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Editorial

It is my honour to present the tenth volume of the Canadian Journal of Career Development/ Revue Canadienne de
Développement de Carriére. This issue marks the journals first decade of publishing peer reviewed academic research
and best practices in career development in Canada and around the world.

Our success comes not only from our authors but also from our over 2, 700 individual subscribers, the thousands of
articles downloaded from our website each year, and from the career practitioners who incorporate the information
into their practices.

In this issue, we have an article written by Mark W. Slomp, Kerry B. Bernes, and Kris C. Magnusson entitled Evaluat-
ing the Impact of Career Development Services in Canada: The perceptions of Managers and Program Administra-
tors. As career development services and programs continue to be expanded, this article is timely and presents the
reader with the perspectives of agency managers and program administrators on evaluation, as well as barriers they
experience in conducting evaluations.

With the increasing focus on natural disasters around the world an increase in attention has been placed on global
warming and the human component. The article Should Climate Change Impact the Ethics of Lifelong Guidance writ-
ten by Sakari Saukkonen and Juhna Parkkinen incites readers to think how lifelong guidance may work not only for
the benefit of a countries economic growth and sustainable development but also for the well-being of its citizens.

Closer to home, Joan Versnel, Christopher DeLuca, Nancy L. Hutchinson, Allison Hill, and Peter Chin address the
transition of at-risk youth. In International and National Factors Affecting School-to-Work Transition for At-Risk
Youth in Canada: An Integrative Review readers are given insight into some of the complex transition issues facing
our youth. This article has significant implications for counsellors, policy makers, and employers throughout Canada.

Janet Maher and Lynda Atack in their article entitled Students’ Experiences of a ‘Women Only’ Automotive Service
Technician Pre-Apprenticeship Program discuss the benefits and challenges women who participate in this program
experience. As women continue to enter historically male dominated trades, innovative programs designed to assist
women will become increasingly necessary.

Our book review by Carl Leggo provides an interesting and insightful synthesis of the book entitled, Metaphor Mak-
ing: Your Career, Your Life, Your Way by well known author Norman E. Amundson.

This issue also announces the upcoming publication of A Multi-Sectoral Approach to Career Development: A Decade
of Canadian Reserach which is a celebration of the journals 10" year anniversary. For further information please see
the advertisement within.

A note of appreciation goes to the peer reviewers who provide their feedback and to the authors for their time, expert-
ise, and interest in publishing with the Journal. To the readers of this journal I thank you for your interest and contin-
ued readership.

As the journal enjoys its ten year anniversary, I want to ensure you that we will persist in providing preeminent multi-
sectoral research, strive to bring you ground breaking and reflective articles, and to continue to be an authority for
providing career—related peer reviewed academic research and best practices in Canada and around the world.

To another ten years!
Rob Shea

Founding Editor
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Evaluating the Impact of Career Development Services
in Canada: The Perceptions of Managers and
Program Administrators

Abstract

Academics and policy makers have
clearly identified the urgent need to
strengthen the evidence base attesting
to the efficacy of career development
services. However, it is unclear whether
those providing career development
services also recognize the importance
of evaluation and are able to engage in
evaluation in an effective manner. This
article presents research that examines
the value agency managers and pro-
gram administrators place on evaluation
and the perceived barriers they experi-
ence in conducting evaluations. This ar-
ticle also proposes solutions to the
barriers to evaluation described by
agency managers and program adminis-
trators.

Academics and policy makers have
identified the urgent need to strengthen
the evidence base attesting to the effi-
cacy of career development services.
However, it is unclear as to whether
those providing front-line career devel-
opment services understand the impor-
tance of evaluation and are able to
effectively engage in the evaluation
process. The purpose of the research de-
scribed in this article was to examine
the importance managers and program
administrators place on evaluating the
efficacy of their services. The purpose
of this research was to also examine
whether managers and program admin-
istrators experience any barriers imped-
ing their evaluation efforts. This article
will examine the results and implica-
tions of this research. As well, it will
provide remedies to the barriers de-
scribed by agency managers and pro-
gram administrators.

Literature Review

For the past decade, academics and
policy makers have argued that the evi-
dence base attesting to the efficacy of
career development services is weak
and that more and better data attesting
to the efficacy of career development
services are urgently required. This
theme has been expressed at national
(2004) and international career develop-
ment symposiums (1999, 2001, and
2003) (Baudouin, Bezanson, Borgen,
Goyer, Hiebert, Lalande, Magnusson,
Michaud, Renald, & Turcotte, 2007,
Bezanson & O’Reilly, 2002; Hiebert &
Bezanson, 2000). This theme has also
been expressed in academic publica-
tions. For example, in their summary of
the research base, Magnusson and
Roest (2004) described the evidence
base as “piecemeal, fragmented and un-
systematic” (p.8). Others academics
have similarly stated that although ca-
reer development interventions are ef-
fective, little is known about why, how,
or for whom they work (Dagley &
Salter, 2004; Guindon & Richmond,
2005; Harris-Bowlsbey, 2003; Hughes,
2004; Whiston, 2003; Magnusson &
Roest, 2004).

In recent years, academics and pol-
icy makers have taken measures to
strengthen the evidence-base. Nationally,
a group of researchers formed the Cana-
dian Research Working Group for Evi-
dence-Based Practice in Career
Development (CRWG) and completed
the development of a framework for
evaluation (Beaudouin et al., 2007). In-
ternationally, three symposiums have
been organized, (Australia, 2006, Scot-
land, 2007, and New Zealand, 2009), ad-
vocating for efforts to strengthen the
evidence base (The International Centre
for Career Development and Public Pol-
icy, 2009) and an international centre for
guidance studies has been established

Mark W. Slomp

Kerry B. Bernes

Kris C. Magnusson
University of Lethbridge

with the aim of providing high-quality
and cost-effective research, evaluation
and consultancy services that contri-
butes to the development of evidence-
based policy and professional practice
(International Centre for Guidance Stud-
ies, University of Derby,
http://www.derby.ac.uk/icegs). As these
examples illustrate, academics and pol-
icy makers clearly recognize the need to
strengthen the evidence base attesting to
the efficacy of career development serv-
ices and many are actively engaged in at-
tempts to strengthen the evidence base.

Although it is clear that academics
and policy makers understand the need
to strengthen the evidence base, it is un-
clear as to whether those on the front
lines of career development service de-
livery also recognize the need to
strengthen the evidence base and are ac-
tively engaged in effective evaluation.
The research presented in this article at-
tempts to understand whether managers
or program administrators (of agencies
that provide career development serv-
ices) view evaluation as important. As
well, it attempts to understand whether
managers and program administrators
are able to evaluate their services effec-
tively; that is, whether they experience
any barriers to effective evaluation. In
order to strengthen the evidence base it
is imperative that those on the front
lines of service delivery are also com-
mitted to the cause of strengthening the
evidence base and are able to effectively
engage in that process.

The Research Study

The research presented in this arti-
cle stems from a research agenda devel-
oped by the Canadian Research
Working Group on Evidence Based
Practice in Career Development
(CRWG). The CRWG was formed in
2005 by a group of Canadian re-
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searchers to address the need to demon-
strate the efficacy of career develop-
ment services (Baudouin et al., 2007).
At the outset of their work, the CRWG
recognized the need to engage in some
preliminary investigation. When they
first began their work very little was
known about the state of either formal
or informal evaluation practice among
agencies that provide career develop-
ment services in Canada. To address
this, the Working Group decided to as-
certain what agencies and service
providers were doing in terms of evalu-
ating the impacts and outcomes of the
career development services they were
providing. The research described in
this article is part of this initial investi-
gation. It was conducted, in part, to de-
termine whether evaluation is valued by

program administrators/managers and
to determine whether they are able to
effectively engage in evaluation.
Through this study, it was hoped that a
clear picture would emerge as to the
value program administrators/managers
place on evaluation as well as the diffi-
culties or barriers they face in measur-
ing the impacts of their services.

Method

Data was collected through an on-
line survey. The Canadian Career De-
velopment Foundation (CCDF)
maintains a list of career development
service providers in Canada, and man-
agers and/or program administrators
from each service provider were con-
tacted via email and invited to partici-

Table 1. Number of Respondents by Agency Type

WS

pate in the study. A link to a website
containing the survey, detailed instruc-
tions for completing the survey, and
participant consent forms were pro-
vided in the email message. Those con-
tacted were also encouraged to forward
the invitation to other individuals repre-
senting agencies providing career serv-
ices.

The email invitation and subse-
quent participant “fan-out” method of
contact resulted in a total of 147 agency
or program administrators from across
Canada participating in the research
study. The majority of the agency man-
agers and program administrators repre-
sented not-for-profit agencies (44.5%)
and provincial government agencies
(27.0%) (see Table 1).

Kind of Agency/Service Provider n %
Not-for-profit agency 61 44.5
Provincial government agency (non-school) 37 27.0
Post-secondary institute (college, technical institute or university) 14 10.2
School within the K-12 system 13 9.5
Private (for-profit) career services provider 6 4.4
Federal government agency 4 2.9
Private practice/consultancy (self-employed) 2 1.5
Career services or human resource unit within a larger company or 0 0
organization providing services for the benefit of employees

Total 137 100

| The Canadian Journal of Career Development/Revue canadienne de développement de carriére
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The survey was divided into two
main parts. Part I of the survey asked
managers/program administrators to
provide demographic data (for example,
the type of agency they represent). Part
II of the survey asked managers/pro-
gram administrators, primarily through
the use of open-ended questions, to pro-
vide information regarding the state of
their current practice of efficacy assess-
ment. This article will focus on partici-
pant responses to the following
questions:

1. How important is it to measure the
outcomes/impacts of your services?

2. What difficulties do you face when
trying to collect evidence and/or
measure the impact of your serv-
ices?

Frequency counts were used to ana-
lyze the data collected in response to the
question “How important is it to meas-
ure the outcomes/impacts of your serv-
ices?

Content analysis methods were uti-
lized to analyze the data collected in re-
sponse to the question “What difficulties
do you face when trying to collect evi-
dence and/or measure the impact of your
services?” The content analysis proce-
dure involved the researcher selecting 20
random responses. These responses were

then coded — that is, each unit of mean-
ing was given a label. The researcher
began to immediately look for similari-
ties and differences in responses as well
as to formulate initial categories. When
this was done the researcher selected 20
more responses and went through the
same process. Through this process the
researcher continued to refine the cate-
gories and sub-categories that were
emerging from the data analysis. The re-
searcher continued the process (of select-
ing 20 responses and examining each
response to determine whether it fit with
existing responses and categories) until
no new categories emerged. Data analy-
sis was considered complete when ‘re-
dundancy’ was reached (Lincoln &
Guba, 1985).

Results

The following section will describe
the results obtained in this study. It will
first examine the value agency man-
agers and program administers place on
evaluation. It will then examine the bar-
riers they face in conducting effective
evaluations of their services.

Importance of Evaluating
Services

Managers/program administrators
were asked to respond to the following
question: “How important is it to meas-

7

ure the outcomes/impacts of your serv-
ices?” In response to this question,
managers/program administrators were
asked to select from the following three
alternatives: “Not at all important”,
“Somewhat Important”, and “Very Im-
portant”. The vast majority of man-
agers/program administrators (97.8%)
indicated that they believed the evalua-
tion of service efficacy to be either
“Somewhat Important” (24.6%) or
“Very Important (73.2%).” Therefore,
from this sample, it is clear that man-
agers/program administrators place a
high degree of value on the importance
of measuring service efficacy (see Table
2).

Barriers to Evaluating Services

Managers/program administrators
were also asked to respond to the fol-
lowing question: What difficulties do
you face when trying to collect evi-
dence and/or measure the impact of
your services? The themes that were
most frequently cited by agency man-
agers and program administrators are
provided below (see Table 3).

The section below will describe the
themes presented in Table 3 in greater
detail.

Table 2. Level of Importance Placed on Evaluation of Service Efficacy by Managers/Program

Administrators

Importance f %
Not at all important 3 2.2
Somewhat important 34 24.6
Very important 101 73.2
Total 138 100

The Canadian Journal of Career Development/Revue canadienne de développement de carriére |

Volume 10, Number 1, 2011 |



| Evaluating the Impact of Career Development Services

8 |

Losing contact with clients.

The barrier that was most fre-
quently cited by agency managers and
program administrators was “Losing
Contact with Clients” (f=39; 31.5%).
According to agency managers and pro-
gram administrators it is very difficult
to maintain contact with clients long
enough to follow-up on the efficacy of
their services. For example, one man-
ager/program administrator commented
that, “In some ways it is obvious that
our services benefit students, but be-
cause there is almost no feedback
mechanism, it is not clear how they
have benefited from our services after
graduation as we usually have no fur-
ther contact.” Another described this
difficulty by stating:

It is fairly easy to obtain outcomes
after workshops, specific interven-
tions, etc., but it is more difficult to
capture outcomes at the end of serv-
ice. We request input by pen and
paper, phone, and email. Clients are
not as inclined to respond when the
process is complete. Counsellors
get individual feedback, but any
formalized system has not been ter-
ribly successful. When asking

clients to respond to an emailed
feedback form, many are not able to
access or do not have the basic
skills to complete the emailed form.

This difficulty was also described in the
following way:

Once clients become employed it is
often difficult to monitor them since
many of them want nothing more to
do with the ‘system.’ This has really
only been true since the ‘system’
has become aggressively punitive.
Our agencies have to develop poli-
cies and procedures that will en-
hance the ability to monitor the
client’s status. This sometimes in-
cludes cash incentives for client to
report. As well, we send out client
satisfaction surveys regularly and
receive about a 19% response even
though we send the survey with a
stamped self-addressed envelope
and a pen.

As these sample responses illustrate,
agency managers and program adminis-
trators often find it difficult to evaluate
their services as a result of losing con-
tact with clients.

Table 3. Barriers to Evaluation

WS

The second most frequently identi-
fied theme was “Lack of Time” (f =27,
21.8%). Lack of time was cited repeat-
edly as one of the difficulties facing
agency managers and program adminis-
trators as they attempted to evaluate the
efficacy of their services. For example,
when asked to specify the obstacles fac-
ing agencies in their attempts to evalu-
ate their services, one manager/program
administrator commented, “Time. Often
evaluation is never planned for and
therefore the resources aren’t available
to do it well.” Another agency man-
ager/program administrator provided a
similar response by stating: “Time -
finding time to create a broader more
encompassing evaluation strategy.”
Other managers/program administrators
commented, “Time pressures make it
difficult for facilitators to spend a great
deal of time collecting and reporting
impact data,” and “TIME - to develop
measuring process/method and to col-
lect and analyze results.” According to
agency managers and program adminis-
trators, lack of time to develop and im-
plement effective evaluations greatly
hampers their ability to engage in effec-
tive evaluation.

Lack of time.

