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The purpose of this research is to illuminate the complexity of measuring and
understanding patterns of geographical mobility from higher education to
employment. This is done by employing an educationally oriented social space
perspective through a series of three complimentary papers and an integrated
discussion. This topic is important for educational research because higher
education institutions are expected to attract and retain tertiary educated
individuals in their regional labor markets, and researching geographical
mobility at the national level gives insight on the regional distribution of these
individuals.

Study I summarizes peer-reviewed literature on national geographical
mobility of the tertiary educated from a European perspective. The study
discusses how regional characteristics, education, and demographic factors are
most often cited as influencing mobility propensity and destination after
higher education among the tertiary educated. The study draws attention to
the prevalence of economic perspectives and lack of a relational interpretation
of these factors. Therefore, this study contributes a discussion on “social
space” as an approach to understanding the interrelationships of these factors.
Examples of how research on higher education mobility can develop by using
the concept “social space” and a discussion of social space from four
philosophical starting points ensue.

The empirical basis for the two other studies is Swedish register data for
individuals born between 1973 and 1982. From a spatial perspective, Study 11
focuses on methodological issues in studying geographical mobility at the

national level. Binary logistic regression is used to examine changes in



statistical outcomes when different measures of geographical mobility are
employed. The study emphasizes the importance of context, specifically the
need for selecting measures that are meaningful to higher education when
higher education-related mobility is under investigation.

Study III uses a gender perspective to examine Swedish tertiary educated
individuals of rural origins who return to rural areas after higher education.
Gender-divided binary logistic regression is used to examine the relationship
of social space and destination after higher education. Findings from this
study indicate that although there are social space characteristics common to
men and women that influence their probability of returning to rural areas,
there are gender differences in the degree of influence for many of these
characteristics.

Finally, the integrated discussion examines the reciprocal nature of
geographical mobility and social space, which is an underlying theme in the
three studies. Specifically, this discussion is based on the premise that mobility
after higher education influences and is influenced by social space. Each of
the perspectives used in the three studies (i.e. European, spatial, and gender)

are reflected upon in relation to this reciprocal relationship.
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Preface

“Wow, you went far for a Sumner girll” These simple words from a
hairdresser during my first trip home to Sumner, Washington, USA after
living in Europe for three years caused me to pause. Never before had 1
considered moving abroad as something that people from my hometown just
didn’t do. Was I really #har different from other “Sumner girls?” What
happened that changed the direction of my life, at least geographically, to be
something so different? That last question is easy to answer.

Higher education happened. Higher educated changed the (geographical)
course of my life; there is no denying it. From my hometown of Sumner,
where you can still get a feel of small town America with its family-run farms
and cafes, I began my higher education journey at a community college a 45-
minute drive away. There I was introduced to people from many different
cultures and walks of life, and at 16 years old I got my first taste of the
independence that comes with adulthood. I was smitten with higher
education.

After two years I moved a 5-hour drive east to the Palouse, a largely
agricultural area but also home to Washington State University, which is
where I earned my bachelor degree. As an undergraduate, I struggled with
deciding on a career path. I really just wanted to stay and work in higher
education. Thankfully I had a supervisor in one of my student jobs who was
working toward a PhD in higher education and told me I could do just that. I
had no idea there were whole degree programs specifically geared toward jobs
in higher education!

From there I moved to Salt Lake City, Utah to attend a practice-based
master program in higher education administration at the University of Utah,
and afterwards I moved further South to Flagstaff, Arizona where I started a
job at Northern Arizona University. Higher education was taking me to places
I had never before considered moving, and just a short couple years after
settling into life in northern Arizona I found myself moving again for higher
education.

This time higher education took me to Norway, Finland, and Portugal. All
were countries where I attended courses for a research-based master program
in higher education. Through my own experiences as a student and
administrator in higher education, an interest in higher education as a research

13



GEOGRAPHICAL MOBILITY OF THE TERTIARY EDUCATED

area gradually grew. This master program enabled me to explore this interest
from an international perspective.

This background reveals some of my personal experiences with
geographical mobility in relation to higher education, in terms of entering
higher education, transitioning to studies at advanced levels, and transitioning
to the labor market. In moving to many different cities and countries for
studies or work in higher education, I began to reflect on the connection
between higher education and geographical mobility. I had met many people
who, like me, were highly mobile, but I had also met many people who were
not. I found it curious how people got from where they started to where they
were.

And now, after several moves and spending half my life in higher
education, I continue my journey in Sweden exploring the connection

between higher education and geographical mobility through research.

14



Chapter 1: Introduction

Space and education is a growing area of interdisciplinary research and is the
research area to which this dissertation' contributes. Research on space and
education has expanded since the beginning of the twenty-first century
(Holloway, Hubbard, Jons, & Primlott-Wilson, 2010) and is primarily
composed of contributions from human geographers and educationalists
(Holloway & Jons, 2012; Waters, 2016). This influx of research relating space
to education has been referred to as a “spatial turn” in educational research
(Ferrare & Apple, 2010). Conversely, an “educational turn” has marked an
increased interest in educational issues among geographers (Waters, 2010).
Several key themes have emerged in research on space and education. One
theme is the role of space in educational access, aspirations, and participation
(eg. Allen & Hollingworth, 2013; Donnelly & Evans, 2016; Evans, 2017). A
second theme is how space relates to differences in learning (e.g. Back, 2016;
Hansen & Gustafsson, 2016), identity development (e.g. Holton, 2015a;
Holton, 2015b; Reay, Crozier, & Clayton, 2010), and student engagement (e.g.
Brooks, Byford, & Sela, 2016). A further theme is that of differing
employability and career trajectories in geographical contexts (e.g. Buenstorf,
Geissler, & Krabel, 2016; Evans, 2016). Finally, a fourth theme is that of
geographical mobility’, which has many subcategories unto its own, including
national and international student mobility (e.g. Bjerke & Mellander, 2016;
Findlay, King, Smith, Geddes, & Skeldon, 2012; Lindgren & Lundahl, 2010),
mobility of academics (e.g. Musselin, 2004), mobility of educational policies
(e.g. Gulson et. al., 2017), and the influence of mobility and higher education
institutions on regional innovation and economic development (e.g. Faggian,
Rajbhandari, & Dotzel, 2017; Santoalha, Biscaia, & Teixeira, 2017).

! This dissertation was developed within the project titled “Gender and class perspectives on
students’ choice of higher education institutions and graduates’ choice of job location,” which was
initiated in 2012 and supported by the Swedish Research Council.

2 Some research has even claimed a “mobility turn” in education (e.g. Landri & Neumann, 2014).
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GEOGRAPHICAL MOBILITY OF THE TERTIARY EDUCATED

Research Questions and Aims

This dissertation focuses specifically on geographical mobility of the tertiary
educated’ at the national level as opposed to the international level, of which
the latter has been growing in precedence in educational research (Solimano,
2008). The specific aim of this dissertation is to examine the mobility
propensity and destinations of tertiary educated individuals after higher
education from an education and social space perspective’. Most current
understandings of these mobility patterns are framed around economic
perspectives that focus on the influence of labor markets or regional amenities
(Niedomysl, 2008; Niedomysl & Hansen, 2010). An educationally oriented
social space perspective is fundamental to gaining a more holistic
understanding of the complexity surrounding the mobility of tertiary educated
individuals from higher education to employment.

Of underlying significance in this dissertation is the reciprocal nature of
social (space) positions and geographical mobility (i.e. how mobility influences
and is influenced by social space) (Manderscheid, 2009a; 2009b). This
underlying theme forms the premise for the integrated discussion. This
discussion on the reciprocity of social space and geographical mobility is
guided by two questions.

1) How does social space influence mobility from higher education among
tertiary educated individuals?

2) How is the social space of tertiary educated individuals influenced by
mobility from higher education?

In addition to the integrated discussion, this dissertation consists of three
complimentary studies. Each study approaches social space and mobility from
different perspectives.

3 Derivations of the terms “higher education” and “tertiary education” are used interchangeably to
denote education at ISCED levels 5 to 7 ISCED, 2012).

4 The concept “social space” originates from geography and has been conceived from a myriad of
different perspectives. However, the conceptualization of social space used in this dissertation has a
more educational starting point compared to other conceptualizations of the term.

16



CHAPTER 1

European Perspective (Study I)

The aim of the first study is to review a sample of current research on
geographical mobility of the tertiary educated in Europe and to introduce
“social space” as a concept for facilitating a relational interpretation of this
mobility. The reason for introducing social space is to discuss an alternative
perspective to economic perspectives, such as human capital theory (Becker,
1994), which dominate research on mobility of the tertiary educated
(Niedomysl, 2008; Niedomysl & Hansen, 2010). The 18 peer-reviewed articles
included in this study were published in the English language between 2000
and 2014 and were obtained from social science databases available through
the University of Gothenburg libraries. The main questions addressed in this
study are 1) What factors are deemed most influential to the destinations and
mobility propensities of the tertiary educated in the European context? and 2)
What can the concept “social space” contribute to the interpretation of these

factors?

Spatial Perspective (Study II)

This study uses higher education-related mobility (i.e. geographical moves to
and from higher education institutions for study purposes) to exemplify the
importance of context when operationalizing the concept “mobility.” The
method in which mobility of the tertiary educated is usually measured is based
on administrative boundaries, functional region boundaries, or distance that
has no real relevance to the context of higher education-related mobility
(Niedomysl & Fransson, 2014). In this study, measures of mobility that
account for the spatial arrangement of higher education was developed and
analyzed.

This study operationalizes “mobility” as a dichotomous geographical
concept representing “mobility” or “no mobility.” Then changes in the
influence of characteristics representative of individuals’ positions in social
space on the probability of mobility were analyzed when “mobility” was
operationalized differently, using common measures of mobility and the
measures developed in relation to the spatial arrangement of higher education.
Three main questions are addressed in this study — 1) How does mobility
frequency to and from higher education change when “mobility” is
operationalized differently? 2) How are multivariate relationships influenced
when mobility is operationalized differently? and 3) What is the most

17



GEOGRAPHICAL MOBILITY OF THE TERTIARY EDUCATED

appropriate operationalization of mobility to and from higher education from

an educational perspectiver

Gender Perspective (Study III)

The aim of the third study is to examine the demographic characteristics and
economic and cultural resources (i.e. social space) that have the greatest
influence on Swedish tertiary educated individuals returning to rural areas
after higher education. Furthermore, this study has a particular focus on how
gender mediates the influence of social space on returning to rural areas.
Examining gender differences is important because gender-divided analyses
are uncommon in this research area (Faggian et. al., 2017), and Sweden has a
gender-divided labor market (SOU 2004:43). The overarching question is
“How does the influence of social space on a rural return after higher
education differ between tertiary educated men and women of rural origin?”
Addressing this question is important because there is only a small amount of
knowledge on the characteristics of tertiary educated individuals who return to
rural areas (Bjerke & Mellander, 2016), and this knowledge can be used by
municipal governments to coordinate place-marketing campaigns to attract

these individuals back to rural areas.

Importance of National Geographical Mobility

Research on the geographical mobility of the tertiary educated at the national
level offers important insight on the outcomes of higher education in terms of
the national distribution of knowledge. Understanding this distribution of
knowledge is important for regional planning and development purposes
because conglomerations of tertiary educated individuals have been identified
as important for the growth and competitiveness of regional economies
(Mellander & Florida, 2014; Hansen & Niedomysl, 2009). The reason this is
important for educational research is because higher education institutions are
increasingly expected to take an active role in encouraging growth in the
regions where they are geographically located, and Sweden is no exception
(Hudson, 2000).

In Sweden, higher education institutions are expected to positively
influence patterns of geographical mobility by attracting and retaining tertiary
educated individuals in the labor markets near the institutions they attended
(SOU 2000:87). The patterns of geographical mobility to and from higher

18



CHAPTER 1

education institutions are connected to how well the educational offerings at
these institutions couple with their surrounding labor markets. Depending on
the extent those higher education institutions attract and retain individuals in
their surrounding regions implies different institutions have larger or smaller
roles in serving the educational needs of regions. Consequently, researching
the geographical mobility of tertiary educated individuals gives some
indication as to how well higher education institutions fulfill their regional
purpose of providing education that meets the needs of regional labor

markets.

Rationale for Spatial Perspectives in Education

Given that spatial perspectives are increasingly employed outside their
traditional disciplinary confine of geography and incorporated into
educational research, the question of why engaging with space is
fundamentally interesting and important to educational research arises. This
question is particularly relevant for this dissertation because the focus is on an
inherently geographical topic — national geographical mobility from higher
education.

One idea why incorporating space in educational research may have gained
increased interest from educational researchers is due to the growth of
neoliberalism and globalization in education, which forced spatial issues to the
forefront of the educational research agenda (Gulson & Symes, 2007). For
example, the rise of neoliberal policies in education underscored
differentiating spatial influences on unequal educational provision (e.g. how
the geographical distribution of schools is related to “choice”) (Andersson,
Malmberg, & Osth, 2012; Fjellman, 2017), thus forcing educational
researchers to consider the influence of space. A related development is that
of globalization, where space was brought to the front of education through
the notion of mobility — of both policies and people (Gulson & Symes, 2007).
This also may be why educational researchers have more often focused on
international mobility (Solimano, 2008) compared to national mobility.

Through engaging with issues of space such as these, the fundamental
importance of incorporating spatial perspectives in educational research
comes to light. That is, space enables a more sophisticated understanding of
education and ignoring space results in narrow and flawed understandings of

educational contexts, policies, practices, and outcomes (Gulson & Symes,
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2007). For example, ignoring the influence of space in terms of an individual’s
place of origin on their destination after higher education would result in a
flawed picture of mobility because an individual’s origin relates to their
destination (see Table 1 in Haley, 2017b). In addition, space represents a form
of power and is represented in differentiating power relationships across space
(Robertson, 2010; Gulson & Symes, 2007). With regards to education, space
can be used to understand inequalities in educational opportunities and
outcomes. For example, individuals originating from northern Sweden are
disadvantaged in their access to higher education because there are few higher
education institutions while individuals in southern Sweden have many
options in their vicinity (see Appendix A). Recognition of the importance of
spatial perspectives in education is evidenced by calls from educational
researchers for space to have a permanent place in educational research as a

new and accepted framework, rather than just viewing space as a trendy topic
of research (Gulson & Symes, 2007; Robertson, 2010).

20



Chapter 2: Background

The purpose of this chapter is twofold — to describe the spatial and
geographical arrangements, particularly in relation to higher education and the
labor market, and to define higher education-related mobility. The chapter
begins with a description of the spatial arrangement of Swedish higher
education (i.e. the geographical distribution of higher education institutions
and their characteristics). The description of the spatial arrangement of higher
education contributes further insight for wunderstanding the mobility
propensities and destinations of tertiary educated individuals in Sweden. Next,
the relationship of the spatial arrangement of higher education and the labor
market is described. For instance, the geographical distribution of higher
education institutions indicates the starting points for mobility upon ending
higher education study and the arrangement of the labor market indicates the
possible geographical locations from which individuals can enter employment.
Therefore, the spatial arrangement of higher education in conjunction with
the arrangement of the labor market influences possible mobility trajectories
from higher education. Then a brief description of different types of
geographical divisions of Sweden is given. Finally, the concept of geographical
mobility, and specifically higher education-related mobility, is defined and
elaborated.

The Spatial Arrangement of Swedish Higher
Education

The geographical distribution of higher education institutions (e.g. locations)
and their educational offerings (e.g. fields of study, degree offerings)
constitute the spatial arrangement of higher education (Haley, 2017a). The
spatial arrangement of higher education is important to the geographical
mobility of the tertiary educated because the arrangement limits the possible
mobility constellations to and from higher education. For example, the
arrangement of higher education limits students’ mobility trajectories when
entering higher education and it designates their starting point for any
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GEOGRAPHICAL MOBILITY OF THE TERTIARY EDUCATED

potential geographical mobility upon ending higher education. Therefore, an
overview of the arrangement of Swedish higher education is necessary.

The present day arrangement of Swedish higher education (see Appendix
A)’ has largely been shaped by a series of reforms. Reforms in the higher
education system increased at the end of the 1960s with the introduction and
expansion of program offerings within the philosophy faculties. Then in the
frame of a higher education reform in 1977, 17 new university colleges were
established to complement the existing universities and vocationally oriented
institutions. These new, small and medium sized institutions were established
to primarily offer undergraduate education. Educational offerings and student
volume at the new university colleges were slow to develop at the beginning,
but as individual and community interest in higher education expanded, the
role of these institutions in the higher education system also grew. The
development of these institutions in the 1970s was primarily based on moving
teacher education, social work, and nursing programs from post-upper
secondary schools to higher education. In the 1980s, the university colleges
were further expanded when the engineering and technical programs were
moved to higher education from the post-upper secondary schools
(Hogskoleverket, 1998). Since this time, some university colleges have been
granted the ability to award doctoral degrees and status as “new universities.”

Acknowledging the distinctions among the different higher education
institutions and their educational offerings is important because they relate to
the perceived prestige of these higher education institutions in society. Even
though Sweden officially has a unitary higher education system according to
the 1993 Higher Education Act (SFS, 1993: 100), these systemic differences in
Swedish higher education support the notion that the system may actually be
binary (Askling, 2012; Kyvik, 2004) or even more complex (Holmberg &
Hallonsten, 2015). Therefore, not only does the spatial arrangement of higher
education limit possible mobility constellations through the geographical
distribution of higher education institutions, but the arrangement also
facilitates geographical mobility to higher education by appealing to different
preferences among students (e.g. preferences of field of study, program, or
institutional reputation). For instance, even though a higher education
institution might be geographically accessible to a student, such that they are

> Appendix A shows all higher education institutions in Sweden. Only the largest institutions were
included in the analyses that are part of this dissertation.
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CHAPTER 2

not required to be mobile in order to participate in higher education, they may
prefer an educational program outside those offered at their local institution
or prefer to attend a more reputable institution, thus prompting geographical
mobility when entering higher education.

Distinctions among the higher education institutions also might influence
geographical mobility from higher education. For example, employers may
have different perceptions of tertiary educated individuals who pursued
degrees in the same field of study but at different institutions with differing
reputations. Therefore, distinctions in prestige among the higher education
institutions may limit the locations within which tertiary educated individuals
may enter employment.

Following the reforms the number of students increased in the late 1980s
through 1990s. Prior to this time the number of students stayed relatively
unchanged. At the universities, there was a 55% increase in students and at
the new and smaller institutions the numbers increased almost threefold. This
expansion of the higher education system meant that higher education became
more geographically accessible outside traditional university cities
(Hogskoleverket, 1998).

Since the reform, one could say that the geographical distribution of study
opportunities in Sweden with respect to promoting equality has been
successful. On the other hand, reducing the gender and social stratification of
students within academic programs and specializations still has room for
improvement (Berggren, 2008). Naturally this also relates to social
stratification within the labor market, which implicates gendered geographical
mobility into the labor market.

The Spatial Arrangement of the Labor Market

Features of the labor market, such as regional unemployment rates and the
size and distribution of industries, are often included in studies on
geographical mobility of the tertiary educated conducted by human
geographers and economists. Although some research has shown important
relationships between features of the labor market and mobility of the tertiary
educated (e.g. Venhorst, van Dijk, & van Wissen, 2011; Faggian, McCann, &
Sheppard, 2007), other studies have speculated that these features may be less
important to the geographical mobility decisions of the tertiary educated than
the general population because typically the tertiary educated have lower
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unemployment propensities (Faggian, McCann, & Sheppard, 2006). Moreover
much of the focus of this earlier research lies in how these labor market
teatures influence the mobility of the tertiary educated or, conversely, how
their mobility influences these labor market features within regions (e.g.
regional development, regional winners and losers).

Alternatively, since this dissertation is written from an educational
perspective, the spatial arrangement of higher education is primarily
emphasized while the labor market is of secondary importance. The spatial
arrangement of Swedish higher education in combination with the spatial
arrangement of the labor market has implications for where the tertiary
educated enter the labor market upon ending their studies. For instance, Study
IT (Table 1) indicates that the medicine / odontology, fine atts, and forestry /
agriculture fields of study are not ubiquitously distributed across Swedish
higher education institutions (i.e. programs offered within these fields of study
are only located at select institutions). This distribution suggests that students
who pursue these fields of study may need to be mobile in order to find
appropriate employment (e.g. employment that matches their level of
education and field of study). The reason for needing to be mobile is due to
the likelihood of there not being enough appropriate employment
opportunities in the areas surrounding the higher education institutions
offering these fields of study. Thus, the likelihood of finding appropriate
employment in these areas for all students who studied in these fields is likely
to be slim. Consequently, the spatial arrangement of higher education in
combination with the arrangement of the labor market influences
opportunities for the tertiary educated to obtain employment appropriate to
their education and as such may prompt geographical mobility in order to
obtain appropriate employment.

Evidence of the relationship between employability and geographical
mobility has taken root both in European level policy initiatives, as well as in
Swedish policies. At the European level, for instance, the European
Commission has emphasized mobility within and between countries as a way
for individuals to take responsibility for their employability (Mitchell, 2006;
Bonin et al., 2008). In Sweden, policy proposals have suggested mobility as a
method for reducing economic problems, such as unemployment (SOU
2006:102). For the tertiary educated, moving to obtain appropriate
employment may be especially pertinent in order to recoup lost time and
income on the labor market due to participation in higher education.

24



CHAPTER 2

Geographical Divisions of Sweden

Three different types of geographical divisions or units are referred to in this
dissertation: municipalities, counties, and labor market areas. Municipalities
and counties are considered to be administrative regions while labor market
areas are considered functional regions. As administrative regions,
municipalities and counties were created for purposes of public
administration. For example, municipalities have elected local governments,
taxation rights, and responsibilities for various social services, including
operating school and health care facilities (Niedomysl & Fransson, 2014).
Counties also have some administrative functions such as taxation rights and
have responsibility over some public services. Sweden has 290 municipalities
and 21 counties (Statistics Sweden, 2011). For maps illustrating the municipal
and county divisions, see Appendix B and Appendix C respectively.

