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FROM THE EDITOR'S DESK     Dr. Robert Shea, Founding Editor

I am pleased to bring you Volume 17, Issue 2 of the Canadian Journal of Career Development. This issue 
features six articles focusing on mentoring, interventions, skills, evaluation, and best practices. It closes off  
with three graduate student research briefs which address information and communication technologies, ca-
reer identity development, and international student workforce integration practices at universities. I strong-
ly recommend readers take a look at the research that our graduate students are undertaking.

As we close out 2018, the Journal has a lot to refl ect upon. Our mandate is to present articles in areas of 
career research and practices that are of interest to career development practitioners. In 2019, the Journal 
will increase its eff ort to promote research and research briefs submissions by graduate students and new 
authors.

There are many changes coming in 2019 for the Journal. Our social media accounts will start accepting ‘Ask 
the Editors’ questions. These questions can be specifi cally about the Journal or about publishing in general. 
If we can answer it, we will!  In addition to this, our Associate Editor will be writing short ‘How to’ instruc-
tional documents. We have heard from you that publishing is not something taught at many universities and 
that many fi nd it a challenging process. We hope to help demystify this process for graduate students and 
new authors, as well as make it less intimidating.  These 'How to' documents will be published to our web-
site and  social media accounts. 

In the years to come, we look forward to providing you with high quality and a large selection of research. 
Keep an eye out for all the new projects starting in 2019. If you have any feedback or opinions you would 
like to provide the Journal, please send them to Associate Editor Diana Boyd. 

Thank you to our readers, authors, reviewers, and supporters for another great year. 
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Abstract

	 This study evaluated the 
effectiveness of the Canadian 
Psychological Association (CPA) 
Student Mentorship Program, 
a formal peer-mentoring pro-
gram for undergraduate students 
(mentees) and graduate students 
(mentors) studying psychology 
in Canada.  Previous researchers 
have not sufficiently examined the 
effectiveness of formal peer-men-
toring programs, particularly 
within the psychology discipline 
in higher education settings.  The 
purpose of this investigation was 
to explore the program’s effec-
tiveness as a career intervention, 
including its acceptability, feasi-
bility, outcomes, strengths, and 
limitations.  One hundred and 
seventy-eight students participat-
ed in the program and data was 
collected at three time points (at 
baseline, three and six months).  
Descriptive and inferential sta-
tistics were obtained, in addition 
to minimally inductive content 
analyses for open-ended items.  
Results indicated that most men-
tors (63%) and mentees (58%) 
experienced the program as 
effective to highly effective, with 
100% of participants supporting 
of the continuation of the pro-
gram.  Overall, 86% of mentors 
and 63% of mentees reported that 
participation in the program was 
moderately to strongly related to 

the achievement of their career 
goals.  Program strengths and 
limitations were identified which 
reinforce aspects of the program 
that have served participants well, 
in addition to areas which should 
be improved for future iterations 
of the peer-mentoring program. 

Keywords: mentoring; peer-men-
torship; career intervention; high-
er education; psychology

	 Many people attribute 
their success or accomplishments 
to the individuals who helped 
them achieve their goals (Foster 
& MacLeod, 2015). These indi-
viduals are typically referred to as 
mentors.  Mentoring is an intense 
caring relationship in which two 
or more individuals come together 
to promote both professional and 
personal development.  While 
there are various models of men-
toring, the primary objective for 
many mentoring relationships is 
to help the mentee develop the 
knowledge and skills necessary to 
perform at their highest potential, 
leading to enhanced career devel-
opment. Engaging in a mentoring 
relationship can serve as a valu-
able career intervention which 
elicits benefits for both mentors 
and mentees. In higher education 
settings, the guidance and support 
afforded to students can greatly 
impact their decision-making 
processes and self-awareness, 

advancing personal and voca-
tional growth. This paper offers a 
brief overview of the mentoring 
literature, with a specific focus on 
peer-mentoring, and its utility in 
the higher education context. So-
cial cognitive career theory (Lent, 
Brown, & Hackett, 1994) is used 
to conceptualize the application 
of a peer-mentoring program, the 
Canadian Psychological Associ-
ation (CPA) Student Mentorship 
Program, in the post-secondary 
domain. The central aim of this 
investigation was to explore the 
Program’s effectiveness as a 
career intervention, including its 
acceptability, feasibility, out-
comes, strengths, and areas for 
improvement. Study limitations 
and future research directions are 
also discussed. 

Peer Mentorship

	 Mentorship has been 
consistently demonstrated through 
research to have substantial ben-
efits for mentees (Crisp & Cruz, 
2009; Leidenfrost, Strassnig, 
Schabmann, & Speil, 2011) 
within groups (Milner & Bosser, 
2005), organizations (Alan, Eby, 
O’Brien, & Lentz, 2008; Wan-
berg, Welsh, & Hezlett, 2003)  
and educational programs (Crisp 
& Cruz, 2009).  Although the 
mentoring literature has grown 
steadily over the past twenty 
years, researchers have made 
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little progress in terms of imple-
menting a consistent definition of 
peer-mentoring.  Crisp and Cruz 
(2009) identified over 50 defi-
nitions which varied in breadth 
and scope (for more information, 
see Crisp & Cruz’s comprehen-
sive systematic review).  For the 
purposes of this evaluation, we 
aimed to utilize a definition that 
accurately captured the nuances 
of formal peer-mentorship in a 
higher-education setting.  Kram 
(1983)’s definition of peer men-
toring was used which described 
peer-mentoring as a helping 
relationship in which two indi-
viduals come together, through 
formal mentoring schemes, in 
the pursuit of fulfilling some 
combination of functions that are 
career-related (e.g., information 
sharing, career strategizing) and 
psychosocial (e.g., confirmation, 
personal feedback).  Kram’s 
definition coincides with other 
seminal theorists’ definitions in-
cluding Levinson and colleagues’ 
(1978) comprehensive emotional 
investment and Kanter’s (1977) 
instrumental praxis. Later factor 
analytic studies of mentorship 
functions articulated two clusters 
of mentorship behaviour congru-
ent with Kram’s “psychosocial” 
and “career” functions, pointing 
to their relevancy in today’s 
post-secondary context.  Kram’s 
dual-function model maps on 
well to higher-education domains 
as students’ prescriptive and in-
structional needs parallel Kram’s 
career function and students’ fa-
cilitative needs which transcend 
educational variables to encoun-
ter students in all their psychoso-
cial dimensions parallels Kram’s 

psychosocial function (Carden, 
1990).  As such, this definition 
was selected due to its previous 
applications in higher education 
contexts and its focus on formal 
peer-mentoring schemes.  
	 Peer mentoring is a valu-
able alternative to the traditional 
concept of mentorship.  Tradi-
tional forms of mentoring consist 
of a hierarchical relationship in 
which the mentor is considerably 
older and more experienced than 
the mentee (e.g., faculty-student 
mentorship, employer-employee 
mentorship).  Unlike traditional 
mentoring, peer-mentoring pairs 
mentors and mentees who are 
generally equal in age and pow-
er to provide career-related and 
psychosocial support and guid-
ance (Kram & Isabella, 1985).  
Mentorship between peers is 
thought to eliminate potential 
power dynamics which may exist 
in traditional forms of mentor-
ship.  An egalitarian stance is 
assumed which allows peer-men-
tors and mentees to utilize their 
shared experiences as students, 
freeing them to be more candid 
and transparent, while foster-
ing an atmosphere conducive to 
collaboration. Other mentorship 
modalities have emerged over the 
years including group mentoring 
which involves a mentor estab-
lishing mentoring relationships 
with multiple protégés. When 
considering the desired outcomes 
and objectives of the current 
mentorship program, didactic 
peer-mentoring was deemed most 
appropriate due to its emphasis 
on the development of an indi-
vidualized experience. 

Functions and Formats of Peer 
Mentorship 

	 Consistent with Kram’s 
(1983) definition, peer-mentor-
ship typically involves a dual 
function of providing psychoso-
cial support and career-related 
or vocational support.  Recent 
definitions have included a third 
function known as role model-
ing.  Role modeling refers to the 
processes whereby the mentor 
leads by example and the mentee 
respects and emulates the mentor 
(Pelligrini & Scandura, 2005).  
Role modeling was previously 
subsumed within the psychoso-
cial function; however, it is now 
considered a distinct function 
according to some scholars (En-
sher, Thomas, & Murphy, 2001).  
The degree to which the mentor 
actualizes the various mentoring 
functions is thought to influence 
the mentee’s satisfaction with the 
mentoring relationship. 
	 Important distinctions 
have also been made between 
informal and formal mentoring 
schemes.  For example, informal 
mentoring relationships typically 
develop organically, on the basis 
of mutual identification, and 
involve a mentee actively seek-
ing out a mentor with the aim of 
achieving long-term goals (Mil-
ner & Bosser, 2005).  In compar-
ison, formal mentoring relation-
ships typically have a third-party 
stakeholder who matches a men-
tor with a mentee (e.g., organi-
zations, educational institutions) 
based on some predetermined cri-
teria or desired outcome (Crisp & 
Cruz, 2008).  Various institutions 
and organizations assume that 

Peer-Mentoring Program
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formal mentoring relationships 
are as effective as informal men-
toring relationships; however, 
there is little research evidence 
which supports this claim (Milner 
& Bosser, 2005).

Peer Mentoring Programs in 
the Higher-Education Context

	 Some post-secondary 
institutions establish formal men-
toring programs (e.g., traditional 
and/or peer formats) to assist 
students with their professional 
and career development (Milner 
& Bosser, 2005).  Peer-mentor-
ing in higher education is widely 
considered to be an effective in-
tervention to ensure the academic 
success and retention of students 
(Lankau & Scandura, 2002; Pel-
legrini & Scandura, 2005).  Men-
tees in university settings have 
indicated increased academic per-
formance and social integration 
(Leidenfrost et. al., 2011), among 
other positive outcomes con-
tributing to the improvement of 
students’ educational experienc-
es.  However, many peer-mentor-
ing programs are offered through 
general student services at 
post-secondary institutions, often 
lacking the specificity needed to 
enhance one’s experience in their 
area of academic major or in the 
domain in which they are inter-
ested in pursuing a career.  The 
vast majority of investigations 
focusing on mentoring outcomes 
and processes have been conduct-
ed with undergraduate student 
populations as recipients of men-
torship across a variety of higher 
education domains (Crip & Cruz, 
2008).  

	 Unfortunately, existing 
research in the higher educa-
tion context has a number of 
limitations.  Firstly, mentorship 
programs in university settings 
frequently encompass tradition-
al (i.e., hierarchical) mentoring 
formats, which rely on informal 
mentoring schemes (e.g., they 
occur spontaneously), requiring 
prospective mentees to actively 
seek out a mentor who is typi-
cally older and more established 
in terms of their career develop-
ment (e.g., a professor; a field 
placement supervisor), under-
scoring the gap in power and 
status.  Secondly, considerably 
less research has centered on 
mentor outcomes.  Over the past 
two decades, efforts have been 
made to narrow this gap in the 
literature (Allen, 2007; Colvin & 
Ashman, 2010; Ghosh & Reio, 
2013; Terrion & Leonard, 2007), 
although it remains that research 
from the mentor’s perspective 
is fragmented and still emerg-
ing (Allen et al., 2008).  Finally, 
while an assortment of mentoring 
programs have been implemented 
in various contexts in Canada, 
few have systematically investi-
gated their effectiveness.  
	 Likewise, the mentoring 
intervention literature within psy-
chology is limited.  The current 
evaluation aimed to address the 
above limitations, while focusing 
on mentorship in higher educa-
tion settings.  We implemented a 
formal, peer-mentoring program 
which pairs students at different 
stages in their training in psy-
chology, namely, undergraduate 
and graduate students.  The eval-
uation examined outcomes for 

both mentees and mentors in an 
effort to contribute a more coher-
ent understanding of the benefits 
of mentoring on mentors.  

The CPA Student Mentorship 
Program

	 The CPA Student Mentor-
ship Program was developed as a 
student engagement and support 
initiative afforded by the CPA 
Section for Students in Psy-
chology, an organized group of 
psychology students lead by an 
executive committee which offers 
opportunities for student engage-
ment, professional development, 
and learning.  The purpose of the 
program was to afford undergrad-
uate psychology students (i.e., 
mentees) from various academic 
institutions in Canada the oppor-
tunity to gain career support and 
guidance from graduate students 
(i.e., mentors; also from various 
academic institutions in Canada) 
in navigating their educational 
training, professional develop-
ment, and career decision-mak-
ing.  Students pursuing bachelor 
degrees often experience distress 
and uncertainty about their future 
careers and formal mentorship 
has been identified as a possible 
solution to reduce such con-
cerns (Eby & Lockwood, 2005; 
Leidenfrost et al., 2011).  While 
anxiety about future careers is 
not unique to psychology stu-
dents, the field of psychology 
is exceptionally diverse in that 
there is a wide range of academic 
and clinical specializations that 
become significant considerations 
for students pursuing careers 
and/or higher education in these 
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areas.  For example, the CPA, a 
national association which works 
to advance the science, practice, 
and education of psychology in 
Canada, supports 33 indepen-
dent sections which encompass 
unique specializations of study 
and professional practice within 
the broad field of psychology 
(e.g., quantitative electrophysi-
ology, clinical psychology; CPA, 
2016).  Thus, peer-mentorship 
can function as a much-needed 
career support guiding important 
decision-making and exploration 
processes for undergraduate stu-
dents in psychology.  
	 A substantive area of 
concern within the mentoring 
literature regards its constrict-
ed theoretical basis (Crisp & 
Cruz, 2009).  The theoretical 
foundation which shaped the 
current pedagogical approach to 
peer-mentoring utilized princi-
ples of student-centered learning 
(Rogers, 1961). According to 
Rogers (1961), “the only learning 
which significantly influenc-
es behavior is self-discovered, 
self-appropriated learning” (p. 
276).  Student-centered learning 
is a theoretical perspective which 
captures how students engage 
in their mentoring relationships.  
Within the extant literature, 
peer-learning is thought to have 
greater impact on students than 
traditional teaching in the class-
room (Colvin & Ashman, 2010).  
Instead of providing a high-
ly-structured program with regi-
mented mentee-mentor activities, 
the CPA Student Mentorship 
Program encouraged self-direct-
ed learning through its open and 
flexible, semi-structured format.  

In this context, student-cen-
tered learning represented a         
de-emphasis of traditional for-
mats of teaching and mentorship 
(e.g., teacher-centered learning) 
which typically requires mentors 
to serve as teachers or as the 
primary source of knowledge.  In 
contrast, the CPA Student Men-
torship Program placed mentees 
in the center of the learning 
process as active (versus passive) 
participants, while encouraging 
self-determined action, responsi-
bility, and autonomy, over one’s 
education and career develop-
ment.  The mentor’s role in the 
program was conceptualized as a 
facilitator, rather than a teacher, 
with the primary goal of guid-
ing, supporting, and providing 
the conditions and information 
necessary to initiate the mentee’s 
self-directed learning.  It was ex-
pected that, through peer-mentor-
ship, collaborative action would 
lead to novel self-discoveries 
and an abundance of knowledge.  
Consistent with the peer-mentor-
ing model as described by Kram 
(1983), placing a mentor closer 
to the level of a mentee enhances 
learning, benefiting both individ-
uals in the mentoring relation-
ship.  

Social Cognitive Career Theory 
(SCCT) 

	 Alternatively, SCCT is 
a theoretical perspective that 
captures what students do in 
relation to their peer-mentoring 
relationships.  SCCT seeks to 
explain three interrelated as-
pects of career development: (a) 
how basic academic and career 

interests develop, (b) how edu-
cational and career choices are 
made, and (c) how academic and 
career success is achieved (Lent, 
Brown, & Hackett, 2002). An 
extension of Albert Bandura’s 
general social cognitive theory, 
this career development theory 
incorporates a variety of intri-
cately linked variables including 
self-efficacy beliefs, outcome 
expectations, and goals which 
play a key role in SCCT’s model 
of educational and vocational in-
terests development, choice-mak-
ing, and performance attainment 
(Lent et al., 2002). Of central 
importance is continued activ-
ity exposure or engagement in 
learning activities which enable 
individuals to receive feedback, 
set goals, and refine their skills.  
Peer-mentorship is thought to be 
one method that can facilitate the 
development of interests, leading 
to increased self-efficacy and 
positive expectations for desired 
outcomes.  SCCT identifies 
several targets at which educa-
tional and career programs can be 
directed, including peer-mentor-
ship programming. These targets 
include efforts to expand interests 
and nurture career aspirations, 
while facilitating career goal 
setting and implementation. As 
such, the CPA Student Mentor-
ship Program was developed to 
afford experiences that promoted 
exposure to personal mastery ex-
periences and support, as well as 
access to the information needed 
to enhance one’s career deci-
sion-making processes. 
	 The CPA Student Mentor-
ship Program is unique in that it 
is designed to target students in 
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higher education settings, yet it 
is distinct from other peer-men-
toring programs in university 
settings as it is housed within a 
large professional organization 
(i.e., the CPA), enabling students 
to connect with their peers who 
are enrolled in various institu-
tions and programs located across 
Canada.  As there is a lack of ev-
idence investigating the utility of 
formal peer-mentoring programs, 
particularly in psychology, the 
purpose of this evaluation was to 
determine the effectiveness of the 
described program, exploring its 
outcomes, feasibility and accept-
ability, strengths and areas for 
improvement, as well as the ev-
idence supporting the program’s 
continuation.  

The Current Study

	 Three broad research 
goals guided this investiga-
tion.  The first research goal was 
to evaluate the interest in and 
feasibility of the CPA Student 
Mentorship Program.  This goal 
was evaluated through three 
exploratory, open-ended research 
questions: (1) to what degree 
did graduate and undergraduate 
student trainees in psycholo-
gy express interest in a formal 
peer mentorship program? (2) 
to what extent did mentors and 
mentees express equal interest 
to create peer dyads (3) to what 
degree were participants retained 
throughout the duration of the 
mentorship program? 
	 The second research goal 
was to assess participants’ views 
of the program as a measure of 
program acceptability.  In par-

ticular, we were interested in 
examining participants’ percep-
tions of the program through two 
exploratory questions: (1) to what 
extent did participants perceive 
the effectiveness of the program? 
(2) to what degree are partici-
pants interested in the continua-
tion of the program? To evaluate 
the acceptability of the program, 
participants were asked to list up 
to three strengths and three weak-
nesses of the program. 
	 The third research goal 
was to evaluate whether involve-
ment in the mentorship program 
influenced mentors’ and men-
tees’ personal and career growth, 
and to examine what mentor-
ship function was most evident 
among mentees as a result of 
their participation in the program.  
This was examined through four, 
open-ended research questions: 
(1) To what extent do mentees 
and mentors experience chang-
es in their level of self-efficacy 
throughout the course of the pro-
gram? (2) To what degree does 
the peer mentorship program 
facilitate mentors’ and mentees’ 
personal growth?  (3) To what 
extent does the peer mentorship 
program facilitate mentors’ and 
mentees’ career growth?  (4) 
What mentorship function was 
most frequently elicited to sup-
port mentees’ development in the 
program (i.e., vocational support, 
psychosocial support, or role 
modeling)?  

Method 

Participants 

	 One hundred and 
seventy-eight students from 
various Canadian post-secondary 
institutions consented to partici-
pate in the peer mentorship pro-
gram.  To be eligible as a mentee, 
participants were required to 
be: (1) a student member of the 
CPA; (2) currently enrolled at the 
undergraduate level at a Canadi-
an post-secondary institution; (3) 
interested in pursuing graduate 
studies or a career in an area of 
psychology.  Eligible mentors 
were required to meet the fol-
lowing criteria: (1) a student 
member of the CPA; (2) currently 
enrolled at the graduate level at a 
Canadian post-secondary institu-
tion or a post-doctoral fellow at 
a post-secondary institution or a 
related setting (e.g., research cen-
tre, hospital); and (3) pursuing 
training in an area of psychology.
 
Measures 

	 The program was evalu-
ated through the use of a number 
measures. Standardized measures 
and instruments developed for 
the purposes of this investigation 
were incorporated. Moreover, 
we relied on narrative respons-
es, close-ended questions, and 
questions requiring Likert-style 
responses. The variety of ques-
tion formats allowed for a more 
comprehensive understanding of 
participants’ experiences. 
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	 Demographic 
Information Questionnaire.  
A demographic information 
questionnaire was developed to 
evaluate participant character-
istics.  The questionnaire was 
administered to mentees and 
mentors prior to beginning the 
program and queried participants’ 
age, gender, university level, pro-
gram of study, ethnic origin, and 
marital status.  

	 Career Goals 
Questionnaire.  The career goals 
questionnaire was developed for 
the purposes of this investiga-
tion.  A version of this question-
naire, with slight modifications, 
was administered to mentees 
and mentors at each time point.  
The purpose of the career goals 
questionnaire was to assess con-
fidence in obtaining career goals 
and to track whether confidence, 
among other variables, increased 
as a result of being a mentor/
mentee in the peer mentorship 
program.  

	 Mentor version.  Us-
ing a 4-point Likert-style scale, 
mentors were asked to rate: their 
confidence in their mentoring 
abilities (0 = “extremely uncon-
fident”; 4 = “extremely confi-
dent”), the effect that serving as 
a mentor would have/was having 
on their career development (0 
= “no effect; 4 = “substantial 
effect”), the effect that serving 
as a mentor would have/was 
having on their personal growth 
(0 = “no effect” to 4 = “substan-
tial effect”), and the degree to 
which serving as a mentor was 
important to achieving career and 

education goals (0 = “extremely 
unimportant” to 4= “extremely 
important”).  Higher scores on 
this measure suggest greater 
mentor self-reported confidence.

	 Mentee version.  The 
mentee version of the Career 
Goals Questionnaire was similar 
to the mentor version, with minor 
adaptations to address the men-
tee status.  Using a Likert-style 
scale, mentees were asked to rate: 
their confidence that they would 
achieve their current career goals 
(0 = “extremely unconfident”; 
4 = “extremely confident”), the 
degree to which they were sure 
of the steps to take to be success-
ful in achieving career goals (0 
= “extremely unsure”; 4 = “ex-
tremely sure”), and the degree 
to which having a mentor was 
important to achieving career and 
education goals (0 = “extremely 
unimportant”; 4 = “extremely im-
portant”).  Higher scores on this 
measure are indicative of greater 
mentee self-reported confidence. 

	 New General 
Self-Efficacy Scale.  The New 
General Self-Efficacy Scale 
(NGSE; Chen, Gully, & Eden, 
2001) assesses self-efficacy to 
mobilize oneself to meet career/
education demands.  It consists 
of 8-items to which respon-
dents answered using a 5-point 
Likert-style scale (0= “strongly 
disagree”; 5= “strongly agree”).  
Higher scores are indicated of 
greater perceived self-efficacy. 
The NGSE has been demonstrat-
ed to have strong internal con-
sistency among undergraduate 
students (α = .86) and among 

students completing professional 
degrees (α = .85).  

	 Mentoring Functions 
Questionnaire-9. The Mentor-
ing Functions Questionnaire-9 
(MFQ-9; Castro & Scandura, 
2004) is a questionnaire that 
assesses mentees’ perception of 
benefits from mentorship and is 
one of the most reliable measures 
assessing mentoring functions 
(Wanberg et al., 2003).  The 
MFQ-9 is a shortened version 
of the 20-item MFQ (Scandura, 
1992) and is comprised of 9 items 
which respondents answered 
using a 5-point Likert-style scale 
(0 = “strongly disagree”; 4 = 
“strongly agree”). Higher scores 
on this measure suggest greater 
perceived benefit. The measure 
consists of three subscales (three 
items per subscale), assessing 
psychosocial support, vocation-
al support, and role modeling 
achieved during the mentoring 
relationship.  Cronbach’s alpha 
coefficients for the whole scale, 
vocational support, psychosocial 
support, and role modeling were 
.86, .84, .77, and .80, respective-
ly, for male mentees and .93, .88, 
.90, and .89, respectively, for 
female mentees (Hu, 2008).  

	 Program Strengths and 
Weaknesses Questionnaire.  
The Program Strengths and 
Weaknesses Questionnaire was 
administered at the 3-month and 
6-month follow-ups.  Using two 
open-ended questions, mentees 
and mentors were asked to list up 
to three program strengths and up 
to three program weaknesses at 
each time-point. 
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Procedure 

	 Recruitment. Prospective 
participants completed an online 
application form which included 
items soliciting demographic 
information, areas of interest in 
psychology, previous mentorship 
experiences, and goals for the 
mentoring relationship.  Prospec-
tive participants then submitted 
their completed applications to 
the program coordinators who 
engaged in a predetermined 
matching procedure to pair 
undergraduate students (n = 97) 
with graduate students (n = 81) 
in a peer mentoring dyad.  The 
matching procedure aimed for 
three primary criteria to be met 
across participants to be paired 
in a dyad: (a) area of interest 
in psychology, (b) goals for the 
program, and (c) gender (Kao, 
Rogers, Spitzmueller, Lin, & Lin, 
2014; Mitchell, Eby, & Ragins, 
2015).  To meet demand, several 
mentors (n = 16) were engaged in 
more than one peer-mentoring re-
lationship.  Upon agreeing to the 
program’s Terms and Conditions, 
participants provided consent 
for participation in the program 
evaluation and completed a 
baseline measure.  Subsequently, 
participants were sent a program 
manual which was customized 
to educate them on their specific 
role (i.e., mentor or mentee).

	 Peer matching. Mentor/
mentee dyads were matched pri-
marily on shared areas of interest 
in psychology, rather than geo-
graphical location.  Once partic-
ipants expressed interest in the 
program and a sufficient match 

was identified by the program 
coordinators, prospective men-
tors and mentees were connect-
ed by e-mail.  Within a dyad, 
participants identified modes 
of communication which were 
best suited to their unique rela-
tionship (e.g., telephone, e-mail, 
video conferencing).  Dyads were 
encouraged to “meet” bi-weekly 
and, although content was limit-
ed to professional subject matter 
as per the Program’s Terms and 
Conditions, the topics of discus-
sion were determined by the two 
individuals in the relationship 
so as to individualize the experi-
ence.  

	 Program evaluation. The 
2015-2016 peer-mentoring pro-
gram lasted six months (October, 
2015-March, 2016), paralleling 
the academic school year.  Upon 
being matched in a peer-mentor-
ing dyad, participants completed 
the baseline questionnaires (T1), 
which included the demograph-
ics information questionnaire, 
the Career Goals Questionnaire, 
and the NGSE.  Three months 
(T2) and six months (T3) into 
the peer-mentoring relationship, 
dyads were contacted and asked 
to complete follow-up question-
naires.  At T2 and T3, all par-
ticipants completed the Career 
Goals Questionnaire, the NGSE, 
and the Program Strengths and 
Weaknesses Questionnaire. Ad-
ditionally, mentees completed the 
MFQ-9. 

	 Data analyses. Program 
interest, feasibility, and accept-
ability were examined using 
descriptive statistics.  Strengths 

and weaknesses of the program 
identified through open-ended 
questions at T2 were examined 
through a simple, minimally 
inductive content analysis which 
generated response frequency 
(Mandich, Miller, & Law, 2002).  
The second author examined 
participant responses and devel-
oped thematic categories based 
on the responses.  Next, the first 
author reviewed the proposed 
themes and made recommenda-
tions.  The thematic categories 
were finalized once a consensus 
was reached between the first and 
second author.  Each response 
was subsequently classified into 
one of the thematic categories.  
To establish reliability of the-
matic coding, the third author 
independently coded a random 
25% of the data.  A final consen-
sus regarding the classification of 
responses was achieved among 
all authors. 
	 Examination of changes 
in mentee and mentor self-effi-
cacy as a result of participation 
in the program was conducted 
using repeated-measures anal-
yses. Initially, we intended to 
conduct an analysis comparing 
outcomes across T1, T2, and T3.  
However, due to a decrease in 
responsiveness between T2 and 
T3, we chose to focus on changes 
occurring in the three-month pe-
riod between T1 and T2, using a 
paired-samples t-tests.  Descrip-
tive statistics were used to evalu-
ate participants’ ratings of per-
sonal growth and career growth, 
and mentorship functioning.  
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Results 

Program Interest and 
Participant Demographic 
Characteristics 

	 Following three months 
of advertising the program (July 
to September, 2015), 117 pro-
spective mentees and 93 prospec-
tive mentors expressed interest 
in participating in the peer men-
torship program.  Of these, 97 
mentees and 81 mentors chose to 
participate. A total of 97 dyads 
were formed, with 16 mentors 
matched to more than one men-
tee.  
	 Mentee and mentor 
demographic characteristics are 
summarized in Table 1.  Both 
mentees and mentors were more 
likely to be female, which is con-
sistent with the current composi-
tion of psychology students at the 
undergraduate and graduate level 
in Canada (American Psycholog-
ical Association, 2014).  Partici-
pating mentees varied in year and 
discipline of study, while mentors 
were more likely to be Mas-
ter’s-level students and nearly 
50% were in a clinical psycholo-
gy program.  

Program Retention 

	 Over the course of the six 
months during which participants 
worked together in peer-mentor-
ing dyads, a decrease in comple-
tion of measures was observed 
(i.e., from T1to T3).  All par-
ticipating mentees and mentors 
completed measures at T1.  At 
T2, only 27 mentees (28%) and 
43 mentors (52%) completed 

measures, whiles at T3 these 
rates dropped to 14 (14%) and 36 
(44%) for mentees and mentors, 
respectively.  It is difficult to de-
termine whether these individuals 
were no longer engaged in their 
peer-mentoring relationships, or 
whether they were participating 
in the program, but were choos-
ing not to complete the measures.
  
Participants’ Evaluation of the 
Program 

	 Ratings of program 
acceptability.  Program accept-
ability was evaluated through 
participants’ rating of program 
effectiveness and whether 
the program should continue.  
Among both mentors and men-
tees, the program was generally 
rated as effective at T2, although 
just over a third of mentees and 
mentors rated the program as 
neutral.  Effectiveness ratings 
are summarized in Table 2.  All 
mentees and mentors indicated 
that the peer mentorship program 
should continue.  

	 Program strengths.  
Across the responses provided by 
mentors and mentees at T2, eight 
themes emerged that summa-
rized the participants’ perceived 
program strengths.  Identified 
strengths are summarized in Ta-
ble 3. 
	 Among mentees, the most 
commonly noted strength was 
having the opportunity to learn 
from someone more senior than 
them or from someone who had 
experience pursing advanced 
education and training in psy-
chology.  Similarly, as described 

by one mentee, the “ability to dis-
cuss matters specific to psycholo-
gy with someone who completely 
understands what you're talking 
about” was beneficial to partic-
ipants.  Paralleling this strength 
which was identified by mentees, 
many mentors noted that hav-
ing the opportunity to pass on 
their knowledge or contribute to 
the discipline was a strength of 
the program.  For instance, one 
participant described that she 
“[felt] like [she] was contributing 
to someone’s life goals,” while 
other mentors described “knowl-
edge sharing,” “supporting the 
psychology community,” and 
“allow[ing] mentees to access 
knowledge from mentors already 
enrolled in programs of interest” 
as positive aspects of the pro-
gram.  
	 Mentors and mentees 
highlighted a number of sim-
ilar strengths.  In particular, 
the opportunities provided by 
the program for networking or 
creating connections nationwide 
with individuals in the discipline 
was noted by just under half of 
participants.  Many participants 
identified the administrative 
aspects of the program, such as 
the peer matching, the manual 
and documents provided, and the 
general organization, as a strong 
aspect of the program.  Mentors 
and mentees also reported that 
the personal growth or skills that 
they developed as a result of 
their participation was a posi-
tive aspect of the program.  For 
instance, one mentee indicated 
that the program “promote[ed] 
self-discovery and personal 
development,” while a mentor 
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Table 1

Demographic Characteristics of Mentors and Mentees

Characteristic Mentees (n = 97) Mentors (n = 81)

Age, X (SD) 22.15(5.16) 26.20 (3.03)

Sex, n (%)
Female 87 (90%) 61 (24.7)
Male 10 (10%) 20 (75.3)

Ethnic Background, n (%)

African Canadian/Black 9 (9.3%) 0
Asian/Pacific Islander 16 (16.5%) 6 (7.5%)
Caucasian/White 48 (49.5%) 64 (80.0%)
Latino 2 (2.1%) 1 (1.3%)
Middle Eastern 12 (12.4%) 6 (7.5%)
Other 10 (10.2%) 3 (3.8%)

Marital Status, n (%)

Single, Never Married 89 (91.8%) 53 (67.9%)
Married or Common Law 6 (6.2%) 25 (32.1%)
Prefer Not to Disclose 2 (2.1%)

Year of Study, n (%)

Undergraduate Year 1 6 (6.2%) -
Undergraduate Year 2 32 (33.0%) -
Undergraduate Year 3 23 (23.7%) -
Undergraduate Year 4 23 (23.7%) -
Undergraduate Year 5+/Graduated 7 (7.2%) -
Master’s Year 1 - 9 (11.1%)
Master’s Year 2 - 25 (30.9%)
Master’s Year 3+ - 5 (6.2%)
Ph.D. Year 1 - 14 (17.3%)
Ph.D. Year 2 - 10 (12.3%)
Ph.D. Year 3 - 7 (8.6%)
Ph.D. Year 4 - 5 (6.2%)
Ph.D. Year 5 - 2 (2.5%)
Post-Doctoral Fellow - 2 (2.5%)
Other 6 (6.2%) 2 (2.5%)

Program of Study

Bachelor of Arts in Psychology 28 (28.9%) -
Bachelor of Science in Psychology 59 (60.8%) -
Clinical Psychology - 41 (50%)
Counselling Psychology - 11 (13.6%)
School or Educational Psychology - 4 (4.9%)
Industrial/Organization Psychology - 10 (12.3%)
Experimental or Applied Psychology - 12 (14.8%)
Other 7 (10.3%) 3 (3.7%)
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described benefiting from “gain-
ing mentorship/leadership experi-
ence.”  
	 Although identified less 
frequently, other strengths that 
emerged through the analysis 
of narrative responses included 
mentee or mentor characteristics, 
such as mentors’ enthusiasm, or 
the mentees’ readiness for men-
torship; and the flexibility al-
lowed by the program in terms of 
the modest time commitment and 
ability to communicate through 
methods and at times that were 
convenient for both members of 
the dyad.  A number of mentees 
also noted that mentors were very 
responsive and available to an-
swer their questions quite rapidly.  