Barriers

Losing Contact with Clients

Lack of Time

Lack of Value Placed on Alternative Outcomes

Lack of Understanding About the Importance of

Conducting Evaluations

Total

f %
39 31.5
27 21.8
21 16.9
16 12.9
124 100

| The Canadian Journal of Career Development/Revue canadienne de développement de carriére
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Lack of value placed on
alternative outcomes

The third most prevalent theme ex-
pressed by agency managers and pro-
gram administrators was “Lack of
Value Placed on Alternative Outcomes”
(f=21; 12.9%). Agency managers and
program administrators identified their
frustration in not being able to measure
a broad range of outcomes as some-
thing that reduces their ability to en-
gage in effective evaluation. One
manager/program administrator com-
mented, “For some clients working less
than 20 hours a week is a huge success,
though not measured as employment by
funder within their timeframe of case
management (generally 3 months).”
Another manager/program administra-
tor commented that, “Success is always
related to actually getting a job and not
to the improvements an individual ex-
periences on their journey to employ-
ment. For this reason, we have no idea
about the marginal steps and successes
because we cannot record them or
spend time evaluating them.” This frus-
tration was communicated by one man-
ager/program administrator in the
following way:

The Contact IV database used by
the Province does not allow us
many options as to the status of our
clients after closure. The only op-
tions we have is: employed, unem-
ployed or self-employed. As a good
number of our clients receive fund-
ing for training, either as a wage
subsidy or professional education,
we wish there would be some way
we could include training.

Another manager/program administra-
tor commented, “Employment is easy
to measure. Black and white. The
‘softer’ outcomes that actually provide
more in the ‘human element’ are not
widely recognized by funders.”
Clearly, agency managers and program
administrators would like to be able
evaluate more than simply employment
totals. They would like to be able to
demonstrate the value of their services
in achieving other important outcomes
that lead to clients building successful
careers.

Lack of understanding

The fourth most frequently cited
barrier to evaluation expressed by
agency managers and program adminis-
trators was “Lack of Understanding”
(f=16; 12.9%). A number of managers/
program administrators indicated that
effective measurement is impaired by a
lack of understanding about the impor-
tance of conducting evaluations. Man-
agers/program administrators noted that
government representatives do not un-
derstand the importance of measure-
ment and evaluation. For example, one
manager/program administrator de-
scribed this frustration by stating:
“Lack of political will - politicians
don’t understand value of career serv-
ices and therefore don’t ask for re-
ports.” More often, agency managers/
program administrators indicated that
often career development practitioners
do not understand, or value, measure-
ment. For example, one manager/pro-
gram administrator cited, “lack of
in-depth understanding of the impor-
tance of evidence-based decision mak-
ing across many agencies” as an
obstacle to effective evaluation. An-
other manager/program administrator
described, “Lack of staff time or will.
Lack of staff understanding of impor-
tance [of evaluation].” Similarly, an-
other manager/program administrator
commented that, “Collection of evi-
dence not necessarily a priority for
staff.” As these sample responses illus-
trate, agency managers and program ad-
ministrators feel that other stakeholders
do not often fully appreciate the impor-
tance of evaluation and are therefore
not fully engaged in the process of eval-
uation.

In summary, agency managers and
program administrators identified a
number of barriers that hamper their
ability to conduct effective evaluations.
The most frequently identified barriers
included losing contact with clients,
lack of time to conduct evaluations,
lack of support for conducting broad-
based evaluation and lack of shared un-
derstanding about the importance of
evaluation amongst career development
agencies and practitioners. The follow-
ing section will examine these results,
discuss the implications of these results,
and provide some potential solutions to
aid agency managers and program ad-

o

ministrators in successfully addressing
these barriers.

Implications/Discussion

Introduction

It is clear from this research study
that agency managers and program ad-
ministrators view evaluation as a very
important component of service deliv-
ery. However, it is also clear that they
experience many barriers that prevent
them from conducting the kinds of
evaluations that would yield the data re-
quired to strengthen the evidence base
and demonstrate the value of career de-
velopment services. In other words,
agency managers and program adminis-
trators share the perceptions of academ-
ics and policy makers that effective
evaluation is critically important for the
field of career development; however,
they are hampered in their ability to
evaluate the effectiveness of their serv-
ices. According to the agency managers
and program administrators the main
obstacles impeding effective evaluation
are: losing contact with clients, lack of
time for evaluation, lack of value
placed on alternative outcomes and lack
of understanding about the importance
of conducting evaluations (by other
stakeholders). The following section
will use a case study to provide solutions
to the barriers described by agency man-
agers and program administrators.

Case study

One of the authors of this article
teaches a credit course in career plan-
ning at the University of Lethbridge en-
titled Career Development 2000:
Life/Career Planning. Students from all
faculties and all years of study are eligi-
ble to take this class. It is designed to
assist students in planning their career/
life and to help them develop the skills
for effective lifelong career self-man-
agement. The effectiveness of this
course is regularly evaluated using
methods outlined by the Canadian Re-
search Working Group for Evidence
Based Practice in Career Development
(CRWG) (Baudouin et al., 2007).

Prior to administering the course, the
author identified the outcomes he hoped
to achieve in the course. The author
identified the following outcomes he

The Canadian Journal of Career Development/Revue canadienne de développement de carriére |
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hoped the students who enrolled in his
course would achieve: a clear under-
standing of the components of effective
career development, an understanding
of the resources available on campus to
help them in their career development, a
clear understanding of their strengths
and how they could apply them to their
career, a clearly defined career vision, a
good understanding of possible career
options that align well with their career
vision, knowledge of print and online
resources available to them in their on-
going career development, concrete ca-
reer related goals and development of a
personal action plan, confidence in their
ability to successfully manage their ca-
reer (as a university student and be-
yond), increased level of engagement/
motivation in their other classes, confi-
dence about their occupational future,
and the development of an educational
plan to help them achieve their career
goals.

After identifying the desired out-
comes, a curriculum was developed to
ensure that these outcomes were
achieved. When the course content was
finalized an evaluation plan was devel-
oped that focused on evaluating the use-
fulness of the activities and lectures
implemented in the course and on eval-
uating the final outcomes the author was
attempting to ensure students received
from the course. The usefulness of the
activities and lectures was evaluated
through the use of a weekly feedback
form. The final outcomes were evalu-
ated through the use of a summary eval-
uation implemented in the last class of
the semester.

To evaluate the usefulness of the
activities and lectures utilized in the
class, students were asked after each
class to indicate their level of participa-
tion in the activities/lectures and the de-
gree to which they found each of the
lecture topics and activities useful. Stu-
dents were first asked to indicate their
level of participation by identifying
whether they did not participate, they
somewhat participated or they fully par-
ticipated (students were asked this ques-
tion to legitimize the data collected on
the subsequent question regarding their
perception of the usefulness of the ac-
tivities/lectures —if they did not partici-
pate in the activity or lecture they would
not be able to provide an accurate rating

of its utility). After clarifying their level
of participation students were asked to
indicate how useful they found the ac-
tivities and topics. In rating the useful-
ness of the activities/lecture topics,
students were asked to follow a two-
step process. First, they were asked to
decide whether they found the activ-
ity/topic useful, then they were asked to
assign an appropriate rating. They were
provided with the following options: not
useful, not really useful (but almost ok),
minimally useful, somewhere between
useful and extremely useful, or ex-
tremely useful. This evaluation was easy
and quick to implement. It took approxi-
mately five minutes to complete but
yielded very valuable data. It assisted
the author in understanding which of the
components of the course were particu-
larly helpful to the students (and which
were not particularly helpful). In this
way, the author had a clear idea of the
components of the class that needed
strengthening and assisted the author in
ongoing revisions to the course content
and structure.

The final outcomes achieved in the
class were evaluated through the use of
a summative evaluation implemented at
the end of the final class. Through the
summative evaluation students were
asked to rate themselves (prior to taking
the class and after taking the class) on
the various outcomes listed earlier in
this article. Students were presented
with a statement (for example, “confi-
dence about my occupational future”)
and then were asked to respond to the
following question: “Knowing what you
know now, how would you rate yourself
before taking this course (on this out-
come), and how would you rate yourself
now?” In rating themselves before and
after taking the course students were
asked to follow a two-step process.
First, they were asked to decide whether
they would rate themselves as unaccept-
able or acceptable (relative to the out-
come statement) before and after taking
the course. Then they were asked to in-
dicate whether they would rate them-
selves before and after taking the course
as: unacceptable, minimally acceptable,
somewhere between minimally accept-
able and exceptional, or exceptional. As
well, at the end of the outcome evalua-
tion students were asked the following
question: “To what extent would you
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say that any changes depicted in the out-
come survey were the result of taking
Career Development 2000, and to what
extent were they a function of other fac-
tors in your life?” Students were asked
to select from the following responses:
mostly other factors, somewhat other
factors, uncertain, somewhat this
course, and mostly this course. This
question was utilized to clarify the con-
tribution of the course in helping stu-
dents to achieve the outcomes they
identified as having successfully
achieved.

Application

This example describes an ap-
proach to evaluation that, if applied,
could assist agency managers and pro-
gram administrators in successfully ad-
dressing the major obstacles/barriers to
effective evaluation they described in
this research study. The following sec-
tion will demonstrate this by applying
this example to the each of the major
barriers to evaluation expressed by
agency managers and program adminis-
trators.

Losing contact with clients. Man-
agers and program administrators iden-
tified losing contact with clients as a
barrier to effective evaluation. As this
example illustrates, evaluation data does
not need to be collected at some future

juncture in time to be valuable. The au-
thor did not need to wait weeks, months
or years to evaluate whether the course
was effective in producing valuable out-
comes. When the students were given
the summative evaluation on the last
day of classes they identified that the
class helped them achieve a wide range
of outcomes such as: increased under-
standing of the components of effective
career development, increased under-
standing of the resources available on
campus to assist them in their career de-
velopment, clearer understanding of
their strengths and how they could
apply them to their career, development
of a clearly defined career vision, in-
creased understanding of possible career
options that aligned well with their ca-
reer vision, increased knowledge of
print and online resources available to
them in their ongoing career develop-
ment, development of concrete career
related goals and development of a per-
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sonal action plan, increased confidence
in their ability to successfully manage
their career/life (as a university student
and beyond), increased level of engage-
ment/motivation in their other classes,
increased confidence about their occu-
pational future, and development of an
educational plan to help them achieve
their career goals. The author was able
to collect all of this outcome data as part
of the delivery of the intervention itself.
The evaluation was conducted as a
seamless part of the service delivery and
powerful evaluation data was immedi-
ately gathered regarding the value of the
service provided.

Lack of time. Agency managers
and program administrators also identi-
fied lack of time to engage in effective
evaluation as a barrier to effective eval-
uation. The example provided above
clearly shows that effective evaluation
does not have to take a great deal of
time. The evaluation tools that were de-
veloped for the evaluation of the course
described in the example took some
time to develop and fine-tune but once
they were constructed they could be
easily modified and applied to evaluate
a wide range of intentions and services
(there would be no need to continue to
construct different evaluation tools). As
well, the methods described in the ex-
ample took only minutes to implement.

Lack of value placed on alterna-
tive outcomes. Agency managers and
program administrators also identified
the lack of value placed on alternative
outcomes as a barrier to effective evalu-
ation. Employment totals appear to be
the outcomes that are most valued by
funding agencies. However, if, for ex-
ample, change in employment status is
the only outcome that a particular fund-
ing agency wants collected, there is
nothing preventing agency managers
and program administrators from col-
lecting additional data. As the example
provided earlier illustrates, it does not
take a great deal of time and resources
to evaluate a comprehensive array of
outcomes that result from service provi-
sion. Therefore, alternative outcomes
could be easily collected alongside the
outcomes desired by funding agencies.
The alternative outcome data collected
could be reported alongside the employ-
ment totals requested by the funding
agency. The additional data could then

provide a more comprehensive picture
of the value of the services provided and
could provide compelling reasons for
continued investment in the services
being funded.

Lack of value placed on evalua-
tion. Agency managers and program ad-
ministrators also identified a lack of
value placed on evaluation by other
stakeholders as a barrier to effective
evaluation. Other research conducted by
the CRWG has clearly shown that other
stakeholders (such as practitioners) also
place a high value on evaluation (La-
lande & Magnusson, 2007; Lalande,
Hiebert, Magnusson, Bezanson & Bor-
gen, 2006). This would suggest that the
perception held by agency managers
and program administrators that other
stakeholders do not place a high value
on evaluation is inaccurate. It might be
more accurate to conclude that practi-
tioners and other stakeholders are un-
clear as to how to conduct effective
evaluation and are therefore hesitant to
engage in the process or are uncertain as
to how to proceed. Perhaps if practition-
ers were given training in easy-to-use
evaluation methods that yield com-
pelling efficacy data (such as the ones
described in the example provided ear-
lier) they would be much more engaged
in the evaluation process.

Summary

It is clear that agency managers and
program managers agree with academ-
ics and policy makers that evaluation is
of great importance. However, per-
ceived barriers such as losing contact
with clients, lack of time to conduct
evaluations, lack of value placed on al-
ternative outcomes, and lack of under-
standing about the importance of
evaluation prevent them from conduct-
ing effective evaluations. But, as the ex-
ample provided in this discussion
illustrates, evaluation methods and tools
exist that can easily assist agency man-
agers and program administrators to
overcome these barriers. Methods and
tools exist that are easy to understand,
robust enough to encompass most as-
pects of career development services,
and are able to be easily incorporated
into the practices of agencies and serv-
ice providers (Beaudouin, et al., 2007,
p.155). Career development agency
managers, program administrators and
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practitioners would benefit from in-
creased access to materials and training
that describe in greater detail methods
such as those discussed above that can
be easily and efficiently integrated into
service delivery. Certainly, this is an
important next step in the quest to
strengthen the evidence base attesting
to the efficacy of career development
services — informing agency managers
and program administrators about eval-
uation methods and tools that make the
task of evaluation simple, accessible,
and effective and providing training in
these methods. In this way, agency
managers and program administrators
will be equipped to engage in the kinds
of robust evaluations they clearly want
to conduct — and the kinds of evalua-
tions that are strongly needed in the ca-
reer development field.
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Abstract

The discussion on global warming
is part of a global increase in ecological
awareness that has been going on for
some time now. Though the research re-
sults and the predictions contain some
uncertainties, it appears clear that the
global climate is warming at quite a fast
pace and that this warming is largely
due to human influence. At the same
time in order to ensure the welfare of
the citizens of European countries, the
objective of economic policy is continu-
ous growth. Major tools for achieving
this objective are lifelong learning and
lifelong guidance. The observed and
predicted changes connected to climate
change bring forth the issue of global
ethics of lifelong guidance. In this arti-
cle we ask how we can define the ethics
of lifelong guidance if we are to con-
sider both sustainable development and
well-being of citizens. Individuals who
conceive of themselves as participants
in a generational continuum have duties
to their predecessors and descendants.
Therefore the ethics of lifelong guid-
ance should be based on the principles
of sustainable development.

Keywords: climate change, lifelong
guidance, ethics of guidance, sustain-
able development

Sakari Saukkonen and Juha Parkkinen

Climate change as a catalyst for
ethical discussion of guidance

We are beginning to realize the es-
sential role of the environment and the
limits it imposes. As Treanor (2008)
puts it we are perhaps facing questions
of the physical survival of humankind.
In this paper we try to locate the ethical
grounds of lifelong guidance in an age
of environmental crisis. Usually the
main argument for lifelong guidance is
the pursuit of individual good — but
what is individual good in an age of cli-
mate change? How should environmen-
tal responsibility and sustainable
development be taken into account in
the ethics of guidance?

