS WITH WORK GOAL

Time -2

To answer the following questions, please consider the goal you are pursuing at work.
Using the rating scale below, please indicate the extent to which you have made progress on your

work goal as of today. Please rate the extent to which...

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

AN e

..you progressed on your goal
..you moved forward in the pursuit of your goal
..you came closer to reaching your goal

..you made progress toward the realization of your goal
..you advanced toward your goal
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BURNOUT AT WORK
Time 1-2
Please indicate the extent to which each item represent how you feel at work.
1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree
1. I feel overwhelmed by my work.
2. I feel a lack of motivation in my work and often think of leaving my job.
3. I often have feelings of inadequacy in my work.
4. I often sleep badly because of matters related to my work.
5.1 feel that I am losing interest in my work.
6. I am continually wondering whether my work has any meaning.
7. I worry over matters related to my work a lot during my free time.
8. I used to have higher expectations of my work performance than I do now.
9. The pressure of my job cause me problems in my close relationships with others.
SATISFACTION WITH WORK
Time 1-2

Using the rating scale below, please indicate the extent to which each item represent how you
feel about your work.

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

00 3O U AW N

. I'look forward to going to work
. I like being at work
. Work is interesting
. I'wish I didn't have to go to work
. There are many things about work I don’t like
. I enjoy my work tasks
. I'learn a lot at work

. I feel bad at work
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WORKLOAD / JOB DEMANDS
Time 1-2
Please indicate how often each statement applies to your new job.
How often ...
1 2 3 4 5
Rarely Occasionally Sometimes Fairly often Very often
1. How often does your job require you to work very fast?
2. How often does your job require you to work very hard?
3. How often does your job leave you with little time to get things done?
4. How often is there a great deal to be done?
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APPENDIX D
Questionnaires from Study 3

Academic Domain: Students

COPING WITH ACADEMIC GOAL

266

Time 1-2

Each of the following items represents what students may do to deal with the stress associated
with the pursuit of their academic goal. Please rate the extent to which each item corresponds to
what you think about or do while pursuing your academic-related goal in the past two weeks.

1 2 3 4 5
Does not Corresponds a Corresponds Corresponds Corresponds
correspond at all little moderately strongly totally
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. I visualize myself doing my best academic performance.

. I express my displeasure regarding school.

. I create a plan of action for my schoolwork.

. I refrain from social interactions with other students.

. I put effort in my work.

. I divert my attention from the academic situation.

. I eliminate my doubts about my schoolwork by thinking positively.
. I ask for help to determine how to best accomplish my schoolwork.
. I try to manage my nervousness by relaxing.

. I seek to understand the situation in order to manage my academic work.
. I quit believing in my ability to manage my schoolwork.

. I try to picture myself successfully completing my schoolwork.

. I express my annoyance with my schoolwork.

. I try to manage my time.

. I keep everyone at a distance.

. I give a quality effort.

. I occupy myself, so I do not have to think about my schoolwork.
. I try to interpret the situation in a positive manner.

. I try to seek out advice of knowledgeable people.

. I use some techniques in an attempt to relax.

. I attempt to identify the demands of my schoolwork.

. I leave myself feel hopeless and discouraged.
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PROGRESS WITH ACADEMIC GOAL

Time 1

Using the rating scale below, please indicate the extent to which you made progress on your
academic goal as of today. Please rate the extent to which...

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree
1...you progressed on your goal
2...you moved forward in the pursuit of your goal
3...you came closer to reaching your goal
4...you made progress toward the realization of your goal
5...you advanced toward your goal
STRESS WITH ACADEMIC GOAL
Time 1-2

Using the rating scale above, please write down the number that corresponds to how stressed you

are about your academic goal.

Extreme
Stress

No Stress
At All

0 10 20 30 40 50 60 70 80 90 100
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BURNOUT IN UNIVERSITY
Time -2

Please indicate the extent to which each item represents your feelings about the university.

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

. I feel overwhelmed by my schoolwork.

. I feel a lack of motivation in my schoolwork and often think of giving up.

. I often have feelings of inadequacy in my schoolwork.

. I often sleep badly because of matters related to my schoolwork.

. I feel that I am losing interest in my schoolwork.