	 Program weaknesses.  A 
total of 10 program weakness-
es emerged when categorizing 
mentor and mentee T2 responses.  
Weaknesses are summarized in 
Table 4.  
	 Mentees and mentors 
alike identified that the geo-
graphic distance between dyads 
and the reliance on email rath-
er than face-to-face meetings 
was a challenge.  For instance, 
one participant reported that it 
was “hard to communicate very 

well via e-mail,” while anoth-
er respondent indicated that 
“cross-country distance can make 
it difficult to form relationships.”  
Several mentors and mentees also 
felt that the lack of guidance or 
structure to the program was a 
weakness.  One mentor described 
feeling that she “would have 
liked more information on men-
toring functions; the guide is a 
good start, but more detail would 
be helpful,” a thought similarly 
echoed by a second mentor who 
indicated “a lack of structure 
means there is not much com-
municating going on between 
mentor/mentee[s].”  Mentees 
reported similar concerns regard-
ing the lack of structure identified 
by the mentors, with mentees 
highlighting that “there is no set 
guideline about the information 
mentors can provide” and sug-
gesting that “there could be a 
workshop organized and certain 
exercises or tasks so that people 
can get to know each other better 
and learn things.”  Several partic-
ipants also identified the match-
ing or fit of the peer-mentorship 
relationship as a weakness of the 
program.  One mentor indicated 
that the “match between areas 
of knowledge/interest of mentor 

and mentee is not close enough 
at times,” while a mentee felt that 
her mentor was not providing the 
information she needed.  
	 Several mentors identi-
fied a lack of engagement on the 
part of the mentee, or a lack of 
clarity from mentees in terms 
of career goals as a challenge to 
the program.  Mentors felt that 
the timing of the program was a 
challenge, noting that many of 
the major concerns for mentees 
(i.e., graduate school applications 
and funding applications) occur 
early in the academic year, leav-
ing little time to prepare for these 
events, and little to speak about 
after these deadlines have passed.  
As well, several mentors felt that 
the program administration was 
a weakness, with respondents 
citing the speed of the matching 
process and infrequent contact 
from program administrators as 
problematic.  
	 Lack of training in men-
torship was a weakness noted 
by both mentees and mentors, 
although it was more commonly 
noted by mentees.  For instance, 
one mentee stated “mentors could 
be better trained to give specifics 
on how to achieve career goals.”  
Similarly, several mentees noted 

Table 2

Mentee and Mentor Program Effectiveness Ratings at 3-month Follow-up

n (%) of Participants

Highly Ineffective Ineffective Neutral Effective Highly 
Effective

Mentees (n = 26) 1 (3.8%) 1 (3.8%) 9 (34.6%) 10 (38.5%) 5 (19.2%)

Mentors (n = 43) 0 1 (2.3%) 15 (34.9%) 23 (53.5%) 4 (9.3%)
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Table 3 
 
Program Strengths Identified by Mentors and Mentees at 3-month Follow-up 
 

Themes 

% of Participants Identifying 
Strength Sample Participant Quotations 
Total 
(n = 64) 

Mentors 
(n = 39) 

Mentees 
(n = 25) 

Networking/Connecting with Others in 
Discipline 45 56 28 

 “Ability to work with someone outside your own 
discipline” [mentor] 
 

 “learning about another person’s area of interest 
and the stage they are at in their academic (or 
professional) career” [mentee] 

Personal Growth/Skill Development 38 46 24 

 “The mentor can develop their leadership skills” 
[mentor] 
 

 “helps to motivate me to achieve my goals” 
[mentees] 
 

Program Administration (e.g., matching, 
follow-up by administrators) and Nature 
(e.g., peer-to-peer, nationwide) 

 

33 31 36 

 “mentor guide was comprehensive and helpful” 
[mentor] 
 

 “matching people with their program goals” 
[mentor] 

Pass on Knowledge and Contribute/Support 
Others 30 49 0 

 “Offer opportunity to share knowledge” [mentor] 
 

 “being able to share experiences for students 
who may not have had a lot of contact with grad 
students” [mentor] 

Access to Knowledge/Support from 
Someone Who Has Gone Through the 
Process 

28 0 68  “Provides a good contact for questions about 
applications” [mentee] 

 “Getting research advice” [mentee] 

Mentor Availability/Responsiveness 16 0 40 
 “get answers to questions quickly” [mentee] 

 
 “my mentor was always available to set up a 

chance to talk” [mentee] 

Flexibility of Program (e.g., time 
commitment) 13 3 28 

 “Independence when meeting with mentees” 
[mentor] 
 

 “flexible and easy to coordinate” [mentor] 

Mentee/Mentor Characteristics 6 5 8 
“student readiness for mentorship” [mentor] 
 
“awesome mentor” [mentee] 

Note. Several respondents are counted under more than one theme as respondents could list up to three strengths.  
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that graduate programs differed 
across post-secondary institutions 
as well as across the country 
which made it difficult for men-
tors to provide specific advice.  
Other themes that emerged from 
mentor and mentee responses, al-
though infrequently, included the 
limited frequency of contact with 
mentor/mentee, and the lack of 
networking opportunities beyond 
the peer dyad.  

Mentee and Mentor Outcomes 

	 Self-efficacy.  A paired 
sample t-test comparing NGSES 
scores at T1 and T2 was conduct-
ed to evaluate the influence of the 
program on participants’ self-re-
ported self-efficacy.  Mentors and 
mentee self-efficacy ratings were 
compared separately.  Changes in 
self-efficacy were not observed in 
either group between T1 and T2. 

	 Peer mentorship and 
achievement of career goals. 
Mentees were asked to rate how 
important they believed their 
mentor was in relation to achiev-
ing their career goals. At T2, the 
majority of mentees (63%) rated 
their mentor as being “some-
what important” or “extremely 
important” in relation to achiev-
ing careers goals, while 26% 
provided a neutral rating and 
11% identified their mentor as 
“somewhat” or “extremely” un-
important.  When mentors rated 
the impact of their mentorship on 
their mentees’ career goals at T2, 
30% believed that they had nei-
ther a positive or negative effect, 
67% reported having a somewhat 
positive effect, and 2% reported 

having an extremely positive 
effect.  
	 Mentors overwhelmingly 
identified serving as a mentor as 
being “somewhat important” or 
“extremely important” to achiev-
ing career goals, with 86% of 
respondents providing ratings in 
one of these two categories.  Of 
the remaining mentors, 11.6% 
provided a neutral rating and only 
one mentor felt that the program 
was “somewhat unimportant” in 
achieving career goals.  

	 Peer mentorship and 
personal growth.  Both mentors 
and mentees were asked to indi-
cate the degree to which they felt 
that being involved in the men-
torship program fostered their 
personal growth.  Among the 27 
mentees who provided ratings 
at T2, 59% rated their mentor 
as “important” or “extremely 
important” in fostering personal 
growth, 26% provided a neutral 
rating, and 15% rated their men-
tor as “somewhat unimportant” 
or “extremely unimportant” in 
fostering personal growth.  
	 Mentors were also asked 
to evaluate the degree to which 
their mentorship affected their 
mentees’ personal growth.  Men-
tors tended to underestimate the 
influence they were having on 
their mentees, when compared to 
mentee ratings.  None of the 43 
mentors who provided responses 
at T2 felt that they had no ef-
fect on their mentees’ personal 
growth; however, 37% felt that 
they had neither a positive or 
negative effect on their men-
tees’ personal growth.  Only 2% 
reported having an extremely 

positive effect and 61% report-
ed having a somewhat positive 
effect on their mentees’ personal 
growth.  
	 Mentors were asked to 
rate the effect that serving as a 
mentor had on their personal 
growth.  None of the mentors 
reported a negative effect, 33% 
reported a neutral effect, and 67% 
reported a “somewhat positive” 
or “positive” effect on their per-
sonal growth.  

	 Mentorship function-
ing. Domains of mentorship 
functioning were examined at 
T2 among mentees.  In general, 
mentees reported receiving high 
vocational support, psychosocial 
support, and good role modeling 
in their mentorship relationship.  
Within these areas, the vocational 
support domain was rated most 
highly, which is consistent with 
the aim of the peer-mentoring 
program as a career intervention. 
 

Discussion 

	 Peer-mentorship provides 
an excellent opportunity for pro-
fessional development within the 
higher education context.  The 
CPA Student Mentorship Pro-
gram was created to enhance the 
career trajectories of psychology 
students in Canada.  The purpose 
of the program was to afford un-
dergraduate students the opportu-
nity to gain support and guidance 
from graduate students in navi-
gating and negotiating important 
career decisions.  This investiga-
tion aimed to address limitations 
identified in previous research 
(e.g., insufficient evidence sup-
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Table 4 
 
Program Weaknesses Identified by Mentors and Mentees at 3-month Follow-up 
 

 
Note. Several respondents are counted under more than one theme as respondents could list up to three weaknesses.  

Themes 

% of Participants Identifying 
Weakness 

Sample Participant Quotations 
Total 

(n = 54) 
Mentors 
(n = 34) 

Mentees 
(n = 20) 

Distance/Email Communication 31 29 35 

 “mentorship through e-mail isn’t 
successful” [mentor] 
 

 “proximity to mentor (maybe would 
have been nice to meet them in 
person)” [mentee] 

Lack of Program Structure/Guidance 30 29 30 

 “some sample topics of discussion 
would be great” [mentor] 
 

 “not a lot of activities for the mentor-
mentee pair to do” [mentee] 

Matching Fit/Relationship Development 20 21 20 

 “Potential for lack of fit between 
mentor and mentee (e.g., my mentee 
is not interested in a career in 
psychology, thereby limiting my 
ability to use my graduate school 
experience to assist her)” [mentor] 
 

 “mentor does not tell me what they 
whished they knew” [mentee] 

Lack of Mentor Support/Mentorship Training 
 11 6 20 

 “Mentors could be better trained to 
give specifics on how to achieve 
career goals” [mentee] 
 

 “Could provide some basic info to 
mentors if mentees have questions 
outside of our area (e.g., other grad 
programs besides clinical 
psychology” [mentor] 

Programming Differences Across the Country 
 9 3 20 

 “not in the same program” [mentee] 
 

 “since my mentor did not graduate 
from the same university as me it is a 
bit hard to get specific advice about 
the honours thesis pertaining to my 
school” [mentee] 

Limited Mentee Engagement or Awareness of 
Career Goals 

 
9 15 0 

 “ mentee only contacted me once” 
[mentor] 
 

 “mentees may change their focus to 
non-psych programs/careers” 
[mentor] 

Timing of Mentorship Program 9 12 5 

 “If it started earlier in the year there 
would be more time to help mentees 
prepare for applications/GREs/etc.” 
[mentor] 
 

 “started late so less time to mentor 
students prior to applications being 
submitted” [mentor] 

Program Administration 7 12 0 

 “no reply from the program assistant” 
[mentor] 
 

 “more reminders would be helpful” 
[mentor] 

Infrequent Contact with Paired Peer 7 9 5 

 “could be more ongoing – mentors 
should check in more often” [mentee] 
 

 “my mentee was relatively low-
maintenance, therefore would have 
been nice to have more mentees to 
work with” 

Lack of Networking Opportunities 6 6 5 

 “provide more networking 
opportunities” [mentor] 
 

 “a chance for mentors to speak and 
share resources would be useful” 
[mentor] 
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porting the effectiveness of 
formal, peer-mentoring programs 
in psychology; limited research 
on mentor outcomes), in addition 
to exploring participants’ interest 
in and feasibility and acceptabil-
ity of the program, as well as its 
strengths, limitations, and out-
comes.  Consistent with research 
which suggests that peer-mento-
ring is beneficial for both men-
tors and mentees (Allen, 2007; 
Eby, Durley, Evans, & Shockley, 
2005), many themes emerged 
in the present evaluation which 
supported the effectiveness of 
the program.  While most men-
tors (63%) and mentees (58%) 
reported that the peer-mentoring 
program was effective, 100% of 
participants were supportive of 
the continuation of the program.  
Overall, mentors (86%) and men-
tees (63%) reported that partici-
pation in the program was posi-
tively related to the achievement 
of their career goals and personal 
growth.  
	 The CPA Student Mentor-
ship Program, a national program 
which spurred student interest 
and participation from across 
Canada, is a valuable resource for 
emerging psychologists at var-
ious stages in their educational 
training.  Psychology students are 
faced with a plethora of chal-
lenging decisions and, through 
peer-mentorship, this program 
aimed to address a current gap 
in vocational supports which are 
often unavailable to university 
student populations.  The need 
for a formal program which was 
individualized for psycholo-
gy students was demonstrated 
through the substantive number 

of participants who expressed 
interest in and who were matched 
in the mentoring program.  Sup-
ported with theoretical underpin-
nings, the program was designed 
to reach and pair a wide range 
of students with diverse interests 
in psychology in peer-mentor-
ing relationships.  In addition to 
providing growth and exploration 
opportunities to mentees (e.g., 
information-sharing, role mod-
eling), the program also offered 
mentors similar professional 
development experiences (e.g., 
self-discovery, networking).  This 
evaluation makes an important 
contribution to the peer-men-
toring literature, particularly 
for those individuals or groups 
who are interested in developing 
similar programs to affect posi-
tive outcomes for post-secondary 
students.  

Positive Global Experiences 

	 Results determined that 
there was sufficient interest from 
both mentors and mentees for a 
formal, peer-mentoring program 
for psychology students.  Pro-
gram participation appeared to 
be largely feasible for students, 
as per the successful matching of 
students with shared goals and 
interests in psychology.  While 
nearly three quarters of them 
discontinued their participation 
prior to the cessation of the pro-
gram (i.e., did not complete T3 
measures), the program’s accept-
ability was demonstrated through 
participants’ unanimous support 
of its continuation at T2.  Addi-
tionally, the program was deemed 
effective by nearly two thirds of 

mentors and mentees.  
	 In terms of the program’s 
general impact, mentors and 
mentees did not report a positive 
change in self-efficacy through-
out the duration of the program; 
however, both groups reported 
an improvement in their achieve-
ment of career goals and personal 
growth.  Notably, a significant 
percentage of mentors (86%) re-
ported that their role as a mentor 
was central to achieving career 
goals, suggesting that service as 
a mentor is a desirable leadership 
experience enhancing graduate 
student training in psychology.  
Sixty-seven percent of mentors 
reported that their service as a 
mentor positively influenced their 
own personal growth. In con-
trast, 63% of mentees reported 
that mentors played a significant 
role in relation to achieving their 
career goals, while 59% report-
ed that mentors facilitated their 
personal growth.  Interesting-
ly, mentors rated the program 
more positively and consistently 
reported advances in the areas of 
career goals and personal growth, 
in comparison to mentees.  While 
these findings are in line with the 
programs’ intended objectives of 
advancing career and personal 
development, this program may 
offer more benefits than expect-
ed for mentors, contributing an 
important result to the limited 
mentor outcome literature.  
	 Mentees reported receiv-
ing all three types of mentorship 
support including those pertain-
ing to the career, psychosocial, 
and role modeling functions.  As 
per the nature of the peer-men-
toring program as a career inter-
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vention, vocational support was 
experienced most frequently. 
	 Findings indicate that 
the program had positive im-
plications for both mentors and 
mentees.  The top three program 
strengths identified by men-
tors included the opportunity 
to connect and network with 
peers in psychology, contribute 
knowledge and support to others, 
and advance personal and pro-
fessional skills.  These findings 
support previous research which 
suggested that mentors achieve 
personal satisfaction from pass-
ing knowledge on to others (Mil-
ner & Bosser, 2005), improved 
professional skills and personal 
growth (Allen, 2007; Crisp & 
Cruz, 2009; Kram, 1985) .  The 
top three strengths identified by 
mentees included the opportu-
nity to connect with and learn 
from a mentor who had increased 
knowledge and experience in 
psychology, mentors’ availability 
and openness, and the admin-
istration and nature of the pro-
gram.  These findings corroborate 
Ehrich, Hansford, and Tennent’s 
(2004) results which suggest that 
discussion with mentors (e.g., 
sharing information, receiving 
advice) and positive mentor char-
acteristics (e.g., warmth, open-
ness) are common mentee out-
comes resulting from mentorship 
programs in educational settings. 
 	 It is important to note 
that, in addition to the men-
tor functions described above, 
mentoring is a relationship which 
develops over time and each 
relationship is unique to the in-
dividuals involved. According to 
Keller (2005), there are five stag-

es through which the mentoring 
relationship evolves including 
contemplation, initiation, growth 
and maintenance, decline, and 
redefinition. In the present inves-
tigation, each mentoring dyad 
likely worked in the various stag-
es of the mentoring relationship, 
with some progressing farther 
than others, thereby impacting 
the mentoring outcomes. While 
the degree to which this occurred 
in the present study is unknown, 
future research examining the 
stages of development regarding 
the mentoring relationship and 
the associated outcomes is war-
ranted.

Aspects to Improve 

	 A number of challenges 
with the program were found.  
The high dropout rate, particular-
ly amongst mentees, was an area 
of concern.  The narrative finding 
through which participants iden-
tified the timing of the program 
as problematic may help explain 
the degree of attrition which 
occurred.  It is possible that men-
tees utilized their peer-mentoring 
relationships up until the time 
of multiple important academic 
deadlines (e.g., graduate school 
applications, funding applica-
tions), while subsequently disen-
gaging from mentorship activi-
ties.  This perspective is further 
elucidated by the result which 
identified the most common men-
toring function utilized within the 
peer-mentoring dyads (i.e., career 
support), suggesting that, after 
career support around specific 
goals or deadlines was received, 
mentees may no longer require 

or benefit from mentorship that 
was necessary or advantageous to 
their career and personal devel-
opment.  A possible solution to 
address program retention may 
entail commencing the program 
at an earlier time during the aca-
demic year (e.g., prior to the fall 
semester when graduate school 
and funding applications are typi-
cally due) so that participants are 
afforded sufficient time to prepare 
for these important deadlines.  
Additionally, due to substantial 
attrition, the peer-mentoring pro-
gram may benefit from decreas-
ing its duration (e.g., from six 
months to three months) which 
may positively influence program 
retention.  
	 Whereas some partici-
pants reported strengths of the 
program (i.e., gaining mentorship 
in an area of high importance) 
and the program’s administration 
(e.g., matching, level of admin-
istrator involvement), others felt 
that the program was lacking 
structure, guidance, and sup-
port from program administra-
tors.  The latter findings support 
Vance and Olson’s (1998) results 
from an evaluation of a formal 
peer-mentoring program with a 
sample of nursing students and 
graduates, suggesting a need to 
improve the fit between mentors 
and mentees, as well as a need 
to increase program structure 
and institutional (administra-
tive) support.  Possible program 
modifications to the CPA Student 
Mentorship Program may include 
optional components (available 
but not mandatory for participa-
tion) which offer more structure 
including worksheets/activities to 
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be completed in dyads to facili-
tate the peer-mentoring relation-
ship and to serve as a springboard 
for discussion, in addition to 
webinars or in-person mentorship 
trainings (e.g., at the CPA Annual 
Convention).  
	 Additionally, the prede-
termined matching procedure 
may have to be reconsidered to 
include criteria such as geograph-
ical location, the possibility of 
in-person meetings, and academ-
ic program similarities, as these 
were also identified as program 
weaknesses which may be im-
proved through more efficacious 
matching processes.  Particular-
ly, qualitative responses from 
mentees pointed to a discomfort 
with the semi-structured program 
format, suggesting that the stu-
dent-centered learning approach 
(Rogers, 1961) which encour-
aged dyads to individualize and 
self-direct their peer-learning, 
may not translate well to a formal 
program which does not occur in 
a face-to-face capacity or relies 
more deeply on directive tasks 
(e.g., information giving).  Alter-
natively, this finding may reflect 
mentees’ resistance to self-ini-
tiating their learning or a lack 
of engagement in the mentoring 
process, as reported by mentors.  

Implications for the Broader 
Peer-mentoring Context 

	 Universities and col-
leges across North America are 
increasingly seeking alternative 
approaches to learning and edu-
cation which supplement tradi-
tional classroom learning (Colvin 
& Askman, 2010).  A common 

method utilized by post-second-
ary institutions involves mentor-
ship, including formal and infor-
mal, traditional (hierarchical) and 
peer mentoring pairings and pro-
grams, yielding a host of benefits 
for those involved (Crisp & Cruz, 
2009; Leidenfrost, et al., 2011).  
The CPA Student Mentorship 
Program offered a unique oppor-
tunity for undergraduate students 
to be paired with graduate stu-
dents in formal, peer-mentoring 
relationships.  Findings from the 
present study confirm the need 
and desire for a formalized men-
torship program in the higher ed-
ucation context which neutralizes 
power dynamics through peer 
collaboration, enhancing stu-
dent-centered learning, career de-
velopment, and personal growth. 
Furthermore, peer-mentoring, as 
demonstrated by the CPA Student 
Mentorship Program, served as 
an important career intervention 
which assisted diverse individu-
als to explore personally mean-
ingful and professionally relevant 
career decisions. 
	 The program’s focus on 
advanced training and career op-
portunities in psychology made it 
a novel and valuable resource for 
students.  Given the high degree 
of interest for a program in the 
psychology domain, it is likely 
that students in related disciplines 
(e.g., sociology, occupational 
therapy) may also be keen to 
pursue participation in a similar 
program aimed at improving 
student outcomes and career 
development in their chosen 
field of study.  Indeed, findings 
from the present study suggest 
that formalized peer mentorship 

may be beneficial for mentees in 
receiving vocational and psycho-
social support as they progress to 
the next stage in their training or 
career; however, peer-mentoring 
programs should also consider 
individual academic deadlines 
within a given field to allow 
participants the opportunity to 
engage in mentorship to their full 
potential.  Results also revealed 
that serving as a mentor appeared 
to be of particular interest to 
graduate students in the higher 
education context and that this 
experience was considered to 
be an important training/growth 
opportunity for individuals prior 
to entering the job market.  
	 Developing and evalu-
ating a mentorship program is 
a complex task. A plethora of 
factors must be considered and 
challenging decisions about the 
objectives of the program should 
be established in advance.  Meth-
odological rigor is required to 
advance our understanding of the 
impact of formal peer-mentor-
ing programs, but this, in itself, 
is not sufficient (Jacobi, 1991). 
An additional problem pertains 
to the fact that many mentoring 
programs are so diverse that they 
may have little in common. Char-
acteristic of the present evalua-
tion was its focus on mentoring 
functions; however, there are 
many other variables that could 
be addressed when assessing the 
relative success of a mentoring 
program. Some of these factors 
include the characteristics of 
mentor-mentee relationships such 
as differences or similarities in 
participants’ age, gender, and eth-
nicity, as well as the duration, in-
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timacy or intensity, and format of 
the mentoring relationship. The 
mentor-mentee matching process 
and subsequent relationship is 
immensely complex and a good 
“fit” likely influences partici-
pants’ experiences and outcomes.  
Until we observe greater consis-
tency in the definitions, objec-
tives, and components of mento-
ring programs, it is unlikely that 
we can weave together a coherent 
thread of research supporting the 
use and effectiveness of men-
torship programs. Nevertheless, 
continuous efforts, including the 
present investigation, are being 
made to better identify what 
works about peer-mentoring, 
what doesn’t, and why, affording 
a valuable contribution to men-
torship literature.  

Limitations and Future 
Directions 

	 The purpose of this evalu-
ation was to assess the effective-
ness of a formal peer-mentoring 
program which was exploratory 
in nature.  Because this program 
was focused in psychology in 
Canada, its findings may not 
generalize to other disciplines or 
professional associations.  Lim-
itations of the current study per-
tain to the absence of information 
regarding  the online mediums 
used for communication purpos-
es among mentoring dyads, the 
types of activities that partici-
pants pursued, the time spent en-
gaged in these activities, and the 
mentorship functions associated 
with them. Additionally, process 
variables related to the mentoring 
relationship were not explored 

in depth.  Strayhorn and Terrell 
(2007) suggested that research 
should continue to assess the 
impact of specific characteristics, 
namely the nature of mentoring 
relationships (e.g., length of time 
spent with a mentor).  While we 
know that the mentoring function 
most commonly utilized in the 
program regards the career sup-
port function, it would be helpful 
to learn what types of conversa-
tions or activities were discussed 
and implemented.  Other curious 
considerations regard the trend 
that more mentees dropped out 
of the program than mentors, 
possibly suggesting that mentors 
were benefiting more from the 
program or that they sustained 
increased commitment to their 
peer-mentoring relationship.  
Future research investigations 
should address these discrepan-
cies in more detail, in addition 
to exploring the sizable personal 
growth experienced by mentors, 
as described in their qualitative 
responses.  

Links to Social Cognitive 
Career Theory 

	 According to SCCT, 
individuals’ must have articulat-
ed interests in order to acquire a 
meaningful career. Interests are 
best realized through engaging in 
significant learning experiences 
which can contribute to indi-
viduals’ sense of personal effec-
tiveness and competence. SCCT 
assumes that individuals acquire 
interest in, choose to pursue, and 
perform better at activities in 
which they hold strong self-ef-
ficacy beliefs. Consequently, as 

individuals develop interest in 
an activity or career, they tend to 
develop goals for maintaining or 
increasing their involvement in 
it. Further engagement in activi-
ties of interest enable subsequent 
mastery or failure experiences, 
which impact individuals’ self-ef-
ficacy and outcome expectations, 
ultimately leading to the revision 
of one’s career interests. The CPA 
Student Mentorship Program 
aimed to facilitate unique learn-
ing experiences which provided 
opportunities to explore career 
interests, form positive expecta-
tions, and develop greater self-ef-
ficacy within a collaborative 
and supportive peer-mentoring 
relationship. The social nature of 
this career intervention allowed 
mentors to provide individualized 
feedback about mentees’ personal 
accomplishments, vicarious ex-
periences, and emotional states, 
thereby affording a compelling 
source of self-efficacy informa-
tion. 
	 Opportunities to explore 
outcome expectations including 
the consequences of pursing par-
ticular behaviours or actions were 
also provided. Participants were 
invited to explore their intentions 
to engage in specific actions or 
activities which would enhance 
their career development, in-
cluding goal-setting. By setting 
collaborative goals, participants 
were better able to organize their 
behaviour and plan steps towards 
achieving their personal career 
objectives. Although participants’ 
in the current investigation did 
not demonstrate statistically 
significant changes in self-effi-
cacy, both mentors and mentees 
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reported improvements in their 
achievement of career goals 
and personal growth.  From the 
SCCT perspective, participants 
may not have engaged in expe-
riences that were potent enough 
for them to alter their sense of 
self-efficacy, although they were 
able to take steps towards achiev-
ing their personal and profession-
al goals. In order for participants 
to form enduring interests leading 
to shifts in self-efficacy, it will be 
important to increase opportuni-
ties within the mentoring dyad 
for them to view themselves as 
competent.  Modifying the struc-
ture of the program to include 
more learning experiences aimed 
at exploring and strengthening 
one’s self-efficacy is paramount. 
Finally, highlighting the positive 
possibilities associated with one’s 
career interests will also likely 
influence participants’ expecta-
tions that the activity will pro-
duce or be related to affirmative 
outcomes.

Conclusions 

	 The CPA Student Men-
torship Program offered a worth-
while experience for students, 
affording novel opportunities 
to gain career and psychosocial 
support in an expansive and 
diverse field that is psychology.  
While many previously devel-
oped peer-mentorship programs 
are a-theoretical, the present 
investigation aimed to contribute 
new knowledge about a formal 
peer-mentoring program for 
psychology students which had 
a strong theoretical foundation 
(i.e., student-centered learning, 

SCCT), drawn from the broad-
er humanistic psychology and 
career development literature.  
Practical implications of this re-
search suggest that, overall, men-
tors and mentees found that the 
peer-mentorship program was a 
valuable and positive experience, 
was effective in enhancing career 
and personal growth, and should 
be continued.  University admin-
istrators, psychology departments 
or other professional associations 
wishing to develop their own 
peer-mentoring programs can 
benefit from this investigation 
which offers results unique to 
psychology students pursuing 
higher education in Canada.  
	 Consistent with the 
mentoring literature, most men-
tors and mentees derived some 
benefits associated with their 
participation in the program.  The 
formal peer-mentoring model 
was perceived as useful to par-
ticipants and reflected gains by 
mentors (and mentees), ad-
vancing knowledge on mentor 
outcomes.  The strengths and 
limitations which were identified 
serve as a gauge of the program’s 
current functioning, pointing to 
an array of modifications which 
could improve future iterations 
of the program.  In summary, 
this research makes an important 
contribution to the peer-mentor-
ing literature, while providing a 
feasible career intervention for 
psychology students who are 
seeking support and guidance in 
navigating essential career de-
cision-making and personal and 
professional development.  
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Abstract

	 A limitation of current 
theoretical knowledge in youth’s 
career exploration is the incom-
plete research regarding how 
career exploration needs change 
developmentally and the impact 
of career interventions over time.  
Research has often focused on 
career-related indicators and/
or the outcomes of a particular 
intervention within one develop-
mental time frame. There has 
been less attention paid to the 
developmental characteristics of 
the intervention, the relationship 
between the intervention and 
environmental influences, and the 
linkages between theoretical con-
structs, differences in develop-
mental stages, and how these 
may impact the intervention.

	 Information on career 
self-efficacy, interests, and out-
come expectancies, and environ-
mental influences was collected 
from a sample of students 
spanning grades 5-12. Findings 
suggest that Grade 7 and 8 stu-
dents are more engaged in career 
decision-making than high school 
students.  The impact of a career 
development intervention (Ca-
reer Trek Inc) was analyzed and 
found to have significant positive 
impacts on career decision-mak-
ing in Grades 7 and 8.  

	 Over the past number 
of years, there has been a shift 
toward a more focused explor-
ation of the theoretical tenets 
that inform children’s career 
development. Traditional models 
that described career planning 
as a static and linear process 
have shifted toward frameworks 
that encompass developmental, 
contextual, and temporal perspec-
tives. Whereas historical models 
of career development concep-
tualized the young adult stage as 
the critical point in which to pro-
vide career information, currently 
there is much greater recognition 
of the relevance and complexity 
of career exploration processes 
in childhood (Howard, Flanagan, 
Castine, & Walsh, 2015). It is at 
this time that children undertake 
major cognitive, behavioural, and 
emotional developments with a 
view toward achieving greater in-
dependence, and there have been 
significant gains in identifying 
the factors that influence chil-
dren’s decision-making process-
es.  Consequently, there is greater 
demand for a more comprehen-
sive understanding of how career 
interests and vocational identities 
are formed, develop, and change 
during this stage (Gysbers, 1996; 
Schultheiss, Palma, & Manzi, 
2005).  
	 The social and economic 
burden of unfulfilled potential is 

not equitably distributed: Al-
though many youth have access 
to educational, family, informa-
tional, financial, and social sup-
port that can facilitate effective 
career exploration, other children 
are not as fortunate. Children 
from low-income families, 
children of parents with little or 
no post-secondary education, 
children from families that do 
not value post-secondary edu-
cation, and Indigenous children 
have considerably less access to 
this type of assistance (Council 
of Ministers of Education, 2015; 
Helme, 2010).
	 Early intervention pro-
grams are based on the pos-
ition that targeted services can 
compensate children who are 
considered vulnerable to poor 
outcomes later in life, based on 
a variety of factors. Engaging 
children and their families in 
structured experiences that are 
perceived to meet the identified 
risk, at a developmental stage 
when there is significant potential 
for change, can have a positive 
impact. At the child level, these 
programs can address a range 
of dimensions including school 
readiness skills that can facilitate 
long-term school, career, and 
economic success. For parents, 
having their child participate 
in an early intervention career 
exploration program provides the 
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opportunity to identify key dis-
cussion topics that can reinforce 
the program model, and facilitate 
their child’s career exploration 
in the “real world.”  Improving 
the career development prospects 
for at-risk youth has significant 
implications for their personal 
and familial well- being, as post- 
secondary education remains 
a key protective factor against 
living in poverty. More broadly, 
the political, social, and econom-
ic contexts of society will benefit 
from the inclusion of marginal-
ized youth into the mainstream 
employment sector.
	 This study explored 
children’s career exploration 
within a conceptual framework 
that integrates developmental 
models (Super, 1953) and con-
textual factors of family, peer, 
and school relationships.  Our 
intent was to develop a broader 
understanding of the relation-
ships between grade level and de-
velopmental indicators of career 
exploration.  Specific objectives 
include examining: a) career as a 
developmental process over the 
Growth and Exploration stages 
(Super, 1990); and b) the impact 
of a career awareness program, 
Career Trek, on the development-
al trajectory of Grade 6 children’s 
career exploration. Our research 
hypotheses were: 

1. Students in senior years 
(Grades 9-12) would exhib-
it higher career exploration 
behaviours      than students 
in middle years (Grades 7-8) 
and elementary years (Grades 
5-6). 
2. Perceived career–related 
parental involvement would 

increase as children pro-
gressed in grades, as youth in 
high school are approaching 
graduation, and engaging 
in a process of active career 
exploration in preparation for 
next steps.  
3. Children who participated 
in a career exploration pro-
gram would score higher 
on indicators of career deci-
sion-making indicators com-
pared to a group that did not.  

	
Life Span, Life Space Theory 

	 Our conceptual frame-
work was drawn from the Life 
Span, Life Space theory of 
careers (Super, 1990; Super, 
Osborne, Walsh, Brown, & Niles, 
1992). According to Hartung 
(2013), this theory combines 
three areas of psychological 
research: differential psychology, 
developmental psychology, and 
self-concept theory. By com-
bining these three areas, Super 
created a model that focuses on 
work value traits and how indi-
viduals develop ideas about who 
they are in different roles and 
situations and how they cultivate 
a career over time. Beginning 
in childhood and extending 
throughout the lifespan, individ-
uals progress through compre-
hensive ways of making sense of 
themselves and their educational 
and career experiences. Super’s 
(1980) major contribution is in 
his description of career explor-
ation as a developmental process 
characterized by change and 
adaptation. The model empha-
sizes how career exploration and 
decision-making are ongoing 

processes, and evolve over time 
in response to changing factors 
within individuals’ immediate 
environments and different social 
contexts. 
	 His model consists of 
nine dimensions thought to con-
tribute to career development:  
curiosity, exploration, informa-
tion, key figures, interests, locus 
of control, time perspective, 
self-concept, and planfulness 
(Schultheiss, Palma, & Manzi, 
2005). These dimensions un-
fold throughout five life stages: 
Growth (Birth-14), Exploration 
(15-24), Establishment (25-44), 
Maintenance (45-64), and Dis-
engagement (65+).  Each stage 
is characterized by sub-stages 
that include socially and cultur-
ally determined responsibilities 
that individuals must meet with 
regard to developing a career 
(Super et al., 1992). 
	 Two stages in Super’s 
model encompass the elemen-
tary, middle, and high school 
years. The Growth stage spans 
birth to age 14, which corres-
ponds with the end of the middle 
school years in Canada (Hartung, 
Porfeli, & Vondrecek, 2005). 
The key task is for children to 
develop their self-concept by 
actively constructing ways of 
making sense of themselves and 
the world, primarily through 
their interactions with adults, as 
well as an understanding of their 
attitudes toward education and 
the general world of work. This 
initial period includes forming 
a preliminary but realistic voca-
tional self-concept. Other tasks 
include developing concern for 
their future, control over their 
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decision-making, conviction to 
succeed, and competence in work 
habits and attitudes (Savickas & 
Super, 1993). 
	 Growth gives way to Ex-
ploration, which spans the ages 
of 15 to 24. Key developmental 
tasks include enhancing intrinsic 
motivation; acquiring a sense of 
competence; cultivating strong 
interpersonal and citizenship 
skills; and recognizing the im-
portance of a future orientation. 
Although Super’s theory does not 
specifically address issues related 
to diversity, the social context of 
the 21st century has changed, and 
career development theories must 
incorporate these considerations. 
Therefore, we would add that 
understanding career develop-
ment in a social context that inte-
grates cultural, racial, ethnic, and 
gender diversity is an integral 
component of the Exploration 
stage.
	 Career-related tasks focus 
on the examination and consider-
ation of different careers prior 
to committing to a particular 
direction through crystallizing, 
specifying, and implementing 
the vocational self-concept in 
an occupational role (Arnett, 
2004).  Given the premise that 
as children develop into adoles-
cents and young adults and move 
from a growth to an exploration 
stage in their career awareness, 
the influence of the nine dimen-
sions on career development may 
change. As children consolidate 
their ideas about careers, the need 
to obtain further information or 
test out different possibilities 
becomes less important, and the 
shift toward implementing plans 

takes priority.   The rationale for 
our approach to comparing career 
exploration knowledge at differ-
ent ages and grades is to expand 
our understanding of children’s 
career development by shifting 
from a focus at a particular stage 
to discerning transitions within a 
temporal context.