Discussion on global warming is
part of a global increase in ecological
awareness that has been going on for
some decades. A well-known landmark
of this discussion was the book Silent
Spring by Rachel Carson, published in
1962, which quite dramatically brought
the pollution of the environment
through industrialization and increasing
consumption to public attention. The
work has been considered to be the
symbolic basis of the modern environ-
mentalist movement (Hirvi, 2001;
Palmer, 1998). Just before the 1970s oil
crisis, the Club of Rome published the
report Limits to Growth which, despite
controversy, accelerated the strengthen-
ing of the international environmentalist
movement (Meadows, Meadows, Ran-
ders & Behrens, 1972).

Public discussion of climate change
gained momentum with publication of an
extensive international research report on
climate in the spring of 2007 (Intergov-
ernmental Panel on Climate Change,
2007a, 2007b). According to the IPCC,
global warming brings both advantages
and disadvantages, but the disadvantages
are predicted to outweigh the advan-
tages. The worst case scenarios are cata-
strophic for large areas of Earth and for
numerous people living in those areas.
Although the research results and the
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predictions made contain uncertainties, it
appears clear that the global climate is
warming and that this warming is most
likely largely due to human influence
(Intergovernmental Panel on Climate
Change, 2007b; Thorpe, 2007).

From the late 1980s to early 1990s,
oceanic currents changed significantly
in the northernmost parts of the Atlantic
(Greene & Pershing, 2007). Further-
more, it has been observed that the gla-
ciers and permafrost areas of the
circumpolar zone and of land areas
close to the circumpolar zone have
begun to melt. The consequence is a rise
in sea level. Extreme weather phenom-
ena such as heavy rains, heat waves and
droughts are becoming more common
and more intense. Regional changes
have begun to occur in food production.
According to predictions, the most
densely populated areas of the globe
will be among those most severely af-
fected by negative consequences of
global warming (Intergovernmental
Panel on Climate Change, 2007b, 48).

Balancing between sustainable
development and pursuit of economic
growth

A report by the World Commission
on Environment and Development
(1987) defines sustainable development
as “development that meets the needs of
the present without compromising the
ability of future generations to meet
their own needs”. The concept of sus-
tainable development requires that we
see the world as a system that connects
space and a system that connects time.
According to Myers and Kent (2008,
148— 151), we should preserve water,
fight against hunger, recycle, increase
energy efficiency, booster family plan-
ning and primary education, reduce cor-
ruption and take care of wildlife
conservation. Those are not easy tasks
but the bottom line is humankind has a
common future and people have inter-
generational responsibilities.
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Although the idea of sustainable
development is gaining popularity and it
is officially accepted by governments,
the logic of economical growth is still
given priority in present politics. As
Myers and Kent (2008) point out in
modern societies there are numerous in-
stitutional mechanisms that favour the
increase of gross domestic product at
the expense of sustainable development.
Respectively the European Union’s life-
long learning strategy aims at making
Europe the most competitive knowl-
edge-based economy in the world (Eu-
ropean Commission, 2000). In order to
ensure the welfare of the citizens of Eu-
ropean countries, the objective of eco-
nomic policy is continuous growth.
Within the EU lifelong guidance! as a
part of the lifelong learning policy has
been highlighted as the key means of in-
creasing wellbeing as well as improving
employment rates and productivity (Eu-
ropean Commission, 2000; Sultana,
2004). Lifelong guidance is defined as a
tool for enhancing social justice and
equality in the labour market, but it can
be said also that the more important ob-
jective is to improve employment rates
and make more effective use of the
labour force.

In a society oriented toward eco-
nomic growth and high productivity, a
context of self-explanatory necessity is
easily created for educational and career
choices. Lifelong guidance for citizens
should benefit national economies - al-
though objectives of individual personal
development and social equality are also
mentioned as premises of guidance pro-
vision and lifelong learning. Neverthe-
less, it can be observed that guidance is
receiving more and more interest from
industry and commerce as well as the
labour market. Thus guidance has its
own institutionalized political technolo-
gies and established practices (as de-
fined by Foucault, 1991; Miller & Rose,
1990) independent of the positions of
individual guidance practitioners.

Outlining the ethical grounds for
lifelong guidance

Changes in society influence both
political and practical positioning of

lifelong guidance. They also affect the
definitions of lifelong guidance, lead to
re-evaluation of the status of lifelong
guidance, and create entirely new guid-
ance professions (Sultana, 2004; Sweet
& Watts, 2006). Therefore lifelong guid-
ance transcends its conventional bound-
aries and is forced to redefine itself. But
it is not so clear that the foundational
premise of ethicality and the pursuit of
the social good find their place and sig-
nificance in this process.

In Europe the purpose of guidance
is in line with the lifelong learning strat-
egy of the European Union (2000,
2006). It enables citizens of all ages and
at any phase of life to analyze their own
interests and skills, make educational
and vocational decisions and manage
their individual span of development in
learning and at work (European Coun-
cil, 2004). This definition emphasizes a
client-based approach, the promotion of
social equality and an extensive exami-
nation of the concept of guidance as one
of the underlying factors of a competi-
tive economy (Organization for Eco-
nomic co-operation and Development,
2004).

Among others, Peavy (2004, 21—
23) has discussed what is most charac-
teristic of guidance and what sets it
apart from other forms of professional
support and assistance. Guidance is
usually seen as relatively autonomous
practice despite its multiple connections
with structural, political or power-
related forces in society. Traditionally
guidance promotes individual good;
therefore, core competence standards in
the field of career guidance mostly refer
to the promotion of individual good.
The ethical code of the International
Association for Educational and Voc-
ational Guidance (IAEVG) also follows
this principle (IAEVG 1995). The core
of expertise in lifelong guidance lies in
understanding the foundation of human
interaction, reinforcing the indivisible
value of a human being, pursuing gen-
uine interaction and contact as well as
accepting the guidance client without
reservations.

@

The ethics of lifelong guidance may
well be seen as based on promotion of
individual development, learning and
growth. The issue of how the ethics of
lifelong guidance can be interpreted in
supporting the good of the community,
and which kinds of premises this point

of view can be built on, has received
less attention.

From the good of the individual to the
good of the community

We will shortly follow some central
ideas in Alasdair MacIntyre’s (1984)
moral philosophy which have to do with
reinforcing the ethics of community.
The central argument in MacIntyre’s
(1984) work is that it is very difficult in
today’s world to find a common rational
framework for ethical discussions, which
is why discussions of ethics do not lead
to a shared view of the moral ways of
doing things. As Treanor (2008) empha-
sizes, there is no single assumption of
the good life or one uncontested idea of
virtue.

Maclntyre is a supporter of Aris-
totelian virtue ethics and sees this ideol-
ogy as a kind of balancing view to be
considered in parallel with an individ-
ual-based ethical study. In Aristotle’s
virtue ethics, the virtue of a person is
defined from the perspective of the
community. A good person is an indi-
vidual who works for the good of the
community and does his/her best for the
community. In working for the good of
the community and of him/herself, the
person seeks to develop the kinds of
virtues in him/herself that benefit the
life of the community, such as fairness,
honesty and courage. Loyalty to the
community is based on the conception
of man according to which another per-
son is seen as a friend and friendships as
the foundation of the ethical nature of
the overall community. The duty of hu-
manity is to live a life ruled by reason in
the community and for the community.

Maclntyre (1984) claims modern
liberal individualism has reached the
end of its road. Within individualism a
person defines his/her moral duties
based on subjective emotions. That is
far too narrow an approach to be used as

! Concepts of career guidance and lifelong guidance are often used almost as synonyms in the EU language. “Career” is broadened to cover the whole life path,
including work, education and free time activities. We have chosen to use the latter concept because it relates to the idea of lifelong learning and it has fewer re-

strictive connotations.
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the foundation for ethical thinking, and
it is destroying what little is left of the
common rational basis for moral ideas
on which the community-based ap-
proach in moral thinking is presently
based. Belonging to a community, un-
derstanding and committing to the prin-
ciples fostering the life of the community,
facilitates a good life. A good life is not
an individualistic project. Sustainable
development and sustainable ethics
then, calls for a shared foundation of
values, in which the beliefs concerning
the purpose of being a human being and
the ideals of a good life have been de-
fined collectively.

Environmental awareness and the
ethics of lifelong guidance

When the environmental challenge
is taken seriously we claim that the
practice of guidance should consciously
seek to bridge the gap between an indi-
vidualistic way of thinking and one that
highlights the good of the community.
In other words: It is not enough to foster
the good of the individual. We argue
that lifelong guidance practitioners
should take a stand on global matters af-
fecting humanity as a whole. Towards
the end of this paper we outline a propo-
sition for an environmentally aware
ethics of lifelong guidance. Starting
with Mclntyre we also develop this idea
from a basis in global ethics (Sihvola,
2004) in relation to environmental
ethics (Treanor, 2008) and to discus-
sions of citizenship (Gleeson, 2001).

According to Sihvola (2004), a dis-
cussion of global ethics is necessary for
two reasons. First of all, such discussion
motivates us to define values that peo-
ple all over the world share but of which
they are not necessarily clearly con-
scious. Developing this kind of moral
awareness and creating communication
systems in service of the same can steer
people’s individual behaviour. Secondly,
global ethics is needed in order for po-
litical activity to be able to renew local
and global institutions and make them
more equitable. This is how we can in-
fluence the structures and networks of
international systems. Institutions can
be developed that steer people towards
behaving in a morally tolerable way,
even if we can never be completely free
of the typically human features of self-

ishness, prejudice, fear and haste. (Si-
hvola 2004, 209-211.)

Sihvola’s (2004) other argument for
global ethics has to do with the role of
institutions in society. Educational pol-
icy, including career guidance policy, has
traditionally been considered a means of
societal influence as well as a way to ed-
ucate so-called good citizens (see also
Ollila 1997, 20-21). If we establish the
conscious moral guidance of people’s be-
haviour as one of the essential tasks of
institutions, it is particularly important to
engage in an open and principled societal
and political discussion of the ideology
such a task is built on. Openness is also
called for when institutions plan and
construct their overall plans and strate-
gies. The essential question here is how
moral guidance could be implemented in
practice in an open and equitable man-
ner. It is not to be taken for granted that
ethical ideals are in a logical relationship
with behaviour on the institutional level
any more than they are on the level of
the individual.

According to Gleeson (2001) the
present world political order encourages
moral parochialism. Citizens of states
are not generally willing to take respon-
sibility for what happens outside their
borders, and governments are reluctant
to pursue policies that require sacrifice
of the national interest for the sake of
achieving global environmental objec-
tives. Gleeson asks how people who be-
long to different societies and have
different goals and values can become
willing to cooperate in solving environ-
mental problems. One approach is
through identifying and justifying val-
ues, principles or ideals that promote
transnational governance. To find such
ideals it is natural to appeal to the cos-
mopolitan tradition. Cosmopolitanism is
both an ethical and a political doctrine.
It asserts the existence of universal ethi-
cal ideals or principles, and it advocates
a political order in which these ideals
can be universally realized. Cosmopoli-
tans believe that there are universal
principles of right or justice, and many
of them promote the development of
global political institutions capable of
ensuring that human rights or universal
principles of justice can be realized
everywhere in the world.

Therefore, at least to some extent,
the reinforcement of global ethics means
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openness to cosmopolitan tradition. In
lifelong guidance practices it means tak-
ing real responsibility of the future of hu-
mankind and sustainable development.
The client-based approach in guidance
needs to be revised into a more holistic,
community-based approach. We argue
here that we should conceptualize clients
not only as individuals pursuing individ-
ual goals but also as citizens with collec-
tive responsibilities. Following Gleeson
(2001) citizenship requires considera-
tions about the purposes of a political so-
ciety and values it entails in relation to
how people conceive themselves. Citi-
zens have responsibilities in an intergen-
erational continuum. Citizens are
supposed to cooperate for the sake of the
common good. Citizenship implies soli-
darity, a willingness to make sacrifices
for other citizens. Gleeson (2001) argues
that individuals as participants in such a
continuum are predisposed to cooperate
with each other to achieve or protect the
goods they value, including environmen-
tal goods. Citizens need to share this re-
sponsibility and support forms of
governance that facilitate sustainable de-
velopment. According to Myers and
Kent (2008), this is not an easy path be-
cause of the many institutional road-
blocks: jurisdiction, global trade
agreements and relatively stable profes-
sional practices among other things.
Nevertheless, all societal actions are
founded on human actions. What humans
have constructed can also be de-con-
structed and re-constructed by humans.

Conclusions

Individuals who conceive of them-
selves as participants in a generational
continuum will be more inclined to de-
mand or accept political means for
achieving the common good. They do
not have duties only for the presently
existing members of their family or
community, but also to their predeces-
sors and descendants. They will be mo-
tivated to make new political relations
of cooperation, and these relations will
be the basis for their conception of citi-
zenship. Citizenship encourages rela-
tions of solidarity. People who cooperate
with each other to maintain good for
themselves and their descendants are
likely to appreciate their interdepend-
ence. These relations of interdepend-

The Canadian Journal of Career Development/Revue canadienne de développement de carriere |

Volume 10, Number 12011 |



International and National Factors Affecting
School-To-Work Transition for At-Risk Youth in Canada:
An Integrative Review

Acknowledgements

This paper is from the research program
of the Co-operative Education Work-
place Learning Group (CEWL), “Indi-
vidual and contextual factors in work-
based education programs: Diverting at-
risk youth from the path to social exclu-
sion” (Nancy L. Hutchinson, Joan
Versnel and Peter Chin, investigators).
This research is funded by the Social
Sciences and Humanities Research
Council of Canada. More information
about the work of CEWL is available at
http://educ.queensu.ca/~cewl

Abstract

This paper provides an integrative
review on the unemployment of at-risk
youth and their transition to adulthood
within Canadian and international con-
texts. Factors that influence school-to-
work transition for at-risk youth
include: (a) international economic and
social factors, (b) fixed individual and
family factors, (¢) individual and family
factors amenable to change, (d) educa-
tional contexts, (¢) workplace contexts,
(f) school-to-work intersection, and (g)
outcomes for individuals. We also con-
sider the complexities of comparing and
synthesizing these factors and, finally,
suggest an agenda for action by Cana-
dian researchers and policy makers
based on the results of our integrative
review.

KEYWORDS: at-risk youth; school-to-
work transition; work-based education

Many factors appear to influence
the school-to-work transition and career

development of Canadian at-risk youth.
This paper provides an integrative re-
view on the unemployment of at-risk
youth and their transition to adulthood
within Canadian and international con-
texts. Risk is usually defined as a factor
or a confluence of factors, within a
youth’s social context, that increases the
likelihood of the youth experiencing
distress and negative developmental
outcomes in a variety of life situations
(Gerard & Buehler, 2004). Our use of
the term at-risk youth follows the defi-
nition articulated in the OECD publica-
tion Qur Children at Risk (Centre for
Educational Research and Innovation,
1995), which defines at-risk youth as
“those failing in school and unsuccess-
ful in making the transition to work and
adult life and as a consequence unable
to make a full contribution to active so-
ciety” (p. 21). By youth, we refer to
those between 15 and 24 years (age
range used by Statistics Canada; Usal-
cas, 2005). Making sense of the exten-
sive international data about school-
to-work transition for at-risk youth has
proven to be complex; however, under-
standing these data may inform pro-
grams designed to meet the career needs
of at-risk youth in Canada. Our purpose
is to synthesize recent research on the
unemployment of at-risk youth and their
transition to adulthood within Canadian
and international contexts, and to con-
sider the implications for researchers
and policy makers in Canada.