. I’'m continually wondering whether my schoolwork has any meaning.

. I worry over matters related to my schoolwork a lot during my free time.

. T'used to have higher expectations of my schoolwork than I do now.

. The pressure of my schoolwork causes me problems in my close relationships with others.
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SATISFACTION WITH UNIVERSITY
Time 1-2

Using the rating scale below, please indicate the extent to which each item represent how you
feel about university.

1 2 3 4 5 6 7
Not at all Very Slightly | Moderately | Strongly Very Totally
agree slightly agree agree agree strongly agree
agree agree

00 3O U AW N

. I'look forward to going to school
. I like being in school
. School is interesting
. I wish I didn't have to go to school
. There are many things about school I don’t like
. I enjoy school activities

. I'learn a lot at school
. I feel bad at school
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Career Domain: Students

CAREER GOAL SETTING

In the next section of the survey, you will be asked questions about your future career.

These questions may be more difficult to answer considering that you are still in the process of
thinking about what you may want to do after university. Please be assured that there are no right
or wrong answers and try to respond as precisely and honestly as possible.

You Career Goal
A goal is something that people think about, plan for, carry out, and sometimes (though not
always) complete or succeed at.

Even if you are just starting university, you may already have career goals that you wish to attain
after you graduate from university.

Please take the time to think of an important and specific career goal that you are pursuing or
wish to pursue.

The following questions are concerned with the career goal you described above.
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CONTROLLABILITY APPRAISAL FOR TRANSITION TO WORK

Time -2

Think about your transition to work, i.e., graduating from university, finding employment, and
beginning your career. Please answer the following questions while thinking your transition
toward the career goal you described in the previous section.

1 2 3 4 5

Not at all Slightly Moderately Considerably Extremely
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Is this transition a totally hopeless situation?

Does the transition create tension in me?

Is the outcome of this transition uncontrollable by anyone?

Is there someone or some agency I can turn to for help with this transition if I need it?
Does this transition make me feel anxious?

Does this transition have important consequences for me?

Is this transition going to have a positive impact on me?

How eager am I to tackle this transition?

How much will I be affected by the outcome of this transition?

. To what extent can [ become a stronger person because of this transition?

. Will the outcome of this transition be negative?

. Do I have the ability to do well in my transition to work?

. Does this transition have serious implications for me?

. Do I have what it takes to do well during this transition?

. Is there help available to me for dealing with this transition?

. Does this transition tax or exceed my coping resources?

. Are there sufficient resources available to help me in dealing with this transition?
. Is it beyond anyone’s power to do anything about it?

. To what extent am I excited thinking about the outcome of my transition to work?
. How threatening is this transition?

. Is this transition unattainable by anyone?

. Will I be able to overcome this transition?

. Is there anyone who can help me to manage this transition?

. To what extent do I perceive this transition as stressful?

. Do I have the skills necessary to achieve a successful outcome?

. To what extent does this transition require coping efforts on my part?

. Does this transition have long-term consequences for me?

. Is this transition going to have a negative impact on me?
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STRESS WITH CAREER GOAL
Time -2

Using the rating scale above, please write down the number that corresponds to how stressed you
are about your career goal.

No Stress Extreme
At All Stress

0 10 20 30 40 50 60 70 80 90 100

CAREER GOAL-PROGRESS DISCREPANCY
Time -2

Thinking about your career goals, please report the extent to which you agree or disagree with
the following statements.

1 2 3 4 5 6
Strongly Disagree Slightly Slightly agree Agree Strongly
disagree disagree agree

1. My plans are not working out to get the career I really want.

2. What I have achieved to date doesn’t give me confidence that I will reach my career goals.

3. I am making progress on my career goals, but I don’t think I have achieved enough to get
the career I want.

4. Despite my best efforts, I think I am going to miss out on my ideal career.

5. Even with my best efforts, I think I will have to settle for something less than my ideal
career.

6. I am working hard, but still doubt I will end up with the career I would really like.

7. 1doubt I can meet the standards of entry to my ideal career.