Contextual Factors 

	 Career exploration in 
children and adolescents must be 
conceptualized within the social 
contexts that consist of family, 
peer, and school relationships. 
Research has consistently re-
vealed that parental supports, 
peer relationships, and school 
factors such as academic en-
gagement, teacher relationships 
and support, and sense of school 
belonging affect career develop-
ment through a number of path-
ways.  
	 Beginning in the 1960s, 
a substantive body of research 
resulted in the unequivocal con-
clusion that parental and family 
factors are the key predictors 
of young adults’ career choices 
(Whiston & Keller, 2004). Par-
ental influence is manifest via 
a wide range of family process 
variables including: attachment 
relationships, parental authority, 
parent-child communication, 
child-centred parenting, affective 
expression, and academic expect-
ations (Dietrich, Kracke, & Nur-
mi, 2011; Germeijs & Verschuer-
en, 2009; Ketterson & Blustein, 
1997; Kracke, 2002; Schultheiss 
& Blustein, 1994; Schultheiss, 
Kress, Manzi, & Glasscock, 
2001).

	 Parental involvement 
in children’s career explora-
tion and decision-making may 
be described in the domains of 
attitudes, actions, behaviours, and 
responses. Each of these suggests 
one of three dimensions: positive 
involvement, negative involve-
ment, and non-involvement. Posi-
tive involvement includes both 
relational support factors (emo-
tional connectedness and parental 
warmth), as well as instrumental 
support factors (encouraging 
children to explore their career 
choices, discussing career aspir-
ations, and providing advice 
and information). For example, 
Lease & Dahlbeck (2009) found 
that secure parental attachment 
predicted career decision making 
self-efficacy. Negative involve-
ment refers to active interference 
such as empathy failures, criti-
cism of career choices, or coer-
cing children to pursue particular 
careers (Middleton & Loughead, 
1993).  Non-involvement de-
scribes the absence of parental 
engagement and is expressed 
by parents’ refusal to initiate 
or engage in discussions with 
children about career interests, 
the absence of understanding 
regarding children’s desires to 
explore particular careers, and the 
belief that parental involvement 
may be detrimental to children’s 
career exploration (Dietrich & 
Kracke, 2009;  Douglas & Gutt-
man, 2000;  Hoffman,  Hofacker, 
& Goldsmith, 1992; Levine & 
Sutherland, 2013;  Middleton 
& Loughead, 1993).  Peer rela-
tionships provide similar con-
tributions to adolescents’ career 
exploration including attachment 
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and emotional connections (Fels-
man & Blustein, 1999) as well as 
critical course and college-relat-
ed information (Kracke, 2002). 
Having a friend whose parents 
are college educated can expose 
adolescents whose parents did 
not attend college, to essential 
information that can facilitate 
post-secondary entrance (Cros-
noe & Muller, 2014). 
	 School connectedness or 
sense of belonging, which may 
be defined as students’ positive 
perceptions of teachers, prin-
cipals, courses, and the school 
itself, has received less attention 
in the career exploration research 
literature. There is, however, 
research that supports a positive 
relationship between school con-
nectedness and future orientation 
(Crespo, Jose, Kielpikowski, & 
Pryo, 2013), a key considera-
tion in the temporal context of 
Super’s Life-Space theory. 

Career Interventions

	 There has been increased 
interest on the part of educators, 
academics, labour market spe-
cialists, and federal/provincial 
policy analysts in career inter-
vention models for youth.  This is 
based on the premise that if stu-
dents are able to learn and under-
stand the connections between 
school and future work or career 
outcomes, they will become 
more academically engaged and 
therefore more likely to gradu-
ate (Medvide & Blustein, 2010). 
Career interventions for youth 
operate at the individual, school, 
and community levels and are 
intended to address career explor-

ation needs at the developmental, 
preventive, or remedial stages.  
At a school level, there are both 
required and elective career de-
velopment courses offered in dif-
ferent grades. Community-based 
programs include events such as 
Career Days that bring together 
high school students, post-sec-
ondary institutions, and employ-
ers to showcase the range of 
career possibilities along with the 
educational pathways to those ca-
reers. Online career interventions 
use interactive methods such 
as multimedia video, content 
slides, and information modules 
along with discussion groups and 
counselling exchanges in which 
students can explore possible 
careers (Nota, Santilli, & Soresi, 
2016). In addition to general 
programs, there are career inter-
vention models that have been 
designed to instill interest in par-
ticular disciplines and to address 
the needs of particular popula-
tions. The information technol-
ogy demands of the 21st century 
have generated multiple pro-
grams to expose youth to the Sci-
ence, Technology, Engineering, 
and Math (STEM) subject areas 
(Byars-Winston, 2014) and do-
main-specific programs focused 
on health sciences  and related 
fields (Ali, Brown, & Loh, 2017).
There are also career interven-
tions developed for  marginalized 
populations  who may require 
additional support including  
minority youth (Jackson et al., 
2011; Turner & Conkel, 2010), 
young mothers (Prescod & Daire, 
2013) and youth with disabilities 
(Chen & Chan, 2014; Sheftel, 
Lindstrom, & McWhirter, 2014).

The Career Trek Program

	 In contrast to career 
courses that typically begin in 
high school, Career Trek is an 
early intervention, social inclu-
sion initiative targeted toward 
students who, due to social, 
economic, or family structure 
disadvantages, may not success-
fully transition to post-secondary 
education after graduation. Its 
mandate is to increase students’ 
and families’ knowledge about 
potential careers that are access-
ible through post-secondary edu-
cation by: a) using an integrated 
approach to experiential career 
exposure; b) providing informa-
tion about post-secondary educa-
tional institutions; and c) encour-
aging parental involvement in 
children’s career decision-making 
choices. 
	 Each year, over 240 
children in grades 5 and 6, who 
appear to require additional 
academic and/or social supports, 
are identified by educators as 
candidates for the Career Trek 
program. Program criteria in-
clude low socioeconomic status, 
parents or siblings who have not 
completed high school, minority 
or immigrant status, single-parent 
family, and absence of involve-
ment in extra-curricular activ-
ities. In Winnipeg, the program 
operates on 20 Saturdays begin-
ning in October and ending in 
April with the program’s gradu-
ation ceremony. Students are 
transported from several pick-up 
locations throughout the city, and 
taken to one of the four partici-
pating urban post-secondary edu-
cational institutions: the Univer-
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sity of Winnipeg, the University 
of Manitoba, Red River College, 
and the Manitoba Institute of 
Trades and Technology. All par-
ticipants rotate through 5 weeks 
of programming at each institu-
tion. The program curriculum is 
designed to expose students to 
the wide variety of careers that 
are accessible via post-second-
ary education, as well as a broad 
range of careers within each 
discipline/subject. For example, 
a major in Economics may lead 
to careers in policy analysis, 
managing a non-profit enterprise, 
or serve as a pre-requisite to a 
business degree. Participating 
faculties/departments range 
from Engineering, Nursing, 
Native Studies, and Education to 
Graphic Design, Culinary Arts, 
Creative Communications, and 
Building Construction. Current 
post-secondary students from the 
various departments act as in-
structors for the sessions. As part 
of the experiential component, 
participants learn the long-term 
connections between their cur-
rent Grade 5 and 6 subjects and 
each career. For example, math 
concepts have greater relevance 
when they are used to determine 
the amount of medication a 
patient requires, or how to ensure 
that the walls of a dog house are 
of equal size.

Methodology 

Participants

	 1493 students from grades 
5-12 from four school divisions 
in Winnipeg, Manitoba, Canada 
participated.  Participants were 

grouped into early years (Grades 
5-6), middle years (Grades 7-8), 
and senior years (Grades 9-12). 
	 Students in these div-
isions represent the full range 
of cultural, ethnic, religious, 
gender, family composition, and 
socio-economic diversity that 
exists in Winnipeg (Statistics 
Canada, 2015). In order to solicit 
as large a sample as possible, 
data on demographic factors were 
not collected as research has 
often resulted in negative por-
trayals of individual groups in the 
absence of a contextual analysis 
(Morton & Pollock, 2017). 

Procedures

	 Ethical approval was 
obtained from the University of 
Winnipeg and the University of 
Manitoba, as well as from each 
of the participating school div-
isions.  The school divisions had 
long established partnerships 
with Career Trek so were recep-
tive to supporting the project.  
Individual school recruitment 
was facilitated by school super-
intendents. 
	 Research assistants (RAs) 
contacted the school administra-
tion and arranged times to meet 
with the students. Parental con-
sent was obtained for all partici-
pants. All data were collected 
within a two-month time frame 
(January – February). Working 
in pairs, RAs visited each school 
twice. The first visit was to share 
information about the study and 
distribute parental consent forms. 
They then returned to the school 
approximately two – three days 
later to administer the measures 

to the students. Data were entered 
into SPSS 20. 

Measures

	 Given the age range of 
participants, study measures were 
selected based upon their reliabil-
ity with younger students. The 
following three data collection 
instruments were used: 
Childhood Career Development 
Scale (CCDS) (Schultheiss 
& Stead, 2004): The CCDS 
(Schultheiss & Stead, 2004) was 
designed to assess children’s 
career development across the 
nine proposed dimensions of 
Super’s (1990) developmental 
theory. The scale contains eight 
subscales (a) information (an 
awareness of the importance or 
use of occupational information 
and how one acquires this infor-
mation); (b) curiosity/exploration 
(a need leading to inquisitive 
behaviour and activities such as 
searching or examining that elicit 
information about oneself or 
one’s environment in an attempt 
to meet curiosity needs); (c) 
interests (an awareness of one’s 
likes and dislikes); (d) locus of 
control (the degree to which one 
feels an internal sense of control 
over one’s present and future); 
(e) key figures (role models or 
interesting or helpful people who 
have played a meaningful role 
in individuals’ lives); (f)  time 
perspective (an awareness of 
how the past, present, and future 
can be employed to plan future 
events); (g) planfulness (an 
awareness of the importance of 
planning); and (h) self-concept 
(an awareness of dimensions of 
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the self in some role, situation, 
or position; performing some 
set of functions; or in some web 
of relationships).  The 52 items 
are rated on a Likert-type scale 
ranging from Strongly Agree to 
Strongly Disagree.
	 Family, Friends, and 
School Climate (Texas Christian 
University, 1998): The FFS is 
used to assess the psychosocial 
functioning of children within 
the domains of family, peers, and 
school settings. It is comprised of 
three subscales: the Family Rela-
tion scale (22 items) that assesses 
the factors of parental warmth, 
control, and conflict; the Peer 
Activity scale (23 items), that 
assesses the dimensions of peer 
activities, peers in trouble; peers' 
familiarity with parents; and 
peers' conventional involvement, 
and a Self scale (15 items) that 
measures the psychological di-
mensions of self-esteem, environ-
ment, and school satisfaction.
	 Parental/Guardian In-
volvement Checklist (Keller 
& Whiston, 2008): Perceived 
parental/guardian involvement 
was assessed using a 53 item 
composite measure adapted from 
the Career Behaviour Checklist 
(Keller & Whiston, 2008) that 
assesses parental behaviours that 
are predictive of children’s career 
decision making self-efficacy and 
career maturity. The first sub-
scale, Career Support, includes 
13 items that target parental, 
social and emotional support 
related to career exploration. The 
second subscale, Career Action, 
consists of 39 items that assess 
specific, career oriented actions 
and behaviour undertaken by 

parents/caregivers in relation to 
their child’s career exploration. 
Participants respond to each item 
using a 5-point Likert-type scale 
(1 = Never to 5 =  Often) that 
describes their perceptions of the 
extent to which their parent/care-
giver engages in these activities. 

Results

Grade Related Differences in 
Career Development

	 Our first objective was 
to explore how children’s career 
development knowledge changes 
from the early to middle, and 
middle to high school years when 
they have not experienced a 
career development intervention.  
To meet this objective, grade 
related differences were explored 
by excluding all respondents who 
identified as having participated 
in any Career Development Pro-
gram.  Individuals from grades 3 
and 4 (6 individuals) and individ-
uals where grade was unknown 
(42 individuals) were removed 
from the analysis.

Childhood Career Development 
Scale

	 ANOVAs were done to 
test for grade differences on the 
subscales of the CCDS (Table 
1).  The higher the score the 
more participants agreed with 
the statements. Post hoc Bon-
ferroni tests were conducted to 
determine the significance of the 
group differences.  Grade levels 
significantly differed in two of 
the nine subscales.  The Informa-
tion subscale was significant for 

different grade groups F(2, 1302) 
= 3.01, p < 0.05, as grades 5-6 
(M = 2.16, SD =.86 ) and 7-8 (M 
= 2.16, SD =.86) students want-
ed more information than high 
school students ( M = 1.98, SD 
=.77). Mean differences between 
grades 9-12 and 5-6 were sig-
nificant using Bonferroni post 
hoc tests, p < 0.04. The Locus of 
Control subscale was significant 
for different grade groups F(2, 
1299) = 3.18, p < 0.04, as grades 
5-6 (M = 1.88, SD =.97 ) and 
7-8 (M = 1.81, SD =1.04) stu-
dents felt they had more personal 
control over how well they do 
and their relationships than high 
school students (M = 1.68, SD 
=.73).  Mean differences between 
grades 9-12 and 5-6 were signifi-
cant using Bonferroni post hoc 
tests, p < 0.04. No differences 
were found for the curiosity/ex-
ploration, interests, key figures, 
planfulness, and self-concept 
subscales.

Family, Friends and School 
Climate (TCU/PMES)

	 ANOVAs were done to 
test for grade differences on the 
subscales of the TCU/PMES 
Scales on Family, Friends and 
Self.  For the family subscale, 
higher scores indicated more of 
the reported behaviours or events.

	 Family Relation Sub-
scale: The parental warmth 
subscale was significantly dif-
ferent for different grade groups 
F(2, 1287) = 41.88, p < 0.00.  
High school students reported 
less parental warmth (M = 2.70, 
SD =.80) than either the elemen-
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tary (M = 3.21, SD =.64) or the 
middle school (M = 3.18, SD 
=.71) students.  Mean diff erences 
between grades 9-12 and 5-6 and 
grades 9-12 and 7-8 were signifi -
cant using the Bonferroni post 
hoc test, p <0.00.
 The parental control 
subscale was signifi cantly dif-
ferent for diff erent grade groups 
F(2, 1287) = 3.51, p < 0.03.  
High school students reported 
less parental control within their 
family (M = 2.81, SD =.58) than 
did either the elementary (M = 
2.89, SD =,57) or middle school 
students (M = 2.94, SD =.49).  
Mean diff erences between grades 
9-12 and 7-8 were signifi cant 
using the Bonferroni post hoc 
test, p <0.03. 
 The confl ict subscale 
was signifi cantly diff erent for 
diff erent grade groups F(2, 1441) 
=7.08, p <0.00.  High school 
students reported more confl ict 
within their family (M = 1.50, 
SD =.84) than did either the 
elementary (M = 1.27, SD =.90) 
or middle school students (M = 
1.20, SD=.84).  Mean diff erences 
between grades 9-12 and 5-6 and 
grades 9-12 and 7-8 were signifi -

cant using the Bonferroni post 
hoc test, p <0.00. 
 
 Peer Activity Scale: For 
the friends section of this meas-
ure higher responses indicated 
more of the reported behaviour 
or events.  The subscale on the 
number of friends getting into 
trouble was signifi cantly diff erent 
for diff erent grade groups F(2, 
1267) =15.04, p <0.00.  High 
schools students reported more of 
their friends getting into trouble 
(M = 0.53, SD =.56) than either 
the elementary school students 
(M=0.31, SD =.51) or the middle 
school students (M= 0.31, SD 
=.46).  Mean diff erences between 
grades 9-12 and 5-6 and grades 
9-12 and 7-8 were signifi cant 
using the Bonferroni post hoc 
test, p <0.00.
 The subscale on friends 
familiarity with parents was sig-
nifi cantly diff erent for diff erent 
grade groups F(2, 1271) =14.24, 
p <.000.  Both middle school (M 
= 2.95, SD =.83) and high school 
(M = 2.80, SD =.85) students 
reported that their friends were 
less familiar with their parents 
than did elementary school 

students (M = 3.13, SD =.78).  
Mean diff erences between grades 
5-6 and 9-12  and grades 7-8 and 
9-12 were signifi cant using the 
Bonferroni post hoc test, p <0.00.  
 The conventional involve-
ment subscale was signifi cant-
ly diff erent for diff erent grade 
groups F(2, 1270) = 26.32, p 
<0.00. High school students (M 
= 2.14, SD =) reported that their 
friends had less conventional 
activity involvement than did ele-
mentary (M = 2.50, SD =.58) or 
middle school students (M= 2.49, 
SD =.59).  Mean diff erences 
between grades 9-12 and 5-6 and 
grades 9-12 and 7-8 were signifi -
cant using the Bonferroni post 
hoc test, p <0.00.  There were no 
diff erences on the peer activity 
level subscale.
 
 Self Scale: For the “Self” 
section of this measure, higher 
scores indicated greater happi-
ness with aspects of the student’s 
life. The self-esteem subscale 
was signifi cantly diff erent for 
the diff erent grade groups F(2, 
1283) = 12.46, p <0.00. High 
school students had the lowest 
self-esteem scores (M = 2.79, SD 
=.79) and this was lower than 
the elementary school students’ 
self-esteem (M = 3.09, SD =.70) 
and the middle school students’ 
self-esteem (M = 3.04, SD =.73).  
Bonferroni post hoc tests showed 
that the mean diff erence between 
the grade 9-12 grade group and 
the 5-6 grade group was signifi -
cant and the 9-12 grade group 
and the 7-8 grade group was 
signifi cant, p <0.00.
 The family environment 
subscale was signifi cantly diff er-

tary (M = 3.21, SD =.64) or the cant using the Bonferroni post 
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ent for the diff erent grade groups 
F(2, 11268) = 50.96, p <0.00.  
High school students were the 
least happy with their family 
environment (M = 3.11, SD 
=.73), followed by middle school 
students (M = 3.53, SD =.56) and 
elementary school students (M = 
3.60, SD =.53).  Bonferroni post 
hoc tests showed that the mean 
diff erences between the 5-6 grade 
group and the 9-12 grade group 
was signifi cant, p <0.00; and the 
diff erence between the 7-8 grade 
group and the 9-12 grade group 
was signifi cant, p <0.00.

 The school satisfaction 
subscale was signifi cantly dif-
ferent for the diff erent grade 
groups, F(2,1268) = 47.97, p 
<0.00.  High school students 
had the least amount of school 
satisfaction (M = 2.78, SD =.66) 
followed by middle school stu-
dents (M = 3.18, SD =.66) and 
elementary school students (M= 
3.33, SD =.69).  Bonferroni post 
hoc tests showed that the mean 
diff erence between the 5-6 and 
the 9-12 grade groups was sig-
nifi cant, p <0.00; and the mean 
diff erence between grade group 

7-8 was signifi cantly diff erent 
that the 9-12 grade group, p 
<0.00.

Parent Guardian Involvement 
Checklist

 The Parent/Guardian 
Involvement Checklist is divided 
into two subscales.  Participants 
respond to each item using a 
5-point Likert-type scale with 
higher scores indicating great-
er perceived parental/guardian 
career support or action.
Career Support: Parent/guardian 
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career support significantly dif-
fered between the grade groups  
F(2, 1310) = 11.48, p <0.00.  
Middle school students perceived 
they had the greatest amount of 
parent/guardian career support 
(M = 4.07, SD =.68) followed 
by elementary students (M = 
3.98, SD =.67) and high school 
students (M = 3.78, SD =.68).  
Bonferroni post hoc tests showed 
that the mean difference between 
the 5-6 and the 9-12 grade groups 
was significant, p <0.00; and the 
mean difference between grade 
group 7-8 was significantly dif-
ferent than the 9-12 grade group, 
p <0.00. 
	
	 Career Action: Parent/
guardian career action signifi-
cantly differed between the grade 
groups F(2, 1298) = 7.11, p 
<0.00.  Middle school students 
perceived they had the greatest 
amount of parent/guardian career 
action (M = 2.83, SD =.73), fol-
lowed by elementary students (M 
= 2.67, SD =.72) and then high 
school students (M = 2.64, SD 
=.65).  Bonferroni post hoc tests 
showed that the mean difference 
between the 5-6 and the 7-8 
grade groups was significant, p 
<0.00; and the mean difference 
between grade group 7-8 was sig-
nificantly different than the 9-12 
grade group,  p <0.00. 

Comparisons between 
Participants in a Career 
Development Intervention 
Program and Non-Participants

	 Our third objective was 
to explore the level of career 
development in middle school 

students who participated in a 
career development intervention 
compared with those who did 
not. This comparison was done 
by examining the career de-
velopment levels of Career Trek 
participants that were currently 
attending the program with a 
comparable group of non-Ca-
reer Trek participants (randomly 
selected from the Grade 5-6 
respondents). In the Grade 5-6 
Career Trek group participants 
had a maximum of four days of 
programming before completing 
a questionnaire
	 A further analysis exam-
ined the impact of Career Trek 
on students one year after partici-
pation with students who did not 
participate in a career develop-
ment program (Table 3).

Comparison One Month into 
Programming

	 Childhood Career De-
velopment Scale: ANOVA results 
indicated that there were no pro-
gram group differences in any of 
the subscales of the CCDS (Table 
4). 
	
	 TCU/PMES Scales 
on Family, Friends and Self: 
ANOVA results indicated that 
there were not program group 
differences in any of the sub-
scales of the TCU/PMES scales.
Parent/Guardian Involvement: 
Parental career support differed 
between the Career Trek and No 
Program Grade 5-6 participants. 
Parents/Guardians of Career 
Trek participants (M = 4.18, SD 
=.56) were more supportive than 
parents/guardians of non-par-

ticipants (M = 3.81, SD =.71), 
F(1, 88) = 6.91, p <0.01.  Parent/
guardians career actions differed 
between the Career Trek and 
No Program Grade 5-6 partici-
pants as well.  Parents/Guard-
ians of Career Trek participants 
(M=3.01, SD =.64) were more 
active in their child’s career de-
velopment than parents/guardians 
of non-participants (M = 2.54, 
SD =.74), F(1,88) = 10.15, p < 
0.00.

Career Intervention Compari-
son One Year Later

	 Childhood Career De-
velopment Scale: ANOVA results 
indicated that there were program 
group differences on the follow-
ing subscales of the Childhood 
Career Development Scale (Table 
5):  a) Curiosity F(1,76) = 5.06, p 
< 0.03. The Career Trek Program 
(M = 2.62, SD =.84) students 
were more curious about things 
they learned in school than the 
No Program Group (M = 2.25, 
SD =.55); b) Interests F(1, 76) = 
7.12, p < 0.01. The Career Trek 
Program (M = 1.94, SD =1.28) 
students were more aware of 
their interests in school than the 
No Program Group (M = 1.37, 
SD =.43); c) Locus of Control 
F(1, 76) = 4.56, p < 0.04. The 
Career Trek Program (M = 2.10, 
SD =1.26) students felt they had 
more control over their activities 
and school-related behaviours 
than did the No Program Group 
(M = 1.61, SD =.68); d) Planning 
F(1, 76) = 5.30, p < 0.02. The 
Career Trek Program (M = 2.14, 
SD =1.26) students felt that plan-
ning for the future was more im-
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portant than did the No Program 
Group (M = 1.62, SD =.63); e) 
Self Concept F(1, 76) = 7.29, p < 
0.01. The Career Trek Program 
(M = 2.16, SD =1.16) students 
had a clearer self-concept than 
did the No Program Group (M = 
1.60, SD =.57).

TCU/PMES Scales 
on Family, Friends and Self: 
ANOVA results indicated that 
there were program group diff er-
ences on the following subscales 
of the TCU/PMES (Table 5).

 Family Relation Sub-
scale: The two groups diff ered in 
the confl ict items in the family 
relations subscale F(1, 76) = 
5.32, p <0.02.  The No Program 
Group (M = 1.11, SD =.87) had 
less confl ict in their family than 
the Career Trek Group (M = 1.58, 
SD =.94). The two groups did 
not signifi cantly diff er in parental 
warmth or control. 
 Peer Activity Subscale: 
The two groups diff ered in the 
peer trouble items in the peer 
activity subscale F(1, 76) = 7.78, 

p < 0.01. The Career Trek Group 
(M = 0.62, SD =.72) had friends 
who were more often in trouble 
than did the No Program Group 
(M = 0.25, SD =.40). As well the 
two groups diff ered in the con-
ventional involvement items F(1, 
76) = 4.66, p < 0.03.  The Career 
Trek Group (M = 2.32, SD =.58) 
had friends who engaged in less 
conventional activities than did 
the No Program Group (M = 
2.60, SD =.57). The two groups 
did not signifi cantly diff er in the 
familiarity with parents items in 
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the peer activity subscale.
 Self Subscale: The two 
groups diff ered in the school 
satisfaction items in the self 
subscale F(1, 76) = 4.17, p < 
0.05. The Career Trek Group (M 
= 2.99, SD =.80) reported less 
school satisfaction than did the 
No Program Group (M = 3.32, 
SD =.63).  The two groups did 
not signifi cantly diff er in the 
self-esteem or environment items 
in this subscale.

Parental Involvement

 No signifi cant diff erences 
between Career Trek participants 
and non-participants were found 
in the two parental involvement 
subscales (Table 4).

Discussion

Children’s Career Development

 Using data from children 
in grades 5 – 12, we provide a 

more reliable perspective of chil-
dren’s career exploration process-
es as they progress in school. Not 
surprisingly, the fi ndings from 
this study confi rm that children’s 
career exploration processes 
change as they transition from 
elementary grade levels to senior 
years. What was interesting is 
the direction of these changes. 
Findings suggest that children 
in grades 5/6 demonstrate the 
highest levels of career interest, 
planning, and curiosity with 



Canadian Journal of Career Development/Revue canadiene de développement de carrière

Volume 17, Number 2, 2018

Creating a Lifelong Career Development Model

36

statistically signifi cant decreases 
when compared to children in 
middle and senior years. 
 Career interest, planning 
and curiosity are all critical in 
career exploration. Super (1990) 
noted that curiosity is a basic 
need for children “exploring 
possible selves and future scenar-
ios” (p. 47).   Children manifest 
curiosity through exploration, 
experimentation, risk-taking, and 
inquiring (Savickas, 2005), and 

fi ndings suggest that the earlier 
the grade, the greater the ca-
reer-related curiosity. The “drop 
off ” in these skills between Grade 
6 and middle school years may 
limit exploration, resulting in un-
realistic aspirations and expecta-
tions about the future (Hartung, 
Porfeli, & Vondracek, 2005). 
Children will typically choose to 
explore careers that they asso-
ciate with their interests. Tracey 
(2002) provided evidence that 

career interests change over time, 
becoming more stable from ele-
mentary to middle school.  Our 
research shows that students’ per-
ceptions of their interests do not 
diff er between elementary and 
high school levels. Students who 
have some degree of awareness 
of the need to approach career 
exploration in an organized man-
ner, either by having a clearly-de-
fi ned goal that they can describe 
a strategy for attaining, or who 

statistically signifi cant decreases fi ndings suggest that the earlier career interests change over time, 
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have an awareness of multiple 
career options along with some 
kind of plan to work toward 
these, will be more effective in 
their career decision-making.
	 For many youth, high 
school graduation signifies a 
shift to another stage of life, 
one in which career decisions 
are more immediately relevant. 
Career-related curricula is gen-
erally introduced at the senior 
grade levels, at the time when 
adolescents are choosing high 
school course levels and electives 
that may or may not facilitate 
entry into post-secondary educa-
tion (Dietsche, 2012). From this, 
it may be reasonably expected 
that students in the senior years 
are more likely to report high-
er levels of career exploration 
activities. However, findings 
from this study indicated that 
career exploration decreases from 
elementary to high school years. 
There are a number of possible 
explanations for this change. It 
may be that some adolescents 
have solidified their career and 
post-secondary plans so do not 
perceive career exploration to be 
a priority. A second explanation 
may be found in the substantial 
body of research that has docu-
mented that youth are increasing-
ly direction less in their planning 
for careers (Staff, Harris, Sabates, 
& Briddell, 2010). Although the 
post-secondary participation rate 
in Canada is 37% of 18-24 year 
olds, approximately 35-50% of 
students drop out, partially due to 
not liking their program or feel-
ing that it did not fit with their 
interests (Parkin, 2009). As well, 
findings suggested a significant 

decrease in adolescents’ self-es-
teem from middle to high school. 
For some adolescents, decreased 
engagement in career exploration 
activities may be related to feel-
ing overwhelmed and unable to 
articulate a defined sense of self 
(Usinger & Smith, 2010). 

Impact of Career Intervention 
Program 

	 This study tested the 
hypothesis that children who 
participated in the Career Trek 
program would demonstrate 
higher career-related self-effi-
cacy and awareness than their 
peers who did not participate 
in the program.  Our findings 
supported this hypothesis. Given 
that students participate in the 
core program of Career Trek in 
Grades 5-6, the results suggest 
that the benefit of participation 
emerges in Grades 7-8. Perhaps 
engaging in experiential ca-
reer learning through hands-on 
skill building helped partici-
pants recognize opportunities to 
think about careers in a manner 
that they would previously not 
have perceived, giving them 
the necessary skills to actually 
conceptualize the tasks related 
to career planning. These find-
ings are particularly promising 
if Super’s model is viewed from 
an epigenetic perspective: when 
children’s career exploration 
trajectories emerge from environ-
mental factors including  quality 
educational and extra-curricular 
activities and supportive family/ 
and school relationships,  that fa-
cilitate the successful navigation 
of the growth stage (birth to age 

14), they achieve a more solid 
foundation from which they can 
transition to the exploration and 
later stages of career develop-
ment.

Social Contextual Factors

	 Parental involvement is a 
powerful influence on children’s 
career exploration processes.  In 
our study parental involvement 
and action in career development 
was significantly higher at the 
middle grades (Grades 7/8) and 
supports the notion that guid-
ance by adults with influence 
could lead to a stronger sense 
of control and self-efficacy in 
career development. Scores on 
parental career support and career 
action were significantly greater 
for the Career Trek participants 
when they were enrolled in the 
program (Grade 5-6) and yet did 
not differ in the following year. 
This suggests that Career Trek 
acted as a catalyst for parents to 
provide tangible and emotional 
support for their children’s career 
exploration when they were in 
the program. 
	 In contrast, children who 
did not participate in Career Trek 
reported a predictable pattern of 
decreased parental involvement 
as they transitioned from ele-
mentary to high school. This is 
entirely consistent with research 
that has found overall parental 
involvement diminishes during 
the middle school years to min-
imal involvement at the high 
school level (Hill & Tyson, 2009; 
Wang, Hill, & Hofkens, 2014). 
At the time when children could 
benefit from greater parental 
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involvement, parents become 
less actively engaged with their 
children. There are a number of 
possible explanations for this 
situation. Many parents believe 
that their children have gained 
sufficient knowledge regarding 
post-secondary choices and ca-
reers through school-based cours-
es. Others feel that they do not 
want to “push” particular career 
directions onto children (Levine 
& Sutherland, 2013). Parents 
who may not have high school 
or post-secondary education may 
perceive that they are constrained 
in their efforts to adequately sup-
port and encourage their children 
to achieve their educational/
career expectations. Parents may 
also perceive a period of “de-
velopmental indecision” as typ-
ical for this stage (Guay, Ratelle, 
Senecal, Larose, & Deschenes, 
2006).  Finally, parents may 
support the idea of “naïve psych-
ology” for career exploration that 
is constructed from the popular 
discourse of matching interests 
and occupational roles position 
(Marshall, Young, Domene, & 
Zaidman-Zait, 2008, p. 199). 
This position reflects the idea 
that when parents observe their 
child is interested in particular 
subjects such as dinosaurs or the 
planetary system, this attraction 
will easily and readily translate 
into an aptitude for archaeology 
or astronomy. Although this is a 
reasonable and common belief, it 
is almost always erroneous as it 
is not grounded in a well-formu-
lated conceptual framework that 
accounts for children’s develop-
mental stages. 

Implications for Practice

	 Career intervention 
programs in general have been 
found to have positive impacts on 
participant career development. 
The results of this research sug-
gest that timing of career explor-
ation can also play an important 
role as elementary-aged children 
are clearly receptive to early 
intervention career exploration. 
From a practical standpoint, it is 
important to appreciate that when 
children are presented with new 
and interesting information in 
the form of career exploration, 
they are more likely to report 
engaging in career-related behav-
iours. “Doing” is generally rated 
as holding greater relevance and 
meaning for students compared 
to solely listening (Reynolds & 
Harel-Capterton, 2011).  Hav-
ing this knowledge encourages 
educators and other stakeholders, 
including non-profit youth organ-
izations, to plan for the specific 
types of experiential learning 
activities that may facilitate 
greater understanding of particu-
lar careers.
	 Moreover, given that a 
decrease in parental involvement 
is associated with less career 
exploration activities in the mid-
dle and high school periods, key 
stakeholders are encouraged to 
develop more effective ways of 
linking parents and family mem-
bers to information that can pro-
mote career-related discussions. 
Parents/family members report a 
lack of confidence in their abil-
ities to engage in these activ-
ities with their children without 
support (Levine & Sutherland, 

2013). Helping parents generate 
conversations that are focused on 
individual abilities, talents, and 
qualities may promote greater 
career awareness. 
	 There are a number of 
other important findings. For 
some students, the universal, 
population-based approach to 
career exploration is sufficient.  
However, these programs may 
not meet the career exploration 
needs of youth who experience 
academic, social, emotional, 
or economic challenges.  Low 
socio-economic status, sin-
gle-parent family structure, 
parents who did not graduate 
from high school, absence of 
vocational guidance, racial/ethnic 
minority status, and child welfare 
involvement are all associated 
with poorer academic perform-
ance (Bauer & Riphahn, 2007; 
Hill & Tyson, 2009; Hussey, 
Kanjilal, & Nathan, 2016; Lef-
mann & Combs-Orme, 2014; 
Nguyen, 2011). Research has 
suggested that academically 
at-risk children and adolescents 
who participate in targeted career 
development programs demon-
strate an increase in both self-es-
teem and post–secondary school 
aspirations (Jackson et al., 2011; 
McIlveen, Morgan, & Bimrose, 
2012; Medvide & Blustein, 2010; 
Turner & Conkel, 2010). 
The finding that Career Trek 
participants report higher lev-
els of friends who were more 
often in trouble, who engaged in 
less conventional activities, and 
whose perceived higher levels of 
conflict with parents suggests that 
schools are in fact targeting the 
appropriate students for the pro-
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gram. Moreover, the finding that 
Career Trek participants dem-
onstrated higher levels of career 
exploration behaviours reinforces 
the position that early interven-
tion programs can be effective in 
mitigating negative risk factors. 