Our research brings together studies
in three fields that focus on the transi-
tion from the role of high school student
to the role of productive adult, charac-
terized by career stability, healthy rela-
tionships, and community involvement.

Joan Versnel

Dalhousie University
Christopher DelLuca
University of South Florida
Nancy L. Hutchinson
Allison Hill

Peter Chin

Queen’s University

The first field describes the international
and national context within which the
other fields are situated and reports sta-
tistical data on the scope of the problem
of at-risk youth. These studies empha-
size the growing global concern for
youth unemployment (e.g., Elder &
Schmidt, 2006; Quintini, Martin, &
Martin, 2007). The second field in-
cludes empirical research on co-opera-
tive, vocational, and work-based
education programs that provide at-risk
youth with authentic opportunities to
enhance career development in work-
place settings (e.g., Munby, Hutchinson,
Chin, Versnel, & Zanibbi, 2003; Wat-
son, 2005). The third field is develop-
mental research where persistent
findings in large-scale studies reveal
that academic achievement is one of the
strongest predictors of successful transi-
tion to adult roles. A frequent recom-
mendation of developmental researchers
and policy makers is that educators de-
velop programs that include workplace
experience to enhance students’ aca-
demic accomplishments and to steer at-
risk youth away from paths to social
exclusion (Bynner & Parsons, 2002;
Ferguson, Tilleczek, Boydell, & Rum-
mens, 2005).

Trends in Youth Unemployment

International documents consis-
tently point toward a growing youth
labor force, with youth populations in-
creasing faster than youth employment
rates worldwide (Elder & Schmidt,
2006). As a result, youth unemployment
rates in the last decade have risen to
nearly three times the rate of adult un-
employment. Youth make up 43.7% of
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the world’s unemployed despite the fact
that youth of working age constitute
only 25% of the population (Quintini et
al., 2007). While the majority of youth
are located in developing countries,
rates of unemployment have also in-
creased in developed countries includ-
ing Canada; recent data show the
current unemployment rate for youth,
15 to 24, in Canada is 16.8% while the
overall unemployment rate for Canada
is 8% (Statistics Canada, 2010). Large-
scale studies estimate that, currently, at-
risk youth make up about 25% to 30%
of youth in Canada and the United
States (Burstein, 2005; Saunders, 2008;
Scarpette, Sonnet & Manfredi, 2010;
Wilmms, 2002), and recent employment
outcome data from the United States
suggest that only about 40% of at-risk
youth are employed as young adults
(Pungello et al., 2010).

Unemployment rates of youth have
traditionally been more sensitive to de-
mographic, economic, and social shifts
than the rates for adults (Quintini et al.,
2007). When the economy is booming,
at-risk youth seek employment looking
for the success that eluded them in
school. When the economy wanes, they
are usually the first to be laid off and
few return to school, setting up a cycle
of temporary employment and marginal
attachment to the labor market. At-risk
youth are more likely than others seek-
ing employment to use temporary and
part-time work as modes of entry into
the workforce. Youth who leave educa-
tion early, particularly those who do not
complete secondary school, face in-
creased difficulty in moving out of un-
employment (Organization for Economic
and Co-operative Development; OECD,
2008b). While improvements occur dur-
ing economic booms, concerns persist
about the ability of many youth to attain
career stability (OECD, 2008c).

Improved access to data and multilat-
eral agreements for sharing data have
contributed to increased international re-
search on youth transition; however, re-
searchers have argued that decontext-
ualized data make the comparisons super-
ficial and that international compara- tive
studies of the perceptions of youth are
nonexistent. In response to critiques of
youth transition research in Britain, Byn-
ner (2001) proposed a new paradigm for
studying youth transition that enabled

comparisons between countries. He cau-
tioned that comparative research must
take account of historical and social influ-
ences. Direct comparisons of data in doc-
uments from the OECD or Eurostat are
problematic because they lack informa-
tion on the context within which the data
were collected. Additionally, the quality
of the data varies across countries and
data typically present the picture the
country wishes to project to the world.
The data do not help the reader to under-
stand the political and institutional forces
that influence youth transitions. Educa-
tion, training, and employment systems
reflect the government’s political agenda
and contribute to the pathways youth fol-
low and to defining successful outcomes.
Caution must be exercised when making
comparisons because each group of youth
studied at a particular moment in time ex-
periences a different constellation of con-
textual and policy influences. In our
review of literature, we focus specifically
on the following seven contextual influ-
ences on at-risk youth: (a) international
economic and social factors, (b) fixed in-
dividual and family factors, (c) individual
and family factors amenable to change,
(d) educational contexts, (e) workplace
contexts, (f) school-to-work intersection,
and (g) outcomes for individuals.

Given the complexities of these in-
fluences and our long-term goal of de-
veloping a model of person-context
relations to inform research on the po-
tential of work-based education pro-
grams to engage at-risk youth, our
research team completed a collaborative
process to analyze international, na-
tional, and local documents. The next
section of this paper describes the steps
we undertook to construct a template for
research team members to use to exam-
ine the related literature.

Method

A vast body of empirical and non-
peer-reviewed literature on school-to-
work transition has been published in
the past two decades. The documents
our research team gathered following a
systematic search of related databases
and internet-based resources proved to
be varied in nature, scope, and veracity.
A search was conducted using electronic
databases including PsycINFO, ERIC,
CINAHL, and Sociological Abstracts

WS

from 1990 to 2009. The original search
strategy yielded 264 citations using
search terms “at-risk youth,” “work,”
“transition,” and “education.” The num-
ber of citations was reduced by elimi-
nating duplicate citations and documents
not available online. Hand-searching the
reference lists of these documents iden-
tified others resulting in a final list of 29
documents.

Using a template (Appendix A), 29
documents were reviewed in this analy-
sis (see Appendix B for a list of docu-
ments). These documents included: 9
peer-reviewed papers which described
quantitative and qualitative studies; 4
OECD reports written by policy ana-
lysts who accessed large survey data
bases on youth transition in selected
countries; and 9 reports prepared by
Canadian government departments or
policy research institutes using Statistics
Canada data. There were also 5 docu-
ments from Great Britain and 2 reports
by specific research or working groups
within the province of Ontario, Canada
which included curriculum guides and
website descriptions of community-
based programs offering transition inter-
ventions for at-risk youth. A mechanism
for analysis was needed to synthesize
the diverse and vast information in a
way that would inform our research pur-
pose. In order to ensure our document
analysis was systematic and objective,
we developed a document analysis tem-
plate including six “clusters” of infor-
mation aligned with risk and protective
factors identified in research on early
school leavers (Ferguson et al., 2005;
Raymond, 2008). The fifth and final
version of the template appears in Ap-
pendix A, and the synthesis of findings
is reported in the next section.

Results
Descriptive Features of Documents

The 29 online documents, which
varied in scope from local studies to syn-
theses of data from many countries, were
uploaded to an online document reposi-
tory. The intended audience for these
documents ranged widely with most in-
tended to influence policy or report on
the effects of policy implementation.
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Definition of Youth and At-Risk
Youth Based on Document Analysis

Individual countries and major in-
ternational bodies, including the OECD
(Quinitini et al., 2007) and the Interna-
tional Labour Organization (ILO; Elder
& Schmidt, 2006), have reported on the
crisis of youth employment in devel-
oped and developing economies, using
varying definitions of youth. The OECD
documents define youth as 15/16 to 24
years, with a further breakdown into
teenagers (15/16-19) and young adults
(19-24) (OECD, 2008b; Quintini et al.,
2007). The ILO adopts the United Na-
tions definition of youth as 15 to 24
years (Elder & Schmidt, 2006). Many
Canadian documents that report Statis-
tics Canada data define youth as 15 to
24 years (Usalcas, 2005).

Few international comparison doc-
uments provide a clear definition of at-
risk youth (Wilmms, 2002). Our use of
the term is consistent with the definition
in the OECD publication Our Children
at Risk (Centre for Educational Re-
search and Innovation, 1995), which de-
fines at-risk youth as “those failing in
school and unsuccessful in making the
transition to work and adult life and as a
consequence unable to make a full con-
tribution to active society” (p. 21).
Wilmms (2002) estimates that up to
30% of Canada’s youth are vulnerable
to later negative outcomes such as un-
employment and poor physical and
mental health. Some international com-
parison documents refer to NEET youth
meaning those who are neither in em-
ployment, education or training (Bynner
& Parsons, 2002), a term that is thought
to capture the lost potential of the work
force. However, NEET refers to one
group of at-risk youth while overlook-
ing other groups, such as those with
life-long health conditions or disabili-
ties, who are rarely identified in these
documents. An exception is the OECD
report Students with Disabilities, Learn-
ing Difficulties, and Disadvantages —
Statistics and Indicators (2008b).

International Economic and Social
Influences

The first cluster within our template
captured data on international and socie-
tal influences on transition. Globaliza-
tion—the interconnectedness, movement,

and communication among individuals,
economies, information, and cultures
(Burbules & Torres, 2000) - was specifi-
cally identified as important to this un-
derstanding. Within this globalized era,
“education’s challenge will be to shape
the cognitive skills, interpersonal sensi-
bilities, and cultural sophistication of
children and youth whose lives will be
both engaged in local contexts and re-
sponsive to larger transnational
processes” (Suarez-Orozco & Qin-
Hillard, 2004, p. 3). This challenge is
amplified for students who seek to enter
the labor market directly from second-
ary school, making globalization a fun-
damental consideration in school-to-
work pathways.

Mills and Blossfeld (2004) com-
pared the effects of globalization on
transition to adulthood in 14 countries.
Four structural shifts associated with
globalization have led to increased un-
certainty in the labor market for youth
generally and even more so for those
who are at-risk—internationalization of
markets, intensification of competition,
spread of global information networks,
and a rise in the economic importance
of markets. This uncertainty is filtered
through institutions including the em-
ployment, education, welfare, and fam-
ily systems. Youth experience the
effects of globalization through the tim-
ing and ease of entry to and security
within the labor market, availability of a
social safety net, and the possibility of
partnership and parenthood.

Many documents identified global-
ization’s direct impact on youth entry to
the labor market. Youth are often unpro-
tected by seniority, lack human capital
such as education and experience, and
have weak ties to work organizations
and unions (Elder & Schmidt, 2006;
Mills & Blossfeld; 2004; OECD, 2008a).
Youth may seek shelter from this uncer-
tainty by remaining in education, reliev-
ing the immediate problem of labor
market attachment, and hoping en-
hanced human capital of education will
assure a more successful attachment
later (Mills & Blossfeld, 2004).

The education system has been di-
rectly affected by global trends. The
knowledge economy privileges those
with education and labor market experi-
ence. Youth who cannot accumulate ex-
perience must rely on education to
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enhance the likelihood of labor market
attachment. The rise in more precarious
forms of employment, a direct result of
globalization, is a trap for youth without
education or access to education. In-
creased uncertainties can also lead to
educational preparation that is poorly
matched to labor market needs. Youth
who rely solely on education for their
competitive edge may be disadvantaged
compared to applicants who attain
workforce experience (Mills & Bloss-
feld, 2004).

Our analyses identified other ef-
fects of international economic and so-
cial factors. Welfare regimes (Buchholz,
Hofacker, & Blossfeld, 2006) differ
across countries and reflect national ide-
ologies about social equality. Labor
market policies and social support
mechanisms affect the school-to-work
transition and are particularly relevant
during economic uncertainty. Some
countries have mutual obligation pro-
grams where youth must engage in
training or education programs in order
to continue to receive social assistance
(Marks, 2007). Other countries have
limited employment insurance schemes
that provide insufficient support to those
unemployed.

Finally, globalization affects the
family system, which is interdependent
with the employment system and has di-
rect consequences for the transition
from school-to-work and adult life.
Mills and Blossfeld (2004) suggest a
north-south divide in these effects. In
the south, cultures appear to be more
familistic, marriage is institutionalized,
and there is less tolerance for non-mari-
tal unions and alternative co-habitation
arrangements. In combination with the
economic effects, many young people
delay their transition to partnership and
parenthood and remain in the parental
home. The continuation of education in-
creases the economic dependence of
youth on their parents or the govern-
ment for financial support. Globally this
trend is increasing for young women in
particular (Mills & Blossfeld, 2004).
Data from countries in the north reveal a
different trend. A higher degree of toler-
ance for non-marital unions and alterna-
tive living arrangements is more
common. High rates of temporary and
part-time work may contribute to the
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postponement of commitment in the
area of family decisions.

Although living standards have in-
creased over time, the gains are dispro-
portionately distributed to certain
groups such as those already attached to
the labor market, those with education,
and those who have acquired rights
through association with unions or labor
organizations (Elder & Schmidt, 2006).
The unprotected or excluded either do
not experience increases in living stan-
dards or do so on a weaker level. Glob-
alization forces us to develop a
multi-level conception that links global
transformation to impacts at institu-
tional and individual levels. The remain-
ing clusters of our template address the
institutional and individual levels and
are discussed next.

Fixed Individual and Family Factors.

These factors included age, gender,
family socio-economic status, peer
group, health status, disability status,
and access to social support. Youth are
required to negotiate these multiple fac-
tors, which appear to have a cumulative
effect on successful transitions.

Age.

Teenagers (15-19 years) typically
have the least education and experience
and are challenged to obtain the experi-
ence valued by employers. These youth
often seek part-time, low skill work be-
cause it is more attainable. A dispropor-
tionate number of youth work in
part-time and temporary positions com-
pared to adults (Elder & Schmidt, 2006;
OECD, 2008; Quintini et al., 2007).

Gender.

Young women have more difficul-
ties finding work than young men.
When they do find work, it is often at a
lower rate of pay and in unprotected,
low skill jobs (Quintini et al., 2007).
When poor parents need to make a
choice about which of their children
should receive an education, girls tend
to be excluded first. Without an educa-
tion, chances of securing a decent job
are almost zero. That is why young girls
in the developing world have little op-
tion but to marry which, given their
poor family background, is most likely a
move from one poor household to an-

other. In OECD countries, male and fe-
male school leavers have similar em-
ployment rates in the first year out of
school but the male employment rate
climbs more steadily and steeply than
the female rate. In several OECD coun-
tries, many young females exit the labor
market to become mothers particularly
if there are good family benefits
(OECD, 2008a).

Family socio-economic status.

Family socio-economic status has
been proposed as a fixed factor. Rojew-
ski (1997) noted that adolescents from
low income households were the least
likely to be employed while still attend-
ing secondary school. Theorists have ar-
gued that adolescents from families with
lower socio-economic status may be ex-
posed to poor role models and develop
attitudes based on their parents’ nega-
tive workforce experiences. This may
also be tied to social welfare regimes
that act as disincentives to engaging in
low-paying jobs that lack security. Fam-
ily socio-economic status is also linked
to levels of parental education (Hango
& deBroucker, 2007; Shaienks, Gluszyn-
ski, & Bayard, 2008). Adolescents
whose parents who did not complete
secondary school are over-represented
in the data on early school leavers.