As functional regions, labor market areas were constructed to measure a
specific, functional purpose. In Sweden, labor market areas are constructed by
Statistics Sweden and are based on commuting patterns between
municipalities that is related to employment. In the 2008 division of labor
market areas, which is used in this dissertation, there are 75 different areas
(Statistics Sweden, 2010; 2011). The labor market area divisions are illustrated
in Appendix D.

The “Mobility” Concept

“Mobility” is the preferred term to describe the geographical movements of
individuals to and from higher education in this dissertation. However, the
term “migration” is often used alone or interchangeably with the term
“mobility” in current research. Identifying this movement as a migration has
connotations of a long-distance, long-term move while mobility is often
conceived as shorter movements in terms of duration and distance (e.g.
commuting between cities). There is a tendency in research on the movement
of tertiary educated individuals into the labor market towards the use of
“migration” to define this movement. However, young, tertiary educated
individuals often move several times, especially at the beginning of their
careers (Lemistre & Magrini, 2011). In addition, this movement can be part of
an educational mobility cycle with individuals moving to attend higher
education and returning to their home regions upon ending their studies. This
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cyclical movement is one reason the term “mobility” is preferred in this
dissertation.

In recent years, the social sciences have experienced a “mobilities turn”
where distinctions between terms such as mobility, movement, and migration
have been clarified. “Movement” has been argued to actually be mobility
extracted from power contexts. While movement is without meaning, history,
and ideology, mobility is a socially produced motion (Creswell, 2000).
Therefore, using the term “mobility” to describe movement of the tertiary
educated from higher education institutions implies that these movements are
intertwined with sociality and social stratification.

The “mobilities turn” was further elaborated by Sheller and Urry (2000)
with their “mobilities paradigm.” Their paradigm consists of five mobility
forms: corporeal mobility, the movement of material objects, imaginative
travel, virtual travel, and communicative travel (King, 2012). Corporeal
mobility refers to the mobility of people in daily life, such as through
commuting, as well as once-in-a-lifetime, long-distance moves. Therefore,
migration and moves related to higher education is a type of mobility, which
falls under the corporeal mobility category. The mobilities paradigm
challenges traditional sedentary and state-centered perspectives on society and
education, which treats stability and immobility as normal (Sheller & Utrry,
20006). The mobilities paradigm has also expanded the definition of mobility to
include the movement of ideas and policies in addition to the movement of
people. For example, “mobility” can encompass the movement of individuals
in the educational sphere, such as is the focus of this dissertation, as well as
shared (non-local) educational policies, ideas, and incentives (Landri &
Neumann, 2014).

In relation to higher education, the main focus of the mobilities paradigm
is on how the mobility and immobility of people, ideas, and objects related to
education is economically, symbolically, and materially produced and
reproduced (Landri & Neumann, 2014). For example, the spatial arrangement
of higher education together with an individual’s social position imposes
perceptions of geographical mobility and immobility. The combination of
these aspects reinforces the immobility of some individuals while enhancing
opportunities for mobility among others. This corresponds with Cattan’s
(2012) description of mobility tendencies — “Being mobile is not just about
geographical space, but also, and probably above all, about social space” (p.
86). Gender, social class, and ethnicity influence the way individuals are
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mobile (eg. in terms of destination, frequency, and speed) (Creswell & Uteng,
2012).

With regards to education, the mobilities paradigm offers a perspective
through which to understand the interconnections between the spatiality of
education and the (re)production of inequalities as they relate to education-
related mobilities (Landri & Neumann, 2014). For these reasons, “mobility” is
most often used when referring to the geographical movements of the tertiary
educated from higher education in this dissertation, with exception of the first
study. In the first study, “migration” is used since this term reflects the
commonly used terminology in the literature that was reviewed for the study.
Therefore, the decision was made to be consistent with the literature rather

than impose a perspective that was not explicitly referred to in the literature.

Higher Education-Related Mobility

Higher education-related mobility refers to the two points in time when young
people are most likely to be geographically mobile - when entering higher
education and when leaving higher education. Mobility of the tertiary
educated when leaving higher education is sometimes viewed as a subset of
youth mobility with some students taking a break or “gap year” after their
studies and before beginning employment, for example (King, 2012).
However, higher education-related mobility has some clear distinctions from
youth mobility and other types of geographical mobility.

The distinguishing aspect of geographical mobility upon entering higher
education is the undertaking of formal education as the primary purpose for
mobility (Raghuram, 2013). However, the distinction for individuals who have
recently ended their higher education studies is their motivation to find a job
that is reflective of their recently achieved education. Therefore, when many
students end their higher education studies, their mobility decisions are tied to
both the spatial arrangement of higher education and the arrangement of the
labor market, as well as their own demographic backgrounds and cultural and

economic resources.

Mobility of the Swedish Tertiary Educated

In Sweden, research has shown that newly admitted higher education students
tend to move to areas with a high people climate (e.g. areas that are diverse,
open-minded, and overall welcoming to different populations) (Hansen &
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Niedomysl, 2009). Large cities usually qualify as areas with a high people
climate. However, if students move when they end their studies, the students
tend to move to areas with a lower people climate (Hansen & Niedomysl,
2009). This idea is in contrast with findings from the Swedish Council for
Higher Education, which show that tertiary educated individuals move to
Sweden’s largest city areas after higher education (Hogskoleverket, 2011).
Furthermore, the counties where the tertiary educated most often move to
after higher education include Stockholm, Uppsala, Skine, and Vistra
Gotalands counties (Hogskoleverket, 2011). The Swedish Council for Higher
Education speculates that this might be in great part to larger regional labor
markets, better educational opportunities, and social factors appealing to
young adults.

These contrasting conclusions may stem from Florida (2002) who
theorized on the relative attraction of people climate in the United States.
Hansen and Niedomysl (2009) employed Florida’s theory even though there
are differences in contextual factors between the United States and Sweden.
Florida’s theory might not be applicable in Sweden. One reason the notion of
people climate may not be applicable in Sweden is because there are stronger
regional hierarchies in Sweden than in the United States. Since there are more
major cities with diverse and large labor markets in the United States for
individuals to choose from, people climate may be a more an important factor
in an individual’s mobility and destination after higher education. However,
this is not the case in Sweden. Hansen and Niedomysl (2009) also conducted a
survey, which supported this notion that people climate may be less influential
in Sweden. The results showed geographical mobility and destination
corresponded more with employment opportunities and social factors. The

survey respondents rarely mentioned factors related to people climate

(Hansen & Niedomysl, 2009).
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Chapter 3: Theoretical Framework

Social space forms the theoretical basis in this dissertation. This chapter
introduces the concept of social space and outlines and contrasts the
contributions of a social space perspective with dominant theoretical
perspectives for understanding geographical mobility of the tertiary educated.
The operationalization of social space in Studies II and III is also discussed.

Social Space

Social space is part of a broader “spatial turn” in educational research, as
evidenced in the programs of educational research conferences and in special
issues of educational journals that have focused on critical geography in
relation to education (Middleton, 2014). This spatial turn in educational
research has been characterized by an increased consideration of the spatial
contingencies of education and learning (Waters, 2016). Specifically, education
influences students unevenly because the influence of education is spatially
contingent, both in terms of geographical and social space.

While educational research from a historical perspective is a common and
long established part of the field, educational geography (its spatial equivalent)
is underdeveloped. The focus on historical perspectives may be due to a
tradition of historical approaches dominating geographical approaches in
social theory. The idea that change is more responsive to time than space
forms the basis for focusing on time rather than space. However, part of the
move towards socio-spatial theories in education is the notion that space
without time is as unlikely as time without space (Gulson & Symes, 2007) (i.e.
space cannot be understood without taking time into account and time cannot
be understood outside spatial contexts).

Social space has been conceived by a number of different theorists, such as
Harvey (2009), Lefebvre (1991), Massey (1994), and Sayer (1992; 2000), from
varying philosophical perspectives, including structuralism, genealogy,
Marxism, and realism (Shields, 1991). Social space, as employed in this
dissertation, is based on Pierre Bourdieu’s conceptualization, which has its
theoretical ~starting point in  “comstructivist  structuralism —or  structuralist
constructivisn?” (Bourdieu, 1989, p. 14). By structuralism Bourdieu (1989) means
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there are objective structures in the social world that guide and constrain an
individual’s practices and representations. With regards to constructivism,
Bourdieu means that social origins form from “schemes of perception,
thought, and action” (i.e. habitus) as well as social structures and particularly

of “fields and of groups” (Bourdieu, 1989, p. 14).

Bourdieu’s Conceptualization of Social Space

Unlike many conceptualizations of social space from geographers, Bourdieu’s
concept of social space does not center on geographical or physical space
(Creswell, 2002). Therefore, Bourdieu’s work is often unrecognized in many
texts and research by geographers. Instead Bourdieu (1985; 1984; 1986, 1989)
focuses on the relationship of social and geographical space in terms of how
groups form and take shape in society and to explore social distance and
proximity (Reed-Danahay, 2015). In addition, Bourdieu often connects social
space to examples from education. Therefore, social space per Bourdieu was
selected as the theoretical starting point for this dissertation.

Among Bourdieu’s theoretical contributions, social science researchers
have often emphasized “social field” rather than “social space” and
differences between the two concepts are often overlooked (Reed-Danahay,
2015). “Field” refers to the arenas where power relations are expressed and
reproduced, such as within academia (Bourdieu, 1984) or the labor market
(Bourdieu, 2001). Important to the concept “field” is that the forms of capital
have different values within different fields. To illustrate, Bourdieu (1984)
states that “...in a particular field, the properties, internalized in dispositions
or objectified in economic or cultural goods, which are attached to agents are
not all simultaneously operative; the specific logic of the field determines
those which are valid in this market, which are pertinent and active in the
game in question...” (p. 113).

Social space, on the other hand, is understood by Bourdieu as more of a
social structure. According to Bourdieu, individuals are distributed in social
space in accordance with their accumulated capital (i.e. resources) (Bourdieu,
1985; 1986). Specifically, individuals are distributed in social space according
to the amount of capital they possess as well as the structure or composition
of this capital (Bourdieu, 1989). Furthermore, Bourdieu understands space as
relational, meaning that an individual’s position in social space is dependent
on their relation to other individuals. The primary forms of capital that
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constitute Bourdieu’s social space are economic and cultural capital because
he considers these as fundamental differences between individuals that cannot
be ignored (Bourdieu, 1985).

Individuals develop certain dispositions, tastes, and points of view, which
are representative of their position in social space (Bourdieu, 1996). These
different preferences and perspectives have been termed “habitus” by
Bourdieu. Habitus implies a sense of place among individuals as well as a
sense for others’ place (Bourdieu, 1989). According to Bourdieu (1989),
“...through habitus, we have a wotld of common sense, a world that seems
self-evident” (p. 19). Habitus is acquired from early childhood and onwards,
and the orientations and dispositions of habitus have differing values in social
space (Reed-Danahay, 2015). Thus, habitus, which is formed from the amount
and composition of an individual’s capital, is reflective of an individual’s

position in social space.

Gendered Social Space

In addition to economic and cultural capital positioning an individual in social
space, Bourdieu suggests the possibility of organizing individuals in
accordance to other principles of division such as gender (Bourdieu, 2001).
However, Bourdieu (1984; 2001) suggests these other principles of division
are secondary to the influence of economic and cultural capital on an
individual’s position in social space. One reason why Bourdieu may view
gender, in particular, as secondary is because gender has the appearance of
being universal and natural (e.g. gendered fields of study and gendered
occupations) (McCall, 1992). According to Bourdieu (2001), gender divisions
appear natural because of biological difference, which hinders the
acknowledgement of gender divisions being social constructions. As a result,
gender can be perceived to function as a “mediating dimension” of social
space, suggesting that economic and cultural capital is gendered (McCall,
1992, p. 842)°. Therefore, gender, in combination with economic and cultural
capital, can be viewed as influencing and modifying each other in different
social contexts (Moi, 1991).

Bourdieu (2001) also claims that social space organized in a gender-divided
manner facilitates perceptions of how individuals ought to behave and

construct their lives in accordance with their gender. That is, while economic

© A contrasting perspective is to view gender as a form of capital (see McCall, 1992 for an example).
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and cultural capital shapes an individual’s habitus (Bourdieu, 1996), habitus is
also gendered (Skeggs, 1997). For example, in Masculine Domination Bourdieu
intersects economic and cultural capital and the female experience in his
examples of workplace harassment of women in job situations at opposing
ends of the career hierarchy (ie. a production line worker versus a managing
director). He summarizes the impact of gender on social space as follows:
“...whatever their position in social space, women have in common the fact
that they are separated from men by a negative symbolic coefficient, like skin
colour for blacks, or any other sign of membership of a stigmatized group,
negatively affects everything that they are and do, and which is the source of a
systematic set of homologous differences” (Bourdieu, 2001, p. 93). This
statement can be interpreted such that even though women from all
backgrounds may share the experience of being dominated by men, they are
still separated from each other by economic and cultural differences, which
influence their approaches to enduring masculine domination.

In the context of geographical mobility among the tertiary educated, one
could infer that while an individual’s social position in terms of economic and
cultural capital will certainly influence their opportunities, knowledge, and
perceptions of mobility and destinations after higher education, their decisions
will also be gendered. For example, having children has a greater influence on
women’s mobility than men’s mobility (see Table 3 in Haley, 2017b) because
women have traditionally been in domestic and caring roles and may feel a
stronger pull to take these aspects of their lives into account when making a

decision to be mobile.

Geographical Space and Social Space

An individual’s position in social space is often closely linked to their position
in geographical space. The construction of social space implies that people
with similar positions in social space, share similar experiences, interests, and
dispositions, so they are likely to behave similarly. With regard to geographical
mobility, Bourdieu implies that the closer individuals are located in
geographical space, the closer they are in social space, meaning they share
more commonalities. Thus, individuals who are close together in social space
have a tendency to congregate in geographical space, by choice or out of
necessity (Bourdieu, 1989).
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In essence, an individual’s position in geographical space is reified social
space (Bourdieu, 1996). This implies that an individual’s position in social
space is more or less translated into their position in geographical space. Since
the places or locations that individuals inhabit are representative of their social
space, individuals of differing social spaces will reside in geographical settings
of differing values. For instance, individuals with higher incomes may live in
more attractive and favored areas (Reed-Danahay, 2015). Therefore, according
to Bourdieu (1985), many differences between individuals that may be
attributed to geographical space (e.g. access to higher education in urban areas
compared to rural areas) are actually the influence of distance in social space
(i.e. unequal distributions of resources in geographical space).

An individual’s position in geographical space, particularly during higher
education, may also reinforce or change their position in social space. For
instance, since universities and university colleges in Sweden are perceived as
offering different types of education (Askling, 2012; Holmberg & Hallonsten,
2015; Kyvik, 2004), which relate to varying degrees of prestige, the type of
institution a student attends and its geographical position has implications for
a student’s social space position upon ending their studies. This occurs
because individuals are characterized by the place they are located more or less
permanently, such as their place of residence, as well as temporary places
(Bourdieu, 1996) such as the higher education institution they attend. In terms
of mobility from higher education, individuals linked in social space may
express similar mobility patterns not just because they share similar
characteristics but also because they seek similar locations where they may

reap the most labor market benefits.

Operationalization of Social Space

Social space is operationalized in Studies II and III in terms of characteristics
that constitute an individual’s economic and cultural capital. This capital can
be either inherited through one’s parents or it can be acquired by the
individuals themselves (Bourdieu, 1986). Therefore, some variables used to
operationalize social space in Studies II and III pertain directly to an
individual and others to their parents.

To operationalize economic capital, parental income was used. Parental
income is viewed as an inherited capital and acceptable for examining the

population studied in this dissertation because young people are primarily
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located in social space through the capital of their parents (Melldahl &
Borjesson, 2015). While there are certainly other characteristics that reflect an
individual’s economic capital (e.g. property ownership of the individual or
their parents), the dissertation was restricted to a limited set of data relating to
an individual’s personal economy.

Cultural capital is operationalized through an individual’s educational
capital, a sub-form of cultural capital (Bourdieu, 1984). Therefore, in Studies
IT and III an individual’s cultural capital is primarily constituted by their
educational trajectory (i.e. their field of study, the type of higher education
institution they attended, the geographical location of the higher education
institution, and their upper secondary school grades) but also includes the
level of their parents’ education. Parental education provides some indication
of the cultural capital an individual was exposed to during their youth and the
knowledge that may be available to help them capitalize on their education
(e.g. knowledge on the most opportune places to enter the labor market).
Study location is viewed as representing cultural capital since it symbolizes
acquired knowledge of a place and expanded social connections that could
influence an individual’s social and geographical mobility.

Bourdieu (1984) focused on the importance of level of education to
operationalize educational capital. However, the reason for including several
different variables for characterizing an individual’s educational capital rather
than only considering their level of education is because educational capital
can no longer be reduced to just level of education due to the massification of
higher education. Therefore, it is necessary to distinguish between different
types of educational pathways (Borjesson, Broady, LLe Roux, Lidegran, &
Palme, 2016) such as different higher education institutions and fields of study
as these represent varying levels of prestige.

Other characteristics of individuals that may influence their position in
social space and that can influence their geographical mobility were also
included as supplementary demographic variables in Studies II and III.
Bourdieu (1984) identified gender, age, and geographical location as the most
important secondary characteristics to economic and cultural capital.
Therefore, these characteristics were operationalized by an individual’s sex /
gender, their age at the time they ended their higher education studies, and
their origin location. In addition to these characteristics, a variable
characterizing whether or not an individual lived in a family with a minor at
the time they ended their higher education studies was included because this is
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likely to have influenced their geographical mobility from higher education
(see Haley, 2016, p. 485).

Dominant Theoretical Perspectives

While social space is employed in this dissertation to understand the mobility
of the tertiary educated, research in this area has traditionally been guided by
economic perspectives such as human capital theory (Becker, 1994) and
spatial job-search models. Under human capital theory, the assumption is that
individuals become mobile when the benefits of mobility outweigh the costs.
This theory suggests that those with more education are more likely to be
mobile in order to reap the greatest returns from their educational investment
(Branden, 2013; Wikhall, 2002). Human capital theory also suggests mobility
occurs when the expected benefits of a potential destination exceed the costs
associated with mobility. Because tertiary educated individuals have forsaken
time on the labor market while studying and because mobility may increase
returns on time and money invested in higher education, human capital theory
suggests that tertiary educated individuals will be more mobile than individuals
with lower education.

Spatial job-search models include theories such as dual labor market theory
(Reich, Gordon, & Edwards, 1973). Dual labor market theory suggests labor
opportunities are segmented into jobs that either require higher education and
skills or do not. Jobs requiring higher education more often offer job security,
high wages, and good career and promotion opportunities while jobs requiring
less education and fewer skills are often low-paid, have limited job security,
and few opportunities for promotion. Vacancies in the latter kind of jobs are
primarily filled with local labor while jobs that require higher education more
often target potential employees outside local labor markets.

According to this theory, jobs that demand higher education often offer
better career prospects than jobs that do not demand higher education. Such
prospects may help with understanding the influence of education on
mobility. Mobility often functions as a way to match ones skills with a suitable
employer and the pay-off from mobility could therefore be larger for
individuals in sectors with good career prospects compared with other
individuals. More specifically, tertiary educated individuals might not be more
mobile because of their education as such, but because of the career
possibilities associated with the jobs in which they work. The generally higher
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income among tertiary educated individuals could also help in understanding
why they are more mobile than individuals with less education (Lundholm,
2007).

These economic perspectives assume individuals are economically rational
and make decisions regarding their mobility independently of other
individuals. For example, human capital theory suggests the tertiary educated
move from rural to urban areas (l.e. from areas with small and weak
economies to areas with large and growing economies) because it would give
them an economic advantage. However, not all tertiary educated individuals
move to large urban areas after ending their higher education studies (see
Table 1 in Haley, 2017b). There must be other factors that influence their
mobility that human capital theory does not consider. Furthermore, human
capital theory portrays the labor market as gender neutral while different labor
market patterns among men and women are thought to be a result of
biologically informed choice rather than a reflection of gender structures in
the labor market (Boucher, 2016).

In the search for an alternative approach to these economic perspectives,
other researchers have employed theories of place attachment to explain
mobility and destination. Place attachment refers to the features of a place
that serve as criterion for choosing one place over other places (Pollini, 2005).
This perspective assumes individuals have “insider advantages” (L.e.
geographically embedded assets) attached to certain places, such as their place
of origin, that make moving to other places less advantageous (Dahl &
Sorenson, 2010; Wikhall, 2002). Furthermore, attending higher education
away from one’s place of origin can shift an individual’s attachment to a place.

Place attachment also corresponds with theories of place identity. Place
identity refers to the relationship between people and places and the role that
place has in shaping an individual’s identity and perceptions of belonging and
life purpose (McAndrew, 1998). For example, when students move to attend
higher education, this initial transition from home to higher education
exemplifies a change in their socio-spatial context which can lead to evolving
people-place relationships. While studying in higher education, students meet
new people and may experience new places and situations that can lead them
to gaining a new perspective on life. During this time students’ meaning of
place can be re-evaluated and re-defined (Chow & Healey, 2008), which can
result in evolved, multiple senses of place and belonging (Holton, 2015a). In

relation to individuals from rural regions who relocated to urban regions for
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higher education, they may have developed a new sense of place identity that
is at odds with their place of origin. For instance, students may develop new
social attachments during higher education that create a positive sense of
place toward urban areas. Consequently they may no longer feel that they
belong outside urban areas due to changed relationships with family and
friends who stayed in their rural home regions (Gabriel, 2006; Cicognani,
Menezes, & Nata, 2011). This is particularly relevant for women from rural
areas that no longer feel they belong in societal environments rich with
patriarchal traditions, as is common in rural areas (Rauhut & Littke, 2010).
While these theories of place attachment provide an important perspective
through which to understand the mobility of the tertiary educated, they
require knowledge on an individual’s perceptions and motivations, which are

more closely tied to qualitative investigations of mobility.