Limitations of the Study 

	 One of the limitations of 
this study was the absence of a 
contextual analysis that focused 
specifically on culture. Although 
the FFS and Career Behaviour 
checklist have been validated 
in different cultural contexts 
(Glozah & Pevalin, 2017), nei-
ther have been tested/adapted 
to address culturally sensitive 
dynamics that influence career 
exploration. Children’s career ex-
ploration develops within specific 
culture and social contexts and 
clearly, similar considerations 
must occur with respect to how 
these supports and behaviours are 
assessed. Secondly, a potential 
limitation exists with respect to 
the research participants. Given 
that participants were limited 
to those who returned complet-
ed parental consent forms, the 
results may be biased toward 
youth from higher socioeconomic 
circumstances. Previous research 
has identified differences with 
inner-city youth demonstrating 
lower scores on beliefs related to 
career exploration, planning, and 
decision making (Turner, Ziebell, 
& Conkel, 2011). Therefore, it 
is possible that the youth who 
completed the research measures 
had access to parental and family 
contexts that prioritized career 

exploration, thus suggesting se-
lection bias.  

Areas for Future Research

	 The findings from this 
study suggest a number of areas 
for future research. For example, 
Oliveira, Taveira, and Porfeli 
(2015) have encouraged research-
ers to further explore children’s  
interactions with key-figures, and 
development of career inter-
ests along with the influence of 
support offered by key-figures 
such as parents and teachers.  The 
finding that parental involvement 
regarding career exploration 
drops off in the high school years 
suggests that this is an important 
area for further exploration. This 
suggests that a key for further 
exploration includes investigat-
ing how to facilitate and sustain 
parental involvement in career 
exploration throughout early, 
middle, and senior years.
	 Current thinking affirms 
that the key factors that facilitate 
youth post- secondary participa-
tion are cultural, where there is: 
a) an understanding of the bene-
fits of post-secondary education, 
b) it is perceived as a meaningful 
option, and c) there has been 
early and sufficient preparation 
to facilitate success (Finnie & 
Pavlic, 2013). In view of this, the 
research team is currently con-
ducting a longitudinal study that 
is assessing the long-term impact 
of the Career Trek program on 
former participant’s high school 
graduation and post-secondary 
participation rates. Using propen-
sity score matching, the research 
team will compare Career Trek 

participants to a matched control 
group on educational outcomes, 
post-secondary participation 
rates, child welfare and crimin-
al justice involvement, mental 
health issues, and income assist-
ance to assess the effect of early 
intervention career exploration 
as a protective factor for at-risk 
youth.
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Abstract

	 Similar to trends in uni-
versities across North America, 
Western University has seen a 
134% increase in international 
student enrolment from 2009-
2017. Enrolment increases have 
corresponded with increased 
demand for career services to 
meet the unique needs of inter-
national students. Group career 
counselling for international 
students wishing to secure em-
ployment in Canada was piloted 
as a scalable program to meet 
increasing demands. Partici-
pants demonstrated significant 
improvements in their career 
development process, including 
improved cultural adjustment, 
self-understanding, job search 
strategies,  and interview anxiety. 
Through this study, we present 
a promising, evidence-based, 
scalable model to meet growing 
career development demands 
among international students.

Keywords
Career Counselling Practice, 
Process & Outcomes; Career 
Assessment; Group Counselling; 
Undergraduates & Early Adults 

Growing Demands 

	 Comparing the demo-
graphic makeup of Canadian 
universities twenty years ago and 
now, there is a noticeable in-
crease of registered international 
students. More than 160,000 
international students are enrolled 
annually in educational programs 
in Canada, with approximately 
90,000 international students 
enrolled in universities (McMul-
len & Elias, 2011). According to 
the Association of Universities 
and Colleges of Canada (AUCC, 
2012), international students 
represent approximately 9% of 
full-time registered students in 
undergraduate programs and 
slightly over 20% of students en-
rolled in graduate programs, with 
students attracted from more than 
200 countries (Citizenship and 
Immigration Canada, CIC, 2009) 
	 At Western University, 
there are growing numbers in 
the undergraduate and graduate 
international student population, 
from 1,466 (5.9% of full time 
student enrolment) international 
students in the 2009-2010 aca-
demic year to 3,445 (11.9% of 
full time student enrolment) in 
the 2016-2017 academic year, 
representing a 134% increase in 

international student enrolment. 
With the university’s growth in 
the international student popula-
tion, the demands on services for 
international students have also 
continued to grow.

Increased Demand for Service 
Among International Students

	 International students 
continue to access career coun-
selling services and programs 
in large numbers.  Western 
University recorded an increase 
of career counselling services ac-
cessed by international students 
such that 24% of all counselling 
hours were attended by inter-
national students in the 2015-
2016 academic year, up from 9% 
in 2008-2009.

Unique Career Needs

	 Concomitant with the 
need to address international 
students increased demand for 
services and programming is the 
necessity to address the distinct 
nature of some of their career 
needs. The distinct career needs 
of international students have 
been identified in the literature, 
and have predominately focused 
on problems of adjustment, 

Group Career Counselling for International Students: 
Evaluation and Promising Practices

Snježana Linkeš
Fredrick Ezekiel
Ashleigh Lerch
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including language proficiency, 
academic demands, loneliness, 
establishing a new support 
network, culture shock, gender 
role expectations, and values 
conflicts (Arthur, 2008; Johnson 
& Sandhu, 2007; Lee, Koes-
ke, & Sales, 2004; Mori, 2000; 
Pedersen, 1991, 1995; Popadiuk 
& Arthur, 2004;  Pope, 2007). 
Research on the experiences of 
international students has typical-
ly emphasized the initial phase of 
cross-cultural adjustment, with 
less attention on international 
students’ career development and 
transition to employment follow-
ing completion of their studies 
(Arthur, 2007, 2008; Berry, 2001, 
2008; Chen, 1999; Odberg, 1960; 
Pedersen, 1995).  

Acculturative Stress and 
Barriers to Employment

	 During university life, 
international students, like any 
other student, deal with the 
typical stressors associated with 
financial demands, academic 
pressures, loneliness, and career 
indecision (Reynolds & Constan-
tine, 2007). International and im-
migrant students also face unique 
issues related to their career 
development as well as challen-
ges associated with adapting to a 
foreign country. Such challenges 
include culture shock, confusion 
about role expectations, home-
sickness, loss of social support, 
discrimination, and language 
barriers (Reynolds & Constan-
tine, 2007). These experiences, 
collectively referred to as “accul-
turative stress”, relate to specific 
types of difficulties associated 

with individuals’ cross-cultural 
encounters, which can manifest 
in a range of adjustment and 
personal concerns (Bowman & 
Evans, 2006).

Language Barriers

	 Language proficiency 
has been shown to be linked to 
experiences of discrimination 
among new immigrants in Can-
ada, with stronger accents from 
native languages being linked to 
increased experiences of dis-
crimination and prejudice (Bow-
man & Evans, 2006). Language 
capacity, including both second 
language ability and confidence 
about speaking in the second lan-
guage, has been implicated as a 
barrier to career decision making, 
career exploration, and naviga-
tion of selection processes (e.g., 
communicating in an interview 
setting) for international students 
(Reynolds & Constantine, 2007). 
Because of this, some students 
may pursue occupations that do 
not require high levels of English 
proficiency (Reynolds & Con-
stantine, 2007). Diemer and Ali 
(2009) assert that being raised in 
one environment and then being 
transplanted to another with a 
different language, customs, and 
occupational structure can pro-
foundly impact the types of jobs 
one pursues and often results in 
immigrants securing employment 
in lower status, lower paying 
jobs. This change in occupation-
al options and social status may 
result in lowered self-esteem, 
shame, depression, anxiety, and 
internalized classicism (Die-
mer & Ali, 2009). Numerous 

considerations contribute to the 
degree of a person’s accultura-
tion, such as: Cultural heritage, 
ethnicity, ethnic pride and iden-
tity, inter-ethnic interactions, 
and inter-ethnic distance (Niles 
& Harris-Bowlsby, 2009), with 
English language fluency being 
one of the strongest predictors 
(Ma & Yeh, 2010). These com-
mon needs and considerations 
among international students’ 
make group counselling a poten-
tially impactful tool as it supports 
normalization of feelings and 
experiences, as well as opportun-
ities to learn from shared experi-
ences among members of the 
group.

Securing Employment in 
Canada

	 Recent research has 
indicated that international 
students’ primary career-relat-
ed concerns are job search and 
placement (Shen & Herr, 2004; 
Spencer-Rodgers, 2000). More 
comprehensive approaches to 
support the job search, place-
ment, and career decision-making 
needs of international students 
are needed, especially when 
considering decisions to pursue 
employment and immigration to 
Canada (Arthur & Flynn, 2011). 
One pathway to employment and 
longer term immigration avail-
able to international students 
studying in Canada involves the 
Post-Graduation Work Permit 
Program (PGWPP), which allows 
international students to work 
in Canada after graduation. The 
PGWPP allows students who 
have graduated from a partici-
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pating Canadian postsecondary 
institution to gain valuable Can-
adian experience. Skilled Can-
adian work experience gained 
through PGWPP helps graduates 
qualify for permanent residence 
in Canada through express entry 
(CIC, 2016). Approximately 30% 
of international student graduates 
change their immigration status 
by securing post-graduate work 
permits, indicating a significant 
interest among international stu-
dents to secure work and live in 
Canada post-graduation (OECD, 
2011). 
	 Many countries, for 
example, Canada, Australia, the 
United Kingdom, and France, 
have shifted their immigration 
policies to attract international 
students to stay as permanent 
residents because they are seen 
as valuable sources of skilled 
labour. Available research sug-
gests that the decision-making 
process to stay in the destination 
country is complex, involving 
perceived career and lifestyle 
opportunities in both home and 
host cultures (Arthur & Flynn, 
2011). Identified barriers in the 
limited research on international 
students’ job search processes 
include language proficiency, 
networking and interview expect-
ations, and whether or not em-
ployers value their international 
experience (Arthur & Flynn, 
2012; Sangganjanavanich, Lenz, 
& Cavazos, 2011). These com-
plex career development needs, 
coupled with student interests to 
secure employment post-gradu-
ation indicates the importance 
of offering high-quality, tailored 
career development supports for 

international students.
Preferred Support 

	 At present, there is a gap 
in research exploring the experi-
ences of international students in 
the final stage of their educational 
programs who wish to secure em-
ployment in the country in which 
they are studying (Arthur, 2003b, 
2008; Leung, 2007). International 
students have expressed needs 
for specific support while at 
university, including: Employ-
ment experience while in school, 
services specific to international 
student’s needs, services specific 
to needs at graduation, informa-
tion on immigration processes, 
help with job search processes, 
better understanding of cultural 
nuances, concrete help to access 
local labour market, identifying 
employers who are accepting of 
international students, and help 
to secure international student 
mentors (Popadiuk & Arthur, 
2014). With this in mind, the ca-
reer counselling team at Western 
University developed the Group 
Career Counselling for Inter-
national Students program, and 
has offered two of such groups 
per academic year since 2011.

Group Career Counselling 

	 Group counselling is “an 
interpersonal process that stress-
es conscious thoughts, feelings, 
and behaviours…[with a focus 
on growth and]…discovering 
internal resources of strength.” 
(Corey, 2004, p. 5). Group career 
counselling is characterized by 
three core elements: “1) career 
planning and decision-making 

require input about occupations; 
2) accurate data about self (abil-
ities, interests, and values) are 
needed; and 3) the process offers 
opportunities to explore personal 
meaning, identify and examine 
subjective aspects of the self, get 
feedback from others, and try on 
roles.” (Pyle, 1986, p. 3). 

Why Offer Group Career 
Counselling?

	 Group counselling is a 
form of psycho-educational coun-
selling that can be used among 
groups of individuals with com-
mon interest, goals, or experi-
ences, who are seeking similar 
outcomes through the pursuit of 
counselling. The rationale for 
offering group career counsel-
ling as an alternative to individ-
ual counselling is based on the 
unique needs of international 
students and how this population 
benefits from a group format over 
an individual counselling for-
mat. Dipeolu, Kang, and Cooper 
(2007) suggest that the benefits 
of a group format for counselling 
include: (1) normalization of 
feelings and decreased isolation, 
(2) increased social support, (3) 
opportunities to increase English 
language skills, and (4) promo-
tion of information sharing for 
problem-solving and accessing 
resources. Carr, Koyama, and 
Thiagarajan (2003) examined the 
advantages of a support group 
to Asian women and noted that 
the benefits of a group format 
contributed to feelings of hope, 
validation of feelings, social-
ization with peers, practicing 
English without judgement, 
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and addressing stress related to 
academic, personal, and accul-
turation concerns. While these 
benefits were identified within 
the scope of mental health-related 
counselling, group counselling 
also provides a promising model 
through which to provide career 
counselling services, particularly 
among international students pur-
suing a common goal of acquir-
ing employment post-graduation. 
Group counselling also offers a 
scalable model to meet increased 
demands for career services 
among international students 
without proportionate increases 
in resourcing or staffing.

The Group Counselling for 
International Students 
Program

	 Program structure.  
Since the program was initiated 
in 2010, the content, design, 
duration, and assessment strategy 
of the program has evolved sub-
stantively. During the 2010-2011 
academic year, two pilot group 
counselling cohorts were offered 
for 16 participants. Each cohort 
included five group counsel-
ling sessions at a duration of 90 
minutes each. A pilot evaluation 
included measurement of student 
satisfactions coupled with daily 
reflections and testimonials. Over 
the first three years of offering 
the program, the structure and 
activities were refined, session 
duration was increased, and de-
mand continued to grow, leading 
to an interest in formally evalu-
ating the program through this 
research study. From 2013-2015, 
the time frame for this research, 

four group counselling cohorts 
were facilitated (one per academ-
ic term). Each group included 
eight 3-hour sessions, covering 
topics that included adjustment 
and culture shock, self-identify, 
skills identification, job search 
strategies and self-promotion, de-
veloping an application package, 
and maintaining employment in 
Canada (see Table 1 for more 
information on session topics, 
learning outcomes and sample 
activities). Students participated 
in cohorts to support community 
building and validation of emo-
tions and experiences throughout 
the sessions. 

	 Measuring program 
outcomes. As a relatively new 
model of career service provision 
for international students, meas-
urement of program outcomes 
and effectiveness was a key 
consideration in the development 
of this program. Three validated 
scales which aligned with the 
program outcomes were selected. 
The Career Optimism scale is a 
subscale of the Career Futures 
Inventory, and measures students’ 
disposition toward their career 
plans, possibilities and prospects 
(Rottinghaus, Day, & Borgen, 
2005). Career optimism has been 
shown to be linked to positive 
career development outcomes, 
including persevering through 
difficult job search processes, 
effective establishment of ca-
reer plans, and adaptability to 
novel situations (Rottinghaus, 
Day, & Borgen, 2005). The 
Performance Anxiety subscale 
of the Measure of Anxiety in 
Selection Interviews (MASI) 

scale was used to measure stu-
dents’ confidence in their ability 
to perform well in an interview 
setting, and important outcome 
of the group counselling program 
(McCarthy & Goffin, 2004). The 
Diversity Attitudes subscale of 
the Civic Attitudes and Skills 
Questionnaire is a measure of an 
individual’s self-understanding 
in relation to the diverse world, 
and ability to effectively build 
relationships with diverse others 
(Moely, Mercer, Ilustre, Miron, & 
McFarland, 2002). This measure 
is relevant to students’ ability to 
establish effective relationships 
within the group counselling en-
vironment, as well as confidence 
in relating to future employers 
and colleagues in the workplace. 
Engaging in meaningful conver-
sation and reflection in a diverse 
group counselling model is 
expected to contribute to partici-
pants’ appreciation of diversity.
	 In addition to the scales 
identified above, a number of out-
comes-based measurement items 
were developed collaboratively 
by the project researchers (KM 
& FE) and career counsellors (SL 
& AL), to measure whether the 
program was accomplishing its 
other intended outcomes. These 
items were categorized into seven 
key areas: Cultural adaptation, 
self-understanding, skills iden-
tification, job search strategies, 
application package preparation, 
self-promotion, and maintaining 
employment.

Purpose of this Study

	 There is a gap in the liter-
ature regarding the effectiveness 
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of a group counselling approach 
designed to address the unique 
needs of international students 
within a career context.  A liter-
ature search using terms “group 

counselling”, “career”, and 
“international students” both in-
dividually and in combination did 
not return any published exam-
ples on the topic of group career 

counselling with international 
students. Therefore, to the best 
of our knowledge, this is the fi rst 
empirically-based research study 
to investigate the advantages 

of a group counselling approach counselling”, “career”, and 
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and effectiveness of group career 
counselling for international stu-
dents.

Research Questions

	 The research questions 
investigated in this study were 
grounded in the intended out-
comes of group career counsel-
ling for international students. 
These questions include:

1)	 What is the impact of 
group career counselling for 
international students?

2)	 What topics or compon-
ents of group counselling do 
students qualitatively report as 
having the greatest impact on 
them?

Hypotheses:

	 Students will demonstrate 
improvements from the begin-
ning of the program to the end 
in the following career com-
petencies: cultural adjustment, 
self-understanding, skills identi-
fication, job search strategies, ap-
plication package development, 
self-promotion, strategies for 
maintaining employment; career 
optimism, interview anxiety, and 
attitudes toward diversity.

Method

Participants

	 The research was con-
ducted with four cohorts of 
international undergraduate and 
graduate students from fall 2013 
to winter 2015. Of the 61 stu-
dents taking part in the Group 
Career Counselling for Inter-

national Students program, a total 
of 32 participated in the research 
(65%). Across all cohorts, 27 
males and 34 females partici-
pated in group counselling, of 
whom 31 students were enrolled 
in undergraduate studies and 30 
were enrolled in graduate studies. 
The country of origin of the ma-
jority of participants was China. 
Other countries of origin, in order 
of frequency of participation, in-
cluded India, Rwanda, Barbados, 
Armenia, Iran, Lebanon, Libya, 
Ukraine, and Vietnam.

Measures

	 A mixed methods ap-
proach was used to assess ef-
fectiveness of the program. The 
quantitative and qualitative 
instruments used to assess client 
outcomes are described below. 

	 Quantitative measures. 
Quantitative measures were used 
to assess student knowledge and 
competencies in 10 core areas 
of interest. These 10 areas were 
identified based on the intended 
program outcomes. Thirty-three 
items were developed by the 
first author to assess change in 
knowledge and competencies in 
the following 7 areas: Cultural 
adjustment (5 items; α = .68), 
self-understanding (7 items; α = 
.75), skills identification (5 items; 
α = .76), job search strategies 
(6 items; α = .87), application 
package development (4 items; α 
= .72), self-promotion (3 items; α 
= .81), and maintaining employ-
ment (3 items; α = .68). All of the 
items were rated on a five-point 
Likert scale ranging from 

Strongly disagree (1) to Strong 
agree (5). 
	 Validated measures were 
used to assess pre-post changes 
in three of the 10 areas: Career 
optimism (Rottinghaus et al., 
2005), interview anxiety (Mc-
Carthy & Goffin, 2004), and atti-
tude toward diversity (Moely et 
al., 2002). Participants rated their 
agreement with the items for all 
three measures on a five-point 
Likert scale ranging from Strong-
ly disagree (1) to Strongly agree 
(5). Each measure is addressed in 
turn below.

	 Career optimism. Par-
ticipants completed the 11–item 
Career Optimism subscale of the 
Career Futures Inventory (Rottin-
haus et al., 2005) to assess their 
positive expectations in regards 
to their career development. Ex-
ample items include “I get excit-
ed when I think about my career” 
and “I will definitely make the 
right decision in my career” 
(Rottinghaus et al., 2005). Rot-
tinghaus and colleagues (2005) 
provide considerable support for 
the reliability and validity of the 
scale.

	 Interview anxiety. Par-
ticipants’ completed the Per-
formance Anxiety subscale of the 
Measure of Anxiety in Selection 
Interviews (McCarthy & Goffin, 
2004) to assess their concern 
about their performance in a job 
interview. The subscale consists 
of six items (e.g., “In inter-
views, I get very nervous about 
whether my performance is good 
enough”, “During an interview, I 
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worry about what will happen if 
I don't get the position”). Mc-
Carthy and Goffin (2004) provide 
considerable support for the reli-
ability and validity of the scale.

	 Attitude toward 
diversity. Participants’ com-
pleted the Diversity Attitudes 
subscale of the Civic Attitudes 
and Skills Questionnaire (Moe-
ly et al., 2002) to assess their 
perspectives on cultural diversity. 
Example items include “I enjoy 
meeting people who come from 
backgrounds very different from 
my own” and “Cultural diversity 
within a group makes the group 
more interesting and effective” 
(Moely et al., 2002). Moely and 
colleagues (2002) outline the reli-
ability and validity of the scale.  

	 Qualitative measures. 
Participants completed two forms 
of qualitative assessment as part 
of the program: Daily reflections 
and end of program testimonials. 
Each is addressed below.  
	
	 Daily reflections. Stu-
dents were asked to complete 
a reflection at the end of each 
daily session. They responded 
to the following four items on a 
piece of paper: (a) Three words 
to describe your day; (b) What 
did you learn today? (c) What did 
you like today? Dislike? and (d) 
Any suggestions for next time? 
Responses were collected and 
reviewed by the program facili-
tator and themes for each day 
were identified and shared back 
with the group at the following 
session. Students were invited to 
share comments and reflections 

on these themes, which provided 
the counsellors with the oppor-
tunity to validate the findings 
with the students and clarify any 
comments. In some instances, 
students added additional context 
to themes that were identified. 
Counsellors reviewed this data 
and identified emergent themes 
across participants’ daily reflec-
tion in alignment with the 10 core 
areas measured through quantita-
tive elements of the study.

	 Testimonials. Career 
counsellors facilitating the pro-
gram prompted students to reflect 
verbally on their experiences as 
participants in the group career 
counselling program during 
the final session of each group 
offered. Students shared their 
reflections, herein referred to as 
testimonials, verbally with the 
group. Testimonials were record-
ed in writing by research assist-
ants. Written testimonials were 
also collected at the end of the 
final session.

Procedure

	 All students in the pro-
gram participated in the standard 
evaluation components of the 
program (i.e., the pre- and post- 
program survey, daily reflections, 
and testimonials). The pre-pro-
gram surveys were administered 
on the first day of the program 
after program participants were 
welcomed to the program. The 
post-program survey was ad-
ministered on the last day of the 
program after the program had 
wrapped up. Daily reflections 
were collected at the end of each 

daily session. Testimonials were 
prompted and recorded in writing 
during the final session of group 
counselling.
	 Before the end of the final 
session for each group, students 
were invited by a staff member 
who was not involved with the 
facilitation of the program to 
participate in the formal research 
study, allowing their assessment 
data to be used for research 
purposes in addition to quality 
improvement of the program. 
The institutional Research Ethics 
Board approved this study.

Data Analysis

	 Quantitative analysis. 
Analyses were conducted in 
Statistical Package for the Social 
Sciences (SPSS) versions 23 and 
24. Individual items within each 
of the core areas were computed 
into 10 scale variables repre-
senting the core areas of interest: 
cultural adjustment, self-under-
standing, skills identification, 
job search strategies, application 
package development, self-pro-
motion, and maintaining employ-
ment, career optimism, interview 
anxiety, and attitudes toward 
diversity. A series of paired 
sample t-tests were conducted to 
compare pre- and post-test means 
for each of the 10 scale variables. 

	 Qualitative analysis. 
This research study involved 
collection of qualitative data 
through two sources: daily reflec-
tions, and end of program verbal 
testimonials. Transcriptions of 
participant data contributions 
were analyzed through a system-
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atic review of all qualitative data 
collectively, as types of infor-
mation in the daily refl ections 
and testimonials overlapped in 
both content and thematic con-
tribution. Researchers reviewed 
testimonials to identify themes 
in two categories: (1) participant 
feedback about the structure 
and eff ectiveness of the group 
counselling program to assist 
with quality improvement (e.g. 
responses to the question ‘What 
did you like today? Dislike?’ 
and ‘Any suggestions for next 
time?’), and (2) participant con-
tribution that indicated learning 
outcomes accomplished through 
the group counselling session 
or program as a whole (e.g. 
responses to the question ‘what 
did you learn today?’). Identi-
fying themes within these two 
categories enabled the research 
team to better understand ele-
ments of the group counselling 
approach that were eff ective or 
that needed improvement, while 
also bolstering our understanding 
of change in participants’ know-

ledge and competencies based on 
learning outcome driven ques-
tions. This enriched our under-
standing and ability to eff ectively 
interpret fi ndings from the quan-
titative data.

Results

Quantitative Results

 Signifi cant diff erences 
were identifi ed in eight of the 10 
core areas assessed in this study. 
Specifi cally, as predicted, partici-
pants were signifi cantly higher in 
cultural adjustment t(31) = 3.80, 
p < 0.005, self-understanding 
t(31) = 3.22, p < 0.005, skills 
identifi cation, t(31) = 4.07, p < 
0.001, job search strategies, t(31) 
= 7.63, p < 0.001, application 
package development, t(30) = 
8.07, p < 0.001, self-promotion, 
t(31) = 7.16, p < 0.001, and strat-
egies for maintaining employ-
ment, t(31) = 8.33, p < 0.001, at 
the end of the program compared 
to at the beginning. Participants 
also reported signifi cantly lower 

levels of interview anxiety, t(31) 
= -3.80, p < 0.001 at the end 
of the program (see Table 2 for 
pre- and post-means and stan-
dard deviations of each scale). 
Students did not demonstrate 
the predicted increases in career 
optimism and attitude toward 
diversity over the course of the 
program.

Qualitative Results

 Themes Indicating
 Student Learning and 
Development Outcomes. Stu-
dents provided daily refl ections 
and end of program testimonials. 
A thematic analysis of these 
comments identifi ed nine themes 
relating to students’ learning and 
development outcomes associ-
ated with the program. These 
themes aligned with eight core 
of the core areas of measurement 
that were assessed quantitatively 
(see Table 3). 
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Themes Indicating 
Program Eff ectiveness and 
Areas for Improvement. Addi-
tionally, four major themes 
were identifi ed among recorded 
responses providing direct feed-
back on program eff ectiveness 
and opportunities for improve-
ment:

(1) Students affi  rmed the 
benefi ts of the group career 
counselling approach as an 
eff ective model for career 
service delivery for inter-
national students. Students 
appreciated the learning that 
emerged from the group 
structure; hearing stories and 
experiences of others valid-
ated students’ own thoughts, 
feelings, and experiences in 
relation to securing employ-
ment in Canada. 
(2) Students expressed their 

learning through daily refl ec-
tions in a manner that helped 
counsellors identify that 
outcomes intended for the 
session had been met.
(3) Students specifi cally 
highlighted enjoying inter-
active activities that gave 
them time and space to put 
concepts into practice, while 
building their skills and con-
fi dence. Students repeatedly 
and consistently expressed 
benefi ting most from case 
studies and practice and 
group discussion in their 
daily refl ection. Practical, 
hands-on, and skill-building 
approaches were important 
to the success of the group 
counselling.
(4) Students provided valu-
able information for improv-
ing the program in the future; 
they expressed a desire for 

more opportunities for one–
on-one time with the coun-
sellor, to share as a whole 
group, and more materials 
for advanced preparation/
study (see Table 4 for ex-
ample comments).

Discussion

Group Counselling Model and 
Implications for Career 
Counselling Practice

 This study demonstrates 
that a group career counselling 
model presents an eff ective, 
effi  cient, and scalable approach 
to career service delivery for 
international students. As pre-
viously noted, the international 
student population within Can-
adian universities is growing, and 
Western University is no excep-
tion (AUCC, 2012; McMullen & 
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Elias, 2011). Off ering a dedicated 
group career counselling program 
to address the unique needs of 
international students accom-
plishes a number of important 
outcomes. International students 
perceive that the institution val-
ues their needs and off ers specifi c 
supports dedicated to assisting 
them in accomplishing their 
career goals. This has potential to 
support ongoing recruitment of 
international students, and fos-
tering a supportive environment 
where international students feel 
valued. 
 The group career coun-
selling model for international 
students eff ectively met sever-
al unique career development 

outcomes related to barriers that 
international students commonly 
face when entering the Can-
adian job market. Specifi cally, 
the group model was eff ective at 
increasing international students’ 
cultural adjustment, self-under-
standing, skills identifi cation, 
job search strategies, application 
package development, self-pro-
motion, and skills and knowledge 
relevant to their ability to main-
tain employment. Participants 
also demonstrated signifi cantly 
reduced interview anxiety from 
the beginning to the end of the 
group counselling program. 
These changes were demon-
strated both through signifi cant 
pre-post quantitative fi ndings in 

addition to participants’ refl ec-
tions of their learning through 
testimonials and daily refl ections. 
Participants reported enhanced 
knowledge and skills related to 
networking, understanding inter-
view expectations, and recogni-
tion of the value of international 
experience, which could be 
expected to enhance their ability 
to overcome job search barriers 
identifi ed by Arthur and Flynn 
(2012) and Sangganjanavanich 
and colleagues (2011). Beyond 
navigating job search processes, 
participants also increased know-
ledge and skills relevant to main-
taining employment, identifi ed by 
Zunker (2006), through under-
standing cultural diff erences in 
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workplace norms and values such 
as non-verbal communication, 
managing conflict, and under-
standing differences in power and 
status between an immediate boss 
and subordinate (eg. negotiating 
a contract with a supervisor). 
This study demonstrates an 
effective, evidence-based model 
that meets unique career needs of 
international students that have 
been identified in the literature.
	 In addition to career 
development-specific client 
outcomes, participants identified 
additional benefits to the group 
counselling model relative to 
individual counselling, such as 
affirmation of their emotions and 
experiences, and opportunities 
to learn from peers’ experiences. 
Furthermore, the group model 
presents opportunities to engage 
in interactive, hands on practice 
of skills, and solicit feedback 
from counsellors and peers, 
which students reported to be 
both enjoyable and a valuable 
learning experience. 
	 The group career counsel-
ling program presents an effi-
cient and scalable model that has 
potential for growth in the post-
secondary education sector with 
minimal incremental increases in 
human and financial resources. 
The efficiency of this approach is 
clearly demonstrated by compar-
ing counsellor hours involved in 
facilitating a full group counsel-
ling cohort, relative to providing 
individual career counselling to 
each of the cohort participants. 
Provision of individual career 
counselling to a full group cohort 
would require a minimum of 360 
counsellor hours, not including 

preparation and debriefing time 
(24 in-session hours multiplied 
by 15 participants); comparative-
ly, counsellor hours for the group 
model involves approximately 
40 counsellor hours (24 hours 
in-session, and 16 hours [2 hours 
per session] of preparation and 
debriefing time). Once session 
content has been developed and 
delivered once by a counsel-
lor, the efficiency of the model 
increases over subsequent group 
counselling cohorts facilitated. 
There is an ongoing demonstra-
tion of need and interest for this 
program, with approximately 
four times as many international 
students expressing interest in 
group career counselling than 
the number of spaces available, 
demonstrating ongoing opportun-
ities for expansion. This model 
presents a promising model to 
meet expanding demands of 
career services at postsecondary 
institutions as resources become 
increasingly scarce.
	 Given that international 
students are not the only popula-
tion with specific career develop-
ment needs, this program offers a 
foundation for structuring future 
groups targeted toward other 
unique populations. For example, 
there may be groups of students 
within specific Faculties, such as 
Science or Business, or based on 
academic career, such as under-
graduate or graduate, who could 
benefit from a group format with 
like-minded peers exploring 
specific content tailored to their 
needs. Other potential unique 
populations that would bene-
fit from a group format could 
include students with disabilities, 

Indigenous students, mature stu-
dents, and students who identify 
as LGBTQ2+ who are exploring 
transitions from university into 
employment. As noted, there are 
several benefits to increasing 
feelings of normalization and 
extension of participants’ social 
and professional networks.

Limitations

	 As an applied research 
study primarily intended to 
evaluate outcomes of this group 
counselling program, there are a 
number of limitations with regard 
to scope and scale of this re-
search. First, we did not establish 
a control group of international 
students who did not participate 
in the group counselling program 
to assess whether changes meas-
ured could be related to general 
student learning and develop-
ment outside of the program. 
Second, participants in the study 
self-selected to participate in the 
group counselling program and 
the research study, potentially 
leading to a sample of students 
who are more motivated to 
engage in career development 
than the general international 
student population. Furthermore, 
all participant measures were 
self-report, based on an indi-
vidual participants’ reflection of 
their learning and growth; we 
were not able to include be-
havioural measures (eg. direct 
assessment of application pack-
age quality) or measure long 
term career outcomes within the 
scope of this project. Last, reli-
ability and validity assessments 
have not been established for the 
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internally developed outcome 
measures included in this study. 
These limitations considered, we 
feel that participants’ quantitative 
and qualitative reports of growth, 
coupled with counsellor assess-
ments of client progress over 
the course of this group coun-
selling program provides strong 
early evidence that group career 
counselling is an effective and 
scalable model for career service 
provision for international stu-
dents.