8. Thave set my sights on a particular career, but I don’t think that I am going to reach it.

9. Thave an image of my dream job, but I think it is out of my reach.

10. I thought I had the ability to get the career I want, but now I am not so sure.
11. T know the career I want, but don’t think I have what it takes to reach it.
12. I am not sure I am capable of meeting the requirements for the career I really want.
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TOLERENCE FOR UNCERTAINTY
Time -2

Please indicate the degree to which you agree or disagree with each of the following statements.

1 2 3 4 5 6
Strongly Disagree Slightly Slightly agree Agree Strongly
disagree disagree agree
1. Tdon't like situations that are uncertain.

2. I feel uncomfortable when I don't understand the reason why an event occurred in my life.
3. When I am confused about an important issue, I feel very upset.
4. In most social conflicts, I can easily see which side is right and which is wrong
5. Tlike to know what people are thinking all the time.
6. Idislike it when a person's statement could mean many different things
7. It's annoying to listen to someone who cannot seem to make up his or her mind
8. I feel uncomfortable when someone's message or intention is unclear to me
9. TI'd rather know bad news than stay in a state of uncertainty
OPTIMISM

Time 1

Please be as honest and accurate as you can throughout. Try not to let your response to one
statement influence your responses to other statements. There are no "correct" or "incorrect"
answers. Answer according to your own feelings, rather than how you think "most people"
would answer.

Strongly Disagree Slightly Slightly agree Agree Strongly
disagree disagree agree

1. Inuncertain times, I usually expect the best.

2. It's easy for me to relax.

3. If something can go wrong for me, it will.

4. I'm always optimistic about my future.

5. Tenjoy my friends a lot.

6. It's important for me to keep busy.

7. Thardly ever expect things to go my way.

8. Idon't get upset too easily.

9. Irarely count on good things happening to me.

10. Overall, I expect more good things to happen to me than bad
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COPING SELF-EFFICACY FOR SCHOOL

Time 1

Each of the following items represent what students may do to deal with the stress associated
with the pursuit of an academic goal. Please rate the extent to which you are confident in your
ability to do the following statements in situations of academic-related stress.

How confident are you in your ability to ...

1 2 3 4 5
Do not agree at Agree a little Agree Agree strongly Agree totally
all moderately

Visualize yourself doing your best academic performance.
Create a plan of action for your schoolwork.
Put effort in your work.
Eliminate your doubts about your schoolwork by thinking positively.
Ask for help to determine how to best accomplish your schoolwork.
Manage your nervousness by relaxing.
Seek to understand the situation in order to manage your academic work.
Picture yourself successfully completing your schoolwork.
Manage your time.

. Give a quality effort.

. Interpret the situation in a positive manner.

. Seek out advice of knowledgeable people.

. Use some techniques in an attempt to relax.

. Identify the demands of your schoolwork.
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APPENDIX E

Intervention Material

ALL PARTICIPANTS

DID YOU KNOW?

Coping strategies refer to the specific mental and behavioural efforts that people employ to master,
tolerate, reduce, or minimize stressful situations.

People choose among a wide array of coping strategies to manage daily situations. This selection
typically depends on the demands of the stressful situation and the preferences of an individual.

Below are just a few broad examples of the strategies people can use in the school context
that are oriented toward the stressors and the resulting emotions.

For each broad category below, you may have more specific strategies in mind.

Mental Imagery

Mentally rehearse the execution of the
academic tasks associated with the source of
stress and visualize a positive end result.

Planning
Planning a set of steps for completing
schoolwork.

Thought Control
Restructure one’s thoughts by emphasizing
positive aspects of the academic situation.

Seeking Support
Obtain advice, feedback, or emotional support
concerning the academic situation.

Relaxation
Reduce one’s level of mental and physical

tension associated with the academic situation.

Logical Analysis
Analyze the demands associated with the
academic situation.

Effort Expenditure

Mobilize one’s physical and mental resources
in order to act directly on the academic
situation.

Visualizing myself doing my best academic
performance.

Picturing myself successfully completing my
schoolwork.

Creating a plan of action for my
schoolwork. Managing my time.

Eliminating my doubts about my
schoolwork by thinking positively.
Interpreting the situation in a positive
manner.

Asking for help to determine how to best
accomplish my schoolwork.

Seeking out advice of knowledgeable
people.