Contributions of Social Space

Bourdieu’s conceptualization of social space contributes an alternative lens
through which to reflect on the mobility and destinations of the tertiary
educated, which contrasts with the economic perspectives prevalent in this
tield of research. For example, social space provides a perspective that can aid
in understanding divergences in general patterns of geographical mobility,
such as mobility to rural areas, which are not consistent with economic
perspectives. Additionally, while economic perspectives such as human capital
theory (Becker, 1994), tend to ovetrlook gender inequalities and issues of
discrimination and power (Boucher, 2016), Bourdieu’s social space recognizes
the mediating influences of gender (Bourdieu, 2001). Bourdieu’s social space
also centers on social rather than geographical space, of which the latter is
more common among perspectives of social space originating within the field
of geography (e.g. Lefebvre, 1991; Harvey, 2009).

While Bourdieu emphasizes “space,” he does not connect space with time
(e.g. temporal influences on an individual’s social space). This is a clear
disadvantage of Bourdieu’s conceptualization of social space. However, since
this dissertation does not emphasize changes over time, the advantages of

Bourdieu’s conceptualization of social space outweigh this limitation.
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Chapter 4: Methodology

This chapter primarily focuses on discussing the decisions made during the
preparation of data used in Studies II and III. While Study I consists of a
literature review, Studies II and III are empirical articles using register data
(i.e. administrative data). Because the register data was originally collected for
purposes other than the studies in this dissertation, a significant amount of
preparation was required before it could be used. This chapter also describes
the variables and methods used to examine the relationship of social space
with mobility propensity and destination. Finally, limitations and validity
issues are discussed.

Data

Study I is a literature review, meaning that a summary of pre-existing analyses
of data is presented. The review consists of 18 articles published between
2000 and 2014 on the topic of mobility of tertiary educated individuals. The
focus is on peer-reviewed articles that were published in English and
accessible through the University of Gothenburg Library. An interdisciplinary
search of journals ensued in order to obtain a well-rounded understanding of
the common themes in relation to geographical mobility of the tertiary
educated. Searching within journals from different disciplines in the social
sciences is particularly important since this topic is interdisciplinary in nature.
Following an initial search of keywords in the library databases, articles were
selected for inclusion in the review based on an examination of their titles and
abstracts for relevance to the topic under study.

To compliment this literature review, which can be deemed distant and
distorting because it encapsulates analyses of data from other researchers,
(Gorard, 2012), Studies II and III use register data from the Gothenburg
Educational Longitudinal Database (GOLD). Population registers such as
GOLD are generally associated with Northern European countries, especially
Scandinavian countries, since individuals are required to notify authorities of a
change of address when they move (Bell & Brown, 2014). The use of official

39



GEOGRAPHICAL MOBILITY OF THE TERTIARY EDUCATED

data, such as register data also has a long history in the educational and social
sciences (Gorard, 2012).

In Sweden, people are assigned a personal identification number, which
allows them to be traced in different administrative registers. GOLD provides
educational information from the ninth grade and beyond for individuals born
between 1972 and 1995. This database also has information on an individual’s
parental education, income, occupation, civil status, and national background
for example. The studies included in this dissertation analyze the total
population of individuals born between 1973 and 1982 and who resided in
Sweden at age 16. The most recent data is from 2012 when the population
was between the ages of 29 and 38 years.

Ethical Considerations

Statistics Sweden handles register data prior to allowing access to any
researchers. During this process, an individual’s personal identification
number is replaced with a different non-identifiable number, which is then
provided to the researchers. This is a precaution taken to keep an individual’s
identity anonymous. Due to security agreements, GOLD data is only available
for the duration of a research project and only to those researchers working
on the project. Additionally the data is accessed through Statistics Sweden, so
only the researchers working on the project have access, and only the specific
data needed to carry out the project is supplied. Furthermore, since the studies
in this dissertation investigate groups rather than individuals, the data are
ageregated to a degree where no individuals should become identifiable in the
results. Therefore, consent claims are not usually applied for with this type of

data, so approval by an ethics committee is not required.

Population

In Studies II and III the “tertiary educated” born between 1973 and 1982 is
the focal population. The tertiary educated are individuals who completed a
minimum of 120 credits, which is equivalent to two years of full-time higher
education study. This parameter is based on the minimum accumulated credits
needed to obtain a higher education diploma (hogskoleexamen), which is part
of first-cycle (i.e. undergraduate) education, yet is different from a bachelor
degree that requires 180 credits (UHR, 2013). However, tertiary educated

individuals, as defined in these studies, have not necessarily been awarded a
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degree. In Sweden many students do not apply for degree or diploma
certificates even though they completed the necessary program requirements.
This can result in individuals obtaining enough credits for the degree but not
actually possessing the certificate stating they had done so. Furthermore, there
is a possibility that individuals may have only studied lower division courses,
thus not qualifying for a higher education credential.

Study II also examines “students.” Students are individuals who study at
least 75% full-time equivalent or 45 academic credits each year. However, if
students drop below 75% full-time equivalent, they no longer have “student”
as their primary occupational status. The 75% full-time equivalent parameter
is based on the established requirements for students to obtain a government
loan for higher education studies (SFS 1999: 1395). Establishing these
parameters facilitates identifying those individuals whose main activity is
studying.

In Study III the tertiary educated population is further reduced to only
include those individuals who originated from rural areas. An individual’s
place of origin is based on their address a year before beginning higher
education. The definition of “rural area” departs from a division of nine
groups developed by the Swedish Association of Local Authorities and
Regions (SKL, 2011). Figure 1 illustrates the population selection for Studies
IT and III.
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Total Population Born 1973-1982
(1,034,160)

Regstered for Higher Education

(504,024)
Completed 120 or More Credits Completed Credits Three Quarter-
Time for First Two Years
(377,751) (382,198)
“Students” Study 11

Ended Studies by 2010
(348,187)

“Tertiary Educated” Study 11

Originated from a Rural Area
(83,378)

Study IIT

Figure 1 Population Selection

Note: Only individuals who resided in Sweden at age 16 are included in the total population. Individnals
from the total population who were missing basic background information were excluded. Tertiary educated
individnals missing residential information two years after ending their studies (less than 2.4%) were
excluded from Study 11. Tertiary educated individuals missing residential information before (less than
.03%) or after (less than 2.4%) higher education were excluded from Study I1I.

Independent Variables

The independent variables” used in Studies II and III include characteristics
reflective of an individual’s social space (i.e. their economic and cultural
capital) and demographic background. Many of the demographic variables are
commonly studied in research on mobility of the tertiary educated, as
evidenced in Study I. Table 1 depicts the variables used in Study II and the

7 Many of the independent variables are used in both Studies II and IIl. However, sometimes the
reference categories for these variables (i.e. parental education, higher education institution type,
field of study, and upper secondary grades) differ between Studies II and III. Different reference
categories were chosen so that the resulting average marginal effects from the analyses were
positive, thus making interpretation easier for readers who may be less familiar with interpreting
these outcomes.
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descriptive statistics of the students and tertiary educated examined in that
study. Table 2 shows the variables used in Study III and the descriptive
statistics of the tertiary educated of rural origin that were examined in Study
I1I.

Table 1 Descriptive Statistics for Study

Students Tertiary Educated
% N % N

Gender

Male 42 160,049 42 147,514

Female 58 222,149 58 200,673
Origin Location

Metropolitan Area 30 113,720 29 102,071

Small City Area 46 177,789 47 162,738

Rural Area 24 90,689 24 83,378
Parental Education

No Tertiary Education 51 194,731 51 176,841

Tertiary Education 49 187,467 49 171,346
HEI Type

New Universities 15 58,219 14 49,815

Old Universities 56 212,650 60 208,711

University Colleges 29 111,329 26 89,661
Field of Study?

Education 15 56,067 16 56,278

Social Sciences 27 105,532 30 104,707

Natural Sciences 7 27,708 6 21,244

Technology 24 91,326 26 90,895

Medicine / Odontology 2 7,037 3 9,808

Health Sciences 8 31,450 9 32,748

Fine Art 1 3,781 1 3,558

Forestry / Agticulture 1 2,400 1 2,813

Humanities 14 54,070 7 23,008

Other 1 2,827 1 3,128
Upper Secondary Grades

Low 9 35,036 9 30,387

Average 38 143,196 38 130,958

Good 37 143,029 38 133,098

High 9 35,898 9 33,319

Unknown / Missing 7 25,039 6 20,425
Study Location

Metropolitan Area 39 150,484 43 148,588

University Town 61 231,714 57 199,599
N (Total) 100 382,198 100 348,187

Source: Haley (2017a)

8 Since some students change their field of study during higher education, the number of students
associated with a particular field of study may differ from the number of tertiary educated
individuals associated with that field.
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Economic and Cultural Capital

The following characteristics were included as independent variables to
operationalize economic and cultural capital, which are the primary
components of social space according to Bourdieu (1985; 1986):

Parental income consists of the combined annual income of an individual’s
parents when the individual was 16 years old. This variable represents the
economic resources available to an individual and is represented in quintiles.
Included in the lowest income quintile are individuals whose parents have no
income or where information on their income is unknown. This variable is
used in Study II1.

Parental education indicates whether or not at least one parent (i.e. the
biological or legal mother or father) completed at least two years of higher
education by the time the individual turned 16 years old.

Field of study is categorized in accordance with the International Standard
Classification of Education (ISCED) 1997 classification, which was developed
by UNESCO (2006). However, some exceptions were made for use in
Sweden. For instance, veterinary studies were categorized under medicine and
social work studies were categorized within the social sciences. In ISCED,
veterinary studies were categorized within agriculture and social work was
categorized within health and welfare (UNESCO, 20006). Furthermore,
humanities and the fine arts are disaggregated in this study as well as medicine
and health sciences. For the population under analysis in this dissertation,
tield of study was determined by identifying the field where most credits had
been earned. The specific categorization used in this dissertation was created
within the GOLD database and was originally developed by Statistics Sweden
and the Swedish National Agency for Higher Education and in collaboration
with several university representatives.

Higher edncation institution Hpe is organized into three categories: university
colleges, new universities, and old universities. This variable symbolizes the
relative prestige of the institution where an individual studied, with the
greatest amount of prestige being attached to the old, well-established
universities. For tertiary educated individuals, this variable is based on their
last attended higher education institution. For “students” in Study II, this
variable is based on the first higher education institution an individual
attended.
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Table 2 Descriptive Statistics for Study Il

% N
Gender
Men 41 33,948
Women 59 49,430
Parental Income
1 (Lowest) 20 16,338
2 25 20,747
3 23 19,620
4 20 16,415
5 (Highest) 12 10,258
Parental Education
No Tertiary Education 60 49,683
Tertiary Education 40 33,695
HEI Type
New University 21 17,428
Old University 49 41,199
University College 30 24,751
Field of Study
Education 20 16,979
Social Sciences 26 21,912
Natural Sciences 6 4,958
Technology 27 22,152
Medicine / Odontology 2 1,662
Health Sciences 10 8,422
Fine Art 1 791
Forestry / Agticulture 1 809
Humanities 6 4,978
Other 1 715
Upper Secondary Grades
Low 8 6,650
Average 39 32,247
Good 40 33,383
High 9 7,334
Unknown / Missing 4 3,764
Study Location
Metropolitan Area 29 24,093
University Town 71 59,285
Children at Home
Children 13 11,099
No Children 87 72,279
Age
19 to 25 50 41,799
26 to 37 50 41,579
Destination
Utban 65 54,516
Rural 35 28,862
N (Total) 100 83,378
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Upper secondary grades reflect an individual’s grades from upper secondary
school. Grades are categorized as low, average, good, or high. A category for
unknown or missing grades was also included. Including a category for
unknown or missing grades is important in order to recognize individuals who
might have been admitted to higher education through alternative pathways
such as through the Swedish Scholastic Aptitude Test (SweSAT).

Study location 1s represented as two categories: metropolitan area and
university town. This variable is based on the last attended higher education
institution for tertiary educated individuals. For students in Study 1I, study
location is related to the first higher education institution an individual
attended. Since there are no higher education institutions located in rural

areas, there is no category for rural areas.

Demographic Characteristics

Sexc /| Gender is based on an individual’s registered sex at age 16. With Swedish
register data, only an individual’s sex is known, and the information is
recorded dichotomously. There is no information on an individual’s gender
preference. While sex refers to the biological differences between males and
females, gender is a socially constructed concept that refers to differences in
the roles, behaviors, and activities that society considers appropriate for men
and women. In Studies II and III different terminology is used to denote sex
/ gender. Study II uses sex because this most accurately describes the
information collected by Statistics Sweden and the study is less concerned
with discussing the influence of socially constructed differences between
tertiary educated men and women in relation to their geographical mobility.
However, Study III is interested in how these social differences between men
and women influence their destinations after higher education.

Age refers to the age of an individual when he or she ended higher
education. This variable was divided into two categories representing
individuals 25 years old or under and individuals 26 years old or above. The
latter age group characterizes individuals who are at a stage in life where they
are more likely to form families.

Children at home signifies whether or not an individual had at least one child
(either their own child or a partner’s child) under the age of 18 living with
them at the time they ended higher education.
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Origin location indicates an individual’s place of residence the year prior to
beginning higher education studies. This variable is organized into three
categories - metropolitan areas, small city areas, and rural areas’. The
categorization of this variable is based on an earlier classification of nine
categories developed by the Swedish Association of Local Authorities and
Regions (SKL, 2011) (see Table 3). Metropolitan areas consist of Metropolitan
Municipalities and Suburban Municipalities while small city areas consist of Large
City Municipalities and Medium City Municipalities. The remaining municipality
groups make up the rural areas category.

Table 3 Original Classification of Municipality Groups

Municipality Groups N Description
Metropolitan Municipalities 3 Municipalities with over 200,000 inhabitants
Suburban Municipalities 36 Municipalities where more than 50% of the population

commute to another municipality for work, most commonly
to metropolitan municipalities

Large City Municipalities 26 Municipalities with 50,000 to 200,000 inhabitants and where
less than 40% of the population is employed in industry
Medium City Municipalities 40 Municipalities with 20,000 to 50,000 inhabitants and with a

population density over 70% as well as municipalities where
less than 40% of the population is employed in industry

Rural Municipalities 30 Municipalities with more than 6.4% of the population
employed in the agricultural and forestry sectors and
municipalities that are not sparsely populated municipalities
or have a population density less than 70%

Industrial Municipalities 53 Municipalities where more than 40% of the population is
employed in industry and that are not sparsely populated
municipalities

Sparsely Populated Municipalities 29 Municipalities with fewer than 5 inhabitants per km? and
fewer than 20,000 inhabitants

Other Large Municipalities 31 Other municipalities with 15,000 to 50,000 inhabitants

Other Small Municipalities 42 Other municipalities with fewer than 15,000 inhabitants

Source: SKL. (20117)

Dependent Variables

Each of the dependent variables used in the studies represent mobility in
some form. In Study II, the dependent variable m0bility is represented by two
categories — “move” and “no move.” Additionally, there are two sets of
dependent variables. The first set of dependent variables measures mobility to
higher education while the second set of dependent variables measures
mobility from higher education. The basis of Study Il is an in-depth

9 In Study III, these categories are called large urban areas, small urban areas, and rural areas
respectively. Different terminology was used in Study III in order to remain consistent with the
collapsed categories “urban” and “rural” used to define the dependent variable.
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discussion of different methods for measuring this mobility. Therefore, only a
brief description of these measures is provided here.

To measure mobility to higher education, four different measures of
mobility was employed - a municipality measure, county measure, distance
measure, and higher education area measure. With the municipality and
county measures, individuals are considered mobile if they studied in a
municipality or county different from their municipality or county of
residence one year prior to entering higher education. For an illustration of
the divisions of municipalities and counties in Sweden, see Appendix B and
Appendix C respectively.

The distance measure considers individuals as mobile if the distance
between their residence the year prior to entering higher education to their
tirst higher education institution of attendance is 100 or more kilometers. The
higher education area measures individuals as mobile if 1) the higher
education institution they attended was located more than 100 kilometers
from their place of origin or 2) their place of origin had a higher education
institution in its vicinity, but they attended a different institution, irrespective
of whether or not it was located 100 kilometers or more away from their place
of origin. The figure 100 kilometers was chosen as the benchmark for
mobility because previous research has shown that moving 100 or more
kilometers in Sweden signifies a significant change to an individual’s daily life
(Niedomysl, Ernstson, & Fransson, 2017)

To measure mobility from higher education, four different measures of
mobility was also employed - a municipality measure, county measure,
distance measure, and a modified labor market area measure. With the
municipality and county measures, mobility occurred if the municipality or
county of an individual’s last attended higher education institution differed
from their municipality or county of residence two years after ending their
higher education studies. The distance measure considers mobility to have
occurred if the distance between an individual’s residence two years after
ending higher education to their last higher education institution of attendance
is 100 or more kilometers. The modified labor market area measure defines
mobility as having occurred if two years after ending higher education an
individual resides in a labor market area different from their last higher
education institution of attendance. The basis for the modified labor market
variable is the labor market areas outlined by Statistics Sweden (2010). The
division of labor market areas as defined by Statistics Sweden is illustrated in
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Appendix D. Mobility was measured two years after higher education because
prior research has indicated that most mobility from higher education occurs
within the first two years after ending higher education studies (Haapanen &
Tervo, 2012) and the likelihood of mobility generally tapers off the longer an
individual stays in the area where they studied (Busch & Weigert, 2010).
Unlike Study II where the dependent variable measures mobility
propensity, the dependent variable in Study III measures destination after
higher education. Destination refers to an individual’s place of residence two
years after higher education and is organized into two categories — urban areas
and rural areas. Similar to origin location, the variable destination is based on an

earlier classification of nine categories developed by the Swedish Association

of Local Authorities and Regions (SKL, 2011) (see Table 3).

Analytical Methods

Binary logistic regression is used in both Studies II and III. In binary logistic
regression, the dependent variable is discrete or qualitative rather than
continuous or quantitative such as “move” or “no move” (Field, 2013; Long,
1997; Pampel, 2011). In Study II, binary logistic regression was chosen for the
statistical analysis because most of the geographical units that make up the
dependent variables (i.e. municipalities, counties, labor market areas) cannot
be modelled as continuous variables or divided into comparable categories to
fit a multinomial model (i.e. individuals might cross many different borders in
a single move) (Niedomysl & Fransson, 2014). Binary logistic regression was
chosen for Study III firstly because the dependent variable (i.e. destination
after higher education) is categorical and secondly because classifying
“destination” into two categories satisfied the requirement of having enough
cases in each category of the independent variables for the logistic regression
to produce reliable results (Field, 2013). Using multinomial logistic regression,
which is used when there are more than two categories in the dependent
variable, to examine mobility to different types of rural areas, for example,
would have produced too few cases in some categories of the independent
variables.

SPSS version 22 is used in both studies to obtain descriptive statistics, and
STATA version 14.2 is also used in both studies to run binary logistic
regression and obtain average marginal effects (AMEs) after estimating the
logistic regression models. AMEs are useful in interpreting logistic regression
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results because a coefficient is estimated for each category in the outcome
variable (StataCorp, 2013). Conversely, results presented as odds ratios instead
of marginal effects, for example, are relative to a base outcome category.

In addition, marginal effects are unaffected by differences in unobserved
heterogeneity (i.e. unobserved variation) that is unrelated to the independent
variables included in the models (Mood, 2010). The influence of unobserved
heterogeneity on AMEs compared to odds ratios becomes evident when
different levels of unobserved heterogeneity are introduced to a model, that is,
odds ratios become biased (i.e. they change) while AMEs stay the same (see
Mood, 2010 for an example). This means that comparing odds ratios across
groups is problematic because unobserved heterogeneity can vary across
groups and lead to invalid results (Allison, 1999). Therefore, AMEs are a
better choice for making comparisons across groups, as was done in Study III
with comparisons between men and women and in Study II between students
and the tertiary educated.

Finally, AMEs ignore statistical significance while emphasizing practical
significance and patterns within results (Williams, 2012). This is especially
important in analyses that use population data because no statistical
generalization is needed for population data (Gorard, 2012; Gorard et al.,
2014). When significance testing is reported for population data, statistical
misunderstandings are indicated (Gorard, 2012). For example, inferential
statistics (e.g. significance testing, confidence intervals, and standard errors)
are founded on the principles of random sampling (Gorard, 2012; Gorard et
al., 2014) and when population data is used, such as in this dissertation, the

principle of random sampling is violated. For example, according to Gorard

(Gorard et al., 2014):

“Data for a population cannot have standard error, by definition. The
standard error is defined as the standard deviation of a random sampling
distribution, of samples drawn repeatedly from a population. It is used...
to try and estimate the proximity of the sample mean to the population
mean. When working with population data the population mean is known,
therefore, such an estimation is neither needed nor valid” (p. 4).

The purpose for including this discussion on inferential statistics is to

explain why commonly reported inferential statistics such as from tests of

significance (i.e. p-values) are not reported in Studies II and III. Despite
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arguments against reporting inferential statistics for population data, there
continues to be criticism and debates on the use of inferential statistics in
education and the social sciences (Gorard, 2012; Gorard et al., 2014).
Primarily this criticism surrounds the use of significance testing (i.e. p-values)
while the use of standard errors and confidence intervals is advocated for in
research. However, the problems surrounding the use of p-values also exist
for standard errors and confidence intervals. Nevertheless, concerns over
excluding p-values are relatively uncontroversial; however, avoiding all
inferential statistics techniques, including standard errors, receive more
criticism from statisticians and journal reviewers alike (Gorard et al.,, 2014).
For this reason standard errors are reported in Studies II and III while p-

values are excluded.