Future Directions

	 This study fills a current 
gap in research on effectively 
meeting career development 
needs of international students 
who pursue university abroad and 
wish to maintain employment in 
their country of study. Addition-
ally, we have established an evi-
dence-based and highly scalable 
approach to meeting ongoing 
career needs. Recognizing the 
potential of the group counselling 
model for other niche groups, 
and in other psychoeducation-
al settings, our team intends 
to work toward developing a 
toolkit and facilitation guide to 
support colleagues in the sector 
in offering group counselling at 
their respective institutions. Our 
team is also exploring opportun-
ities to measure the long term 
career outcomes of international 
students who participated in 
the group program relative to a 
control group of their peers who 
did not engage in group counsel-
ling. This will involve reaching 
out to students both one and two 
years post-graduation to identify 

their employment status, and 
level of satisfaction with their 
employment status. Addition-
al work is required with larger 
groups of research participants to 
establish reliability and validity 
measures of the outcome-based 
career development measures 
developed in house for this study. 
The current study establishes 
initial evidence that group coun-
selling models offer effective, 
efficient, and scalable approaches 
to meeting the unique needs and 
increasing service demands of 
international students, and other 
potential target populations.
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Abstract

	
	 In a North-American 
context, the practice of career and 
guidance counselling is plagued 
with many issues depending 
on jurisdiction. Usually those 
issues are related to the fact that 
career and guidance counsellors 
are obliged to engage in practi-
ces that are not always related 
to their profession. Considering 
the fact that career and guidance 
counsellors in Ontario are mainly 
teachers with little formal educa-
tion and no clinical training, the 
current study’s objective was to 
identify, describe, and concep-
tualize the tasks accomplished by 
N = 73 career and guidance coun-
sellors working in French-lan-
guage secondary schools in 
Ontario. Results suggest that 
career and guidance counsellors 
in Ontario spend a great deal of 
time on tasks unrelated to ca-
reer and guidance counselling. 
Furthermore, a correlation be-

tween the amount of time allocat-
ed to, and the perceived level of 
competence in, completing some 
of the daily tasks accomplished 
by participants was identified. 
Finally, results suggest that career 
and guidance counsellors in On-
tario often perceive themselves as 
being incompetent when it comes 
to some of the essential tasks as-
sociated with career and guidance 
counselling.

Key words: Career and guidance 
counsellors, Perception of in-
competence, Training of career 
and guidance counsellors.

Résumé

	 Dans un contexte 
nord-américain, la pratique du 
conseiller d’orientation est con-
frontée à de nombreux problèmes 
selon la juridiction. Habituelle-
ment, ces problèmes sont liés au 
fait que les conseillers d’orien-
tation sont obligés de s'engager 
dans des pratiques qui ne sont pas 
toujours liées à leur profession. 
Considérant que les conseillers 
d’orientation en Ontario sont 
principalement des enseignants 
sans aucune formation clinique, 
l'objectif de la présente recherche 
était d'identifier, de décrire et de 

conceptualiser les tâches ac-
complies par N = 73 conseillers 
d’orientation scolaire travaillant 
dans les écoles secondaires de 
langue française de l’Ontario. 
Les résultats suggèrent que les 
répondants consacrent une part 
importante de leur temps de 
travail à l’accomplissement de 
tâches étrangères à celles qui sont 
généralement associées à l’orien-
tation professionnelle en milieu 
scolaire. De plus, une corrélation 
entre le temps alloué et le niv-
eau de compétence perçu pour 
accomplir certaines des tâches 
quotidiennes accomplies par les 
participants a été établie. Finale-
ment, les résultats suggèrent que 
les conseillers d’orientation en 
Ontario se perçoivent générale-
ment comme incompétents en ce 
qui concerne l’accomplissement 
certaines des tâches essentielles 
associées au counselling d'orien-
tation.

Mots clés: Conseillers d’orienta-
tion, Sentiment d’incompétence, 
Éducation des conseillers 
d’orientation

	 Within North America, 
the practice of career and guid-
ance counselling has been the 
subject of many studies mainly 
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emerging from the United States. 
Whereas in Canada, research 
on this topic has been mainly 
undertaken in two jurisdictions: 
Québec and Ontario. In general, 
Canadian and American research 
demonstrates that many issues 
currently plague the profession of 
guidance and school counselling 
(Dietsche, 2013; Viviers, 2016; 
Nadon, Samson, Gazzola and 
Thériault, 2016). 
	 For example, in the 
United States, school counsel-
lors report struggling to iden-
tify the specificity of their role. 
Studies conducted by American 
researchers identified four poten-
tial factors associated with the 
difficulties guidance counsellors 
experience in school settings. 
Specifically, (A) their training 
may not reflect the needs of the 
students or the schools (Brott & 
Myers, 1999); (B) they experi-
ence difficulties identifying and 
defining their roles and work 
practices (Bardhoshi & Duncun, 
2009); (C) other individuals (i.e., 
school principals) sometimes 
define the practices undertaken 
by counsellors, leading to a lack 
of understanding concerning 
their role; and (D) counsellors 
are often asked to fulfill an 
administrative role, rather than 
performing the responsibilities 
or practices typically associated 
with guidance and career coun-
sellors. In essence, this confusion 
may be summarized by Foster 
(2010), who concluded that “the 
focus of school counsellors is 
largely dependent on the systems 
in which they find themselves” 
(p. 32).
	

	 Research has identified 
numerous potential consequences 
that may be attributed to career 
and guidance counsellors’ confu-
sion associated with these roles 
and practices. Firstly, the nature 
and quality of services provided 
to students has been found to 
vary from one school to the next 
(Monteiro-Leitner, Asner-Milde, 
Leitner & Skelton, 2006). Sec-
ondly, the availability of career 
and guidance counsellors to stu-
dents is dependent on the number 
of administrative tasks they have 
completed (Sears & Granello, 
2002). Lastly, the confusion 
around the tasks accomplished by 
career and guidance counsellors 
can also contaminate the stu-
dents’ perception of the coun-
sellors’ role, which may thereby 
make students reluctant to use 
their services (Baker, 2000).
	 In the same vein, research 
that has been undertaken in 
Québec reflects similar concerns 
to those that have been identi-
fied by American researchers 
examining the experiences of 
career and guidance counsellors 
in the United States. Specifically, 
even though career and guid-
ance counsellors in Québec are 
board licensed, which requires at 
minimum a master’s degree, they 
nonetheless experience issues 
concerning their practices. From 
a psychodynamic work perspec-
tive, Viviers (2016) identified that 
those issues could be a source of 
suffering. This suffering results 
from a constant tension between 
what the counsellor was edu-
cated to do, what he or she has 
been asked to do by the school 
administrator, and what he or she 

is actually able to do considering 
the demands and the paucity of 
resources available. Forced to 
react concretely to these situa-
tions of suffering, counsellors 
use defensive strategies that help 
them maintain employment as a 
school and guidance counsellor. 
	 The reality in Ontario 
differs from that described in 
Québec and the United States. 
Contrary to what is required 
for career and guidance coun-
sellors practicing in the latter 
jurisdictions, those practicing 
in Ontario do not need to hold a 
Masters degree or to complete 
supervised internships. Indeed, 
a report published in 2002, the 
Organization for Economic 
Co-Operation and Development 
(OECD) showed that, with the 
exception of Québec, the training 
of career and guidance counsel-
lors in Canada was insufficient. 
Furthermore, the report described 
career and guidance counselling 
in Canada as weakly profession-
alized and also demonstrated that 
Canadian career and guidance 
counsellors were typically trained 
in areas other than career and 
guidance counselling. 
	 In a second report pub-
lished in 2004, the OECD under-
lined that the training competen-
cies required to fulfill the role of 
career or guidance counsellors in 
Anglophone provinces, includ-
ing Ontario, were imprecise and 
variable. Similarly, Keats and 
Laitsch (2010) add that Canadian 
guidance counsellors are usually 
teachers with very limited train-
ing in career and guidance coun-
selling. For example, in Ontario 
high schools, career and guidance 
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counselling is primarily provided 
by teachers who have inherited 
the title of career and guidance 
counsellor. In essence, most of 
the Ontarian teachers who take 
on the role of career and guid-
ance counsellor usually acquire 
their training through three 
undergraduate additional quali-
fication (AQ) courses in career 
and guidance counselling offered 
online by various universities 
or through the Ontario School 
Counsellor Association. Each AQ 
course carries a workload of 115 
hours. The training of career and 
guidance counsellors in Ontario 
does not include a supervised 
internship or any clinical training 
(Ontario College of Teachers, 
2014).
	 The formal academic 
training of career and guid-
ance counsellors in Ontario is 
at best, somewhat limited, and 
at worst, nonexistent (Nadon, 
Samson, Gazzola & Thériault, 
2016). Moreover, the identified 
theoretical foundations of the 
guidance and career education 
AQ, as outlined in the course 
guidelines (see Ontario College 
of Teachers, 2014), do not reflect 
the competency standards estab-
lished by career and guidance 
counselling organizations, such 
as the International Association 
for Educational and Vocational 
Guidance (IAEVG, 2004). Rath-
er, AQ course guidelines reflect 
the Standards for the Teaching 
Profession, a part of the Ontario 
College of Teachers act (On-
tario College of Teachers, 2014). 
These guidelines are teaching and 
teacher-focused and do not reflect 
the main areas of practice related 

to the domain of career and guid-
ance counselling (i.e., theories of 
counselling, theories of guidance 
and career counselling, or test-
ing).
	 A recent study demon-
strated that there are numerous 
negative consequences resulting 
from the imprecise and limited 
training required to fulfill the role 
of career and guidance coun-
sellors in Ontario high schools. 
Nadon, Samson, Gazzola, and 
Thériault (2016) described the 
practices of career and guidance 
counsellors as not being ground-
ed in a scientific theoretical 
framework. Rather, guidance and 
career counsellors in Ontario use 
past teaching experiences, their 
intuition, and the informal super-
vision of senior guidance coun-
sellors, as guides to perform their 
duties. 
	 Dietsche (2013) examined 
Ontario high school career and 
guidance counsellors’ practices, 
and found that guidance and 
career counsellors spend a small 
portion of their time providing 
career counselling to students 
(25%), with the remainder of 
their time (75%) being spent on 
academic issues (40%), personal 
counselling (20%), and social 
issues (15%). Adding to the fact 
that career and guidance counsel-
lors spend a small portion of their 
time providing career counsel-
ling, research has also identified 
a discrepancy between the actual 
role of career and guidance coun-
sellors in Ontario schools, and 
the role outlined by the Ontario 
Ministry of Education (Dietsche, 
2013; Mustaine & Pappalardo, 
1996).

	 In summary, the issues 
around the tasks accomplished 
by career and guidance counsel-
lors that have been identified and 
described in research emerging 
from Québec and the United-
States appears to be mainly re-
sulting from expectations that are 
imposed upon career and guid-
ance counsellors by the schools’ 
administration. This systemic 
problem, as described by Foster 
(2010), depends very much on 
the context in which career and 
guidance counsellors practice. 
	 On the other hand, in On-
tario, the issues surrounding the 
profession of career and guidance 
counselling appear to result from 
insufficient training. Indeed, in 
Ontario’s high schools, teachers/
career and guidance counsellors 
not only dedicate a small portion 
of their time to career and guid-
ance counselling, but they also 
do not seem to have the formal 
training required to provide the 
necessary services to their stu-
dents in line with international 
standards (International Associ-
ation for Educational and Voca-
tional Guidance (IAEVG), 2004).
 
Objectives

	 Given the lack of super-
vision and formal training cur-
rently provided to career and 
guidance counsellors in Ontario, 
it was deemed important to 
examine how they identify, con-
ceptualize, and describe the tasks 
they perform. Consequently, the 
first objective of this research 
was to identify and describe the 
different tasks accomplished by 
career and guidance counsellors. 
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In relation to the first objective, 
the second objective of this study 
was to assess how Ontario career 
and guidance counsellors per-
ceived their level of competency 
in relation to the international 
standards. 

Method

Sample

	 Seventy-three career and 
guidance counsellors working for 
the 12 French-language school 
boards that exist in Ontario 
responded to the study ques-
tionnaires. Seventy-four percent 
of participants reported to be 
working as a career and guid-
ance counsellor on a full-time 
basis, while 26% of participants 
reported working part-time as 
teachers and part-time as career 
and guidance counsellors in their 
high school. Furthermore, 52 par-
ticipants reported their gender to 
be female (71.23%) while 21 re-
ported to be male (28.77%), with 
a mean age of 44 years. Partici-
pants reported to have an average 
of 17 years of experience as a 
teacher and an average of 8 years 
of experience as a career and 
guidance counsellor. In relation 
to the training participants had 
received in order to be considered 
a career and guidance counsellor, 
3% reported not having complet-
ed any of the AQ courses, while 
22% had completed part one, 
12% had completed part one and 
two, and 63% had completed part 
one, two, and three. 

Instruments

	 Tasks Accomplished by 
Career and Guidance Counsel-
lors. In order to develop an ac-
curate list of tasks performed by 
career and guidance counsellors 
in Ontario, three distinct steps 
were undertaken. Specifically, 
(a) eighteen career and guidance 
counsellors were individually 
interviewed by the main author 
during which time they were 
asked to list and discuss the 
different tasks they performed 
at their school; (b) from those 
interviews, the first and fourth 
authors identified and described 
seventeen different tasks per-
formed by guidance counsellors 
in Ontario; finally (c) three focus 
groups in three different school 
boards were consulted in order to 
corroborate the study’s findings. 
In total, 14 guidance counsellors 
participated in the three different 
focus groups. Participants in all 
three focus groups confirmed that 
the list was representative of the 
daily tasks they accomplished, 
and that these had been adequate-
ly and accurately described.
	 As described in Table 1, 
seventeen tasks or practices were 
identified. Respondents were 
asked to rate them following a 
two-step procedure. The first 
procedure consisted of assessing 
each task using a 5-point Likert 
scale ranging from not important 
(1) to very important (5). The 
second procedure consisted of 
providing an estimation of the 
percentage of time allocated for 
each task. The electronic ques-
tionnaire calculated the total 
amount of time delegated to each 

activity and ensured that the total 
percentages added up to 100 for 
each participant.

	 Career and Guidance 
Counselling-related Knowledge 
and Skills. Since, as previously 
discussed, career and guidance 
counsellors in Ontario lack for-
mal training, it was deemed im-
portant to assess their perceived 
level of knowledge and skills 
of 13 essential competencies 
associated with the practice of 
career and guidance counselling, 
as identified by the College of 
Career and Guidance Counsel-
lors of Québec and the IAEVG. 
Participants rated the 13 essential 
competencies on 5-point Likert 
scale ranging from not at all mas-
tered (1) to very well mastered 
(5). The list included theoretic-
al (e.g., theories of vocational 
development), technical (e.g., 
knowledge of tests and measure-
ment), and practical aspects (e.g., 
job search strategies) of the 13 
essential competencies associated 
with career and guidance coun-
selling. Among the 13 essential 
competencies associated with the 
practice of career and guidance 
counselling, participants were 
asked to select 5 tasks for which 
they believed they might benefit 
from additional training.

Procedure

	 The questionnaire was 
made available to participants 
online through the main author’s 
web page (www.choixdecarriere.
com) over the course of three 
months. All twelve French-lan-
guage school boards in the prov-
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ince of Ontario agreed to partici-
pate in the study. Each School 
Board forwarded the invitation to 
participate in the study to each of 
their high school career and guid-
ance counsellors via email. This 
research was approved by the 
University of Ottawa Research 
Ethics Board, and informed 
consent was obtained from all 
participating career and guidance 
counsellors online prior to the 
completion of any study ques-
tionnaires through the study’s 
website.

Results

 All of the analyses were 
conducted using SPSS 24.0. 

Relationship Between 
Perceived Importance and 
Time Allocation for Each Task

 As can be seen in Table 
2, managing students’ academic 
progress (M = 4.86, SD = .35), 
informing students (M = 4.60, 
SD = .57), and planning interven-
tions and activities (M = 4.46, SD 
= .56) were perceived as the most 
important tasks undertaken by 
career and guidance counsellors. 
On the other hand, providing 
personal counselling (M = 2.93, 
SD = 1.08), assisting with job 
searches and co-op placements 
(M = 3.07, SD = .81), and com-
pleting various tasks (M = 3.37, 
SD = 1.10) were perceived as 
less important. 
 As for time allocated to 
the various tasks associated with 

career and guidance counselling, 
participants reported that they 
generally dedicated most of their 
time to informing students and 
managing students’ academic 
progress (respectively, M = 9.86, 
SD = 5.71 and M = 16.80, SD 
= 8.77). However, participants 
claimed that they spent the least 
amount of time completing vari-
ous tasks (M = 2.56, SD = 2.15) 
and assisting with job searches 
and co-op placements (M = 2.44, 
SD = 2.02). Whereas partici-
pants spent a great deal of time 
informing students and managing 
their academic progress, they 
reported spending much less 
time providing individual career 
counselling (M = 5.89, SD = 
3.68). Descriptively, these results 
demonstrate that the perceived 
importance of tasks is generally 

ince of Ontario agreed to partici- Relationship Between career and guidance counselling, 
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commensurate to the amount of 
time career and guidance coun-
sellors allocate to them. Notwith-
standing, further analyses were 
essential in order to better under-
stand the individual diff erences 
from a between and within-sub-
jects perspective. 
 Since the data were not 
normally distributed, a rank-
based procedure was utilized 
(Brace, Kemp & Snelgar, 2013). 
Consequently, the importance 
of each task was ranked from 1 
(the least important) to 17 (the 
most important) and the amount 
of time allocated to each task 
was also ranked, namely from 1 
(tasks associated with the low-
est time allocation) to 17 (tasks 
associated with the highest time 
allocation). The average rank 
per task is presented in Table 
3. Friedman’s test was found to 
be signifi cant [χ²(16) = 397.96, 

p < .01] for the ranking of the 
perceived importance of tasks, 
suggesting that each was associ-
ated with a specifi c rank by each 
participant. In addition, Kendall’s 
W was found to be .34, indicating 
a moderate agreement between 
career and guidance counsellors. 
More specifi cally, managing stu-
dents’ academic progress (Aver-
age Rank = 14.22) and informing 
students (Average Rank = 12.79) 
received the highest ranks. 
 Similarly, Friedman’s 
test was found to be signifi cant 
[χ²(16) = 369.30, p < .01] in 
terms of time allocated to each 
task, indicating participants 
specifi cally ranked and ordered 
the amount of time spent per 
activity. Kendall’s W was found 
to be a value of .32, which also 
suggests a moderate agreement 
across the sample. Post-hoc 
Wilcoxon signed-rank test of 

paired comparisons indicated 
that more time was allocated to 
managing students’ academic 
progress (Z = -3.81, p < .01) and 
providing personal (and individ-
ual) counselling (Z = -5.29, p < 
.01). Alternatively, career and 
guidance counsellors appeared to 
allocate less time to: providing 
information to students (Z = 2.08, 
p = .04), testing through the use 
of psychometric tools (Z = 2.37, 
p = .02), providing classroom 
instruction (Z = 2.00, p < .05), 
completing various tasks (Z = 
2.60, p < .01), and planning inter-
ventions and activities (Z = 2.84, 
p < .01).
 In order to conduct a 
within-subject comparison, the 
Wilcoxon signed ranks test was 
also used. Results ranged from 
Z = -.96 (p = .34) to Z = 0 (p = 
1.00) with a median of Z = -.22. 
In other words, about 49% of 
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career and guidance counsellors 
participating in this study were 
more likely to allocate additional 
time to the tasks they considered 
as most important, while 44% 
engaged in opposing behav-
iour. Nonetheless, no signifi cant 
results were found to support 
that the rank associated with the 
perceived importance of tasks 
was similar to the rank associated 
with time allocation within the 
present sample. 

How Career and Guidance 
Counsellors Knowledge and 
Skills relate to Tasks

 As the number of career 
and guidance counsellors’ identi-
fi ed knowledge, skills, and tasks 
was too voluminous, a cluster 
analysis was chosen to reorgan-
ize them into subgroups. Data 
from the rating procedure were 

computed using the Ward method 
and squared Euclidean distan-
ces. Thus, tasks were grouped 
according to the similarity of 
perceived importance reported 
by respondents. The number of 
clusters was determined by in-
specting the scree plot of coeffi  -
cients (Yim & Ramdeen, 2015), 
and a four-cluster solution was 
found to be the most suitable. 
The fi rst cluster comprised four 
tasks that encapsulated more 
individual-oriented career activ-
ities (Tasks 1, 4, 7, and 17). The 
second cluster included seven 
tasks more related to group-ori-
ented career activities (Tasks 2, 3, 
5, 6, 10, 12, and 13), whereas the 
third cluster included four tasks 
that were more consistent with 
administrative-oriented career 
activities (Tasks 9, 14, 15, and 
16). Finally, the fourth cluster 
was composed of two tasks that 

corresponded to technical-ori-
ented career activities (Tasks 8 
and 11). On average, individ-
ual-oriented career activities (M 
= 4.55, SD = .35) were per-
ceived as very important while 
group-oriented (M = 3.97, SD = 
.47), administrative-oriented (M 
= 3.58, SD = .57), and technic-
al-oriented career activities (M = 
3.42, SD = .83) were considered 
to be somewhat important. 
 Following the method 
proposed by Bertrand, Peters, 
Pérée and Hansez (2010), the 
percentage of time allocated to 
each cluster, associated with each 
career and guidance counsellor 
was calculated. Subsequently, 
the association of these factors to 
career and guidance counsellors’ 
perceived level of knowledge and 
skills was calculated and pre-
sented in Table 4. 
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 As it is clearly demon-
strated, career and guidance 
counsellors who reported to 
allocate a high percentage of 
time to individual-oriented career 
activities also reported a high 
perceived level of skills related 
to providing professional and 
academic information (r = .26, p 
< .05). Furthermore, participants 
who stated that they spent more 
time on group-oriented career ac-
tivities also reported a high-per-
ceived level of group facilitation 
(r = .26, p < .05). On the other 
hand, a negative correlation 
was found between percentage 
of time allocated to administra-
tive-oriented career activities and 
perceived level of knowledge and 
skills related to providing profes-
sional and academic information 
(r = -.50, p < .01), use of self-ex-
ploration and planning programs 
in careers (r = -.28, p < .05), and 
job search strategies (r = -.26, 

p < .05). Finally, when career 
and guidance counsellors were 
found to allot a high percentage 
of time to technical-oriented 
career activities, they were also 
likely to report a high perceived 
level of knowledge and skills 
related to knowledge of tests and 
measurement (r = .31, p < .01), 
use self-exploration and planning 
programs in careers (r = .29, p < 
.01), and in theories of vocational 
development (r = .24, p < .01). In 
summary, the results demonstrate 
that the manner in which career 
and guidance counsellors allocate 
their time across the various tasks 
is associated with diff erences in 
perceived level of knowledge and 
skills.

Perceived Competence and 
Need for Continuing Education

 Given the variation in 
participants’ perceived level 

of knowledge and skills, their 
self-reported perceived com-
petence and need for continu-
ing education was assessed. In 
general, participants identifi ed 5 
themes for which they would re-
quire further training (See Table 
5). The task which participants 
identifi ed as needing the most 
additional training consisted of 
theories of vocational develop-
ment (24.7% or respondents), 
followed by testing through the 
use of psychometric tools (17.8% 
of respondents). 

Discussion

 The purpose of this study 
was to assess the current practi-
ces of career and guidance coun-
sellors in the province of Ontario. 
Furthermore, their perceived 
level of competency was exam-
ined. 

 As it is clearly demon- p < .05). Finally, when career of knowledge and skills, their 
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 The current study’s 
fi ndings suggest that career and 
guidance counsellors perceive 
administrative-type tasks, such 
as managing students’ academic 
progress or planning interven-
tions and activities, as most im-
portant. When the amount of time 
spent on activities was examined, 
career and guidance counsellors 
reported that they spent the great-
est amount of time managing 
students’ academic progress and 
providing individual counselling 
to students. In fact, further an-
alyses showed that nearly half of 
career and guidance counsellors 
reported spending the most time 
on tasks they considered being 
most important for their work. 
Finally, a cluster analysis was 
conducted in order to examine 
the manner in which career and 
guidance counsellors’ knowledge 
and skills related to the perceived 
importance they attributed to 
tasks. In essence, individual-ori-
ented career activities were found 

to be most important, and overall, 
career and guidance counsellors 
appear to allocate their time 
according to their perceived 
competence for the tasks being 
accomplished. 
 The results obtained 
through the current study suggest 
that there may be a correlation 
between the perceived import-
ance of tasks performed by career 
and guidance counsellors, and 
their perceived feelings of com-
petence. More specifi cally, from 
a descriptive perspective (see 
Table IV), the level of mastery 
perceived by participants in terms 
of the competencies related to 
career and guidance counselling, 
is surprisingly low. This fi nding 
needs to be put into context to 
pre-existing fi ndings. Indeed, fi f-
teen years ago a study conducted 
by the Organization for Econom-
ic Co-operation and Develop-
ment (OECD, 2002) showed that 
with the exception of Québec, the 
training of career and guidance 

counsellors in Canada was in-
suffi  cient. In fact, there is no ex-
isting training standard designat-
ed for use by career and guidance 
counsellors in Ontario (OECD, 
2002; OECD, 2004). Eight years 
later, Keats and Laitsch (2010) 
confi rmed the OECD’s state-
ment by reporting that Canadian 
guidance counsellors, including 
career and guidance counsellors 
from Ontario, are typically teach-
ers with very limited training in 
career and guidance counselling. 
A qualitative study conducted 
by Nadon, Samson, Gazzola, 
and Thériault (2016) further 
showed that the formal academic 
training of career and guidance 
counsellors in Ontario is at best, 
somewhat limited, and at worst, 
nonexistent.
 The current research 
not only confi rms but also adds 
to previous fi ndings (Keats & 
Laitsch, 2010; Nadon, Samson, 
Gazzola, & Thériault, 2016; 
OECD, 2002) by demonstrating 

 The current study’s to be most important, and overall, counsellors in Canada was in-



Canadian Journal of Career Development/Revue canadiene de développement de carrière

Volume 17, Number 2, 2018

Career & Guidance Counsellors

68

the consequences of Ontarian 
career and guidance counsellors’ 
lack of formal training. Specific-
ally, results of the current study 
suggest that career and guidance 
counsellors in Ontario do not 
perceive themselves as compe-
tent in the core practice of career 
and guidance counselling, for 
instance in topics such as: theor-
ies of vocational development; 
knowledge of psychopathology 
and mental health; and know-
ledge of tests and measurement.
	 Given the findings ob-
tained through this research, it 
is difficult not to consider the 
following question: how do 
career and guidance counsellors 
in Ontario meet the various needs 
of students in Ontario schools? 
While meeting the general needs 
of students does not necessarily 
require an in-depth knowledge 
and clinical training, the opposite 
is true when attempting to meet 
the needs of students struggling 
with more severe career indeci-
sion and related issues. Never-
theless, it is clear that promoting 
self-awareness, the use of stan-
dardized tests, and dealing with 
severe career indecision, crisis 
situations, anxiety, and emotional 
problems requires specialized 
clinical training, theoretical 
knowledge, as well as clinic-
al supervision. This leads to a 
second question; that of whether 
the current practices of career and 
guidance counsellors in Ontario 
meet ethical standards knowing 
that they did not receive the ne-
cessary clinical or formal training 
to perform these aforementioned 
tasks.
	

	 The current study’s re-
sults show that participants spend 
an important percentage of their 
time on tasks unrelated to career 
and guidance counselling. Sec-
ondly, as previously mentioned, 
it appears that participants’ 
perceived competence in tasks 
related to career and guidance 
counselling is rather low. Final-
ly, there appears to be a relation 
between the perceived skill level 
and amount of time spent on 
various tasks performed by career 
and guidance counsellors, which 
are surprisingly of an administra-
tive nature. 
	 These results are in line 
with the current literature in ca-
reer and guidance counselling. In 
particular, research demonstrates 
that American and Canadian 
guidance and career counsellors 
tend to report challenges associ-
ated with the different aspects of 
their role within the high school 
system. First of all, Brett and 
Myers (1999) reported that career 
and guidance counsellors’ train-
ing might not be in line with the 
needs of students or the school. 
The current study’s findings 
not only complement those of 
Brott and Myers (1999), but 
also contribute to the literature 
by providing information about 
the context in French-language 
secondary schools in Ontario. 
Given the paucity of research on 
career and guidance counselling 
in Canada and Ontario in general, 
the current study’s findings dem-
onstrate that in Ontario career 
and guidance counsellors likely 
do not meet the needs of their 
students simply because they re-
port feeling incompetent and tend 

to allocate more time to adminis-
trative tasks rather than the core 
tasks associated with career and 
guidance counselling. 
	 In comparison to ca-
reer and guidance counsellors 
working in Québec, career and 
guidance counsellors in Ontario 
seem to have a very different 
experience. For instance, one 
of the main issues or challenges 
for career and guidance coun-
sellors in Québec is that they 
must adhere to very specific 
tasks, as prescribed by the school 
board, but not necessarily to 
tasks they deem to be important 
or essential to their profession 
(Viviers, 2016). While this is 
often a source of frustration for 
career and guidance counsellors 
in Québec, who would prefer to 
dedicate their time to tasks that 
they perceive to be more import-
ant (Viviers, 2016), the reality 
in Ontario is quite different. 
Specifically, the tasks prescribed 
to career and guidance coun-
sellors in Ontario by the school 
board, and the official policy of 
the ministry of Ontario as de-
scribed in the document entitled 
Creating Pathways to Success 
(Ontario Ministry of Education, 
2013), are rather vague. This may 
explain why career and guidance 
counsellors in Ontario appear 
to engage in such a variety of 
tasks, for instance seventeen 
were identified in the current 
study. Furthermore, the current 
study highlights that the amount 
of time spent on these tasks by 
career and guidance counsellors 
is associated with their perceived 
competence rather than the tasks 
that have been identified as 



Canadian Journal of Career Development/Revue canadiene de développement de carrière

Volume 17, Number 2, 2018

Career & Guidance Counsellors

  69

essential when it comes to career 
and guidance counselling. In 
other words, students attending 
French-language secondary 
schools in Ontario are not receiv-
ing services commensurate to 
international standards, but rather 
to the perceived level of compe-
tence of the career and guidance 
counsellor. Hence, the quality of 
services varies from school to 
school and counsellor to counsel-
lor.
	 The current study must 
be considered in light of certain 
limitations. Firstly, this research 
was conducted in a minority con-
text, specifically a French-lan-
guage school system in Ontario. 
Even though school and guidance 
counsellors in Ontario, whether 
in the English or French school 
boards, are subject to follow the 
same policies and receive the 
same training, results cannot ne-
cessarily be generalized to career 
and guidance counsellors work-
ing in the English school system. 
Secondly, there are about 125 
career and guidance counsellors 
working in French-language sec-
ondary schools in Ontario so it 
was particularly difficult to reach 
a large number of participants in 
the present study. Finally, while 
our focus was to examine the per-
ceived importance and amount 
of time allocated to each task, 
further investigations should be 
conducted. Specifically, consid-
ering the variety of career and 
guidance challenges experienced 
by Franco-Ontarian secondary 
school students (Sovet, DiMillo 
& Samson, 2016), the appropri-
ateness and effectiveness of how 
these tasks are performed and 

selected should be examined.
	 In conclusion, the current 
study provides another argument 
to support the need for additional 
training for career and guidance 
counsellors in Ontario, not only 
to better support students’ needs, 
but to increase career and guid-
ance counsellors’ awareness of 
the essential tasks associated with 
career and guidance counselling 
and to increase their feelings of 
competence. A second important 
implication that can be derived 
from this study’s findings in-
cludes the fact that it might be 
important to revise and further 
specify what tasks should be 
accomplished by career and 
guidance counsellors, so as to 
provide a more consistent ser-
vice for students and schools in 
general throughout the province 
of Ontario.
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	 Higher education can be 
both memorable and a vital path-
way to the workforce.  However, 
entering post-secondary life with 
the cognitive ability to handle 
the academic rigor is often not 
enough to succeed and persist in 
an environment that requires stu-
dents to also possess soft-skills 
such as resilience, adaptability, 
perseverance, self-advocacy, 
and self-regulation (Adams, 
2012; Cunha & Heckman, 2007; 
Egalite, Mills, & Greene, 2016).  
Therefore, this meta-synthesis 
sought to gain a better under-
standing of soft-skills deficits in 
adult learners by synthesizing 
current Canadian studies on the 
topic.  It was found that inter-
ventions in higher education that 
resulted in soft-skills acquisition 
among learners were commonly 
geared toward graduate students 
and tied to social interactions 
among community agencies, fac-
ulty members, and peer groups.  
Thus, further research is dis-
cussed around examining the re-
ciprocal effects of peer-mentoring 
on the soft-skills development of 
first-year undergraduate students, 
as well as the long-term impact 
this approach might have on stu-
dent retention, achievement, and 
success beyond higher education.

Keywords: higher education; 
soft-skills; non-cognitive skills; 
student success; student re-
tention; workforce; job-ready; 
achievement

	 The idea that students 
who enter higher education have 
equipped themselves with the 
necessary tools to navigate all 
intricacies of post-secondary 
life is a misconception in need 
of addressing (Savitz-Romer & 
Bouffard, 2014).  Students who 
gain admission into college or 
university have undoubtedly 
done so by working hard.  How-
ever, their ability to remain in 
school, persist to graduation, and 
flourish during their time there, is 
a challenge facing many learners, 
as well as post-secondary insti-
tutions in terms of facilitating 
such an experience.  On average, 
20-25% of students in Canadian 
higher education withdraw from 
their studies in their first year, 
while about 60% of those who 
begin a program complete their 
credential (Grayson & Grayson, 
2003).  Student attrition rates 
drop slightly lower when students 
who transfer to another program 
or institution are excluded from 
the calculation of attrition rates.  
For that reason, statistical data 
stemming from a longitudinal 
study out of Atlantic Canada sug-
gested that a more accurate calcu-
lation of post-secondary student 

attrition to be around 15.1% for 
university students, and 22.6% 
for college students after the first 
year of study (Finnie & Qiu, 
2009).  

It is important to note 
that this data is reflective of 
only institutions within Atlantic 
Canada and did not take into 
account students who transfer to 
institutions outside of the region, 
only within.  Furthermore, the 
data were limited to learners 
between the ages of 17-20 years 
old, thereby excluding attrition 
data of older learners, a popu-
lation who are often prone to 
early departure from their studies 
(Polinsky, 2003).  Even at slight-
ly lower rates, attrition numbers 
in the Canadian higher education 
system still remain at significant 
levels, with equally significant 
implications.  Students who 
withdraw early from their studies 
miss out on the type of personal 
development uniquely gained 
from the post-secondary experi-
ence.  These students also forfeit 
time, money, and the potential 
for greater employment oppor-
tunities often facilitated by a 
post-secondary education (Drea, 
2004; Grayson & Grayson, 2003; 
Lee, 2017; Stelnicki, Nordstokke, 
& Saklofske, 2015).  From an 
institutional perspective, student 
attrition results in a loss of tuition 
revenues, potential government 
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funding, and can have an overall 
negative impact on the local and 
global economies (Drea, 2004; 
Grayson & Grayson, 2003; Lee, 
2017).  What may be contribut-
ing to these alarming attrition 
numbers is an assumption that 
students who gain admission 
into college or university are 
somehow equipped with both 
the cognitive and non-cognitive 
skills and abilities required to 
achieve academic and social 
successes.  Nevertheless, even 
the most brilliant minds that 
enter post-secondary life can find 
hardship in their journey when 
confronted with an unfamiliar 
learning environment, a new 
social structure, unknown school 
policies, processes, and services, 
as well as when faced with 
greater independence (Stelnicki 
et al., 2015).  This is especially 
true when lacking the necessary 
skill set to be able to cope with 
the stressors of school, to effec-
tively work and communicate 
with others, to seek out relevant 
information, to problem solve, or 
to exhibit the necessary motiva-
tion to persevere past obstacles.  
Entering higher education with 
a deficiency in these skills could 
be the underlying reason why 
despite a growth in student reten-
tion strategies (Berger, Ramirez, 
& Lyons, 2012), student attrition 
rates have remained stagnant in 
North America for the past three 
decades (Fisher & Engemann, 
2009).  Current day retention 
programs designed to combat 
student attrition may prove to be 
less effective if built around the 
premise that students have both 
the cognitive and non-cognitive 

skills to engage effectively with 
the social and academic resources 
designed for their success and 
retention (Savitz-Romer & Bouf-
fard, 2014).   

