








Abstract
In Canada, as in most other coun-

tries, there is currently no clear educa-
tional model that outlines how one can
enter into or progress within the field of
career development. Yet having such a
model could lead to a stronger profes-
sional identity and to greater consisten-
cy and quality in the services that
clients receive. Understanding how
career practitioners have come to enter
and progress within the field to date is
one step towards designing such an
educational model. Using a nationwide,
web-based survey, the authors surveyed
career practitioners to determine: their
educational background; how closely
they identify with the field of career
development; how they perceive the
importance of specific skill and knowl-
edge areas related to the field of career
development; how they rate their level
of ability within these same skill and
knowledge areas; and, to what extent
employers in the field seek out and
encourage career development specific
education. Survey results and implica-
tions for the career development com-
munity are discussed.

This article provides a summary of
the results of a nationwide, web-based
survey of career practitioners carried
out in April/May of 2006. The survey
was conducted as Phase II of the
research project “The Advancement of
Career Counsellor Education in
Canada”, whose overarching purpose is
to begin a process to develop a collec-
tive vision of Canadian career coun-
selling/career development education
for the future. This research project is
funded by the Canadian Education and
Research Institute for Counselling
(CERIC).

The survey was conducted specifi-
cally to: 
• identify career paths leading to, and

progression within, the field of
career development, including the

educational backgrounds of career
practitioners;

• understand with what field career
practitioners identify professionally
(for example, career development,
social work, adult education), and
what job titles they utilize (for
example, career counsellor, career
navigator, employment specialist);

• determine how career practitioners
perceive the importance of specific
skill and knowledge areas relevant
to the practice of career coun-
selling/career development, and
their perceived ability within these
same skill and knowledge areas; 

• learn to what extent employers
within the field support career
development specific education;
and,

• provide data to support discussions
at a think tank session of career
practitioner educators being held in
October, 2006, as Phase III of the
aforementioned research project.
The survey was administered

online by the University of Waterloo
Survey Research Centre in April and
May 2006 using a questionnaire avail-
able in French and English. In order to
solicit career practitioners to complete
the survey, provincial and national asso-
ciations within the field of career devel-
opment were contacted with a request
to help disseminate the survey. Those
that agreed to inform their members of
the survey are listed in Appendix A.
Career practitioners were also informed
of the survey through the web sites and
bulletins of Contact Point and
OrientAction.

The survey was completed by
1,180 individuals, 91% of whom were
working in the field of career develop-
ment. Key statistics and demographics
of the sample appear in Appendix B.
The regional distribution of the sample
is relatively representative of the nation
(refer to Table B3 in Appendix B),

though the Territories were insufficient-
ly represented to be included in the
regional analysis. There was also low
representation in some employment sec-
tors, and therefore, in order to conduct
the analysis, the corporate and private
sectors were combined, as were the two
non-profit sectors.

The survey findings have been
organized thematically into four areas: 
• Practitioners’ Backgrounds
• Professional Identity
• Practitioners’ Skills and

Knowledge
• Employers’ Perspective of Career

Practitioner Education
The presentation of survey findings

is followed by a discussion of implica-
tions for the career development com-
munity.

Practitioners’ Backgrounds

Gender, Entry into Field, Age,
Educational Background, and Years
Experience in the Field

Gender

The ratio of women to men in the
sample was 4:1 (refer to Table B-1 in
Appendix B). This ratio remained con-
sistent by region, city size, and employ-
ment sector. Women and men in the
sample also did not differ significantly
in terms of educational aspirations, pri-
mary job functions, or skills self-assess-
ment. 

Entry into Field

Respondents were asked, “How did
you come to enter the field of career
development?” Responses to this ques-
tion were varied and, while they were
not quantifiable, the majority of respon-
dents indicated that they had entered the
field by one of two paths. Either they
had entered the field by accident (for
example, “I am employed by a munici-
pal office which won HRSDC contracts
to provide employment support servic-
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es”), or had entered it through a
related profession (for example, “I start-
ed out teaching life skills, then moved
into employment counselling”). Very
few indicated an intentional decision to
enter the field. 

Following up on this line of
inquiry, respondents were asked: “Did
you make a career change into the field
of career development? In other words,
have you worked previously in another
field?” Seventy percent of the sample
stated that they had made a career
change into the field (refer to Table I-
1). It appears that career development
work tends not to be an identifiable
career option early in life. This is not
unexpected given that there are so few
early academic entry points into the
profession, with the exception of
Quebec. 

Those respondents who had made a
change into the field of career develop-
ment were asked to indicate from which
field they had entered (refer to Table I-
2). Forty-seven percent of these respon-
dents stated that they came from a
closely related field (counselling, social
work, human resources, or teaching),
while 53% indicated they had come
from a less related field (for example,
business, health care, or journalism). 

Respondents from Quebec
answered these questions quite differ-
ently. When asked how they came to
enter the field of career development,
the majority indicated that it was their
desire to help others that led them to the
field. Respondents from Quebec were
far less likely to have made a career
change into the field of career develop-
ment than respondents from any other
region (refer to Table I-1). This is likely
due to the availability of undergraduate
programs within the field, allowing stu-
dents to make an earlier decision to
enter the profession. 

Age

The average age of respondents
was 43 (refer to Table I-3). This is sig-
nificantly higher than the average age
of workers in Canada, which is 39
(t=14.1, p<.001). Only 12% of those in
the field are under age 30, 30% are
aged 31 to 40, and 58%, a clear majori-
ty, are over 40 (refer to Table B-2 in
Appendix B). 

The average age is lower for

respondents from Quebec (refer to
Table I-3), with a significantly higher
percentage of respondents in the age 35
and under category, and a smaller per-
centage in the over 55 category. Again,
this is likely attributable to the exis-
tence of undergraduate programs in
Quebec that make it possible for stu-
dents to enter the field at a younger age.

Educational Background

Overall, the education level of
career practitioners is high. Forty-six
percent had completed a certificate or
diploma, 83% had completed an under-
graduate degree, and 45% had complet-
ed a graduate degree (refer to Tables I-4
to I-6). Only 3% of respondents had no
formal post-secondary education (refer
to Table I-7 below). Sixty-three percent
of respondents had completed two or
more of a certificate/diploma, under-
graduate degree, or graduate degree
(refer to Table I-7). This indicates a
highly educated group of individuals.

The survey asked respondents to
provide the name of the programs they
had completed. Some respondents did
not provide full details of their pro-
grams, indicating simply “B.A.”, for
example, without identifying their
major. Judging by those who were pre-
cise, one third of the certificates/diplo-
mas completed were studies directly in
the field of career development. The
undergraduate degrees most often
brought to the field, outside of Quebec,
were in Education (152), Psychology
(150), Sociology (76), English (46), and
Social Work (31). The master’s degrees
reported outside of Quebec were most
often in Counselling Psychology (82),
Education (58), Guidance/School
Counselling (15), Educational
Counselling (14), and Social Work (13). 

Quebec respondents, once again,
differed significantly from those in
other regions (refer to Tables I-4 to I-6).
While respondents were less likely to
have a certificate or diploma, they were
more likely to have an undergraduate
degree, and far more likely to have a
graduate degree. Further, when asked to
provide details of their programs of
study, the majority reported undergradu-
ate and graduate degrees directly in the
field of career development.
Consequently, they were least likely to
be considering further formal education

in the field of career development (refer
to Table I-8). 

Years Experience in Field

A median for years of experience
worked within the field of career devel-
opment was calculated using a linear
interpolation. In the sample, the median
length of time respondents had been
working in the field was eight years.
Only 37% of respondents had been in
the field over ten years (refer to Table I-
9). 

Age and years of experience are
strongly related, as in other professions.
In other words, younger workers gener-
ally have fewer years of experience
than older workers. However, because
so many respondents reported making a
career change into the field, age and
experience do not correspond as closely
as one would expect (refer to Table I-9).
For example, 32% of respondents over
the age of 55 possess ten or fewer
year’s experience. 

There is no significant difference in
years of experience reported by respon-
dents of each region.

Professional Identity

Work Titles and Professional
Alliances

Work Titles

The survey asked respondents to
provide their current or most recent job
title. A choice of 13 common position
titles within the field of career develop-
ment was offered. Sixty-three percent of
respondents selected one of these titles
(refer to Table II-1) 

Significantly, 37% of respondents
did not fit into one of these 13 titles.
The words ‘career’ and ‘employment’
get attached to a variety of labels
including: coach, specialist, navigator,
support worker, educator, worker, and
coordinator.

It should be noted that in Quebec
there is less confusion with respect to
job titles. Sixty-nine percent of respon-
dents to the French version of the sur-
vey (94% of whom were from Quebec)
use just one term: ‘conseiller d’orienta-
tion’ (refer to Table II-2).

Professional Alliances

The survey asked respondents to
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indicate the fields with which they iden-
tify professionally. When given the
option to indicate more than one field,
76% of respondents indicated that they
identify, at least to some degree, with
the field of career development (refer to
Table II-3 below). However, when
respondents were asked to indicate with
which field they identify primarily, only
47% indicated that they identified pri-
marily with the field of career develop-
ment (refer to Table II-4). This can like-
ly be explained by the fact that career
development work is encompassed in so
many disciplines, including Human
Resources, Psychology, Social Work,
and Counselling. 

Practitioners’ Skills and
Knowledge

Perceived Importance and Level of
Ability

Respondents were asked to rate on
a scale of one to three the perceived
importance and their perceived level of
ability within 21 skill and knowledge
areas related to career development.
Calculating Z scores for the average rat-
ings of skill/knowledge areas allows a
ranking in order of importance and self-
assessed competency. Table III-1 pres-
ents the list of skills and knowledge in
order of ranking, from most perceived
importance to least perceived impor-
tance, while Table III-2 presents the list
in order of ranking from most perceived
ability to least perceived ability. Larger
Z scores, whether they are positive or
negative, indicate a mean farther from
the average overall (more of an outlier
item). 

Table III-1 indicates that respon-
dents rate macro career development
skills (such as new program develop-
ment, program promotion, project man-
agement, program administration,
addressing social justice issues, and
lobbying government) as having less
importance than skills and knowledge
related to direct client work (such as
one-to-one interviewing skills, group
facilitation, and career counselling tech-
niques). Table III-2 indicates that
respondents also rate their level of abili-
ty within each of these macro areas as
lower than those related to direct client
work. 

Quebec respondents repeatedly dif-
fer from other regions in both their rat-

ings of the perceived importance and
their level of ability within each of
these skill and knowledge areas (refer
to Tables III-3 and III-4). Table III-3
indicates practitioners in Quebec rate 13
scales as less important than other
provinces, and two scales as more
important. 

Table III-4 indicates that practition-
ers in Quebec rate their competence in
14 scales as lower than those in other
provinces, and one scale as higher.
Practitioners in Quebec are, on average,
younger than in the rest of Canada, and
young people (age 35 or under) in the
sample did tend to have significantly
lower self-assessments of skill and
knowledge than older age groups, thus
potentially explaining why they gener-
ally rated their competence as lower.
Another possible explanation for these
lower ratings of ability is that in
Quebec practitioners are more highly
educated, and have more career devel-
opment specific education. It is then
possible that the respondents rate their
skills lower on the Socratic grounds that
“the more you know, the more you real-
ize what you do not know”. 

Employers’ Perspective of Career
Counsellor Education

Hiring, Encouragement, and Funding

Hiring

Respondents were asked whether
their organization, where relevant,
sought to hire individuals with educa-
tion specifically within the field of
career development. Seventy-three per-
cent of respondents stated that their
organization sought to hire those with
education specifically in the field of
career development (refer to Table IV-
1). 

In terms of education and accredi-
tation, Quebec stands out with 93% of
the respondents identifying that their
organizations seek specific career
development education. Quebec’s regu-
lation of the field no doubt accounts for
this figure.

Table IV-2 shows that many
employers are seeking undergraduate or
graduate level education over certificate
or diploma level programs. 

Encouragement

Next, respondents were asked to

indicate if their organization encour-
aged further career development specif-
ic education (refer to Table IV-3
below). Sixty-nine percent indicated
that their organization encouraged
career development specific education
to some extent or a great deal.
Differences in results were significant
by sector, not region. Those respondents
in the post-secondary education sector,
for instance, indicated that 81% of their
organizations encouraged continuing
education in the field to some extent or
a great deal. 

Funding

The subsequent questions
addressed the number of organizations
that provide funding for further educa-
tion for their employees and the amount
allocated for funding (refer to Tables
IV-4 and IV-5). While 88% of all
respondents indicated that their organi-
zations funded further education, 73%
of that number indicated that they
received $1,000 or less annually to pur-
sue this education or training. Viewed
by sector, the corporate/private and
post-secondary sectors give the most
support. The primary and secondary
education sector is the least likely to
receive more than $1,000. 

Respondents who are currently
enrolled in an education program report
higher levels of encouragement from
the organizations where they work than
those not currently in school (refer to
Table IV-6 below). As well, respondents
who report plans to further their educa-
tion in the field, also report higher lev-
els of encouragement than those not
planning to continue their education
(refer to Table IV-7 below). There is no
difference in the reported presence of
funding, nor in the amount of funding
provided for education, by either those
currently enrolled, or those considering
future enrolment. It appears that
encouragement, and not funding, is the
key factor influencing whether employ-
ees are enrolled or plan to enroll in a
program.

Discussion

Practitioners’ Backgrounds

Survey results related to career
practitioners’ backgrounds revealed sev-
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eral points of interest. First, the data
revealed that most practitioners outside
of Quebec did not enter the field
through an intentional decision making
process. Many enter the field as a sec-
ond career and possess a variety of edu-
cational backgrounds, including educa-
tion in Social Work, Psychology,
Education, and Sociology. While this
diversity in backgrounds does lend a
certain richness to the field, it also rais-
es the possibility that many may be
practicing without the requisite skills
and knowledge to be effective career
practitioners. They may lack, for exam-
ple, knowledge of the labour market,
career counselling techniques, or career
development theory.

Second, the data showed that the
average age of respondents was higher
than the average age of workers in
Canada. This raises two important con-
cerns. There is first the issue of whether
we will be able to meet consumer
demand for career practitioners in the
coming years. When this age factor is
considered alongside the fact that most
entered the profession as a second
career, there is also the issue of whether
some practitioners simply do not have
the years of experience required to gain
the expert status in the field that they
might have achieved had they entered
the profession earlier.

Third, the data also revealed that
on average career practitioners have
spent fewer years working in the field
than have those in other occupations.
With a median of only eight years expe-
rience in the field, practitioners perhaps
do not possess the level of expertise
that is common to other fields. For
example, within the teaching profes-
sion, the median for years of experience
within the field in Ontario is approxi-
mately 15 years (Ontario Teachers’
Pension Plan, June 2006). Again, the
authors wonder if facilitating earlier
entry into the field would allow for
greater levels of expertise to be devel-
oped within the field.

Professional Identity

Survey results related to profes-
sional identity also reveal some interest-
ing points of discussion. The vast num-
ber of different job titles, and the fact
that relatively few respondents identi-
fied primarily with the field of career

development, are suggestive of a weak
professional identity. The authors sug-
gest the field strive to establish a limit-
ed set of meaningful titles to describe
the work we do. In other professions,
such as nursing, job titles often reflect
the education level, level of responsibil-
ity, and duties that are performed by the
individual. For example, the term ‘nurse
practitioner’ implies post-graduate
diploma or degree training, the term
‘registered nurse’ implies undergraduate
level training, and the term ‘registered
practical nurse’ implies diploma level
training. This would help the general
public and the field to better understand
what different practitioners offer. As
well, this could lead to an enhanced
professional identity. 

Further, while the issue of whether
the career counselling/development
field should become regulated across
the nation is beyond the scope of this
paper, we do live in a time of ‘creeping
credentialism.’ It seems prudent to posi-
tion the profession to deal with poten-
tial self, public, and government interest
in regulating the profession. If this field
were to become more organized or reg-
ulated in some fashion, a necessary first
step would be to agree upon a consis-
tent and descriptive set of job titles. It
would be difficult or impossible to
organize any credential or license with
the current array of titles. 

This professional identity issue is
further complicated by the fact that
most career practitioners graduate from
other disciplines such as Psychology,
Sociology, or English. Our challenge
then is to develop a process through
which career development can evolve to
be the primary work identity of more
practitioners and through which career
development can become known as a
clearly defined professional specialty.
We might look at the evolution of other
disciplines to help address this chal-
lenge. For example, statistics was ini-
tially viewed as a branch of mathemat-
ics, but as it evolved and the usefulness
of statistical ideas and concepts became
more apparent, it was able to define
itself clearly as a discipline in its own
right. University departments of statis-
tics are now typically separate from
mathematics; they develop statistical
theory and play a key role in defining
the discipline, and are often involved

with the teaching of statistics to other
disciplines like Economics, Psychology,
Sociology, and Engineering.

Practitioners’ Skills and Knowledge

The next part of the survey exam-
ined practitioners’ perceptions of the
importance of specific skill and knowl-
edge areas relevant to the field of career
development, as well as their perceived
ability within these same skill and
knowledge areas. An interesting finding
is that macro skills appeared to be less
important to practitioners. The authors
believe this can lead to an interesting
discussion on the appropriate curricu-
lum for career practitioners.

In Phase I of this research project,
a review of the areas of curriculum cov-
ered in career counselling/career devel-
opment programs revealed that macro
issues received significantly less atten-
tion than skills and knowledge related
directly to client work. The lack of a
macro viewpoint is detrimental, even
when one’s job involves mostly one-on-
one interactions. Without a sense of
these issues (the big picture, as it were),
career practitioners can become too
focused on the idea of pathologies or
problems as residing in the individual;
they may ignore broader cultural fac-
tors. For example, knowledge of macro
issues is crucial when writing proposals
for funding. Without an appreciation for
the political environment and how to
approach government, it is difficult to
get and maintain funding. We wonder,
then, if it would be prudent to include
more macro area skills and knowledge
into career counselling/career develop-
ment programs so that students at mini-
mum have a beginning awareness of
‘big picture’ issues. While client-based
knowledge and skills may be what stu-
dents are initially seeking, helping stu-
dents gain a macro perspective will aid
them in their work with individuals by
broadening their lens as well as helping
them as they advance in their careers.

It is interesting how high so many
of the respondents rated their skills and
knowledge. The authors wonder if this
is because so many career practitioners
enter the field without career develop-
ment specific education, making it pos-
sible that they do not realize the extent
of the theory base behind the profes-
sion, and as a result feel they hold all or
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most of the required skills to work in
the field. Many practitioners do come
into the field with related human serv-
ice and counselling experience, and
indeed, these skills go a long way in
enriching their work. However, we
believe that without a comprehensive
knowledge of career development theo-
ry and career counselling techniques,
for example, a career practitioner can-
not practice in the field to full advan-
tage. The vast number of certificate and
diploma programs that have been devel-
oped in the past fifteen years does
speak at least in part to some employ-
ers’ and practitioners’ recognition of the
need for career development specific
skills and knowledge. 

Employers’ Perspective of Career
Practitioner Education

The survey results on the employ-
ers’ perspective of career counsellor
education were particularly interesting
in terms of hiring practices.
Respondents were asked whether their
organization, where relevant, sought to
hire individuals with education specifi-
cally within the field of career develop-
ment. Seventy-three percent of respon-
dents stated that their organization
sought to hire those with education
specifically in the field of career devel-
opment. On the one hand this seemed
encouraging. In other professions; how-
ever, we suspect that this number would
be closer to 100%. For example, within
the field of social work, it is currently
uncommon for someone to obtain a
position without the requisite education.
In some professions, it is impossible to
obtain a position without the profes-
sional education and accreditation. For
example, a person could not obtain a
position as a nurse unless they had
received the required education to
become a registered nurse, practical
nurse, or nurse practitioner.

Given the relative youthfulness and
complexity of the field of career devel-
opment we were encouraged by many
of the survey findings. The field has a
clear strength in that the educational
level of practitioners is high and in that
many are considering further career
development specific education. The
more traditionally organized career
development programs in Quebec are a
particular strong point in that they pro-

vide a Canadian educational model that
can help shape an educational model for
all of Canada. As well, the large num-
ber of career practitioners (1,180) who
completed the survey is indicative of
the commitment and enthusiasm of
those working in the field and of their
interest in the field’s advancement. 

The authors are pleased with the
richness of the data that the survey has
produced. We would like to acknowl-
edge the effort made by the many
career practitioners who took the time
to complete this survey, as well as to
thank the University of Waterloo
Survey Research Centre for their assis-
tance in developing the survey and in
analyzing the data.

1A note about the cited statistics for
cross tabular tables: all significant rela-
tionships have the Chi-square statistic
reported, as well as the significance
level (p), and a measure of the strength
of the relationship (Phi). The signifi-
cance level (p) can be interpreted as the
probability of a difference at least as
large as the one observed, from what
would be expected under independence
(no relationship). A small value of p is
evidence that the observed difference is
not due to chance, but instead, a result
of a relationship between the row and
column classifications. The Phi measure
can be interpreted as follows: a low Phi
(less than .25) indicates a weaker rela-
tionship; higher values, between .3 and
.6, indicate a moderate relationship.
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Table I-1: Worked Previously in Another Field by Region  

Worked previously in another 
field?

BC 
%

Prairies 
%

Ontario 
%

Quebec 
%

Maritimes 
%

Total 
%

Yes 88 77 78 41 82 70 
No 12 23 22 59 18 30 
Total N (127) (106) (355) (308) (200) (1096) 

2 = 168.1  p<.001,  Phi = .391

Table I-2:  Previous Fields of Work  
 Count %
Teaching 168 22
Business 89 12
Counselling 68 9
Social work 64 8 
Human resources 63 8 
Clerical 47 6
Clergy work 3 0 
Other 267 35
Total  (769) 100 

Table I-3: Age by Region  

Age 
BC 
%

Prairies 
%

Ontario 
%

Quebec 
%

Maritimes
%

Total 
%

35 and under 16 17 25 41 27 28 
36 to 45 31 28 28 25 29 28 
46 to 55 35 37 32 26 32 31 
Over 55 18 18 15 8 12 13
Average 46 46 44 40 43 43 
Total N (129) (112) (380) (320) (206) (1147) 

2 = 50.4 p<.001,  Phi = .21 

ETable I-4: Education (Certificate or Diploma) by Region  

Certificate or Diploma 
BC 
%

Prairies 
%

Ontario 
%

Quebec 
%

Maritimes
%

Total 
%

Yes 61 35 55 36 44 46 
No 39 65 45 64 56 54 
Total N (126) (108) (358) (309) (197) (1098) 

2 = 39.2 p<.001,  Phi = .19 

T
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Table I-5: Education (Undergraduate Degree) by Region  

Undergraduate Degree 
BC 
%

Prairies 
%

Ontario 
%

Quebec 
%

Maritimes
%

Total 
%

Yes 65 89 74 97 87 83 
No 35 11 26 3 13 17 
Total N (126) (108) (358) (309) (197) (1098) 

2 = 98.5  p<.001,  Phi = .30 

Table I-6: Education (Graduate Degree) by Region*

Graduate Degree 
BC 
%

Prairies 
%

Ontario 
%

Quebec 
%

Maritimes
%

Total 
%

Yes 30 42 25 83 35 45 
No 70 58 75 17 65 55 
Total N (125) (103) (354) (307) (198) (1087) 

2 = 261.0  p<.001,  Phi = .50 
* 96% of these are master’s degrees; 4% are doctoral degrees

Table I-7: Education Completed
Education Count %
No formal education 37 3 
Certificate or diploma only 144 13 
Undergraduate degree only 233 21 
Certificate/diploma & undergraduate degree 192 17 
Undergraduate & graduate degrees 332 30 
Certificate & undergraduate & master’s degrees 165 15 
All levels of education achieved 7 1 
Total 1110 100

Table I-8: Considering (Further) Career Development Education by Region  
Are you considering (further) 
education in the field of career 
development?

BC 
%

Prairies 
%

Ontario 
%

Quebec 
%

Maritimes
%

Total 
%

Yes 51 47 44 29 50 42 
No 49 53 56 71 50 58 
Total N (133) (116) (386) (324) (210) (1169) 

2 = 34.0 p<.001,  Phi = .17 

Y
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Table I-9: Years Experience in Field of Career Development by Age  

Years of experience in field of 
career development 

35 and under 
%

36 to 45 
%

46 to 55 
%

Over 55 
%

Total 
%

Less than 3 38 12 6 6 17 
Between 3 and 5 34 20 14 8 20 
Between 6 and 10 25 31 26 18 26 
Over ten years 3 37 54 68 37 
Total N (300) (308) (331) (147) (1086) 

2 = 331.4 p<.001,  Phi = .55 

P
Table II-1: Current Job Title (English) 
 Count %
Guidance counsellor 113 14 
Employment counsellor 103 13 
Career counsellor 68 8 
Program coordinator 57 7 
Facilitator 30 4
Career development practitioner 23 3 
Employment consultant 21 3 
Career consultant 21 3 
Career advisor 19 2 
Career information specialist 19 2 
Case manager 16 2 
Job developer 9 1 
Vocational rehabilitation counsellor 8 1 
Other 317 37
Total  (824) 100 

Significantly, 37% of respondents did not fit into one of these 13 titles. The words ‘career’ and 
‘
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Table II-2: Current Job Title (French) 
 Count %
Conseiller d'orientation 210 69 
Conseiller en emploi 15 5 
Conseiller en information scolaire et
professionnelle 

10 3

Conseiller en ressources humaines 9 3 
Conseiller en carrière 7 2 
Coordonnateur de programmes 6 2 
Gestionnaire de projets 3 1 
Conseiller en recrutement du personnel 1 0 
Animateur ou formateur 1 0 
Conseiller en réadaptation 1 0 
Prospecteur d'emplois 0 0 
Autre 41 15
Total  (304) 100 

Table II-3: Fields Identified With Professionally 
 Count %
Career development 897 76 
Counselling 705 60
Adult education 340 29 
Teaching (elementary and secondary) 242 21 
Human resources 234 20 
Teaching (post-secondary) 140 12 
Vocational rehabilitation 131 11 
Social work 130 11 
Psychology 114 10
Other 221 19
Total  (on 1180) 

Table II-4: Primary Field of Identification 
 Count %
Career development 448 47 
Counselling 209 23
Teaching (elementary and secondary) 60 6 
Adult education 52 5 
Human resources 42 4 
Vocational rehabilitation 30 3 
Social work 18 2 
Teaching post-secondary 17 2 
Psychology 8 1
Other 64 7
Total  (948) 100 
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Table III-1: Importance Ratings in Order of Rank 
Average 
Rating Z Score 

Ethics  2.9 1.44 
One-to-one interviewing 2.9 1.44 
Career/labour market information 2.8 1.08 
Career counselling techniques 2.8 1.08 
General counselling theory 2.7 0.72 
Work search strategies 2.7 0.72 
Career assessment 2.7 0.72 
Career development theory 2.6 0.36 
Local & global work trends 2.6 0.36 
Group facilitation 2.6 0.36 
Working with diverse populations 2.6 0.36 
Working collaboratively with community partners 2.6 0.36 
Advocating on behalf of clients 2.5 0 
Developing new programs 2.4 -0.36 
Job development 2.3 -0.72 
Proposal/report writing 2.2 -1.08 
Program promotion 2.2 -1.08 
Project management 2.1 -1.44 
Program administration 2.1 -1.44 
Addressing social justice issues 2.1 -1.44 
Lobbying government 2.1 -1.44 
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Table III-2: Ability Ratings in Order of Rank 
Average rating Z Score 

One-to-one interviewing 2.7 1.51 
Ethics  2.6 1.15 
Work search strategies 2.6 1.15 
Group facilitation 2.6 1.15 
Career/labour market information 2.5 0.78 
Career counselling techniques 2.5 0.78 
General counselling theory 2.4 0.42 
Working with diverse populations 2.4 0.42 
Working collaboratively with community partners 2.4 0.42 
Career development theory 2.3 0.05 
Local & global work trends 2.3 0.05 
Career assessment 2.3 0.05 
Proposal/report writing 2.3 0.05 
Advocating on behalf of clients 2.3 0.05 
Developing new programs 2.1 -0.31 
Project management 2.1 -0.68 
Job development 2.0 -1.04 
Program administration 2.0 -1.04 
Program promotion 2.0 -1.04 
Addressing social justice issues 1.9 -1.41 
Lobbying government 1.6 -2.5 
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Table III-3: Average Importance Ratings by Region  

Knowledge or Skill 
BC Prairies Ontario Quebec Maritimes F sig 

p value 
General counselling theory 2.6 2.6 2.6 2.8* 2.7 .001 
Ethics 2.9 2.9 2.9 2.8* 2.9 <.001 
Career development theory 2.7 2.6 2.7 2.7 2.6 .02 
Career/labour market information 2.8 2.8 2.8 2.6* 2.8 <.001 
Local & global work trends 2.7 2.7 2.7 2.5* 2.7 <.001 
Work search strategies 2.8 2.8 2.8 2.4* 2.7 <.001 
One-to-one interviewing 2.9 2.9 2.9 2.9 2.9 Not sig 
Group facilitation 2.6 2.5 2.6 2.5* 2.6 .001
Career counselling techniques 2.8 2.8 2.8 2.8 2.8 Not sig 
Career assessment 2.7 2.7 2.7 2.6 2.7 Not sig 
Proposal/report writing 2.1 2.0 2.1 2.3* 2.2 <.001
Job development 2.2 2.2 2.3 2.2 2.4 Not sig 
Project management 2.1 2.1 2.2 2.0 2.1 Not sig 

Program administration 2.2 2.2 2.2 1.7* 2.2 <.001 
Program promotion 2.3 2.4 2.3 1.8* 2.2 <.001 
Working with diverse populations 2.8 2.8 2.8 2.3* 2.7 <.001 
Advocating on behalf of clients 2.5 2.6 2.6 2.2* 2.7 <.001 
Addressing social justice issues 2.1 2.3 2.2 1.8* 2.3 <.001 

Working collaboratively with 
community partners 

2.8 2.7 2.7 2.2* 2.7 <.001 

Developing new programs 2.5 2.5 2.5 2.1* 2.5 <.001 

Lobbying government 2.2 2.3 2.1 1.8* 2.2 <.001 
*Significant Post Hoc Scheffe comparison tests – region differs from most or all other regions. 