Missing Data

Prior to receiving the data used in this dissertation, some initial decisions on
handling missing data were made by a database manager. These initial
preparations included using data from other registers to limit the amount of
missing data. For instance, data on an individual’s legal mother or father was
included if data on their biological parents was missing in order to limit the
number of individuals missing information on parental education.
Additionally, the last information on residential location was carried over for
individuals who were missing residential information in one year. For
instance, if the data showed that an individual lived in the same location in
year one and year three but was missing information for year two, the location
information from the surrounding years was used to supply information for
year two.

Following these initial preparations, the remaining missing data was
handled upon receipt of the data from the data manager. Fortunately missing
data is minimal in the studies. Study II is missing information on about two
percent of tertiary educated individuals’ residential locations after higher
education. Since this information was used for determining their mobility (i.e.
the dependent variable), individuals missing this information were listwise
deleted, meaning they were excluded from the analyses. Listwise deletion is a
common method in research for handling cases with incomplete information
and in situations where one to five percent of data are missing, simple

methods for handling missing data, such as listwise deletion, are adequate
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(Cheema, 2014; Young, Weckman, & Holland, 2011). Furthermore, while
listwise deletion may lead to biased estimates of the coefficients, this method
is still more robust for handling missing data in regression analyses than more
sophisticated missing data handling methods (Allison, 2002).

Study II also has missing information for individuals’ upper secondary
grades (i.e. seven percent of students and six percent of the tertiary educated
are missing information). The missing grades were handled using a version of
the missing indicator method (also known as the dummy variable adjustment
method) where a category was created within a variable to model the missing
data. The purpose for creating this category was to acknowledge the
individuals who may have entered higher education through other
qualifications than grades, implying that upper secondary grades simply do not
exist for these individuals. In this situation where grades information does not
exist, the missing indicator method produces optimal estimates whereas in
other situations where the information exists, estimates become biased
(Allison, 2002). Five percent of individuals in Study III also are missing
information on upper secondary grades, and the missing data was handled in

the same fashion as Study II.

Limitations of the Data

Analysis of secondary data, such as the register data used in this dissertation,
poses some limitations to analyses. While register data comprises information
on actual events and behaviors during an individual’s lifetime, register data
does not contain information on the motives behind these events and
behaviors. In addition, register data excludes important information because
the data were collected for administrative purposes rather than research
purposes. For example, the register includes information on marriage but did
not have any information on domestic partnerships prior to 2013 (Statistics
Sweden, 2014). Many young, tertiary educated individuals may be in domestic
partnerships, which would likely influence their mobility, but this cannot be
examined through register data used in this dissertation. Consequently,
analyses of register data often lead to further questions and study because
there are limitations to the sorts of questions that can be addressed.
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Validity

In order to understand and discuss the quality of the interpretations of results
in the three studies, a discussion on validity is necessary. Validity has been
defined and classified differently by a number of qualitative and quantitative
methodologists (Cohen, 2013; Pedhazur & Schmelkin, 2002; Shadish, Cook,
& Campbell 2002). The discussion on validity that follows focuses on three
standard forms of validity — internal validity, external validity, and construct
validity (Cohen, 2013). Discussing validity in the frame of these categories
serves to simplify the discussion; however, validity is a ‘“‘unitary concept”
(Messick, 1998) referring to the extent that conclusions drawn from a research
study are true and correct.

Internal Validity

Internal validity refers to how well the data sustains the interpretation of
results (Cohen, 2013). In qualitative research, such as in Study I, attention
should be given to the clarity of the claims made and the type and amount of
evidence used to support these claims (Hammersley, 1992). Study I is a small
scale literature review that is limited in scope (e.g. only 18 peer-reviewed
articles were included and the selected articles were limited to those written in
English), and the interpretation of results was not exaggerated beyond this
claim of being a small scale study. For example, these claims were made clear
by describing the contribution of the study as “a synopsis of research results”
(Haley, 2016, p. 481), indicating only a brief review of literature on
geographical mobility of the tertiary educated would be described. The limited
scale of this study was emphasized even more with the statement “The articles
included in this review are not meant to be exhaustive but rather are meant to
provide a sample...” (Haley, 2016, p. 482).

An additional internal validity issue in Study I lies within the type of
articles used in the literature review. The search for articles produced primarily
quantitative articles. The search may have only produced quantitative articles
due to the absence of some keywords that would have produced other
relevant qualitative articles. For example, as became evident in the later stages

) <¢

of this dissertation, combinations of keywords such as “belonging,” “place,”
and “identity” in addition to the keywords searched in Study I likely would
have produced additional articles that could have been included in the

literature review. Including qualitative articles on geographical mobility may

53



GEOGRAPHICAL MOBILITY OF THE TERTIARY EDUCATED

have shifted the broad claim that researchers “tend to focus on regional
attributes and the geographical arrangement of labour markets...” (Haley,
2016, p. 4806) to also acknowledge other researchers with non-economic
perspectives who instead emphasize the influence of psychological factors
(e.g. an individual’s place-based identity and place attachment).

In Studies 1I and III, the quantitative studies, the concern is whether or
not differences in mobility propensity and destinations after higher education
are due to the independent variables and nothing else (i.e. that the results are
free of errors) (Shadish et. al., 2002). For example, one threat to internal
validity in these studies is attrition due to mobility abroad. When individuals
move abroad after higher education, no information on their residence is
reported in Swedish register data. This lack of information could have
implications for the accuracy of statistical outcomes on overall mobility
propensity such as that which was examined in Study II. For instance,
mobility propensity from higher education could be even higher if mobility
abroad could be taken into account. This lack of information thus restricts the
study to only account for national mobility when determining mobility

propensity.

External Validity

External validity refers to the degree that research results are generalizable or
transferable to wider populations, settings, times, or situations. In quantitative
studies, external validity refers to how far results are generalizable from a
sample to a population. Conversely, in qualitative studies external validity is
concerned with which populations and settings research results might be
generalizable (Cohen, 2013).

To reduce the threat of external validity in Studies II and III, clear
descriptions of how the independent and dependent variables were created are
given (see Haley, 2017a, p. 53-54; Haley, 2017b, p. 6-8). These descriptions
help to enable replication and use of the variables in other research studies.
Additionally, these two studies use population data, not a sample, so
generalizability to the tertiary educated population in Sweden born between
1973 and 1982 (i.e. the focal population of Studies II and III) is not an issue.

However, the results of Studies II and III are not likely to hold if the same
independent variables are used to examine much earlier birth cohorts. One

reason the results are not likely to be accurate is because the spatial
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arrangement of higher education has shifted over time, especially in relation to
the 1977 higher education reforms that expanded the higher education system.
Prior to the reforms, some students likely had to travel further for higher
education. Furthermore, the speed and availability of public transportation has
improved over time, which has made geographical mobility increasingly less
burdensome for many. The results are also not likely to be generalizable to
other national contexts or other forms of mobility (e.g. mobility during
retirement) because national infrastructure and population distributions vary
and individuals have different priorities when making decisions regarding
different types of mobility (e.g. health care facilities in relation to mobility
during retirement) (Haley, 2017a, p. 58).

The results of the literature review in Study I are also not likely to be
comparable across national contexts, time, or different types of geographical
mobility for many of the same reasons discussed above in relation to Studies
IT and III. While the articles for the literature review in Study I were drawn
from four European countries, the purpose was not to compare the results of
these four countries nor to draw common conclusions as to how different
factors influence geographical mobility of the tertiary educated. The purpose
of Study I was rather to identify the most prevalent themes researched in the

articles and provide a “summary of outcomes” (Haley, 2016, p. 482).

Construct Validity

Construct validity has generally been associated with psychological tests and is
concerned with the accuracy of test results in relation to unobserved
constructs (i.e. latent variables) based on how they were constructed from
observed variables (Cronback & Meehl, 1955; Pedhazur & Schmelkin, 2002).
In a broader sense, construct validity is concerned with the extent that a
particular variable represents the theoretical context it is meant to reflect
(Cohen, 2013). The remainder of this section focuses on a discussion of the
most pertinent threats to construct validity in relation to the dependent and
independent variables employed in Studies II and III. Construct validity is not
generally associated with qualitative research'’, so construct validity in relation
to Study I is not addressed.

10 Hisenhart and Howe (1992, p. 648) have linked construct validity with qualitative research,
specifically that ethnographers should “demonstrate that the categories they are using are
meaningful to participants or reflect the way participants actually experience reality.”
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The dependent variables wmobility and destination and the independent
variable origin location are subject to a known and serious threat to the results of
all research that uses geographical data. This threat is called the modifiable
areal unit problem (MAUP). The MAUP consists of two issues — the scale
effect and the zonation effect. The scale effect pertains to selecting the most
appropriate number of regions to analyze from the hierarchy of regions that
exist (eg. municipalities versus counties). This effect occurs because regions
can be divided into any number of units. Conversely, the zonation effect
refers to an aggregation problem. Zonation issues arise when choosing the
shape of the region or unit to study (e.g. labor market areas, which can change
in shape due to the addition or subtraction of municipalities that make up the
labor market area based on changes to commuter flows over time). In other
words, the zonation effect occurs because a region can be divided into the
same number of units but in different ways in terms of shape (Bell & Brown,
2014; Manley, 2014; Gritfith, 1992; Openshaw, 1984).

Within studies that use geographical data, choices regarding the size and
shape of geographical units have implications for the statistical outcomes and
results of analyses. Population distributions and regression coefficients are
likely to differ when different geographical units of analysis are applied to the
same statistical tests. The influence of the MAUP on research into the
geographical mobility of Swedish tertiary educated individuals is explored and
discussed in-depth in Study II through the comparisons of different ways to
define mobility.

Parental income, upper secondary grades, and age are inherently continuous but
have been operationalized as categorical variables in Studies II and IIIL
Restricting the range of these variables to categories could be a threat to
construct validity. For instance, categorizing parental income into quintiles
can result in low power, meaning the effect sizes of the relationship between
two variables may be less precise (Shadish et. al., 2002). However, categorizing
the variables enables the question “what is the difference between the lowest
and highest categories,” to be answered for example. This contrasts to
examining the relationship of incremental changes in income or grades to
increases in the probability of mobility. Categorizing these variables into three
or more categories eases the communication of results to non-statisticians
(Gelman & Park, 2008). Parental income and upper secondary grades both

have five categories.
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The decision to dichotomize age was based on identifying “individuals
who are in a family-forming stage of life” (Haley, 2017b, p. 8) from those who
are not. The category of individuals ages 26 to 37 corresponds to the Swedish
population register indicating that men are on average 31 years old and
women 28 years old when they have their first child (Statistics Sweden, 2012).
In addition, the population register indicates that the age when couples
formally register as living at the same address is 27 for men and 24 for women
(Statistics Sweden, 2012).

Studies II and III make the assumption that an individual’s residence
during higher education matches the location of the institution they attended.
While study location indicates the location of the higher education institution an
individual attended, it may not be an accurate indicator of where the
individual actually resided during their studies. The reason for using the
location of the higher education institution to conceptualize the place where
individuals lived during their studies is because using a student’s address is
unreliable. Even though students are required to formally register their
address as the place where they live or study (SFS 1991: 481), many students
do not comply because they may find the process tedious.

Distance education may also pose an issue for the construct validity of
study location. For example, for mobility from higher education, the location of
an individual’s last attended higher education institution is considered. This
means that residential locations for individuals who participated in distance
education may not be accurate. While the percentage of tertiary educated
individuals who completed some credits through distance education is about
21 percent, 19 percent completed fewer than 60 credits through distance
education, and less than 0.5 percent of individuals completed all their credits
through distance education. These percentages are comparable to the rural
origin sub-group of tertiary educated individuals used in Study III as well.

The variable children at home is meant to conceptualize the influence
children have on an individual’s geographical mobility. However, the variable
assumes that all children under the age of 18 have the same influence on their
parent’s mobility. This assumption may pose a threat to validity because
previous research in Sweden has shown that individuals with pre-school age
children are more mobile than individuals with other children still in school
(Branden, 2013).

The way gender is conceptualized in Study III may also pose a threat to
construct validity. While gender is meant to differentiate the roles, behaviors,
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and activities society considers appropriate for men and women, gender is
actually constructed based on an individual’s biological sex. Gender was
constructed in this way because that is how the Swedish population registers
record information on sex / gender. There is no way to determine if an
individual ascribes to his or her gender appropriate behaviors, as conceived by
society, from the information provided by the Swedish population register.
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Chapter 5: The Empirical Studies

The three studies included in this dissertation focus on higher education-
related mobility. The first study gives an overview of current research that has
been conducted on mobility of tertiary educated individuals in Europe. The
remaining two studies focus specifically on the situation in Sweden. Following
a summary of each study and highlighting the main results, an integrated
discussion of the three studies is presented.

European Perspective (Study I)

The research aim developed in the first study “Through a Social Space Lens —
Interpreting Migration of the Tertiary Educated” (Haley, 20106) arose from a
need to obtain an overview of current research on mobility of the tertiary
educated. This study is based on a literature review with the aim of identifying
common factors that influence mobility propensity and destination after
higher education. The study provides an overview of 18 peer-reviewed articles
from the year 2000 to 2014 from four European countries — Sweden (eight),
Italy (two), the Netherlands (two), and the United Kingdom (six). The study
identifies three main categories within which factors influencing mobility
propensity and destination after higher education can be categorized —
regional characteristics (e.g. local economy, cost of living and wages, and
population density), human capital (Bourdieu, 1986) (e.g. field of study, type
of higher education institution attended, and educational achievement /
grades), and demographics (e.g. gender, ethnicity, age, and previous
geographical mobility) (see Haley, 2016, p. 482-485).

This study also uncovered that the majority of research on mobility of the
tertiary educated originates from the fields of human geography and
economics. Since researchers in these fields primarily study this topic, a
common focus in this line of research is on the labor market factors in
destination regions that influence mobility from higher education.
Consequently, economic perspectives are often taken to explain mobility of
the tertiary educated. Therefore, social space is suggested as a concept that can
be used to facilitate a relational interpretation of the factors that influence

mobility. Examples of how a social space perspective can facilitate
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interpretations of higher education-related mobility are discussed from four
philosophical starting points (see Haley, 2016, p. 487-488).

Bourdieu’s (1984; 1985; 1986, 1989) conceptualization of social space is
proposed as a promising way to develop an educational perspective of higher
education-related mobility using socio-spatial perspectives. The reason
Bourdieu’s conceptualization of social space is proposed is because he focuses
on relating an individual’s social context to geographical contexts, rather than
centering on geographical contexts, which is the case with many other socio-
spatial theories. Additionally, Bourdieu draws connections with education,
which suggests education plays an important role in shaping the relationship

of an individual’s position in geographical and social space.

Spatial Perspective (Study II)

While conducting the literature review in the first study, inconsistent measures
for operationalizing higher education-related mobility were observed in the
literature. Therefore, one purpose of the second study “Defining
Geographical Mobility: Perspectives from Higher Education” (Haley, 20172)
is to investigate how the use of different measures to operationalize the
concept “mobility” results in differing statistical outcomes when applied to
the same data and analyses in a higher education context. A second purpose is
to contribute to a discussion on the most appropriate operationalization of
mobility to and from higher education. This is pertinent because most studies
of higher education-related geographical mobility conducted by geographers
only make use of the most common measures for operationalizing mobility
(e.g. administrative units, distance) (Niedomysl et. al, 2017) without
considering how these measures could be adapted to be more relevant to the
particular type of mobility under investigation. Therefore, this study examines
five different measures of mobility, two of which were created specifically for
this study with the purpose of placing higher education at the center of their
development. This contrasts with common measures such as municipal or
county units, which were created for governmental administrative purposes.
The common measures of mobility included in this study consist of
crossing county or municipal boundaries or moving a certain distance (e.g.
moving 100 or more kilometers). These measures are used in both analyses of
mobility to and from higher education. The two measures created specifically
for the purpose of measuring higher education-related mobility are - the
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higher education area measure and the modified labor market area measure.
Mobility operationalized by the higher education area measure occurs when a
student 1) moves 100 or more kilometers or 2) attends a higher education
institution that is not closest to their place of origin, regardless of whether or
not it is located 100 or more kilometers away from their place of origin. The
modified labor market area measure refers to crossing labor market areas.
While this moditied measure is based on the primary labor market areas
outlined by Statistics Sweden (2010), the modified measure excludes or
includes secondary municipalities based on reasonable commuting options to
the higher education institutions located in the respective labor market areas.
The higher education area measure is only used in the analysis of mobility
when entering higher education while the modified labor market area measure
is only used in analyses of mobility from higher education.

These mobility measures serve as dichotomous outcome variables (i.e.
“move” or “no move”) in a series of binary logistic regressions. The
independent variables used in the logistic regression models are representative
of an individual’s social space (e.g. higher education institution type, field of
study, study location, gender, and parental education). Swedish register data is
used in these analyses.

The results indicate that social space factors related to the spatial
arrangement of higher education (e.g. field of study and study location) have
the greatest differences in statistical outcomes when different mobility
measures are employed (see Table 4 in Haley, 2017a). Furthermore, the higher
education area and modified labor market area measures are identified as
being most appropriate for operationalizing higher education-related mobility,
namely because they most closely account for the spatial arrangement of
higher education and they are not too disaggregated like the municipality
measure (see Haley, 2017a, p. 57).

Gender Perspective (Study III)

The third study “Returning to Rural Origins after Higher Education —
Gendered Social Space” (Haley, 2017b) applies a social space perspective to
examine the destinations of Swedish tertiary educated individuals of rural
origin after higher education. The purpose of this study is to examine the
Swedish tertiary educated individuals of rural origin who return to these areas
following higher education. The aim is to examine gender differences in the
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demographic characteristics and economic and cultural resources that have
the greatest influence on individuals returning to rural areas.

This study also uses Swedish register data, though the population is
reduced to focus on individuals originating from rural areas. Gender-divided
binary logistic regression is used to examine the influence of social space on
rural return after higher education. The dependent variable “destination” is
represented by two categories — urban area and rural area. However, since the
focus of this study is on tertiary educated individuals who return to rural areas,
the results of the rural category are highlighted and presented as average
marginal effects.

The primary findings from this study show that men and women who have
children, study in the education or forestry / agriculture fields, have low upper
secondary school grades, and study at a university college are most likely to
return to rural areas after higher education (see Table 3 in Haley, 2017b). The
results also underscore gender differences in the extent that social space
characteristics influence the probability of returning to rural areas. The
characteristics identified to have the greatest gender differences in relation to a
rural return include parental education, studying in the education and forestry
/ agticulture fields, and study location (see Table 3 in Haley, 2017b). The
results of this study underscore how an individual’s destination after higher

education is related to and influenced by social structures.

Integrated Discussion

While each of the three studies approach the analysis of social space and
mobility differently, an implicit theme is the reciprocity of mobility and social
space (.e. how mobility from higher education influences and is influenced by
social space). Therefore, the aim of this integrated discussion is to address this
reciprocity. This integrated discussion is therefore guided by the following
questions.

1) How does social space influence mobility from higher education among
tertiary educated individuals?

2) How is the social space of tertiary educated individuals influenced by
mobility from higher education?
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Each of the three perspectives taken in the studies (i.e. European, spatial, and

gender) is used to reflect on these questions in the following sections.

How does Social Space Influence Mobility?

The literature review in Study I offers a European perspective on the social
space characteristics found to be most influential in the mobility propensities
and destinations of the tertiary educated in four European countries. In terms
of social space, some common patterns in the influence of social space
characteristics were identified. For instance, tertiary educated individuals who
attended regionally oriented institutions have a lower mobility propensity than
individuals who studied in universities. Furthermore, high achievers have a
general tendency to congregate in or move to more urban areas if they are not
already located there. There was also consensus that older age reduces
mobility propensity and prior mobility, such as mobility when entering higher
education, increases the likelihood of mobility from higher education (see
Haley, 2016, p. 483-485).

Study I also exemplifies how attempting to obtain a common
understanding of the influence of social space on mobility in Europe is
challenging since there is some degree of difference in the influence of
demographics, education (i.e. human capital) (Bourdieu, 1986), and even
regional characteristics across the examined countries. These differences stem
from the unique spatial arrangements of higher education and labor markets
of each country, which is tied to a country’s size, geography, politics, and
culture for example. One cross-national difference that emerged in Study I
was how there are different migration propensities for the tertiary educated
who studied in different fields of education across the European countries
(see Haley, 2016, p. 483-484). Additionally, research in some countries
seemingly focuses on certain demographic aspects more than others. For
example, the United Kingdom focuses on ethnicity to a greater extent than
the other countries included in the study and family and relationships are
often a focus in Swedish research (see Haley, 2016, p. 485).

However, Study I illustrates how most cross-national differences relate to
educational factors. This pattern coincides with results from Study II (see
Tables 4 and 5 in Haley, 2017a), which indicated that educational factors
related to the spatial arrangement of higher education (e.g. field of study) are
most susceptible to exhibiting different degrees of influence on mobility
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propensity when mobility is defined differently. These patterns suggest that
the influence of evolved social space, by way of education, on mobility is
closely tied to both national spatial arrangements of higher education and how
mobility is operationalized in research. Therefore, a spatial perspective on the
influence of social space on mobility underscores the importance of the spatial
arrangement of higher education in terms of creating spatial (dis)advantage
among individuals (e.g. geographic accessibility to higher education and labor
markets), which contributes to shaping an individual’s social space position
while simultaneously shaping their geographical mobility.

In Study III the focus shifts from a spatial perspective to a gender
perspective. A gender perspective enables a closer examination of how gender
mediates the influence of social space on mobility of the tertiary educated.
The outcome of Study III indicates that gender interacts with some social
space factors (e.g. parental education, studying in the education and forestry /
agriculture fields, and study location) to result in different patterns of mobility
to rural areas between men and women (see Table 3 in Haley, 2017b).