Entering higher educa-
tion with the cognitive ability 
to handle the academic rigor is 
often not enough to succeed and 
persist in an environment that 
requires students to also pos-
sess non-cognitive skills such as 
resilience, optimism, adaptability, 
conscientiousness, motivation, 
perseverance, reliability, self-ad-
vocacy, and self-regulation (Ad-
ams, 2012; Cunha & Heckman, 
2007; Egalite et al., 2016).  These 
skills, also commonly referred 
to in the literature as soft-skills, 
21st century skills, or life skills, 
will be used interchangeably 
throughout this article, and are 
said to not only impact person-
al development and academic 
success; but are also considered 
to be key factors for career and 
life advancements (Brunello & 
Schlotter, 2011; Cunha & Heck-
man, 2007; Heckman & Kautz, 
2012; Padhi, 2014).  

Non-cognitive skills are 
considered to be relational, in-
volving both personal and inter-
personal skills (Carblis, 2008).  
They are skills associated with 
“behaviors, attitudes, and strat-
egies” (Egalite et al., 2016, p. 
28), which typically display core 
competencies rooted in emotion-
al intelligence (Carblis, 2008; 
National Soft Skills Association, 
2015).  Emotional intelligence, 
a term coined by Salovey and 
Mayer (1990), centres on having 
the ability to self-identify and 
regulate one’s own emotions 

in addition to interpreting and 
responding accordingly to the 
emotions of other people (Chan, 
Petrisor, & Bhandari, 2014; Mar-
tinez, 2010; National Soft Skills 
Association, 2015).  A person 
with high emotional intelligence 
is not only self-aware and able to 
control their own feelings, but is 
also able to pick up on surround-
ing social cues and react in an 
appropriate manner.  On the other 
hand, possessing an apt level of 
non-cognitive skills allows one to 
react or conduct one’s self in an 
emotionally intelligent manner.  
Therefore, in addition to potential 
educational benefits, non-cogni-
tive skills can be vital for global 
citizenry, workforce adaptability, 
and personal development.  For 
example, fostering non-cognitive 
skills has become a recognized 
component for developing Cana-
da’s knowledge-based economy 
in an increasingly global labour 
market.  A labour market that 
requires individuals to occupy 
skills that will enable them to 
continually learn and grow in 
their roles, to think critically, and 
to communicate effectively in 
ways that are socially acceptable 
(Borwein, 2014; Lennon, 2010).  
According to Stuckey and Munro 
(2013), lacking suitable skills to 
meet employer needs, or mis-
matches in skills where the abili-
ties of staff members are not fully 
utilized is estimated to cost the 
province of Ontario “up to $24.3 
billion in forgone GDP and $3.7 
billion in provincial tax revenues 
annually” (p. i).  

While soft-skills can en-
compass many different traits, 
and are therefore difficult to 
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measure, employers from around 
the world have shared their 
concerns about soft-skills deficits 
among post-secondary graduates 
attempting to enter the workforce 
(Chamorro-Premuzic, Arteche, 
Bremner, Greven, & Furnham, 
2010; Kember, Leung & Ma, 
2007; Peel Halton Workforce 
Development Group, 2015).  
Learners seemingly progress 
through elementary, second-
ary, and post-secondary studies 
without garnering the soft-skills 
necessary for workforce readi-
ness and career advancements.  
Nevertheless, the Canadian 
government has acknowledged 
the dire need to address the skills 
gap through a newly released 
proposal by the Advisory Coun-
cil on Economic Growth titled, 
Building A Highly Skilled and 
Resilient Canadian Workforce 
Through The FutureSkills Lab 
(2017). The proposal calls for the 
creation of a non-governmental 
organization called the Future-
Skills Lab to mobilize and work 
with various stakeholders (some 
of which would include govern-
ment bodies, employers, labour 
unions, educational institutions, 
researchers, and more) to provide 
financial support for pilot proj-
ects aimed at bridging the skills 
gap (this includes soft-skills), 
while also working to dissemi-
nate project outcomes to inform 
best practices (Advisory Council 
on Economic Growth, 2017).  
The hope is to build a strong 
and cohesive strategy aimed at 
propelling Canadians toward skill 
competencies required for the 21st 
century.  This calculated effort 
illustrates that the attainment 

of non-cognitive skills is by no 
means a simplistic process. 

Literature has pointed to 
the formation of non-cognitive 
abilities occurring as early as in 
utero and throughout the early 
to adolescent years of life when 
the areas of the human brain that 
control emotions are considered 
to be the most absorptive and 
malleable (Cunha & Heckman, 
2007; Goleman, 2005).  A per-
son’s genetic make-up, early 
environmental experiences, and 
to a large extent, their parental 
influences, are said to be key 
factors in the growth of emotion-
al intelligence, and, by extension, 
non-cognitive skills (Blau & 
Currie, 2006; Cunha & Heckman, 
2007; Goleman, 2005).  Although 
literature has pointed to the 
development of non-cognitive 
skills or traits as being less likely 
to occur in adulthood (Almlund, 
Duckworth, Heckman, & Kautz, 
2011; Cunha & Heckman, 2007), 
studies also suggest that person-
ality traits have the capacity of 
being transformed throughout 
a person’s lifecycle (Roberts & 
Mroczek, 2008; Roberts, Walton, 
& Viechtbauer, 2006; Specht, 
Egloff, & Schmukle, 2011).  
However, little is known about 
soft-skills interventions at the 
adult stage of life and its effects 
on student success, retention, and 
personal development, especially 
in the Canadian context of higher 
education.  Thus, the follow-
ing study sought to investigate, 
collect, and interpret Canadian 
literature that intentionally or un-
intentionally brokered the topic 
of adult soft-skills and achieve-
ment at the post-secondary level 

and beyond.  Data gathered in 
this study were used to gain a 
better understanding of soft-skills 
deficits in adult learners and 
the impact fostering these skills 
might have on personal and soci-
etal advancements.  One research 
question guided the framework 
for this study: How do soft-skills 
impact Canadian post-secondary 
learners?  

Methodology

Instrumentation

	 A meta-synthesis meth-
odology was employed to take 
stock of the current body of 
knowledge available on the topic 
of soft-skills and education in the 
Canadian post-secondary context.  
This method was used to gather 
current and relevant literature, 
and also to integrate the findings 
so that a fuller, more holistic 
interpretation of the data would 
surface (Finfgeld, 2003).  A 
collective analysis of data, rather 
than an analysis based off of 
singular findings was deemed to 
be the most effective method for 
understanding the phenomenon 
(Finfgeld, 2003). 

Research Procedure

	 Research was conducted 
over the span of four months 
through which data were gath-
ered by scouring journal databas-
es, online search engines (Google 
Scholar, general Internet search-
es), and through article reference 
lists to locate any current stud-
ies on the topic.  The databases 
searched included ERIC (EBS-
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CO), ProQuest: CBCA Complete 
– including its subsets Canadian 
Business & Current Affairs 
(CBCA), and ProQuest: CBCA 
Complete: Social Sciences.  Ad-
vanced searches were performed 
using search filters and a variety 
of keywords, keyword combi-
nations, and Boolean operators.  
Keywords searched included: life 
skills, soft-skills, non-cognitive 
skills, 21st century skills, higher 
education, post-secondary, col-
lege, university, student success, 
workforce, job-ready, emotional 
intelligence, social intelligence, 
and achievement.  

Selection criterion. Se-
lection criteria further narrowed 
search results to include only 
peer-reviewed journal articles 
that were of Canadian content 
and published within the past 
seven years.  Therefore, only 
publications from January 1, 
2010 and onward were identified.  
In total, results rendered 756 
articles, which were reviewed 
for appropriate relevancy to the 
study topic at hand through a 
three-tiered screening process.  

Screening process. During 
the initial screening 681 articles 
were eliminated based on the 
title of the article, article dupli-
cation, a scan of the abstract, 
clear evidence that the article 
was not of Canadian content, or 
that the article was not consid-
ered a research study.  In total, 
75 articles proceeded through 
secondary screening.  In the 
second screening, abstracts for 
all 75 articles were reread and 
articles scanned for content.  

Any articles that mentioned any 
derivative of non-cognitive skills, 
adult learning, development, 
and/or schooling, remained and 
proceeded to the third and final 
screening process.  It was deter-
mined at this stage that criteria 
needed to be updated to include 
only articles published within the 
last five years in order to ensure 
the research content remained 
current and relevant.  In the 
final screening, all articles were 
read in their entirety.  Articles 
not meeting the aforementioned 
screening criteria were eliminat-
ed, while the remaining became 
apart of this study.  Additional ar-
ticles were vetted throughout the 
screening processes as a result of 
article reference list checks.  In 
total, 12 articles became a part of 
this meta-synthesis of literature 
(Figure 1).  

Data Analysis

	 All articles included in 
this study were summarized, 
coded for themes and analyzed to 
determine the scope, similarities, 
differences, and shared findings 
(Creswell, 2012).  Coding and 
the categorization of themes were 
done as a manual process.  Each 
article was read in full at least 
three times.  After the first read-
ing a general sense of the articles, 
the key findings, and the main 
points surrounding soft-skills and 
learners were captured.  Noted at 
this stage were general notions of 
soft-skills, the types of soft-skills 
interventions used, the reason for 
these interventions, the effected 
learner population or participant 
group studied, and the varied ef-

fects of soft-skills.  Articles were 
again reviewed and a variety of 
words and phrases were extracted 
and coded using alphanumeric 
notations. The alphanumeric 
codes consisted of a number to 
note similar words or phrases 
combined with letters. The first 
three letters of the first author’s 
surname were used to note which 
article the word or phrase came 
from.  The coded words and 
phrases were ultimately seg-
mented into broad categories that 
included method or methodolo-
gy, participant type, soft-skills 
impact, and other. The other 
category included any words or 
phrases that fell outside of the 
core categories, but appeared 
to be significant to the article.  
Categories were sub-divided into 
themes by analyzing the fre-
quency of reoccurring concepts 
among the articles. 

After a third reading of the 
articles, short summaries of key 
findings for each article were 
written to help locate, connect, 
and highlight the emergent 
patterns, similarities and differ-
ences among the articles.  Any 
additional connections found in 
the data were grouped together 
with notations made for reoccur-
ring themes.  Notations were also 
made for any variances found 
among the studies and interpreta-
tions of the data were reported as 
part of this meta-synthesis (Cre-
swell, 2012).

Results and Discussion

	 The articles reviewed 
in this meta-synthesis covered 
a broad range of topics related 
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to soft-skills with only one that 
held any specifi city toward the 
perceived relational aspects 
of soft-skills and achievement 
among undergraduate learners 
(Stelnicki et al., 2015).  However, 
all articles included in this me-
ta-synthesis contributed to a rich 
understanding of emotional in-
telligence and soft-skills as being 
pivotal elements in a variety of 
contexts and environments.  The 
data gathered and included in this 
meta-synthesis told a story of 
how emotional intelligence and 
soft-skills interconnected in mul-
tiple ways in everyday life.  This 
held true whether through school, 
professional, social, or personal 
aspects of life. 

Skills for Success

 Possessing the appropri-
ate skills for academic and pro-
fessional success was determined 
to be the underlying driver for 
many of the studies reviewed.  In 

two studies of medical residents, 
the importance of possessing 
emotional intelligence, and, by 
extension, an ability to work and 
communicate well with others, 
was seen as an invaluable social 
trait needed to foster healthy 
doctor-patient relationships in a 
profession that continues to cross 
medical disciplines and grow in 
complexity (Chan et al., 2014; 
McLeod & Sonnenberg, 2016).  
Chan et al. (2014) used the 
Mayer-Salovey-Caruso Emotion-
al Intelligence Test to measure 
the emotional intelligence of 39 
orthopedic surgery residents.  
Their fi ndings indicated that only 
four of the 39 medical residents 
who participated in the study 
displayed what was deemed to be 
a competent level of emotional 
intelligence.  As a result, it was 
posited by Chan et al. (2014) that 
educational interventions needed 
to be considered in order to gar-
ner non-cognitive competencies 
among medical residents; specifi -

cally, “communication, teamwork 
and professionalism” (p. 92).  

Further building on the 
idea of educational intervention 
for medical residents to foster 
non-cognitive skills was the 
McLeod and Sonnenberg (2016) 
study.  Similar to Chan et al. 
(2014), a cross-sectional survey 
was used to measure levels of 
emotional intelligence.  However, 
in the McLeod and Sonnenberg 
(2016) study, the results of 35 
Canadian pediatric residents were 
sought.  The fi ndings highlighted 
that varied levels of emotional 
intelligence existed among study 
participants, which led McLeod 
and Sonnenberg (2016) to sug-
gest that individual variability 
in emotional intelligence be 
accounted for when designing 
intervention programs. 

Intervention Programs 

 There were four studies 
found which discussed an inter-

to soft-skills with only one that two studies of medical residents, cally, “communication, teamwork 
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vention program through the use 
of a workshop or a course de-
signed for either the explicit pur-
pose of teaching soft-skills, or for 
which non-cognitive attributes 
were acquired as a by-product.  
From these studies it was deter-
mined that an individual’s vari-
ability in emotional intelligence 
was often not the focus of the in-
tervention.  Nevertheless, studies 
conducted by Levkoe, Brail, and 
Daniere (2014), as well as Lund 
and Lee (2015) who purposefully 
integrated self-reflection in their 
pedagogy, were deemed to have 
come the closest to accounting 
for individual differences.  

Courses. Levkoe et al. 
(2014) used a case study method-
ology to review a Service-Learn-
ing course for university graduate 
students called Planning for 
Change: Community Develop-
ment in Practice.  Service-learn-
ing is a pedagogical approach 
which seeks to merge “what ap-
pear to be separate realms of the-
ory and practice by providing the 
opportunity to connect academic 
work and community develop-
ment work” (Levkoe et al., 2014, 
p. 69).  Over a period of eight 
months, the Planning for Change 
service-learning course examined 
by Levkoe et al. (2014), had stu-
dents engage in a variety of activ-
ities that included: seminars with 
their faculty members and peers, 
reflections, self-evaluations, and 
outreach to community organiza-
tions for placement opportunities.  
Results showed learner outcomes 
to include a variety of non-cogni-
tive attributes such as: improved 
communication, interpersonal, 

teamwork, and self-regulation 
skills (Levkoe et al., 2014).  
Levkoe et al. (2014) concluded 
that these critical employability 
skills were developed by partic-
ipants as a result of the profes-
sional interactions they made in 
their community placements; a 
result of experiential learning.  

Lund and Lee (2015) also 
used the service-learning ap-
proach to report findings from 
ten pre-service teachers who 
went through a program aimed at 
fostering a deeper understanding 
of diversity in the classroom in 
order to achieve cultural humility.  
Lund and Lee (2015) described 
cultural humility as a lifelong 
process that is reflective in nature 
and which aims to build greater 
understanding and empathy.  The 
study could be considered quite 
important to the research of soft-
skills deficits in post-secondary 
learners, as it aimed to address 
a fundamental trait of emotional 
intelligence by seeking to look 
beyond one’s self in order to 
understand others.  Study partic-
ipants experienced placements 
in communities where they were 
able to engage with children and 
youth from predominantly immi-
grant-families.  Although some 
participants of the study identi-
fied with marginalized groups, 
the pre and post interviews con-
ducted with the pre-service teach-
er-participants over a span of 10 
weeks, highlighted that many still 
held assumptions, misconcep-
tions, and limited understandings 
about other cultures (Lund & 
Lee, 2015).  

The Lund and Lee (2015) 
study aimed to counter the 

deficit-model thinking; a view 
that approaches the values of 
non-dominate groups as some-
how lacking (Maitra, 2015).  
Combating the deficit-model 
way of thinking was attempted 
through lessons learned from 
classroom readings, experiences 
in the community with children 
from diverse groups, and through 
reflective assignments.  The 
reflective exercises and self-eval-
uations in both the Levkoe et al. 
(2014) and Lund and Lee (2015) 
studies seemed to have personal-
ized the learning for study par-
ticipants by accounting for their 
unique life experiences, which in 
turn, seemingly came the closest 
to accounting for different levels 
of emotional intelligence and 
soft-skills.  These two studies 
also took a collaborative ap-
proach by creating a course that 
sought community partnerships.  
This type of shared approach 
between the community and the 
academic domains speaks to 
Porter and Phelps (2014) asser-
tions that integrative learning 
allows for a more holistic method 
of skills development.  It cre-
ates opportunities for learners to 
“make connections across time 
and between domains of knowl-
edge, skills, and contexts” (Porter 
& Phelps, 2014, p. 58).  This was 
said to expand both skill compe-
tencies among learners and career 
possibilities upon graduation 
(Porter & Phelps, 2014).  

Porter and Phelps (2014) 
did not test or implement a 
skill development intervention; 
instead they suggested modi-
fications to the ways in which 
skills are attained by students 
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at the post-secondary level by 
examining the success of two 
graduate students who inte-
grated industry and academic 
scholarship in their individual 
journeys toward attaining a PhD.  
The purpose was to address the 
growing number of PhD gradu-
ates seeking employment outside 
of academia, whether by choice 
or not (Porter & Phelps, 2014).  
Porter and Phelps (2014) argued 
that transferable skills learned 
from connecting professional 
experiences with academic work, 
better-equipped PhD graduates 
for the ever-evolving multi-dis-
ciplinary workforce of the 21st 
century.  They recommended a 
formation of institutional partner-
ships with various industries to 
provide alternate forms of student 
mentorship outside of faculty 
members; the rationale being that 
this would translate into support 
for students considering path-
ways outside of academia (Porter 
& Phelps, 2014).  

The aspects of community 
partnerships in the integrated 
learning model discussed by 
Porter and Phelps (2014) provid-
ed some comparability to the two 
service-learning model exam-
ples discussed in the Levkoe et 
al. (2014) and the Lund and Lee 
(2015) studies.  Therefore, it is 
important to acknowledge the 
concerns noted in these two ser-
vice-learning examples.  Levkoe 
et al. (2014) and Lund and Lee 
(2015) recognized service-learn-
ing courses as being a huge un-
dertaking to implement due to the 
required resources.  This included 
dedicated faculty time outside of 
the classroom to coordinate part-

nerships and initiatives, as well 
as institutional buy-in for sustain-
ability.  However, an alternative 
found to be used among institu-
tions was workshops.  Workshops 
were found to often be shorter in 
duration, self-contained within 
the institution, and capable of 
rendering skills development.  
Two examples of workshop inter-
ventions are discussed below. 

Workshops. The first 
workshop example examined 
the attitudes of 24 graduate 
students at a large-sized Canadi-
an university.  The participants 
in the study enrolled in one of 
two 20-hour Teaching Assistant 
workshops that were designed 
to equip future teachers with the 
appropriate communication skills 
for a global workforce (Dimitrov, 
Dawson, Olsen, & Meadows, 
2014).  Both workshops, namely, 
the Teaching Assistant Training 
Program (TATP) and the Teach-
ing in the Canadian Classroom 
program (TCC), were infused 
with an intercultural teaching 
component.  The TATP included 
“a two-hour video case study on 
teaching in the intercultural class-
room” (Dimitrov et al., 2014, p. 
92), while the TCC included the 
same video case study, but also 
examined “cultural differences in 
communication styles, feedback 
styles, and expectations for teach-
er and student behavior through-
out the workshop” (Dimitrov, et 
al., 2014, p. 92).  The researchers 
conducted qualitative interviews 
of the graduate students to under-
stand the impact of teacher devel-
opment programs that integrate 
intercultural communication 

strategies.  Although some of the 
questions raised in the interviews 
allowed for study participants to 
reflect on the workshop content, 
the questions did not appear to 
account for the same depth of 
reflection as cited in the Levkoe 
et al. (2014) and Lund and Lee 
(2015) studies.  

However, results showed 
that graduate students who par-
ticipated in the workshops were 
still able to gain a greater sense 
of awareness of their own cul-
tural identities and assumptions.  
By extension, participants were 
able to recognize and appreciate 
the way in which various learn-
ers in the classrooms they taught 
participated in class, approached 
feedback, or sought help.  Par-
ticipants of the Dimitrov et al. 
(2014) study cited becoming 
more aware of non-verbal com-
munications and were better 
equipped at brokering an appro-
priate use of high-context com-
munication in the classroom, or 
when more detail was required 
to ensure a shared understanding 
among students with low-con-
text communication.  The skills 
learned were considered transfer-
able beyond the teaching realm, 
resulted in a belief of greater 
intercultural respect, and benefit-
ed the overall interpersonal and 
facilitation skills of participants 
(Dimitrov et al., 2014). 

Online workshop. The 
second workshop example was 
the only study that addressed 
soft-skills deficits among online 
post-secondary learners.  The 
study focused on professional 
skills development, with the 
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acknowledgment that this large-
ly encompassed a variety of 
soft-skills. The study, conducted 
by Gauvreau, Hurst, Cleve-
land-Innes and Hawranik (2016) 
focused on graduate students 
who were pursuing their studies 
using an asynchronous online 
format. These learners were said 
to lack opportunities to hone their 
professional skills since Teach-
ing Assistant positions, public 
speaking, and other face-to-face 
interactions were not normally 
accessible to the online learner 
(Gauvreau et al., 2016).  The 
study implemented three syn-
chronous online workshops, each 
designed with a purposeful goal.  
The first workshop promoted 
peer collaboration and a variety 
of exercises to foster “an under-
standing of the role critical think-
ing plays in both academic and 
workplace writing” (Gauvreau 
et al., 2016, p. 94).  The second 
focused on goal-setting and 
particular traits seen as necessary 
for workplace successes such 
as interpersonal and networking 
skills, while the third workshop 
explored coping strategies for 
personal success (Gauvreau et 
al., 2016).  Although 61 grad-
uate students partook in the 
study, only ten participated in the 
study’s focus group that resulted 
in two emergent themes.  Firstly, 
it was found that synchronous 
workshops fostered social con-
nections, a communal sense of 
belonging, camaraderie among 
the students, and a feeling of 
less isolation (Gauvreau et al., 
2016).  Secondly, it was found 
that not only did participants 
benefit from the development 

of soft and professional skills, 
but there was also a realization 
amongst the participants as to the 
importance of these skills beyond 
the academic setting (Gauvreau 
et al., 2016).  Social interactions, 
in this case online workshops 
where participants could engage 
with faculty members and peers 
in a synchronous fashion, were 
the necessary components for 
skill development.  Furthermore, 
social interaction, whether with 
the community, with faculty 
members, or fellow peers, was 
found to be an essential ingre-
dient in all four interventions 
mentioned.  Yet, it is important 
to note that all four interventions 
found in the search of literature 
targeted graduate students, some 
of whom were enrolled in a 
teacher education field of study 
or sought the opportunity to be a 
teaching assistant.  Therefore, the 
learning outcomes as well as the 
perceptions from the participants 
in all four interventions, although 
positive, might be resultant from 
their similarities as graduate stu-
dents, or in the type of program 
they had chosen to pursue.  Table 
1 takes stock of these key simi-
larities and differences among the 
four interventions. 

Nevertheless, Porter and 
Phelps (2014) argued against 
using workshops or courses for 
professional development or to 
teach generic skills, citing that 
there is scarcity in the available 
research on actual measured 
gains of such interventions.  
Porter and Phelps (2014) point-
ed out that most interventions 
are only evaluated based on the 
perceptions of the participants 

engaged in the intervention.  This 
arguably could produce an initial 
false-positive in success since it 
is measured on an initial feeling 
that is exclusive of any long-term 
effects that interventions might 
have on personal development, 
success, or actual skills retained.  
Likewise, it does not account for 
the effects on those who interact 
with a person who perceives that 
they have gained non-cognitive 
skills from a course or work-
shop.  Although participants in 
the Dimitrov et al. (2014) study 
perceived a greater awareness 
of how their students negotiated 
their classroom environment, 
it would be interesting to know 
whether the students held similar 
beliefs about their skills gain as 
those held by their instructors.  
Equally as fascinating would be 
an understanding of the ripple 
effects of such interventions, 
such as, whether reciprocity of 
non-cognitive skills development 
occurs. 

Therefore, although the 
next study falls outside of the 
post-secondary sector, it has 
been included as it further ex-
amines soft-skills interventions.  
Moreover, it speaks to soft-skills 
education at the adult level and 
provides insight into possible 
issues with the curricula of inter-
ventions and the manner in which 
they are developed and executed.  
It also provides a perspective 
from outside the realm of higher 
education, as it is not tied to any 
internal post-secondary curricu-
lum, but rather is considered as a 
separate soft-skills training spe-
cifically for the purpose of future 
employability.
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Workshop Perceptions

 Similar to the Lund and 
Lee (2015) study that sought 
to combat defi cit-model think-
ing, the defi cit-model thinking 
was also broached in the Maitra 
(2015) study.  Maitra (2015) 
suggested that “soft-skill training 
programs in Canada” are often 
used as a means to conform 
racialized immigrants by devalu-

ing skills carried over from their 
originating country (p. 65).  The 
learners in these programs are 
assumed to possess “education, 
values, and cultures” that are 
considered to be lesser than the 
dominant “Canadian standard” 
(Maitra, 2015, p. 65).  The study 
examined the experiences of 25 
South Asian immigrant women 
who attended soft-skills training 
workshops in hopes of increasing 

their chances of employment in 
the Canadian workforce (Maitra, 
2015).  All of the women inter-
viewed in the study were said to 
be highly educated, many with 
substantive professional experi-
ences; however, they sought soft-
skills training as their non-Cana-
dian experiences and education 
were not easily recognized in 
the Canadian workforce (Maitra, 
2015; Reitz, Curtis, & Elrick, 

ing skills carried over from their 
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2014).  Although participants 
perceived some aspects of gain 
from the soft-skills workshops, 
Maitra (2015) highlighted charac-
teristics of the soft-skills training 
that spoke to a goal of conformity 
or that could be considered de-
meaning in nature.  For example, 
Maitra (2015) noted examples of 
participants who were advised 
by their soft-skills instructors 
to “changed their names on the 
résumé to appear more Cana-
dian” (p. 71), or to lose their 
accents.  Some participants were 
instructed to brush their teeth or 
chew gum before a job interview 
as their instructors deemed this 
as acting with professionalism 
(Maitra, 2015).  One participant 
commented on the comical nature 
of being instructed to chew gum 
before a job interview and further 
noted that such directive lacked 
necessity.  These examples 
further highlighted the rationale 
asserted by Lund and Lee (2015) 
concerning the need to develop 
cultural humility.  

Understanding others and 
recognizing one’s own miscon-
ceptions of culture have been 
shown to be vital to learning 
experiences, as well as in one’s 
ability to decipher between 
appropriate and inappropriate 
course content.  This is especially 
true for instructors of soft-skills 
content, as content relates both 
directly and indirectly to their 
emotional intelligence; being 
self-aware, understanding their 
learners and responding in an 
appropriate manner.  Maitra 
(2015) called for a more in-
clusive pedagogy in soft-skills 
training that fosters critical 

reflection and comprehensive 
discussions among stakeholders.  
This fortifies studies (Levkoe et 
al., 2014; Lund & Lee, 2015), 
which integrated critical reflec-
tion as a component of soft-
skills curriculum.  Alongside the 
Maitra (2015) study, there were 
two other studies that discussed 
immigrant soft-skills acquisition 
for the purpose of employment in 
the Canadian workforce.

Employer Perceptions

Skill utilization. Looking 
beyond soft-skills training and 
understanding how employers 
perceive soft-skills preparation 
among immigrant workers was 
important to address.  This is 
especially true since analysis of 
census data from the 1996, 2001, 
and 2006 periods have shown in-
dividuals immigrating to Canada 
to be increasingly educated, yet 
their skills increasing underuti-
lized in the Canadian workforce 
(Reitz et al., 2014).  In fact, Reitz 
et al. (2014) found immigrants 
in the 2006 cohort to be between 
two and a half and three-times 
more likely to possess a universi-
ty degree than the Canadian-born 
population.  According to Reitz 
et al. (2014), immigrants are paid 
less than their Canadian-born 
counterparts even when they oc-
cupy “similar qualifications, are 
at similar ages, live in the same 
cities, have similar language 
knowledge, have similar racial 
backgrounds, and even work in 
the same occupational levels” (p. 
17).  Reitz et al. (2014) discussed 
social characteristics in their 
study, including racial and cul-

tural differences as contributors 
to obstacles faced by immigrants 
seeking equity within the Ca-
nadian workforce (Reitz et al., 
2014).  An example was given 
of a Human Rights case in 1997 
with Health Canada that showed 
the qualifications of ethnic mi-
norities to be undervalued (Reitz 
et al., 2014).  It was revealed that 
workplace promotions amongst 
this group were being stifled due 
to an unfounded notion that these 
workers possessed the technical 
skills, but were perceived to lack 
the soft-skills needed to com-
municate effectively or to make 
managerial-type decisions (Reitz 
et al., 2014).  

Elrick (2015) further 
discussed employer perceptions 
in a study that examined the 
hiring practices of Information 
and Communication Technology 
(ICT) companies in the Greater 
Toronto Area of Ontario, Canada, 
and the effects on immigrant skill 
utilization.  A case study meth-
odology was employed through 
which 20 firms were profiled by 
gathering data from interviews 
with staff members responsible 
for the hiring within the compa-
ny.  Half of the companies inter-
viewed said that if a candidate 
lacked soft-skills it would not 
be critical to their decision to 
hire, while four of the companies 
interviewed cited “analytical 
thinking and abstract problem 
solving” (Elrick, 2015, p. 809) as 
being essential skills needed for 
current and future work adapt-
ability and employability.  Key 
from Elrick’s (2015) study was 
the mention of habitus, described 
as the product of a person’s 
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unique traits, knowledge, and so-
cial environment.  Whereas one’s 
credentials and previous work 
experience does not necessari-
ly equate to a successful hiring 
process, but holding a desirable 
personality trait that resonates 
with the employer could war-
rant greater odds of employment 
success (Elrick, 2015).  Elrick 
(2015) found companies that rely 
on a cultural fit in their hiring 
practices had “the lowest ratio of 
immigrant employees (0-20%)” 
(p. 810).  In the same vein, 25% 
of the companies interviewed in 
the study defined ‘cultural fit’ 
to mean mutual habitus (Elrick, 
2015).  This was hypothesized to 
put immigrants at a disadvantage 
since habitus is noted as being 
largely shared with others within 
the same geographical proximity 
(Elrick, 2015).  Nevertheless, the 
study found that hiring practices 
generally differed from firm-to-
firm, with some firms looking for 
candidates who graduated from 
particular institutions, and others 
who were more focused on find-
ing candidates who tested well in 
varied technical and soft-skills, 
such as the ability to critically 
solve problems (Elrick, 2015).  
Since this study focused on one 
sector of the workforce, conclu-
sions could not be drawn as to 
the hiring practices of different 
industries that may or may not 
value soft-skills more.

Learner Perceptions 

	 In the context of under-
standing soft-skills and success 
among post-secondary learners, it 
was deemed important to address 

studies that approached the topic 
from the learner’s perspective.  
One study was found which 
sought direct feedback from 
students about the attributes they 
felt made them successful or not, 
while another addressed possible 
sources that could influence atti-
tudinal changes among learners. 

In a study of undergradu-
ate students between the years 
2009 and 2011, students were 
asked to provide five words (or 
short phrases) that described 
themselves in attaining their 
goals, and five words that de-
scribed what would prevent them 
from accomplishing their goals 
(Stelnicki, et al., 2015).  It was 
found that students considered 
attributes such as “determina-
tion, focus, and drive,” as well as 
being a hard-worker to be among 
the most cited words perceived 
as factors for success (Stelnicki 
et al., 2015, p. 222).  Associated 
with lack of success included 
highly cited words such as stress, 
procrastination, and distractions 
(Stelnicki et al., 2015). 

Nevertheless, Christofides, 
Hoy, Milla and Stengos (2015) 
concluded that these types of 
student attitudes could positively 
(or negatively) be influenced.  
Christofides et al. (2015) exam-
ined the effect of parental expec-
tations and peer groups on stu-
dent grades and aspirations (this 
included aspirations to attend and 
complete university).  Regression 
analysis was used to analyze data 
from The Youth in Transition 
Survey – Cohort A, a longitudinal 
survey that captured the respons-
es of learners aged 15-23 (Chris-
tofides et al., 2015).  Christofides 

et al. (2015) contended that hav-
ing strong aspirations during high 
school toward a post-secondary 
education not only acts as a moti-
vator in achieving higher grades, 
but conversely, achieving higher 
grades can affect one’s aspira-
tions.  They further strengthened 
the link between parental expec-
tations and their child’s decision 
to attend university, noting that 
the effect differed between male 
and female students and changed 
through the ages.  For example, 
it was found that after graduating 
high school, females continued 
to be affected by their parents; 
however, some were shown to 
have peer effects at the age of 23.  
Yet, since the ages of the Chris-
tofides et al. (2015) study were 
limited to a maximum age of 23, 
understanding the possibility of 
attitudinal shifts in older students 
(through peers) is an area in need 
of further exploration. 

It is important to ac-
knowledge the limitations of this 
study as articles included in this 
meta-synthesis were bounded 
by a Canadian-only context, and 
ranged only from years 2014 to 
2016.  This meant that historical 
studies on the topic were not 
captured in this research.  None-
theless, this meta-synthesis of 
literature has highlighted the 
scarcity of current studies that 
address adult soft-skills acquisi-
tion, particularly among Canadi-
an undergraduate learners. 

Conclusions

	 Higher education can be 
seen as a place where students’ 
shape their critical-thinking 
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skills, as well as their ability 
to reason and collaborate with 
others; however, entering into an 
arena in which these skills are 
foundational for success could 
also be viewed as a barrier to per-
sistence if not already developed.  
Studies spoke to the importance 
and variability of emotional 
intelligence among individuals, 
with one suggesting that edu-
cational interventions consider 
these differences.  Although 
interventions that incorporat-
ed reflective components were 
found to have come the closest to 
accounting for individual differ-
ences, the assessment of these 
interventions were largely based 
on participant feedback, and not 
on actual soft-skill measurements 
or on the perceptions of others 
who have interacted directly with 
participants who perceived a gain 
in skills.  Furthermore, all inter-
ventions found as a result of this 
meta-synthesis targeted gradu-
ate students, which is notably a 
population most likely to have 
already proven some degree of 
post-secondary success by mak-
ing it through their undergradu-
ate pursuits.  Importance should 
also be placed on addressing the 
undergraduate population, spe-
cifically those transitioning into 
post-secondary life, since they 
have already been shown to be at 
the highest risk for early depar-
ture from their studies (Finnie & 
Qiu, 2009; Grayson & Grayson, 
2003).  