T
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Table III-4: Average Ability Ratings by Region  

Knowledge or Skill 
BC Prairies Ontario Quebec Maritimes F Sig 

p value 

General counselling theory 2.4 2.3 2.4 2.4 2.5 Not sig 
Ethics 2.8 2.6 2.7 2.5* 2.7 <.001 
Career development theory 2.5 2.3 2.3 2.3 2.3 .04 
Career/labour market information 2.6 2.4 2.6 2.4* 2.5 <.001 
Local & global work trends 2.5 2.3 2.4 2.2* 2.2 <.001 
Work search strategies 2.7 2.5* 2.7 2.5* 2.6 <.001 
One-to-one interviewing 2.7 2.6* 2.7 2.8 2.8 .01 
Group facilitation 2.7 2.6 2.7 2.4* 2.6 <.001
Career counselling techniques 2.6 2.4 2.4 2.5 2.5 Not sig 
Career assessment 2.4 2.2 2.3 2.2 2.3 Not sig 
Proposal/report writing 2.2 2.2 2.2 2.4* 2.3 .006
Job development 2.0 1.9 1.9 2.0 2.0 Not sig 
Project management 2.2 2.2 2.2 1.9* 2.1 <.001 

Program administration 2.2 2.2 2.1 1.6* 2.1 <.001 
Program promotion 2.3 2.2 2.2 1.7* 2.0 <.001 
Working with diverse populations 2.5 2.5 2.5 2.2* 2.4 <.001 
Advocating on behalf of clients 2.4 2.4 2.4 2.1* 2.6 <.001 
Addressing social justice issues 1.8 1.9 2.0 1.7* 2.1 <.001 

Working collaboratively with 
community partners 

2.6 2.5 2.4 2.1* 2.5 <.001 

Developing new programs 2.2 2.3 2.3 1.8* 2.2 <.001 

Lobbying government 1.7 1.6 1.7 1.3* 1.7 <.001 
*Significant Post Hoc Scheffe comparison tests – region differs from most or all other regions. 

ETable IV-1: Employer Seeks Career Development Specific Education by Region  
Does organization hire 
individuals with career 
development specific 
education?

BC 
%

Prairies 
%

Ontario 
%

Quebec 
%

Maritimes
%

Total 
%

Yes 78 55 63 93 61 73 
No 22 45 37 7 39 27 
Total N (110) (86) (303) (276) (164) (939) 

2 = 97.4  p<.001,  Phi = .32 

In terms of education and accreditation, Quebec stands out with 93% of the respondents 
identifying that their organizations seek specific career development education. Quebec’s 
regulation of the field no doubt accounts for this figure.  

Table IV-2 below shows that many employers are seeking undergraduate or graduate level 
education over certificate or diploma level programs.  

Table IV-2: Education Levels Sought 
 Count % 
Certificate 148 16 
Diploma 216 23 
Undergraduate degree 362 38 
Master’s degree 385 41 
Doctorate  29 3 
Total (on 948) * 
*Respondents could select more than one level. 

Encouragement 

Next, respondents were asked to indicate if their organization encouraged further career 
development specific education (refer to Table IV-3 below). Sixty-nine percent indicated that 
their organization encouraged career development specific education to some extent or a great 
deal. Differences in results were significant by sector, not region. Those respondents in the post-
secondary education sector, for instance, indicated that 81% of their organizations encouraged 
continuing education in the field to some extent or a great deal.  
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Table IV-3: Employer Encourages (Further) Career Development Education by Employment 
Sector  
To what extent does 
organization encourage 
(further) education in 
field?

Government

% 

Education 

% 

Post-Sec. 
Education 

% 

Corporate 
or Private 

% 

Non-
Profit 

% 

Total 

% 

A great deal 27 18 41 40 34 31 
To some extent 39 43 40 28 36 38 
A little 27 28 15 24 22 23 
No at all 7 11 4 8 8 8 
Total N (162) (206) (165) (83) (342) (958) 

2 = 40.5  p=.001,  Phi = .21 

Funding 

The subsequent questions addressed the number of organizations that provide funding for further 
education for their employees and the amount allocated for funding (refer to Tables IV-4 and IV-
5 below). While 88% of all respondents indicated that their organizations funded further 
education, 73% of that number indicated that they received $1,000 or less annually to pursue this 
education or training. Viewed by sector, the corporate/private and post-secondary sectors give 
the most support. The primary and secondary education sector is the least likely to receive more 
than $1,000.  

Table IV-4:  Provision of Funding for Further Education by Employment Sector  
Does employer provide 
funding to you for 
further education?

Government

% 

Education 

% 

Post-Sec. 
Education 

% 

Corporate 
or Private 

% 

Non-
Profit 

% 

Total 

% 
Yes 86 85 98 84 88 88 
No 14 15 2 16 12 12 
Total N (166) (213) (168) (81) (345) (973) 

2 = 18.9  p=.001,  Phi = .14 

Table IV-5: Amount of Funding Provided by Employment Sector  

How much funding is 
provided?

Government

% 

Education 

% 

Post-Sec. 
Education 

% 

Corporate 
or Private 

% 

Non-
Profit 

% 

Total 

% 
Under $500 33 61 27 34 45 42 
$500 and $1,000 32 27 35 26 31 31 
Over $1,000 35 12 38 40 24 27 
Total N (114) (169) (146) (61) (254) (744) 

2 = 55.7  p<.001,  Phi = .27 

Respondents who are currently enrolled in an education program report higher levels of 
encouragement from the organizations where they work than those not currently in school (refer 
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to Table IV-6 below). As well, respondents who report plans to further their education in the 
field, also report higher levels of encouragement than those not planning to continue their 
education (refer to Table IV-7 below). There is no difference in the reported presence of funding, 
nor in the amount of funding provided for education, by either those currently enrolled, or those 
considering future enrolment. It appears that encouragement, and not funding, is the key factor 
influencing whether employees are enrolled or plan to enroll in a program. 

Table IV-6: Encouragement from Employer by Current Enrolment 

Currently Enrolled in 
Education Program

A great deal 
% 

To some
extent 

% 

A little 
% 

Not at all    

% 

Total N 

Yes 48 25 24 3 119 
No 29 41 21 9       857 

2 = 24.4  p<.001,  Phi = .16 

Table IV-7: Encouragement from Employer by Future Enrolment  
Considering Future 
Enrolment in Education 
Program

A great deal 
% 

To some
extent 

% 

A little 
% 

Not at all 

% 

Total N

Yes 38 35 22 5 373 
No 26 41 23 10 614 

2 = 20.5  p<.011,  Phi = .15 

Discussion 

Practitioners’ Backgrounds 

Survey results related to career practitioners’ backgrounds revealed several points of interest. 
First, the data revealed that most practitioners outside of Quebec did not enter the field through 
an intentional decision making process. Many enter the field as a second career and possess a 
variety of educational backgrounds, including education in Social Work, Psychology, Education, 
and Sociology. While this diversity in backgrounds does lend a certain richness to the field, it 
also raises the possibility that many may be practicing without the requisite skills and knowledge 
to be effective career practitioners. They may lack, for example, knowledge of the labour market, 
career counselling techniques, or career development theory. 

Second, the data showed that the average age of respondents was higher than the average age of 
workers in Canada. This raises two important concerns. There is first the issue of whether we 
will be able to meet consumer demand for career practitioners in the coming years. When this 
age factor is considered alongside the fact that most entered the profession as a second career, 
there is also the issue of whether some practitioners simply do not have the years of experience 
required to gain the expert status in the field that they might have achieved had they entered the 
profession earlier. 
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Appendix A: Table of Participant Associations 

Table A-1: Participant Associations
Association of Career Professionals International 
Canadian Association of Career Educators and Employers 
Canadian Career Information Association 
Canadian Counselling Association 
Career Development Association of Alberta 
Career Education Society 
Career Management Association of BC 
Guidance Council of the Alberta Teachers Association 
Manitoba School Counsellors’ Association 
New Brunswick Career Development Action Group 
New Brunswick Teachers’ Association 
Newfoundland and Labrador Counsellors’ and Psychologists’ 
Association
Nova Scotia Career Development Association 
Ontario Association of Youth Employment Centres 
Ontario School Counsellors Association 
L’Ordre des conseillers et conseillères d’orientation et des 
psychoéducateurs et psychoéducatrices du Québec 
Prince Edward Island Teachers’ Federation 
Saskatchewan Career Work Education Association 
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Appendix B: Respondent Demographics 

Table B-1: Gender 
 Count % 
Male 237 20 
Female 943 80 
Total  (1180) 100 

Table B-2: Age Groups in 5-Year Intervals 
 Count % 
16 to 20 5 0 
21 to 25 24 2 
26 to 30 112 10 
31 to 35 182 16 
36 to 40 159 14 
41 to 45 163 14 
46 to 50 177 15 
51 to 55 184 16 
56 to 60 114 10 
Over 60 38 3 
Total  (1158) 100 

Table B-3: Province or Territory of Residence
Count  Count as 

% of Survey 
Sample 

Population as % 
of National 
Population*

Alberta 72 6 10.1 
British Columbia  133 11 13.2 
Manitoba 29 3 3.6 
New Brunswick 57 5 2.3 
Newfoundland and Labrador 52 4 1.6 
Northwest Territories 2 0.2 0.1 
Nova Scotia 85 7 2.9 
Nunavut 1 0.1 0.1 
Ontario 386 33 38.9 
Prince Edward Island 16 1 0.4 
Quebec 324 28 23.5 
Saskatchewan 15 1 3.1 
Outside Canada 7 1 N/A 
Total  (1179) 100 100 
* Source: Statistics Canada   
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Table B-4: Population of Town/City Where Employed 
 Count % 
10,000 or less 198 17 
Between 10,000 and 50,000 206 18 
50,001 to 100,000 152 13 
Above 100,000 594 51 
Not currently working 16 1 
Total  (1166) 100 

Table B-5: Employment Sector 
 Count % 
Not in field 42 4 
Government 180 16 
Secondary education 235 21 
Post-secondary education 186 16 
Corporate 23 2 
Private or independent 92 8 
Not for profit (charities) 79 7 
Not for profit (other than charities) 298 26 
Total  (1135) 100 

Table B-6: Primary Functions of Work
 Count % 
Providing direct service to clients, one-to-one or in a group 861 76 
Managing or supervising a program or department 334 30 
Writing and developing career related tools or resources 366 33 
Designing new programs and services 351 31 
Developing/analyzing public policy related to career 
development 

74 7 

Teaching and/or conducting research in career development 206 18 
Other function 63 6 
Total  (on 1128) * 
*Does not sum to 100 as respondents could select more than one function. 
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Abstract

This study assessed the relationship
between economic hardship and work
involvement with job search outcomes
and employment quality as mediated by
search effort. Participants completed a
survey prior to graduation and six
months after graduation. Structural
equation modeling was used with a
sample of 123 students who recently
graduated and attained employment.
The model provided an excellent fit to
the data with significant relationships
between economic hardship with job
search effort and employment quality as
well as work involvement with employ-
ment quality. Students experiencing
economic hardship report investing
more effort in their job search but with-
out the increase in results and accept
positions that are lower in employment
quality. In contrast, students with higher
levels of work involvement accept posi-
tions that are higher in employment
quality. The implications for research
and practice are discussed.

Job search outcomes for university
graduates:The role of economic hard-
ship and work involvement 

It is well established that a college
and university education contributes to
graduates’ careers from both monetary
and non-monetary perspectives (College
Board, 2003, October 21). Graduates
from post-secondary institutions can
expect higher quality of employment,
higher earnings potential and greater
employment security. Despite the
potential employment benefits of higher
education, one drawback is student
debt, which can impact students during
their education and after graduation. In
recent years, college and university fees
have risen to a greater extent than stu-
dent aid with the net effect of an
increase in education costs (College
Board, 2003, October 21). The burden

of debt and the stress of loan repayment
can have a psychological impact on stu-
dents. 

Past research has examined how
the financial strain of debt affects stu-
dents psychologically. Several studies
have shown a link between financial
stress and psychological well being for
students attending university (Hodgson
& Simoni, 1995; Lange & Byrd, 1998;
Roberts, Golding, Towell, Reid, &
Woodford, 2000). Roberts et al. (2000)
surveyed 482 university students about
their financial circumstances and psy-
chological well being. The survey
found that 72% of the sample experi-
enced some difficulty paying bills, 12%
reported great or very great difficulty
and just under 10% had seriously con-
sidered dropping out of school for
financial reasons. Indicators of physical
health and psychological well being
were lower than the population norms
indicating that it was possible to link
adverse health to the experience of
financial difficulties (Roberts et al.).
Hodgson and Simoni (1995) produced
similar results with graduate students,
finding that financial problems were
significantly related to depression, anxi-
ety and suicidality. In addition to short-
term effects, economic hardship can
also have a long-term impact on univer-
sity students. 

Lange and Byrd (1998) stated that
the effects of debt incurred by universi-
ty students were thought to continue for
many years after graduation. They
found that higher estimates of future
debt and higher levels of daily financial
stress produced greater levels of chronic
financial strain and a loss of control.
Financial counselors have suggested
that ongoing levels of student debt
could negatively affect individuals’
future financial affairs by restricting
graduates’ ability to purchase a home,
educate their children and provide for

their retirement (Lange & Byrd, 1998).
It is important to note that actual debt
reflects only one aspect of economic
hardship. 

Students without debt may experi-
ence hardship as they struggle to pay
bills with constrained resources.
Similarly, some students may be quite
comfortable with debt whereas others
find it overwhelming. Several studies
have found individual differences with
respect to student attitudes towards debt
(Davies & Lea, 1995), financial well
being (Norvilitis, Szablicki, & Wilson,
2003) and financial risk taking
(Carducci & Wong, 1998; Wong &
Carducci, 1991). One question that has
yet to be addressed is whether student
stress due to financial hardship affects
the quality of employment they secure
after graduation.

Graduating university students fac-
ing economic hardship and searching
for work are faced with a difficult
choice: find and accept any job as
quickly as they can to start improving
their financial situation or take extra
time to find a job that reflects their
career interests and educational invest-
ments. Work involvement (also known
as employment commitment) has been
found to predict employment status
(Kanfer, Wanberg, & Kantrowitz,
2001), but not employment quality
(Wanberg, Kanfer, & Rotundo, 1999)
with unemployed job seekers. Prior
research has not explored the role of
work involvement in job search and
employment quality for new job
entrants. According to Kanungo (1982)
work involvement reflects a normative
belief in the value of work, which is
developed through parental, school and
religious training. Therefore, the impor-
tance of work to the student should
serve as a motivator for that person to
find a meaningful job. Therefore several
questions are relevant here. Can high
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work involvement counter the economic
pressures graduating students face in
seeking employment? Moreover, how
do both variables relate to the job
search process?

The job search process for new
graduates typically involves the follow-
ing steps: individuals first generate a
list of job alternatives, prepare for the
job search process (e.g. revising
resume, talking with friends about job
leads), then commence the job search
process (e.g. mailing resumes, phoning
potential employers) (Blau, 1993;
Schwab, Rynes, & Aldag, 1987) and
finally select a job from the one or
more offers that are received. These
behaviours have typically been catego-
rized into two domains: preparatory and
active job search (see Blau, 1993;
1994). In several studies these have
been referred to as job search intensity
because they measure the frequency of
job search behaviours (e.g. see
Wanberg, et al. 1999 and Werbel,
2000). 

A third related factor is job search
effort, which is the perceived invest-
ment of emotional energy in the job
search process (Barber, Daly,
Giannantonio & Phillips, 1994; Blau,
1993; Kanfer et al., 2001). This factor
has also been referred to as job search
intensity in several studies (e.g. Saks &
Ashforth, 1999; 2000). For simplicity,
this study will use the term job search
behaviours (preparatory and active) and
job search effort to avoid any confusion
with the prior literature.

The most obvious and common
outcome of job search is the attainment
of a job or whether job seekers have
found a job by a set time (Brasher &

Chen, 1999; Kanfer et al., 2001;
Schwab et al., 1987). In addition to
securing employment, researchers have
identified search duration, number of
interviews obtained and job offers as
criteria (Brasher & Chen, 1999; Kanfer
et al., 2001). A recent meta-analysis by
Kanfer et al. (2001) found support for
both job search behaviours and effort in
securing employment. Interestingly,
they also found that effort was more
highly related to securing work and
negatively related to the length of time
individuals were unemployed.
However, their data does not show how
job search (both behaviours and effort)
relate to the quality of employment. In
other words, are job seekers sacrificing
the quality of jobs in order to secure
employment as a means of reducing
their economic hardship?

Employment quality can be
assessed in different ways via salary,
degree of match between academic
degree and job, job satisfaction, and
turnover or intention to quit (Brasher &
Chen, 1999; Wanberg et al., 1999).
Although each measure is important,
they are all somewhat deficient in
assessing overall employment quality.
Salary has been used as a measure of
employment quality with higher initial
salary being indicative of better quality
employment despite the confound of
labour market variations across differ-
ent jobs (Brasher & Chen, 1999;
Werbel, 2000). Degree of match
between academic degree and job has
been used as a measure of employment
quality (Brasher & Chen, 1999; Saks, &
Ashforth, 2002) with a stronger match
indicating higher quality. Job satisfac-
tion has also been used as a measure of

employment quality (Brasher & Chen,
1999; Saks, & Ashforth, 2002; Werbel,
2000) as well as intention to quit
(Brasher & Chen, 1999; Werbel, 2000)
as indicative of overall attitudes
towards the job. 

Although a considerable amount of
research has demonstrated the link
between job search effort and securing
employment (Kanfer, et al, 2001; Saks
& Ashforth, 1999; Schmit, Amel, &
Ryan, 1993), far fewer studies have
explored the link with employment
quality. Several studies have explored
the relationship between job search
behaviours and employment quality
(Blau, 1993; Saks & Ashforth, 2002;
Wanberg, et al., 1999; Wanberg, et al.,
2000) with mixed results, however few
studies have explored job search effort
and employment quality. Blau (1993)
found a direct relationship between job
search effort and employment quality
(job satisfaction, quit intentions, and
organizational commitment) whereas
Saks and Ashforth (2002) found no
direct relationship between them (i.e.
the link was mediated by person-job
and person-organization fit).

The present study addresses the
relationship between economic hardship
and work involvement as antecedents to
job search effort with job search out-
comes and employment quality as
dependent variables. The proposed
model extends prior research by includ-
ing employment quality as an outcome
beyond employment status.

Method

This study is part of a larger study
on the school-to-work transition of uni-
versity students. The current study rep-
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Figure 1. Initial research model: Impact of economic hardship and work involvement on general job search effort and employ-
ment quality.
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resents two phases (1 month prior to
graduation and 6 months after gradua-
tion) of the longitudinal survey across
two graduating cohorts.

Participants

Participants in the study were 2003
and 2004 graduates of a medium sized
university who were searching for a job
during the administration of the first
survey and had secured employment at
the time of the second survey. The 2003
cohort included 365 graduating students
at Phase 1 (51.5% response rate) and
215 at Phase 2 (69.8%). The 2004
cohort included 700 participants (32.5%
response rate) at Phase 1 with 281 at
Phase 2 (40.0%). A total of 123 respon-
dents met the criteria for the study and
completed all of the measures.

Procedure

Graduating students were contacted
one month prior to graduation (in class
for 2003 cohort and via e-mail for 2004
cohort) and asked to participate in two
surveys. Six months after graduation all
respondents who had consented to a fol-
low-up survey were contacted by phone
and/or e-mail and directed to a web site
for the Phase 2 survey. Students were
offered three draws of $75 for their par-
ticipation. 

Phase 1 Survey

Demographic information was col-
lected to provide necessary background
information such as: participants’
degree program, their plans after gradu-
ation, whether they were currently
employed or still searching for a job,
and how long they had been searching
for a job. Economic hardship, job
search effort and work involvement
were assessed in Phase 1. Economic
hardship (Vinokur & Caplan, 1987) was
measured using three questions with a
higher score indicating a greater amount
of hardship (Cronbach’s alpha = .66).
General Job Search Effort (Blau, 1993)
was measured with four-items with a
higher score indicating greater effort
(Cronbach’s alpha = .93). Work
Involvement (Kanungo, 1982) was
measured with six-items with a higher
score indicating greater involvement
(Cronbach’s alpha = .72).

Phase 2 Survey

After graduation respondents were
asked to provide information about any
current jobs, whether their current job
was in the direction of their desired
career path (job/career match with 1 =
YES and 0 = NO), duration of their job
search, and the number of offers they
received. Job satisfaction and intent to
turnover were measured at Phase 2. Job
Satisfaction (Rice, Gentile & McFarlin,
1991) was assessed using six-items
(Cronbach’a alpha = .92) with higher
scores indicated more satisfaction.
Intent to stay (Mobley, 1977) was mea-
sured with three items with higher
scores indicated a greater intention of
staying (Cronbach alpha = .87). It should
be noted that although this measure is
typically scored with higher values indi-
cating intention to leave, it was recoded
to be consistent in direction with the
other measures of employment quality. 

Analysis

All variables were reviewed for
univariate normality, outliers, and miss-
ing data. Values for outliers were
replaced with the next largest value
within the z value of +/- 3.29. Mean
substitution was used to replace missing
values. Bivariate scatterplots were
reviewed for multivariate normality, lin-
earity and homoscedasticity with no
notable concerns. Structural equation
modeling was employed to assess the fit
of the proposed model to the data.
Model fit was assessed using the gener-
alized likelihood ratio (χ2) ratio, the
root mean square error of approxima-
tion (RMSEA), the Goodness of Fit
Index (GFI), the adjusted Goodness of
Fit Index (AGFI), the Comparative Fit
Index (CFI), the Akaike Information
Criterion (AIC), the Incremental Fit
Index (IFI) and the Expected Cross
Validation Index (ECVI). IFI was used
instead of the Bentler-Bonett Normative
Fit Index (NFI) because the NFI may
underestimate the fit of the model if the
sample size is small (Tabachnick &
Fidell, 2001). Individual parameter esti-
mates within the model were also
examined as the above fit indices deter-
mine the overall fit of the model and
not the fit of the individual paths.

Results

Means, standard deviations, mini-
mum and maximum values, skewness
and kurtosis are reported in Table 1.
Demographic data was measured for
cohort (50% 2003 graduates and 50%
2004 graduates) and degree (44%
Bachelor of Science, 38% Bachelor of
Arts and 19% Bachelor of Commerce).
These were comparable to the percent-
age of degrees granted across the uni-
versity for both years (48% Sciences,
37% Arts, and 14% Commerce).

A one-way ANOVA was conducted
to determine if there were significant
differences between majors on the vari-
ables of interest. Significant differences
were found between majors in econom-
ic hardship, F(2, 114) = 3.53, p < .05,
job/school match, F(2, 114) = 10.09, p
< .001, and total weekly wage, F(2,
114) = 8.79, p < .001. An independent
samples t-test was conducted to deter-
mine if there were significant differ-
ences between cohorts. Significant dif-
ferences were found between cohorts in
economic hardship, t(121) = 3.65, p <
.001, general job search effort, t(121) =
-3.99, p < .001, job/school match,
t(121) = 3.63, p < .001, job satisfaction,
t(121) = 2.08, p < .05, and intention to
stay, t(121) = 7.34, p < .001. The model
was tested with degree and cohort as
covariates, however, no meaningful dif-
ferences were found in either the paths
or the model as a whole. The original
model without covariates was retained
to maintain an acceptable sample to
estimated parameter ratio (Tabachnick
& Fidell, 2001).

Significantly skewed variables
were transformed as recommended by
Tabachnick and Fidell (2001). Search
duration, number of job offers, total
weekly wage and job satisfaction were
transformed using a square root trans-
formation. The model was tested with
the transformed variables and no mean-
ingful differences were found and there-
fore the original distributions were
retained. 

Model Estimation and Parameter
Estimates

Path analysis (mixed model) was
used to test the fit of the model. Table 2
shows the fit indices for the original
model and the revised model. Parameter
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Table 2 Model fit indices

Model F� df N GFI AGFI IFI CFI ECVI AIC RMSEA

Revised 
model 33.42 26 123 .94 .90 .95 .95 .59 71.42 .05 

Thesis 
model 37.90 27 123 .93 .89 .92 .92 .61 73.90 .06 

Null 
Model 170.19 36 123 .74 .67 .00 .00 1.5 188.186 .17 
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*p < .05. **p< .01. 

Table 1 Descriptive Statistics

M SD Min Max Skewness Kurtosis 

Economic Hardship 3.52 .86 1.00 5.00 -.60 -.20 

Work Involvement 2.72 .77 1.00 4.80 .24 -.25 

General Job Search Effort 2.56 .72 .75 4.00 .08 .08 

Search Duration 7.03 6.35 0 24 .88* -.16 

Number of Job Offers .97 1.20 0 5 1.11** .67 

Intention to Stay 3.57 1.31 1.00 5.00 -.71 -.73 

Job/Career Match 1.58 .49 1.00 2.00 -.34 -1.91 

Job Satisfaction 3.75 1.00 1.00 5.17 -.79* -.04 

Total Weekly Wage 554.57 242.81 100.00 1313.00 .75* .96 

Figure 2. Standardized path coefficients: Impact of economic hardship and work involvement on general job search effort and
employment quality.



estimates within the model were exam-
ined to determine if each path in the
model was predicting what was expect-
ed. The standardized path coefficients
are presented in Figure 2. All of the
parameters estimated in the model were
in the expected direction and five of the
nine estimated parameters were signifi-
cant. The proposed model produced a
good fit to the data.

Post Hoc Model Modifications 

Although the original model result-
ed in a relatively good fit to the data,
the AGFI and NFI were slightly dis-
crepant from accepted levels
(Tabachnick & Fidell, 2001). Therefore,
post hoc analyses based on modification
indices were conducted to explore for a
better fitting model. The addition of a
path from work involvement to employ-
ment quality produced an improvement
across all indices. The AIC was lower
with the addition of a path and the chi-
square difference was significant (χ2 (1,
N = 123) = 4.48, p < .05). Overall the
revised model appeared to fit the data
very well. These results, the overall
findings and their implications are
explored in more detail in the discus-
sion.