The combined results of these three studies support the understanding that
mobility is relational (Manderscheid, 2009a; 2009b). That is, mobility among
tertiary educated individuals is not reliant on a series of independent factors
related to an individual’s social space or the spatial arrangement of higher
education but that mobility is determined by the interrelationships of these
factors. In the three studies included as part of this dissertation,
interrelationships between social space, the spatial arrangement of higher
education, and national context were found to be important to the mobility

propensity and destinations of the tertiary educated.

How is Social Space Influenced by Mobility?

Although the three studies are framed around an examination of how social
space influences mobility and destination among the tertiary educated, social
space is not static (Massey, 2005). Social space is constantly evolving and an
individual’s educational trajectory through higher education, as well as their
mobility from higher education, influences their social space position after
higher education. For example, the results in Study III discuss how individuals
who pursue fields of study atypical of their gender are less likely to move to
rural areas from higher education (see Table 3 in Haley, 2017b). These

patterns may be influenced by different perceptions among men and women

64



CHAPTER 5

as to the friendliness of rural labor markets due to the prevalence of
traditional perceptions of gender in rural areas (Forsberg & Stenbacka, 2013;
Forsberg, 2003). Consequently, these individuals may use mobility from
higher education as a strategy to reduce gendered influences on their social
space.

In a similar vein, mobility among tertiary educated individuals can be used
as a strategy to reduce the influence of spatial arrangements on their social
space. For instance, Study II mentions that tertiary educated individuals who
studied in the forestry / agriculture, medicine / odontology, and fine arts
tields are forced into mobility (see Table 5 in Haley, 2017a). They are
essentially forced to be mobile because it is unlikely everyone who pursued
these studies would be able to acquire appropriate employment that
compliments their higher education in the same area as they studied.
Therefore, mobility can be viewed as a strategy for individuals to maintain the
social space position they formed during higher education rather than shift to
a different social position by potentially being forced to enter into a less
appropriate employment situation relative to their achieved education if they
are not mobile.

Examining specific influences of mobility from higher education on social
space from a European perspective is challenging because there are no cross-
national measurements of mobility and social space. This is also a common
issue in cross-national studies of non-higher education-related mobility (Bell
et al., 2002; Bell et al., 2015). However, broadly speaking one could infer from
Study I that the tertiary educated are using mobility to reproduce or advance
their social space positions by moving to larger labor market areas where they
are likely to have improved chances of finding employment that matches their
education. However, as Study 111 indicates, not all tertiary educated individuals
move to large labor market areas (see Table 1 in Haley, 2017b). To obtain a
more generalized understanding of the influence of mobility on the social
space positions among tertiary educated individuals in Europe after higher
education, a concerted cross-national effort to operationalize higher
education-related mobility and social space would need to take place.
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Chapter 6: Concluding Discussion

This chapter highlights the main contributions of the integrated discussion
and the three complimentary studies as they relate to the overarching aim of
the dissertation. The principal contribution of the three studies and integrated
discussion is that of incorporating a social space perspective with an
educational orientation into research on geographical mobility of the tertiary
educated. Implications for practice based on the results of the studies are also
discussed. Finally, additional questions that arose throughout this dissertation
but were beyond the scope of this dissertation are addressed. Therefore, a
discussion of avenues for further research on examining the mobility and
destinations of the tertiary educated concludes this chapter.

Contribution

As illustrated in the integrated discussion, each of the three studies contributes
a different perspective to understanding the influence of social space on
geographical mobility. Study I contributes a European perspective, Study 1I a
spatial perspective, and Study III contributes a gender perspective.
Underscored in the integrated discussion is also the reciprocal nature of social
space and geographical mobility. While some educational studies have
acknowledged that geographical mobility is reciprocally related to patterns of
social positions (e.g. Lindgren & Lundahl, 2010), this is still a growing field of
research. Therefore the integrated discussion provides a valuable contribution
to recognizing this interdependent relationship as it relates to the tertiary
educated. The specific contributions of each of the three studies to furthering
research on geographical mobility of the tertiary educated with an educational
orientation are described below.

Study I

The main contribution of Study I is a conceptual discussion on the
contributions of an educationally oriented social space perspective relative to
an economic or geographical perspective on higher education-related mobility.
While many studies on geographical mobility of the tertiary educated
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emerging from economics and human geography disciplines focus on the
influence of economic and geographical contexts, social space according to
Bourdieu (1984; 1985; 1986, 1989) emphasizes social context over
geographical context, yet still accounts for the relationality of the social and
geographical. Bourdieu also emphasizes the role of education in mediating an
individual’s social position, which has implications for their geographical
position. Therefore, this study contributes a proposal of an alternative,
educationally oriented lens researchers can use to reflect on geographical

mobility in relation to education.

Study 11

This study contributes to a broader discussion on the importance of context
when researchers select measures to operationalize geographical mobility.
Generally, geographical studies employ common measures of mobility (e.g.
administrative boundaries or distance) (Niedomysl et. al,, 2017) without
considering how these measures could be modified to suit the type of mobility
being examined. In this study where higher education-related mobility is the
focus, the importance of the spatial arrangement of the higher education
system under investigation to the construction of measures of mobility is
underscored.

Therefore, this study challenges the way higher education-related
geographical mobility is often addressed in geographical research. For
example, this study introduces two atypical measures of mobility representing
mobility to higher education (i.e. the higher education area measure) and from
higher education (i.e. the modified labor market area measure). The basis for
the construction of these atypical measures is the spatial arrangement of
higher education in Sweden, which is influenced by social and political forces.
In highlighting the spatial arrangement of higher education, the importance of
accounting for social and political underpinnings in the construction of

measures of mobility is underscored.

Study III

This study contributes to an under-researched area of geographical mobility,
that is, geographical mobility to rural areas after higher education. A focus on
mobility to rural areas contrasts to the greater prevalence of research on
mobility to city regions (Rerat, 2014). Additionally, this study contributes an
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analysis of rural return after higher education from the perspective of
gendered social space, which contrasts to the economic perspectives
dominating this area of research. Employing Bourdieu’s (1984; 1985; 1986;
1989) conceptualization of social space in this study facilitates a relational
explanation of rural return after higher education. Thus, the importance of
taking into consideration a plurality of factors (e.g. social, educational, and
geographical factors) that could influence an individual’s destination after
higher education is emphasized rather than focusing on economic influences,
as is the case in human capital theory (Becker, 1994). Finally, this study also
contributes a gender perspective, which has been largely absent in research on

geographical mobility (Faggian et. al., 2017).

Implications for Practice

Geographical mobility of the tertiary educated has a fundamental role in the
economies of an individual’s origin and destination regions (Faggian et. al.,
2017). Therefore, knowledge on the geographical mobility patterns of tertiary
educated individuals is important for regional planning and development. For
example, understanding the geographical mobility patterns of tertiary educated
individuals is important for municipal policymakers to plan where and for
whom their place-marketing campaigns (i.e. campaigns designed to attract
groups of individuals to a specific area) should be directed. The studies
included in this dissertation offer some insight to the geographical mobility
patterns of the Swedish tertiary educated, which could be of use to regional
planners, industry recruiters, and university officials working on policies and
strategies to facilitate regional development and innovation.

To illustrate, many young adults leave rural areas in Sweden and relocate to
more urbanized areas after higher education (see Table 1 in Haley, 2017b).
Additionally, place-marketing campaigns at the municipal level geared toward
attracting individuals to rural areas have largely proven unsuccessful
(Niedomysl, 2004; 2007). One reason for this lack of success may be that
there is limited knowledge on the characteristics of the tertiary educated
individuals who actually move to rural areas (Bjerke & Mellander, 2016). Study
III offers some insight as to the educational trajectories and demographic
characteristics common among the tertiary educated who return to rural areas
after higher education (see Table 3 in Haley, 2017b). For example, having a
child increases the likelihood of both men and women moving to rural areas.
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Therefore, educational policies to ensure that the quality and availability of
childcare and primary and secondary education is equivalent to that offered in
urban areas may be a strategy for attracting tertiary educated individuals to
rural areas and enticing them to stay long-term. In addition, employers in rural
areas may want to consider developing recruitment and retention strategies
that are gender inclusive in order to attract tertiary educated men or women
entering a field atypical of their gender. The reason for this is because tertiary
educated individuals who study in fields atypical of their gender are less likely
to return to rural areas after higher education (see Table 3 in Haley, 2017b).

Study II highlights how different definitions or measures of mobility
produce different statistical outcomes. Due to different measures of mobility
producing different statistical outcomes, regional planners and policymakers
should take into consideration how researchers define geographical mobility
before developing regional recruitment strategies and campaigns around these
statistics. Otherwise different definitions of mobility, and thus differing
statistical outcomes, could lead to misinformed policies and regional planning.
For example, if municipal boundaries are used to differentiate mobile from
immobile tertiary educated individuals, few differentiating characteristics can
be identified between the two groups (see Table 5 in Haley, 2017a). Therefore,
developers of place-marketing campaigns geared toward tertiary educated
individuals might determine that the same recruitment tactics can be used for
all tertiary educated individuals because the statistics show that the
characteristics of individuals who are mobile are more or less the same as
those who are immobile. However, if distance is used to define mobility,
differences in characteristics between mobile and immobile tertiary educated
individuals are more pronounced (see Table 5 in Haley, 2017a), which would
indicate a need for different marketing tactics.

Avenues for Further Research

While this dissertation has contributed to a growing field of research in both
the education and geography disciplines, there are still many avenues for
turther researching higher education-related mobility. One prospective area
that came to light in the course of writing this dissertation was that of making
comparisons in different contexts. For example, there is a need for cross-
national studies of general national mobility (Bell et. al., 2002; Bell et al., 2015)
and higher education-related mobility specifically. The integrated discussion
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underscored the challenges in obtaining a common European outlook on
national geographical mobility among tertiary educated individuals. One factor
contributing to challenges in comparing national mobility statistics is the lack
of a common measure (i.e. definition) of mobility (Bell et al., 2015). However,
measures of higher education-related mobility are not even consistent in
national studies (Niedomysl et. al., 2017). Therefore, this is certainly an area
where national (and international) cooperation among researchers could
improve the comparability of geographical mobility studies.

In addition to cross-national comparisons of geographical mobility,
another potential area to explore is linkage between mobility at different levels
of education. One example is to connect mobility and commuting to schools
at the secondary level (e.g. Andersson et. al., 2012; Fjellman, 2017) with higher
education-related mobility in order to examine how mobility to (upper)
secondary education relates to an individual’s mobility to higher education. A
further area that could be explored are patterns of national mobility among
international students, that is, examining relationships between their
international mobility and mobility in their host country upon ending higher
education study.

While this dissertation focused on spatial contexts, examining the link
between space and time in higher education-related mobility may be an
interesting avenue for future research. Examining changes in higher
education-to-work mobility patterns and propensities before and after the
higher education reforms in the 1970s could, for example, shed further light
on how different spatial arrangements of higher education influence
geographical mobility and, in turn, an individual’s social position after higher
education. Additionally, how these different arrangements have differentially
influenced mobility among individuals of different social space positions
could also be examined to gain further insight on the interrelationships of
geographical mobility, social position, and the arrangement of higher
education.

Another avenue of research incorporating temporal contexts is to study
how mobility behavior develops over time after an individual ends higher
education. Few studies take into consideration that not all mobility occurs
immediately after higher education (Haapanen & Tervo, 2012). Further
research is therefore needed on the role of time in mobility propensity in the
years following higher education. For example, differences in the duration of

71



GEOGRAPHICAL MOBILITY OF THE TERTIARY EDUCATED

time among individuals occupying different social spaces stay in their place of
study could be examined.

Finally, secondary analysis of literature in Study I and analysis of secondary
data (i.e. register data) in Studies II and III often lead to further questions for
study and are generally the start of an investigation rather than an end in
themselves (Gorard, 2012). For example, the studies in this dissertation leave
questions on the motivations and preferences of tertiary educated individuals
in relation to geographical mobility and destination after higher education
unanswered. Therefore, this dissertation provides an overview of the actual
patterns of geographical mobility of the tertiary educated, which could be used
as the basis for further studies involving surveys or qualitative methods, such

as interviews, that could address questions of motivation and preference.
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Svensk Sammanfattning (Swedish
Summary)

Utbildningsforskning har generellt fokuserat pa social- (Lindgren & Lundahl,
2010) och internationell mobilitet (Solimano, 2008). Kulturgeografer och
ekonomer ir ledande vad giller forskning om nationell geografisk mobilitet
bland hoégskoleutbildade (Hansen & Niedomysl, 2009; Wikhall, 2002). De
anvinder  Overvagande ckonomiska  teorier  vilket lett tll  att
humankapitalteorin fatt férklara olika typer av forflyttning. Siledes forbises
ofta forhallandet mellan sociala strukturer och geografisk mobilitet.

For att belysa forhiallandet mellan sociala strukturer och geografisk
mobilitet, introduceras i denna avhandling ett utbildningsorienterat perspektiv
pa studier av sociala rum och geografisk mobilitet bland de hégskoleutbildade.
Genom att inta ett utbildningsperspektiv, betonas faktorer som hanféor sig till
utbildningsstruktur, till exempel rumslig placering av hégre utbildning.

Syfte

Huvudsyftet dr att underséka sambandet mellan den rumsliga lokaliseringen
av hogre utbildning, hogskoleutbildades positioner i det sociala rummet, deras
val av utbildning, flyttbendgenhet och etablering efter utbildning. I tre studier
undersOks olika aspekter av dessa faktorers inbordes forhallanden.
Avhandlingen avslutas med en integrerad diskussion om den reciproka
karaktiren av dessa inbordes forhallanden.

Studie I syftar tll att ge en 6verblick Over nuvarande forskning om
mobilitet av de hogskoleutbildade 1 Europa och att inféra “’socialt rum” som
ett begrepp for att underlitta en relationell tolkning av mobilitet.
Litteraturstudien visade bland annat att mobilitet operationaliseras pa olika
satt. En logisk fortsattning i Studie II blev darfor att identifiera en lamplig
operationalisering av mobilitet fére och efter hogskoleutbildning utifran ett
utbildningsvetenskapligt perspektiv, samt att analysera hur de olika
“mobilitetsmatten” paverkade forstaelsen av individers sociala rum och
dirmed sannolikheten f6r mobilitet. I studien anviands hogre utbildning for att
exemplifiera vikten av sammanhang nir begreppet ’mobilitet” analyseras.
Studie III syftar till att undersoka vilken betydelse kén har for en individs
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position i det sociala rummet pa mobilitet till landsbygd efter utbildning bland
hogskoleutbildade som harstammar fran landsbygden.

Bakgrund

Den rumsliga lokaliseringen av svenska ldrositen (dvs. den geografiska
placeringen av larositen och deras egenskaper) kan bidra till forstaelsen av
flyttbenagenhet och 1 vilka regioner eller orter de hogskoleutbildade viljer att
etablera sig. Till exempel begrinsar lokaliseringen av lirositen var studenterna
kan flytta nar de paborjar hogskolestudier och det utgor ocksa utgangspunkt
tor eventuell geografisk mobilitet efter avslutad utbildning. Den nuvarande
rumsliga lokaliseringen av svenska larositen ar till en stor del resultat av
reformer. Efter 1977 ars reform (Hogskoleverket, 1998), etablerades 17 nya
hogskolor for att komplettera befintliga universitet och yrkesinriktade
institutioner. Dessa nya, sma och medelstora institutioner etablerades for att i
forsta hand erbjuda kandidatexamina (Hogskoleverket, 1998). Expansionen
skapade en jimnare geografisk fordelning av lirosaten.

Sverige har officiellt ett enhetligt system for hogre utbildning i enlighet
med 1993 hoégskoleférordningen (SFS 1993: 100), trots detta skiljer sig
lirositen at vad giller vilka program och examensnivaer som de erbjuder. I
realiteten kan systemet anses vara binart (Askling, 2012; Kyvik, 2004). Det ar
inte bara lirositenas lokalisering som paverkar mobilitet, det 4r ocksa de olika
utbildningsinriktningar, examensnivaer och institutionens prestige som
paverkar geografisk mobilitet. Skillnader mellan olika ldrositen kan ocksa
paverka den geografiska mobiliteten efter hégskoleutbildning. Till exempel
kan arbetsgivare ha olika uppfattningar om vilka hégskoleutbildade som ar
eftertraktade dven om de ér utbildade inom samma dmnesomride men vid
olika lirosaten. Skillnader i prestige mellan liarosiaten kan darfor begransa var
de hogskoleutbildade kan borja arbeta.

Den rumsliga lokaliseringen av hogre utbildning i kombination med
arbetsmarknadens regionala variation paverkar ocksa mobiliteten. Till exempel
visar Studie II att utbildningsomraden sisom medicin/odontologi, konst och
skogsbruk/jordbruk inte dr jimnt férdelade Gver lirositena (dvs. program
som erbjuds inom dessa utbildningsomraden finns bara vid nagra fa
lirositen). Denna fordelning gor att studenterna som studerat nagot av dessa
utbildningsomraden troligen behover flytta for att hitta lampligt arbete (t.ex.

sysselsittning som motsvarar deras utbildningsnivi och omride).
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Sannolikheten att det inte finns tillrackligt med matchande arbetstillfallen 1
niromradena kring larositena ér stora. Den rumsliga placeringen av lirositen i
kombination med arbetsmarknadens struktur paverkar moijligheterna fér de
hogskoleutbildade att fa anstillning som motsvarar deras utbildning i

niaromradet och kan darfér motivera geografisk mobilitet.

Teoretiskt Ramverk

Bourdieus begreppskonstruktion av det sociala rummet (1984; 1985; 1986;
1989) utgbr den teoretiska grunden i denna avhandling, och ger ett bidrag
utover de ekonomiska och geografiska perspektiv som dr vanligt
torekommande inom detta forskningsomrade. I motsats till majoriteten av
geografiska teorier av det sociala rummet (t.ex. Harvey, 2009), riktas inte
Bourdieus konceptualisering av det sociala rummet mot geografiskt eller
tysiskt rum (Creswell, 2002). Det ir individens ekonomiska och kulturella
kapital som Bourdieu anser utgér grundliggande skillnader mellan individer.
Individer ér fordelade i det sociala rummet beroende pa hur mycket kapital de
har i tilligg till strukturen eller sammansattningen av detta kapital (Bourdieu,
1989, s. 17). Dessutom menar han att ytterligare egenskaper till exempel
nationalitet eller kon paverkar individens ekonomiska och kulturella kapital for
att tillsammans forma uppfattningar och beteenden (Bourdieu, 1984, s. 107).

En individs position i det sociala rummet ar ofta kopplad till dennes
position i det geografiska rummet. Konstruktionen av det sociala rummet
innebir att minniskor i liknande positioner i det sociala rummet har liknande
erfarenheter, intressen och dispositioner, sa att de troligtvis kommer att bete
sig pa likartat sitt. Bourdieu menar att ju nirmre individer befinner sig i det
geografiska rummet, desto narmre ar de i1 det sociala rummet, vilket betyder
att de delar fler egenskaper. Individer nira varandra i det sociala rummet har
en tendens att samlas i det geografiska rummet, genom val eller n6dvandighet
(Bourdieu, 1989, s. 16).

Genom att anvinda Bourdieus begreppskonstruktion kommer utbildning
och socialisering att utgora fokus for denna avhandling. Ytterligare ett bidrag
fran Bourdieu dr hans relationella sitt att skapa mening, han identifierar
verkligheten genom sociala och geografiska relationer hellre in genom direkt
tolkning av enskilda eller gruppers beteenden (Bourdieu, 1989). Genom att
undersoka den geografiska mobiliteten bland de hogskoleutbildade fran ett
socialt rum perspektiv kan, kunskap om foérhillandet mellan flyttbenigenhet
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bland specifika grupper och de geografiska platser de valjer, framtrida. Med
hjilp av det sociala rummet kan, enligt Bourdieu, en 6kad forstaelse uppnas
tor hur en individs ekonomiska och kulturella (dvs. utbildning) resurser och
demografi avgor flyttbenagenhet och val av etableringsort efter utbildning.

Bourdieu anvinder det sociala rummet som utgangspunkt till skillnad fran
ekonomiska teorier dir rumsliga modeller for arbetssokande ér typiska i
forskning om geografisk mobilitet (Faggian et. al., 20006). Dessa teorier foreslar
att minniskor flyttar for att fa okade ekonomiska fordelar. Utover dessa
ekonomiska teorier dr teorier om forankring vid och tillhorighet till platser
ocksa anvinda for att forklara geografisk mobilitet och etableringsregion efter
utbildning. Teorier om platstillhorighet fokuserar pa forhallandet mellan
regionala karakteristika och en individs geografiskt inbaddade tillgangar som
ar knutna till vissa geografiska platser (Dahl & Sorenson, 2010; Wikhall, 2002).
Dessa perspektiv antar att foérhallandena mellan dessa faktorer paverkar en
individs val av en plats framfér en annan (Pollini, 2005). Emellertid
forsummar dessa teorier 1 allmidnhet relationer mellan sociala och
demografiska egenskaper och forhillandet mellan dessa egenskaper till
geografi. Darfér kan begreppet “det sociala rummet” anvindas for att forsta
hur de sociala och geografiska positionerna bland de hogskoleutbildade
paverkar deras mobilitet och etableringsregion efter utbildning.