A reoccurring theme in the 
discussion of skills development 
was social interaction, whether 
between community agencies, 
faculty members, or peers.  Yet, 

while studies like Gauvreau et 
al. (2016) found social interac-
tions with faculty members and 
peers (even though online) to 
be effective in fostering skills 
development, it is not specifical-
ly known if development was a 
result of faculty influence, peer-
to-peer interactions, a combi-
nation of the two, or otherwise.  
While Christofide et al. (2015) 
brought to light the influence that 
peer groups have on aspiration, 
still missing are the pieces that 
address the reciprocal effects 
of peer-mentoring approaches 
on soft-skills development for 
first-year undergraduate students, 
and the impact these mentoring 
approaches might have on stu-
dent retention, achievement, and 
success beyond higher education.  
Therefore, it is suggested that 
this be addressed through further 
research aimed at understanding 
soft-skills development (with 
peer-mentoring as its foci) at the 
early stages of one’s undergrad-
uate journey.  Understanding the 
impact of such approaches could 
prove positive in leveraging ex-
isting institutional resources, and 
critical to ensuring that Canada’s 
knowledge-based economy is 
developing the necessary skill-set 
to thrive in the 21st century’s in-
creasingly global labour market. 
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Abstract 

	 This study investigates 
the effectiveness of hope-based 
interventions (Niles, Amundson, 
& Neault, 2011) used with clients 
in employment counselling cen-
ters who were experiencing low 
hope. Specifically, five hope-cen-
tred interventions were deliv-
ered in face-to-face (F2F; n = 
27) and online formats (n = 25). 
All participants completed the 
Hope-Centred Career Inventory 
(HCCI; Niles, Yoon, & Amund-
son, 2011), the General Self-Effi-
cacy Scale (GSE; Schwartzer & 
Jerusalem, 1995), the Vocational 
Identity Scale (VIS; Holland, 
Daiger, & Power, 1980), and 
the Career Engagement Scale 
(CES; Hirschi, Freund, & Her-
rmann, 2014) at the start and at 
the conclusion of the study. The 
Enhanced Critical Incident Tech-
nique (ECIT; Butterfield, Borgen, 
Maglio, & Amundson, 2009) 
was used to identify helpful and 
hindering factors experienced by 
the participants as well as factors 
to consider when delivering the 
study interventions in the future.  
Finally, a focus group was used 
to explore the study participants’ 
perspectives of the career devel-
opment counsellors who partic-
ipated in delivering the study.  
Results indicate that increasing 

hope competencies can increase 
an overall sense of hope and that 
this increase has a direct and 
measurable effect on how indi-
viduals perceive their career situ-
ation. The F2F and online groups 
experienced similar outcomes. 

Keywords: hope-centred career 
interventions, Hope-Centred 
Career Inventory, career inter-
ventions, action-oriented hope, 
hope-centred interventions with 
unemployed clients 

	 The experience of unem-
ployment goes beyond financ-
es and impacts the emotions, 
thought patterns, identity status, 
self-esteem, relationships, time 
structure, physical well-being, 
and life purpose of those who are 
unemployed (Blustein, Kozan, & 
Connors-Kellgren, 2013; Bor-
gen & Amundson, 1994; Jahoda, 
1982; Paul & Moser, 2009). How 
individuals experience unem-
ployment shifts over time creat-
ing what Borgen and Amundson 
(1987) describe as an emotional 
roller coaster effect. Thus, cop-
ing with unemployment presents 
significant challenges and many 
who experience these challenges 
lose hope for achieving positive 
outcomes in the job search pro-
cess.
	

	 Hope-centered competen-
cies provide a useful framework 
for coping with unemployment 
and maintaining hope (Niles, 
Amundson, & Yoon, 2011).  
More specifically, Niles, Amund-
son and Yoon constructed an 
Action-Oriented, Hope-Centred 
Model of Career Development  
(HCMCD) that describes com-
petencies that guide the career 
development process, increase 
hope, and foster the motivation to 
take positive steps in the career 
planning process. These compe-
tencies can be measured through 
the Hope-Centred Career Inven-
tory (Niles, Yoon, & Amundson, 
2010).  Understanding an individ-
uals’ competencies and growth 
areas provides insight to career 
practitioners regarding how they 
can best support their clients as 
they cope with unemployment.  
	 The Hope-Centred Career 
Development model integrates 
Bandura’s (2001) human agency 
theory, Hall’s (1996) metacompe-
tencies and protean career theory, 
and Snyder’s (2002) emphasis on 
hope. To illustrate this integration 
the HCMCD uses the metaphor 
of a pinwheel where action-ori-
ented hope is at the centre. The 
focus on action-oriented hope 
involves “envisioning a meaning-
ful goal and believing that posi-
tive outcomes are likely to occur 
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should specific actions be taken” 
(Niles, Yoon, Balin, & Amund-
son, 2010, p. 102). Whatever 
the situation, people with high 
levels of action-oriented hope are 
better able to consider positive 
possibilities, initiate action, and 
overcome adversity (Niles, In, 
& Amundson, 2014). The other 
components of the model are as 
follows: 
•	 Self-Reflection involves de-

veloping understanding as to 
how one’s experiences inform 
career awareness and self-un-
derstanding. 

•	 Self-Clarity involves identify-
ing one’s key values, inter-
ests, skills and personal style;  

•	 Visioning is defined as en-
gaging in the consideration of 
positive career possibilities 
and future outcomes;  

•	 Goal Setting and Planning 
require developing strategies 
for accomplishing short and 
long-term goals;  

•	 Implementing and Adapting 
involve taking action toward 
goal achievement and mak-
ing adjustments as necessary 
when new self and career 
information is acquired.  

•	 Environmental and contextu-
al influences can support or 
hinder positive career devel-
opment.  

•	 The HCMCD uses Hope as 
the cornerstone for connect-
ing self-awareness, work 
awareness, goal-setting, ac-
tion planning, and adaptabil-
ity (Niles, In, & Amundson, 
2014).  

	 Using the above-men-
tioned components, the HCMCD 
provides a broad framework 

for employment service deliv-
ery. The work of Amundson 
(2009) and Niles, Amundson, 
and Neault (2011) details a wide 
variety of career intervention 
methods. These interventions 
have many different purposes 
and can be connected to various 
components of the HCMCD.  
Research by Clarke, Amund-
son, Niles, and Yoon (in press) 
illustrates the effectiveness of 
interventions such as Walking 
the Problem-where clients walk 
towards their desired goals and 
then look back to where they 
have come from (self-reflection, 
visioning, and goal setting); the 
Circle of Strength – now called 
Story Wheels -which encour-
ages people to use storytelling 
to identify their strengths and 
assets (self-clarity); and Ca-
reer Flow (Niles, Amundson, & 
Neault, 2010)-where people use 
the image of water pathways to 
understand career development 
(self-reflection and visioning). 
This earlier research also point-
ed to the effectiveness of the 
Hope-Centred Career Invento-
ry (Niles, Yoon, & Amundson, 
2010) as both an assessment 
measure and a tool for overview-
ing the entire career development 
process. The Clarke et al. (in 
press) study illustrates the im-
portance of having facilitators 
engage clients in ways that help 
clients feel that they are signifi-
cant and that they matter. A pos-
itive mattering climate sets the 
stage for intervention strategies 
to have an impact (Amundson, 
1993; Schlossberg, 1989). 
	 For this current study we 
used the three interventions de-

scribed above and integrated two 
additional interventions (Amund-
son, 2009). The Two and Three 
Chair Problem Solving exercise 
encourages people to sit in chairs 
that represent various career op-
tions as well as the perspective of 
the counsellor (goal setting and 
problem solving).  Staying Afloat 
is an activity that uses storytell-
ing and references times when 
people managed to successfully 
overcome challenging situations 
(self-clarity).  
	 Critical to the design and 
flow of both the face-to-face and 
online interventions used in the 
current study was intentional 
focus on creating conditions and 
practices that support the devel-
opment and continued experience 
of a mattering climate for the par-
ticipants. In addition, our earlier 
work had utilized face-to-face 
(F2F) delivery methods and for 
this study we wanted to explore if 
we could achieve similar results 
with a parallel set of online ca-
reer delivery intervention strate-
gies.  
	 The purpose of this study 
is to understand the effectiveness 
of F2F as well as online interven-
tions utilizing HCMCD in public 
employment centres. Previous 
studies including Clark et al. (in 
press) used F2F interventions 
only. The effect of online inter-
ventions has not been explored 
among career interventions that 
used HCMCD.  We formed the 
following research questions to 
understand the general impact of 
both delivery channels and the 
differences between the two: 
•	 To what extent do the mean 

scores of hope-centered 



Canadian Journal of Career Development/Revue canadiene de développement de carrière

Volume 17, Number 2, 2018

Hope-Centred Interventions

  89

competencies, general self-
efficacy, vocational identify, 
and career engagement differ 
comparing between preand 
post-test results in online and 
F2F groups, respectively? 

•	 To what extent do the two 
groups differ in terms of their 
post-test scores in hopecen-
tred career competencies, 
general self-efficacy, voca-
tional identity, and career 
engagement, controlling for 
the pre-test scores? 

•	 Is there a difference in a 
perceived level of support 
offered by the facilitators 
between the online and F2F 
groups?  

•	 To what extent do partici-
pants’ answers differ within 
each group in terms of their 
perceptions on how they were 
doing before and after the 
interventions?  

•	 What are the helping factors, 
hindering factors, and wish-
list items of the participants 
in both groups?  

Method 

Process 

	 This research study 
involved a number of stages: 
the design and development of 
the interventions, the training 
of practitioners, field delivery, 
on-going support and monitoring 
of the interventions and qualita-
tive and quantitative assessment 
of the interventions and client 
experience. The interventions 
we used in the study were wide 
ranging and incorporated the 
various competencies comprising 

the Hope-Centred model. The 
interventions also were flexible, 
innovative, and dynamic, which 
is consistent with the principles 
of active engagement as outlined 
by Amundson (2003). Once spe-
cific interventions were selected 
for the project, we developed 
online intervention methods that 
paralleled the intention of the 
F2F interventions. To complete 
this task, considerable time was 
spent discussing and analyzing 
each of the F2F interventions to 
determine the key components. 
The principles behind the online 
design came from one of the 
researcher’s past experiences 
designing and delivering online 
career interventions and was 
guided by an interactive design 
that considered key three design 
factors: 
1.	 Information that was relevant 

and targeted  
2.	 Self-application activities that 

assisted users in understand-
ing the information provided; 
and  

3.	 An integration of practi-
tioner input to support mean-
ing-making, prioritisation, 
and action taking (Bimrose, 
Kettunen, & Goddard, 2015) 

	
	 It was important to identi-
fy the core essence of the inter-
vention and evaluate how this 
could be conveyed using online 
spaces and communication tools 
that support distributed delivery. 
For example, the Walking the 
Problem exercise in F2F delivery 
requires, quite literally for partic-
ipants to walk across a room as a 
physical, creative and metaphor-
ic strategy to look at a problem 

from a new perspective. To con-
vey the essence of this experience 
in the online delivery we created 
a short video where participants 
are guided through a wilderness 
scene walking from the bottom of 
a hill in the forest to the top.  At 
the bottom of the hill participants 
are guided to focus on a problem, 
and at the top the solution has 
been realized and they are look-
ing back at the pathway that they 
took to get there. Thus, we used 
a visualization rather than having 
people physically walk across a 
room to achieve the essential goal 
of the intervention. A guiding 
principle of the online design was 
ensuring that the online interven-
tions offered the same creativ-
ity, engagement, and mattering 
climate as the F2F interventions. 
	 Once the F2F interven-
tions and online activities were 
in place we selected a group of 
facilitators for the project and 
provided them with in-depth 
training so that they would be 
prepared to deliver the appropri-
ate interventions. This training 
focused on the importance of 
establishing a mattering climate 
and the steps necessary to deliver 
the interventions in a timely man-
ner. The trainers all had consid-
erable experience in delivering 
employment services. Facilitators 
were assigned to one delivery 
modality to allow them to focus 
their practice and the facilitators 
regularly met together over the 
project to share their experiences 
and learn from each other. 
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Participants 

	 The clients involved in 
the study came from two em-
ployment centers, one in a met-
ropolitan suburb and the other in 
a smaller community with a very 
diverse client population.  An at-
tempt was made to recruit clients 
who had relatively low levels 
of hope according to the HCCI 
assessment. In the end, 27 clients 
received the face-to-face inter-
ventions (two sessions – each 
session lasting about 2 hours) 
and 25 clients participated in an 
online experience over a 2week 
period.  

Treatment 

	 The F2F intervention 
process started with a two hour 
session where clients debriefed 
the results of the HCCI, were 
introduced to the Career Flow 
metaphor, and completed a Story 
Wheel activity. For the second 
meeting clients (two hours) did 
Walking the Problem, Two and 
Three Chair Problem Solving, 
and Staying Afloat. They also 
completed the post intervention 
HCCI. 
	 The online program took 
place over a two week period 
(three to four hours of contact) 
and included readings, a video, 
interactive activities, and elabo-
rated learning through threaded 
online conversations between 
the client and practitioner. For 
one intervention there was a 
phone call and the use of a shared 
whiteboard in a web conference 
format.  Most of the online de-
livery was a-synchronous, which 

allowed participants to log in and 
work on interventions at a time 
that was suitable to their lives. 
Practitioners would send com-
ments and feedback that clients 
would read the next time they 
logged in. 

Measures 

	 We used a series of 
measures to answer Research 
Questions 1, 2, and 3 along with 
demographic questions. The mea-
sures include the HCCI (Niles, 
Yoon, & Amundson, 2010), the 
General Self Efficacy Scale 
(GES; Schwartzer & Jerusalem, 
1995), the Vocational Identity 
(VI) Scale (Holland, Daiger & 
Power, 1981), and the Career En-
gagement Scale (CES; Hirschi, 
Freund & Herrmann, 2014). 
Chronbach’s alphas of the scales 
with the dataset were .93 for 
HCCI Total scale, .87 for hope, 
.54 for self-reflection, .80 for 
self-clarity, .83 for visioning, 
.78 for implementing, .82 for 
goal setting and planning, .79 
for adapting, all of which are 
the subscales of HCCI; 92 for 
GSE; .89 for VI; .93 for CES. 
These measures were completed 
as a pre-test and a post-test.  In 
addition, the Ways of Matter-
ing (WoM) Scale (Corbiere & 
Amundson, 2007) was given 
after the interventions to com-
pare ‘mattering levels’ for F2F 
and online sessions. Chronbach’s 
alpha for WoM was .63.  
	 In order to answer Re-
search Questions 4 and 5, qual-
itative interviews with 20 par-
ticipants (10 F2F and 10 online) 
were also used after the interven-

tion period using a method called 
the Enhanced Critical Incident 
Technique (ECIT; Butterfield, 
Borgen, Maglio & Amund-
son, 2009). With this in-depth, 
semi-structured interviewing 
approach clients are asked to 
identify specific helpful and 
hindering incidents. As probes 
for this discussion they were 
asked to describe their thoughts, 
feelings, and actions. The follow-
ing questions were posed to the 
participants: What exactly made 
it helpful or hindering? What 
went on before or after? How did 
it turn out?  In addition to these 
questions, they were asked to 
describe what they would have 
liked to have had happen (the 
wish list). To understand partici-
pants’ answers more clearly, we 
also added a separate question at 
the end of the interview asking 
clients to use a 10 point Likert 
scale (0 = doing poorly, 5 = being 
OK and 10 = doing really well) 
to assess pre and post-test score 
differences.

Results 

	 Although it was our 
intention to have two similar 
groups for comparison purpos-
es, the groups turned out to be 
somewhat different from one 
another. The number of males for 
the F2F group was 35.7% and for 
online this number dropped to 
25%. In terms of racial identity, 
the F2F group had more people 
(85.7%) identifying as Cauca-
sian as compared to the online 
group (70.8%).  However, when 
one looks at immigrant status, 
the online group was larger with 
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29.2% as compared to 17.9% for 
those receiving F2F intervention. 
The F2F group had 39.3% of the 
people who were unemployed 
for more than two years, and the 
online group had 20.8% in this 
category.  These diff erences need 
to be carefully considered when 
making comparisons between the 
two groups.  

The Eff ects of the 
Interventions: Within-Group 
Diff erence (RQ 1)

 Paired t-tests were per-
formed with pre and post-test re-
sults (N = 52) for the Hope-Cen-
tred Career Inventory (HCCI; 
Niles, Yoon, & Amundson, 2010) 
and its subscales—hope, selfre-
fl ection, self-clarity, visioning, 
goal setting and planning, imple-
menting, and adapting; the 

General Self-Effi  cacy Scale 
(GSE; Schwartzer & Jerusalem, 
1995); Vocational Identity Scale 
(VI; Holland, Daiger, & Power, 
1980); and the Career Engage-
ment Scale (CES; Hirschi, Fre-
und, & Herrmann, 2014) for both 
groups—face-to-face (n =28) and 
online (n = 24).   
 Taking both delivery 
methods into consideration (N = 
52), there were statistically sig-
nifi cant improvements in all mea-
sures, t (51) scores ranged from 
-8.09 to -.3.76, p = .000 with no 
exception. Looking at the eff ect 
size using Hedges’ g, it ranged 
from .48 to 1.10.  Considering 
Cohen’s (1988) guidelines—.80 
= high, .05 = medium, and 0.20 
= small—the eff ect of the in-
tervention can be interpreted to 
be medium to high. The highest 
impact was in participants’ HCCI 

Total Scale (1.10), and the lowest 
was with adapting.   
 As for the F2F group, 
GSE, HCCI Total Scale, hope, 
implementing, VI, and CES 
showed statistically signifi cant 
diff erences in mean scores be-
tween two times at .001 level (see 
Table 1). Self-clarity, visioning, 
and goal-setting and planning 
mean scores between the two 
times improved after the inter-
vention at .01 level. The adapting 
score showed an improvement 
at .05 level, while there was no 
statistically signifi cant diff erent 
in the self-refl ection scale (M2-
M1 = .2, p = .76). T (27) scores 
ranged from -5.34 to -1.85. 
Hedge’s g scores ranged from 
.37 to .95, indicating moderate to 
high impact. 
 As for the online group, 
all measures showed statistically 
signifi cant improvements at .001 
level, except for CES (p = .002) 
and adapting (p = .014) (see 
Table 2). T-values ranged from 
-6.40 to -2.67. Hedges’ g scores 
ranged from .67 (adapting) to 
1.48 (HCCI Total), indicating 
medium to very high impact.   

Between Group Diff erences 
(RQ 2 & 3) 

 To answer Research 
Question 2, we used Analysis of 
Covariance (ANCOVA) con-
trolling for the pre-test scores 
of the two groups. The fi rst step 
was to check whether the pre-
test scores of both groups are not 
statistically diff erent.  All mea-
sures except for CES turned out 
to be no diff erent.  The second 
step was to check the homogene-
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ity of regression assumption. All 
measures passed the assumption. 
Therefore, we proceeded to run 
ANCOVA for all measures ex-
cept for CES. There was a signif-
icant eff ect of the modality type 
on self-clarity, F(1, 49) = 6.77, p 
= .012); visioning, F(1, 49) = 
4.62, p = .037); goal setting and 
planning, F(1, 49) = 5.11, p 
= .028); VI, F(1, 49) = 6.97, 
p = .011), after controlling for 
the pre-test results (see Table 
3). Looking at the eff ect size—
partial eta squared—the group 
membership accounts for 12.1% 
of the variance in self-clarity, 
8.5% in visioning, 9.4% in goal 
setting and planning, and 12.5% 
in vocational identity scores.  
 The Ways of Mattering 
Scale (WoM; Corbière & Amund-
son, 2007) was administered to 

everyone after the intervention to 
answer Research Question 3. The 
maximum score of WoM is fi ve. 
To see the diff erence in facili-
tators’ eff ectiveness perceived 
by the participants between the 
two groups, independent t-test 
was performed (F2F Group: M 
= 4.70, SD = .21; Online Group: 
M = 4.60, SD = .30).  Although 
there was a diff erence of .1 in 
the mean scores, t-test results 
showed that there was no signif-
icant diff erence between the two 
groups in WoM, indicating that 
the facilitators in the two groups 
were equally eff ective in support-
ing the participants. 

Within Group Diff erences in 
How They Were Doing (RQ 4) 

 As an additional assess-
ment measure, we added an extra 
question to the 20 ECIT qual-
itative interviews that we con-
ducted.  Our question focused on 
how they were doing before the 
start of the interventions and how 
they were doing now that they 
had gone through this process. 
The participants were asked to 
provide their answers using a 
10-point Likert scale (0 = doing 
poorly, 5 = being OK and 10 = 
doing really well). What stands 
out is the fact that for 19 of the 
20 participants interviewed, there 
was movement in a positive 
direction. The one outlier was a 
person who somehow entered the 
program with the expectation that 
the focus of the intervention was 
active job search; thus the pro-
gram did not meet their antici-
pated and immediate needs. This 
speaks to the need to ensure that 
people entering the program are 
aware of the program goals. 
 In looking at the results of 
this additional assessment mea-
sure with ten F2F participants 
there was an average gain of 4.75 
points. For the online participants 
the overall gain was 3.35 points. 
Based on this information we de-
cided to do a statistical analysis 
of our fi ndings. There was a sta-
tistically signifi cant improvement 
with strong eff ect sizes for both 
interventions.  A paired t-test was 
conducted for each of the groups. 
For the F2F group, Mean 2 (after 
the intervention) was statistically 
signifi cantly higher (M = 6.95, 
SD = 1.74) than Mean 1 (before 
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the intervention) (M = 2.20, SD = 
1.77), t(9) = -8.58, p = .000, 95% 
CI [3.50, 6.00], Hedges’ g = 
2.48. The CL eff ect size indicates 
that after controlling for individu-
al diff erences, the likelihood that 
a person scores higher for Mean 
2 than for Mean 1 is 99.67%.   
For the online group, Mean 2 
(after the intervention) was statis-
tically signifi cantly higher (M = 
7.65, SD = 1.32) than Mean 1 
(before the intervention) (M = 
4.25, SD = 1.59), t(9) = -3.79, p = 
.000, 95% CI [1.37, 5.43], Hedg-
es’ g = 1.87. The CL eff ect size 
indicates that after controlling for 
individual diff erences, the likeli-
hood that a person scores higher 
for Mean 2 than for Mean 1 is 
88.47%. 

Helping Factors, Hindering 
Factors, and Wish-list Items 
(RQ 5) 

 In the previous section, 
we highlighted the overall posi-
tive impact of these interventions 
from a quantitative perspective. 
To better understand the factors 
that contributed to this impact, 
we interviewed 20 partici-
pants (10 F2F and 10 Online) 
and asked them to describe the 
helpful and hindering factors 
as well as their wish-list items. 
The results we obtained from the 
interviews help us to understand 
why the interventions were so 
successful.  We also conducted a 
focus group with the facilitators 
to assess their perspective on 
off ering these interventions. 

Helpful factors. 
The following are identi-
fi ed to be helping factors: 
1. Positive / Produc-
tive Working Relationship 
with the Facilitator – This 
category includes a wide 
range of positive com-
ments about the qualities 
of the facilitator – clarity 
of instruction, respectful, 
caring, encouraging, open 
and honest, intelligent, 
useful feedback, fl exible, 
creating a safe place for 
sharing, pushing people 
to think deeper, and clari-
ty of instruction. 
• 62 incidents by 20 
people (100%) 
• F2F / 32 incidents 
by 10 people (100%) 
• Online / 30 in-
cidents by 10 people 
(100%) 
2. Metaphoric Re-

fl ection / Resonance – This 
category focuses on some 
of the images that were 
useful in the counselling 
process – water images (ca-
reer fl ow); staying afl oat; 
and the Circle of Strengths 

• 40 incidents by 17 people 
(85%) 

• F2F / 24 incidents by 10 
people (100 %) 

• Online / 16 incidents by 7 
people (70%) 

3. New Perspectives on Job 
Search, Career Planning 
& Decision Making – This 
category emphasizes being 
energized to do job search 
in a more positive man-
ner. As part of this people 
see the bigger picture and 

the intervention) (M = 2.20, SD = Helping Factors, Hindering 

people (100%) 

by 10 people (100%) 
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are more open to change, 
they focus on more than 
just problems. In an online 
space there is a written 
record of what they have 
done and can use this later 
for job search. 

•	22 incidents by 14 people 
(70%) 

•	F2F / 13 incidents by 6 
people (60%) 

•	Online / 9 incidents by 8 
people (80%) 

4.	 Positive Reframing – In 
this category there is a 
focus on better self aware-
ness of strengths and how 
this process can be useful 
in overcoming challenges 
and problems. 

•	 21 incidents by 13 people 
(65%) 

•	 F2F / 10 incidents by 7 
people (70%) 

•	 Online / 11 incidents by 6 
people (60%) 

5.	 Physical Movement / Ac-
tive Learning - The focus 
in this category is on how 
useful it was to engage in 
active learning activities 
like Walking the Problem 
and the Two / Three Chair 
strategy. 

•	 13 incidents by 12 people 
(60%) 

•	 F2F / 9 incidents by 8 peo-
ple (80%) 

•	 Online / 4 incidents by 4 
people (40%) 

6.	 Deeper Reflection - In 
this category there is an 
awareness on how the 
counselling activities 
encourage deeper think-
ing about one self.  Ex-
amples include value of 

open ended questions and 
choosing to put significant 
time into activities for 
personal learning. With 
online clients, being able to 
write down some of their 
thoughts was also very 
helpful and encouraged 
deeper and ongoing reflec-
tion. 

•	 15 incidents by 8 people 
(40%) 

•	 F2F / 5 incidents by 3 peo-
ple (30%) 

•	 Online / 10 incidents by 5 
people (50%) 

7.	 Flexible Work Time and 
Space – This category 
recognizes that the online 
interventions offered 
unique flexibility in choos-
ing a time and place for 
completing the activities.  
It enabled some to think 
and process their thoughts 
before sharing. 

•	 8 incidents by 6 people 
(60%) 

•	 F2F / 0 incidents by 0 peo-
ple (0%) 

•	 Online / 8 incidents by 6 
people (60%) 

8.	 Efficient and Effective 
Program Design – This 
category addresses how 
the design and flow of the 
interventions impact the 
experience. 

•	 10 incidents by 7 people 
(35%) 

•	 F2F / 1 incident by 1 per-
son (10%) 

•	 Online / 9 incidents by 6 
people (60%) 

9.	 Normalized Experience 
– This category reflects an 
awareness that others are 

going through the same 
situation, 

•	 4 incidents by 3 people  
(15%) 

•	 F2F / 2 incidents by 2 peo-
ple (20%) 

•	 Online / 2 incidents by 1 
person (10%) 

10.	 HCCI as a Baseline for 
Change – In this category 
there is recognition that the 
HCCI results can be used 
as a baseline for looking at 
future change. 

•	 2 incidents by 2 people 
(10%) 

•	 F2F / 0 incidents by 0 peo-
ple (0%) 

•	 Online / 2 incidents by 2 
people (20%) 

11.	Other 
•	 3 incidents by 3 people 

(15%) 
•	 F2F / 2 incidents by 2 peo-

ple (20%) 
•	 Online / 1 incident by 1 

person (10%) 

We also asked participants to 
describe those incidents that were 
unhelpful, and it was interesting 
to note that seven of the people 
could not list anything that was 
negative. From those that did 
respond, below are the results: 

	 Hindering factors. The 
following are identified to be 
hindering factors: 
1.	 Unable to Relate to Meta-

phors and Content of Online 
Program - too academic 
(20%) 

2.	 Post-test Questions - ambig-
uous, confusing, too many 
questions (20%) 

3.	 Personal Difficulties - getting 
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to the center on the bus; for-
getting glasses; and kids were 
a distraction at home (15%) 

4.	 Technological Problems - 
downloading was a problem; 
navigating the computer 
(15%) 

5.	 HCCI Questions - ambigu-
ous; hard to do on the com-
puter; difficult to answer 
(15%)  

6.	 Lack of Personal Connection 
- impersonal nature of being 
online (15%) 

7.	 Lack of Connection Between 
Activities and Getting a Job - 
too much focus on reflection 
(10%) 

8.	 Time Pressures  (10%) 
9.	 Lack of Introductory Knowl-

edge - expectations about 
what was going to happen 
(5%) 

	 Wish list. Finally, par-
ticipants were asked to describe 
what they would have like to 
have happen. The F2F interven-
tion participants answered that 
they wish they: 
•	 Had a copy of the Circle of 

Strengths diagram  (2 per-
sons);  

•	 Had more sessions and more 
time in sessions for activities; 

•	 Had a better (more private) 
space for sessions; 

•	 Had an opportunity to hear 
from others about their expe-
riences; 

•	 Had an opportunity to write 
things down; 

•	 Had people come up with 
their own personal examples 
with the career flow activity; 

•	 Perceived  more direction on 
how to meet goals;  

•	 Received a bus pass 
•	 Had  colored pens for the 

drawing activity; and 
•	 Did a paper version of the 

HCCI (not on the computer). 
•	 Online participants answered 

that they wish they:  
•	 Were allowed to download 

the entire process for future 
review (2 persons);  

•	 Had F2F or Skype contact 
with the facilitator before 
beginning the process (2 
persons);  

•	 Had more contact with the 
facilitator (particularly for the 
final three modules);  

•	 Have  ongoing contact with 
the facilitator after the pro-
gram ends;  

•	 Participate in longer program; 
•	 Had a more streamlined pro-

gram delivery;  
•	 Received clearer expectations 

at the beginning;  
•	 Acquired more practical tools 

for finding work;  
•	 Had additional topics such as 

the immigrant experience; 
•	 Had more time to explore and 

assess training options;  
•	 Were notified that if you con-

tact the facilitator by phone 
then you have to pay for the 
phone call; 

•	 Had more summary points – 
bringing information forward 
along the way; and 

•	 Found ways to connect with 
others during and after the 
program 

	 Facilitator focus group 
themes. To better understand 
what was happening in the inter-
vention sessions we also explored 
the experience of the facilitators 

that were delivering the interven-
tions. A focus group discussion 
was held at the end of the project 
and here are some of the themes 
that emerged: 
•	 Amazed by the impact of this 

set of interventions in such a 
short period of time;  

•	 It is important to approach 
clients in a different way to 
build trust—to start by listen-
ing to their stories; 

•	 It is important to be aware 
of the uniqueness of each 
person; 

•	 You have to be ready to 
be flexible in dealing with 
each client, great to be able 
to choose the order of the 
various activities and also to 
have the freedom to adapt the 
delivery mode; 

•	 The Circle of Strength activ-
ity was so powerful—giving 
people strength based feed-
back; 

•	 Surprised by how fast you 
could establish a trusting 
relationship; 

•	 You don’t always have to 
solve problems, just be there 
for the person and let them 
tell their story; 

•	 Through this process they 
were learning to be genuine 
and trust themselves more in 
dealing with people, not so 
reliant on formal structures; 

•	 Appreciated how powerful 
the online space can be in 
facilitating the telling of the 
story; 

•	 Learned to allow clients to 
express emotion without feel-
ing that they had to try and 
fix the problem; 

•	 Surprised that the Walking 
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the Problem exercise was 
workable even in a small 
space and online; and 

•	 You cannot always predict 
what a client is going to get 
out of an activity, there is a 
certain unpredictability to the 
process 

Discussion 

	 In reviewing the quan-
titative and qualitative data the 
significant gains that were made 
in a relatively short period of 
time is a key theme. A strong 
client / counsellor relationship 
was established (a mattering rela-
tionship) for both F2F and online 
groups and upon this foundation 
clients actively engaged in the in-
tervention activities and realized 
significant gains in their level 
of hope and their understanding 
of themselves and the labour 
market. The results reinforce the 
importance of hope as a central 
factor in the career development 
process. Clients increased their 
level of self-understanding and 
were better able to visualize and 
construct viable plans for action. 
These implementation actions in-
corporated both personal agency 
and flexibility. The changes that 
were observed in this study run 
parallel to the earlier research 
findings with internationally 
trained health professionals 
(Clarke, Amundson, Niles, & 
Yoon, in press). As an illustration 
of the impact that was realized 
can be heard in the following 
participants’ comments. 

It definitely helped! It was 
supportive. You get a lot of 

pressure when you are un-
employed. You’re not seen 
as worthwhile in society 
unless you’re working. So 
to be supported enough to 
step back and think about 
what you want to do and 
where your strengths are 
and what you can do better 
– this helps because it 
makes you think about the 
things that are important to 
you. 

In going to job interviews, 
I felt more relaxed. I think 
the interviewers sensed 
that, and I even offered 
my services as a volunteer. 
Anyways, they hired me, 
which was great….But the 
job is only part time, and 
I still need to find another 
job. Being part of this re-
search was really helpful. 