Discussion

The primary goal of the current
study was to determine the impact of
economic hardship and work involve-
ment on job search outcomes and
employment quality. Economic hard-
ship was significantly related to both
job search effort and employment quali-
ty, which suggests that this is an impor-
tant consideration in the job search
process of university graduates. Those
graduates who felt more economic
hardship prior to graduation felt that
they invested more effort in their job
search and took jobs of lesser employ-
ment quality six months after gradua-
tion. In general, these jobs were not the
first job in their career path, lower pay-
ing, less satisfying with more likelihood
of being left for another position. The
finding that economic hardship signifi-
cantly and negatively relates to employ-
ment quality is consistent with
Wanberg, et al. (1999) who found a
positive relationship between financial
need and intention to turnover (one
aspect of employment quality).

Prior research has explored the
relationship between economic hardship
and job search effort. Kanfer et al.
(2001) found a negative relationship
between financial need (similar to eco-
nomic hardship) and effort, however all
of the studies cited in their meta-analy-
sis focused on individuals who had lost
jobs. It may be that economic hardship
plays a different role in job search
effort between these two groups. Saks
& Ashforth (1999) suggest that there
may be considerable differences in job
search between new graduates and older
unemployed workers.

In contrast to economic hardship,
work involvement was not related to
job search effort and positively related
to employment quality, which suggests
that graduates who see work as impor-
tant to their lives choose better jobs but
do not perceive themselves as investing
more effort in their job search. This
finding is inconsistent with prior
research. For example, Wanberg, et al.
(1999) found no relationship between
work involvement (employment com-
mitment) and job satisfaction/intent to
turnover with unemployed individuals.
Two potential explanations can be
offered. First, it may be that the sample
differences explain the results and work
involvement is more salient for new
university graduates (similar to the
argument made by Saks & Ashforth,
1999). Secondly, the current study’s
measure of employment status includes
several variables (i.e. salary and
job/career match) that when combined
may more strongly reflect employment
quality for those high in work involve-
ment beyond just satisfaction and intent
to turnover.

Job search effort did not relate to
search duration, number of job offers
nor employment quality, which is not
consistent with Kanfer, et al. (2001)
who found a significant relationship
between effort with duration and job
offers. Interestingly, Saks and
Ashforth’s (2000) study of university
graduates may provide some insight
into these differences. They found job
search effort (referred to as intensity) to
be related to job offers prior to gradua-
tion but not 4 months later. It may be
that job seekers’ self-assessments of job
search effort at one point in time are not
predictive of longer-term outcomes.

This gap may be due to a lack of sus-
tained effort over time.

Strengths of the Study

This is the first study to measure
employment quality beyond work atti-
tude measures (e.g. organizational com-
mitment, job satisfaction, and intent to
turnover) by including job/career match
and weekly salary. The strong loadings
for each of the observed variables sup-
port this conceptualization. Another
strength of the study is its predictive
design with employment quality being
measured six months after the
antecedent and job search measures
were administered. Although there may
be additional factors, the predictive
design does allow the conclusion that
work involvement and economic hard-
ship have an impact on subsequent
employment quality. In addition, this
study adds to the limited research in job
search effort and suggests that effort
may not have long-term impact on
employment outcomes.

Limitations and Directions for Future
Research 

Despite the distinct contributions of
this study, there are several limitations.
First, the sample was a limitation with
respect to size and diversity. Although a
large number of students were sur-
veyed, the focus of the study on cur-
rently searching students (in Phase 1)
who secured employment 6 months
later (Phase 2) was quite restrictive. In
addition, the current sample came from
one university. Future research should
cross-validate the results using a larger
and more diverse sample. 

Secondly, significant differences
were found between degrees of study
and cohorts. The sample size was insuf-
ficient to fully integrate both of these
variables into the model and still main-
tain an acceptable sample to estimated
parameter ratio (Tabachnick & Fidell,
2001). The models did not change sig-
nificantly when the covariates were
included but this conclusion is tentative.
Future research should confirm the
model with sufficiently large subgroups
(by degree and cohort).

Finally, the timing of the survey
was not optimal for analyzing job
search effort. The survey was adminis-
tered in March, which is one month
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prior to graduation in students’ final
semester. It is likely that students were
not heavily focused on searching for a
job but instead on completing their
course assignments. When comparing
the mean values from this study with
other student job search samples (e.g.
Saks & Ashforth, 1999; 2000, 2002) in
all cases the mean here was substantial-
ly lower. In addition, graduates may
have increased or changed their job
search effort after graduation with a
greater impact on search success. As a
result, this may have reduced the rela-
tionship between job search effort and
employment outcomes. Future research
should conduct the study immediately
following graduation and over repeated
occasions to better capture graduates’
job search effort.

In addition, future research should
expand the use of different measures by
including job search behaviours
(preparatory and active) and more fre-
quent data collection periods between
searching and securing employment.
The increased focus on employment
quality rather than simply employment
should continue as it reflects an impor-
tant outcome for many job seekers as
well as the mediators and moderators of
these relationships. Saks & Ashforth’s
(2002) study, which incorporated per-
son-job and person-organization fit is
an excellent example of this. Finally,
future research should include the
career focus of job seekers as this
becomes especially relevant when con-
sidering employment quality, particular-
ly with new job entrants.

Although some researchers have
lamented the strong focus of job search
research on new entrants to the labour
market (e.g. Kanfer, et al. 2001), there
are several good reasons to continue
research with this group. First of all,
they represent a large, relatively homo-
geneous group of job seekers and their
role in employment is considerable.
Secondly, the early job search experi-
ences may have significant implications
for graduate’s careers and employment
success. Finally, many students attend
university in order to secure better
employment after graduation and there-
fore it is important to understand the
unique factors that affect the job search
process for them. Kanfer, et al.’s study
points to the important job search dif-

ferences between new entrants and
other job seekers which reinforces the
focus on each group specifically.

Conclusions

This study is the first to produce a
model assessing the impact of economic
hardship, work involvement, and job
search effort on employment quality.
Both economic hardship and work
involvement were found to be important
predictors of employment quality. As a
result, they warrant on-going research
to support an effective school-to-work
transition. As university fees increase,
the negative impact of economic hard-
ship on subsequent employment out-
comes is considerable. Universities and
governments need to recognize the full
implications of fee increases and subse-
quent economic hardship on graduates
as these have implications for early
career decisions. 
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Abstract

This study focused on the role of
social networks in the transition from
social assistance to employment. The
study consisted of a field experiment that
was built into the training program that
agencies normally deliver to persons on
social assistance as part of the Ontario
Works ‘work-for-welfare’ program.
Participants were randomly assigned to
a control or experimental group and the
sample consisted of 92 in the control
group and 40 in the experimental group.
For the experimental group, a supple-
mentary treatment, a ‘job search man-
agement system’ was added to the pro-
gram that social assistance recipients
normally receive. A Social Network Job
Search Scale (SNJSS) was created and
served as the dependent variable in a
pre-test/post-test design. A positive cor-
relation between strength of an individ-
ual’s network and re-employment was
found. Understanding the value of social
networks is important not only for re-
entering the labour market but also for
obtaining employment that is above the
minimum wage. 

A social assistance recipient’s
return to the workforce is a complex,
multifaceted process. Theory and
research in this area has focused on the
development of interventions such as
training programs that assist people in
making the transition to re-employment
(e.g., AuClaire, 1978; Blumenberg,
2000; Van Ryn & Vinokur, 1992).
While this research is important to the
development of our understanding of
this transition, it is limited by its inat-
tention to factors related to a recipient’s
actual utilization of their social net-
works. Recently, researchers have
focused much more directly on enhanc-
ing our understanding of social assis-
tance recipient’s self-efficacy and their
own ability to remove themselves from
state dependence through existing re-

employment interventions (e.g., Cheng,
1995; Friedman, 1999; Kerlin, 1993).
This research, though relatively imma-
ture as a field of inquiry, promises to
add significantly to theories in this area.

Many attempts have been made to
reintegrate the social assistance popula-
tion into the mainstream economy, and
particularly government-sponsored
‘employment programs’. These pro-
grams have increased in number over
the last decade, due in part to the low
employment rates experienced in the
early 1980s (Statistics Canada, 2003). A
more recent example of a government
program is Ontario Works, initiated in
1996 by the Ontario Ministry of
Community and Social Services.

The purpose of the mandatory
Ontario Works ‘work-for-welfare’ pro-
gram was to force those individuals
receiving assistance to actively search
for employment. The stated objectives
of the Ontario government were three-
fold: first, to ensure that social assis-
tance recipients took responsibility for
looking for employment and becoming
self-sufficient; second, to provide an
effective transition to employment; and
third, to make welfare fair for people
who require help and for the taxpayers
who pay the cost (Ministry of
Community and Social Services, 1997). 

The purpose of this study was to
examine the relationship between social
networks and re-entry into the labour
market by participants in the Ontario
Works employment-training program.
By examining a social assistance recipi-
ent’s social network, we stand to learn
much about how they confront and deal
with re-employment. Such data can be
instrumental in developing practical
applications for assisting people making
this transition.

The research questions for this
study were as follows:

1. Is there a negative relationship

between the strength of social net-
works and the length of time an
individual is on social assistance?

2. Do those participants who have
become re-employed have stronger
networks than those who have not?

3. Has the treatment in this study
strengthened the social assistance
recipient’s social network?

4. Are those social assistance recipi-
ents who become re-employed
upon completion of the employ-
ment-training program been on
social assistance less time than
those who do not find employ-
ment?

Theoretical Framework

Social network theory was used to
explain the efficient movement towards
re-employment. By utilizing contacts
within social networks and learning the
necessary skills for networking, it was
anticipated that the opportunity for re-
employment will increase. However,
not all networks are of equal benefit in
facilitating a return to the workforce.
Diverse networks, it was expected, will
help the social assistance recipient to
identify contacts and supports, which
may help to decrease the time it takes to
move towards employment.

Figure 1 highlights the conceptual
framework this article will use. At the
beginning stages of receiving social
assistance (A), social networks (B) are
usually at their fullest capacity and
most likely to be of greatest benefit in
the transition back to the labour force.
With increased time on social assis-
tance, social networks shrink and, it is
assumed, will be less useful. If employ-
ment training is required, it is most
likely to be effective when social assis-
tance is first received. Training pro-
grams, it is expected, will assist in
strengthening social networks, which
assist reintegration to the labour force.
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If no interventions are introduced and
time elapses (E), social circles begin to
shrink and the length of time it will take
for re-employment increases.

Social networks and
re-employment

Social Network Ties

Research dealing with social net-
works has involved the identification of
both ‘weak’ and ‘strong’ ties
(Granovetter, 1973; Granovetter, 1982).
Weak ties have been identified as
acquaintances and socially distant;
strong ties are close, such as family and
friends. Granovetter (1973) conducted
empirical studies testing his hypotheses
on “the strength of weak ties”, arguing
that those individuals with fewer ‘weak
ties’ are less likely to be exposed to
employment opportunities than those
with many. 

The study of weak ties has yielded
specific observations among marginal-
ized populations. Poorly educated indi-
viduals are more likely to use strong
ties for jobs compared to those who
were well educated (Ericksen &
Yancey, 1980). A number of studies
indicate that marginalized populations
rely more on strong ties than do others,
making access to quality employment
opportunities less likely (Granovetter,
1982). 

If weak ties are in fact the best pos-
sibility for a social assistance recipient
to find employment, how can govern-
ment-funded employment training pro-
grams expand social networks amongst
marginalized populations? One strategy
in increasing the probability of re-
employment is a program that helps

social assistance recipients to cultivate
weak ties. By comparison, a highly con-
centrated network of strong ties frag-
ments poor communities and weakens
opportunities for a broader range of
contacts (Auslander & Litwin, 1988;
Granovetter, 1982).

Members of low-income communi-
ties often rely on strong ties for mone-
tary and social support. Ultimately,
poverty places additional strains on
social ties and makes it difficult to use
these as resources to finding employ-
ment. Social assistance recipients lack
weak ties and their strong ties may
become strained if too many demands
are placed upon them. For example, sin-
gle mothers who have obtained low-
wage jobs are forced to utilize their
strong ties for child support and are
often unable to repay the debt (Garber,
1999). Without that support, however,
they may have a high absentee rate at
work and eventually lose their jobs
(Hanson & Pratt, 1995; Oliker, 1995).

Causes of Social Isolation and its
Effect on Re-employment Over Time

Although the majority of studies on
the stability of social networks over
time have dealt with mainstream popu-
lations, it may be possible to extrapo-
late from those findings to marginalized
populations. If utilizing existing con-
tacts represents links to possible
employment opportunities, then build-
ing constructive social networks is a
vital resource for social assistance
recipients. If people stay on social
assistance for longer periods of time,
there is reason to believe that social net-
works deteriorate (Garber, 1999). 

Social network analysis has

attempted to address the question of
network changes over time (Feld, 1997;
Morgan, Neal & Carder, 1996; Suitor &
Keeton, 1997; Wellman, Wong, Tindall
& Nazer, 1997). It has been demonstrat-
ed that supportive ties are the most like-
ly to persist and that frequent contact
between network members is also asso-
ciated with the persistence of relation-
ships (Feld, 1997). However, the per-
sistence of relationships among the
unemployed can diminish over time due
to feelings of isolation and depression
(Amundson & Borgen, 1987). 

Tilly (1968) found that involve-
ment in group activities is related to
change, whether personally or for socie-
ty as a whole. Those who sit at home
and are not involved in groups have a
difficult time bringing about personal
change. Extrapolating from this
research, it might be expected that a
social assistance recipient’s participa-
tion in extra-curricular activity would
be an effective means for expanding
and maintaining social networks.
Increased contacts are likely to correlate
with identifying employment opportuni-
ties. If social assistance recipients are
not encouraged to get involved in the
community by either volunteering with
charities or through work placements,
the research on social networks sug-
gests that the chances of remaining on
welfare for longer periods of time dra-
matically increase. In that regard,
shrinking social networks might be
viewed as an intervening variable
between the degree of community
involvement and time on social assis-
tance. More active community partici-
pation should lead to enhanced social
networks that in turn reduce the time on
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Figure 1 – Conceptual Framework 
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social assistance because the networks
generate job contacts. In addition, the
need to make contacts outside an indi-
vidual’s social network is critical if
marginalized populations are to access
job-related information. Putnam (2002)
indicated that participation is down for
unions, churches, and political parties.
This is of concern as these forms of
social capital are especially important
for empowering less educated, less
affluent portions of the population.
Putnam found more social networking
among the affluent than among the
working classes.  If marginalized popu-
lations continue to remain within their
social networks, opportunities for
receiving information that can benefit
their upward mobility will be missed. 

While the existing research does
not test this relationship directly, there
is some evidence that the probability of
exiting from social assistance decreases
with more time in that role. This evi-
dence comes from the research of
Barrett and Cragg (1998), who exam-
ined welfare data in Canada between
1990 and 1992. That study found initial
welfare spells are relatively short in
Canada. For second and subsequent
welfare spells, time on welfare increas-
es (Barrett & Cragg, 1998). Recurrent
short-term use is the most common pat-
tern of welfare participation both in
Canada and the United States (Bane &
Ellwood, 1983; Barrett & Cragg, 1998;
Gritz & MaCurdy, 1992). Moreover, the
Barrett and Cragg study (1998) shows
some relationship between the amount
of time on social assistance and the
probability of exit. Employable single
men with no children have an exit prob-
ability at one month of 28 percent, at
two months of 29 percent and at three
months of 25 percent. Unemployable
single women with one dependent child
have an exit probability of 16 percent at
one month, 15 percent at two months
and 13 percent at three months (Barrett
& Cragg, 1998). Although the relation-
ship between time on social assistance
and the probability of exit is not strong,
the trend is apparent. The longer an
individual remains on social assistance,
the probability of exiting the system
decreases.

Barrett and Cragg (1998) proposed
two explanations for this finding. First,
there may be a true duration dependen-

cy, whereby the experience of being on
welfare changes the recipient’s behav-
iour. Barrett and Cragg (1998) speculate
that welfare spell duration is associated
with human capital atrophy, changed
patterns of employer screening, or a
depressed desire to work. The second
explanation may have been a statistical
artifact, reflecting the effects of unmea-
sured individual characteristics or ‘pop-
ulation heterogeneity’. Barrett and
Cragg (1998) go on to explain:

For example, consider a population
composed of two types of individuals,
the highly motivated and the less moti-
vated. The highly motivated are more
likely to exit welfare early, leaving
behind a population of recipients com-
posed of an increasing proportion of
individuals with low motivation. The
nature of the welfare population
changes with spell duration, and if the
characteristic (motivation) is not con-
trolled for, negative duration depend-
ence will be observed in the aggregate
hazard rate even in the absence of true
duration dependence. (p. 174)

Although initial welfare spells have
been generally short, statistics show
that there is a high level of recidivism
rates among participants (Barrett &
Cragg, 1998). Fifty-five percent of peo-
ple leaving welfare return to the system
within the first year. For example,
although single men without children
tend to have very short welfare spells,
they also experience a very high rate of
return (Barrett & Cragg, 1998). Even
though long-term continuous welfare
participation may not be characteristic
of the typical social assistance recipient,
long-term sporadic use is very common
(Barrett & Cragg, 1998). However, the
longer an individual remains off wel-
fare, and the more work experience and
human capital they acquire, the less
likely they are to return.

The Barrett and Cragg (1998) study
does not deal with the impact of social
networks on the probability of exiting
from social assistance. However,
research by Garber (1999) using multi-
ple logistic regression models does
relate to social networks. She found
seven variables to be significant, four of
which measured levels of social isola-
tion. These were whether the respon-
dent owns her own home, the number
of years she has lived in the neighbor-
hood, whether her household has a
working automobile, and how many
neighbors rely on public assistance.

(Other significant variables were the
respondent’s total number of years of
school, whether she was married, as
well as the number of hours she worked
per week.) Garber also found that the
proportion of neighbors receiving pub-
lic assistance led to increased social iso-
lation. The larger the proportion, the
greater the likelihood of increased
poverty. 

A Social Network Theory Approach
to Employment-training Programs

A social network theory approach
to employment-training programs
(Auslander & Litwin, 1988, 1991;
Smith, 1989; Specht, 1986) suggests
that social networks establish norms for
behaviour within a training group,
including accelerated job-search activi-
ty. Social networks may provide infor-
mation and opportunity that are relevant
to becoming re-employed by supplying
additional contacts. According to theo-
ry, social networks (as they apply to
social assistance recipients) may only
be helpful if they reach beyond the par-
ticipant’s world, particularly as it relates
to generating employment opportuni-
ties. This becomes critical in determin-
ing the time it will take to move
towards re-employment. 

On the basis of this conceptualiza-
tion, employment program interventions
must address existing social networks
of participants and seek ways to expand
them. If receiving social assistance is
normative and socially rewarded within
a social network, employment program
interventions will fail unless the norms
initiated within the network are modi-
fied (Friedkin, 2001). If, however, net-
works do not provide contacts neces-
sary to find employment, they must be
expanded. A social network analysis
suggests that employment program
interventions should seek to change
social norms that are detrimental to job
search behaviour. They should also cap-
italize on existing social network norms
that are favourable to creating positive
job-seeking behaviour. The social net-
work approach also suggests that evalu-
ating employment programs should
focus on a participant’s social network
prior to and after the intervention and
determine whether network changes are
stable over time.

The research suggests that social
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network enhancement should be an
important objective of any training pro-
gram for social assistance recipients.
Social network theory can provide a
context for understanding the dynamics
associated with the transition towards
re-employment and the elements
involved in making that process more
effective.

According to social network theory,
networks provide support and contacts
that are critical to employment opportu-
nities. This theory has important impli-
cations for employment-training. If
training programs involve introducing
social assistance recipients to network
knowledge, the task of practitioners is
more focused than the diversity and
fragmentation that characterize current
practice. Training programs must
account for the differences in network
resources among the marginalized pop-
ulations, and program delivery must be
adjusted to provide participants with the
knowledge to develop social networks
that are useful.

Method

The research questions were tested
through a field experiment in which a
supplementary treatment, a job search
management system, was added to the
program for social assistance recipients
normally undertaken by participating
agencies through the Ontario Works
program. A pre-test/post-test design was
used for the primary measure of the
study, the Social Network Survey
(SNS), which determined the impact of
the treatment on the social networking
behaviour of the participants. A discus-
sion of the treatment, the sample, meas-
ures and data analysis follows.

Treatment

The treatment for this study was a
job search management system,
designed by the investigator, which was
administered in conjunction with the
existing curriculum of the employment-
training program. The system was
designed to help participants to work
through systematically the necessary
steps to become employed. A central
feature of the system was the ‘job
search board’ that enables both a partic-
ipant and facilitator to monitor job
search activity and the number of con-
tacts made during a defined period. The

system encourages facilitators to stress
the importance of the number of con-
tacts made by participants and allows
them to rate the significance of each
encounter to determine the value of job-
related information that may be provid-
ed by the new contact.

Social network audits were per-
formed on a regular basis to ensure that
participants were attempting to make
contacts that could assist them in their
job search. The results of a social net-
work audit allowed the facilitator to
determine the number of contacts each
participant was making. If there was a
need to increase the number of contacts,
interventions were implemented. For
example, role-playing techniques were
introduced to practice the necessary
rapport-building skills and scripts were
developed to assist participants in intro-
ducing themselves in networking situa-
tions.

For each employment opportunity
(contact) identified by a participant, a
‘t-card’ was filled out with the company
name, name of contact, position title,
job description and next step recorded.
There are six columns to the job board: 
• Column 1: is ‘opportunity’ and

includes possible leads for employ-
ment and the specific contact; 

• Column 2: is ‘applied’ and includes
all opportunities for which the par-
ticipant has actually submitted a
résumé or completed an applica-
tion; 

• Column 3: is ‘set interview’ and
represents job interviews that have
been set but not yet attended; 

• Column 4: is ‘interview’ and
includes all interviews that have
actually been attended; 

• Column 5: is ‘verbal job offer’ and
represents actual job offers to the
participant, and 

• Column 6: is ‘job’ and signals that
the participant has actually started
employment.
Job board reviews were conducted

individually and as a group to deter-
mine the status of the participant’s job
search activity and the number of con-
tacts developed. The job search man-
agement system is based on the princi-
ple of assisting individuals to move
from step-to-step within a normal job-
hiring cycle. Using the job search board
provides a visual representation of the

job search process and assists partici-
pants in monitoring their job search
progress. The job board allows partici-
pants and facilitators to track job search
activity and identifies any corrective
actions that may be necessary for mak-
ing the transition to re-employment.
The job board highlights whom the par-
ticipants are connecting with and how
they are utilizing these contacts. 

Sample

For the study, local employment
agencies in a large urban centre in
Southern Ontario, which were offering
Ontario Works employment programs,
provided access to participants who
were asked to volunteer for the
research. Of the social assistance recipi-
ents asked to participate in the study, 8
did not volunteer (5.7%) giving a total
sample size of 132. The agencies indi-
cated that those individuals that chose
not to participate were representative of
clients. After the social assistance recip-
ients had agreed to participate in the
study, the agencies were randomly
assigned to the control (n = 92) or
experimental group (n = 40). The rea-
son for the lower number of respon-
dents in the experimental group was
due to the time and resources available
to the investigator to provide train-the-
trainer sessions for workshop facilita-
tors. While both members of the control
and experimental group received the
employment program of the agency in
which they were enrolled, participants
in the experimental group also received
the treatment. The study employed a
pre-post correlation design and all par-
ticipants completed a survey twice,
immediately before the program began
and immediately following. For the
entire sample, the age ranged from 20-
64 years, with 66% male and 34%
female. Fifty-seven percent of the sam-
ple were single males and never mar-
ried; 56% did not have any children.
This pattern is similar to that found in a
study in British Columbia (Barrett and
Cragg, 1998) and another commis-
sioned by Toronto Social Services
(2001). As for race, 54% were listed as
a visible minority, 33% as Caucasian
and 14% as Aboriginal.  English was
the most common language spoken, fol-
lowed by French. Most respondents had
completed high school but had not
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achieved a post-secondary school cre-
dential, although 19% had completed a
Bachelors degree, 6% obtained a mas-
ters degree and 1% a doctoral degree.
Two to three was the average years of
experience in the workplace. The medi-
an time on social assistance was 0 to 6
months (31%) with the majority of
respondents (62%) having a previous
welfare spell. This is at odds with previ-
ous studies in the United States
(Ellwood, 1986; Gritz and MaCurdy,
1992), which identified the median
spell on welfare as two years and a 40%
return subsequently. However, studies
in Canada (Barrett and Cragg, 1998)
concur that welfare spells normally end
within six months but have a high level
of recidivism, with 25% of recipients
returning to welfare with in 3 months
and 50% within a year. In Barrett and
Cragg’s study (1998), 30% collected
welfare prior to the research; however,
that information was not collected in
this study. 

Measures

The principal measurement device
was the Social Network Job Search
Scale – (SNJSS) designed and tested by
the investigator. The instrument, based
on existing social network surveys (e.g.,
Chin, 1993; Granovetter, 1972: Porter,
1998) and adapted to the social assis-
tance population, measured the strength
of a social assistance recipient’s social
network. The instrument was pilot test-
ed with fellow students and social assis-
tance recipients known to the investiga-
tor. In addition to the SNJSS items,
sociodemographic information (e.g.,
gender, age category, marital status)
was collected to enable comparisons
with prior research (e.g., Leik and
Chalkley, 1991; Suitor and Keaton,
1993). Surveys were administered on
the first day of the program (Base Line)
and upon completion of the training
(Post-Test).

Social Network Strength

A major component to this research
was identifying the relationship
between the strength of a social assis-
tance recipient’s social network and the
transition towards re-employment. The
strength of a social assistance recipi-
ent’s social network was determined
using the following variables:

Number of contacts identified:
Respondents were asked to identify (by
first name) up to 10 of the most impor-
tant persons in their life. Each of the
names was coded as a contact. If the
same name appeared on the second sur-
vey, it was coded and compared to the
first survey for ranking. 

Number of contacts identified as
family or friend: For each of the names
identified, the respondent was required
to indicate whether the contact was a
family member or friend and their
responses were coded accordingly. 

Number of contacts who would
provide financial support: As well as
reporting the most important persons in
their life, respondents were also
required to state whether the individual
listed would provide financial support.
This was coded as ‘1’ for yes and ‘2’
for no.

Number of contacts who would
provide emotional support: Contacts
who would provide emotional support
were coded as ‘1’ for yes and ‘2’ for no.

Number of contacts who would
provide child-care: Those respondents
who indicated that they had children
were asked if the contacts listed would
provide child-care. This was coded as
‘1’ for yes and ‘2’ for no.

Number of contacts who would
provide job leads: Contacts listed who
were in a position to provide job leads
to the respondent were coded as yes or
1, and others were coded as no or ‘2’. 

Number of contacts who were
presently collecting welfare: Contacts
listed who were also collecting welfare
were coded as yes or 1, and others were
coded as no or ‘2’. 

Number of contacts who held simi-
lar positions the respondents was inter-
ested in: Those contacts that held a
position that the respondent was pursu-
ing were coded as yes or 1, and others
were coded as no or ‘2’. 

Number of job-related discussion
with family members:

Respondents were required to indi-
cate how many job-related discussions
they had with family on a weekly basis.

Number of job-related discussion
with friends:

Respondents were required to indi-
cate how many job-related discussions
they had with friends on a weekly basis.