Metod

Data

Studie I ar en litteraturstudie, som innehaller en oversikt 6ver 18 vetenskapliga
artiklar fran ar 2000 tll 2014. Empirin 1 artiklarna kommer fran fyra
europeiska linder (Sverige, Italien, Nederlinderna och Storbritannien) och
samtliga behandlar geografisk mobilitet bland hégskoleutbildade. Artiklarna ar
granskade, publicerade pa engelska och tillgingliga via Go6teborg universitets
bibliotek. Sokandet efter tidskriftsartiklar var tvirvetenskapligt for att fa en
heltickande forstielse for det gemensamma tema som foérekommer i
geografisk mobilitets forskning. Att soka i tidskrifter fran olika discipliner
inom samhallsvetenskap ar sirskilt viktigt eftersom dmnet ar tvarvetenskapligt.
Forst gjordes en sokning med hjilp av nyckelord i bibliotekets databaser,
darefter valdes artiklar ut som enligt rubriker och sammanfattningar visade
relevans for amnet.
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I Studier II och III anvinds registerdata frin Gothenburg Educational
Longitudinal Database (GOLD). GOLD innehéller information om alla
individer fédda mellan 1972 och 1995. Information bestar bland annat av
utbildningsinformation, inkomstuppgifter, yrke, civilstand, nationell bakgrund
och férildrars utbildning.

Population

I Studier II och III som ingir i denna avhandling utgir ifrin den totala
populationen av individer fédda mellan 1973 och 1982 och som bodde i
Sverige vid 16 ars dlder. De senaste uppgifterna ar frin 2012 da individerna
var 1 aldrarna 29 till 38 dr. Hogskoleutbildade individer star 1 fokus 1 Studie 11
och III. De hogskoleutbildade definieras som individer som genomfort minst
120 hogskolepoing (dvs. tva ars heltidsstudier). Detta dr det minsta antalet
hogskolepoing som krivs for att fa hogskoleexamen (UHR, 2013). I Studie 11
undersoksoks de individer som har studerat vid hogskola minst 75 procent
heltid under tva ar. Denna parameter baserades pa kravet for att fa studielan
tor hogre utbildning (SES 1999: 1395). Med hjilp av parametern kan individer
vars huvudsakliga verksamhet 4dr hogre utbildning identifieras. Den
hogskoleutbildade gruppen reduceras 1 Studie III till individer som bodde pa
landsbygden innan de paborjade hogre utbildning.

Variabler

I Studie IT undersokerséktes hur operationalisering av geografisk mobilitet ger
olika resultat. For att underséka skillnader 1 resultat har bindr logistisk
regression anvinds. Utfallsvariabeln dr ”flytt” respektive ”stanna”. Dessutom
undersoktes forflyttning till och fran hdégre utbildning som separata
utbildningsévergangar. De olika definitionerna f6r mobilitet bestod av vanliga
matt saisom att flytta mellan lin eller kommuner eller att flytta ett visst avstand
(tex. att flytta 100 kilometer eller lingre). Dessutom ingick tva
specialutvecklade mobilitetsmatt; ett som tar hansyn till méjlig daglig pendling
till larositen 1 forhallande till individens val av lidrosite samt ett matt som tar
hinsyn till mojlig daglig pendling fran lirositen.

Konsuppdelad binir logistisk regression anvindes i Studie III for att
undersoka paverkan av det sociala rummet pa de hogskoleutbildade som

ursprungligen kommer fran landsbygden och deras etableringsort/region efter
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utbildningen. Den beroende utfallsvariabeln “etableringsregion” har tva
kategorier — storstad och landsbygd.

De faktorer som anvindes 1 de logistiska regressionsmodellerna
representerar en individs sociala rum. Darfér representerar de oberoende
variablerna ekonomiskt och kulturellt kapital och demografiska uppdelningar
sasomtyp av ldrosate, utbildningsomrade, kon och forildrars utbildning.

Analysmetoder

Resultateten av de logistiska analyserna presenteras i form av genomsnittliga
marginaleffekter. Fordelen med marginaleffekter ar att de ar opaverkade av
skillnader 1 okdand heterogenitet som hor samman med de olika
torklaringsvariablerna som ingar i analyserna. Detta innebdr att de
genomsnittliga marginaleffekterna kan jamftoras mellan grupper i motsats till
oddskvoter (Mood, 2010). Det kan t ex vara problematiskt att anvanda
oddskvoter vid jamforelser mellan min och kvinnor da okidnd heterogenitet
kan variera mellan grupper. En annan férdel med genomsnittliga
marginaleffekter ar att metoden tonar ner betydelsen av signifikans och istallet
betonar praktiska betydelser och ménster resultaten (Williams, 2012). Detta ar
sarskilt viktigt i analyser som anvander populationsdata eftersom ingen
statistik generalisering ar tillimplig (Gorard, 2012; Gorard et al., 2014).

Resultat

Studie I

I studien identifieras tre huvudkategorier av faktorer som paverkar mobilitet
och etableringsort efter hogskoleutbildning — regionala karakteristika (t.ex. den
lokala ekonomin, levnadskostnader och loner och befolkningstithet),
utbildningskapital (Bourdieu, 1986) (t.ex. utbildningsomride, typ av lirosite
och tidigare utbildningsprestationer) och demografi (t.ex. koén, nationell
bakgrund, dlder och tidigare geografisk mobilitet). Denna studie visar att
majoriteten av forskning om hogskoleutbildades mobilitet genomforts i
kulturgeografi och ekonomi. Dirfér anvinds ofta ekonomiska teorier for att
torklara mobilitet bland de hogskoleutbildade. ”Det sociala rummet” f6reslogs
som ett anvandbart begrepp for att underlitta en relationell tolkning av de
faktorer som paverkar mobilitet. Fyra filosofiska utgangspunkter fick utgora
exempel pa hur det sociala rummet kan forstds. Av dessa fyra wvaldes
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Bourdieus definition av det sociala rummet, en sa kallad “’social-spatial teori”,
fram som ett lovande satt att utveckla ett pedagogiskt perspektiv pa mobilitet 1
relation till hégre utbildning.

Studie 11

Resultaten tyder pa att faktorer relaterade till det sociala rummet och den
geografiska placering av hogre utbildning (t.ex. utbildningsomride och
studieort) skiftar vasentligt nar olika matt pa mobilitet anvands. Mobilitetsmatt
som tar hinsyn till mojlig daglig pendling istillet for strikta administrativa
granser eller strikta avstind ses som mest limpliga fOr operationalisering av
mobilitet relaterad till hogre utbildning, matt som stir den rumsliga

organisationen av hogre utbildning nirmast.

Studie I11

Huvudresultaten fran denna studie visar att min och kvinnor som har barn,
liga betyg fran gymnasieskolor, eller studerar inom utbildning eller
skogsbruk/lantbruk flyttar ater till landsbygd. Resultaten visar ocksa att kon
interagerar med en individs ekonomiska och kulturella kapital nar det giller val
av etableringsort efter utbildning. Till exempel paverkar forildrautbildning,
studerar inom utbildning och skogsbruk/lantbruk och studieplats min och

kvinnor pa olika sitt.

Bidrag

Det huvudsakliga bidraget av denna avhandling ar resultaten av de tre
studierna och den integrerade diskussion, som anvinde Bourdieus begrepp
”socialt rum” — ett nytt perspektiv inom forskning om geografisk mobilitet
bland hégskolautbildade. Vidare har varje studie bidragit med att utveckla
forskning om geografisk mobilitet bland hogskoleutbildade med ett
utbildningsvetenskapligt perspektiv.

Det huvudsakliga bidraget i Studie I 4r inférandet av begreppet “socialt
rum” for att Oka fOrstielsen av mobilitet 1 relation till hégre utbildning.
Merparten av studier om geografisk mobilitet har sitt ursprung i ekonomi och
kulturgeografi vilka fokuserar pa ekonomiska och geografiska faktorer. Med
begreppet sociala rummet betonas sociala framfér geografiska sammanhang,
men behaller samtidigt relationen dem emellan. Denna studie bidrar darfor
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med ett alternativt och utbildningsvetenskapligt perspektiv for att tolka och
forsta flyttbeniagenhet bland hégskoleutbildade.

Det huvudsakliga bidraget 1 Studie II ar en diskussion om hur beaktande av
den rumsliga placeringen av lirositen kan bidra till att utveckla metodologiskt
mer precisa sitt att bedoma férekomst av mobilitet 1 relation till hogre
utbildning. Denna strategi, att utforma och prova ett specifikt mobilitetsmatt
tor hogre utbildning i foérhéallande till traditionella matt (konstruerade av
administrativa granser t.ex. kommuner, lin eller bestimda strickor) ger ett
annat bidrag, det vill siga mattet forlitar sig inte bara till ett matt utan tar
ocksa hinsyn till det specifika sammanhang 1 vilket hogre utbildning ingar
sasom lokalisering, kommunikation och utbildningsutbud.

Det huvudsakliga bidraget 1 Studie IIl dr en analys av etableringsregion
efter hogskoleutbildning med hjilp av begreppet ”socialt rum”, hellre dn ett
ekonomiskt perspektiv. Speciellt fokus pa kon i1 det sociala rummet, tydliggor
paverkan av hierarkiska sociala struktur som finns pa arbetsmarknaden. Av
speciellt intresse ar fokus pa landsbygden eftersom forskning till stor del
intresserat sig fOr urbana regioner (Rerat, 2014).

Diskussion och Slutsatser

Genomgiende 1 denna avhandling dr den 6msesidiga karaktaren av det sociala
rummet och geografisk mobilitet (dvs. hur mobilitet paverkar och paverkas av
det sociala rummet). Fa studier i disciplinen pedagogik har uppmairksammat
att geografisk mobilitet ar relaterat till (monster av) sociala positioner
(Lindgren & Lundahl, 2010). Denna avhandling bidrar till att synligg6ra detta
beroendeforhillande

De tre studierna visade att olika aspekter av en individs position 1 det
sociala rummet paverkar flyttbenidgenhet. Dessutom paverkar den rumsliga
placeringen av larositen och deras utbildningsprofil flyttbendgenheten till och
tran hogre utbildning. De sammanlagda resultaten av dessa tre studier stoder
uppfattningen att geografisk mobilitet ar relationell. Namligen att mobilitet
bland hégskoleutbildade bestims av samspelet mellan individuella faktorer
och lokalisering av lirositen och deras karaktaristika.

Positioner i det sociala rummet ar inte statiska utan kan férandras (Massey,
2005). Individers utbildningsval, liksom mobilitet efter hégskoleutbildning,
paverkar sammanlagt deras positioner 1 det sociala rummet efter utbildning.
Till exempel diskuteras i1 Studie III  hur individer som valjer
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utbildningsomraden atypiska for deras kon, dar mindre bendgna att flytta till
omraden med traditionella konsstrukturer (t.ex. landsbygd) efter hogre
utbildning. Med hjilp av en hogskoleutbildning kan dessa individer anvinda
mobilitet, som en strategi for att minska negativ oférdelaktig konspaverkan pa
deras positioner i det sociala rummet.

Pa liknande sitt visas i Studie II att mobilitet bland de hogskoleutbildade
kan anvindas som en strategi for att minska paverkan frin de geografiska
torhallandena pa deras position i det sociala rummet. Till exempel visas 1
Studie II att de hogskoleutbildade som studerade skogs-/lantbruk,
medicin/odontologi eller konst tvingas att flytta frin regionen dir de hade
studerat. Bland annat darfor att alla inte kan hitta ett for sin utbildning adekvat
arbete 1 samma region som dar de studerat. Att stanna kan forsimra deras
positioner i det sociala rummet men mobilitet kan vara en strategi for
individer att bevara sina positioner i det sociala rummet som de skapat under

hogskoleutbildningen.
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Universities

Chalmers University of Technology 5
University of Gothenburg 5
Stockholm School of Economics 6
Karlstad University 13

Karolinska Institutet 6

KTH Royal Institute of Technology 6
Link6ping University 8, 9

Linnaeus University 14, 15

Lulea University of Technology 10
Lund University 3, 4

Mid Sweden University 17, 18, 19
Stockholm University 6

Swedish University of Agricultural Sciences 1, 7, 11, 12
Umed University 7

Uppsala University 1, 2

Orebro University 16

University Colleges

Beckmans College of Design 6

Blekinge Institute of Technology 20

The Erica Foundation 6

Ersta Skéndal Bricke University College 6
Swedish Detence University 6
Gammelkroppa School of Forestry 33
The Swedish School of Sport and Health Sciences 6
University of Boras 21

Dalarna University 22, 23

Evidens University College 5

University of Givle 24

Halmstad University 25

Kristianstad University 27

University of Skovde 28

University West 29

Johannelunds Theological Seminary 33
University College of Arts, Crafts and Design 6
Royal Institute of Art 6

Royal College of Music in Stockholm 6
Malmé University 30

Milardalens University 31, 32
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Newman Institute 1

The Red Cross University College 6

Stockholm Academy for Psychotherapy Training 6
Sophiahemmet University 6

Jonkoping University 26

Stockholm University of the Arts 6

University College of Music Education in Stockholm 6
The Swedish Institute for CBT & Schema Therapy 6
Sodertérns University 6

Stockholm School of Theology 6

Orebro School of Theology 16
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Appendix B

Municipal Divisions (Statistics Sweden, 2017)
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Studies I-111
Study I

Haley, A. (2016). Through a social space lens — Interpreting migration of
the tertiary educated. Exropean Educational Research Journal, 15(4), 480-490.
DOI: 10.1177/1474904116630316.

Reprinted by permission of SAGE Publications.

Study 11

Haley, A. (2017a). Defining geographical mobility: Perspectives from higher
education. Geaforum, 83, 50-59. DOL: 10.1016/j.geoforum.2017.04.013.

Reprinted by permission of Elsevier.
Study II1

Haley, A. (2017b). Returning to rural origins after higher education —
Gendered social space. Submitted.
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Tidigare utgvor:

Editors: Kjell Harnqvist and Karl-Gustaf Stukat

1. KARL-GUSTAF STUKAT Lekskolans inverkan pé
barns utveckling. Stockholm 1966

2. URBAN DAHLLOF Sko/differentiering och
undervisningsforlopp. Stockholm 1967

3. ERIK WALLIN  Spelling. Factorial and experimental
studies. Stockholm 1967

4. BENGT-ERIK ANDERSSON  Studies in adolescent
bebaviour. Project Yg, Youth in Goteborg. Stockholm 1969

5. FERENCE MARTON Structural dynamics of
learning. Stockholm 1970

6. ALLAN SVENSSON Relative achievement. School
performance in relation to intelligence, sex and home
environment. Stockholm 1971

7. GUNNI KARRBY  Child rearing and the development
of moral structure. Stockholm 1971

Editors: Urban Dahll6f, Kjell Hirnqvist and
Karl-Gustaf Stukat

8. ULF P. LUNDGREN Frame factors and the teaching
process. A contribution to curriculum theory and theory on
teaching. Stockholm 1972

9. LENNART LEVIN Comparative studies in foreign-
langnage teaching. Stockholm 1972

10. RODNEY ASBERG  Primary education and national
development. Stockholm 1973

11. BJORN SANDGREN  Kreativ utveckling.
Stockholm 1974

12. CHRISTER BRUSLING Microteaching - A concept
in development. Stockholm 1974

13. KJELL RUBENSON Rekryrering till
vuxcenutbildning. En studie av kortutbildade yngre man.
Goteborg 1975

14. ROGER SALJO Qualitative differences in learning as
a function of the learner’s conception of the task. Géteborg
1975

15. LARS OWE DAHLGREN  Qualitative differences in
learning as a_function of content-oriented guidance. G6teborg
1975

16. MARIE MANSSON ' Samarbete och
samarbetsformaga. En kritisk granskning. Lund 1975
17. JAN-ERIC GUSTAFSSON  Verbal and fignral
aptitudes in relation to instructional methods. Studies in
aptitude - treatment interactions. Géteborg 1976

18. MATS EKHOLM Social utveckling i skolan. Studier
och diskussion. Géteborg 1976

19. LENNART SVENSSON  Study skill and learning.
Goteborg 1976

20. BJORN ANDERSSON ' Scierce teaching and the
development of thinking. Goteborg 1976

21. JAN-ERIK PERNEMAN  Medpetenhet genom
utbildning. Géteborg 1977

Editors: Kjell Hirnqvist, Ference Marton and
Karl-Gustaf Stukat

22. INGA WERNERSSON  Konsdifferentiering i
grundskolan. Géteborg 1977

23. BERT AGGESTEDT & ULLA TEBELIUS
Barns upplevelser av idrott. Gteborg 1977

24. ANDERS FRANSSON _A# ridas prov och att vilja
veta. Goteborg 1978

25. ROLAND BJORKBERG  Firestdllningar om arbete,
utveckling och livsrytm. Goteborg 1978

26. GUNILLA SVINGBY Lidroplaner som styrmedel for
svensk obligatorisk skola. Teoretisk analys och ett empiriskt
bidrag. Géteborg 1978

27. INGA ANDERSSON  Tankestilar och henniljo.
Goteborg 1979

28. GUNNAR STANGVIK' Self-concept and school
segregation. Géteborg 1979

29. MARGARETA KRISTIANSSON
Matematikkunskaper Lgr 62, Igr 69. Géteborg 1979

30. BRITT JOHANSSON  Kunskapsbehov i
omvdrdnadsarbete och kunskapskrav i vardutbildning.
Goteborg 1979

31. GORAN PATRIKSSON Socialisation och
involvering i idrott. Géteborg 1979

32. PETER GILL Moral judgments of violence among Irish
and Swedish adolescents. G6teborg 1979

33. TAGE LJUNGBLAD Firskola - grundskola i
samverkan. Forutsittningar och hinder. Géteborg 1980

34. BERNER LINDSTROM Fomns of representation,
content and learning. Géteborg 1980

35. CLAES-GORAN WENESTAM Qualitative
differences in retention. G6teborg 1980

36. BRITT JOHANSSON  Pedagogiska samtal i
vdrdutbildning. Innebdll och sprakbruk. Géteborg 1981

37. LEIF LYBECK _Arkimedes i klassen. En
amnespedagogisk berdttelse. Gbteborg 1981

38. BIORN HASSELGREN Ways of apprebending
children at play. A study of pre-school student teachers’
development. G6teborg 1981



39. LENNART NILSSON  Yrkesutbildning i
nutidshistoriskt perspektiv. Y rkesutbildningens utveckling frin
skrdvasendets upphirande 1846 til] 1980-talet samt tankar
om framtida inriktning. Géteborg 1981

40. GUDRUN BALKE-AURELL Changes in ability as
related to educational and occupational experience. Goteborg
1982

41. ROGER SALJO  Learning and nnderstanding. A
study of differences in constructing meaning from a text.
Goteborg 1982

42. ULLA MARKLUND Droger och paverkan.
Elevanalys som utgangspunkt for drogundervisning.
Goteborg 1983

43. SVEN SETTERLIND _Avslappningstrining i
skolan. Forskningsiversikt och empiriska studier. Géteborg
1983

44. EGIL ANDERSSON & MARIA LAWENIUS
Léirares uppfattning av undervisning. G6teborg 1983

45. JAN THEMAN Uppfattningar av politisk mafkt.
Goteborg 1983

46. INGRID PRAMLING The child’s conception of
learning. G6teborg 1983

47. PER OLOF THANG  Vauxenlirarens
forhallningssatt till deltagarerfarenbeter. En studie inom
AMU. Géteborg 1984

48. INGE JOHANSSON Fritidspedagog pa fritidshen.
En yrkesgrupps syn pa sitt arbete. Géteborg 1984

49. GUNILLA SVANBERG Medansvar i undervisning.
Metoder for observation och kvalitativ analys. G6teborg
1984

50. SVEN-ERIC REUTERBERG Studiemedel och
rekrytering till higskolan. Géteborg 1984

51. GOSTA DAHLGREN & LARS-ERIK
OLSSON ' Ldisning i barnperspektiv. Géteborg 1985

52. CHRISTINA KARRQVIST Kunskapsutveckling
genom experimentoentrerade dialoger i ellira. Gteborg 1985

53. CLAES ALEXANDERSSON  Stabilitet och
Sforandring. En empirisk studie av forballandet mellan
skolkunskap och vardagsvetande. G6teborg 1985

54. LILLEMOR JERNQVIST Speech regulation of
motor acts as used by cerebral palsied children. Observational
and experimental studies of a key feature of conductive
edncation. Géteborg 1985

55. SOLVEIG HAGGLUND Sex-#yping and
development in an ecological perspective. GSteborg 1986

56. INGRID CARLGREN Lokalt ntvecklingsarbete.
Goteborg 1986

57. LARSSON, ALEXANDERSSON, HELMSTAD
& THANG Arbetsupplevelse och ntbildningssyn hos icke
Sacklirda. Goteborg 1986

58. ELVI WALLDAL Studerande vid gymnasieskolans
vardlinje. Forvantad yrkesposition, rollpaverkan,
salvuppfatining. Géteborg 1986

Editors: Jan-Eric Gustafsson, Ference Marton and
Katl-Gustaf Stukat

59. EIE ERICSSON  Foreign language teaching from the
point of view of certain student activities. Géteborg 1986

60. JAN HOLMER  Higre utbildning for ligutbildade i
industrin. G6teborg 1987

61. ANDERS HILL & TULLIE RABE Psykiskt
utvecklingsstirda i kommunal forskola. Géteborg 1987

62. DAGMAR NEUMAN  The origin of arithmetic
skills. A phenomenographic approach. Géteborg 1987

63. TOMAS KROKSMARK' Fenomenografisk didaktik.
Goteborg 1987

64. ROLF LANDER  Umirderingsforskning - till vilken
mytta? Goteborg 1987

65. TORGNY OTTOSSON Map-reading and
wayfinding. G6teborg 1987

66. MAC MURRAY  Utbhildningsexcpansion, jamlikbet och
avlinkning. Géteborg 1988

67. ALBERTO NAGLE CAJES Studievalet ur den
viljandes perspektiv. Goteborg 1988

68. GORAN LASSBO Mamma - (Pappa) - barn. En
utvecklingsekologisk studie av socialisation i olika familjetyper.
Goteborg 1988