Using some techniques in an attempt to
relax.
Managing my nervousness by relaxing.

Identifying the demands of my schoolwork.
Seeking to understand the situation in order
to manage my academic work.

Putting effort in my work.
Giving a quality effort.
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EXPERIMENTAL GROUP
Let's do a few thinking and writing exercises...

When you entered university, you probably had certain adjustments to make, or encountered some
difficulties that you were able to overcome. Similarly, over the years, you may have experienced
moments during which you had to manage all your course requirements, group projects, assignments, or
exams, in addition to your personal life and work hours.

These situations may have generated some difficulties along the way and may have had an impact on
your academic experience. However, you are currently pursuing a university education, which means that
you were able to successfully manage or move past most of these difficult or stressful experiences.

Each of your experiences are unique to you and likely more complex than the examples given above.
Importantly, each situation is managed differently by every individual, depending on what works best for
them.

This is because human beings set goals to help them organize and guide their behaviour and
increase the likelihood of attaining personally valued outcomes. Some people may therefore invest more
effort in some areas of their life compared to others.

Please read the above text before moving on to the next page.

Let's do a couple of thinking and writing exercises...

The goal pursuit process, however, is rarely a straight line to success. Most of us will inevitably
encounter some barriers or setbacks along the way. In the face of such setbacks, we have the
capacity to modify or adjust our thoughts and behaviours to find solutions or make the best out
of the situation.

These setbacks give us opportunities to learn from our experiences and build up the tools to
respond more efficiently to future setbacks.

These goal-related difficulties can therefore serve to help you anticipate potential barriers in the
future and teach you which coping strategies are most likely to help you attain your goals.

Whether big or small, successfully moving past these difficulties can generate a sense of
accomplishment and relief and can often serve as a motivational source of perseverance in the
face of future difficulties.

Please read the above text before moving on to the next page.
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Let’s begin by focusing on your past experiences

1) Identifying past academic setbacks

We have all encountered some setbacks at one time or another during the pursuit of our
academic goals.

In this exercise, we would like you to identify, mentally review, and describe two (2)
academic setbacks that you encountered in the past and successfully managed.

These can be new or difficult situations for which you were able to actively manage the
source of stress, act efficiently in response to your academic demands and achieve desired
outcomes.

Describe a first setback:

Describe a second setback:
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2) Moving past those setbacks

Now that you have described two situations for which you managed to transform a setback
into a success...

a) Take the time to mentally review the specific thoughts and behaviors that enabled you to
move past the difficulties and achieve desired outcomes.

b) For each, please describe the specific thoughts and behaviours that helped you for each of
the two situations.

¢) In doing so, please explain precisely what you did to succeed, including specifically how,
when, where, with whom, as well as any other pertinent detail. Please be as detailed and
specific as possible.

Remember, coping strategies refer to the specific mental and behavioral efforts that people
employ to master, tolerate, reduce, or minimize stressful situations.

How did you move past this setback?
${q:/QID44/ChoiceTextEntryValue}

How did you move past this setback?
${q://QID45/ChoiceTextEntryValue}
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Now let’s focus on your future goals

1) Your goal for your transition to work

While in university, students can rarely predict what their transition to work will resemble,
nor the specific opportunities and challenges that will arise.

Despite this inevitable reality, most students have an idea of how they want their transition to
turn out and where they see themselves after graduation.

A goal is something that people think about, plan for, carry out, and sometimes (though
not always) complete or succeed at.

The career goal you described:
${q:/QID211/ChoiceTextEntryValue}

2) Getting to your goals

Now that you have described a career goal that you wish to attain upon graduation, please
take the time to mentally review the specific thoughts and behaviours that will enable
you to achieve that desired outcome.

In this exercise, we would like you to describe the specific thoughts and behaviours that will
enable you to achieve the two goals.

In doing so, please explain precisely what you will do to successfully attain it, including
specifically how, when, where, with whom, as well as any other pertinent detail. Please be as
detailed and specific as possible.

If you find this exercise difficult, close your eyes and visualize yourself in the process of
pursuing and successfully achieving your goal.