Social Network Strength Formula

A formula was developed based on
the above variables to determine the
strength of the respondent’s social net-
work (SNJSS). Points were accumulat-
ed for the number of people identified
as part of the respondent’s network
along with the number of contacts iden-
tified as friends, those providing finan-
cial, emotional, job leads or who held a
similar position, and the number of job-
related discussions they had with
friends and family. It is assumed that
network members who could provide
job-related information and support are
valuable to the social assistance recipi-
ent’s transition into the labour market.
Points were subtracted if the respondent
indicated that the contact was a family
member (strong tie) or collected wel-
fare. The rationale for subtracting these
scores was so that the purpose of the
employment-training program was to
grow their networks with members who
could provide relevant information or
resources. Also, if the respondents net-
work consisted of members who were
also on social assistance, the opportuni-
ty for job-related information was
potentially limited and of no value to
the participant. Subsequently, negative
points were given for those variables
that would not add value to the social
assistance recipient’s network.
Therefore, the formula reads:

STRENGTH = (# of contacts +
friends + financial support + emotional
support + job leads + similar position+
discussions with family/friends) – (fami-
ly + contacts on social assistance) 

This formula was developed based
on social network research that has
described the components of a strong
social network and which provides job-
related information to include a combi-
nation of the above stated variables
(e.g., Granovetter, 1973; Ooka &
Wellman, 2003; Strathdee & Hughes,
2002; Wilkinson & Robinson, 1997).

FINDINGS

Scoring the Social Network Job
Search Scale 

The scores for the variable SNJSS
for the pre-test ranged from 2.00 to
51.00 points. The mean strength score
for the pre-test (n = 132) was 22.94
with a standard deviation of 12.20.
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Post-test strength scores (n = 44) ranged
from 5.00 to 55.00 with a mean strength
score of 27.39 and a standard deviation
of 11.63. An increase was noted in
mean strength scores from pre- to post-
test. This may have been due to the par-
ticipant’s exposure to training and other
individuals they may have come in con-
tact with during their job search inter-
vention. For the pre-test, the mean
length of time on social assistance was
1.71. The range of time on social assis-
tance was from ‘0 to 6 months’ (a value
of 0.25 was used in the analyses) to
over seven years (8.50). The standard
deviation was 2.25. The mean social
network strength score was 22.94 with
a range of 2.00 to 51.00 and a standard
deviation of 12.20.

Q1 Is there a negative relationship
between the strength of social networks
and the length of time an individual is
on social assistance?

Using the pre-test data for the
entire sample (control and experimental
groups combined), correlation coeffi-
cients were computed for the length of
time on social assistance and the
strength of social networks. Using the
Bonferroni approach to control for Type
I error across the correlation, a p-value
of less than .05 (05/10 = .005) was
required for significance. The results of
the correlational analyses for time on
social assistance and social network
strength were not statistically signifi-
cant (r = -.01). 

Q2 Do those participants who have
become re-employed have stronger net-
works than those who have not?

To evaluate the second research
question, an independent-samples t-test
was used to compare social network
strength for those participants in the
study who secured employment and
those who had not. The sample avail-
able to answer this question was very
small, as only 7 respondents in the
experimental group and 3 in the control

group indicated that they had secured
some form of employment. To answer
this question, these 10 respondents were
compared to those remaining on social
assistance—58.8% for the experimental
group and 74.1% for the control group,
or 68.2 % of the total sample. The post-
test measure of social network strength
was used. The t-test was significant, t
(42) = -2.06, p < .05, thereby support-
ing individuals with stronger networks
are more likely to secure employment.
Respondents who became re-employed
(M = 20.80, SD = 9.85) had higher
social network strength scores than
those who remained on social assistance
(M = 13.82, SD = 9.31). Although there
are differing interpretations possible for
this finding, one is that stronger net-
works increase the chances for becom-
ing re-employed. 

Another indicator of social network
strength was the number of people iden-
tified as part of a network. This can
serve as an activity indicator for the
number of people the participant is in
contact with during a training interven-
tion. Those participants who became re-
employed had a higher average number
of people in their network (M=8.30)
than those who were unable to get a job
during the study (M=5.85), t (42) = -
2.30, p < .05. Network size, in this con-
text, probably is associated with a wider
range of contacts for receiving job-
related information. 

The results also revealed the num-
ber of new members added to the net-
work since the start of the program. The
respondents who became re-employed
averaged nearly five new members in
their social network (M=4.90), while
those who did not become re-employed
averaged fewer than three (M=2.97), t
(42) = -2.22, p < .05. The theory pre-
sented in this paper suggests that build-
ing new ties with contacts to the job
market is critical to increasing the flow
of job-related information. However,
this study did not ask specifically
whether the new members who were
added to the networks between the pre-

and post-tests assisted with the job
search. 

Q3 Has the treatment in this study
strengthened the social assistance
recipient’s social network?

A one-way analysis of covariance
(ANCOVA) was conducted with control
and experimental groups as the inde-
pendent variable. The dependent vari-
able was the post-test social network
strength scores and the covariate was
the pre-test social network strength
scores. A preliminary analysis evaluat-
ing the homogeneity-of-slopes assump-
tion indicated that the relationship
between the covariate and the depend-
ent variable did not differ significantly
as a function of the independent vari-
able, F (1, 40) = 1.42, p = .240, partial
‹2 = .03. The ANCOVA was significant,
F (1, 41) = 4.91, p < .05. The strength
of the relationship between the control
and experimental group factor and
dependent variables was fairly strong,
as assessed by a partial ‹ 2, with the
group factor representing 11% of the
variance of the dependent variable the
social network strength scores.

The means of the social network
strength scores adjusted for initial dif-
ferences were ordered as expected. The
experimental group had the largest
adjusted mean (M=31.53) with the con-
trol group having the smaller adjusted
mean (M=25.52). Through the treat-
ment, the number of contacts a partici-
pant makes during a training interven-
tion was monitored, and if network
growth did not occur, corrective actions
were taken to increase the exposure to
job-search resources. 

The experimental group was more
likely to add new members to their
social networks than the control group
(Table 1). The average number of new
members for the experimental group
(M=4.19) was nearly double that of the
control group (M=2.69), t (42) = 2.03,
p < .05. However, adding new members
alone does not increase the strength of

Table 1 – New Members to Network 

Group Total (n) Mean Std. Deviation Strength Mean 
Control 27 2.69 2.49 2.58 
Experimental 17 4.19 2.96 2.75 
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social networks. Although new mem-
bers to both groups increased, the sig-
nificant difference between the number
of new members added by the experi-
mental and control groups suggest that
the treatment might have strengthened
the participants’ social networks.

Q4 Are those social assistance
recipients who become re-employed
upon completion of the employment-
training program been on social assis-
tance less time than those who do not
find employment?

To evaluate the fourth research
question, an independent-samples t-test
was used to compare the length of time
on social assistance for those partici-
pants in the study who secured employ-
ment and those who had not. The test
was significant, t (17) = 2.42, p < .05,
which supports that the length of time a
participant is on assistance impacts their
ability to find employment.
Respondents who did not become re-
employed had been on social assistance
longer (M = 2.13, SD = 1.25) than those
who found employment (M = 1.22, SD
= 0.91). This finding could be interpret-
ed as meaning that the length of time on
social assistance has a negative impact
on the probability of becoming re-
employed. 

In addition to the length of time on
social assistance, the number of previ-
ous employment training programs that

a respondent participated in was related
to re-employment. Respondents who
found employment (Table 2) had partic-
ipated in fewer training programs
(M=0.40) than those who did not
become employed (M = 1.06), t (41) =
2.23, p < .05. The number of training
programs is associated with the length

of time on social assistance, with those
who are on social assistance longer
being more likely to participate in a
larger number of training programs.
Although the length of time on social
assistance did not have a significant
relationship to the strength of social
network score (research question 1), it
does appear to be related to the likeli-
hood of re-employment. These findings
will be explored in greater detail in the
Discussion section that follows. 

Adding Network Members

Respondents were asked if their
group of friends had changed since they
first started to receive social assistance.
There was a significant correlation
between social network strength and
change of friends for the experimental
group (r = .81, p < .01); however, there
was not a significant correlation for the
control group (r = .07). This finding
may indicate that new contacts were
being added in the experimental group,
but not the control group. 

In addition to identifying new
member growth, the respondent net-

works were carefully analyzed to deter-
mine whether original network mem-
bers who could continue to provide job-
related information were maintained
(Table 3). If a social network represents
a critical link to re-employment, it is
important that members maintained in
the network during an employment

training intervention be able to provide
job search resources. There was no sig-
nificant difference between the experi-
mental group (M=3.53) and the control
group (M=2.74), although the differ-
ence was in the expected direction. 

An additional indicator of social
network strength is the number of
friends identified as part of a network
(Table 4). This serves as an indicator
for the number of weak ties the partici-
pant is in contact with during a training
intervention and were only included if
the frequency of contact was not more
that once a month. The average number
of friends in a network was significant-
ly higher for those who found employ-
ment (M=5.80) than those who were
unable to get a job during the study
(M=3.71), t (42) = -2.27, p < .05. This
finding could be interpreted as meaning
that the number of weak ties a social
assistance recipient is in contact with
during an employment-training program
increases the likelihood of access to
job-related information. 

Table 2 – Number of Previous Training Programs 

# of Training Programs Std. Deviation 
Got Job 0.40 0.70 
No Job 1.06 1.06 

Table 3 – Original Network Members 

Group Total (n) Mean Std. Deviation 
Control 27 2.74 2.19 
Experimental 17 3.53 1.84 

Table 4 – Friends in Social Network 

Friends in Network Std. Deviation 
Got Job 5.80 2.81 
No Job 3.71 2.49 
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DISCUSSION AND APPLICATION
FOR PRACTICE

Overview

This study has analyzed the impact
of employment-training programs upon
the social networks for social assistance
recipients in their transition towards re-
employment. A Social Network Job
Search Scale (SNJSS) was developed,
which included variables that assessed
an individual’s ability to gather job-
related information. One purpose of this
study was to determine whether
employment training, and particularly
the treatment that was introduced on top
of the normal employment training pro-
gram, strengthened social networks
with contacts who could provide infor-
mation about the job market. The
results indicate network strength and
access to contacts with job-related
information to be positively related to
the probability of re-employment. 

Implications for Employment-
Training Programs

The study demonstrated that higher
scores on the SNJSS were positively
related to the probability for re-employ-
ment. Employment training programs
provide an excellent opportunity to net-
work with others in similar circum-
stances. However, the contacts naturally
occurring to social assistance recipients
are likely to be others of the same
social strata, and therefore, the opportu-
nity for new and relevant job-related
information may be limited
(Granovetter, 1973; Smith 1999;
Wilkinson & Robinson, 1997).
Therefore, an intervention such as that
used in this study that assists partici-
pants to utilize the information arising
through their networks may be needed.
The treatment in this study, a job search
management system, was designed to
help the experimental group participants
to work through systematically the nec-
essary steps to become employed.
Without this intervention, the respon-
dents in the control group did not expe-
rience a growth in network value,
whereas the experimental group was
successful at increasing their SNJSS
scores. This network growth might have
been due to the job search facilitator’s
ability to monitor the number of con-
tacts the participants were making

throughout the employment program.
This is a point that could be explored in
follow-up research.

Placement rates in employment for
the Ontario Works employment training
programs are generally low (City of
Toronto, 2001) due to a number of dif-
ferent factors including labour market
conditions, psychosocial issues, and
limited skills of the participants. The
length of time on social assistance was
thought to be a factor in the strength of
a social assistance recipient’s network,
as indicated in Question 1. However,
the results indicated that there was not a
significant correlation between these
two variables. This could be attributed
to two factors: first, the sample for this
study had not been on social assistance
for a long period of time (average 1 to 2
years); and second, the size of the sam-
ple was relatively small (N = 132).
Future studies should use a larger sam-
ple and a greater range of time on assis-
tance to determine whether the length
of time on social assistance is positively
related to SNJSS scores. 

As indicated in question 2, there
was a statistically significant relation-
ship between re-employment and
strength of social network score—that
is, those who were re-employed had
higher scores than those who were not.
Although this significant relationship
does not speak to a causal relationship,
these data could be interpreted as mean-
ing that network strength increased the
probability of finding job-related infor-
mation. Those with lower scores on the
SNJSS networks may not have had the
social resources to access the ‘hidden’
job market that comes about from con-
tacts and may have resorted to more tra-
ditional job-search methods such as
through newspaper ads. The ‘hidden job
market’ refers to unadvertised job
opportunities; in order to access them it
is necessary to have active networks.
Social isolation becomes a major barrier
to re-employment for social assistance
recipients who have been on welfare for
an extended period of time (Barrett &
Cragg, 1998; Boisjoly, Harris &
Duncan, 1998; Leahy, Buss & Quane,
1995). Agencies delivering employ-
ment-training programs need to address
social isolation by developing curricu-
lum that promotes the monitoring and
maintenance of contacts that are added

to a participant’s network.
For the large majority of the sam-

ple who did not make the transition to
the labour market by the end of the
study, the lack of success in strengthen-
ing their networks became evident after
the post-test. The increased SNJSS
scores for the experimental group indi-
cate it could be useful to have a pro-
gram that encourages participants to
expand their networks with contacts
that could provide relevant job-related
information. The treatment allowed
facilitators to monitor and measure the
number of contacts each participant was
making throughout the program. If the
facilitator noticed that the participant’s
activity was not focused around
attempts to make relevant new contacts,
corrective actions were suggested. The
most common approach to job-search
training by the agencies was to monitor
the number of employment opportuni-
ties identified by the participant through
traditional methods and not focus on
sources of job-related information from
their networks. However, the treatment
in this study encouraged facilitators to
stress the importance of the number of
contacts made by participants and rated
the significance of each encounter to
determine the value of job-related infor-
mation provided by the new contact. 

As part of the treatment, social net-
work audits were performed on a regu-
lar basis to ensure that participants were
attempting to make contacts that could
assist them in their job search. The
results of the social network audit
allowed the facilitator to determine the
number of contacts each participant was
making. If there was a need to increase
the number of contacts, interventions
were implemented. For example, role-
playing techniques were developed to
practice the necessary rapport-building
skills and a script was developed to
assist participants to introduce them-
selves in networking situations. In
many employment-training programs,
facilitators take for granted that partici-
pants are able to develop rapport with
potential contacts in order to solicit
either job-related information or refer-
rals. After a lengthy period on social
assistance, research indicates that social
skills tend to erode due to isolation
(Smith, 1999; Strathdee & Hughes,
2002; Wilkinson & Robinson, 1997).
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The inability to generate new contacts
may be caused by low self-esteem,
depression, and lack of either motiva-
tion or self-efficacy (Eden & Aviram,
1993). 

Strengthening Social Networks

The treatment not only provided a
measurement and monitoring tool for
the job-search facilitator but also direct-
ly increased the number of contacts
who provided job-related information.
Traditional job-search programs must
go beyond simply introducing network-
ing skills and techniques that assist par-
ticipants in making contacts, but intro-
duce ways to monitor the number of
contacts they make, the value of each
contact, and whether new contacts are
in a position to provide job-related
information. By further determining the
value of a social network, job search
facilitators can utilize this information
to increase the probability of employ-
ment. 

In this study, over 50% of the
respondents had participated in a previ-
ous training program, and of those,
25.8% had participated in more than
two or more programs. Those respon-
dents who became re-employed were
more likely to be participating in their
first training program than the other
group members. If employment agen-
cies are going to increase the chances of
their participants making the transition
towards re-employment, they must
address this issue and understand that
multiple program participation may
affect the responsiveness to the inter-
vention. Necessary actions must be
taken to address possible reasons for
lack of success in previous programs. 

Referrals to employment opportu-
nities are the strongest link to re-enter-
ing the labour market. Studies have
indicated that those individuals that are
referred to job opportunities were more
likely to be hired than those who were
not referred (Fernandez & Weinberg,
1997; Newman and Lennon, 1995). It is
common for employers to use the social
networks of their employees when they
are interested in hiring someone
(Livingston, 2002); similarly potential
employees tend to use their friends to
gather job-related information. Using
these ties to hire new employees
reduces information costs and most

likely increases the quality of newly
hired employees (Livingston, 2002).
This evidence supports the notion that
through strengthening a social network
with contacts that provide job-related
information, the chances of re-employ-
ment are increased. 

Future Research

A number of limitations of this
study lead to ideas for future research.
A larger sample could be used to deter-
mine the effects of the job-search man-
agement system treatment across a
broader range of participants. As well, a
more comprehensive follow-up needs to
be conducted to determine the stability
of the networks.

The present study provides some
evidence of the importance of social
networks in increasing the probability
of re-employment, as identified in prior
research. A careful examination of the
treatment yields practical insight into
the nature and interplay of social net-
works and how programs and social
assistance recipients can utilize them.
Although the treatment has been tested
on a small sample, there is reason to
believe that it may have more general
use. Other populations such as employ-
ment insurance recipients and laid-off
workers can utilize the job search man-
agement system in their attempts to re-
enter the labour market.

The network strength increases
from pre- to post-test was substantial
for the experimental group. However, it
is necessary to perform longitudinal
studies that track participants and their
social networks over longer periods of
time. This will add to the understanding
of social networks and to developing
interventions for adding new contacts to
them. In order for individuals to re-
enter the labour market, adding helpful
contacts is of importance especially if
the goal is to increase job-related infor-
mation. The lack of meaningful con-
tacts within social networks amongst
the marginalized segments of the popu-
lation may exacerbate economic
inequalities and further marginalize
them from the rest of society because
low-income populated communities are
less likely to be connected to economic
opportunities (Wilson, 1996).

Implications for Practice

The ability of employment training
programs to aid social assistance recipi-
ents in transition towards re-employ-
ment is important. If administrators and
program planners are to be successful in
facilitating this transition, it is not
enough to measure social network
strength; it is also necessary to develop
practical applications in order to add
relevant contacts to them. The treatment
in this study provided participants with
a job search management tool that not
only managed the number of contacts
they made during their job search but
also monitored the value of each con-
tact. The effectiveness of employment
training varies depending on the num-
ber of previous training programs.
Government needs to take this into con-
sideration when creating new policies
for social assistance and develop pro-
grams that address social networks and
the impact they have in the transition
back into the labour market. When
implementing employment training it is
important that these considerations are
at the forefront, otherwise the interven-
tion will not match the needs of the par-
ticipants and may cause more harm than
good.

Conclusion

Four major findings from this study
have emerged and offer some insight
into the transition towards re-employ-
ment. First, although the length of time
on social assistance was not correlated
to the strength of an individual’s net-
work, it was found that the length of
time on social assistance is positively
associated with the number of previous
training programs. Widespread training
program recidivism minimizes the
impact of an intervention. It is likely
that participation in multiple training
programs is associated with ongoing
barriers to re-employment and therefore
a lack of readiness to receive career-
related information (Robbins & Tucker,
1986). The social assistance recipient
then becomes entrenched in the system
with minimal likelihood of benefit from
training programs. Further research is
required to determine the long-term
effect on social assistance recipients
participating in more than one program. 

Second, those participants in the
study who became re-employed demon-
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strated stronger networks than those
who did not find employment. Adding
contacts to a social assistance recipi-
ent’s network during a training inter-
vention could provide job-related infor-
mation that increases the chances of
them re-entering the labour market.
Third, the treatment introduced to the
experimental group was successful for
increasing the SJNSS scores. Increased
SJNSS scores may represent access to
job-related information, which in turn,
may provide additional job opportuni-
ties not found in more traditional job
search methods. Although this sequence
was not proved in this study, it could be
tested in subsequent research. Fourth,
social assistance recipients who are on
welfare for a longer period of time are
less likely to become re-employed.
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Abstract

In October 2006, a think tank com-
posed of career development educators
from across Canada was held to facili-
tate an in-depth discussion of career
development education in Canada.
Think tank participants deliberated on
educational requirements for career
practitioners, curriculum content of
career development programs, and the
professional identity of the career
development field. This paper outlines
the summaries of these discussions,
reviews relevant research, and poses
questions for further reflection. 

Introduction

Could we develop a model for
career development education that sug-
gests specific educational requirements
for those fulfilling different roles within
the field? What kinds of enhancements
could be made to career development
curriculum to ensure that practitioners
meet the needs of today’s clients? Can
education play a role in enhancing the
professional identity of the field? These
are questions that participants of the
“Advancement of Career Counsellor
Education in Canada” think tank
attempted to answer. 

The “Advancement of Career
Counsellor Education in Canada”
research project was conceived in order
to begin a process designed to articulate
the educational background that the
profession believes is necessary for
entry into, or advancement within, the
field. The first phase of this project
involved the production of the
Directory of Career Counselling/Career
Development Education Programs in
Canada, available online at Contact
Point at
http://www.contactpoint.ca/resources/Di
rectory_of_Education_Programs_2006.
pdf. The second phase entailed survey-

ing Canadian career practitioners to
gain a better understanding of the career
paths and educational backgrounds of
current practitioners. Over 1,100 career
practitioners responded to the survey,
and its results are also published in this
issue of the Canadian Journal of
Career Development. The third and
final phase of the research project, the
think tank, gathered career development
educators from universities, colleges,
and private training institutions from
across Canada to facilitate an in-depth
discussion of career development edu-
cation in Canada (for a list of think tank
participants, please refer to Appendix
A). This paper outlines the summaries
of these discussions and presents asso-
ciated research. It is our sincere hope
that these deliberations, indeed, this
research project as a whole, will
strengthen the field of career develop-
ment in Canada and ultimately enhance
the quality of career development serv-
ices for the benefit of all Canadians.

A Model for Career Development
Education in Canada

The Importance of Developing an
Educational Model

In most professions, it is clear what
type of education is necessary to fulfill
different roles at different levels. For
example, within the field of nursing, a
nurse practitioner is an independent
care provider with the broadest scope of
practice relative to other types of nurses
who, in addition to a nursing diploma
or degree, holds one to two years of
post-graduate training. In contrast, a
practical nurse works under the direc-
tion of a registered nurse or doctor and
has one to two years of college educa-
tion. This type of clarity in
education/occupational scope does not
exist within the field of career develop-

ment in Canada. There is currently
much diversity in the training and quali-
fications of practitioners in the field;
furthermore, the training and education
programs that do exist do not typically
lead to clearly defined occupational
roles.

In the absence of similar education-
al guidelines, it has been possible (even
easy in some cases) for those with no
career-specific education to practice in
the field. Without such career-specific
education, 

many career guidance practitioners
receive no thorough grounding in the
basic theories of career guidance, little
systematic exposure to the social and
economic contexts and purposes of
career guidance, and no systematic
applied training in the techniques that
form the basis of its practice
(Organisation for Economic Co-opera-
tion and Development, 2004, p. 99). 

An educational model has the
potential to draw attention to the impor-
tance of career-specific education and
to ultimately increase the level of train-
ing required of career practitioners.

Unlike other countries, Canada
does not lack training opportunities for
career practitioners – in fact, there are
currently 37 programs offered by 28
learning institutions in Canada that
either focus entirely on career develop-
ment or have a significant career devel-
opment component. Further, several of
these programs are offered online and
are thus very accessible. What is at
issue, though, is that these programs
vary significantly in terms of entry
requirements, length, curriculum con-
tent, hours of required practicum place-
ment, and nature of completion docu-
ment (that is, certificate, diploma,
degree, etcetera). Thus, one still has to
ask: What type and level of education is
required to enter the field of career
development? What type of functions is
an entry level practitioner qualified to
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do? What type of education is required
to advance within the field of career
development, and how do the occupa-
tional roles of these advanced practi-
tioners differ from those of entry level
practitioners? The development of an
educational model offers the opportuni-
ty to answer these questions.

The development of an educational
model is also ultimately in the best
interest of our clients. Currently, the
array of job titles and qualifications of
practitioners within the field makes it
very difficult for consumers to know
where to go or what to expect when
they seek employment-related assis-
tance. In a study designed to determine
the extent to which major career theo-
ries and research inform the work of
career practitioners with varied qualifi-
cations, Brown found that 

although many clients present with
clarified expectations and needs for
services, the service options available
to clients and the definition of career
counseling will largely depend on the
training level of the career counseling
professional. Consequently, a clearer
description and distinction of those
who provide services and the types of
services available is needed to assist
the consumer in the appropriate identi-
fication and attainment of his/her goals
(2002, p. 125). 

The development of a model could
also serve to enhance the field’s profes-
sional identity. Sunny Hansen, in a
recent analysis of the career counselling
profession’s strengths, weaknesses,
opportunities, and threats, states that 

one of the threats that seems important
to me is what I call the ‘deprofession-
alization’ of career counseling. It
seems that increasingly, in some sec-
tors, it has become an ‘anyone can do
it’ profession, a view that actually
diminishes the profession (2003, p.
47). 

An educational model would cer-
tainly go a long way towards reassuring
the public and related professionals that
the field of career development is a
serious one requiring specific training
and preparation. 

An educational model that outlines
the scope of practice at each level will
also make it easier for practitioners to
be cognizant of, and to adhere to, the
boundaries of their level of training. Of
particular importance in the field is the
extent to which a career practitioner can
or should provide personal counselling
to their clients. That “career counsellors

are frequently challenged to work with
a career dilemma that encompasses a
range of diverse issues and factors in
their clients’ personal lives” (Chen,
2001, p. 524) has been well studied and
is an accepted premise within the field.
Many would agree, however, that per-
sonal counselling requires a higher
degree of training than is offered by
some of the existing programs, typically
at least a master’s degree. This is not
always what happens in the field, how-
ever. In Brown’s research, he found that
both licensed psychologists/counsellors
and non-licensed counsellors indicated
that they do, in fact, address both per-
sonal and career issues in their work
with career clients (2002). This is prob-
lematic given that some practitioners
clearly do not have the level of training
needed to be working with clients on
such personal issues, but a model that
outlines appropriate roles at each level
of education will clarify the boundaries
and make it easier for practitioners to
know where to draw the line with
clients and when to refer them on. 

Another benefit of developing such
a model is that it will provide a bench-
mark to see how programs at different
levels connect to one another and there-
by give us the opportunity to build
bridges between certificate, diploma,
undergraduate, and graduate programs.
This will clarify how practitioners can
advance within the field. Since there
will very likely be both college and uni-
versity programs within the field over
the long term, an educational model
will allow us to begin forming relation-
ships that make sense between and
among programs. The planned model
will also be beneficial for any new pro-
grams being developed with respect to
understanding how they can best fit into
the current schema.

Finally, an educational model could
help set the groundwork for certifica-
tion requirements within the field.
While the advantages and disadvantages
of certification are beyond the scope of
this research, it does seem obvious that
a clearly articulated model could assist
in the processes of certification that are
beginning to take place in numerous
provinces.

The Challenges of Developing an
Education Model

Developing an educational model
broad enough to incorporate the wide
differences that currently exist in career
development education across Canada
is no small challenge. First, though the
field is only in its adolescence, there are
fully 37 programs that have either a sig-
nificant or an entire career development
focus. As stated earlier, however, these
programs vary significantly; there are
no less than seven different types of
completion documents represented
amongst these 37 programs: certificates
of accomplishment, certificates, diplo-
mas, undergraduate degrees, master’s
degrees, doctorates, and post-master’s
certificates. While most of these pro-
grams are strong in their own right and
offer a valuable curriculum, it is the
lack of similarity among many of the
programs that makes it difficult to inte-
grate them into a model. 

Regional differences in career
development education pose a second
challenge to the development of a
model. The differences between Québec
and the rest of Canada pose a particular
complexity, in that Québec is the only
province to regulate the profession:

To be licensed as a career counsellor
by the College, candidates must meet
the requirements set out in the regula-
tions adopted under the Professional
Code of Québec, which state that one
must have a master’s degree in career
guidance and counselling (Turcotte,
2005, p. 7). 

It should be noted, however, that
not all career development work is reg-
ulated in Québec: “The two other major
occupations in the field of career devel-
opment are employment counsellors
and career information specialists.
These two occupations do not have spe-
cific educational and occupational
requirements and are not regulated”
(Turcotte, 2005, p. 7). In any case, this
is clearly a very different picture from
the rest of Canada, and once again,
poses a challenge to the development of
a nationwide model.