Peer group.

Our template included peers as a
fixed factor but this was not an evident
influence in the documents reviewed.
An indirect relationship between peer
group and transition was anticipated as
negative peer relationships are strongly
correlated with low school commitment,
which can affect the success of the tran-
sition from school-to-work (Zeman &
Bressan, 2006). There were no data in
the documents we reviewed to support
this as a fixed factor that could alone af-
fect the transition process.

Health and disability status.

This factor was identified in some
documents; however few dealt with
health and disability status in much
depth. The OECD documents mention
that resources are required to address
mental health issues, which are promi-
nent in the workplace (OECD, 2008b).
Few data in the documents we reviewed

@
examined how health and disability fac-
tors influence the transition from
school-to-work for youth, although
Elder & Schmidt (2006) addressed this
particularly vulnerable sub-group of
youth. They are seen as high risk for
poor labor market attachment without
intervention designed to reduce their
vulnerability. In some documents, youth
with disabilities are counted among
those labeled NEET (Elder & Schmidt,
2006; Furlong, 2006).

Social supports.

The final fixed factor in our tem-
plate was access to social supports. As
we noted earlier, a country’s welfare
regime affects the transition from
school-to-work. Some countries have
virtually no social safety net, and the re-
sponsibility for protecting vulnerable
youth falls to families. Countries with a
conservative welfare regime such as
Germany and the Netherlands have so-
cial policies aimed to ensure that people
who have to leave employment are pro-
tected against a decline in living stan-
dards (Mills & Blossfeld, 2004). Other
countries have a range of social sup-
ports aimed at maintaining equity, sup-
porting the underprivileged, and achiev-
ing fair income distribution. In recent
years some countries have made youth
ineligible for social support to encour-
age greater participation in the labor
market (Furlong, 2006).

Individual and Family Factors
Amenable to Change

The third cluster in our template
categorized factors at the individual and
family levels that were likely to be
amenable to change and could be ad-
dressed through transition intervention
programs in schools and in community-
based agencies focused on youth and
family services. Most of these factors
were rarely mentioned in the documents
we reviewed on international and na-
tional contexts of school-to-work transi-
tion, perhaps a limitation of youth
transition data collected at international
and national levels. Our research team
postulated that these factors included
family expectations and tolerance, as
well as individual motivation, self-effi-
cacy, aspirations, risk taking, and per-
sonal agency. We did find evidence that
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the long term effects of poor labor mar-
ket attachment include loss of personal
well-being and ongoing erosion of
skills, motivation, and self-confidence;
for example, the adverse effects of un-
employment on youth well-being and

mental health have been reported in Eu-
ropean statistical studies (Ryan, 1999).

Educational contexts.

Educational contexts that prepare
students for the workforce differ widely
from country to country. Few interna-
tional reports explore contexts of educa-
tion in depth. Some documents point to
specific school-to-work programs such as
co-operative education or apprenticeship
opportunities. For example, the National
Pact for Training and Youth Skilled Staff
was established in Germany as a bridge
between the Ministry of Education, trade
unions, and employer organizations
(Quintini, et al., 2007). This pact pro-
vided government support to employers
for training new workers in trades and,
subsequently, the German Ministry of
Education reported the highest increase
in apprenticeship positions since 2000.
Similar initiatives across many developed
countries make explicit links between
school learning and job readiness. These
co-operative and apprenticeship pro-
grams appear to be effective. Gangl
(2003) reported a significant reduction in
early career unemployment rates when
students engaged in such programs. Ryan
(2001) and Steedman (2005) argued that
this increase in job success is due to bet-
ter matching of job readiness in specific
skills to workplace demands. Matching
educational programs with student inter-
est and workforce labor demands appears
to be key in achieving successful school-
to-work transition, especially for at-risk
youth. In the absence of specialized ap-
prentice or co-operative education pro-
grams, at-risk youth encounter
difficulties finding meaningful work and
often begin in low-paying, temporary
employment.

Workplace contexts.

Workplace contexts are at least as di-
verse as educational contexts. In review-
ing literature on contexts of work, three
delineating factors were used: (a) labor
market attachment factors, (b) wages, and
(c) skills. These factors were consistently

cited across international documents as
critical contributors to youth engaging in
productive occupation.

Labor market attachment factors.

Many youth find it difficult to
move from temporary to stable employ-
ment with work patterns characterized
by a series of short-term contracts (Byn-
ner & Parsons, 2002). Data collected in
OECD countries on NEET youth sug-
gest they spend three of the first five
years after leaving school in non-em-
ployment (Quintini et al., 2007). This
instability in early labor market experi-
ences predicts poor labor market attach-
ment in the long-term (Ryan, 1999).

Wages.

Wage is another workplace context
factor that contributes to the picture of
youth unemployment and transition dif-
ficulties. Youth with no experience or
training are often paid less for work of
equal value than their adult counter-
parts. In some countries, minimum
wage policies are in effect and it may
not be possible to support oneself when
receiving minimum wage even if one
works full-time hours (Elder & Schmidt,
2006). Data from some OECD countries
reveals that youth earn less than two
thirds of the median hourly rate of 25-
54 year olds. Low wages, job loss vul-
nerability, and sensitivity to the economic
cycle all lead to discouragement—the
leading reason for labor market inactiv-
ity (Quintini, et al, 2007).

Skills.

Most youth in OECD countries are
employed in sectors that do not require
specific skill sets for entry-level posi-
tions. The retail trade sector is the larg-
est employer of young adolescents
while the accommodations and food
service sectors employ more older ado-
lescents, in part due to liquor licensing
laws. These positions usually provide
on-the-job training, but turnover is high
and most youth work part-time in com-
bination with full-time school (Usalcas,
2005). More advanced positions require
more specialized skills and often youth
must first engage in specific apprentice-
ship or co-operative education pro-
grams. Adult workers fare better
securing work in these positions.

‘25

School-to-work intersection.

This section of the template guided
us to consider the alignment between
school and work contexts. We sought
descriptions of partnerships that en-
hanced the match between school and
work. Five OECD countries currently
operate what is known as dual or ap-
prenticeship systems (OECD, 2008a).
Austria, Denmark, Germany, Switzer-
land, and Norway structure their sec-
ondary education system so that youth
are in school part-time and in the work-
place part-time, and apprenticeship is
part of the formal education system.
This relationship between schooling and
employment usually lasts three to four
years. An examination at the end of the
program tests readiness to enter the cho-
sen occupation (Quintini et al., 2007).

OECD countries with this dual sys-
tem have among the lowest youth un-
employment rates and highest early
labor market attachment. Avoiding early
labor market difficulties is important,
because the literature shows that lengthy
periods of unemployment can have per-
sistent negative effects on employment
probabilities and earning potential
(Bynner & Parsons, 2002; Quintini et
al., 2007). The German government re-
vamped its apprenticeship system in
2004 with the cooperation of unions and
employer organizations (Elder & Schmidt,
2006). In 1998, the United Kingdom de-
veloped a labor market activation pro-
gram called the New Deal for Young
People, designed to enhance labor mar-
ket involvement of youth who had re-
ceived income support for more than six
months (OECD, 2008).

These Active Labour Market Pro-
grams (ALMPs) for jobless and disad-
vantaged youth focused on job search
skills, remedial education, job training,
and provided direct job creation. ALMPs
provide a mix of active and passive
measures using the principle of mutual
obligation—social assistance is depend-
ent on participation (OECD, 2008a).
Two-thirds of the OECD countries with
data on ALMPs report that they have re-
sulted in an increased share of youth
gaining labor market attachment
(OECD, 2008¢). Nordic countries pio-
neered this approach whereby the gov-
ernment commits a place in a training,
education, or work program for any
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youth who is unemployed and receiving
social assistance. Australia implemented
a similar mutual obligation policy in 1998
and included participation in work, volun-
teer activities, education, training, and
community based employment programs.

Outcomes for individuals.

The final cluster of the template fo-
cused on outcomes for individuals as a
result of the intersection between school
and work. The international documents
offered generalizations based on aggre-
gated data from large surveys. Few doc-
uments articulated the lived experience
of transition from school-to-work for at-
risk youth. The OECD/CPRN (2005)
document From Education to Work: A
Difficult Transition for Young Adults
with Low-levels of Education highlights
the need for robust research that goes
beyond economic implications and re-
ports the marginalization and social ex-
clusion experienced by youth with low
levels of education.

Summary

In summary, the international con-
text is a complex and mixed picture of
factors that contribute to the challenges
for at-risk youth transitioning to produc-
tive adult roles. Youth in most OECD
countries appear to move between states
of employment, unemployment, educa-
tion, and inactivity. They also appear to
engage in multiple states simultane-
ously. The length of the school-to-work
transition is variable across countries.
Some youth in all countries appear to
leave formal schooling early, which
leads to frequent periods of unemploy-
ment, temporary work, low pay, and re-
duced quality of life. OECD countries
use a variety of solutions to engage
youth in school, but the one commonal-
ity in all countries is that school failure
appears to trigger difficulties in labor
market attachment and creates chal-
lenges for school-to-work transition
(Elder & Schmidt, 2006; Quintini et al.,
2007). The good news is that early and
sustained intervention is likely to help
prevent the cycle of cumulative disad-
vantage. Matching interventions to the
specific needs and interests of at-risk
youth is one way to enhance the likeli-
hood of diverting these youth from the
path to social exclusion. We now exam-

ine the transition of at-risk youth in the
Canadian context and present a synthe-
sis of the literature that analyzes survey
data and interventions.

Discussion and Implications for the
Canadian Context

Canada has experienced a period of
sustained economic growth and has a
flexible labor market that is outperform-
ing most OECD countries (Antunes,
2009; OECD, 2008b). In the decade be-
tween 1996 and 2006, youth unemploy-
ment dropped from 15.4% to 11.6%,
which was below the OECD average.
There is, however, a great deal of vari-
ability within the regions of Canada
(Hango & deBroucker, 2007). Many
youth combine education and employ-
ment, some delay entry to post-sec-
ondary education to travel or volunteer,
some move between employment and
post-secondary education as finances
permit, and most are able to start their
careers with permanent, full-time work
(Hango & deBroucker, 2007).

Fixed individual and familyfactors.

Considering fixed individual and
family factors, some Canadian youth are
not as fortunate as others. Aboriginal
youth are more likely to experience dif-
ficulties in school-to-work transitions
after leaving secondary education pre-
maturely. Among immigrant youth, the
school-to-work transition is delayed
with many of these youth pursuing post-
secondary education for extended peri-
ods. Females are less likely to drop out
of high school and more likely to go
onto post-secondary programs before
entering the labor force. They are also
less likely to delay the start of post-sec-
ondary education. The presence of a
long-term limiting condition, a disabil-
ity or a chronic illness, is a hindrance to
further education and these youth are
less likely to follow a pathway that
leads to completion of post-secondary
degrees or diplomas. Risk of dropping
out of high school also increases in
larger families. Finally, parental level of
education is a predictive factor; youth
whose parents completed post-sec-
ondary education are more likely to pro-
ceed to post-secondary education before
labor market entry (Hango & de
Broucker, 2007).
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As our research focuses on at-risk
youth, we were particularly interested in
data concerning youth with long-term
limiting conditions—disability or chronic
illness. The Conference Board of
Canada (Kitagawa, 2002) reported that
in Canada, the income of persons with
disabilities is 15% less than the income
of people without disabilities, a high
differential compared to other OECD
countries. The employment rate of per-
sons with disabilities in Canada is 56%.
Canada is viewed as actively ensuring
that persons with disabilities are inte-
grated into the labor market rather than
providing income transfers in the form
of pensions or disability allowances. As
promising as these data appear, other
sources indicate that youth with long-
term limiting conditions are vulnerable
and at-risk for poor labor market attach-
ment (Hango & deBroucker, 2007,
OECD, 2008). These youth are less
likely to complete post-secondary edu-
cation, which leads to employment that
offers low wages and limited security.
In the recent past, Canadians with dis-
abilities have been three times as likely
to be poor and to have repeated episodes
of unemployment (Burstein, 2005).

Individual and family factors
amenable to change.

Academic achievement plays a role
in the pathways to post-secondary edu-
cation. Marks do matter. The higher a
student’s marks, the less risk the student
will drop out of school which in turn
predicts completion of post-secondary
education and better labor market at-
tachment (Hango & deBroucker, 2007).
Contrary to popular belief, part-time
employment during high school years
can be beneficial. Youth who work more
than 20 hours per week, however, are at
higher risk of dropping out or delaying
participation in post-secondary educa-
tion (Saunders, 2008). Parental expecta-
tions are also a factor in the pathway
followed by Canadian youth. When par-
ents have high expectations, their chil-
dren tend to have higher educational
attainment. Finally, becoming a parent
prior to age 19 is associated with greater
risk of following a pathway that leads to
dropping out of high school or to a sec-
ond chance program (Hango & de-
Broucker, 2007).
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Educational contexts.

In Canada, education and training
are provincial jurisdictions leading to
some variance in programming across
the country. Overall, students across
Canada are comparatively successful on
international benchmarks. Canadian stu-
dents score well above the OECD aver-
ages on PISA and TIMSS assessments
(OECD, 2008a). Canada also leads
OECD countries in the proportion of
youth attending university or college.
These data reflect that Canadian second-
ary education emphasizes academic
preparation for work in a knowledge-
based economy (Association of Univer-
sities and Colleges of Canada; AUCC,
2007). This emphasis leaves secondary
students with few opportunities to pur-
sue vocational studies and contributes to
the skills shortages in the marketplace
(OECD, 2008c). The healthy labor mar-
ket in Canada in recent years has been
accompanied by a relatively high drop-
out rate compared to other OECD coun-
tries, especially in the province of
Alberta.

A report from the Conference
Board of Canada (Kitagawa, 2002)
highlights challenges to transition to
work that arise in the education system.
A systematic approach for managing
youth transitions is lacking in most edu-
cational jurisdictions. Stakeholders tend
to operate within parameters that serve
their interests with little coordination
between education institutions, employ-
ers, and other work-based education op-
portunities. There are insufficient
resources for helping at-risk youth to
stay in school and students who choose
not to attend university are particularly
poorly served (Kitagawa, 2002). Most
curricular outcomes are academically
focused and schools seem unaware of
the mismatch between these academic
outcomes and the skills needed to suc-
ceed in the workplace. There is little in
the education system that encourages
young people to pursue skilled trades
after high school. Rather the trades ap-
pear to be considered as an afterthought
for students not likely to succeed in uni-
versity, and the apprenticeship system in
Canada is largely under-developed (An-
tunes, 2009).

Workplace contexts.

Employment protection in Canada is
among the least strict in the OECD
(OECD, 2008¢) and paid work by teen-
agers starts very early (OECD, 2008c).
In the province of Alberta the minimum
working age recently dropped from 14 to
12, while the minimum working age in
most European countries is 16. Youth in
Canada tend to have low entry wages but
then move into higher paying jobs fairly
quickly. Unlike their adult counterparts,
youth cannot access employment insur-
ance in Canada. Employer demand for
skilled trades-people exceeds the avail-
able supply in Canada. Unlike some
countries like Germany, Canada does not
have a tradition of developing skilled
trades. Immigration has traditionally
been the solution to the skills shortage in
the Canadian workplace.