69. LENA RENSTROM Conceptions of matter. A
phenomenographic approach. Géteborg 1988

70. INGRID PRAMLING _A# lira barn lira.
Goteborg 1988

71. LARS FREDHOLM Praktik som bérare av
undervisnings innehall och form. En forklaringsmodell for
uppkomst av undervisningshandlingar inom en
totalforsvarsorganisation. Gteborg 1988

72. OLOF F. LUNDQUIST Studiestid for vuscna.
Utveckling, ntnyttjande, utfall. Géteborg 1989

73. BO DAHLIN Religionen, sjilen och livets mening. En
Jfenomenografisk och existensfilosofisk studie av
religionsundervisningens villkor. Géteborg 1989

74. SUSANNE BJORKDAHL ORDELL
Socialarbetare. Bakgrund, ntbildning och yrkeskiv. Géteborg
1990

75. EVA BJORCK-AKESSON  Measuring Sensation
Seeking. Géteborg 1990

76. ULLA-BRITT BLADINI Frin hjdlpskolelarare till
Jforandringsagent. Svensk speciallararntbildning 1921-1981
relaterad till specialundervisningens utveckling och fordndringar
i specialldrarens yrkesuppgifter. Géteborg 1990



77. ELISABET OHRN  Kénsmonster i
klassrumsinteraktion. En observations- och intervjustudie av
hogstadieelevers lirarkontakter. Goteborg 1991

78. TOMAS KROKSMARK  Pedagogikens végar till dess
Jforsta svenska professur. Géteborg 1991

Editors: Ingemar Emanuelsson, Jan-Eric Gustafsson
and Ference Marton

79. ELVI WALLDAL Problembaserad inlirning.
Utvardering av pabyggnadslinjen Utbildning i gppen halso- och
yjukvard. Goteborg 1991

80. ULLA AXNER VVisuella perceptionssvarigheter i
skolperspektiv. En longitudinell studie. Géteborg 1991

81. BIRGITTA KULLBERG Learning to learn to read.
Goteborg 1991

82. CLAES ANNERSTEDT Idrottslararna och
idrottsamnet. Utveckling, mal, kompetens - ett didaktiskt
perspektiv. Goteborg 1991

83. EWA PILHAMMAR ANDERSSON  Det gr vi
som dr dom. Sjukskiterskestuderandes forestillningar och

perspektiv under utbildningstiden. Gteborg 1991

84. ELSA NORDIN Kunskaper och uppfatiningar om
maten och dess funktioner i kroppen. Kombinerad enkdt- och
intervjustudie i grundskolans drskurser 3, 6 och 9. G6teborg
1992

85. VALENTIN GONZALEZ On human attitudes.
Root metaphors in theoretical conceptions. G6teborg 1992

86. JAN-ERIK JOHANSSON  Metodikdimnet i
Jforskolldrarntbildningen. Bidrag till en traditionsbestamning.
Goteborg 1992

87. ANN AHLBERG _A# mota matematiska problem.
En belysning av barns lirande. Géteborg 1992

88. ELLA DANIELSON  Omwidirdnad och dess
psykosociala inslag. Sjukskoterskestuderandes nppfatiningar
av centrala termer och reaktioner infor en omvdrdnadssituation.
Goteborg 1992

89. SHIRLEY BOOTH Learning to program. A
phenomenographic perspective. Géteborg 1992

90. EVA BJORCK-AKESON ' Samspel mellan smi barn
med rorelsehinder och talbandikapp och deras forildrar - en
longitudinell studie. G6teborg 1992

91. KARIN DAHLBERG Helhetssyn i virden. En
uppgift for sjukskditerskentbildningen. 1992

92. RIGMOR ERIKSSON  Teaching Language
Learning. In-service training for communicative teaching and
self directed learning in English as a foreign langnage. 1993

93. KJELL HARENSTAM Skolboks-islam. Analys av
bilden av islam i lirobocker i religionskunskap. Goteborg
1993.

94. INGRID PRAMLING Kunnandets grunder.
Provning av en fenomenografisk ansats till att utveckla barns
sdtt att uppfatta sin omvirld. Géteborg 1994,

95. MARIANNE HANSSON SCHERMAN _4#
vdgra vara sjuk. En longitudinell studie av forhallningssatt till
astma/ allergi. Goteborg 1994

96. MIKAEL ALEXANDERSSON  Metod och
medvetande. G6teborg 1994

97. GUN UNENGE Pappor i forildrakooperativa
daghem. En deskriptiv studie av pappors medperkan.
Goteborg 1994

98. BJORN SJOSTROM  Assessing acute postoperative
pain. Assessment strategies and quality in relation to clinical
experience and professional role. Géteborg 1995

99. MAJ] ARVIDSSON Ladrares orsaks- och
atgdrdstankar om elever med svarigheter. Géteborg 1995

100. DENNIS BEACH Making sense of the problems of
change: An ethnographic study of a teacher education reform.
Goteborg 1995.

101. WOLMAR CHRISTENSSON  Subjektiv
bedomning - som besluts och handlingsunderlag. Géteborg
1995

102. SONJA KIHLSTROM At vara firskollirare. Om
yrkets pedagogiska inneborder. Géteborg 1995

103. MARITA LINDAHL Inlirning och erfarande.
Ettaringars mote med forskolans virld. Gteborg. 1996

104. GORAN FOLKESTAD Computer Based Creative
Music Making - Young Peoples” Music in the Digital Age.
Goteborg 1996

105. EVA EKEBLAD Children * Learning ® Numbers.
A phenomenographic excursion into first-grade children’s
arithmetic. Géteborg 1996

106. HELGE STROMDAHL On mole and amount of
substance. A study of the dynamics of concept formation and
concept attainment. Géteborg 1996

107. MARGARETA HAMMARSTROM  Varfir inte
hogskola? En longitudinell studie av olika faktorers betydelse

Jor studiebegavade ungdomars utbildningskarridr. Géteborg
1996

108. BIORN MARDEN  Rektorers tinkande. En kritisk
betraktelse av skolledarskap. Goteborg 1996

109. GLORIA DALI’ALBA & BIORN
HASSELGREN (EDS) Reflections on Phenomenography -
Toward a Methodology? G6teborg 1996

110. ELISABETH HESSLEFORS ARKTOFT [ ord
och handling. Innebirder av “att anknyta till elevers
erfarenbeter”, uttryckta av lirare. Géteborg 1996

111. BARBRO STROMBERG  Professionellt
forhallningssétt hos likare och sjukskditerskor. En studie av
uppfatiningar. Géteborg 1997

112. HARRIET AXELSSON Vdga lira. Om larare
som fordndrar sin miljoundervisning. Géteborg 1997



113. ANN AHLBERG Children’s ways of handling and
experiencing numbers. Géteborg 1997

114. HUGO WIKSTROM A# first forindring.
Modellbyggande, simulering och gymmnasieelevers larande.
Goteborg 1997

115. DORIS AXELSEN Listening to recorded music.
Habits and motivation among high-school students. G6teborg
1997.

116. EWA PILHAMMAR ANDERSSON
Handledning av sjukskoterskestuderande i klinisk praktik.
Goteborg 1997

117. OWE STRAHLMAN El/itidrott, karvidr och
avslntning. Géteborg 1997

118. AINA TULLBERG Teaching the ‘mole’. A
phenomenographic inquiry into the didactics of chemistry.
Goteborg 1997.

119. DENNIS BEACH  Symbolic Control and Power
Relay Learning in Higher Professional Education.
Goteborg 1997

120. HANS-AKE SCHERP Utmanande eller utmanat
ledarskap. Rektor, organisationen och forindrat
undervisningsmonster i gymnasieskolan. Géteborg 1998

121. STAFFAN STUKAT Larares planering under och
efter utbildningen. Goteborg 1998

122. BIRGIT LENDAHLS ROSENDAHL
Examensarbetets inneborder. En studie av blivande lirares
utsagor. Goteborg 1998

123. ANN AHLBERG Meeting Mathematics.
Educational studies with young children. Géteborg 1998

124. MONICA ROSEN  Gender Differences in Patterns
of Knowledge. Géteborg 1998.

125. HANS BIRNIK Ldrare- elevrelationen. Ett
relationistiskt perspektiv. Géteborg 1998

126. MARGRETH HILL Kompetent for “det nya
arbetslivet”? Tre gymnasieklasser reflekterar dver och
diskuterar yrkesforberedande studier. Géteborg 1998

127. LISBETH ABERG-BENGTSSON Euntering a
Graphicate Society. Young Children Learning Graphs and
Charts. Goteborg 1998

128. MELVIN FEFFER  The Conflict of Equals: A
Constructionist View of Personality Development. G6teborg
1999

129. ULLA RUNESSON Variationens pedagogik.
Skilda satt att behandla ett matematiskt innebill. G6teborg
1999

130. SILWA CLAESSON  "Hur tinker du di?”
Empiriska studier om relationen mellan forskning om
elevuppfatiningar och lirares undervisning. Géteborg 1999

131. MONICA HANSEN Yrkeskulturer i mote.
Ldiraren, fritidspedagogen och samverkan. Géteborg 1999

132. JAN THELIANDER _A# studera arbetets
Jforandring under kapitalismen. Ure och Taylor i pedagogiskt
perspektiv. Goteborg 1999

133. TOMAS SAAR Musikens dimensioner - en studie av
unga musikers lirande. Géteborg 1999

134. GLEN HELMSTAD Understandings of
understanding. An inguiry concerning experiential conditions
Jor developmental learning. G6teborg 1999

135. MARGARETA HOLMEGAARD
Sprikmedvetenbet och ordinlarning. Lirare och inldrare
reflekterar kring en betydelsefiltsovning i svenska som
andrasprak. Géteborg 1999

136. ALYSON MCGEE Investigating Iangnage Anxiety
through Action Inquiry: Developing Good Research Practices.
Goteborg 1999

137. EVA GANNERUD  Genusperspektiv pa
larargarning. Om kvinnliga klasslarares liv och arbete.
Goteborg 1999

138. TELLERVO KOPARE At rida stormen ut.
Forlossningsberittelser i Finnmark och Sdapmi. Géteborg
1999

139. MAJA SODERBACK  Enconntering Parents.
Professional Action Styles among Nurses in Pediatric Care.
Goteborg 1999

140. AIRI ROVIO - JOHANSSON  Being Good at
Teaching. Exploring different ways of handling the same
subject in Higher Education. G6teborg 1999

141. EVA JOHANSSON Efik i smd barns vérld. Om
vdrden och normer bland de yngsta barnen i forskolan.
Goteborg 1999

142. KENNERT ORLENIUS Firstaelsens paradox.
Yrkeserfarenbetens betydelse nar forskollirare blir
grundskollirare. Goteborg 1999.

143. BJORN MARDEN  De nya hilsomissiondrerna —
rorelser i korsvagen mellan pedagogik och hilsopromotion.
Goteborg 1999

144. MARGARETA CARLEN  Kunskapshyft eller
avbytarbank? Moten med industriarbetare om utbildning for
arbete. Goteborg 1999

145. MARIA NYSTROM _Allvarligt psykiskt stirda
mdnniskors vardagliga tillvaro. G6teborg 1999

146. ANN-KATRIN JAKOBSSON  Motivation och
inldarning ur genusperspertiv. En studie av gymmnasieelever pa
teoretiska linjer/ program. Goteborg 2000

147. JOANNA GIOTA _Adolescents’ perceptions of school
and reasons for learning. Géteborg 2000

148. BERIT CARLSTEDT Cognitive abilities — aspects
of structure, process and measurement. Géteborg 2000

149. MONICA REICHENBERG Rt och kausalitet i
ldarobokstexcter. En studie av elevers forstaelse av olika
texctversioner. G6teborg 2000



150. HELENA ABERG Sustainable waste management
in housebolds — from international policy to everyday practice.
Experiences from two Swedish field studies. G6teborg 2000

151. BJORN SJOSTROM & BRITT JOHANSSON
Ambulanssinkvird. Ambulanssinkvdrdares och likares
perspektiv. Goteborg 2000

152. AGNETA NILSSON  Omwardnadskompetens inom
bemsjukvard — en deskriptiv studie. Géteborg 2001

153. ULLA LOFSTEDT Firskolan som lirandekontext
Jfor barns bildskapande. Géteborg 2001

154. JORGEN DIMENAS  Innehdll och interaktion. Om
elevers lirande i naturvetenskaplig undervisning. Géteborg
2001

155. BRITT MARIE APELGREN  Foreign Language
Teachers’ 1V vices. Personal Theories and Experiences of
Change in Teaching English as a Foreign Langnage in
Sweden. G6teborg 2001

156. CHRISTINA CLIFFORDSON  _Assessing
empathy: Measurement characteristics and interviewer effects.
Goteborg 2001

157. INGER BERGGREN [dentitet, kin och klass.
Hur arbetarflickor formar sin identitet. G6teborg 2001

158. CARINA FURAKER  Styring och visioner —
sjukskiterskentbildning i forindring. Géteborg 2001

159. INGER BERNDTSSON Forskjutna horisonter.
Livsfordndring och lirande i samband med synnedsattning eller
blindbet. Géteborg 2001

160. SONJA SHERIDAN  Pedagogical Quality in
Preschool. An issue of perspectives. Géteborg 2001

161. JAN BAHLENBERG Der otroliga verkligheten
satter spar. Om Carlo Derkerts liv och konstpedagogiska
garning. Goteborg 2001

162. FRANK BACH O Jjuset i tillvaron. Ett
undervisningsexperiment inom optik. Géteborg 2001

163. PIA WILLIAMS Barn lar av varandra. Samlirande
i forskola och skola. Géteborg 2001

164. VIGDIS GRANUM  Studentenes forestillinger om
sykepleie som fag og funksjon. Gteborg 2001

165. MARIT ALVESTAD Den komplekse planlegginga.
Forskolelerarar om pedagogisk planlegging og praksis.
Goteborg 2001

166. GIRMA BERHANU  Learning-In-Context. An
Ethnographic Investigation of Mediated 1earning Experiences
among Ethiopian Jews in Israel. Goteborg 2001.

167. OLLE ESKILSSON En longitudinell studie av 10
— 12-dringars forstaelse av materiens forandringar. Goteborg
2001

168. JONAS EMANUELSSON Eu# fraga om fragor.
Hur lirares fragor i Rlassrummet gor det mdjligt att fi reda pa
elevernas satt att forsta det som undervisningen bebandlar i
matematik och naturvetenskap. Goteborg 2001

169. BIRGITTA GEDDA  Den offentliga hemligheten.
En studie om sjukskoterskans pedagogiska funktion och
kompetens i folkhdlsoarbetet. Goteborg 2001

170. FEBE FRIBERG Pedagogiska mioten mellan
patienter och sjukskiterskor pa en medicinsk vardavdelning.
Mot en varddidaktik pa livsvirldsgrund. Goteborg 2001

171. MADELEINE BERGH Medpetenbet om
bemitande. En studie om sjnkskoterskans pedagogiska
Sunktion och kompetens i nérstiendenndervisning. Géteborg
2002

172. HENRIK ERIKSSON  Dern diplomatiska puntkten
— maskulinitet som kroppsligt identitetsskapande projekt i
svensk sjukskiterskeutbildning. Géteborg 2002

173. SOLVEIG LUNDGREN [ spdren av en
bemanningsforandring. En studie av sjukskiterskors arbete pa
en Rirurgisk vardavdelning. Géteborg 2002

174. BIRGITTA DAVIDSSON Mellan soffan och
katedern. En studie av hur forskolldrare och grundskollarare
utvecklar pedagogisk integration mellan forskola och skola.
Goteborg 2002

175. KARI SONDENA  Tradisjon og Transcendens — ein
Jfenomenologisk studie av refleksjon i norsk
Sorskulelerarntdanning. Gteborg 2002

176. CHRISTINE BENTLEY The Roots of VVariation
of English-Teaching. A Phenomenographic Study Founded on
an Alternative Basic Assumption. Géteborg 2002

177. ASA MAKITALO Categorizing Work: Knowing,
Arguing, and Social Dilemmas in 1 ocational Guidance.
Goteborg 2002

178. MARITA LINDAHIL IVARDA - IVAGLEDA
— LARA. Effektstudie av ett interventionsprogram for
pedagogers lirande i forskolemiljon. Géteborg 2002

179. CHRISTINA BERG Influences on schoolchildren’s
dietary selection. Focus on fat and fibre at breakfast.
Goteborg 2002

180. MARGARETA ASP VVila och lirande om vila. En
studie pa livsvirldsfenomenologisk grund. G6teborg 2002

181. FERENCE MARTON & PAUL MORRIS
(EDS) What matters? Discovering critical contitions of
classroom learning. G6teborg 2002

182. ROLAND SEVERIN Do vet vad dom talar om.
En intervjustudie om elevers uppfattningar av begreppen makt
och samballsforindring. Géteborg 2002

Editors: Bjorn Andersson, Jan Holmer and
Ingrid Pramling Samuelsson

183. MARLENE JOHANSSON  S/igjdpraktik i skolan
— hand, tanke, kommunikation och andra medierande
redskap. Géteborg 2002



184. INGRID SANDEROTH O lust att lira i
skolan: En analys av dokument och klass 8y. Géteborg
2002

185. INGA-LILL JAKOBSSON  Diagnos i skolan. En
studie av skolsituationer for elever med syndromdiagnos.
Goteborg 2002

186. EVA-CARIN LINDGREN Ewmpowering Yonng
Female Athletes — A Possible Challenge to the Male
Hegemony in Sport. A Descriptive and Interventional Study.
Goteborg 2002

187. HANS RYSTEDT Bridging practices. Simulations in
edncation for the bealth-care professions. G6teborg 2002

188. MARGARETA EKBORG Naturvetenskaplig
utbildning for ballbar utveckling? En longitudinell stndie av
bur studenter pa grunskollararprogrammet utvecklar for
miljoundervisning relevanta kunskaper i naturkunskap.
Goteborg 2002

189. ANETTE SANDBERG Vusxnas lekvérld. En
studie om vuxnas erfarenbeter av lek. Géteborg 2002

190. GUNLOG BREDANGE Grinslis pedagog. Fyra
studier om utlandska lirare i svensk skola. Géteborg 2003

191. PER-OLOF BENTLEY Mathematics Teachers and
Their Teaching. A Survey Study. G6teborg 2003

192. KERSTIN NILSSON MANDAT — MAKT —
MANAGEMENT. En studie av hur vardenbetschefers
ledarskap konstrueras. Géteborg 2003

193. YANG YANG Measuring Socioecononic Status and
its Effects at Individual and Collective Levels: A Cross-
Country Comparison. Géteborg 2003

194. KNUT VOLDEN Mediekunnskap som
mediekritikk. Géteborg 2003.

195. LOTTA LAGER-NYQVIST _A## gira det man
kan — en longitudinell studie av hur sju lararstudenter
utvecklar sin undervisning och formar sin lirarroll i
naturvetenskap. Goteborg 2003

196. BRITT LINDAHL Lust att lira naturvetenskap och
teknik? En longitudinell studie om vagen till gymmnasiet.
Goteborg 2003

197. ANN ZETTERQVIST Amnesdidaktisk
kompetens i evolutionsbiologi. En intervjuundersokning med
no/ biologilirare. Goteborg 2003

198. ELSIE ANDERBERG Sprikanvindningens
Sfunktion vid utveckling av kunskap om objekt. Géteborg
2003.

199. JAN GUSTAFSSON  Integration som text, diskursiv
och social praktik. En policyetnografisk fallstndie av motet
mellan skolan och forskoleklassen. Goteborg 2003.