How will you reach this goal?
${q:/QID211/ChoiceTextEntryValue}
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3) The barriers to the attainment of your goal

Although setting goals typically helps us organize and guide our behaviour to increase the
likelihood of attaining desired outcomes, the goal pursuit process is rarely a smooth road to
success.

During the pursuit of our goals, most of us will inevitably encounter some surprises,
challenges, and setbacks.

Although not all setbacks can be predicted with accuracy, it can be beneficial to
anticipate and plan for potential goal-related barriers.

In this exercise, we would like you to take the time to identify, mentally review, and
describe two (2) potential scenarios in which specific barriers could come in the way of
reaching your career goal.

Your goal:
${q:/QID211/ChoiceTextEntryValue}

Getting there:
${q://QID53/ChoiceTextEntryValue}

Describe a first potential barrier:

Describe a second potential barrier:
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4) Moving past those goal-related barriers

In the occurrence of such barriers, we have the capacity to modify or adjust our thoughts and
behaviours to find solutions, adapt our goals, and make the best out of the situation.

Now that you have described four potential barriers to the attainment of your career goals,
please take the time to mentally review the specific thoughts and behaviours that could
enable you to manage them.

It can be helpful to think of the strategies that have helped you to successfully manage
difficult situations in the past.

For each, please describe the specific thoughts and behaviours for each of the four scenarios.
In doing so, please explain precisely what you could do to successfully move passed those

four

barriers, including specifically how, when, where, with whom, as well as any other pertinent
detail.

Please be as detailed and specific as possible. If you find this exercise difficult, close your
eyes and
visualise yourself in the process of successfully managing and overcoming those barriers.

Remember, coping strategies refer to the specific mental and behavioural efforts that
people employ to master, tolerate, reduce, or minimize stressful situations.

How will you move past this barrier?
${q://QID57/ChoiceTextEntryValue}

How will you move past this barrier?
${q://QID58/ChoiceTextEntryValue}
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CONTROL GROUP
Let's do a few thinking and writing exercises...
When you entered university, you probably encountered some situations that were new to you.

Over the years, you may have also experienced moments during which you felt like you had to
manage all sorts of different things in your life, such as your course requirements, group projects,
assignments, and exams, in addition to your personal life and work hours.

These situations may have generated some difficulties along the way and may have had an
impact on your academic experience.

Your experiences are unique to you and likely more complex than the examples given above.
Importantly, each situation is managed differently by every individual, depending on what works
best for them.

This is because human beings set goals to help them increase the likelihood of attaining
personally valued outcomes. The goal pursuit process, however, is rarely a straight line to
success and most of us will inevitably Encounter some barriers and setbacks along the way.

Please read the above text before moving onto the next page.
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Let’s begin by focusing on your past experiences
1) Identifying past academic setbacks

We have all encountered some setbacks at one time or another during the pursuit of our
academic goals.

In this exercise, we would like you to take the time to identify, mentally review, and
describe two (2) academic situations that you encountered in the past.

These can be new of difficult situations that you have encountered during the pursuit of your
academic goals.

Describe a first setback:

Describe a second setback:

Now let’s focus on your future goals
1) Your goal for your transition to work

While in university, students can rarely predict what their transition to work will resemble,
nor the specific opportunities and challenges that will arise.

Despite this inevitable reality, most students have an idea of how they want their transition to
turn out and where they see themselves after graduation.

A goal is something that people think about, plan for, carry out, and sometimes (though
not always) complete or succeed at.

The career goal you described:
${q://QID211/ChoiceTextEntryValue}
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2) The barriers to the attainment of your goal

Although setting goals typically helps us organize and guide our behaviour to increase the
likelihood of attaining desired outcomes, the goal pursuit process is rarely a smooth road to
success.

During the pursuit of our goals, most of us will inevitably encounter some surprises,
challenges, and setbacks.

Although not all setbacks can be predicted with accuracy, it can be beneficial to
anticipate and plan for potential goal-related barriers.

In this exercise, we would like you to take the time to identify, mentally review, and
describe two (2) potential scenarios in which specific barriers could come in the way of
reaching your career goal.

Your goal:
${q://QID211/ChoiceTextEntryValue}

Describe a first potential barrier:

Describe a second potential barrier:
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