A third challenge involves the mul-
titude of sectors in which career devel-
opment work is carried out. “School
counselors, community college and uni-
versity career counselors and academic
advisers, employment counselors, coun-
selors in employee assistance programs,
rehabilitation counselors, counseling
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and clinical psychologists, and other
helping professionals all provide career
counseling in organizations and private
practice, although with different pur-
poses and intensity. These persons dif-
fer in training and knowledge about
career counseling and in the approaches
to career counseling that they use”
(Herr, 2003, p. 11). The question is,
how do we deal with these different
notions of what type and level of train-
ing is appropriate for practitioners in
these different sectors? Currently there
are educational guidelines or standards
for some (for example, guidance staff in
secondary schools) but not for others
(for example, practitioners in communi-
ty agencies). It may be necessary for
the model to evolve over time in order
to encompass each of these sectors. 

A fourth challenge is presented by
the varying amount of career-specific
curriculum within each of the existing
programs. Dagley and Salter found in
the United States that;

special nondegree training programs
for career development facilitators add
a much needed emphasis in career
development theory and research, but
little in supervised counseling, where-
as typical counselor preparation degree
programs provide excellent supervised
counseling training but little-to-no
career development instruction or
career counseling supervision  (2004,
p. 102).

This is not universally the case in
Canada, but it is true that the certificate
and diploma programs in most cases
have more career-specific content than
the graduate level programs in coun-
selling psychology (except in Québec,
where undergraduate and graduate pro-
grams are career-specific). Once again,
then, this poses a challenge in develop-
ing a model. How do we devise a
model that incorporates, on the one
hand, programs that are entirely geared
to career development with those that
are geared more specifically towards
counselling on the other?

A final challenge will be to form a
collaborative, rather than a competitive,
approach to future discussions amongst
educators. A culture of competition has
historically existed amongst universities
and colleges in Canada, as all vie for
top students, faculty, and staff as well
as for rankings and research dollars.
Fortunately, more recent initiatives have
demonstrated a new trend towards col-

laboration, such as the Campus Alberta
Applied Psychology: Counselling
Initiative, a partnership between the
University of Lethbridge, the University
of Calgary, and Athabasca University.
This type of initiative demonstrates a
will and an ability to work together,
which bodes well for increased sharing
and connections among career develop-
ment programs and for the development
of an educational model, even in this
culture of institutional competition.

Presenting a Model for Career
Development Education in Canada

In spite of the inherent challenges
involved in the development of an edu-
cational model, members of the think
tank were able to formulate a draft
model for career development educa-
tion. While the model requires further
elaboration (a working group has been
struck to continue its development), it
does begin to classify the different
types/levels of services provided by
career practitioners. It also suggests
educational requirements for each type
of service. 

Although differentiated roles with-
in the field of career development have
never been clearly defined, the notion
that there are multiple roles within the
field, rather than one singular role, is
not new. Herr has argued that “career
counseling can be seen as a continuum
of interventions rather than a singular
process” (2003, p. 11). Furbish also
suggests that career services encompass
a range of activities and differentiates
between services that are job, occupa-
tion, or career related. He defines job
issues as those that provide “assistance
with the development of employment
seeking skills such as CV writing, find-
ing job openings and interviewing
skills,” occupational issues as those that
call for “assisting clients to examine
their preferences and investigate occu-
pations that will satisfy those prefer-
ences,” and career issues as those that
“are concerned with the holistic integra-
tion of work within one’s other life
roles and adjusting to transitions within
work-life patterns” (2003, pp. 3–4). 

The draft educational model
devised at the think tank sessions (see
Figure 1) also recognizes the notion that
there are multiple and distinct roles
within the field. Based on previous

work done by Borgen and Hiebert
(2006, 2002), the model suggests that
services carried out by career practition-
ers can be broken into three types:
advising, guidance, and counselling.
Each has a different objective and
serves a different function. Advising is
focussed primarily on the problem at
hand, and involves the provision of
general, “non-personalized” information
regarding a particular topic or focus.
For example, describing different styles
of résumés to a client would be consid-
ered advising, as would helping clients
access career information or making
them aware of other career services that
are available. Guidance is broader in
scope and involves the provision of
information or psychoeducational serv-
ices more directly tailored to the client’s
needs than the advisory function.
Guidance requires the practitioner to
first gather information about the client,
often through an interview or other kind
of assessment, thereby increasing the
likelihood that services obtained are
congruent with the client’s unique
needs. A practitioner who explains to a
client how the results of an interest
assessment might influence her occupa-
tional choice would be providing guid-
ance. Counselling moves beyond infor-
mation provision to broader issues and
could include the;

application of  career counseling to
stress reduction; anger management;
integrating and resolving conflict
between career and other life roles;
helping persons reconstruct and
reframe past experiences; learning
ways to reduce their indecisiveness;
assisting in modifying irrational career
beliefs; addressing underlying issues
that lead to work dysfunctions, includ-
ing unresolved issues in the family
drama being played out in the work-
place; providing opportunities for dis-
placed persons to vent their anger and
their feelings about personal concerns;
job loss; and the loss or diffusion of
personal identity  (Herr, 2003, p. 11). 

Refer to Borgen & Hiebert (2006,
2002) and Hiebert & Borgen (2002) for
more information regarding the distinc-
tion between advising, guidance, and
counselling.



This model demonstrates the pro-
portional amount of time that practition-
ers with different credentials would
spend offering the three different types
of services: advising, offering guidance,
or counselling. The use of such graphics
to demonstrate the intensity of various
roles is based on previous work done by
think tank participant Kris Magnusson
(Magnusson, Day, & Redekopp, 1993;
Magnusson, 1992). The model suggests
that a Level 1 practitioner, who would
fulfill primarily an advisory function
(and minor roles in guidance and coun-
selling), would require a career-specific
college or university certificate. A Level
2 practitioner, whose function would be
primarily the provision of guidance (but
who would also fill some advising and
counselling functions), would require
either a career-specific diploma or
undergraduate degree (though the latter
exists only in Québec at the present
time) or a non career-specific diploma
or undergraduate degree plus a career-
specific certificate or diploma. A Level
3 practitioner might perform a minor
advising role, but his or her main func-
tions would be either guidance and
counselling, or designing and coordinat-
ing career services. Typically, these
types of roles would require a master’s
degree, post-master’s certificate, or doc-
toral degree in counselling psychology
or a related field. 

Worthy of discussion is the larger
counselling role at Level 3. It is becom-
ing increasingly commonplace to expect
that those performing a counselling role
have at least a master’s degree in the
counselling field. For example, in most

American states, counselling is a regu-
lated occupation requiring one to hold a
minimum of a master’s degree in coun-
selling or a related field, plus a defined
amount of supervised practice in the
field. In Canada, there is no govern-
mentally regulated credentialing of the
profession, but the Canadian
Counselling Association awards their
‘Canadian Certified Counsellor’ desig-
nation only to those holding an appro-
priate master’s degree in counselling
that includes a compulsory practicum.
The draft model presented here reflects
the notion that a higher level of educa-
tion is indeed required to perform coun-
selling functions.

Members of the think tank agreed
that job titles should be created and
used consistently to represent the three
different levels presented in the model.
While there is not yet consensus on
what these titles should be, it was sug-
gested that a Level 1 practitioner could
be termed a Career Advisor, a Level 2
practitioner a Career Practitioner, and a
Level 3 practitioner a Career
Counsellor. An umbrella term to
describe each of these types of roles
within the field of career development
must also be determined. This paper,
and many others in the field, consistent-
ly uses the term Career Practitioner to
refer to those performing any type of
role within the field of career develop-
ment. Naturally, if the Career
Practitioner title becomes the standard
term used to denote Level 2 practition-
ers, we will need to devise a new
umbrella title term. 

One of the benefits of this draft

model is that it incorporates all pro-
grams at all levels as they currently
exist. It recognizes that each fills a spe-
cific need and does not put any program
in jeopardy of being lost or deemed
irrelevant. Another benefit is that it
acknowledges that some roles within
the field do not require in-depth coun-
sellor training – a benefit given that the
existing non-degree programs tend to
have less counselling-specific curricu-
lum and fewer supervised practicum
hours. 

A potential drawback of the model
is that it could ultimately lead to more
expensive service delivery, a risk inher-
ent in any initiative that moves towards
professionalization (OECD, 2004).
Several think tank participants voiced
concern that this model could indeed be
ignored or rejected by primary funders
concerned about service delivery costs.
Communicating the benefits of this edu-
cational model to all stakeholders in the
field will thus become an important task
for the educators group.

Next Steps for the Model

While the draft model presented in
this paper has made great strides in
defining occupational roles and corre-
sponding educational requirements, we
must remember that this is only its pre-
liminary form; elaboration in several
areas will further clarify and enhance
the model. For example, the specific
curriculum to be covered at each level
needs to be determined, as does the
number of hours of required, supervised
practicum for each level.
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Figure 1: Draft model for career development education. The shaded areas represent the proportional amount of time service providers with
differing types of education would spend providing the three principal types of service.

T



As mentioned earlier, communica-
tion of the model to members of the
field is also important and needs to be
considered along with further refine-
ments. How to communicate the model
and with whom will both be important
questions to consider. One approach
would be to let the logic and value of
the model speak for itself, rather than
trying to fervently impose it on the
field. The model’s inherent logic and
simplicity bodes well for its potential to
have an important future impact on the
field of career development in Canada.

As the field continues to grow and
mature, it is possible that we will begin
to see the development of educational
specializations within the field. The
possibilities for such specializations are
numerous, but one might specialize in
working with new Canadians, for exam-
ple, or in working with individuals
diagnosed with a mental illness.
Similarly, the need for career develop-
ment training for linked professions, for
example, social workers or human
resources professionals, is also begin-
ning to be recognized and may start to
be developed some time in the future.
How or if such specialization and train-
ing for linked professions becomes
incorporated into this model will need
to be determined. One approach would
be to link specializations and training
for linked professions to the model,
rather than actually embedding them
within it.

Canadian Career Development
Curriculum

Reflections on the Current Situation

The first phase of this research
project involved the development of the
Directory of Career Counselling/Career
Development Education Programs in
Canada. While gathering data about
their programs from directors and coor-
dinators in order to compile the directo-
ry, additional inquiries were made about
the type of curriculum each covered.
Most programs contain at least some
common content, including but not lim-
ited to career development theories,
interviewing skills, group facilitation
skills, career assessment, ethics, and
working with diverse populations. 

Beyond this, there are some signifi-
cant differences depending on whether
the program is non-degree or degree

granting. For example, career informa-
tion, work trends, and work search tech-
niques tend to be covered more often in
the non-degree programs, whereas
degree programs tend to expand their
coverage of general counselling theo-
ries. When the career development edu-
cation model (described in the section
above) is more fully developed, it will
be important to link different types of
curriculum with the different program
types/levels.   

Another area of divergence was in
the number of practicum hours required
by programs; they ranged from no
practicum requirement to as many as
770 hours. Shorter practicum require-
ments were connected for the most part
with the certificate programs, while
greater practicum requirements tended
to be associated with diploma, under-
graduate, and master’s programs. If stu-
dents enrolled in the certificate pro-
grams are already working in the field
of career development, they have a nat-
ural venue where theory and practice
can come together. However, for those
not working in the field and/or who
have no career development experience,
providing an appropriate mechanism for
them to connect theory and practice
presents a serious challenge. Since the
practicum is an ideal way to help stu-
dents link theory and practice, further
discussion by educators of what consti-
tutes a practicum and how many
practicum hours should be required is
important.

An equally important aspect of
helping students relate theory to prac-
tice is effective, career-specific supervi-
sion. McMahon identified the lack of
importance paid to supervision and the
relatively few professional articles writ-
ten about supervision in the career
counselling literature as long ago as
2003. Without supervision, especially
for a student or a beginning practitioner,
it is challenging to put theoretical
knowledge into practice. This lack of
supervision may also suggest to the
trainee that career work is neither com-
plex nor difficult enough to require
supervision, a fundamentally incorrect
assumption/perspective. It should also
be noted that inadequate supervision
becomes even more serious as the scope
of career development practice expands.

The Importance of Expanding the
Curriculum    

In addition to working on a draft
educational model, the think tank
included discussions on what curricu-
lum should be taught at the various lev-
els of practice and how to effectively
incorporate new concepts and ideas.
Curriculum issues included the follow-
ing questions: How should personal
counselling and career counselling be
reconciled in career education pro-
grams? How, and to what extent should
cybercounselling content be incorporat-
ed into the curriculum? Finally, how
should career counselling knowledge
and skills best be provided to allied pro-
fessional programs? These issues are
discussed later in this paper. 

The area given the most attention
and that would require the greatest cur-
riculum changes concerned the develop-
ment of competencies that would
expand the focus of career development
education beyond providing services to
the individual; these changes would
help career practitioners address broad-
er issues related to organizational and
societal influences. Many of the career
challenges individuals face are not the
result of individual shortcomings, but
rather arise from known deficiencies in
systems and/or policies. To effectively
address big picture problems, a practi-
tioner needs such knowledge and skills
as advocacy, social planning and social
policy, social action, and community
development. Through inaction or a
lack of attention to macro issues, career
practitioners can in fact become a part
of the problem. Arthur summarizes
these points succinctly:  “Career practi-
tioners need to consider how their work
inadvertently supports the status quo
and be prepared to address social forces
that pose as systemic barriers to peo-
ple’s growth and development” (2005,
p. 41).

An example from public policy
helps to illustrate how this expansion of
the work of the career practitioner can
better serve clients. In most countries,
career development has been the object
of public policy. Nonetheless, career
practitioners have not usually been
involved in the creation of public poli-
cy.  Thus, the profession is delegated to
carrying out the notions and policies of
the government in power without hav-
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ing much affect on them. This lack of
direct involvement leads to policies that
can adversely impact the delivery of
who gets service, how they access that
service, and what services are provided
(Herr, 2003). When working with immi-
grants, the counsellor is often obliged to
help individuals deal with the con-
straints imposed by immigration policy
or professional certification bodies.
These constraints at minimum appear to
be fundamentally unfair, and they are,
in fact, often inequitable. This is clearly
an area where the direct experience of
career practitioners could very positive-
ly affect public policy; it could poten-
tially have an important, long-term
impact on the conditions of employ-
ment for many immigrants and refugees
while also making more effective use of
the national talent pool.

Interestingly, the founder of the
field of vocational psychology, Frank
Parsons, was committed to social
change, social justice, and social action.
Dr. King Davis defines social justice as
follows:

Social justice is a basic value and
desired goal in democratic societies
and includes equitable and fair access
to the societal institutions, laws,
resources, opportunities, without arbi-
trary limitations based on observed, or
interpretations of, difference in age,
color, culture, physical or mental dis-
ability, education, gender, income, lan-
guage, national origin, race, religion,
or sexual orientation (2004, p. 236).

Parsons demonstrated in his writings a
concern for the marginalized and less
fortunate in society (O’Brien, 2001).
Until recently, however, both the theory
and practice of career counselling have
been developed primarily to assist those
who live in relative affluence. Those
who are less fortunate and who need to
work simply to meet their basic needs
of shelter and housing have been large-
ly neglected (Whiston, 2003).

There has recently been renewed
interest in returning to the roots of
career counselling as they were estab-
lished by Parsons. This calls for a more
expansive conceptualization of career
theory and practice in order to help
clients deal with issues like poverty,
discrimination, and oppression. For
example, Guichard (2003) discussed
career counselling’s evolving goals and
called for career practitioners to create a
new context for research and practice,

one that would attend to the broader
context of human development in order
to meet the needs of the human commu-
nity without neglecting the individual in
the process. 

In related work, Hansen argues that
it is no longer enough to match people
to jobs. She calls for a more holistic
approach to career counselling that
requires various life roles and other life
dimensions to be taken into account. “A
weakness of career counselor education
programs is the reluctance or inability
to see career counselors as change
agents who can help not only individu-
als to change, but systems to change as
well” (2003, p. 45). She recommends
that training programs expand the cur-
riculum to include related life roles as
well as work roles, and that organiza-
tional career development be built into
training programs. She recognizes that
working to meet the needs of a diverse
population is an important first step but
goes on to say that “the work has just
begun” (Hansen, 2003, p. 45). She evi-
dently believes that expanding the cur-
riculum to include the counsellor’s role
as an advocate and an agent of change
presents a challenge.

In keeping with career practitioners
working with a broader conceptualiza-
tion, there has been a developing com-
mitment to working with multicultural
populations in a way that recognizes
and is sensitive to cultural differences.
The number of journal articles address-
ing culturally competent careeer coun-
selling continues to increase. This inter-
est and concern with cultural differ-
ences has been extended to an even
broader perspective to encompass diver-
sity that includes gender, age, sexual
orientation, socioeconomic status, social
class, ability, and religion.  In fact, our
curriculum research indicates that diver-
sity is covered in all of the programs
surveyed in some way, and that a full
43 percent devote an entire course to
diversity issues. 

Arthur, however, goes well beyond
calling for cultural sensitivity and com-
petence in career counselling, advocat-
ing that perspectives on social justice be
incorporated into the roles and interven-
tion methods of career practitioners.
She also calls for career practitioners to
develop the competencies needed to
bring about institutional change and to

carry out social action roles and sys-
temic interventions. In fact, she has
developed 17 competencies that would
afford career practitioners the skills to
support social justice interventions. She
states that “ultimately, the linkage
between social justice and career devel-
opment needs to inform curriculum
design for career practitioners” (Arthur,
2005, p. 143).

A review of social work education
may provide insights into how such
social justice competencies could be
built into the education of career practi-
tioners. Social work is a values-based
profession. All education for the profes-
sion promotes the development and
advancement of knowledge and skills
that further clients’ well-being and pro-
motes social and economic justice.
Within this overarching framework, the
curriculum is divided into “micro” and
“macro” practice. Micro practice
involves interventions aimed at prob-
lems confronting individuals, families,
and small groups; macro practice, on
the other hand, concerns social work
interventions designed to bring about
change in organizations and communi-
ties. In most social work programs, a
student chooses to concentrate on either
micro or macro practice, but must also
take some courses from the other area. 

The social work education
approach may not be a complete model
for the field of career development. It
does, however, provide some guidance
as to how we might strive to meet two
general objectives. The first is to build
in the values associated with social jus-
tice as a part of the foundation of the
career development profession and its
educational aims. The second is to build
into the curriculum the development of
some general skills and awareness
regarding macro issues for all members
of the profession and perhaps allow
some to develop specialized skills in
this area. 

Roadblocks to Incorporating Macro
Issues into the Curriculum

As with any proposed change, there
will be uncertainty and some reluc-
tance. What is proposed will require
significant adjustments to a program’s
curriculum, and this will only happen if
educators are convinced of the value
and importance of the changes and thus
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motivated to incorporate them into the
program of study. The motivation and
education of educators are particularly
important since each program’s curricu-
lum is typically very full, and there are
many competing interests regarding
what might be included. Further, phase
one of this research project revealed
that little attention is currently paid to
macro issues in the programs, possibly
because many of the educators them-
selves are graduates of individually
focussed educational programs that do
not naturally lend themselves to a
macro viewpoint. Hiebert, McCarthy,
and Repetto make a related point:
“Career counsellor education primarily
stems from a psychological background
(versus a career development, adult
transition, or labour market back-
ground), and does not address the
diverse career paths and complex labour
market that clients encounter” (2001, p.
1). It will be essential to find mecha-
nisms that will keep educators at all
levels informed about, and involved in,
the evolution of the curriculum.

Practitioners and educators will
also need to be convinced of the worth
of expanding the curriculum and profes-
sion into new and less familiar areas of
practice. In part because of their educa-
tional backgrounds, and especially in
the early years of work, most practition-
ers are focussed on helping the individ-
ual and are not invested in learning how
to change large systems and how those
systems impinge on their client’s lives.
In later years, practitioners often devel-
op a frustration with “the system,” but
they have not, for the most part, devel-
oped nor practiced the skills to effect
change within it. In a survey of practi-
tioners conducted in the second phase
of this research project, macro skills
like lobbying government, addressing
social justice issues, advocating for
clients, program promotion, manage-
ment, and administration were all con-
sistently rated less important than skills
related to direct client work. If practi-
tioners were to realize that career prac-
titioners could and should influence
social and political systems and could
see a way to help their profession do
that, the value they see in their work
could change substantially (especially
in later years) and provide strong sup-
port for the curriculum changes we pro-

pose. Effectively instituting these pro-
posed changes will require a program of
continuing education for practitioners. 

One further roadblock is the lack of
quality resource materials on macro
issues, including social and economic
justice, which can be readily utilized in
a classroom or practice setting. This
dearth makes it much more difficult for
educators to experiment with incorpo-
rating these ideas or to adopt recom-
mended curriculum changes. The devel-
opment of effective educational
resources must be a key aspect of an
implementation strategy. As is outlined
below, a newly formed educational
group is beginning to develop educa-
tional resources, some of which empha-
size social justice and macro-level
issues.

Next Steps for the Curriculum

There was considerable support
and enthusiasm at the think tank for the
evolution of program curriculum
towards providing theoretical and prac-
tical content on the ideas and values of
social and economic justice and on the
development of the skills required to
promote social change. It is important
to note that we are at the very begin-
ning of this endeavour; it is no small
task to evolve a curriculum (or curricu-
lum guidelines) on a national level,
given the requisite acceptance of the
stakeholders of the development of a
new lens and an expanded set of com-
petencies. However, if we as educators
were able to incorporate social justice
competencies into the curriculum on a
nationwide level, Canada would clearly
become a leader on the international
stage. 

The extent to which the various
aspects of macro practice should be
included at each level of training in the
model discussed above will need care-
ful consideration and discussion. For
example, it would seem plausible that
practitioners involved primarily in
advising would need only a general
awareness of macro practice issues and
their importance as part of the career
development environment. This aware-
ness could perhaps be acquired from a
well-designed course or module. On the
other hand, practitioners primarily
involved in counselling would be
expected, from a macro perspective, to

be able to engage in social planning ini-
tiatives, demonstrate advocacy skills
with individuals or systems, and con-
tribute to the designing of social policy
as it relates to the world of work. A per-
son would need to have at least one
course, and perhaps more, that deals
with macro theory and practice in order
to work in the macro arena. 

As noted earlier, a number of other
curriculum questions and challenges
arose that were not discussed in the
depth they deserve owing to time con-
straints. One issue concerned the inter-
face between career counselling and
personal counselling. Career coun-
selling cannot be neatly separated from
the counselling that affects the other
aspects of the client’s life. Because of
their particular education, some coun-
sellors are able to deal with many of the
major issues in clients’ lives, including
career issues, personal issues, and even
some associated with mental health.
Others will not be able to work with
these broader issues and problems
because they lack the required educa-
tion, but at a minimum, career practi-
tioners should have the knowledge to
recognize personal problems and, when
necessary, effectively refer clients to
appropriate professionals. This interface
will become clearer as the model devel-
ops and as the roles of various career
professionals are more completely
defined. 

Cybercounselling, another curricu-
lum issue addressed by the members of
the think tank, currently receives little
coverage in the training programs we
reviewed. Although there has been
skepticism of cybercounselling, espe-
cially as it relates to ethics, many career
practitioners are clearly innovating and
engaging in the practice of distance
advising/counselling. Cybercounselling
presents numerous complexities for
career education, for example: What
new or different competencies are need-
ed to act effectively from a distance?
Can these competencies fit within exist-
ing programs? To what extent should
students generally be trained in these
areas? Do we need a distance career
development specialization? These
complicated questions require much
more discussion. 

Yet another issue was how career
education can best interface with the
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curriculum of related professions like
social work, human resources, and
vocational rehabilitation. These practi-
tioners work with clients whose pre-
senting problems are, for the most part,
not directly work related. However,
since work is so central to most peo-
ple’s well-being and can cause so much
distress, work and career issues are
often major contributing aspects of a
client’s problems. Thus, some knowl-
edge of career development theory and
career counselling techniques, as well
as awareness of the possibility and
importance of referral when career
issues are paramount, would benefit
related professionals and help them help
their clients. We need to consider how
important this is to the field, and
whether it is possible to raise awareness
within our educational institutions so
that there is a role for career education
programs to provide service courses in
allied programs.

A preliminary step has been taken
since the think tank, namely the estab-
lishment of a group of educators inter-
ested in developing written materials on
current issues and advances in the field
of career development in Canada. The
exact form this publication will take is
still under discussion, but social justice
and social justice competencies as they
pertain to career development will be a
major focus. It is our hope that this
work will lead to the development of an
introductory text providing students and
faculty with details and overviews of
macro issues and a few more badly
needed resource materials treating
advancements and best practices in
Canada. The development of these and
other resource materials would help
immensely to address pedagogical
issues while easing the process of cur-
riculum adjustment.

Professional Identity an
the Role of Education

Career development educators, like
others involved in the field of career
development, are concerned with the
field’s professional identity. That the
services provided by career practition-
ers receive little visibility and are not
generally well understood or sought out
by the general public is a commonly
felt frustration for those working in this
field. A 2006 CERIC survey conducted

by Ipsos Reid found that when seeking
career planning assistance, a majority of
Canadians seek the help of
relatives/friends/neighbours (68%), co-
workers/associates (67%), or newspa-
pers (67%) rather than the services of a
career specialist (47%). That more
Canadians would seek career assistance
from a friend or relative over a career
practitioner offers some proof that
“career counseling’s identity status
resembles that of a client who lacks
vocational identity and clearly articulat-
ed goals” (Niles, 2003, p. 73). 

Of particular concern to educators
with respect to professional identity is
the number of titles being used within
the field to describe this work. In the
survey carried out as phase two of this
research project, respondents were
asked to indicate their job title.
Significantly, a full 37% of respondents
did not fit into one of 13 common job
titles used in the field. (This issue does
not carry over to Québec, where 69% of
respondents fit into just one job title:
conseiller d’orientation). This diversity
of titles is also seen in the names of
career development education programs
across the country. While some program
titles use the term  “career practitioner,”
others use “career counsellor,” ‘career
management professional,” “career
facilitator,” or “career development
coach.” Clearly this unrestrained use of
titles in the workplace and in our pro-
gram descriptions needs to be
addressed, and educators can play a
positive role through further develop-
ment and communication of the educa-
tion model outlined in the first section
of this paper. This model has the poten-
tial to begin a process of making titles
more descriptive, consistent, and mean-
ingful, both to those in the field and to
the general public.

While raising the professional iden-
tity of the field is no small task, and
further, is one that will most certainly
require a multi-faceted effort on the part
of practitioners, employers, associa-
tions, and government alike, it is the
educators’ hope and belief that both
increasing the profile of career develop-
ment specific education (through the
draft model presented earlier in this
paper) and enhancing its curriculum
will serve an important function in this
regard. Indeed, McCarthy (2001) does

suggest that training has a dominant
effect in establishing a professional
identity.

Conclusion

As was outlined earlier, this
research project was conceived in order
to begin a process designed to articulate
the educational background that the
profession believes is necessary for
entry into, or advancement within, the
field of career development. This paper
developed out of the third phase of the
project; bringing together educators
from across Canada to a think tank in
order to discuss these educational and
professional issues. Although subsets of
this group meet with some regularity
for other purposes, this was the first
meeting of career educators that includ-
ed representatives from French- and
English-speaking Canada, from univer-
sities and colleges, and from the private
sector. Informal reports from partici-
pants suggest that these discussions set
the stage for some significant progress
towards developing an innovative and
comprehensive framework for the edu-
cation of career practitioners in Canada. 

The development of an educational
model has the potential to be a major
step forward for the field. It has the
potential to define exactly what educa-
tion is required to enter the field of
career development, how one could
advance within the field, and how the
occupational roles of the entry-level
person differ from those of an advanced
practitioner. This clarity of definition
alone would help draw attention to the
importance of career-specific education
and the services that career practitioners
have to offer. A well-developed model
would also offer consumers more clari-
ty to help them access the type and
scope of service they require. This work
is far from complete, but we hope that
the energy and enthusiasm this project
has generated will provide impetus to
move the model forward.

The think tank brought to light
many important discussions on curricu-
lum that were as valuable as the discus-
sion of the model. With representatives
from all educational sectors, the delib-
erations afforded a rich dialogue on
how the curriculum could evolve and
expand. One area requiring significant
effort is the inclusion into the curricu-
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lum of a social justice lens and macro
practice competencies. The develop-
ment of an appropriate curriculum and
its adaptation into current Canadian
career education programs would
advance the field and make internation-
al leaders of Canadian career education
programs. This challenge is indeed
daunting, but it is also tenable. There
was a spirit of co-operation among the
participants at the think tank that we
believe will support the initiative’s for-
ward momentum.