200. EVELYN HERMANSSON _Akadensisering och
professionalisering — barnmorskans utbildning i forindring.
Goteborg 2003

201. KERSTIN VON BROMSSEN  Tolkningar,
Jforbandlingar och tystnader. Elevers tal om religion i det
mangkulturella och postkoloniala rummet. Géteborg 2003

202. MARIANNE LINDBLAD FRIDH Frain
allménsjnkskoterska till specialistsjukskoterska inom
intensivvird. En studie av erfarenbeter fran
specialistutbildningen och fran den forsta yrkesverksamma
tiden inom intensivvdrden. G6éteborg 2003

203. BARBRO CARLI The Making and Breaking of a
Female Culture: The History of Swedish Physical Education
%n a Different Voice’. G6teborg 2003

204. ELISABETH DAHLBORG-LYCKHAGE
“Systers” konstruktion och mumifiering — i TV -serier och i
studenters forestillningar. Géteborg 2003

205. ULLA HELLSTROM MUHLI _A# dverbrygga
perspektiv. En studie av behovsbedimningssamtal inom
aldreinriktat socialt arbete. Géteborg 2003

206. KRISTINA AHLBERG  Symvéndor.
Universitetsstudenters berittelser om kvalitativa forandringar
av satt att erfara situationers mening under
utbildningspraktik. Géteborg 2004

207. JONAS IVARSSON  Renderings & Reasoning:
Studying artifacts in human knowing. Gteborg 2004

208. MADELEINE LOWING
Matematikundervisningens konkreta gestaltning. En studie av
kommunikationen lirare — elev och matematiklektionens
didaktiska ramar. Goteborg 2004

209. PIJA EKSTROM Makten att definiera. En studie
av hur bestutsfattare formulerar villkor for specialpedagogisk
verksambet. Géteborg 2004

210. CARIN ROOS  Skriftsprakande diva barn. En
studie om skriftsprikligt lirande i forskola och skola.
Goteborg 2004

211. JONAS LINDEROTH Datorspelandets mening.
Bortom idén om den interaktiva illusionen. Géteborg 2004

212. ANITA WALLIN Ewolutionsteorin i klassrummet.
Pa viig mot en dmnesdidaktisk teori for undervisning i
biologisk evolution. Gteborg 2004

213. EVA HJORNE Excluding for inclusion? Negotiating
school careers and identities in pupil welfare settings in the
Swedish school. GSteborg 2004

214. MARIE BLIDING Innesiutandets och utesiutandets
praktik. En studie av barns relationsarbete i skolan.
Goteborg 2004

215. LARS-ERIK JONSSON _Appropriating
Technologies in Educational Practices. Studies in the Contexts
of Compulsory Education, Higher Education, and Fighter
Pilot Training. Géteborg 2004

216. MIA KARLSSON An ITiS Teacher Team as a
Community of Practice. G6teborg 2004

217. SILWA CLAESSON  Larares levda kunskap.
Goteborg 2004

218. GUN-BRITT WARVIK Awmbitioner att firindra
och artefakters verkan. Gransskapande och stabiliserande
praktiker pa produktionsgolvet. Géteborg 2004



219. KARIN LUMSDEN WASS  Vauxenutbildning i
omvandling. Kunskapslyftet som ett sitt att organisera
Sfornyelse. Goteborg 2004

220. LENA DAHL _Amningspraktikens villkor. En
interyjustudie av en grupp Rvinnors forestiallningar pa och
erfarenbeter av amning. Géteborg 2004

221. ULRIC BJORCK Distributed Problem-Based
Learning. Studies of a Pedagogical Model in Practice.
Goteborg 2004

222. ANNEKA KNUTSSON  “To the best of your
knowledge and for the good of your neighbour”. A study of
traditional birth attendants in Addis Ababa, Ethiopia.
Goteborg 2004

223. MARIANNE DOVEMARK' Ansvar — flexibilitet
— valfribet. En etnografisk studie om en skola i forindring.
Goteborg 2004

224. BJORN HAGLUND Traditioner i mite. En
kvalitatiy studie av fritidspedagogers arbete med samlingar i
skolan. Géteborg 2004

225. ANN-CHARLOTTE MARDS]O  Larandets
skiftande inneborder — uttryckta av forskollirare i
vidarentbildning. G6teborg 2005

226. INGRID GRUNDEN A dtererivra kroppen. En
studie av livet efter en ryggmargsskada. Goteborg 2005

227. KARIN GUSTAFSSON & ELISABETH
MELLGREN Barus skriftsprikande — att bli en
skrivande och lasande person. Gteborg 2005

228. GUNNAR NILSSON At dga 7. Praxisndra
studier av lararstudenters arbete med geometrilaborationer.
Goteborg 2005.

229. BENGT LINDGREN Bi/d, visualitet och vetande.
Diskussion om bild som ett kunskapsfilt inom ntbildning.
Goteborg 2005

230. PETRA ANGERVALL Jimstilldbetsarbetets
pedagogik. Dilemman och paradoxer i arbetet med
Jamstélldhet pa ett foretag och ett universitet. Géteborg 2005

231. LENNART MAGNUSSON Designing a
responsive support service for family carers of frail older people
using ICT. Goteborg 2005

232. MONICA REICHENBERG Gymmnasieelever
samtalar kring facktexter. En studie av textsamtal med goda
och svaga lisare. Gteborg 2005

233. ULRIKA WOLFF  Characteristics and varieties of
poor readers. Gteborg 2005

234. CECILIA NIELSEN Mellan fakticitet och projekt.
Lds- och skrivsvarigheter och stravan att dvervinna dem.
Goteborg 2005.

235. BERITH HEDBERG Decision Making and
Communication in Nursing Practice. Aspects of Nursing
Competence. Géteborg 2005

236. MONICA ROSEN, EVA MYRBERG & JAN-
ERIC GUSTAFSSON Ldskompetens i skoldr 3 och 4.
Nationell rapport fran PIRLS 2001 i Sverige. The IEA
Progress in International Reading Literacy Study. G6teborg
2005

237. INGRID HENNING LOEB  Utveckling och
Jforandring i kommunal vuxenutbildning. En yrkeshistorisk
ingdng med berdttelser om lirarbanor. Géteborg 2006.

238. NIKLAS PRAMLING Minding metaphors: Using
fugurative language in learning to represent. Géteborg 2006

239. KONSTANTIN KOUGIOUMTZIS
Liérarkulturer och professionskoder. En komparativ studie av
idrottslarare i Sverige och Grekland. Goteborg 2006

240. STEN BATH Kuvalifikation och medborgarfostran.
En analys av reformtexter avseende gymnasieskolans
samhbéllsuppdrag. Goteborg 2000.

241. EVA MYRBERG Fristiende skolor i Sverige —
Effekter pa 9-10-driga elevers lisformaga. Géteborg 2006

242. MARY-ANNE HOLFVE-SABEL _A#fitudes
towards Swedish comprebensive school. Comparisons over time
and between classrooms in grade 6. Gteborg 2006

243. CAROLINE BERGGREN Entering Higher
Education — Gender and Class Perspectives. Géteborg 2006

244, CRISTINA THORNELL & CARL
OLIVESTAM Kulturmite i centralafrikansk kontext med
kyrkan som arena. Géteborg 2006

245. ARVID TREEKREM At leda som man lir. En
arbetsmiljopedagogisk studie av toppledares ideologier om
ledarskapets taktiska potentialer. Géteborg 2006

246. EVA GANNERUD & KARIN
RONNERMAN  Innehdll och innebird i lirares arbete i
Jorskola och skola — en fallstudie ur ett genusperspertiv.
Goteborg 2006

247. JOHANNES LUNNEBLAD  Forskolan och
mangfalden — en etnografisk studie pa en forskola i ett
multietniskt omride. Géteborg 2006

248. LISA ASP-ONSJO  Atgirdsprogram — dokument
eller verktyg? En fallstndie i en kommun. Géteborg 2006

249. EVA JOHANSSON & INGRID PRAMLING
SAMUELSSON Lek och liroplan. Mdten mellan barn och
lirare i forskola och skola. GSteborg 2006

250. INGER BJORNELOO  Innebirder av hallbar
utveckling. En studie av larares ntsagor om undervisning.
Goteborg 2006

251. EVA JOHANSSON Elfiska dverenskommelser i
Jforskolebarns virldar. Gteborg 2006

252. MONICA PETERSSON At genuszappa pa séiiker
eller osdtker mark. Hem- och konsumentkunskap ur ett
konsperspektiv. Géteborg 2007

253. INGELA OLSSON  Handlingskompetens eller
inlard hjalplishet? Larandeprocesser hos
verkstadsindustriarbetare. Gteborg 2007



254. HELENA PEDERSEN  The School and the
Animal Other. An Ethnography of human-animal relations
in edncation. Géteborg 2007

255. ELIN ERIKSEN ODEGAARD  Meningsskaping
7 barnehagen. Innhold og bruk av barns og voksnes
samtalefortellinger. G6teborg 2007

256. ANNA KLERFELT Barns multimediala
berattande. En link mellan mediakultur och pedagogisk
praktik. Géteborg 2007

257. PETER ERLANDSON  Dovile bodies and
imaginary minds: on Schin's reflection-in-action. Goteborg
2007

258. SONJA SHERIDAN OCH PIA WILLIAMS
Dimensioner av konstruktiv konkurrens. Konstruktiva
konkurrensformer i forskola, skola och gymmnasium.
Goteborg 2007

259. INGELA ANDREASSON  Elevplanen som text -
om identitet, genus, makt och styrning i skolans
elevdoknmentation. Géteborg 2007
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260. ANN-SOFIE HOLM Relationer i skolan. En
studie av femininiteter och maskuliniteter i ar 9. G6teborg
2008

261. LARS-ERIK NILSSON  But can't you see they are
lying: Student moral positions and ethical practices in the wafke
of technological change. Gteborg 2008

262. JOHAN HAGGSTROM Teaching systems of linear
equations in Sweden and China: What is made possible to
learn? Géteborg 2008

263. GUNILLA GRANATH Milda makter!
Utvecklingssamtal och logghicker som disciplineringstekniker.
Goteborg 2008

2604. KARIN GRAHN Flickor och pojkar i idrottens
laromedel. Konstruktioner av genus i
ungdomstranarutbildningen. G6teborg 2008.

265. PER-OLOF BENTLEY Mathematics Teachers and
Their Conceptual Models. A New Field of Research.
Goteborg 2008

266. SUSANNE GUSTAVSSON  Motstind och mening.
Innebird i blivande lirares seminariesamtal. Goteborg 2008

267. ANITA MATTSSON  Flexibel utbildning i
praktiken. En fallstndie av pedagogiska processer i en
distansutbildning med en dppen design for samarbetsiirande.
Goteborg 2008

268. ANETTE EMILSON Det inskvirda barnet.
Fostran uttryckt i vardagliga kommunikationshandlingar
mellan lirare och barn i forskolan. Goteborg 2008

269. ALLI KLAPP LEKHOLM Grades and grade
assignment: effects of student and school charachterisites.
Goteborg 2008

270. ELISABETH BJORKLUND _A# erivra
litteracitet. Sma barns kommunikativa miten med berittande,
bilder, text och tecken i forskolan. Goteborg 2008

271. EVA NYBERG O livets kontinuitet. Undervisning
och lirande om vixcters och djurs livscykler - en fallstudie i
arskurs 5. Géteborg 2008

272. CANCELLED

273. ANITA NORLUND Kritisk sakprosaldsning i
gymmasieskolan. Didaktiska perspektiv pa larobocker, lirare
och nationella prov. Gteborg 2009

274. AGNETA SIMEONSDOTTER SVENSSON
Den pedagogiska samiingen i forskoleklasen. Barns olika sditt
att erfara och hantera svarigheter. Géteborg 2009

275. ANITA ERIKSSON O teori och praktik i
lararutbildningen. En etnografisk och diskursanalytisk studie.
Goteborg 2009

276. MARIA HJALMARSSON  Ldrarprofessionens
genusordning. En studie av larares uppfattningar om

arbetsuppgifter, kompetens och forvantningar. Géteborg
2009.

277. ANNE DRAGEMARK OSCARSON e/
Assessement of Writing in Learning English as a Foreign
Langnage. A Study at the Upper Secondary School Level.
Goteborg 2009

278. ANNIKA LANTZ-ANDERSSON  Framing in
Educational Practices. Learning Activity, Digital Technology
and the Logic of Situated Action. Géteborg 2009

279. RAUNI KARLSSON  Demokratiska virden i
Jforskolebarns vardag. Géteborg 2009

280. ELISABETH FRANK  Ladsformagan bland 9-10-
aringar. Betydelsen av skolklimat, hem- och skolsamverkan,
ldararkompetens och elevers hembakgrund. Géteborg 2009

281. MONICA JOHANSSON _Anpassning och
motstind. En etnografisk studie av gymnasieelevers
institutionella identitetsskapande. G6teborg 2009

282. MONA NILSEN  Food for Thonght. Communication
and the transformation of work experience in web-based in-
service training. Goteborg 2009

283. INGA WERNERSSON (RED) Genus i forskola
och skola. Forandringar i policy, perspektiv och praktik.
Goteborg 2009

284. SONJA SHERIDAN, INGRID PRAMLING
SAMUELSSON & EVA JOHANSSON (RED) Barns
tidiga lirande. En tvarsnittsstudie om forskolan som milji for
barns lirande. G6teborg 2009

285. MARIE HJALMARSSON  Lojalitet och motstind -
anstalldas agerande i ett foranderligt hemtjanstarbete.
Goteborg 2009.



286. ANETTE OLIN Skolans mitespraktik - en studie
om skolutveckling genom yrkesverksammas forstdelse.
Goteborg 2009

287. MIRELLA FORSBERG AHLCRONA
Handdockans kommunikativa potential som medierande
redskap i forskolan. Géteborg 2009

288. CLAS OLANDER  Towards an interlangnage of
biological evolution: Exploring students” talk and writing as
an arena for sense-making. Géteborg 2010
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289. PETER HASSELSKOG S/gjdldrares
forhallningssatt i undervisningen. G6teborg 2010

290. HILLEVI PRELL Promoting dietary change.
Intervening in school and recognizing health messages in
commercials. G6teborg 2010

291. DAVOUD MASOUMLI Quality Within E-learning
in a Cultural Context. The case of Iran. Géteborg 2010

292. YLVA ODENBRING Kramar, kategoriseringar och
bjdlpfroknar. Konskonstruktioner i interaktion i forskola,
Jforskoleklass och skoldr ett. Géteborg 2010

293. ANGELIKA KULLBERG What is tanght and
what is learned. Professional insights gained and shared by
teachers of mathematics. Géteborg 2010

294. TORGEIR ALVESTAD Barnehagens relasjonelle
verden - sma barn som kompetente aktorer i produktive
Jforbandlinger. Géteborg 2010

295. SYLVI VIGMO New spaces for Langnage 1earning.
A study of student interaction in media production in English.
Goteborg 2010

296. CAROLINE RUNESDOTTER I ofakt med tiden?
Folkbigskolorna i ett forinderligt filt. G6teborg 2010

297. BIRGITTA KULLBERG Er# etnografisk studie i en
thailandsk grundskola pa en § i sidra Thailand. 1 sokandet
efter en framtid di nuet har nog av sitt. Géteborg 2010

298. GUSTAV LYMER The work of critique in
architectural education. Gteborg 2010

299. ANETTE HELLMAN Kan Batman vara rosa?
Forbandlingar om pojkighet och normalitet pa en forskola.
Goteborg 2010

300. ANNIKA BERGVIKEN-RENSFELDT
Opening higher education. Discursive transformations of
distance and higher education government. Gteborg 2010

301. GETAHUN YACOB ABRAHAM Education for
Democracy? Life Orientation: Lessons on Leadership
Qualities and Voting in South African Comprebensive
Schools. Géteborg 2010

302. LENA SJOBERG Bist i klassen? Lérare och elever i
svenska och europeiska policytexter. Géteborg 2011

303. ANNA POST Nordic stakeholders and sustainable
catering. Goteborg 2011

304. CECILIA KILHAMN Making Sense of Negative
Numbers. Géteborg 2011

305. ALLAN SVENSSON (RED) Utvdrdering Genom
Uppfoljning. Longitudinell individforskning under ett
balysekel. Goteborg 2011

306. NADJA CARLSSON [ kamp med skrifisprifket.
Vuscenstuderande med lis- och skrivsvarigheter i ett
livsvirldsperspektiv. Géteborg 2011

307. AUD TORILL MELAND _Anusvar for egen lering.
Intensjoner og realiteter ved en norsk videregdende skole.
Goteborg 2011

308. EVA NYBERG Folkbildning for demokrati.
Colombianska kvinnors perspektiv pa kunskap som
Jforandringskraft. Goteborg 2011

309. SUSANNE THULIN Ladrares tal och barns
myfikenbet. Kommunikation om naturvetenskapliga innehall i
Sforskolan. Goteborg 2011

310. LENA FRIDLUND Interkulturel] undervisning —
ett pedagogiskt dilemma. Talet om undervisning i svenska som
andrasprak och i forberedelseklass. Goteborg 2011

311. TARJA ALATALO Skicklig lis- och
skrivundervisning i ak 1-3. Om lirares mdijligheter och hinder.
Goteborg 2011

312. LISE-LOTTE BJERVAS  Samtal om barn och
pedagogisk dokumentation som bedomningspraktik i
Jforskolan. En diskursanalys. Géteborg 2011

313. ASE HANSSON _Ansvar - for matematiklirande.
Effekter av undervisningsansvar i det flersprakiga
klassrummet. Géteborg 2011

314. MARIA REIS _A# ordna, fran ordning till ordning.
Yngre forskolebarns matematiserande. Géteborg 2011

315. BENIAMIN KNUTSSON  Curriculum in the Era
of Global Development — Historical 1 egacies and
Contemporary Approaches. Géteborg 2011

316. EVA WEST Undervisning och larande i
naturvetenskap. Elevers larande i relation till en
Jforskningsbaserad undervisning om ljud, horsel och hilsa.
Goteborg 2011

317. SIGNILD RISENFORS  Gymnasienngdomars
livstolkande. G6teborg 2011

318. EVA JOHANSSON & DONNA
BERTHELSEN (Ed.) Spaces for Solidarity and
Individualism in Edncational Contexts. G6teborg 2012

319. ALASTAIR HENRY L3 Motivation. GSteborg
2012

320. ANN PARINDER  Ungdomars matval —
erfarenbeter, visioner och miljoargument i eget hushall.
Goteborg 2012

321. ANNE KULTTI Flersprakiga barn i forskolan:
Villkor for deltagande och lirande. Géteborg 2012



322. BO-LENNART EKSTROM Kontroversen om
DAMP. En kontroversstudie av vetenskapligt grinsarbete och

dversdtining mellan olika kunskapsparadigm. Goteborg
2012

323. MUN LING LO Variation Theory and the
Improvement of Teaching and Iearning. G6teborg 2012

324. ULLA ANDREN Se/fawareness and self-knowledge
in professions. Something we are or a skill we learn.
Goteborg 2012

325. KERSTIN SIGNERT VVariation och invarians i
Maria Montessoris sinnestranande materiel. Géteborg 2012

326. INGEMAR GERRBO 1dén om en skola for alla
och specialpedagogisk organisering i praktiken. Géteborg
2012

327. PATRIK LILJA  Contextualizing inquiry.
Negotiations of tasks, tools and actions in an upper secondary
classroom. Goteborg 2012

328. STEFAN JOHANSSON O the Validity of
Reading Assessments: Relationships Between Teacher
Judgements, External Tests and Pupil Self-assessments.
Goteborg 2013

329. STEFAN PETTERSSON  Nutrition in Olympic
Combat Sports. Elite athletes’ dietary intake, hydration status
and experiences of weight regnlation. Géteborg 2013

330. LINDA BRADLEY Langnage learning and
technology — student activities in web-based environments.
Goteborg 2013

331. KALLE JONASSON Sport Has Never Been
Modern. Géteborg 2013

332. MONICA HARALDSSON STRANG Yngre
elevers larande om natur. En studie av kommmunikation om
modeller i institutionella kontexter. G6teborg 2013

333. ANN VALENTIN KVIST Immigrant Groups and
Cognitive Tests — Validity Issues in Relation to Vocational
Training. G6teborg 2013

334. ULRIKA BENNERSTEDT Knowledge at play.
Studies of games as members’ matters. Géteborg 2013

335. EVA ARLEMALM-HAGSER Engagerade i
vdrldens bista? Ldrande for hallbarbet i forskolan.
Goteborg 2013

336. ANNA-KARIN WYNDHAMN Tanka fritt,
tanka ratt. En studie om vérdedverforing och kritiskt
tankande i gymnasieskolans undervisning. G6teborg 2013

337. LENA TYREN "I fir ju inte riktigt
forutséttningarna for att genomfora det som vi vill.” En studie
om lirares mdjligheter och hinder till fordndring och forbattring
i praktiken. Goteborg 2013
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338. ANNIKA LILJA Fortroendefulla relationer mellan
lirare och elev. Géteborg 2013

339. MAGNUS LEVINSSON  Evidens och existens.
Evidensbaserad undervisning i ljuset av lirares erfarenbeter.
Goteborg 2013

340. ANNELI SCHWARTZ Pedagogik, plats och
prestationer. En etnografisk studie om en skola i fororten.
Goteborg 2013

341, ELISABET OHRN och LISBETH LUNDAHL
(red) Kon och karridar i akademin. En studie inom det
utbildningsvetenskapliga filtet. Goteborg 2013

342. RICHARD BALDWIN Changing practice by
reform. The recontextualisation of the Bologna process in
teacher edncation. Géteborg 2013

343. AGNETA JONSSON At skapa liroplan for de
_yngsta barnen i forskolan. Barns perspektiv och nuets
didaktik. Géteborg 2013

344. MARIA MAGNUSSON  Skyita med kunskap. En
studie av hur barn urskiljer grafiska symboler i hem och
Jforskola. Géteborg 2013

345. ANNA-LENA LILLIESTAM _Aktir och struktur
7 historienndervisning. Om utveckling av elevers historiska
resonerande. Géteborg 2013

346. KRISTOFFER LARSSON Kritiskt tinkande i
grundskolans samballskunskap. En fenomenografisk studie
om manifesterat ritiskt tankande i samhbillskunskap hos
elever i drskurs 9. Géteborg 2013

347. INGA WERNERSSON och INGEMAR
GERRBO (red) Differentieringens janusansikte. En
antologi fran Institutionen for pedagogik och specialpedagogik
vid Giteborgs universitet. G6teborg 2013

348. LILL LANGELOTZ Vad gir en skicklig larare?
En studie om kollegial handledning som utvecklingspraktit.
Goteborg 2014

349. STEINGERDUR OLAFSDOTTIR Television
and food in the lives of young children. G6teborg 2014

350. ANNA-CARIN RAMSTEN  Kunskaper som
byggde folkbemmet. En fallstudie av forutsitiningar for lirande
vid teknifkskiften inom processindustrin. Géteborg 2014

351. ANNA-CARIN BREDMAR  Ladrares arbetsgladje.
Betydelsen av emotionell nirvaro i det pedagogiska arbetet.
Goteborg 2014

352. ZAHRA BAYATI "den Andre” i lirarutbildningen.
En studie om den rasifierade svenska studentens villkor i
globaliseringens tid. G6teborg 2014

353 ANDERS EKLOF Prject work, independence and
eritical thinking. Géteborg 2014

354 EVA WENNAS BRANTE Mite med multimodalt
material. Vilken roll spelar dyslexi for uppfattandet av text
och bild? Géteborg 2014

355 MAGNUS FERRY Idrottsprofilerad utbildning — i
sparen av en avreglerad skola. Géteborg 2014



356 CECILIA THORSEN Dimensionality and Predictive
validity of school grades: The relative influence of cognitive and
socialbehavioral aspects. G6teborg 2014

357 ANN-MARIE ERIKSSON  Formulating
knowledge. Engaging with issues of sustainable development

through acadenic writing in engineering education.
Goteborg 2014

358 PAR RYLANDER Trinares makt iver spelare i
lagidrotter: Sett ur French och Ravens maktbasteori.
Goteborg 2014

359 PERNILLA ANDERSSON VARGA
Skrivundervisning i gymnasieskolan. Svenskdamnets roll i den
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