School-to-work intersection.

This is an area where Canada ap-
pears to lag behind other OECD coun-
tries. There is a weak apprenticeship
system in Canada and it varies from
province to province. Co-operative edu-
cation programs have been developed in
a number of provinces and other work-
based education programs are develop-
ing in response to the needs of students
who are not well served by the academi-
cally focused mainstream curricula
(Nova Scotia Department of Education,
2008). Partnerships between industry
and educational institutions are begin-
ning to be developed.

Saunders (2008) completed a syn-
thesis report of the eight studies in the
Canadian Pathways for Youth to the
Labour Market project. This synthesis
showed the pathways groups of youth
are likely to take to the labor market and
identified data to inform the design of
interventions aimed to divert at-risk
youth from social exclusion. The syn-
thesis shows that there is no national ca-
reer development strategy or standards
for the quality of career development
services. Programs and services are lim-
ited, decentralized, and organized by
provincial governments or community
organizations. Some provinces are at-
tempting to revitalize the secondary vo-
cational curriculum through partner-
ships with post-secondary institutions
and employers, primarily in response to
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a local need for skilled workers—a de-
centralized market approach to training.
Co-operative education programs that
demonstrate a clear link between school
and a possible future career are promis-
ing initiatives; however, uptake of these
programs remains limited.

QOutcomes for individuals.

Research rarely reports the experi-
ence of transition from the perspective
of the youth who endure the process. An
exception was a report commissioned
by the Ontario Ministry of Education
and Training. Ferguson, Tilleczek, Boy-
dell, and Rummens (2005) conducted an
interview study with 193 early school
leavers where the collective voice of
disengaged youth expressed determina-
tion, hope, and plans to return to school.
The risk and protective factors they
identified within and outside the school
context were consistent with the factors
identified in our document review; for
example, educational systems must be
more flexible and proactive, while par-
ents must stay involved, provide guid-
ance, and hold realistic expectations.
Most importantly, youth need to stay in
school.

This qualitative study can inform
the design of interventions to keep po-
tential drop-outs on pathways to produc-
tive adult life and labor market attach-
ment. Further research like the Ferguson
et al. (2005) study with at-risk youth
following other pathways could inform
the design of interventions matched to
the needs of these vulnerable youth.

Future Directions for Research and
Implications for Policy Development

To summarize, reviewing the re-
search makes it clear that youth who are
disengaged from school are more likely
to drop out and to enter paths of social
exclusion. The international research
provides a complex picture of factors
that contribute to the challenges at-risk
youth face as they make the transition
from school to work. Global forces af-
fect individuals in their communities,
contributing to youth moving between
stages of employment, unemployment,
inactivity, and education; these forces
generally lengthen the time required for
youth to achieve stable labor market at-
tachment. Comparing the Canadian con-

The Canadian Journal of Career Development/Revue canadienne de développement de carriere |

Volume 10, Number 12011 |



| International and National Factors Affecting School-To-Work Transition

28 |

text with factors affecting this transition
in international data yields a number of
implications for research and for policy.

Preventing at-risk youth from dis-
engaging from high school must be-
come a priority. Reviewing a large
number of Canadian and international
documents demonstrated the dearth of
research on the experience of at-risk
youth and on their perspectives on what
would keep them engaged in school.
What studies there are suggest that, in
Canada, these students lack alternatives
to the academic stream, such as co-oper-
ative education, apprenticeships, and
other forms of work-based education
that are prevalent in countries such as
Germany, Austria, and the Netherlands.
Education systems in these countries
work closely with the labor market to
provide a straightforward alternative to
an academic education enabling youth
to begin a direct transition to the trades
and other careers while still in high
school. These countries not only meet
the needs of youth who might be likely
to leave school early, they also meet
their national need for skilled trades
people without relying on immigration,
as we do in Canada.

Another strategy that has been ef-
fective in increasing the share of youth
gaining labor market attachment is Ac-
tive Labour Market Programs (ALMPs)
for jobless and disadvantaged youth
which focus on job search skills, reme-
dial education, job training, and pro-
vided direct job creation. ALMPs,
which use the principle of mutual obli-
gation (social assistance is dependent on
participation), have been particularly ef-
fective in the Nordic countries and in
Australia.

These findings suggest a research
agenda that focuses on the experiences
and recommendations of at-risk youth
and their educators, perhaps beginning
by studying successful work-based edu-
cation programs from which we can
learn how to design programs and inter-
ventions that meet their individual
needs. Canadian data also point to the
need to focus research on Aboriginal
youth who have extremely low rates of
labor market attachment and to take ad-
vantage of the potential of school-to-
work programming, one of the most
effective means to secure a successful
transition to the workforce. Finally, to

meet the need for re-engagement of job-
less youth, who have left school early,
research is required on the characteris-
tics of effective ALMPs that would be
attractive to these marginalized young
people.

While Canadian students may gen-
erally be better positioned than students
in many other countries to engage in
meaningful work, and while research on
these issues may point to made-in-
Canada solutions, policy changes are
also necessary. A key feature of success-
ful transition programs appears to be
matches among school curricula, work-
force demands, and student needs and
interests. Thus developing apprentice-
ship, co-operative education, and mu-
tual obligation programs requires the
cooperation of education, training, labor
market, and social assistance sectors.
Although provinces like Nova Scotia,
Ontario, and Alberta have recently
added educational opportunities to meet
the needs of at-risk youth during the
high school years, a much more focused
and widespread effort will be required
to achieve policies that prevent social
exclusion of our most vulnerable youth
and that re-engage those already experi-
encing social exclusion.
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Study Design / Type of data analysis used and/or produced:

Type of Document: Refereed Journal Article (Emprirical Study)
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Brief impressionistic sketch or Purpose / Research Question:

*Code each line with first 3 letters of author’s last name or acronym of organization, last two numbers in year, initials of re-
viewer, Example: For Furlong paper reviewed by Researcher One (FURO6RO). Purpose of research: to answer, which WBE pro-
grams are most likely to be effective for specific disengaged youth? We will develop a model of person-context relations for
youth and programs. Use this template in concert with the detailed clusters (octl & oct14). In the space below, on paper or on-
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organization, last two numbers in year, initials of reviewer, and page number. (FUR06-PC-563)
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Cluster Pre-l(noviS): Society as Context (e‘. g.v political, eéonomic, social factors) that provide high
level context for problems and solutions

Cluster 1(nov18): Individual and Family Factors that are Fixed (e.g., age, SES, disability status

Cluster 2(nov18): Individual & Family Factors Amenable to Change (e.g., expectations, identity

Cluster 3(nov18): Educational Contexts (e.g., curriculum options, evaluation, school’s expectations

Cluster 4(nov18): Workplace Contexts (e.g., country, social context, induction
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status, duration of transition
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Students’ Experiences of a Women-Only Automotive
Service Technician Pre-apprenticeship Program

Abstract

A career in the skilled trades offers
women many benefits, yet efforts to re-
cruit women into this career path have
had limited success. A longitudinal
study was conducted to explore stu-
dents’ experiences with a women-cen-
tered Automotive Service Training
pre-apprenticeship program that in-
cluded innovations designed to support
women entering this skilled trade. The
women-only program provided a gen-
der-sensitive classroom environment,
and holistic program content to meet the
needs of women holding multiple roles,
as well as social and personal supports
in the form of coaching, mentoring and
advocacy. Results of the study indicate
that participants made gains in key
workplace competencies and were very
satisfied with the program. The program
provided several advantages: it helped
students to decide if this was indeed the
career for them, prepared them for the
work world, and gave them the confi-
dence and skills they needed for success.

Women are a largely untapped
source of labour for the skilled trades,
however, efforts to recruit them have had
limited success. This is unfortunate as
women can make a much-needed contri-
bution to the general Canadian work-
force by alleviating the chronic labour
shortages in the skilled trades (Construc-
tion Sector Council, 2010). Though
women made up slightly less than half of
the total workforce in 2001, they ac-
counted for two-thirds of the overall
labour force growth during the 1990s.
There is one notable exception: this
growth is not seen in the skilled trades.
In 2004, only 7% of workers in trans-
portation, trades and construction were
women. In 2003, just 9.7% of registered
apprentices and 10.6% of completed ap-
prenticeships were held by women
(Canadian Council on Learning, 2006).

A career in the trades offers wage
benefits; as much as double or triple the
wages earned in a traditional female job
(Greene & Stitt-Godhes, 1997). While
there are numerous opportunities for job
training and advancement and job mo-
bility, women frequently encounter
workplace barriers to their career devel-
opment. The 2004 Canadian Appren-
ticeship Forum (CAF) summit report,
Accessing and Completing Apprentice-
ship in Canada, included a special re-
port on women’s perceptions of
workplace barriers. The Forum report
noted that, despite policy priorities that
support greater and more consistent par-
ticipation of women in non-traditional
occupations, little progress has been
made over the past decade and little re-
search or evaluation has focused specifi-
cally on issues relating to recruitment,
training and career development.

The CAF consultation described
seven barriers reported by women.
Three barriers, negative attitudes toward
apprenticeship and the trades, a lack of
information and support in the second-
ary school curriculum, and investment
in community resources to promote ap-
prenticeships and training for women,
speak to broader social trends which
often limit women and other under-rep-
resented groups who are considering
trades and apprenticeships. While some
improvement has been noted over the
years, most of the other barriers identi-
fied in the CAF report reflect the culture
of non-traditional workplaces and train-
ing settings which makes those sites less
welcoming to women. This is reflected
in biased or discriminatory hiring prac-
tices, unequal pay for comparable work,
sexual harassment, and isolation of
women at the work or training site. The
Ontario Overview Report of the Na-
tional Apprenticeship Survey (Ménard,
Chan, & Walker, 2007) noted that nearly
9% of women, compared with 2% of
men, reported harassment, discrimina-
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tion, dispute, conflict of interest, or not
getting along at work as reasons for dis-
continuing their apprenticeship studies.

WOMEN-CORE, a European con-
sortium concerned with women in in-
dustry and construction, attempted a
comprehensive scan of qualitative re-
search in those fields in 2006 (WOMEN-
CORE, 2006). They identified an
important research gap regarding
women in industry and construction.
Accordingly, the team extended the
scope of their research to include women
in science, engineering, and informatics,
and other disciplines in which women
are relatively under-represented. Their
analysis identified several systemic bar-
riers to skilled trade careers. They also
identified factors that support retention
of women in the non-traditional work-
place. Where social conditions support
women’s participation, where manage-
ment actively promote women, or where
government, educators, employers and
unions provide leadership on family-
sensitive social and labour policy,
women are successful in these non-tra-
ditional occupations at essentially the
same rate as men.

Canadian groups have also been
working to identify initiatives that sup-
port women in the trades. Women Build-
ing Futures (WBF) is an initiative that
has been active in Edmonton since 1998.
They have been successful in increasing
the recruitment and retention of women
in the construction trades to address per-
sistent labour shortages in that province.
A partnership between Edmonton Social
Services and the North Alberta Institute
of Technology led to the development of
a 16 week Journeywoman Start program
which combines academic upgrading,
hands-on learning, work experience and
job retention support for women entering
the construction trades (Women Building
Futures, 2009).

In 2006, the Women Building Fu-
tures group evaluated their approach
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from an economic perspective. After
tracking graduates for two years, the
author of the WBF report (Bubel, 2009)
estimated that the initial investment of
approximately $100,000 in the pre-ap-
prenticeship training of 11 women in
2006-07 resulted in a net value of
$53,000 per participant. This included
$515,000 in increased income and as-
sets for participants, approximately
$130,000 to government in tax revenue
and reduced health and social benefits
for these clients, and almost $225,000 in
reduced costs in recruitment and train-
ing for employers.

While these initiatives are exciting
and appear to have merit, there are sev-
eral research gaps. Although numerous
consultations with women and other eq-
uity groups on access to the skilled
trades have identified the difficulties of
navigating the culture of the non-tradi-
tional workplace for women, little work
has been done to determine the value of
specific women-centred programming
in helping women build the networks
needed to sustain them through the ap-
prenticeship period. The need for effi-
cacy-based academic interventions is
considered very important for ‘at risk’
students and those who face challenging
school/workplace environments
(Hackett, 1999).

To address that research gap, the
School of Transportation in an Ontario
community college was funded by the
Ministry of Training, Colleges and Uni-
versities to offer a one-year, women-
only, Automotive Service Technician
(AST) pre-apprenticeship program.

The Automotive Service Technician
Pre-apprenticeship Program

The Ontario Ministry of Training,
Colleges, and Universities supports and
funds pre-apprenticeship programs at
several Ontario colleges to address bar-
riers faced by potential trainees, and is
normally designed as three, 12-week se-
mesters. The first semester focuses on
academic upgrading, the second pro-
vides lectures and labs and the third se-
mester includes a work placement with
an approved employer.

The innovative AST pre-apprentice-
ship curriculum piloted in this study in-
cluded content and learning activities
identified in the literature as beneficial

for women apprentices. The new pro-
gram provided a women-only admis-
sions policy, a gender sensitive
classroom environment, holistic pro-
gram content and social and personal
supports for women trainees in the form
of coaching and mentoring on family
and work issues (Government of Yukon
Women’s Directorate, 2005). Other
curriculum innovations that were tested
included:

*  Trading UP, a specialized voca-
tional assessment tool used in re-
cruiting which focuses on women’s
skills and orientation for entry to
trades and includes an information
session, tour of facility, an assess-
ment test in mathematics and Eng-
lish and an interview with the
program coordinator;

* A four- week module integrated at
the end of the academic upgrading
semester called “Busting the Barri-
ers Career Readiness,” that devel-
ops women’s workplace confidence
by building personal and interpro-
fessional skills in communication,
assertiveness training and personal
safety prior to beginning work in
the automotive service workplace,
followed by a 12 week program in
AST Theory;

*  Trained, gender-aware instructors,
trainers and job coaches and a
women-only classroom/lab envi-
ronment,

*  Work placements of 12 weeks, se-
lected and monitored to promote
and maintain a positive learning ex-
perience;

*  Coaching and mentorship until the
end of the Level 1 Apprenticeship;

*  Access to a network of collabora-
tive relationships with employers
who recruit women apprentices to
facilitate the best possible work ex-
perience for both the women
trainees and employers.

Research Objectives and Approach

The purpose of the study was to ex-
plore the impact of the program innova-
tions on women’s pre-apprenticeship
experiences and their self-efficacy as
they progressed through the year-long
program in this early and critical part
their career development process.
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A participatory research (PAR) de-
sign was selected as this approach ad-
dresses real world problems and results
can be applied rapidly. PAR is a well-es-
tablished research methodology aimed
at improving practice by changing it
(Stringer, 2004). PAR requires that proj-
ect participants introduce a change or
innovation, actively participate, and
work collaboratively to evaluate the in-
novation. The PAR design is particu-
larly appropriate as a tool to accomplish
our project goals and appeals to educa-
tors as a rigorous method where the re-
sults translate into action more quickly
than traditional research (Cave &
Ramsden, 2003).