We would like to thank the educa-
tors who attended the think tank for
their enthusiastic support of this
research project and for the tremendous
contributions that set the stage for more
discussion and forward movement. We
would also like to express our thanks to
CERIC for their professional and finan-
cial support of this endeavour.
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Abstract

The Dalhousie University Career
Counselling Internship Programme was
established in 1987 to provide specialist
training in Career Counselling. The
Internship is a full-time, 10 month,
post- master’s programme of supervised
work and study. Of the 24 participants
who have completed the Internship, 13
were School Counsellors on leave from
their School Boards and 11 were
Professional Counsellors, Social
Workers, and Psychologists who came
without institutional sponsorship. This
article describes the major components
of the Internship the: history; purpose;
admission process; programme goals;
objectives; and program content. This
article also critically reviews evalua-
tions of the Internship, the impact the
training has had on the Interns’ personal
development and professional practice,
and the reciprocal benefits.

History

The 1980s brought a time of eco-
nomic recession and rapid advances in
information technology. Problems peo-
ple had looking for work, and the bur-
geoning of career options related to
computer science, were concerns which
were frequently addressed in the media.
There was also a strong media emphasis
which questioned the value of post-sec-
ondary education and its application to
work. Perhaps because of the pressures
these changes created, and the attention
given to them by the media, there was a
significant increase in the demand for
career counselling services at Dalhousie
University (Dal News, 1987, p.1-2).
Despite this demand, there was a scarci-
ty of counsellors with career coun-
selling expertise and a growing aware-
ness that there were no opportunities for
this specialty training available in Nova
Scotia.  Indeed, in spite of the need for
career counselling training, the few uni-
versities in Canada which provided

graduate course work in counselling
limited their offerings to introductory
theoretical courses and did not offer
applied career counselling courses. 

In 1987, with the endorsement of
the provincial Education and Social
Services Ministers, the Counselling
Foundation of Canada supported the
creation of the Dalhousie University
Career Counselling Internship
Programme. This full-time, ten-month
programme of work and study is the
only continuing education career coun-
selling opportunity available to counsel-
lors in Nova Scotia, and it is the only
program of its kind in Canada. 

Purpose

Building on the basic training pro-
vided by graduate programs with cours-
es in counselling and career develop-
ment, the Dalhousie University Career
Counselling Internship Programme pro-
vides advanced training and supervision
designed to support the development of
a career counselling specialty. As the
Interns learn how to enhance their
knowledge and skills, they work with
the career counselling staff and clients
of Dalhousie University.

Participants

Over the last 19 years, a total of 24
Interns completed the Internship
Programme.  Thirteen of the Interns
were School Counsellors (MEd.
Counselling) who had been awarded
educational leaves from their School
Boards. The remaining interns, who
came without institutional support,
included: 3 (MSc.) Clinical and
Educational Psychologists; 4 (MSW)
Social Workers; and 4 (MEd.
Counselling) Professional Counsellors.
In addition, the programme has accom-
modated graduate level career coun-
selling practicum students and under-
graduate level volunteer Career
Information Assistants who, on occa-

sion, learn under the supervision of the
Interns.

Admission and Selection of Interns

Requirements

Applicants who are selected for the
Internship are experienced professionals
with a minimum of a Master’s degree in
Counselling, Psychology or Social
Work. Applicants must also demonstrate
an interest in and capacity for independ-
ent study, and typically have a history
of professional leadership. Priority is
given to applicants who have a combi-
nation of experience, motivation and
expertise in counselling.

Application Procedure 

The Internship application proce-
dure is a competitive process for the
candidates. The candidates must submit
a letter of intent and a resume, and be
prepared to discuss their applied
research interests during a selection
interview. The applicant must also iden-
tify referees who can discuss the quality
of their work, ethical behavior, coun-
selling skills, interest in the area of
career development and their suitability
for the Internship. Applicants who are
School Counsellors must also apply for
a ten-month educational leave from
their School Board.

Selection Process

During the interview, applicants are
questioned about their counselling
styles, theoretical orientation, comfort
level with training and supervision,
knowledge of both the theory and prac-
tice of career counselling, (especially
the issues that impact on career choice
and development), and their personal
and professional goals and expectations
of the programme. The selection criteria
are designed to assess the candidates’
counselling expertise, motivation,
enthusiasm, professional presentation,
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and suitability.  Also closely examined
is their preparedness to put themselves
in the role of a student: to have their
skills closely examined; to have their
individual caseloads closely monitored;
to be willing to risk being vulnerable
under observation while demonstrating
new skills and advanced techniques; to
be motivated to conduct research; as
well as to examine, at length, the com-
plexity of counselling as it relates to
career development.

Goals and Objectives

The Internship is designed to guide
the Intern’s examination of the field of
career choice and development, as well
as to provide opportunities for in-depth
study in areas of personal interest.
Clearly defined goals and objectives are
presented as modules which include:
the theoretical context for counselling;
individual career counselling; psycho-
logical testing; the role of career infor-
mation with special emphasis on the on-
site Frank G. Lawson Career
Information Center; portfolio develop-
ment; and employment counselling. The
applied research project and the aca-
demic advising module objectives and
timelines are created based on the needs
of each Intern and the communities they
serve. Special modules are also avail-
able (as time, interest, and resources
permit), for learning how to deliver
peer counselling and mentoring pro-
gramming. These modules are often
worked on simultaneously, but the crite-
ria for measuring the mastery of these
goals are stated sequentially as learning
objectives. This allows the Interns to
have a concrete sense of the Internship
Programme’s timing and pacing, as well
as an awareness of their individual
progress.

Firmly grounded in classic and cur-
rent career development theory, models
and practices, these modules outline the
systematic examination of career devel-
opment theories and career counselling
practices.  As the goals of the Internship
and those of each Intern are integrated
with priorities, objectives and timelines
the emphasis of the programme content
is negotiated and tailored to the Intern’s
personal and professional needs.

Programme Content

Theoretical Context

The areas of study imbedded in the
Internship include the examination of
career development theories and their
impact on career counselling research
and practice. Having already been intro-
duced to these theories in their graduate
programs, Interns are expected to apply
these theories to their caseloads and
research projects.  They are expected to
initiate daily discussions and weekly
seminars designed to reveal and extend
their ability to apply theoretical knowl-
edge to their counselling practice and
research projects. 

The strong academic focus of the
Internship was recognized by Dalhousie
University’s former School of
Education. Before Dalhousie’s School
of Education was closed, Interns could
also simultaneously enroll in the
Educational Psychology program and
receive graduate level course credit for
the readings, project, and practicum
components of the Internship.

Career Counselling

The intensive supervised coun-
selling experience is an integral daily
component of the Internship. In spite of
the language typically used to describe
career issues, research and practical
experience reveals the very personal
concerns that people bring to career
counselling. Interns quickly learn that
career counselling interventions must
also address a number of common
client concerns including: self-confi-
dence, self-esteem, anxiety, depression,
learning disabilities, mental health, as
well as issues related to sexual orienta-
tion, family and multicultural issues.
Interns must also be prepared to work
effectively with a variety of populations
and special issues. Frequent topics of
study and discussion include those that
are unique to women, men and dual
careers as well as those concerns that
parents and children bring to careers
issues. Through readings, discussions
and consultations with local experts,
Interns deepen their understanding of
complex nature of career issues as well
as their ability to design interventions
which address these concerns.

The training model of supervision
typically flows on a cycle of: assigned

readings and discussions; observation of
supervisor with clients and debriefing;
supervisor observation of Intern and
debriefing; independent work supported
with supervisor on-call; and, finally, on-
going case and practice issues consulta-
tion. 

Psychological testing

Psychological testing and assess-
ment is an important component of a
career counselling practice. It is under-
stood that Interns have already studied
the fundamentals of test construction
and surveyed a variety of assessments
in their graduate programs. In the
course of the Internship they are expect-
ed to be able to independently adminis-
ter, interpret, analyze and critique a
variety of instruments and interven-
tions. The assessments most commonly
used during their Internship include the
Strong Interest Inventory (SII) and the
Myers Briggs Type Inventory (MBTI).
Other forms of assessment are also
studied, critiqued and utilized with
clients such as Card Sorts and Self-
Report checklists. 

Career Information

With the unique availability of an
on-site Career Information Specialist
and the substantive Frank G. Lawson
Career Information Centre, Interns can
develop expertise in print and web
based career information management.
As clients, faculty and staff demand a
high level of career counselling profi-
ciency, the Interns conduct intense
research, consultation and study of the
Lawson Career Information Centre
model of service delivery. They may
then return to their own institutions and
develop or enhance their own career
information centers, and become better
prepared to act as consultants for their
colleagues. 

Career Portfolio

The career portfolio design and
development module is addressed
through readings, consultation, work-
shops and the construction of a personal
career portfolio. Interns are expected to
reflect upon their own career develop-
ment issues and the portfolio is used as
the vehicle to examine and extend their
own professional development goals.
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Employment counselling 

Special issues and strategies in
employment counselling are also exam-
ined. This field is studied in response to
client needs in caseloads that can range
from a young person having just gradu-
ated from high school, to a mature stu-
dent returning to higher learning, to a
graduate student completing a Ph.D.
program. Interns examine the most cur-
rent employment practices as well as
the psychological barriers that clients
experience as they progress in their
search for meaningful employment.
Each Intern is expected to systematical-
ly design interventions to help clients
cope with the pressures of presenting
oneself as a professional, as well as
how to deal with the special issues that
come with success, rejection or loss.

Applied research 

The applied research project is pri-
marily designed to meet the needs of
the Interns’ clients and colleagues at
their sponsoring institutions. When
Interns enter the programme without
institutional sponsorship, their projects
are most often designed to help them to
foster expertise in the particular areas
they would like to serve.
Simultaneously, Interns initiate a com-
plementary independent study, consist-
ing of a literature review and consulta-
tion with experts in the field. The proj-
ects the Interns have conducted are as
varied as their interests and have ranged
from piloting career infusion in junior
and senior high schools, examining nar-
rative therapy and how it is applied to
career counselling, surveying educa-
tional opportunities in Nova Scotia, sur-
veying Nova Scotia Guidance
Counsellors about their practices, and
designing and piloting interventions for
special populations.

Professional Development

In addition to the professional
development that is an on-going com-
ponent of the Internship, learning
opportunities also occur in meetings
which are designed to share information
and to promote the skill development of
all Counselling Centre staff. Expertise
is acquired as Interns learn how to serve
identified career development needs
within a variety of professions through

consultations with university faculty,
departments and professional pro-
grammes as well as responding, on
occasion, to requests from local
schools. Interns are also encouraged to
attend local career development work-
shops, as these become available, and to
participate at national conferences.

Evaluation

A key component of the Internship
is the intense individual supervision
provided for each candidate. To qualify
for a Certificate of Completion, Interns
enroll from September until the end of
June and are assessed as having suc-
cessfully passed only when they have
met the goals and objectives of each
module of the Internship. The criteria
upon which the Intern is evaluated
encompasses professional competence
(including therapeutic knowledge,
skills, ethical and professional behavior,
case conceptualization and intervention
skills, professional knowledge and
judgment, and standards of practice)
and personal growth and development
(including critical self-analysis, self-
directedness, independence, motivation
and enthusiasm). 

Daily on-going verbal feedback
constitutes a substantial portion of the
Intern’s evaluation. This assessment,
which occurs immediately after direct
supervision and consultation, allows for
repertoire development, direct teaching
and targeted skill enhancement. To
ensure that the Intern’s progress
remains within the negotiated timelines,
written evaluations of the Intern and
their progress within each module are
conducted mid-term by the supervisor. 

In addition, whenever Interns con-
duct career development workshops for
students, written evaluative feedback is
immediately requested from workshop
participants. These surveys reveal client
ratings, on a Likert Scale, of the
Intern’s ability to present new ideas,
approaches and useful strategies, the
skillfulness of the presentation, whether
the workshop was worth the client’s
time and whether the workshop goals
were met.  Workshop participants are
also asked to comment on what they
liked most, and least, as well as to list
any recommendations they might have
to improve the workshop.

The Interns also receive feedback

from their individual clients through
anonymous client satisfaction surveys.
These surveys are conducted twice a
year, once mid-fall and once mid-win-
ter. Every Counselling Centre client
scheduled with an appointment over an
approximate three week period, is asked
to comment on a number of dimensions
including: helpfulness of the coun-
selling, any positive, negative or prob-
lematic aspects of the experience with
the counsellor, whether the client would
refer a friend who had a problem to this
counsellor, and the impact the coun-
selling has had on academic productivi-
ty or performance, as well as any sug-
gestions for improvement. 

To ensure that the needs of the
Interns are being met by the pro-
gramme, mid-term written evaluations
are conducted by each Intern. The
Intern’s written evaluations of the
Internship Programme assesses, on a
Likert Scale and with an open ended
questions, the goals and objectives, vol-
ume and variety of practice issues, skill
building opportunities, opportunities for
consultation and feedback, application
of theory to practice, innovative
approaches as well as the contribution
made to the Intern’s personal and pro-
fessional growth and development. 

The quality of the supervision dur-
ing the Internship is also evaluated by
the Intern’s written mid-term assess-
ment. Interns address, through open-
ended questions,  the supervisor’s abili-
ty to convey counselling strategies, give
constructive feedback, the quality of
and time made available for consulta-
tion, how well personal reflection is
facilitated and how well the Intern is
aided in remaining goal directed. In
addition, at year’s end, Interns also
write a reflective paper that details the
impact the training and supervision has
had on their personal and professional
development. Interns have, on occasion,
published newsletter articles describing
their experiences. (Cochrane (2005),
Reid (2002), Gates (1991), Wentworth
& Burley (1988), MacRae (1987).) 

Impact

It is difficult to fully quantify the
impact that the career counselling train-
ing has had on the Interns and on those
they serve and influence.  As there is a
vast array of clients, schools, agencies,
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and institutions represented by our
Interns, no tools exist which could
effectively measure, in numbers alone,
the impact of the training on profession-
al practice. To be as fully descriptive as
possible, impressive qualitative data has
been gathered from committee reviews,
Intern evaluations and programme sur-
veys.

Four sources of evaluation were
examined and used to review the impact
of the Internship Programme:
University Committee Review (McKee,
1990); feedback from two professional
association award review committees
(CCACC, 2001), (AACUSS, 2001); an
analysis of evaluations submitted by
Interns during their training (1987-
2004), and most importantly, data from
a recent survey of all former Interns
(Hung, 2006). All sources of the data
point to the reciprocal benefits for
Dalhousie University, the Interns them-
selves and the communities they serve,
and to the profession of career coun-
selling.

Benefits to Dalhousie University

In 1990 a Review Committee
reported “that Dalhousie University’s
career counselling and career informa-
tion activities benefited very substan-
tially from the presence of the career
interns” (McKee, 1990, p.3).  Having
served thousands of students through
their individual counselling, group
work, innovative programming, and
outreach activities, the Interns have
made an important contribution to the
career development of Dalhousie
University students.  

An unanticipated impact was that
many of the Interns who were School
Counsellors on educational leaves
would be sought out by their former
students. The Interns were then in the
unique situation of helping their former
high school students with the transition
to Dalhousie University. Every
September the enthusiasm and energy
of the Interns’ former students, often
with their parents in tow, has had an
immediate and noticeable impact on the
Counselling Center. In describing the
benefits of the Internship, Hung (1999)
stated in an article “The Interns con-
tribute positively to the career develop-
ment of our students, the comprehen-
siveness of our service, and to the

atmosphere of our University” (p.3).
Similarly, in describing the

Internship, Hayashi (2001) wrote “the
university receives as much benefit as it
provides through the internship pro-
gramme. Dalhousie University benefits
directly and significantly by the hours
and hours of direct Career Counselling
the interns provide to our students as
they train. In a time of staff shortages,
this is an important benefit which
impacts the quality of student life by
significantly increasing access to Career
Counselling” (personal communication
to Atlantic Association of College and
University Student Services, May,
2001).

Benefits to Interns and Communities
Served

The 1990 University Review
Committee who reviewed the pro-
gramme content also interviewed all
Interns trained to that date and their
employers, as well as small sample of
student volunteers. The committee
noted that the “Interns were unanimous
in their endorsement of the programme
and the benefits for them in terms of
their own professional development”
(McKee, 1990, p.2-4). The committee
also noted that there was evidence of
improved services to the communities
the Interns subsequently served (several
specific applications ranging from inno-
vative programs for women in correc-
tions, to establishing career counselling
programming in a high school, to the
creation of Career Information Centres).
Recognition has also been given to the
Interns and the Internship Programme
through awards which have, in part,
acknowledged the internship as “world-
class…with …the ripple effect of train-
ing high quality career development
professionals who offer their services in
many counselling sectors” (Canadian
Counselling Association, 2001).  The
training was also acknowledged as
“compelling and unique…resulting in
improved career counselling and devel-
opment service delivery in this
province” (Atlantic Association of
College and University Student
Services, 2001).

Equally important is the profound
impact the training program has had on
the skills and knowledge of the Career
Counselling Interns. After their year of

intense study of career development
research, models, issues and practices
and the supervised counselling of stu-
dents from Dalhousie University, the
University of King’s College and the
Nova Scotia College of Art and Design,
Interns have reported that they are able
to integrate what they have learned into
their own practice and have developed
new strategies and interventions for
their own populations.  

Former Interns presently serve the
career needs of a wide range of clien-
tele, from the most advantaged to the
most disadvantaged. The Interns report-
ed that since completing the Internship
they have implemented many new pro-
grams and have became more career
counselling focused. This has had an
impact not only on schools and commu-
nity agencies in large cities, but also on
those located in small towns and vil-
lages throughout Nova Scotia. Many
Interns provide direct service to their
clients in school and community agen-
cies. Others have gone on to work in
highly placed administrative positions,
positively influencing career develop-
ment programming as well as providing
supervision and support to other coun-
sellors. The influence of our Interns can
be seen throughout local universities
and community services, as well as in
some unanticipated areas across Canada
and around the world.

Interns reported that the Internship
enhanced their skills and better pre-
pared them to create career develop-
ment materials and programmes tailored
to the needs of their clients. They have
worked with the most experienced job
seekers and with those new to Canada.
In addition to providing quality career
and employment counselling and career
information resources for their most
gifted clients, their work has been as
varied as providing programming which
has transformed the lives of youth-at-
risk, unemployed single moms, and
homeless adults. Their innovations have
ranged from creating the first virtual
Career Information Center in a high
school to training street youth workers
in six Latin American countries, to cre-
ating the first career development pro-
gramming for women at a university in
Abu Dhabi.

The combination of the academic
and practical education the Interns
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experienced as well as their exposure to
such a vast array of clients with diverse
backgrounds, ages, cultures and goals,
prepared them to work with many dif-
ferent client issues and populations. As
the impact of the Internship began to
have an effect nationally and interna-
tionally, we learned that our Interns
have supported the marginalized vic-
tims of crime, abuse, neglect and pover-
ty and, through their career conversa-
tions, have brought hope to those who
were in despair.

Interns have described how the full
year of study and practice has changed
them professionally and personally. A
recurring theme in their feedback is the
profound impact the Internship has had
on their counselling skills and on their
preparedness to develop strategies and
interventions to assist clients with the
psychological, emotional, physical,
spiritual, cultural, and familial realms of
their clients’ lives. In addition, themes
and patterns also emerged in their feed-
back about how the internship affected
them personally. Clearly, all of the
Interns have found that the Internship
was an important part of their profes-
sional growth and development.
Collectively their feedback has revealed
that:

• They rated the Internship as being
the best professional development
opportunity available in Nova
Scotia.

• They tremendously appreciated the
professionalism, dedication, knowl-
edge and commitment to the high-
est standards of practice in profes-
sional supervision.

• They valued the emphasis and time
which was made for their learning,
research and client consultations,
and appreciate that these were
clearly a priority for the supervisor.

• They valued the atmosphere which
fostered professional growth and
development, in a supportive and
collaborative learning environment,
tailored to the Intern’s individual
needs.

• They felt inspired and motivated
while they studied, observed, dis-
cussed and practiced career coun-
selling. 

• Their self-confidence increased
while observing an improvement of
their counselling skills and in their

practical as well as theoretical
knowledge as they received sup-
portive, respectful, frank and open
feedback. 

• They successfully developed their
own approach to career coun-
selling, well grounded in research.

• They valued the practical experi-
ences, exposure to high standards
of practice and the opportunities to
work with diverse populations.

• They appreciated the opportunity to
examine the psychological model
of Career Counselling Services,
and the opportunity to use and
adapt it to their own client popula-
tions.

• They appreciated the unanticipated
spin-offs and impact on their jobs,
careers and professional writings
and responsibilities.

Limitations and benefits

An important element of any coun-
sellor education training is the ability to
evaluate its

impact.  Future research is needed
to address limitations in evaluation and
create guidelines that would assist
supervisors of internships to build data
collection into their programs. In a time
of cutbacks in education, lack of fund-
ing for an Internship is also a severe
limitation. There is a daunting list of
possible challenges including the strong
one-on-one teaching emphasis of the
Internship combined with the adminis-
trative issues of space, resources for
marketing, selection, supervision, train-
ing, evaluation, consultation, on-going
supportive contact, and issues related to
the training sites’ own need to stay cur-
rent and as a model for the Interns . 

With the support of the Counselling
Foundation of Canada, however, the
limitations are greatly outweighed by
the benefits of increased service to the
students served by Dalhousie University
Counselling Centre.  In addition, anec-
dotal evidence has clearly revealed that
the specialty training in career coun-
selling has allowed former Interns to
develop and enhance career services
practices and make extraordinary con-
tributions to a number of public
schools, universities and community
agencies locally, nationally and interna-
tionally. The impact the Interns have on
the profession of career counseling can

be seen as they create innovative pro-
gramming, publish papers and articles,
present at conferences and work on
numerous provincial and national com-
mittees and professional associations.
Their tireless passion for educating,
leading and promoting excellence in
practice will continue through their
modeling of the best practices in the
field of career choice and development.

Summary

The Dalhousie University Career
Counselling Internship Programme is a
full-time program of work and study
designed to foster the development of a
career counselling specialty. The
Internship Programme is grounded in
career development theory, models,
research, and practices and has been
evaluated as having a profound impact
on the Interns’ personal and profession-
al growth and development. As the
Interns learn how to improve their prac-
tices, reciprocal benefits occur: to the
Dalhousie University Counselling
Center with thousands of hours of
increased service to clients; personal
and professional benefits for staff who
work in an environment which places
significant emphasis on professional
learning, growth and development; to
the atmosphere of the university which
responds to the enthusiasm of the
Interns; to the Interns’ own client popu-
lations with improved and expanded
service delivery; and to the profession
which is permeated with their multiple
contributions. 

After nearly two decades of experi-
ence with this well established model, it
is time for other universities, and coun-
selling centers, as well as Provincial
Departments of Education, to follow the
pioneering lead of the Counselling
Foundation of Canada and provide sup-
port to allow this programme to be
available in every province and territory
in Canada. 
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Abstract

The Dalhousie University Career
Counselling Internship Programme was
established in 1987 to provide specialist
training in Career Counselling. The
Internship is a full-time, 10 month,
post- master’s programme of supervised
work and study. Of the 24 participants
who have completed the Internship, 13
were School Counsellors on leave from
their School Boards and 11 were
Professional Counsellors, Social
Workers, and Psychologists who came
without institutional sponsorship. This
article describes the major components
of the Internship the: history; purpose;
admission process; programme goals;
objectives; and program content. This
article also critically reviews evalua-
tions of the Internship, the impact the
training has had on the Interns’ personal
development and professional practice,
and the reciprocal benefits.

History

The 1980s brought a time of eco-
nomic recession and rapid advances in
information technology. Problems peo-
ple had looking for work, and the bur-
geoning of career options related to
computer science, were concerns which
were frequently addressed in the media.
There was also a strong media emphasis
which questioned the value of post-sec-
ondary education and its application to
work. Perhaps because of the pressures
these changes created, and the attention
given to them by the media, there was a
significant increase in the demand for
career counselling services at Dalhousie
University (Dal News, 1987, p.1-2).
Despite this demand, there was a scarci-
ty of counsellors with career coun-
selling expertise and a growing aware-
ness that there were no opportunities for
this specialty training available in Nova
Scotia.  Indeed, in spite of the need for
career counselling training, the few uni-
versities in Canada which provided

graduate course work in counselling
limited their offerings to introductory
theoretical courses and did not offer
applied career counselling courses. 

In 1987, with the endorsement of
the provincial Education and Social
Services Ministers, the Counselling
Foundation of Canada supported the
creation of the Dalhousie University
Career Counselling Internship
Programme. This full-time, ten-month
programme of work and study is the
only continuing education career coun-
selling opportunity available to counsel-
lors in Nova Scotia, and it is the only
program of its kind in Canada. 

Purpose

Building on the basic training pro-
vided by graduate programs with cours-
es in counselling and career develop-
ment, the Dalhousie University Career
Counselling Internship Programme pro-
vides advanced training and supervision
designed to support the development of
a career counselling specialty. As the
Interns learn how to enhance their
knowledge and skills, they work with
the career counselling staff and clients
of Dalhousie University.

Participants

Over the last 19 years, a total of 24
Interns completed the Internship
Programme.  Thirteen of the Interns
were School Counsellors (MEd.
Counselling) who had been awarded
educational leaves from their School
Boards. The remaining interns, who
came without institutional support,
included: 3 (MSc.) Clinical and
Educational Psychologists; 4 (MSW)
Social Workers; and 4 (MEd.
Counselling) Professional Counsellors.
In addition, the programme has accom-
modated graduate level career coun-
selling practicum students and under-
graduate level volunteer Career
Information Assistants who, on occa-

sion, learn under the supervision of the
Interns.

Admission and Selection of Interns

Requirements

Applicants who are selected for the
Internship are experienced professionals
with a minimum of a Master’s degree in
Counselling, Psychology or Social
Work. Applicants must also demonstrate
an interest in and capacity for independ-
ent study, and typically have a history
of professional leadership. Priority is
given to applicants who have a combi-
nation of experience, motivation and
expertise in counselling.

Application Procedure 

The Internship application proce-
dure is a competitive process for the
candidates. The candidates must submit
a letter of intent and a resume, and be
prepared to discuss their applied
research interests during a selection
interview. The applicant must also iden-
tify referees who can discuss the quality
of their work, ethical behavior, coun-
selling skills, interest in the area of
career development and their suitability
for the Internship. Applicants who are
School Counsellors must also apply for
a ten-month educational leave from
their School Board.

Selection Process

During the interview, applicants are
questioned about their counselling
styles, theoretical orientation, comfort
level with training and supervision,
knowledge of both the theory and prac-
tice of career counselling, (especially
the issues that impact on career choice
and development), and their personal
and professional goals and expectations
of the programme. The selection criteria
are designed to assess the candidates’
counselling expertise, motivation,
enthusiasm, professional presentation,
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and suitability.  Also closely examined
is their preparedness to put themselves
in the role of a student: to have their
skills closely examined; to have their
individual caseloads closely monitored;
to be willing to risk being vulnerable
under observation while demonstrating
new skills and advanced techniques; to
be motivated to conduct research; as
well as to examine, at length, the com-
plexity of counselling as it relates to
career development.

Goals and Objectives

The Internship is designed to guide
the Intern’s examination of the field of
career choice and development, as well
as to provide opportunities for in-depth
study in areas of personal interest.
Clearly defined goals and objectives are
presented as modules which include:
the theoretical context for counselling;
individual career counselling; psycho-
logical testing; the role of career infor-
mation with special emphasis on the on-
site Frank G. Lawson Career
Information Center; portfolio develop-
ment; and employment counselling. The
applied research project and the aca-
demic advising module objectives and
timelines are created based on the needs
of each Intern and the communities they
serve. Special modules are also avail-
able (as time, interest, and resources
permit), for learning how to deliver
peer counselling and mentoring pro-
gramming. These modules are often
worked on simultaneously, but the crite-
ria for measuring the mastery of these
goals are stated sequentially as learning
objectives. This allows the Interns to
have a concrete sense of the Internship
Programme’s timing and pacing, as well
as an awareness of their individual
progress.