I would recommend the 
program to anyone. It was 
especially good for people 
like me who have been un-
employed for a couple of 
years. Obviously, if you’ve 
been unemployed that long 
basically you need some-
thing to focus you and 
something like this might 
help 

	 These comments (and 
others) highlight how hope plays 
a key role in setting the stage for 
effective career action. 
	 This study afforded an 
opportunity to compare F2F and 
online delivery methods. The 
quantitative results support the 
efficacy of both methods with 

perhaps a slightly stronger per-
formance by the online approach. 
One needs to be careful in mak-
ing this interpretation, however, 
in view of the fact that pre-test 
scores for the Career Engagement 
Scale were significantly lower for 
the F2F group. This difference in 
the starting point could well have 
influenced the results.  
	 The recruitment process 
allowed the facilitator and partic-
ipant to select online or F2F de-
livery.  This recruitment decision 
was made because in operational 
service delivery contexts, addi-
tional considerations were nec-
essary.  For example, to succeed 
in the online environment clients 
needed access to a computer (al-
though a number of Clients used 
computers at the employment 
centre to participate), basic com-
puter skills and sufficient reading 
and writing skills.  There was 
no obvious demographic trend 
in age for participating online. 
There was a larger group of 
immigrants in the online delivery 
at nearly double F2F; while the 
face-to-face group had a larger 
percentage of participants with 
over two years of unemployment, 
also nearly double that of the 
online group.  Although it was 
not in the scope of the study to 
analyze these characteristics, they 
may offer suggestions for fur-
ther research looking at F2F and 
online delivery.  
	 A close examination of 
the qualitative interview results 
indicates a great deal of common 
experience between the F2F and 
online counselling groups. Partic-
ipants from both groups empha-
sized the importance of having 
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quality counselling relationships, 
customization of service delivery, 
and powerful intervention meth-
ods utilizing creative and meta-
phoric activities. In particular, the 
Circle of Strength and the water 
images from the Career Flow 
activity were described as being 
meaningful and accessible. It was 
evident that this active, creative 
and dynamic learning approach 
was appreciated, and recognized 
by participants and facilitators as 
a factor to the learning success in 
both modalities.  It is also import-
ant to acknowledge some of the 
unique strengths associated with 
each mode of delivery. Online 
counselling can provide more 
flexibility and time for deeper 
reflection by clients and coun-
sellors. Face-to-face counselling, 
on the other hand, provides 
direct access to the counsel-
lor and that can be particularly 
helpful.  Through our analysis 
we realized that the face-to-face 
and online approaches have their 
own strengths and weaknesses, 
and need to be understood in 
that light. Rather than framing 
the issue in terms of what works 
best, perhaps there are ways for a 
new integrated or blended model 
to emerge (Richards & Simpson, 
2015). This certainly is a direc-
tion that we would like to pursue 
in further research. 
	 Given the positive results 
from this study, it would seem 
straightforward to suggest that 
these methods be directly incor-
porated into current employment 
service delivery. While this is a 
laudable goal, there also might 
be some complexities that need 
to be taken into account. The 

practitioners who delivered the 
online and F2F interventions 
suggested that their involvement 
in this process was different from 
what they normally experienced 
in their everyday worklife.  For 
example, they noted that the 
activities provided to clients in 
this study were more creative 
than those they typically provide 
and there was greater flexibility 
in service delivery and a heavier 
emphasis on listening and ensur-
ing a mattering climate during the 
study than what the practitioners 
typically emphasize in their work 
outside the study. These con-
textual factors would need to be 
addressed if this approach was 
adopted at a broader level. There 
also was some additional training 
that was required, and this would 
need to be taken into account.  
	 The current study has cer-
tainly pointed to some potential 
pathways for more efficient and 
effective career services. To make 
this a reality, however, addition-
al work will need to be done to 
ensure that contextual variables 
are also addressed as part of the 
delivery package. 
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Abstract

 This research presents 
the results of two surveys carried 
out in 2015 and 2016 among 
Québec career counsellors on 
the integration of information 
and communication technologies 
(ICT) into their practice. We 
will present results of the use of 
ICTs in interventions, namely: 
the purposes for which ICTs 
are used in practice; the level of 
confi dence to use the Internet, to 
conduct interviews at distance; 
and incentives to integrate ICTs 
into its practice. It turns out that 
while ICTs have been in the ca-
reer guidance profession for more 
than 40 years (Watts, 2002), their 
uses are often limited to dissemi-
nating and transmitting informa-
tion.
  The use of information 
and communication technol-
ogies (ICTs) has been part of 
the practice of career guidance 
counsellors for more than forty 
years (Watts, 2002). Since the 
arrival of the Internet, the possi-
bilities of off ering various forms 
of provision of distance educa-
tional and vocational guidance 

have multiplied (Sampson and 
Makela, 2014; Savard, Gingras 
and Turcotte, 2002; Watts and 
Dent, 2006). Despite the pres-
ence of ICTs in career guidance 
practices, their use are largely 
limited to managing and com-
municating information, off ering 
clients engaged in self-directed 
guidance processes some support 
and administering tests (Bimrose, 
Kettunen and Goddard, 2015; 
Bimrose, Hughes and Barnes, 
2011). Few guidance counsellors 
off er counselling services at dis-
tance, yet one of the fi rst motiva-
tions for using ICTs is to reach 
populations who would otherwise 
not request career counselling 
services (Backhaus, A., Agha, Z. 
Maglione, M, Repp, A., Ross, B., 
Zuest, …,Thorp, 2012; Mallen, 
Jenkins, Vogel and Day, 2011). 
The fact that a growing propor-
tion of the population uses and 
integrates ICTs in their daily 
activities also puts pressure on 
the integration of ICTs in the pro-
vision of career guidance services 
(Bimrose et al., 2015; Hooley, 
Hutchinson and Watts, 2010).
 Research has been in-
creasing over the last fi fteen 

years and some observations 
have emerged on the questions 
of eff ectiveness, ethical dimen-
sions and modalities of interven-
tion. What we know about these 
questions comes largely from 
researches related to the fi eld of 
personal counselling and psycho-
therapy. The fi ndings of distance 
interventions show that the ma-
jority of interventions are provid-
ed via email exchanges or asyn-
chronous or synchronous chat 
sessions (Barak, Hen, Meyran 
and Shapiro, 2008; Richards and 
Vigano, 2013); that few online 
counselling is done through the 
use of videoconferencing (Barak 
et al., 2008; Kraus, 2011). In 
addition, these interventions are 
usually of short duration (Barak 
et al., 2008; Kraus, 2011) and 
are not well integrated into the 
initial training of counselling and 
guidance specialists (Anthony, 
2015; Kraus, 2011; Richards and 
Vigano, 2013). These remote 
interventions can respond to a va-
riety of challenges related to the 
fi eld of mental health and human 
relations, particularly those relat-
ed to relational dimensions, fam-
ily, career development, mood 
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and anxiety disorder (Bimrose et 
al, 2015; Finn and Barak, 2010; 
Kraus, 2011). Research also 
shows that distance counselling 
practices are as effective as face 
to face practices (Barak et al., 
2008; Kraus, 2011; Richards and 
Vigano, 2013). It should be noted 
that these surveys were conduct-
ed with personal counselling 
specialists who already use 
various modalities of distance 
intervention. However, counsel-
lors and guidance counsellors 
questioned their role of inte-
grating the Internet and distance 
counselling practices in career 
guidance (Vuorinen, Sampson 
and Kettunen, 2011). In Canada, 
very little is known about the 
intensity and type of use of ICTs 
by career guidance counsellors in 
their daily practice. In this paper, 
we present the main results of 
two surveys conducted in Québec 
in 2015 and 2016 with groups of 
career counsellors.

Methodology

Participants

	 Participants in both sur-
veys are career guidance counsel-
lors from the province of Quebec 
in Canada. The first survey was 
conducted in 2015 (29 counsel-
lors) by the author in collabora-
tion with the College of Quebec 
Career Counsellors (OCCOQ). 
Initially, the OCCOQ launched 
an invitation to participate in this 
survey to nearly 2,500 Québec 
career guidance counsellors 
asking if they were using ICTs 
other than telephone and e-mail 
in their practice. 185 counsel-

lors responded positively, and 
of these, 112 agreed to receive 
the questionnaire. 29 counsellors 
completed the questionnaire. The 
second survey was conducted 
in 2016 by the CEFRIO and the 
Conseil interprofessionnel du 
Québec (2016) with the assisat-
nce of twelve professional orders 
in the fields of mental health and 
human relations. 3784 profes-
sionals responded including 236 
career guidance counsellors. In 
total, both surveys benefited from 
the participation of 265 guid-
ance counsellors, 81% of whom 
were women with an average 
of 14 years experience. They 
came from all sectors of guid-
ance practice and the majority of 
counsellors were working in the 
public sector. Most of them were 
employees. Both surveys were 
conducted using web question-
naires.

Results

	 The nature and word-
ing of the questions in the two 
surveys are not identical. We 
will indicate, if necessary, how 
these questions could differ and 
provide the results according to 
the survey and according to the 
following themes: use of ICTs in 
intervention; purposes for which 
ICTs are used in practice; level of 
confidence in using the Internet, 
conducting interviews at a dis-
tance; and finally the incentives 
for the integration of ICTs in its 
practice.

Use of ICTs in Intervention
 
	 In both surveys, guidance 
counsellors indicate that the tele-
phone (51% for 2015 and 38% 
for 2016) and e-mail (respective-
ly 48% for 2015 and 40% for 
2016) are “often or very often “ 
used to intervene with their 
clients, but also social networks 
(82%) as evidenced by the results 
of the survey of 2016. Very little 
use is made of videoconferencing 
and Web conferencing; the two 
surveys reported a use “often or 
very often used” in a proportion 
of only 6%.
 
Purposes of the use of ICTs in 
its practice
 
	 Both surveys included 
questions about the purposes for 
which the professional was using 
ICT. 
	 Overall, the results pre-
sented in Table 1 show that ICTs 
are mainly used to search for and 
disseminate information, make 
appointments or follow-up with 
clients and, increasingly, accord-
ing to the survey of 2016, for the 
keeping of records; from time 
to time to administer tests, get 
training; and finally, very rarely 
to conduct career guidance inter-
views at distance. 
	 Here are two comments 
from the 2015 survey that illus-
trate the mindset in which coun-
sellors see the use of ICTs in their 
practice:

“... it is mainly for educational 
and professional information 
via email or telephone, dis-
tance education and testing 
that I use ICTs ...”
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“... I encourage my clients 
to use these technologies for 
targeted information search-
es and to answer question-
naires. We take over this 
information during the face to 
face interviews ... “

Level of confi dence to use the 
Internet, to conduct interviews 
at distance

 The 2016 survey asked 
counsellors to assess their ability 
to use the Internet. The coun-
sellors gave themselves a high 
average to self-effi  cacy to use 
Internet, a score of 8.7 out of 10, 
particularly to fi nd the informa-
tion that they search for (9.0 out 
of 10). In the 2015 survey, using 
part of questionnaire developed 
by Glasheen, Campbell and Sho-
chet (2013), a section was devot-
ed to measure self-confi dence in 
conducting distance interviews. 
Counsellors showed a moderately 
high level of confi dence in con-
ducting interviews at a distance. 
They self-rated “high to very 
high” at 55% for technical skills, 
65% for understanding the legal 
consequences, 45% for keeping 
control of the interview, and 65% 

to ensure confi dentiality.

Incentives for integrating ICTs 
into its practice

 On what guidelines do 
consultants refer to use ICTs? In 
the 2016 survey, 83% of respon-
dents answered “yes” that they 
relied on the guidelines provided 
by their professional order, and 
“yes” at 55% from the guidelines 
provided by their employer.
 In the 2015 survey, the 
question “How did you learn to 
conduct interviews at distance? 
“ counsellors reported that it was 
through informal means that they 
were trained, in a proportion 
of 45% by peers, 27% by trial 
and error and 27% by personal 
readings. In the 2016 survey, few 
questions were asked on their 
perception of being suffi  ciently 
informed about digital issues: 
respondents answered “yes” to:  
74%  to secure access to digital 
devices; 47% to ensure confi -
dentiality in the transmission of 
information; 50% to know how 
to ensure data protection. When 
asked in the 2016 survey, “What 
could help you to integrate more 
ICTs,” they say “yes”  to 73% 

that they expect to receive clear 
guidelines from their order, and 
to 58% if there was an increased 
off er of training on technical 
aspects of ICTs integration, and 
“yes” to 51% if this off er relates 
to standards and regulations. In 
the 2016 survey, counsellors re-
sponded “yes” to 41% that if they 
were seeing increased demand 
from their clients, this could be 
an incentive to integrate more 
ICTs into their practice.

Discussion

 The objective of this 
article was to present the results 
of two surveys conducted in 2015 
and 2016 with career guidance 
counsellors in Quebec, Canada 
on the use of ICTs in their prac-
tice. There are limitations to this 
study, particularly the size of 
survey samples and the fact that 
the questions were not asked in 
exactly the same way from one 
survey to another. The analysis 
of the results shows however that 
from one survey to another, sim-
ilar and complementary fi ndings 
seem to emerge.
 The results indicate that 
the counsellors who participat-
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ed in these studies are already 
comfortable using the Internet 
as evidenced by the high scores 
obtained on the level of self-ef-
ficacy in using the Internet in 
2016. The fact that participants 
in the two surveys were recruited 
via the Web, could be an element 
of explanation. A larger sample, 
drawn from lists of members of 
different associations of counsel-
lors and guidance counsellors, 
may have revealed a greater 
disparity in the averages obtained 
on this scale. Three types of 
technologies stand out from the 
rest in terms of the use of ICTs in 
intervention:  telephone, e-mail 
and the Internet, especially via 
social networks such as Face-
book. The averages obtained on 
these technologies suggest that 
they are generally integrated into 
the practice of career guidance 
counsellors.
	 It should also be noted 
that some of the aims for in-
tervention appear to more than 
others likely involve the use of 
ICTs, in particular those related 
to: accessing and disseminating 
information, making appoint-
ments or follow-up with clients, 
record keeping; a little less to 
administer tests, to be trained; 
and finally, rarely to accompany 
clients at distance. These results 
are substantially similar to those 
of the studies conducted by 
Bimrose et al. (2011) and Hool-
ey et al. (2010)  which indicated 
that guidance counsellors used 
ICTs primarily to communicate 
and transmit information to their 
clients. Participants in our study 
do not seem to make wider use of 
ICTs in their practice. The re-

sults, on the other hand, indicate 
that if the professional order of 
guidance counsellors provided 
clear guidelines for the use of 
ICTs and offered more training 
on the technical and ethical as-
pects of distance career guidance, 
we could see greater integration 
of ICTs in professional interven-
tions. Similarly, as Glasheen et al 
(2013) noted in their study with 
guidance counsellors in Australia, 
if these specialists were able to 
note higher demand from their 
clients, this may increase the use 
ICTs into their practice, possibly 
at the level of conducting dis-
tance interviews.
	 This study found that 
although ICTs have been an inte-
gral part of guidance counsellors’ 
practice for more than 40 years 
(Watts, 2002), their use is often 
limited to managing and trans-
mitting educational and vocation-
al information.
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Abstract

 The purpose of the study 
was to understand the process 
of career identity development 
among women immigrants arriv-
ing as applicants with dependent 
status. Past research has shown 
that most dependent applicants 
under the economic class of im-
migrants are women and consti-
tute a group of skilled individuals 
capable of contributing positively 
to Canada’s economy. However, 
women arriving to Canada on a 
dependent visa have largely been 

ignored within immigrant litera-
ture. Exploring their career-relat-
ed experiences upon immigration 
may assist in understanding career 
identity development within pre- 
and post-migration contexts. A 
qualitative inquiry, inspired by a 
grounded theory methodology, 
was carried out to identify themes 
relevant to immigrant women’s 
career identity development and 
their possible interactions. Six 
study participants were recruit-
ed using purposive and snow-
ball sampling. Transcripts of 
semi-structured interviews con-
ducted with each participant were 
analyzed using thematic analysis. 
Eight themes were generated, 
illuminating gender-specifi c ex-
periences of women immigrants 
during their career journey. The 
fi ndings may provide useful infor-
mation to career counsellors who 
play a key role in helping immi-
grant women navigate through 
career transitions in a new coun-
try.

A gendered pattern of 
migration exists whereby men mi-
grate to places in search of work 
and their partners “follow them” 
(Inglis, 2003; Spitze, 1984). In a 
Canadian context, the person ap-

plying for immigration is referred 
to as principal applicant and the 
accompanying spouse is referred 
to as dependent applicant—eighty 
percent of which are women 
(Citizenship and Immigration 
Canada, 2013). While women 
face challenges to furthering their 
career in a host country due to the 
intersectionality of race, gen-
der, and immigration (Adsera & 
Chiswick, 2007), their dependent 
status adds yet another barrier. 
Previous research has shown that 
immigrant women can face poorer 
employment outcomes, regard-
less of being highly skilled and 
having held professional roles in 
their home countries (Banerjee & 
Phan, 2015; Purkayastha, 2005). 
Moreover the family investment 
hypothesis (Cobb-Clark & Cross-
ley, 2004) and gender-role theory 
suggest that women, upon mi-
grating, often invest in ways that 
will maximize the family’s overall 
well-being—such as supporting 
the spouse who is the designated 
primary earner, engaging in “sur-
vival jobs” to supplement family 
income, or prioritizing family 
needs such as childcare—over 
personal goals (Branden, 2014; 
Iredale, 2005). The result is “com-
promised careers” upon migration 
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(Suto, 2009, p. 421). 
	 Still yet, a negative ste-
reotype seems reflected in labels 
characterizing dependent appli-
cants as “tied-movers” (Banerjee 
& Phan, 2015) or “trailing spous-
es” (Cooke, 2001) that often fails 
to consider the inner strength 
and coping resources immigrant 
women utilize during their career 
transition (Koert, Borgen, & 
Amundson, 2011). Likewise, the 
literature focuses predominant-
ly on the challenges rather than 
helpful factors in immigrants’ 
career transitions (Vojdanijahro-
mi, 2016). This disparity may 
cloud a thicker account of immi-
grant women’s career develop-
ment over time that includes both 
what challenging and facilitating 
experiences might shape career 
identity and how. 
	 Despite nurturing dreams 
of pursuing career goals upon 
migration and holding promise 
of successful career integration, 
abrupt disruption of seemingly 
smooth career trajectories due to 
migration can lead many women 
to question their career identity 
(De Silva, 2010)—a phenomenon 
that remains under-researched. A 
primary objective of this qual-
itative study was to give voice 
to a marginalized section of the 
immigrant population by explor-
ing challenging and facilitating 
experiences of immigrant women 
with dependent status as they 
relate to career identity devel-
opment (CID). For the purpose 
of this study, we refer to career 
identity as a “structure of mean-
ings in which the individual links 
his [sic] own motivation, inter-
ests and competencies with 

acceptable career roles” (Meijers, 
1998, p. 191).

Method

	 While previous research-
ers have proposed theories to 
understand the career develop-
ment concerns of immigrant and 
refugee population (e.g., Yakush-
ko, Backhaus, Watson, Ngaruiya, 
& Gonzalez, 2008), there appears 
to be no existing conceptual 
framework to explain the CID of 
immigrant women. A qualitative 
lens using a grounded theory in-
spired methodology was deemed 
appropriate for this study to 
better understand how dependent 
women develop career identity 
upon immigration. Though the 
purpose of this methodology was 
not to generate a theory of CID, it 
allowed for: (a) a more construc-
tivist approach to forefront the 
under-represented career-related 
experiences of immigrant wom-
en; (b) unveiling process-oriented 
responses (Creswell, Hanson, 
Piano, & Morales, 2007) in terms 
of how career identity may de-
velop in an immigration context; 
and (c) identifying themes related 
to immigrant women’s CID and 
possible connections between 
those themes. 
Using purposive and snowball 
sampling, six female spouses of 
principal applicants under the 
economic class of immigrants 
were recruited for study partici-
pation. Participant characteristics 
are presented in Table 1.
	 Career-related experi-
ences pre- and post-migration 
were captured for each partici-
pant during an audio-recorded 

semi-structured interview of 
approximately one hour. Within 
the grounded theory inspired 
methodology, data in the form 
of transcribed interviews were 
analyzed using Braun and 
Clarke’s (2012) six-phase method 
of thematic analysis to generate 
themes. Trustworthiness efforts 
included member checks, audit-
ing, reflective journaling, and 
providing contextual information 
of the participants and researcher.

Results

	 While we do not con-
ceptualize CID as a linear pro-
cess, the eight themes generated 
appeared sequentially linked 
and offer a sense of how career 
identity developed over time in 
response to migratory demands. 
Not all themes were reflected in 
each participant’s career experi-
ence, as participants described a 
different career trajectory de-
pending on life stage, education 
level, and barriers/supports. The 
eight themes presented in Table 
2, along with a representative 
participant verbatim, illuminate 
experiences related to CID. 
	 Participants and their 
family were on board the Cana-
dian dream in hopes of experi-
encing an enhanced quality of life 
and growth opportunities related 
to career. In coming to terms with 
“dependent” status, participants 
responded to the notion of ap-
plying as a dependent applicant 
while immigration efforts were 
taking hold beyond just an idea. 
Based on Canada’s point system 
for screening visa applications, 
participants started reflecting on 
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their career-related potential vis-
à-vis their partners’ despite either 
being on a promising career track 
or having an established career 
back home. Upon arrival in 
Canada, some participants fur-
thered their education or accessed 
language services to improve 
their English or French; however, 
to ensure a smooth transition for 
their families, all participants did 
whatever was required of them 
to fulfill family needs toward 
maintaining equilibrium. This 
included securing a temporary 
job for economic survival, engag-
ing in childcare responsibilities, 
and investing in their spouses’ 
career advancement. After com-
pletely immersing themselves 
in achieving harmony within 
the family, participants one day 
found themselves reflecting on 
their career. With the passing of 
years, some participants began to 
identify what they felt they had 
lost with respect to their careers 
while performing roles related 
to being a mother and wife. This 
marked a tipping point towards 
revisiting their career goals to 
see what might best fit with their 
individual circumstances. During 
this revisiting, participants 
noticed a discrepancy between 
what they aspired to in terms of a 
career pre-migration versus what 
actually unfolded post-migration. 
For some participants, grieving 
the loss of their preferred career 
trajectory allowed acceptance 
of their new work-life reality, 
which in turn paved the way 
for meaningful action towards 
re-establishing their preferred 
career. By taking agency in terms 
of adopting a positive attitude 

and openness to new experiences, 
participants engaged in redirect-
ing their career path by either 
finding parallels with previously 
cherished career goals or discov-
ering their calling. Eventually, 
the emergence of a strengthened 
career identity became noticeable 
compared to the perhaps frag-
mented career identity during the 
initial years of settlement in Can-
ada. Here participants described 
obtaining meaningfulness by 
fulfilling some of the values they 
cherished within a career. How-
ever, few participants believed 
that a strengthened career identity 
represented a final destination, 
but rather a step in a long series 
of future endeavors for career 
growth. 

Discussion

	 Eight themes related 
to CID were generated, which 
shed light on how participants 
perceived their career-related 
interests and potential in terms of 
career roles acceptable to them. 
According to participants, career 
identity in the context of immi-
gration can be impacted as early 
as the pre-migratory decision 
with their spouse regarding who 
among them will apply as the 
principal applicant versus depen-
dent applicant. Couples mutually 
elected husbands as best-suited 
for the immigration application 
process because of perceived 
higher human capital (Sandell, 
1977), ostensibly positioning 
wives as “followers” to host des-
tinations despite their profession-
al skills and economic potential 
(Inglis, 2003). Participants in this 

study speak of how, in hindsight, 
their “dependent” status seemed 
to cast a shadow on their own 
potential for a professional career 
in Canada.
	 The theme of maintaining 
equilibrium is well represented in 
the literature, where the depen-
dent applicant—most often the 
woman—takes on a role of “fam-
ily organizer” (Suto, 2009, p. 
422) intended to shield the family 
from the transitional challenges 
of immigration and buttress the 
spouse’s career prospects. While 
this theme supports the gen-
der-role perspective and family 
investment hypothesis (Cobb-
Clark & Crossley, 2004), it seems 
to be at a cost for the dependent 
women who experience down-
ward career mobility regardless 
of their professional backgrounds 
(Banerjee & Phan, 2015). 
	 Many participants expe-
rienced a discrepancy between 
what they aspired for versus what 
they experienced upon migration 
(e.g., devaluation of their foreign 
credentials, financial and time 
constraints related to re-train-
ing and/or education, language 
issues, perceived discriminatory 
hiring practices). Losing a once 
cherished career direction and 
changing occupational fields alto-
gether confirms previous research 
showing that immigrants are of-
ten unable to access their pre-mi-
gration occupation (Bauder, 
2003). However, participants in 
this study also spoke of a process 
of mourning that can accompany 
significant career change or loss. 
	 At the same time, partici-
pants identified some facilitative 
experiences that furthered their 
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careers. For example, they adopt-
ed a positive attitude, flexibility, 
and persistence (Amundson, 
Yeung, Sun, Chan, & Cheng, 
2011); were surrounded by 
supportive family members, 
friends, and colleagues (Vadjani-
jahromi, 2016); and had access 
to government and community 
resources (Koert et al., 2011) 
related to funding education and 
free language classes. Utilization 
of available resources helped 
participants rekindle their sense 
of agency, which in turn helped 
them put their careers back on 
track. By acknowledging their 
changed work reality coupled 
with agentic control, participants 
described renegotiating their 
career identity in the host country 
(Chen, 2008) by either pursuing 
careers close to their cherished 
goals or finding their passion 
through happenstance. 
	 Applying a grounded 
theory inspired approach in 
the present study, we came to 
appreciate CID as a dynamic 
process whereby career identity 
is never lost but instead may be 
threatened, weakened, or frag-
mented upon migration, only to 
be reconstructed after a period of 
grief through agency, optimism, 
and openness to new experiences. 
This unfolding is supported by a 
constructivist perspective where 
identity formation is viewed as 
a life-long process—restruc-
tured and revised in response 
to self-relevant life experiences 
(Berzonsky, 1989). 

Limitations, Contributions, and 
Future Research

	 This study’s findings may 
not be generalizable to all immi-
grant women, but they do offer 
insight into CID and contribute 
to the scarce literature available 
on those migrating with depen-
dent status. Within a counselling 
context, the themes related to 
CID may provide useful infor-
mation to career counsellors who 
play a crucial role in helping 
immigrant women process and 
navigate career transitions in a 
new country. Other implications 
include conceptualizing CID as a 
process rather than a destination, 
exploring the term “dependent” 
status with clients, and normaliz-
ing various experiences related to 
CID, such as grieving and main-
taining equilibrium. In addition 
to credentialing issues common 
to most professional immigrants, 
immigrant women may experi-
ence gender-based responsibili-
ties within the family that have 
implications for their career tran-
sition as a dependent applicant 
(Banerjee & Phan, 2015). Given 
that the immigration policy of 
Canada is tailored to meet the 
economic needs of the country, it 
would seem counterproductive to 
focus on only one-half of the eco-
nomic class. We heed Iredale’s 
(2005) caution that in order to 
fully utilize the skills of women 
coming to Canada, special atten-
tion needs to be directed towards 
“immigration policies to ensure 
that they are not only gender 
neutral but more importantly that 
they are gender sensitive to the 
needs and special circumstanc-

es of women” (p. 165). While 
this study unveiled themes and 
suggests temporality between 
them, a full-fledged grounded 
theory study with a larger sample 
size could generate a substantial 
theory related to CID among 
immigrant women arriving as 
dependents.
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Abstract

 As universities recruit 
greater numbers of international 
students and governments seek 
to retain them as skilled workers, 
researchers have started to again 
investigate their integration expe-
riences. A gap in the literature is 
the long-term career integration 
of international students, partic-
ularly the contextual infl uences 
that aff ect it. One such infl uence 
is that of university   student 
services. This pilot study looked 
at the perspectives of three uni-
versity student service personnel 
in career services, international 
student services, and alumni and 
leadership services and the ways 
in which they are working with 
international students to support 
their workplace integration. Spe-
cifi cally, this study highlighted 

the tensions university student 
services personnel face in pro-
viding relevant support while 
adhering to institutional policy, 
the gaps in their ability to help 
students, and ideas about future 
directions in their work with stu-
dents.  

Keywords: international students; 
student services; post-secondary; 
workforce integration

 Recently, researchers 
have again turned their attention 
to international students amid the 
changing priorities of universities 
and governments (Arthur, 2017). 
Specifi cally, universities are 
recruiting increasing numbers of 
international students in order to 
address internationalization poli-
cies (CBIE, 2014), while govern-
ments, such as the federal Cana-
dian government, are recognizing 
the potential of international 
students as future skilled partici-
pants in the labour market (CIC, 
2016). In the past, much of the 
research focused on international 
students’ initial adjustment to the 
host culture, with little investiga-
tion into their long-term career 
development  (Arthur & Flynn, 
2013). Furthermore, research 

largely focused on the intrinsic or 
personal agency of international 
students to improve their situa-
tion, with little investigation into 
contextual infl uences that impact 
their adjustment and transition.
 As universities are typ-
ically the main point of contact 
and source of support for inter-
national students, a critical piece 
to understanding their successful 
transition and integration into 
the workforce is the exploration 
of student services off ered by 
universities (CBIE, 2014). To 
address this gap, the goal of this 
pilot study was to begin investi-
gating the context and practices 
of university student services in 
supporting international students 
to integrate into the Canadian 
workforce. As such, the overar-
ching research questions were (a) 
how are university student ser-
vices working with international 
students for Canadian workforce 
integration? And (b) where are 
the gaps in assisting internation-
al students to integrate into the 
Canadian workforce?

Method 

 In conceptualizing the 
study, a qualitative approach, 

Context and Practices of University Student Services for 
International Students' Workforce Integration: Research-in-Brief

Jon Woodend.  Masters, University of Calgary
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grounded in social construction-
ism was used; that is, reality is 
not objective but subjectively 
understood based on individuals’ 
social interactions, culture, and 
language (Gergen, 1985). Spe-
cifically, I used the biographical 
narrative method (Lichtman, 
2012). This method allowed the 
exploration of the first-person 
perspectives of university student 
services personnel in assisting 
international students while also 
including contextual information 
that contributed to these perspec-
tives (Frost & Ouellette, 2011).
	 In terms of research 
design, I contacted three dif-
ferent student services at a 
university in Western Canada 
were contacted and volunteers 
were asked for from each to 
speak about their experiences in 
helping international students 
prepare for integration into the 
Canadian workforce. There were 
three participants, one each from 
career services, international 
student services, and alumni and 
leadership services. An hour-
long, in-person, one-on-one, 
semi-structured interviews were 
conducted which were recorded 
and transcribed verbatim by the 
authors. In regards to the partici-
pants, all identified as White-Ca-
nadian, two were female and one 
was male, and their ages ranged 
from 25 to 50 years old. All three 
had a bachelor’s degree, had 
been in their current position for 
two years to 10 years, and had a 
mandate to work specifically with 
international students.
	 For analysis, the bi-
ographical narrative method is 
quite flexible (Lichtman, 2012), 

and so a thematic analysis was 
used to determine the research 
findings (Braun & Clarke, 2006). 
First, codes were generated from 
the raw data. Then they were 
grouped into similar categories, 
before combining these catego-
ries under conceptually relevant 
themes. Two independent re-
searchers, one faculty member 
and one graduate students who 
were both knowledgeable in the 
method, reviewed the codes, 
categories, and themes for their 
appropriateness, relevance, and 
logic. Finally, they were ordered, 
moving chronologically from 
past and present experiences to 
future plans in order to portray 
the biographical narrative of the 
participants in their interactions 
with helping international stu-
dents integrate into the Canadian 
workforce.

Results

	 There were five key 
themes. First, there was voca-
tional development of the par-
ticipants, which was related to 
participants’ ideas around their 
previous experiences that brought 
them to their current roles. Partic-
ipants identified that they either 
had a personal or a profession-
al experience that linked them 
to working with international 
students. One participant, pseud-
onym Rosie, noted:

I was an international student 
during my undergraduate 
degree and my international 
student advisor, at the other 
institution, they helped me 
to make sure I had a really 
great experience. The thought 

of being able to do that for 
students here motivated me to 
seek this position.

	 Second, there was the par-
ticipants’ sense of responsibilities 
in working with international stu-
dents. Specifically, participants 
noted that the university and de-
partment they worked in advocat-
ed for the personal agency of the 
students to seek integration with-
in the campus community and 
Canadian workplace. At the same 
time, this mandate conflicted 
with participants’ experience in 
working with some international 
students, who often requested a 
more directive approach, putting 
the participants in an unknown 
situation of adhering to policy or 
helping students in the way they 
needed. Tim shared:

Another student was work-
ing on campus and wanted 
to change [her job] and we 
went through the process of 
revising the cover letter and 
résumé and I gave her signif-
icant feedback. Sometimes 
I actually have to be really 
hands on… I don’t know if 
that’s good. We’re not sup-
posed to be hands on.

	 A third theme was that, 
even with this disconnection 
between policy and students’ 
needs, the participants believed 
in the university services effec-
tiveness in helping international 
students to succeed. Furthermore, 
these services were particularly 
effective when the students were 
also working to help themselves. 
Tina explained, “Everything is in 
place for an international student 
to succeed and even though there 
are a number of possibilities for 
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services, students need to ask 
questions. When students are 
already fairly capable then they 
are easier to help”.
	 A fourth theme was the 
roadblocks identified by the 
participants. In particular, partic-
ipants mentioned that there were 
critical structural and cultural 
barriers that impeded their work 
with students. Rosie shared that 
“it’s a challenge to make connec-
tions with international students 
because there are so many of 
them on campus and I by no 
means have the ability to meet 
with them all”. Adding to that, 
Tim explained, “people from 
some cultures need to learn to 
sell themselves in the Canadian 
workforce. It could be connect-
ed to language competence but 
it’s more than that, it’s how they 
express themselves verbally”. 
	 The final key theme was 
the future directions participants 
thought were needed to assist in-
ternational students. Participants 
were divided with Tina thinking 
that university student services 
need to be more directive, noting 
that “we [university services] 
need to try harder to educate 
about Canadian workplace cus-
toms and to make it mandatory or 
they won’t attend”. Conversely, 
Tim felt that rather than univer-
sity student services, students 
needed to do more about their sit-
uation, exclaiming “students need 
to be more proactive and to learn 
to stop focusing on their research 
and instead get experience, paid 
or volunteer”
.  

Implications and Conclusion

	 From these key findings, 
there are some implications that 
may be transferable to other 
university services contexts. 
For practice, university student 
services personnel in this study 
identified trying to work ap-
propriately and effectively with 
international students, while also 
being mindful of the institutional 
mandates that were sometimes 
counter to this work. The partici-
pants in this study suggested that 
it would be helpful if universities 
consulted with service person-
nel that work with and support 
international students in order to 
create service provision that is 
culturally sensitive to their needs. 
Given that this was a pilot study 
at one university with a small-
er sample size, further research 
could help to understand the 
context and needs of university 
services personnel across Can-
ada and if the themes raised in 
this study are applicable more 
broadly. Moreover, additional 
investigation is needed around 
effective strategies for working 
with students who do not behave 
in a way that is considered pro-
active within a Western context 
(e.g., actively seeking out sup-
port, working independently). 
Although international students 
may access services readily, in 
the context of this pilot study, 
international students seem to be 
less well-served by existing ser-
vices than students who are more 
acculturated to Canadian work-
place norms, possibly because 
these approaches do not address 
their needs.

	 Universities will continue 
to recruit international students 
(CBIE, 2014), who often seek 
a foreign education in order 
to advance immigration hopes 
(Arthur & Flynn, 2013). As the 
primary point of contact for in-
ternational students, universities 
have a unique role in supporting 
students’ integration not just to 
the campus community but also 
to the larger Canadian society. 
Although the participants in 
this study identified success in 
assisting international students, 
there remained a gap in service 
provision for them in addressing 
students’ need for more directive 
assistance. As such, continued 
investigation into culturally 
appropriate and effective student 
services is needed to understand 
the contexts in which internation-
al students successful with this 
integration. 
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phiques, citations, références) doivent être 
conformes au style décrit par le Publications Ma-
nual of the American Psychological Association 
(APA), 6e édition.

5.  Les graphiques et les tableaux doivent être 
présentés sur des feuilles séparées afin de faciliter 
le processus de photographie.

6. Les manuscrits doivent être soumis en format 
MS Word. 

7.  L’évaluation des articles se fera selon des cri-
tères tels que : l’importance et l’actualité du sujet, 
la contribution à l’avancement des connaissances 
dans le domaine, une approche méthodologique 
adéquate et la clarté de la présentation. En géné-
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mois. 

8. La soumission d’un manuscrit à la Revue cana-
dienne de développement de carrière  signifie que 
cet article n’est pas présentement soumis ailleurs 
pour fin de publication. 
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