The theoretical framework for the
study was based on self-efficacy theory,
developed by Bandura (1977) as part of
his social-cognitive theory, which fits
well with PAR. Self-efficacy is the be-
lief that one has the knowledge, skills
and capability to undertake and com-
plete those actions required to manage a
given situation. Those feelings of self-
efficacy in turn influence a person’s be-
haviour and degree of perseverance.
Bandura suggested that psychosocial
skills are a more important component
of career success than occupation-re-
lated technical skills and that higher lev-
els of self-efficacy are associated with
better functioning in the workplace
(Bandura, 1994).

Sampling

All students who enrolled in the
new AST program were invited to par-
ticipate in the study (n = 17). The study
was approved by the Community Col-
lege Ethics Review Board. All partici-
pants gave written informed consent at
the start of the study and were reminded
of the consent process at each subse-
quent data collection point.

Data Collection and Analysis

To explore the career development
process, a mixed methods, longitudinal
approach was used. Data were collected
from students at three points over eight
months using surveys and interviews.
Descriptive statistics, such as means, and
measures of central tendency, were cal-
culated using SPSS for the demographic
survey items, program satisfaction sur-
vey, and self-efficacy survey to provide a
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profile of participants and survey results.
The interviews were taped, transcribed
and analyzed using a content analysis ap-
proach (Lincoln & Guba, 1985). The
transcripts were coded using each partic-
ipant statement as a unit of analysis. The
researchers began by reviewing the over-
all data and developing a categorization
scheme then progressed to identifying
key themes, variations in experience and
recommendations for change.

Demographic Survey

Four surveys were administered to
students: a demographic survey, a gen-
eral self- efficacy survey, a pre-post
workplace self-efficacy survey and a
program satisfaction survey. The demo-
graphic survey, administered at the start
of the course, was developed by the re-
searchers to provide a profile of the
learners that included age, education, job
experience and reasons for enrolling in
the program. It also included a section
that measured student satisfaction with
the different aspects of the Busting the
Barriers Career Readiness curriculum.

General Perceived Self-efficacy Survey

The General Perceived Self-effi-
cacy Survey consists of 10 items related
to personal confidence, problem solving
and resiliency and provides a profile of
participants’ overall feelings of general
self-efficacy at the start of the program.
Learners use a four point Likert scale in
their responses where 1= strongly dis-
agree and 4 = strongly agree. The sur-
vey has been extensively tested for
validity and reliability (Schwarzer &
Jerusalem, 1995).

Workplace Self-efficacy Survey

A pre-post workplace self-efficacy
survey was used to measure learners’
perceptions of change in their self-effi-
cacy regarding eight competencies that
were identified as unique outcomes of
the women-only program. The survey
items were developed by members of
the evaluation team under the guidance
of the program coordinator to enhance
item validity.

The survey included a seven-point
Likert scale to measure participants’
perceptions of their competency in pro-
gram outcomes skills where 0 = ‘cannot
do it at all’ and 7 = ‘certainly can do’ in

relation to each item. Sample items in-
clude using ergonomics and safe work
practices to promote personal and pro-
fessional safety, using critical thinking,
listening and questioning skills to ana-
lyze and evaluate issues of power, privi-
lege and equity in the workplace, and
establishing a personal and professional
support network to strengthen access to
opportunity in the workforce. The Cron-
bach alpha for the Workplace self-effi-
cacy survey was .92 in this study; scores
over .70 are considered acceptable evi-
dence for reliability of survey items
(Polit, 2010).

Program Satisfaction Survey

The Program Satisfaction Survey
was used to measure learners’ satisfac-
tion with the overall program, and was
administered at the end of the program.
The survey was modified from an exist-
ing survey developed by Ryan, Camp-
bell, & Brigham (1999). The survey
consists of 11 items that measure satis-
faction with program outcomes, content
and learning activities with a view to
improving the curriculum for the next
student intake. Respondents use a four-
point Likert scale ranging from
‘Strongly disagree’ to ‘Strongly agree’
to respond to survey items. The Cron-
bach alpha for this survey was .85 in
this study, providing further evidence
for the reliability of these items.

Interviews

An understanding of women’s ex-
periences and recommendations for the
program was gained through in-depth
interviews conducted at three points,
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timed to capture women’s experiences
and perceptions at key points in their
educational journey:

* Twelve weeks after the program
started, at the end of the Busting the
Barriers/Career Readiness Training
unit;

» Six months after the program started,
after completing the Level 1 theory;

*  On program completion: during or
after the 12 week workplace place-
ment.

Results
Demographic Survey

All participants (n = 17) completed
the demographic survey. The mean age
was 28.8 (SD 8); ages ranged from 21 to
48. Ten (58.8%) women had completed
high school and 7 (41.2%) had com-
pleted college. Regarding their ability to
speak English: 1 (5.9 %) said it was
‘poor’, 1 (5.9%) said “fair’, 2 (11.8%)
said ‘good’ and 13 (76.5%) said ‘excel-
lent’. The participants came from 13
different ethnic backgrounds.

Academic Upgrading and Busting the
Barriers Career Readiness Survey

The students were asked for their
feedback on the different components of
the academic upgrading portion of the
program they had just completed, re-
ferred to as “Busting the Barriers”. This
component builds students skills in Eng-
lish, mathematics, computer literacy,
self-awareness, communication, as-
sertiveness training, finances and per-
sonal safety (Table 2).

Table 2. Mean scores for Academic Upgrading and Busting the Barriers Career
Readiness Survey items (maximum score is 5)

Item Mean (SD)
Computer literacy 4.5 (.51)
English 2.9(1.3)
Math 4.8 (.37)
Interview 3.1(1.1)
Resume building 3.6(1.1)
Lab 3.6(1.1)
Team skills 3.8(1.2)
Busting the Barriers helped prepare for next stage of the 4.0(1.2)
program

Busting the Barriers Career Readiness was important for 4.1(.93)
success in AST pre-apprenticeship program
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The mean scores were high for
items related to computer literacy and
mathematics. The scores on the items
related to the utility of the Busting the
Barriers Career Readiness module were
also high. Students reported time spent
building job preparation skills such as
preparing for interviews and resume
building as less helpful. The item for
English upgrading had the lowest mean
score of 2.9 and reflects different opin-
ions regarding the need for English up-
grading.

General Perceived Self-efficacy Sur-
vey

Participants also completed the
General Perceived Self-efficacy survey
at the start of the program to measure
their perceptions of their overall confi-
dence. Mean scores for each individual
item were high, all were greater than
three out of a possible four. The mean
score on the total survey was 34.1 (SD
3.9) or 85/100 and ranged from
67.5/100 to 100/100. The Cronbach
alpha for this survey was .90 providing
evidence for the reliability of survey
items.

Results: Pre and Post Course Scores
on the Workplace Self-efficacy Survey

Thirteen students completed the
Workplace Self-efficacy Survey at the
start and at the end of the program to
measure their perceptions of their confi-
dence regarding key competencies criti-
cal to workplace success. The survey
included a seven point scale where 1 =
‘Cannot do at all’ and 7 = ‘Certainly can
do’ (Table 3).

The mean score on the total pre-
program survey was 43.3 (SD 8.3) or
77.3/100. Scores ranged from 51 to
100/100. The mean score on the total
post-program survey was 50 (SD 6.0)
out of a possible 56 or 89.2/100.

Course Satisfaction Survey Results

All 14 students who completed the
program were surveyed at the end re-
garding their satisfaction with different
aspects of the program. The mean score
for the total Course Satisfaction Survey
items was 37.5 (SD 4.8) out of a possi-
ble 44 or 85.2/100 and scores ranged
from 59/100 to 100/100.
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Table 3. Pre and post mean scores on the Workplace Self-efficacy Survey items
Item Mean =+ std Mean =+ std
PRE COURSE POSTCOURSE
Use psychological and physical skills for 6.5 (.96)
5.7(1.2)
personal safety
Establish a personal and professional
support network to strengthen access to 5.5(1.0) 5.8(1.5)
opportunity in the workforce
Use problem solving, listening and
questioning skills to analyze and 5.4(12) 6.3 (1.0)
evaluate issues of power, privilege and A
equity
Use ergonomics and safe work practices
to promote personal and professional 5.5(1.2) 6.0 (1.1)
safety
Make informed decisions about a career in 5.5 (1.4) 6.3 (.96)
the skilled trades A
Create and implement a plan for
professional success 5.4 (1.5) 6.0 (1.1)
Communicate clearly, verbally and in 6.6 (.65)
o 5.2 (1.5)
writing at work
Analyze your current financial supports 6.23 (1.2)
L 5.0(1.3)
for maintaining current career path.

All survey items had a mean score
of 3.0 or greater out of a possible 4, indi-
cating that most students felt the pro-
gram had been useful and their time had
been well spent. Items with the highest
scores were, “The program provided in-
formation that is useful” (mean of 3.8)
and, “T would recommend the program to
other women” (mean of 3.6). The two
items with the lowest mean scores were:
“The amount of practice time in the lab
was enough to prepare me for appren-
ticeship” (3.0) and, “The women only
learning environment was helpful” (3.1).

Interviews

Week 4: busting the barriers-
career readiness.

Three rounds of interviews were
held during the eight month program.
The first were held four weeks after the
program started, with 14 (82%) students
to describe their early program experi-
ences and to capture their impressions
of the Busting the Barriers Career
Readiness curriculum.

All students reported that their ex-
perience to date had been positive, and
that the program was worthwhile. They
noted that the program coordinator and
faculty provided invaluable support in
supporting their decision to enroll and
then to stay in the program when the
workload increased. Some students

were very enthusiastic, describing the
program as ‘life changing”. One student
commented,

Now I realize how valuable

this is and if you can get

skilled...women have the po-

tential to have a lot of growth

in this industry; they could do

really well. And so I totally

opened up that different side to

it and sort of un-cloud those

myths about what this industry

is like.

Response to the women- only as-
pect of the program was positive for
most students. One of the benefits was
that the program provided the opportu-
nity for students to become familiar
with the cars and tools in a ‘safe’ envi-
ronment. Some students noted that they
would have been equally comfortable
enrolling in a co-ed program; their rea-
son for applying was not strictly be-
cause of the women-only focus, funding
had been a critical factor as well. These
students felt there would be some value
to studying with men at least part of the
time to prepare them for the work
world.

The Busting the Barriers Career
Readiness module was cited as helpful
by almost all the students. They reported
that the content on self- defense, person-
ality testing, financial planning, the his-
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torical perspective of women in the
trades and managing harassment in the
workplace had been helpful. The oppor-
tunity to pro-actively discuss challenges
that students might face in the workplace
was viewed as particularly useful. Some
students, however, were impatient with
the amount of classroom time; they were
keen to “get to the cars”. This view was
balanced by students who recognized the
value of taking time to reflect before
going forward in the trade. One student
commented,

I’d say yes, that Busting the
Barriers was really helpful to us.
So, although sometimes we all
want to be working on cars,
that’s the most anxious part.
But when you actually sit back
and look at it, you say okay,
knowing a bit about yourself ac-
tually can help you in a career
later on if you want to start your
own business, whether its me-
chanics or anything else its good
to know those things about
yourself.

A small number felt that more time
should have been spent learning with
men. One student commented, “T think
we should work with the guys more
often, like even if it’s just two days out
of the week, because they’re trying to
teach us to work with men, right?”
Some students felt that their shop activi-
ties had been crowded, that there hadn’t
been sufficient opportunity for hands-on
practice.

Four months: level 1 theory.

Interviews were held with 11 (79%)
students at four months, to gain insight
into their experiences with the Level 1
automotive theory and their readiness
for their automotive placement. The stu-
dents felt that the program supported
women in the trades, they had learned a
lot from their teachers, the program co-
ordinator provided valuable support and
that the program should continue. One
student commented, .. .this is a won-
derful program. 1 think it is a great op-
portunity and I feel like this has been a
life changing experience. I would rec-
ommend it anybody interested in the au-
tomotive industry”.

Some students were not satisfied
with certain aspects of the program and

felt that less time should have been spent
preparing for gender issues in the work-
place and more time building hands-on
skills than allocated in the standard 12
week unit provided in the Ministry guide-
lines. One student noted, “If you’ve ever
worked with a male in any industry be-
fore you came into this one, you’ll know
that, you know what I mean- they’re not
that bad,” and, “We could have been
doing much more educational things
other than busting barriers.”

Students were asked to comment on
their experience with the automotive
theory part of the program. Responses
ranged widely from very positive to
very dissatisfied. The majority of stu-
dents said they had had a very positive,
although at times, overwhelming experi-
ence. They noted that they had improved
their knowledge of vehicle parts, opera-
tions and maintenance. Some students
were less satisfied; they were frustrated
that some students were not taking the
program seriously. One commented,
“You can tell who’s serious about being
a mechanic and getting focused and
people who were just kind of here to see
what was happening.”

Time 3: eight months in- the
workplace experience.

Students were interviewed for a
third time, at the end of their program,
during the scheduled work placement.
Thirteen (93%) students participated. At
the time of the interviews seven stu-
dents had completed or largely com-
pleted their placement, four were part
way through and two had not yet found
a placement. Most students reported that
they had had a good or great experience.
A great experience was one that stu-
dents described as a busy auto shop and
where the co-workers and boss were
supportive. Two students specifically
commented that the staff had been great.
One noted, “Anytime I’m struggling
with something or I can’t do something,
if I asked them for help they were more
than willing to help me”.

Some negative feedback was shared:
one student had heard that a customer
had made derogatory comments about a
woman working in the shop. Another
student started a placement but found it
too slow and changed to a large chain
where she was ultimately hired. One

WS

student had a placement but left after
one month. She said that it had not
worked out, “There were a lot of head
games with the service guys”. One stu-
dent was frustrated with her placement
experience; she felt she was being given
minimal hands-on experience and spent
her time moving and washing cars and
quit. Another student described her
placement as good but added that there
was not a lot of hands-on work so far
and that although she was 5 feet 8
inches tall she struggled with heavy
work such as taking off tires. One older
student who had not yet been placed felt
that her age and gender were barriers.

Program experience.

Students were asked to describe
their experience with the pre-appren-
ticeship program; all were positive and
said they would recommend it to others.
One commented, “It gets you ready for
the real world”. They felt that the auto-
motive theory gave them an advantage
in the workplace. Another student de-
scribed the program as a personal jour-
ney. She felt that she had received a lot
of academic and personal support
through that process, particularly from
the program coordinator. Some students
commented that the academic upgrading
component had been very useful. Sev-
eral students commented that they were
grateful they had the opportunity to par-
ticipate in the program. One remarked,

“This program made me feel
better about doing my appren-
ticeship in the automotive work-
place by providing exposure to
this field and helping me to
gain some experience with dif-
ferent vehicles. As a petite, fe-
male, minority, it would be
difficult for me to enter this pro-
fession without some type of
training. Who would hire some-
one with this type of body struc-
ture to perform a job that
requires strength and with no
knowledge or experience in this
field? It’s extremely beneficial
for the employee to have the
knowledge needed to fix and
maintain vehicles.”

Most students said the program had
helped by boosting their confidence,
teaching them not to give up and about
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the need to be responsible on the job.
Several students commented that the
hands-on skills they had learned such as
oil changes, working on brakes and sus-
pension system, tire repairs and battery
checks had really helped them make a
successful transition to the workplace.
Others students felt the program had
less impact. The reasons for this were
that they felt under-prepared in some
skill areas. They also realized that it
takes time to adjust to the workplace.