Firmly grounded in classic and cur-
rent career development theory, models
and practices, these modules outline the
systematic examination of career devel-
opment theories and career counselling
practices.  As the goals of the Internship
and those of each Intern are integrated
with priorities, objectives and timelines
the emphasis of the programme content
is negotiated and tailored to the Intern’s
personal and professional needs.

Programme Content

Theoretical Context

The areas of study imbedded in the
Internship include the examination of
career development theories and their
impact on career counselling research
and practice. Having already been intro-
duced to these theories in their graduate
programs, Interns are expected to apply
these theories to their caseloads and
research projects.  They are expected to
initiate daily discussions and weekly
seminars designed to reveal and extend
their ability to apply theoretical knowl-
edge to their counselling practice and
research projects. 

The strong academic focus of the
Internship was recognized by Dalhousie
University’s former School of
Education. Before Dalhousie’s School
of Education was closed, Interns could
also simultaneously enroll in the
Educational Psychology program and
receive graduate level course credit for
the readings, project, and practicum
components of the Internship.

Career Counselling

The intensive supervised coun-
selling experience is an integral daily
component of the Internship. In spite of
the language typically used to describe
career issues, research and practical
experience reveals the very personal
concerns that people bring to career
counselling. Interns quickly learn that
career counselling interventions must
also address a number of common
client concerns including: self-confi-
dence, self-esteem, anxiety, depression,
learning disabilities, mental health, as
well as issues related to sexual orienta-
tion, family and multicultural issues.
Interns must also be prepared to work
effectively with a variety of populations
and special issues. Frequent topics of
study and discussion include those that
are unique to women, men and dual
careers as well as those concerns that
parents and children bring to careers
issues. Through readings, discussions
and consultations with local experts,
Interns deepen their understanding of
complex nature of career issues as well
as their ability to design interventions
which address these concerns.

The training model of supervision
typically flows on a cycle of: assigned

readings and discussions; observation of
supervisor with clients and debriefing;
supervisor observation of Intern and
debriefing; independent work supported
with supervisor on-call; and, finally, on-
going case and practice issues consulta-
tion. 

Psychological testing

Psychological testing and assess-
ment is an important component of a
career counselling practice. It is under-
stood that Interns have already studied
the fundamentals of test construction
and surveyed a variety of assessments
in their graduate programs. In the
course of the Internship they are expect-
ed to be able to independently adminis-
ter, interpret, analyze and critique a
variety of instruments and interven-
tions. The assessments most commonly
used during their Internship include the
Strong Interest Inventory (SII) and the
Myers Briggs Type Inventory (MBTI).
Other forms of assessment are also
studied, critiqued and utilized with
clients such as Card Sorts and Self-
Report checklists. 

Career Information

With the unique availability of an
on-site Career Information Specialist
and the substantive Frank G. Lawson
Career Information Centre, Interns can
develop expertise in print and web
based career information management.
As clients, faculty and staff demand a
high level of career counselling profi-
ciency, the Interns conduct intense
research, consultation and study of the
Lawson Career Information Centre
model of service delivery. They may
then return to their own institutions and
develop or enhance their own career
information centers, and become better
prepared to act as consultants for their
colleagues. 

Career Portfolio

The career portfolio design and
development module is addressed
through readings, consultation, work-
shops and the construction of a personal
career portfolio. Interns are expected to
reflect upon their own career develop-
ment issues and the portfolio is used as
the vehicle to examine and extend their
own professional development goals.
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Employment counselling 

Special issues and strategies in
employment counselling are also exam-
ined. This field is studied in response to
client needs in caseloads that can range
from a young person having just gradu-
ated from high school, to a mature stu-
dent returning to higher learning, to a
graduate student completing a Ph.D.
program. Interns examine the most cur-
rent employment practices as well as
the psychological barriers that clients
experience as they progress in their
search for meaningful employment.
Each Intern is expected to systematical-
ly design interventions to help clients
cope with the pressures of presenting
oneself as a professional, as well as
how to deal with the special issues that
come with success, rejection or loss.

Applied research 

The applied research project is pri-
marily designed to meet the needs of
the Interns’ clients and colleagues at
their sponsoring institutions. When
Interns enter the programme without
institutional sponsorship, their projects
are most often designed to help them to
foster expertise in the particular areas
they would like to serve.
Simultaneously, Interns initiate a com-
plementary independent study, consist-
ing of a literature review and consulta-
tion with experts in the field. The proj-
ects the Interns have conducted are as
varied as their interests and have ranged
from piloting career infusion in junior
and senior high schools, examining nar-
rative therapy and how it is applied to
career counselling, surveying educa-
tional opportunities in Nova Scotia, sur-
veying Nova Scotia Guidance
Counsellors about their practices, and
designing and piloting interventions for
special populations.

Professional Development

In addition to the professional
development that is an on-going com-
ponent of the Internship, learning
opportunities also occur in meetings
which are designed to share information
and to promote the skill development of
all Counselling Centre staff. Expertise
is acquired as Interns learn how to serve
identified career development needs
within a variety of professions through

consultations with university faculty,
departments and professional pro-
grammes as well as responding, on
occasion, to requests from local
schools. Interns are also encouraged to
attend local career development work-
shops, as these become available, and to
participate at national conferences.

Evaluation

A key component of the Internship
is the intense individual supervision
provided for each candidate. To qualify
for a Certificate of Completion, Interns
enroll from September until the end of
June and are assessed as having suc-
cessfully passed only when they have
met the goals and objectives of each
module of the Internship. The criteria
upon which the Intern is evaluated
encompasses professional competence
(including therapeutic knowledge,
skills, ethical and professional behavior,
case conceptualization and intervention
skills, professional knowledge and
judgment, and standards of practice)
and personal growth and development
(including critical self-analysis, self-
directedness, independence, motivation
and enthusiasm). 

Daily on-going verbal feedback
constitutes a substantial portion of the
Intern’s evaluation. This assessment,
which occurs immediately after direct
supervision and consultation, allows for
repertoire development, direct teaching
and targeted skill enhancement. To
ensure that the Intern’s progress
remains within the negotiated timelines,
written evaluations of the Intern and
their progress within each module are
conducted mid-term by the supervisor. 

In addition, whenever Interns con-
duct career development workshops for
students, written evaluative feedback is
immediately requested from workshop
participants. These surveys reveal client
ratings, on a Likert Scale, of the
Intern’s ability to present new ideas,
approaches and useful strategies, the
skillfulness of the presentation, whether
the workshop was worth the client’s
time and whether the workshop goals
were met.  Workshop participants are
also asked to comment on what they
liked most, and least, as well as to list
any recommendations they might have
to improve the workshop.

The Interns also receive feedback

from their individual clients through
anonymous client satisfaction surveys.
These surveys are conducted twice a
year, once mid-fall and once mid-win-
ter. Every Counselling Centre client
scheduled with an appointment over an
approximate three week period, is asked
to comment on a number of dimensions
including: helpfulness of the coun-
selling, any positive, negative or prob-
lematic aspects of the experience with
the counsellor, whether the client would
refer a friend who had a problem to this
counsellor, and the impact the coun-
selling has had on academic productivi-
ty or performance, as well as any sug-
gestions for improvement. 

To ensure that the needs of the
Interns are being met by the pro-
gramme, mid-term written evaluations
are conducted by each Intern. The
Intern’s written evaluations of the
Internship Programme assesses, on a
Likert Scale and with an open ended
questions, the goals and objectives, vol-
ume and variety of practice issues, skill
building opportunities, opportunities for
consultation and feedback, application
of theory to practice, innovative
approaches as well as the contribution
made to the Intern’s personal and pro-
fessional growth and development. 

The quality of the supervision dur-
ing the Internship is also evaluated by
the Intern’s written mid-term assess-
ment. Interns address, through open-
ended questions,  the supervisor’s abili-
ty to convey counselling strategies, give
constructive feedback, the quality of
and time made available for consulta-
tion, how well personal reflection is
facilitated and how well the Intern is
aided in remaining goal directed. In
addition, at year’s end, Interns also
write a reflective paper that details the
impact the training and supervision has
had on their personal and professional
development. Interns have, on occasion,
published newsletter articles describing
their experiences. (Cochrane (2005),
Reid (2002), Gates (1991), Wentworth
& Burley (1988), MacRae (1987).) 

Impact

It is difficult to fully quantify the
impact that the career counselling train-
ing has had on the Interns and on those
they serve and influence.  As there is a
vast array of clients, schools, agencies,
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and institutions represented by our
Interns, no tools exist which could
effectively measure, in numbers alone,
the impact of the training on profession-
al practice. To be as fully descriptive as
possible, impressive qualitative data has
been gathered from committee reviews,
Intern evaluations and programme sur-
veys.

Four sources of evaluation were
examined and used to review the impact
of the Internship Programme:
University Committee Review (McKee,
1990); feedback from two professional
association award review committees
(CCACC, 2001), (AACUSS, 2001); an
analysis of evaluations submitted by
Interns during their training (1987-
2004), and most importantly, data from
a recent survey of all former Interns
(Hung, 2006). All sources of the data
point to the reciprocal benefits for
Dalhousie University, the Interns them-
selves and the communities they serve,
and to the profession of career coun-
selling.

Benefits to Dalhousie University

In 1990 a Review Committee
reported “that Dalhousie University’s
career counselling and career informa-
tion activities benefited very substan-
tially from the presence of the career
interns” (McKee, 1990, p.3).  Having
served thousands of students through
their individual counselling, group
work, innovative programming, and
outreach activities, the Interns have
made an important contribution to the
career development of Dalhousie
University students.  

An unanticipated impact was that
many of the Interns who were School
Counsellors on educational leaves
would be sought out by their former
students. The Interns were then in the
unique situation of helping their former
high school students with the transition
to Dalhousie University. Every
September the enthusiasm and energy
of the Interns’ former students, often
with their parents in tow, has had an
immediate and noticeable impact on the
Counselling Center. In describing the
benefits of the Internship, Hung (1999)
stated in an article “The Interns con-
tribute positively to the career develop-
ment of our students, the comprehen-
siveness of our service, and to the

atmosphere of our University” (p.3).
Similarly, in describing the

Internship, Hayashi (2001) wrote “the
university receives as much benefit as it
provides through the internship pro-
gramme. Dalhousie University benefits
directly and significantly by the hours
and hours of direct Career Counselling
the interns provide to our students as
they train. In a time of staff shortages,
this is an important benefit which
impacts the quality of student life by
significantly increasing access to Career
Counselling” (personal communication
to Atlantic Association of College and
University Student Services, May,
2001).

Benefits to Interns and Communities
Served

The 1990 University Review
Committee who reviewed the pro-
gramme content also interviewed all
Interns trained to that date and their
employers, as well as small sample of
student volunteers. The committee
noted that the “Interns were unanimous
in their endorsement of the programme
and the benefits for them in terms of
their own professional development”
(McKee, 1990, p.2-4). The committee
also noted that there was evidence of
improved services to the communities
the Interns subsequently served (several
specific applications ranging from inno-
vative programs for women in correc-
tions, to establishing career counselling
programming in a high school, to the
creation of Career Information Centres).
Recognition has also been given to the
Interns and the Internship Programme
through awards which have, in part,
acknowledged the internship as “world-
class…with …the ripple effect of train-
ing high quality career development
professionals who offer their services in
many counselling sectors” (Canadian
Counselling Association, 2001).  The
training was also acknowledged as
“compelling and unique…resulting in
improved career counselling and devel-
opment service delivery in this
province” (Atlantic Association of
College and University Student
Services, 2001).

Equally important is the profound
impact the training program has had on
the skills and knowledge of the Career
Counselling Interns. After their year of

intense study of career development
research, models, issues and practices
and the supervised counselling of stu-
dents from Dalhousie University, the
University of King’s College and the
Nova Scotia College of Art and Design,
Interns have reported that they are able
to integrate what they have learned into
their own practice and have developed
new strategies and interventions for
their own populations.  

Former Interns presently serve the
career needs of a wide range of clien-
tele, from the most advantaged to the
most disadvantaged. The Interns report-
ed that since completing the Internship
they have implemented many new pro-
grams and have became more career
counselling focused. This has had an
impact not only on schools and commu-
nity agencies in large cities, but also on
those located in small towns and vil-
lages throughout Nova Scotia. Many
Interns provide direct service to their
clients in school and community agen-
cies. Others have gone on to work in
highly placed administrative positions,
positively influencing career develop-
ment programming as well as providing
supervision and support to other coun-
sellors. The influence of our Interns can
be seen throughout local universities
and community services, as well as in
some unanticipated areas across Canada
and around the world.

Interns reported that the Internship
enhanced their skills and better pre-
pared them to create career develop-
ment materials and programmes tailored
to the needs of their clients. They have
worked with the most experienced job
seekers and with those new to Canada.
In addition to providing quality career
and employment counselling and career
information resources for their most
gifted clients, their work has been as
varied as providing programming which
has transformed the lives of youth-at-
risk, unemployed single moms, and
homeless adults. Their innovations have
ranged from creating the first virtual
Career Information Center in a high
school to training street youth workers
in six Latin American countries, to cre-
ating the first career development pro-
gramming for women at a university in
Abu Dhabi.

The combination of the academic
and practical education the Interns

Dalhousie University Career Counselling Internship
53

Canadian Journal of Career Development/Revue canadienne de developpement de carriére
Volume 6, Number 1, 2007



experienced as well as their exposure to
such a vast array of clients with diverse
backgrounds, ages, cultures and goals,
prepared them to work with many dif-
ferent client issues and populations. As
the impact of the Internship began to
have an effect nationally and interna-
tionally, we learned that our Interns
have supported the marginalized vic-
tims of crime, abuse, neglect and pover-
ty and, through their career conversa-
tions, have brought hope to those who
were in despair.

Interns have described how the full
year of study and practice has changed
them professionally and personally. A
recurring theme in their feedback is the
profound impact the Internship has had
on their counselling skills and on their
preparedness to develop strategies and
interventions to assist clients with the
psychological, emotional, physical,
spiritual, cultural, and familial realms of
their clients’ lives. In addition, themes
and patterns also emerged in their feed-
back about how the internship affected
them personally. Clearly, all of the
Interns have found that the Internship
was an important part of their profes-
sional growth and development.
Collectively their feedback has revealed
that:

• They rated the Internship as being
the best professional development
opportunity available in Nova
Scotia.

• They tremendously appreciated the
professionalism, dedication, knowl-
edge and commitment to the high-
est standards of practice in profes-
sional supervision.

• They valued the emphasis and time
which was made for their learning,
research and client consultations,
and appreciate that these were
clearly a priority for the supervisor.

• They valued the atmosphere which
fostered professional growth and
development, in a supportive and
collaborative learning environment,
tailored to the Intern’s individual
needs.

• They felt inspired and motivated
while they studied, observed, dis-
cussed and practiced career coun-
selling. 

• Their self-confidence increased
while observing an improvement of
their counselling skills and in their

practical as well as theoretical
knowledge as they received sup-
portive, respectful, frank and open
feedback. 

• They successfully developed their
own approach to career coun-
selling, well grounded in research.

• They valued the practical experi-
ences, exposure to high standards
of practice and the opportunities to
work with diverse populations.

• They appreciated the opportunity to
examine the psychological model
of Career Counselling Services,
and the opportunity to use and
adapt it to their own client popula-
tions.

• They appreciated the unanticipated
spin-offs and impact on their jobs,
careers and professional writings
and responsibilities.

Limitations and benefits

An important element of any coun-
sellor education training is the ability to
evaluate its

impact.  Future research is needed
to address limitations in evaluation and
create guidelines that would assist
supervisors of internships to build data
collection into their programs. In a time
of cutbacks in education, lack of fund-
ing for an Internship is also a severe
limitation. There is a daunting list of
possible challenges including the strong
one-on-one teaching emphasis of the
Internship combined with the adminis-
trative issues of space, resources for
marketing, selection, supervision, train-
ing, evaluation, consultation, on-going
supportive contact, and issues related to
the training sites’ own need to stay cur-
rent and as a model for the Interns . 

With the support of the Counselling
Foundation of Canada, however, the
limitations are greatly outweighed by
the benefits of increased service to the
students served by Dalhousie University
Counselling Centre.  In addition, anec-
dotal evidence has clearly revealed that
the specialty training in career coun-
selling has allowed former Interns to
develop and enhance career services
practices and make extraordinary con-
tributions to a number of public
schools, universities and community
agencies locally, nationally and interna-
tionally. The impact the Interns have on
the profession of career counseling can

be seen as they create innovative pro-
gramming, publish papers and articles,
present at conferences and work on
numerous provincial and national com-
mittees and professional associations.
Their tireless passion for educating,
leading and promoting excellence in
practice will continue through their
modeling of the best practices in the
field of career choice and development.

Summary

The Dalhousie University Career
Counselling Internship Programme is a
full-time program of work and study
designed to foster the development of a
career counselling specialty. The
Internship Programme is grounded in
career development theory, models,
research, and practices and has been
evaluated as having a profound impact
on the Interns’ personal and profession-
al growth and development. As the
Interns learn how to improve their prac-
tices, reciprocal benefits occur: to the
Dalhousie University Counselling
Center with thousands of hours of
increased service to clients; personal
and professional benefits for staff who
work in an environment which places
significant emphasis on professional
learning, growth and development; to
the atmosphere of the university which
responds to the enthusiasm of the
Interns; to the Interns’ own client popu-
lations with improved and expanded
service delivery; and to the profession
which is permeated with their multiple
contributions. 

After nearly two decades of experi-
ence with this well established model, it
is time for other universities, and coun-
selling centers, as well as Provincial
Departments of Education, to follow the
pioneering lead of the Counselling
Foundation of Canada and provide sup-
port to allow this programme to be
available in every province and territory
in Canada. 
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Abstract

In October 2006, a think tank com-
posed of career development educators
from across Canada was held to facili-
tate an in-depth discussion of career
development education in Canada.
Think tank participants deliberated on
educational requirements for career
practitioners, curriculum content of
career development programs, and the
professional identity of the career
development field. This paper outlines
the summaries of these discussions,
reviews relevant research, and poses
questions for further reflection. 

Introduction

Could we develop a model for
career development education that sug-
gests specific educational requirements
for those fulfilling different roles within
the field? What kinds of enhancements
could be made to career development
curriculum to ensure that practitioners
meet the needs of today’s clients? Can
education play a role in enhancing the
professional identity of the field? These
are questions that participants of the
“Advancement of Career Counsellor
Education in Canada” think tank
attempted to answer. 

The “Advancement of Career
Counsellor Education in Canada”
research project was conceived in order
to begin a process designed to articulate
the educational background that the
profession believes is necessary for
entry into, or advancement within, the
field. The first phase of this project
involved the production of the
Directory of Career Counselling/Career
Development Education Programs in
Canada, available online at Contact
Point at
http://www.contactpoint.ca/resources/Di
rectory_of_Education_Programs_2006.
pdf. The second phase entailed survey-

ing Canadian career practitioners to
gain a better understanding of the career
paths and educational backgrounds of
current practitioners. Over 1,100 career
practitioners responded to the survey,
and its results are also published in this
issue of the Canadian Journal of
Career Development. The third and
final phase of the research project, the
think tank, gathered career development
educators from universities, colleges,
and private training institutions from
across Canada to facilitate an in-depth
discussion of career development edu-
cation in Canada (for a list of think tank
participants, please refer to Appendix
A). This paper outlines the summaries
of these discussions and presents asso-
ciated research. It is our sincere hope
that these deliberations, indeed, this
research project as a whole, will
strengthen the field of career develop-
ment in Canada and ultimately enhance
the quality of career development serv-
ices for the benefit of all Canadians.

A Model for Career Development
Education in Canada

The Importance of Developing an
Educational Model

In most professions, it is clear what
type of education is necessary to fulfill
different roles at different levels. For
example, within the field of nursing, a
nurse practitioner is an independent
care provider with the broadest scope of
practice relative to other types of nurses
who, in addition to a nursing diploma
or degree, holds one to two years of
post-graduate training. In contrast, a
practical nurse works under the direc-
tion of a registered nurse or doctor and
has one to two years of college educa-
tion. This type of clarity in
education/occupational scope does not
exist within the field of career develop-

ment in Canada. There is currently
much diversity in the training and quali-
fications of practitioners in the field;
furthermore, the training and education
programs that do exist do not typically
lead to clearly defined occupational
roles.

In the absence of similar education-
al guidelines, it has been possible (even
easy in some cases) for those with no
career-specific education to practice in
the field. Without such career-specific
education, 

many career guidance practitioners
receive no thorough grounding in the
basic theories of career guidance, little
systematic exposure to the social and
economic contexts and purposes of
career guidance, and no systematic
applied training in the techniques that
form the basis of its practice
(Organisation for Economic Co-opera-
tion and Development, 2004, p. 99). 

An educational model has the
potential to draw attention to the impor-
tance of career-specific education and
to ultimately increase the level of train-
ing required of career practitioners.

Unlike other countries, Canada
does not lack training opportunities for
career practitioners – in fact, there are
currently 37 programs offered by 28
learning institutions in Canada that
either focus entirely on career develop-
ment or have a significant career devel-
opment component. Further, several of
these programs are offered online and
are thus very accessible. What is at
issue, though, is that these programs
vary significantly in terms of entry
requirements, length, curriculum con-
tent, hours of required practicum place-
ment, and nature of completion docu-
ment (that is, certificate, diploma,
degree, etcetera). Thus, one still has to
ask: What type and level of education is
required to enter the field of career
development? What type of functions is
an entry level practitioner qualified to
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do? What type of education is required
to advance within the field of career
development, and how do the occupa-
tional roles of these advanced practi-
tioners differ from those of entry level
practitioners? The development of an
educational model offers the opportuni-
ty to answer these questions.

The development of an educational
model is also ultimately in the best
interest of our clients. Currently, the
array of job titles and qualifications of
practitioners within the field makes it
very difficult for consumers to know
where to go or what to expect when
they seek employment-related assis-
tance. In a study designed to determine
the extent to which major career theo-
ries and research inform the work of
career practitioners with varied qualifi-
cations, Brown found that 

although many clients present with
clarified expectations and needs for
services, the service options available
to clients and the definition of career
counseling will largely depend on the
training level of the career counseling
professional. Consequently, a clearer
description and distinction of those
who provide services and the types of
services available is needed to assist
the consumer in the appropriate identi-
fication and attainment of his/her goals
(2002, p. 125). 

The development of a model could
also serve to enhance the field’s profes-
sional identity. Sunny Hansen, in a
recent analysis of the career counselling
profession’s strengths, weaknesses,
opportunities, and threats, states that 

one of the threats that seems important
to me is what I call the ‘deprofession-
alization’ of career counseling. It
seems that increasingly, in some sec-
tors, it has become an ‘anyone can do
it’ profession, a view that actually
diminishes the profession (2003, p.
47). 

An educational model would cer-
tainly go a long way towards reassuring
the public and related professionals that
the field of career development is a
serious one requiring specific training
and preparation. 

An educational model that outlines
the scope of practice at each level will
also make it easier for practitioners to
be cognizant of, and to adhere to, the
boundaries of their level of training. Of
particular importance in the field is the
extent to which a career practitioner can
or should provide personal counselling
to their clients. That “career counsellors

are frequently challenged to work with
a career dilemma that encompasses a
range of diverse issues and factors in
their clients’ personal lives” (Chen,
2001, p. 524) has been well studied and
is an accepted premise within the field.
Many would agree, however, that per-
sonal counselling requires a higher
degree of training than is offered by
some of the existing programs, typically
at least a master’s degree. This is not
always what happens in the field, how-
ever. In Brown’s research, he found that
both licensed psychologists/counsellors
and non-licensed counsellors indicated
that they do, in fact, address both per-
sonal and career issues in their work
with career clients (2002). This is prob-
lematic given that some practitioners
clearly do not have the level of training
needed to be working with clients on
such personal issues, but a model that
outlines appropriate roles at each level
of education will clarify the boundaries
and make it easier for practitioners to
know where to draw the line with
clients and when to refer them on. 

Another benefit of developing such
a model is that it will provide a bench-
mark to see how programs at different
levels connect to one another and there-
by give us the opportunity to build
bridges between certificate, diploma,
undergraduate, and graduate programs.
This will clarify how practitioners can
advance within the field. Since there
will very likely be both college and uni-
versity programs within the field over
the long term, an educational model
will allow us to begin forming relation-
ships that make sense between and
among programs. The planned model
will also be beneficial for any new pro-
grams being developed with respect to
understanding how they can best fit into
the current schema.

Finally, an educational model could
help set the groundwork for certifica-
tion requirements within the field.
While the advantages and disadvantages
of certification are beyond the scope of
this research, it does seem obvious that
a clearly articulated model could assist
in the processes of certification that are
beginning to take place in numerous
provinces.

The Challenges of Developing an
Education Model

Developing an educational model
broad enough to incorporate the wide
differences that currently exist in career
development education across Canada
is no small challenge. First, though the
field is only in its adolescence, there are
fully 37 programs that have either a sig-
nificant or an entire career development
focus. As stated earlier, however, these
programs vary significantly; there are
no less than seven different types of
completion documents represented
amongst these 37 programs: certificates
of accomplishment, certificates, diplo-
mas, undergraduate degrees, master’s
degrees, doctorates, and post-master’s
certificates. While most of these pro-
grams are strong in their own right and
offer a valuable curriculum, it is the
lack of similarity among many of the
programs that makes it difficult to inte-
grate them into a model. 

Regional differences in career
development education pose a second
challenge to the development of a
model. The differences between Québec
and the rest of Canada pose a particular
complexity, in that Québec is the only
province to regulate the profession:

To be licensed as a career counsellor
by the College, candidates must meet
the requirements set out in the regula-
tions adopted under the Professional
Code of Québec, which state that one
must have a master’s degree in career
guidance and counselling (Turcotte,
2005, p. 7). 

It should be noted, however, that
not all career development work is reg-
ulated in Québec: “The two other major
occupations in the field of career devel-
opment are employment counsellors
and career information specialists.
These two occupations do not have spe-
cific educational and occupational
requirements and are not regulated”
(Turcotte, 2005, p. 7). In any case, this
is clearly a very different picture from
the rest of Canada, and once again,
poses a challenge to the development of
a nationwide model.

A third challenge involves the mul-
titude of sectors in which career devel-
opment work is carried out. “School
counselors, community college and uni-
versity career counselors and academic
advisers, employment counselors, coun-
selors in employee assistance programs,
rehabilitation counselors, counseling
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and clinical psychologists, and other
helping professionals all provide career
counseling in organizations and private
practice, although with different pur-
poses and intensity. These persons dif-
fer in training and knowledge about
career counseling and in the approaches
to career counseling that they use”
(Herr, 2003, p. 11). The question is,
how do we deal with these different
notions of what type and level of train-
ing is appropriate for practitioners in
these different sectors? Currently there
are educational guidelines or standards
for some (for example, guidance staff in
secondary schools) but not for others
(for example, practitioners in communi-
ty agencies). It may be necessary for
the model to evolve over time in order
to encompass each of these sectors. 

A fourth challenge is presented by
the varying amount of career-specific
curriculum within each of the existing
programs. Dagley and Salter found in
the United States that;

special nondegree training programs
for career development facilitators add
a much needed emphasis in career
development theory and research, but
little in supervised counseling, where-
as typical counselor preparation degree
programs provide excellent supervised
counseling training but little-to-no
career development instruction or
career counseling supervision  (2004,
p. 102).

This is not universally the case in
Canada, but it is true that the certificate
and diploma programs in most cases
have more career-specific content than
the graduate level programs in coun-
selling psychology (except in Québec,
where undergraduate and graduate pro-
grams are career-specific). Once again,
then, this poses a challenge in develop-
ing a model. How do we devise a
model that incorporates, on the one
hand, programs that are entirely geared
to career development with those that
are geared more specifically towards
counselling on the other?