The students’ reflections, when
looking back to the Busting the Barriers
Career Readiness component, varied.
Three students felt that it had been very
helpful by increasing their confidence in
asking questions at work and helping to
cope with workplace issues. Some stu-
dents commented that gender had not
been an issue. Students reported that
program staff had been very supportive,
their coaching and mentoring was ap-
preciated. Staff in the workplace were
also viewed as supportive and the stu-
dents, by striving to be reliable and well
prepared, reported that they had had a
good experience.

Student recommendations.

Students were asked if there were
any recommendations they would like
to make regarding their program. These
included:

*  More lab practice time;

*  Devote more time to job search
skills (interviews, approaching an
employer);

¢ Add a midterm break to make the
program more manageable for
women with families;

*  Move the component ‘Workplace
Practices’ forward, before going
into lab, so students are more com-
fortable handling tools;

*  Monitor the workplace placements
to ensure they provide a worth-
while experience;

*  Add a body mechanics component
to prepare the students for physi-
cally challenging work

Students were asked to share their
thoughts on the women-only program.
All students were supportive of the pro-
gram, however, the majority recom-
mended that a co-ed component be

introduced earlier in the program. One
student noted, “I think if we do this
again there should be an interchange
where we’re in the lab with the men,
just so that we get a feel of how it’s
going to feel to work with the men, be-
cause, it’s a man’s field, so we’re going
to be seeing a lot of men.”

Discussion

This study was one of the few iden-
tified that explored women students’
perspectives as they prepared for an au-
tomotive apprenticeship. The use of
both surveys and interviews added to
the depth and validity of study results.
The students were a very diverse group,
coming from 13 different ethnic back-
grounds. They also started the program
with a wide range of academic skills,
and English language skills, in particu-
lar. This variation in skills has implica-
tions for improving screening and
streaming for the English upgrading part
of the program. Upgrading in computer
literacy and math were valued as essen-
tial for today’s workplace.

Participants completed the General
Perceived Self-efficacy survey at the
start of the program to measure their
general sense of confidence or ability to
manage situations. The mean score for
the total survey was 85/100. This sug-
gests that most participants came to the
program with a healthy perception of
self and confidence in their ability to
manage life’s eventualities. This finding
was also reported in an earlier study of
women in agricultural education, an-
other area where women are tradition-
ally under-represented (Kelsey, 2007).
The women in Kelsey’s study reported
that they felt they needed to prove them-
selves and were confident that they
could. These results are encouraging as
women entering non-traditional occupa-
tions have the resiliency that will sup-
port them in their career choice.

The workplace-specific self-effi-
cacy survey indicated that students
made gains in their workplace compe-
tency scores during the program. This
result provides evidence for the value of
supportive programs for women em-
barking on non-traditional careers.

Interviews were conducted with
students at three points over the eight
month program and provided an inter-
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esting picture of their development over
time. Results from the interviews held
with students four weeks after the pro-
gram started indicated that most stu-
dents were initially anxious and that
they were enthusiastic about the
women-only program. Key success fac-
tors identified by the students included
the coaching and mentoring they re-
ceived from the program coordinator
and faculty, many of whom were women
with automotive service expertise.

Some students were impatient with
the amount of classroom time and con-
tent, however, this view was balanced
by students who recognized the value of
taking time to reflect and build profes-
sional skills before going forward in the
program. That said, several students rec-
ommended less time be spent on self re-
flection activities and more time on the
body mechanics and finance manage-
ment activities to prepare for work. Stu-
dents were interviewed a second time,
four months after starting the program.
The need to build car skills was a per-
sistent theme and reflected in the vary-
ing levels of readiness or confidence
students expressed regarding the next
stage- their workplace placement. A
final round of interviews was conducted
eight months after the program started,
after the workplace placement. Several
students were very enthusiastic about
their work placement; the effort taken
by the coordinator to secure student
friendly learning environment had been
worthwhile. Students had been produc-
tive and staff had been very supportive.
Challenges related to gender were not
raised by these students. This could be
the result of working in shops that had
been ‘vetted’ to provide a positive expe-
rience. This finding could also reflect
the gradually changing workplace
where there is an increasing acceptance
of women. Some students reported an
unsuccessful placement where things
did ‘not work out’. It is difficult to tell if
the issue was related to gender or to the
student’s attitude and lack of work
skills.

Students reported that the program
had been worthwhile and had physically
and mentally prepared them to work
with men, a finding reported in an ear-
lier study of women in a similar skilled
trades program (Bower, 2007). The pro-
gram helped them decide if this was in-
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deed the career for them and gave them
the confidence and skills they needed
for success. Thinking back on the Bust-
ing the Barriers Career Readiness com-
ponent, many reported it as interesting
and helpful, however, after their place-
ment they made a strong recommenda-
tion for more time in the lab and more
hands-on practice with automotive
skills. Interestingly, while expressing
strong appreciation for the women-only
program, most students recommended
that the program keep that component
but also provide opportunities to work
with men, earlier in the program, to bet-
ter prepare them for work. Earlier stud-
ies have suggested that female students
perform better and are more comfort-
able in a single- gender setting (Burke
& Murphy, 2006; Warrington &
Younger, 2001). The findings from the
present study suggest, however, that
while students found support in the
women-only program, they also feel
that it is critical to spend some time
learning with men to prepare them for
work.

The interview results were sup-
ported with results from Course Satis-
faction Survey where students indicated
that their time had been well spent. The
two items that pulled down the mean re-
lated to the amount of time in lab and
the women-only learning environment.
Lab time was crucial for the women in
this study, the majority of whom have
not had the years of car experience or
automotive field role models that many
of their male counterparts have had. The
amount of lab time is partly regulated
by the Ministry of Training, Colleges
and Universities curriculum guidelines;
feedback regarding an increased need
for lab time needs to be conveyed to the
Ministry. The second item with a lower
score related to some participants’ wish
to have some learning time with men
which was also heard in the interviews.
This finding suggests that a program
modification, where students spend
some time learning with men in the first
year of the program, might be worth-
while.

Threaded throughout the interviews
was the theme that the coordinator plays
a key role in recruiting, coaching and
supporting students, reducing attrition
and acting as the ‘glue’ that holds the
program together. A critical component

to the ongoing success of the program is
ensuring a coordinator is in place who
understands the needs of women stu-
dents in AST, has a strong background
in AST and who liaises well with em-
ployers.

Study Limitations

It should be noted that the results
generated from the qualitative inter-
views in this study are not intended to
be generalized. Further, the study’s sam-
ple was small and self-selected and may
not be representative of the larger popu-
lation of woman students learning a
skilled trade. A further limitation is that
self-report measures were used to meas-
ure students’ program competency
gains. That said, the numerous data col-
lection points enabled the research team
to validate their findings with the partic-
ipants at each data collection point. The
finding that students want more time
practicing ‘hard’ skills is important,
however, it needs to be viewed in the
context of the new graduate. Recent
graduates often only recognize the im-
portance of communication and other
‘soft skills’ as they mature on the job
(Martin, Maytham, Case, & Fraser,
2005. It might be too soon to accurately
evaluate the impact of this part of the
program. A longitudinal study that fol-
lows students several years after pro-
gram completion is recommended.

Conclusion

There is a critical need to encour-
age greater numbers of women to enter
the skilled trades. The women-only pro-
gram provided a secure, collegial envi-
ronment that encourages learning and
program satisfaction. The study sug-
gests that both psychosocial skills and
occupation-related technical skills are
needed for career success. Lessons
learned from the study may be of inter-
est to other skilled trades programs for
women and for programs that serve
other under-represented groups.
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Metaphor Making:
Your Career, Your Life, Your Way

Book Review

Dr. Norman E. Amundson’s
Metaphor Making: Your Career, Your
Life, Your Way is a wise and engaging
book that will appeal to a wide and di-
verse network of readers. It is the kind
of rare text that constructs sturdy bridges
between the scholarly research of the
university and professional practices in
communities that extend far beyond the
academy. Dr. Amundson has a well-es-
tablished, international reputation as a
scholar and leader in career counselling,
but what makes his work singular is that
he is a public intellectual whose scholar-
ship can be taken up by diverse commu-
nities. Metaphor Making: Your Career,
Your Life, Your Way is not just a book
for career counsellors. As Amundson
notes, “metaphors play an important
role in the process of meaning and
knowledge construction in life and in
career” (p. 8). Any reader will find im-
mense benefits in engaging with this
book.

Dr. Amundson begins with a clear
definition of metaphor: “A metaphor is
a figure of speech in which two unre-
lated ideas are used together in such a
way that the meaning of one of the ideas
is superimposed and lends definition to
the other” (p. 1). He then expands on
this definition of metaphor with a con-
cise and cogent explanation of the theo-
retical foundations for metaphor
making. He explains that “the use of
metaphors in career counselling can be
connected to the theory of construc-
tivism and the use of narrative in coun-
selling practice” (p. 7), as well as “a
hermeneutic-narrative approach to
meaning making” (p. 7). With his long
and distinguished academic commit-
ment to researching career counselling,
Amundson knows the vast scholarly lit-
erature that defines his discipline, and
he excels in drawing out connections
among approaches that are both differ-

ent and related. A core theme that runs
like a thread through the whole book is
the conviction that “we conceptualize
(frame) and re-conceptualize (reframe)
our lives on a regular basis; this process
involves language and dialogue with
those around us” (p. 8). As a poet, lan-
guage and literacy educator, and narra-
tive researcher, I resonate with
Amundson’s wisdom that in order “to
work effectively with stories one has to
have a good understanding of
metaphor” (p. 9).

I am especially glad to note that
Amundson interrogates “a static
metaphor of stages as the model for un-
derstanding the theory that grounds ca-
reer work” (p. 10). Instead he proposes
“the metaphor of a career wheel” which
“allows a person to enter into and par-
ticipate in any of these components any
number of times during one’s lifetime
and career involvement” (p. 11).
Amundson’s understanding of career
decision-making is hopeful. He recog-
nizes how the individual is always writ-
ing a story that is not complete, that is
not preordained or even predictable, a
story that invites creative and conscien-
tious care.

One of my favourite chapters inves-
tigates “Obama Oratory.” Through care-
ful rhetorical analysis, Amundson
reveals the long list of metaphors that
Barack Obama used in his inspiring in-
auguration speech. Based on Obama’s
use of metaphors, Amundson notes that
career counsellors “are very much in the
business of raising people’s spirits and
pointing to new futures” (p. 16). There-
fore, career counsellors “will do well to
enrich our speech and practice through
the use of metaphors” (p. 16). Amund-
son is also convinced that by attending
to metaphors, counsellors will be able to
pay more empathetic attention to the
metaphors that others are using. Be-

Norman E. Amundson
Reviewed by Carl Leggo

cause Amundson understands the power
of language for communicating, he en-
thusiastically promotes the importance
of metaphors in counselling.

After marshalling thoughtful and
compelling arguments for the use of
metaphors “in all aspects of the coun-
selling process” (p. 25), Amundson then
devotes the second part of the book to
exploring forty metaphors that represent
a wide spectrum of metaphor making in
counselling and every day living. With
thoughtful and creative explanations,
Amundson explores metaphors like: My
Life as a Book; The Backswing; The
Yellow Brick Road;

The Butterfly; Peach or Coconut; Mag-
netic Attraction; A Game of Chance.
Each section that is devoted to a
metaphor begins with an evocative quo-
tation. Then, following each explana-
tion, the reader is invited to engage
reflectively with possibilities related to
the metaphor. As I read Metaphor Mak-
ing: Your Career, Your Life, Your Way, 1
spent time relating each metaphor to my
own lived experiences, and [ was often
challenged about the ways I have fre-
quently composed and presented my
stories. Amundson offers carefully con-
sidered strategies for investigating, in-
terrogating, and transforming our
understanding of how we live in the
world.

Another of my favourite parts of
the book is the playful and ruminative
way that Amundson includes numerous
wide-ranging quotations throughout his
text. He cites novelists, poets, musi-
cians, entrepreneurs, scientists, sports
celebrities, philosophers, and psycholo-
gists. It is not often that I meet Mark
Twain, Lao-Tzu, Simon and Garfunkel,
John Lennon, Warren Buffett, Albert
Einstein, David Suzuki, Fred Shero,
Tiger Woods, Friedrich Nietzsche, Mi-
halyi Cskikszentmihalyi, William
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James, and Carl Jung all together in one
book. And the conversation is rich be-
cause of the diversity that Amundson
calls together in his writing.

Though I do not generally comment
on the physical appearance of a book
when I write a review, I need to com-
ment on the graphic design and produc-
tion values of Metaphor Making: Your
Career; Your Life, Your Way. It is an at-
tractive book. In metaphorical language,
you might not be able to tell a book by
its cover, but having been an avid reader
and book collector all my life, Amund-
son’s book is attractively designed. The
cover is superb, and the text is presented
in a way that invites the reader to linger.
This is a book for sharing with others.

Also, I commend Amundson for the
creative invention of a deck of metaphor
making cards. Designed to be used with
the book, the cards invite readers to con-
sider the metaphors presented in the
book. For example, on the card titled
“Ladder Metaphors,” the reader is asked
three questions, including: “Are you on a
ladder to success or doing something
else? What are the rungs on your ladder?
What is your ladder leaning against?”
These questions stimulated in me a wide

range of memories, stories, ruminations,
concerns, and hopes. Amundson has a re-
markable gift for synthesizing complex
experiences in creative ways that honour
the original complexity while also open-
ing up perspectives that show possible
paths to follow.

Above all, Metaphor Making: Your
Career, Your Life, Your Way is charac-
terized by a compelling sense of voice. |
hear Amundson calling out with a lively
sense of urgency and heartful commit-
ment. As I hear Amundson’s voice, I am
reminded of a prophet who knows he
must stir up conventional ideas and
practices, and I am reminded of a
teacher who wants to help others on
their journeys of learning and living,
and I am reminded of a scholar who
knows that a life devoted to words is a
life that can transform the world.
Metaphor Making: Your Career, Your
Life, Your Way represents the kind of
scholarly research and writing that ex-
emplifies the emerging call in academic
circles for knowledge mobilization—
seeking ways to share the best wisdom
of the academy with the expansive
world that stretches far beyond the priv-
ileged halls and walls of the university.

Book Review |

"

I trust that this poetic and profound
book will invite many readers to engage
actively with meaning-making through
metaphor making. In his concluding
comments Amundson emphasizes “the
significance of metaphors as a commu-
nication tool that will improve one’s
ability to deliver effective and efficient
career counselling” (p. 140). His book
provides compelling arguments to sup-
port his conviction, and I am certainly
convinced that readers will take up his
strategies in order to shape renewed
ways of understanding our lives and
connecting with one another. So, with
an abiding sense of thankfulness, I com-
mend Dr. Norman E. Amundson for a
book that is personal and provocative,
hopeful and evocative, instructional and
inspiring.

Dr. Carl Leggo

Department of Language and Literacy
Education

Faculty of Education

The University of British Columbia
2125 Main Mall

Vancouver, BC

V6T 174

(carl.leggo@ubc.ca)
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