A final challenge will be to form a
collaborative, rather than a competitive,
approach to future discussions amongst
educators. A culture of competition has
historically existed amongst universities
and colleges in Canada, as all vie for
top students, faculty, and staff as well
as for rankings and research dollars.
Fortunately, more recent initiatives have
demonstrated a new trend towards col-

laboration, such as the Campus Alberta
Applied Psychology: Counselling
Initiative, a partnership between the
University of Lethbridge, the University
of Calgary, and Athabasca University.
This type of initiative demonstrates a
will and an ability to work together,
which bodes well for increased sharing
and connections among career develop-
ment programs and for the development
of an educational model, even in this
culture of institutional competition.

Presenting a Model for Career
Development Education in Canada

In spite of the inherent challenges
involved in the development of an edu-
cational model, members of the think
tank were able to formulate a draft
model for career development educa-
tion. While the model requires further
elaboration (a working group has been
struck to continue its development), it
does begin to classify the different
types/levels of services provided by
career practitioners. It also suggests
educational requirements for each type
of service. 

Although differentiated roles with-
in the field of career development have
never been clearly defined, the notion
that there are multiple roles within the
field, rather than one singular role, is
not new. Herr has argued that “career
counseling can be seen as a continuum
of interventions rather than a singular
process” (2003, p. 11). Furbish also
suggests that career services encompass
a range of activities and differentiates
between services that are job, occupa-
tion, or career related. He defines job
issues as those that provide “assistance
with the development of employment
seeking skills such as CV writing, find-
ing job openings and interviewing
skills,” occupational issues as those that
call for “assisting clients to examine
their preferences and investigate occu-
pations that will satisfy those prefer-
ences,” and career issues as those that
“are concerned with the holistic integra-
tion of work within one’s other life
roles and adjusting to transitions within
work-life patterns” (2003, pp. 3–4). 

The draft educational model
devised at the think tank sessions (see
Figure 1) also recognizes the notion that
there are multiple and distinct roles
within the field. Based on previous

work done by Borgen and Hiebert
(2006, 2002), the model suggests that
services carried out by career practition-
ers can be broken into three types:
advising, guidance, and counselling.
Each has a different objective and
serves a different function. Advising is
focussed primarily on the problem at
hand, and involves the provision of
general, “non-personalized” information
regarding a particular topic or focus.
For example, describing different styles
of résumés to a client would be consid-
ered advising, as would helping clients
access career information or making
them aware of other career services that
are available. Guidance is broader in
scope and involves the provision of
information or psychoeducational serv-
ices more directly tailored to the client’s
needs than the advisory function.
Guidance requires the practitioner to
first gather information about the client,
often through an interview or other kind
of assessment, thereby increasing the
likelihood that services obtained are
congruent with the client’s unique
needs. A practitioner who explains to a
client how the results of an interest
assessment might influence her occupa-
tional choice would be providing guid-
ance. Counselling moves beyond infor-
mation provision to broader issues and
could include the;

application of  career counseling to
stress reduction; anger management;
integrating and resolving conflict
between career and other life roles;
helping persons reconstruct and
reframe past experiences; learning
ways to reduce their indecisiveness;
assisting in modifying irrational career
beliefs; addressing underlying issues
that lead to work dysfunctions, includ-
ing unresolved issues in the family
drama being played out in the work-
place; providing opportunities for dis-
placed persons to vent their anger and
their feelings about personal concerns;
job loss; and the loss or diffusion of
personal identity  (Herr, 2003, p. 11). 

Refer to Borgen & Hiebert (2006,
2002) and Hiebert & Borgen (2002) for
more information regarding the distinc-
tion between advising, guidance, and
counselling.



This model demonstrates the pro-
portional amount of time that practition-
ers with different credentials would
spend offering the three different types
of services: advising, offering guidance,
or counselling. The use of such graphics
to demonstrate the intensity of various
roles is based on previous work done by
think tank participant Kris Magnusson
(Magnusson, Day, & Redekopp, 1993;
Magnusson, 1992). The model suggests
that a Level 1 practitioner, who would
fulfill primarily an advisory function
(and minor roles in guidance and coun-
selling), would require a career-specific
college or university certificate. A Level
2 practitioner, whose function would be
primarily the provision of guidance (but
who would also fill some advising and
counselling functions), would require
either a career-specific diploma or
undergraduate degree (though the latter
exists only in Québec at the present
time) or a non career-specific diploma
or undergraduate degree plus a career-
specific certificate or diploma. A Level
3 practitioner might perform a minor
advising role, but his or her main func-
tions would be either guidance and
counselling, or designing and coordinat-
ing career services. Typically, these
types of roles would require a master’s
degree, post-master’s certificate, or doc-
toral degree in counselling psychology
or a related field. 

Worthy of discussion is the larger
counselling role at Level 3. It is becom-
ing increasingly commonplace to expect
that those performing a counselling role
have at least a master’s degree in the
counselling field. For example, in most

American states, counselling is a regu-
lated occupation requiring one to hold a
minimum of a master’s degree in coun-
selling or a related field, plus a defined
amount of supervised practice in the
field. In Canada, there is no govern-
mentally regulated credentialing of the
profession, but the Canadian
Counselling Association awards their
‘Canadian Certified Counsellor’ desig-
nation only to those holding an appro-
priate master’s degree in counselling
that includes a compulsory practicum.
The draft model presented here reflects
the notion that a higher level of educa-
tion is indeed required to perform coun-
selling functions.

Members of the think tank agreed
that job titles should be created and
used consistently to represent the three
different levels presented in the model.
While there is not yet consensus on
what these titles should be, it was sug-
gested that a Level 1 practitioner could
be termed a Career Advisor, a Level 2
practitioner a Career Practitioner, and a
Level 3 practitioner a Career
Counsellor. An umbrella term to
describe each of these types of roles
within the field of career development
must also be determined. This paper,
and many others in the field, consistent-
ly uses the term Career Practitioner to
refer to those performing any type of
role within the field of career develop-
ment. Naturally, if the Career
Practitioner title becomes the standard
term used to denote Level 2 practition-
ers, we will need to devise a new
umbrella title term. 

One of the benefits of this draft

model is that it incorporates all pro-
grams at all levels as they currently
exist. It recognizes that each fills a spe-
cific need and does not put any program
in jeopardy of being lost or deemed
irrelevant. Another benefit is that it
acknowledges that some roles within
the field do not require in-depth coun-
sellor training – a benefit given that the
existing non-degree programs tend to
have less counselling-specific curricu-
lum and fewer supervised practicum
hours. 

A potential drawback of the model
is that it could ultimately lead to more
expensive service delivery, a risk inher-
ent in any initiative that moves towards
professionalization (OECD, 2004).
Several think tank participants voiced
concern that this model could indeed be
ignored or rejected by primary funders
concerned about service delivery costs.
Communicating the benefits of this edu-
cational model to all stakeholders in the
field will thus become an important task
for the educators group.

Next Steps for the Model

While the draft model presented in
this paper has made great strides in
defining occupational roles and corre-
sponding educational requirements, we
must remember that this is only its pre-
liminary form; elaboration in several
areas will further clarify and enhance
the model. For example, the specific
curriculum to be covered at each level
needs to be determined, as does the
number of hours of required, supervised
practicum for each level.
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Figure 1: Draft model for career development education. The shaded areas represent the proportional amount of time service providers with
differing types of education would spend providing the three principal types of service.
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As mentioned earlier, communica-
tion of the model to members of the
field is also important and needs to be
considered along with further refine-
ments. How to communicate the model
and with whom will both be important
questions to consider. One approach
would be to let the logic and value of
the model speak for itself, rather than
trying to fervently impose it on the
field. The model’s inherent logic and
simplicity bodes well for its potential to
have an important future impact on the
field of career development in Canada.

As the field continues to grow and
mature, it is possible that we will begin
to see the development of educational
specializations within the field. The
possibilities for such specializations are
numerous, but one might specialize in
working with new Canadians, for exam-
ple, or in working with individuals
diagnosed with a mental illness.
Similarly, the need for career develop-
ment training for linked professions, for
example, social workers or human
resources professionals, is also begin-
ning to be recognized and may start to
be developed some time in the future.
How or if such specialization and train-
ing for linked professions becomes
incorporated into this model will need
to be determined. One approach would
be to link specializations and training
for linked professions to the model,
rather than actually embedding them
within it.

Canadian Career Development
Curriculum

Reflections on the Current Situation

The first phase of this research
project involved the development of the
Directory of Career Counselling/Career
Development Education Programs in
Canada. While gathering data about
their programs from directors and coor-
dinators in order to compile the directo-
ry, additional inquiries were made about
the type of curriculum each covered.
Most programs contain at least some
common content, including but not lim-
ited to career development theories,
interviewing skills, group facilitation
skills, career assessment, ethics, and
working with diverse populations. 

Beyond this, there are some signifi-
cant differences depending on whether
the program is non-degree or degree

granting. For example, career informa-
tion, work trends, and work search tech-
niques tend to be covered more often in
the non-degree programs, whereas
degree programs tend to expand their
coverage of general counselling theo-
ries. When the career development edu-
cation model (described in the section
above) is more fully developed, it will
be important to link different types of
curriculum with the different program
types/levels.   

Another area of divergence was in
the number of practicum hours required
by programs; they ranged from no
practicum requirement to as many as
770 hours. Shorter practicum require-
ments were connected for the most part
with the certificate programs, while
greater practicum requirements tended
to be associated with diploma, under-
graduate, and master’s programs. If stu-
dents enrolled in the certificate pro-
grams are already working in the field
of career development, they have a nat-
ural venue where theory and practice
can come together. However, for those
not working in the field and/or who
have no career development experience,
providing an appropriate mechanism for
them to connect theory and practice
presents a serious challenge. Since the
practicum is an ideal way to help stu-
dents link theory and practice, further
discussion by educators of what consti-
tutes a practicum and how many
practicum hours should be required is
important.

An equally important aspect of
helping students relate theory to prac-
tice is effective, career-specific supervi-
sion. McMahon identified the lack of
importance paid to supervision and the
relatively few professional articles writ-
ten about supervision in the career
counselling literature as long ago as
2003. Without supervision, especially
for a student or a beginning practitioner,
it is challenging to put theoretical
knowledge into practice. This lack of
supervision may also suggest to the
trainee that career work is neither com-
plex nor difficult enough to require
supervision, a fundamentally incorrect
assumption/perspective. It should also
be noted that inadequate supervision
becomes even more serious as the scope
of career development practice expands.

The Importance of Expanding the
Curriculum    

In addition to working on a draft
educational model, the think tank
included discussions on what curricu-
lum should be taught at the various lev-
els of practice and how to effectively
incorporate new concepts and ideas.
Curriculum issues included the follow-
ing questions: How should personal
counselling and career counselling be
reconciled in career education pro-
grams? How, and to what extent should
cybercounselling content be incorporat-
ed into the curriculum? Finally, how
should career counselling knowledge
and skills best be provided to allied pro-
fessional programs? These issues are
discussed later in this paper. 

The area given the most attention
and that would require the greatest cur-
riculum changes concerned the develop-
ment of competencies that would
expand the focus of career development
education beyond providing services to
the individual; these changes would
help career practitioners address broad-
er issues related to organizational and
societal influences. Many of the career
challenges individuals face are not the
result of individual shortcomings, but
rather arise from known deficiencies in
systems and/or policies. To effectively
address big picture problems, a practi-
tioner needs such knowledge and skills
as advocacy, social planning and social
policy, social action, and community
development. Through inaction or a
lack of attention to macro issues, career
practitioners can in fact become a part
of the problem. Arthur summarizes
these points succinctly:  “Career practi-
tioners need to consider how their work
inadvertently supports the status quo
and be prepared to address social forces
that pose as systemic barriers to peo-
ple’s growth and development” (2005,
p. 41).

An example from public policy
helps to illustrate how this expansion of
the work of the career practitioner can
better serve clients. In most countries,
career development has been the object
of public policy. Nonetheless, career
practitioners have not usually been
involved in the creation of public poli-
cy.  Thus, the profession is delegated to
carrying out the notions and policies of
the government in power without hav-
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ing much affect on them. This lack of
direct involvement leads to policies that
can adversely impact the delivery of
who gets service, how they access that
service, and what services are provided
(Herr, 2003). When working with immi-
grants, the counsellor is often obliged to
help individuals deal with the con-
straints imposed by immigration policy
or professional certification bodies.
These constraints at minimum appear to
be fundamentally unfair, and they are,
in fact, often inequitable. This is clearly
an area where the direct experience of
career practitioners could very positive-
ly affect public policy; it could poten-
tially have an important, long-term
impact on the conditions of employ-
ment for many immigrants and refugees
while also making more effective use of
the national talent pool.

Interestingly, the founder of the
field of vocational psychology, Frank
Parsons, was committed to social
change, social justice, and social action.
Dr. King Davis defines social justice as
follows:

Social justice is a basic value and
desired goal in democratic societies
and includes equitable and fair access
to the societal institutions, laws,
resources, opportunities, without arbi-
trary limitations based on observed, or
interpretations of, difference in age,
color, culture, physical or mental dis-
ability, education, gender, income, lan-
guage, national origin, race, religion,
or sexual orientation (2004, p. 236).

Parsons demonstrated in his writings a
concern for the marginalized and less
fortunate in society (O’Brien, 2001).
Until recently, however, both the theory
and practice of career counselling have
been developed primarily to assist those
who live in relative affluence. Those
who are less fortunate and who need to
work simply to meet their basic needs
of shelter and housing have been large-
ly neglected (Whiston, 2003).

There has recently been renewed
interest in returning to the roots of
career counselling as they were estab-
lished by Parsons. This calls for a more
expansive conceptualization of career
theory and practice in order to help
clients deal with issues like poverty,
discrimination, and oppression. For
example, Guichard (2003) discussed
career counselling’s evolving goals and
called for career practitioners to create a
new context for research and practice,

one that would attend to the broader
context of human development in order
to meet the needs of the human commu-
nity without neglecting the individual in
the process. 

In related work, Hansen argues that
it is no longer enough to match people
to jobs. She calls for a more holistic
approach to career counselling that
requires various life roles and other life
dimensions to be taken into account. “A
weakness of career counselor education
programs is the reluctance or inability
to see career counselors as change
agents who can help not only individu-
als to change, but systems to change as
well” (2003, p. 45). She recommends
that training programs expand the cur-
riculum to include related life roles as
well as work roles, and that organiza-
tional career development be built into
training programs. She recognizes that
working to meet the needs of a diverse
population is an important first step but
goes on to say that “the work has just
begun” (Hansen, 2003, p. 45). She evi-
dently believes that expanding the cur-
riculum to include the counsellor’s role
as an advocate and an agent of change
presents a challenge.

In keeping with career practitioners
working with a broader conceptualiza-
tion, there has been a developing com-
mitment to working with multicultural
populations in a way that recognizes
and is sensitive to cultural differences.
The number of journal articles address-
ing culturally competent careeer coun-
selling continues to increase. This inter-
est and concern with cultural differ-
ences has been extended to an even
broader perspective to encompass diver-
sity that includes gender, age, sexual
orientation, socioeconomic status, social
class, ability, and religion.  In fact, our
curriculum research indicates that diver-
sity is covered in all of the programs
surveyed in some way, and that a full
43 percent devote an entire course to
diversity issues. 

Arthur, however, goes well beyond
calling for cultural sensitivity and com-
petence in career counselling, advocat-
ing that perspectives on social justice be
incorporated into the roles and interven-
tion methods of career practitioners.
She also calls for career practitioners to
develop the competencies needed to
bring about institutional change and to

carry out social action roles and sys-
temic interventions. In fact, she has
developed 17 competencies that would
afford career practitioners the skills to
support social justice interventions. She
states that “ultimately, the linkage
between social justice and career devel-
opment needs to inform curriculum
design for career practitioners” (Arthur,
2005, p. 143).

A review of social work education
may provide insights into how such
social justice competencies could be
built into the education of career practi-
tioners. Social work is a values-based
profession. All education for the profes-
sion promotes the development and
advancement of knowledge and skills
that further clients’ well-being and pro-
motes social and economic justice.
Within this overarching framework, the
curriculum is divided into “micro” and
“macro” practice. Micro practice
involves interventions aimed at prob-
lems confronting individuals, families,
and small groups; macro practice, on
the other hand, concerns social work
interventions designed to bring about
change in organizations and communi-
ties. In most social work programs, a
student chooses to concentrate on either
micro or macro practice, but must also
take some courses from the other area. 

The social work education
approach may not be a complete model
for the field of career development. It
does, however, provide some guidance
as to how we might strive to meet two
general objectives. The first is to build
in the values associated with social jus-
tice as a part of the foundation of the
career development profession and its
educational aims. The second is to build
into the curriculum the development of
some general skills and awareness
regarding macro issues for all members
of the profession and perhaps allow
some to develop specialized skills in
this area. 

Roadblocks to Incorporating Macro
Issues into the Curriculum

As with any proposed change, there
will be uncertainty and some reluc-
tance. What is proposed will require
significant adjustments to a program’s
curriculum, and this will only happen if
educators are convinced of the value
and importance of the changes and thus

Career Development Education in Canada
45

Canadian Journal of Career Development/Revue canadienne de developpement de carriére
Volume 6, Number 1, 2007



motivated to incorporate them into the
program of study. The motivation and
education of educators are particularly
important since each program’s curricu-
lum is typically very full, and there are
many competing interests regarding
what might be included. Further, phase
one of this research project revealed
that little attention is currently paid to
macro issues in the programs, possibly
because many of the educators them-
selves are graduates of individually
focussed educational programs that do
not naturally lend themselves to a
macro viewpoint. Hiebert, McCarthy,
and Repetto make a related point:
“Career counsellor education primarily
stems from a psychological background
(versus a career development, adult
transition, or labour market back-
ground), and does not address the
diverse career paths and complex labour
market that clients encounter” (2001, p.
1). It will be essential to find mecha-
nisms that will keep educators at all
levels informed about, and involved in,
the evolution of the curriculum.

Practitioners and educators will
also need to be convinced of the worth
of expanding the curriculum and profes-
sion into new and less familiar areas of
practice. In part because of their educa-
tional backgrounds, and especially in
the early years of work, most practition-
ers are focussed on helping the individ-
ual and are not invested in learning how
to change large systems and how those
systems impinge on their client’s lives.
In later years, practitioners often devel-
op a frustration with “the system,” but
they have not, for the most part, devel-
oped nor practiced the skills to effect
change within it. In a survey of practi-
tioners conducted in the second phase
of this research project, macro skills
like lobbying government, addressing
social justice issues, advocating for
clients, program promotion, manage-
ment, and administration were all con-
sistently rated less important than skills
related to direct client work. If practi-
tioners were to realize that career prac-
titioners could and should influence
social and political systems and could
see a way to help their profession do
that, the value they see in their work
could change substantially (especially
in later years) and provide strong sup-
port for the curriculum changes we pro-

pose. Effectively instituting these pro-
posed changes will require a program of
continuing education for practitioners. 

One further roadblock is the lack of
quality resource materials on macro
issues, including social and economic
justice, which can be readily utilized in
a classroom or practice setting. This
dearth makes it much more difficult for
educators to experiment with incorpo-
rating these ideas or to adopt recom-
mended curriculum changes. The devel-
opment of effective educational
resources must be a key aspect of an
implementation strategy. As is outlined
below, a newly formed educational
group is beginning to develop educa-
tional resources, some of which empha-
size social justice and macro-level
issues.

Next Steps for the Curriculum

There was considerable support
and enthusiasm at the think tank for the
evolution of program curriculum
towards providing theoretical and prac-
tical content on the ideas and values of
social and economic justice and on the
development of the skills required to
promote social change. It is important
to note that we are at the very begin-
ning of this endeavour; it is no small
task to evolve a curriculum (or curricu-
lum guidelines) on a national level,
given the requisite acceptance of the
stakeholders of the development of a
new lens and an expanded set of com-
petencies. However, if we as educators
were able to incorporate social justice
competencies into the curriculum on a
nationwide level, Canada would clearly
become a leader on the international
stage. 

The extent to which the various
aspects of macro practice should be
included at each level of training in the
model discussed above will need care-
ful consideration and discussion. For
example, it would seem plausible that
practitioners involved primarily in
advising would need only a general
awareness of macro practice issues and
their importance as part of the career
development environment. This aware-
ness could perhaps be acquired from a
well-designed course or module. On the
other hand, practitioners primarily
involved in counselling would be
expected, from a macro perspective, to

be able to engage in social planning ini-
tiatives, demonstrate advocacy skills
with individuals or systems, and con-
tribute to the designing of social policy
as it relates to the world of work. A per-
son would need to have at least one
course, and perhaps more, that deals
with macro theory and practice in order
to work in the macro arena. 

As noted earlier, a number of other
curriculum questions and challenges
arose that were not discussed in the
depth they deserve owing to time con-
straints. One issue concerned the inter-
face between career counselling and
personal counselling. Career coun-
selling cannot be neatly separated from
the counselling that affects the other
aspects of the client’s life. Because of
their particular education, some coun-
sellors are able to deal with many of the
major issues in clients’ lives, including
career issues, personal issues, and even
some associated with mental health.
Others will not be able to work with
these broader issues and problems
because they lack the required educa-
tion, but at a minimum, career practi-
tioners should have the knowledge to
recognize personal problems and, when
necessary, effectively refer clients to
appropriate professionals. This interface
will become clearer as the model devel-
ops and as the roles of various career
professionals are more completely
defined. 

Cybercounselling, another curricu-
lum issue addressed by the members of
the think tank, currently receives little
coverage in the training programs we
reviewed. Although there has been
skepticism of cybercounselling, espe-
cially as it relates to ethics, many career
practitioners are clearly innovating and
engaging in the practice of distance
advising/counselling. Cybercounselling
presents numerous complexities for
career education, for example: What
new or different competencies are need-
ed to act effectively from a distance?
Can these competencies fit within exist-
ing programs? To what extent should
students generally be trained in these
areas? Do we need a distance career
development specialization? These
complicated questions require much
more discussion. 

Yet another issue was how career
education can best interface with the
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curriculum of related professions like
social work, human resources, and
vocational rehabilitation. These practi-
tioners work with clients whose pre-
senting problems are, for the most part,
not directly work related. However,
since work is so central to most peo-
ple’s well-being and can cause so much
distress, work and career issues are
often major contributing aspects of a
client’s problems. Thus, some knowl-
edge of career development theory and
career counselling techniques, as well
as awareness of the possibility and
importance of referral when career
issues are paramount, would benefit
related professionals and help them help
their clients. We need to consider how
important this is to the field, and
whether it is possible to raise awareness
within our educational institutions so
that there is a role for career education
programs to provide service courses in
allied programs.

A preliminary step has been taken
since the think tank, namely the estab-
lishment of a group of educators inter-
ested in developing written materials on
current issues and advances in the field
of career development in Canada. The
exact form this publication will take is
still under discussion, but social justice
and social justice competencies as they
pertain to career development will be a
major focus. It is our hope that this
work will lead to the development of an
introductory text providing students and
faculty with details and overviews of
macro issues and a few more badly
needed resource materials treating
advancements and best practices in
Canada. The development of these and
other resource materials would help
immensely to address pedagogical
issues while easing the process of cur-
riculum adjustment.

Professional Identity an
the Role of Education

Career development educators, like
others involved in the field of career
development, are concerned with the
field’s professional identity. That the
services provided by career practition-
ers receive little visibility and are not
generally well understood or sought out
by the general public is a commonly
felt frustration for those working in this
field. A 2006 CERIC survey conducted

by Ipsos Reid found that when seeking
career planning assistance, a majority of
Canadians seek the help of
relatives/friends/neighbours (68%), co-
workers/associates (67%), or newspa-
pers (67%) rather than the services of a
career specialist (47%). That more
Canadians would seek career assistance
from a friend or relative over a career
practitioner offers some proof that
“career counseling’s identity status
resembles that of a client who lacks
vocational identity and clearly articulat-
ed goals” (Niles, 2003, p. 73). 

Of particular concern to educators
with respect to professional identity is
the number of titles being used within
the field to describe this work. In the
survey carried out as phase two of this
research project, respondents were
asked to indicate their job title.
Significantly, a full 37% of respondents
did not fit into one of 13 common job
titles used in the field. (This issue does
not carry over to Québec, where 69% of
respondents fit into just one job title:
conseiller d’orientation). This diversity
of titles is also seen in the names of
career development education programs
across the country. While some program
titles use the term  “career practitioner,”
others use “career counsellor,” ‘career
management professional,” “career
facilitator,” or “career development
coach.” Clearly this unrestrained use of
titles in the workplace and in our pro-
gram descriptions needs to be
addressed, and educators can play a
positive role through further develop-
ment and communication of the educa-
tion model outlined in the first section
of this paper. This model has the poten-
tial to begin a process of making titles
more descriptive, consistent, and mean-
ingful, both to those in the field and to
the general public.

While raising the professional iden-
tity of the field is no small task, and
further, is one that will most certainly
require a multi-faceted effort on the part
of practitioners, employers, associa-
tions, and government alike, it is the
educators’ hope and belief that both
increasing the profile of career develop-
ment specific education (through the
draft model presented earlier in this
paper) and enhancing its curriculum
will serve an important function in this
regard. Indeed, McCarthy (2001) does

suggest that training has a dominant
effect in establishing a professional
identity.

Conclusion

As was outlined earlier, this
research project was conceived in order
to begin a process designed to articulate
the educational background that the
profession believes is necessary for
entry into, or advancement within, the
field of career development. This paper
developed out of the third phase of the
project; bringing together educators
from across Canada to a think tank in
order to discuss these educational and
professional issues. Although subsets of
this group meet with some regularity
for other purposes, this was the first
meeting of career educators that includ-
ed representatives from French- and
English-speaking Canada, from univer-
sities and colleges, and from the private
sector. Informal reports from partici-
pants suggest that these discussions set
the stage for some significant progress
towards developing an innovative and
comprehensive framework for the edu-
cation of career practitioners in Canada. 

The development of an educational
model has the potential to be a major
step forward for the field. It has the
potential to define exactly what educa-
tion is required to enter the field of
career development, how one could
advance within the field, and how the
occupational roles of the entry-level
person differ from those of an advanced
practitioner. This clarity of definition
alone would help draw attention to the
importance of career-specific education
and the services that career practitioners
have to offer. A well-developed model
would also offer consumers more clari-
ty to help them access the type and
scope of service they require. This work
is far from complete, but we hope that
the energy and enthusiasm this project
has generated will provide impetus to
move the model forward.

The think tank brought to light
many important discussions on curricu-
lum that were as valuable as the discus-
sion of the model. With representatives
from all educational sectors, the delib-
erations afforded a rich dialogue on
how the curriculum could evolve and
expand. One area requiring significant
effort is the inclusion into the curricu-
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lum of a social justice lens and macro
practice competencies. The develop-
ment of an appropriate curriculum and
its adaptation into current Canadian
career education programs would
advance the field and make internation-
al leaders of Canadian career education
programs. This challenge is indeed
daunting, but it is also tenable. There
was a spirit of co-operation among the
participants at the think tank that we
believe will support the initiative’s for-
ward momentum.

We would like to thank the educa-
tors who attended the think tank for
their enthusiastic support of this
research project and for the tremendous
contributions that set the stage for more
discussion and forward movement. We
would also like to express our thanks to
CERIC for their professional and finan-
cial support of this endeavour.

Appendix A
Think Tank Participants

Nancy Arthur University of Calgary
Robert Baudouin Université de 

Moncton
Marie-Denyse Boivin Université Laval
Bruno Bourassa Université Laval
Mildred Cahill Memorial University
Deborah Day Acadia University
Edwidge Desjardins Université du Québec

à Montréal
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Bryan Hiebert University of Calgary
Kon Li Kwantlen University
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Greg Morrow George Brown
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Geoff Peruniak Athabasca University
Deirdre Pickerell Life Strategies Inc.
Natalee Popadiuk Simon Fraser

University
Blythe Shepard University of Victoria
Rob Straby Conestoga College
Beverley Walters Bow Valley College
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